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Abstract 

This study aims to identify and examine the beliefs of physical education (PE) teachers in Hong Kong toward 
teaching students with disabilities. Based on the Theory of Planned Behavior (Ajzen, 1991), a qualitative design 
was employed to examine the underlying beliefs (behavioral, normative, and control) of PE teachers regarding 
teaching students with disabilities in their mainstream curricular PE. Participants were five Hong Kong PE 
teachers (F=3, M=2). Data were gathered in individual semi-structured interviews, analyzed and presented as 
descriptive summaries by content analysis (Patton, 2002). Results show that PE teachers intend to implement 
inclusive practices because of their motivation to comply with inclusive policies and significant referents (SN), 
and their perceived behavior control (PBC), although they have less than favorable attitudes toward inclusion 
and toward teaching students with disabilities (AB). These results confirm the importance of subjective norms 
and perceived behavior control on the decisions of teachers to teach students with disabilities in inclusive PE 
settings. This study brings to the literature information on the beliefs of PE teachers regarding inclusion and 
teaching students with disabilities. 
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Inclusion is a means of increasing participation in learning by all students in order that their educational needs 
can be met (Barton, 1998; Cheminas, 2000; DePauw & Doll-Tepper, 2000; Stainback & Stainback, 1990). 
Internationally, inclusion has become a common educational practice with support from educational and political 
advocacy, policy, and legislation (Fitzgerald, 2006). The education of all students within a PE environment 
presents the teacher with a range of issues beyond the context of a classroom setting, including the physical 
nature of the activities, the use of specialist areas and equipment, and the dynamics involved in grouping and 
organizing students within physical activities (Morley, Bailey, Tan, & Cooke, 2005). It has been suggested that 
such issues are exacerbated by the presence of a range of students with disabilities (Bailey & Robertson, 2000). 
The role of teachers as a facilitator of inclusion and as a manager of the inclusive educational environment is 
vital (Morley, et al., 2005). In coding and understanding the complexity of teaching, scholars have suggested that 
greater attention needs to be paid to the teachers’ thoughts and actions and how they affect quality teaching 
(Borko & Putnam, 1996). Hence, numerous studies have explored teachers’ perspectives on inclusive physical 
education (PE).  

A significant portion of this research is driven by a quantitative methodology designed to examine the attitudes 
of teachers toward teaching students with disabilities. Several student-related and teacher-related variables may 
influence the attitudes of PE teachers. For example, from the angle of student-related variables, a general 
agreement exists that teachers had more favorable attitudes toward teaching students with mild disabilities than 
teaching students with severe disabilities (Block & Rizzo, 1995; Conatser, Block, & Lepore, 2000; Conatser, 
Block, & Gansneder, 2002; Klavina, 2008; Rizzo & Vispoel, 1991). Moreover, the type of disability influences 
the attitudes of teachers. For instance, teachers hold more favorable attitudes toward teaching students with 
learning disabilities than teaching students with emotional and behavioral disorders (Obrusnikova, 2008; Rizzo 
& Vispoel, 1991). From the angle of teacher-related variables, favorable attitudes were associated with female 
teachers (Conatser, et al., 2000; Meegan & MacPhail, 2006), more work experiences with students with 
disabilities (Block & Rizzo, 1995; Rizzo & Vispoel, 1991; Tripp & Rizzo, 2006), educational preparation (Block 
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& Rizzo, 1995; Klavina, 2008; Tripp & Rizzo, 2006) and perceived competence (Block & Rizzo, 1995; Conatser, 
et al., 2002; Obrusnikova, 2008; Rizzo & Vispoel, 1991; Tripp & Rizzo, 2006).  

A limited number of other studies have also generated interview data to report teachers’ perceptions on inclusive 
PE (Hodge, Ammah, Casebolt, Lamaster, & O'Sullivan, 2004; LaMaster, Gall, Kinchin, & Siedentop, 1998; 
Lienert, Sherrrill, & Myers, 2001; Morley, et al., 2005; Sato & Hodge, 2009; Sato, Hodge, Murata, & Maeda, 
2007; Smith, 2004). For example, Sato et al. (2007) described the beliefs of experienced middle school and high 
school PE teachers in Tokyo regarding teaching students with disabilities. They found that PE teachers had 
developed beliefs about teaching students with disabilities that fall within a continuum, ranging from favorable 
(influenced by satisfying experiences) and ambivalent (doubts about the benefits of integration for some students 
and doubts about their own efficacy) to unfavorable (opposition to the integration students with severe 
disabilities). Hodge et al. (2004) studied the behaviors and the beliefs of experienced high school PE teachers in 
suburban school districts in the United States regarding teaching student with disabilities. They found teachers 
were positively disposed to inclusion as an educational philosophy, but had differential efficacy in achieving 
successful inclusion and encountered challenges to establishing inclusive practice. Morley et al. (2005) explored 
the perceptions of secondary school PE teachers regarding the inclusion of children with disabilities. They found 
that teachers’ perceptions regarding inclusion are primarily based on the level of participation that may be 
achieved by children with disabilities, and that this level is affected by the activity area, level of support, and 
training opportunities available to them.  

