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ABSTRACT 

AGUEDA GOMES 

PSYCHOMETRIC VALIDATION OF THE PHYSICAL EDUCATORS’ JUDGMENTS OF 
INCLUSION IN ANGOLA 

 
AUGUST 2023 

The purpose of this study was to examine the psychometric properties of the Physical 

Educators’ Judgments about Inclusion in Angola (PEJI-A). Originally developed by Hodge at al. 

(2002), the Physical Educators’ Judgments about Inclusion (PEJI) evaluates physical educators’ 

judgments concerning “cognitive expressions of attitudes” related to inclusion of students with 

disabilities in general physical education settings (p. 435) and consists of 16 items divided 

among three subscales: (a) inclusion versus exclusion, (b) acceptance of students with 

disabilities, and (c) perceived training needs. The pre-existing PEJI instrument was translated 

and evaluated using a three-phase process that involved: (a) translating of the PEJI instrument 

from English to Portuguese as spoken in Angola (i.e., PEJI-A), (b) establishing evidence of face 

and content validity of the PEJI-A, and (c) investigating the reliability and construct validity of 

the PEJI-A. Data were collected from 237 elementary classroom and secondary physical 

education teachers from three Angolan provinces using a demographic questionnaire and the 

PEJI-A. Based on the results of the reliability analysis, Exploratory Factor Analysis, and Pearson 

correlation analysis, the present version of the Physical Educators’ Judgments about Inclusion in 

Angola, inclusive of all three subscales, does not demonstrate evidence of reliability and validity 

because the first subscale of the PEJI-A (specific to the dimension of inclusion) was not deemed 

to be reliable or valid. It appears that the PEJI-A needs to be revised with items that better 

measure the constructs of inclusion consistent with the Angolan educational context. Despite the 

statistical constraints of the PEJI-A related to subscale 1, it does show promise as a much-needed 



 

xi 

tool to investigate physical education for students with disabilities in sub-Saharan Africa and 

address the preservice and in-service training needs of physical educators that are well-

documented in the literature. 

 

Keywords: inclusion, physical education, students with disabilities, judgements  
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CHAPTER I 

INTRODUCTION 

In 2017, adapted physical education (APE) was officially introduced in Angola’s 

education system through the Executive Decree number 305/17 in article number 33 at the 

Internal Regulations of the National Institute of Special Education (Diário da República, 2017).  

This executive decree was a milestone official document related to providing physical education 

services to the children and young with disabilities in the education system of Angola. As such, 

the inclusion of students with disabilities in physical education is still a new concept in the 

history of the Angola’s general and special education systems.   

Education in Angola 

Early Special Education in Angola 

Since the independence of Angola in 1975, the education of individuals with disabilities 

has transitioned from exclusive and segregated education into a more inclusive model 

(Ministério da Educação, 2006), and has been affected by national and international moments of 

its history. Located in Africa’s sub-Saharan region, Angola is one of Africa’s largest nations 

located on the central west coast; and like other African countries, was a European colony of 

Portugal for centuries. During this period of colonization, special education was not well 

established and students with disabilities were excluded from the educational system (Ministério 

da Educação, 2006). A few years before Angola gained independence, Oscar Ribas, a teacher 

and writer, began educating children and youth with visual impairments and began special 

education programming in Angola (Charles et al., 2020). It was a crucial moment for the 

education of individuals with disabilities, as the schools moved from exclusion to access to 

education through segregated settings.  
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 In 1979, 4 years after the independence of Angola, special education was formally 

created as a new modality of the Ministry of Education through a law titled, Circular number 

56/79 of October 19 of the Ministry of Education (Diário da República, 2017; República de 

Angola, 1979). This legislation, which serves as the legal cornerstone for the formal education of 

individuals with disabilities in Angola’s educational system (Chambal et al., 2015), led to the 

opening of the first special education school and opportunities for students to be educated in 

separate but comparable environments with students with similar educational needs. The first 

special education school, located in the province of Luanda (capital of Angola), served primarily 

students with visual and hearing impairments. It was not until years later did the educational 

system begin to provide such opportunities to students with intellectual disabilities (Ministério da 

Educação, 2006). In 1980, the National Department for Special Education was created to oversee 

special education in Angola through the Decree-Law number 40/80 of May 14 (Ministério da 

Educação, 2006; Presidência da República, 1981). This decree-law included special education 

under the auspices of the Organic Statute of the Ministry of Education, which sets the national 

public education policy, which was at this time still segregated (Diário da República, 2017).  

History of Education in Angola 

While the first steps for implementing and organizing special education for individuals 

with disabilities were occurring, Angola was also emerging from a nearly three decade long civil 

war (South African History Online [SAHO], 2018). The civil war (1975 to 2002) not only 

impacted the country’s political, social, and economic institutions but also dramatically affected 

the lives of many people, including children. During the civil war, it is estimated that more than 

50,000 children perished, 500,000 children were infected by diseases or acquired a disability, 

and countless many lost their immediate family members across the 18 provinces of Angola 
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(Camara, 1998). As a result, in 1992, an emergency education program was developed to address 

the special educational needs of these children. The program, Project 534/Ang/10, was funded by 

the Italian government and implemented with the support of the United Nations Educational, 

Scientific, and Cultural Organization (UNESCO; Camara, 1998), with the goal of rehabilitating 

and educating of these vulnerable children (UNESCO & Ministério da Educação, 1994).  

During the same decade, UNESCO released the World Declaration on Education for All, 

which stated, “. . . education is a fundamental right for all people, women, and men, of all ages, 

throughout our world” (UNESCO, 1990, p. 6). Article number three of the Declaration calls for 

equal opportunities to primary education for all children, youth, and adults, including those with 

disabilities, by removing discriminatory attitudes and educational disparities, ensuring access to 

and improving the quality of academic service (UNESCO, 1990). Prompted by the World 

Declaration on Education for All, Angola started to expand special education throughout the 

country (Ministério da Educação, 2006). In addition, the Salamanca statement and framework for 

actions on special needs education, also well known as the Salamanca Declaration (UNESCO & 

the Ministry of Education and Science of Spain, 1994) was adopted by the Angolan government 

in 1994 (Diário da República, 2017).  

The Salamanca Declaration established that traditional schools must serve all learners 

independent of their ability, including children with disabilities (UNESCO & the Ministry of 

Education and Science of Spain, 1994). The Salamanca Declaration reaffirmed previous United 

Nations’ human rights declarations that every child has a right to education according to their 

unique attributes and learning needs in the general education classroom and declared that 

students with disabilities should be educated in an inclusive environment with their peers without 

disabilities to the greatest extent possible (UNESCO & the Ministry of Education and Science of 
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Spain, 1994). The Salamanca Declaration opened a new paradigm of education for individuals 

with disabilities all over the world by moving from segregated education to inclusive education.  

Present Day Education in Angola  

Due in large part to the Salamanca Declaration, Project 534/Ang/10 was revised, and a 

new paradigm emerged in Angola, reflecting that all individuals with disabilities should be 

included in regular classrooms (i.e., general education; Diário da República, 2017). This change 

in national policy triggered an increase in special education activities across the country, 

including the promotion and preparation of trainers to deliver the special education professional 

development and instructional support across the provinces of Angola. Activities also included 

increased access to primary education resources centers to support inclusive education, teacher 

training, and disability awareness (Camara, 1998). The paradigm shift toward inclusive practices 

was also supported by Presidential Decree number 20/11, article number 1, which mandates 

special education as one of the modalities (i.e., services) implemented across all elementary and 

secondary schools in Angola (República de Angola, 2010; República de Angola, 2001). In 

addition to the general education schools, Angola special education schools for students with 

severe disabilities require one-to-one services and pedagogical support (Ministério da Educação, 

2006). The inclusion of students with disabilities in general education is determined according to 

the severity of the student’s disability with students with less severe disabilities enrolled in 

general schools, and students with more severe disabilities attending special education schools.   

Responding to the significant changes that occurred between 1970 and 2001 in the 

educational system, the Angolan government also enacted the Basic Law of the Educational 

System - Law number 13/01 of December 31 (República de Angola, 2001) that mandated (a) the 

schooling of all children and youth regardless of disability, religion, or ethnicity as a measure to 
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increase literacy, (b) improvements to the professional qualifications of teachers, and (c) 

improvements to educational resources available to Angolan teachers (Diário da República, 

2017). Finally, and specific to the rights of individuals with disabilities, the Angolan government 

enacted Law number 21/12 of July 30 of 2012 (Diário da República, 2012), which protects the 

rights of people with disabilities at all levels of society (República de Angola, 2016). This 

landmark piece of legislation seeks to serve the approximately 660,000 Angolans with 

disabilities (2.5% of Angolan population) resulting from the long civil war, a lack of resources in 

the health system, and congenital or acquired factors (Camara, 1998; República de Angola, 

2016). It has also contributed to a 50.4% increase of students with disabilities (i.e., 2004 to 2011) 

in Angola’s schools (República de Angola, 2015). The most updated Angolan population report 

of individuals with disabilities by the Angolan government (Instituto Nacional de Estatística, 

2014) is presented in Table 1. 

 

Table 1 

Angolan Population of School-Aged Students With Disabilities  

Age Percentage of population represented by individuals 
with disabilities  

0 - 14 25% 

15 - 24 17% 

 

Physical Education in Angola 

In the education system of Angola, students with disabilities have the right to participate 

in physical education. Physical education is one of the educational subjects in the national 

educational curriculum in Angola and is taught across all levels of the general education system 
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in accordance with education laws (República de Angola, 2001, 2010). Physical education is an 

important subject that promotes knowledge, health behaviors, well-being, physical fitness, and 

the active lifestyle of individuals (Society of Health and Physical Educators of America SHAPE, 

2022; World Health Organization [WHO], 2020). As identified by numerous authors (e.g., 

Agyar, 2013; Akelaitis & Malinauskas, 2016; Andersen et al., 2011;  Carlson et al., 2008; Cesa 

et al., 2014; Fairclough & Stratton, 2005; Murcia et al., 2009; Trigueros et al., 2019), the benefits 

of physical education include but are not limited to (a) physiological development (e.g., increase 

cardiovascular and muscular endurance, flexibility, agility, motor coordination); (b) 

psychological wellness (e.g., increase self-esteem, self-determination, motivation); (c) 

development of a health-enhancing lifestyle (e.g., decrease obesity, diabetes, blood pressure); (d) 

social development (e.g., increase cooperation skills, social adaptation, communication skills); 

and (e) cognitive development (e.g., improve academic achievement, increase mental alertness). 

Despite the benefits physical education provides, physical education is an academic 

subject that is not delivered by a professional specializing in physical education at all levels of 

the general education system in Angola. In elementary school, physical education is taught by a 

classroom teacher who has specialized in pedagogy or psychology, not in physical education. In 

secondary school, physical education is delivered by a teacher who has a high school diploma in 

physical education from a teacher training school (i.e., high school specializing in teacher 

education in specific subjects). As such, not all physical education teachers in Angola have a 

diploma in physical education. In addition, the existing physical education teacher training 

schools do not have a curriculum in APE. So, most physical education teachers graduate without 

the knowledge and skills needed to educate students with disabilities. Research on teachers’ 
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knowledge, attitudes, and judgments about teaching physical education to students with 

disabilities, as well as teacher education specific to APE is greatly needed in Angola.   

Investigating Physical Educators’ Judgments About Inclusion in Angola  

Judgments have been studied in the field of physical education to understand the 

experience of physical education teachers working with students with disabilities in the inclusive 

physical education environment (Folsom-Meek et al., 1999; Haegele et al., 2020; Hodge et al., 

2015; Hodge et al., 2013; Hodge, Davis, et al., 2002). The term judgment is defined as the ability 

to form an opinion or using beliefs in decision-making based on prudent thought (Hodge, Murata 

& Kozub, 2002). Hodge, Murata and Kozub (2002) contextualized the meaning of the term 

judgment(s) based on the work of key behavioral theorists (Ajzen, 2001; Allport, 1954). 

Judgment is also considered to be a cognitive process that is expressed through attitude 

(Ajzen, 2001). The term attitude refers to an evaluation of the concept, object, or behavior 

aligned with the dimensions of good or bad, favor or disfavor, and like or dislike (Ajzen & 

Fishbein, 2000). In the process of evaluation, individuals make judgments through the different 

dimensions (Ajzen & Fishbein, 2000). For example, before teaching students with disabilities, 

most prospective physical education teachers form unfavorable opinions or beliefs about 

teaching and including those students in their classroom (Hodge & Jansma, 2000; Kudláèek et 

al., 2002). This attitude of the teachers is defined as a prejudgment (Allport, 1954; Hodge, 

Murata, & Kozub, 2002).  

Prejudgment is a judgment that is formed before the individual knows the facts, which is 

considered a prejudice (Allport, 1954). As an example, prejudgment becomes prejudice when 

physical educators do not reverse or revise their attitude after acquiring new knowledge or 

experiences. Lieberman et al. (2002) and Hodge, Davis, et al. (2002) suggest that a physical 
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educator who has never had the opportunity work with or learn about students with disabilities 

may develop negative/prejudiced opinions about teaching and including students with disabilities 

in physical education, with prejudice being related to beliefs and attitude (Allport, 1954). Beliefs 

are what individuals rationally accept as true for them, so prejudices may remain the same or 

shift as beliefs shift (Allport, 1954). Hence it follows that when physical educators are exposed 

to a practicum experience working with students with disabilities in their early career, they may 

move from less favorable prejudgments to more positive judgments because of working with 

those students. With the purpose to study judgments, Hodge and colleagues developed the 

Physical Educators’ Judgments about Inclusion (PEJI; Hodge, Murata, & Kozub, 2002) to 

investigate in-service physical education teachers’ judgments about the inclusion of students 

with disabilities in the general education environment. 

Significance of the Problem 

There are many factors, such as religion, ethnicity, culture, and socioeconomic factors 

that prevent countries from providing adequate services to students with disabilities in an 

inclusive educational setting (Charles et al., 2020; Heck & Block, 2020; Onyewadume, 1999). 

This is particularly true in Angola and other countries across sub-Saharan Africa (Butakor et al., 

2020; Charles et al., 2020; Chireshe, 2011; Simui et al., 2019). Unfortunately, there is a dearth of 

literature examining the status of inclusion in general physical education in Angola for students 

with disabilities.  

In response to the lack of literature on this topic, a study was conducted in 2021-2022 to 

identify the perceptions of Angolan special education administrators and Angolan students with 

disabilities specific to the inclusion of students with disabilities in general physical education 

(Gomes et al., 2022). While this study addressed administrators and students, it was devoid of 
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the perceptions or judgments of physical educators about the inclusion of students with 

disabilities in physical education settings in Angolan general education schools. Identification of 

the judgments of elementary and secondary teachers qualified to teach physical education is 

critically needed to understand the current situation in Angola as they are the professionals 

directly responsible for providing physical education to students with disabilities. A deeper 

understanding may also provide a roadmap for developing new policies and teacher education 

strategies that improve the quality of physical education instruction for all students. Direct 

measurement of these teacher judgments required the translation of the Physical Educators’ 

Judgments of Inclusion (Hodge, Murata, & Kozub, 2002) into Angolan Portuguese and 

validation methods to ensure the new Physical Educators’ Judgments of Inclusion in Angola is 

suitable for use.  

Purpose of the Study 

The translation and establishment of the PEJI-A as a valid instrument is critical to future 

studies on the judgements of in-service and pre-service physical educators regarding the 

inclusion of students with disabilities in physical education in Angola. Therefore, the purpose of 

this investigation is to examine the psychometric properties of PEJI-A.  

Research Questions 

Consistent with the research design for this study, two research questions guided this 

study. 

1. Does the Physical Educators’ Judgments of Inclusion in Angola demonstrate evidence 

of reliability?   

2. Does the Physical Educators’ Judgments of Inclusion in Angola demonstrate evidence 

of construct validity?  
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Research Hypotheses 

In addition to the research questions, two research hypotheses were tested statistically. 

The research hypotheses are presented below along with the corresponding null hypotheses. 

H1: There is evidence of reliability for the Physical Educators’ Judgments of Inclusion in 

Angola items with scores demonstrating acceptable reliability (Cronbach’s alpha >. 70). 

H0: There is no evidence of reliability for the Physical Educators’ Judgments of 

Inclusion in Angola items with scores not demonstrating acceptable reliability 

(Cronbach’s alpha <. 70).  

H2: There is evidence of construct validity for the Physical Educators’ Judgments of 

Inclusion in Angola items within each of the three factors (i.e., inclusion, acceptance, 

training needs).  

H0: There is no evidence of construct validity for the Physical Educators’ 

Judgments of Inclusion in Angola items within each of the three factors (i.e., 

inclusion, acceptance, training needs). 

Delimitations  

The study has the following delimitations: 

1. Portuguese language translators, who translated Physical Educators’ Judgments of 

Inclusion items related to physical education, are not experts in the field of physical 

education.  

2. Participants in this study are elementary teachers and secondary physical education 

teachers from urban schools in the provinces of Luanda, Benguela, and Huila. Their 

judgments may not be representative of teachers from all provinces of Angola.  
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3. There are no publications related to physical education teachers’ opinions, attitude, and 

perceptions about physical education provide to the students with disabilities in the 

Educational System of Angola. 

