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ABSTRACT: This explanatory sequential mixed-methods study examined the barriers and enablers of physical activity participation
among learners with special education needs (LSEN) from the perspectives of teachers in a Philippine school division. In the
quantitative phase, 16 teacher-respondents rated the extent of learner-related, teacher/instructional, school/environmental, and
family/community-related barriers and enablers, and were compared across profile variables. Barriers were perceived at a
uniformly high extent (M = 3.94), while enablers were rated even higher (M = 3.98). Years of teaching experience was the only
profile variable associated with significant barrier differences, and four significant positive correlations linked specific barrier and
enabler domains, most strongly at the school/environmental level. In the qualitative phase, nine teachers were interviewed to
explain these results. Barriers converged on the major theme Multilevel, Interlocking Barriers to Physical Activity Participation,
comprising Learner-Related Vulnerabilities and Regulation Needs, Teacher and Instructional Constraints, School and
Environmental Inadequacy, and Family and Community Constraints. Enablers converged on Layered, Collaborative Support
Systems That Enable Inclusive Participation, comprising Learner-Centered Instructional Adaptations, Collaborative and Human
Support Structures, Relevant, Inclusive Curriculum and Policy Reform, Environmental Readiness and Resourcing, and Family and
Community Partnership. Integrating both phases, the study developed the Physical Activity Participation among Learners with
Special Education Needs Framework, linking environmental readiness, instructional and collaborative practice, curriculum and
policy reform, and family and community partnership to sustained participation. Findings affirm that inclusive physical education
for LSEN depends on interacting, rather than isolated, supports, offering educators, administrators, and policymakers an evidence-
based basis for strengthening inclusive practice and policy.

KEYWORDS: inclusive physical education, learners with special education needs, barriers and enablers, family and community
partnership

I. INTRODUCTION

Physical activity plays an essential role in promoting the holistic development of learners by improving physical health,
motor competence, psychological well-being, social interaction, and overall quality of life. For learners with special education
needs, participation in physical activities provides opportunities to enhance functional abilities, develop independence, strengthen
social relationships, and support inclusion within educational settings. Inclusive physical activity programs, when appropriately
designed and implemented, can address diverse learner needs while fostering confidence, engagement, and meaningful
participation. However, despite the recognized benefits of physical activity, learners with special education needs often
experience lower levels of participation compared with their peers due to various personal, instructional, environmental, and
social factors.

Learners with special education needs represent a diverse group with varying physical, cognitive, sensory, behavioral,
and developmental characteristics. These differences may influence their ability and willingness to participate in physical activities.
Challenges such as limitations in mobility, communication difficulties, sensory sensitivities, lack of confidence, fear of failure, and
previous negative experiences may serve as learner-related barriers. Moreover, factors within the school environment, including
limited facilities, insufficient adapted equipment, inadequate teacher preparation, and time constraints, may further restrict
opportunities for participation. Family expectations, community accessibility, and social attitudes toward disability may also
influence learners’ engagement in physical activities.

Teachers play a critical role in creating supportive and inclusive physical activity experiences for learners with special
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education needs. Their knowledge, beliefs, instructional strategies, and ability to modify activities significantly influence how
learners experience participation. Teachers who possess adequate training in adapted physical activity and inclusive education
are more capable of designing appropriate activities, implementing individualized support strategies, and encouraging active
involvement among learners with diverse abilities. Conversely, limited preparation, insufficient resources, and challenges in
managing diverse needs may affect teachers’ capacity to provide meaningful physical activity opportunities.

In the context of inclusive education, identifying not only the barriers but also the enablers of physical activity
participation is necessary for developing effective support systems. Enablers such as teacher encouragement, peer support,
accessible facilities, family involvement, appropriate instructional modifications, and positive school environments can promote
greater engagement among learners with special education needs. Understanding these factors from the perspectives of teachers
is important because teachers have direct experiences in implementing programs, addressing challenges, and creating learning
environments that accommodate individual differences.

Although previous studies have examined physical activity participation among individuals with disabilities, limited
attention has been given to the perspectives and lived experiences of teachers who directly facilitate physical activity
opportunities for learners with special education needs. Existing evidence often focuses on learner outcomes, physical activity
levels, or intervention effectiveness, while fewer studies explore how teachers perceive barriers and enablers within actual
educational contexts. This creates a need to examine the factors influencing participation from the viewpoint of educators who
understand the practical realities of inclusive classrooms.

In the Philippine educational setting, the implementation of inclusive education continues to emphasize providing
equitable learning opportunities for learners with disabilities and diverse needs. However, challenges related to teacher
preparation, availability of resources, accessibility of facilities, and institutional support remain important concerns. Examining
teachers’ perspectives can provide valuable insights into the current conditions affecting physical activity participation and identify
practices that can strengthen inclusive physical education and adapted physical activity programs.

This study, therefore, seeks to determine and explain the perceived barriers and enablers affecting physical activity
participation among learners with special education needs through a sequential explanatory mixed-methods approach. The
quantitative phase will identify the extent of barriers, enablers, and teacher support practices, while the qualitative phase will
explore teachers’ experiences and contextual explanations behind the quantitative findings. Through the integration of both forms
of evidence, the study aims to contribute to the development of an inclusive physical activity support framework that may guide
teachers, schools, and stakeholders in creating more accessible, responsive, and meaningful physical activity experiences for
learners with special education needs.

Physical Education will be described as “education through the physical”, emphasizing the integration of physical
competence, movement awareness, and safety consciousness into the broader context of fostering active and healthy lifestyles
(Education Bureau, 2022). Beyond its physical benefits, PE will significantly contribute to the development of essential life skills.
Through various activities, it will cultivate self-confidence and equip students with vital abilities such as teamwork,
communication, creativity, critical thinking, and aesthetic appreciation.

Despite the benefits of PE, learners with physical disabilities will continue to experience barriers to participation. A
physical disability, which substantially limits one or more basic activities such as walking, lifting, or climbing, will restrict many
learners’ opportunities to take part in standard PE activities. Although Republic Act 7277 (Magna Carta for Disabled Persons)
guarantees the right to education, challenges in implementation will remain. Quality education will not only mean admission to
schools but also provision of accommodations, supports, and opportunities for thriving. As Ambiong (2020) noted, Filipino parents
of children with disabilities will often ask, “Which schools will accept my child?”—a clear indication that legal guarantees will not
automatically translate to inclusion.

Inclusive education will remain a vital and evolving framework in the Philippine educational system. Physical Education
teachers in public schools will continue to witness both the promise and the limitations of this system—particularly when it comes
to accommodating LSENs. Through DepEd Order No. 72, s. 2009, inclusive education will be reinforced as a national strategy to
promote the participation of marginalized learners, especially those with health conditions or disabilities. Its overarching goal will
be to provide equitable opportunities for all learners, regardless of ability or disability.

However, persistent barriers will still hinder the participation of LSENs in PE. Teachers will observe that learners with
physical disabilities will often struggle to access the same physical, cognitive, and social benefits that PE offers their peers. This
will be evident in national data showing that only 2% of the estimated 2.2 million Filipino children with disabilities will be served
by the special education system. This disparity will reflect inequities in access and opportunity, particularly in PE classes often
structured for able-bodied learners.
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To better understand the issue, it was necessary to examine the types of disabilities that will influence PE participation.
Physical disabilities—including cerebral palsy, muscular dystrophy, spina bifida, limb differences, orthopedic injuries, and chronic
conditions like juvenile arthritis—will create challenges for learners in group activities, use of equipment, and peer interaction. As
a result, they will often experience exclusion or isolation in PE settings.

In response, some teachers will implement localized strategies, such as creating culturally relevant and learner-centered
materials. For example, as Daugherty (2022) emphasized, localized instructional materials will bridge the gap between curriculum
and lived experiences. In Calamba City, innovative practices—such as personalized stories where learners with disabilities are
represented as heroes was used to motivate and build resilience (Maloney & Winchell, 2021).

