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ANNOTATION 

SHAMA Einas, Developing of positive attitudes of physical education teachers towards  

inclusion of children with disabilities, PhD in education sciences, Chisinau, 2024 

 

Thesis structure: Annotations, Acronyms, Introduction, 3 chapters, 160 pages of basic text, 20 

tables, 21 figures, conclusions and recommendations, bibliography (208 titles), 6 appendices. The 

obtained results are published in 9 scientific publications.  

Key-words: positive attitudes, physical education, inclusion, students with disabilities, 

integration, inclusive education, motivations, social stereotype, children with special needs. 

The Field of Research: General Theory of Education.  

The Goal of the research: consists of elaboration and validation of the Pedagogical Model for 

the development of the Physical Education Teachers’ positive attitudes towards inclusion of students 

with disabilities in physical education activities to make their education more efficient. 

The research objectives: to explore the concept and dimensions of teachers’ attitudes to 

inclusion; to analyze the evolution and elucidate the concepts of inclusion in education system and 

connections between inclusion and physical education (PE); to elaborate a theoretical and 

praxiological framework of including students with disabilities in PE lessons together with 

nondisabled students; to examine the complexity of correlations between the PE teachers’ attitudes 

and variables of: participation in an academic course, work experience with students with disabilities, 

gender; to validate the Pedagogical Model for the development of the Physical Education Teachers’ 

positive attitudes towards inclusion of students with disabilities in PE activities to make their 

education more efficient. 

Scientific novelty and originality of the research: the concepts of inclusion, inclusive school 

environment, and positive attitudes of physical education teachers were updated; contributing to 

changing the traditional paradigm that sport is an unimportant topic for students with disabilities to 

approach it as a key element of inclusion in PE lessons;  the Pedagogical Model for the development 

of the Physical Education Teachers’ positive attitudes towards inclusion of students with disabilities 

in physical education activities to make their education more efficient was validated. 

The scientific results obtained in the research: identification and validation of the theoretical 

and methodological landmarks of the Pedagogical Model for the development of the Physical 

Education Teachers’ positive attitudes towards inclusion of students with disabilities in physical 

education activities, based on the Formative program “Sport is for everyone”, which contributed to 

changing the attitude towards students’ disability as a problem to approach it as a challenge 

(opportunity) in the involvement in PE activities; improving the desire of students with disabilities to 

participate in PE activities together with non-disabled.  

The theoretical significance of the research: the contribution to the development of the 

concepts and theories of inclusion in relation to PE; identification of factors and indicators of inclusive 

education in relation with PE; contributions to the theory of education by exploring the concept of 

inclusive physical education based on social, pedagogical and psychological foundations.   

The practical value of the research: the strategies, principles and methods of increasing the 

PE teachers’ positive attitudes and improving inclusion process may serve as incentive for reviewing 

education policies of fighting rejection towards students with disabilities; the components of the 

Pedagogical Model, based on formative program “Sport is for everyone”, can be applied in developing 

a plan for increasing inclusion of disabled students in all PE class in the schools of Arab sector Israel.  

Implementation of the scientific results: through practical activities with teachers and students 

from 120 elementary schools in Northern Israel. 
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ADNOTARE 

SHAMA Einas, Dezvoltarea atitudinii pozitive față de incluziunea copiilor cu dizabilități la 

profesorii de educație fizică, teză de doctor în științe ale educației, Chișinău, 2024 

 

Structura tezei: Adnotări, аcronime, introducere, 3 capitole, 160 pagini text de bază, 20 tabele, 

21 figuri, сoncluzii și recomandări, bibliografie (208 titluri), 6 anexe. Rezultatele obţinute sunt 

reflectate în 9 publicaţii ştiinţifice. 

Cuvinte cheie: atitudini pozitive, educație fizică, incluziune, elevi cu dizabilități, integrare, 

educație incluzivă, motivații, stereotip social, copii cu nevoi speciale.   

Domeniul cercetării: Teoria generală a educației.  

Scopul cercetării: constă în elaborarea și validarea Modelului pedagogic pentru dezvoltarea 

atitudinilor pozitive ale profesorilor de educație fizică față de incluziunea elevilor cu dizabilități în 

activități de educație fizică pentru eficientizarea educației acestora. 

Obiectivele cercetării: explorarea conceptului și dimensiunilor atitudinilor profesorilor față de 

incluziune; analiza evoluției și elucidarea conceptelor de incluziune în sistemul de învățământ și 

conexiunilor dintre incluziune și educația fizică (EF); elaborarea cadrului teoretic și praxiologic de 

includere a elevilor cu dizabilități în lecțiile de EF împreună cu elevii fără dizabilități; examinarea 

complexității corelațiilor dintre atitudinile profesorilor de EF și variabilele: participarea la un curs 

academic, experiența de lucru cu studenți cu dizabilități, genul; validarea Modelului pedagogic pentru 

dezvoltarea atitudinilor pozitive ale profesorilor de EF față de incluziunea elevilor cu dizabilități în 

activitățile de EF pentru a le eficientiza educația. 

Noutatea științifică și originalitatea cercetării: au fost actualizate conceptele de incluziune, 

mediu școlar incluziv, atitudini pozitive ale profesorilor de educație fizică; a contribuit la schimbarea 

paradigmei tradiționale conform căreia sportul este un subiect neimportant pentru elevii cu dizabilități, 

pentru a-l aborda ca element cheie de includere în lecțiile de educație fizică; a fost validat Modelul 

pedagogic pentru dezvoltarea atitudinilor pozitive ale profesorilor de educație fizică față de 

incluziunea elevilor cu dizabilități în activitățile de educație fizică pentru eficientizarea educației 

acestora. 

Rezultatele științifice obținute în cercetare: identificarea și validarea reperelor teoretice și 

metodologice ale Modelului Pedagogic pentru dezvoltarea atitudinilor pozitive ale profesorilor de 

educație fizică față de incluziunea elevilor cu dizabilități în activitățile de educație fizică, pe baza 

programului formativ „Sportul este pentru toți”, care a contribuit la schimbarea atitudinii față de 

dizabilitatea elevilor ca problemă spre abordarea ca o provocare (oportunitate) în implicarea în 

activitățile de EF; îmbunătățirea motivației elevilor cu dizabilități de a participa la activități de EF 

împreună cu persoanele fără dizabilități. 

Semnificația teoretică a cercetării: contribuția la dezvoltarea conceptelor și teoriilor 

incluziunii în raport cu EF; identificarea factorilor și indicatorilor educației incluzive în relație cu EF; 

contribuții la teoria educației prin explorarea conceptului de educație fizică incluzivă bazată pe 

fundamente sociale, pedagogice și psihologice. 

Valoarea practică a cercetării: strategiile, principiile și metodele de creștere a atitudinilor 

pozitive ale profesorilor de educație fizică și de îmbunătățire a procesului de incluziune pot servi drept 

stimulent pentru revizuirea politicilor educaționale de combatere a respingerii față de elevii cu 

dizabilități; componentele Modelului pedagogic, în baza programului formativ „Sportul este pentru 

toți”, pot fi aplicate în elaborarea unui plan de sporire a incluziunii elevilor cu dizabilități în toate 

clasele de educație fizică în școlile din sectorul arab Israel. 

Implementarea rezultatelor științifice: prin activități practice cu profesori și elevi din 120 

de  școli elementare din nordul Israelului. 
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INTRODUCTION 

Relevance of the research theme  

According to UNICEF’ data (2018), across Europe and Central Asia, children with disabilities 

are particularly vulnerable to stigma and discrimination, and are often segregated. Approximately 5.1 

million children with disabilities in the region face multiple rights violations, from lack of early 

detection or diagnosis of disabilities to exclusion from education and participation in their 

communities [56].  

Over the years disability policy developed from elementary care at institutions to education for 

children with disabilities and rehabilitation for persons who became disabled during adult life. After 

the Second World War the concepts of integration and normalization were introduced, which reflected 

a growing awareness of the capabilities of persons with disabilities.  

Over the years, the problems of people with disabilities, but especially the rights of people with 

disabilities, have always been at the center of attention of the United Nations and other international 

organizations. Different authors and documents proposed different terms / definitions in order to 

identify and design the specificity of phenomenon of education of children and students with 

disabilities. The most relevant terms used in relation with the phenomenon of disability are the 

following: inclusion/ social inclusion, integration/social integration, special needs, special education, 

inclusion culture, education for all and others.  

International human rights agreements, covenants, and legislation, stipulate definitions of 

inclusion that elucidate issues of equity, access, opportunities and rights. Inclusion is based on the 

concept of social justice, which aims at the right of all children to equal access to all educational 

opportunities, regardless of disability [126]. 

Within the educational system, the concept of the rights of people with disabilities has evolved 

from education with special needs to inclusive education. The effective inclusion of students with 

disabilities in mainstream schools is a social issue that has continuously concerned education systems 

around the world for more than four decades. We would like to stress attention on new accent: more 

often inclusive education is connected to equitable quality education, that involve more sensitive and 

responsible strategies and actions.  

The Salamanca Statement (UNESCO, 1994) highlights the need to provide education for all 

children in an inclusive school [162]. As a result, several countries have proposed the implementation 

of inclusive schools. 



12 

 

Consequently, in Israel and particularly in the Arab sector, education policy makers have 

affirmed a commitment to reducing the numbers of pupils educated in special segregated schools and 

to moving more of these pupils into the mainstream of education. According to official statistics, the 

number of students with disabilities in Education System in Israel increased from 164,190 (2017) to 

172,796 (in 2022) [95, p.51].  

Although the important integration issue had become imperative within the mainstream school 

challenging the education system to address it, children with disabilities must still face impeding 

barriers which are directly related to their disability but not less to the  stigmatic attitudes of their new 

surroundings, including teachers, which should assume the responsibility to integrate them. The 

barriers of participation in physical activity or the exclusion of children from it are the practical 

outcome of physical education teachers' lack of coping resources and pedagogical strategies  in dealing 

with the inclusion problem, although they may have the awareness and the will to do so.  

Considering the above mentioned realities within the context of the contemporary dynamic 

socially oriented perspective at the turn of the millennium and the new consequent policies of the 

educational system to integrate children with disabilities in the regular system, it has become urgent  

not only to opt for inclusion but also to facilitate the complex process of putting into practice the social 

integrative approach for the benefit of both regular pupils and pupils with disabilities. However, at 

this crucial crossroad when the direction of inclusion is dictated by most education policy makers, the 

implementation of relevant  strategies are still unclear to the system, namely to the physical education  

teachers themselves. At the implementation level, the inclusive education movement, although widely 

recognized, faces various transitional and strategic issues, including stigmatizing attitudes and a 

shortage of experienced physical education teachers. At the implemental level, the inclusion education 

stream although highly recognized faces various transitional and strategic problems, including 

stigmatic attitudes and insufficiently experienced physical education teachers. Based on my personal 

experience as a teacher/trainer, we note the importance of developing a positive attitude of PE teachers 

towards children with disabilities. Being aware of the students with disabilities rights to be an integral 

part of school and be included as far as possible in different school activities, careful attention should 

be devoted to the required strategic steps since only a careful professional implementation of the 

inclusion policy, can ensure its success [2; 7; 8; 15; 125].    
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The description of the situation in the research domain  

Reiterating that the adoption of the UN Convention on the Rights of Persons with Disabilities 

(2006) has spurred research and policy development, we note that the issue of stigmatizing attitudes 

towards children with disabilities has been addressed in several current field studies [181]. We find 

existing studies in the field mostly focusing on peers' attitude, respectively the attitude of ordinary 

students without disabilities towards their peer students with disabilities: Downs, P.& Williams, T. 

[57]; Florian V. [70]; Kowalski, E.M.&Rizzo, T.L.[103]; Tripp, A., Frence, R. &Sherrill, C.[159]. 

Other studies explored the parents’ attitude such: Boukhari, H. [41]; Leyser Y, Kirk R.[110]. 

Several studies have provided evidence that negative attitudes of teachers towards students with 

disabilities are a major barrier to student learning: Hutzler Y., Daniel-Shama E.[90]; Wehbi, S.[171]; 

Weisel A, Dror O.[172]; Peters, Susan J. [188]. 

At the same time, the attitudes of teachers towards inclusion of students with disabilities in the 

context of physical education are less researched. According to these realities which are also 

confirmed by our experience, we note that physical education lessons can constitute an adequate 

”container of coping” with inclusion problems effectively;  students with disabilities want to be a part 

of society instead of the default traditional option of feeling lonely and rejected. For this reason, 

teachers have to prepare themselves to contain, include and practically accept all students in their 

lessons, and also to be competent in preparing their regular students to understand how to include their 

different colleagues as equal pals. 

Since teacher’s present role has changed from that of merely conveying knowledge or 

constituting the exclusive source of knowledge to a most challenging role of being rather a guide or  

facilitator for seeking for  relevant information and ways of self-development new ways of forming 

demanding unfamiliar competences must be found. It must be mentioned that students with disabilities 

who enter the regular system as it has justly been decided by educational  policy makers are often not 

only unprepared for the challenging process of integration but they are also still  at risk  with their 

characteristic emotional and learning difficulties, having experienced failures during their years in 

elementary and middle schools, unsurprisingly holding  low self-images and as a result find it hard to 

integrate in the regular high schools. 

The vital part of teachers' attitudes to inclusion in the context of different educational  domains 

is addressed by: Aloia G.E. et al. [20]; Avramidis E, Norwich B. [24]; de Boer, A. et al. [40]; Bender 

W.N. et al. [34]; Savolainen H, [145]; Sharma, U., et al. [147]; Tsakiridou H., Polyzopoulou K. [157], 
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Vaz, Sharmila et al.  [168]; Walker, Th. [170] etc.  

In the Republic of Moldova, Bucun, N., Vrabie, S. [2]; Lupușor M-R. [8]; Malcoci, L., 

Chistruga-Sinchevic I. [9]; Racu A. et al [10; 11] explored the subject of teachers’ attitudes to 

inclusion. Callo, T. [3]; Panico V., [10] proposed the paradigm of attitude relevant to our research.  

The context of physical education was analyzed by Block H.C. et al. [26-39]; Bekiari A.& 

Sakelariou K. [33]; Forlin, C. et al. [73-75]; Hutzler, Y. [87; 88]; Hodge, S.R., et al. [83-85]; Kudlacek, 

M. et al. [104-106]; Lieberman, L.J.,  [111]; Mangope B., et al. [113]; Morely et al. [119]; Rizzo 

T.L.& Vispoel W.P. [137] etc. 

Some researchers explored the teachers’ attitudes towards disable children/ students based on 

the experience in Israel: Florian V. [69; 70], Avissar, G. [23]; Feigin, N., Talmor, R.&Erlich, I. 

(focused on PE teachers) [67];  Gompel, T. [80]; Lifshitz, H. , Glaubman, R. & Issawi, R. [112]; 

Weisel A, Dror O. [172]; Daniel-Shama E. [48-53; 90].  

Different aspects of motivation of youth to participate in sports and physical activities have 

been addressed by Faison-Hodge, J., & Porretta, D.L. [65]; Blindle, E.M.,&McCallister, S.G. [35]; 

Ruviv & Ledor [143], Corbin, C. [46], Downs, P. et al. [57; 58]; Gao, C.B. et al. [77]; Xiang, P., 

&Lee, A.M [175]; Nicholls, J.G [121]; Goodwin, D.L.& Watkinson, E.J. [79]; Hutzler, Y., et al. [87-

89] (some authors identified prominent stimuli such as: the individual's personal interest in the 

activity, encouragement received from parents, benefits of the activity, the social pressure amongst a 

certain age group, the need for companionship, the need for status and social recognition, the need for 

specialization and achievement, the need to develop fitness', the need for risks, financial reward, and 

particularly the conduct of trainer-teacher and his/her approach to student boys/girls). 

The re-framing of the subject of physical education with an emphasis on health and a physically 

active lifestyle rather than more competition has been addressed by Corbin, C.B. [46] and named as: 

“new physical education”. Antonovsky A. (1987) [apud 188] addresses the integration of a 

salutogenic paradigm, proposing the central coherent construct as a way of supporting the theoretical 

platform of health promotion activities, instead of the traditional medical pathology-based paradigm. 

Similarly, Lahad et al. [108] in its multi-dimensional model BASIC PH, emphasizes the need to 

address coping and the unharmed resilience of children with disabilities in order to be able to handle 

them properly and to fully integrate them. 

It was important for the exchange of information and experience in this research to get 

acquainted with the work of Moldovan researchers dedicated to the topic of inclusive education: Cara, 
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A. [4], Racu, A. et al. [7; 11; 12], Bucun, N., Paladi, O., Rusnac, V., Vrabie, S. [1; 2], Balan V., Bortă 

L., Botnari V., Bulat G., Eftodi A., Gînu D., Lisnic E., Petrov E., Prițcan V., Șevciuc M., Velișco N. 

[5]; Rusnac V. [13] and others. Adoption of a comprehensive legal framework such: Strategy on social 

inclusion of persons with disabilities (2010-2013); Law on social inclusion of persons with disabilities 

(2013); The Program on Development of Inclusive Education in the Republic of Moldova for 2011–

2020 years; Education Code of the Republic of Moldova (2014) etc. has stimulated research in the 

field, but has also embarked upon the reform of inclusive education.  

Broadly stated, researchers have acknowledged that marginalization and exclusion of children 

and youth with disabilities needs to be conceived of more broadly than the current focus on indicators 

of poverty and on the excluded individual. It has become obvious that addressing marginalization and 

exclusion of children and youth with disabilities requires an explicit public policy that supports new 

innovative approaches aimed at reducing and eventually eliminating structural barriers as well as 

societal attitudes underlying cultural traditions. 

Despite the adoption of several documents in the field, there are various debates regarding the 

use of the words ‘special education needs’ and ‘inclusion’ and ‘disabilities’. These interpretations 

often reflect fundamental attitudes towards or understanding of disability and SEN. At the European 

level, official policy statements have only relatively recently referred to ‘inclusion’ and ‘inclusive 

education’, rather than ‘integration’ and ‘special educational needs’. Use of terms reflect particular 

models or approaches to understanding disability, particularly medical as opposed to social models of 

disability [154, p.22].  

Considering the specifics of physical education, in this paper we will use the term ‘students with 

disability’, which correlates with the term ‘special education needs’ (SEN).   

So, the premises and the contradictions which have been mentioned above served as the basis 

for the formulation of the research problem: how to improve the physical education teachers' 

attitudes regarding the inclusion of students with disabilities into physical education activities, to make 

their education more efficient, given that PE in the Arab sector is non-inclusive? 

The object of research: The process of developing positive attitudes of physical education 

teachers towards the inclusion of students with disabilities. 

The Goal of the research consists of elaboration, implementation and validation of the  

Pedagogical Model for the development of the PE teachers’ positive attitudes towards inclusion of 

students with disabilities in physical education activities to make their education more efficient. 
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Research hypothesis: the process of developing positive attitudes of physical education (PE) 

teachers towards students with disabilities will be more efficient if we:  

- establish the epistemological and methodological context of PE teacher training, based on 

correlations between the attitudes and the variables: participation in an academic course, 

experience in integrating students with disabilities, gender, years of work experience (in 

teaching) 

- explore the predictive factors of PE teachers' attitudes towards inclusion of students with 

disabilities 

- adapt PE curriculum and activities serving specific needs of students with disabilities 

- motivate students with disabilities to participate in physical education lessons together with non-

disabled students 

- elaboration, implementation and validation of the Pedagogical Model for the development of 

the physical education teachers’ positive attitudes towards the inclusion of students with 

disabilities.    

The research objectives: 

1. To explore the concept and dimensions of teachers’ attitudes to inclusion. 

2. To analyze the evolution and elucidate the concepts of inclusion in education system and 

connections between inclusion and physical education.  

3. To offer a theoretical and praxiological framework for including students with disabilities in PE 

lessons together with non-disabled students. 

4. To examine the complexity of correlations between the physical education teachers’ attitudes 

and variables of: participation in an academic course, experience in integrating students with 

disabilities, gender, years of work experience (in teaching). 

5. To validate the Pedagogical Model for the development of the Physical Education Teachers’ 

positive attitudes towards inclusion of students with disabilities in the physical education 

activities/lessons to make their education more efficient.  

Synthesis of the research methodology and justification of the chosen research methods. 

The current research is based on the analysis of several concepts, theories, documents in the  

field of pedagogy, psychology, special pedagogy, sociology dedicated to inclusion, attitudes, physical 

education of students with disabilities. 
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As specific epistemological benchmarks served: the concepts of inclusive education, the rights 

of persons with disabilities (based on international standards: Convention on the Rights of Persons 

with Disabilities [166]; Convention on the Rights of the Child [165]The SALAMANCA Statement 

and Framework for Action on Special Needs Education [162]); physical education adaptation: 

Watson, S. [196], Reid, G. [132]; ideas on attitudes’ developing by Allport G. [19], Bandura A. [29], 

Block M. et al.[37; 38]etc., approaches regarding PE teachers’ attitudes to inclusion/students with 

disabilities proposed by Hutzler Y. [87; 90]; Obrusnikova I. [123]; Morley D. et al.[119]; Mangope 

B. et al. [113]; the concept of Corbin C."new physical education"[46], the Antonovsky's A. 

salutogenic paradigm [187], Kolb's D. theory of experiential learning [102], the theory of Planned 

Behavior by Ajzen I. [17; 186] etc. 

The theoretical and methodological aspects of the research base upon the following 

approaches:  

a. The socio-cultural perspective; we found Sanderson's socio-cultural perspective definition 

[143, p.129]  as - "describing people’s behavior and mental processes as shaped in part by their social 

and/ or cultural contact, including race, gender, and nationality", most suitable to serve our research. 

Another distinctive phenomenon on the complex subject of inter-personal perception which is 

at the core of the current research is the phenomenon creating the social stereotype. Sometimes, within 

interpersonal impression, on the basis of characteristics that characterize a person, the impression is 

more than a conclusion of the given features, then a primary datum may serve as a milestone for 

organizing the impression [16].  

b. The classical social cognitive concepts [30] of Bandura's reciprocal determinism  led us in 

elaborating the training program for PE teachers who had to cope with the inclusion challenges in 

their classes. In this context we determined the correlation between the self-efficacy [26; 27; 28] of 

the PE teacher and the concrete perspective of integration of students with disabilities in physical 

education classes.  

c. We also explored the main principles of Social Pedagogy, based on humanistic values that 

stress human dignity, mutual respect, trust, unconditional appreciation, and equality [189].  

The research methodology included several methods: theoretical methods: synthesis, 

generalization, classification, systematization, comparison, modeling, surveys;  empiric methods: 

observation, testing, questionnaires, conversations, ascertaining, formative and control experiments, 

statistical methods: Cronbach’s alpha, students’ t test for independent samples, students’ t test for a 
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single sample, two way analysis of variance, one way analysis of variance etc. 

 The scientific originality and novelty of the research: examines the change trends in the 

attitudes of physical education teachers toward the inclusion of students with disabilities in their 

regular lessons on a historical & conceptual level; the concepts of inclusion, inclusive school 

environment, positive attitudes of physical education teachers were updated; contributed to changing 

the traditional paradigm that sport is an unimportant topic for students with disabilities to approach it 

as a key element of inclusion in PE lessons;  establishes the indicators for evaluating the physical 

education teachers' attitudes toward the inclusion of children with disabilities in physical education 

activities; validates the Pedagogical Model for the development of the Physical Education Teachers’ 

positive attitudes towards inclusion of students with disabilities in PE activities, based on the 

programme “Sport is for everyone”.  

The main scientific results obtained in the research consist in the identification and validation 

of the theoretical and methodological components of the Pedagogical Model for the development of 

the Physical Education Teachers’ positive attitudes towards inclusion of students with disabilities in 

PE activities/lessons in the schools in Arab sector of Israel, the implementation of which contributed 

to decreasing the teachers stereotypes, changing the attitude towards students with disabilities: from 

approaching them as a problem to approaching them as an opportunity; ensuring the decrease of the 

negative impact to disabled students, enhancing their participation in PE together with nondisabled 

students and inclusion for personal development, and creating an inclusive environment.  

The theoretical significance of the research: the contribution to the development of the 

concepts and theories of inclusion in relation to PE; identification of factors and indicators of inclusive 

education in relation with PE; contributions to the theory of education by exploring the concept of 

inclusive PE based on social, pedagogical and psychological foundations; contribution to changing 

the traditional paradigm that sport is an unimportant topic for students with disabilities to approach it 

as a key element for the implementation of inclusion in PE lessons; analysis of various PE teacher’s 

attitudes programs, systems and alternative facilities for disabled students to reduce the risk of its 

rejection. Research contributes to the enrichment of the theoretical knowledge regarding the inclusive 

PE in the schools in Arab sector of Israel with an emphasis on: the concepts of inclusion in education 

system in correlation with teachers’ attitude towards disabled children inclusion; the complexity of 

correlations between the attitudes of PE teachers and between the variables of: participation in an 

academic course, experience in integrating disabled students, gender, years of work experience. 
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The praxiological value of the research is strengthened by: 

 the Formative program “Sport is for everyone” that can serve as an example of good practice 

for PE attitude and the attempt to increase the inclusion process towards students with 

disabilities at school, through activities similar to those promoted under the program, can help 

improve their performance of those students and their participation in the activities, and thus 

can reduce rejection phenomenon  rate among students with disabilities from Israeli Arab sector; 

 the strategies, principles and methods of increasing positive PE attitude and increasing inclusion 

process, valued in the experiment, may serve as incentive for reviewing education policies of 

fighting rejection towards students with disabilities at ministerial, school and community levels; 

 the activities from the Pedagogical Model for the development the PE teachers’positive attitudes 

can be applied in developing plans for increasing the inclusion of students with disabilities in 

all PE classes at all the schools of Israel, in partnership with school, community and family; 

 the research contributed significantly to the methodological framework of the process of 

developing the teachers’s positive attitudes towars the disables students inclusion in PE. 

Volume and structure of the thesis: the content of the thesis includes 160 pages of basic text, 

including annotations in Romanian, Russian and English, three chapters, conclusions and 

recommendations, 21 figures and 20 tables, bibliography of 208 titles and 6 appendices.  

Key-words: positive attitudes, physical education, inclusion, students with disabilities, 

integration, inclusive education, motivations, social stereotype, children with special needs. 

The Summary of thesis: 

In the Introduction is presented the actuality, importance and relevance of the subject of the 

research, described the research field and the research topic, based on the identification of the 

contradictions, its premises and its effects on the education system and the physical education in the 

Arab society. It presents the goal and objectives of the research, the experimental dimensions of the 

positive attitudes of the physical education teachers, the scientific approval of the research results. 

The first chapter entitled “Theoretical landmarks regarding attitudes in relation with social 

integration and inclusion in education” includes in its first part, the concept and dimensions of 

teachers’ attitudes towards inclusion. Also, the Models guiding attitudes and behaviors toward persons 

with disability, including the Learning style & Experiential learning Theory (David Kolb), Theory of 

planned behavior, others are described. The second part of this chapter, focuses on the development 

of social integration and inclusion in the world (definitions, evolution of terms, legal framework); the 
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development from special education to social integration and inclusion. The third part of the chapter 

includes analysis of inclusion in the education, different approaches of inclusion in the education. The 

definitions on inclusive education and inclusive culture were reinforced, the exhaustive definition of 

inclusive education was proposed; connections between inclusion and physical education was 

explored. The fourth part reflected the legal aspects of integrating students with disabilities in Israel 

and in Moldova, that created premises for current research.   

The second chapter entitled “The methodological framework of developing physical 

education teachers’ positive attitudes towards inclusion of students with disabilities” focuses, in its 

first part, on the concept of developing physical education teachers’ positive attitudes towards the 

inclusion of students with disabilities. Based on international standards and literature review, we 

deduced the importance of educational strategies focused on improving the PE teachers' attitudes 

regarding the inclusion of students with disabilities into PE lessons / sport activities, taking into 

account the specific needs of girls and boys, but also the sociocultural and family context etc. Our 

Concept of developing of physical education teachers’ positive attitudes towards the inclusion of 

students with disabilities includes the following components: analysis of physical education sector in 

Israel in relation with inclusion; Physical Education Adaptations for Students with Disabilities;  

overview of Socio-cultural determinants of teachers’ attitudes towards the disabled students. 

The second part presented the Pedagogical Model for the development of the PE teachers’ 

positive attitudes towards the students with disability to increase inclusion of students with disability 

together with nondisabled students in PE activities.  

The third chapter entitled „The experimental framework for the development of positive 

attitudes of physical education teachers towards the inclusion of students with disabilities” presents, 

in its first part, diagnosis of physical education teachers' attitudes towards the inclusion of students 

with disabilities in physical education activities. The second part of the chapter presents the Formative 

program “Sport is for everyone” (design, implementation). The main findings are reflected, including 

connection between background variables and correlation between components of Pedagogical Model 

centered on developing the PE Teachers’ positive attitudes towards students with disabilities. The 

results of Validation of physical education teachers' attitudes towards the inclusion of students with 

disabilities are presented. The relationships established among the different components of 

Pedagogical Model, validated during the implementation, positively influenced the intervention and 

the formative process as a whole.  
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The Chapter General Conclusions and Recommendations contains the synthesis of the main 

ideas, the scientific and experimental results of the investigation, the recommendations and the 

openings of the possible research perspectives. This research is a valuable scientific-methodological 

tool for PE teaching staff, school managers, special inclusion personel in their educational and 

managerial activity, also for parents and community representatives. 
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1. THEORETICAL LANDMARKS REGARDING ATTITUDES IN RELATION  

WITH SOCIAL INTEGRATION AND INCLUSION IN EDUCATION 

 

1.1. Concept and dimensions of teachers’ attitudes on inclusion 

The attitude construct is one of the most-explored constructs in social psychology, and it has 

had a significant impact on the social sciences. 

According to the Allport’ definition: “Attitude is a Mental and neural state of readiness, 

organized through experience, exerting a directive or dynamic influence upon the individual’s 

response to all objects and situations with which it is related” (Allport, 1935 [19]).  

Later, Krech and Crutchfield (1948) wrote, "An attitude can be defined as an enduring 

organization of motivational, emotional, perceptual, and cognitive processes with respect to some 

aspect of the individual's world" [apud 190]. These definitions emphasized the enduring nature of 

attitudes and their close relationship to individuals' behavior. Some sociologists (e.g., Fuson, 1942) 

and psychologists (e.g., Campbell, 1950) even defined attitudes simply in terms of the probability that 

a person will show a specified behavior in a specified situation [apud 191]. 

Most current researchers use the term to refer to a valenced evaluation of something, be it a 

person, object, concept, event, action, etc. (i.e., the attitude object). Most theorists consider attitudes 

to be relatively enduring (i.e., they are typically not transitory like phenomena such as mood states); 

however, the extent to which they are stable and enduring would be expected to fall on a continuum, 

and is determined by factors such as variations in cognitive structure [174; 169]. Furthermore, many 

contemporary researchers suggest that a distinction can be made between attitudes that are deliberative 

and within an individual’s control, and those that are nondeliberative and automatic (i.e., explicit 

versus implicit attitudes). Much of the research on attitudes has focused on issues such as the structure 

and function of attitudes, how they influence behavior and judgment, how they can be changed, and 

even whether we need them and if they exist at all. [191; 183] 

The subject of attitudes is studied extensively. At the same time, a growing body of literature 

suggests that attitudes may be much less enduring and stable than has traditionally been assumed. 

Instead, we may expect a close relationship between attitudes and behavior only under some specific, 

and relatively narrow, conditions (Bohner & Schwarz, 180) [190].  

According to Schwarz and Bohner [190], attitudes are a hypothetical construct, invented by 

researchers to account for a body of phenomena. We cannot observe attitudes directly but infer them 
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from individuals' self-reports and behavior. In this sense, the processes underlying self-reports of 

attitudes are extremely important for approaches regarding the nature of attitudes.  

Schwarz and Bohner [190] noted that behavioral decisions are not always based on specific 

information about the attitude object, e.g. on individuating information about the specific person we 

encounter. For example, being under cognitive load (e.g., Macrae, Milnae, & Bodenhausen, 1994) or 

being in a good mood increase reliance on pre-existing knowledge structures at the expense of reliance 

on individuating information. Hence, it may expect that individuals' behavior towards an exemplar is 

more consistent with their attitude judgment about the category when they are in a good mood or 

under cognitive load because information about the exemplar is less likely to enter the decision 

process. 

Some authors mentioned that the attitude judgment is based on respondents' mood at the time 

of judgment (Schwarz & Clore, 1988 [apud 190]). In this case, we may be hard put to detect any 

attitude-behavior consistency unless respondents happen to be in the same mood in the behavioral 

situation and the behavior is inconsequential, thus rendering one's apparent affective response 

sufficient for a decision. Moreover, any other difference in processing motivation at the time of 

judgment and behavior is similarly likely to decrease the attitude-behavior relationship. 

According to Millar and Tesser (1992) [117], we engage in some behaviors for their 

instrumental value in reaching a goal and in other behaviors for the pleasures they provide. If so, 

attitude judgments should be a better predictor of instrumental behaviors when the judgment is based 

on a consideration of the behavior's instrumental implications rather than hedonic implications. But 

attitude judgments based on our hedonic assessments of the behavior should be an excellent predictor 

for consummatory behaviors, i.e., behaviors we engage in for enjoyment.  

Numerous studies have shown that attitude-behavior consistency is higher when the individual 

has direct behavioral experience with the attitude object (Fazio & Zanna, 1981[64]). This desideratum 

served us as an important landmark in this research. 

At the same time, attitude-behavior consistency is likely to be higher when individuals take the 

context in which the behavior is to be performed into account when they form an attitude judgment. 

In most cases, however, attitude judgments are assessed without mentally instantiating the context in 

which the attitude object may be encountered, resulting in low attitude-behavior consistency [190]. 
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Researcher Callo (2014) [3] mentioned the configuration of two schools of thought: 

The three-factor approach, which argues that an attitude is: 

1) A positive, negative or mixed emotional reaction, in which our emotions, feelings and moods 

towards a certain object are found; 

2) A behavioral disposition or, in other words, the tendency to act in a certain way towards the 

object; 

3) A cognitive reaction, insofar as the evaluation of the object is based on certain opinions, 

representations and memories. 

The one-sided approach, which is based on the fact that often our thoughts and feelings are not 

correlated with each other and does not always guide our behavior. For this reason, the proponents of 

this orientation prefer to treat the three components separately, understanding by attitude only the 

affective component [3].  

An attitude can be as a positive or negative evaluation of people, objects, events, activities, and 

ideas. It could be concrete, abstract or just about anything in your environment, but there is a debate 

about precise definitions. 

Researchers described the position as the tendency and/or preparedness to evaluate the object 

or the object's icon in a certain way. Looking for any position consisting of three components: 

cognitive, emotional, and behavioral, when the ratio between the three components can vary in degrees 

and intensities [110].  

The Conscious-Cognitive dimension: Refers to personal knowledge - Believes a person has on 

an object or situation and gives the person a dimension of understanding. This component answers the 

questions correctly - not true, true - false, preferably - not desirable. 

The subject's attitude towards something can be constructed with the help of comparative 

information. These are objective data, beliefs for informational purposes within the attitude [3, p.42]. 

 The Emotional dimension: it is represented by emotions, feelings, sensations of pleasure or 

displeasure that do not always have a basis. People often have emotional relationships with the first 

object of value. Some people or situations make us react positively (pleasantly), others worry us, 

triggering negative reactions. Favorable or unfavorable manifestations must be decoded within the 

culture to which they belong, the system of norms and values shared by that group. [3]. Refers to the 

emotional evaluation of the facts resulting from a particular object. 
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The Behavioral (or intentional) dimension: it is represented by desire and will in connection 

with the attitudinal object; the intention to bring him closer, to reject him, etc. We consider both the 

behavioral action and the predispositions for action. Attitude always has an anticipatory function, 

announcing the needles will follow. In this way, attitudes facilitate integration into social life, allowing 

for early adjustments of interpersonal behaviors. 

Refers to the tendency for behavior and the behavior itself to the object. This component is 

affected and stimulated by the cognitive element and emotional element. (How much knowledge is 

there? Is there misleading knowledge? Whether the object arouses feelings of anxiety, or hate, etc.). 

This component answers the question of how a person behaves toward the object. 

It may be added that each social attitude belongs to one of the following three motivational 

elements: 

 Attitude as examining reality - a search for meaning and the need to acquire knowledge about 

the external world consistently. 

 Attitude as the need to avoid social desirability and social rejection. 

 Attitude as a defense of self - protection against internal conflicts. 

In the context of the present research we consider opportune the point of view of the researcher 

Callo as that the attitude represents the fundamental component of the character, this being a psychic, 

synthetic construction that brings together intellectual, affective and volitional elements [3]. 

Attitude is the result of the teacher's interaction with the world. The attitude reflects the way in 

which the previous experience is accumulated, preserved and organized, when the teacher approaches 

a new situation. Attitude appears as a link between his dominant internal psychological state and the 

multitude of situations to which he relates in the context of his social and professional life (adapted 

after Callo [3]). 

Specifically, this approach has served as a benchmark in exploring the attitude of physical 

education teachers towards students with disabilities. Having the general attitude towards students as 

people able to do sports / physical education, complemented by stereotypes / stigmas towards people 

with disabilities, they often find it difficult to overcome working with children with disabilities. This 

situation hinders the efficiency of the educational process. 

Many studies have shown that although there is great progress and increase tolerance of the 

person with disability in the advanced countries like the United States and Israel, there are still 

negative attitudes towards disability almost in every society [94; 95; 193; 111]. Accordingly, Flishkes 



26 

 

points (1993) [apud 111] to the fact that the status of Israeli society towards people with disabilities 

is largely negative, alienating and hostile. According to her, this is reflected in detachment and 

avoidance associated with them, unwillingness to treat them, understand and employ them. 

Many studies showing that the reasons for negative attitudes towards people with a disability 

relate to a sense of alienation and lack of similarity between the exceptional human and the non-

exceptional one [112; 113]. 

The experience in educating children with SEN brings a change in attitude. In the view of some 

experts, the attitudes of pre-service teachers towards inclusive education are a significant predictor 

for the future implementation of inclusive education (Sze, 2009 [155]), but also an effective method 

of improving attitudes towards inclusive education (Forlin et al. [74; 75]). 

Some researchers disagree that attitudes towards inclusive education are improved through 

training. Hastings and Oakford (2003) considered that training was not a significant factor in changing 

attitudes towards inclusive education, but specified the determining impact of types of disability on 

attitudes, with less inclusive attitudes towards children with behavioral and emotional difficulties than 

those with learning disabilities [apud 169]. 

At the same time, Forlin and Chambers (2011) found that, while attitudes towards inclusive 

education were improved through training and knowledge, the concerns of pre-service teachers and 

perceived stress regarding practical inclusive education was not improved. [apud 169]. 

Forlin, Keen, and Barrett (2008) [75] examined teacher concerns on inclusion of students with 

intellectual disabilities in regular settings. Malcoci and Sinkevici (2015) [9] ascertain that although 

the vast majority of teachers believe that inclusive education is a good practice, still a good part that 

consider that mainstream school is not for all children with disabilities. Thus, the integration into the 

community school of children with physical disabilities, with language disabilities, with learning 

disabilities is accepted and less or no - inclusion of children with mental disabilities and those with 

emotional-affective and behavioral disorders.  

Studies show that the attitude towards inclusion of teachers from schools who have worked with 

children with SEN is different from that of their colleagues who have not worked with children with  

[4; 113]. When teachers have many contacts with disabled persons, their attitudes and ability to teach 

disabled children are influenced (Smith, Price and Marsh 1986) [apud 98]. 

Several student and teacher related variables have been significantly and consistently linked 

with specific teacher attitudes toward inclusion (Avaramidis, 2002) [24]. Research on teacher 
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variables has revealed that attitudes were related to self-perceptions of competence, educational 

preparation, and experience in teaching students with disabilities (Kuyini & Mangope, 2011) [apud 

113]. Specifically, teachers’ attitudes toward inclusion were more likely to be favourable if they 

perceived themselves as better teachers (Dart, 2007; Mangope, 2002) had greater education 

preparation (Kuyini & Mangope, 2011), and had more years of experience in teaching children with 

disabilities (Mukhopadhyay, 2009; Kuyini & Dessai, 2005) [apud 113]. 