4. There exists a lack of Angolan experts in adapted physical education available to 

participate as committee members in the evaluation of the Physical Educators’ Judgments 

of Inclusion in Angola instrument. 

Limitations 

The study has the following limitations: 

1. Participants may not complete all the items of the Physical Educators’ Judgments of 

Inclusion in Angola instrument. 

2. Participants may not be truthful or authentic in their answers. 

3. Some participants may not fully understand the questions addressed in the Physical 

Educators’ Judgments of Inclusion in Angola. 

4. Some participants may not appear at the survey site during the scheduled time. 

5. The participant sample may have gender disparity. In secondary schools in Angola, there 

may be more male physical education teachers than female teachers. In elementary 

schools in Angola, there may be more female classroom teachers than male teachers.  

6. Interpreting the results cautiously if the principal investigator (PI) does not get a 

minimum of 200 participants. 

Assumptions  

This study has the following assumptions:  

1. The potential participants of the elementary and secondary schools selected for this 

investigation participated without any financial remuneration.  
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2. The participants were motivated to participate in the study and to complete the PEJI-A. 

3. Participants in this investigation were representative of the population of physical 

education teachers in Angola.  

4. Participants’ scores were normally distributed.  

Definition of Terms 

In the context of this study, terms selected are defined as follows: 

1. Angola: Angola is a country located in Africa's sub-Saharan region, specifically in the 

Southwest region of Africa. Angola is bordered to the west by the Atlantic Ocean, to the 

south by Namibia, to the east by Zambia and the Democratic Republic of Congo, and to 

the north by the Democratic Republic of Congo and the Republic of Congo. Angola is a 

multicultural country with approximately 35 million inhabitants. Angola's official 

language is Portuguese (attributed to the period of Portuguese colonization from 1576 

until the independence of Angola in 1975), though there are approximately 50 native 

languages spoken in the country. 

2. Inclusion: Inclusion is an educational philosophy that individuals with disabilities should 

be educated in the environment with students without disabilities as much as possible 

with their needs supported with appropriate services (Karagiannis et al., 1996; UNESCO 

& the Ministry of Education and Science of Spain, 1994).  

3. Physical education: Physical education “is an academic subject that provides a planned, 

sequential, K-12 standards-based program of curricula and instruction designed to 

develop motor skills, knowledge, and behaviors for healthy, active living, physical 

fitness, sportsmanship, self-efficacy and emotional intelligence” (SHAPE America, 2015, 

p. 3).  
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4. Psychometric properties: The intrinsic components of a survey instrument used to 

measure social and psychological phenomena (Cordier et al., 2017). Psychometric 

properties identify and define the critical aspects of the instrument (Crocker & Algina, 

2008; DeVellis & Thorpe, 2022).  

5. Students with disabilities: Based on the Individuals with Disabilities Education Act 

(IDEA), students with disabilities are children “having an intellectual disability, a hearing 

impairment including deafness, a speech or language impairment, a visual impairment, a 

serious emotional disturbance, an orthopedic impairment, autism, traumatic brain injury, 

learn disabilities, deaf-blindness, or multiple disabilities, or other health impairments that 

require special education and related services” (2022).  This definition was selected 

because the PEJI was developed using terminology from the United States. 

6. Teachers’ judgments: Teachers' judgments are the teachers' ability to evaluate their 

beliefs and attitudes toward a concept (e.g., toward inclusion of the students with 

disabilities) through the dimensions of agree or disagree, desired or non-desired, or like 

or dislike (Allport, 1954).  
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CHAPTER II 

LITERATURE REVIEW 

Review of the Relevant Literature 

This review of the literature is divided into three sections addressing literature relevant to 

the current study. The first section addresses what is known about inclusion in sub-Saharan 

Africa. The second section provides a review of the instruments designed to investigate the status 

of the inclusion of students with disabilities in physical education. The third and last section 

provides an overview of best practices in validation of a cross-cultural translated instrument, 

with specifics on the instrument that was used in the current study. 

Scoping Review of Literature Specific to Inclusion in Sub-Saharan Africa 

The primary purpose of the scoping review was to investigate issues related to the 

inclusion of students with disabilities in physical education in Angola (see Figure 1). Following 

investigations of the literature across multiple different databases, the researchers determined 

that literature about the inclusion of students with disabilities in physical education in Angola 

was insufficient for a literature review. As a result, the search of the literature was expanded to 

encompass sub-Saharan Africa, as well as what was known about the inclusion of students with 

disabilities in general education systems, not just in physical education.  
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Figure 1 

Scoping Review Process According to the PRISMA-ScR Guidelines Using the PRISMA Checklist 

and PRISM 2020 Flow Diagram (Page et al., 2021)   

 

Note. From: “The PRISMA 2020 Statement: An Updated Guideline for Reporting Systematic 

Reviews,” by M. J. Page, J. E. McKenzie, P. M. Bossuyt, I. Boutron, T. C. Hoffmann, C. D. 

Mulrow, et al., 2021, BMJ, 372(71) (https://doi.org/10.1136/bmj.n71). Copyright 2021 by The 

BMJ Publishing Group. 

*Consider, if feasible to do so, reporting the number of records identified from each database or 

register searched (rather than the total number across all databases/registers).  

** If automation tools were used, indicate how many records were excluded by a human and 

how many were excluded by automation tools. 
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A scoping review, which was conducted for this literature review, is a research 

methodology used to provide a comprehensive search of literature on a topic that provides 

answers to a broad set of research questions (Tricco et al., 2018). The literature review 

methodology applies inclusion and exclusion criteria to allow focused, rigorous analysis leading 

to a beneficial knowledge synthesis of that literature (Tricco et al., 2018). Arksey and O'Malley 

(2005) stated that scoping studies allow researchers to build in-depth knowledge of the nature of 

what is available in the literature according to the purpose of their research. 

To conduct a methodologically sound scoping review, authors recommend a 

methodological framework that provides six stages with a specific criterion to guide the process. 

The six stages, which were followed for this study, are: (a) identifying the research question, (b) 

identifying relevant studies, (c) studying the literature selection, (d) charting the data, (e) 

collating, summarizing, reporting the results, and (f) consulting (Arksey & O'Malley, 2005; 

Colquhoun et al., 2014). 

Identifying the Research Questions for Scoping Review 

The research questions are the beginning point of a scoping review that leads all steps of 

the search strategy (Arksey & O'Malley, 2005). The research questions provide the essential 

keywords or terms to be searched in the literature. For this study, the research questions that 

guided the scoping review are: (a) What are the perceptions of special education administrators 

in sub-Saharan Africa regarding physical education for students with disabilities across   

sub-Saharan Africa? (b) What are the perceptions of special education administrators in sub-

Saharan Africa regarding the status of inclusion of students with disabilities in general physical 

education classes across sub-Saharan Africa? (c) What are the perceptions of students with 

disabilities in sub-Saharan Africa regarding the status of inclusion of students with disabilities in 
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general physical education classes across sub-Saharan Africa? and (d) How do the perceptions of 

administrators compare to the perceptions of students with disabilities regarding the inclusion of 

students with disabilities in physical education?  

Identifying Relevant Literature  

The search process for identifying relevant studies was performed from August to 

October 2021. The principal investigator collaborated with a librarian from Texas Woman’s 

University to identify appropriate databases. Databased selected for the study included CINAHL 

(EBSCOhost), ERIC (EBSCOhost), Academic Search Complete (EBSCOhost), SportDiscus 

(EBSCOhost), ScienceDirect, PubMed, and Scopus. These databases are related to the fields of 

physical education, physical activity, sports, and the health sciences. Besides these databases, 

potential studies were also identified through searching Google, Google Scholar, websites, and 

reference lists, as well as hand searches.  

Investigation Selection 

Investigation selection occurred over multiple steps. In the process of searching for 

articles, it was crucial to define search concepts and the appropriate terminology and then to 

identify specific search terms that cover the concepts and reflect those definitions to retrieve 

articles that apply to the research questions (Arksey & O'Malley, 2005; Colquhoun et al., 2014). 

For instance, multiple terms related to disabilities were tested: disabled, deficient, special needs, 

paralytic, crippled, handicapped, the person in a wheelchair, mental disability, mental 

retardation, blind, deaf, autism spectrum disorder, and poliomyelitis. After the concepts were 

defined and potential search terms were tested, the following search English and Portuguese 

terms were determined to be useful: Angola, sub-Saharan Africa, inclusion, physical education, 
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students with disabilities, administrators, educação física, alunos com deficiência, África 

Subsariana, percepção, and administradores.  

After determining the relevant search terms, the inclusion and exclusion criteria were 

identified. The inclusion and exclusion criteria were based on the research questions and were 

related to the characteristics or the nature of the population (Stern et al., 2014). The investigators 

limited the search to English and Portuguese languages because English is the primary language 

in the field of adapted physical education, and Portuguese is the official language in the Republic 

of Angola. The publication date range was limited to 2010 through 2021. Publication types 

included journal articles, editorials, books, websites, and government documents. The study 

excluded videos, opinions, letters, social media, as well as the French and Spanish languages.  

Once databases, search terms and inclusion/exclusion criteria were identified, the search 

strategy was executed in all databases and search results were documented on the PRISMA Flow 

Diagram. The original database searches retrieved six articles with no duplicates. After screening 

titles and abstracts, none were excluded, leaving six full-text articles sought for retrieval. All six 

full-text articles were retrieved and evaluated based on relevance to the research questions and 

inclusion and exclusion criteria. All six articles were determined to be ineligible because they 

were not related to Angola or sub-Saharan Africa. Fortunately, literature discovered through the 

investigation of reference lists and through citation mapping and pearl growing (also known as 

citation mining or snowballing) led to the identification of 34,996 additional articles. The 

identified articles were screened, and 34,982 were not retrieved. After screening titles and 

abstracts of the articles, 14 were determined to be eligible based on relevance to the research 

questions and on inclusion/exclusion criteria.  
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Charting the Data  

A total of 14 articles were determined to be appropriate for inclusion in the literature 

review; however, one article was not available for retrieval. The remaining 13 articles that were 

determined to be eligible for inclusion and available for retrieval were included for final analysis. 

The 13 articles are summarized, with data charted, in Table 2 below. 
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Table 2 

African Research Related to Inclusion 

# Author(s)  Year Country(s) Purpose Participants Research method(s) Findings   

1 Mpu & 
Adu 

2021 South 
Africa 

To highlight 
the main 
challenges in 
the 
implementatio
n of inclusive 
education in 
South Africa 
schools.  

Nine educators 
from private, 
mainstream, 
and special 
schools. 

Qualitative - Case 
study analyses 
through interpretive 
approach  

Educators from South 
Africa face challenges, 
including a lack of training, 
knowledge, and skills. 
Further overcrowding made 
teaching in inclusive 
education classrooms 
difficult. Researchers 
recommended that 
inclusive education 
accommodate all learners 
regardless of any disability.  

2 Mtonga  
et al. 
 

2021 Zambia To establish 
the learning 
experiences of 
learners with 
albinism in 
both regular 
and special 
schools. 

Learners with 
albinism, 
school 
administrators, 
parents of 
learners with 
albinism, 
organizational 
representatives 
(n = 20). 

Qualitative - 
Interpretative 
Phenomenology 
 

Students with albinism did 
not feel welcomed by their 
peers and teachers in 
traditional school 
environments. The main 
issues were stereotypes, 
negative attitudes, and 
hostile behaviors. In 
contrast, students were 
more accepted and could 
interact with other students 
and teachers in special 
school environments.  
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# Author(s) Year Country(s) Purpose Participants Research method(s) Findings 

3 Basha & 
Van 
Heerden 

2020 Ethiopia To explore the 
profile and 
opinion of 
people with 
disability in 
Ethiopia, with 
respect to 
physical 
activity 
participation.  
  

Individuals 
with visual 
impairments 
and limb 
disabilities, 
who were 15 to 
50 years old, 
and from 
Ethiopia  
(n = 334).   

Quantitative method 
- descriptive 
statistics and   chi-
square statistical 
analyses  

People from Ethiopian with 
visual impairment and limb 
disabilities are not 
physically active and they 
do not know health benefits 
by participating in physical 
activities. 

4 Butakor  
et al. 

2020 Ghana To examine 
Ghanaian 
teachers’ 
attitudes 
toward 
inclusive 
education.  

General 
education 
teachers  
(n = 150 males, 
130 females)  

Quantitative - 
Independent t-test 
& ANOVA 

Teachers with more 
teaching experience had 
better behavioral attitudes 
toward students with 
disabilities than those with 
less teaching experience. 

5 Simui  
et al. 
 

2019 Zambia To discover the 
academic 
barriers faced 
by students 
with visual 
impairments at 
the University 
of Zambia. 

Individuals 
with visual 
impairments  
(n = 7). 

Qualitative -
Hermeneutic 
Phenomenological 
approach 

University students with 
visual impairments faced 
low attitude towards them, 
a lack of inclusive 
education policy 
implementation, a lack of 
curricula adaptation, a lack 
of personnel preparedness, 
and a lack of accessibility.    
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# Author(s) Year Country(s) Purpose Participants Research method(s) Findings 

6 Chitiyo  
et al. 

2019 Malawi, 
Namibia 
& 
Zimbabwe 

To find out 
from both 
general and 
special 
education 
teachers’ 
perspectives to 
identify 
professional 
development 
needs in special 
and inclusive 
education in 
the three 
African 
countries of 
Malawi, 
Namibia, and 
Zimbabwe.    

Teachers from 
urban and rural 
areas (n = 300 
from Malawi; 
125 from 
Namibia; 204 
from 
Zimbabwe). 

Quantitative 
approach - 
Descriptive and 
ANOVA 
 
Qualitative 
approach - 
thematic analysis  

Collectively, the teachers 
strongly agreed with 
inclusive education. 
However, participants from 
Namibia were reported to 
have poor attitudes towards 
students with disabilities. 
Teachers from all countries 
identified a need for 
professional development 
on issues that support 
special and inclusive 
education.  

7 Ogu et al. 2017 Nigeria To determine 
the attitudes of 
physical 
educators in 
Nigeria toward 
the inclusion of 
children with 
disabilities. 

Physical 
education 
teachers  
(n = 67) from 
the Junior 
Secondary 
School level in 
Nigeria. 

Quantitative - 
Descriptive 
statistics and 
multiple regression 

Physical educators reported 
positive social acceptance 
and self-concept toward 
students with disabilities in 
inclusive environments; but 
indicated difficulties 
dealing with behaviors, a 
lack of physical education 
equipment, and a lack of 
professional qualifications.  
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# Author(s) Year Country(s) Purpose Participants Research method(s) Findings 

8 Drame & 
Kamphoff 
 

2014 Senegal To explore the 
level of 
inclusiveness 
in education for 
students with 
disabilities in a 
country in the 
most 
vulnerable 
regions of 
Dakar, 
Senegal.  

Students with 
disabilities, 
families of 
students with 
disabilities, 
teachers, 
directors, and 
other 
professionals 
(n = 30). 

Qualitative - 
Comparative 
Observational Case 
Study  

Challenges towards 
including students with 
disabilities, such as 
negative attitudes, lack of 
teaching preparedness, 
inadequate teaching 
methods, poverty, and 
accessibility.   

9 Kentiba 2015 Ethiopia To identify 
significant 
challenges 
affecting the 
participation of 
students with 
disabilities in 
physical 
education and 
extracurricular 
activities in 
selected 
schools of 
Ethiopia. 

Teachers, 
students with 
and without 
disabilities, and 
principals  
(n = 43). 

Mixed method 
design -  
Qualitative - 
Thematic analysis;  
Quantitative -  
Descriptive 
statistics  

Challenges were identified 
that impact participation of 
the individuals with 
disabilities in physical 
education and 
extracurricular activities, 
including limited access, a 
lack of a comprehensive 
curriculum, poor pupil to 
pupil support, a lack of 
disability sport 
competitions, a lack of 
teacher training, poor 
facilities, and a lack of 
equipment.  
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# Author(s) Year Country(s) Purpose Participants Research method(s) Findings 

10 Odongo 2012 Kenya To examine the 
attitudes, 
perceptions, 
and concerns of 
Kenyan 
teachers toward 
the inclusion of 
children with 
disabilities in 
general 
education 
classrooms.  

Teachers from 
primary 
schools from 
Kenya  
(n = 142).  

Mixed design 
method - 
Quantitative: 
descriptive bivariate 
correlation, linear 
regression, and 
multiple regression  
 
Qualitative: 
inductive approach  

Primary teachers reported a 
positive attitude toward 
inclusion. However, they 
believed that there are 
several obstacles to 
implementing inclusion, 
such as students with a 
wide intellectual spectrum, 
accessibility issues, a lack 
of training, and 
administrative support.  

11 Chireshe  2011 Zimbabwe  To investigated 
special needs 
education 
(SNE)  
in-service 
teacher 
trainees’ views 
on inclusive 
education in 
Zimbabwe. 

In-service 
teacher trainees 
(n = 76). 