1. Hong Kong Context 

Since the 1970s, the Hong Kong Special Administrative Region (HKSAR) Government has been attempting to 
move toward the integration of students with special educational needs into ordinary schools (The Hong Kong 
Government, 1977). For example, the White Paper on Rehabilitation-Integrating the Disabled into the 
Community: A United Effort (1977) has formulated the policy on rehabilitation and raised increasing concern of 
the public about the disabled. In 1995, the Hong Kong Government issued the White Paper on 
Rehabilitation-Equal Opportunities and Full Participation: A Better Tomorrow for All and reaffirmed the policy 
of integration. At present, the Hong Kong Education Bureau encourages and supports the placement of students 
with mild to moderate disabilities in mainstream school as much as possible and still intends to retain a range of 
special schools to meet the needs of those students with severe and complex disabilities (Education Bureau, 
2008). Regarding catering to the needs of those with mild to moderate disabilities, mainstream schools are 
encouraged to adopt a whole-school approach to promote the quality of Hong Kong integrated education by 
developing three inter-connected dimensions (i.e., school life or culture, policies, and practices). In the 2009-10 
academic year, 297 primary schools and 282 secondary schools applied for study support funding (Legislative 
Council, 2010), which is a significant educational reform advancing the whole-school approach. This move 
toward integrated education is foreseen to continuously to affect educational decisions across all sectors in Hong 
Kong in the coming decades (Forlin, 2007). There is little doubt that as the movement toward inclusion 
progresses, educators will have significantly opportunities to teach students with disabilities in their classes. 
According to the Whole School Approach to Integrated Education Operation Guide (Education Bureau, 2008), 
students with disabilities or/and special educational needs (SEN) are, generally those who need special 
educational support because they have learning disabilities in one way or other. The major types of disabilities or 
SEN include special learning disabilities in reading and writing, metal retardation, autism, attention deficit and 
hyperactivity disorder (ADHD), physical handicap, visual impairment, hearing impairment, and communication 
disabilities. In this study, the term ‘students with disabilities’ is used to mean students with SEN or/and 
disabilities.  

With regard to inclusive educational practices, several local studies have revealed that Hong Kong teachers, who 
are involved in the movement toward inclusion, have strong commitment to inclusion and are optimistic about 
the benefits they observed in social interactions among students as well as in creating a receptive culture in 
schools (Crawford, Heung, Yip, Yuen, & Yim, 1999; Forlin, 2007; Wong, Pearson, & Lo, 2004; Yuen & 
Westwood, 2001). However research in the area of PE is significantly limited. Only one study compared the 
attitudes of pre-service and in-service PE teachers toward inclusion and toward teaching students with 
disabilities in Hong Kong and Mainland China. Accordingly, both pre-service and in-service teachers 
philosophically support inclusion, but numerous concerns and different opinions exist. For example, most 
teachers disagree with the inclusion of students with severe disabilities into regular PE classes. From Sato et al. 
(2007), Morley et al. (2005), and Hodge et al. (2004) we have studied the perceptions and beliefs of PE teachers 
regarding inclusion in Japan, United Kingdom, and United States, respectively. However, only a few studies on 
the beliefs of PE teachers in Hong Kong regarding inclusion and teaching students with disabilities have been 
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published. Taking cue from the research gap, this study aimed to examine the beliefs of PE teachers in Hong 
Kong toward teaching students with disabilities. 

2. Theoretical Framework 

The theory of planned behavior (TPB) (Ajzen, 1985, 1991, 2005) served as the theoretical basis for this study 
(see Figure 1). According to the TPB, volitional human behavior is immediately preceded by intention to engage 
in this behavior. Behavioral intention is predicted, in turn, by three main determinants: attitude toward the 
behavior (AB), subjective norm (SN), and perceived behavioral control (PBC). The extent to which individuals 
view a particular behavior positively (attitude), think that significant others want them to engage in the behavior 
(subjective norm), and believe that they are able to perform the behavior (perceived behavioral control), serve as 
direct determinants of the strength of their intention to carry out the behavior.  

Each of these three direct determinants of behavioral intention is influenced, in turn, by an indirect determinant. 
Indirect determinants are based on a set of salient beliefs and evaluations of these beliefs. Salient behavioral 
beliefs about the outcomes of a particular behavior, as well as evaluations of these outcomes, produce an 
‘attitude toward the behavior (AB)’. Salient normative beliefs about whether important others approve of the 
behavior, as well as the individual’s motivation to comply with these perceived norms, constitute a ‘subjective 
norm (SN)’. Salient control beliefs about facilitators of or obstacles to performing the behavior (such as skills, 
resources, opportunities, etc.), as well as the strength of each of these beliefs, determines ‘perceived behavioral 
control (PBC)’. In combination, AB, SN and PBC lead to the formation of a behavioral intention. As a general 
rule, the more positive the attitude and subjective norm and the stronger the perceived behavioral control, the 
greater the intention will be for the individual to perform the behavior in question (Ajzen & Cote, 2008, p. 301). 