Despite these innovations, systemic issues will remain: limited access to adaptive equipment, inadequate facilities, lack
of inclusive program designs, and persistent stigma and discrimination. These realities will continue to hinder the equitable
participation of LSENs in PE classes in Calamba City.

Therefore, this study will be undertaken as an Explanatory Sequential Mixed-Methods Investigation to identify and
analyze the barriers and enablers of physical activity among LSENs. The perspectives of SPED public school teachers in Calamba
City will be examined to provide deeper insights into the systemic and classroom-level realities. Findings will be expected to inform
inclusive practices and guide reforms aimed at ensuring that learners with special needs will have equitable opportunities to
engage meaningfully in Physical Education.

Research Question

This mixed-methods explanatory sequential study aimed to determine and explain the perceived barriers and enablers of
physical activity participation among learners with special education needs from teachers’ perspectives. The quantitative phase
measured the extent of perceived barriers, enablers, and teacher support practices. The qualitative phase then explained selected
guantitative findings by exploring teachers’ experiences, interpretations, and support practices related to the highest-rated
barriers, strongest enablers, significant differences, and significant relationships. The integrated findings served as the basis for
developing an inclusive physical activity support framework or recommendations.
Specifically, the study sought to answer the following questions:
1. What is the profile of the teacher-respondents in terms of:

1.1 age;

1.2 sex;

1.3 years of teaching experience;

1.4 years of experience handling learners with special education needs;

1.5 training in adapted physical activity;

1.6 primary disability category commonly handled?
2. What is the extent of perceived barriers to physical activity participation among learners with special education needs in terms
of:

2.1 learner-related barriers;

2.2 teacher/instructional barriers;

2.3 school/environmental barriers; and

2.4 family/community-related barriers?
3. What is the extent of perceived enablers and teacher support practices that promote physical activity participation among
learners with special education needs in terms of:

3.1 learner-related enablers;

3.2 teacher/instructional enablers and support practices;

3.3 school/environmental enablers; and

3.4 family/community-related enablers?
4. Is there a significant difference in perceived barriers, enablers, and support practices when teachers are grouped according to
selected profile variables?
5. Is there a significant relationship between perceived barriers and perceived enablers/support practices?
6. How do teachers explain the quantitative findings on the barriers that strongly hinder learners’ participation in physical
activities?
7. How do teachers explain the quantitative findings on the enablers and support practices that strongly promote learners’
participation in physical activities?
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8. What teacher experiences, classroom situations, school conditions, or contextual factors help explain the significant differences
or relationships found in the quantitative results?

9. Based on the integrated quantitative and qualitative findings, what inclusive physical activity support framework or
recommendations may be developed to enhance physical activity participation among learners with special education needs?

1l. SCOPE AND LIMITATION OF THE STUDY

This study focused on identifying and understanding the barriers and enablers influencing physical activity participation
among learners with special education needs in selected public schools in Calamba City. It examined the factors that may hinder
or facilitate learners’ engagement in physical activities based on the perspectives, experiences, and support practices of teachers
who directly handle learners with special education needs. Specifically, the study explored learner-related, teacher/instructional,
school/environmental, and family/community-related factors that may affect participation in physical education and other
physical activity opportunities. It also considered the importance of addressing learners’ specific needs, including health-related
and disability-related considerations, to promote safe, meaningful, and inclusive participation.

The study employed an explanatory sequential mixed-methods research design. The quantitative phase was conducted first
to determine the extent of teachers’ perceived barriers, enablers, and support practices related to physical activity participation
among learners with special education needs handled by 100 teachers. This phase also examined whether significant differences
existed based on teachers’ demographic and professional profiles and whether significant relationships existed between perceived
barriers and enabling factors. The qualitative phase followed through interviews with 7 teacher-participants to further explain and
contextualize the quantitative findings by exploring their experiences, classroom practices, challenges, and strategies in supporting
learners’ participation in physical activities. The integration of both phases served as the basis for proposing an inclusive physical
activity support framework or recommendations. The participants of the study consisted of 100 teachers who had direct
experience handling learners with special needs in selected public schools in Calamba City. The study was conducted during the
School Year 2025-2026 and focused on the experiences and perspectives of teachers involved in supporting learners with diverse
abilities in inclusive and special education settings.

The scope of the study was limited to selected public schools, particularly Calamba Integrated School and Makiling Elementary
School, to ensure that the findings were context-specific and reflective of the local educational environment. The study did not
include private schools, other educational institutions outside the identified research sites, or stakeholders such as learners with
special education needs, parents, and community members as primary participants. Furthermore, the study was limited to physical
activity participation and did not examine other academic subject areas or broader educational outcomes.

The study also had limitations. Since the data were based on teachers’ self-reported perceptions, experiences, and practices,
the findings may have been influenced by individual interpretations and professional experiences. The study did not directly
measure learners’ physical activity levels, physical performance, or health outcomes. Additionally, factors such as the severity and
specific characteristics of learners’ disabilities, availability of community-based physical activity programs, and socioeconomic
conditions were not extensively examined. The proposed inclusive physical activity support framework or recommendations were
based on the study findings; however, the actual implementation, evaluation, and long-term effectiveness of the proposed
framework were beyond the scope of the research.

FRAMEWORK
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In the first phase, the study begins with the quantitative survey. This phase examines the profile of teacher-respondents,
including age, sex, years of teaching experience, years of experience handling learners with special education needs, training in
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adapted physical activity, and the primary disability category commonly handled. These profile variables provide the contextual
basis for understanding possible variations in teachers’ perceptions of barriers, enablers, and support practices. The quantitative
phase also measures two major constructs: perceived barriers and perceived enablers/support practices. The barriers are grouped
into learner-related, teacher/instructional, school/environmental, and family/community-related barriers. These represent the
conditions that may hinder the active participation of learners with special education needs in physical activities. In contrast, the
enablers and support practices are also organized into learner-related, teacher/instructional, school/environmental, and
family/community-related domains. These refer to the practices, resources, conditions, and forms of support that may promote
participation.

At the center of the framework is physical activity participation among learners with special education needs. The
framework assumes that participation is influenced by both hindering and promoting factors. Perceived barriers may reduce
opportunities, confidence, safety, continuity, or access to physical activities, while enablers and support practices may strengthen
learners’ engagement, safety, motivation, and successful participation. The quantitative survey therefore determines the extent
to which teachers perceive these factors as present and influential in actual school settings. Quantitative analysis is then used to
examine significant differences in perceived barriers, enablers, and support practices when teachers are grouped according to
selected profile variables. It also determines whether a significant relationship exists between perceived barriers and perceived
enablers/support practices. These results provide the empirical basis for identifying which factors require further explanation.

The second phase of the framework is the qualitative explanation phase. After the quantitative data have been analyzed,
selected teachers are invited to participate in semi-structured interviews. The purpose of this phase is not to generate the initial
variables of the study, but to explain the quantitative results. Specifically, the interviews explore why certain barriers were rated
highly, why certain enablers and support practices were perceived as strong, and how teachers interpret any significant differences
or relationships found in the survey results. Through this phase, the study captures concrete teaching experiences, classroom
situations, school conditions, learner needs, and support practices that may not be fully explained by numerical data alone.

The third phase involves the integration of quantitative and qualitative findings. In this phase, the survey results and
interview findings are brought together to produce a more comprehensive understanding of the barriers and enablers of physical
activity participation among learners with special education needs. The quantitative results identify the patterns, while the
qualitative findings explain the reasons behind those patterns. This integration strengthens the explanatory power of the study
because it combines measurable trends with teachers’ actual experiences and contextual interpretations.

The final output of the framework is the development of a proposed inclusive physical activity support framework or set
of recommendations. This output is informed by the integrated findings of the study. The proposed framework may include
recommendations related to teacher training in adapted physical activity, use of adapted equipment, instructional modifications,
learner support strategies, family collaboration, school policy, facility improvement, safety practices, assessment tools, and
coordination with specialists or community partners. Thus, the conceptual framework shows a clear progression from quantitative
measurement, to qualitative explanation, and finally to integrated framework development.

