Physical activity among children and young people with intellectual disabilities in special schools: teacher and learning support assistant perceptions
Accessible summary

· We talked to teachers and learning support assistants about physical activity opportunities in school for children and young people with intellectual disabilities
· Schools require a lot of space to support physical activity 
· Schools need specialist equipment to help children and young people to be physically active

· It is better for children and young people to do physical activities that are suited to them
Abstract
Background

Despite well-established benefits of engaging in regular physical activity, children and young people with intellectual disabilities are significantly less active than their age-peers. 
Methods

Semi-structured interviews were conducted with two teachers of PE and two learning support assistants working in special schools in order to provide an insight into the physical activity tendencies of children and young people (CYP) with intellectual disabilities. 

Results

Access to and use of outdoor spaces was claimed to have a positive impact on the physical activity tendencies of CYP with intellectual disabilities. However, the schools we visited had limited indoor space, which impacted negatively on the duration and frequency of physical activity that CYP were able to engage in, particularly when space had to be shared because of timetabling issues and unfavourable weather. When it came to the ‘type’ of physical activities, individual, self-initiated and self-regulated were favoured.
Conclusions

We end by suggesting that the onus is on teachers and learning support assistants to think of creative ways of using limited indoor space. The use of dining and assembly halls may be one solution. So, too, may be more individualised physical activities because they are often better suited to the needs and capabilities of CYP, and can often be performed in limited space.
Introduction
The benefits of regular physical activity (PA) are well-documented. In addition to physical health benefits such as increased cardio respiratory fitness, bone health and muscle strength, further advantages include improved mental well-being (WHO, 2019). World Health Organisation (WHO) (2011) PA guidelines recommend that children and young people (CYP) engage in at least 60 minutes of moderate to vigorous physical activity each day. However, data indicate that many CYP across the world fail to meet these guidelines (WHO, 2019). For example, a report by Public Health England (2017) noted that only 20% of girls and 23% of boys engaged in at least 60 minutes of moderate to vigorous physical activity each day. This is concerning given that PA behaviours established in childhood track into adulthood (Trost, 2006). Much of the available research relating to the PA levels of people with intellectual disabilities focuses on adults (e.g. Dairo et al., 2017). From the dearth of research available we know that CYP with intellectual disabilities are less physically active than their age-peers, and few engage in sufficient PA to meet national guidelines in England (Einarsson et al., 2016). It is noteworthy that there are no specific PA guidelines for people with specific disabilities, leading to situations whereby the PA tendencies of CYP with intellectual disabilities are judged against, often inappropriate, normative standards. Intellectual disabilities range from mild to profound and include conditions such as: global developmental delay, Prader-Willi syndrome, Down syndrome and autistic spectrum disorder (Boddy et al., 2015). This is significant given the historical tendency of considering CYP with (intellectual) disabilities as a homogenous group. One notable implication of the heterogeneity of needs and capabilities is that bespoke, tailored, provision will be required in order to facilitate the engagement of CYP with intellectual disabilities in PA (Vickerman and Maher, 2018). 