The TPB has been used to explain teachers’ intentions and behavior in the classroom, such as teacher beliefs and 
behavior in portfolio assessment (Schaaf, Stokking, & Verloop, 2008), teachers’ adoption of new technology 
(Sugar, Crawley, & Fine, 2004), and teachers’ beliefs concerning constructivist teaching practices (Haney & 
McArthur, 2002).  

The TPB has also been used to evaluate physical education teachers’ attitudes, intentions, and actual teaching 
behaviors, such as predicting PE teachers’ intentions to offer physical active PE classes (Martin & Kulinna, 
2004), and examining teachers’ intentions toward teaching physical activity lessons and their actual behavior in 
the PE classes (Martin & Kulinna, 2005). In particular, the TPB has been utilized in describing PE teachers’ 
beliefs and intentions toward teaching students with disabilities in inclusive PE settings (Conatser, et al., 2002; 
Hodge, et al., 2004; Sato & Hodge, 2009; Sato, et al., 2007). For example, Conatser et al. (2002) conducted a 
quantitative methodology and concluded that teachers’ perceived behavior control and attitudes predicted their 
intentions toward teaching students with disabilities. Hodge et al. (2004), Sato and Hodge (2009), and Sato et al. 
(2007) were descriptive and qualitative. These studies bring to the literature information on PE teachers beliefs 
and intentions about the inclusion and teaching students with disabilities. Results of these studies have the 
potential to help guide approaches to facilitate inclusive implementations in PE.  

Based on the TPB, this study aims to identify the underlying beliefs (behavioral, normative, and control) of PE 
teachers regarding teaching students with disabilities in their mainstream curricular PE. This information 
provided the basis for the understanding teachers’ intentions to teach students with disabilities.  

3. Method 

3.1 Participants 

Purposeful sampling (Patton, 2002) was used to select 5 secondary PE teachers from Hong Kong. Intensity 
sampling strategy of purposeful sampling was conducted in this study. Using the logic of intensity sampling, one 
seeks excellent or rich examples of the phenomenon of interest (e.g., experienced Hong Kong PE teachers who 
have taught students with disabilities), but not extremely or highly unusual cases (Patton, 2002). “Intensity 
sampling involves some prior information and considerable judgment” (Patton, 2002, p. 234). Selection of the 
teachers was based on criteria that paralleled those identified by Sato et al. (2007) and Hodge et al. (2004). First, 
all of them are PE teachers whose schools locate in New Territories and Kowloon of Hong Kong. Second, they 
are experienced teachers teaching PE at the secondary school level. Third, they have established reputations as 
effective teachers within their respective school districts. Fourth, they have at least five years of teaching 
experience in their schools. These criteria were used to ensure that the teachers have already reached to the 
‘maturity’ stage of development (Katz, 1972). At this stage, ‘teachers begin to ask questions of themselves and 
their teaching that focus on their insights, perspectives, and beliefs regarding teaching and children’ (Stroot, 
1996, p. 342). Participants could reflect on their experiences on teaching students with disabilities. Fifth, the 
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teachers have taught classes composed of students without disabilities and at least one student with mild to 
severe disabilities.  

Five teachers were contacted by email and asked if they are willing to participate in an inclusion study. All five 
teachers agreed and completed a follow-up demographic questionnaire. The questionnaire was concerning 
personal and their PE classes information (gender, age, education, taught grade, years of teaching PE, years of 
teaching inclusive PE, class size, coursework in adapted physical education, the type and number of students 
with disabilities). Then the five teachers were recruited to be the information-rich cases and were conducted the 
follow-up interviews. In this study, all five teachers are teaching classes composed of students without 
disabilities and at least one student with a disability (Grade 1 to Grade 7). Table 1 presents demographic data 
specific to teachers and students with disabilities. Pseudonyms are used to protect the privacy and anonymity of 
all teachers. 