Research Design

This study employed an explanatory sequential mixed-methods design to examine and explain the barriers and enablers
of physical activity participation among learners with special education needs (LSENs) in the Division of Calamba City. The research
process was conducted in two sequential phases. The first phase involved the collection and analysis of quantitative data, which
determined the extent of perceived barriers, enablers, and support practices related to physical activity participation among LSENs
based on the perspectives of teachers. The second phase involved qualitative data collection through interviews, which provided
deeper explanations and contextual understanding of the quantitative findings.

Specifically, the qualitative phase explored the experiences, perspectives, and practices of Special Needs Education
(SNED) public school teachers regarding the factors that influenced learners’ participation in physical activities. This phase focused
on explaining the most significant barriers, strongest enablers, and contextual factors identified during the quantitative phase.
The integration of both quantitative and qualitative findings provided a more comprehensive understanding of the research
problem and served as the basis for developing recommendations for inclusive physical activity support.

According to Creswell (2012), as cited by Leite et al. (2021), an explanatory sequential mixed-methods design involved
the initial collection and analysis of quantitative data, followed by qualitative inquiry to further explain, elaborate, and clarify the
guantitative results. Each phase was conducted independently using appropriate data collection and analysis procedures, and the
qualitative findings were used to provide meaningful interpretations of the numerical results.
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Mixed-methods research has been recognized as an effective approach for investigating complex educational concerns
because it combines the strengths of quantitative and qualitative methodologies while addressing the limitations of using a single
research approach (Walters, 2021). In this study, the explanatory sequential design enabled the researcher to obtain a broader
and more detailed understanding of the barriers and enablers affecting physical activity participation among LSENs by integrating
statistical evidence with the lived experiences of SNED teachers.

Research Instrument

This study utilized a mixed-methods research instrument composed of two main tools: a structured questionnaire for the
guantitative phase and a semi-structured interview guide for the qualitative phase.

For the quantitative phase, a researcher-developed questionnaire was used to gather data on the barriers and enablers of
physical activity among learners with special needs (LSENs). The questionnaire was divided into two main parts. The first part
collected the demographic profile of the respondents, including age, sex, years of teaching experience, and relevant training in
Special Needs Education (SNED). The second part consisted of Likert-scale items designed to measure perceived barriers and
enablers of physical activity. The items were adapted and modified from existing validated instruments in related studies and were
reviewed by experts in the field to ensure content validity. A pilot testing procedure was also conducted to assess the reliability
of the instrument before its full implementation,

For the qualitative phase, a semi-structured interview guide was used to explore the experiences and perspectives of selected
SNED teachers. The interview questions focused on identifying specific challenges faced by LSENs in engaging in physical activities,
strategies employed by teachers to address these barriers, and contextual factors that facilitate or hinder participation. Follow-
up probing questions were used to obtain deeper and more detailed responses.

To ensure validity and trustworthiness, the interview guide underwent expert validation and was aligned with the quantitative
findings for triangulation purposes. All interviews were conducted in a flexible and ethical manner, ensuring confidentiality and
informed consent from all participants.

Data Gathering

To provide a clear and systematic guideline in the conduct of the study, the researcher implemented the following phases.
Once the title was approved by the University of Perpetual Help System Delta, the researcher prepared a formal letter addressed
to the Schools Division Superintendent seeking permission to conduct the study, since learners with special needs (LSENs) and
Special Needs Education (SNED) public school teachers in Calamba City served as participants. The letter included the objectives
of the study, the plan of action, and adherence to ethical standards in the pursuit of the academic paper.

To ensure the validity of the instruments, the researcher identified four (4) qualified validators, specifically experts in the
field of education with experience in special and inclusive education, as well as one (1) language expert. Their comments and
recommendations served as the basis to determine whether the items in the survey questionnaire and interview guide are
appropriate in addressing the barriers and enablers of physical activity among LSENs. Feedback forms was provided to the
validators to systematically track and integrate their suggestions.

After validation, the researcher identified the qualified respondents based on the scope of the study. The respondents
were selected through stratified random sampling according to their respective schools and clusters. Each participant received an
informed consent letter detailing the purpose, scope, and confidentiality measures of the study. Voluntary participation was
ensured, and no participant was coerced into joining the study, thereby safeguarding ethical compliance and credibility.

In the quantitative phase, the researcher distributed an online survey questionnaire via Google Forms to the email
addresses of the respondents. This allowed efficient data collection and tracking, especially in monitoring non-responses. For the
qualitative phase, the researcher conducted semi-structured interviews with selected respondents to further explain and enrich
the quantitative findings. The interviews was audio-recorded, and the recordings was transcribed verbatim to capture the
participants’ authentic responses.

The researcher encoded, tabulate, analyze, and interpret all gathered data. The quantitative findings was analyzed first
and then further explained through the qualitative results. The integrated findings served as the basis for drawing conclusions and
formulating recommendations related to addressing the barriers and strengthening the enablers of physical activity among
learners with special needs in Calamba City.

Statistical Treatment
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For the quantitative phase of the study, the collected data were analyzed using appropriate statistical tools to determine
the barriers and enablers of physical activity among learners with special needs (LSENs) as perceived by public school teachers.

Descriptive statistics were primarily used to summarize the demographic profile of the respondents. Frequency and
percentage distributions were employed to describe categorical variables such as sex, age group, years of teaching experience,
and training in Special Needs Education (SNED).

To determine the level of perceived barriers and enablers of physical activity, weighted mean and standard deviation
were used. The weighted mean was used to interpret the average responses of the participants based on the Likert-scale items,
while the standard deviation measured the degree of variability or dispersion of responses.

To interpret the results of the Likert-scale data, the following scale range was used:
3.50-4.00 — Strongly Agree (Very High Level)

2.25-43.49 — Agree (High Level)

1.50-2.24 —1.81-2.60 — Disagree (Low Level)

1.00-1.49 — Strongly Disagree (Very Low Level)

If differences in responses were examined across selected demographic variables, inferential statistics such as t-test or
one-way ANOVA were applied, depending on the number of comparison groups and the nature of the variables. A 0.05 level of
significance was set as the decision criterion for all inferential tests.

For the qualitative phase, thematic analysis was used to analyze interview data. Responses were transcribed, coded, and
organized into emerging themes that further explained and enriched the quantitative findings through triangulation.

lll. RESULTS

This chapter analyzes data from both phases of this mixed-methods study. It starts with the profile of 16 teacher-respondents
from the survey, then discusses their perceptions of barriers, enablers, and support practices affecting learners with special needs.
The chapter examines if these perceptions vary across teacher profiles and if barriers relate to enablers and support. It then shifts
to the qualitative phase, where nine respondents were interviewed to explain their ratings and the significant survey findings.

Table1
SOP Question 1.1: Profile of Teacher-Respondents by Age
Age group n %
20to 30 years 7 438
31to40years 4 250
4110 50 years 5 313
Total 16 100.0
Note.N = 16

Among the 16 respondents, teachers aged 20 to 30 years formed the largest age group, n =7 (43.8%). Teachers aged 31 to 40
years formed the smallest group, n = 4 (25.0%), while five respondents (31.3%) were aged 41 to 50 years. For a small, purposive
sample of this kind, the practical implication is that any recommendations arising from this study should not be framed as
generational advice but as guidance that generalist and specialist teachers alike, regardless of age, can apply.

In plain terms, the sample included more younger teachers than teachers in the two older age groups, although all three
groups were represented. Age describes the composition of the sample but does not by itself explain how teachers view inclusion.
This distinction is consistent with Arnaiz-Sanchez et al. (2020), who reported no statistically significant age differences in perceived
barriers to learning and participation.