The role of teachers’attitudes in the success or failure of inclusive schools is evident in Dart, 

(2007) and Kuyini and Mangope, (2011) Mittler, (2003), who noted negative attitudes of teachers as 

the major obstacle to the progress of inclusive education globally [apud 113]. The majority of these 

studies in physical education have also assumed that a positive attitude towards inclusion was 

necessary for the successful inclusion of childrenwith disabilities into physical education (Loreman, 

Forlin, & Sharma, 2007)[apud 169]. These studies have examined the relationship between different 

types of attitudes and variables such as teacher age (Mdikana, Ntshagangase, & Mayekiso, 2007), 

gender (Sharma & Desai, 2002), teaching experience (Marston & Leslie, 1983), educational 

preparation (Mangope, Koyabe, & Mukhopadhyay, 2012), perceived teaching competence 

(Mukhopadhyay, Molosiwa, & Moswela, 2009) [apud 113], and type and severity of student disability 

(Rizzo & Vispoel, 1992) [137]. 

To have successful inclusion, teachers must receive adequate training Bender, Vail & Scott, 

1995).[34] Several authors mentioned that if teachers have more knowledge about inclusive education 

and how their learning needs can be met, they may have less negative attitudes towards the mainstream 

(Soho, Katims and Wilkins 1997) [apud 98]. The researchers (Yıkmış, Şahbaz and Peker 1997; Sarı 

2007) [apud 98] discovered that if teachers had information about inclusive education, their attitudes 

for inclusion altered from negative to positive.  

According to Bender et al., (1995) [34] study, there is a positive correlation between the attitude 

of teachers and with the number of courses taken in teaching disabled children. 

We agree with de Boer, that attitudes are influenced by information and knowledge about 

disability and by teachers' skills in working with children with disabilities in mainstream schools (de 

Boer et al., 2011) [40]. The specially trained teacher tends to have a more favorable attitude towards 

the inclusion of students with special needs than their non-professionally qualified teachers. 

Florian, Young and Rouse (2010) argue that a fairer and more equitable approach to meeting 

the needs of all learners can be supported by training newly qualified teachers to focus on the quality 
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pathway of what is generally available. [apud 169]. 

Attitudes towards disability reflect beliefs about disabled people and, as such, guide behavior 

towards disabled people [8]. Teachers' attitudes towards inclusion often depend both on the 

confrontations between their professional commitment and doubts about their competencies, but also 

on how the educational system is prepared to support them [96; 97].     

Previous research has considered a generalized perception of competence related to teaching PE 

to students with special needs, proposing that higher perceptions of competence are related to positive 

attitudes towards including children with special needs in PE. 

Physical educators' positive beliefs are crucial for ensuring meaningful learning experiences of 

students with disabilities included in general physical education. Numerous teacher-related and 

student-related variables may influence physical educators' beliefs about teaching children with 

disabilities in general physical education (Obrusnikova, 2016 [123]). 

Teachers in positions are largely a reflection of public opinion, so it is interesting to know the 

processes taking place in this area over recent years. In a survey on public opinion in the country on 

public attitudes towards people with disabilities, researcher's concluded that even when attitudes are 

apparently positive, there is still often a significant gap between what people point out as you need, 

and reports, "hand on heart" about their behavior. Unfortunately, the 1998 survey did not expect any 

change for the better in relation to the survey of 1993 which followed the framework incorporating a 

middle school for seven months, and reported obstacles to integration without sufficient training and 

support resources. Qualitative research conducted with focus on groups of teachers in the United 

States, found negative attitudes and resistance to mainstreamed integration of children with special 

needs. Class size, lack of resources and training were major sources of teacher-worry [142].  

Several studies have been conducted in the country in recent years on the subject of teacher's 

position. Shechtman (1991) examined perceptions of the difficulties and advantages of the integration 

among the 202 teachers, and found a mixture between perception of democracy supporting integration 

(75% -87% agreement) and the will to turn exceptional children to special frames (80% agreement) 

and concern of overload imposed on the teacher dealing with the integration (75% agreement) [148].  

Personal belief and especially personal approach of the integration as a challenge was the most 

powerful motivation for integrating activities [149], a similar picture was still observed, indicating a 

general readiness for integration by emphasizing difficulties in integration, especially due to the need 

for changes in teaching practices in the classroom.  
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This indicates that the basic right to change specified by the principle of inclusion, is not yet 

accepted by most teachers, through the process of personal growth, incorporating not just the 

integrated but also the integrator [149], [141]. One of the arguments that teachers and administrators 

raise is the lack of specific training specific for integration. Thus, the effect of the introductory courses 

in special education had been examined as part of the general program at teacher training college, the 

attitudes of students. 

The study by Margalit presents clear-cut findings of higher frequency of social isolation among 

children without special needs [114]. Despite writing special curriculum appropriate for special needs, 

their assimilation into integration frameworks is still a little misleading and also lacking proven and 

acceptable programs to change attitudes among teachers, students and other socialization agents in the 

educational system. Lack of resources of environmental support makes it difficult to acquire 

appropriate life skills and creating a connection and inter-personal relations for students with special 

needs. 

At the same time, Weisel A, Dror O. (2006) determined that self-efficacy was the single most 

important factor affecting teachers’ attitudes. School climate included six factors: supportive 

leadership; teachers’ autonomy; prestige of the teaching profession; renovations; teachers’ 

collaboration; and workload [172, p.7] Examination of the intercorrelations among these factors and 

with attitudes revealed that those teachers who perceived their school as having supportive leadership, 

encouraged renovations and collaboration but did not threaten teachers’ autonomy, tended to express 

more positive attitudes towards inclusion [174]. 

Teachers' attitudes toward their students are often associated with teachers' differential 

expectations of students and their performance [131]. Social cognitive theories can explain the link 

between attitudes and behavior. In this regard, interest presents the distinction between implicit and 

explicit attitudes. Thus, implicit attitudes are automatically activated when the attitude object is 

present and guide automatic behavior. And, explicit attitudes infer reflection, thus affecting controlled 

behavior. Because teachers are often forced to act immediately in situations that do not allow for 

careful reflection due to time constraints, teachers' implicit attitudes toward different groups of 

students with common characteristics, such as gender and/or disability, can be particularly important 

when analyzing the behavior of teachers in relation to the educational needs of students. 

Also of interest is the Functional Theory of Attitudes, developed by Daniel Katz in 1960, who 

made connections between attitudes and motives. Katz (1971) believed that the reason behind a person 
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holding any kind of attitude is due to the functions that the attitude fulfills for the individual. For 

example, expressing one's values, maximizing rewards, expressing knowledge, and acting as a defense 

mechanism [101]. 

The Theory of Planned Behavior (Ajzen, 1985) provides a conceptual framework for 

understanding the relationship between attitude and behavior [17]. It is an extension of the theory of 

reasoned action (Ajzen & Fishbein, 1980) and point to the importance of considering attitudes, 

subjective norm, perceived behavioral control and behavioral intention to predict a certain behavior 

[186] (figure 1.1). 

Theory of planned behavior 

According to this theory, it is possible to understand the relationship between attitudes and 

behavior, so then we accept the assumption that people are decent creatures that may result from their 

actions considerate, so only the position cannot be used to guide behavior [186].  The premise of this 

theory, is that the main factor influencing the actual behavior is the intention to do it. Intentions 

indicate the degree of effort people are willing to invest to do something. The more serious intent is 

shown, the more likely the success. That is, the more positive the attitude is, the subjective norm is 

also more.  

 

Fig.1.1. Apdated Model of Planned Behavior (TPB) (based on Icek Ajzen, 2006) [18] 

 

Furthermore, this theory claims that the attitude, positive or negative, is one of the factors that 

affect the person's intentions. Second factor affecting their intention is subjective norm - meaning 

social causes social stress perception as to the performance or non-performance of the behavior (how 
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would it look, how it will be evaluated?). The third factor is the perception of control behavior 

referring to the extent to which the behavior in question seems easy or difficult. [18] In combination, 

the attitude towards the behavior, subjective norm, and perception of behavioral control, lead to the 

formation of behavioral intention (figure 1.1.). As a general rule, the more favourable attitude and 

subjective norm and the greater the perceived control, the stronger should be the person’s intention to 

perform the behaviour in question [186].  

The theory assumes that behavior is an indirect result of information or beliefs relevant to the 

behavior. Position is a positive evaluation, negative or mixed object, expressing some degree of 

power. 

Learning style & Experiential learning Theory- David Kolb 

The experiential learning theory sought to emphasize experience as a major component of how 

we learn. It might seem obvious to us now that how we learn is connected to our experience of 

learning, but other theories around learning at that time emphasized how the brain processed 

information (cognitive) or focused on mainly repetitive actions (behavioral). Both cognitive and 

behavioral theories didn't take into account how our experiences make us unique, subjective learners. 

 

Fig.1.2. Kolb’s cycle of experiential learning 

 

Kolb's Experiential Learning Theory presents a cycle of four stages (figure 1.2.) [102]: 

 First, the learner has a concrete experience, where he or she is faced with new situation or a 

retread of a similar prior experience. 

 In the second stage, the learner undergoes a reflective observation, where he or she situates the 



32 

 

new experience within his or her prior knowledge. This is where I think about how driving 

connects to what I already know. I can think back to my previous experience driving many years 

before, but also my understanding of the rules of the road and how cars work that I've carried 

with me most of my life: what a stop sign means, what a red light means, how to roll down the 

windows in a car, etc. 

 In third stage is abstract conceptualization, where the learner's reflections lead to a new 

understanding or the broadening of his or her current understanding. My abstract 

conceptualization of driving expanded as soon as I started driving again. I analyzed my 

experience while it was happening and broadened my ideas while driving: Slow down before 

turning; don't forget to look for cyclists. 

 Finally, the fourth stage, active experimentation, is when the learner takes his or her newly found 

or expanded knowledge and puts it to the test in other situations. This is when I took my 

expanded abstract conceptualization from driving to the supermarket and applied it on the return 

trip. (Or, as with the case of slowing down before turns, I applied that understanding to the very 

next turn I took.) The active experimentation phase leads to more concrete experience, which 

starts the cycle of learning all over again. 

Kolb saw these four stages as interconnected, with each one leading to the next, and posited that 

we can enter the learning cycle at any stage. [102].  

Based on several research, it has been outlined that it is more efficient to form positive attitudes 

in teachers at the initial training stage. At the same time, taking into consideration the social 

transformation and educational challenges and trends, professional ongoing education, dedicated to 

teaching PE to students with special needs, is needed.     

We conclude that the attitude of the teacher can be considered as one of the significant variables 

in the education of students with disabilities. Correlating the definitions expressed by various authors, 

we contributed to the explanation of the term of teacher’s attitude in the context of inclusive education, 

proposing an exhaustive definition: the positive attitude is larger than inclusive attitude towards 

students with disability, including friendly approach and respect, support/ encourage, empathy, 

oriented to individual needs and preferences of the disable students, without any limitations.   

In order to understand the context of the teachers’ attitudes towards the students with disabilities 

the analysis of social integration and inclusion is prezented below.  
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1.2.  Social integration and inclusion: definitions, evolution of terms, legal ramework 

Over time, strategic approaches on disability have changed from basic care provided in 

institutions towards rethinking education for disabled children and recovery for people who became 

disabled during adult life. Especially after the Second World War the understanding of the capabilities 

of people with disabilities received reconsideration and the concepts of integration and normalization 

were introduced. 

In the 1960s, people with disabilities organizations introduced a new concept of disability. That 

new concept indicated the close connection between the limitation experienced by individuals with 

disabilities, the design and structure of their environments and the attitude of the general population 

[180]. In the developing countries the issue of disability also started to receive growing attention. In 

many of those countries, the number of people with disabilities was estimated to be very high. Also, 

in most countries, these people were extremely poor.  

The United Nations and other international organizations were concerned and had payed 

growing attention to the rights of people with disabilities. 

The International Bill of Human Rights, comprising the Universal Declaration of Human Rights 

(1948), the International Covenant on Economic, Social and Cultural Rights and the International 

Covenant on Civil and Political Rights, the Convention on the Rights of the Child and the Convention 

on the Elimination of All Forms of Discrimination against Women, as well as the World Programme 

of Action concerning Disabled Persons and other documents, constitute the political instruments, but 

also moral foundation for the future national policies in the field. 

One of the most important document was the World Programme of Action concerning Disabled 

Persons, adopted by the General Assembly by its resolution 37/52 of 3 December 1982, that raised 

attention to the issue of the right of people with disabilities and requested the same opportunities for 

them as other citizens, alongside improvements in living conditions and their integration in the 

economic and social life. There also, for the first time, handicap was defined as a function of the 

relationship between persons with disabilities and their environment.[181] Document offered the 

definition of equalization of opportunities.  

United‘ Nations Standard Rules on the Equalization of Opportunities for Persons with 

Disabilities, A/RES/48/96, United Nations Resolution adopted by the General Assembly at its 48th 

session on 20 December 1993 highlighted that through education and rehabilitation, persons with 

disabilities become more active. At the same time, these people can be considered a driving force in 



34 

 

the further development of policy and practices on disability [178]. We would like to mention that the 

document has valuable contribution to understand the sens of the two terms “disability” and 

“handicap”, that should be explored in the context of modern disability history. The Standard Rules 

explained the three pillars as prevention, rehabilitation and equalization of opportunities of persons 

with dizabilities. Recalling the role of education, in circumstance where the general school system 

does not yet effectively meet the needs of all persons with disabilities, special education may be 

considered, which should be aimed at supporting students to pass education in the general school 

system. 

Thus, the general strategy from special education to inclusion of student in the general school 

system was highlited. Despite of the fact that “inclusive education” is not used, all proposed terms as 

“to accommodate educational provisions for persons with disabilities in the mainstream”, “gradual 

integration of special education services into mainstream education” reflect the inclusion idea.  

According to Salamanca Statement and Framework for Action on Special Needs Education 

(1994): Every person with a disability has a right to express their wishes with regard to their education, 

as far as this can be ascertain [162].   

We noted that the phrase "Society for all", which makes the transition from integration to the 

social inclusion of people with disabilities, was first defined in the Madrid Declaration adopted by the 

European Congress of People with Disabilities in 2003 [63].  

Convention on the Rights of Persons with Disabilities (2006): recognizing that disability is an 

evolving concept and results from the interaction between persons with impairments and attitudinal 

and environmental barriers that hinders their full and effective participation in society on an equal 

basis with others. According to convention, children with disabilities should have full enjoyment of 

all human rights and fundamental freedoms on an equal basis with other children [166]. 

Convention on the Rights of the Child (1989) prohibits discrimination on the basis of disability 

and requires special measures to ensure the rights of children with disabilities [165]. We would like 

recalling the International Convention on the Protection of the Rights of All Migrant Workers and 

Members of Their Families (1990), which provides for some protective measures against disability,  

also the provisions in the Convention on the Elimination of All Forms of Discrimination against 

Women to ensure the rights of girls and women with disabilities.  

Also, we consider that should be take into consideration the Declaration on the Rights of 

Disabled Persons, the Declaration on the Rights of Mentally Retarded Persons, the Declaration on 
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Social Progress and Development, the Principles for the Protection of Persons with Mental Illness and 

for the Improvement of Mental Health Care and other relevant instruments adopted by the General 

Assembly.  

In the context of involvement of persons with dizabilities in education system, the Dakar 

Framework for Action Education for All should be mentioned: “Ensure inclusive and equitable quality 

education and promote lifelong learning opportunities for all”[47, p. 22]. Thus, the express connection 

between inclusive education and education for all was mentioned.  

Also, the global education agenda (Education 2030), as part of the 17 UN Sustainable 

Development Goals (SDGs), should be considered. People with disabilities were not included in the 

Millennium Development Goals (MDGs) and subsequently omitted from many projects and funding. 

However, the 2030 Agenda is inclusive of persons with disabilities. Disability is referenced in many 

parts of the SDGs. Specifically, this is envisaged in the parts related to education, inequality, growth 

and employment, accessibility of human settlements, as well as data collection and monitoring of the 

SDGs. For example, Goal 4 on inclusive and equitable quality education and promotion of life-long 

learning opportunities for all focuses on eliminating gender disparities in education and ensuring equal 

access to all levels of education and vocational training for the vulnerable, including persons with 

disabilities [197]. In addition, it calls for building and upgrading education facilities that are child, 

disability and gender sensitive and provide safe, non-violent, inclusive and effective learning 

environments for all. 

We would like to stress attention on new accent inclusive education is more often connected to 

equitable quality education, that involves more sensitive and responsible strategies and actions [78].  

In the Appendix 1. we prepared the timeline of most important events and documents that can 

be considered as contributing to inclusive education conceptualization.  

National legislation should acknowledge the principle of equal opportunities for children, youth 

and adults with disabilities in primary, secondary and tertiary education carried out in integrated 

settings. We support the idea that parallel and complementary legislative measures should be adopted 

in the fields of health, social welfare, vocational training and employment in order to support and offer 

more efficiency to educational legal framework [165].  

Recognizing that the adoption of many international instruments represent important steps in 

recognition and institutionalization of the human rights of disabled persons, the most important 

challenge remain its practical and concret implementation.  
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Different authors and documents proposed different terms/ definitions in order to identify and 

design the specificity of phenomenon of education of children and students with disabilities. The most 

relevant terms used in relation with phenomenon of disability are the following: inclusion/ social 

inclusion, integration / social integration, special needs, special education, inclusion culture, education 

for all and others [47; 133; 134; 135; 152; 160; 154; 165; 166].  

International human rights agreements, covenants, and other legal documents, provide 

definitions of inclusion that focus on equity, access, opportunity and rights. 

In the last three decades, social policy has been marked by the tendency to promote integration 

and participation and to combat exclusion. Inclusion and participation are essential for human dignity 

and the enjoyment and exercise of human rights [164]. 

As we mentioned above, ”Agenda 2030” reflects the interest of persons with disability. 

Including persons with disabilities among vulnerable people means that whenever ‘vulnerable’ is 

referenced throughout the Agenda (18 times), these provisions directly apply to persons with 

disabilities. At the same time, the reprezentatives of Civil society organizations/ disability movement 

prefers the term “at risk” rather than “vulnerable,” but “vulnerable” is more broadly accepted by 

governments at the UN. Due to the political sensitivity of the Agenda 2030 negotiations it was not 

possible to change this term. 

According to UNRISD, Social integration is a complex idea, which means different things to 

different people. To some, it is a positive goal, implying equal opportunities and rights for all human 

beings. In this case, becoming more integrated implies improving life chances. To others, however, 

increasing integration may conjure up the image of an unwanted imposition of conformity. Social 

Integration is recognized as an inclusionary goal, implying equal opportunities and rights for all 

human beings [156]; the opposite of social integration is exclusion. 

Social integration can be defined as the process of promoting the values, relations and 

institutions that enable all people to participate in social, economic and political life on the basis of 

equality of rights and opportunity, equity and dignity (Ferguson, 2008 [205]. Thus, we can mention 

that term of social integration is more extended/ large than inclusive education.  

There are many approach on ”inclusive culture”: in workplace, in education [180; 184]. For 

example, an inclusive culture involves the full and successful integration of diverse people into a 

workplace or industry. While an inclusive culture certainly encompasses a commitment to workplace 

diversity, it is not limited simply to basic representation; it indicates a climate in which respect, equity 
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and positive recognition of differences are all cultivated and the social and institutional response to 

disability poses no barrier to a positive employment experience [184]. We consider the mentioned 

above sintagma relevant to education system too. 

One of the most heralded concepts in disability advocacy and cultures in the last decade is the 

concept of “universal design”. Universal design refers to the construction of structures, spaces, 

services, communications and resources that are organically accessible to a range of people [184] with 

and without disabilities, without further need for modification or accommodation. Accommodation 

arrangements remains a needed element of most contemporary institutions, while forward-thinking 

strategies to disability inclusion requires sites and resources that expect no accommodation to be fully 

usable and sensitive to people with disabilities [185]. 

Some authors (Steven Schulman) see inclusive culture as company’s culture of acceptance and 

inclusion [180].  

In relation with education of pupils, students with disabilities, inclusive culture of school as the 

school’ s culture of tolerance, acceptance and inclusive relationships between students, teachers, 

parents.  

In order to address many barriers in exercise of human rights by persons with disabilities, this 

world takes a social exclusion approach to marginalization of people with disabilities. 

“Discrimination on the basis of disability” means any distinction, exclusion or restriction on the 

basis of disability which has the purpose or effect of impairing or nullifying the recognition, 

enjoyment or exercise, on an equal basis with others, of all human rights and fundamental freedoms 

in the political, economic, social, cultural, civil or any other field. It includes all forms of 

discrimination, including denial of reasonable accommodation [166]. At the same time, “Reasonable 

accommodation” means necessary and appropriate modification and adjustments not imposing a 

disproportionate or undue burden, where needed in a particular case, to ensure to persons with 

disabilities the enjoyment or exercise on an equal basis with others of all human rights and 

fundamental freedoms.  

 “Social exclusion sidelines certain population groups, it restricts excluded groups” economic 

mobility and prevents them from receiving the social rights and protections meant to be extended to 

all citizens [109]. 

Social Exclusion as a discourse and framework for policy analysis originated in Europe, but has 

been applied in developing countries, including Middle Eastern countries. The following lists the 
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characteristics of social exclusion [apud 188]: 

 Social exclusion is a process, not just a condition that is the outcome of a process. 

 Social exclusion is multidimensional, so policies to address it need to be comprehensive, multi-

pronged, tailored to individual sets of needs, and ‘joined-up’ across agencies. 

 Mechanisms of social exclusion carry a cumulative disadvantage, or the accumulation of 

multiple dimensions of disadvantage. 

 Primary indicators of social exclusion go beyond material and economic dimensions to include 

exclusion from social relations, social support, and civic engagement. 

 Social exclusion is a situated, socially embedded concept that differs across national and cultural 

contexts, as well as across regional and local conditions. 

 The risk of exclusion may be based upon personal characteristics that include health, disability, 

gender, age, place of birth, language, religion, sect, and spatial distances. Ineligibility for 

services due to citizenship status, gender prohibitions, and social isolation also carry risks of 

exclusion. 

 In contrast to the focus on distribution of resources inherent in poverty and inequality, social 

exclusion focuses on social relationships involving two parties: excluders and excluded. 

Much of the literature on exclusion focuses on the excluded. Social exclusion literature focuses 

on relations between included and excluded groups, such as unfavorable public attitudes, segregation 

of minority groups and harassment of women. 

These indicators of social exclusion and their associated problems interact and result in a 

cumulative effect. For example, cultural norms influence the gendering of marginalization. For girls 

with disabilities, especially in the MENA region, this interaction constitutes a double jeopardy in 

terms of access to education and quality of life [188]. The economic status of individual families 

influences the choices parents make regarding whether or not to send their children to school, and this 

choice often interacts with cultural norms and gender. The resulting lack of education influences 

individuals’ health and well-being, leading to a higher probability of becoming disabled. 

Finally, there is a circular relation between poverty, disability, and education. World Bank 

studies, as reported by Yeo indicate that half a billion disabled people are “indisputably amongst the 

poorest of the poor and are estimated to comprise 15-20% of the poorest in developing countries”. 

[apud 176]. In addition to significant financial costs associated with impairments, disabled people are 

frequently dragged further and further into poverty as a result of exclusion from mainstream social, 
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economic and political opportunities throughout their lives [177; 174; 197; 161]. 

Indicators of marginalization for people with disabilities 

Physical activity of young people is an important criterion in defining health. Participating in 

sports maintains a healthy body, and is also a social tool that can be used to connect different people. 

Physical activity develops social communication skills, so it is important to understand the factors that 

drive participation in sports, and to understand the purpose of each person to his participation in 

physical activity [96; 97; 149; 195]. 

Poverty and disability. In the literature on marginalization of particular subgroups, 

marginalization is generally conceived as an economic problem quantitatively related to indexes of 

poverty [188; 177]. This conception focuses the problem on need, rather than on the causes of poverty 

and the obstacles faced. The absence of causal analyses treats poverty like a weather forecast; 

something to record as a fact beyond anybody’s influence. If we fail to ask why people are poor (or 

disabled) we cannot tackle poverty when it results from denial of human rights [159]. 

It is widely recognized that poverty and lack of education go hand in hand, and thus lock 

disabled people into a chronic cycle [177]. More precisely, exclusion from education manifests itself 

through poor relationships, limited social contacts, poor health, and self-esteem. As a result, 

opportunities for income generation are further reduced, leading to chronic poverty, further exclusion 

and greater risks of illness, injury and impairment. As a result, opportunities for income generation 

are significantly reduced, leading to chronic poverty, greater exclusion and greater risks of illness, 

injury and impairment [188]. 

Concepts of deprivation underlay poverty as an index of marginalization; i.e., social and 

physical isolation, powerlessness and lack of voice, low social status, and physical weakness. Physical 

isolation often manifests itself by geography; e.g., rural areas where access to health and social 

services may be weak or nonexistent. Physical isolation may also occur within families, as in the 

decision to constrain disabled children, girls, and mothers to home life, preventing them from 

attending school. 

Education and disability. Disability does not inevitably lead to poverty. It is at the point of 

discrimination that the cycle could be broken. When disabled people are denied educational 

opportunities, then it is the lack of education, and not their disabilities that limits them. To address 

discrimination, a UNICEF and UNESCO documents challenged all 189 signatory governments to the 

UN Convention on the Rights of the child to take all measures to ensure the full and equal enjoyment 
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of all human rights and fundamental freedoms, including equal access to health, education and 

recreational services by children with SEN /disabilities; to ensure the recognition of their dignity, to 

promote their self-reliance, and to facilitate their active participation within the community [apud 160-

166; 188].  

Minority status and disability. Marginalization due to minority status often emerges in 

“heterogeneous, stratified societies that encompass a variety of ethnic groups, languages and customs 

or other factors such as disability. However, the minority status alone does not inevitably lead to 

marginalization” [100; 86; 92]. It is diversity accompanied by derogation and discrimination that leads 

to exclusion. The main drive is the existence of subgroups within countries, accompanied by social 

stratification and cultural norms. Heterogeneity within country may not only reflect a composition of 

traditional groups, but also voluntary migration and involuntary resettlement. In a ranking of ethnic 

fractionalization, Jordan and Syria received a ranking of medium in relation to other developing 

countries and transition economies. Among minority populations, rates of disability tend to be higher 

than the general population, due to higher rates of poverty, malnutrition, violence, and lack of access 

to basic services. Two of the largest minority groups in Jordan, Syria and Lebanon are Bedouins and 

Palestinians [apud  21; 92; 188]. 

There are several million Palestinian refugees living in Lebanon, Syria, Jordan, the West Bank 

and the Gaza Strip with many of them living in camps. Jordan‘s ranking as a medium country in terms 

of ethnic fractionalization may well reflect the fact that 32.8% of the total population constitutes 

Palestinian refugees. “The attitude of each host country to these camps is that they are temporary, 

pending a solution to the Israel and Palestine conflict. The camps have always been perceived by the 

host governments in each country as centres of actual or potential unrest as the refugees find 

themselves discriminated against in jobs, status, nationality, and opportunity” [apud 188]. 

Attempts to estimate the number of children and youth with disabilities in Palestinian camps 

have been hampered by the reluctance of leaders in these camps to acknowledge that disability is even 

a problem. However, the United Nations Relief and Works Agency (UNRWA) provides some data 

relevant to disabilities. The UNRWA provides a significant level of emergency humanitarian 

assistance, medical care services, health protection and promotion, disease prevention and control. 

The UNRWA provides school programmes for approximately 68% (Jordan), 81% (Lebanon) and 76% 

(Syria) of all enrolled children at the primary level. UNRWA provides reconstruction and barrier-free 

environments for children and youth with disabilities [188; 164]. However, these schools and 
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programmes reach a small number of school-age children.  The International Disability Alliance, of 

which the Arab Organization of Disabled People is a Declaration urges countries to pay special 

attention to disabled refugees [apud 21]. The Dubai Declaration urges countries to pay special 

attention to persons with disabilities and to include them in the forefront of all relief efforts, in 

particular their right to education [59]. 

Bedouin-Arabs are another significant sub-group in the MENA region. Bedouin-Arab is a 

general name for all nomadic groups in this region. For Bedouins, “the term refers to a lifestyle and 

value system, as well as to social status and organization. Although they are Moslems, Bedouin-Arabs 

differ from other Arab populations because they live in deserts. Heterogeneous groups of Bedouins 

reside in Egypt, Israel, Jordan, Saudi Arabia, and Syria. Providing education and basic services for 

children of Bedouins is challenging. No estimates were found in the review of the literature on the 

numbers of Bedouin children served or their disability status. However, due to their nomadic culture 

and other factors, it may be assumed that this population remains underserved [apud 21; 92; 110; 188]. 

Cultural norms and disability. Cultural links to disability constitute a critical influence on 

marginalization. Culturally embedded attitudes render the severity of an impairment inconsequential 

compared to the social consequences of disablement [apud 86; 92]. In a traditional Muslim household, 

a girl child with a slight disfigurement may be fully functional, but considered impure and unfit for 

marriage, making education unnecessary in the eyes of her parents. By contrast, a boy with a more 

severe impairment within the same household might be sent to school and given supports that greatly 

diminishes the influence of the impairment. In a Lebanese cultural context, “the birth of a disabled 

child is seen by many as not only a misfortune, but as shameful and embarrassing. The husband ‘s 

family is likely to blame the misfortune on the mother and is likely to consign his or her mother to a 

lifetime of misery [92; 41]. Essentially, “cross-cultural differences in the interpretation of disability 

show that the lives of people with disabilities are made more difficult not so much by their specific 

impairment as by the way society interprets and reacts to disability” [apud 144; 136]. 

Gender and disability. Disabled women and girls access to education “is affected not only by 

their gender and disability, but also their type of disability, the socio-economic status of their family, 

their race/ethnicity, whether they live in an urban or rural area and a host of other factors” [apud 92]. 

Researchers report that, worldwide, 70% of the 60 million girls not in primary school come from 

excluded groups, including those with disabilities [apud 100]. Children and youth with disabilities 

experience marginalization differently according to gender; i.e., physical, social and psychological 
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factors have a strong gender dimension [apud 21; 92; 100; 110; 188]. In patriarchal societies of the 

MENA region, decisions of whether or not to send a child to school are typically made by the father. 

When resources within families are scarce, decisions favor the boys over the girls, including children 

with disabilities. While the MENA region as a whole has made great strides in increasing female 

literacy since 2000, girls and women still lag behind boys and men in illiteracy rates by a considerable 

margin [apud 100; 164]. 

According to Salamanca Statement, the community-based rehabilitation represents a specific 

approach within community development aimed at the rehabilitation, equalization of opportunities 

and social integration of all persons with disabilities. [162]. In order to ensure better implementation 

of this concept, it should be realized through the combined efforts of people with disabilities 

themselves, their families and communities, but also the appropriate education, health, welfare 

services and employment and others.  

Conclusion: the change in philosophy and vision regarding the different and special 

requirements of individuals has led to significant changes in educational policy as well. Under the 

pressure of the new approaches, terms like handicapped/uneducable and correctional education were 

replaced by the term ‘child with special educational needs’. These changes are based on the transition 

from the medical approach to the special needs of the individual to the social one. 

 

1.3. Inclusion in the education, connections between inclusion and physical education  

          As recent as a hundred years ago, children with disabilities received little, if any, formal 

education. During the middle to late 19th century, in the USA, special schools for those with 

disabilities continued to be created in the early 1900s, in line with the tradition of segregating students. 

Although these schools claimed to provide education for children, they were residential institutions 

as their primary role. Even in 1918, as states began establishing a nationwide public school system, 

children with disabilities were not usually included. 

At the same time, between 1850 and 1950, special classes with people trained to care for 

individuals with disabilities began to develop as teachers noted differences among students. However, 

during these times, in USA, many parents of children with developmental disabilities began attending 

schools and programs. These developments were sporadic; however, they had a positive impact on 

the approach to teaching such children. Attitudes had changed in the 1920s and educators could see 

the significance of education and community involvement for people with disabilities. Nonetheless, 
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children continued being placed in institutions because parents thought that these types of facilities 

could offer the only educational prospect fit for their child. Special education usually could be found 

only in large American cities. 

Thus, the effective inclusion of students with disabilities in mainstream schools represents a 

social problem that has and continues to preoccupy education systems around the world for several 

decades. 

Inclusive education is, nevertheless, a contentious term that lacks a tight conceptual focus, 

which may contribute to its misconception and confused practice.  

The Salamanca Statement highlights the need to provide education for all children in an 

inclusive school [162]. Also, the document established that regular schools with such types of 

inclusive practices are the most effective methods of creating welcoming communities, preventing 

discriminatory attitudes and thus creating an inclusive society to achieve education for all.  

Furthermore, they provide an effective education to most of children and enhance the efficacy and 

cost-effectiveness of the whole system of education.  

We mention that the Salamanca Statement specify the approach of inclusive schooling and the 

development of special needs education as an integral part of all education programmes[162]. 

According to mentioned above document: Schools need to identify ways of effectively educating all 

children, and prevent exclusion of children that have serious disabilities or are disadvantaged. 

Children and youth with special educational needs require inclusion in the educational settings 

similar to the majority of children. This has laid the foundation for the concept of the inclusive school 

[162].  

At the same time, inclusive schooling is considered as the most effective means for building 

solidarity between children with SEN and their peers [162].  

According to the Convention on the Rights of Persons with Disabilities, Article 24 Education, 

States Parties recognize the right of persons with disabilities to education. In realizing this right, States 

Parties shall ensure that: (a) Persons with disabilities are not excluded from the general education 

system on the basis of disability….; (b) Persons with disabilities can access an inclusive, quality and 

free primary education and secondary education on an equal basis with others in the communities …; 

(e) Effective individualized support measures are provided in environments that maximize academic 

and social development, consistent with the goal of full inclusion [166].  
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Convention states the States Parties responsibility to take appropriate measures to employ 

teachers, including teachers with disabilities, who are qualified in sign language and/or Braille, and 

to train professionals and staff who work at all levels of education. Such training shall incorporate 

disability awareness and the use of appropriate augmentative&alternative modes, means and formats 

of communication, educational techniques and materials to support persons with disabilities [166].  

Convention highlited the importance to ensure access for people with disabilities to general 

tertiary education, vocational training, adult education and lifelong learning without prejudice and on 

an equal basis with others. States Parties are required to provide reasonable accommodation to people 

with disabilities. 

As a result, the implementation of inclusive schools has been a goal in many countries. We 

support the idea that inclusion is based on the concept of social justice. In this regard, all students are 

entitled to equal access to all educational opportunities, irrespective of disability [160]. 

International human rights agreements, covenants, and other legal documents, offer definitions 

of inclusion with different focus on equity, access, opportunity and rights. These features are 

interpreted into practice with definitions that conceptualize inclusion education into two broad 

categories: 

1. based on key features and  

2. the removal of that which excludes and marginalizes [84]. 

Inclusive education requires a more defined conceptual focus that can help overcome the 

misinterpretations and confusing practices that may occur. 

The definitions assume a set of common elements that are static in principle, but in daily 

practice, they are continuously influenced by different factors, such as the change/transformation of 

educational practices, the political, economic, and socio-cultural context, and the current situation in 

the community. 

Integrated education and community-based rehabilitation represent complementary and 

mutually supportive approaches to serbling children and other person with special needs. Both are 

bused upon the principles of inclusion, integration and participation, and represent well-tested and 

cost-effective approaches to promoting equality of access for those with special educational needs as 

part of a nationwide strategy aimed at achieving education for all [170]. 

The difference between integrated and inclusive education relates to access and quality. “Save 

the Children” notes that integrated education tends to focus more on children with disabilities 
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attending school wheras inclusive education focuses more on ensuring children with disabilities are 

learning [182]. At the same time, inclusive education is largely about changing school rules and 

culture, policies and practices so that they are sensitive to the diversity of students in their community. 

This means that all children, including disabled children, have access to schooling within their own 

community and are provided with adequate learning possibilities to achieve their full potential [182]. 

Thus, it is crucial  that parents, children, school staff and communities will change their attitudes and 

understanding of why inclusion matters. School can play essential role to support this efforts. 

Today the demographic profile of students in the schools is more complex than ever before. The 

idea of the regular classroom as offering the best opportunity for learning, and therefore the one to 

which all students are entitled, is supported by research [118; 119; 107; 93; 80; 78] that suggests that 

students who do not have access to this environment, and those who are excluded from it, are 

disadvantaged not only in their immediate educational opportunities but long into adult life. This 

disadvantage is particularly acute for students with disabilities. From school year 2009–10 through 

2020–21, the number of students ages 3–21 who received special education services under IDEA 

increased from 6.5 million, or 13 percent of total public school enrollment, to 7.2 million, or 15 percent 

of total public school enrollment [120]. 

Inclusion is an important aspect in the education system. It promotes self-determination and 

participation of individuals with disabilities as any other minority in the community [77]. In addition, 

while some authors question full inclusion, most would agree that the principle of inclusion and 

appropriate placement within an inclusion delivery system should be seen considered as a right of 

children with disabilities. Several United Nations policies affirm the right of all children, including 

those with a disability, to be valued equally, treated with respect, provided with equal opportunities 

within the mainstream system, and experience full and effective participation and inclusion in society 

[78]. 

We can mention that during the last years the definition of inclusive education was explored by 

different authors and institutions.  

The Newfoundland and Labrador Department of Education and Early Childhood Development 

(Canada) defines inclusive education as a philosophy that promotes [182]: 

 the right of all students to attend school with their peers, and to receive appropriate and quality 

programming; 
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 a continuum of supports and services in the most appropriate setting (large group, small group, 

individualized) respecting the dignity of the child; 

 a welcoming school culture where all members of the school community feel they belong, 

realize their potential, and contribute to the school’ life; 

 a school community which celebrates diversity; and offers a safe school environment. 

These tprinciples apply to all members of the school community regardless of economic status, 

gender, racial or religious background, sexual orientation, academic ability or other facet of diversity 

[182]. The proposed definition is large. The shift towards inclusive education involves a reorientation 

of how individuals perceive the learning environment. The classroom is approached as a diverse 

setting, with a variety of students with individual learning styles, abilities, experiences, and unique 

backgrounds. Also, an inclusive classroom is oriented not only respects existing differences but 

explore/embraces it. 

Designed as part of the Education for All paradigm, inclusive education is an approach that 

requires all children to have equal opportunities to attend the same school and learn with their fellows 

regardless of their intellectual or physical abilities, their cultural, social, ethnic, racial, religious 

affiliation [183; 161].  

According to UNESCO, inclusive education is a process that involves the transformation of 

schools and other centres of learning to cater for all children – including boys and girls, students from 

ethnic and linguistic minorities, rural populations, those affected by HIV and AIDS, and those with 

disabilities and difficulties in learning and to provide learning opportunities for all youth and adults 

as well. This is intended to eliminate the exclusion that is a consequence of negative attitudes and lack 

of response to diversity of race, economic status, social class, ethnicity, language, religion, gender, 

sexual orientation and ability [160]. 

Very often, the concept of inclusive education is normally associated with including children 

with special needs in the classroom environment. In practice, the scope of inclusive education is that 

children are included in ALL elements of the learning environment irrespective of any aspect of 

diversity. Such inclusive education involves much more than just the placement of the child in the 

school. It includes all students and involves parents and various parts of the school environment: 

culture, rules and traditions. 

From our point of view, from a broad perspective the inclusive education represents a 

comprehensive socio-educational process to ensure “de facto” the disable students’ rights to 
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education, involving students, parents and community with a major goal: future social integration of 

disable persons and creation of an inclusive environment at community level and whole society. From 

a narrow perspective the inclusive education is focused on the learning environment: taking into 

consideration their diversity, their performance must be related to their different capacities, content 

must be linked to life, the educational strategies must be differentiated, with final goal to increase 

students' learning motivation and progress and creation of school inclusive culture.  

Based on practical experience, some author promote creation an inclusive school culture - as an 

opportunity to teach students about the value and essence of inclusion starting at school, which lays 

the foundations for their development as future citizens [174; 51; 25]. In this sense, they will learn 

inclusive behaviors that, in the end, can contribute to the development of inclusive relationships at all 

levels, the formation of truly inclusive communities. At the same time, in this context the school offers 

parents opportunities to learn together with their children about inclusion, acceptance, non-

discrimination and community spirit. 