Qualitative method 
- Descriptive 
analysis,  
chi-square  
 
Qualitative method 
- interviews  

The teachers did not 
believe that the Zimbabwe 
curriculum is responsive to 
the needs of the students 
with disabilities; nor are 
general classroom teachers 
well prepared to 
accommodate and include 
students with disabilities. 
Finally, the  
in-service teachers believed 
that policies, supplies, 
curriculum, and attitudes 
toward students with 
disabilities impede 
inclusive education.  
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# Author(s) Year Country(s) Purpose Participants Research method(s) Findings 

12 Chhabra 
et al. 

2010 Botswana To identify the 
attitudes and 
concerns of 
teachers toward 
the inclusion of 
students with 
disabilities in 
the general 
classroom.  

Teachers        
(n = 103) from 
geographical 
regions of 
Botswana, both 
rural and 
urban. 

Quantitative 
method - 
Descriptive 
statistics and 
Pearson correlations  

Teachers from Botswana 
reported unfavorable or 
unsupportive attitudes 
towards inclusion. In 
addition, they lacked the 
knowledge to address the 
needs of students with 
disabilities. 

13 Kuyini & 
Desai 

2007 Ghana To determine 
whether 
principals’ and 
teachers’ 
attitudes 
towards and 
knowledge of 
inclusive 
education, as 
well as 
principals’ 
expectations of 
teachers in 
implementing 
inclusion.  

School 
personnel    
(n = 20 
principals; 108 
teachers) from 
urban and rural 
primary 
schools in 
Ghana. 

Quantitative - 
regression analysis 

Attitude towards inclusion 
and knowledge of inclusion 
predicted effective teaching 
practices, but principals’ 
expectations were not 
predictive. Challenges to 
implementation of inclusive 
education in Ghana 
identified. 
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Collating, Summarizing, and Reporting the Results 

Consistent with the guidelines of Arksey and O'Malley (2005), the summaries and 

reporting on the 13 articles is presented in the upcoming section entitled, Inclusion in  

sub-Saharan Africa. They summary addresses the inclusion of students with disabilities in 

general education in the sub-Saharan in countries of Africa. 

Consultation From Librarian  

A senior librarian with expertise and certification in literature reviews provided 

consultation for this study. The librarian provided a thorough review of all the steps on how this 

study was conducted based on PRISMA-ScR guidelines. The librarian also assisted the PI with 

navigation of the various databases. 

Inclusion in Sub-Saharan Africa 

The concept of inclusion has grown significantly in sub-Saharan Africa since the 

declaration frameworks released by the United Nations, such as the World Declaration on 

Education for All and Framework for Action to Meet Basic Learning Needs (UNESCO, 1990), 

the Salamanca Declaration (UNESCO & the Ministry of Education and Science of Spain, 1994), 

and the Convention on Rights of Persons with Disabilities (United Nations, 2006). Despite most 

of the sub-Saharan African nations signing those United Nations declarations and developing 

their policies, there is still much to be accomplished to ensure the full inclusion of individuals 

with disabilities in education. The scoping review revealed the perceptions of the students with 

disabilities and the school personnel toward inclusion.  

Students With Disabilities’ Perceptions Related to Inclusive Education 

Students with disabilities reported that they faced several challenges in the general 

classrooms. Mtonga et al. (2021), who studied the experiences of students with albinism in 
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Zambia, reported that the students suffered from teasing by their peers without disabilities. They 

felt unwelcome amongst their peers in a purportedly inclusive classroom. Simui et al. (2019) also 

reported that a university student with albinism experienced bullying from sighted students due 

to her albinism and visual impairment. Students with disabilities experience unfriendly treatment 

even in supposed inclusive educational environments, including physical education 

environments. For instance, students with disabilities from Ethiopia identified multiple 

challenges associated with participation in physical education and extracurricular activities due 

to the negative attitudes held by their peers without disabilities (Kentiba, 2015). The absence of 

positive attitudes from peers without disabilities negatively affected the inclusion of students 

with disabilities (Simui et al., 2019). Consequently, their participation in physical activities 

decreased (Basha & Van Heerden, 2020). The hostile behaviors of students without disabilities, 

is one reasons noted by parents who refuse to place their children with disabilities in school 

(Drame & Kamphoff, 2014). It appears these unwelcoming experiences further compromise the 

academic performance of students with disabilities in general education classrooms.  

School Personnel’s Perceptions Related to Inclusive Education 

Perceptions of Teacher Preparedness  

In sub-Saharan African countries, the inclusion process presents multiple challenges for 

school personnel in general education schools. The articles selected for this scoping review 

addressed the perceptions of school administrators, teachers, and other professionals; however, 

most participants in the studies were teachers.  

Multiple African researchers reported on the lack of preparedness of teachers (e.g., 

Chhabra, 2012; Mpu & Adu, 2021). The researchers of this study noted how uncomfortable the 

teachers felt when dealing with students with disabilities in their classrooms. For instance, in 
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their study of South African teachers from special, private, and general schools, Mpu and Adu 

(2021) reported that the teachers did not have adequate knowledge to work with students with 

physical disabilities. The teachers reported a desire for in-depth training to build knowledge and 

skills regarding how to accommodate special education learners in their inclusive general 

education classrooms. (Mpu & Adu, 2021). Similar concerns were reported by Chhabra in his 

study of 103 Botswanan teachers. Chhabra (2012) stated that general education teachers felt 

unprepared when working with students with disabilities in the general classroom, which lead to 

high frustration and negative attitudes toward those students. When studied, Kenyan teachers 

also noted the need for additional specialized training in instructional approaches to better 

support the needs of special education learners, and specifically noted their lack of experience 

and knowledge on how to deal with a variety of disabilities conditions in their classrooms 

(Odongo, 2012). The importance of having professional development training regarding how to 

better serve students with disabilities was also noted as critical by teachers from Malawi, 

Namibia, and Zimbabwe (Chireshe, 2011; Chitiyo et al., 2019; Ogu, 2017). Teachers in 

Zimbabwe added that they felt that the teaching methods promoted and used did not apply the 

needs of their special education students (Chireshe, 2011).   

As was the case in investigations of teachers in the general education classroom, similar 

issues were reported in the physical education classroom. Kentiba (2015) reported that more than 

60% of the Ethiopian physical education teachers surveyed had no access to professional 

development, which negatively impacted the participation of the students with disabilities in 

physical education and extra-curricular activities. Butakor et al. (2020) established further that 

teachers with more professional experiences teaching students with disabilities demonstrated 

more positive behavioral attitudes towards inclusion than teachers did with less experience. In 
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response to his research findings, Butakor et al. (2020) proposed that teachers must be able to 

identify the students’ needs and apply appropriate teaching strategies to support those needs if 

they are to overcome the difficulties faced in inclusive environments. Drame and Kamphoff 

(2014) added that teachers should change their teaching approach to follow a student-centered 

pedagogy instead of a teacher-centered pedagogy, to facilitate more acceptance of students with 

disabilities and to create a more welcoming environment for all learners. Moreover, Kuyini and 

Desai (2007) documented the combination of teachers having greater knowledge and more 

positive attitudes leads to more effective teaching practices.  

Perceptions of Policies and Teaching Resources  

Most African countries have developed inclusive teaching practices, as well as their own 

inclusive education policies based on the Salamanca Declaration and framework on special 

education (UNESCO & the Ministry of Education and Science of Spain, 1994). Unfortunately, as 

documented by Chireshe (2011), Zimbabwe’s inclusive education policy was not designed 

around the realities of the school environment, so the inclusive education policy lacks support 

and resources to be implemented as designed. Chireshe (2011) also reported that the country was 

not ready to adopt Zimbabwe’s inclusive education policy since the school personnel were not 

trained and lacked the necessary materials, resources, and infrastructures.  

 In Ghana, Kuyini and Desai (2007) reported that inclusive education programs need 

systematic reform aligned with all-inclusive education policy requirements. Ghana’s inability to 

implement education policies directed toward the inclusion of students with disabilities arose 

from the lack of specific and clear guidelines for schools (Kuyini & Desai, 2007). Odongo 

(2012) affirmed this in his study of Kenya teachers, who reported that the special education 

policy was not observed in a practical way since most teachers are not trained to implement 
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instruction designed to meet the needs of the students with special needs. One of Odongo’s 

participants (2012) stated:  

How do the policymakers expect us to work with students whom we have not been 

trained for? Our inability to meet the needs of those students with specific problems such 

as mental retardation, autism, and multiple disabilities… Teaching all these students at 

the same time is really a difficult job. (p. 98)   

A lack of stakeholder knowledge and advocacy for inclusive education policy in most 

sub-Saharan African countries has also contributed to the poor implementation of inclusive 

education policies. Researchers (e.g., Butakor et al., 2020) have documented that most 

stakeholders do not understand inclusive education policies. After researching inclusive 

education specifically in South Africa, Mpu and Adu (2021) suggested that “policies regarding 

the implementation of inclusion need to be reviewed regularly and need to be advocated to all 

stakeholders” (p. 233). Moreover, policymakers and curriculum experts must consider the 

teaching methods and materials for different levels of learners to make them inclusive (Kentiba, 

2015). For example, physical educators from Ethiopia reported that the physical education 

curriculum was not designed to promote the participation of students with disabilities in physical 

education classes (Kentiba, 2015); and physical educators in Senegal reported using the general 

physical education curriculum with few modifications, which made learning and participation 

difficult for primary students with difficulties.  

Challenges reported by those investigating inclusive education in sub-Saharan African 

(e.g., Butakor et al., 2020; Chireshe, 2011; Chitiyo et al., 2019; Ogu 2017) were similar to those 

reported by Gomes et al. (2022) in their study related to the inclusion of students with disabilities 

in the physical education in Angola. It was reported that the inclusion of students with 
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disabilities in physical education was constrained by teachers’ lack of professional preparation, 

curricular limitations, and negative and prejudicial attitudes toward individuals with disabilities 

from peers and school personnel (Gomes et al., 2022). Given these findings, and that this is the 

only known study about the inclusion of students with disabilities in physical education in 

Angola, it is essential to learn more about the perspectives and judgments of teachers who 

provide physical education to students with disabilities in the general education system.  

To conclude, the countries in Africa need inclusive education policies and teacher 

education programs that more fully support the effective implementation of inclusive education, 

including inclusive physical education. Of particular concern is the need to prepare school 

personnel, such as principals, teachers, and teachers’ assistants, with the knowledge and skills 

necessary to serve students with disabilities appropriately in inclusive general education 

classrooms. Furthermore, educational systems in sub-Saharan Africa must adapt their curriculum 

and provide modifications to address the needs of students with disabilities with different motor, 

sensory, and intellectual challenges, including improving accessibility, educational materials, 

and equipment. Addressing these student needs, in sub-Saharan Africa, is not unusual in the 

general classroom environments. In addition, the teachers are also responsible for including 

physical education. Without further investigation of the current educational context, including 

teacher perceptions and judgments about inclusive education, schools in sub-Saharan Africa will 

continue to struggle to provide educational environments where students with disabilities can 

excel academically, socially, emotionally, psychologically, and physically without stigma and 

prejudice.  
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Research Instruments Related to Inclusion in Physical Education 

Even though special education laws and human rights acts specific to education have 

been in place for decades, the acceptance of students with disabilities in general education 

settings is still a critical issue in most mainstreaming schools worldwide (Block & Obrusnikova, 

2007; Hutzler, 2003).  The students with disabilities, who are physically placed in the general 

classroom, experience segregation and social isolation from their peers without disabilities (Place 

& Hodge, 2001). The lack of inclusiveness in general physical education has been attributed to 

physical educators being ill-prepared to teach students with disabilities (e.g., lacking experience 

and knowledge), as well as teachers’ attitudes toward inclusion (Block & Obrusnikova, 2007; 

Hutzler, 2003). To reverse the situation, Ainscow (2020) suggested that the inclusion of students 

with disabilities requires policies and leadership that promote inclusion and equity as principles 

that guide the work of teachers. Researchers, in their studies of inclusive practice, have 

developed instruments to measure factors related to inclusion in general physical education 

(Bebetsos et al., 2013; Block, 1995; Block et al., 2013; Campos et al., 2022; Cyran et al., 2017; 

Doulkeridou et al., 2010; Hodge et al., 2015; Kudláček, 2001; Martin & Kudláček, 2010; Orlić et 

al., 2016; Özer et al., 2013; Vaillo et al., 2016). The purpose of this section is to provide an 

overview of the instruments available in the literature that measure factors related to inclusion in 

physical education.  

Identifying Relevant Literature 

Specific methods were employed for this review of literature on instruments evaluating 

factors related to inclusion in general physical education. First, the examination of the literature 

was through implementation of search strategies that included the following search terms: 

(survey OR questionnaire OR instrument), (“adapted physical education” OR APE), (“children 
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with disabilities” OR “students with disabilities”), and (inclusion OR “inclusive education”) 

through Google Scholar. Reference lists taken from articles identified from those search terms 

were also checked for additional potential articles. A second search strategy was employed with 

a different set of articles identified through Scopus. The Scopus database was used to conduct 

literature mappings for specific studies, as well as performing author searches to uncover articles 

written by seminal researchers that were not located in Google or using the search terms 

identified. The last procedure performed was a pearl growing or snowballing method. It was 

done by reading the articles, following the references, or checking the citations. The inclusion 

criteria targeted studies that: (a) addressed a research instrument, (b) were related to the inclusion 

of students with disabilities in general physical education settings, and (c) were written in 

English or Portuguese. 

Physical Education Instruments 

In the 1960s, when students with disabilities began the movement in the United States 

from special education schools to regular education schools (Rizzo, 1983), special education 

investigators began to publish studies about the challenges of general classroom teachers who 

were teaching students with disabilities, principally those with intellectual disabilities (Dunn, 

1968). Most of the studies were conducted using instruments addressing the attitude of the 

teachers related to students with disabilities (Rizzo, 1983). From 1970 to the 1990s, as decrees 

regarding the education of people with disabilities in the least restricted environment were being 

adopted worldwide, physical education researchers began to parallel the work of special 

education researchers and develop instruments to assess the issues related to inclusion in general 

physical education (Block,1995; Rizzo & Vispoel, 1991; Rizzo, 1983). The following is a 
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summary of the seminal instruments developed, presented with particular attention to the target 

populations investigated.  

Target Populations 

The research instruments developed to assess variables related to the inclusion of the 

students with disabilities in the general physical education environment typically targeted 

physical educators, students without disabilities, and university students who were majoring in 

physical education. That said, the overwhelming majority of the literature utilized physical 

educators as the target population. This is not surprising given that they are the professionals 

who play a critical role in the inclusion of students with disabilities in general physical education 

classes (Block & Rizzo, 1995; Campos et al., 2022; Combs et al., 2010; Cyran et al., 2017; 

Doulkeridou et al., 2010; Fournidou et al., 2011; Hodge, Murata, & Kozub, 2002; Obrusnikova, 

2008; Özer et al., 2013; Rizzo & Vispoel, 1991; Rizzo & Wright, 1988; Rizzo, 1983; Yarimkaya 

& Rizzo, 2020).  

Seminal Instruments 

Instruments related to the inclusion of students with disabilities in general physical 

education have been developed to assist researchers and practitioners to better understand the 

attributes (e.g., attitudes, beliefs, perceptions, self-efficacy) of physical educators, undergraduate 

physical education majors, and students without disabilities. Multiple instruments were identified 

within the adapted physical education literature that were utilized in multiple studies and 

reported psychometric soundness. They include: Physical Educators Attitude toward 

Handicapped (PEATH, Rizzo, 1983, 1984), Children’s Attitudes Toward Integrated Physical 

Education–Revised (CAIPE-R, Block, 1995), Attitude toward Teaching Individuals with 

Disabilities in Physical Education (ATIPDPE, Kudláček et al., 2002), Self-Efficacy Scale for 
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Physical Education Teacher Education Majors towards Children with Disabilities (SE-PETE-D, 

Block et al., 2013), PEJI (Hodge, Murata, & Kozub, 2002), and Children’s Beliefs and Intentions 

to Play with Peers with Disabilities in Middle School Physical Education (CBIPPD-MPE, 

Obrusnikova et al., 2010). The four most cited instruments including their intended purpose, 

instrument properties, and the theoretical framework on which the instrument was developed 

(see Table 3).  
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Table 3 

Seminal Instruments Developed to Investigate Inclusion in Physical Education 

Instrument Intended purpose Instrument properties Theoretical framework 
Physical Educators Attitude 
toward Handicapped (all 
versions; PEATH, PEATH-II, 
PEATH-III) and Physical 
Educators' Attitude Toward 
Teaching Individuals with 
Disabilities-III [PEATID-III])  

To assess physical education 
teachers’ attitudes toward 
teaching students with learning 
disabilities and physical 
disabilities in K-8 general 
physical education 

A 33-item instrument with 
established construct validity. 
Internal consistency reported as 
alpha coefficient of .97 

Theory of Reasoned Action 
(Ajzen & Fishbein, 1980) 

Attitude toward Teaching 
Individuals with Disabilities in 
Physical Education 
(ATIPDPE; and revised 
ATIPDPE-R) 
 

To predict the intention of 
Czech Republic undergraduate 
physical education students to 
include students with physical 
disabilities in general physical 
education 
 

A 59-item instrument divided 
across Theory of Planned 
Behavior constructs; construct 
validity reported. Alpha 
coefficients range from .71 to .94  

Theory of Planned Behavior 
(Ajzen, 1991) 

Physical Educators’ Judgments 
About Inclusion (PEJI) 

To understand the experience 
of physical education teachers 
working with students with 
disabilities in the inclusive 
physical education 
environment 

A 16-item instrument with items 
dived across the three dimensions 
of inclusion, acceptance, and 
perceived training needs. Alpha 
coefficients for the three subscales 
range from .64 to .88 
 

Theory of Planned Behavior 
(Ajzen, 1991) 

Children’s Attitudes Toward 
Integrated Physical Education–
Revised (CAIPE-R) 

To assess the attitude of K-12 
general education students 
toward the inclusion of 
students with disabilities 

A 13-item instrument with 
established construct validity. 
Internal consistency reported with 
alpha of .78 

Theory of Reasoned Action 
(Fishbein & Ajzen, 1975) 
and a framework for 
measuring attitudes towards 
students with disabilities 
(Antonak, 1988) 
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Methodologies for Validation of a Cross-Cultural Translated Instrument 

Critical to the current study is a clear understanding of best practices in instrument 

validation, particularly the validation of translated instruments. This review of the literature not 

only elucidates best practices in instrument translation and validation, but it also provides a 

framework by which the PEJI-A was developed. The following section provide details on the 

review of the literature methodology, and procedures for validating a cross-cultural translated 

instrument, including procedures for translating an instrument, estimating sample size, 

determining reliability, and establishing validity. 