;aoupeoieshon 1.3: Profile of Teacher-Respondents by Years of Teaching
Experience
Teaching experience n %
1to0 5 years 3 188
61010 years 6 375
11to 15 years 3 188
More than 15 years 4 250
Total 186 100.0
E Nole.N=16

The largest teaching-experience group had 6 to 10 years of service, n = 6 (37.5%). The 1 to 5 year and 11 to 15 year groups
were tied for the lowest frequency, each with n = 3 (18.8%). Four respondents (25.0%) had more than 15 years of teaching
experience. Because years of teaching experience later distinguished how barriers were rated (Table 14), this concentration of
moderately to highly experienced teachers in the sample is an important lens for interpreting the barrier findings that follow.
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The distribution shows that most respondents were not beginning teachers. This matters because experience can shape how
teachers identify learner needs, adapt instruction, and manage safety. Porsanger (2023) noted that beginning teachers may be
more vulnerable in risk and safety management because they have less formal preparation and classroom experience. Suryobroto
et al. (2022) likewise connected teachers' inclusive physical education experiences with preparedness, available resources, and
the ability to adapt instruction.

To answer SOP Question 1.4, Table 3 presents the profile of teacher-respondents by experience handling learners with special
education needs.

Respondents with more than 10 years of experience handling learners with special education needs formed the largest group, n
=8 (50.0%). Those with 1 to 5 years of such experience formed the smallest group, n =2 (12.5%).

Table 3
SOP Question 1.4. Profile of Teacher-Respondents by Experience Handling
Learners with Special Education Needs

Experience handling leamers with special education

needs 4 »
1105 years 2 125
610 10 years 6 375
More than 10 years ] 50.0
Total 16 100.0
Note. N =16.

The remaining six respondents (37.5%) had 6 to 10 years of experience. This depth of direct exposure to learners with special
education needs strengthens confidence that the barriers and enablers reported in the tables that follow reflect lived classroom
experience rather than general impressions.

Half of the sample had worked with learners with special education needs for more than a decade. This suggests sustained
exposure to varied learner characteristics and classroom situations, although years of experience should not be treated as direct
proof of competence. The review notes that disability conditions can create different instructional challenges (Hoffman, 2013)
and that teachers' ability to respond also depends on preparation, resources, and adaptive practice (Suryobroto et al., 2022).

;?)z°04uest|on 1.5: Profile of Teacher-Respondents by Training in Adapted Physical
»Actvvﬂ'y
. Training in adapted physical activity n %
1 10 2 training activities 2 125
3 1o 5 training activities 6 375
More than 5 training activities 8 50.0
Total 16 100.0

Note. N= 18

Teachers who had attended more than five adapted physical activity training activities formed the largest group, n =8 (50.0%).
Teachers with only one or two training activities formed the smallest group, n = 2 (12.5%). Six respondents (37.5%) had attended
three to five training activities. Because training frequency did not later separate barrier or enabler ratings (Tables 16 and 21), the
present profile suggests that even well-trained teachers continued to perceive strong barriers, underscoring that training alone
may not resolve structural and environmental constraints.

The sample reported considerable exposure to adapted physical activity training. Such exposure is relevant because teachers
need specific knowledge to modify tasks, equipment, and instruction. Nanayakkara (2022) found that teachers were generally less
confident in including students with disabilities and observed that disability-focused preparation was often separated from regular
in-service programs. The present profile suggests that many respondents had received repeated training, but the table does not
indicate its quality, duration, or direct effect on practice.
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Tables

SOP Question 2.1: Extent of Learner-Related Barmiers to Physical Activity
Participation

Indicator M Interpretation

1 Leamens’ motor, belance. mobility, of staming nesds require activity
modfations curng physical aaites 400  VeryHigh Extent

2 Leamers' communication neads require visual cuss, demonstrations, or
simplfied nstrucions during phyzical actwvities 4.00 Very High Extent

3. Leamenss' semsory sersitiviies, such as nose, touch, 3pace. or Ight, reduce 4
sartiopation in some phys ical sctivities 394 Very High Extent

4 Lesmens’ bahsions|of emofonsl reguislion nesds requirs siructued routines
durng phisics| acivities 388 Very High Extent

5 Lesmaers' haalthselated condtions requine monkaring. paang. or actvity
restrictions during physical scivities 4.00  VeryHigh Extent

€. Leamen’ low confidence or fesr of movement reduces wilingness to try =
physical aciveies 400  Very High Extent

T Leamars' dificuty following mulisisp desctions Imits participsation wihout
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Learner related barriers had a composite mean of M = 3.97. The highest item mean was M = 4.00 for seven indicators
involving motor or mobility needs, communication needs, health monitoring, low confidence or fear of movement, limited
attention, peer interaction, and fatigue. The lowest item mean was M = 3.88 for behavioral or emotional regulation needs and
difficulty following multistep directions. Read together, these ratings suggest that no single accommodation is sufficient; a learner
who receives a communication support but not a pacing adjustment, for example, may still be excluded from full participation.

Teachers therefore viewed learner needs as frequent and wide ranging, rather than as a single physical limitation. In practical
terms, participation may require changes to communication, pacing, routines, social grouping, and task difficulty at the same time.
This pattern agrees with Yu et al. (2022), who identified limited physical ability, low confidence, reduced motivation, safety
concerns, limited opportunities, and insufficient support as common barriers. It also reflects the finding of Behzadnia et al. (2022)
that people with intellectual disabilities may have lower physical activity and intrinsic motivation. The high rating for peer
interaction is consistent with Rademaker et al. (2020), who identified negative peer attitudes as a barrier to social participation.

Tables
SOP Question 2.2: Extent of TeacherAnstructional Barriers to Physical Activity
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Teacher and instructional barriers had a composite mean of M = 3.98. Eight indicators received the highest item mean of
M = 4.00. These concerned training, planning time, assessment tools, class size, disability-specific safety knowledge, lesson
examples, learner information, and confidence in managing safety incidents. Limited time to coordinate with specialists had the
lowest item mean, M = 3.88. The consistently high ratings across preparation, planning, and safety items indicate that instructional
barriers were experienced as a connected set of demands rather than as isolated gaps, which helps explain why teachers later
described training and workload pressures as compounding rather than separate concerns.

The findings indicate that teachers perceived instructional barriers across preparation, planning, assessment, class
management, and safety. Even the lowest-rated item remained strongly endorsed, which means coordination time was still
viewed as a substantial concern. Suryobroto et al. (2022) reported that preparedness, resources, and the ability to adapt
instruction shape teachers' experiences in inclusive physical education. Nanayakkara (2022) also linked low confidence with gaps
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in disability-focused training and institutional support. The safety items are consistent with Porsanger (2023), who described risk
assessment and safety management as complex tasks that require specialized teacher knowledge.
To answer SOP Question 2.3, Table 7 presents the extent of school/environmental barriers to physical activity participation.
School and environmental barriers had a composite mean of M = 3.79. Limited accessible space, limited time in the school
schedule, and limited school budget shared the highest item mean, M = 4.00. Insufficient storage or maintenance of equipment
had the lowest item mean, M = 2.75. The remaining indicators ranged from M = 3.75 to M = 3.94. The comparatively lower rating
for storage and maintenance, set against near-uniform concern for space, time, and budget, suggests that teachers distinguish

between chronic structural shortages and more manageable, day-to-day upkeep issues.

Tatie 7
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Teachers placed the greatest emphasis on whether schools had usable space, enough scheduled time, and sufficient funds.
Storage and maintenance received a much lower score, suggesting that this concern was less consistently experienced than access,
scheduling, or budget limitations. The review reports that inadequate facilities and equipment can lead learners with disabilities
to withdraw from physical activity (Harafsheh et al., 2020). Nel et al. (2020) likewise found that inadequate infrastructure
compromises physical access, while Arnaiz-Sanchez et al. (2020) emphasized the need for school resources, support, and
differentiated materials. The present findings therefore locate participation barriers partly in the conditions schools provide.
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Family and community related barriers had a composite mean of M = 4.00. Every indicator received M = 4.00, so the highest
and lowest item means were identical. Respondents uniformly endorsed concerns involving communication, attendance, safe
spaces, family awareness, injury concerns, transportation, time and resources, home routines, service coordination, and beliefs
about disability and physical activity. That every indicator in this domain received the same rating is itself informative: teachers
did not single out one family or community condition as more pressing than another, which is consistent with a view of the home
and community environment as a single, interconnected support system rather than a set of separate concerns.