 According International Standard Classification of Education (ISCED 2011), Special needs 

education is oriented to facilitate the learning of children, students and other individuals who, for 

various reasons, require additional support and adaptive pedagogical methods to participate in 

educational process. Reasons may include (but are not limited to) disadvantages in physical, 

behavioural, intellectual, emotional and social capacities [99]. 

At the same time, special attention should be focus on physical education.  

Theoretical approach on physical education and inclusion 

Teachers as well researchers of Physical Education (PE) report that there is a decrease in 

participation in physical activities in schools within the frame of PE classes with age growth [apud 

90; 104]. The participation of children in sports in general, and in competitive sports in particular, is 

a social phenomenon. It seems that the number of children participating in sport activities is growing 

every year, mainly among 12-13 year-olds. Nonetheless, starting from this age upwards, that is, till 

graduating from secondary school, the number of participants decreases significantly, whether in 

Israel or other parts of the Western world [apud 112]. 

Inclusion focuses on the need for schools to adapt in order to meet the needs of all children, and 

not children having to change to meet the requirements of the school. This reform in the school system 

requires a new and different school culture, a culture whereby teachers have to change their beliefs, 

attitudes and behaviour towards students with diverse needs [apud 103]. 
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Researchers and psychologists in sports sought psychological theories and approaches to explain 

the persistence of exercise. They found that there is a connection between the goals, beliefs, 

predictions and success and participation in physical education [78; 67; 49]. 

Behavior of participants on exercise depends on their orientation about the goals of the activity. 

They observed three types of goal orientation: 

1. Task orientation – appears in the investment of effort in performing the activity - task, while 

ignoring the results of the competition. 

2. Ego-oriented – self-orientation-appears when the purpose of the activity is to demonstrate the 

ability and make most of it will be higher than others (i.e., to win the competition). 

3. Orientation for evaluation and social acceptance - appears when the purpose of the activity is to 

achieve a positive evaluation from others and be acceptable.  

The study findings report that, over time, the children were self- oriented and found a positive 

relationship between achievement goals and the subjective value of students. Most students reported 

that the rate of physical education is interesting, useful, and important [54; 60]. 

The philosophical perception set at the basis of the integration concept is that the child with 

special needs has equal rights like a child who is not disabled; thus his basic right is to study together 

with students of the same age group in the same educational system. 

Participation of individuals with disabilities in physical activity has a tradition of over 50 years. 

Following Polloway, Smith, Patton,&Smith (1996), Reid has suggested four paradigms or approaches 

depicting the historical development of educational and physical activity practice related to 

individuals with disability throughout the last century. According to Reid‘s analysis, the first half of 

the 20th century followed a facility –based paradigm, where individuals with disabilities were mostly 

institutionalized [132]. Staring with the early 1950s, the service based approach in physical education 

appeared, known as adapted physical education, whose main goal was to provide services to “students 

with disabilities who may not safely or successfully engage in unrestricted participation in the 

vigorous activities of the general physical education program” [86]. With this approach, students with 

disabilities were still treated in exclusive setting and programs. A major breakthrough toward 

integrated participation came in the late 1970s, when legislation promoting placement of students with 

disabilities in general education settings was adopted [87]. 

Nirje (1969) appears to be among the first scholars challenging the separation model of 

specialized education systems for children with mental and physical disabilities [122]. He named this 
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concept the normalization principle, inspiring Wolfensberger (1972) and others to launch considerable 

changes in the educational support systems, moving toward practices labeled “mainstreaming”, 

“integration”, and finally “inclusion” [apud 122]. Stainback and Stainback (1996) have defined 

inclusion as a cohesive sense of community, acceptance of differences and responsiveness to 

individual needs [156]. The fundamental principle of inclusion is the valuing of diversity in the human 

community [90]. For some authors, inclusion is viewed as a normal imperative consisting of a non-

categorical, almost limitless inclusion of children of all abilities [4; 5; 6; 11]. With this in mind 

inclusion becomes more than simply placing children with and without disabilities together. It means 

allocating services, changing attitudes, and developing a sense of responsibility, suggesting that 

instead of getting a child with a disability ready for the regular class, the regular class gets ready for 

this child [15], [78], [125].  

The significance of segregating the disabled child from other children of his age, and the 

difficulties that may occur as a result of this segregation are described in literature through different 

views. The segregation of the child with special needs from the rest of the society, segregating people 

with special needs in various fields of life, is a discrimination targeting to make life easier for people 

who do not have special needs, as society prefers to press the weak away. Therefore, the arguments 

according to which the exceptional child needs a special learning environment can only refer to 

discrimination more than consideration. 

Referring children with special needs to special education moves the burden of therapeutic 

responsibility from the regular, normative school to the disabled individual and the dealing staff, and 

thus releases the regular educational system from the responsibility of educating these children and 

dealing with their problems. It is true that there are exceptional children who need more teaching and 

more time for learning, yet, principally, the exceptional child needs teaching that is different in essence 

from the teaching given to the regular child. According to this approach, teachers of special education 

are educators who have special skills and not teachers of special children. 

Although inclusion has never been legally mandated in the USA, and schools are responsible 

only for providing the Least Restrictive Environment (LRE) as defined by Individuals with 

Disabilities Educational Act (IDEA), the American Alliance of Health Physical Education Recreation 

and Dance (AAHPERD) has developed a position statement on inclusion and physical education 

(AAHPERD, 1995). This statement provides gold standards for inclusion practices in American 

schools, suggesting a variety of placements and supportive modalities (assistant teacher, co-teaching, 
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teacher-aid, peer tutoring) that need to be developed and used in order to account for LRE [apud 53; 

130].  

Following the USA [66; 70; 173], an increasing number of countries, including Australia [55; 

85; 97], Canada [91], Czech Republic [105], Greece [157] and Israel [49; 80; 93; 94; 95; 194]; Great 

Britain [25; 189] and others, have adopted legal administrative, and practice related changes whose 

aim is the participation of children with disabilities in general education systems. 

Out of this perspective viewing the exceptional children as an integral part of the regular society, 

two models have been constructed which complement each other, and their goal is to reach actual 

integration of the exceptional child into the society: the Behavioral Model, which advocates 

normalization; and the Educational-Humanist Model. 

Inclusion is an important aspect in the education system. It promotes self-determination and 

participation of individuals with disabilities as any other minority in the community [90]. In addition, 

while some authors question full inclusion, most would agree that the principle of inclusion and 

appropriate placement within an inclusion delivery system should be seen considered as a right of 

children with disabilities. Several UN policies affirm the right of all children, including those with a 

disability, to be valued equally, treated with respect, provided with equal opportunities within the 

mainstream system, and experience full and effective participation and inclusion in society [47; 62; 

81; 160; 161; 162; 163; 165; 166]. 

Despite the adoption of several documents in the field, there are various debates regarding the 

use of the words ‘special needs’ and ‘inclusion’. At the European level, official policy statements have 

only relatively recently referred to ‘inclusion’ and ‘inclusive education’, rather than ‘integration’ and 

‘special educational needs’[154, p.22]. 

According to European Agency (2016), in all countries, learners with SEN “include those 

learners identified as having disabilities, and additional support and resources are allocated 

accordingly. However, for most countries, the ‘label’ of special needs also includes other groups of 

learners” [154, p.23]. 

In the context of present research, we adhere to definition proposed by OECD “Students with 

special needs” are those for whom a special learning need has been formally identified because they 

are mentally, physically, or emotionally disadvantaged [146, p.22]. 

Physical activity of young people is an important criterion in defining health. Participating in 

sports maintains a healthy body, and is also a social tool that can be used to connect different people. 
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Physical activity develops social communication skills, so it is important to understand the factors that 

drive participation in sports, and to understand the purpose of each person to his participation in 

physical activity [88; 89].  

Physical education classes in school, especially in junior high and high schools, are included in 

the category of classes that many students seek to avoid participating in. Physical Education is an 

integral part of the curriculum and education in the school because physical activity is an important 

factor in child development, not only in physical but also the psychological and social aspects [105]. 

However, it was found that physical education is one of the subjects that many students are not 

motivated to attend, and they often evade it. Physical education teachers and researchers in the field 

report a significant decrease in the rates of participation in physical education classes by adolescents. 

At the same time, physical education of students with disabilities represents one of the big challenge 

for the students and for the educational system too [159; 174]. 

Including students with disabilities in regular education is very meaningful and is not an easy 

task. How solid is the argument of integrating students with disabilities in physical education classes 

which is a task even more difficult. To succeed to integrate students with disabilities in any program 

of education should increase the motivating factors, which is an approach that many theories of 

psychology have addressed. Motivation is defined as the aspirations, needs and interest stimulate the 

organism pushing and targeted it for a specific purpose. There is an extensive system of internal and 

external motivations triggers, directed, and organize individual behavior.  

From our point of view, apprown from a conceptual perspective, inclusive physical education 

is based on social, pedagogical and psychological fundamentals [48]. The social fundamentals aim at 

the dynamic balance between personality and school/ society; integration of the individual with 

disability into education system and then into society (including the legal framework, norms, 

traditions, community’s culture/ inclusive culture). The pedagogical fundamentals refer to the theories 

of education and learning, including specific concept on inclusive education; general and specific 

principles of education. The psychological fundamentals relate to theories of personality development; 

to the theory of early intervention in child development; to the theories of evaluating the psychic 

structures of personality (self-esteem, survival capacities etc.). 

Research findings also report that there are seven values inherent in sport; the sport has to teach 

us the value of cooperation, sport is a tool for good health, makes better citizens, teaches us the 

competition, helping people to move forward and achieve social status, enhances the self-restraint, 
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and teaches us how to get ahead in life and become more successful. 

People who have a high value target orientation can take up the sport as a tool which can be 

applied to the positive values at sport, and those who have high value orientation ego may perceive 

the sport as a negative value [107].  

The three types of orientations is very significant for the planning of lessons. That is, if you can 

know what the orientation or goal of that child in PE lessons, we can determine the positions of the 

two sides, whether it is a student-student relationship or the image of an older person. These factors 

are motivational factors or suppress participation/non-participation of students with special needs in 

PE lessons. According to achievement goal theorists, dispositional achievement goals and perceptions 

of the motivational climate have been found to interact and affect patterns of motivated behaviors. 

Generally, achievement goals reflect how individuals evaluate their personal competence in 

achievement settings and are either self-referent or other-referent, thus formulating two distinct goal 

states of involvement [108, 109].  

The fundamental rights of children with developmental disabilities to obtain an education was 

the first concern in community mobilization in the 1950s. At the time, it was commonly believed that 

children with developmental disabilities did not have abilities to learn. This was among reasons why 

the government accepted no concern regarding their education. Parents of children with 

developmental disabilities, realizing the potential of their children to learn and grow, reacted by setting 

their own schools in church basements and private homes. 

Government slowly assumed responsibility for funding parent-run schools and agreed that 

funding and public schooling should be available to children with disabilities. The first educational 

programs developed by school boards were segregated. Nonetheless, this successfully laid the 

groundwork for parents and other interested stakeholders to request the inclusion of children in general 

education classes. The movement to inclusive education grew in the late 1980s. Nowadays, however, 

low funding for public education represents a risk to loose the gains that have been made in inclusive 

education [175]. 

Therefore, for the implementation of the concept of inclusive education, pupils and students 

should be looked at as they are, are different, their performances must be related to their different 

capacities, the content must be life-related, the educational strategies used must be differentiated, and 

the assessment must be formative, which will highlight students' progress. 
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Although the important integration issue had become imperatory within the mainstream school 

challenging the education system to address it, children with disabilities must still face impeding 

barriers which are directly related to their disability but not less to the  stigmatic attitudes of their new 

surroundings, including teachers, which should assume the responsibility to integrate them. The 

barriers of participation in physical activity or the exclusion of children from it  are the  practical 

outcome of physical education teachers' lack of coping resources and pedagogical strategies  in dealing 

with the  inclusion  problem, although they may have the awareness and the will to do so.  

Considering the above mentioned realities within the context of the contemporary dynamic 

socially oriented perspective at the turn of the millennium and the new consequent policies of the 

educational system to integrate children with disabilities in the regular system, it has become urgent 

not only to opt for inclusion but also to facilitate the complex process of putting into practice the social 

integrative approach for the benefit of both regular pupils and pupils with disabilities. However, at 

this crucial crossroad when the direction of inclusion is dictated by most education policy makers, the 

implementation relevant strategies are still unclear to the system, namely to the physical education 

teachers themselves.  

At the implementation level, the inclusion education stream although highly recognized faces 

various transitional and strategic problems, including stigmatic attitudes and insufficient of 

unexperienced physical education teachers. Being aware of the students with disabilities rights to be 

an integral part of school and be included as far as possible in various school activities, careful 

attention should be devoted to the required strategic steps since only a cautious professional 

implementation of the inclusion policy, can ensure its wishful success [5; 6; 7, 11; 22; 36; 42; 51; 56].    

Inclusive education is often associated with students with disabilities or "special educational 

needs." In fact, according to the concept of "school for all", inclusion refers to the school education 

of all children and young people.  

We conclude that  the concept of inclusive education emerged as a response to traditional and 

outdated approaches, according to which certain categories of children were excluded from 

mainstream schools because of disability, learning difficulties/problems, family vulnerability or other 

reasons. The concept of inclusion has its origins in the Universal Declaration of Human Rights (UN, 

1948), which recognizes that all human beings are born free and equal in dignity and rights. 

The situation regarding special needs education (SEN) or inclusive education is different from 

one country to another. 
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Consequently, in Israel and particularly in the Arab sector education policy makers have 

affirmed a commitment to reducing the numbers of pupils/students educated in segregated special 

schools and to moving more of these pupils/students into the mainstream of education [51; 53; 94]. 

 

1.4. Overview of inclusion of students with disabilities in Israel and in Moldova. 

International practices 

In the context of present research, the general overview of situation in MENA region (MENA 

region as containing 20 countries: Algeria, Bahrain, Egypt, Iraq, Iran, Israel, Jordan, Kuwait, 

Lebanon, Libya, Morocco, Oman, Palestine, Qatar, Saudi Arabia, Sudan, Syria, Tunisia, United Arab 

Emirates, and Yemen) represents the framework for understanding of socio-cultural context 

(Appendix 2). 

Possible frameworks in different countries for children with special needs are different and 

varied. Some countries have chosen one of the common methods (frame of the special education 

framework in the special classes in regular schools and integration classrooms). Others have chosen 

to adopt some alternative frameworks and chose to help other mechanisms. 

The Integration Frame: 

 In Italy, as stated, the policy of inclusion is complete, with a special teacher for every four 

students with special needs. Inclusion is through cooperation between the homes - schools, 

social services assistance and medical services, recreation centers and sports and activities of 

private entities. Although there is an official policy of full inclusion and most students with 

special needs are enrolled in regular schools, there are also special schools for blind children 

and severe deaf. 

Parallel Number of Frames:  

 The integration of children with special needs in Austria is conducted in a number of ways: 

integrated classes where learners are normal children and children with special needs who 

receive full assistance of teacher, integrated classes where there is a smaller percentage of 

children with special needs only partial assistance of a teacher's helps, when most of the work 

related to special education rests on the shoulders of the regular teacher, special class in a regular 

school allowing to switch between regular class special classroom, depending on the suitability 

of the child's level for class. 
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 To encourage the integration framework, developed impelled support centers/regional (Matia). 

Every Matia gets a budget on population size, the number of students with disabilities and their 

deficient type area under its responsibility. These frames provide integrated services to students 

and educational institutions used to allow separation dependence that exists between the 

student's curriculum framework and a package of services provided(1996) [53]. In 2001, 67 

Matias worked throughout the country (State Comptroller No. 52 in 2001). 

Legislative aspects of integrating students with disabilities in Israel:  

In Israel, the prohibition of discrimination against persons with disabilities is stipulated in the 

Law on the Equal Rights of Persons with Disabilities. The Equal Rights Law includes definition 

"person with disabilities" as a "person with a permanent or temporary physical, mental or intellectual 

including a cognitive-impairment, due to which her/his functioning is substantively restricted in one 

or more major spheres of life". On the basis of equality established under the Equal Rights Law, 

children with disabilities have the same rights as other children [93, p. 59]. 

Provision of education in Israel is governed by three major laws: Compulsory Education Law 

(1949), State Education Law (1953) and Special Education Law (1988). Israel ratified the 2006 

Convention on the Rights of Persons with Disabilities (CRPD) in 2012 and amended the 1998 Special 

Education Law in 2002 to ensure the integration of pupils with disabilities into regular classrooms in 

compliance with its provisions. 

According to legal provisions, regular schools are obliged to include pupils with disabilities in 

regular schools, with the help of assisting teachers (the ruling was specific to Down syndrome, but 

the implementation was for all children with disabilities). In 2018, Amendment 11 of the Special 

Education Law was adopted, allocating extra funds to special services for the education of children 

with disabilities in separate settings, contrary to the Ministry of Education’s previous recommendation 

to establish a fund for the inclusive education of those children. 

Special education in Israel is provided in special kindergartens, special schools and special (self-

contained) classes within mainstream schools. IEPs for every child with disabilities, regardless of 

educational placement, are mandatory by the Special Education Law (1988). 

Inclusion of students with disabilities in mainstream education in Israel has been practiced on a 

voluntary basis since the mid-1950s. It became mandatory in the mid-1990s following special 

education legislation which, in more ways than one, supported ongoing practices. It echoed 

commitments and concerns of legislators and educators worldwide as stated in the Circular of the 
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Director General of the Ministry of Education (58/9, May 1998) [apud 194]. 

By the school-year 1998/99 it became mandatory for all schools in Israel to include students 

with disabilities [194; 93]. Consequently, special education services are provided either in non-

inclusive settings that are detached from the mainstream of education (i.e. a special kindergarten or a 

special school) or in self-contained special classes within mainstream schools. In addition, growing 

numbers of children are included in mainstream education where they receive individual assistance in 

the classroom or in a ‘pull-out’ programme. Children with SEN in Israel are defined in the following 

way: ‘children with special needs that deemed eligible for additional educational services in regular 

educational institutions’ (Special Education Law, Amend. No.7, 2002) [194]. 

Based on the definition of disability in the 1988 Special Education Law, amended in 2002, 

children have special education needs when a ‘developmental impairment’ limits their adaptive 

behavior. The law used the term ‘exceptional children’ in contrast with the term ‘children with special 

educational needs’. The 2018 Special Education Law defines a child with special education needs in 

Israel as ‘person of the ages 3-21, that has one of the disabilities listed, which limits his/her function 

in one of the function levels detailed.’[194] 

As stated by the Israeli government (2013): ‘Children with physical, mental, or learning 

disabilities are placed in appropriate frameworks according to the nature of their disability, to help 

them eventually achieve maximum integration into the social and vocational life of their community. 

Thus, some are taken care of in special settings, while others attend regular schools, where they may 

be assigned to self-contained groups or to mainstream classes with supplementary tutoring [194]. 

Learners with disabilities can attend regular class, special education class in a regular school or special 

education school. 

Inclusion of students with disabilities (aged between 3 and 21) in regular education in Israel 

became mandatory in 2002 based on Special Education Law amendment that recommends integrating 

pupils with special needs into regular classrooms as much as possible to minimize segregation and 

exclusion. The 1988 Special Education Law provides for integration through teaching and systematic 

learning and treatment (e.g. physiotherapy, speech therapy, occupational therapy) to support 

becoming part of the society and being integrated into the world of work. A multidisciplinary team at 

special schools develops an individualized education plan that focuses on the characteristics of each 

child [93]. A 2018 amendment to the Special Education Law gave parents the right to choose the type 

of learning setting (regular class, special education class in a regular school or special education 
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school) for a student who is eligible for special education services and emphasized the mandate to 

include children with special education needs into general education [95]. 

At the same time, a ‘plan for inclusion’ aims to reduce the number of students in special classes 

and special schools and to increase the inclusion of children with special education needs in regular 

settings. This plan is guided by three main principles: differentiation in line with individual needs, 

placement in a regular educational facility and organizational flexibility in service delivery. In this 

regard, a gradual shift has occurred in school organization in Israel. 

Inclusive classes have been implemented in which students spend their days partly in regular 

classes and partly in special classes. In some cases, students with and without special needs study 

together and are taught by both a regular and a special education teacher. Children with physical, 

mental, or learning disabilities are placed in appropriate frameworks according to the nature of their 

disability, to help them eventually achieve maximum integration into the social and vocational life of 

their community. Thus some are taken care of in special settings, while others attend regular schools, 

where they may be assigned to self-contained groups or to mainstream classes with supplementary 

tutoring.  

In parallel, special support or resource centres have been established in each community to 

provide distinct educational services to the learners with special education needs in regular 

classrooms. These centres, called MATIA – Local Support and Resource Centers or LSRCs – bring 

the services into classrooms rather than removing children from the class to visit the centres. They 

also provide assessment, support, interventions and treatments by special education teachers, 

occupational therapists, physical therapists, communication clinicians, art/movement/dance 

therapists, etc., and they allocate resources according to specific local needs [194]. 

Responsibility for their wellbeing is shared by health-care personnel, psychologists, social 

workers, and special education professionals, as well as by the family and various community support 

groups. A committee constituted by law and appointed by the minister of education determines the 

eligibility of disabled children for special education programs and facilities, which are free from age 

3 to 21. 

Between 800,000 and 1 million people of maximum working age in Israel suffer from 

disabilities, the rate of people with disabilities in Israel being similar among men and women (2013). 

At the same time, the rate of disabled people is higher among Arabs (24%) than among Jews. The rate 

of those with severe disabilities is almost double in the Arab sector [204]. 
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According to the statistical data, the gaps between women and men with disabilities are 

consistent with the prevalent social gaps between women and men in general. 21% of women with 

disabilities are in the work market (compared to 60% of men), 26% of women with disabilities have 

an academic education (compared to 16% of men with disabilities) [95,  p.11]. 

Israel some 60,000 young people with disabilities aged 26-23, this group accounts for about 

14% of all young people aged ones, they make up 38% of the young people who are not working and 

not studying. The number of children with disabilities aged 0 to 18 is estimated at approximately 

220,000 children (8.5%), more than half from 220,000 children with disabilities have learning 

disabilities or behavioral disabilities [204]. 

About 182,000 children were recognized as having disabilities to institutions in the academic 

year (2011-2012) in the education system in Israel (pre-elementary, elementary and high schools). 

They accounted for - 9% of all students in the school system this year. Of them, 35,000 have learned 

Bbtisfr or genes of special education (19%), and 36,000 attended special classes (20%), and 112,000 

were integrated into regular classes (61%) [204]. Only 10% of young people with disabilities receive 

vocational rehabilitation services or preparation for the job. 

In 2015, 99,424 pupils with Disabilities Integrated into the General Education System by 

Education Level (Elementary, Inter-mediate and High School) [94, p.14]. 

Between 2017-2022 years the number of Pupils with Disabilities in Education System increased 

slowly, but irregular (table 1.1.) 

Table 1.1. Number of Pupils with Disabilities in Education System (2017-2022) [95, p.51] 

School year Special Education Schools and 

pre-schools 

Special Education 

Classes in General 

education 

No. of pupils 

mainstreamed in 

General 

Education Kindergartens 

No. of pupils 

Schools 

No. of pupils 

No. of pupils 

2017-2018  21,383 27,768 46,678  164,190 

2018-2019  22,738 29,235 46,224  176,560 

2019-2020  24,026 30,592 47,227  181,133 

2020-2021  23,953 31,410 49,763  182,119 

2021-2022  25,441 32,496 54,406  172,796 

 

Of interest is the parents' choice regarding the integration of children with disabilities either in 

special education or integration in general education. The table 1.2. reflects the numbers of students 

who have passed through the Eligibility Committee in the last two (2) years based on the parents' 

choice. The numbers reflect the choice of parents, some of whom are new to the system, as the 
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Committee meets once every three (3) years per student [95, p.51]. 

Table 1.2. Parents' Choice of Education Settings, (2021-2022) [95, p.51] 

 Special Education  General Education 

Total  43,637 29,087 

Percentage  60% 40% 

 

Education: 

 People with disabilities have limited education level lower than that of the general population 

in Israel. 54% have no high school diploma, compared to 36% in the general population. 

 Average years of schooling of Arabs with disabilities is 7.9 years, compared to 11 years on 

average among Arabs without disabilities and 12 years among Jews with disabilities. 

Social participation and isolation: 

 The high rate of people with disabilities (14%) live alone, compared to the general population 

(6%). 

 People with disabilities spend less time in various activities: such as work and time away from 

home (5.9 hours per day on average) than people without disabilities (7.2 hours per day on 

average). 

 The feeling of loneliness is accompanied by 48% of people with severe disabilities and 35% of 

those who defined mild disability. This compares with 20% of people without disabilities. 

 People with disabilities feel that they are less involved in society than people without 

disabilities. 

Attitudes towards people with disabilities: 

 A negative attitude, stigmatization and prejudice undermine the kidney of people with 

disabilities in companionship in education, the workplace and the wider community. 

 Because of the stigma, many people with disabilities prefer to hide their disability mostly people 

with mental disabilities and other disabilities that are not visible. 

 18% of respondents believe that people with disabilities are disturbing dangerous to society. 

Acces to properties:  

Most public discovers openness and willingness to live high in a person with a physical 

disability or rent an apartment (82%), however, the willingness to live in a person with a disability, 

mental, or autism or rent an apartment much lower 39%. 
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In 2006-2011 were opened 105 domestic foreign housing frames of the Ministry of Welfare for 

people with disabilities, about 20 of them active opposition expressed by residents and 3 additional 

facilities were not opened at all of its opposition to such. 

 The issue of the integration of students with disabilities in regular educational institutions is 

about why we are faced initiative of the education system for many years. Special Education 

Law was enacted in 1988. This amendment deals with the integration of these students into 

regular education, as well as Israel's accession to the International Convention, the rights of the 

child, were an important step in the integration of students with disabilities in the education 

system. But despite this progress can not be an adequate solution to the problem accessibility of 

educational institutions. 

 Issues of physical accessibility of educational institutions in 1995 came the opening of the 

Supreme Court determined: its license commitment for the production of effective and 

reasonable access to educational institutions ... without full access harmed his dignity, equal 

opportunity will be hurt and hurt his integration into society. 

 In 2007, the Ministry of Finance Ministry of Education funds to carry out basic accessibility 

work and individual access to works budget base. 

 Report Development Administration Department of Construction and budgeting of the Ministry 

of Education show that local authorities are taking advantage of a 20% permissions are they by 

the Ministry of Education for the performance of individual accessibility. 

 Hydrogen works accessible on the school site is the responsibility of the Ministry of Education, 

and the necessary actions outside the school compound are the responsibility of local authorities, 

this fragmentation makes it difficult to work full accessibility of educational institutions. 

There are several advantages for the opening of regional support centers: 

 Ensure therapeutic support for students with severe disabilities, who are enrolled in regular 

education settings. 

 Enable the regular education to receive the services of special education for students with 

various disabilities who are able to continue their education in the regular classroom and fit in 

academically and socially, thereby preventing the referral to placement committees and special 

education frameworks. 

 Encourage settling systemic vision of ways to treat students with special needs who learn in 

regular education settings, with coordination between the different programs implemented in 
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the education system for this population. 

 Foster cooperation between the regular education system and the special education system in 

terms of treating students who need special education services, who enrolled in regular 

education. 

 Gradually bring balanced allocation of hours included in the integration in normal schools, 

according to uniform criteria. 

 Gradual integration frameworks to encourage special education students enrolled in regular 

education. 

 Allow maximum flexibility in utilization hours of an integration package according to the 

changing needs of students everywhere. 

 Resource allocation system based primarily on the number of children with at school weighted 

with additional criteria (distance from the periphery, parents' education and socio-economic 

indices details). With the master plan applies beyond the package of services provided to child 

services from regional communities, the control of resources will not be school, but Central and 

local authority. Addition, the school receives additional resources to meet the needs of children 

screened in order to strengthen the regular educational system. 

It should be mentioned that inclusion and integration, according to the 2019 voluntary national 

review on Implementation of the Sustainable Development Goals, are viewed as ‘the best way to 

advance special needs learners in regular education, while applying psycho-pedagogic principles 

suited to the needs of each student.’ Inclusion, which extends to ‘all student populations’, aims at 

advancing students in a heterogeneous class, ‘while expanding the ability to embrace them and provide 

a variety of solutions suited to each learner [193]. At the same time, according to the Report of 

Ministry of Justice (2022), there specify Equality and Non-Discrimination of Minorities PWD in Arab 

Society, highlighting that Commission's website, which includes extensive information on rights and 

resources for PWD, was translated into Arabic only in 2020 [95, p. 7].  

Legislative aspects of integrating students with disabilities in Moldova 

The ratification by the Republic of Moldova of the UN Convention on the Rights of the Child 

(1993) led to the recognition of the value given to the child, his need for protection, education and 

support, paved the way for important changes. 

The ratification of the UN Convention on the Rights of Persons with Disabilities (2010) by the 

Republic of Moldova has spurred further changes in the education system, namely in the promotion 
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of inclusive education. Ratification of this document involved reforming the state's disability policy. 

As a result, the “Strategy for Social Inclusion of Persons with Disabilities” (2010-2013) and the 

“Development Program for Inclusive Education in the Republic of Moldova for 2011-2020” were 

approved, approved by the Government Decision of the Republic of Moldova no. 523 of 11.07.2011. 

By Moldovan legal framework, there are no restricitions for persons with disabilities to attend 

to regular schools. During the last years, a number of legal documents were issued and approved by 

Moldovan Government that come to aid the inclusion of children with disabilities into regular schools: 

 Education Code of the Republic of Moldova No. 152 dated July 17, 2014 / Chapter VI. 

Education for children and pupils with special educational needs. Inclusive education 

 Strategy on social inclusion of persons with disabilities (2010-2013) 

 Law on social inclusion of persons with disabilities (30.03.2013) 

 The Consolidated Strategy for the Development of Education for 2011-2015, approved by the 

Government Decision no.523 of 11 July 2011 and the Consolidated Actions Plan for the 

education sector (2011-2015), approved by the Minister's Order Education no. 849 of 29 

November 2010 

 Program on Development of Inclusive Education in the Republic of Moldova for 2011–2020 

years, approved by the Government Decision nr. 523 from11.07.2011. 

 The methodology of the complex and continuous evaluation of children with special educational 

needs. 

 Ministry of Education Decree on approval of the model structure of the Guide on elaboration of 

the Individual Educational Plan (2011). 

 Ministry Of Education Decree on implementation of the Methodological Guide on curricular 

adjustment and evaluation of the school progress within inclusive education context (2012). 

 Ministry of Education Decree on final evaluation and certification of pupils with special 

educational needs included within general compulsory education (2012). 

 Framework Regulation and Standards of Functioning of the Education General inclusive Unit. 

The legal framework in the Republic of Moldova is in the line to international standards; the 

concept of inclusive education development endorsed and reflected in policy documents serves as a 

general framework for the inclusion of all children at high risk of exclusion; it is based on the principle 

of education for all, with the aim of capitalizing on the learning potential of each child. The Republic 

of Moldova crated the mechanism to solve the cases of rejection of students with disabilities from 
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mainstream schools – The Council on the Prevention and Elimination of Discrimination and Ensuring 

Equality, an autonomous, unbiased and independent public authority (2013) and other (Box 1). 

There is a political will related to inclusive practices, the active involvement of representatives 

of various international agencies, as well as non-governmental agencies in the implementation of 

inclusive education. In order to implement inclusive education, support services have been created at 

the national level, the Republican Center for Psychopedagogical Assistance (CRAP), at the district 

level the Psychopedagogical Assistance Service (SAP), at the institutional level (Resource Centers, 

interdisciplinary commissions) aimed inclusion of children with SEN in general schools. The support 

teacher is a new position that has been introduced in the Classifier of Occupations in the Republic of 

Moldova. There is an improvement in the attitudes of society members towards children with SEN. 

The attitude of colleagues towards children with SEN depends on their type of disability, they have a 

more understanding and protective attitude towards children with physical problems [4].  

Box 1. Positive practices in Moldova: The Multidisciplinary Intra-school Commission [6] 

The Multidisciplinary Intra-school Commission (MIC) is the institutional framework for action which 

provides access to education for children with special education needs (SENs), as well as psycho-

pedagogical information support to Managerial staff, teachers, parents / guardian - all of them who are 

involved in the educational inclusion of children with SENs. 

The Multidisciplinary Intra-school Commission* 

 develops an annual activity plan; 

 identifies children with SENs in the locality / school in collaboration with the social worker and 

the medical assistant (based on the criteria) and develops the list of children with SENs; 

 performs initial assessment of children with SENs in the community; 

 collaborates with the District/ Municipal Service of Psycho-pedagogical Assistance (SAP) which 

performs the complex/ multidisciplinary assessment of children with SENs; 

 decide to creation of  the teams focused on elaboration of Individualized Educational Plan (IEP/ 

PEI) for each child with SENs and them proposes for approval to the Teaching Council; 

 assist IEP teams in developing, implementing, evaluating IEPs; 

 guides and monitors the process of development, implementation, evaluation of IEP; 

 appreciates the quality of the education and training process of children with SENs (assistance 

during the lessons and the extracurricular and community activities); 

 provides support to teachers, parents and community members in educational inclusion of 

children with SENs; 

 participates in school self-evaluation from an inclusive education perspective based on standards 

and provides  suggestions for improvement; 

 explores the successful inclusion practices and promotes current trends in the field of inclusive 

education. 
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But the most important challenge remain – the rezistance / non inclusive attitude at different 

levels (parents, non-disable students, teachers, managers, decision makers).  

Significant gaps in the level of development of the competencies of the teachers who did not 

benefit from training in the field of inclusive education, compared to those of the teachers who 

attended training courses; the longer the training period, the more positive the attitude towards 

inclusion. Society/ community stereotypes and reluctant attitude towards human diversity. The 

attitude of colleagues towards children with SEN is less understanding and protective in the case of 

children with intellectual disabilities. There is also a certain reluctance to include children with visual 

and hearing impairments in education process. 

Despite the arguments in favor of children with SEN, some teachers and managers mistakenly 

consider that inclusive education also has certain limitations: little attention is paid to other students, 

very high workload. Also, insufficiently developed infrastructure and inadequate endowment of 

general institutions for inclusive education can be mentioned [4]. 

Mainly, the barriers for inclusive education of persons with disabilities in Moldova are social: 

persistence of stereotypes, resistance from school management, school teachers, parents of 

nondisabled children. Also, there are financial barriers for inclusive education of persons with 

disabilities: there are no sufficient financial resources to adjusts to the needs of persons with 

disabilities, to give special training to teachers that would have to work with persons with disabilities. 

Some parents fear that their children's education will suffer if a child with a disability is in the 

classroom with them. Although recent data show that the situation has improved, many parents and 

carers still believe that children with disabilities should stay at home without receiving an education, 

or be sent to a residential institution or a special school. 

Children with mental disabilities are more stigmatized than those with physical disabilities. Due 

to the lack of support services and the reduced capacity of staff in regular educational institutions to 

care for children with disabilities, the inclusion of these children is slowed down. This is also why 

children with less obvious forms of disability or learning difficulties are left without the individual 

assistance they need to learn so that they can reach their full potential. Less than 20% of all parents 

believe that children with disabilities should attend general kindergarten with other children. 

(UNICEF Moldova, [192]).  

We conclude: the experience of these countries confirm that the adoption of legal documents 

does not mean the automatic implementation. Creating the legal framework is only the first important 
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step, that should be enforced by implementation mechanism and relevant resources, mentioning the 

existence of both terms 'students with disabilities' and 'SEN' in the educational area of Israel and the 

Republic of Moldova. At the same time, in Israel the term 'disabilities' is used more frequently, while 

in Moldova - SEN. Despite various challenges, Israel accumulated some experience on the integration 

of students with disabilities into PE activities, that can be useful for education system in Moldova.   

 

1.5. Conclusions on Chapter 1 

The synthesis of the analyzed ideas confirms our conclusion that the teachers' attitude can be 

considered as one of the significant variables in the education of students with disabilities. The 

positive attitude of teachers can motivate disabled students to actively participate in PE activities. 

Currently, the process of including students with disabilities in PE together with non disabled students 

is considered a particularly important scientific problem, it can be recognized as a new direction of 

scientific research, being in direct relation with the change of the teacher's attitude. 

1. Thus, in the first chapter the basic concepts were specified and described: attitudes, teacher’s 

attitudes towards inclusion/students with disabilities, inclusive education, social integration and 

inclusion, special education needs, school’ inclusive culture. Considering the specifics of 

physical education, in this paper we used the term ‘students with disability’, which correlates 

with the term ‘special education needs’ (SEN).   

Correlating the definitions expressed by various authors and from various fields, we contributed 

to explanation of the term of teacher’s attitude in the context of inclusive education, proposing 

exhaustive definition: the positive attitude is largest than inclusive attitude towards students with 

disability, including friendly approach and respect, support/ encourage, empathy, oriented to 

individual needs and preferences of the disable students, without any limitations.   

2. Aiming at the relationship between the teacher's attitude and the inclusion of students with 

disabilities in PE activities, new opportunities are created to motivate students with disabilities 

to participate with non-disabled students in PE. 

3. The analisys of international and national documents (Israel and Moldova) confirmed the 

existence of comprehensive legal framework on protection of human rights of children with 

disabilities. Based on the analysis of their structural elements, the theoretical tool was 

elaborated, structured in Appendix 1. Timeline of inclusive education events and documents, 

which will be the basis for the further elaboration of the Pedagogical Model. Also, the 



66 

 

importance to ensure real implementation of the legal documents, to ensure efficient inclusive 

education of disable students should be mentioned. The focus should be not only on protection 

but also on ensuring the attainment, self-realization of disable students. 

4. We pointed out the priority of identifying or alternatively elaborating innovative effective 

interventions to suit the specific needs of students with disabilities in their new inclusive 

contexts and concentrate on programmes which besides reducing the high incidence of disability 

side effect implications, enable the social approach of  accepting difference and practically 

fostering equality. To adequately apply inclusion principles, strategies to reduce exclusion 

incidence should be utilized in accordance with previously effective interventions and specific 

causes that have been identified. 
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2. THE METHODOLOGICAL FRAMEWORK OF DEVELOPING PHYSICAL 

EDUCATION TEACHERS’ POSITIVE ATTITUDES TOWARDS INCLUSION  

OF STUDENTS WITH DISABILITIES 

 

2.1. The Concept of developing physical education teachers’ positive attitudes towards the 

inclusion of students with disabilities  

Based on international standards and literature review, we deduced the importance of 

educational strategies focused on improving the PE teachers' attitudes regarding the inclusion of 

students with disabilities into PE lessons/ sport activities, taking into account the specific needs of 

girls and boys, but also the sociocultural and family context etc. 

 In order to ensure Successful Inclusion the following points to be considered in integrating 

children with special educational needs into inclusive schools (figure 2.1) [adapted based on 4; 96]: 

 Curriculum flexibility/ adapted curriculum (to facilitate the free circulation of materials and 

equipment related to the needs of people with disabilities; to provide all children, including with 

special needs, with the same education, providing additional assistance and support to children 

requiring it; to use affordable technology when necessary to enhance success in communication, 

mobility and learning; to provide a continuum of support, within the school and extending, 

where necessary, to the provision of assistance from specialised support staff, with the focus on 

pupils’ own experience etc.). In relation with PE curriculum should be adapted from minimal 

assistance in classrooms to additional learning support programs, based on special echipment 

and activities, with focus on students specific needs.  

 School management (simplification/ flexibility of management procedures, redistribution of 

financial and educational resources, diversification of equipment and learning options, dialogue 

peer-to-peer, support for students facing difficulties and the development of partnerships with 

parents and the community). In relation with PE special equipment and educational resources 

should be ensured; peer-to-peer: students with disabilities and nondisabled students.  

 Teaching staff (all teachers should be trained to exercise their knoweldge and skills in adapting 

curricula and methodology to specific work with both - children and students with disability and 

peers; the skills should respond to special educational needs; to collaborate with others 

specialists and co-operate with parent; dialog with community etc.). Specifically, PE teachers 

need special formative programme how to involve in PE activities – disabled students with 

nondisabled peers.  
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Fig.2.1. Successful Inclusion points [adapted based on 4; 96] 

 

 Parents’ involvement (The both groups should be trained: parents of students with dizabilities 

and parents of non disable students.  Parents of disable students should be trained/ informed 

about specificity of special education needs of students; to support the disable 

students’activities; to collaborate with teachers and community. Parents of nondisable students 

should be informed about educational and social benefits of educational iclusion of students 

with dizabilities on equal base with nondisable students). 

