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Full inclusion refers to educational practices where all students with disabilities are educated in regular classes along with nondisabled peers. Six elementary physical education specialists (5 females, l male) were studied to
obtain their views of inclusion practices and perceived outcomes. Teacher
interviews and observations revealed four main themes: (a) multiple teaching styles, (b) student outcomes, (c) teacher fmstrations, and (d) differences
in inclusion practices. Results indicated that schools provided little support,
and teachers reported that they were inadequately prepared to teach effectively with inclusive classes. These teachers had strong feelings of guilt and
inadequacy as they continued to try to be effective for all children.

When I first started teaching we didn't have a county unit. Children who
were DH didn't go to our school. Now they do. I didn't know what ADDH
was until 5 years ago. There are things like Fetal Alcohol Syndrome and
crack babies that we didn't have when I started teaching. There are all of
these kids with needs. If they're going to survive, and we're going to survive,
and people are going to learn, we need to learn how to teach in that atrnosphere. And, it isn't easy. It is not easy.
Jane, a 26-year veteran teacher
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Teaching physical education effectively in today's schools is difficult professional work. Throughout the last decade, faculty and graduate students at a large,
Midwestern university have examined physical education teachers and their work
(Dyson, 1994;O'Sullivan, 1994;Rauschenbach, 1992;Romar, 1994;Siedentop, 1989;
Tsangaridou, 1993). An abundance of information has been collected during these
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collaborative studies that allows speculation on the status of physical education in
elementary and secondary settings (O'sullivan, Siedentop, Stroot, & Tamehill, 1995).
Like most teacher effectiveness research in physical educatioq these previous efforts
did not fully address issues of mainstreamingand inclusion. Fortunately, many of the
teachers considered "effective" in previousresearch efforts are still active professionally and can provide an insight into how effective teachers attempt to cope with inclusion and how they perceive inclusion to have impacted on their teaching and
professional lives.
Inclusion means that all students with disabilities will be educated with their
nondisabled peers in regular classes (Ruzo, Davis, & Toussaint, 1994,p. 24). Shenill
(1994) defines the inclusion philosophy as follows: "Inclusion means different things
to different people, but the 1990s have brought general agreement that inclusion refers to radical special education reform that calls for educating all children in regular
classes and inclusive schools." Inclusion, therefore, is a different approach than least
restrictive environment, the term used in the Individuals with Disabilities Education
Act (IDEA) which sets forth a philosophy of placement where students with disabilities are assigned to settings that most benefit their development, then moved to a
mainstreamed environment as quickly and for as much time as their progress allows.
Inclusion (sometimes called integration) is a philosophy that has received
much attention in physical education, as evidenced by a special section on theories
and models of inclusion in the Journal of Physical Education, Recreation, and Dance
(JOPERD)(Craft, 1994a). A national debate regarding the appropriateness of inclusive class placement for all students has focused both on conceptual and philosophical issues, as well as the practical issues and resources needed for inclusion (Baines &
Baines, 1994).
In the special JOPERD issue (Craft, 1994a), several models to facilitate
inclusion were presented. Sherrill, Heikinaro-Johansson, and Slininger (1994)
described a model designed to change attitudes and create equal-status relationships between children with and without disabilities. They identified the need for
community-wide preparation, especially home-school-community collaborative
planning and negotiation. Rizzo et al. (1994) suggested strategies for individualization through implementation of an Ecological Task Analysis model for inclusive physical education instruction.
Critics of these theoretical models and practical guidelines have argued that a
one-sided view of inclusion has been presented without attention to the validity of the
assumptions underlying inclusion and the availability of resources to support inclusion (Baines & Baines, 1994; Sherrill, 1994). Furthermore, many individualsemphasize potentially positive impacts without comparable attention to the possible negative
effects inclusion may have on overall physical education programs (Stein, 1994).
Inclusion programs typically assume the availability of support services accompanying students with disabilities into the regular physical education classes (Block,
1994; Block & Zeman, 1996; Houston-Wilson, Dunn, van der Mars, & McCubbin,
1997; Sherrill, 1998; Sideridis & Chandler, 1997). Support services should include
aides who are trained to handle the special needs of students, school personnel, peer
grouping, special equipment, various instructional adaptations, and any other services
that would allow for effective teaching of students with disabilities in regular classrooms (Shanker, 1995). Prior to inclusion, students with disabilities were educated
using a "continuum of placements." Shanker (1995) stated "this kind of comprehensive help is expensive" (p. 19), and many "states and school districts are putting
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students with disabilities into regular classrooms as a cost-cutting measure"
(p. 19). Special placements of students with disabilities often required resource rooms, special education teachers, occupational therapists, and aides.
Some individuals argue that inclusion has allowed school districts to reduce
expenditures for these services by including students with disabilities in regular
classrooms without the necessary resources to provide for their care and education. The argument also suggests that this desire to save resources has encouraged many states and school districts to adopt inclusion policies.
Baines and Baines (1994) studied an inclusion classroom for 7 months in a
middle school setting. Their depiction was horrifying as they recounted events of a
teacher having to interrupt her classroom and leave her students unattended for 20
min in order to attend to the bathroom needs of a student with disabilities. Survey
results of these school teachers identified how few teachers had received any training that helped them to deal with special education students (Baines & Baines,
1994). "Every single one of the respondents claimed that teaching special education students took much more time than teaching only regular students" (Baines &
Baines, 1994, p. 61).
Heikinaro-Johansson, Sherrill, French, and Huuhka (1995) studied two inclusion physical education classes that adhered to a consultant service model over
a 2-month period. Videotaped observations, interviews, and journals revealed numerous benefits of both intensive and limited consultant models, as well as challenges that were met and problems that required continued work.
While the philosophical debate continues, some individuals are beginning to
question where the "research to support the efficacy of various placements and
instructional strategies" (Sherrill, 1994, p. 34) can be located. Inclusion research
has been referred to as "quite limited" (Staub & Peck, 1994,p. 39). "There is little
research emphasizing inclusion of children with mild or severe disabilities in regular physical education. Much of the literature focuses on comparisons of teacher
and student behaviors in mainstreamed versus other educational settings" (Block
& Vogler, 1994, p. 41). Very few research studies have been reported (Block &
Vogler, 1994; Block & Zeman, 1996; Heikinaro-Johannson et al., 1995; HoustonWilson et al., 1997; Jansma & Decker, 1992). Inclusion research literature seems
to be sparse concerning instructional variables and almost nonexistent on social
outcomes, leading to the conclusion that most attitudes about inclusion stem from
theoretical beliefs and moral commitments about what is good and just rather than
from a research base that does or does not support the outcomes of inclusion both
for students with and without disabilities.
Teacher effectiveness research in physical education can no longer afford
to ignore the impact that inclusion is having on how classes are conducted and
how teachers are responding to the new demands and opportunities that inclusion
provides. For these reasons, we sought to learn from some of the highly effective
teachers we have studied in the past. In this study, the terms students with disabilities and inclusion students are used as synonyms.

