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ABSTRACT
Background. Teacher’s perceptions of Self-efficacy (SE) have been suggested as an important factor in the 

successful inclusion of students with special educational needs. The purposes of this study were (a) to investigate the 
validity and reliability of the instrument of physical education teachers’ self-efficacy toward the inclusion of students 
with Autism Spectrum Disorders (PESEISD-A), using a Lithuanian physical education (PE) teachers’ sample, and 
(b) to assess relationships between SE scale and subscales. 

Methods. The English version of the instrument was translated into Lithuanian using the back-translation 
technique. The participants were 368 PE teachers working in Lithuanian schools (152 males and 216 females), 
aged between 24 and 65 years (M = 47.09; SD = 9.06). The content and construct validity of the instrument were 
supported. 

Results. The results of the factor analysis indicated a one-factor solution for the scale’s SE. Cronbach’s alpha 
reliability of SE scale and all other subscales was high (α > .93). Test-retest correlation analysis showed a satisfactory 
coefficient. In this study, positive and significant relationships between SE scale, mastery experience, vicarious 
experience, social persuasion, physiological state, behaviour, and perceived challenges subscales were determined 
(p < .01).

Conclusions. The Lithuanian version of the PESEISD-A appears to be a valid and reliable instrument, enabling 
future research on Lithuanian PE teachers. 

Keywords: professional development, special education needs, self-efficacy theory, source of self-efficacy.

INTRODUCTION

During the last 25 years Lithuania has 
adopted a number of legal acts that oblige 
general education schools to implement the 

provisions of inclusive education. The consolidated 
text of the Law on Education of the Republic of 
Lithuania (Parliament of the Republic of Lithuania, 
1991) of 2017 provides that the aim of the education 
of students with special educational needs (SEN) 
is to help the students to study according to their 
capacities, to get education and qualification, and 

to have their skills and potential recognized and 
developed. SEN was defined in Lithuania as the need 
for support and services in the process of education 
arising from the student’s specific capacities, 
congenital or acquired disorders, and adverse 
effects from environmental agents (Parliament of 
the Republic of Lithuania, 1991). In Lithuanian 
general education schools, 11.92% of children aged 
6–21 have SEN; 10.46% attend regular classes in 
mainstream schools, 0.34% of the children attend 
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special education classes, and 1.12% of the children 
are educated in special schools or special education 
centres (Official Statistics Portal, 2018). 

Some of the most rapidly growing populations 
of SEN are those with Autism Spectrum Disorder 
(ASD). The number of students with ASD 
included in mainstream classes has been steadily 
increasing over the last five years from 191 in 2013-
2014 to 402 2017-2018 (Education Management 
Information System, 2018). Students with ASD 
have substantial impairments in social interaction 
and communication, which can challenge the 
general education teachers (Beamer and Yun, 
2014). PE appears to be one of the most favourable 
disciplines, where values necessary for the 
effective development of inclusive education may 
be developed and maintained (Grenier, Dyson, 
& Yeaton, 2005; Hutzler, 2007; André, Deneuve, 
& Louvet, 2011; Klavina et al., 2014; Polvi & 
Telama, 2000; Hutzler, 2003; Tubić, & Đorđić, 
2012; Qi, Wang, & Ha, 2016). In this regard Zhang 
and Griffin (2007) have argued that encouraging 
students with ASD to interact with their peers 
should be considered a very important part of their 
physical education (PE) participation, and include 
basic social behaviours – such as taking turns in 
an activity, greeting peers, joining an activity, 
entering a game, sharing equipment, changing 
activities, or participating in an activity. Evidence 
is accumulating in support of including students 
with ASD in general physical education (GPE) 
classes and among the major research foci are 
factors affecting teachers’ beliefs and behaviours 
(Beamer & Yun, 2014; Buns, 2010; Morgan, 2013; 
Taliaferro & Pilkington Harris, 2014; Yada & 
Savolainen, 2017) or teachers’ attitudes (Campos, 
2013; Cassady, 2011; Combs, Elliott, & Whipple, 
2010; Hodge & Jansma, 1999; Humphrey, & 
Symes, 2013; Hutzler & Levi, 2008; Tant, & 
Watelain, 2016; Unianu, 2012). Meanwhile, not 
specific to PE teachers surveys performed in 
Lithuania indicated that the inclusion practice is 
challenged with barriers such as inadequate teacher 
training and lack of competence, lack of support, 
large class sizes, not enough preparation time 
due to administrative demands, and inadequate 
psychological training and support when working 
with children with SEN (Kiušaitė & Dubauskaitė, 
2010; Paukštienė & Ustilaitė, 2012). These barriers 
are quite similar to those reported in other countries 
specifically for PE teachers (Baloun, Kudláček, 
Sklenaříková, Ješina, & Migdauová, 2016; Block, 