 Community’ involvement (different components aimed at the school in the frame of community: 

culture, traditions, policies and practices, infrastructure should take into consideration the needs 

of disable persons, especialy students; creation of inclusive community culture; partnership: 

comunity-family-school). 

 Information and research (special needs education should be integrated into the research and 

development programmes of research institutions, also into curriculum development centres, 

with focus on innovative teaching-learning strategies). In relation with PE, public awareness 

and focused research needed.  

The figure (2.1.) can be updated based on experience/ specific context. 

In the context mentioned above, our Concept of developing physical education teachers’ 

positive attitudes towards the inclusion of students with disabilities contains the following 

components:  
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- analysis of physical education sector in Israel in relation with inclusion; 

- adaptation of physical education (APE) for Students with Disabilities;  

- overview of Socio-cultural determinants of teachers’ attitudes towards the disabled students.  

2.1.1. As important step and methodological tool we would like to propose the analysis of 

physical education sector in Israel.  

The physical activity of youth is a significant criterion in defining health. Participating in sports 

helps to maintain a healthy body and is a social tool that can be used to connect people and 

communities. Physical activity develops social communication skills; thus, it is essential to understand 

the factors that drive participation in sports, and to comprehend the purpose of each person engaging 

in physical activity [5; 104, p.48]. 

In Israel, physical education is taught from first grade through 12th grade and is considered a 

core subject in the education system, aiming to: offer students the opportunity to acquire motor skills 

and experience in various sports, increase students’ physical activity and promote a healthy lifestyle 

along with education for moral-social behavior. In addition, there is a meaning to the enjoyment and 

challenges of physical activity as part of the school curriculum. This teaching copes with physical 

education for its diverse purposes in educational institutions during school hours, in school sports 

clubs, and in other initiatives and programs destined for all ages. 

 In the last decade, the Ministry of Health leads Efsharibari - The Israel National Program for 

Active & Healthy Living, in cooperation with the Ministries of Education and Culture and Sports, and 

promotes physical activity in Israel.  

The professional literature reveals that as the students go up a grade, the physical activity wears 

off even more (children spend more hours looking at screens). Physical education classes in school, 

especially in junior high and high schools, are included in the category of classes that many students 

seek to avoid participating in. Plenty of studies show that the percentage of dropping out of physical 

education classes is increasing among the youth. 

The recent Israel Physical Activity Report Card for Children and Adolescents (2022) mentioned 

that most of the children and youth in Israel do not participate in physical activity in accordance with 

international guidelines; only 32% reported performing moderate to vigorous physical activity for at 

least 60 minutes on average for 4 or more days a week and only about 9% reported daily physical 

activity for at least 60 minutes [208]. 
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According to the studies conducted, one way to deal with this issue is through the principals’ 

focus on promoting health in schools. Changes can occur through modifying health behaviors and 

physical activity in the school framework; adding another hour of physical activity in addition to the 

two hours set in the weekly schedule and in addition to an active break; organizing lectures for parents 

and students about the importance of physical activity. 

The global studies on this subject emphasize that the school principal plays a key role in 

influencing the process of changing and recognizing right habits that can be combined with 

appropriate tools to build a program adapted to school with the intervention of teachers, parents and 

students together. In addition, the influence of physical activity is significant regarding one’s self-

image and social achievements. 

According to official statistics, in 2020, people with disabilities accounted for 20% of the 

population in Israel (more than 1.5 million people); of those, about 326,000 children (accounted for 

11% of all children in Israel) [199].  

People with disabilities work less, earn less, are less educated and lonelier than people with no 

disabilities and this fact stands out in harm to their quality of life, as children of their age belong to 

the education system — after all, the Knesset approved the change of the special education law (2018), 

according to which the goals of the special education services are the following: 

1. To promote and develop the learning, the skills and the abilities of the student with disabilities 

and his physical, intellectual, mental, social and behavioral functioning – to bestow upon him 

knowledge, proficiency, life skills and social skills. 

2. To anchor the right of the student with disabilities to an equal and active participation in society 

– in all areas of life, as well as to provide an adequate response to his needs. 

In comparison to other subjects taught in school, physical education classes facilitate the process 

of providing students with successful experiences relatively quickly and easily, thus leading to 

multiple positive reinforcements. 

The findings indicate a considerable gap between the current and the desirable situations 

regarding the hours of physical activity per child, especially in institutions for children with physical 

disability (83%). 

Moreover, studies reveal that there is a lack of appropriate facilities in vocational training (only 

25% have a special training) and in budget (only 57% of the activities is financed by the Ministry of 

Education). 
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General Instructions on physical education 

Director General’s Circular in Physical Education copes with planning the physical education 

pedagogy and adapting it to the school population. In the instruction, various frameworks in which 

physical education is taught are brought up — in kindergarten, in regular classes, in sports classes and 

clubs, in an extended elective and more, providing detailed instructions for optimal utilization of the 

presence in school hours and individual hours dedicated to physical education and for conducting 

institutional sports events and numerous educational initiatives in the area of physical education. 

The General Instructions stipulate the following strong points:  

- The teaching of physical education in schools will be based on pedagogy planning which 

comprises all the lessons and events throughout the academic year. This planning will be 

determined by the physical education curricula published by the department for curriculum 

planning and development. 

- In each school, a person in charge or a professional coordinator will be appointed to coordinate 

the institutional planning that will incorporate goals, objectives and anticipated achievements in 

physical education, as well as define the methods of measurement and evaluation of the extent 

of these achievements. The school principal will be in charge of the teaching plan. 

- Before the start of each academic year, the P.E. teachers will submit to the principal a proposal 

for planning the teaching adjusted to the school’s population and conditions. The planning will 

include goals and content for the entire school year and periodic planning for each class. The 

physical education events will be held according to the updated "Physical Education Events 

Regulations" published on the website of the Chief Inspector and the Commissioner of Physical 

Education [202].  

Teachers who are interested in information regarding the events will contact the responsible 

district inspector of physical education. 

- The security and safety instructions in physical education classes are given in the Circular 

Standing Instruction No. 0123 of 2019 section 9 “Ensuring the well-being of the students and 

their safety in physical education classes in the education system” [200].  

- The P.E. teachers will ensure that students wear soft gymnastic shoes, suitable for the physical 

education classes. Students wearing commando shoes, hiking shoes and similar, which restrict 

free movement and may cause damages, will not be allowed to participate. 
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Physical Education Classes Held during the Summer Season 

Dehydration and heat stroke are the main dangers in P.E. classes held during the summer. In 

order to avoid injuries, physical education classes in the summer, particularly in the extremely hot 

weather (30 degrees and above), will be held subject to the restrictions detailed below: 

a. These classes should be held in shaded places, where there are taps or other water arrangements 

nearby. 

b. The level of difficulty of the exercises should be conformed to the weather restrictions. 

c. Students should be encouraged to drink more liquids and wear appropriate clothing, including 

a head covering and a T-shirt, and apply radiation-filtering ointments to exposed body parts. 

d. It is desirable for physical education classes to take place after 12 o’clock in a sports hall or in 

another shaded place (mainly in May, June and September). 

Physical Education Classes Held in the Winter Season: 

The main dangers in the physical education classes that are held in winter are frostbite 

(hypothermia, which may develop from combination of low temperatures, wetness and wind) and 

exposure to illness factors as a result of the weakening of the body’s defense mechanisms. In order to 

avoid these injuries, physical education classes during the winter, particularly in rainy and cold days, 

will be held subject to the detailed restrictions below: 

a. The lessons should be held in dry and windproof places. 

b. The level of difficulty of the exercises should be adjusted to the weather restrictions. 

c. The students’ clothing should be suitable for the weather conditions. 

Special note. It is suggested that the lessons schedule of schools is built in such a way that will 

allow the optimal utilization of presence in school and individual hours for the following purposes: 

a. providing a special response for children who have difficulty or excel in physical education 

b. working with a small group of students to train teams or to prepare for competitions 

c. activating the sports committees 

d. engaging the students in writing the school’s sports newspaper and articles about sports on the 

school’s website 

e. organizing an active break for sports activities 

f. holding staff meetings for physical education teachers to develop teaching plans and tests to 

monitor achievements. 
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The curriculum for the matriculation certificate in high school requires the selection of at least 

one increased subject at a five-point level. Physical Education is one of the options offered for 

selection in this framework. The expansion of the physical education subject combines both practical 

and theoretical subjects that include the sciences of physical education aimed at acquiring knowledge 

and understanding of the human body, the principles of movement and the role of sports in promoting 

health. The curriculum of physical education as an elective subject of 5 credits focuses on all students, 

in all sectors. 

Physical Education should be an integral part of the curriculum and education in the school 

because physical activity is an essential factor in child development, not only in physical but also the 

psychological and social aspects. It is crucial to develop appropriate inclusive P.E. lessons that aim to 

engage students with disabilities and regular students on equal basis. 

Investigating the students’ achievements in classes can be carried out by the physical education 

teachers as part of the teaching, learning and assessment, based on the “Physical Education Letter” 

[201]. 

Physical Education in school should be combined with Physical Activity in Leisure Time 

(nonformal education). As a part of their job, the physical education teachers will locate students with 

suitable abilities and encourage them to participate in sports classes and sports activities that are 

popular and competitive, organized and independent, held in the school or outside in the afternoon, as 

well as in frameworks for nurturing excellence in the various sports. On this regard, it is recommended 

that the local authorities open community classes for remedial exercise and physical fitness, and that 

school principals and physical education teachers encourage students who need it to attend these 

classes. 

The Israel Physical Activity Report Card for Children and Adolescents, 2022 [208], highly 

recommended to develop a response to promote physical activity among children with special needs, 

to develop of programs for physical activity among children and youth, focusing on children at risk 

and children with special needs.  

Physical education Teachers training  

At the beginning physical education teachers' training within the BA program namely in the 1-

st and second year of study, there is not any  specific component that refers to integration or inclusion 

of pupils with special needs. Actually the only  element which deals with this subject is a  statement 

that the idea of integration is important - without any translation into practical steps. In fact, only in 
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the special education major there is a practical refer  to the challenge of inclusion unlike the situation 

in the other majors where the inclusion subject is completely ignored. The specializations for  specific 

majors begins in the 3rd and 4th years of the training. In general in the main stream education we can 

find scarcely a mere reference to the very importance of integrating students with disabilities in but 

not any practical tools for implementing the integrative policy.  

  Therefore we may conclude according to the bleak situation within the training  as well as  that 

found on the spot-within the schools system, that  my innovation in research may make a needed 

contribution in  sustaining the significant  inclusion subject adding tools and skills for integration from 

the very beginning of the track to physical education teachers so that they can  attain  professional 

self-confidence  and be competent to successfully integrate students with disabilities  

It is worth noting that even in the theoretical subjects there are no clear tools for the integration 

of students with disabilities. In fact, only in the main/core subjects/ such as mathematics, English, 

science and Arabic do we recognize that reference to the integration of students with disabilities is 

practically implemented in the field-so my study can be relevant for further implementation into the 

whole education system. 

Moreover, according to OECD (2020) data, during 2013-2018, in Israel there no significant 

change in high level of need for professional development in teaching students with special needs 

[146, p.22].  

In this regard, special attention in professional development of PE teachers should be focused 

on Physical Education Adaptations for Students with Disabilities.  

2.1.2. Adaptation of Physical Education (APE) for Students with Disabilities 

There is no doubt that physical education activities, must be made available to every child with 

a disability. Physical education for a special needs child can contribute to develop: fundamental motor 

skills and patterns; skills in aquatics and dance; individual and group games and sports (including 

intramural and lifetime sports) [196].  

In order to realize the right to education, the PE teacher must ensure that students with 

disabilities receive sufficient training based on the general education curriculum together with their 

typical colleagues. Accordingly, physical education teachers must adapt instructional strategies and 

activity areas to meet students' needs, including on the basis of individual education plans. 

Adaptation includes adjusting, modifying and changing the activity (in time, dynamics, format, 

or providing more rest time) in accordance with the needs of students with special needs. Adaptations 
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may also include adjusting, modifying several equipments: larger balls, bats, assists, using different 

body parts etc. Thus, PE teacher should think in terms of activity, time, equipment, boundaries, 

distance, type of assistance, resources, cooperation with specialized support staff etc. 

Adaptations may include student expectations based on their needs and abilities. Respectively, 

the demand for performance and involvement must be adapted to the student's ability to participate. 

Physical Education Adaptations (APE) represent a key component of Inclusive Physical 

Education and Physical Activity, which involves: 

 Inclusion of the student with disabilities in regular physical education classes. 

 Adjusting teaching strategies, equipment, environments, and assessments to meet the needs of 

all students. 

 Supporting students with disabilities who want to participate in other physical activities before, 

during and after school. 

 Encouraging students with disabilities to have the same roles and experiences as their peers 

without disabilities during physical education and other physical activities (adapted from 

[195]). 

The major importance in this sense is that the students with disabilities benefits from physical 

education training by experiencing success. Furthermore, learning physical activities will prepare the 

foundation for physical activity throughout life. 

As a modern field of study within the sport sciences, adapted physical activity (APA) has been 

defined as “research, theory and practice directed toward persons of all ages under-served by the 

general sport sciences, disadvantaged in resources, or lacking power to access equal physical activity 

opportunities rights”.[206] From an educational perspective, this means that students with all types of 

disabilities and within all types of educational settings should be served in a way that conforms to 

their human rights, suits their individual functions, and focuses on their educational needs [149; 195; 

196; 198; 149]. 

The central term used within APA terminology is adaptation, referring to assessing and 

managing variables( related to the tasks, persons involved, and environment ) to meet unique needs 

and achieve desired outcomes. Adaptation occurs as “an interactive and reciprocal process of change 

between the individual and environmental agents, who by means of their practice may facilitate or 

hinder this process. The aim of adaptation in APA is “to enhance physical activity goal achievement 

of individuals of all ages with movement limitations and/ or social restrictions”. 
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Fig.2.2. Percentage distribution of predicted skill acquisition across different mobility 

categories, and participation expectations 

 
Figure 2.2., designed by us, reflects the percentage distribution of predicted skill acquisition 

across different mobility categories, and participation expectations: the high level of mobility 

demonstrated the independent students, walker/crutches – high level of immobility, wheelchair – low 

level of mobility. All aspects were took into consideration by curricular activities.  

Inclusion in PE- Teachers’ Bias  

One of the problem that is probably related to the development of negative attitudes is the lack 

of knowledge regarding adaptation strategies, permitting teachers to feel they are prepared and 

competent for appropriately including students disabilities in general contexts of physical education 

activity and sports. 

During the last decade several court cases in the U.S have been reported where decision makers 

have ignored  the civil rights of the students with disability when refusing to include them as athletes 

or managers with an interscholastic competition framework. 

Generally, there are two main programmatic approaches to increasing participation for students 

with disabilities in PE lesson. One  approach is to provide services to those students individually and 

to separate them from the lesson. The second approach is to supply an alternative physical education 

program either within an existing school (school within a school) or in a separate facility (alternative 

school). Both these approaches provide a  compromising solution for the inclusion of the student with 

disabilities and consequently students with disabilities  might unpurposely feel a feeling of repression 

[109]. 
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The experimental exploration of the Physical Education Adaptations for Students with 

Disabilities as basis of the Program “Sport is for everyone” is presented in para 3.2.  

2.1.3. Socio-cultural determinants of teachers’ attitudes towards the disabled students 

In this regard, we would like to reiterate the factors that determine the formation of positive or 

negative attitudes towards disabled people and, implicitly, towards disabled children, can be from at 

least three categories: factors related to the person expressing the opinion, the type of disability and 

the sociocultural context, at a given time [14, p. 246]. On the other hand, several authors reviewed a 

series of factors that can influence the formation of attitudes towards disabled people, among which 

we mention: age, gender, nationality, marital status, educational level, socio-economic level, residence 

in urban or rural environment, experience with people with disabilities, etc. In the frame of current 

research, several factors are explored.  

The 2009 EFA Monitoring report [81] states: Among the most serious obstacles are negative 

attitudes towards the disabled, which affect both the school participation and the self-confidence of 

disabled children”. The Convention on the Rights of people with disabilities, passed in 2006, also 

emphasizes the problem of attitudinal barriers.  

Despite the recognition that cultural barriers constitute one of the most serious obstacles and 

pressing issue to address, few recommendations exist that would provide specific strategies for 

addressing this barrier. Experiences in the MENA region provide a window for strategies to address 

attitudinal barriers that are specific and targeted: the family unit, the community, the service sector, 

and the government sector [apud 188]. 

Attitudes and the family 

First, as Abu-Habib has pointed out, discrimination starts in the home with the family, 

programmes targeting the isolation of women in the home, and parenting information, especially for 

fathers, becomes critical [16]. 

Attitudes and Teachers- the service sector 

Second, teachers are widely considered the most influential factor in successful achievement. 

Several studies have provided evidence that negative attitudes of teachers towards students with 

disabilities are a major barrier to student learning [4; 15; 37; 150]. To address negative attitudes, 

teacher training must include, not only effective instructional strategies geared to individual learners, 

but awareness and consciousness-raising concerning attitudes. The earlier in a child’s education that 

this can be accomplished, the better chance there is for long-term gains and success in school 
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achievement. Conversely, it is less likely that a child will be retained or will require special education 

services or placement. 

Several countries in the MENA region now include special education training in degree 

programmes for teachers in mainstream classrooms. For example, the Ministry of Higher Education 

in Jordan has established several training programmes for undergraduate and graduate students to 

prepare them for teaching special education. 

Although, not widespread, some innovative early childhood programmes have been developed 

that break new ground in tackling increased awareness. 

The Portage Project is another innovative programme that has been adopted in several countries, 

most notably Jordan. Support for the project has been provided by the Arab Council for Childhood 

and Development with finance from the Arab Gulf Programmes for the Support of UN Development 

Organizations. The programme is a quality early intervention model designed to provide services to 

young children with disabilities from birth to six years of age in rural communities. Weekly home 

visits by home teachers train parents how to work successfully with their child to attain developmental 

milestones [164]. 

Attitudes and Society/Community 

Third, societal attitudes must be addressed. One of the most powerful ways to accomplish a 

change in attitudes is through experience. The voices of disabled children and youth, and their direct 

participation in strategies to address attitudinal barriers become critical in this endeavour. 

Attitudes and government policy-makers 

Most MENA countries have enacted legislation in support of children and youth with 

disabilities. In 1993, Jordan government passed the Law for Welfare of Disabled People and 

established the National Council for the Welfare of Disabled People. The Lebanese government passes 

Law 220/2000 guaranteeing disabled persons’ rights and the principle of inclusive education. In 2004, 

the Syrian government created a National Committee for integration and a Unit of Education 

Integration was established. Projects have focused on intensifying teacher training, and accessible 

school construction. 

Attitudes of policy-makers at all levels of government must be addressed to ensure the presence 

of political will to translate legislative commitments into action. Inequalities in education are often 

more of a reflection of beliefs, than they are of level of resources. “That is, the ways in which resources 

are allocated reflect beliefs about the value of education for all children, and for particular children. 
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In recognising the importance of political will, Dr.Ali Saad, Director of the Syrian Ministry of 

Education of Education stated: “The political will of decision makers at the advanced level and the 

awareness of the moral, professional, economical, and social value of the integration projects, and 

persistent work to achieve their objectives… remains the most important factor of their success”[144]. 

Her Excellency, Mrs. Asma’a Al-Saad, spouse of H.E. Mr. President of Syria has personally supported 

the Syrian integration project for those with disabilities. She has provided the vision, and has followed 

the evaluation and continuous follow-up necessary for its success [apud 188]. 

Structural factors influencing the extent of exclusion or inclusion include decisions regarding 

government policies, resource allocation, multi-sector collaboration, institutional training of 

educational of educational personnel, design of programmes to integrate education of students with 

disabilities with their non-disabled peers. Three of these structural factors are highlighted that hold 

the best promise for the widest impact, considering the specific context of the MENA region. These 

three factors are ‘no-gap’ policies for integrating gender and disability development; addressing 

prevention through expansion of early childhood programmes; and building capacity of the infra-

structure to support inclusion [apud 86]. 

Addressing gender and disability ‘no-gap ‘policies in development 

In the case of MENA, integrating gender and disability policies is especially salient, given the 

cultural context that has driven the two goals of gender equality and disability equality for these 

countries [41]. The MENA region has made a concerted effort to include girls in schooling, and to 

raise the literacy rate to parity with men and boys.[16] 

That is, gender policies should always include a disability component, and vice versa. Finally, 

concurrent with the ‘no-gap’ policy, it may be necessary to establish affirmative action guidelines. 

Recent Lebanese legislation to ensure the rights of people with disabilities has included an affirmative 

action component for employment, requiring a 3% employment rate of people with disabilities.[188] 

Addressing prevention through Early Childhood Programmes 

Prevention is recognized as an important strategy in relation to children and youth with 

disabilities, as well as those at-risk for impairments. It is widely recognized that a significant amount 

of disability is preventable, often through relatively simple and low cost interventions such as 

immunization programmes and improved maternal care. Thus, an integrated approach to early 

childhood education is needed that links prevention and rehabilitation with empowerment strategies 

and changes in attitudes [151]. 
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Addressing infra-structure 

Most MENA countries, Syria, Jordan and Lebanon in particular, have inclusive education 

policies in place to re-address exclusion and support inclusion of children and youth with disabilities. 

However, the infra-structures and political /societal commitment needed for implementing these 

policies are critical.  

Given the heterogeneous nature of MENA countries and the distinctive cultural contexts, 

specific strategies for building infra-structure will naturally vary. However, one general type of 

approach appears to be very promising. That is, a multi-sectorial approach between grassroots 

organizations of people with disabilities, NGOs and schools. This kind of approach aligns with the 

four basic premises for inclusion that accomplishes several simultaneous goals: 1. The direct 

participation of people with disabilities in development and implementation of initiatives; 2. Capacity 

– building of the public sector through partnerships; 3. Reduction of stereotypes and negative attitudes 

toward disabled people; 4. Focus on advocacy and community development as opposed to remedial 

approaches to service delivery. 

We conclude the following:   

Strategies and programmes must develop from the local/state/national contexts in which people 

with disabilities live, work, and go to school. It must be noted that strategies to address marginalization 

and social exclusion are multidimensional, relational, and context-specific processes. 

Four basic premises for programmes and policies promoting inclusion [53, p.21-22]: 

 Strategies, policies and programmes must rest on localized intervention sensitive to national, 

institutional and cultural contexts. 

 Interventions must be cross-sectorial and comprehensive, transcending traditional bureaucratic 

approaches. 

 Approaches to inclusion necessarily involve a long-term process of development through 

transitional stages. 

 All activities undertaken must involve participation of the excluded in the development, 

implementation, and decision-making processes. 

All mentioned above contribute to conceptualization of the Pedagogical Model for the 

development of the Physical Education Teachers’ positive attitudes towards inclusion of students with 

disability.  
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2.2. Pedagogical Model for the development of the Physical Education Teachers’ positive 

attitudes towards inclusion of students with disability 

Salamanca Statement (1994) highlighted importance to enhancing teacher education as regards 

provision for special educational needs [162].  

Teacher education has a crucial role to play in ensuring that classroom teachers are prepared for 

the challenges of educating students with disabilities—who, contrary to some misconceptions, can 

achieve in inclusive classrooms. 

Preparing general education teachers for the changing demographic profile of today’s schools 

is receiving renewed attention both at home and abroad under pressure to perform well on international 

comparisons and compete in a global economy. To realize high expectations for all students, including 

students with disabilities, teachers must be prepared to work collaboratively to utilize specific, 

evidence-based teaching practices that both challenge and motivate all of their students [67; 71; 96]. 

All teachers should be trained/ prepared to act on the belief that all students, including students 

with disabilities, belong in general education classrooms. We note the importance to help/to conduct 

teachers to understand  their  role  in  education  and inclusive education, that  inclusion  of  students 

with disabilities in  the  classroom  is  an  opportunity, not a problem.  

Many different authors, researchers explored the professional and transversal competences of 

teachers. According to the European Qualifications Framework ‘competence’ means the proven 

ability to use knowledge, skills and personal, social and/or methodological abilities, in work or study 

situations and in professional and personal development [135]. One of the important component is 

attitude.  

During the analysis of specialized literature, we identify different terms of teachers’ attitudes in 

relation with disabilities and PE: positive attitude, negative attitude, inclusive attitude, reserved 

attitudes. Thus, positive attitude towards the inclusion of children with disabilities in PE means 

acceptance of children with disabilities at physical education lessons. Negative attitude means non-

acceptance of children with disabilities at physical education lessons or discriminatory approach/ 

discriminatory attitude. Reserved attitude is skeptical approach, formally acceptance but in reality 

non-supporting attitude. Very often, inclusive attitude is understudied as positive attitude towards the 

inclusion of children with disabilities in PE. As it was mentioned above, from our point of view, the 

positive attitude includes the aspect of promoting and encouraging (active support) of disabled 

students. 



82 

 

As we can mention, "inclusive education" is anchored in the broad agenda of human rights, 

which has become a global issue influencing countries that are committed to democracy, such as 

Israel, including the Arab sector. At the same time, when it comes to the practical implications, it is 

more difficult to achieve, as many educators still have serious reservations about supporting the 

widespread placement of students with disabilities in their lessons in mainstream schools.  

The existing research findings [111; 113; 115] that PE teachers might have negative attitudes 

toward inclusion itself and its challenges which are probably derived from their fear that they did not 

have adequate training and might be lacking the experience and knowledge to successfully include 

students with disabilities in the general school system. Some researchers argue that most PE teachers 

may have mixed feelings and express obvious reluctance to the practical inclusion claiming 

simultaneously that their general attitude toward inclusion is positive; teachers may also vary 

according to the type of disability, Obrusnikova (2008) [123]. The same author found that PE teachers' 

beliefs were favorable toward teaching children with specific learning disabilities and less favorable 

toward teaching children with emotional and behavioral disorders. Significant predictors of positive 

beliefs in Turkey study were: perceived competence, positive teaching experience with children with 

disabilities, and course work in APA. The results of this study emphasize the role of pre-service 

education in Turkey, which did not include coursework in APA before 2000. The lack of training may 

explain the difference in attitudes between teachers with up to 10 years in service and those who 

enrolled into service before the teacher preparation program in Turkey was changed. 

Mentioning the merit of inclusive schools as they are capable of providing quality education to 

all children [125; 152], we would like to highlight that the creation of such schools is a crucial step in 

helping different categories of population to change discriminatory attitudes. 

We consider that inclusive education is not only the process of quality education of all children 

with disabilities, but also together with regular children and students. Establishment of inclusive 

schools is a tool in developing an inclusive society.  

From our point of view, inclusive education should be the process of quality education of all 

children and students, together regular and with disabilities, that aims better exploring their potential, 

and offer opportunities to all for future inclusion and personal and professional development. 

Inclusive education is a precondition in creating welcoming / “friendly” communities and establishing 

the inclusive society. At the same time, inclusive education can be a tool to change discriminatory 

attitudes but also, vice-verso – forming the inclusive attitude is a precondition in establishing the 
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inclusive education/ inclusive school.   

Based on importance of special teachers’ training on special needs education we would like to 

propose the following principles: 

 A human rights based approach: treatment of all persons as human bings, despite of disabilities  

 A noncategorical approach: states that all types of disability should be developed as a common 

core, overcoming further specialization in disability-specific domains (thus overcoming the 

traditional approach to disability as non-educable) 

 Complementarity and mobility: specialized training in special needs education leading to 

additional qualifications should normally be integrated with or preceeded by training and 

experience as a regular education teacher 

 A gender equality based approach: equal treatment of girls and boys, prevention of sexual 

harassment and sexual abuse etc.  

The principles we propose are in line with the Key Principles for Impact on Inclusive Education, 

set out in the UNESCO Guidelines for Inclusion in Education (2009)[160], which states that IE is a 

process of strengthening the capacity of the education system to reach all children. An inclusive 

education system can only be created if mainstream schools become more inclusive, in other words - 

when they become better at educating all children in the communities in which they are located. 

 

Fig.2.3. The connection between PE teachers’ attitudes and psycho-pedagogical strategies 
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The current research is focused gradually on the specific factors connected to the implications 

of teachers having to cope with disability in a regular demanding setting, and the required 

methodology and finalities of developing  adequate coping strategies. 

The Figure 2.3., designed by us, represents the connection between PE teachers’ attitudes and 

psycho-pedagogical strategies, based on identification of sources of negative/stigmatic attitudes and 

sources of positive/ promoting (inclusive) attitudes. As sources of stigmatic attitudes we can mention: 

lack of knowledge about pupils with disabilities; low professional self-image of teacher; fear of failing 

in the integration process; rooted prejudices based on the old medical paradigm of pathology. To 

transform negative/stigmatic attitudes into positive/ promoting (inclusive) attitudes, the following 

psycho-pedagogical strategies were proposed: organization of academic practical teachers training in 

the integration process; acquiring a practical experience in integrating students with disabilities – 

oriented on reforming attitudes through supervised teaching; a systemic approach including 

familiarization and coping with obstacles as well as supporting new teachers in the integration process. 

 Teachers’ responsibility to integrate pupils with disabilities 

 So, the challenging pedagogic process of training physical education teachers inclusion 

strategies includes a flowing unit of the main componnents- goal, objectives, content, methodologies 

and finalities.  

 

Fig.2.4 Diagnostic Model for Changing Stigmatized Attitudes: Challenges vs.  

Goals and Practical Steps 
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To decide on concrete steps to modify stigmatized attitudes of learners, this diagnostic model 

was drawn up (figure 2.4.), aiming at identifying the main type of attitudes, which would be its physio-

psychological aspects (Lahad, M.) [108], trying to define the directions of Pedagogical solution of the 

problematic situation that hinders the integration of students with disabilities. As challenges were 

identified the following: disconnection between will to integrate & fear to fail; lack of needed 

pedagogical strategies; deterioration in n umber of pupils integrated in main school – in spite of 

integration policy.    

Diagnosing the present situation and the new challenges related to the vocational needs of the 

PE teacher who is required to de facto face the inclusion of disabled students (figure 2.5, designed by 

author).  

 

Fig.2.5. Teacher's new promoting role as a mediator/ model in the integrative process 

of students with disabilities 

In order to ensure/ forming the positive attitude of PE teachers, the teacher's new promoting role 

as a mediator/ model in the integrative process of students with disabilities was proposed. Thus, the 

teacher as a mediator acquiring new attitudes and skills, holds open-minded integrative attitudes; 

dealing respectfully to peers/students with disabilities; creates a respectful atmosphere, inspiring 

equity and involvement.  
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Guided us through the development of the diagnostic model for modifying stigmatic attitudes - 

as a psycho-pedagogical means of improving the role of the PE learner in confronting it with the 

challenge/barriers of inclusion (figure 2.6, designed by author).   

    

 

   

 

 

 

 

Fig.2.6. Barriers for Teachers’ attitudes 

 

The key paradigms behind the inclusion implementation within regular settings had been 

presented starting from the leading humanistic approach and addressing the social behavioral and the 

PE attitudes. Our reference frame is based on existing research, due to the  stigmatic attitudes of their 

new surrounding, including teachers, which are supposed to assume the responsibility to integrate 

them [112]. 

 

Fig.2.7. Attitude Modification 

Teachers’ responsibility to 

integrate pupils with disabilities 

Barriers connected to 

stigmatic attitudes 

Barriers directly  connected 

to disability 
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Therefore, it was hypothesized that the more advanced the stage in the teacher preparation 

process, and the more positive attitudes will be expected. This variable was considered a control 

variable for the attitudes (see figure 2.7, designed by author). 

In the context of the proposed goal of the research, based on the fundamental premise that real 

inclusion  is  giving place for diversity in the human community, we tried to allow the recognition of  

the development from social education to social integration and inclusion, seeking for practical ways 

of permitting students with disabilities to be an active part of the society from the elementary stages 

of their education, relating to the relevant changes in the educational support systems, moving toward 

examination of concrete practices labeled “mainstreaming”, “integration”,  and finally “inclusion. 

Eventually, we expose the pedagogical model which constitutes the framework of the 

implementation program. 

Based on the specified theoretical approaches and identified methodological landmarks, while 

taking into account the need to adapt the school to social transformations and trends in education, with 

emphasis on the inclusion of students with disabilities in the education system, we conceptualized the 

Pedagogical Model for the development of the physical education teachers’ positive attitudes 

towards the inclusion of students with disabilities (figure 2.8).  

This scientific construct is linked to the 2030 Agenda for Sustainable Development, which 

includes quality education, encouraging the participation and recognition of people with disabilities 

as active members of the society: who must not face any discrimination or be ignored or left behind. 

Our Pedagogical Model intends to offer an operative approach that can enhance a meaningful 

change in the initially stigmatic attitudes of PE teachers toward the inclusion of students with 

disabilities. 

The Pedagogical Model for the development of the Physical Education Teachers’ positive 

attitudes towards inclusion of students with disability is a theoretical and methodological construct, 

which includes in its structure a system of interactional values, which are part of the general paradigm 

of better training students prepared for life, in particular, the integration of students with disabilities 

in sports/ physical education with students without disabilities. 

The output of the Pedagogical Model is to create the framework to improve the inclusion of 

disabled students together with those without disabilities in PE lessons in schools in the Arab sector 

of Israel, ensuring the reduction of negative impact on them, increase their inclusion for personal and 

social development and create an inclusive social environment. 
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The foundation of the conceptual framework of the Pedagogical Model to developing the 

Physical Education Teachers’ positive attitudes towards inclusion of students with disability focused 

on exploring several theories and concepts: the theory of planned behavior (TPB) (Ajzen I. [17]), the 

theory of social learning (Bandura A. [30]), the theory of experimental learning (Kolb D.[102]), the 

concept of attitude (Allport G. [19], Bandura A. [29], Block M. et al.[37; 38], Callo T. [3] etc.), the 

fundamentals of physical education and the values of sport, set out in Chapter 1, para 2.2 . 

The model is based on the following legitimacy of education: 

1. Educational objectives, character and content are determined by the objective needs of society 

and man, by socio-cultural and ethnic norms and values. 

2. The aims of education are determined by the correspondence of the pedagogical intervention 

with the objective and subjective factors associated with the education process. 

3. The positive reaction of the personality to the pedagogical influences is determined by the needs, 

needs, interests and possibilities of the learner, focusing on the creation of optimistic 

perspectives for personal / individual development. 

4. The efficiency of education is determined by the level of activism of the personality, by the 

content and applied educational technologies, by the reasons for participating in the activity, by 

the character of the educational management. 

5. The efficiency of education is motivated by the understanding / acceptance of the integrity of 

the human personality and by the organization of the system of educational influences. 

6. The educational process has a teleologically determined character, it is integral and bipolar. 

7. The process of personality formation-development cannot take place without its active 

participation in this process. 

8. Skills development is interconnected and interdetermined. In the real process of personality 

formation these competencies are manifested in different combinations. 

9. The competencies of the educational process are not equal in relation to each other, there is an 

interconnection between them, thus constituting an integrated educational process. 

The functionality of the Model focuses on the principles of inclusive education (proposed by 

UNESCO [160]): 

 Inclusion and quality are mutual; 

 Access and quality are linked and mutually reinforcing; 

 Quality and equity are essential to ensure inclusive education. 
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But also on the principles, proposed by us: 

 human rights-based approach: treating all people as good people, despite their disabilities 

 non-categorical approach: covering all types of disabilities should be developed as a common 

core, before further specializing in one or more disability-specific areas 

 complementarity and mobility: specialized training in the field of special needs education 

leading to additional qualifications should normally be integrated or preceded by training and 

experience as a regular education teacher 

 the principle of (co) creation of the teacher and the student in the educational process, the 

interconnected, coordinated activity of the teacher and the student, based on the needs of the 

student 

 Gender equality approach: equal treatment of girls and boys, prevention of sexual harassment 

and sexual abuse, etc. 

The components of the model are mutually conditioned and constitute a continuous cycle which, 

through the use of different methods, forms, means of learning, results in the transformation of the 

attitude of physical education teachers. The activity of learning (development) with reference to 

inclusion must start from a volume-support of knowledge, which selected and correlated with each 

other, will substantiate further training at a higher level, by operationalizing knowledge and training / 

developing skills, models specific behavior and attitudes, thus ensuring the development of the 

positive attitude of physical education teachers towards students with disabilities and their inclusion 

together with children without disabilities in sports / physical education activities. 

Next, based on the general foundation of the Pedagogical Model for the development of the 

Physical Education Teachers’ positive attitudes towards inclusion of students with disability 

(APPEFED), we established its components and basic provisions in interconnection and presented 

them in a schematic form (figure 2.8). 

The pedagogical model includes two components: the theoretical component and the application 

component, which includes the elaboration of the methodology for developing the positive attitudes 

of physical education teachers towards inclusion of students with disabilities and the training program 

" Sport is for everyone " and the application of training and assessment methodologyof the obtained 

results. 
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POSITIVE ATTITUDE OF PHYSICAL EDUCATION TEACHERS TOWARDS STUDENTS WITH DISABILITIES 
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Emotions, values 



The model includes several inter-dependent components starting with the identification of the 

conceptual measures which lie behind the stigmatic traditional attitudes of PE teachers who may often 

be  compelled to cope for the first time with the inclusion of students with disabilities in their regular 

classes by the new inclusive educational system policy, moving to the urgent aims of creating a change 

enabling platform by elaborating an attitudinal plan for increasing the participation of students with 

disabilities in PE lessons. The model specifies the exact tools that were identified as the most adequate 

ones as attitudinal  change providers. 

It is important to note that the model is intended for the physical education teachers which have 

a negative attitudes towards inclusion and this is particulary prominenet in the lack of partipation of 

those students with different disabilities. 

The goal of the model is to developing the inclusive attitudes of physical education teachers 

towards students with disabilities. The proposed Model is based on Formative program ”Sport is for 

everyone” (APE) to train physical education teachers for the effective inclusion of disabled students 

on equal basis as non-disabled students in order to make their education more effective. It is proposed 

to explore the variables: seniority in work, accessibility of teachers to participate in academic courses, 

previous experience working with children with disabilities. Indicators of involvement of students 

with disabilities in PE lessons, involvement in school, behavior were established. The matrix of 

indicators of the positive attitude of PE teachers in the vision of students with disabilities reflects the 

progress on three dimensions: cognitive, affective-emotional, behavioral / conative.  

The components of the pedagogical model are mutually conditioned and constitute a continuous 

cycle which, through the use of different methods, forms, means of learning, results in the 

development of positive attitudes of physical education teachers towards students with disabilities. 

The learning activity must start from a volume of knowledge, which is selected and correlated with 

each other, by operationalizing knowledge and developing skills, specific attitudes and behavioral 

strategies, thus ensuring the effective inclusion of students with disabilities and those without 

disabilities in PE/ school activities. 

 

2.4. Conclusions on Chapter 2 

In the chapter we deduced the importance of educational strategies focused on improving the 

PE teachers' attitudes regarding the inclusion of students with disabilities into PE activities, taking 

into account the specific needs of girls and boys, but also the sociocultural and family context etc. 
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1. We found that Physical Education is an integral part of the curriculum and education in the 

school because physical activity is an important factor in child development, not only in physical 

but also the psychological and social aspects. Finally, it promotes self-determination and 

participation of individuals with disabilities in the community. 

2. We determined that one of the educational responsabily of teachers is to ensure the 

implementation of the basic right of students with disabilities to study together with students of 

the same age group in the same educational system, including participation in the physical 

education lessons. From the other hand, the effectiveness of this inclusion depends on many 

factors, including the teachers’ attitudes.  

3. In the frame of the current research we proposed Concept of developing of physical education 

teachers’ positive attitudes towards the inclusion of students with disabilities, that includes the 

following components: analysis of physical education sector in Israel in relation with inclusion;  

Adaptation of Physical Education for Students with Disabilities; overview of Socio-cultural 

determinants of teachers’ attitudes towards the disabled students. 