Identifying Relevant Literature 

The literature search employed multiple approaches to identify literature relevant to 

instrument validation and instrument translation. The first search approach used was to search 

the TWU Libraries’ federated search engine (i.e., TWUniversal) and the TWU Catalog, where 

book chapters about validation were obtained. A second search approach was conducted through 

Google search strategies, and Google Scholar searches. The terms (procedure OR process OR 

steps), (survey OR questionnaire OR instrument), and (validate OR validation OR validity) were 

used to search for articles. Literature mapping, a method to discover and investigate the 

connections among articles related to a topic (Garousi et al., 2020), was applied through the 

Scopus database to obtain additional articles; this included document searches and author 

searches. Finally, a pearl growing or snowballing approach, was used wherein articles were 

checked with citations used to find additional literature.  
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Procedures for Validating a Cross-Cultural Translated Instrument  

Cross-Cultural Translation  

Translation. Globalization has increased societies' cultural diversity, impacting the 

scientific world (Banville et al., 2000; Gitner, 1998). Banville et al. (2000) stated, “one impact 

has been the need to translate research instruments for use with people speaking different 

languages” (p. 374). Candell and Hulin (1986) stated that the most challenging task in research 

appears to be translation. Researchers (e.g., Gjersing et al., 2010; Guillemin et al., 1993; Tsang et 

al., 2017) suggest several steps must be followed to ensure the quality of the translation from one 

language to another. They are: (a) translations, (b) back translations, (c) committee review of 

those translations and back translations, (d) preliminary pilot testing, and (e) validation of the 

instrument, as outlined in Table 4. Researchers agree that translation is not just the mechanism of 

translating words from one language to another, but an action of reconstructing cultural concepts 

or cultural adaptations unique to that specific language (Beaton et al., 2007; Candell & Hulin, 

1986; Caro & Stiles, 1997; Gjersing et al., 2010). Cross-cultural translation is recommended at 

least by two independent translators (Beaton et al., 2007; Guillemin et al., 1993). In addition, the 

characteristics of the translators are key to the quality of the translation (Guillemin et al., 1993). 

Translators should be bilingual and preferably have the translated language as the mother tongue 

to better reveal the nuances of the language (Beaton et al., 2007; Hendricson et al., 1989). 

Guillemin et al. (1993) and Tsang et al. (2017) suggested that one of the translators should be 

aware of the concepts of the instrument and the second translator should not be aware, so that 

discrepancies between the two translations can be discussed and solved. 
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Table 4 

Guidelines for Validation of a Cross-Cultural Translated Research Instrument  

# Steps Explanation  

1.  Identification of the 
instrument  

An instrument that applies the purpose of the 
investigation. 

2.  Authorization from the author Permission to use and translate the instrument for an 
investigation in a different country. 

3.  Translation  Two independent translators that have the target 
language as their mother tongue  

4.  Back translation  Two independent translators. 

5.  Committee review  Experts ensure that the cross-cultural translation has 
equivalent comprehension to the original version. 

6.  Preliminary testing  

 

The test of the experimental version of the translation 
with (a) a small sample of participants from the target 
language or (b) experts from the target language.   

7.  Preliminary evaluation  Content and face validity analysis to produce the last 
version of the target language translated.   

8.  Back translation The last version of the instrument from the target 
language. 

9.  Committee review  Experts ensure that the cross-cultural translation has 
equivalent comprehension to the original version. 

10. Evaluation of the instrument   Conduct data collection in the target population and 
analyze the reliability and construct validity of the 
instrument. 

11. Establishment of the 
instrument in a new language 

Establishment of the last version of the instrument of 
the target language.  

 

Back Translation. Once the initial version of the translation is obtained, a back 

translation should be performed into the original language at least by two independent 

translators, different from those that performed the first translation (Guillemin et al., 1993). The 

purpose of back translations is to ensure the accuracy of the translation if it has unclear wording 

or misunderstandings that may be revealed in the initial translation (Tsang et al., 2017).    

Committee Review. The committee reviewers of the translation and back translation are 

constituted by experts that produce the pre-final translation. The experts need to verify all the 
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versions of the translations to observe and resolve discrepancies (Guillemin et al., 1993). Their 

role is to determine if both translations achieve semantic, conceptual, and idiomatic equivalence 

to the original version (Guillemin et al., 1993). This is done to ensure that the translated 

instrument represents the same meaning as the original version.  

Preliminary Testing. The researchers should assess the pre-final translation of the 

instrument on a small sample, between 30 and 50 participants of the population of the target 

language (Perneger et al., 2015). This procedure allows researchers to have a verbal interview 

with the participants after taking the test on the translated instrument to find out what they think 

about each question to ensure that the items represent the same meaning as the source items 

(Tsang et al., 2017). However, researchers can apply other research approaches to validate the 

preliminary translation. The face and content validity approach is used in the preliminary 

validation of the instrument by a committee of experts (Elangovan & Sundaravel, 2021). Face 

validity is a research approach that verifies whether the instrument measures what it claims to 

measure and content validity refers to if the instrument measures the construct(s) under 

investigation (Chapelle, 1998; Mosier, 1947; Rubio et al., 2003). Construct is the subject matter, 

the underlying theme(s), or the idea(s) that the researcher wishes to measure through the survey 

instrument (Dew, 2008; Ju et al., 2020). For instance, the PEJI instrument underlies the 

following themes such as inclusion versus exclusion, acceptance of students with disabilities, and 

perceived training needs (Hodge, Murata, & Kozub, 2002). Experts are those that have extensive 

knowledge to conduct this procedure (Elangovan & Sundaravel, 2021). They have to have 

familiarity with the constructs of the instrument’s items (Tsang et al., 2017). Experts can 

establish that the instrument's items evaluate what it intends to evaluate (Bölenius et al., 2012; 

Mahapatra et al., 2020). In the preliminary validation of PEJI-A, experts from the Ministry of 
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Education provided a deep analysis of language semantics, vocabulary, appropriateness of the 

terms, and syntax. Therefore, the preliminary validation of the instrument can be conducted 

through a survey with a small sample of participants and/or a committee of experts.  

Back Translation. Like the first back translation, any updated or modified version of the 

instrument must also be back translation to verify the accuracy of the translation from the 

original version of the instrument (Tsang et al., 2017). This back translation process should be 

repeated each time the instrument is revised during the development process. 

Committee Review. Committee reviewers are constituted to review the second version 

of the back translation to ensure the quality of the instrument translated by observing the possible 

discrepancies (Guillemin et al., 1993).  

Evaluation of the Instrument. The evaluation of the instrument is usually reflected in 

the main study, which is the last moment of the investigation where the researchers confirm their 

hypotheses, even though the investigation is the entire process until it gets to this stage. It is a 

crucial stage where the reliability and construct validity are tested through a quantitative analysis 

procedure to determine the psychometrics of the instrument (Cronbach & Meehl, 1955). At this 

stage, there are several aspects to consider when conducting validation of the survey instrument. 

Estimating Sample Size  

When conducting a quantitative research study, researchers must consider how many 

participants are needed to achieve statistical significance or a valid conclusion (Fowler & Lapp, 

2019). More specifically, a sample size (i.e., the number of participants) should be determined in 

accordance with the study’s purpose; the sample size must not be too small or too large 

otherwise the results can be compromised (Fowler & Lapp, 2019; MacCallum et al., 1999). 

Some researchers have advocated that the sample size ratio should be two questions for every 20 
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participants (Anthoine et al., 2014). However, the sample size can be estimated through factor 

analysis, which recommends a satisfactory sample size as follows: 100 = poor, 200 = fair,  

300 = good; 500 = very good, and 1,000 or more = excellent (Comrey & Lee, 1992).  

It is important to mention that when a study is validating a cross cultural validation, an 

exploratory factor analysis (EFA) is commonly used (MacCallum et al., 1999). A factor analysis 

is employed as a technique because it can simplify a complex data set with several variables 

along with constructs that cannot be easily measured (Marsh & Hocevar, 1985). In other words, 

through factor analysis, the variables (items) that underline each construct are organized in 

factors that facilitate understanding the data’s action (Marsh & Hocevar, 1985).  

Reliability 

Reliability is also an important measurement that should be reported in empirical research 

that utilizes a survey, questionnaire, or instrument. The instrument's reliability is related to the 

consistency of the results; in other words, the ability of the instrument to provide the same results 

many times (Crocker & Algina, 2008; Cronbach & Meehl, 1955; Tsang et al., 2017). The 

consistency of an instrument can be evaluated through test-retest reliability, inter-rater reliability, 

or internal consistency (Tsang et al., 2017). Internal consistency is statistically determined 

through calculation of coefficient alpha (Cronbach & Meehl, 1955). The higher the alpha 

coefficient results, the more consistent the instrument. Researchers (e.g., Crocker & Algina, 

2008; Cronbach & Meehl, 1955; Tsang et al., 2017) recommended that a coefficient alpha of .70 

is acceptable for use in research.  

Validity  

Validity of an instrument refers to evidence that the instrument measures what it sets out 

to measure (Litwin & Fink, 1995; Tsang et al., 2017). There are three types of validity that were 
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used in this investigation, they are face validity, construct validity, and content validity. Face 

validity is the simplest type of validity that indicates the degree to which an instrument appears 

effective in terms of its stated aims (Holden, 2010). Content validity refers to whether the 

instrument translated the items appropriately in the domains of knowledge; that is the constructs 

(idea, behavior, or concept) that are under investigation (Chapelle, 1998; Rubio et al., 2003; 

Taherdoost, 2016). As it relates to the current study, content validity was established through the 

following methods. During the translation of the original PEJI from English to Angolan 

Portuguese (PEJI-A), the translators made sure that the translation accurately represented the 

construct content. Furthermore, the translators established the content validity by comparing and 

adjusting the content from the two translations relevant to Angola.  

Besides face and content validity, construct validity is another type of validity crucial in 

this investigation. Construct validity refers to how well the instrument measures the constructs 

determined to assess (Nunnally & Bernstein 1994; Westen & Rosenthal, 2003), and requires 

“compilation of multiple types of evidence” (Crocker & Algina, 2008, p. 231). Knowledge of an 

instrument’s construct validity is critical as it helps the researcher know how well the instrument 

measures the construct that underlines their investigation (Nunnally & Bernstein, 1994; Westen 

& Rosenthal, 2003). Crocker and Algina (2008) recommend multiple approaches to determine an 

instrument’s construct validity.  

The first approach recommended involves determining the “correlations between 

measures of the construct” (Crocker & Algina, 2008, p. 231) to include examining the 

correlational relationship among scores on instrument factors/dimensions (i.e., PEJI-A 

dimensions of inclusion, acceptance, and perceived training needs).  
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The second approach that was recommended for establishing evidence of construct 

validity is “differentiation between groups” (Crocker & Algina, 2008, p. 231). This construct 

validation approach determines whether the mean scores of independent variables differ from 

what was hypothesized based on the theoretical framework (Crocker & Algina, 2008; Hodge et 

al., 2002).  

The third approach, and most extensively used method to determine to construct validity 

(Crocker & Algina, 2008), is the use of a factor analysis, which is a powerful approach that helps 

researchers investigate variables that cannot be measured directly (Field, 2018). Through factor 

analysis, construct validity can be established through item inter-correlation (Crocker & Algina, 

2008).  

Summary 

Challenges to inclusion in sub-Saharan Africa document the critical role physical 

educator’s play in the successful education of students with disabilities in general education 

including physical education. To further understand inclusion in physical education, researchers 

have developed instruments to measure physical education teachers, physical education 

undergraduate students, and general education students’ attitudes, judgments, and beliefs related 

to the inclusion of students with disabilities in general physical education classes (Block & 

Rizzo, 1995; Block, 1995; Block et al., 2013; Hodge, Murata, & Kozub, 2002; Kudláček et al., 

2002; Obrusnikova et al., 2010; Rizzo 1983, 1984). Some of these instruments have been 

translated and applied in research and practice in countries and cultures other than those for 

which the instrument was originally developed. The current investigation aims to validate a 

cross-cultural translated version of the PEJI, an instrument developed in the United States by 

Hodge, Murata, & Kozub (2002), for use in the educational systems of Angola. The procedures 
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recommended in this chapter, and necessary to examine the psychometric properties of the PEJI-

A, are explained in greater detail as the multi-phase validation process is presented in Chapter 

III. 
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CHAPTER III 

METHODOLOGY 

Multi-Phase Validation Process 

The purpose of this investigation is to examine the psychometric properties of PEJI-A. 

This investigation was guided by the following research questions, which focus on the properties 

of the PEJI-A instrument.  

Research Questions 

1. Does the PEJI-A demonstrate evidence of reliability?  

2. Does the PEJI-A demonstrate evidence of construct validity?  

These research questions also guided the methodology for the current investigation. The 

process of validating the PEJI-A was proceed in three phases: (a) translating of the PEJI 

instrument into Portuguese as spoken in Angola (i.e., PEJI-A), (b) establishing the face and 

content validity of the PEJI-A, and (c) investigating of the reliability and construct validity of the 

PEJI-A through the main study. The specific methodology for each of the three phases is 

explained in this chapter and presented below (see Figure 2). 
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Figure 2 

Representation of the Methodological Phases 
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Phase I: Translation of the Instrument 

Purpose and Design of the PEJI 

The PEJI is a quantitative research instrument that was developed to help PETE programs 

examine the “judgments of PETE preservice teachers toward the inclusion of students with 

disabilities into general physical education classes” (Hodge, Murata, & Kozub, 2002). 

Accordingly, the PEJI instrument has been applied in PETE programs for the purposes of 

evaluating the physical educators’ judgments, which are “cognitive expressions of attitudes,” 

related to issues including students with disabilities in general physical education settings 

(Hodge, Murata, & Kozub, 2002). There are three distinct parts to the PEJI, which are addressed 

in the following sections.   

The PEJI cover sheet introduces the participant to the purpose and procedures for using 

the instrument including clarifying the definition of inclusion. For the purposes of the PEJI, 

Hodge, Murata, and Kozub (2002, p.1) cited the work of other scholars and defined inclusion as 

“an approach that supports the placement of all students with different abilities and disabilities 

(mild to severe) into regular physical education classes with typically developing peers (i.e., 

students without disabilities) in their neighborhood schools” (Block, 2007; Murata et al., 2000). 

The PEJI instrument then presents definitions for a range of disabilities that are addressed within 

the PEJI items. The disabilities defined are behavioral disorder, deaf and blind, hard-of-hearing, 

learning disability, mild disabilities, mild intellectual disability, physical disability, severe 

disabilities, severe intellectual disability, and visual impairment. The definitions of the 

disabilities are provided to assist the participants with understanding the meaning of each 

disability as they complete the instrument. Finally, the PEJI consists of 16 items that are divided 

across three subscales: (a) judgments about inclusion versus exclusion, (b) judgments about 
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acceptance of students with disabilities, and (c) judgments about perceived training needs 

(Hodge et al., 2015; Hodge et al., 2002; Hodge et al., 2013). The 16 items from the PEJI are 

presented in Table 5 by subscale. The items in the PEJI instrument are presented along with a 5-

point Likert scale (Likert, 1932) of responses (i.e., strongly disagree, disagree, undecided, agree, 

strongly agree), which the participants use to indicate their judgements or perceptions.  
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Table 5 

PEJI Items Organized by Subscale (Adapted from Hodge et al., 2015) 

Subscale Items 
1. Judgments 
about inclusion 
versus 
exclusion 

1. All students with disabilities should be taught in regular physical 
education.    

2. Inclusion is an idealistic philosophy that will not work in regular 
physical education classes.    

3. Students with severe disabilities should be taught in separate adapted 
physical education classes only.  

4. Students with severe disabilities always need a one-on-one ratio to 
successfully take part in inclusive physical education activities.  