The uniform ratings indicate that teachers saw home and community conditions as closely connected with participation at
school. In plain language, a learner may receive appropriate support during class but still have difficulty sustaining physical activity
when transportation, family time, safety concerns, or opportunities outside school are limited. Liang et al. (2022) described
participation through a socio-ecological perspective in which individual, interpersonal, organizational, and environmental factors
interact. The result also matches the review's emphasis on family encouragement, transportation support, community acceptance,
and accessible recreation as conditions that extend participation beyond school.
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Learner-related enablers had a composite mean of M = 3.98. Six indicators received the highest item mean of M = 4.00:
individualized goals, familiar routines, preferred materials or themes, clear success criteria, gradual progression, and progress
feedback. Learner choice, ability-matched activities, rest breaks, and small-group or partner options shared the lowest item mean,
M = 3.94. The consistently high ratings across individualization, familiarity, and feedback-related items suggest that teachers
regard learner-centered adaptation not as an optional add-on but as a baseline requirement for participation.

Teachers strongly valued practices that make activities understandable, achievable, and personally meaningful. The narrow
range from M = 3.94 to M = 4.00 shows broad agreement rather than a sharp preference for one practice. Bailey and Sweeney
(2022) identified accessibility, participation, individualization, environmental adaptation, activity modification, and supportive
relationships as central principles of inclusive physical activity. The emphasis on choice, achievable goals, and feedback is also
compatible with Behzadnia et al. (2022), who found better motivational outcomes when learners experienced greater need
satisfaction and less frustration.

To answer SOP Question 3.2, Table 10 presents the extent of teacher/instructional enablers and support practices.

Teacher and instructional enablers and support practices had a composite mean of M = 3.99. Nine indicators received the highest
item mean of M = 4.00. The only lower item involved the combined use of modified rules, task breakdown, adapted equipment,
and visual demonstrations, M = 3.94. The slightly lower, though still strongly endorsed, rating for the combined modification item
may reflect the greater skill and preparation time that combining several strategies at once demands, a possibility explored further
in the qualitative findings.

Tabie 10
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The near-maximum composite mean indicates strong agreement that teachers can increase participation through prompts,
modeling, visual supports, small steps, reinforcement, routines, alternative response modes, observation, and collaboration. The
slightly lower score for the combined modification item still represented strong endorsement. Bailey and Sweeney (2022) stressed
the value of modifying activities and environments while promoting individualized participation. Al Salim (2021) similarly reported
that inclusion can be strengthened when physical education teachers receive support and modify rules and equipment. These
studies support the teachers' emphasis on concrete changes to instruction rather than simple physical placement in an activity.
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School and environmental enablers had a composite mean of M = 3.98. Eight indicators received the highest item mean of M
=4.00. Administrative support and accessible and safe activity spaces shared the lowest item mean, M = 3.88. That administrative
support and safe spaces received the lowest, though still strong, ratings in this domain foreshadows a theme developed further
in the qualitative phase: that enabling conditions exist but are not always consistently or formally institutionalized.

Respondents viewed equipment, supportive personnel, adequate time, accessible pathways, school guidelines, peer systems,
and regular funding as strong supports. Administrative support and safe spaces received the lowest ratings, although both
remained strongly endorsed. Liang et al. (2022) emphasized coordinated support from administrators, teachers, and other
stakeholders, together with accessible facilities, resources, policies, and professional development. The findings also align with
Arnaiz-Sanchez et al. (2020), who stressed that schools need resources and support to respond to learners with disabilities. In
practical terms, teacher effort is easier to sustain when the school supplies the time, people, space, and materials needed for
inclusive activity.

To answer SOP Question 3.4, Table 12 presents the extent of family/community-related enablers of physical activity participation.

Family and community related enablers had a composite mean of M = 3.96. Collaboration among teachers, parents,
therapists, and specialists; parent updates; community partners; and family encouragement shared the highest item mean, M =
4.00. The remaining six indicators shared the lowest item mean, M = 3.94. The narrow spread of ratings in this domain, much like

in Table 8, indicates that teachers view family and community support as a single, mutually reinforcing system rather than as
isolated forms of help.
Table 12
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Teachers strongly endorsed shared responsibility between school, home, health professionals, and community partners. The
small difference between the highest and lowest ratings indicates that no single form of support was viewed as sufficient by itself.
Liang et al. (2022) explained that inclusive physical education depends on interacting support systems at individual, interpersonal,
organizational, and environmental levels. The reviewed literature also identifies family encouragement, transportation, positive
attitudes, community acceptance, and accessible recreation as factors that help learners remain active beyond school. The present
ratings support coordinated communication and continuity across these settings.
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Tabie 13
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No barrier domain differed significantly across age groups. The tests ranged from F(2, 13) = 0.08, p = .922, for family and
community related barriers to F(2, 13) = 1.27, p = .315, for school and environmental barriers. All p-values exceeded .05. This null
result is useful groundwork for the qualitative phase, since it indicates that any experience-related explanation for the significant
results in Table 14 is unlikely to be confounded with the age of the respondents.

In plain terms, the three age groups gave statistically similar barrier ratings. This result does not prove that the groups had
identical experiences; it means that the observed differences were not large enough to reach statistical significance in this sample.
The finding is consistent with Arnaiz-Sanchez et al. (2020), who reported no statistically significant age differences in perceived
barriers to learning and participation.

Table 14 presents the results of the one-way analysis of variance comparing perceived barriers across the respondents' years
of teaching experience.
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Years of teaching experience produced significant differences in learner related barriers, F(3, 12) =12.50, p =.001, and teacher
and instructional barriers, F(3, 12) = 12.50, p = .001. School and environmental barriers, F(3, 12) = 1.07, p = .398, and family and
community related barriers, F(3, 12) = 0.88, p = .481, were not significant.

The significant results mean that at least one teaching-experience group rated learner related and teacher or instructional
barriers differently from another group. Porsanger (2023) observed that beginning teachers may be vulnerable in risk and safety
management because of limited formal preparation and experience. Suryobroto et al. (2022) also linked inclusive teaching
experiences with preparedness, resources, and adaptive instruction. These studies make an experience-related difference
plausible, but the direction and practical size of the present difference require additional analysis. Because this is one of only two
significant comparisons in the entire quantitative phase, the qualitative interviews that follow were used specifically to explore
how teachers at different career stages actually describe learner-related and instructional barriers, in order to give this statistical
difference a concrete, explanatory account.

Table 15 presents the results of the one-way analysis of variance comparing perceived barriers across the respondents' years
of experience handling learners with special education needs.

No barrier domain differed significantly by years of experience handling learners with special education needs. The smallest
p value was for school and environmental barriers, F(2, 13) = 1.74, p = .214. The other tests ranged from p = .413 to p =.753.
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Teachers with different lengths of experience handling learners with special education needs reported statistically similar
barrier levels. This does not mean that direct experience has no value. Suryobroto et al. (2022) described preparedness and the
ability to adapt instruction as important parts of teachers' inclusive physical education experiences. The present result
means only that years of LSEN experience, as grouped in this sample, did not separate the barrier ratings clearly. The small sample
and ratings clustered near the top of the scale may have reduced the ability to detect differences. Combined with the significant
result for general teaching experience in Table 14, this suggests that it is accumulated classroom experience broadly, rather than

IJMRA, Volume 09 Issue 10 October 2026 www.ijmra.in Page 7011


http://www.ijmra.in/

Examining Barriers, Enablers, and Teacher Support in Physical Activity Participation Among Learners with Special

Needs

years spent specifically with learners with special education needs, that shapes how instructional and learner-related barriers are

perceived.

Table 16 presents the results of the one-way analysis of variance comparing perceived barriers across the respondents'

number of adapted physical activity training activities attended.