Table 1. Demographic information on teachers and their PE classes 

Teacher Gender Age 
Years 

experience 
teaching PE 

Class size
Disability types of students 

(no. in class) 

YING F 42 22 30 
Hearing impairment (1), Visual 
impairment (1) 

LE M 36 14 40 
Autism (1), Attention Deficit 
Hyperactivity Disorder (ADHD) (1), 
Visual impairment (1) 

YOU M 43 20 35-47 Autism (1), ADHD (1) 
XIA F 32 9 40 ADHD (1), Infantile paralysis (1) 

YI F 34 10 40 
Physical impairment: legs handicapped 
(1), Autism (1) 

3.2 Data Collection 

Semi-structured interviews (Patton, 2002) were conducted with participants in their respective schools. Prior to 
the interviews, the participants were contacted via electronic mail to arrange and conform the date, time, and 
location of interviews. One-on-one interviews were scheduled to avoid interference with the teaching schedules 
or important commitments of participants and to ensure that there is sufficient time for data clarification, 
elaboration, and evaluation. An interview guide was prepared, providing a framework for developing questions, 
sequencing questions, and deciding on which information requires greater consideration (Patton, 2002). Based 
on the format specified by Aizen (2002), literature review, research purpose, and expert opinions, the central 
interviews were designed to capture underlying beliefs of teachers relevant to teaching students with disabilities. 
Participants were asked what they perceived to be the benefits and the drawbacks of inclusion and teaching 
students with disabilities (attitudes), who would motivate and who would frustrate of them complying with 
inclusion policy and implementing teaching practices, and what factors make it easier and more difficult for 
them to teach students with disabilities in their mainstream PE classes (PBC).  

All interview sessions lasted approximately 60 minutes and, with permission from the interviewees, were 
recorded on audio tape. During the interviews, key phrases, lists of major points made by the respondent and 
important quotations were documented to facilitate post-analysis. Interview transcripts varied in length, ranging 
from eight to ten double-spaced pages.  

3.3 Data Analysis 

Interview data of this study were subjected to content analysis and organized and reported by using analytical 
framework approaches (Patton, 2002). Analytical framework approaches begins with an analyst’s deduced 
propositions and then the researcher begins by examining the data. Following the analytical framework, the 
preparation, organization, and analysis of the interview data included five steps. First, after each interview, the 
researcher immediately transcribed the data and verified the data and tentative interpretations with the 
interviewee for accuracy and clarification on unclear areas. According to interviewees’ comments, the researcher 
made minor fine-tuning to better capture their perspectives. Second, a systematic coding scheme made up of 
categories was developed from the TPB framework and review of the utilization literature. Third, data was coded 
according to the categories and schemes. Fourth, organizing and describing what has been collected from the 
interview data. Fifth, constructing interpretation, making comparisons with previous studies, and drew 
conclusions.  
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3.4 Trustworthiness  

The trustworthiness of this study was established using three layer of strategies, namely, peer review (Creswell, 
2007; Lincoln & Guba, 1985; Merriam, 2009), member checks (Merriam, 2009), and rich, and thick description 
(Merriam, 2009). A member checks was employed in this study for ensuring internal validity of credibility. In 
this study, participants indicated that the manuscript correctly reflected their meanings and opinions after making 
minor fine-tuning. Peer review provides an external check of the research. In this study, the peer reviewer was an 
experienced qualitative researcher. Throughout data collection and analysis, the role of peer reviewer was to read 
and comments on the researchers’ logic of interpretations, to question the themes and issues the researchers 
pulled, or potentially overlooked, from the transcribed interview data. Rich, thick description was employed for 
enhancing the possibility of the results of a qualitative study “transferring” to another setting. In this study, 
specific information on every participant and their classes was presented. During interpreting and reporting data, 
thick description of findings was supported by adequate evidence in forms of quotes. 

4. Results 

In the following section, the results from semi-structured interview were organized and reported according to the 
TPB components. 

4.1 Behavioral Beliefs 

Generally, participants have expressed less than favorable attitudes toward teaching students with disabilities in 
their mainstream PE classes. They have identified six salient beliefs that are representative of their perceptions 
regarding the outcomes (positive and negative) of the behavior of teaching students with disabilities: 

Offering equal chances for all students to engage in regular PE classes; 

Improving the social competence of students with and without disabilities; 

Damaging the self-esteem and self-confidences of students with disabilities; 

Hindering the motor skill development of students with disabilities; 

Dampening the confidence of teachers; and 

Decelerating teaching schedules and disrupting teaching practices. 

All five teachers agree that the concept of inclusion is good and ideal. For example,  

MISS Ying: I think it’s good for government to implement inclusion…It’s really about giving equal 
opportunities, regardless of their ability and needs. Actually, during this process, all students, with and without 
disabilities, can develop their social ability. Students with disabilities enter the mainstream school and get new 
friends without disabilities. Students without disabilities still feel self-satisfied by offering help to their disabled 
peers.   

Although inclusion is a good concept associated with equality and all students socially benefit from it, teachers 
claim that inclusion has negative impacts on students with disabilities (e.g., it hurts their self-esteem and 
self-confidences). Teachers believe that inclusion is unfair to students with disabilities. For example,  

MISS YING: It’s so unfair to him (a student with hearing impairment). When trying to follow instructions, he 
totally does not understand. It’s obvious that he is trying his best to follow my words and match up to his peers, 
but he fails all the time even when I give him extra help by explaining clearly. I can feel that he is so 
embarrassed and frustrated.  