5. Given the range of disabilities that can exist, it is unrealistic to expect a 
regular physical education teacher to teach all students who have 
disabilities in their classes. 

2. Judgments 
about 
acceptance of 
students with 
disabilities 

6. I would readily accept teaching a student who is hard of hearing in my 
physical education classes.  

7. I would readily accept teaching a student with a visual impairment in my 
physical education classes.  

8. I would readily accept teaching a student with a learning disability in my 
physical education classes.  

9. I would readily accept teaching a student with a physical disability (e.g., 
a student who uses a wheelchair or crutches) in my physical education 
classes.  

10. I would readily accept teaching a student with an intellectual disability in 
my physical education classes. 

3. Judgments 
about 
perceived 
training needs 

11. To be more effective teaching students with disabilities I need course 
work that provides me with knowledge about a wide range of disabilities 
from mild to severe.  

12. To be more effective teaching students with mild disabilities I need 
exposure (e.g., direct contact experiences) to students with mild 
disabilities during my professional development.  

13. To be more effective teaching students with severe disabilities I need 
exposure (e.g., direct contact experiences) to students with severe 
disabilities during my professional development.  

14. To be more effective teaching students with mild to severe disabilities, I 
need to receive training on activities that includes ideas on lesson 
planning for a variety of ability levels.  

15. To be more effective to teaching students with mild to severe disabilities, 
I need training in behavioral management strategies and conflict 
resolution beyond what is necessary to teach students without 
disabilities.  

16. To be more effective teaching students with mild to severe disabilities I 
need assistance from others (e.g., adapted physical education teacher, 
special education teacher, peer tutors). 



 

51 
 

Translation of the PEJI Into the PEJI-A  

 The PEJI was translated from English to Portuguese, as spoken in Angola, following the 

guidelines suggested by Beaton et al. (2007), Guillemin et al. (1993), and Herdman et al. (1998). 

The steps adhered to for the translation process are outlined in Figure 3 and include back 

translation of the newly developed PEJI-A.   

 

Figure 3  

Development of the PEJI-A for the Main Study: Steps of the Translation Procedures 

 

 

The independent translation of the PEJI to a draft version of the PEJI-A instrument was 

conducted by two bilingual professionals skilled in Portuguese and English. While Portuguese is 

the primary language of Angola (Beaton et al., 2007), the dialect of Portuguese as spoken in 

Angola is influenced by the Bantu languages (Angolan African languages), which makes the 

  

 Identification of PEJI in original (English) version. 

 

 Translation Committee established with one translator and one University faculty, both 
fluent in Portuguese and English. 

 

 PEJI-A initial translation conducted. 

 

 Review of initial translation by MED-A content experts who were Angolan and fluent 
in Portuguese. 

 

 PEJI-A final draft established. 

 

 Back Translation of the PEJI-A with validation by dissertation committee members. 
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Portuguese spoken in Angola unique to the Portuguese spoken in other countries such as 

Portugal and Brazil (Ndombele, 2022; Sassuco, 2016; Severo et al., 2019).  

A professor from Universidade Agostinho Neto and a professional Portuguese-English 

translator who independently translated the PEJI into Angolan Portuguese and sent their 

translations and feedback to the principal investigator (PI). The PI reviewed the independent 

translations prior to organizing a Zoom conference call with the translator. Due to a professional 

obligation, the university professor was unable to join the Zoom conference call. Therefore, the 

PI and the two professional translators used the translation and feedback from the university 

professor as a part of their deliberations to develop together a final draft of the PEJI-A to best 

reflect the Portuguese as spoken in Angola (see Figure 3). 

As a part of this translation process, the PI also updated the disability terminology to 

reflect language appropriate in the worldwide inclusion movement and consistent with the 

Salamanca Declaration (UNESCO & the Ministry of Education and Science of Spain, 1994). For 

example, the term “mentally retarded” was updated to “intellectual disability” (Gooding, 2015; 

Lang, 2009).  

The initial Portuguese translation version of the PEJI-A was sent to an independent back 

translator, a professional translator, and an expert in linguistics in both languages (English and 

Portuguese), to confirm the accuracy of the Portuguese translation (Guillemin et al., 1993). After 

the back translation was completed, APE expert reviewers, who consisted of the PI’s faculty 

advisor and a retired APE professor that were both experts in survey development, evaluated the 

accuracy of the back translation (Beaton et al., 2007). The APE expert reviewers analyzed and 

approved the English back translation of the PEJI-A.  
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Development and Translation of the Demographic Questionnaire 

While the PEJI-A is the main instrument for this investigation, a demographic 

questionnaire was also developed and translated into Angolan Portuguese (see Appendix A). The 

demographic questionnaire was modified from the original PEJI, as developed by Hodge et al. 

(2002), and revised to address the Angolan context. The 14-question demographic questionnaire 

addresses the following: (a) personal attributes, (b) teaching experiences, and (c) academic 

experiences. The demographic questionnaire was used to identify and describe the participants 

including the physical educators’ level of education and years of experience teaching students 

with disabilities (Dobosh, 2017). 

Phase II: Establishing Face and Content Validity of the PEJI-A 

Validity in research refers to how well an instrument measures what it claims to measure 

(Field, 2018). Specific to this phase of the investigation, face and content validity was 

investigated through a multi-step translation and back translation process. The specific steps 

followed in the process for the validation of the PEJI-A are outlined in Figure 4. 
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Figure 4 

The PEJI-A Validation Process for Establishing Face and Content Validity 

 

 

During the development of the initial version of the PEJI-A (i.e., the translation of the 

original PEJI from English to Portuguese), the translators ensured that the translated items 

accurately represented the construct presented in the PEJI statements. More specifically, the PI 

and translators established the content validity by comparing their independent translations of the 

PEJI and adjusting the specific terms to ensure that the items accurately represented the original 

construct (i.e., idea, behavior, concept).  
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Three experts from the MED-A received the demographic 
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   The constructs of back translation were confirmed.  
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Bölenius et al. (2012) and Mahapatra et al. (2020) recommend that experts could be used 

to establish that the instrument evaluates the research question(s). When an expert, an individual 

who has extensive knowledge to examine the items in an instrument, verifies that they measure 

what the items intend to measure; it is recognized as face validity (Sangoseni et al., 2013). Other 

researchers (Guillemin et al., 1993; Tsang et al., 2017; Xie et al., 2022) suggest that the experts 

should also be individuals familiar with the construct of the instrument so that they can 

determine if the instrument translated is conceptually and semantically similar to the original 

version of the instrument. This process was conducted in the current investigation with a 

preliminary investigation of the face and content validity with participation of the Angolan 

education experts from the Ministry of Education of Angola. 

The professionals from Ministry of Education were all residents of Angola, who (a) held 

graduate academic degrees in education, (b) had more than 10 years of experience in education, 

and (c) hold leadership positions in the Ministry of Education of Angola. The experts for the face 

and content validity investigation included three specialists with educational specializations in 

physical education, special education, and sociology of education.  

The face and content validity procedure of the PEJI-A instrument and the demographic 

questionnaire followed the following steps recommended by the literature (Hodge et al., 2015; 

Mahapatra et al., 2020). First, the PI individually emailed the experts and included the PEJI-A 

instrument and the six-page demographic questionnaire along with the feedback questionnaire as 

a separate document. The PI requested that the experts review the demographic questionnaire 

and the PEJI-A using the feedback questionnaire to provide specific recommendations. Based on 

the feedback questionnaire, the experts were asked to provide feedback on the level of difficulty 
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and clarity of each question. The experts also provided feedback on the appropriateness of the 

grammar, syntax, semantics, and vocabulary used in relation to Angola.  

The PI organized a meeting using Google Hangout within a week of the experts 

independently reviewing the demographic questionnaire and PEJI-A for the purpose of sharing 

their feedback with the PI. The PI’s faculty advisor was present at the beginning of the meeting 

for introductions, explanations of the current investigation, and the intended purpose of the 

online meeting with the PI translating the information into Portuguese for the experts. Along 

with the PI, the experts reviewed the instruments line-by-line and discussed their viewpoints on 

specific aspects of each question in a transparent process (Gizaw et al, 2022). Each question was 

analyzed thoroughly, and specific changes were made according to the cultural semantics of the 

Portuguese language spoken in Angola. For example, the demographic questionnaire item related 

to gender was originally proposed with three options (i.e., female, male, I prefer not to indicate). 

The experts all recommended the removal of the last option (i.e., I prefer not to indicate) stating 

that it was more appropriate for Angola's cultural context to include only female and male as 

response options.  

Back Translation PEJI-A Instrument  

Using the final draft of the PEJI-A (see Appendix B), an independent professional 

bilingual translator (an expert in linguistics) translated the instrument back into English to ensure 

the precision of the translation (Guillemin et al., 1993). This back translation was reviewed by a 

committee comprised of the PI, her faculty advisor, and a retired professor of APE with expertise 

in survey development. The back translation was compared to original PEJI instrument in 

American English and reviewed for possible discrepancies. Through this process, the APE expert 
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reviewers confirmed that the back translation of the PEJI-A retained all the constructs of the 

original PEJI instrument (Solans-Domènech et al., 2019). 

Challenges to Establish Face and Content Validity 

As recommended in the literature (e.g., Beaton et al., 2007; Perneger et al., 2015), the PI 

intended to pilot the demographic questionnaire and the PEJI-A with a sample of participants 

(i.e., 30) to evaluate the preliminary validity (i.e., face and content validity). However, the Texas 

Woman’s University Institutional Review Board (IRB) requirements to conduct the pilot 

investigation outside the United States of America, in this case in Angola, posed several 

challenges that made completion of the pilot study not feasible. For example, it was not feasible 

for the PI to travel to Angola to collect the pilot study data in person, nor was it feasible for the 

PI to collect data over the internet or the phone due to unreliable internet connectivity in Angola, 

computer issues, and potential financial burden to participants in Angola. Therefore, face and 

content validity were established using alternative methods that used American and Angolan 

experts (Elangovan & Sundaravel, 2021).   

Phase III: Main Study 

In the main study, the PEJI-A was investigated to examine its psychometric properties 

(i.e., inclusion, acceptance, perceived training needs). The following section details the 

methodologies used in this investigation including participants and sampling procedures, 

research design and instrumentation, and data collection and analysis. 

Participants and Sampling Procedures 

Convenience and purposive sampling techniques (Orcher, 2016) were applied to recruit 

244 participants from three provinces of Angola, with efforts to recruit equal numbers of 

elementary school teachers who provide physical education instruction and secondary physical 
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education teachers employed. From the total of 242 teachers recruited with support from the 

Ministry of Education of Angola (MED-A) and Provincial Directorates of Education in Luanda, 

Benguela, and Huíla provinces of Angola, 237 were deemed eligible and participated in the 

study. The 237 participants meet the following inclusion criteria by being: (a) Angolan citizens 

who reside in Angola, (b) at least 18 years of age, (c) a current teacher in a public or private 

elementary or secondary school, and (d) responsible for teaching physical education classes. This 

sample size meets the minimum of 200 participants established for adequate statistical power for 

data analysis (Hoe, 2008; Singh et al., 2016), given that the model is not complex and the 

parameter estimates (i.e., path coefficients) are moderate to a large. The support of the MED-A 

was communicated to all the potential schools and teachers through a letter informing them of 

the purpose of the investigation and officially acknowledging their support throughout the 

provinces (see Appendix C). 

As previously mentioned, two types of teachers were qualified to teach physical 

education in Angola. First, elementary school classroom teachers, who must have earned at least 

a high school diploma in education/pedagogy, are qualified and responsible for teaching physical 

education to their students, including those with disabilities. Second, were secondary school 

physical education teachers, who must have earned at least a high school diploma specializing in 

physical education, are qualified and responsible for teaching physical education to their 

students, including those with disabilities. To ensure adequate sample size, elementary classroom 

and secondary physical education teachers were recruited from across the three most populated 

cities in Angola (i.e., Luanda, Benguela, Lubango), which represent three different provinces of 

Angola (i.e., Luanda, Benguela, Huíla). 
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Research Design and Instrumentation 

The research method for the main study utilized a descriptive survey (i.e., PEJI-A), which 

allows for the collection of data from the physical education teachers in a timely, manageable, 

and feasible manner (Hodge et al., 2015). The PEJI-A was used to assess the participants’ 

judgments about inclusion, acceptance of students with disabilities, and perceived training needs 

(Hodge, Murata, & Kozub, 2002). In addition to the PEJI-A, a demographic questionnaire (see 

Appendix A) was also administered to the participants so that the sample population could be 

adequately described, and independent t-tests and correlational analyses conducted.  

Data Collection 

The PI conducted the data collection in the Luanda, Benguela, and Huíla provinces of 

Angola using procedures approved by the Texas Woman’s University IRB (see Appendix D). In 

each province, the PI met the Provincial Director of Education, provided the letter of support 

from MED-A, and shared details of the investigation procedures. The PI then worked with the 

provincial coordinator for physical education, who helped to identify the local schools to target 

for recruitment of participants at the provincial level.  

In each elementary and secondary school targeted for participation in this investigation, 

the PI met with the school principal, explained the investigation procedures, and discussed data 

collection that was considerate of the participant’s schedule. During data collection, the PI 

explained the purpose of the investigation to the participants and secured informed consent from 

the participants using informed consent procedures approved by the Texas Woman’s University 

IRB. All participants received an additional copy of the informed consent form (see Appendix E 

for informed consent forms in English and in Portuguese) to keep for themselves so they could 

contact the researchers with any questions about the investigation. All participants that consented 
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to participate in the study completed the demographic questionnaire and the PEJI-A instrument. 

Data from the demographic questionnaire and the PEJI-A was entered into Excel and transferred 

to Statistical Package for Social Sciences (SPSS, version 28.0) for analysis. 

Data Analysis 

Data Cleaning 

Prior to conducting data analysis, several data cleaning procedures were followed to 

identify potential errors (Odom & Henson, 2002; O'Rourke, 2000). Data cleaning is a process of 

detecting, diagnosing, correcting, or removing errors in data that create disparities, missing bits, 

and contradictions in order to create reliable information (Bhattacharjee et al., 2013; Van den 

Broeck et al., 2005). In this investigation, data cleaning was conducted to identify duplicate 

cases, check scales for zero variance, and check variables for impossible cases (Kreimeyer et al., 

2017). On examination, no duplicate cases were identified in the data set. When the data were 

reviewed for issues of zero variance, zero variance values were removed from the data of 14 

participants where their responses were the same for positively and negatively phrased items. 

When the data were examined for impossible values, it revealed the year of birth for one 

participant was entered incorrectly. This data was corrected using the participant’s original 

survey. This data check also identified five participants who did not meet the inclusion criteria of 

being at least 18 years of age. The data for these five participants was also removed from the 

data set.  

Prior to conducting the reliability analysis, two additional procedures were conducted. 

Consistent with the coding established by Hodge and colleagues (Hodge, Murata, & Kozub, 

2002; Hodge et al., 2005; Hodge et al., 2013), it was necessary to reverse code items 2 through 5 
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in the PEJI-A (Hughes, 2009). In addition, the data for years of experience were screened for 

normal distribution; this resulted in four outliers being removed (Field, 2018).  

Data Analysis 

The data were analyzed for the purposes of providing demographic details about the 

participants, checking for statistical assumptions, and examining the psychometric properties of 

the PEJI-A. In order to adequately describe the participant population, demographic data were 

analyzed with descriptive statistics calculated (Field, 2018). To determine the psychometric 

properties for the PEJI-A, multiple approaches were used that provided estimates of reliability 

(internal consistency) and construct validity, which refers to how well the instrument measures 

the constructs it is determined to assess (Crocker & Algina, 2008; Nunnally & Bernstein 1994; 

Westen & Rosenthal, 2003). 

Reliability Analysis 

Reliability of the PEJI-A was established by calculating the alpha coefficient as an 

estimate of internal consistency (Cronbach & Meehl, 1955). The PI calculated the alpha 

coefficient and evaluated it against a standard of > .70 (Nunnally, 1978). In addition, results from 

the analysis of the PEJI-A, by subscale, were compared with those reported in previous studies 

for the PEJI conducted in the United States of America, Japan, and Brazil (Hodge, Murata, & 

Kozub, 2002; Hodge et al., 2013; Hodge et al., 2015).  

Construct Validity 

Construct validity for the PEJI-A was established through multiple approaches that 

provide different types of evidence. The first approach involved determining the “correlations 

between measures of the construct” (Crocker & Algina, 2008, p. 231). Specific to the current 

investigation, the PI determined the correlational relationship among scores on PEJI-A 
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instrument dimensions (i.e., inclusion, acceptance, and perceived training needs). In the second 

approach, the PI examined the “differentiation between groups” (Crocker & Algina, 2008, p. 