Tabie 16
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No barrier domain differed significantly according to the number of adapted physical activity training activities attended.
Learner related and teacher and instructional barriers each produced F(2, 13) = 0.95, p = .413. School and environmental barriers
produced F(2, 13) =0.16, p = .817, while family and community related barriers produced F(2, 13) = 0.68, p = .526.

The training groups did not report statistically different barrier levels. This finding should not be interpreted as evidence
that training is unimportant because the analysis measured the number of training activities, not their quality, content, or
application. Nanayakkara (2022) found that teachers' confidence and inclusion practices were affected by disability-focused
preparation and institutional support. The current result indicates that training frequency alone did not distinguish barrier ratings
in this small, high-scoring sample. This reinforces the pattern already visible in Table 4: attending more training sessions did not,
by itself, change how strongly barriers were perceived, which points toward the content and application of training, rather than
its frequency, as the more useful target for the recommendations developed later in this chapter.

Table 17 summarizes the p values for the comparisons of perceived barriers across the four teacher profile variables.

Tabie 17
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The summary analysis confirms that only two comparisons were statistically significant. Years of teaching experience was
associated with learner related barriers, p = .001, and teacher and instructional barriers, p = .001. None of the barrier domains
differed significantly by age, experience handling learners with special education needs, or adapted physical activity training
frequency.

Teaching experience was the only profile variable that separated respondents' barrier ratings, and it did so only for learner
and instructional concerns. Porsanger (2023) described how limited experience may affect teachers' risk and safety management,
while Suryobroto et al. (2022) linked teaching experience with preparedness and the ability to adapt instruction. This summary
result anchors the qualitative phase of the study, which follows next: because teaching experience was the only variable that
produced a significant difference, and only for two of the four barrier domains, the interviews focused on drawing out how more

and less experienced teachers actually talk about learner-related and instructional barriers differently.
Table 18
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Teachers across the three age groups expressed similarly strong views about the supports that promote participation. Age
therefore did not distinguish their ratings of learner, teacher, school, or family enablers in this sample. This shared pattern fits the
review's description of accessibility, individualization, activity modification, and supportive relationships as general requirements
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of inclusive physical activity (Bailey & Sweeney, 2022). Together with the non-significant result for barriers in Table 13, this
indicates that age was not a meaningful lens for interpreting either construct in this sample.
Table 19 presents the results of the one-way analysis of variance comparing perceived enablers and support practices across

the respondents' years of teaching experience.
Table 15
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No enabler domain differed significantly by years of teaching experience. The smallest p value was for learner related
enablers, F(3, 12) = 1.54, p = .255. The remaining tests ranged from p = .567 to p = .762.

Although teaching experience differentiated two barrier domains in Table 14, it did not differentiate ratings of enabling
practices. Teachers at different career stages broadly agreed on what helps learners participate. Suryobroto et al. (2022) identified
preparedness, resources, and adaptive instruction as important to inclusive physical education. The present result suggests that
respondents recognized these supports consistently, even if their perceptions of some barriers varied by experience. This
asymmetry is itself a notable finding: teaching experience sharpened how barriers were perceived but not how enablers were
perceived, suggesting that experienced and less experienced teachers alike recognize the same supportive practices even when
they disagree about the severity of the obstacles those practices address.

Table 20 presents the results of the one-way analysis of variance comparing perceived enablers and support practices across
the respondents' years of experience handling learners with special education needs.
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No enabler domain differed significantly by years of experience handling learners with special education needs. The tests
ranged from F(2, 13) = 0.07, p = .930, for school and environmental enablers to F(2, 13) = 0.93, p = .420, for teacher and
instructional enablers and support practices.

The groups agreed strongly on enabling practices regardless of how long they had handled learners with special education
needs. The result may reflect a common understanding of inclusive support across the respondents. Bailey and Sweeney (2022)
identified individualization, accessibility, environmental adaptation, and supportive relationships as central principles, while Liang
et al. (2022) emphasized coordinated support across school and social systems. The present data show broad endorsement of
those principles across experience groups. This consistency across experience levels suggests that knowledge of enabling practices
may be shared through school-wide culture and peer exchange rather than acquired solely through individual years of direct
exposure to learners with special education needs.

Table 21 presents the results of the one-way analysis of variance comparing perceived enablers and support practices across

the respondents' number of adapted physical activity training activities attended.
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SOP Quashon 4 Differences in Percened Enaieers and Suppodt Pracices by
Tranng n ACSNed Phwsica Acinity
E nabler domain M S0 F » Decision

w1 dnlatact enabilers i 0 D45 o 1 Net sgrefcast

Toachet asd matructiongl
anablars aod suppon 19 0.02% 040 &t Not sgrefcast
Pracices

Schaal and eovoamancal

0 040 o &l Not sgretcant
enabiers v

F amily ond communty retated 1

erablery * 0050 UF ) AFE Nt sgreficns

Nedte N~ 4 Dogroes of beedor were 2 11 Tedls wers evatusied ol o « 04

IJMRA, Volume 09 Issue 10 October 2026 www.ijmra.in Page 7013


http://www.ijmra.in/

Examining Barriers, Enablers, and Teacher Support in Physical Activity Participation Among Learners with Special
Needs

No enabler domain differed significantly according to adapted physical activity training frequency. The smallest p value was
.465 for school and environmental enablers, F(2, 13) = 0.81, and family and community related enablers, F(2, 13) = 0.81. The other
p values were .514 and .677.

Teachers with different amounts of training reported similarly high support ratings. Because responses were concentrated
near the maximum value, the scale had little room to distinguish groups. Nanayakkara (2022) still provides a strong reason to
value disability-focused training, particularly for teacher confidence and inclusion. The non-significant result means that the
training-frequency categories did not yield statistically distinct enabler scores in this sample; it does not show that well-designed
professional development has no effect. Considered alongside Table 16, this indicates that the number of training sessions
attended did not distinguish teachers' views of either the barriers or the enablers they encounter, again pointing to training quality
and relevance rather than quantity as the more consequential factor.

Table 22 summarizes the p values for the comparisons of perceived enablers and support practices across the four teacher
profile variables.

The summary table shows that none of the 16 comparisons for perceived enablers and support practices was statistically
significant. The p values ranged from .255 for learner related enablers by years of teaching experience to .954 for learner related
enablers by age.
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The respondents therefore expressed broadly similar views about helpful practices across all profile groupings. This
agreement is consistent with the review's emphasis on accessibility, individualization, activity modification, and supportive
relationships as common elements of inclusive physical activity (Bailey & Sweeney, 2022). Liang et al. (2022) also described
coordinated school and social support as important across settings. Because the sample was small and ratings were close to the
maximum score, the absence of significant differences should be interpreted cautiously. This complete absence of significant
differences, in direct contrast to the two significant barrier comparisons in Table 17, suggests that while teachers' experience
shapes how strongly they feel constrained, it does not similarly shape their shared understanding of what would help a distinction

the qualitative interviews were used to probe further.
Table 23
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Four positive correlations were statistically significant. Learner-related barriers were associated with learner-related enablers,
r(14) = .545, p = .029. Teacher and instructional barriers had the same association with learner-related enablers, r(14) = .545, p =
.029. School and environmental barriers were strongly associated with school and environmental enablers, r(14) =.902, p < .001.
Family and community related barriers were associated with teacher and instructional enablers and support practices, r(14) =
.537, p =.032. The remaining correlations were not significant.

These positive relationships mean that teachers who reported stronger barriers also tended to report stronger corresponding
supports. The results do not show that the supports caused the barriers. A cautious interpretation is that needs become more
visible when constraints are stronger, so teachers may recognize or mobilize more supports. The very strong school-level
relationship is consistent with Liang et al. (2022), who described barriers and supports as interacting across organizational and
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environmental levels. The learner-level relationships fit Bailey and Sweeney's (2022) emphasis on individualized activities,
environmental adaptation, and supportive relationships. The family-to-teacher relationship may indicate that classroom support
becomes especially important when continuity outside school is difficult. These correlations, particularly the very strong school-
level relationship, were used to guide the interview questions that generated the qualitative findings presented next, since they
identify precisely which barrier-enabler pairings most warranted a firsthand, explanatory account from teachers.