MR. LE: It is miserable for him (an autistic student). He didn’t understand my words and he can’t perform the 
designated movements. Sometimes he just does his own thing and speaks randomly. Sometimes he is teased by 
his classmates. I think this has a negative effect on his confidence. Also, when using pair-up strategy in class, 
nobody is willing to pair with him at the beginning, although I arrange for an obedient student to pair with him. 
You can feel that he is hurt. 

Meanwhile, teachers consider that the implementation of inclusive PE actually hinders the motor skill 
development of disabled students. For example,  

MISS YING: I doubt it is really meaningful for him (a student with visual impairment) because there are so 
many activities he cannot do, such as basketball, football, games among others. I believe that he would be better 
educated in individualized programs, such as traditional special classes. Perhaps, the special physical educational 
programs he received in a special school would be better for his physical development. 

Three teachers assert that teaching students with disabilities has negative impacts on their own confidences in 
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teaching PE. They feel ill-prepared when they are not notified in advance of the presence of students with 
disabilities in their classes. Furthermore, teachers also feel they have inadequate academic preparation and 
professional knowledge relevant to teaching disabled students. These, in turn adversely affect their confidence in 
teaching. For example,  

MISS YING: Sometimes I do not know the true disability at the beginning of the class. I feel frustrated because I 
can’t teach that student with hearing impairment. Furthermore, I do not have confidence to teach all activities to 
disabled students. I doubt that I could provide appropriated instructions for all students.  

In addition to dampening the confidence of teachers in teaching, inclusive PE decelerates teaching schedules and 
disrupts teaching practices. For example,  

MR. LE: I pay more time and attention to get that autistic student engaged in class activities, but the process of 
inclusion slows down the whole teaching plan. It’s really difficult to adjust the whole program to fulfill the needs 
of one or two student with disabilities. 

4.2 Normative Beliefs 

Participants perceived inclusive education policies, school administrators, and coworkers (e.g., peers and social 
workers) as the significant referents to motivate them to perform the inclusive teaching practices. All teachers 
were motivated by the beliefs of professional teaching role and the willingness to comply with those in their 
school (administrators, peers, and social workers) and educational policies relevant to inclusion as much as 
possible. Accordingly, “no one expresses disagreement” over the implementation of inclusive PE. In addition, 
students with and without disabilities, and their parents also are the motivators which influence their performing 
the behavior of teaching students with disabilities.  

MS. YING: My school follows the governments’ inclusive policies and includes the students with various 
disabilities. So as a PE teacher, I must follow the school’s policy and teach them. I treat them as ‘normal’ 
students and try my best to meet their learning needs. 

The teachers get useful support from their own schools. Teachers were motivated to comply with their 
coworkers’ suggestions about how to treat students with disabilities by communicating with school 
administrators, peers, and social workers in school meetings or informal talking. Teachers’ acquired instructional, 
managerial, and behavioral information enhance their efficacy in teaching students with disabilities.  

MR LE: Within our own school, we have physical education panel meetings at the beginning of the term where 
we get together to talk about how to deal with students with disabilities (e.g., type and characteristics of students, 
effective strategies, and decisions on what to do next). After participating in these meetings, I feel confident to 
teach students with disabilities. These kinds of communications and collaborations make me feel good in 
implementing inclusive practices.  

The five teachers also claim that they get useful support from communicating with social workers in their 
schools.  

MISS XIA: I always communicate with the social worker of our school to know the detailed characteristics of a 
student with ADHD. The social worker knows more information than teachers because she has been paying 
attention to the problems of this student and keeping contact with the parents of the student. When I face 
difficulties in teaching this student, I talk with the social worker to find information relevant to possible 
solutions. 

In addition, students with and without disabilities, and their parents, also are influences that put teachers pressure 
to implement inclusive teaching practices. For example, three teachers indicated that they are not sure if the 
students with disabilities really want to be included into the mainstream schools and curriculum. Students 
without disabilities also serve as an important referent, helping or hindering in the implementation of inclusive 
PE. Teachers report that most students without disabilities welcome their peers with disabilities and intend to 
engage in class activities with them. However, there have been the issues of bullying among students with and 
without disabilities. The excluding attitudes of students without disabilities hinder teachers’ inclusive teaching 
practices.  

MR YOU: The students without disabilities are helpful and accepting of their classmates with disabilities. Their 
positive and kindly attitudes support my teaching practices. I don’t need spare time to persuade the students 
without disabilities to pair up with their peers with disabilities. When an autistic student is not able to control his 
behavior, the helpful performances of his classmates without disabilities make me confident to teach such 
student.  
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MR. LE: I have a student with autism. When he can’t express himself effectively, his fellow classmates without 
disabilities often laugh at them or bully him. It’s a difficulty to teach students with disabilities to embrace their 
disabled peers……  

The parents of students with and without disabilities also influence teachers’ implementation of inclusive 
practices. For example, the parents of students with disabilities generally wouldn’t like to admit the fact that their 
children belong to the disabled group. At the same time, one of teachers expresses that the negative attitudes of 
parents of students without disabilities toward inclusion take pressure to his teaching in PE class. In a word, the 
unwillingness of the parents of students with disabilities to offer detailed information about their children and the 
negative attitudes of parents of students without disabilities hinder teachers’ actual inclusive teaching practices.  