231). The PI conducted two independent t-tests to determine if scores on the PEJI-A differed 

based on gender and educational background (Crocker & Algina, 2008; Hodge, Murata, & 

Kozub, 2002); and a correlational analysis to determine if a relationship exists between years of 

experience on dimensions of the PEJI-A (i.e., inclusion, acceptance, perceived training needs; 

Hodge, Murata, & Kozub, 2002). The final approach utilized to establish evidence of construct 

validity was an EFA, which was used to determine if a relationship exists among 

factors/variables. The results from the EFA allowed the PI to understand if the PEJI-A’s items 

factored responses explain the common subscales or dimension (Crocker & Algina, 2008; Field, 

2018; Hodge, Murata, & Kozub, 2002).  
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CHAPTER IV 

RESULTS 

This investigation aimed to examine the psychometric properties of the PEJI-A and was 

conducted in three phases: (a) translation of the instrument, (b) examination of the face and 

content validity of the PEJI-A, and (c) examination of the construct validity and reliability of the 

PEJI-A. With the work specific to the first and second phase of the study thoroughly addressed 

in Chapter 3, the findings focused on the third and final phase of PEJI-A investigation are 

reported in this chapter in the following sections: (a) demographic information, (b) reliability 

(internal consistency), and (c) construct validity. 

Demographic Information 

Participants 

A total of 242 participants, who were teachers from elementary and secondary schools 

credentialed and responsible to teach physical education, were recruited from across three 

provinces of Angola. Of the 242 participants recruited, five participants were removed from the 

study because they did not meet one of the inclusion criteria. Based on the power analysis for the 

current investigation (Kyriazos, 2018), this sample exceeds the 216 participants needed for 

moderate sample size (Hoe, 2008; Singh et al., 2016). The resulting sample size for the current 

study was 237 participants (120 males, 115 females, two participants did not identify) from the 

provinces of Benguela (n = 113, 47%), Luanda (n = 70, 29%), and Huila (n = 58, 24%).  

Based on the analysis of the demographic data, the average age of participants was 42.1 

years (SD = 8.2). The age range of the participants was 19 to 67 years, with 39% of the 

participants aged 40 to 49 years, 35% aged 30 to 39 years, and 19% aged 50 to 59 years. Related 

to the teaching preparation, it was reported that only 26% were explicitly trained as physical 
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education teachers, while 74% were trained primarily as PK-6 general education teachers who 

were qualified in Angola to provide physical education. Among the 53 participants with training 

in physical education, 39 of the teachers (33%) were males and 13 of the teachers (11%) were 

females. For the 148 participants who were trained as general education teachers, 66 of the 

teachers (55%) were males and 82 of the teachers (71%) were females. All total, 66% of the 

participants reported experience teaching students with disabilities in physical education, while 

30% of participants reported no experience teaching students with disabilities in physical 

education. The average for years of experience working with students with disabilities was 6.8 

years (SD = 6.4) and ranged from 1 to 32 years of experience.   

Reliability 

To establish reliability for the PEJI-A, the internal consistency was estimated through the 

use of Cronbach’s alpha (Cronbach & Meehl, 1955) and evaluated against a standard of α > .70.  

Cronbach’s alpha was determined to be .61 for the entire PEJI-A, and .36 for the PEJI-A 

subscale 1 (inclusion), which are both below the .70 minimum recommended by Nunnally 

(1978) for research instruments. Higher reliability estimates, above the .70 threshold, were 

reported for subscale 2 specific to judgments about acceptance of students with disabilities        

( = .81) and subscale 3 specific to judgments about perceived training needs ( = .79). These 

reliability coefficients for the second and third subscale were deemed acceptable based on 

Nunnally’s recommendations (1978).  

The reliability estimates for the PEJI-A subscales along with those reported in previous 

studies for the PEJI (Hodge et al., 2015; Hodge, Murata, & Kozub, 2002; Hodge et al., 2013) are 

presented in Table 6 for comparison. It appears all prior versions of the PEJI had lower reliability 

for subscale 1 when compared to subscales 2 and 3. In addition, while below the acceptable level 
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of .70, the reliability for the PEJI-A subscale 1 is higher than the version of the PEJI validated in 

Brazil in Portuguese (Hodge et al., 2015).  

 

Table 6 

Comparison of Reliability Coefficients for PEJI’s Subscales by Country 

 Cronbach’s Alpha 

 
 

Country 

Subscale 1 Subscale 2 Subscale 3 

Judgments about 
inclusion versus 

exclusion 

Judgments about 
acceptance of 
students with 
disabilities 

Judgments about 
perceived training 

needs 

Angola  .36 .81 .79 

Brazil (Hodge et al., 2015) .34 .89 .80 

Japan (Hodge et al., 2013) .49 .85 .91 

USA (Hodge, Murata, & 
Kozub, 2002) 

.64 .88 .72 

 

Construct Validity  

Descriptive Analysis of the PEJI-A 

Descriptive statistics were computed for the 16 PEJI-A items. Based on this descriptive 

analysis, the mean score for the PEJI-A was determined to be 3.89 (SD = 0.45). Within Table 7, 

the psychometric indices (i.e., mean, standard deviation, standard error of the mean, skewness, 

kurtosis, range) for the PEJI-A and its three subscales are presented. The mean scores and 

standard deviations by item for each of the PEJI-A subscales are presented in Table 8. 

 

  



 

66 
 

Table 7 

Psychometric Indices for the PEJI-A by Subscale 

Dimensions 
Descriptive statistics 

M SD SEM Min. Max. Skew Kurt 

Judgments about inclusion 

versus exclusion 

3.52 .66 .04 1.67 5 -.35 .15 

Judgments about acceptance of 

students with disabilities 

3.67 .85 .05 1 5 -.66 .25 

Judgments about perceived 

training needs 

4.34 .57 .03 1.60 5 -1.27 2.34 
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Table 8 

Factor Analysis for Dimensions of Inclusion Represented in the PEJI-A 

Factors M SD 1 2 3 

Judgments about inclusion versus exclusion      
1. All students with disabilities should be taught in regular physical 

education.    
3.47 1.31 -.03 

 
.29 

 
.10 

 
2. Inclusion is an idealistic philosophy that will not work in regular 

physical education classes.    
3.76 1.04 -.05 

 
-.03 

 
.41 

 
3. Students with severe disabilities should be taught in separate adapted 

physical education classes only.  
3.56 1.13 .06 

 
.12 

 
.44 

 
4. Students with severe disabilities always need a one-on-one ratio to 

successfully take part in inclusive physical education activities.  
3.09 .88 -.01 

 
-.24 

 
.38 

 
5. Given the range of disabilities that can exist, it is unrealistic to expect 

a regular physical education teacher to teach all students who have 
disabilities in their classes. 

3.71 1.14 -.04 
 

.11 
 

.32 
 

Judgments about acceptance of students with disabilities      
6. I would readily accept teaching a student who is hard of hearing in 

my physical education classes.  
3.83 1.12 -.17 

 
.62 

 
-.16 

 
7. I would readily accept teaching a student with a visual impairment in 

my physical education classes.  
3.35 1.27 .08 

 
.71 

 
.06 

 
8. I would readily accept teaching a student with a learning disability in 

my physical education classes.  
3.97 .96 -.04 

 
.69 

 
-.11 

 
9. I would readily accept teaching a student with a physical disability 

(e.g., a student who uses a wheelchair or crutches) in my physical 
education classes.  

3.65 1.12 .13 
 

.62 
 

.10 
 

10. I would readily accept teaching a student with an intellectual 
disability in my physical education classes. 

3.66 1.02 .07 
 

.58 
 

.03 
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Factors M SD 1 2 3 

Judgements about perceived training needs      
1. To be more effective teaching students with disabilities I need 

course work that provides me with knowledge about a wide range 
of disabilities from mild to severe.  

4.49 .79 .48 
 

.08 
 

.11 
 

2. To be more effective teaching students with mild disabilities I need 
exposure (e.g., direct contact experiences) to students with mild 
disabilities during my professional development.  

4.25 .75 .45 
 

.14 
 

-.26 
 

3. To be more effective teaching students with severe disabilities I need 
exposure (e.g., direct contact experiences) to students with severe 
disabilities during my professional development.  

4.22 .88 .43 
 

.04 
 

-.17 
 

4. To be more effective teaching students with mild to severe 
disabilities, I need to receive training on activities that includes ideas 
on lesson planning for a variety of ability levels.  

4.45 .75 .75 
 

-.09 
 

.03 
 

5. To be more effective to teaching students with mild to severe 
disabilities, I need training in behavioral management strategies and 
conflict resolution beyond what is necessary to teach students without 
disabilities.  

4.32 .76 .76 
 

-.05 
 

.13 
 

6. To be more effective teaching students with mild to severe 
disabilities I need assistance from others (e.g., adapted physical 
education teacher, special education teacher, peer tutors). 

4.39 .78 .67 -.17 -.18 
 

% of variance   15.71 13.52 4.90 
Cumulative % of explained variance   15.71 29.23 34.13 
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Correlational Relationship Among Scores on PEJI-A Instrument Dimensions 

Multiple approaches were employed to establish evidence of construct validity for the 

PEJI-A including determining the “correlations between a measure of the construct” (Crocker & 

Algina, 2008, p. 231). More specifically, a Pearson correlation analysis was conducted to 

determine the correlation between the items within subscales 2 and 3 and a low positive 

relationship between the 2 subscales, r = .31, p < .001, was found.  

Exploratory Factor Analysis 

The final approach for establishing evidence of construct validity for the PEJI-A was to 

conduct an EFA. The EFA was conducted to understand if the PEJI-A items factored responses 

explain the common subscales or dimension (Crocker & Algina, 2008; Field, 2018; Hodge, 

Murata, & Kozub, 2002). More specifically, the PEJI-A’s 16 Likert-scale items were used to 

estimate dimensions of inclusion (i.e., inclusion, acceptance, and perceived training needs) with 

the PI determining the correlational relationship among scores on the three dimensions (Fabrigar 

& Wegener, 2011). Based on the EFA, the total variance for the 16 PEJI-A items explains 

34.13% of the variance on the three factors (i.e., inclusion, acceptance, and perceived training 

needs). Pattern coefficients for the first factor (i.e., inclusion) ranged from -.17 to .76, the second 

factor (i.e., acceptance) ranged from -.24 to .71, and third factor (i.e., perceived training) ranged 

from -.26 to .44. Table 4 shows the results of the factor analysis including the descriptive 

statistics for the three dimensions of inclusion represented in the PEJI-A. 

Analysis of PEJI-A Dimensions Based on Gender and Educational Background 

Two t-test analyses were used to compare the responses to the PEJI-A subscales and the 

independent variables of gender and educational background (i.e., participants who were trained 

as physical education teachers, participants who were trained as general education teachers 
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qualified to teach physical education in Angola). Like the findings of Hodge et al. (2013), the 

reliability of subscale 1 (inclusion dimension) was determined to be low. As such, the 

independent t-test analyses were only conducted for subscales 2 and 3. For subscale 2, males  

(M = 3.55, SD = .86) and females (M = 3.63, SD = .84) reported similar levels of acceptance of 

students with disabilities, t (230) = 1.05, p = .60, d = .14. For subscale 3, males (M = 4.37, 

SD = .50) and females (M = 4.30, SD = .64) also reported similar perceived training needs,  

t (230) = .89, p = .12, d = .12.  

Specific to educational background, participants trained as physical education teachers 

(M = 3.58, SD = .67) reported similar levels of acceptance of students with disabilities on 

subscale 2 (acceptance of students with disabilities dimension) when compared to participants 

trained as general education teachers (M = 3.76, SD = .83), t (197) = -1.39, p = .10, d = -.22. In 

subscale 3 (perceived training needs dimension), participants trained as physical education 

teachers (M = 4.36, SD = .52) reported similar perceived training needs to that of participants 

trained as general education teachers (M = 4.34, SD = .52), t (196) = .24, p = .76, d = .04. 

Analysis of PEJI-A Dimensions Based on Teaching Experience  

A correlation analysis was conducted to determine the relationship between the items 

within subscales 2 and 3 and the independent variable of years of experience teaching students 

with disabilities. The results for both subscale 2 (r = .11, p = .01, and d = .01) and subscale 3 (r = 

-.03, p = .01, d > .01) yielded very low correlations.  Therefore, it was concluded that there is no 

relationship between years of teaching experience and scores on the subscales specific to level of 

acceptance of students with disabilities, or perceived training needs.  
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Summary 

In summary, 237 elementary classroom and secondary physical education teachers from 

three provinces of Angola participated in the current study to investigate the psychometric 

properties of the PEJI-A. The results of the analyses establishing reliability and evidence of 

construct validity were used to determine that the PEJI-A is not valid and reliable as a 

comprehensive instrument.  

Based on the results of the reliability analysis, EFA, and Pearson correlation analysis, the 

first subscale of the PEJI-A (specific to the dimension of inclusion) was not deemed to be valid 

and reliable; only the second and third subscales (specific to the dimension of acceptance of 

students with disabilities and perceived training needs) were deemed to be valid and reliable. As 

such, additional statistical analyses were limited to subscale 2 (acceptance of students with 

disabilities dimension) and subscale 3 (perceived training needs dimension). When examined by 

gender or educational background (those with specific physical education teacher training versus 

those without), no statistically significant difference was reported in the participants’ responses 

to subscales 2 or subscale 3. When the participants’ years of teaching experience were examined 

in relation to participant responses on the second and third subscale, no relationships were 

reported.  
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CHAPTER V 

DISCUSSION 

The purpose of this investigation was to examine the psychometric properties of the 

PEJI-A. Similar to other validation studies on the PEJI conducted in the United States of 

America (Hodge, Murata, & Kozub, 2002), Japan (Hodge et al., 2013), and Brazil (Hodge et al., 

2015), the principal investigator aimed to establish evidence of reliability and construct validity 

for the instrument with a specific teacher population; in this case, Angolan teachers who were 

trained and responsible for teaching physical education. This chapter is organized in the 

following sections: (a) discussion of the findings per research question, (b) implications for 

future investigations, (c) limitations of the study, and (d) conclusions.  

Discussion of the Findings 

The current study was guided by two research questions, which are: (a) Does the PEJI-A 

demonstrate evidence of reliability? and (b) Does the PEJI-A demonstrate evidence of construct 

validity? The findings of this investigation will be discussed in relation to each of the research 

questions. 

Research Question 1: Evidence of Reliability 

As a part of the process of establishing the validity of the PEJI-A, the PI had to first 

establish evidence of reliability. One of the most common ways to estimate the reliability of 

measures is Cronbach’s α, also known as coefficients alpha, which verified the internal 

consistency of the PEJI-A scale (Bollen, 1989; Cronbach, 1955; DeVellis & Thorpe, 2022). 

Values for Cronbach’s α range from 0 to 1 and are evaluated from unacceptable to excellent 

(George & Mallery, 2003; Gliem & Gliem, 2003) with .70 set as the minimum reliability 

acceptable for a research instrument (Nunnally, 1978). Using this minimum of α > .70, it was 
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determined that the reliability for the PEJI-A subscale 1 (i.e., judgements about inclusion versus 

exclusion) was unacceptable and that the items in the subscale specific to inclusion versus 

exclusion did not correlate. The PEJI-A subscale 1, addressing “judgments that comprise the 

inclusion philosophy” (Hodge, Murata, & Kozub, 2002), was therefore deemed not reliable. 

Interestingly, reliability estimates for subscale 1 from previous studies conducted in Brazil, 

Japan, and the United States were also below the minimum acceptable level of α > .70 (Hodge et 

al., 2015; Hodge et al., 2013; Hodge, Murata, & Kozub, 2002). It appears that this subscale needs 

to be modified to adequately address the Angolan educational context if the statements are to 

reliably measure physical educators’ judgements about inclusion in Angola. It is essential to 

understand that the movement for including students with disabilities in Angola is recent. 

Though the Angola government, through the Ministry of Education, has been working to 

improve the awareness and attitudes of the school personnel toward the inclusion of students 

with disabilities, the Angolan cultural values about inclusion versus exclusion do not seem to 

reflect those from the United States, where the instrument was initially created. Therefore, the 

PEJI-A subscale 1 should be revised to more clearly address the dimension of inclusion within 

the cultural context of Angola or be removed from the instrument as it is not reliable.  

In contrast, the remaining PEJI-A subscales specific to the acceptance of students with 

disabilities and perceived training needs were deemed reliable, with Cronbach’s alpha values of 

.81 and .79, respectively. These findings were consistent with previous studies (Hodge et al., 

2015; Hodge et al., 2013; Hodge, Murata, & Kozub, 2002), and suggest that the PEJI-A reliably 

measures the physical educators’ acceptance of students with disabilities and perceived training 

needs specific to teaching students with disabilities. While deemed reliable, the PEJI-A items 

that address students with severe disabilities in the last two subscales should be considered for 
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revision as students with severe disabilities do not currently attend regular education schools in 

Angola where the physical educators teach. Alternatively, the definition for students with severe 

disabilities could be revised to more appropriately reflect the population that the Angolan 

teachers serve within the schools, and for which their judgements are being measured. 