4. We introduced models guiding attitudes and behaviors toward persons with disability: the three 

types of orientations is very significant for the planning of lessons. This is very important to PE 

teacher when he/she plans the lesson. It also so important to understand the all-encompassing 

concept of the attitude change. 

5. Based on importance of special teachers’ training on special needs education we introduced the 

following principles: a Human Rights Based Approach; a Noncategorical approach; 

Complementarity and mobility; a Gender Equality Based Approach. 

6. Our "Pedagogical Model for the development of the Physical Education Teachers’ positive 

attitudes towards inclusion of students with disability", intends to offer an operative approach 

that can enhance a meaningful change in the initially stigmatic attitudes of PE teachers toward 

the inclusion of students with disabilities. The above understandings led us to the crucial 

relevance of creating educational opportunities to widen access towards education and to 

recognize several indicators that are important for PE teachers who have to cope with inclusion 

challenges during his/ her classes.  
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3. THE EXPERIMENTAL FRAMEWORK TO DEVELOPING THE PHYSICAL 

EDUCATION TEACHERS’ POSITIVE ATTITUDES TOWARDS INCLUSION  

OF STUDENTS WITH DISABILITIES 

 

3.1. Diagnosis of the the PE teachers attitudes towards the inclusion of students with 

disabilities in PE activities 

The multi-dimentional pedagogical system in the Arab sector (which includes, the school 

administration, teachers, school staff, local authority education department etc.) are in charge of  

formulating methods of dealing with the adequate inclusion of children with disabilities in the 

educational system, along with support services within and outside the school. In addition, the 

students’ family involvement in the inclusion process is also taken into account. In this complex 

process, physical education field, whith its specific characteristics as an enriching part of the school 

system which unlike regular lessons of the curricula is applied ouside the regular class frontal frame, 

has the potential of being a connective link between children with disabilities special needs and the 

educational systemic goals. 

According to UNESCO, teachers’ positive attitudes towards inclusion depend strongly on their 

experience with learners who are perceived as ‘challenging’ [160]. Teacher education, the availability 

of support within the classroom, class size and overall workload are all factors which influence 

teachers’ attitudes. Negative attitudes of head-teachers, inspectors of education, teachers and adults 

(parents and other family members) are considered as major barriers to inclusion [163; 174]. Thus, 

empowering the teachers and other actors, equipping them with new confidence and skills in the 

process of introducing inclusion as a guiding principle, will have implications for teachers’ attitudes 

and performances. 

In this context a pedagogic experiment divided into three classical stages had been organized in 

the course of the current research. The main objectives of the ascertaining experiment were: 

1. To identify the PE teachers’ attitude to the inclusion of students with disabilities in PE lessons 

2. To determine the conditions to increase the participation of students with disabilities in physical 

education lessons. 

3. To ascertain the correlation between the 4 PE teachers' distinguished key features and their 

impact on their attitudes with regards to students with disabilities inclusion as specificated 

below: 
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- Experience in integrating students with special needs; 

- PE teachers gender; 

- Years of work experience (in teaching PE); 

- Participation in an academic course (“Sport for everyone”- the course which gives tools for 

PE teachers in including process-APE).  

The research sample 

At the initial constative experimental stage, 160 physical education teachers (68 women and 92 

men) from various schools in the Nazareth, Cana, Reina, Eilut, Ein-Mahel, Haifa, and Mashhad 

regions participated in the questionnaires. After that, 90 teachers of physical education were randomly 

selected for pedagogical formative experiment based on negative attitudes toward students with 

disabilities and divided by gender and experience in working with such children.  

The purpose of the research for the experimental finding is to analyze and determine the level 

of manifestation of physical education teachers' attitudes towards the inclusion of students with 

disabilities and to find effective practices for their inclusion in physical education activities.  

In line with the purpose of the research, we launched the following objectives: 

1. To examine whether the complexity of correlations between the attitudes of physical education 

teachers and between the variables of: participation in an academic course, experience in 

integrating students with disabilities, gender, years of work experience (in teaching).  

2. To validate a Pedagogical Model for the development of the PE teachers’ positive attitudes for 

the inclusion of disabled students together with nondisabled students to make their education 

more efficient. 

3. To determine the impact of the mentioned Model on the motivation of students with disabilities 

to participate in the physical education lessons /activities/ and on the attitudes of the teachers 

involved in the process. 

Thus, to generate the picture of the various attitudes of PE teachers towards children with 

disabilities within the frame of physical education classes in various school of Israeli Arab sector, and 

to create a clearer idea about improving effective methodology program for physical education 

teachers attitude - toward the inclusion, we uppered working hypotheses. We made the following 

assumptions in the experiment: 

Hypothesis 1: There will be a difference in attitudes towards students with disabilities between 

teachers that participate in an academic course designed to increase self-awareness to one's 
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discrimination tendency and teachers who did not participate in such a course. 

Hypothesis 2: There will be a difference in attitudes towards students with disabilities between 

teachers that have previous experience in integrating students with special needs and the ones who do 

not. 

Hypothesis 3: There will be a difference in attitudes towards students with disabilities between 

males and females. 

Hypothesis 4: There will be a difference in attitudes towards students with disabilities based on 

years of work experience (in teaching PE). 

To investigate teachers attitudes towards students with disabilities we used The Attitude 

Questionnaire (ATIPE) and Demographic Questions scale. 

The basic research periods: The research had been carried out from September 2014 to January 

2018 and included the following  periods:  

1. The first pre-training stage was – (October, 2013 – August, 2014) orientational/ including 

ascertaining the relevant details: examining and analysing literature related to physical 

education teacher’s attitudes, designing the model which provided the basis for projecting the 

methodological program for physical education teachers negative attitudes prevention and 

facilitated further elaboration of adequate strategies designed for the prevention of physical 

education teachers negative attitudes which had been implemented and validated during the 

formative stage of the experiment. 

2. The second stage (September, 2014 – April, 2016) included the formative implementation of 

the experimental research: fulfilling the ascertaining experiment which defined the current 

situation related to physical education lessons whithin the Arab sector of Israel, and putting the 

implications into practice.  

3. The third stage (May, 2016 – May, 2018) included the evaluation and validation of the formative 

stage: working out the research findings, i.e. analysis, generalization, systematization, summary, 

and description of the experimental research results; studying connections between the 

theoretical and empirical conclusions, elaborating perspective directions for further scientific 

researches in the domain. 

4. Follow-up stage (September, 2018-December, 2019) 

Statistical methods: Cronbach’s alpha, students’ t test for independent samples, One sample t 

test, two way analysis of variance, one way analysis of variance, Pearson correlation, U Mann 
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Whitney, Wilcoxon etc: 

The following features were identified as suitable to constitute the base for the elaboration of 

the experimental stage, enabling us to drow conclusions on which we decided which implementation 

strategies to use: 

 The possibility to use an unlimited sample; 

 Having full control during the study; 

 Uniformity of research tools (the same questions to all participants in both groups at the pre-

training and the post training stages); 

 Numerical information; 

 Clear rules for viewing and reporting of findings; 

 Relationships could accurately be drawn between the variables tested in the study; 

Distribution description of the examined phenomenon was made as it occured in the natural 

environment. 

The decision to use the classical social tool of surveys delivery, had been taken since it can 

facilitate the process of obstacles identification in integrating different populations-in our case the 

inclusion of children with disabilities in regular frames. The approach had been found suitable to 

defining subjects' attitudes, as stipulated in our context, is as a common denominator of all human 

beliefs to others or to social phenomena or as an emotionally charged opinion which serves as the 

basis for a series of behaviors toward a particular social phenomenon. This definition reflects the three 

main characteristics (consciousness, emotional, and behavioral) of the attitude.  

The teachers' positions in school are largely a reflection of public opinion, so it is interesting to 

know the processes taking place in this field over recent years in the country. In our research it was 

used for gathering information on the main aspect of this study - the identification of factors and 

indicators related to teachers' attitudes related to the issue of children with disabilities inclusion in the 

PE. The gathered data was quantifiable and measurable, and thus it gave us an evaluable picture of 

the studied situation. This method helped us to predict teachers' behavior in various challenging 

situations and examine the correlations between the determined variables and hypotheses.  

Hence, it may be concluded that the tool of the attitudes' survey enabled us to test when teaching 

PE under inclusive conditions testing this way the research dependent variables, permitting us to 

determine the unconscious causes behind them, making them conscious and attainable by eventually 

defining the implementation strategies and elaborating the interventional program: 
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Non participation of the student with disabilities in PE lessons. Negative attitude for physical 

education teacher regarding the inclusion, negative attitudes peers, personal attitude regarding the 

disability (figure 3.1, designed by author).   

 

Fig.3.1. Factors/ reasons that cause students to leave the lesson 

In addition, a detailed survey was made to check specific indicators of PE teachers in which 

demographic questions were also included. This survey was designed to assess how experience the 

PE teacher have with the option of practical and meaningful inclusion of students with certain 

disabilities into general physical education classes. The PE teacher had been informed about the 

student's various challenges before the encounter took place. The disabilities were of three types and 

they could be either an intellectual, physical, or visual disability. Furtherly, these factual descriptions 

were followed by a series of personal questions such as: "How confident do you feel about performing 

certain tasks to include this student into your program?".  

Social 
atmosphere at 
the PE teacher 

lesson:

•Experience in integrating students with disabilities

•The participation in academic adapted PE course.

•Years of teaching.

•Age

•Gender

School

Family

Local Community

•School role in reducing/preventing non participation students with disabilities in PE 
lessons

•Family role in reducing/ preventing non participation students with disabilities in PE 
lessons

•Local community role in reducing/ preventing non participation

Non participation of 
the student with 
disabilities in PE 

lessons

•Reasons and causes of students to leave the lesson:

•Negative attitude for FE teacher regarding the inclusion.

•Individual factors;

•Family factors

Methodology of 
non participation 

prevention

•Programs and services to reduce /prevent non participation inside school;

•Programs and services to reduce /prevent non participation outside school;

•School role in reducing/preventing non participation students with disabilities.

•Family role in reducing/ preventing dropout

•Local community role in reducing/ preventing dropout

•Family role in reducing/ preventing non participation students with disabilities.

•Local community role in reducing/preventing non participation students with 
disabilities
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Since Israel's Arab population is multicultural and composed of many religious and ethnic 

groups, we decided to include a variety of sub-group Arab minorities to attain a valid representative 

sample. Therefore, the sample of this research was chosen with a consistent view to all ethnic groups 

in the Arab society. The questionnaires were distributed in various communities of the Arab sector -

Muslim - Bedouin and Circassian, Christian, among different inclusive schools.  

 Dependent variables: attitudes towards children with disabilities in PE lessons; The reasons 

and causes of students to leave the lesson were categorized: negative attitude of the physical 

education teacher regarding the inclusion. 

 Independent variables: social atmosphere at the PE teacher lesson, experience in integrating 

students with disabilities, the participation in an academic course, years of teaching, gender, age 

of the physical education teachers. 

All questionnaires were followed by Cronbach alpha reliability analysis. All subscales presented 

a single factor solution. The factor solution for the ID subscale explained 85% of variance; ɑ = 97; 

The PD subscale explained 87% of variance; ɑ = 96; the VI subscale explained 90% of variance; ɑ = 

97.  

Age: The effect of age across questionnaire sub-scales was assessed using Pearson correlations. 

All correlations were small to moderate and significant at 0.01 level in which the correlation was 

trivial and non-significant and Attitude Challenge subscale were the relationship was significant at 

0.05 level. The details of the relationships can be found in Table 3.1, designed by author.  

 

Table 3.1. Relationships between Subscales and participants' age 

Variables Age p value 

ATT Threat -0.22 <0.01 

ATT Challenge 0.36 <0.05 

 

Gender: T-tests computed between genders present significant differences.  

Table 3.2, designed by author, presents the outcomes in each of the scales surveyed.  

 

Table 3.2. Means and standard deviations (SD) of questionnaire scores across gender 

Variables 
Mean (SD) 

t p 
Confidence interval 

Males Females Upper Lower 

ATT threat 2.00 (1.05) 1.36 (0.47) -4.62 <.001 0.36 0.9 

ATT Challenge 2.77 (1.01) 3.22 (0.71) -3.1 <.002 -0.72 -0.16 
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Due to the significant differences between males and females, an ANOVA within subjects 

across disability subscales was employed in each gender separately to explore the relative impact of 

disability on survey participants.  

The findings exhibited significant effects for disability (F[159,2]= 56.6; p<0.001), and for the 

interaction of Disability*Gender (F[159,2]=3.86; p<0.03). Post-hoc pair wise comparisons depicted 

that the SE attributed to including students with VI was lower than for including students with ID or 

PD. This trend was more significant in the female participants. Note: M=Males; F=Females  

Years of teaching experience: The effect of teaching experience was assessed using a general 

linear model comparing between experience periods ranging five years each. The total range of 

experience was collapsed into five-year epochs (i.e., 0-5; 6-10; 11-15; 16-20; 21 years or more). These 

epochs were entered into a 1-way ANOVA with scale score as the dependent variable. Tukey post-

hoc analyses revealed differences between epochs.  

Findings of the 1-Way ANOVA with Tukey post-hoc analyses revealed significant main effects 

and that in all scales and subscales, there were significant post-hoc effects (p<0.05) between teachers 

with only one to five years of experience compared to those with more years of experience.  

 

Fig.3.2. Attitudes of participants with different teaching experience toward students with 

different disabilities 

 

Attitudes: Figure 3.2, designed by author, presents the data revealed regarding the two subscales 

of the attitude scale. Teachers with zero to five years of experience exhibited significantly greater 

threat and lower challenge than those with six years or more. 

Participation in an academic Adapted PE course/s (which mentined above): Teacher 

responses regarding their volume of participation in adapted physical activity training were divided 
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between those attending two courses or less and those attending three courses or more during their 

basic or continuing education programs. Results of the T-test across the volume of participation are 

presented in Table 3.3, designed by author.  

 

Table 3.3. Means, standard deviations (SD) and t-test results of questionnaire scores across 

teachers attending training courses in integrating students with disability 

Variables 
Mean (SD) 

t p 
Confidence interval 

2 or less 3 or more Upper Lower 

ATT thr 2.13 (1.02) 1.28 (0.47) 6.61 <0.001 0.59 1.1 

ATT Chl 2.54 (0.93) 3.43 (0.64) -6.93 <0.002 -1.14 -0.63 

 

Experience in integrating students with disabilities: The effect of having experience in 

providing physical education to students with disabilities was assessed using T-tests between those 

who indicated that they had experience and those who did not. The outcomes are presented for each 

of the subscales / i.e,. ID, PD, & Tables 3.4 and 3.5, 3.6 below, designed by author, describes the 

outcomes of the T-tests across experience categories and instrument sub-scales.  

 

Table 3.4. Means, standard deviations (SD) and t-test results of questionnaire scores across 

teachers having experience in integrating students with ID 

Variables 
Mean (SD) 

t p 
Confidence interval 

No Yes Upper Lower 

ATT Threat 2.38 1.06) 1.34 (0.51) 8.36 <0.001 -0.79 1.28 

ATT Challenge 2.31 (0.93) 3.35 (0.66) -8.28 <0.001 -1.29 -0.79 

 

Table 3.5. Means, standard deviations (SD) and t-test results of questionnaire scores across 

teachers having experience in integrating students with VD 

Variables 
Mean (SD) 

t p 
Confidence interval 

No Yes Upper Lower 

ATT Threat 2.40 1.05) 1.36 (0.56) 8.45 <0.001 -0.82 1.32 

ATT Challenge 2.29 (0.92) 3.32 (0.71) -7.81 <0.001 -1.28 -0.76 

SSSE-VI 1.98 (0.96) 3.18 1.10) -6.86 <0.001 -1.54 -0.85 
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Table 3.6. Means, standard deviations (SD) and t-test results across teachers having 

experience in integrating students with PD 

Variables 
Mean (SD) 

t p 
Confidence interval 

No Yes Upper Lower 

ATT Threat 2.20 (1.03) 1.31 (0.52) 6.97 <0.001 -0.63 1.34 

ATT Challenge 2.50 (0.93) 3.34 (0.73) -6.16 <0.001 -1.07 -0.55 

 

According to the above results and also through the interviews (see appendix D) held with those 

students whose teachers have passed an academic specific plan adapted to PE curricula, the increase 

of positive attitudes towards the inclusion of children with disabilities in PE was clearly validated and 

we could also conclude that the specific model that had been elaborated during this research was an 

effective base for the formative experiment implementation and one of the main factors of the 

successfully including children with disabilities in the regular PE lessons. 

As we can see, although the movement toward “inclusive education” is anchored in the broad 

human rights agenda which has become a global issue influencing countries that are commited to 

democracy like Israel including the Arab sector, when coming to the practical implications it is easy 

to realize that many educators have still serious reservations about supporting the widespread 

placement of students with disabilities in their lessons within mainstream schools.  

In accordance with this notion, our findings indicate that PE teachers within the Arab Israeli 

sector had mixed attitudes about the inclusion issue: The scores on the emotional subscale (social 

effects and feeling) in our study were relatively positive. In contrast, the teachers experienced 

moderate degrees of difficulty and barriers. According to previous research equivocal findings had 

been reported.  

The current research is in strong concordance with the existing research findings [11; 37; 44] 

that PE teachers might have negative attitudes toward inclusion itself and its challenges which are 

probably derived from their fear that they did not have adequate training and might be lacking the 

experience and knowledge to successfully include students with disabilities in the general school 

system. Some researchers argue that most PE teachers may have mixed feelings and express obvious 

reluctance to the practical inclusion claiming simultaneously that their general attitude toward 

inclusion is positive; teachers may also vary  according to the type of disability [123; 4; 9; 14]. 

Obrusnikova (2008) [123] found that PE teachers' beliefs were favorable toward teaching children 

with specific learning disabilities and less favorable toward teaching children with emotional and 

behavioral disorders. 
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Significant predictors of positive beliefs in Turkey study were: perceived competence, positive 

teaching experience with children with disabilities, and course work in APA. The results of this study 

emphasize  the role of pre-service education in Turkey, which did not include course work in APA 

before 2000. The lack of training may explain the difference in attitudes between teachers with up to 

10 years in service and those who enrolled into service before the teacher preparation program in 

Turkey was changed. 

Gender: Our hypothesis about gender differences was supported and confirmed existing 

research in the field. Male and female teachers differed in their attitude scores: females had more 

positive attitudes than male teachers. The trend of more positive attitudes among the females is in 

accordance with previous research related to attitudes towards participation of children with 

disabilities in physical education classes summarized elsewhere and this fact strengthens the validity 

of our findings, [72; 73; 76]. However, there are also other studies which revealed no significant 

gender differences. By now it can be assumed that teachers who work in the conservative context of 

the Arab Israeli sector, may have gender oriented attitudes like in other conservative communities as 

it had been pointed out in previous research. 

Based on the Theory of Reasoned Action, the significant differences found in both threat factors 

with fairly similar self-efficacy suggest that females who are naturally community oriented- may have 

better acquired with the norm of teaching under diverse conditions, incorporated in the inclusion 

approach [137]. On the other hand, male teachers who are naturally task-oriented still conform to the 

norm of accomplishing the designated task either than dealing with the challenges of inclusion-e.g. 

teaching the class a specific skill, for which a child with disabilities requiring extra attention may 

produce a threat. One explanation of this gender difference may be the different personality attributes 

among males and females. Numerous findings in the USA reported by Bain (1990) suggest that males 

are more conservative and authoritarian, and have a strong orientation towards coaching rather than 

teaching [apud 140].  The stronger authoritarian and coaching may increase the role conflict facing 

the need to include a child with disability, and thus produce a greater perceived threat among male 

students. 

Years in Teaching: Our hypothesis about years in teaching was confirmed. Those teachers with 

an experience of 6-20 years have more favorable attitudes than with an experience of only to 5 years. 

However those with 15 years and above present more similar threats to those with only 0-5 years of 

experience. Turkey s’ findings according to a representative sample, showed that older PE teachers 

possessed less favorable attitudes toward inclusion than did their younger counterparts; these findings 
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are consistent with earlier research, which has suggested that younger and less experienced teachers 

tend to be more receptive regarding the idea of including [141]. However, it seems that the main 

reason for the difference was due to the introduction to the new Physical Education Teaching Program 

in 2000 involving all universities. Initially APA took place as an obligatory PE teaching curriculum 

for one semester in 2000, and after that a “special Education” course and an APA practical course was 

added in 2005. Younger teachers who were educated in universities during the past 11 years have 

received various degrees of training in APA, thus strengthening the teachers’ knowledge base about 

how to include children with disabilities. In contrast, another study reported that in Italy, PE teachers 

with more years of experience believed that they have more skills to cope with the special needs of 

the children, and they were more positive towards benefits of inclusion compared to less experienced 

educators [142]. The difference in results from these two studies may be explained by the differing 

legislative framework, and the different PE teacher education programs causing significant differences 

between both countries regarding inclusion. It can be assumed, starting from existing research that the 

same reason is at the base of  the current findings’ study.   

Fifty years ago the first school for special education started in Israel, and in 1950 the special 

education department at the Ministry of Education and Culture was opened. In Turkey inclusion 

occurred only in the last decade, not permitting enough exposure and experiences within the PE 

practice. Our findings with regard to having a lot of years in teaching may be explained by to the 

potential influence of negative experiences while teaching classes including students with disabilities 

while support, services and knowledge were still lacking, in spite of the existing open-minded 

legislation. 

Previous acquaintance and having a student with disabilities in the class: Our hypothesis 

about the impact of having an acquaintance and experience with person with disability upon the 

readiness to include children with disabilities in PE was supported. It was found that teachers that 

have had experience with students with disability had more favorable attitude scores than their  

counterparts without such experience. However, some previous studies have revealed that previous 

experience and contact with students having certain disabilities lead to positive attitude formation 

[143; 170; 172; 98]. Most authors supported their findings with the Contact Theory [apud 143; 159], 

which suggests that the amount and type of contact is related to its effect. However, it is also likely 

that those teachers with an a priori more positive attitude toward students with disability would reach 

out for opportunities to include them in their classes.  



104 

 

Participation in an academic course, pertaining to children with disabilities: Similar to 

previous experience, teachers in our sample who had attended academic courses pertaining to children 

with disabilities had gained an improved perceived self-efficacy of inclusion practice; after the 

training, these teachers substantially differed in their attitudes from teachers who had not attended 

such a course. Course preparation appeared to be a significant factor for US college and university 

students [apud 145]. In contrast, course preparation was not found to be a significant predicator of 

attitudes in several other studies in US and Israeli populations [apud 147].  

The ascertaining pre-trainig preparations 

Before implementing the intervention program, we assessed these indicators at the level of both 

the experimental and control groups, on a sample of 90 physical education teachers. In this context, 

in order to gather data for this study, teachers filled questionnaires with the following sections:  

A.  Attitude Questionnaire: The Attitude Questionnaire (ATIPE) (see Appendix 3) deals with 

the perception of the difficulties and the advantages of integrating children with disabilities / 

abnormalities in physical education, adapted by Schechtman (1991)[148]. This questionnaire contains 

15 items, first used in 1991. The instrument includes short statements regarding the inclusion context. 

Internal consistency of the questionnaire was found in Shechtman alpha = 84. The questionnaire is 

constructed by arguments for and against integration. All arguments are phrased in a positive way to 

reduce the risk of social desirability bias. 

  The original scale was expanded from a dichotomous scale of four degrees. The purpose of the 

expansion was to reduce the risk of following concern "yes" and "no" to pull in the direction of social 

bias. Also, some items in the questionnaire were replaced on issues relevant to students and teachers 

of Physical Education. There were also adjustments of the concept "learning deficiency" which was 

changed to "motor disability", "exceptional child" to "child with special needs", "teacher" -  to 

"physical education teacher" and "class" – "physical education class". The adjustments were examined 

and confirmed by a team of five experts in teacher education and special education. 

B. Demographic Questions: in this questionnaire the physical education teacher provide us his 

experience with the inclusion towards children with disabilities, (see Appendix 4). This instrument 

could be used to investigate attitudes beliefs of PETE majors toward the inclusion of students with 

disabilities in GPE. Based on previous attitude surveys in Europe and the U.S [128],  it was concluded 

that different disabilities are perceived differently by practitioners, and that physical, intellectual, and 

sensory disabilities appear to create the greatest challenges when including students. Further studies 
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based on student and teacher reports have supported this notion (e.g., [129], [130].  Therefore, this 

instrument targets the following three disabilities: intellectual disability (ID), physical disability (PD), 

and visual impairment (VI). 

Based on Bandura's (2006) recommendations for constructing a attitude instrument, an 

instrument was constructed and initial validation was performed to measure attitude toward including 

students with ID, PD. VI in PE frameworks, including teaching skills, playing sport games, and 

performing fitness activities [29].  

Below is an example of the vignette for a student with ID: Noah is a high school student with 

an intellectual disability, so he does not learn as quickly as his classmates. Because of his intellectual 

disability, he also does  not talk very well, so sometimes it is hard to understand what he is saying. 

However, he will point or gesture to help people know what he wants. He also has trouble 

understanding verbal directions, particularly when the directions have multiple steps. Noah likes 

playing the same sports as his classmates, but he does not do very well when playing actual games. 

Even though he can run, he is slower than his peers and tires easily. He can throw, but not very far, 

and he can catch balls that are tossed directly to him. He likes soccer, but he cannot kick a ball very 

far, and he never can remember where to go on the field. He also likes basketball, but he does not 

have enough to make a basket. He also does not really know the rules for basketball or other team 

sports. And he easily gets distracted and is off task during the game. 

Following the vignette, three sets of questions with varying numbers were presented focusing 

on how confident the respondent felt in the specific context of conducting fitness testing (3-4 

questions), teaching sport skills (3-5 questions), and organizing the actual playing of a sport (3-4 

questions), totaling 10-12 questions in each scale. Demographic questions were included at the end of 

the instrument.an example of a fitness testing? An example of a question targeting teaching a sport 

skill was, how confident are you in your ability to modify the actual skills to help Noah when teaching 

sport skills? Finally, an example of a question targeting organizing the actual sport with the class was, 

how confident are you in your ability to modify the rules of the game for Noah? As noted above, 

participants rated their degree of confidence to complete these situational-specific GPE activities for 

each of the targeted disabilities on a scale of 1 (no confidence) to 5 (complete confidence). 

C. Interview. In this study, we have also interviewed a group of students with disabilities and 

also physical education teachers regarding inclusion. Name tool: semi-built-in-depth interview 

questionnaire positions. Type of research tools: depth semi-structured interview. The interview in this 
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study built after a review of the literature on attitudes, and based on the key questions that encourage 

the development of major significance descriptions of the respondents used them in the organization 

of our world and lives as children with disabilities. The interview structure provided flexibility, you 

can talk to evolve, and let the interviewer exceed pre-prepared questions and ask questions according 

to the interviewees' life stories. 

Target population: students with disabilities enrolled in schools participating in the study and 

their physical education teachers. The interview took place in the Eshkol Pais belongs to every town 

and village, after agreement by telephone each student.  The interview was conducted for 80 students 

- 40 students studied with teachers since been the intervention program (intervention group), and 40 

students studied with teachers who did not receive any intervention program (control group). The 

students were from different regions of Nazareth, Reina, Ein Mahel, Aksal, Cfrcna, students belonging 

to schools and some elementary division and part of high school. Students with disabilities had various 

mental, some Ahk was with physical disabilities and five were disabled Riina. The results are 

presented in para 3.2.2  

 

3.2.  The Formative program “Sport is for everyone” 

3.2.1. Formative program design and implementation  

For inclusive physical education lessons to be practically effective, it is important that students 

with disabilities who are included in physical education lessons, regardless of which of the approaches 

mentioned above, are allowed to feel confident. Such a confidence can be enabled by the following  

conditions: 

 A non-threatening environment for participation in PE lessons and all the informal activities 

that occur in the school. 

 To foster teaching resources providing knowledge as well as specific solutions to sample case 

studies or profiles using all the methods warranted to empower critical thinking about real-life 

situations, including children with varied abilities and disabilities in class settings. 

 To provide the student and teacher with a clear educational policy, regarding ‘to do and not ‘not 

to do’ guidelines for children with various disabilities.  

 To include simulations and other sensitizing agents into introductory teacher courses, for 

challenging the normative belief. 
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Considering the factors impacting the attitudes of the PE teachers towards the inclusion of 

children with disabilities which had been identified through the ascertaining phase, we selected the 

Multidimensional educational methodology involving cooperation and partnerships between school, 

local community (Sports Department in the local community) and family. 

  The general objectives of the Pedagogical Model for the to development of the Physical 

Education Teachers’ positive attitudes towards inclusion of students with disability (see figure 2.8) 

are: To increase the participation of students with disabilities in PE lessons; To raise awareness among 

PE teachers about the risks to which they were doing when you got a negative attitude regarding the 

inclusion; To create a stimulative-inclusive educational environment for all the students by: promoting 

student-teacher cooperation; maintaining motivation; promoting attractive learning.  

The specific objectives include a series of actions addressed to all subjects concerned by school 

staff, relationship between children with disabilities and disabled peers, local community and family: 

O1. To elaborate an operational plan for incresing paricipation in PE lessons at the level of 

school, family and local community. 

O2. To include a specific program in the education system and make it affective towards 

children with disabilities in several areas in the school and especially in physical education. 

O3. To involve local authorities and families in encouraging inclusion students with disabilities 

in every program in the school. 

The inter-dependent design of responsibility distribution based on the Pedagogical Model to 

developing the Physical Education Teachers’ positive attitudes towards inclusion of students with 

disability is present in the table 3.7, designed by author.  

Table 3.7. The inter-dependent design of responsibility distribution based on the Pedagogical 

Model for the development of the PE teachers’ positive attitudes 

Specific 

Objectives 

Actions 

School Local community 

O1. To elaborate 

an operational 

plan for incresing 

paricipation in PE 

lessons at the 

level of school, 

family  and local 

community 

1. Forming  a monitoring committee, led by the 

school principal, that analyzes  and proposes 

to the Council of school administration 

solutions for solving the cases of non- 

participation students with disabiliites; 

2. Identifying a strategy for  including students 

with disabilities. 

3. Elaborating an annual report on inclusion 

process in the school 

1. Forming a working group for 

school safety in order to 

succeed in inclusion process. 

2. Approving the plan of measures 

for inclusion process; 

3. Advising school leaders to 

develop operational plans for 

encouraging inclusion process 

for students with disabilities. 
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O2. To include a 

specific program 

in the PE system 

and make it 

affective towards 

children with 

disabilities. 

 

1. Elaborating  a procedure of monitoring 

absences/ non participation for students with 

disabilities at school level;  

2. Creating a data base with children with 

disabilities. 

3. Application of questionnaires (for students 

with disabilities) to determine the causes of 

Non participation in PE lesson 

4. Application of questionnaires (for the PE  

teachers) to determine the causes of negative 

attitudes towards the inclusion. 

5. Development of customized intervention 

plans in cooperation with class teachers, 

parents and school counselor; 

6. Monthly inform students' parents about their 

children's school situation. 

1. Surveying students with 

disabilities  attendance,  

activities with parents and 

measures;  

2. Analysis of school attendance 

and school absences for 

students with disabilities within 

the sittings of  school directors;  

 

O3. To involve 

local authorities 

and  families in  

encouraging 

inclusion students 

with disabilities 

in every program 

in the school. 

 

1. Implementing the project ”Sport is for 

everyone” for students with disabilities. 

2. Organizing additional training activities  for 

those who have difficulties of inclusion and 

participation in the school. 

3. Organizing educational seminars of aspects 

of all the teachers-students in regard to 

inclusion, such as participation, motivation, 

self –efficacy for both teachers-students. 

4. Organizing educational seminars in order to 

inform parents about optimal schooling  of 

their children. 

1. Ensuring appropriate equipment 

and  allowance for students 

from poor families. 

2. Preventive educational 

activities carried out during 

different  thematic sets focused 

on the legal consequences of 

discrimination and social 

impact on medium and long 

term. 

 

 

The model assumes a sets of deserving interaction among school (teachers-students), local 

community and families. Theses interactions maximize opportunities for students with disability to 

receive a variety of services in a supportive, effective climate and to receive an positive attitude during 

PE lessons from PE teachers.  

Table 3.7 reflects the The inter-dependent design of responsibility distribution based on the The 

Pedagogical Model for the development of the PE teachers’ positive attitudes towards inclusion of 

students with disabilities. 

The inter – dependent design assumes a set of deserving interaction among school (teachers-

students), local community and families. Theses interactions maximize opportunities for students with 

disability to receive a variety of services in a supportive, effective climate and to receive an positive 
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attitude during PE lessons from PE teachers.  

The Formative program  ”Sport is for everyone” included 10 meetings, 2 hours each. The 

objectives of the program were to:  

1. Increase education aspects of all the teachers-students in regard to inclusion, such as 

participation in PE lessons and all the activites, motivation, self-efficacy for both teachers-

students and also sense of belonging to school. 

2. Reduce risk factors such as discipline problems and involvement at violence. 

3. Reduce risk social factors such as develop a sense of social rejection. 

The program based on the factors associated with the adapted physical education, which mean 

that the teacher must provide an activites for all the children. Social psychologists have long been 

interested in understanding the conditions under which attitudes influence behaviors; thus, a growing 

body of research has highlighted the importance of affective attitudes as a key correlate of various 

behaviors. We must understand and predict behaviors, which means, that behavior is determined by 

intentions which are in turn determined by attitudes, subjective norms and perceived behavioral 

control. Underlying these three factors are beliefs that can form the basis of interventions to change 

behavior. In school, engagement is reflected in the relationships among students themselves and with 

their teachers. Students who are at risk tend to have poorer relationships in school, and that fact, they 

feels lonely in the school. The program sought to change that set of circumstances by teaching PE 

teachers to become more aware that they have significant control over many important aspects of 

students life, especially relationships. 

During the program implementation teachers were taught a “language” of relationships that they 

could use to discuss and understand how relationships work and how their behaviors contribute to the 

positive or negative outcomes of interactions with others. The interpersonal language and model of 

relating to others used in the intervention derives from the theoretical model for the study of classroom 

teaching. According to the theoretical model, it is important to prepare future physical education 

teachers in engaging with inclusive practices for students with disabilities in GPE settings. According 

to proposed model of teachers reaction to having to include a students with disabilities we could 

understand the motivational factors affecting intentions, which mean, it is possible to understand the 

relationship between attitudes and behavior, so then we accept the assumption that people are decent 

creatures that may result from their actions considerate, so only the position cannot be used to guide 

behavior.  
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In addition to learning a relationship language and a model for understanding relationships, 

teachers in the program were taught how to understand the connection between the goals, beliefs, 

predictions and success and participation in physical education. Behavior of participants on exercise 

depends on their orientation about the goals of the activity. Thus, this program give the teachers the 

chance to understand the orientation for the students to participate in PE lessons. 

The formative program “Sport is for everyone” was organized as a nonformal activity 

addressing several issues: 

Meeting 1: Motivation for participating in the program 

Objective: Sharing motivation for participating in the program (affective-emotional 

dimension).  

During the first meeting all the PE teachers were introduced to one another, while every teacher 

shared with his/her friends the main reasons and motivations to participate in this program. Most 

teachers expressed their wish to successed to include all the students in his lesson as result, they will 

feel a feeling of satisfaction in their work. In addition, they described the problems and obstacles 

experienced by in the lessons as a result that was the first experience with student with disability. 

There is need to recognize and identifyand to enhane the motives and to reduce the barriers of 

participation in physical activity among students  [adapted from 35]. 

Meeting 2-5: Concept of attitude and teacher’s role in inclusion process 

Objective: Improving the attitude concept and teacher’s affect in inclusion process. 

(congnitive, affective-emotional and behavioral/ conative dimensions) 

During meetings 2, 3, 4 and 5, the intervention mostly focused on attitude concept, as we 

described to the teachers the importance of their attitudes and influence of teachers in the success of 

the inclusion process for the school- teachers- students. Attitude is considered the primary theoretical 

model for understanding the inclusion process, thus, negative attitude leads to inadequate inclusion 

process, positive attitudes leads to successful inclusion process. The program succeeded to show and 

explain the relationship between attitude-behavior, the program provide the teachers an examples in 

our practical life that shows this connection. In the end of the program teachers reported higher rated 

of showing a positive attitudes towards inclusion students with disabilities. In addition the students 

reported that was a significant change towards them in the lessons. There are several strategies for 

developing these relationships, including experience in integrating students with disabilities, 

acknowledging student voice, increasing  implementing equity students and adults in schools, 
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reducing the feelings to be rejected socially. Very important to the physical education teacher to 

recognize the importance of planning in the lesson, teacher planning in physical education has become 

a target, planning will reduce any anxiety, students will have more time on task [45]. 

In the second meeting we focused on reducing the feelings to be rejected socially, we did that 

during Let part of the teachers be people with disabilities(trial  role play) and the other teachers have 

an negative attitudes towards them- the teachers describe their bad feelings about this experience, and 

we do it again but they receive a positive attitude. At the end of the intervention all the teachers agree 

that equity is very important concept to feel good and accepted socially. 

In the third meeting we focused on experience in integrating students with disabilities, we 

invited ugh them students with disabilities and we give the teachers to taught them PE lesson. The 

teachers reported how they pleased to understand the importance of inclusion, in other hand the 

students describe their feelings in the lesson and the “good attitude that receive from the teachers”… 

one of the students with disabilities say” wow really feel that I a normal child… wow I very happy to 

be here… thanks…” 

In the fourth meeting we focused on acknowledging student voice, I worked as social education 

coordinator for many years, I gave for the teachers and also for students (with and without disabilities) 

that we invited to this meeting a lecture on the role of student council (including  also students with 

disabilities). Then we asked each of the students to write a letter to the school administration or the 

local council or PE  teachers  in which he/ she complains or talks about any problem he/she has at 

school. Moreover, we asked them to write their own suggestion for solutions. Finally, the students 

built a complains box, they decorated it and chose its motto “The pupils have a voice, listen!!”.  

We agreed with the school‘s administration to put this box next to the secretary office and one 

teacher volunteered to be responsible for this box.  

In the fifth meeting we focused on increasing  implementing equity students and adults in 

schools which based on the necessity of not only listening to students, not only engaging students, but 

actually on giving students the platform to create, inform, and advocate for positive school 

transformations. We invited meaningful adults with disabilities from school to this meeting, 

principals, home teachers, counselors, regular teachers, we made a trial role play in which students 

and adults exchanged roles and each one had to stand in front of a jury and defended his/her 

contribution to the learning process in school. In this way both students and adults could see things in 

the others’ perspective.  
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Meetings 6-8: Adapted physical activity (APA) (congnitive, affective-emotional and 

behavioral/ conative dimensions) 

          Objective: Learning and understanding the importance of adapted physical activity (APA).   

          In those meetings, the intervention mostly focused on educational aspects in school, mainly on  

learning skills that contribute to use of adaption for the inclusion. We organized many activities, which 

gave them a feeling of academic success. As PE teachers engaged in activities, they were affected by 

personal information and situational influences that provided them with cues about how well they are 

teaching. 

In the sixth meeting we focused on goals from participation in PE lessons and activities setting. 

We started by explaining why “goals setting” is important, and it is very important to the teachers to 

recognize the causes that student with disability and without participate in PE lesson [adapted from 

42]. We explain for them also that behavior of participants on exercise depends on their orientation 

about the goals of the activity. 

Therefore the program succeeded in enhancing using an adapted games when they perceived 

they are performing well or becoming more skillful. Those meetings were aimed to deal with slow 

progress that doesn't necessarily reduce if teachers believe they can perform better by expending more 

effort or using more effective strategies (Table 3.8, designed by author). 

Table 3.8. Professional development workshop topics and schedule 

Topic Descriptions 

Education and students 

with disabilities 

Distinguishing between 

integration versus 

inclusion 

Strategies for facilitating 

inclusion 

Practical class activities 

for including students with 

several disabilities  

The inclusion of students 

with disabilities in the 

context of physical 

education and sport 

The role and 

responsibilities of physical 

education teachers 

- A discussion about education and students with disabilities. 

- The term disability was discussed and defined, and laws enacted to protect 

the rights of people with disabilities including civil and educational 

provisions with disabilities. 

- A discussion about the philosophical underpinnings of these orientations 

and group participation in a demonstration highlighting the differences 

between integration and inclusion. 

- A discussion about strategies for facilitating the inclusion of students with 

disabilities in physical education and sport environments. 