4.3 Control Beliefs 

The teachers in this study have identified class size, time, the type and severity of student’s disability, the 
motivation of students with disabilities, the attitudes of students without disabilities, interaction with peers, and 
prior notification of presence of student with a disability as external factors that might aid or hinder their 
inclusive teaching practices. In addition, teachers’ teaching experiences and professional knowledge relevant to 
teaching disabled individuals have been identified to be the personal factors which can facilitate and impede 
their inclusive implementations. 

For all five teachers, the issues of class size and time are the two main strong themes emerged from the data. 
Teachers consider that in inclusive PE settings, having reasonable class sizes and staff ratios is more important 
than having adequate facilities or equipment for teaching students with disabilities. Consequently, teachers 
indicate that they have no quality time to give individualized attention to students with disabilities. For example,  

MR. YOU: It doesn’t matter if we have sufficient equipment in teaching. You know, we don’t need to teach very 
difficult skills to students. However it’s very important to have a smaller class size and staffing ratio. I try my 
best to deal with the present situation in which one or two students with disabilities are in a class of around forty 
students, but I can’t give individualized attention and quality time to many students with disabilities and provide 
appropriate instructions for all students.  

MR. LE: I can’t keep my eye on more than one or two students with disabilities. I have regular students also. I 
am responsible for everybody in my PE class, not just students with disabilities. 

The type of disability is a challenge for at least three teachers. Three teachers have expressed different views on 
teaching students with different types of disability. Mr. Le tends to have a more favorable attitude toward 
teaching “mentally” than “physically” disabled students. This is inconsistent with the attitudes of Miss Xia and 
Miss Yi. For example,  

MR. LE: I think mentally disabled students can finish movements as long as they can understand. They can 
understand and follow your instructions if you give them more special care, while “physically” disabled students 
cannot practice some programs, like basketball. It is better to let “physically” disabled students receive special 
programs in separate schools. If included into a general school, it would be better, from a PE perspective, to let 
them go to the library to become helpers. 

On the contrary, Miss Xia and Miss Yi point out that there is no big deal in fulfilling the learning objectives of a 
“physically” disabled student by adapting and modifying the learning environment.  

MISS XIA: By knowing their skills and abilities, it’s easy for teachers to choose modified equipment and 
programs to develop the skills of a student with a disability. However there are more problems in controlling 
behavior for a “mentally” disabled student. It would be better that they receive professional and one-to-one 
special care.  

MISS YI: It’s difficult to handle the behavior of a mentally disabled student because I’m not very sure that I can 
deal with his problem all the time. 

Furthermore, for all five teachers, teaching students with severe disabilities is the most challenging practice. The 
five teachers disagree over the inclusion and teaching of students with severe disabilities in regular PE classes. 
Although there are few students with severe disabilities in the classes of these teachers, they all report that the 
process of teaching students with severe disabilities demands a significant portion of the time of the teacher due 
to the individualized attention required by these students.  

MISS YING: All students should have an opportunity to get equal education, but for some students with severe 
disabilities, inclusion is problematic. There is a student with severe visual impairment that really has a tough 
time. His disability hinders his full participation in activities. I cannot pay attention to him all the time, and I am 
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afraid that I cannot teach him. I think that students with severe disabilities need to go to special classes to get 
appropriate individualized instructions. 

The third strong theme that greatly concerns teachers is the lack of motivation to engage in class activities 
among disabled students.  

MISS XIA: Following the school’s policy, I welcome students with disabilities to attend my class as long as they 
are supported by their parents. However I found that the students don’t always want to take part in class 
activities. He (an autistic student) worries about being laughed at by other classmates. He is afraid that he can’t 
keep up with the teaching schedule. He refuses to join for no particular reason. Sometimes, I feel that he just 
wants the PE class to end as fast as possible. His appearance worries me.  

MISS YI: Even if teachers try very hard to encourage him (a student with ADHD) and his peers are willing to 
help him, he still does not want to take part in class activities. He is unwilling to cooperate.  

However, teachers point out that not all students without disabilities are welcome their disabled peers to study 
together with them; some often laugh at them and bully them. The excluding attitudes of students without 
disabilities toward their disabled peers make teachers feel difficult to implement inclusive PE.  

Although there are numerous concerns of inclusion, teachers also get supports in the school level. All teachers 
believed that communication with administrators and peers and prior notification of the inclusion of students 
with disabilities could enhance their efficacy.  