Hutzler, Barak, & Klavina. 2013; Block, Kwon, & 
Healy, 2016; Griggs & Medcalf, 2015; Jerlinder, 
Danermark, & Gill, 2010; Jeong & Block, 2011; 
Ko & Boswell, 2013; Kudláček, Baloun, & Ješina, 
2018; Tindall, Culhane, & Foley, 2016). In a GPE 
class, the teacher has to create the environment for 
all, where personal weaknesses and disadvantages 
are not highlighted, where a student feels safe and 
as an equally important member of the community, 
and where measures are found to turn personal 
weaknesses and disadvantages into benefits 
and advantages in certain situations (Booth & 
Ainscow, 2011; Ko & Boswell, 2013). This can 
be achieved only by a teacher who is confident 
and who relies on the knowledge and its practical 
application at work (Block, Taliaferro, Harris, & 
Krause, 2010; Griggs & Medcalf, 2015). In order 
to create such an environment, the teacher must 
not only have knowledge but also have confidence 
in her/his skills and in the capability to apply this 
knowledge in various specific situations (Bandura, 
1977, 1997). The way the teacher adapts the task, 
modifies the goal, applies educational methods 
and handles difficult situations depends on his or 
her level of situation and task-specific confidence. 
This has been labelled by Bandura (1994, 1997) as 
self-efficacy (SE), which is the confidence a person 
has in his or her own capability to produce desired 
levels of performance, relying on the knowledge 
and skill he or she possesses as compared to a 
social reference group. SE is a future-oriented 
belief about the level of competence a person 
expects he or she will display in a given situation 
(Tschannen-Moran & Mcmaster, 2009). SE and 
goals are widely touted as two of the more important 
constructs in psychology and management 
(Vancouver, Thompson, & Williams, 2001). 
Teachers’ SE is their confidence and belief in being 
able to cater to the varied needs of all students 
in an inclusive school setting (Bandura, 1986, 
2006; Block et al., 2010). Therefore, SE beliefs 
determine how environmental opportunities and 
impediments are perceived and affect the choice 
of activities, how much effort is expended on an 
activity, and how long people will persevere when 
confronting obstacles (Bandura, 2006). SE is the 
major unit in Bandura’s (1986) Social Cognitive 
Learning Theory about the effect of an individual’s 
interaction with others on his/her actions and 
behaviour and on the environment. SE theory, 
applied in the educational context, has sparked a 
rich line of research into how teachers’ SE beliefs 
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are related to their actions and to the outcomes 
they achieve (Tschannen-Moran & Woolfolk Hoy, 
2007). Furthermore, individual studies have found 
that teachers’ SE is one of the strongest predictors 
of their attitudes towards inclusion (Block et al., 
2010; Ilić-Stošović, Nikolić, & Popadić, 2015; 
Karani, & Skordilis, 2016). Stajkovic and Luthans’ 
(1998) meta-analytical findings support a highly 
significant positive correlation between SE and 
work-related performance. Yada and Savolainen 
(2017) conclude that one way of changing teachers’ 
attitudes is to improve their SE for inclusive 
practices and the results of their study indicate 
that more attention should be paid to teachers’ 
lack of confidence regarding the inclusive practice. 
Fisher’s (2017) study confirms the theoretical 
model’s relationship between teacher perception of 
SE and teacher attitudes towards inclusion. A meta-
analysis by Klassen and Tze (2014), consisting 
of 43 studies representing 9216 participants, 
demonstrated that teachers’ perceived SE was 
related to increased persistence in working with 
challenging students; SE was shown to influence 
teachers’ instructional practices, enthusiasm, 
commitment, and teaching behaviours. Given the 
pivotal role of SE beliefs in understanding human 
behaviour, it is important to understand how these 
beliefs are formed. Bandura (1977, 1986) suggested 
that SE beliefs are acquired and modified through 
four primary sources of information: mastery 
experiences, vicarious experiences, verbal/social 
persuasion, and physiological states. Also personal 
accomplishments (successes or failure) have the 
potential to exert the great influence on SE (Lent 
& Hackett, 2009). The success of psychological 
interventions can be enhanced by arranging 
experiences designed to strengthen SE beliefs for 
specific behaviours in specific problematic and 
challenging situations (Maddux, 2009). When 
people see themselves coping effectively with 
difficult situations, their sense of mastery is likely 
to be heightened (Maddux, 2009).