Those with intellectual disabilities, generally, experience poorer health than their age-peers, with issues such as obesity and hypertension more prevalent from a young age (Hinckson and Curtis, 2013). Whilst there may be various reasons for such health inequalities, low levels of PA are a key lifestyle factor leading to increased risk of chronic and secondary conditions, such as cardiovascular disease and diabetes (Rimmer et al., 2010). In order to increase PA levels of CYP with intellectual disabilities and, consequently, improve health outcomes, it is important to know why, in general, they are less physically active than their age-peers (Mcgarty and Melville, 2018). To date, most PA research has been conducted with typically developing CYP. Thus, knowledge of PA in special populations such as CYP with intellectual disabilities is limited (Hinckson and Curtis, 2013; Boddy et al., 2015). 
What we do know is that environmental factors are tied to low levels of PA among CYP with intellectual disabilities. The parents of CYP with intellectual disabilities suggest that environmental barriers including a lack of accessible facilities and suitable programmes that are tailored to needs and capabilities, as well as transport issues and cost, restrict the extent and ways in which their children can be physically active (Grandisson et al., 2012). Whilst cost is a barrier to PA participation affecting many children from low-income families, it is perhaps even more restrictive for families that include CYP with intellectual disabilities given the extra caring expense, together with reduced incomes, as parents often work less so that they can provide one-on-one support (Shields and Synnot, 2016). Thus, the aim of our research was to explore the ways in which special schools provide and support opportunities for CYP with intellectual disabilities to engage in PA from the perspective of teachers and learning support assistants (LSA). This is significant given that these staff may be able to provide the ‘one-to-one’ support necessary for CYP with intellectual disabilities to be more physically active. 
Crucially, a special school setting can provide numerous opportunities for CYP to engage in PA (Boddy et al., 2015). In addition to structured PA periods such as PE lessons and extra-curricular opportunities, break and lunch(recess) are ideal times to be physically active (Fairclough et al., 2012). Research has suggested that CYP with intellectual disabilities are more reliant on the school environment for their PA as community programmes are often limited or unsuitable to their needs (Einarsson et al., 2016; Downs et al., 2014). Similarly, the school setting may provide solutions to some of the social barriers to PA, which include: a lack of parental time to assist with activities, a lack of friends to enjoy activities with, and negative attitudes from others (McGarty and Melville, 2018). Furthermore, research by Hutzler and Korsensky (2010) suggested that CYP with intellectual disabilities rarely choose to be physically active on their own, preferring the company of peers. The special school setting may therefore be an ideal context to encourage and support CYP with intellectual disabilities to engage in PA together. Therefore, the aim of this research is to explore PA among CYP with intellectual disabilities from the perspectives of PE teachers and LSAs in special schools. 
Methodology
Given that the aim of this research was to explore the views and experiences of PE teachers and LSAs, a qualitative approach was deemed most appropriate. While others have used quantitative inquiry to ‘measure’ the time and duration CYP with intellectual disabilities are physical active through the use of, for example, accelerometers (Boddy et al., 2015), we wanted to gain rich, detailed insights into the social subjective ‘realities’ (Sparkes and Smith, 2014) of those charged with supporting engagement in PA in special schools. 
Participants, recruitment and research context
Two PE teachers and two LSAs were recruited for the research. Participants were purposively selected (Bryman, 2016) based on the following criteria: (1) currently work in a special school in the North-West of England; and (2) have a minimum of 1 years’ experience supporting CYP with intellectual disabilities in special school PE. While the sample may be considered small, our intention here was for readers to make naturalistic, rather than statistical, generalisations (Tracy, 2010). Specifically, we wanted the situated knowledge generated and represented here to be transferred by other teachers and LSAs to help them to navigate and make sense of their own circumstances and experiences (Tracy, 2010). This, hopefully, will contribute towards increasing opportunities for CYP with intellectual disabilities to be more physically active.
Table 1. Participant biographical information

	Pseudonym 
	Gender
	Age
	Role
	Years in role
	School

	Greg 
	Male 
	28
	Teacher
	3
	Meredale 

	Phil 
	Male
	24
	LSA
	1
	Meredale

	Shaun 
	Male
	44
	Teacher
	10
	King John’s

	Paula 
	Female
	22
	LSA
	2
	King John’s


Before the participant recruitment began, approval was gained from our university research ethics committee. We used already established contacts to recruit participants. Recruitment involved an email being sent to the PE teachers and LSAs to explain the research, its potential value, what involvement would entail, and inviting them to take part to ensure consent was informed (Bryman, 2016). Once confirmation was received, [author 1] arranged interviews with one PE teacher and one LSA from each school at a time and place suitable to them. Table 1 provides some biographical information about the participants. While the two special schools varied when it came to organisational structure and operational mechanisms, the majority of CYP attending had intellectual disabilities. 