- Hands –on demonstrations of use of picture exchange communication 

system symbols, structure, and differentiated instruction in common physical 

education activities. 

- Review of key content from the previous day and an introduction of 

additional content and concepts on the inclusion of students with disabilities 

in physical education and sport environments. 

- A discussion about the roles and responsibilities of highly qualified physical 

education teachers in working with students with disabling conditions. 
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We explain for the teachers that they should know the three types of orientations: 

 Task orientation – appears in the investment of effort in performing the activity - task, while 

ignoring the results of the competition. 

 Ego-oriented - self-orientation-appears when the purpose of the activity is to demonstrate the 

ability and make most of it will be higher than others (i.e., to win the competition). 

 Orientation for evaluation and social acceptance - appears when the purpose of the activity is to 

achieve a positive evaluation from others and be acceptable. 

Duda's seven values inherent in sport  had been also discussed  and eventually put into practice 

[60]: 

 The sport has to teach us the value of cooperation,  

 Makes better citizens.  

 Teaches us the competition. 

 Helping people to move forward and achieve social status. 

 Enhances the self-restraint. 

 Teaches us how to get ahead in life and become more successful. 

Accordingly, we organized a number of activities such as deciding / numbering/ discussing  the 

most valuable decisions for the teacher to succeed including student with disabilities in  his lesson. 

Accordingly, we organized a number of  sport activities; such like; basketball game for people 

with disabilities(we brought wheelchairs- role play ) to give the teachers strong challenge to believe 

in their ability to play in these disabilities…  

The teachers in the end of the meetings describe their feelings and the sense of frustration that 

they had initially- but they but all their desire and motivation led them to play- one of the teachers 

shouted” I'm really bad teacher—wow how I could be indifferent to such students.. and cried”.. 

In the eight and ninth meeting we focused on Programming Objectives:  

 Programing objectives in adapted physical education are identical to objectives in regular 

physical education.  

 Theses objectives are based on the following: (1) neuromuscular and cardiovascular needs; (2) 

2. social needs; (3) recreational needs and (4) interests. 

 Children in the developmental program require activities which develop specific perceptual 

motor abilities and skills. However, programming for development of social skills and leisure 

time activities should not be neglected. 
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Game and Activity Adaptation  

 Virtually all activities in the regular physical education program can be modified in one way or 

another with just a slight bit of imagination. 

Strategies and movements undertaken in sports are designed with two concepts: 

1. To accomplish the game’s objective, scoring or speed, etc. and  

2. To stay within the rules while accomplishing the objectives. 

Modifications may, therefore, be directed toward rule changes, equipment, or changes in the 

objectives of the game or activity.   

Generally, there should be just enough change to make it safe for children in the adapted 

program, while retaining as much of the original character of the game as possible. 

Activity Adaptations-Rules and Equipment (see Table 3.9, Table 3.10, designed by author) 

 

Table 3.9. Professional development workshop with visual impairments students 

Topic Descriptions Implications 

Practical 

activities 

for including 

students with 

visual 

impairments 

- Children  with 

visual impairment 

are generally fit 

unless there are 

other disabilities . 

their movements 

however are not as 

free as those of 

other children. 

- Sport help the 

visual impaired 

person to 

overcome 

frustrations and 

social isolation. 

- One major method of dealing with the visually impaired involves 

the prescription of prosthetic device would allow an individual 

to function normally with impaired vision. 

- Glasses and contact lenses are the common prosthetic devices 

utilized for refractive problems. 

- It is very important for the severely visually impaired to be 

provided with a great deal of movement experience in spite of 

the disability in order to stimulate development. Since the blind 

child lacks a sensory channel by which he learns about the 

environment and about himself, his development may be some 

what slow the only way the child can compensate for visual 

inadequacy is by tactile, auditory and kinesthetic experience 

through movement. Although the blind child may be afraid to 

move in spite of the disability in order to maintain development. 

The blind must learn to substitute intact sensory channels for 

inadequate ones. 

- The design of prosthetic stimuli and prosthetic environments 

constitutes the types of adaptions in the physical education 

program. Prosthetic stimuli in physical education would include 

such things as sound devices on the baskets in basketball and 

physically assisting blind baserunners in baseball. 

- These methods substitute one sensory channel for an inadequate 

one. Prosethetic environments would include changing some 

game rules to slow down  , to guide the blind child (ropes or 
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bouys). The physical educator can quite easily conceive such 

alterations and design them according to the activity and need. 

- Guiding Techniques; Auditory running.  

- Teaching strategies: goal ball field; Basketball court. tactile 

teaching- modeling (children teach children). 

- Physical guidance and adapted equipment. 

 

Table 3.10. Professional development workshop with intellectual disabled children 

Topic Descriptions Implications 

Practical 

activities 

for including 

students with 

intellectual 

disability  

- Persons with a mental 

health conditioncan be 

characterized as 

individuals who are 

experiencing more 

dependence and less 

autonomy then most 

other members of 

society. 

- Personal competence 

perceiving, 

experiencing and 

becoming acquainted 

with one’s own body 

and knowing how to 

handle how it in 

different situations. 

- Environmental 

competence: being able 

to adjust to one 

surroundings coping 

with them and being 

capable of changing 

them. 

- Social competence: 

being able to adjust to 

others cooperation with 

them and being capable 

of them. 

-  In the process of physical education and adapted physical 

education, it is therefore of great significance to offer a 

broad spectrum of different opportunities in which 

individuals with intellectual disables can experience and 

achieve more independence. 

- Treading walking – a treadmill walking program was 

designed to increase walking tolerance and muscle power. 

- In individuals five minuts of active stretching exercise were 

untertaken prior to each walking session and included 

prolonged and progressive stretching of the child, the 

hamstrings, and the quadriceps muscles , the treadmil 

program consisted of individually prescribed low- 

endurance , walking at 0% incline . 

- Ball exercises: large gym balls made of thick vinyl used for 

the exercises.these ball function as important aids in 

achieving normal movement and equilibrium. 

- Tow ball sizes were chosen according to the high of the 

participants . the ball exercises were all performed 

individually in standing , sitting and lying position on 5 

minitues. 

- The ball exercises were designed to improve control of 

postural alignement, balance and also to strengthen 

specific muscle groups. 

- Ball exercises involving whole –body activities help 

improve midine orientation while forcing the body to make 

rapid compensatory movements. 

 

Activity Adaptations-Rules and Equipment:  

 Reduce playing area to restrict movement. 

 Use larger equipment to make game easier or slower. 
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 Use more players to reduce the activity of each player. 

 Change rules to specifically limit excess activity by individuals. 

 Shorten duration of games. 

 Rotate players frequently to equalize activity time and provide rests. 

 Reduce point requirements for winning. 

 Use free substitutions so students can limit themselves. 

 Plan frequent rest periods into the activity. 

 Allow balls to bounce or be caught in games such as volleyball. 

 Allow substitute runners. 

 Use lighter equipment. 

 Substitute walking or jogging for running . 

 Simplify exercises. 

So in this meeting we give the chance for every teacher to express his feelings as he spoke, 

explaining to the rest of the teachers on the experience he has. Some of the PE teachers say “one of 

the teachers was against inclusion, at first he would not listen to me and even” said that they should 

be in school for special education”…. 

“At the beginning I laughed because I remembered that I was in the same attitude…. but this 

teacher today is the more reliable on the inclusion…..” (teacher’s reflections). 

Meeting 10: Summary.  In this meeting, we decided to give them more pshycological support, 

we invited again students with disabilities and we give them to play football game (every group was 

mix teachers-students), it was an real example for inclusion concept and for the program's success, it 

was wonderful, amazing inclusion. Then, we summarized the program. It should be noted monitoring 

process during all meetins. 

All activities were structured according the attitude dimensions:  cognitive, affective-emotional 

and behavioral. Implementation of Formative program ”Sport is for everyone” was correlated with 

others component of the model.   
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3.2.2. Validation of physical education teachers' attitudes towards the inclusion of students 

with disabilities 

The Pedagogical Model for the development of the PE teachers’ positive attitudes towards 

inclusion of students with disabilities, besides the above-mentioned strategies, included as a basic 

component the Formative program ”Sport is for everyone”, validated in the formative experiment, 

involving 90 PE teachers identified at the initial stage with negative attitudes towards the inclusion of 

disabled students. Their demographic characteristics are shown in Appendix 6. 

Our sample is focused on two major groups of similar initial essence: the control and the 

experimental group. Physical education teachers in the education system: There were 90 respondents 

who agreed to take part in the sample, (45 women and 45 men). The participants' ages ranged from 

23 to 54 years. Teachers experience ranged from 5-24 years. The category of teachers was classified 

according to each five years of seniority. In order to validate the formative stage two groups were 

used- the findings of the experimental /intervention group who received a specific plan in order to 

succeed in the integration of students with disabilities (N=45, experimental group), were compared to 

those of the other group who did not receive any session or program (N=45, control group). Then 

again, we performed interviews with those students of the two groups, and we saw the ratio and the 

teachers attitudes towards the integration of children with disabilities. The same questionnaires which 

were distributed to the teachers in the pre-training stage, were re-distributed at the post-training stage, 

to see the difference in the results. Collecting all the data regarding all the teachers was conducted in 

person through the department of education in the local authority to which the schools belong.  

As it already was said, participants were assigned into two groups, the first (N=45) went through 

the intervention while the other (N=45) was a control group which didn't experience any program. To 

ensure clear understanding and visibility of the progress in the field, a comparative analysis of data  

regarding experimental group and control group was realized. Considering the specificity of the 

subject and the hypotheses, the author resorted to the comparative analysis of the results of the 

intervention group (experimental) and the control group before training and at the post-training stage, 

but also in relation to other coordinates: gender, experience of working with disabled children, teacher 

participation in an academic course.   

Main findings are presented below.  

Most teachers who participated described feelings of higher self-efficacy and positive attitudes 

towards the inclusion. Below we expose data analysis procedures, presented together with results by 
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goals order (table 3.12, figure 3.4, designed by author). 

To compare ATT threat and ATT Challenge specific to control group (CG) and experimental 

(EG) at the pretest stage (before sthe intervention), we will follow the average scores obtained by the 

two groups in table 3.11 and Figure 3.3. (designed by author).  

 

Table 3.11. Means&standard deviations of questionnaire scores across two groups  

before the intervention 

Variables 
Mean (SD) 

t p 
Confidence interval 

Intervention group Control group Upper Lower 

ATT Threat 1.11 (0.21) 1.18 (0.18) 7.56 <0.110 -0.79 1.28 

ATT Challenge 1.25 (0.34) 1.30 (0.41) 6.49 <0.221 -1.29 -0.79 

 

 

 

Fig. 3.3. Average values (means) of attitudes in PE teachers in control and experimental 

groups before the intervention 

The graphical representation of the means obtained by control group and experimental group at 

the pretest stage does not indicate differences between the them, which allows us to assume that both 

groups are homogeneous. The average results obtained by simple are as follows: variable ATT threat  

for control group (M1=1.18; SD=0.18) and for experimental group (M2=1,11; SD=0.21); variable ATT 

Challenge (M1=1.30; SD=0.41) and for experimental group (M2=1,25; SD=0.34). 

As we supposed that there are gender differences and it was already demonstrated in previous 

experimental stage this hypothesis in our formative experiment was also selected two homogenious 

simples of 45 males and 45 females. We ranged them as follows: 23 females and 22 males from 
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experimental group; 23 females and 22 males from control group and then compared them separately 

through nonparametric statistical test U Mann Whitney because the groups of females and males were 

to small.  

Table 3.12. Comparative statistical differences of questionnaire scores of males  

and females across two groups before the intervention 

 

Males 

Intervention 

group 

Males 

Control group 

Females 

Intervention 

group 

Females 

Control group 

ATT Threat ATT Challenge ATT Threat ATT Challenge 

U (Mann-Whitney) 43.500 63.000 86.000 70.500 

p values 0.280 0.539 0.664 0.734 

 

The statistical test does not indicate statistically significant differences between the results 

obtained by the experimental group and the control group of males and females at the pretest stage 

(table 3.12).  

The results are as follows: ATT Threat variable for intervention males group (U = 43.500, 

p≤0.280); ATT Challenge variable for control males group (U = 63.000, p≤0.539); ATT Threat 

variable for intervention females group (U = 86.000, p≤0.664); ATT Challenge variable for control 

females group (U = 70.500, p≤0.734).  

The graphical representation of the means obtained by control group and experimental group of 

females and males at the pretest stage is shown below in figure 3.4. 

The graphical representation in Stacked Bar Graph of the means obtained by control group of 

males and experimental group of males and females also at the pretest stage does not indicate any 

differences, which allows us to assume that groups are also homogeneous.  

The average results obtained by simple are as follows: variable ATT threat for control male 

group (M1=1.19; SD=0.20) and for experimental male group (M2=1,12; SD=0.23); variable ATT 

Challenge (M1=1.32; SD=0.30) for control male group (M2=1,23; SD=0.29) for experimental male 

group; variable ATT threat for control female group (M1=1.17; SD=0.22) and for experimental female 

group (M2=1,10; SD=0.21); variable ATT Challenge (M1=1.29; SD=0.34) for control female group 

(M2=1,24; SD=0.19) for experimental female group. 
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Fig. 3.4. Average values (means) of attitudes in PE teachers separately by gender  

in control and experimental groups before the intervention 

 

The same thing was realized based on previous experience of PE teachers in working with 

disability students. The groups were also selected by previous experience. In that case we obtained 45 

teachers with experience and 45 without proficiency of teaching children with disabilities and divide 

them according to the same principle. We ranged them as follows: 23 experienced and 22 

inexperienced from experimental group; 23 experienced and 22 inexperienced from control group and 

then compared them separately through nonparametric statistical test U Mann Whitney (table 3.13, 

designed by author).  

 

Table 3.13. Comparative statistical differences of questionnaire scores of experienced  

and inexperienced teachers across two groups before the intervention 

 

Experienced 

Intervention 

group 

Experienced 

Control group 

Inexperienced 

Intervention 

group 

Inexperienced 

Control group 

ATT Threat ATT Challenge ATT Threat ATT Challenge 

U (Mann-Whitney) 28.000 43.500 56.500 32.500 

p values 0.320 0.458 0.445 0.654 
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The statistical test does not indicate statistically significant differences between the results 

obtained by the experimental group of experienced and inexperienced teachers and the control group 

of experienced and inexperienced teachers at the pretest stage.  

The results are as follows: ATT Threat variable for intervention experienced group (U = 28.000, 

p≤0.320); ATT Challenge variable for control experienced group (U = 43.500, p≤0.458); ATT Threat 

variable for intervention inexperienced group (U = 56.500, p≤0.445); ATT Challenge variable for 

control inexperienced group (U = 32.500, p≤0.654).  

The graphical representation of the means obtained by control group and experimental group of 

experienced and inexperienced teachers at the pretest stage is shown below in figure 3.5, designed by 

author. 

 

Fig. 3.5. Average values (means) of attitudes in PE teachers separately by experience  

in control and experimental groups before the intervention 

 

The graphical representation of the means obtained by control experienced group and 

experimental experienced group at the pretest stage does not indicate any differences, which allows 

us to assume that groups are homogeneous.  

The average results obtained by simple are as follows: variable ATT threat for control 

experienced group (M1=1.20; SD=0.15) and for experimental experienced group (M2=1,14; 

SD=0.18); variable ATT Challenge (M1=1.23; SD=0.25) for control experienced group (M2=1,33; 

SD=0.26) for experimental experienced group; variable ATT threat for control inexperienced group 

(M1=1.20; SD=0.19) and for experimental inexperienced group (M2=1,03; SD=0.23); variable ATT 
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Challenge (M1=1.26; SD=0.24) for control inexperienced group (M2=1,22; SD=0.17) for 

experimental inexperienced group.  

After experiment the same simple of teachers that were selected by gender, experience of 

working with students with disability and devided in two groups based on these criterions. But the 

basic criterion was their predominated negative attitude toward PE training with students with 

disabilities. After the intervention the results were changed.  

To compare ATT threat and ATT Challenge specific to control group (CG) and experimental 

(EG) at the posttest stage (after the experimental intervention), we will follow the average scores 

obtained by control group (N=45) and experimental group (N=45) in table 3.14 and Figure 3.6, 

designed by author.  

Table 3.14. Means&standard deviations of questionnaire scores across 

two groups after the intervention 

Variables 
Mean (SD) 

t p 
Confidence interval 

Intervention group Control group Upper Lower 

ATT Threat 2.17 (0.21) 1.19 (0.19) 6.43 <0.001 -0.59 1.38 

ATT Challenge 2.25 (0.32) 1.32 (0.37) 7.59 <0.001 -1.30 -0.69 

 

 

Fig. 3.6. Average values (means) of attitudes in PE teachers in control and experimental 

groups after the intervention 
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The means obtained by control group and experimental group at the posttest stage indicates 

differences and positive dynamics, which allows us to assume that both groups are homogeneous. The 

results obtained by simple are as follows: variable ATT threat for control group (M1=1.19; SD=0.22) 

and for experimental group (M2=2,17; SD=0.27); variable ATT Challenge for control group 

(M1=1.32; SD=0.31) and for experimental group (M2=2,25; SD=0.19). As a result the variables ATT 

threat and ATT Challenge were increased on experimental group.  

The posttest comparison by gender showed us the same results (table 3.15, designed by author).  

 

Table 3.15. Comparative statistical differences of questionnaire scores of males  

and females across two groups after the intervention 

 

Males 

Intervention 

group 

(posttest) 

Males 

Control group 

(posttest) 

Females 

Intervention 

group 

(posttest) 

Females 

Control group 

(posttest) 

ATT Threat ATT Challenge ATT Threat ATT Challenge 

U (Mann-Whitney) 83.500 73.000 95.000 70.000 

p values 0.025 0.039 0.046 0.734 

 

The statistical U Mann Whitney test showed statistically significant differences between the 

results obtained by the experimental group and the control group of males and females at the posttest 

stage.  

The results are as follows: ATT Threat variable for intervention males group (U = 83.500, 

p≤0.025); ATT Challenge variable for control males group (U = 73.000, p≤0.039); ATT Threat 

variable for intervention females group (U = 95.000, p≤0.046); ATT Challenge variable for control 

females group (U = 70.000, p≤0.037).  

The graphical representation of the means obtained by control group and experimental group of 

females and males at the posttest stage is shown below in figure 3.7 (designed by author).  

The graphic representation of the means obtained by control group of males and experimental 

group of males and females at the posttest stage indicates significant differences. The average results 

obtained by simple are as follows: variable ATT threat for control male group (M1=1.19; SD=0.20) 

and for experimental male group (M2=2,12; SD=0.23); variable ATT Challenge (M1=1.32; SD=0.30) 

for control male group (M2=2,23; SD=0.28) for experimental male group; variable ATT threat for 

control female group (M1=1.17; SD=0.23) and for experimental female group (M2=2,10; SD=0.23); 
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variable ATT Challenge (M1=1.29; SD=0.35) for control female group (M2=2,24; SD=0.18) for 

experimental female group. 

 

Fig. 3.7. Average values (means) of attitudes in PE teachers separately by gender in control 

and experimental groups after the intervention 

 

The presented results based on gender data make it clear that male and female teachers, unlike 

those in the control group, have a higher level of attitudes. This means that these teachers from the 

experimental group appreciate the importance of physical training with children with disabilities. 

  

Table 3.16. Comparative statistical differences of questionnaire scores of experienced  

and inexperienced teachers across two groups after the intervention 

 

Experienced 

Intervention 

group 

Experienced 

Control group 

Inexperienced 

Intervention 

group 

Inexperienced 

Control group 

ATT Threat ATT Challenge ATT Threat ATT Challenge 

U (Mann-Whitney) 59.500 65.500 48.500 62.500 

p values 0.020 0.045 0.045 0.033 

 

The statistical test indicates statistically significant differences between the results obtained by 

the experimental group of experienced and inexperienced teachers and the control group of 

experienced and inexperienced teachers at the pretest stage (table 3.16, designed by author ).  
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The results are as follows: ATT Threat variable for intervention experienced group (U = 59.500, 

p≤0.020); ATT Challenge variable for control experienced group (U = 65.500, p≤0.045); ATT Threat 

variable for intervention inexperienced group (U = 48.500, p≤0.045); ATT Challenge variable for 

control inexperienced group (U = 62.500, p≤0.033).  

The graphical representation of the means obtained by control group and experimental group of 

experienced and inexperienced teachers at the posttest stage is shown below in figure 3.8 (designed 

by author). 

 

Fig. 3.8. Average values (means) of attitudes in PE teachers separately by experience  

in control and experimental groups after the intervention 

 

The results obtained between control experienced group and experimental experienced group at 

the posttest stage indicates statistical significant differences at ≤0.05 p value. The average results 

obtained by simple are as follows: variable ATT threat for control experienced group (M1=1.21; 

SD=0.25) and for experimental experienced group (M2=2,14; SD=0.19); variable ATT Challenge 

(M1=1.23; SD=0.24) for control experienced group, (M2=2,33; SD=0.22) for experimental 

experienced group; variable ATT threat for control inexperienced group (M1=1.30; SD=0.19) and for 

experimental inexperienced group (M2=2.13; SD=0.23); variable ATT Challenge (M1=1.21; 

SD=0.21) for control inexperienced group, (M2=2.23; SD=0.17) for experimental inexperienced 

group.  

We can conclude from these results that after experimental intervention as experienced 

teachers as inexperienced one can change their attitudes.  
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In this case we can assume that after experimental intervention based on specific pedagogical 

model, the PE teachers’attitudes can be changed toward students with disabilities at the classroom 

physical education lessons.  

In order to highlight the experimental influence on the experimental sample through our 

experimental activities, the subjects were retested through the same questionnaire The Attitudes 

towards including students with a disability and Demographic questionnaire. We compared the data 

obtained before and after experimental intervention (test and posttest). In this case we used paired 

samples t test and a nonparametric version Wilcoxon two related samples.  

The comparative results obtained by teachers from experimental group in the test stage and 

posttest stage, regarding the tendencies of positive attitudes are presented in Figure 3.9 (designed by 

author).  

 

Fig. 3.9. The comparative results on attitude trends in PE teachers in control  

and experimental groups before and after experimental intervention 

 

According to the results, there are differences between the means obtained by experimental 

group of teachers in pretest stage and after experimental intervention in posttest stage. The statistical 

processing of the data obtained by the Wilcoxon test, statistically significant differences were found 

at variable ATT Challenge (Z = -2.907, p = 0.005) and variable ATT Treat (Z=-2.121, p=0.034). 

Instead, there is no evidence for difference at control group in pretest stage and after experimental 
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intervention in posttest stage at variable ATT Challenge (Z = -3.805, p = 0.533) and and variable ATT 

Treat (Z=-2.042, p=0.042). 

Significant changes made by experimental group of teachers are due to the general optimization 

of psycho-emotional states by developing active listening skills by recognizing the importance of self-

esteem and acceptance of others by expanding personality traits, by developing communicative skills 

and by awareness tolerant behavior toward children with disabilities.  

The analysis by gender showed the same results. As females as males from experimental group 

denotes differences between the means obtained by experimental group of teachers in pretest stage 

and after experimental intervention in posttest stage. In the control group there were no identified 

significant differences after experimental intervention.  

 

Fig. 3.10. The comparative results on attitude trends in PE teachers by gender in control  

and experimental groups before and after experimental intervention 

 

The statistical processing of the data obtained by the Wilcoxon test indicate statistically 

significant differences at experimental male group in pretest and posttest stages at variable ATT 

Challenge (Z = -2.301, p = 0.024), and variable ATT Treat (Z = -2.000, p = 0.024) and experimental 

female group at variable ATT Challenge (Z = -2.110, p = 0.004), and variable ATT Treat (Z = -2.240, 

p = 0.042). At control male group we didn’t obtained any differences at variable ATT Challenge (Z = 

-2.121, p = 0.350) and variable ATT Treat (Z = -2.877, p = 0.240) and at control female group we 
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also didn’t obtained any differences at variable ATT Challenge (Z = -2.800, p = 0.600) and variable 

ATT Treat (Z = -2.555, p = 0.440) (figure 3.10, designed by author).  

The comparison between pretest and posttest stages based on experience of PE teachers in 

working with children with disabilities elevated positive changes in their attitudes comparative with 

control group. The experimental group as experienced teachers as inexperienced changed their 

attitudes regard physical education with children with disabilities.  

 

 

 

 

 

 

 

 

 

 

 

Fig. 3.11. The comparative results on attitude trends in PE teachers by experience  

in control and experimental groups before and after experimental intervention 

 

Obtained results revealed statistical diferences between experienced teachers from experimental 

group in pretest and posttest for variable ATT Challenge (Z = -2.000, p = 0.035) and for variable ATT 

Treat (Z = -2.566, p = 0.044). The same thing we can find in inexperienced experimental group of 

teachers for variable ATT Challenge (Z = -2.875, p = 0.005) and for variable ATT Treat (Z = -2.225, 

p = 0.001). About the control group we cannot attest major changes. The results were unsemnificative 

statistically for both variables and subgroups (control group of experienced teachers and control group 

of inexperienced teachers) experienced control group of teachers for variable ATT Challenge (Z = -

2.400, p = 0.150) and for variable ATT Treat (Z = -2.251, p = 0.240); inexperienced control group of 

teachers for variable ATT Challenge (Z = -2.500, p = 0.550) and for variable ATT Treat (Z = -2.250, 

p = 0.400) (figure 3.11, designed by author). 

Significant changes made by the experimental group of teachers are a consequence of learning 

the ability to perceive situations from the point of view of others; the skills of communicating to others; 
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the recognition of differences between people and respect for each individual's individuality. 

The experimental details connected to the PE teachers’ attitudes are presented in figures 3.4-

3.11 per groups: the control versus the experimental group, devided also per cathegories like gender 

and experience in working with children with disabilities, permitting us to ascertain the following 

situation: we can ascertain the significant change realized in the experimental group at time 2 (the 

post-test stage); the experimental group teachers who had participated at the formative intervention 

which had been focused on examining and modifying the stigmatic attitudes are approaching this time 

the integration issue as an opportunity to cope with a challenge and not just a risk, while on the 

opposite the subjects of the control group are still refering to the same situation as a risk.  

Most teachers who participated in the formative program described feelings of higher self-

efficacy and positive attitudes towards the inclusion. 

The pozitive result of the research were confirmed by the pozitive results of PE teacher's  

adaptive activities with students with different disabilities – pre and post tests:  (table 3.17, designed 

by author).  

Table 3.17. Results of PE teacher's adaptive activities – pre and post tests 

 Pre-curs Post-curs 

PE teachers come to their class with a lot of adjustment 

(adallhon) to include students with intelectual disability (MD) 

0,5 2,5 

PE teachers that use with large balls and outstanding for 

students who have visual impairment (VI) 

1 3 

PE teachers that use with large balls and outstanding for 

students who have physical disabilities (PD) 

1,5 4, 5 

 

Special note: all students with disabilities were assisted to offer the feedback regarding PE 

teacher’s attitudes (for example, the assistant noted their answers).  

The statistic values derived from the pedagogic experiment confirmed the research hypothesis:  

Hypothesis 1: There are difference in attitudes towards children with disabilities between 

teachers that participate in an academic course designed to increase self-awareness to one's 

discrimination tendency and teachers who did not participate in such a course.  

Hypothesis 2: There are difference in attitudes towards children with disabilities between 

teachers that have previous teaching experience in teaching PE and the ones who do not. 

Hypothesis 3: There are difference in attitudes towards children with disabilities between males 

and females. 
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Based on the students' answers, the Matrix of indicators of the positive attitude of EF teachers 

in the vision of students with disabilities (developed by us) was completed. In table 3.18. (designed 

by author) the results of the vision of students from the experiential group (of teachers from GE) (GE) 

and from the control group (of teachers from GC) (GC) are presented. 

Table 3.18. The Matrix of indicators of the positive attitude of PE teachers  

in the vision of students with disabilities 

Nr.  Indicator  GE (nr) GC (nr) 

Cognitive dimension 

1 Knows how to encourage children with disabilities to take the 

same risks as other children so that they can win.  

34 10 

2 Knows how to teach children with different disabilities to access 

information in different ways.  

37 22 

3 Knows how to encourage children to understand and appreciate 

the differences of others 

34 10 

4 Knows how to support all children to participate equally in 

activities (taking into account their possibilities).  

35 10 

5 Responds to a child's individual needs (language, gestures, facial 

expressions for children) 

33 15 

Emotional dimension  

6 Recognize that every child can contribute 30 11 

7 Recognize that every child is valuable 32 11 

8 He/she is friendly, open and understanding 38 32 

9 It is flexible to change / adapts to the needs of children 35 23 

10 Model good communication so that children learn from what they 

see and hear 

34 18 

Behavioral (or intentional) dimension 

11 Encourages cooperation in lessons for children with and without 

disabilities 

36 11 

12 Encourages teamwork and child-to-child activities 39 19 

13 It motivates children to come together to support each other 40 32 

14 Encourages an inclusive environment by praising children who 

say they do not understand or ask for help or thank them for asking 

and then offer help or an explanation 

37 11 

15 Gives children enough time to understand what they are talking 

about and formulate their answers 

34 12 

16 It allows the children themselves to decide where to stay and to 

take part in activities 

32 8 
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Based on the students answers, we conclude significant progress: increased the positive attitude 

of PE teachers in the vision of students with disabilities from the experimental group (GE) / with 

teachers involved in the training programme.   

At the same time, it can be deduced from these interviews that before the formative stage some 

students do not have the positive attitudes and satisfaction with the treatment they get from some of 

the physical education teachers. Also we can understand that some of PE teachers understand the 

importance of inclusion towards children with disabilities but they admit that they did not have the 

skills and tools to deal with the difficulties of the inclusion and how to success to include child with 

disability. Regarding the administrators’ opinion they understand also the importance of inclusion and 

they try to give all the possibilities of teachers in general and in particular physical education teachers 

to integrate these children in the school. Some of the parents do not see that society respects these 

children and they think that there is need for a special program to engage students with disabilities. 

At the same time, we would like to mention that the intervention program, despite of the 

progress, didn't succeed significant results in preventing the phenomenon of rejection towards students 

with disabilities at activities that might occur at and out of some schools. This can be explained 

through a social and psycho-pedagogical perspective. During the experiment period we observed that 

in the schools when teachers, involved in the program, cooperated well with parents and students 

without disabilities, and specialized services addressed to disable students, students with and without 

disabilities demonstrated more motivation to play / to study together.   

From psycho-pedagogical perspective, assuming that changing stereotypical attitudes and 

transforming them into concrete actions is a more challenging and time spending mission beyond that 

of increasing awareness of the importance of inclusion and even of succeeding in the primary stage 

of implementation during the PE lessons. It can be argued that any practical intervention at behavior 

level requires a closer cooperation between family, students at risk, psychologists, teachers and 

community, requiring a complex and prolonged educational process whose successful implementation 

can be evaluated over time perspective. 

 

3.3. Conclusions on Chapter 3 

1. The aspects of the experimental research followed the increasing of inclusion process towards 

students with disabilities through the validation of a Pedagogical Model for the development of 

PE teachers’ positive attitudes towards inclusion of students with disabilities, elaborated on the 
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basis of ascertaining experiment results. In this context, the data provided by ascertaining 

experiment showed the correlation existing between background factors and the abilities of PE 

teachers to include students with disabilities in their lessons. The model helped to decide about 

factors that could be influenced through a pedagogic experiment and consequently prevent 

failure inclusion process in the PE activities.  

2. It was concluded that gender, PE teacher participation in an academic course, teachers’ 

experience in including students with disabilities, have a significant impact over inclusion they 

can be exposed to a formative intervention. The assessment of these indicators level in both 

groups showed the necessity of  an intervention that could improve them and served as a 

criterion in elaboration of the formative program, in choosing the issues addressed during the 

intervention, and subsequently in elaborating&adapting the educational forms, strategies and 

methods with a formative perspective. 

3. At the same time, the efficacy of the Pedagogical Model, activities and methods aimed at 

increasing inclusion process towards students with disabilities in PE class depends on the  

involvement of the educational factors concerned: family, school (PE teachers as a part of them), 

community and the students themselves. The relationships established among the different 

components of Pedagogical Model for the development of PE teachers’ positive attitude towards 

inclusion of students with disabilities, validated during the implementation, positively 

influenced the intervention and the formative process as a whole.  

4. The formative program “Sport is for everyone” can serve as an example of good practice for PE 

attitude and the attempt to increase the inclusion process towards students with disabilities at 

school, through activities similar to those promoted under the program, can help improve their 

performance of those students and their participation in the activities, and thus can reduce 

rejection phenomenon rate among students with disabilities from Israeli Arab sector.  

5. Based on the Matrix of indicators of positive attitude of PE teachers in the vision of students 

with disabilities proposed by us (Table 3.18.) we found significant changes in the attitude of 

teachers, structured in three dimensions: cognitive, emotional, behavioral, exploring knowledge, 

emotions and EF teachers' behaviors toward students with disabilities. 

6. The actions stipulated by the Pedagogical Model for the development of PE teachers’ positive 

attitude towards inclusion of students with disabilities and the issues addressed during the 

intervention program stages: Promoting school’ equipments, Enhancing cognitive and 
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psychological engagement, Information processing, Situational influences through teaching 

strategies; Acknowledging students’ voice had as a result the following important phenomena, 

teachers awerness towards inclusion students with disabilities - improvement of  PE teacher’ 

attitudes (positive attitudes) – increasing students with disabilities participation in PE activities. 
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GENERAL CONCLUSIONS AND RECOMMENDATIONS 

The theoretical analysis and pedagogical experiment in the frame of our research allowed the 

determination and clarification of the theoretical-methodological basis of the Pedagogical Model for 

the development of the Physical Education Teachers’ positive attitudes towards inclusion of students 

with disabilities in physical education activities.  

The analysis of the theoretical benchmarks and the interpretation of the research results 

regarding the development of positive attitudes of physical education teachers towards the inclusion 

of students with disabilities in physical education activities confirmed the significance of the subject, 

by achieving the purpose and objectives, attesting to its theoretical and praxeological value, the 

scientific novelty. 

Based on the analysis, the explanations and the interpretation of the theoretical, experiential 

aspects, as well as the data obtained during the pedagogical experiment, we can conclude the 

following: 

1. Inclusion of students with disabilities in regular schools is an essential educational process 

which is recognized by several international documents. Teachers’ attitudes regarding this 

process are recognized as crucial by different authors and documents. Based on international 

standards and literature review, we deduced the importance of educational strategies on 

improving the PE teachers' attitudes towards the inclusion of students with disabilities into PE 

activities, taking into account the specific needs of girls and boys, but also the sociocultural, 

education and family context etc.  

2. Following the evolution of scientific trends regarding teachers' attitudes towards the inclusion 

of students with disabilities, the analysis of pedagogical, psychological, sociological and 

psycho-pedagogical approaches was undertaken. The problem under study allowed establishing 

the essence of the basic concepts: teacher’s attitudes to inclusion, dimensions of teacher’s 

attitudes (subchapter 1.1), school’ inclusive environment, inclusion, inclusive education, in 

relation to PE (subchapter 1.2.). The definitions on inclusive education and inclusive culture 

were reinforced. We also proposed our definitions of positive attitude (Ch.1, p.35); inclusive 

culture of school (Ch.1, p.40); the exhaustive definition of inclusive education from a broad 

and a narrow perspective (Ch.1, p.49). In the frame of research, concepts of inclusion in 

education system and connections between inclusion and physical education were explored 

(subchapter 1.3). Moreover, social, pedagogical and physiological backgrounds of inclusive 

physical education (subchapter 1.3.) were specified.  
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3. The theoretical significance of our research is ensured by the contribution to the development 

of the concepts and theories of inclusion in relation to PE; identification of factors and indicators 

of inclusive education in relation with PE; contributions to the theory of education by exploring 

the concept of inclusive PE based on social, pedagogical and psychological foundations; 

contribution to changing the traditional paradigm that sport is an unimportant topic for students 

with disabilities to approach it as a key element for the implementation of inclusive PE lessons; 

analyzing various PE teacher’s attitudes programs, systems and alternative facilities for disabled 

students to reduce the risk of their rejection. 

4. The Concept of developing physical education teachers’ positive attitudes towards the inclusion 

of students with disabilities (subchapter 2.1) was developed by author. The concept includes the 

following components: analysis of the physical education sector in Israel concerning inclusion; 

physical education adaptations for students with disabilities; and an overview of the 

sociocultural determinants of teachers' attitudes towards students with disabilities. The concept 

served as a theoretical and praxiological framework for including students with disabilities in 

PE lessons together with non-disabled students. 

5. Given the importance of specialized teacher training in inclusive education, Successful Inclusion 

points (Ch.2, p.70), a set of principles of IE addressed to teachers (Ch.2, p. 84), the Connection 

between PE teachers’ attitudes and psycho-pedagogical strategies (Ch.2, p.85), the Diagnostic 

Model for Changing Stigmatized Attitudes: Challenges vs. Goals and Practical Steps (Ch.2, p. 

86), the Attitude Modification construct (Ch.2, p.88), the Matrix of indicators of the positive 

attitude of PE teachers in the vision of students with disabilities (Ch.3, p.133) were developed 

by the author. To forming the positive attitude of PE teachers, the teacher's new promoting role 

as a mediator/ model in the integrative process of students with disabilities was proposed (Ch.2, 

p.87).  

6. Based on previously and present research we state that the Physical Education teacher's role is 

to keep a vital atmosphere in the PE classes containing all students, constituting a live model 

for his regular students in the process of learning to accept others and deal tolerantly with their 

difference. By exploring Pedagogical Model for the development of the PE teachers’ positive 

attitudes towards inclusion of students with disability (subchapter 2.3) and implementing the 

formative program "Sport is for everyone" ((subchapter 3.2), the Physical Education teacher is 

provided with a praxiological tools to include every student with/without a disability in his/her 
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classes. The implementation of the formative program "Sport is for everyone" (subchapter 3.2) 

ensures a successful practice in the educational environment and represents the premise of 

promoting the values of respect, active support, and empowerment of students with disabilities; 

and establishing inclusive school culture.  

7. The results of the experimental research (Chapter 3) demonstrate the change of attitude towards 

the students' disability as a threat (problem) to the approach as a challenge (opportunity for 

development) in their involvement in physical education activities; improving the willingness 

of students with disabilities to participate in physical education activities together with students 

without disabilities. 

8. Research contributes to the enrichment of the theoretical knowledge and methodological 

approach regarding the inclusive PE in the schools in Arab sector of Israel with an emphasis on: 

the concepts of inclusion in education system in correlation with teachers’ attitude towards 

disabled children inclusion; the complexity of correlations between the attitudes of PE teachers 

and between the variables of: participation in an academic course, experience in integrating 

disabled students, gender, years of work experience. 

9. The scientific originality and novelty of the research consists in the examination of changing 

trends in the attitudes of physical education teachers towards the inclusion of students with 

disabilities in their regular lessons at a historical and conceptual level; updating the concepts of 

inclusion, inclusive school environment, positive attitudes of physical education teachers; 

helping to change the traditional paradigm that sport is an unimportant subject for students with 

disabilities, to address it as a key inclusion element in physical education lessons; establishing 

indicators for evaluating the attitudes of physical education teachers towards the inclusion of 

students with disabilities in physical education activities; development, implementation and 

validation of the Pedagogical Model for the development of the Physical Education Teachers’ 

positive attitudes towards inclusion of students with disabilities in physical education activities, 

based on the formative program “Sport is for everyone”. 

10. The scientific problem solved in the research consists in increasing the positive attitudes of 

physical education teachers towards the inclusion of students with disabilities in physical 

education activities and, as a result, increasing the motivation of disabled students to participate 

in physical education lessons together with non-disabled colleagues by: establishing the 

epistemological and methodological context of the training of physical education teachers, 
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based on the correlations between attitudes and variables: participation in a university course, 

experience in integrating students with disabilities, gender, years of work experience (in 

teaching); exploring the predictive factors of teachers' attitudes towards the inclusion of students 

with disabilities; adapting the curriculum and physical education activities to the specific needs 

of students with disabilities, reducing the harm done to students with disabilities; the 

development of some indicators of the positive attitude of physical education teachers in the 

view of students with disabilities; and by experimentally demonstrating the functionality of the 

Pedagogical Model for the development of the PE teachers’ positive attitudes towards inclusion 

of students with disability, based on the formative program "Sport is for everyone". 