Given the current need for a supportive role of 
PE teachers toward inclusion, the exploration of 
PE teachers’ SE and its links with demographics, 
the sources of SE, self-reported behaviours, 
and perceived challenges is needed for a better 
understanding of the pathways leading to enhancing 
students’ with SEN inclusion. In order to facilitate 
this goal in Lithuania, an instrument that measures 
PE teachers’ SE toward inclusion is needed, and 
its validity must be tested with a sample of local 

PE teachers. A number of instruments have been 
created for the evaluation of general teachers’ SE 
(Ilić-Stošović et al., 2015; Karbasi, & Samani, 
2016; Klassen & Tze, 2014; Tschannen-Moran, 
Woolfolk Hoy, & Hoy, 1998; Tschannen-Moran, & 
Woolfolk Hoy, 2001; Sarı, Çeliköz, & Seçer, 2009). 
According to the unique PE school framework, 
several specific instruments have been developed 
in this domain; SE in teaching PE under inclusive 
conditions (SEIPE) (Hutzler, Zach, & Gafni, 2005) 
and the Physical Education Teaching Efficacy 
Scale (PETES) (Humphries, Hebert, Daigle, & 
Martin, 2012) are generic instruments, while the 
Physical Educators’ SE Toward Including Students 
with Disabilities-Autism (PESEISD-A, VERSION 
8.2) (Beamer, & Yun, 2014; Morgan, 2013; Li, 
Wang, Block, Sum, & Wu, 2018; Taliaferro, 2010; 
Taliaferro, & Pilkington Harris, 2014; Taliaferro, 
Hammond, & Wyant, 2015) was designed to deal 
with one type of disability – that is ASD. The 
instrument consists of SE scale and six subscales 
(mastery experience, vicarious experience, 
social persuasion, behaviour, physiological states 
and challenges). Another instrument that was 
developed is situation- and disability-specific, and 
therefore may be useful for a variety of disability 
conditions and situations encountered during 
PE: the Situation Specific SE Instrument for 
Physical Education Teacher scale (SE-PETE-D) 
designed by Block and colleagues (2013). The 
SE-PETE-D has been adopted by both European 
and American scholars (Baloun et al., 2016; Eden 
& Hutzler, 2015; Jovanović et al., 2014; Hutzler & 
Shama, 2017; Kudláček, Baloun, & Ješina, 2018; 
Reina, Hemmelmayr, & Sierra-Marroquin, 2016; 
Taliaferro, Hammond, & Wyant, 2015; Tekidou et 
al., 2015; Tindall et al., 2016). 

This study top related with PE teachers’ SE 
belief toward inclusion students with ASD, therefore 
we chose to validate PESEISD-A instrument. This 
instrument not only allows to identify PE teachers’ 
SE toward including students with ASD but also 
to better understand the problems that cause the 
biggest difficulties for PE teachers to include pupils 
with ASD in a mainstream PE class, and understand 
the predictors that influence their SE and behaviour. 
The purpose of this study was (a) to investigate 
the validity and reliability of the instrument 
physical education teachers’ self-efficacy toward 
the inclusion of students with Autism Spectrum 
Disorders (PESEISD-A), using a Lithuanian PE 
teachers’ sample, and (b) to assess relationships 
between self-efficacy scale and subscales.
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METHODS