Method
Participants
Six elementary physical education specialists (5 females and 1 male), representing
three districts in Ohio, participated in this study. Five of these six teachers had partici-
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pated in a previous study (Siedentop, 1989) in which objective and teaching effectiveness data were collected to justify the use of the term "effective" when referring to them. In that study, information from principals, parents, and student teachers
and observational data documented (a) their positive teaching style, (b) their organization and management skills, (c) the degree to which the teacher was respected
and appreciated within the school, and (d) the degree to which the physical education program accommodated children of varying skill levels. The sixth participant
was not involved in the Siedentop (1989) study but, like the other five, was wellknown to researchers through her supervision of student teachers, graduate course
work, and participation in previous projects of the university's professional development school initiative. Five of the six specialists graduated from the local university. Names used for these specialists are pseudonyms.
The specialists had 5 to 26 years of teaching experience. Jane had the most
experience, having taught for 26 years at the same elementary school in a near
suburb to a Midwestern city. She had completed a master's degree at the local
university and had served as a model for elementary methods site visitations.
Sue had taught secondary physical education, then dropped out of teaching
to work as an accountant, only to later return to teaching as an elementary specialist. She had more than 40 quarter hr of graduate work, was a workshop and clinic
presenter, and had 18 years of teaching experience.
Sally had 22 years of teaching experience as an elementary specialist. She
had completed 56 hr of graduate work, had presented at conferences, and was
involved professionally in the community by teaching workshops.
Sandy had 11 years of teaching experience, nine of those as an elementary
specialist in a local suburb. She had completed more than 15 hr of graduate work.
Bob and Mary each had 7 years of teaching experience, all in the local metropolitan area. Both received high honors while obtaining their degrees from the local
university. In total, these six specialists represented more than 70 years of teaching
experience. Three of the districts were suburban with mid to high socioeconomic
residents, while the fourth was a low to mid socioeconomic suburb. These teachers
were chosen as participants in this study for their effectivenessand also because their
districts, with the exception of one, had high per pupil expenditures, well above the
mean for the state, and might be expected to provide resources for inclusion practices.
The background and training of the physical education specialists in teaching
students with disabilities was minimal. Most (516) of these specialists had taken one
course during their undergraduate teacher training program. None of these teachers
had taken any graduate courses in adapted physical education. To the extent that they
had acquired information about inclusion, it had typically come from staff development workshops and experiences working with inclusion students.