Method

Individual, semi-structured interviews were used to gather data. While it was essential that participants led the discussion and explored issues relevant to their experiences, an interview guide was developed to ensure that the data generated was in keeping with the aim of the research (Bryman, 2016). Questions were open, and expansion and supplementary questions were used to generate rich, thick descriptions of views and experiences of PE teachers and LSAs, which is a hallmark of quality in small-scale qualitative research (Smith and Sparkes, 2014). Follow up interviews were then conducted with the same participants three months later, which included additional questionS not originally asked, to clarify and probe the issues discussed during the initial interview. This helped to ensure that there was a strong presence of primary data. The points below relate to some of the questions asked during interviews one and two:
· What physical activity opportunities are available before and after school for CYP with intellectual disabilities?
· What influences the type of physical activity opportunities that are offered to CYP with intellectual disabilities?
· What do you/ the school do to promote PA among CYP with intellectual disabilities? 
· What more can you or the school do to increase participation in PA among CYP with intellectual disabilities? 
· What support do you need to increase participate in PA among CYP with intellectual disabilities?
At the beginning of each interview, participants were reminded that they could withdraw from the research for any or no reason by sending an email to [author 1], whose contact details were provided in the information letter given before the interview commenced. An audio device was used, with the permission of the participants (Bryman, 2016), to record each interview. Interviews were conducted at the schools in which the participants were employed in order to ensure that the environment was familiar. No time restrictions were placed on length of interview; instead, duration was determined by the extent to which participants were able and willing to discuss the questions being asked. Nonetheless, interviews typically lasted between 30 and 45 minutes. All interviews were transcribed verbatim by [author 1], and both the audio files and transcripts were stored on a password-protected computer to ensure compliance with data protection legislation (Stationary Office, 2018). 
Data analysis
The connected processes of conducting the interviews, transcribing audio files and reading the transcripts meant that [Author 1], who conducted the initial analysis, developed an intimate familiarity with the data (Creswell and Poth, 2018). Each transcript was then analysed thematically. The first step involved the coding of portions of the text, the thick descriptions, that were of salience to the research and socially subjective realities of the participants. Next, these codes were clustered together based on similarities as part of an attempt to construct overarching themes. The transcripts were then revisited to identify chunks of text, relating to the themes, that was missed during initial coding (Clarke and Braun, 2017). Throughout these processes we engaged in analytical reflectivity whereby [Author 2] acted as a critical friend to [Author 1]. This involved [Author 1] checking and challenging [Author 1’s] constructions of knowledge during each of the analytical stages. The intention here was not to achieve consensus or verify the constructed themes because this would have been incompatible with our philosophical position. Rather, [Author 2] wanted to encourage [Author 1] to engage in the critical reflectivity advocated by Braun et al. (2019) as a hallmark of rigor in qualitative research. The constructed themes were used to represent and discuss data below.
Results and Discussion 
The importance of appropriate facilities, space and equipment for physical activity engagement in special schools
The first theme related to the importance of appropriate facilities, space and equipment to providing opportunities for CYP with intellectual disabilities to be physically active. All participants, in this respect, claimed that there were a wide variety of spaces where CYP with intellectual disabilities could engage in health-improving movement. Greg (teacher), for instance, explained that there is ‘a forest school area attached to our school where our kids are very active outside’. This was confirmed by Phil (LSA) who said ‘yeah, we have a forest school attached. The kids love it. They run about exploring’. When probed about the forest school, Greg (teacher) revealed: 

The forest we have on-site is great. Apparently, it took a while to grow but they planted it ages ago. There are health and safety issues because the kids can trip and fall but that is where the TAs come in. They help the kids to use it to be active. 

Interestingly, there is no research currently available that has explored the influence of forest schools on the physical activity tendencies of CYP. Instead, focus is cast on the social learning of children without disabilities through developing teamwork, relationships with others, self-knowledge, and learning to take risks (Harris, 2015). What we do know, according to Greg (teacher), is that forests and outdoor spaces enable him, as a teacher, to encourage CYP with intellectual disabilities to be physically active. 

When probed about the outdoor spaces and facilities available, Greg (teacher) expanded thus: 

We’ve got an adventure park, just in our school grounds, so that’s like a big field, its got a football pitch, its got like some climbing walls, its got like a bit of a building were they can climb into and things like that, the kids love that really. 
Together with the facilities available to the special school, there was also evidence of children travelling off-site as part of the PE offered: 
Sometimes, we travel off-site to do PE. We do this to access alternative equipment, the kind of stuff that we don’t have in school. There is greater provision in the local sports park. It’s really good because we can use the gym. We use the swimming baths. They even have specialist, adapted bikes that we can use. The kids love that (Shaun, teacher).  

This was confirmed by the LSA, Paula, who said:

We travel off site. We usually go the gym where they [the children] can use varied types of cardio machines to reduce boredom and also weights which is an opportunity they wouldn’t have at school as we don’t have the professional equipment.
In this respect, Greg (teacher) claimed that access to off-site facilities had a positive impact on physical activity levels:

We only have a small hall. Therefore, to access better activities and gain experience and independence in the community, we have to go elsewhere. We use climbing walls, go sailing, do kick boxing, athletics, multisport. Loads of stuff really. Being able to access a more varied physical education program improves physical health, well-being and may spark an interest in a new sport.