Participants. Our sample included a total 
of 368 PE teachers from 30 municipalities who 
participated in the survey. Teachers’ recruitment 
was conducted in January- March, 2017, using two 
modalities: (a) circulating the questionnaire by 
means of Email (Web-based), and (b) distributing 
a paper-based questionnaire to meetings with 
PE teachers in schools. Invitation letters to 
participate in the survey were sent to the Education 
Departments of all Lithuanian municipalities  
(n = 60). Twenty-eight Education Departments of 
Lithuanian municipalities returned confirmation 
letters indicating their agreement to cooperate and 
to send the survey information to the Emails of 
PE teachers in the department, and to encourage 
them to participate in the survey. According to the 
data from the year 2016 of the Lithuanian Centre of 
Information Technologies in Education, there were 
1645 PE teachers working in these municipalities. 
However, only 49 PE teachers filled in the electronic 
survey, and additional 287 questionnaires were 
filled in during the meetings of PE teachers’. In 
order to fulfil the test-retest analysis, 22 PE teachers 
from 12 schools located in two municipalities were 
additionally tested. The recruitment of these PE 
teachers was conducted using the distribution of a 
paper-based questionnaire. 

The research design for implementing the study 
was approved by the Committee of Ethics of social 
science at the Lithuanian Sport University and from 
the Education Departments in the participating 
municipalities (No. SMTEK-09). The participants 
of the survey received and signed an informed 
consent form prior to filling in the questionnaires.

Instrument. Lithuanian version of instrument 
Physical Educators’ Self-Efficacy toward Including 
Students with Disabilities – Autism (PESEISD-A; 
Taliaferro, Block, Harris, & Krauske, 2011) 
was used for this study. The PESEISD-A was 
comprised of the SE scale and six subscales: 
mastery experience, vicarious experience, social 
persuasion, behaviour, physiological state and 
challenges. Demographic questions were included 
at the end of the instrument. Prior to filling in the 
questionnaires the interviewees were given the 
description of a person with ASD.

Self-efficacy. The scale is designed to evaluate 
PE teachers’ SE in mainstreaming pupils with 
ASD in a general PE class and is called the Self-
efficacy (SE) scale (10 questions). For the SE scale, 

participants were asked to rate their degree of 
confidence in their ability to perform each of ten 
tasks when including students with ASD in GPE 
classes: modify equipment, modify activities, 
create a safe environment, promote social 
interactions with peers, manage behaviours, modify 
instructions, assess motor sills, modify rules to 
games, collaborate effectively with other teachers/
professionals, and motivate students. Prior to filling 
in the questionnaires the interviewees were given 
the description of a person with ASD. Statements 
of the SE scale are scored in the range from 0 to 10, 
with a score of 0 indicating the respondent (cannot 
do at all), a score of 5 indicating the respondent 
(moderately can do), and a score of 10 indicating 
the respondent is highly certain they can do).

Mastery experience. The first subscale 
is designed to evaluate PE teachers’ mastery 
experiences, and is called the Mastery Experience 
(ME) subscale (10 questions). For the ME subscale, 
respondents rated the level of success they 
experienced in doing the same 10 identified tasks 
on a 5-point Likert scale of “not at all successful 
(Less than 15% of the time)” to “very successful 
(More than 85% of the time)”, with the added 
option of “I do not have any experience doing this”. 

Vicarious experience. The second subscale 
is called the Vicarious Experience (VE) subscale 
(10 questions). For the VE subscale, respondents 
rated the level of success of other PE teachers they 
observed at performing the same ten identified 
tasks when including a child with ASD. Response 
choices were on a 5 point Likert scale ranging from 
“not at all successful (Less than 15% of the time” 
to “very successful (More than 85% of the time)”, 
with the added option of indicating that they have 
not seen others perform the task. 

Social persuasion. The third subscale is Social 
Persuasion (SP) subscale (10 questions) asked 
respondents to rate what others (teachers, parents, 
colleagues, supervisors, principals) have told them 
about their capabilities to include students with 
ASD in PE on a 5-point Likert scale of “not at all 
capable” to “very capable”. 

Behaviour. The fourth subscale is called the 
Behaviour (BEH) subscale (10 questions). For the 
BEH subscale, respondents rated how frequently 
they performed the ten identified teaching tasks on 
a 5-point Likert scale from “never” to “always”,

Physiological state. The fifth subscale is 
called the Physiological State (PS) subscale (2 
questions). The PS subscale asked participants to 
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respond to two questions regarding how including 
a student with ASD in their PE class makes them 
feel (stressed or nervous). Responses were on a 
five point scale ranging from “definitely false” to 
“definitely true”. Responses were reverse coded 
from one to five so that a higher score (“definitely 
false”) reflected a more favourable reaction.