In terms of personal circumstances, teachers referred to factors such as teaching experiences and professional 
knowledge relevant to teaching disabled individuals as facilitating or impeding their inclusive implementations.  

The substantial teaching experiences in tackling individual differences is the most personal factor that can 
facilitate the implementation of inclusive PE. Teachers report that teaching experiences involving individual 
differences play a vital role in gaining confidence in teaching students with disabilities. Experienced teachers 
know how to deal with specific situations that occur in their PE classes because they always encounter highly 
diverse classes. They treat disabled students as low-ability individuals. In turn, they are confident in teaching 
them in their regular classes.  

MISS YING: I have lots of teaching experience to enable me to tackle individual differences. I just treat students 
with mild disabilities as “normal students.” I think I have enough experience to deal with a child with a disability. 
I understand the characteristics of these students and I arrange proper instructional environments for them. A 
child’s mother really appreciates that I made PE lessons appropriate for her child with some kind of heart disease. 
She told me that her son enjoys PE class.  

MR. YOU: I think experience is needed to accumulate confidence. At the beginning of the inclusion policy, I 
was not particularly sure of the real situation of students with disabilities, but I had the confidence to deal with it 
slowly because I have many years of teaching experience. It’s not so difficult to include students with mild 
disabilities. My confidence increased with time and with accumulated experiences on teaching them. 

Emerged from the teachers’ interview data, the second personal factors that can influence inclusive teaching 
practices is their professional knowledge about how to teach individuals with disabilities. With the trend toward 
inclusion, three teachers express that they feel lack of professional knowledge and need to acquire information or 
training opportunities on how to teach students with disabilities effectively. Four teachers didn’t take the course 
of adapted physical education (APE) during their academic preparations nor did they receive special in-service 
trainings on teaching PE to students with disabilities. The purpose of this course is to enable students to 
understand how physical education or sport can be individualized to meet the special need of students who are 
challenged by impairments or disorders. For example, Mr. You claims that in Hong Kong, the support for 
inclusion in the PE area is limited.  

MR. YOU: At present, we can all handle the inclusion of students with mild disabilities. Within the physical 
education department, we hold group meetings regularly to talk about students with disabilities. We can get 
support from our own teaching experiences, but there is a need to get more information to teach them effectively 
if these cases are going to become more common.    

However, the teacher who took the coursework of APE indicates that she can’t construct the connections 
between the program and the actual assignment of teaching students with disabilities in a large inclusive class.  

5. Discussion 

For purpose of this study, the theory of planned behavior (Ajzen, 1985, 1991, 2002) provides apposite 
framework for understanding the beliefs of PE teachers to teach students with disabilities.  
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First, teachers hold less than favorable attitudes based on the several salient behavioral beliefs about the behavior 
of teaching students with disabilities. This finding is in accord with the accessible beliefs about the consequences 
of the TPB (Ajzen, 1991, 2002) and consistent with related research by Sato and Hodge (2009). However, Hodge 
et al. (2004) and Conatser et al. (2002) reported that teachers were positively disposed to inclusion. Sato et al. 
(2007) found that teachers had developed behavioral beliefs (ranging from favorable, ambivalent, to unfavorable) 
based on the degree to which they encountered difficulties teaching in inclusive classes. According to Ajzen 
(2005), the attitude toward the behavior is determined by the person’s evaluation of the outcomes associated with 
the behavior and by the strength of these associations. Participants in this study hold less than favorable attitudes 
because they believe that including students with disabilities into their mainstream curricular PE leads to mostly 
negative outcomes, such as damaging the self-esteem of disabled students, hindering the motor skill 
development of disabled students, and so on.  

Second, teachers are motivated to comply with inclusive educational policies and significant referents (e.g., 
school administrators and coworkers) and intend to implement inclusive practices. This finding is also in accord 
with the accessible beliefs about the subjective norms of the TPB (Ajzen, 1991, 2002) and consistent with 
previous studies (Hodge, et al., 2004; Sato & Hodge, 2009). Results show that teachers intend to teach students 
with disabilities by following government’s and school’s policies on inclusion and complying with their 
coworker’s practices and suggestions, although they hold less than favorable attitudes. Comparing with previous 
studies, the social worker is first mentioned as one referent that may help PE teachers decide to teach student 
with disabilities. In Hong Kong, school social work service has existed for more than 30 years, and the policy of 
“one school social worker for each secondary school” was implemented in 2000 (To, 2007). Teachers can get 
more personal information on students with disabilities from social workers who concentrate on helping students 
adjust in schools and who know more about the characteristics of students with disabilities.  