Questionnaires and Procedures
In the winter term, seven elementary specialists were contacted by phone and asked if
they were willing to participatein an inclusion study. Six agreed and a follow-up letter
was mailed that detailed the purposes of the study, the expectations for data collection, and the approximate time commitment necessary to participate.
Two forms were designed to gather demographicinformation concerningthese
teachers and their classrooms. One form sought information concerning the makeup
of the classes that these teachers taught (class grade, number of students, number of
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students with special needs, number of Individual Education Programs [IEP], etc.).
The other form was used to gather information concerning educational background
in adapted physical education, access to services of an adapted physical education
specialist, and any additional responsibilities these teachers encountered concerning
students with special needs (i.e., physical lifting and medical assistance).
In addition to demographic data, each teacher was interviewed. These interviews were semistructured and designed to give the teachers a forum to share their
experiences and to give the interviewer the opportunity to ask additional questions
(Giangreco, Dennis, Cloninger, Edelman, & Schattman, 1993). Content validity was
assured by several procedures. Questions for the interviews were generated through a
roundtable discussionbased on information from current literature on inclusion (Block
& Vogler, 1994;Craft, 1994b;Rizzo, Davis, & Toussaint, 1994).The battery of questions developed was then given to two adapted physical education specialists to provide feedback on content and presentation.Based on feedback from the two specialists,
a final list of interview questions was completed and then checked for comprehension
and interpretation by several elementary physical education specialists who were not
participants in the study. Interviewers then discussed the final battery to assure consistency in questioning techniques.
Interview questions were given to the teachers prior to the interview to
allow them to reflect on their experiences and ideas. All interviews were taperecorded, with teacher permission, and transcribed for analysis. Interviews were
transcribed verbatim by the interviewers. The seven transcripts were read independently by four researchers, each coding transcripts for emerging themes. From
these readings and rereadings, recurring themes emerged and were identified
(Patton, 1990).After individually identifying themes, the four researchers collectively compared and discussed themes, attempting to reduce them to a common
set of reliable themes. This method led to the identification of four common themes:
(a) multiple teaching styles, (b) student outcomes, (c) teacher frustrations and
dissatisfactions, and (d) differences in inclusion practices.
Each of the researchers on the collaborativeteam was assigned one of the four
main themes. Each researcher then once again read all the transcripts to identify and
categorize teacher statements for their assigned theme. Researchers exchanged their
identified and categorized statements with one another to assure reliability of theme
identification in the teacher statements.When an interpretation discrepancy appeared,
researchers contacted the teacher for clarification of meaning.
All of the teachers in this study were observed teaching classes during the
time frame of this study. Because of previous experiences with the teachers, the
research team had a thorough understanding of the conditions under which these
teachers worked, their management approaches, their teaching styles and strategies, and their interaction styles. Several of the participants were serving as cooperating teachers for student teaching during the study and thus were observed
regularly. In all discussions of teacher interviews, the previous andcurrent observations served to ground the deliberations.