While Shaun (teacher), too, claimed that access to off-site facilities had a positive impact on physical activity levels, he also identified other associated benefits:

Going the sports park has increased activity and increased health benefits. However, the main factor I found was this change in scenery and activity seemed to see a decrease in behaviour issues and the children seemed to enjoy going back.

The use of physical activity to improve behaviour in young people is well covered in academic literature through, for example, the use of positive youth development (e.g. Armour et al., 2013). However, this body of knowledge often focuses on so-called disaffected youth. The evidence base supporting claims that physical activity can improve the ‘behaviour’ of CYP with ID is scarce. 

There was also evidence of CYP going off-site to engage in non-traditional forms of PE. For example, Greg (teacher) mentioned: 

We also attend a farm, a local farm close to the school; we do a lot of physical work there. We have our own area of the farm were we grow our own vegetables and plants, so we have to cut grass ourselves and do the work ourselves (Greg, teacher).

While what is described here would not be considered ‘PE’ if compared to mainstream school normative ideals, Greg was adamant that such experiences were an essential part of the PE curriculum offered at his school. Similarly, while ‘farm work’ would not traditionally be promoted as a way of encouraging CYP to engage in PA, Greg was at pains to stress the physicality of these activities. Moreover, like forest schools, farm work may offer opportunities for CYP with intellectual disabilities to develop important life skills. Indeed, recent academic attention has turned to the ways in which youth sport (Jacobs and Wright, 2018) and mainstream PE (e.g. Cronin et al., 2018) can facilitate the development of life skills, something that may be essential for helping CYP with intellectual disabilities to live with greater independence once they leave compulsory education. Nonetheless, it is important to note that access to these opportunities will be determined by associated costs and the availability of appropriate transport.   
While outdoor space seemed plentiful in Greg and Phil’s school, appropriate indoor space was lacking. Phil (LSA) said:

The school is more designed for a smaller number of pupils but the increase in the  number of children with SEN has meant higher numbers in the classes and the impact of small facilities is more noticeable. That frustrates me. Our pupils could have a far better physical experience in school with better facilities. Without the funding and space for a bigger sports hall we just have to get on with it really… Lessons have to be tailored to utilise the space as best we can. Especially with the older children this has an impact on the amount of exertion they can apply to the lesson because of space. As a result, the intensity of lessons is quite often not as high as I would wish.

Similarly, Shaun (teacher) commented that:

Indoor space is very limited. The hall that we use for PE is very small, and a very strange shape which really limits the types of team games and the types of sports you can play… There is less space to work with children with additional mobility needs, less space to work with children whom suffer from social anxiety. Limits what physical activities you can actually do with the children.
When probed, Shaun (teacher) expanded thus:

I think the indoor space available is limited due to the school’s outdated design. I also feel that PE has not always been a priority within SEN schools. That’s really frustrating to see. I feel if PE was prioritised more within SEN schools there may be a greater pupil satisfaction, which I feel would be apparent if some research was done into behaviour records with and without PE being prioritised.

Here, two issues are worthy of discussion. First, it has long been known that restrictive indoor spaces will have a negative impact on the duration and frequency of physical activity that CYP are able to engage in (Gorman, et al., 2007). This issue may be compounded by the fact that the activities – that is, team games – delivered in these spaces may further limit the duration and frequency that CYP with intellectual disabilities are physically active in PE. Indeed, most team games are dynamic and interactive in that they involve the bodies of numerous people moving through space, at different speeds, and in different directions, in relation to each other (Maher et al., 2019). Therefore, appropriate space is essential.    
Phil (LSA) described classes having to share gym facilities: ‘we do go the gym every week but it is limited sometimes to share within different classes’. The sharing of indoor facilities impacted further on the time available for CYP with intellectual disabilities to be physically active, particularly when weather conditions were unfavourable:
We are relatively active in the sense that we do go for walks everyday, we have an adventure park, and basically we walk round that, and we do it for half an hour every day usually, depending on weather, obviously. When the weather is bad we stay indoors. However, that often means that there is no PE because we can’t just go in the gym or hall (Phil, LSA). 
In this respect, it has been known for some time that appropriate indoor space is crucial for facilitating physical activity engagement during unfavourable weather conditions (Lackney, 2003). 