Research Question 2: Evidence of Construct Validity 

The second research question was designed to determine if the PEJI-A demonstrated 

evidence of construct validity. To answer this question, an EFA was conducted to determine if 

the factors in the data were theoretically interpretable (Hooper, 2012). This statistical procedure 

was used to observe the number and nature of latent variables (factors/dimensions) from the 

items, and whether they correlate (Bollen, 1989; Crocker & Algina, 2008; Field, 2018). It was 

determined from the results of the EFA that there was poor factorial evidence of construct 

validity for the PEJI-A as a comprehensive instrument, with the low variance explained 

percentage reflecting a weak relationship between the items. In a factor analysis, the “higher the 

percentage of the total variance explained by the factor…the better the factor analysis does in 

accounting for the variance in the variables being analyzed” (Tinsley & Tinsley, 1987, p. 421). 

When the analysis of the factors explains less than 55% of the variance, researchers need to be 

cautious (Tinsley & Tinsley, 1987). Within the current study, the total variance explained by 

PEJI-A's factors was only 34%, meaning the variables are not inter-related with the factors 

(Yong & Pearce, 2013), or the items do not represent the same construct (Watson, 2017).  

Evidence of Construct Validity for PEJI-A Subscale 1 

Specific to the PEJI-A first subscale (i.e., judgments about inclusion versus exclusion), 

the items accounted for only 4.9% of the variance for the whole scale and had unacceptable 

reliability. These findings are similar to the findings of previous studies conducted in Brazil 
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(Hodge et al., 2015), Japan (Hodge et al., 2013), and USA (Hodge, Murata, & Kozub, 2002). It 

appears that poor operationalization of the construct has been realized as a threat to the construct 

validity of the PEJI-A. During the data collection, some participants asked the PI for clarification 

on the first few questions of the PEJI-A (subscale 1 questions specific to inclusion versus 

exclusion). The operationalization or understanding of the term inclusion seemed unclear for 

several of the Angolan teachers that participated in this investigation. According to Field (2018), 

if the items are not loading in the construct, they should be removed. Further, Peterson et al. 

(2017) suggested that the items' construct, wording, structure, and content should be revised for 

clarity to provide a better relationship between the factors loaded and ultimately improve the 

variance. It was concluded from the findings of the current study that the operationalization of 

inclusion for the items within the first subscale of the PEJI-A were not defined or presented in a 

manner that allowed for accurate measurement of the physical educators’ judgements. To 

increase the level of responsiveness, it is essential to adjust the questions from the original 

instrument (i.e., PEJI) from the first subscale so that the physical education teachers in Angola 

have a better understanding of the construct (Kimberlin & Winterstein, 2008).  

The finding that the PEJI-A subscale 1 demonstrated poor evidence of construct validity 

may be due to identified challenges with local knowledge about inclusive education that exist in 

many African nations (Ohajunwa, 2022). It may be that the teachers in the current study 

understood the meaning of inclusion but were unclear about how inclusive practices can be 

applied in their local context and in responding to the question in subscale 1. Researchers have 

agreed that inclusion and inclusive education are terms that need to be discussed and clarified 

among school personnel in accordance with each country’s history and cultural context (Nugroho 

et al., 2018; Ohajunwa, 2022). Ohajunwa (2022) suggested that Africa must find meaning 
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according to its cultural values. Specific to Angola, most teachers who provide physical 

education classes have not yet been trained in inclusion or inclusive education issues in general 

education schools (Gomes et al., 2022). Therefore, the first subscale of the PEJI-A should be 

removed, or its items revised to reflect the Angolan educational context.  

Evidence of Construct Validity for PEJI-A Subscales 2 and 3 

 Examination of the strength of the relationship between the scores in the EFA for both 

the second and third PEJI-A subscales (Kimberlin & Winterstein, 2008) provides evidence of 

construct validity; and therefore, the constructs from the original work of Hodge et al. (2002). 

However, it was noticed in the EFA’s correlation matrix that item number 13, related to students 

with severe disabilities, did cross load with the first factor, so it should be considered for 

revision. This cross loading may be due to Angolan teachers’ limited experience working with 

students with severe disabilities in the general education system of Angola (Gomes et al., 2022). 

The elementary classroom teachers and secondary physical education teachers who served as 

participants for this investigation do not typically teach with students with severe disabilities 

because those students attend special education schools in Angola rather than the general 

education schools.  

 One of the premises of inclusion or inclusive education is the level of acceptance of 

students with disabilities by their teachers (Salamanca Declaration, UNESCO & the Ministry of 

Education and Science of Spain, 1994), which is central to the judgements in the second and 

third subscales of the PEJI-A. A researcher from Uganda stated, “inclusive education requires 

teacher educators to accept the responsibility for preparing students [future teachers] who can 

support all children to learn and feel a sense of belonging” (Eron, 2018, p. 119). Despite this 

notion, African authors (e.g., Gadour, 2018; Juma, 2018) have reported that the inclusion of 
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students with disabilities in general education schools, commonly referred to as “mainstream” 

schools, has not been realized. Researchers (e.g., Chitiyo et al., 2019; Nketsia, 2018; Odongo, 

2012) have reported that teachers in Africa (i.e., teachers from Namibia, Zimbabwe, Malawi, 

Kenya) are accepting of students with disabilities in general education schools; however, they 

lack the skills and knowledge to work with such students. In general, teachers from general 

education schools in Africa have reported insufficient training (pre-service and inservice 

training) in skills to teach in general education classrooms (Mpu & Adu, 2021). Similar concerns 

were expressed by Ethiopian physical educators, who reported having a great need for 

professional development related to physical education for students with disabilities, but no 

access to such professional preparation or development (Kentiba, 2015). Specific to physical 

educators in Angola, special education administrators have indicated that physical education 

teachers are unprepared to work with students with disabilities in special schools and general 

education schools (Gomes et al., 2022). The finding of evidence for the construct validity of the 

second and third subscale of the PEJI-A is promising given this well-documented need for 

training specific to physical education for students with disabilities across Africa.  

Evidence of Construct Validity: Judgments About Acceptance of Students With Disabilities 

Examined by Gender 

 Within the current investigation, evidence of construct validity was established by 

examining the judgements about the acceptance of students with disabilities based on the gender 

of the teacher (Crocker & Algina, 2008; Hodge, Murata, & Kozub, 2002). It was expected and 

found that, regardless of gender, the elementary classroom teachers and secondary physical 

education teachers had similar levels of acceptance of students with disabilities. This finding, 

consistent with other research conducted using the PEJI in non-African countries (e.g., Hodge & 
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Elliott, 2013), represents the first of its kind on the acceptance of students with disabilities in 

physical education in Angola, which is critical as the acceptance of students with disabilities in 

general education schools is a well-documented challenge to inclusion in most African nations 

(e.g., Chitiyo et al., 2019; Pather & Slee, 2018). Researchers have reported both favorable 

acceptance of students with disabilities (Chhabra et al., 2010; Tomás, 2020) and negative 

attitudes toward accepting students with disabilities by teachers in general education classrooms 

(Chavuta et al., 2008; Haitembu, 2014). When acceptance of students with disabilities was 

examined by the gender of the teacher in sub-Saharan Africa, researchers have reported that 

female teachers are more accepting of teaching students with disabilities in the general education 

classroom than their male counterparts in Angola (Tomás, 2020) and Ghana (Butakor et al., 

2020). Unfortunately, there is a lack of research existing that examines the acceptance of 

students with disabilities specifically in physical education in Africa. Validation of an instrument 

such as the PEJI-A appears critical to research on inclusion and the acceptance of students with 

disabilities in physical education in sub-Saharan Africa.  

Evidence of Construct Validity: Judgments About Perceived Training Needs Examined by 

Gender 

The examination of judgements of perceived training needs based on the gender of the 

teacher revealed evidence of construct validity for the PEJI-A and documented comparable 

training needs, regardless of gender. Based on the scores reported, it was concluded that both the 

male and female teachers recognized a need for training specific to teaching students with 

disabilities in physical education. This finding is consistent with training needs identified in the 

literature from teachers in general education classrooms across sub-Saharan African (e.g., 

Chitiyo et al., 2019). Unfortunately, research specific the training needs of physical educators in 
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African countries, including Angola, is nearly nonexistent (Gomes et al., 2022). Instead, existing 

literature is focused on the training needs of classroom teachers regarding teaching students with 

disabilities in general education schools, with limited focus on gender differences. 

The finding of similar perceived training needs for males and females in the current 

investigation is consistent with the research conducted on the perceived training needs of 

physical educators using the PEJI in Japan (Hodge et al., 2013) and Brazil (Haegele et al., 2018). 

Teachers of both genders expressed the need for more training specific to teaching students with 

disabilities. In contrast, researchers investigating the perceived needs of physical education 

majors in the United States reported that females expressed a greater need and interest in 

professional development than did their male counterparts (Hodge & Elliott, 2013). Regardless 

of whether differences were examined based on gender, it appears that physical educators from 

across the world perceive a need for additional training specific to the inclusion of students with 

disabilities in general education settings (e.g., Chitiyo et al., 2019; Gomes et al., 2022; Haegele 

et al., 2018; Hodge & Elliott, 2013; Hodge et al., 2015, Hodge, Murata, & Kozub, 2002; Mpu & 

Adu, 2012; Odongo, 2012). 

Evidence of Construct Validity: Judgments About Acceptance of Students With Disabilities 

Examined by the Teachers’ Educational Background 

It was expected that, regardless of educational background of the participants (i.e., those 

trained as physical education teachers versus those trained as general education classroom 

teachers), there would be no difference in the teachers’ acceptance of the students with 

disabilities in physical education as measured by the PEJI-A subscale 2. Therefore, the finding of 

no group difference provides evidence of construct validity for the PEJI-A. It should be noted 

however that the sample size disparity between the group of teachers trained as physical 
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education teachers (n = 53) versus those trained as general education classroom teachers (n = 

148) may have contributed to the non-significant finding. This disparity in sample size may have 

made it difficult to reach statistical power (Sawilowsky & Hillman, 1992) when the t-test 

analysis was conducted to compare the mean scores between the two groups. As an alternative, 

Kim (2015) suggests that the effect size be used to quantify the differences between groups, 

“while a p value has an important meaning in statistical inference, an effect size is expressing a 

descriptive importance” (p. 329). In this examination of the teachers’ acceptance of the students 

with disabilities in physical education based on their education background, the actual effect was 

determined to be small (d = -.22) but meaningful in providing evidence of construct validity 

(Western & Rosenthal, 2003). 

Evidence of Construct Validity: Judgments About Perceived Training Needs Examined by the 

Teachers’ Educational Background 

Group differences on perceived training needs specific to teaching with disabilities in 

physical education (i.e., PEJI-A subscale 3) were expected based the teachers’ educational 

background (i.e., those trained as physical education teachers versus those trained as general 

education classroom teachers). However, it was concluded from the t-tests results that the 

students the teachers had similar perceived training needs—teachers from both educational 

backgrounds strongly agreed on the need for in-service training. This finding is aligned with the 

perceptions of Angolan special education administrators, who have reported that in-service 

training specific to physical education for students with disabilities is non-existent (Gomes et al., 

2022). Even though physical education for individuals with disabilities was recognized in special 

education policy in Angola in 2017 (Diário da República, 2017), training has not yet been 
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provided to the teachers responsible for providing physical education instruction to students with 

disabilities.    

Evidence of Construct Validity: Correlational Analysis of Teachers’ Judgments Examined by 

Years of Experience Teaching Students With Disabilities 

Correlation analyses were performed to examine the relationships between the teachers’ 

years of experience teaching students with disabilities and their subscale totals for the second and 

third PEJI-A subscales. Specific to the acceptance as measured by the PEJI-A subscale 2, it was 

expected that there would be a positive relationship between years of experience teaching 

students with disabilities in physical education and acceptance levels. However, based on the 

results of the correlation analysis, it was concluded that no relationship exists. This finding 

contrasts the work of Tomás (2020), who reported higher levels of acceptance from Angolan 

teachers with more years of teaching experience; but is consistent with the work of Haegele et al. 

(2018), who reported that Brazilian teachers, regardless of their years of experience teaching 

students with disabilities, positively accepted them in their physical education classrooms. While 

the PEJI-A subscale 2 was reported to be reliable, further investigation of the variable of years of 

experience did not contribute evidence of construct validity.  

The last analysis specific to the second research question examined the relationship 

between is the teachers’ years of experience teaching students with disabilities and their 

judgments about perceived training needs. Given that teachers in Angola receive little to no 

preservice training specific to physical education for students with disabilities (Gomes et al., 

2022), it was expected that no relationship would exist between years of experience teaching 

students with disabilities and perceived training needs. From the results of the correlation 

analysis, it was concluded that no relationship exists (r = -.03) between years of experience 
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teaching students with disabilities and perceived training needs. Similar findings were reported 

by Tomás (2020) in his investigation of the training needs of Angolan general education teachers 

and are supported by the call from the Angolan Ministry of Education for increased professional 

development of the teachers from the general education system related to the inclusion of 

individuals with disabilities in public education schools (Ministério da Educação, 2006; 

Ministério da Educação, 2015). The current findings do, however, contradict the work of Hodge 

and Elliott (2013), who reported that participants with more experience teaching students with 

disabilities perceived a greater need for more and better professional development. The finding 

of no relationship between years of experience teaching students with disabilities and perceived 

training needs as expected provides additional evidence of construct validity for the PEJI-A.  

Implications for Future Investigations 

This investigation examined the psychometric properties of the PEJI-A. In the process of 

analyzing the data to establish evidence of reliability and construct validity for the PEJI-A, it was 

concluded that this initial version of the PEJI-A does not demonstrate construct validity for 

multiple reasons. Based on the results of the EFA, it was determined that items in subscale 1 

(i.e., items 2, 3, 4, and 5) did not load together, so this subscale represent the theoretical 

construct of judgments about inclusion versus exclusion (Crocker & Algina, 2008). In addition, 

evidence from the t-test analysis, correlational analysis, and reliability analysis confirmed that 

the PEJI-A in its initial version is not acceptable for research use due to a lack of evidence of 

reliability and construct validity (DeVellis & Thorpe, 2022; George & Mallery, 2003; Gliem & 

Gliem, 2003). Given these findings, future investigator using the PEJI-A should seek to revise 

the items in the first subscale to improve the psychometric properties or involve use of just the 

second and third subscale of the PEJI-A (Field, 2018). Researchers interested in physical 
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educators’ judgements of inclusion versus exclusion must develop new items relevant to the 

Angolan cultural context (Ohajunwa, 2022). More specifically, feasibility studies should be 

conducted that qualitatively develop new or revised items followed by studies that test whether 

the new items accurately measure the construct of inclusion and exclusion in Angola (Crotty, 

1988; Lee, 2012).  

Future research should also consider revisions that use culturally relevant disability 

terminology within the items for subscales 2 and 3, even though the items load well and 

represent the constructs of acceptance of students with disabilities and perceived training needs. 

For example, selected items in subscale 2 and 3 reference students with severe disabilities, using 

a definition in the PEJI and the translated PEJI-A that is derived from a US perspective of severe 

disabilities. Using that definition, students with severe disabilities in Angola only attend special 

education schools, not general education schools. Consequently, the teachers responsible for 

teaching physical education in the general education schools in Angola do not have experience 

teaching students with severe disabilities to draw from when expressing their judgements about 

their acceptance of or perceived training needs specific to teaching students with severe 

disabilities. In future investigations, items referencing students with severe disabilities should be 

removed or the definition of severe disabilities should be revised with guidance of the National 

Institute for Special Education of the Ministry of Education of Angola.   

Another issue specific to this initial version of the PEJI-A relates to the target population. 

The PEJI, which was translated to develop the PEJI-A, was initially developed for physical 

education teacher candidates in the United States had completed a bachelor’s degree in physical 

education. Even though elementary teachers in Angola provide physical education to their 

students, they are not formally trained as physical educators. There is a discrepancy between the 
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intended target population for the PEJI, and the participant population for current investigation of 

the PEJI-A. It is important that future investigations include only teachers trained as physical 

educators and/or physical education teacher candidates (i.e., physical education majors near the 

completion of their teacher education program).  

Additionally, the current context in Angola does not support data collection through 

online formats or computerized survey. As such, face-to-face data collection is necessary in 

order to survey Angola’s teachers. This, combined with what is known about perceived training 

needs and access to professional development in Angola and surrounding countries, is 

recommended that future investigations consider the use of professional development workshops 

as a means to gather the physical educators together for in-service training, as well as survey 

administration. Through such methodologies, physical education teachers benefit from in-service 

training while also contributing to the knowledge base.  

Limitations 

 There are four main limitations for this study that should be acknowledged. First, because 

there is very limited research on the topic of physical education for students with disabilities in 

sub-Saharan Africa, including Angola, the PI was not able to use previous research to inform the 

design of the current investigation. Second, PEJI-A (i.e., initial version of the translated 

instrument) was not pilot tested with the target population prior to conducting the current 

investigation. Rather, alternative methods for ensuring establishing face and content validity 

were used. Third, the overall findings of the current investigation may not be generalizable 

because participants were not randomly selected. The participants for the current investigation 

were selected from schools near the city center of Luanda, Benguela, and Lubango, rather than 

from randomly selected from across the major cities. The PI had financial constraints that did not 
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allow her to travel to more Angolan provinces or to schools farther away from the city centers. 