The quantitative findings show that substantial perceived barriers coexisted with strong endorsement of enabling practices.
The unweighted mean across barrier domains was M = 3.94, while the corresponding mean across enabler and support domains
was M = 3.98. Teachers therefore appeared to recognize both the constraints learners face and the supports needed to address
them. This pattern reflects the socio-ecological view in the review, which treats participation as the product of interacting learner,
interpersonal, school, and environmental conditions (Liang et al., 2022).

The inferential findings add two points. First, teaching experience was related to different ratings of learner and instructional
barriers, although the available results do not identify which experience groups differed. Second, the significant positive
correlations suggest that stronger perceived needs were accompanied by stronger recognition of relevant supports. These findings
should be interpreted cautiously because the sample contained only 16 teachers and most ratings were close to the maximum
score. Group means, post hoc comparisons, and effect sizes are needed before the direction and practical importance of the
experience differences can be established. The correlations describe association and do not establish causation.
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This sub-theme accounts for the uniform, ceiling-level ratings recorded across every indicator in the family and community
barriers domain (M = 4.00, Table 8), the only domain in which every single item received the identical, highest possible mean. The
interviews explain this uniformity: whether the concern was overprotective parenting, the cost of daily transportation, or the
absence of safe places to play outside school hours, teachers described these conditions as operating together rather than
separately, shaping a learner’s readiness and opportunity for physical activity well before or after the school day. This pattern is
consistent with Oluwasanu et al. (2021), who found that family attitudes, economic constraints, and the availability of community
spaces jointly influenced school-based physical activity participation from the perspective of teachers and school leaders. It also
underscores why, as noted in the quantitative findings, the school functions as the primary and sometimes only consistent venue
for physical activity available to many of these learners, making classroom-level enablers especially consequential.

Across all four sub-themes, teachers converged on a single underlying pattern: barriers to physical activity participation were
rarely singular. A learner’s own sensory or regulation needs, the teacher’s instructional capacity, the school’s physical resources,
and the family’s circumstances at home each contributed independently, and often simultaneously, to whether a learner with
special education needs could fully participate. This convergence directly addresses the significant quantitative finding that years
of teaching experience distinguished learner-related and teacher/instructional barrier ratings (Table 14): more experienced
teachers, drawing on a longer history of encountering these compounding barriers across many learners, may have developed a
more differentiated, higher, or more precise sense of exactly where and how these barriers appear, while less experienced
teachers had not yet accumulated the same breadth of comparison. The qualitative findings therefore do not contradict the
guantitative results; they give the statistical pattern a concrete, classroom-level explanation.
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This account, together with the Teacher and Instructional Constraints sub-theme discussed above, suggests that the
significant experience effect in Table 14 does not necessarily mean that less experienced teachers face different or additional
barriers; rather, it suggests that experience functions as an informal substitute for the formal training that, as that sub-theme
showed, remains inconsistently available. Newer teachers appear to rate learner-related and instructional barriers more strongly
not because their classrooms are objectively more difficult, but because they have not yet accumulated the improvised repertoire
of adaptations that only comes with time on the job in the absence of systematic training. This interpretation is consistent with
Benitez et al. (2025), who found that confidence and perceived readiness among Philippine physical education teachers were
closely tied to accumulated practical exposure rather than to formal credentials alone. It also explains why the same experience
variable did not produce a significant difference in school/environmental or family/community barriers (Table 14): these barriers
are structural and external to the teacher, so accumulated classroom experience would not be expected to change how strongly
they are perceived.

The four significant positive correlations in Table 23 are likewise explained by the layered, mutually reinforcing relationship
between barriers and enablers that the qualitative sub-themes describe. The strongest of the four relationships, between
school/environmental barriers and school/environmental enablers, r(14) = .902, p < .001, reflects the same teachers who most
strongly criticized broken infrastructure and equipment shortages, such as Teacher 6’s account of “a lack of money for adaptive
gear and unsafe school spaces,” also most strongly endorsed infrastructure repair and dedicated funding as the top priority for
improvement. Teachers who experience the sharpest resource gaps appear to be the ones most able to specify exactly what
environmental support would resolve them, producing a tight, almost one-to-one correspondence between the two ratings. The
two learner-related correlations, in which both learner-related barriers and teacher/instructional barriers were associated with
learner-related enablers, r(14) = .545, p = .029 for both, similarly reflect teachers who recognized learner vulnerability and
instructional strain together with the individualized, learner-centered adaptations needed to address them, consistent with the
Learner-Centered Instructional Adaptations sub-theme discussed above. The remaining correlation, between family/community
barriers and teacher/instructional enablers, r(14) =.537, p = .032, suggests that when teachers perceive strong barriers originating
at home, they compensate by leaning more heavily on classroom-level enablers, such as the home-school communication
practices described in the Family and Community Partnership sub-theme, since the school-side support is often the more
immediately actionable lever available to them. None of these relationships establishes causation, but each is given a plausible,
teacher-grounded explanation by the qualitative findings.
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Figure 1
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The sustaining outer context of family and commun ity partnership surrounds and reinforces the entire
model

The framework is organized to reflect two consistent patterns identified across both phases of the study. First, the quantitative
results showed that school/environmental factors underlie the strongest single relationship found in the entire study, the near-
unity correlation between school/environmental barriers and enablers (Table 23), and the qualitative findings confirmed that
teachers regarded adequate infrastructure and funding as a precondition rather than an optional support. Second, both phases
converged on the finding that no single enabler works in isolation; the enabler sub-themes function as layered, mutually
reinforcing systems rather than independent techniques. The framework is accordingly structured as a foundation, three
instructional and support pillars, and a sustaining outer context, culminating in a single overarching goal.

At the foundation of the framework is Environmental Readiness and Resourcing, directly derived from the enabler sub-theme
of the same name and from the barrier sub-theme of School and Environmental Inadequacy. Because the quantitative findings
showed that school and environmental barriers and enablers were almost perfectly correlated (Table 23), the framework treats
funding for adaptive equipment, accessible and safe facilities, and appropriate class-size and staffing ratios as the non-negotiable
groundwork on which every other layer depends.

Resting on this foundation are three pillars. The first, Learner-Centered Instructional Adaptations, translates the barrier sub-
theme of Learner-Related Vulnerabilities and Regulation Needs into concrete practice: choice and pacing, predictable routines,
and sensory-matched cues. The second, Collaborative and Human Support Structures, responds to the instructional-capacity
barriers identified in the Teacher and Instructional Constraints sub-theme through peer-buddy systems, co-teaching, and
dedicated aides and coordinators. The third, Relevant, Inclusive Curriculum and Policy Reform, addresses the same sub-theme’s
concerns about rigid, unmodified activities and assessment standards through culturally grounded, life-skills-oriented activities
together with formal training and grading reform.

Surrounding and sustaining all three pillars is the outer layer of Family and Community Partnership, drawn from both the
family/community barrier and enabler sub-themes: home-school communication, family education programs, and community and
health-sector partnerships. Together, the foundation, the three pillars, and the sustaining context are directed toward a single
goal: enhanced and sustained physical activity participation among learners with special education needs.
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Table 26
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Note Table numbers referfo the quantitative tables presented earfier in this chapter; sub-themes refer to
the quaktative fndings presented in Secbons 7 and 8 of this chapter.

The framework is deliberately sequenced rather than treated as a menu of equally weighted options. Consistent with the
qualitative finding that infrastructure and funding function as a precondition rather than a parallel support, schools with the most
severe environmental barriers should prioritize the foundation layer before layering on instructional or curricular reforms that
assume a baseline of accessible space and equipment already exists. Schools that have already met this foundation, by contrast,
may find more immediate returns from strengthening the three pillars, particularly collaborative staffing arrangements, which
teachers in this study described as the most directly actionable enabler regardless of school level or resource profile. Because the
enabler ratings did not differ significantly across any teacher profile variable (Table 22), the recommended practices within each
pillar are offered as broadly applicable across teachers of varying age, experience, and training background, to be adapted rather
than restricted by local context.