Findings

Context
All schools were suburban. Bob's district served primarily working class households, while all others were mid to upper socioeconomic areas with ample re-
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sources for schools and strong, local reputations for excellent schools. Gymnasium and playing field space was ample, and each specialist had ample equipment
for a varied program of physical education.
The availability of adapted physical education specialists in these districts
was minimal. Bob's district had no adapted physical education specialist. The district in which Jane and Mary taught had county units that served students with
disabilities, and these units had the services of an adapted physical education specialist. Mary and Sue's district had two half-time adapted physical education specialists. Sally's district had one adapted physical education specialist.
All teachers in districts with adapted personnel received consultative help
from the adapted specialists. In Sue's, Sally's, and Mary's situations, the adapted
specialist represented physical education in IEP meetings. The other teachers received no assistance from adapted specialists in IEP formulations. In Jane's school,
the students in the county unit had a special class taught by the adapted specialist.
Other than that instance, however, the adapted specialists did no direct teachmg.
Of the specialists in our study, only two had to assist students with disabilities
by physically lifting them. No other physical or custodial duties were reported. Table
1shows the number of classes with inclusion students by grade level, the total number
of inclusion students in those classes, the categories represented, the number of those
students who had IEPs for physical education, and the number of aides.

Multiple Teaching Styles
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Teaching is a complex task. The ability of teachers to manage their classes is directly related to the complexity of the classroom. Complexity increases as a result
of inclusion; this complexity had management implications for the specialists in
this study.
Two specialists identified a problem of students with disabilities who "wander from the gym." Sandy stated that she had to "stop class, sit everyone down,
and go look for the inclusion student." Bob further commented that leaving the
class to get students who wander out "takes time from someone else." While not
all inclusion students wander from the gym area, specialists identified students
with developmental handicaps (DH) and severe behavior handicaps (SBH) as being the most difficult to include in classroom activities. "They [students with DH
and SBH] can be so disruptive, it can detract from the lesson and the goals that we
are trying to accomplish," said Sally.
Strategies for coping with some of the more difficult situations were effective but had their ancillary costs. One specialist had a student with Down syndrome
who would blurt things out or pester other students. This specialist asked this student to be her assistant and to repeat daily instructions to the class. While this
strategy worked in keeping the student from blurting out and pestering students, it
was noted that it was hard because the teacher had to constantly be with this student and "that prevented the amount of feedback given to others."
The specialists implemented a variety of teaching styles in conjunction with
equipment modifications.Teachers indicated that they were committing additional
energies toward individualization for all students. Indeed, it was abundantly clear
that these teachers were constantly struggling with the instructional and managerial issues that accompanied inclusion. All reported having experimented with equipment modifications, teaching strategies, and grouping plans. Individualized
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Table 1 Distribution of Classes and Students for Physical Education Specialists

Teacher

# of
classes

Grade

Average
class size

# of inclusion

students

IEPs

Categories

Sandy

ADD, DH
ADD
ADD, HI, MH
LD
DH

Bob

DH, OT, SLD
DH, SLD
OT, SLD
SLD
SBH, SLD
DH, LD

Sue

ADD, HI, MH
ADD, HI, LD, MH
ADD, HI, LD
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ADD, LD
ADD, LD, VI
ADD, DH, HI, LH
DH
DH
DH, LD
DH
Jane

ADHD, MH
ADD, ADHD, MH
ADD
ADD, ADHD, SGI
ADD, MH, SGI, 504
ADD, MH
ADHD, MH
ADD, ADHD, LD, MH
LD, MH
ADD, SGI, LC, LD
ADD, ADHD, LD, MH, SMG
ADD, SGI, ADHD, MH