Her reliance on public transportation and walking to access the teachers for data collection may 

have created a situation of sample bias as teachers were not randomly selected for participation. 

Fourth, though the demographic questionnaire and the PEJI-A were designed to be completed in 

less than 30 minutes, time constraints of the teachers may have been a limitation. Data were 

collected at the schools where the teachers were about to teach or had just finished teaching so 

their participation time and ultimately responses to the survey may have been impacted. Finally, 

because the data collection occurred in the teachers’ school, it must also be acknowledged that 

the participants may have marked what they believed the PI, or their school administrator 

preferred or deemed acceptable for their judgements.  

Conclusions 

 Based on the findings of this study, the present version of the PEJI-A, inclusive of all 

three subscales, does not demonstrate evidence of reliability and validity. It appears that the 

PEJI-A needs to be revised with items that better measure the constructs of inclusion consistent 

with the Angolan educational context. Despite the statistical constraints of the PEJI-A related to 

subscale 1, it does show promise as a much-needed tool to investigate physical education for 

students with disabilities in sub-Saharan Africa and address the preservice and in-service training 

needs of physical educators that are well-documented in the literature.  
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APPENDIX A  

DEMOGRAPHIC QUESTIONNAIRE IN ENGLISH AND PORTUGUESE 

Demographic Questionnaire 
 

The following demographic questions relate to your: (a) personal attributes, (b) teaching experiences, and (c) academic experiences. Please write 
in the requested information in the space provided or mark an X to indicate your response adjacent to the appropriate response option. You may 
skip any question you are not comfortable answering.  
  

1. Are you an Angolan citizen?   Yes          No  
2. Do you currently live in Angola?  Yes          No  

a. If yes, in what city and province do you currently live?_____________________________________________ 
3. What is your sex?  Male _____   Female _____  
4. In what year were you born? ________________ 
5. Which academic degree(s) do you hold?  

Academic Level Year Completed Date Completed or Expected 
Date of Completion 

Bachelor’s Degree (e.g., physical education, 
pedagogy) 

High school diploma 
  

      
  

Bachelor’s degree        
  

Graduate degree 
  

      
  

6. Are you currently employed as a teacher?  Yes_____  No_____ 
If yes, please indicate where you teach. Mark all that apply. 
Private school(s)  _____   Public school(s) _____ 
Elementary school(s) _____   Secondary school(s) _____ 

7. Are you responsible for teaching physical education classes in those schools?  Yes         No   
8. How many years have you taught physical education at an elementary and/or secondary school?  

Years taught in elementary school     
Years taught in secondary school     
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9. Do you have experience teaching students with disabilities in your physical education classes? 
Yes               No  
If yes, how many years have you taught students with disabilities in physical education?    

 
10. When teaching physical education classes, what was your average class size?  

Elementary class size?     Secondary class size?    
11. Approximately how many students were you responsible for teaching in physical education classes per day?     
12.  How many hours of physical education do students have per week?      

Approximately how many students with disabilities were you responsible for teaching in physical education classes (number of 
students with disabilities per class)?     

13. In the box below indicate how much professional training you have had specific to teaching students with disabilities in physical 
education?  

Type 

For each type, 
please indicate if 

you have completed 
training on teaching 

students with 
disabilities in 

physical education. 

For all types where you 
marked yes, please indicate 

how many courses, 
workshops, seminars, or 

conferences included 
training on teaching 

students with disabilities? 

When were these  
trainings completed? 
Please provide year 

or year range. 

In what city or 
province were these 

trainings 
completed? 

High school diploma Yes____  No____       

Undergraduate University degree Yes____  No____       

Graduate degree Yes____  No____       

Professional Workshops  Yes____  No____       

Professional Seminars  Yes____  No____       

In-service seminars in schools Yes____  No____       

Professional Conferences  Yes____  No____       
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Questionário Demográfico 
  
Por favor, forneça as seguintes informações demográficas relacionadas com os seus: (a) atributos pessoais, (b) experiências de ensino e (c) 
experiências académicas. Por favor, escreva nas informações solicitadas no espaço fornecido ou marque um X para indicar a sua resposta 
adjacente à opção de resposta apropriada. Você pode pular qualquer pergunta que não se sinta confortável em responder.  

1. E natural de Angola?  Sim _____ Não ______ 
2. Actualmente vive em Angola? Sim _____ Não ______ 

Se sim, em que cidade e província vive actualmente? ____________________________________________________________ 
3. Qual é o seu sexo? Feminino ______ Masculino ______  
4. Em que ano nasceu? ________________  
5. Qual é o grau académico que tem? 

Nível Académico Ano em que 
Concluído 

  

Se está cursando, em 
que ano prevê concluir 

Título de Licenciatura 
(por exemplo, educação física, pedagogia ou outro) 

Diploma do Ensino Médio       

Licenciatura       

Pós-graduação       

  
6. Você está empregado atualmente como professor 

Em qual(is) escola(s) você leciona atualmente?   Escola(s) privada ______   Escola(s) pública _______ 
Escola primária _______                        Escola(s) secundária ______ 

7. Você é responsável por ministrar aulas de educação física nessas escolas? Sim _____ Não ______ 
8. Quantos anos ensinou educação física/ expressão motora numa escola primária e/ou secundária?   

Anos leccionados na escola primária ________________ 
Anos leccionados no ensino secundário (I⁰ Ciclo) ___________ (II⁰ Ciclo) ____________ 

9. Tem experiência em ensinar alunos com deficiência nas suas aulas de educação física/ expressão motora? 
Sim ______ Não ______ 
Se sim, quantos anos você ensina alunos com deficiência na disciplina de educação física/ expressão motora? _______________ 

10. Quando dava aulas de educação física/ expressão motora, qual era o número de alunos por turma?  
Escola primária? __________ Escola secundária (I⁰ Ciclo)? __________ Escola secundária (II⁰ Ciclo)? __________ 

11. Aproximadamente quantos students você tinha em educação física por dia?   ___________________________________________ 
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12. Quantas horas de educação física/ expressão motora os alunos têm por semana? ____________________________ 
13. Aproximadamente quantos alunos com deficiência você tem nas aulas de educação física/ expressão motora por turma?  

________________________________________________________________________________________ 
14. No quadro abaixo, indique qual a formação profissional que teve específica para ensinar alunos com deficiência em educação 

física/ expressão motora?   
 
 

  
  

Tipo  

Para cada tipo, indique 
se completou alguma 

formação sobre o ensino 
de alunos com 

deficiência em educação 
física. 

Se sim, quantos 
cursos, workshops, 

seminários ou 
conferências 

incluíram formação 
sobre ensino de 

alunos com 
deficiência? 

Quando é que 
estes formações 

foram concluídos? 
Por favor, forneça 
o intervalo de ano 
(ex.: 2001 – 2002) 

ou ano. 

Em que cidade ou 
província foram 
concluídas estas 

formações? 

Diploma do Ensino Médio  Sim ____ Não ____       

Licenciatura  Sim ____ Não ____       

Pós-graduação  Sim ____ Não ____       

Workshops Profissionais  Sim ____ Não ____       

Seminários Profissionais    Sim ____ Não ____       

Seminários em serviço na 
escola 

 Sim ____ Não ____       

Conferências Profissionais  Sim ____ Não ____       
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APPENDIX B  

PEJI-A IN PORTUGUESE 

Instrumento de Pesquisa 

Opinião dos Professores de Educação Física sobre Instrumento de Inclusão 

(Originalmnte desenvolvido por Hodge, Murata, & Kozub, 2002) 

  
Estamos a realizar um estudo com vista a conhecer a opinião dos professores de educação física sobre a inclusão de alunos com deficiência nas aulas 
de educação física normais. Assim sendo, ficar-lhe-íamos muito gratos se partilhasse connosco a sua contribuição. Apresentamos a seguir um 
conjunto de afirmações e perguntas que visam obter a sua opinião sobre a inserção de alunos com deficiência (categoria leve a grave) nas aulas de 
educação física inclusivas. 
  
Para os fins deste estudo, inclusão significa uma abordagem a favor da colocação de todos os alunos com diferentes habilidades e deficiências (leve 
a grave) em aulas normais de educação física com colegas com desenvolvimento normal (ou seja, alunos sem deficiência) em escolas nas suas áreas 
de residência. 
  

1.   É voluntária a sua participação no preenchimento desta ficha de pesquisa. 
2. Marque com um círculo a resposta que melhor descreve sua opinião 
3. Não existe resposta certa ou errada para qualquer afirmação feita nesta pesquisa, e o participante pode decidir responder apenas às 

perguntas que deseja  
Para referência, pode consultar "Definição de Termos" na página seguinte  

4. Neste inquérito todas as respostas são mantidas em segredo e usadas apenas para o fim a que se destinam 
 

Definições dos Termos 
 
Distúrbio do Comportamento. Os comportamentos deste jovem são variados e severos. Os comportamentos típicos incluem delinquência, 
hiperactividade, hipoactividade, transtorno de ansiedade generalizada, desajustamento social, retraimento, agressão, birras, evasão escolar, 
fuga, hipersensibilidade e alterações de humor. A gestão do comportamento é fundamental para a participação nas aulas de educação física 
(Rizzo & Kirkendall, 1995).  
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Surdez e Cegueira. Este jovem tem uma combinação de deficiência auditiva (audição) e visual que limita gravemente a sua capacidade de 
comunicação. O desenvolvimento motor desta criança pode estar atrasado; ela / ele pode apresentar comportamentos estereotipados, como 
balançar, colocar o punho ou os dedos nos olhos, agitar os dedos na frente do rosto, rodopiar ou inclinar a cabeça para a frente (Sherrill, 1998). 

Dificuldade Auditiva. Diz-se que esse jovem tem uma condição que dificulta a audição, mas não impede a compreensão da fala apenas com o 
uso do ouvido, com ou sem aparelho auditivo. Na educação física, esse jovem pode precisar de ajuda de um intérprete e/ ou colega para se 
comunicar com os outros, principalmente em situações de grupo (Sherrill, 1998). 

Dificuldade de Aprendizagem. Este jovem tem inteligência normal ou superior. Ele/ ela padece de um distúrbio em um ou mais processos 
psicológicos básicos envolvidos na compreensão ou no uso da linguagem, falada ou escrita; pode ser hiperactivo, apresentar problemas 
perceptivo-motores, emocionalmente imaturo, padecer de déficit de atenção; e precisa de ajuda para desenvolver comportamentos de jogo 
apropriados (Sherrill, 1998). 

Deficiências Leves. Este jovem está consistentemente abaixo do normal no desempenho educacional. Nas aulas de educação física, o 
desempenho motor desse jovem é muitas vezes atrasado, desastrado ou desajeitado e, como resultado, pode apresentar baixa auto-estima em 
relação ao seu corpo e capacidade de movimento (Sherrill, 1998). 

Deficiência Intelectual Leve. Este jovem tem uma pontuação de QI que se encaixa no intervalo de 50-80 em testes padronizados. Ele/ela 
desenvolverá habilidades sociais e de comunicação básicas; e de um modo geral pode alcançar as habilidades sociais e vocacionais necessárias 
para o auto-apoio, mas pode precisar de orientação. Ele/ela pode ficar 2-4 anos atrasados quando comparado/a aos seus colegas sem 
deficiência na maioria dos desempenhos motores; e pode ter dificuldade em aprender habilidades motoras devido a um déficit de atenção e 
baixa capacidade de compreensão (Rizzo, Bishop, & Tobar, 1997). 

Deficiência Física. Neste estudo, o/a jovem apresenta paralisia que envolve tanto o sistema nervoso central como o autónomo; afecta 
negativamente os movimentos do corpo, as sensações (por exemplo, sentir, tocar) e/ou funções vitais do corpo. Ele / Ela pode ser paraplégico 
(paralisia de ambas as pernas) ou tetraplégico (paralisia de braços, pernas e tronco) causado por paralisia cerebral grave, lesões na medula 
espinhal, espinha bífida ou outros defeitos ortopédicos. Ele/ela usa cadeira de rodas (Sherrill, 1998). 

Deficiências Graves. O/A jovem padece de uma deficiência crónica, que decorre de uma deficiência mental ou física ou uma combinação de 
ambos. Isso provoca limites funcionais substanciais no autocuidado, aprendizagem, mobilidade, linguagem receptiva/ expressiva e capacidade 
para comportamentos auto dirigidos independentes. Nas aulas de educação física, o nível de espontaneidade desse indivíduo é muitas vezes 
diminuído ou inexistente. Ele ou ela se envolve em poucas actividades e passa muito tempo sentado ou deitado (Jansma, 1993; Sherrill, 1998. 

Deficiência Intelectual Grave. O/A jovem está significativamente abaixo da média no funcionamento cognitivo; tem uma pontuação de QI 
abaixo de 50 em testes padronizados; pode ou não ser capaz de se comunicar verbalmente; e tem pouca socialização ou habilidades de 
interacção. O jovem é totalmente dependente dos outros para o autocuidado (Rizzo, 1993). 

Deficiência Visual. O/A jovem tem visão limitada em um ou ambos os olhos e pode usar lentes correctivas. Isso varia de cegueira parcial (ou 
seja, capacidade de ver a 20 pés (6 metros) o que o olho normal vê a 200 pés (60 metros) à cegueira total (ou seja, incapacidade de reconhecer 
qualquer percepção de luz) (Sherrill, 1998).  
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CHAVE 
Discordo Fortemente = DF; Discordo = D; Indeciso = I; Concordo = C; Concordo fortemente = CF 

___________________________________________________________________________ 
 

1. Todos os alunos com deficiência devem ser incluídos na aula de educação física normal. 

 DF          D          I          C          CF 

2. A inclusão é uma filosofia idealista que não funciona nas aulas de educação física normal. 

 DF          D          I          C          CF 

3. Os alunos com deficiência graves devem frequentar separadamente apenas em aulas de educação física adaptada. 

 DF          D          I          C          CF 

4. Os alunos com deficiência graves precisam sempre de uma proporção de um para um com vista a participar com sucesso em 
actividades de educação física inclusiva. 

 DF          D          I          C          CF 

5. Tendo em conta a variedade de deficiências que podem existir, não é realista pretender que um professor de educação física 
normal ensine todos os alunos com deficiência em suas aulas. 

 DF          D          I          C          CF 

6. Eu aceitaria imediatamente ensinar um aluno com deficiência auditiva nas minhas aulas de educação física. 

 DF          D          I          C          CF 

7. Eu aceitaria imediatamente ensinar um aluno com deficiência visual nas minhas aulas de educação física. 

 DF          D          I          C          CF 

8. Eu aceitaria imediatamente ensinar um aluno com deficiência de aprendizagem nas minhas aulas de educação física. 

 DF          D          I          C          CF 

9. Eu aceitaria imediatamente ensinar um aluno com deficiência física (por exemplo, um aluno que usa cadeira de rodas ou 
muletas) nas minhas aulas de educação física. 

 DF          D          I          C          CF 
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CHAVE 

Discordo Fortemente = DF; Discordo = D; Indeciso = I; Concordo = C; Concordo fortemente = CF 
___________________________________________________________________________ 

  
10. Eu aceitaria imediatamente ensinar um aluno com deficiência cognitiva nas minhas aulas de educação física. 

  DF          D          I          C          CF 

11. Para ser mais eficaz no ensino de alunos com deficiência, devo frequentar e concluir um curso/ formação que me forneça 
conhecimento sobre uma variedade de deficiências, de leves a graves.  

  DF          D          I          C          CF 

12. Para ser mais eficaz no ensino de alunos com deficiências leves, preciso de exposição (por exemplo, experiências de contacto 
direto) a alunos com deficiências leves durante o meu desenvolvimento profissional. 

  DF          D          I          C          CF 

13. Para ser mais eficaz no ensino de alunos com deficiências graves, preciso de exposição (por exemplo, experiências de contato 
directo) a alunos com deficiências graves durante o meu desenvolvimento profissional 

  DF          D          I          C          CF 

14. Para ser mais eficaz no ensino de alunos com deficiências leves a graves, devo frequentar e concluir treinamento em 
actividades que incluam ideias sobre planeamento de aulas para vários níveis de habilidade. 

  DF          D          I          C          CF 

15. Para ser mais eficaz no ensino de alunos com deficiências leves a graves, devo frequentar e concluir treinamento em 
estratégias de gestão comportamental e resolução de conflitos, além do que é necessário para ensinar alunos sem deficiência.  

  DF          D          I          C          CF 

16. Para ser mais eficaz no ensino de alunos com deficiências leves a graves, preciso da ajuda de outras pessoas (por exemplo, 
professor de educação física adaptada, professor de educação especial, tutores de pares). 

  DF          D          I          C          CF 

  
É tudo. Agradecemos muito sua ajuda!
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APPENDIX C  

LETTERS OF SUPPORT FROM MINISTRY OF EDUCATION OF ANGOLA 
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APPENDIX D  

INSTITUATIONAL REVIEW BOARD APPROVAL 
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APPENDIX E  

CONSENT FORM APPROVED BY TWU IRB 
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