Perceived challenges. The sixth subscale – 
the Perceived Challenges (PCH) subscale– asked 
participants to rate the extent to which each of 11 
situations made it difficult to meaningfully include 
a student with ASD into their GPE program. 
The eleven situations included: “I am not sure 
how to modify activities”, “I do not have time to 
make modifications”, “I do not have appropriate 
equipment”, “I have large class sizes”, “there are 
multiple classes in the gym”, “the students’ skill 
level is very different than their peers”, “I have no 
aid or support to help”, “I do not have information 
about the student”, “I have limited training on 
autism, the student has behavior problems, and the 
student has problems staying on task”. Responses 
were on a 5-point Likert scale of “not at all an 
issue” to “very much an issue”. Responses were 
coded from one to five such that the higher score 
indicated a higher degree of perceived challenge.

Demographic factors. In the instrument 
end, it covers demographic issues (age, gender, 
professional and personal experience of working 
with persons with ASD, etc.).

Scoring. The responses of on interviewee 
to the SE scale, ME, VE, SP, BEH, PS and PCH 
subscales statements were summed up and the 
average was calculated. A response of these 
subscales “I do not have any experience doing this” 
(ME), “I have not seen other PE teachers doing 
this” (VE), and “I have not been told anything 
about my capabilities” (SP) was coded as a zero. 
For example, if an individual responded “I do not 
have any experience doing this” (ME) to two items 
on the scale, their scores were summed and then 
divided by 8 (Taliaferro, 2010). The resulting score 
indicated the average success of the participants’ 
mastery experiences. Respondents who answered 
“I do not have any experience doing this” across all 
10 items were given a total score of 0 (Taliaferro, 
2010). This did not reflect that the participant failed 
to respond to the subscale items. Instead, this 
indicated that the participant had no experience 
with the items in this subscale and was, therefore, 
unable to make a judgment regarding their level of 
success (Taliaferro, 2010).

Translation. The English version of the 
PESEISD-A (Taliaferro et al., 2011) instrument 
was translated into Lithuanian using the back 
translation technique described by Brislin (1986). 
This technique of translation requires four 
independent bilingual translators. Translator 1 and 
Translator 2 independently translated the original 
English version of the PESEISD-A questionnaire 
into Lithuanian. After comparing the translations, 
the translated instrument was forwarded to the 
other two bilingual translators who translated 
the instrument back into English. Finally, the 
retranslated version was compared with the original 
version by one of the authors of the original version 
for the final approval. In addition an expert review 
was performed. Two Lithuanian experts of adapted 
physical education were consulted about the clarity, 
conciseness and terminological precision of the 
Lithuanian version of the PESEISD-A. The initial 
version of the instrument was administered to a 
sample of 43 PE teachers. This version confirmed 
its suitability for further analysis and was labelled 
PESEISD-A-LT.

Data analysis. SPSS Version 22.0 software 
was used to compute the statistical processes. 

Construct validity. In order to establish the SE 
scale’s factorial, structure and construct validity of 
the PESEISD-A-LT we chose to use an exploratory 
factor analysis (EFA). Based on Field’s (2009) 
recommendations, an EFA was conducted using 
the principal component analysis (PCA) extraction 
method, followed by orthogonal (Varimax) rotation 
to maximize variance. Before conducting the PCA, 
statistical assumptions necessary for PCA were 
tested (Field, 2009). For example, the Kaiser-
Meyer-Olkin (KMO) index should be greater than 
0.70 and is considered inadequate if less than 0.50 
(Field, 2009), and Bartlett’s test of sphericity has 
to be highly significant (p < .001) (Field, 2009). 
The optimal number of factors was determined by 
latent root criteria (eigenvalues > 1.0, the Kaiser’s 
criterion K1) and inspection of the scree plot (Field, 
2009). An item with communality of less than 0.40 
was removed from the analysis, and the PCA was 
computed again (Field, 2009).

Reliability analysis. Cronbach’s alpha coeffi-
cient was employed to determine internal consis-
tency, and test-retest reliability was employed to 
determine stability over time. Cronbach’s α values 
of 0.70 and above imply an acceptable level of in-
ternal consistency (Bryman, 2015; Field, 2009). 
Test-retest reliability was used to examine stability 
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among items in SE scale and each sub-scale. The 
period between the test-retest was 14 weeks. Test-
retest reliability was assessed by using Spearman-
Brown‘s correlation. Following Vallerand (1989), 
we estimated that a coefficient of 0.6 or more for 
test retest is satisfactory.