This chapter presents a synthesis of the study’s findings, the conclusions drawn from the quantitative and qualitative
analyses presented in Chapter 4, and the corresponding recommendations. It integrates insights from both phases of this
explanatory sequential mixed-methods study to articulate the overall contribution of the research to the practice of inclusive
physical education and to policy affecting learners with special education needs.

This section synthesizes the major findings of the study in relation to each of the nine research questions that guided this
investigation, organized according to the quantitative profile and measurement results, the significance-testing results, and the
qualitative explanatory findings.

1. The teacher-respondents were an experienced, purposively selected group with substantial direct exposure to learners
with special education needs. Half of the 16 respondents had more than ten years of experience handling learners with
special education needs, and half had attended more than five adapted physical activity training activities, providing a
credible experiential basis for their perceptions of barriers and enablers.

2. Barriers to physical activity participation were perceived at a uniformly high extent across all four domains. The
unweighted overall mean was M = 3.94, with family and community-related barriers rated highest (M = 4.00, with every
indicator sharing the identical top rating) and school and environmental barriers rated lowest, though still strongly
endorsed (M = 3.79).

3. Enablers and support practices were perceived at an even higher, near-ceiling extent than the barriers they addressed.
The unweighted overall mean was M = 3.98, with teacher and instructional enablers rated highest (M = 3.99), indicating
strong endorsement of individualized, collaborative, and well-resourced support practices.

4. Years of teaching experience was the only teacher profile variable associated with a statistically significant difference in
perceived barriers, and only for two of the four barrier domains. Learner-related and teacher/instructional barriers
differed significantly by teaching experience, F(3, 12) = 12.50, p = .001 for both, while age, years of experience with
learners with special education needs, and training frequency produced no significant differences in any barrier domain.
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5.

None of the sixteen comparisons of perceived enablers and support practices across teacher profile variables reached
statistical significance. Teachers of varying age, experience, and training background expressed a broadly shared
understanding of what helps learners participate, in direct contrast to the more variable barrier ratings described above.
Perceived barriers and perceived enablers were positively and significantly correlated in four specific domain pairings,
most strongly at the school and environmental level. The near-unity correlation between school/environmental barriers
and enablers, r(14) =.902, p < .001, was the strongest relationship found in the entire quantitative phase, alongside three
further significant correlations involving the learner-related and family/community domains.

Teachers explained the quantitative barrier findings through four interlocking qualitative sub-themes describing a
multilevel, compounding set of obstacles. Learner-Related Vulnerabilities and Regulation Needs, Teacher and
Instructional Constraints, School and Environmental Inadequacy, and Family and Community Constraints together
showed that no single barrier operated independently of the others.

Teachers explained the quantitative enabler findings through five mutually reinforcing qualitative sub-themes describing
a layered support system. Learner-Centered Instructional Adaptations, Collaborative and Human Support Structures,
Relevant, Inclusive Curriculum and Policy Reform, Environmental Readiness and Resourcing, and Family and Community
Partnership together indicated that enabling practice depends on several layers working together rather than on any
single intervention.

The integrated qualitative and quantitative findings explained the study’s significant results and gave rise to two
complementary practical outputs. Teachers’ accounts of accumulated, improvised skill explained the significant
experience-related barrier difference, and their accounts of mutually reinforcing needs and supports explained the four
significant correlations; these integrated insights directly informed the development of the Physical activity participation
among learners with special education needs Framework.

This section presents the conclusions of the study based on the synthesis of the quantitative and qualitative findings and

their alignment with the reviewed literature and with the study’s Social Model of Disability and Universal Design for Learning

frameworks. Based on the analysis, the study concludes the following:

1.

Physical activity participation among learners with special education needs is constrained not by a single dominant barrier
but by a dense, multilevel system of learner, instructional, school, and family/community conditions. This conclusion is
consistent with the Social Model of Disability’s emphasis on participation as a function of environmental and systemic
conditions rather than of the learner’s impairment alone, and it is substantiated by teachers’ own accounts of
compounding, simultaneous obstacles.

Enabling inclusive physical activity requires layered, mutually reinforcing supports rather than any single intervention.
The near-ceiling, narrowly ranged ratings across all four enabler domains, together with the five interlocking qualitative
sub-themes, indicate that instructional adaptation, human support, curricular and policy reform, environmental
readiness, and family/community partnership function as an interdependent system, consistent with Universal Design
for Learning’s premise that flexible, multiple means of engagement benefit the widest range of learners and with
identification of individualized adaptation and policy reform as jointly necessary strategies for inclusive physical
education.

Accumulated classroom experience functions as an informal substitute for formal, systematic training in adapted physical
education. The significant experience-related difference in barrier ratings, together with teachers’ own descriptions of
improvised, on-the-job adaptation, indicates that where structured training is inconsistently available, teachers rely on
years of trial-and-error exposure to manage learner-related and instructional demands.

The strength of perceived barriers and the strength of perceived enablers rise together, most strongly where the
underlying condition is structural rather than individual. The near-unity correlation between school and environmental
barriers and enablers suggests that teachers who most acutely experience resource constraints are also the ones most
able to identify precisely what would resolve them, indicating that need and support recognition are two sides of the
same lived experience rather than independent phenomena.

Family and community conditions occupy a uniquely central position in this study, functioning simultaneously as the most
uniformly perceived barrier domain and as a currently under-formalized enabler domain. Every indicator in the
family/community barrier domain received the identical highest rating, while the qualitative findings showed that simple,
low-cost communication practices produced outsized benefits, together suggesting that this domain offers a high-
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leverage, comparatively low-cost point of intervention that warrants its own dedicated framework alongside broader
instructional and school-level reform.

Qualitative accounts from teachers substantiate, and give concrete explanatory texture to, the statistically observed
patterns in the quantitative results, confirming the value of the explanatory sequential mixed-methods design adopted
in this study. Teachers’ verbatim descriptions of specific classroom moments and school conditions transformed abstract
statistical differences and correlations into a grounded, actionable account of why those patterns occurred

The study affirms and extends prior research on inclusive physical education in the Philippine setting by demonstrating,
through an integrated design, that instructional and policy reform alone are insufficient without paired environmental
readiness and family/community partnership.

This section provides specific and actionable recommendations for future research based on the findings and limitations

of the present study.

1.

Schools and MAPEH departments should institutionalize, rather than leave to individual initiative, the peer-buddy
systems, co-teaching arrangements, and dedicated aide support that teachers identified as the most directly actionable
enablers in this study. Combined with individualized pacing, choice, and sensory-matched cues, these practices should
be treated as baseline instructional capacity rather than optional accommodations.

Teachers should treat routine, low-cost family communication, progress updates, shared behavioral information, and
physical-activity-focused conferences — as a core part of instructional practice rather than a supplementary courtesy,
given the outsized benefits these practices produced in this study’s findings.

School division- and school-level policy should formally recognize adequate funding, accessible facilities, and appropriate
class-size and staffing ratios as preconditions for inclusive physical education, not as aspirational goals pursued after
instructional reforms are already in place, consistent with the near-unity relationship this study found between
school/environmental barriers and enablers.

Policymakers should formalize family and community partnership through structured referral pathways, recognized
coordination roles, and support for community and health-sector linkages as a standard component of inclusive
education governance rather than leaving it to informal, teacher-initiated effort.

Future studies should pilot and formally evaluate the framework proposed in this study, assessing their feasibility, fidelity
of implementation, and measurable impact on physical activity participation, in keeping with recommended practice for
translating qualitative and mixed-methods findings into applied educational tools.

Because this study captured the family and community domain exclusively through teachers’ perceptions, future research
should directly include parents, guardians, and, where developmentally appropriate, learners themselves, to test and
enrich the assumptions underlying the Physical Activity Participation among Learners with Special Education Needs
Framework.
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