Third, control beliefs are concerned with the presence or absence of factors that can facilitate or impede the 
performance of a particular behavior (Ajzen & Cote, 2008). Specifically, the role of control beliefs is illustrated 
in this study; it deals with teaching disabled students. Numerous factors can help or hinder teaching of students 
with disabilities. These potential facilitators and inhibitors were also partly reported by Sato et al. (2007), Morley 
et al. (2005), Hodge et al. (2004), Lienert et al. (2001), and LaMaster et al. (1998). The more necessary resources 
and support or knowledge teachers believe they possess, and the fewer difficulties or impediments they 
anticipate, the greater is their perceived control over the behavior of teaching students with disabilities. These 
factors can influence the degree of control a teacher teaches students with disabilities in his/her PE class.  

Stated differently, five potential facilitating factors mentioned frequently were teachers’ substantial experience 
on tackling individual differences, possession of professional knowledge relevant to teaching disabled students, 
interaction with peers and school administrators, availability of help from the students without disabilities, and 
prior notification of presence of students with a disability. According to Ajzen (2005), control beliefs may be 
based in part on past experience with the behavior. Based on their own past work experiences, teachers have 
substantial teaching experience to tackle individual differences. This constructs their confidences to meet the 
challenge of inclusion. At the same time, these beliefs are also usually influenced by second-hand information 
about the behavior, which comes from an observation of the experiences of acquaintances and friends, and by 
other factors that increase or reduce the perceived difficulty of performing the behavior in question (Ajzen, 
2005). For example, teachers get relevant useful information and then improve their control beliefs of teaching 
students with disabilities through interacting with school administrators, peers, and social workers. In addition, 
getting support from students without disabilities and school prior messages relevant to the presence of students 
with disabilities, also make teachers perform the behavior of teaching disabled students well. These findings 
support the notion that the more the attainment of a behavioral goal is considered to be under an individual’s 
volition, the stronger the association with an intention to perform the behavior (Ajzen, 2005; Conatser, et al., 
2002; Hodge, et al., 2004). Furthermore, teachers experienced limited initial teaching training and continuing 
professional development (CPD) opportunities relevant to teaching students with disabilities. This finding is 
consistent with previous studies by Morley et al. (2005), Smith and Green (2004), and LaMaster et al. (1998). 
Therefore, the availability of in-service training about how to teach disabled students relevant to a PE-specific 
context for teachers is mentioned once again in this study. In turn, research on how teachers’ inclusive 
pedagogical knowledge developed is need. As to relevant initial teaching training, Hodge et al. (2002) points that 
acquiring adequate physical education teacher education (PETE) training relevant to teaching students with 
disabilities enhances teachers’ perceived competences toward inclusive practices. However, the effect of the 
APE program is not sure in this study. Therefore, there is a need to examine the views of teachers who 
completed the APE coursework of its effects. In addition, more discussion with teachers who took the APE 



www.ccsenet.org/ass                        Asian Social Science                       Vol. 8, No. 8; July 2012 

                                                          ISSN 1911-2017   E-ISSN 1911-2025 12

program on how to construct the relationship between the program and the actual teaching situation would 
perhaps yield richer data that would offer implications for PETE providers. 

Five frequently mentioned factors whose presence would hamper teaching disabled students were large class size, 
limited time, the type and severity of student disabilities, lack of motivation among disabled students to 
participate in PE classes, and the excluding attitudes of students without disabilities. Sherrill (1998) noted that 
class sizes larger than 30 when working with students with disabilities contributes to teacher burn out, intensifies 
discipline problems, and is a barrier to individualizing physical education instruction. Therefore, school 
organization should consider modifying class size for meeting the inclusion challenges. For the lack of 
motivation of students with disabilities to engage in class activities, more qualitative research is needed to 
conduct to examine the perceptions of students with disabilities about their being included into the mainstream 
curricular PE. The qualitative data would helpful for teachers’ modified teaching practices and further inclusion 
of them. According to Ajzen and Cote (2008), each control belief contributes to a perceived behavioral control, 
in direct proportion to the perceived power of the factors to facilitate or impede the performance of the behavior. 
Therefore, the more teachers foster potential facilitating factors and deal with potential inhibiting factors in their 
inclusive teaching practices, the stronger are their intentions to include and to teach students with disabilities, 
and the higher are the behaviors they actually conduct. 

6. Conclusions 

Based on the theory of planned behavior, this study used a qualitative approach to elicit and code readily 
accessible beliefs of teachers toward teaching students with disabilities. Results show that PE teachers intend to 
implement inclusive practices because of their motivation to comply with inclusive policies and significant 
referents (SN), and their perceived behavior control (PBC), although they have less than favorable attitudes 
toward inclusion and toward teaching students with disabilities (AB). These results confirm the importance of 
subjective norms and perceived behavior control on the decisions of teachers to teach students with disabilities in 
inclusive PE settings.  

This study brings to the literature information on the beliefs of PE teachers regarding inclusion and teaching 
students with disabilities in Hong Kong. A primary target for future research is exploring how attitudes may be 
changed toward teaching students with disabilities and examining the extent to which certain factors influence 
intentions—to more accurately find the best method for increasing the confidence of PE teachers in the inclusion 
process and in teaching students with disabilities.  
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