Descriptives. Mean (M), standard deviations 
(SD), and frequency counts were used to characte-
rize participants’ demographics.

Spearman’s rank correlation coefficient (r) was 
used to discover the strength of the relationship 
between the SE scale and each subscale. 

RESULTS

The total of 346 PE teachers from 28 
municipalities were included to the basic data 
analysis. Participants’ age ranged from 24 to 65 
years (M = 47.19; SD = 9.04); gender distribution 
was 143 males (M = 46.04; SD = 10.35) and 203 
females (M = 48.09; SD = 7.92). Participants had 
general PE teaching experience ranging from 1 
to 45 years (M = 22.06; SD = 9.86). Demographic 
information is illustrated in Table 1.

In order to fulfil the test-retest analysis, a group 
of nine males and 13 females, in total 22 PE teach-
ers, was formed. This group participants’ mean age 
was 52.73 years (SD = 6.37 years). These participants 
had a mean general PE teaching experience of 28.82 
years (SD = 8.64 years). Eighteen of these PE teach-
ers reported having experience working with stu-
dents with ASD in general PE in the last five years. 

The EFA generated a one-factor solution 
accounting for 82.99% of the variance, the KMO 
measure verified the sampling adequacy for the 
analysis, exhibiting a KMO index of 0.941 and all 
KMO values for individual items > 0.90. Bartlett’s 
test of sphericity (χ2 [45] = 5131.7, p < .001) indicated 
that correlations between items were sufficiently 
large for the PCA. An initial examination of the 
items using PCA revealed high communalities, 
and ranged from 0.74 to 0.88. Cronbach’s alpha 
measured internal consistency of the (sub)scales 
showed that all statements of the (sub)scales 
perfectly reflect the tested value (Table 2). 

A repeated interview with the same respondents 
was done after 14 weeks to retest the stability of 
the (sub)scale. The Spearman-Brown correlation 

Demographic factors N Percentage

Had undergraduate or graduate courses APE
Yes
No

73
273

21.10
78.90

Had undergraduate or graduate courses Special Education 
Yes
No

176
170

50.90
49.10

Have been included students with ASD in PE class
Yes
No 

166
180

48.00
52.00

Have support from APE specialist 40 11.60

Have support from Teacher assistants 50 14.50

Have support from Special Education Teacher 158 45.70

Have support from Physical therapist 30 8.70

Personal experiences with ASD 
No experience
Yes

319
27

92.20
7.80

ME, VE & SP
ME &VE
ME & SP
VE &SP
ME only
VE only
SP only
ME, VE & SP did not have

106
25
17
4
44
21
5

124

30.60
4.90
7.20
1.20
12.70
6.10
1.50
35.80

Total          346 

Table 1. Demographic information of 
physical education teachers (n = 346)

Note. APE – Adapted physical education; 
ASD – Autism Spectrum Disorder; 
PE – physical education; ME – mastery 
experience; VE – vicarious experience; 
SP – social persuasion; N – number of 
physical education teachers.
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Note. SE – Self-efficacy; ME – mastery experience; 
VE – vicarious experience; SP – social persuasion; 
PS – physiological sate; BEH – behaviour; PCH – 
perceived challenges; * – correlation is significant 
at the .01 level.

Table 4. Inter-correlations of PESEISD-A (sub)
scales

Table 2. Cronbach’s Alpha values of PESEISD-
A-LT instrument SE scale and subscales (n = 
346)

Table 3. The Self-efficacy scale and subscales of 
the test-retest reliability (n = 22)

(Sub)Scale SE ME VE SP PS BEH PCH

SE –

ME .366* –

VE .282* .574* –

SP .271* .616* .600* –

PS –.300* –.299* –.186* –.201* –

BEH .296* .796* .580* .628* .292* –

PCH –.343* –.312* –.249* –.269* –.456* –.315* –

(Sub)scales N of Items Mean SD Cronbach’s Alpha

Self-efficacy 10 5.36 2.18 .977

Mastery experience 10 1.69 1.65 .991

Vicarious experience 10 1.35 1.63 .994

Social persuasion 10 1.33 1.81 .996

Physiological state 10 2.49 1.49 .993

Behaviour 2 2.97 1.17 .932

Perceived challenges 11 3.37 0.94 .931

(Sub)scales
Cronbach’s Alpha Spearman-Brown (Test-retest)