11. Thus, the scientific research problem was solved by design, implementing and validating the 

Pedagogical Model for the development of the PE teachers’ positive attitudes towards inclusion 

of students with disability that contributed to make their education more efficient, confirmed by 

increased participation of students with disability together with non-disabled students in PE 

lessons in the Arab sector of Israel schools, ensuring decreasing the negative impact to disabled 

students, enhancing their inclusion for personal and social development, and creating an 

inclusive environment. 

This research is a valuable scientific-methodological tool for PE teaching staff, school 

managers, special inclusion personnel in their educational and managerial activity, also for parents 

and community representatives. 

RECOMMENDATIONS 

Recommendations for policy makers: 

 Consider the unique traits and special needs of the students and adapt the environmental 

conditions to include them. 

 We conclude that in-service education programme planning of adapted physical activity (APA) 

should be provided to all PE teachers. Training actual adaptations and empowerment practices 

applied to real cases during the coursework, as well as well-organized practicum sessions where 

adaptive teaching practices and provision of support can be practiced are strongly recommended 

for achieving this purpose. 

 It is necessary to include a specific program in the education system and make it affective 

towards children with disabilities in several areas in the school. 
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Recommendations for environmental adaptations 

 Mind the physical conditions necessary for a pleasant and comfortable atmosphere. The class 

should be with special adaption for students with disabilities, and decorated in such way to 

create a sense of comfort and belonging among students. 

 Providing the necessary space and equipment for the class to help the teacher to include all his 

students. 

Recommendations for curriculum makers 

 Due to our research, it is recommended not only to have a unique course on the subject of 

integration processes of students with special needs, but also to include it in the teaching material 

of regular courses in Colleges of Physical Education. Normalization of the learning materials 

about integration contributes to reducing the sense of threat which teachers might face when 

they reach a point where they need to integrate students with disabilities as part of the school 

curriculum. 

 To build a new teaching plan in physical education, taking into consideration students with 

special needs, the differences between students and their individual goals.  

Recommendations for school managers 

 Encouraging regular attendance and reducing absences for students with disabilities and 

rewarding the student with few delays and absences with a class prize and a school prize. 

 To encourage physical education and to increase its importance for all the students, and 

rewarding the class with more participation in break activity. 

 Involvement of parents – to maintain regular contact with parents or close people of these 

students. 

 To encourage parents to contact the class teacher and subject teachers anytime, for any relevant 

reason. The classroom teachers have to contact parents especially in positive contexts such as 

the student progress or improvement of behavior, to increase their motivation as well as their 

self-image. 

Recommendations for PE teachers 

 Building a detailed profile of physical education teachers ”sensitive to inclusion” in order to 

succeed to integrate children with disabilities in their classes and in sport activities. 

 Providing the student and teacher with a clear educational policy, regarding ‘to do’ and ‘not to 

do’ guidelines for children with various disabilities.  
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 Fostering teaching resources providing knowledge as well as specific solutions to sample case 

studies or profiles using all the methods warranted to empower critical thinking about real-life 

situations, including children with varied abilities and disabilities in class settings. 

 Increasing the amount of guided training for inclusion-type contexts, thus raising confidence in 

positive outcomes of the applied practices.  

 Including simulations and other sensitizing agents into introductory teacher courses, for 

challenging the normative belief. 

 It is highly recommended to hold regular meetings between future physical education teachers 

and children with disabilities, to increase teachers' sense of belief in their ability to teach these 

students effectively. For these meetings to be beneficial, it is necessary for teachers who have 

knowledge and experience to monitor them. 

 Presentations of youth with disabilities for other students to explain about their bodies and how 

they deal with their disabilities are another mean of preparation to integration; it should be used 

to advance the processes of both inclusion and integration. 

 

Research limits: the research also highlighted some limitations, such as insufficient testing of 

the impact of the age indicator on the inclusion of students with disabilities; low awareness of 

protective factors against potential rejection and inclusion of other minorities such as Bedouin or 

Druze; insufficient involvement of other stakeholders in creating an inclusive environment at the level 

of society. At the same time, the research opens a new "door" for investigating different aspects of the 

inclusion of people with disabilities in physical education activities, based on intersectionality. 

 

Research perspectives: in addition to PE teachers who may function as  relevant change agents 

within the school system provided that they are well equipped with integration friendly attitudes 

comprehending the long run benefit and possessing coping resources as suggested by the current 

research, it is recommended to honestly revise the whole system culture and enforce attitude changing 

implementation wherever it is needed, so that the integration policy is not just contemplated, but also 

successfully  practiced. After mapping the attitudinal systemic picture, it is suggested to proceed to 

test the connections between the inclusion of students with disabilities and teachers’ attitudes in other 

subjects besides PE. Therefore, more research that could shed light on the development of rejection 

prevention programs for people with different types of disabilities is needed. 
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APPENDICES  

 

Appendix 1. Timeline of inclusive education events and documents 

Year Event Document Notes 

25 - 27 

September 

2015 

United Nations 

Sustainable 

Development 

Summit 2015, 

New York 

Global “Agenda 2030”  Disability is referenced in various parts of the 

SDGs and specifically in parts related to 

education, growth and employment, inequality, 

accessibility of human settlements, as well as 

data collection and monitoring of the SDGs 

19-22 

May 2015 

World Education 

Forum 2015, 

 Incheon, 

Republic of 

Korea 

Equitable and 

inclusive quality 

education and 

lifelong learning 

for all by 2030. 

Transforming 

lives through 

education 

Adoption of Incheon 

Declaration 

“Education 2030: 

Towards inclusive and 

equitable quality 

education and lifelong 

learning for all”   

 Recognition that: Inclusion and equity in and 

through education is the cornerstone of a 

transformative education agenda; to addressing 

all forms of exclusion and marginalization, 

disparities and inequalities in access, 

participation and learning outcomes;  

to focusing the efforts on the most 

disadvantaged, especially those with 

disabilities, to ensure that no one is left behind. 

13-16 

July, 2015  

Third 

international 

Conference on 

Financing for 

Development 

Addis Ababa Action 

Agenda  

 

contains 6 references to persons with 

disabilities and disability, 1 to inclusive 

education, 1 to inclusive learning environment 

and 2 to accessible technologies and 

infrastructures 

28-30 

May, 

2013 

UNESCO’s 5th 

World 

Conference of 

Ministers and 

Senior Officials 

Responsible for 

Physical 

Education and 

Sport(MINEPS V 

the “Declaration of 

Berlin”  

p.5 Recognizing the unique potential of sport to 

foster social inclusion 

Stressing the paradigm shifts in policy 

concerning persons with disabilities, from a 

deficit-orientated approach to a strength-based 

one, as well as from a medical model to a 

social one 

2010 Adopted by the 

Committee of 

Ministers on 3 

February 2010 at 

the 1076th 

meeting of the 

Ministers’ 

Deputies 

Recommendation CM/ 

Rec(2010)2 of the 

Committee of 

Ministers to member 

states on 

deinstitutionalisation 

and community living 

of children with 

disabilities  

Mainstreaming or sector responsibility requires 

health, education and social care agencies to 

take children with disabilities into account in 

all their planning and service delivery from 

their inception. 

2009  UNESCO  UNESCO Policy 

Guidelines on 

Inclusion in Education  

Recognised that inclusion and quality are 

reciprocal – that an inclusive ethos can make a 

significant contribution to the quality of 

education for all learners. The role of inclusive 
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education in the development of a more just, 

equal and democratic society where diversity is 

celebrated is also considered to be of increasing 

importance. 

2006  The Convention 

was adopted by 

the United 

Nations General 

Assembly on 13 

December 2006 

and has been in 

effect since 3 

May 2008 

Convention on the 

Rights of Persons with 

Disabilities  

Recognised as one of the principle: respect for 

the evolving capacities of children with 

disabilities and respect for the right of children 

with disabilities to preserve their identities. To 

ensure an inclusive education system at all 

levels and lifelong learning … 

2006  Adopted by the 

Committee of 

Ministers on 5 

April 2006 

at the 961st 

meting of the 

Ministers’ 

Deputies 

Recommendation 

Rec(2006)5 of the 

Committee of 

Ministers to member 

states on the Council 

of Europe Action Plan 

to promote the rights 

and full participation 

of people with 

disabilities in society: 

improving the quality 

of life of people with 

disabilities in Europe 

2006-2015  

To ensure that all persons, irrespective of the 

nature and degree of their impairment, have 

equal access to education, and develop their 

personality, talents, creativity and their 

intellectual and physical abilities to their full 

potential; 

to …. Facilitate efficient transitions between 

each phase of their education and between 

education and employment; 

2002  the European 

Congress on 

Disability, 

Madrid, 20-23 

martie 2002 

The Madrid 

Declaration 

“Non discrimination 

plus positive action 

results in social 

inclusion”  

Education plays a key role in defining the 

future for everybody, both from a personal 

point of view, as well as a social and 

professional one. The education system has, 

therefore, to be the key place to ensure personal 

development and social inclusion, which will 

allow children and youngsters with disabilities 

to be as independent as possible. 

The education system is the first step towards 

an inclusive society. 

2000 World Education 

Forum. Paris, 

UNESCO. 

The Dakar Framework 

for Action: Education 

for All – Meeting our 

Collective 

Commitments  

Clearly paves the way for inclusive education 

as one of the main strategies to address the  

challenges  of  marginalization  and  exclusion  

in  response  to  the  fundamental  principle  of  

EFA,  namely  that  all  children, youth and 

adults should have the opportunity to learn. 

15 

September 

1995 

Fourth World 

Conference on 

Women, Beijing 

Beijing Platform for 

Action  

has 24 references to persons with disabilities, 

including in education  

7-10 June 

1994 

World 

Conference on 

Special Needs 

Education:  

Access and 

Salamanca Statement Highlighted the importance to enhancing 

teacher education as regards provision for 

special educational needs, etc…. 
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Quality 

Salamanca, 

Spain,  

1993 85th plenary 

meeting 

United Nations 

Standard Rules on the 

Equalisation of 

Opportunities for 

People with 

Disabilities  

Rule 6. Education – state that the education of 

persons with disabilities is an integral part of 

the educational system.  

Rule 11. Recreation and sports - to ensure that 

persons with disabilities have equal 

opportunities for recreation and sports.  

1990 Resolution 

adopted by the 

General 

Assembly 

[on the report of 

the Third 

Committee 

(A/48/627)] 

Economic and Social 

Council resolution 

1990/26 of 24 May 

1990   

the establishment of an ad hoc open-ended 

working group of government experts, to 

elaborate standard rules on the equalization of 

opportunities for disabled children, youth and 

adults, 

1989 Adopted by 

General 

Assembly 

resolution 44/25 

of 20 November 

1989 

entry into force 2 

September 1990 

Convention on the 

Rights of the Child 

Art. 25, p.3 Recognizing the special needs of a 

disabled child, to ensure that the disabled child 

has effective access to and receives education, 

training, health care services, rehabilitation 

services, preparation for employment and 

recreation opportunities in a manner conducive 

to the child's achieving the fullest possible 

social integration and individual development, 

including his or her cultural and spiritual 

development 

3 

December 

1982 

UN General 

Assembly  

World Programme of 

Action concerning 

Disabled Persons, 

adopted by the General 

Assembly by its 

resolution 37/52 of   

emphasized the right of persons with 

disabilities to the same opportunities as other 

citizens and to an equal share in the 

improvements in living conditions resulting 

from economic and social development; offered 

definition of equalization of opportunities . 

There also, for the first time, handicap was 

defined as a function of the relationship 

between persons with disabilities and their 

environment. 

1979 the Convention 

on the 

Elimination of 

All Forms of 

Discrimination 

against Women 

General 

Recommendation No. 

18 (tenth session, 

1991) / Disabled 

women  

Recommends that States parties take measures 

to deal with  disabled women particular 

situation, including special measures to ensure 

their equal access to education and 

employment, health services and social 

security, and to ensure that they can participate 

in all areas of social and cultural life. 

original 

Charter 

adopted in 

1978, 

amended 

in 1991 

UNESCO  The International 

Charter of Physical 

Education, Physical 

Activity and Sport  

 

Highlights the health benefits of physical 

activity, the inclusion of persons with 

disabilities, the protection of children, the role 

of sport for development and peace, as well as 

the need to protect the integrity of sport from 

doping, violence, manipulation and corruption. 
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Appendix 2. The situation with social inclusion versus exclusion in MENA region 

 

In the context of present research, the general overview of situation in MENA region (MENA 

region as containing 20 countries: Algeria, Bahrain, Egypt, Iraq, Iran, Israel, Jordan, Kuwait, 

Lebanon, Libya, Morocco, Oman, Palestine, Qatar, Saudi Arabia, Sudan, Syria, Tunisia, United Arab 

Emirates, and Yemen) represents the framework for understanding of socio-cultural context. 

The situation in MENA countries highlights the need to understand a socially exclusive 

approach to marginalisation of people with disabilities; i.e., one that includes indexes of quality of life 

in relation to material, human, social, cultural, and environmental resources. Social exclusion of 

people with disabilities occurs in combination with several forms of discrimination, including gender 

bias, unequal employment opportunities, lack of access to education, inadequate health services, and 

patriarchal or religious norms [apud 6; 70; 75; 77; 139; 166]. 

According to the most recent available statistics, the incidence of disability in the MENA region 

ranges from 1-12% of the population. In terms of the prevalence of school-aged children and youth 

with disabilities, there is no available data for Syria. In Lebanon, the Arab Resource Collective reports 

that findings from the 2006 National Inclusion Project indicate that the “majority of children with 

disabilities are in special care institutions, and private schools have a policy of automatically 

eliminating students with disabilities”. Further, only a handful of schools in Lebanon nationwide cater 

to students with special needs. “About 20 schools allow adapting them into the curriculum.” [apud 6]. 

In 2001 the Ministry of Social Development in Jordan reported that the total percentage of 

disabled persons in Jordan is 12.6% of the population. The total number of children served in MSD-

registered institutions is 16,719, or 7.94% of all disabled children. The National Council of Family 

Affairs estimated in 2003 that more than 230,000 disabled children live in Jordan, or about 10% of 

the young population. Evidence from 1995-2004 reveals that in a regular school, about one-third of 

children enter school with a hearing-listening and language speech disability that has not been 

identified or diagnosed, preventing them from succeeding in school. In total, it is estimated that the 

underserved school-age population with disabilities is around 218,000, or 92% of the total [apud 78] 

Causes and characteristics of disability in the MENA region 

According to the MENA Human Development Department [78], MENA countries experience 

high rates of disabilities caused by:  

(i) large numbers of individuals whose conditions could be mitigated with appropriate health and 

social interventions, and  

(ii) weaknesses in primary and secondary prevention mechanisms, especially those that address the 

new emerging causes of disability. These include prevention and management of chronic 

diseases, work related injuries, road accidents, mental health problems, and newly emerging 

infectious diseases. 

Causes of high rates of disability have been identified due to poverty, malnutrition, violence, 

and blood marriage. For example, hearing loss is the most frequently occurring birth defect in the 

world and in the MENA region as well. In Jordan, the incidence of a significant permanent hearing 

loss is 6-7 times higher than in the United States. It is estimated that by 2004 there would be a 

minimum of 73,000 very young Jordanians with a serious hearing problem. Major causes of hearing 

loss are reported as consanguinity and poor health related to poverty. 

Another contributing factor for increased numbers of children with disabilities is the significant 

growth in the population as a whole. Illiteracy rates differ significantly by gender and disability. While 

several countries now report overall literacy rates of better than 90%, in 2005 rates of illiteracy for 

women continue to lag behind: 10-20% in six countries and 25-40% in 7 countries of the region. For 

people with disabilities, the rates of illiteracy may be as high 80%. A study of its 1870 members 
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conducted by the Lebanese Sitting Handicapped Association (LSHA) found that 80% were totally 

illiterate. Out of these, 82% were women. Links between level of education, literacy, employment, 

fertility rates, and mothers’ and children’s’ health and consequential disability have been well 

documented [apud 78; 166]. 

Violence in countries experiencing conflict contributes to the incidence of disability in several 

ways. First, it directly contributes to disability because many of the casualties are women and children. 

United Nations Enable reports that for every child killed in warfare, there are the injured who acquire 

a permanent form of disability [112]. Second, it affects children‘s well-being through social disruption 

and exacerbated conditions of poverty. Third, it reduces access to basic health services and resources 

for preventive health care. Fourth, malnutrition increases, adversely affecting children’s’ cognitive 

development [112]. 

It is important to disaggregate disability as a sub-group.  “Not only is this a misleading, 

monolithic term which implies that every disabled person and all disabilities are the same, but it also 

categorises people by one aspect of their identity in a way which is likely to lead to social prejudice 

against them”. As a result, “there can be little value in adopting a blanket, standardised approach to 

disability, because the individual experience of disability varies markedly by sex and according to 

other important factors such as age-and also, of-course, the nature of the disability” [1] 

The previous sections of this report documented the overwhelming percentage of children and 

youth who are excluded from formal education. Provision of special schools has been the primary 

method of educational service delivery for those children with disabilities who are included. Yet, only 

a handful of schools cater to these students with special needs. For example, in Lebanon, 20 schools 

allow entry to children with disabilities. However, the majority of children with disabilities are in 

special care institutions, and private schools have a policy of automatically eliminating these students 

[apud 139].  

The provision of resource rooms within public schools represents a shift towards integration 

into the mainstream education system. Jordan has achieved partial integration for a small number of 

mentally impaired students by annexing classrooms to regular schools for these students and providing 

qualified teachers for this category of disabilities. Five annexed classrooms have been established for 

students with severe mental impairment, providing educational services for approximately 35-40 

students per classroom. These children share with their non-disabled peers such collective activities 

as break times, playing, art education, physical education and field trips. Jordan has also begun a 

programme of integration for blind students. For example, blind students who complete grade six at 

Abdullah Ibn Umm Maktoum School are transferred to nearby regular schools to be integrated with 

their non-disabled peers. As of 2007/2008, 438 blind students in Jordan received educational services 

at public schools [aud 75]. 

While these programmes represent promising trends, the main responsibility for disabled 

students’ education, especially at the primary level, resides with special teachers, and their integration 

is limited to non-academic activities. Reaching out to the vast majority of students who are yet not 

included still remains to be accomplished. 

Addressing marginalisation of children /youth with disabilities in the MENA region 

Legislation and related policies provide a necessary prerequisite for addressing marginalization. 

Although some special laws for persons with disabilities have been promulgated by royal or 

presidential decrees; e.g., Jordan, Egypt, and Yemen, monitoring and enactment have been limited. 

For example, Yemen created a special Disability by law in 2002, but inadequate human resources 

combined with inefficient public finance systems minimized the impact of this law. Other regional 

initiatives such as an Arabic sign-language dictionary for the deaf, and a barrier-free design manual 

published by the Economic and Social Commission For Western Asia (ESCWA) to promote 
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accessible buildings, have not yet been adopted or widely utilized by all the Arab States. In Jordan, 

legislation For the Care Of the Handicapped No.12 of 1993 limited its attention to individuals with 

physical disabilities, and disabled people themselves did not participate in its development or 

implementation. 

In education, Jordan developed a comprehensive 2004-2013 ECD Strategy document and Plan 

of Action for early childhood education. The plan establishes specific targets for increased enrolment, 

and evaluation instruments to measure school readiness. The Education Act No.3 in 1994 established 

a development plan with several stages. One of the principles underling education policies in this act 

is “expanding educational patterns to include special education programmes, and programmes for the 

gifted and those with special needs. In 2005, the Human Development Department (HDD) for the 

MENA Region produced a report entitled “A Note on Disability Issues in the Middle East and North 

Africa”. The report notes that public policy on disabilities in MENA countries “tends to focus on a 

medical approach that promotes an inclusive environment” [78]. 

Subsequent to the HDD report noted above, all major world regions held workshops on Inclusive 

Education throughout 2007 in preparation for the 2008 International Conference on Inclusive 

Education sponsored by UNESCO’S International Bureau of Education. The preparatory conference 

for the Arab Region, entitled “Regional Seminar on Quality Education for All: No Exclusion and No 

Marginalization”, took place in Beirut, Lebanon on 25-27 August 2008. The conference was attended 

by 40 participants from 13 Arab countries, six international organizations and NGOs. A summary of 

the Gulf Arab States regional workshop indicates that “the workshop’s discussion at a discussion of 

the current status of such policies”. With regard to future recommendations, participants recognised 

the need for adopting legislation that supports the improvement of school infrastructures and 

transportation to make schools accessible to all [136]. 

Overall, participants at the 2008 Arab preparatory workshop recognised “the challenge of social 

exclusion, especially in relation to disabled people”. They reached agreement on the following 

priorities with regard to public policies: 1. Raise social awareness about broadening the concept of 

inclusive education. 2. Encourage participatory policymaking. 3. Promote and enact legislation for all 

categories of students and reflect them in national strategic plans. 4. Provide adequate funds to attain 

free compulsory education to all learners including students with disabilities. 

Beyond regional and state-level legislation and policies to promote inclusion of children and 

youth with disabilities, several important international policies and conventions could be addressed. 

First, Jordan, Syria and Lebanon were all signatories to the convention on the Rights of Persons with 

Disabilities. Jordan ratified the Convention in March 2008. This convention and its protocols provide 

specific guidelines for establishing inclusive education for children and youth with disabilities. 

Conventions bind the states that ratify them to their benchmarks and protocols. 

 The 1994 Salamanca Statement, as well as the 1993 United Nations Standard Rules on the 

Equalisation of Opportunities for People with Disabilities, also provides countries with a framework 

for action in relation to inclusive education and issues of barrier removal.  

At the 2007 UNESCO/ IBE sponsored workshops on Inclusive Education, the Arab Gulf States, 

participants recommended that all countries in the region sign and ratify all relevant international 

conventions and declarations promoting inclusion, in particular, the Convention on the Rights of 

Persons with Disabilities.  

In the 10 years since its adoption, the Convention on the Rights of Persons with Disabilities has 

been one of the most quickly ratified of all the international human right treaties and, at 2 December 

2016, more than 163 States (including from MENA region) and one regional organisation (the 

European Union) have ratified or acceded to the Convention. 

  



167 

 

Appendix 3. The Attitudes towards including students with a disability 

A.1 Questionnaire 

Please mark with an X the number most representing your view 

1 = Not at all agree, 2 = To some extent agree, 3 = Mostly agree, 4 = Absolutely 

agree 

1 2 3 4 

1. The PE teacher doesn’t have knowledge and skill to teach a child with sensorimotor disability. 

2. One shouldn’t include a child with disability in the class because his/her image is disgusting. 

3. Since excellence is a major requirement, it is important to avoid any disturbance to the PE class, 

such as inclusion of children with disability. 

4. Children with disability can profit a lot from PE classes. 

5. Children with disability often cause discipline problems during PE classes. 

6. A teacher who includes a child with disability in the class will reduce the amount of time 

devoted to all the other children. 

7. A child with disability could slow the learning of his/her peers. 

8. A child with a disability is a threat to the PE teacher. 

9. Children with disabilities should be taught in special classes. 

10. Including a child with a disability is a personal challenge for the PE teacher. 

11. A teacher who includes a child with disability is at risk of more stress. 

12. Including a child with disability could enhance democratic and pluralistic values. 

13. Including a child with disability in the class creates frustration and embarrassment. 

14. The regular class can profit from the inclusion of a child with disability. 

15. It is not appropriate to ask a teacher who is supposed to take a whole class to pay attention to 

the special needs of a disabled child and his/her family. 

 

 

  



168 

 

Appendix 4. Demographic Questions 

 

1. __________ Your age 

2. __________ Your year in college (e.g., (3rd year, 4th year) 

3. __________ Have you had a general physical education internship in a middle or high 

school? 

4. __________ Course work in adapted physical education (APE) (e.g., 1 course, 2 courses, 

etc.) 

5. __________ Did your APE course have a practicum? (yes/no) 

6. __________ If yes to #5 above, was the practicum: 

a. ___ working with a student with a disability 1-on-1 at your college/university? 

b. ___ working with a small group of students with disabilities at your college/university? 

c. ___ working with a student with a disability 1-on-1 in a local school? 

d. ___ working with a small group of students with disabilities in a local school? 

e. ___ assisting a student being included in a general physical education class? 

 

7. What are your experiences with the following students with physical, intellectual, or visual 

disabilities in physical education or community sports? 

     No experience  Once or twice   Several Times         

Intellectual disability         _____                _____  _____ 

Physical disability          _____        _____  _____ 

 Visual disability          _____        _____  _____ 

 

8. What are your personal experiences with people with intellectual, physical, or visual 

disabilities? 

Family memberA friend Someone at school 

Intellectual disability        _____  _____  _____ 

Physical disability         _____  _____  _____ 

           Visual disability                 _____  _____  _____   
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Appendix 5. Semi-structured interview 

 

Question general outline positions 

1. What it means to be a child with disabilities for you? 

2. Describe your relationship with your parents? Did your parents treat you differently from the rest 

of the brothers / sisters of yours? 

3. What are the things you like to do? 

4. Describe what it is a physical education teacher in charge of the school successful? 

5. What are the concessions / price that you feel is required of you to make physical education at 

school? 

6. What are the disability you place yourself? 

7. What things have you learned about yourself that you never knew before Shsstft PE lesson? And 

what forces Gilat yourself? And weaknesses? 

8. What have you learned about your sports teacher did not know before? 

9. What have you learned about the students and the class was with you by sporting activity during a 

shutdown? 

10. Whether and how change your priorities-school program since you participated in physical 

education classes in school? 

11. What are the things you have learned to appreciate as a result of dealing with the environment -

bsiaor sport that had been perhaps obvious 
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Appendix 6. Tables and Data Processing- Population characteristics 

Case Processing Summarya 

  N % 

Cases Valid 160 100.0 

Excludeda  0 0.0 

Total 160 100.0 

 

a. Listwise deletion based on all variables in the procedure.  

 

Reliability Statistics 

Cronbach's Alpha N of Items 

.983 11 

 

Item Statistics 

  Mean Std. Deviation N 

SssePart1QuestionA 3.16 1.102 160 

SssePart1QuestionB 3.36 1.251 160 

SssePart1QuestionC 3.28 1.224 160 

SssePart1QuestionD 3.24 1.141 160 

SssePart1QuestionE 3.13 1.166 160 

SssePart1QuestionF 3.22 1.153 160 

SssePart1QuestionG 3.23 1.312 160 

SssePart1QuestionH 3.38 1.273 160 

SssePart1QuestionI 3.18 1.277 160 

SssePart1QuestionJ 3.26 1.210 160 

SssePart1QuestionK 3.24 1.273 160 
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1 Item-Total Statistics 

  
Scale Mean if Item 

Deleted 

Scale Variance 

if Item Deleted 

Corrected Item-

Total 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

SssePart1QuestionA 32.51 129.623 .888 .982 

SssePart1QuestionB 32.31 126.742 .881 .982 

SssePart1QuestionC 32.38 126.036 .931 .980 

SssePart1QuestionD 32.43 128.523 .900 .981 

SssePart1QuestionE 32.53 127.672 .914 .981 

SssePart1QuestionF 32.44 128.362 .897 .981 

SssePart1QuestionG 32.44 124.235 .928 .981 

SssePart1QuestionH 32.29 125.514 .911 .981 

SssePart1QuestionI 32.49 125.761 .899 .981 

SssePart1QuestionJ 32.40 127.084 .900 .981 

SssePart1QuestionK 32.42 124.836 .938 .980 

 

Scale Statistics 

Mean Variance Std. Deviation N of Items 

35.66 153.118 12.374 11 

Reliability 

Reliability Statistics 

Cronbach's Alpha N of Items 

.986 12 

 

Item Statistics 

  Mean Std. Deviation N  

SssePart2QuestionA 3.40 1.240 160  

SssePart2QuestionB 3.33 1.253 160  

SssePart2QuestionC 3.34 1.268 160  
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SssePart2QuestionD 3.33 1.277 160  

SssePart2QuestionE 3.26 1.250 160  

SssePart2QuestionF 3.17 1.245 160  

SssePart2QuestionG 3.21 1.256 160  

SssePart2QuestionH 3.39 1.249 160  

SssePart2QuestionI 3.10 1.224 160  

SssePart2QuestionJ 3.16 1.170 160  

SssePart2QuestionK 3.21 1.290 160  

SssePart2QuestionL 3.28 1.255 160  

 

Item-Total Statistics 

  
Scale Mean if Item 

Deleted 

Scale Variance if 

Item Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

SssePart2QuestionA 35.78 165.270 .890 .986 

SssePart2QuestionB 35.84 164.510 .906 .985 

SssePart2QuestionC 35.84 163.307 .934 .985 

SssePart2QuestionD 35.85 163.499 .920 .985 

SssePart2QuestionE 35.92 163.937 .927 .985 

SssePart2QuestionF 36.01 164.283 .919 .985 

SssePart2QuestionG 35.96 164.061 .918 .985 

SssePart2QuestionH 35.79 163.678 .937 .985 

SssePart2QuestionI 36.08 164.762 .920 .985 

SssePart2QuestionJ 36.01 165.849 .928 .985 

SssePart2QuestionK 35.96 163.319 .915 .985 

SssePart2QuestionL 35.89 163.995 .921 .985 

 

Scale Statistics 

Mean Variance Std. Deviation N of Items 

39.18 195.177 13.971 12 
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Reliability 

Notes 

Scale: ALL VARIABLES 

Case Processing Summarya 

  N % 

Cases Valid 159 99.4 

Excludeda 1 .6 

Total 160 100.0 

a. Listwise deletion based on all variables in the procedure. 

 

Reliability Statistics 

Cronbach's Alpha N of Items 

.988 10 

 

Item Statistics 

  Mean Std. Deviation N 

SssePart3QuestionA 2.69 1.217 159 

SssePart3QuestionB 2.85 1.274 159 

SssePart3QuestionC 2.73 1.157 159 

SssePart3QuestionD 2.79 1.250 159 

SssePart3QuestionE 2.82 1.266 159 

SssePar3QuestionF 2.70 1.343 159 

SssePart3QuestionG 2.79 1.243 159 

SssePart3QuestionH 2.75 1.268 159 

SssePart3QuestionI 2.78 1.256 159 

SssePart3QuestionJ 2.73 1.266 159 

 

  



174 

 

Item-Total Statistics 

  
Scale Mean if Item 

Deleted 

Scale Variance if 

Item Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

SssePart3QuestionA 24.94 116.206 .926 .987 

SssePart3QuestionB 24.79 115.106 .924 .987 

SssePart3QuestionC 24.91 117.073 .942 .987 

SssePart3QuestionD 24.85 115.053 .946 .986 

SssePart3QuestionE 24.81 115.103 .931 .987 

SssePar3QuestionF 24.93 113.318 .939 .987 

SssePart3QuestionG 24.84 115.083 .951 .986 

SssePart3QuestionH 24.89 114.658 .947 .986 

SssePart3QuestionI 24.86 115.289 .931 .987 

SssePart3QuestionJ 24.91 114.694 .947 .986 

 

Scale Statistics 

Mean Variance Std. Deviation N of Items 

27.64 141.980 11.916 10 

 

Reliability 

Scale: ALL VARIABLES 

Case Processing Summarya 

  N % 

Cases Valid 160 100.0 

Excludeda 0 0.0 

Total 160 100.0 

a. Listwise deletion based on all variables in the procedure. 
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Reliability Statistics 

Cronbach's Alpha N of Items 

.875 4 

Item Statistics 

  Mean Std. Deviation N 

ATTAndSE_part1_ques4 3.14 1.119 160 

ATTAndSE_part1_ques10 2.68 .927 160 

ATTAndSE_part1_ques11 3.14 1.104 160 

ATTAndSE_part1_ques14 2.88 1.162 160 

Item-Total Statstics 

  
Scale Mean if Item 

Deleted 

Scale Variance 

if Item Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if Item 

Deleted 

ATTAndSE_part1_ques4 8.71 8.322 .625 .882 

ATTAndSE_part1_ques10 9.16 8.829 .710 .851 

ATTAndSE_part1_ques11 8.70 7.633 .779 .820 

ATTAndSE_part1_ques14 8.96 7.106 .831 .797 

Scale Statistics 

Mean Variance Std. Deviation N of Items 

11.84 13.604 3.688 4 

 

Reliability 

Scale: ALL VARIABLES 

Case Processing Summary 

  N % 

Cases Valid 160 100.0 

Excludeda 0 0.0 

Total 160 100.0 
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Reliability Statistics 

Cronbach's Alpha N of Items 

.969 11 

Item Statistics 

  Mean Std. Deviation N 

ATTAndSE_part1_ques1 1.85 1.041 160 

ATTAndSE_part1_ques2 1.54 .977 160 

ATTAndSE_part1_ques3 1.59 .999 160 

ATTAndSE_part1_ques5 1.68 1.007 160 

ATTAndSE_part1_ques6 1.84 1.021 160 

ATTAndSE_part1_ques7 1.86 .994 160 

ATTAndSE_part1_ques8 1.58 .942 160 

ATTAndSE_part1_ques9 1.74 1.156 160 

ATTAndSE_part1_ques12 1.83 1.136 160 

ATTAndSE_part1_ques13 1.72 .979 160 

ATTAndSE_part1_ques15 1.79 1.189 160 

Item-Total Statistics 

  Scale Mean if Item 
Deleted 

Scale Variance 
if Item Deleted 

Corrected 
Item-Total 
Correlation 

Cronbach's 
Alpha if 
Item 
Deleted 

ATTAndSE_part1_ques1 17.16 83.680 .825 .967 

ATTAndSE_part1_ques2 17.47 83.685 .886 .965 

ATTAndSE_part1_ques3 17.42 82.824 .915 .964 

ATTAndSE_part1_ques5 17.33 84.072 .834 .966 

ATTAndSE_part1_ques6 17.17 83.286 .866 .965 

ATTAndSE_part1_ques7 17.14 83.985 .851 .966 

ATTAndSE_part1_ques8 17.43 84.586 .866 .966 

ATTAndSE_part1_ques9 17.26 80.585 .894 .965 

ATTAndSE_part1_ques12 17.18 82.954 .784 .968 

ATTAndSE_part1_ques13 17.29 84.986 .805 .967 

ATTAndSE_part1_ques15 17.22 81.568 .814 .967 
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Scale Statistics 

Mean Variance Std. Deviation N of Items 

19.01 100.472 10.024 11 

Reliability 

Case Processing Summarya 

  N % 

Cases Valid 159 99.4 

Excludeda 1 .6 

Total 160 100.0 

a. Listwise deletion based on all variables in the procedure. 

Reliability Statistics 

Cronbach's Alpha N of Items 

.981 15 

Item Statistics 

  Mean Std. Deviation N 

ATTAndSE_part2_ques1 2.97 .937 159 

ATTAndSE_part2_ques2 2.94 1.011 159 

ATTAndSE_part2_ques3 3.18 .904 159 

ATTAndSE_part2_ques4 2.38 1.163 159 

ATTAndSE_part2_ques5 2.98 .951 159 

ATTAndSE_part2_ques6 3.09 .979 159 

ATTAndSE_part2_ques7 2.87 .988 159 

ATTAndSE_part2_ques8 2.57 1.116 159 

ATTAndSE_part2_ques9 2.84 1.028 159 

ATTAndSE_part2_ques10 2.77 1.032 159 

ATTAndSE_part2_ques11 2.86 1.078 159 

ATTAndSE_part2_ques12 2.85 1.057 159 

ATTAndSE_part2_ques13 2.92 1.100 159 
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ATTAndSE_part2_ques14 3.31 .878 159 

ATTAndSE_part2_ques15 3.11 1.128 159 

Item-Total Statistics 

  
Scale Mean if Item 

Deleted 

Scale 

Variance if 

Item Deleted 

Corrected 

Item-Total 

Correlation 

Cronbach's 

Alpha if 

Item 

Deleted 

ATTAndSE_part2_ques1 40.67 166.148 .876 .980 

ATTAndSE_part2_ques2 40.70 164.086 .892 .980 

ATTAndSE_part2_ques3 40.46 169.908 .741 .982 

ATTAndSE_part2_ques4 41.25 164.316 .756 .982 

ATTAndSE_part2_ques5 40.65 165.443 .893 .980 

ATTAndSE_part2_ques6 40.54 164.971 .885 .980 

ATTAndSE_part2_ques7 40.77 165.116 .871 .980 

ATTAndSE_part2_ques8 41.06 161.211 .908 .980 

ATTAndSE_part2_ques9 40.79 162.672 .933 .979 

ATTAndSE_part2_ques10 40.87 163.027 .914 .980 

ATTAndSE_part2_ques11 40.78 161.818 .919 .979 

ATTAndSE_part2_ques12 40.79 162.422 .916 .979 

ATTAndSE_part2_ques13 40.71 162.220 .884 .980 

ATTAndSE_part2_ques14 40.33 168.399 .835 .981 

ATTAndSE_part2_ques15 40.53 160.593 .921 .979 

Scale Statistics 

Mean Variance Std. Deviation N of Items 

43.64 188.195 13.718 15 
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Correlations 

Descriptive Statistics 

  Mean Std. Deviation N 

age 33.99 8.678 160 

SSSe_part1 3.2420 1.12492 160 

SSSe_part2 3.2646 1.16421 160 

SSSe_part3 2.7685 1.18945 160 

ATTAndSE_part1_A 1.7278 .91123 160 

ATTAndSE_part1_B 2.9609 .92210 160 

ATTAndSE_part2 2.9029 .91497 160 

Correlations  

  age 

SSSe_

part1 

SSSe_

part2 

SSSe_

part3 

ATTAndSE

_part1_A 

ATTAndSE

_part1_B 

ATTAndS

E_part2 

age Pearso

n 

Correl

ation 

1 .333** .282** .119 -.220** .157* .253** 

Sig. 

(2-

tailed) 

  .000 .000 .134 .005 .047 .001 

N 160 160 160 160 160 160 160 

SSSe_part1 Pearso

n 

Correl

ation 

.33

3** 

1 .924** .805** -.796** .746** .872** 

Sig. 

(2-

tailed) 

.00

0 

  .000 .000 .000 .000 .000 

N 160 160 160 160 160 160 160 

SSSe_part2 Pearso

n 

Correl

ation 

.28

2** 

.924** 1 .829** -.808** .750** .914** 

Sig. 

(2-

tailed) 

.00

0 

.000   .000 .000 .000 .000 

N 160 160 160 160 160 160 160 

SSSe_part3 Pearso

n 

Correl

.11

9 

.805** .829** 1 -.653** .594** .839** 
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ation 

Sig. 

(2-

tailed) 

.13

4 

.000 .000   .000 .000 .000 

N 160 160 160 160 160 160 160 

ATTAndSE

_part1_A 

Pearso

n 

Correl

ation 

-

.22

0** 

-.796** -.808** -.653** 1 -.886** -.855** 

Sig. 

(2-

tailed) 

.00

5 

.000 .000 .000   .000 .000 

N 160 160 160 160 160 160 160 

ATTAndSE

_part1_B 

Pearso

n 

Correl

ation 

.15

7* 

.746** .750** .594** -.886** 1 .757** 

Sig. 

(2-

tailed) 

.04

7 

.000 .000 .000 .000   .000 

N 160 160 160 160 160 160 160 

ATTAndSE

_part2 

Pearso

n 

Correl

ation 

.25

3** 

.872** .914** .839** -.855** .757** 1 

Sig. 

(2-

tailed) 

.00

1 

.000 .000 .000 .000 .000   

N 160 160 160 160 160 160 160 

 

T-Test 

Group Statistics 

Gender N Mean 

Std. 

Deviation 

Std. Error 

Mean 

SSSe_part1 0 male 92 2.9654 1.28916 .13440 

1 female 68 3.6163 .70608 .08562 

SSSe_part2 0 male 92 2.9293 1.31836 .13745 

1 female 68 3.7181 .70196 .08513 

SSSe_part3 0 male 92 2.3734 1.21958 .12715 

1 female 68 3.3029 .91276 .11069 

ATTAndSE_part1_A 0 male 92 1.9970 1.05523 .11002 

1 female 68 1.3636 .47329 .05739 
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ATTAndSE_part1_B 0 male 92 2.7717 1.01476 .10580 

1 female 68 3.2169 .70961 .08605 

ATTAndSE_part2 0 male 92 2.6181 1.05723 .11022 

1 female 68 3.2882 .45442 .05511 

Independent Samples Test 

  

Levene's 

Test for 

Equality of 

Variances t-test for Equality of Means 

F 

Si

g. t df 

Sig. 