All CYP, without exception, took part in PE lessons, although the availability of appropriate equipment was another factor restricting what could be offered. Shaun (teacher), for one, noted: 
Equipment again is a concern. We don’t have much storage room so we’re limited on our equipment, especially specialist equipment, for the less able children that sometimes do get missed out. That equipment would really help us to get those kids physically active. 

Interestingly, space again was a key defining factor – rather than cost or pedagogical knowledge – in that the school did not have the room to store specialist PE equipment. This was confirmed by Paula (LSA): 
well obviously funding for equipment is an issue, but we do not do too bad actually... Equipment-wise we do pretty well. We’ve just had a recent clear out because the old PE teacher had just collected like a load of rubbish basically, and we needed the space for new stuff. The equipment depends on the children’s abilities… and if there are any sensory needs involved. 
Here, we should remember that the inclusion spectrum, which was developed to assist PE teachers to plan and deliver inclusive lessons to children with disabilities, identifies the use of equipment as being integral to the differentiation of learning activities in PE (Black and Stevenson, 2012). This specialist equipment is particularly important, as alluded to by Paula and others, when working with children with diverse and complex learning needs, who find the resources, activities and even pedagogies traditionally used in schools inappropriate (Vickerman and Maher, 2018). 
Individual vs group physical activities  
There was a mix of both individual and team-based physical activities delivered across both schools. Greg (Teacher), for instance, said:
Dance is a popular physical activity. If they are following a routine, so if you’re in the front teaching them they like that, whereas if you just told them to dance they wouldn’t necessarily, some would, but you get more involvement if you’re in the front teaching them and leading them in the dance, they’ll copy you, rather than do their own thing.
For Greg, it was the more behaviourist pedagogy (Pritchard, 2017), which involves a high degree of regulation, repetition and regimentation, that encouraged the CYP with intellectual disabilities in his school to be more physically active. Dance, according to Greg, was so important that he and other teachers had integrated it into classroom-based subjects through a ‘wake up’ and ‘going home’ dance, something which has previously been found to improve the daily PA levels of CYP (Goh et al., 2014).
There were more examples of children engaging in individual physical activities, particularly during break and lunch times. For example, the school that Paula (LSA) worked in had installed outdoor trampolines that had been: ‘fitted into the ground for health and safety reasons’.  Paula went on to explain that ‘the children will literally jump up and down on the trampolines, on their own, for about half an hour till lunch is over’. Similarly, Shaun (teacher) noted that the CYP with intellectual disabilities: ‘liked to play on the equipment and play on the climbing frames and get the bikes out at break and lunch’. Unlike the dance offered by Greg (teacher), these physical activity experiences were more unstructured, self-initiated and self-regulated. Here, it is noteworthy that Maher (2018) suggests that individual physical activities, which are tailored to the needs and capabilities of children with disabilities, often facilitate more meaningful PE experiences. Mostly, this is because the child can regulate their own involvement, and is not dependent on the actions of others, which is often the case when team games are delivered (Maher, 2018). It is also worth mentioning that CYP with intellectual disabilities engage in fewer sustained bouts of moderate to vigorous physical activity than their age-peers, meaning that individual activities may better suit the short, sporadic nature of their physical activity involvement (Pan and Frey, 2006). 
When staff were asked why individual activities featured more often on the PE curriculum, the following statements were made: 

A lot of the children really struggle with team games because of their intellectual disability. Sport is very fast-paced and it does not allow time for processing information (Paula, LSA).  
Due to the child's disability they find it difficult to comprehend team games. They really struggle with all the rules and being able to stick by the rules. They often get frustrated. I think that a lot of the time it is just about participation rather than competing’ (Phil, LSA). 

The ability of the children obviously limits what we can do as well ‘cos like obviously the SEN nature of the children, with the development, will obviously take a lot longer than a mainstream school (Greg, teacher). 

While some may see these comments as being underpinned by a deficit model of disability (Oliver, 2013) in that they emphasise what the CYP cannot do because of their disabilities, these are perhaps good examples of school decisions about the type of physical activities they offer being aligned to the needs, capabilities and preferences of the children themselves. Indeed, given the inherent flexibility of the national curriculum for PE, and the fact that many special schools are not even obliged to follow it, schools have a much greater degree of autonomy when it comes to what PE should entail.