1 Time 2 Time r

Self-efficacy .97 .97 .88

Mastery experience .98 .98 .89

Vicarious experience .99 .99 .85

Social persuasion .98 .99 .87

Physiological state .99 .99 .88

Behaviour .79 .74 .81

Perceived challenges .91 .95 .46

coefficient of SE scale and subscales for assessing 
test-retest reliability was > .80, except perceived 
challenges subscale, which test-retest reliability 
coefficient was r = .46; correlation coefficients’ of 
each subscale are shown in Table 3.

Correlation analysis indicated significant 
relationships between (sub)scales (p < .01; Table 4).

DISCUSSION

The first purpose of this study was to approve 
the Lithuanian version of the PESEISD-A validity 
and reliability.

The results of an exploratory factor analysis on 
the 10 question SE scale of the Lithuanian versions 
revealed a one-factor solution explaining 82.99 

percent of the variance, while Taliaferro (2010) 
exploratory factor analysis revealed a one-factor 
solution explaining 57.05 percent of the variance, 
and Li et al. (2018) conducted Confirmatory Factor 
Analysis revealed the one-factor model of the 
PESEISD-A fit the total sample (n = 432) adequately. 
The coefficients of internal consistency and test-
retest reliability of PE teachers’ self-efficacy toward 
including students with ASD into general PE classes 
scale, Mastery Experiences subscale, Vicarious 
Experiences subscale, Social Persuasion subscale, 
Physiological State subscale, and Behaviours 
subscale confirmed the appropriateness of the 
Lithuanian versions of PESEISD-A-LT for data 
analysis. However, when we analysed the test-
retest reliability of perceived challenges subscale 
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we found lower than .6 correlation coefficient. This 
result shows that perceived challenges subscale is 
more sensitive to time period than other subscales. 
Perhaps it is related to a long time period between 
tests (14 weeks). When we compare our research 
results with those of Taliaferro’s (2010) (n = 236) 
results, it can be observed that SE scale and all 
subscales validity and reliability coefficient values 
are similar or higher except for the coefficient of 
perceived challenges subscale test-retest scores, 
where the value was less than .60. A recently 
conducted study by Li et al. (2018) involving Chinese 
preservice physical educators (n = 432) showed high 
coefficients of internal consistency (α = .92) and test-
retest reliability (r = .90) of SE scale.

The second purpose of this study was to 
assess relationship between self-efficacy scale 
and subscales. The correlation analysis between 
PEISEISD-A-LT (sub)scales showed that PE 
teachers’ SE belief had strongest influence of 
mastery experience. According to Bandura (1995), 
the most influential source of efficacy information 
is personal mastery experiences because they 
provide the most authentic evidence of whether 
one can master whatever it takes to succeed in a 
particular field or endeavour. Tschannen-Moran 
and McMaster (2009) propose that SE beliefs 
may be diminished when success is achieved 
through extensive external assistance, after 
considerable effort, or on a task perceived as easy 
or unimportant. It serves to convince them that they 
have what it takes to achieve increasingly difficult 
accomplishments of a similar kind. Self-mastery 
is best achieved through progressive mastery, 
which is attained by breaking down difficult tasks 
into small steps that are relatively easy, in order to 
ensure a high level of initial success. Individuals 
should then be given progressively more difficult 
tasks in which constructive feedback is provided 
and accomplishments are celebrated before 
increasingly challenging tasks are attempted 
(Heslin & Klehe, 2006). Also we found that source 
of efficacy information as vicarious experience, 
social persuasion, and physiological states are 
significant predictors on PE teachers’ SE belief. The 
impact of modelling on beliefs of personal efficacy 
is strongly influenced by perceived similarity to 
the models (Bandura, 1986; Tschannen-Moran & 
Mcmaster, 2009). Through their behaviour and 
expressed ways of thinking, competent models 
transmit knowledge and teach observers effective 
skills and strategies for managing environmental 