(2-

taile

d) 

Mean 

Differe

nce 

Std. 

Error 

Differe

nce 

95% 

Confidence 

Interval of the 

Difference 

Lower 

Uppe

r 

SSSe_part1 Equal 

varian

ces 

assum

ed 

40.30

9 

.00

0 

-

3.76

5 

158 .000 -.65090 .17288 -

.9923

5 

-

.3094

4 

Equal 

varian

ces not 

assum

ed 

    -

4.08

4 

####

## 

.000 -.65090 .15936 -

.9658

3 

-

.3359

6 

SSSe_part2 Equal 

varian

ces 

assum

ed 

54.78

7 

.00

0 

-

4.48

4 

158 .000 -.78879 .17592 -

1.136

24 

-

.4413

4 

Equal 

varian

ces not 

assum

ed 

    -

4.87

9 

####

## 

.000 -.78879 .16167 -

1.108

33 

-

.4692

5 

SSSe_part3 Equal 

varian

ces 

assum

ed 

10.06

3 

.00

2 

-

5.28

4 

158 .000 -.92951 .17591 -

1.276

95 

-

.5820

7 

Equal 

varian

ces not 

assum

    -

5.51

4 

####

## 

.000 -.92951 .16858 -

1.262

47 

-

.5965

5 
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ed 

ATTAndSE_pa

rt1_A 

Equal 

varian

ces 

assum

ed 

87.52

5 

.00

0 

4.61

6 

158 .000 .63340 .13723 .3623

6 

.9044

4 

Equal 

varian

ces not 

assum

ed 

    5.10

4 

####

## 

.000 .63340 .12409 .3879

7 

.8788

2 

ATTAndSE_pa

rt1_B 

Equal 

varian

ces 

assum

ed 

29.48

2 

.00

0 

-

3.09

9 

158 .002 -.44517 .14363 -

.7288

5 

-

.1614

9 

Equal 

varian

ces not 

assum

ed 

    -

3.26

4 

####

## 

.001 -.44517 .13637 -

.7145

3 

-

.1758

1 

ATTAndSE_pa

rt2 

Equal 

varian

ces 

assum

ed 

109.4

72 

.00

0 

-

4.90

0 

158 .000 -.67017 .13676 -

.9402

9 

-

.4000

5 

Equal 

varian

ces not 

assum

ed 

    -

5.43

8 

####

## 

.000 -.67017 .12323 -

.9139

5 

-

.4263

9 

 

General Linear Model 

Within-Subjects Factor 

Measure: MEASURE_1 

part Dependent Variable 

1 SSSe_part1 

2 SSSe_part2 

3 SSSe_part3 
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Between-Subjects Factor 

  Value Label N 

gender 0 male 92 

1 female 68 

Descriptive Statistics 

gender Mean Std. Deviation N 

SSSe_part1 0 male 2.9654 1.28916 92 

1 female 3.6163 .70608 68 

Total 3.2420 1.12492 160 

SSSe_part2 0 male 2.9293 1.31836 92 

1 female 3.7181 .70196 68 

Total 3.2646 1.16421 160 

SSSe_part3 0 male 2.3734 1.21958 92 

1 female 3.3029 .91276 68 

Total 2.7685 1.18945 160 

Multivariate Tests 

Effect Value F 

Hypothesi

s df Error df Sig. 

Partial Eta 

Squared 

part Pillai's 

Trace 

.336 39.802b 2.000 157.000 .000 .336 

Wilks' 

Lambda 

.664 39.802b 2.000 157.000 .000 .336 

Hotelling's 

Trace 

.507 39.802b 2.000 157.000 .000 .336 

Roy's 

Largest 

Root 

.507 39.802b 2.000 157.000 .000 .336 

part * 

gender 

Pillai's 

Trace 

.044 3.582b 2.000 157.000 .030 .044 

Wilks' 

Lambda 

.956 3.582b 2.000 157.000 .030 .044 

Hotelling's 

Trace 

.046 3.582b 2.000 157.000 .030 .044 

Roy's 

Largest 

Root 

.046 3.582b 2.000 157.000 .030 .044 

a.Design: Intercept + gender Within Subjects Design: part 

b. Exact statistic 
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Mauchly's Test of Sphericitya 

Measure: MEASURE_1 

Within 

Subjects 

Effect 

Mauchly's 

W 

Approx. 

Chi-

Square df Sig. 

Epsilonb 

Greenhouse-

Geisser 

Huynh-

Feldt 

Lower-

bound 

part .748 45.581 2 .000 .799 .811 .500 

Tests the null hypothesis that the error covariance matrix of the orthonormalized transformed 

dependent variables is proportional to an identity matrix. 

a.Design: Intercept + gender Within Subjects Design: part 

b. May be used to adjust the degrees of freedom for the averaged tests of significance. Corrected 

tests are displayed in the Tests of Within-Subjects Effects table. 

 

Tests of Within-Subjects Effects 

Measure: MEASURE_1 

Source 

Type III 

Sum of 

Squares df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

part Sphericity 

Assumed 

23.031 2 11.515 58.597 .000 .271 

Greenhouse-

Geisser 

23.031 1.597 14.417 58.597 .000 .271 

Huynh-Feldt 23.031 1.621 14.204 58.597 .000 .271 

Lower-bound 23.031 1.000 23.031 58.597 .000 .271 

part * 

gender 

Sphericity 

Assumed 

1.518 2 .759 3.861 .022 .024 

Greenhouse-

Geisser 

1.518 1.597 .950 3.861 .031 .024 

Huynh-Feldt 1.518 1.621 .936 3.861 .030 .024 

Lower-bound 1.518 1.000 1.518 3.861 .051 .024 

Error(part) Sphericity 

Assumed 

62.099 316 .197       

Greenhouse-

Geisser 

62.099 252.400 .246       

Huynh-Feldt 62.099 256.186 .242       

Lower-bound 62.099 158.000 .393       
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Tests of Within-Subjects Contrasts 

Measure: MEASURE_1 

Source 

Type III 

Sum of 

Squares df 

Mean 

Square F Sig. 

Partial 

Eta 

Squared 

part Linear 16.024 1 16.024 62.871 .000 .285 

Quadratic 7.006 1 7.006 50.713 .000 .243 

part * 

gender 

Linear 1.518 1 1.518 5.954 .016 .036 

Quadratic 5.210E-05 1 5.210E-05 .000 .985 .000 

Error(part) Linear 40.271 158 .255       

Quadratic 21.828 158 .138       

 

Tests of Between-Subjects Effects 

Measure: MEASURE_1  

 Transformed Variable: Average 

Source 

Type III Sum 

of Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Intercept 4658.387 1 4658.387 1457.793 .000 .902 

gender 73.157 1 73.157 22.894 .000 .127 

Error 504.890 158 3.196       

Estimated Marginal Means 

1. Grand Mean 

Measure: MEASURE_1 

Mean Std. Error 

95% Confidence Interval 

Lower Bound Upper Bound 

3.151 .083 2.988 3.314 

part 2 
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Estimates 

Measure: MEASURE_1 

part Mean Std. Error 

95% Confidence Interval 

Lower Bound 

Upper 

Bound 

1 3.291 .086 3.120 3.462 

2 3.324 .088 3.150 3.497 

3 2.838 .088 2.664 3.012 

 

Pairwise Comparisons 

Measure: MEASURE_1 

(I) 

part 

Mean Difference 

(I-J) Std. Error Sig.b 

95% Confidence Interval for 

Differenceb 

Lower Bound Upper Bound 

1 2 -.033 .035 .356 -.103 .037 

3 .453* .057 .000 .340 .565 

2 1 .033 .035 .356 -.037 .103 

3 .486* .055 .000 .377 .594 

3 1 -.453* .057 .000 -.565 -.340 

2 -.486* .055 .000 -.594 -.377 

Based on estimated marginal means 

*. The mean difference is significant at the .05 level. 

b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 

adjustments). 

Multivariate Tests 

  Value F Hypothesis df Error df Sig. 

Partial Eta 

Squared 

Pillai's trace .336 39.802a 2.000 157.000 .000 .336 

Wilks' lambda .664 39.802a 2.000 157.000 .000 .336 

Hotelling's 

trace 

.507 39.802a 2.000 157.000 .000 .336 

Roy's largest 

root 

.507 39.802a 2.000 157.000 .000 .336 

Each F tests the multivariate effect of part. These tests are based on the linearly independent 

pairwise comparisons among the estimated marginal means. 

a. Exact statistic 
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3. Gender 

Estimates 

Measure: MEASURE_1 

gender Mean Std. Error 

95% Confidence Interval 

Lower Bound 

Upper 

Bound 

0 male 2.756 .108 2.544 2.969 

1 female 3.546 .125 3.299 3.793 

 

Pairwise Comparisons 

Measure: MEASURE_1 

(I) gender 

Mean 

Difference 

(I-J) Std. Error Sig.b 

95% Confidence 

Interval for 

Differenceb 

Lower 

Bound 

Upper 

Bound 

0 male 1 female -.790* .165 .000 -1.116 -.464 

1 female 0 male .790* .165 .000 .464 1.116 

Based on estimated marginal means 

*. The mean difference is significant at the .05 level. 

b. Adjustment for multiple comparisons: Least Significant Difference (equivalent to no 

adjustments). 

 

Univariate Tests 

Measure: MEASURE_1 

 

Sum of 

Squares df Mean Square F Sig. 

Partial 

Eta 

Squared 

Contrast 24.386 1 24.386 22.894 .000 .127 

Error 168.297 158 1.065    

The F tests the effect of gender. This test is based on the linearly independent pairwise comparisons 

among the estimated marginal means. 
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4. Gender * part 

Measure: MEASURE_1 

gender Mean Std. Error 

95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

0 male 1 2.965 .113 2.743 3.188 

2 2.929 .115 2.703 3.156 

3 2.373 .115 2.147 2.600 

1 female 1 3.616 .131 3.357 3.875 

2 3.718 .133 3.455 3.982 

3 3.303 .133 3.039 3.566 

Profile Plots 
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One way 

Descriptives 

  N Mean 

Std. 

Deviat

ion 

Std. 

Erro

r 

95% Confidence 

Interval for Mean 

Minimu

m 

Maximu

m 

Lower 

Bound 

Upper 

Bound 

SSSe_part1 1.00 

0-5 

57 2.5486 1.1816

9 

.156

52 

2.2351 2.862

2 

1.00 5.00 

2.00 

5-10 

25 3.5964 .84838 .169

68 

3.2462 3.946

6 

1.73 5.00 

3.00 

10-

15 

36 3.6035 .86166 .143

61 

3.3120 3.895

1 

1.27 4.91 

4.00 

15-

20 

22 3.7645 .81922 .174

66 

3.4012 4.127

7 

1.73 5.00 

5.00 

20 

and 

up 

20 3.5500 1.0883

0 

.243

35 

3.0407 4.059

3 

1.09 5.00 

Tota

l 

160 3.2420 1.1249

2 

.088

93 

3.0664 3.417

7 

1.00 5.00 

SSSe_part2 1.00 

0-5 

57 2.5351 1.2262

6 

.162

42 

2.2097 2.860

5 

1.00 5.00 

2.00 

5-10 

25 3.6167 .92108 .184

22 

3.2365 3.996

9 

1.33 5.00 

3.00 

10-

15 

36 3.8171 .64081 .106

80 

3.6003 4.033

9 

1.50 4.67 

4.00 

15-

20 

22 3.8220 .88203 .188

05 

3.4309 4.213

0 

1.42 5.00 

5.00 

20 

and 

up 

20 3.2958 1.2344

0 

.276

02 

2.7181 3.873

5 

1.00 5.00 

Tota

l 

160 3.2646 1.1642

1 

.092

04 

3.0828 3.446

4 

1.00 5.00 

SSSe_part3 1.00 

0-5 

57 2.3220 1.1400

9 

.151

01 

2.0195 2.624

5 

1.00 5.00 

2.00 

5-10 

25 2.9520 1.0408

8 

.208

18 

2.5223 3.381

7 

1.30 5.00 

3.00 

10-

15 

36 3.1528 1.1309

9 

.188

50 

2.7701 3.535

4 

1.30 4.70 
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4.00 

15-

20 

22 3.1136 1.2781

3 

.272

50 

2.5469 3.680

3 

1.00 4.70 

5.00 

20 

and 

up 

20 2.7400 1.1904

9 

.266

20 

2.1828 3.297

2 

1.00 5.00 

Tota

l 

160 2.7685 1.1894

5 

.094

03 

2.5828 2.954

2 

1.00 5.00 

ATTAndSE_p

art1_A 

1.00 

0-5 

57 2.1994 1.1323

9 

.149

99 

1.8989 2.499

8 

1.00 4.00 

2.00 

5-10 

25 1.3927 .62914 .125

83 

1.1330 1.652

4 

1.00 2.91 

3.00 

10-

15 

36 1.4722 .63201 .105

34 

1.2584 1.686

1 

1.00 3.55 

4.00 

15-

20 

22 1.4587 .58680 .125

11 

1.1985 1.718

9 

1.00 2.73 

5.00 

20 

and 

up 

20 1.5591 .70743 .158

19 

1.2280 1.890

2 

1.00 3.27 

Tota

l 

160 1.7278 .91123 .072

04 

1.5856 1.870

1 

1.00 4.00 

ATTAndSE_p

art1_B 

1.00 

0-5 

57 2.5263 1.0624

3 

.140

72 

2.2444 2.808

2 

1.00 4.00 

2.00 

5-10 

25 3.3300 .56697 .113

39 

3.0960 3.564

0 

2.00 4.00 

3.00 

10-

15 

36 3.2778 .53378 .088

96 

3.0972 3.458

4 

1.75 4.00 

4.00 

15-

20 

22 3.0682 .88702 .189

11 

2.6749 3.461

5 

1.50 4.00 

5.00 

20 

and 

up 

20 3.0500 1.0150

2 

.226

97 

2.5750 3.525

0 

1.25 4.00 

Tota

l 

160 2.9609 .92210 .072

90 

2.8170 3.104

9 

1.00 4.00 

ATTAndSE_p

art2 

1.00 

0-5 

57 2.3906 .98234 .130

11 

2.1300 2.651

3 

1.00 4.00 

2.00 

5-10 

25 3.1547 .74826 .149

65 

2.8458 3.463

5 

1.40 4.00 

3.00 36 3.2019 .66409 .110 2.9772 3.426 1.33 4.00 
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10-

15 

68 5 

4.00 

15-

20 

22 3.3483 .70537 .150

39 

3.0355 3.661

0 

1.73 4.00 

5.00 

20 

and 

up 

20 3.0200 .89889 .201

00 

2.5993 3.440

7 

1.13 4.00 

Tota

l 

160 2.9029 .91497 .072

33 

2.7600 3.045

7 

1.00 4.00 

Anova 

  Sum of Squares df Mean Square F Sig. 

SSSe_part1 Between 

Groups 

43.150 4 10.787 10.579 .000 

Within 

Groups 

158.055 155 1.020     

Total 201.205 159       

SSSe_part2 Between 

Groups 

51.278 4 12.819 12.099 .000 

Within 

Groups 

164.230 155 1.060     

Total 215.508 159       

SSSe_part3 Between 

Groups 

20.157 4 5.039 3.814 .005 

Within 

Groups 

204.795 155 1.321     

Total 224.952 159       

ATTAndSE_part1_A Between 

Groups 

19.996 4 4.999 6.917 .000 

Within 

Groups 

112.029 155 .723     

Total 132.025 159       

ATTAndSE_part1_B Between 

Groups 

18.198 4 4.549 6.027 .000 

Within 

Groups 

116.995 155 .755     

Total 135.193 159       

ATTAndSE_part2 Between 

Groups 

24.397 4 6.099 8.696 .000 

Within 

Groups 

108.713 155 .701     

Total 133.110 159       
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Post Hoc Tests 

Multiple Comparisons 

Dependent Variable 

Mean 

Difference 

(I-J) 

Std. 

Error Sig. 

95% Confidence 

Interval 

Lower 

Bound 

Upper 

Bound 

SSSe_part1 Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

-1.04772* .24224 .000 -1.7163 -.3791 

3.00 

10-

15 

-1.05489* .21498 .000 -1.6483 -.4615 

4.00 

15-

20 

-1.21582* .25346 .000 -1.9154 -.5162 

5.00 

20 

and 

up 

-1.00136* .26244 .002 -1.7257 -.2770 

2.00 

5-

10 

1.00 

0-5 

1.04772* .24224 .000 .3791 1.7163 

3.00 

10-

15 

-.00717 .26289 1.000 -.7328 .7185 

4.00 

15-

20 

-.16810 .29519 .979 -.9829 .6467 

5.00 

20 

and 

up 

.04636 .30294 1.000 -.7898 .8825 

3.00 

10-

15 

1.00 

0-5 

1.05489* .21498 .000 .4615 1.6483 

2.00 

5-

10 

.00717 .26289 1.000 -.7185 .7328 

4.00 

15-

20 

-.16093 .27327 .977 -.9152 .5933 

5.00 

20 

and 

up 

.05354 .28162 1.000 -.7238 .8309 

4.00 

15-

1.00 

0-5 

1.21582* .25346 .000 .5162 1.9154 
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20 2.00 

5-

10 

.16810 .29519 .979 -.6467 .9829 

3.00 

10-

15 

.16093 .27327 .977 -.5933 .9152 

5.00 

20 

and 

up 

.21446 .31199 .959 -.6467 1.0756 

5.00 

20 

and 

up 

1.00 

0-5 

1.00136* .26244 .002 .2770 1.7257 

2.00 

5-

10 

-.04636 .30294 1.000 -.8825 .7898 

3.00 

10-

15 

-.05354 .28162 1.000 -.8309 .7238 

4.00 

15-

20 

-.21446 .31199 .959 -1.0756 .6467 

SSSe_part2 Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

-1.08158* .24692 .000 -1.7631 -.4000 

3.00 

10-

15 

-1.28204* .21914 .000 -1.8869 -.6772 

4.00 

15-

20 

-1.28688* .25836 .000 -2.0000 -.5738 

5.00 

20 

and 

up 

-.76075* .26752 .040 -1.4991 -.0224 

2.00 

5-

10 

1.00 

0-5 

1.08158* .24692 .000 .4000 1.7631 

3.00 

10-

15 

-.20046 .26798 .945 -.9401 .5392 

4.00 

15-

20 

-.20530 .30090 .960 -1.0358 .6252 

5.00 

20 

and 

up 

.32083 .30880 .837 -.5315 1.1732 
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3.00 

10-

15 

1.00 

0-5 

1.28204* .21914 .000 .6772 1.8869 

2.00 

5-

10 

.20046 .26798 .945 -.5392 .9401 

4.00 

15-

20 

-.00484 .27856 1.000 -.7737 .7640 

5.00 

20 

and 

up 

.52130 .28707 .368 -.2711 1.3137 

4.00 

15-

20 

1.00 

0-5 

1.28688* .25836 .000 .5738 2.0000 

2.00 

5-

10 

.20530 .30090 .960 -.6252 1.0358 

3.00 

10-

15 

.00484 .27856 1.000 -.7640 .7737 

5.00 

20 

and 

up 

.52614 .31802 .465 -.3517 1.4039 

5.00 

20 

and 

up 

1.00 

0-5 

.76075* .26752 .040 .0224 1.4991 

2.00 

5-

10 

-.32083 .30880 .837 -1.1732 .5315 

3.00 

10-

15 

-.52130 .28707 .368 -1.3137 .2711 

4.00 

15-

20 

-.52614 .31802 .465 -1.4039 .3517 

SSSe_part3 Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

-.62997 .27574 .155 -1.3910 .1311 

3.00 

10-

15 

-.83075* .24471 .008 -1.5062 -.1553 

4.00 

15-

20 

-.79161 .28851 .052 -1.5879 .0047 

5.00 

20 

and 

-.41797 .29874 .629 -1.2425 .4066 
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up 

2.00 

5-

10 

1.00 

0-5 

.62997 .27574 .155 -.1311 1.3910 

3.00 

10-

15 

-.20078 .29925 .962 -1.0268 .6252 

4.00 

15-

20 

-.16164 .33602 .989 -1.0891 .7658 

5.00 

20 

and 

up 

.21200 .34484 .973 -.7398 1.1638 

3.00 

10-

15 

1.00 

0-5 

.83075* .24471 .008 .1553 1.5062 

2.00 

5-

10 

.20078 .29925 .962 -.6252 1.0268 

4.00 

15-

20 

.03914 .31106 1.000 -.8194 .8977 

5.00 

20 

and 

up 

.41278 .32057 .699 -.4720 1.2976 

4.00 

15-

20 

1.00 

0-5 

.79161 .28851 .052 -.0047 1.5879 

2.00 

5-

10 

.16164 .33602 .989 -.7658 1.0891 

3.00 

10-

15 

-.03914 .31106 1.000 -.8977 .8194 

5.00 

20 

and 

up 

.37364 .35513 .830 -.6066 1.3539 

5.00 

20 

and 

up 

1.00 

0-5 

.41797 .29874 .629 -.4066 1.2425 

2.00 

5-

10 

-.21200 .34484 .973 -1.1638 .7398 

3.00 

10-

15 

-.41278 .32057 .699 -1.2976 .4720 

4.00 -.37364 .35513 .830 -1.3539 .6066 
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15-

20 

ATTAndSE_part1_A Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

.80663* .20394 .001 .2437 1.3695 

3.00 

10-

15 

.72714* .18099 .001 .2276 1.2267 

4.00 

15-

20 

.74068* .21338 .006 .1517 1.3297 

5.00 

20 

and 

up 

.64027* .22095 .034 .0304 1.2501 

2.00 

5-

10 

1.00 

0-5 

-.80663* .20394 .001 -1.3695 -.2437 

3.00 

10-

15 

-.07949 .22133 .996 -.6904 .5314 

4.00 

15-

20 

-.06595 .24852 .999 -.7519 .6200 

5.00 

20 

and 

up 

-.16636 .25505 .966 -.8703 .5376 

3.00 

10-

15 

1.00 

0-5 

-.72714* .18099 .001 -1.2267 -.2276 

2.00 

5-

10 

.07949 .22133 .996 -.5314 .6904 

4.00 

15-

20 

.01354 .23006 1.000 -.6215 .6486 

5.00 

20 

and 

up 

-.08687 .23710 .996 -.7413 .5676 

4.00 

15-

20 

1.00 

0-5 

-.74068* .21338 .006 -1.3297 -.1517 

2.00 

5-

10 

.06595 .24852 .999 -.6200 .7519 

3.00 

10-

15 

-.01354 .23006 1.000 -.6486 .6215 
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5.00 

20 

and 

up 

-.10041 .26266 .995 -.8254 .6246 

5.00 

20 

and 

up 

1.00 

0-5 

-.64027* .22095 .034 -1.2501 -.0304 

2.00 

5-

10 

.16636 .25505 .966 -.5376 .8703 

3.00 

10-

15 

.08687 .23710 .996 -.5676 .7413 

4.00 

15-

20 

.10041 .26266 .995 -.6246 .8254 

ATTAndSE_part1_B Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

-.80368* .20841 .002 -1.3789 -.2284 

3.00 

10-

15 

-.75146* .18496 .001 -1.2620 -.2410 

4.00 

15-

20 

-.54187 .21806 .099 -1.1438 .0600 

5.00 

20 

and 

up 

-.52368 .22579 .144 -1.1469 .0995 

2.00 

5-

10 

1.00 

0-5 

.80368* .20841 .002 .2284 1.3789 

3.00 

10-

15 

.05222 .22618 .999 -.5721 .6765 

4.00 

15-

20 

.26182 .25397 .841 -.4392 .9628 

5.00 

20 

and 

up 

.28000 .26064 .819 -.4394 .9994 

3.00 

10-

15 

1.00 

0-5 

.75146* .18496 .001 .2410 1.2620 

2.00 

5-

10 

-.05222 .22618 .999 -.6765 .5721 

4.00 

15-

.20960 .23511 .900 -.4393 .8585 
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20 

5.00 

20 

and 

up 

.22778 .24230 .881 -.4410 .8966 

4.00 

15-

20 

1.00 

0-5 

.54187 .21806 .099 -.0600 1.1438 

2.00 

5-

10 

-.26182 .25397 .841 -.9628 .4392 

3.00 

10-

15 

-.20960 .23511 .900 -.8585 .4393 

5.00 

20 

and 

up 

.01818 .26842 1.000 -.7227 .7591 

5.00 

20 

and 

up 

1.00 

0-5 

.52368 .22579 .144 -.0995 1.1469 

2.00 

5-

10 

-.28000 .26064 .819 -.9994 .4394 

3.00 

10-

15 

-.22778 .24230 .881 -.8966 .4410 

4.00 

15-

20 

-.01818 .26842 1.000 -.7591 .7227 

ATTAndSE_part2 Tukey 

HSD 

1.00 

0-5 

2.00 

5-

10 

-.76402* .20090 .002 -1.3185 -.2095 

3.00 

10-

15 

-.81121* .17829 .000 -1.3033 -.3191 

4.00 

15-

20 

-.95763* .21020 .000 -1.5378 -.3774 

5.00 

20 

and 

up 

-.62936* .21765 .035 -1.2301 -.0286 

2.00 

5-

10 

1.00 

0-5 

.76402* .20090 .002 .2095 1.3185 

3.00 
10-

15 

-.04719 .21803 1.000 -.6490 .5546 
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4.00 

15-

20 

-.19360 .24482 .933 -.8693 .4821 

5.00 

20 

and 

up 

.13467 .25124 .983 -.5588 .8281 

3.00 

10-

15 

1.00 

0-5 

.81121* .17829 .000 .3191 1.3033 

2.00 

5-

10 

.04719 .21803 1.000 -.5546 .6490 

4.00 

15-

20 

-.14642 .22663 .967 -.7720 .4791 

5.00 

20 

and 

up 

.18185 .23356 .936 -.4628 .8265 

4.00 

15-

20 

1.00 

0-5 

.95763* .21020 .000 .3774 1.5378 

2.00 

5-

10 

.19360 .24482 .933 -.4821 .8693 

3.00 

10-

15 

.14642 .22663 .967 -.4791 .7720 

5.00 

20 

and 

up 

.32827 .25875 .711 -.3859 1.0424 

5.00 

20 

and 

up 

1.00 

0-5 

.62936* .21765 .035 .0286 1.2301 

2.00 

5-

10 

-.13467 .25124 .983 -.8281 .5588 

3.00 

10-

15 

-.18185 .23356 .936 -.8265 .4628 

4.00 

15-

20 

-.32827 .25875 .711 -1.0424 .3859 

*. The mean difference is significant at the 0.05 level. 
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Homogeneous Subsets 

SSSe_part1 

c_teachingSeniority N 

Subset for alpha = 0.05 

1 2 

Tukey HSDa,b 1.00 0-5 57 2.5486   

5.00 20 

and up 

20   3.5500 

2.00 5-

10 

25   3.5964 

3.00 10-

15 

36   3.6035 

4.00 15-

20 

22   3.7645 

Sig.   1.000 .933 

Tukey Ba,b 1.00 0-5 57 2.5486   

5.00 20 

and up 

20   3.5500 

2.00 5-

10 

25   3.5964 

3.00 10-

15 

36   3.6035 

4.00 15-

20 

22   3.7645 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels 

are not guaranteed. 
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SSSe_part2 

c_teachingSeniority N 

Subset for alpha = 0.05 

1 2 

Tukey HSDa,b 1.00 0-5 57 2.5351   

5.00 20 and 

up 

20 3.2958 3.2958 

2.00 5-10 25   3.6167 

3.00 10-15 36   3.8171 

4.00 15-20 22   3.8220 

Sig.   .052 .321 

Tukey Ba,b 1.00 0-5 57 2.5351   

5.00 20 and 

up 

20   3.2958 

2.00 5-10 25   3.6167 

3.00 10-15 36   3.8171 

4.00 15-20 22   3.8220 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

Se_part3 

c_teachingSeniority N 

Subset for alpha = 0.05 

1 

Tukey HSDa,b 1.00 0-5 57 2.3220 

5.00 20 and 

up 

20 2.7400 

2.00 5-10 25 2.9520 

4.00 15-20 22 3.1136 

3.00 10-15 36 3.1528 

Sig.   .060 

Tukey Ba,b 1.00 0-5 57 2.3220 

5.00 20 and 

up 

20 2.7400 

2.00 5-10 25 2.9520 

4.00 15-20 22 3.1136 

3.00 10-15 36 3.1528 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels 

are not guaranteed. 
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ATTAndSE_part1_A 

c_teachingSeniority N 
Subset for alpha = 0.05 
1 2 

Tukey HSDa,b 2.00 5-10 25 1.3927   

4.00 15-20 22 1.4587   

3.00 10-15 36 1.4722   

5.00 20 and up 20 1.5591   

1.00 0-5 57   2.1994 

Sig.   .950 1.000 

Tukey Ba,b 2.00 5-10 25 1.3927   

4.00 15-20 22 1.4587   

3.00 10-15 36 1.4722   

5.00 20 and up 20 1.5591   

1.00 0-5 57   2.1994 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels 
are not guaranteed. 

 

ATTAndSE_part1_B 

c_teachingSeniority N 

Subset for alpha = 0.05 

1 2 

Tukey HSDa,b 1.00 0-5 57 2.5263   

5.00 20 and up 20 3.0500 3.0500 

4.00 15-20 22 3.0682 3.0682 

3.00 10-15 36   3.2778 

2.00 5-10 25   3.3300 

Sig.   .144 .752 

Tukey Ba,b 1.00 0-5 57 2.5263   

5.00 20 and up 20 3.0500 3.0500 

4.00 15-20 22 3.0682 3.0682 

3.00 10-15 36   3.2778 

2.00 5-10 25   3.3300 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels 

are not guaranteed. 
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ATTAndSE_part2 

c_teachingSeniority N 

Subset for alpha = 0.05 

1 2 

Tukey HSDa,b 1.00 0-5 57 2.3906   

5.00 20 and up 20   3.0200 

2.00 5-10 25   3.1547 

3.00 10-15 36   3.2019 

4.00 15-20 22   3.3483 

Sig.   1.000 .591 

Tukey Ba,b 1.00 0-5 57 2.3906   

5.00 20 and up 20   3.0200 

2.00 5-10 25   3.1547 

3.00 10-15 36   3.2019 

4.00 15-20 22   3.3483 

Means for groups in homogeneous subsets are displayed. 

a. Uses Harmonic Mean Sample Size = 27.659. 

b. The group sizes are unequal. The harmonic mean of the group sizes is used. Type I error levels 

are not guaranteed. 

 

T-Test 

Group Statistics 

c_teaching_level N Mean 

Std. 

Deviation 

Std. Error 

Mean 

SSSe_part1 1.00 Elementary 35 2.5870 1.05979 .17914 

2.00 

Elementary&Secondary 

125 3.4255 1.07686 .09632 

SSSe_part2 1.00 Elementary 35 2.7071 1.16603 .19710 

2.00 

Elementary&Secondary 

125 3.4207 1.11933 .10012 

SSSe_part3 1.00 Elementary 35 2.2143 1.02157 .17268 

2.00 

Elementary&Secondary 

125 2.9236 1.19038 .10647 

ATTAndSE_part1_A 1.00 Elementary 35 2.1610 1.19024 .20119 

2.00 

Elementary&Secondary 

125 1.6065 .78005 .06977 

ATTAndSE_part1_B 1.00 Elementary 35 2.6929 1.08818 .18394 

2.00 

Elementary&Secondary 

125 3.0360 .86001 .07692 

ATTAndSE_part2 1.00 Elementary 35 2.4324 .99006 .16735 

2.00 

Elementary&Secondary 

125 3.0346 .85130 .07614 



204 

 

Independent Samples Test 

  

Levene's 

Test for 

Equality of 

Variances t-test for Equality of Means 

F 

Sig

. t df 

Sig. 

(2-

taile

d) 

Mean 

Differe

nce 

Std. 

Error 

Differe

nce 

95% Confidence 

Interval of the 

Difference 

Lower Upper 

SSSe_part1 Equal 

varianc

es 

assume

d 

.029 .86

6 

-

4.08

5 

158 .000 -

.83844 

.20524 -

1.2438

1 

-

.4330

8 

Equal 

varianc

es not 

assume

d 

    -

4.12

2 

###

## 

.000 -

.83844 

.20339 -

1.2460

1 

-

.4308

8 

SSSe_part2 Equal 

varianc

es 

assume

d 

1.23

6 

.26

8 

-

3.30

3 

158 .001 -

.71352 

.21601 -

1.1401

6 

-

.2868

8 

Equal 

varianc

es not 

assume

d 

    -

3.22

8 

###

## 

.002 -

.71352 

.22106 -

1.1569

5 

-

.2700

9 

SSSe_part3 Equal 

varianc

es 

assume

d 

3.12

5 

.07

9 

-

3.20

8 

158 .002 -

.70936 

.22110 -

1.1460

4 

-

.2726

7 

Equal 

varianc

es not 

assume

d 

    -

3.49

7 

###

## 

.001 -

.70936 

.20286 -

1.1148

4 

-

.3038

8 

ATTAndSE_par

t1_A 

Equal 

varianc

es 

assume

d 

29.1

69 

.00

0 

3.27

8 

158 .001 .55449 .16915 .22040 .8885

9 

Equal 

varianc

    2.60

4 

###

## 

.013 .55449 .21294 .12491 .9840

8 
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es not 

assume

d 

ATTAndSE_par

t1_B 

Equal 

varianc

es 

assume

d 

8.51

6 

.00

4 

-

1.96

3 

158 .051 -

.34314 

.17478 -

.68835 

.0020

6 

Equal 

varianc

es not 

assume

d 

    -

1.72

1 

###

## 

.092 -

.34314 

.19937 -

.74433 

.0580

5 

ATTAndSE_par

t2 

Equal 

varianc

es 

assume

d 

4.34

8 

.03

9 

-

3.56

6 

158 .000 -

.60225 

.16886 -

.93577 

-

.2687

3 

Equal 

varianc

es not 

assume

d 

    -

3.27

6 

###

## 

.002 -

.60225 

.18386 -

.97173 

-

.2327

6 

T-Test 

Notes 

Group Statistics 

cPhysicallyExperience N Mean 

Std. 

Deviation 

Std. Error 

Mean 

SSSe_part1 .00 55 2.3570 1.01169 .13642 

1.00 105 3.7056 .87864 .08575 

SSSe_part2 .00 55 2.2424 1.03181 .13913 

1.00 105 3.8000 .82306 .08032 

SSSe_part3 .00 55 1.9836 .95777 .12915 

1.00 105 3.1796 1.09101 .10647 

ATTAndSE_part1_A .00 55 2.4281 1.05288 .14197 

1.00 105 1.3610 .54654 .05334 

ATTAndSE_part1_B .00 55 2.2909 .92141 .12424 

1.00 105 3.3119 .70522 .06882 

ATTAndSE_part2 .00 55 2.2096 .93340 .12586 

1.00 105 3.2660 .66349 .06475 
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Independent Samples Test 

  

Levene's Test 

for Equality 

of Variances t-test for Equality of Means 

F Sig. t df 

Sig. 

(2-

tailed
) 

Mean 

Differenc
e 

Std. Error 

Differenc
e 

95% Confidence 

Interval of the 

Difference 

Lower Upper 

SSSe_part1 Equal 
variance

s 

assumed 

5.953 .01
6 

-8.747 158 .000 -1.34860 .15418 -
1.65312 

###### 

Equal 
variance

s not 

assumed 

    -8.370 97.220 .000 -1.34860 .16113 -
1.66839 

###### 

SSSe_part2 Equal 
variance

s 

assumed 

14.52
7 

.00
0 

-
10.399 

158 .000 -1.55758 .14978 -
1.85341 

###### 

Equal 
variance

s not 

assumed 

    -9.695 90.761 .000 -1.55758 .16065 -
1.87670 

###### 

SSSe_part3 Equal 
variance

s 

assumed 

2.359 .12
7 

-6.860 158 .000 -1.19594 .17434 -
1.54027 

-
.85161 

Equal 
variance

s not 

assumed 

    -7.145 122.87
9 

.000 -1.19594 .16738 -
1.52725 

-
.86463 

ATTAndSE_part1_
A 

Equal 
variance

s 

assumed 

70.46
6 

.00
0 

8.451 158 .000 1.06706 .12627 .81766 ###### 

Equal 
variance

s not 

assumed 

    7.036 69.599 .000 1.06706 .15166 .76455 ###### 

ATTAndSE_part1_
B 

Equal 
variance

s 

assumed 

13.58
1 

.00
0 

-7.806 158 .000 -1.02100 .13080 -
1.27934 

-
.76265 

Equal 
variance

s not 

assumed 

    -7.189 87.925 .000 -1.02100 .14203 -
1.30325 

-
.73874 

ATTAndSE_part2 Equal 
variance

s 

assumed 

22.14
8 

.00
0 

-8.280 158 .000 -1.05642 .12758 -
1.30841 

-
.80443 

Equal 

variance

s not 
assumed 

    -7.464 83.336 .000 -1.05642 .14154 -

1.33792 

-

.77492 
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T-Test 

Group Statistics 

cvisuallyExperienceI N Mean 

Std. 

Deviation 

Std. Error 

Mean 

SSSe_part1 .00 75 2.5927 1.02693 .11858 

1.00 85 3.8150 .87044 .09441 

SSSe_part2 .00 75 2.6000 1.10910 .12807 

1.00 85 3.8510 .86000 .09328 

SSSe_part3 .00 75 1.9360 .83288 .09617 

1.00 85 3.5030 .94983 .10302 

ATTAndSE_part1_A .00 75 2.1976 1.02726 .11862 

1.00 85 1.3134 .52082 .05649 

ATTAndSE_part1_B .00 75 2.5300 .93357 .10780 

1.00 85 3.3412 .72769 .07893 

ATTAndSE_part2 .00 75 2.3750 .89800 .10369 

1.00 85 3.3686 .63717 .06911 

      

Independent Samples Test 

  

Levene's Test 
for Equality 

of Variances t-test for Equality of Means 

F Sig. t df 

Sig. 

(2-
tailed

) 

Mean 
Differenc

e 

Std. Error 
Differenc

e 

95% Confidence 

Interval of the 

Difference 

Lower Upper 

SSSe_part1 Equal 

variance

s 

assumed 

6.813 .01

0 

-8.147 158 .000 -1.22225 .15002 -

1.51855 

-.92594 

Equal 

variance

s not 

assumed 

    -8.064 145.90

5 

.000 -1.22225 .15157 -

1.52181 

-.92268 

SSSe_part2 Equal 

variance

s 

assumed 

13.90

1 

.00

0 

-8.020 158 .000 -1.25098 .15598 -

1.55905 

-.94291 

Equal 

variance

s not 

assumed 

    -7.896 138.90

3 

.000 -1.25098 .15844 -

1.56424 

-.93772 

SSSe_part3 Equal 

variance

s 

assumed 

3.183 .07

6 

-

11.028 

158 .000 -1.56701 .14210 -

1.84766 

-

1.28635 

Equal 

variance

s not 

assumed 

    -

11.119 

157.99

5 

.000 -1.56701 .14094 -

1.84537 

-

1.28865 
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ATTAndSE_part1_

A 

Equal 

variance

s 

assumed 

83.84

2 

.00

0 

6.985 158 .000 .88421 .12658 .63419 1.13422 

Equal 

variance

s not 

assumed 

    6.730 106.54

6 

.000 .88421 .13138 .62374 1.14467 

ATTAndSE_part1_

B 

Equal 

variance

s 

assumed 

18.34

2 

.00

0 

-6.165 158 .000 -.81118 .13157 -

1.07104 

-.55131 

Equal 

variance

s not 

assumed 

    -6.071 139.33

3 

.000 -.81118 .13361 -

1.07533 

-.54702 

ATTAndSE_part2 Equal 

variance

s 

assumed 

26.98

0 

.00

0 

-8.141 158 .000 -.99358 .12205 -

1.23464 

-.75252 

Equal 

variance
s not 

assumed 

    -7.973 131.49

0 

.000 -.99358 .12461 -

1.24008 

-.74708 
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