All participants suggested that most of the physical activities engaged in during breaks and lunch periods were unstructured, with football in Shaun’s (teacher) school being the only exception:  

So, during break, they’ll [the children] all go on to the football pitch and line up and there’ll be a couple of the teachers who will help them pick teams, but that’s probably the only thing that’s slightly structured.

There were a few reasons for CYP engaging in unstructured physical activities during break periods. First, it was partly due to their own preferences, which is in keeping with research conducted by Downs et al. (2014) and Einarsson et al. (2016); and, second, it was also dependent on the staff supervising. Shaun (teacher) noted:
In lunch and break times it’s not so much structure, its more probably down to the staff that are on the yard at the time really. Myself, personally being part of the sports team, I do try and get the kids out playing different sports in the playground, but the vast majority of the kids will just prefer to play on the equipment.
Similarly, Greg (teacher) explained:

‘Cos I’ve got a PE background, when I’m out at break, I will bring a ball and I will play tick with them. Not many of the other teaching or support staff do that to be honest with you. Usually the children are left to their own devices. When they are left though, some don’t to any activities. I think it is important that we encourage them to be active during breaks.
As previously highlighted, and supported by comments made by Greg here, break and dinner times provide an ideal opportunity to increase physical activity participation among CYP with intellectual disabilities in special schools. This is especially important when working with CYP who tend to be less physically active (Fairclough et al., 2012). Here, we agree with Greg in that school staff play a crucial role in facilitating opportunities for children to be physically active during break periods. 
Concluding thoughts and implications for practice
Our research sought to explore the physical activity tendencies of CYP with intellectual disabilities from the perspective of special school teachers and LSAs. We found that the space available to schools influenced the extent and ways in which CYP engaged in PA. Access to appropriate outdoor space, such as a forest school, was said to impact positively on PA, which is a claim absent from the research currently available. Here, future research is required that moves beyond the perceptual by utilising more objective measures to better understand PA levels during forest school. Obviously, not all schools have access to these type of learning environments. Therefore, there is a need for schools, teachers and LSAs to utilise the outdoor space they do have available to increase the PA of CYP with intellectual disabilities. Playground markings (Baquet et al., 2018), the daily mile (Chesham et al., 2018) and appropriate equipment (Delidou et al., 2018) are all cost-effective ways of achieving this goal.

While access to outdoor space seemed plentiful in the schools we visited, our research is the first to suggest that space to engage in PA indoors may be limited in special schools. This was found to impact negatively on the duration and frequency of physical activity that CYP were able to engage in, particularly when space had to be shared because of timetabling issues and unfavourable weather. Thus, the onus is on teachers and LSAs to think of creative ways of using limited indoor space. The use of dining and assembly halls may be one solution. So, too, may be more individualised physical activities because they are often better suited to the needs and capabilities of the children, and can often be performed in limited space. On-the-spot circuit training and yoga are examples. 
Schools endeavoured to overcome issues with inappropriate on-site, indoor space by travelling elsewhere for PE. Here, our research was the first of its kind to find that the use of facilities off-site can broaden the physical activities CYP with intellectual disabilities experience, and have a positive impact on the ways and extent to which they are physically active. Again, future research is needed that uses more objective measures to verify this claim.    

A lack of access to specialist equipment for PE in special school was also identified for the first time in research as a barrier to the physical activities that could be delivered. Access to specialist equipment is particularly important when working with children with diverse and complex learning needs, who find the resources, activities and even pedagogies traditionally used in schools inappropriate (Vickerman and Maher, 2018). Therefore, there is a need for schools to use budgets to purchase such equipment if they are truly committed to increasing physical activity among CYP with intellectual disabilities. Given budget restrictions, though, future research should explore the types of specialist PE equipment that have the most significant impact on PE teacher and LSA attempts to increase the physical activity levels of CYP with intellectual disabilities.
To end, we do not claim that the suggestions offered here act as a panacea to difficulties teachers and LSAs experience when trying to increase the PA of CYP with intellectual disabilities. Instead, we encourage practitioners to reflectively situate these suggestions in their own contexts and situations to consider what may or may not work for them. Then, we encourage practitioners to trial, reflect on and modify physical activities as necessary. This, hopefully, will contribute towards increasing opportunities for CYP with intellectual disabilities to be more physically active in special schools.
Data sharing statement

Research data are not shared.
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