demands (Klassen & Tze, 2014). People who are 
persuaded verbally that they possess the capabilities 
to master given activities are likely to mobilize 
greater effort and sustain it than if they harbour 
self-doubts and dwell on personal deficiencies when 
problems arise (Bandura, 1997; Tschannen-Moran 
& Mcmaster, 2009). To the extent that persuasive 
boosts in perceived SE lead people to try hard 
enough to succeed, self-affirming beliefs promote 
development of skills and a sense of personal 
efficacy. People also rely on their physiological and 
emotional states in judging their capabilities. They 
interpret their stress reactions and tension as signs 
of vulnerability to poor performance (Bandura, 
1995). It is not the sheer intensity of emotional 
and physical reactions that is important but rather 
how they are perceived and interpreted (Bandura, 
1995). For example, people who have a high sense 
of efficacy are likely to view their state of affective 
arousal as an energizing facilitator of performance, 
whereas those who are beset by self-doubts regard 
their arousal as a debilitator (Vancouver, Thompson, 
& Williams, 2001). Strategies for controlling and 
reducing emotional arousal (specifically anxiety) 
while attempting new behaviours should enhance 
SE beliefs and increase the likelihood of successful 
implementation (Maddux, 2009). Social integration 
and regular positive interactions with others are 
thought to promote better mental and physical 
health by fostering the development of meaningful 
social roles, self-worth and SE, and a stable sense 
of self (Maddux, 2009). According Bandura (2006), 
the impact that these informational sources have on 
SE depends on a variety of factors, such as how the 
individual attends to, interprets, and recalls them. 

Results of analysis showed that SE beliefs had 
influence on their behaviour to work with students 
with ASD who are included in their classes. 
Physical educators who had higher levels of self-
efficacy toward including students with ASD 
tended to engage in behaviours associated with 
inclusion more frequently. In addition, we found 
that mastery experience, vicarious experience, 
social persuasion are strong predictors on 
behaviour. PE teachers who had these experiences 
performed more often the tasks (modified 
equipment, activities, instructions, rules, created 
a safe environment, promoted social interactions, 
assessed motor skills, collaborated effectively 
with others, motivated the student) for students 
with ASD who are included in general physical 
education classes. Armitage and Conner’s (2001) 
meta-analysis showed that self-efficacy accounted 
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for the most additional variance in intention, and 
both perceived behavioural control and self-efficacy 
accounted for equivalent proportions of variance in 
behaviour. The implication is that individuals form 
intentions that they are confident with and they 
can enact (those they perceive self-efficacy better), 
and that translation of intention into action may 
be facilitated both by self-efficacy and assessment 
of more external factors tapped by perceived 
behavioural control (Armitage, & Conner (2001). 
Taliaferro (2010) found that PE teachers’ SE beliefs 
toward including a student with ASD were a strong 
predictor on self-reported inclusion behaviour.

Also SE had a significant inverse relationship 
with perceived challenges. Physical educators who 
had higher levels of self-efficacy perceived fewer 
challenges associated with including students with 
ASD in their classes. Bandura (1997) proposed 
that SE beliefs are associated with the degree of 
challenge that exists in the context of a task. The 
people who have high levels of SE are more likely 
to view difficult tasks as a challenge to be overcome 
rather than avoided, are more likely to put forth 
more effort and persist longer in these tasks, and 
are more likely to successfully perform the activity 
than are people with low SE (Bandura, 1977). As 

it pertains to teaching students with SEN, physical 
educators with low self-efficacy may view students 
with SEN as a threat instead of a challenge for 
their professional performance (Hutzler et al., 
2005). Bandura (1997) suggested that individuals 
with high levels of SE beliefs are more likely to 
engage in an activity and more likely to attempt 
difficult tasks. As a result, those with high SE 
should perceive fewer challenges, as they feel they 
have the ability to confront obstacles and succeed 
if given appropriate effort. 

CONCLUSION

The PESEISD-A-LT instrument’ SE scale 
and subscales appear to be valid and reliable to 
measure SE of physical educators toward the 
inclusion of students with ASD in their classes 
in the context of Lithuania. In this study, positive 
and significant relationships between SE scale, 
mastery experience, vicarious experience, social 
persuasion, physiological state, behavior, and 
perceived challenges subscales were determined. It 
may be suggested that the PEISEISD-A-LT version 
is an appropriate instrument for measuring SE 
toward including students with ASD frameworks.
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