"enotes number of aides in the physical education classroom.
Abbreviations: ADD = Attention Deficit Disorder; ADHD = Attention Deficit Hyperactivity Disorder; DH = Developmentally Handicapped;HI = Hearing
Impaired; LD = Learning Disabled; MH = Multiple Handicapped; OT = Occupational Therapy; SBH = Severe Behavior Handicapped; SGI = Small
Group Instruction; SLD = Severe Learning Disabled; VI = Visually Impaired.
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instruction seemed to be a common teaching style that was used by these teachers.
"The more inclusion you have, the more individualizedit would need to be," stated
Mary. Another specialist mentioned how she was always reminded that students
are individuals.
Peer teaching appeared to be one of the most useful teaching strategies to implement for inclusion classes. Specialists' comments included using "lots of peer teaching," having students "choose partners more frequently," and practicing "peer teaching
because there are a lot of students who will help." Mary believed that "regular students are challenged when working with the special needs students," and she frequently encouraged students without disabilities to assist inclusion students.
Direct instruction was also implemented frequently by these teachers. Bob
stated that direct instruction was the most effective instructional approach for his
classes. He had experimented with stations and other teaching styles but found that
slowing the class down is "where it has ended." Using direct instruction "especially with the older grades" instead of peer teaching was Sally's strategy. Sandy
stated that she used "mostly direct instruction with an inclusion student because
that is all he understands."
Modifications to lesson plans and equipment were reported frequently in the
interviews as ways to accommodate all students. One teacher noted that she changed
a lot of what the inclusion students were doing "maybe they will use a larger ball
. . . or juggle with one scarf instead of two." Jane mentioned "giving one-step
instructions," modifying equipment, modifying how to teach, and creating new
ways of practicing. When discussing planning, one specialist stated "sometimes
you feel like you are teaching two lessons at the same time. There is a lot more
hassle because you are constantly trying to keep one student busy." The following
is an example of a statement that expressed the belief of the specialists that knowledge about learners informs instruction:
If they (the inclusion students) have a specific leaming disability and you
know what it is, and it affects how they learn in your class, it helps you to
know so that you can adjust for them.
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Of primary concern to these teachers was that all students be accommodated for
their different learning styles; however, information related to learning disabilities
was not always provided, and the teachers' lack of specific preparation to cope
with a range of inclusion students made this goal difficult to achieve.
It is clear that inclusion has increased the complexity of the teaching environment for these teachers. Jane's quote at the start of this article reflects the consensus of these specialistteachers. The diversity of inclusion students has increased.
Of particular concern were students whose condition was more behavioral than
mental or physical. Peer students seemed anxious, willing, and able to help with
inclusion students whose conditions were mental and physical but found students
with behavioral conditions difficult as the following quotes suggest.
Not really knowing how to teach the children what to do when one of the
children with autistic tendencies or one of the children with Tourette's begins to yell and scream or perseverate and it's very difficult. (Jane)
She makes barking sounds, barks, and crawls around on the floor. I can ignore that and I'm used to that but the other kids can't. . . . The students think
it looks like fun . . . So they all start that. (Bob)
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This finding needs to be considered in the context that these teachers had
demonstrated, through previous research and highly effective managerial skills.
Teachers also often reported fear of verbal and even physical abuse of peer students if such inclusion students were not constantly monitored.

Student Outcomes
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In agreement with what other studies have indicated (Sherrill et al., 1994), the
most positive outcome of inclusion identified by these teachers was socialization,
for both students with and without disabilities.There was, however, some concern
expressed that the positive socialization outcomes were occumng only in the physical education environment and might not generalize to playground, classroom, or
cafeteria settings. Specialists who used peer teaching believed that this method
had a direct bearing on the positive socialization outcome.
As Sue stated, "our students without disabilities have embraced the students
with disabilities." In Sally's situation, at the younger level, the regular students
seemed to be much more accepting. In Bob's situation, the regular students were
accepting and supportive of inclusion students if the inclusion students tried, but
many students without disabilities "can't tolerate" the ones (inclusion students)
who won't try. Apositive aspect, as stated by Jane, was seeing the regular student,
"begin to treat the inclusion student. . . as an equal." Mary described the socialization aspect as "the inclusion students feel they are more a part of a group, identify
with the group, and then feel accepted." Mary also mentioned the importance of
the teacher's role in fostering an encouraging and accepting environment.
Because of the nature of the classroom environment and attention of these
teachers to student interaction in class, positive socialization was visible to the
teachers. Whether this socialization continues outside the physical education environment and outside the school environment was a concern for the teachers. As
Jane phrased it, "Does it go to the playground and cafeteria; do the kids (regular)
call them (inclusion students) after school?" Sue mentioned specifically seeing
interaction at recess and her school's friendly students as factors in helping the
inclusion students to feel accepted. Jane mentioned involvement of the inclusion
students in the school environment via student council or jobs such as cafeteria
and office helpers.
It seems the skill and fitness outcomes for inclusion students may be limited
and vary with type of disability. According to Sue, "I do not know how much these
students are really learning that they would not learn if they were with an adapted
PE teacher." The teachers discussed the need for modifications in activities and the
time needed for these students to perform tasks. Even with adaptations and modifications, some students were not able to perform skills and tasks. As Sandy stated,
"even with the adaptations, he is totally lost." Mary expressed her concern with
"not feeling like I am getting through to them" and observing a widening physical
gap between them and their peers as they get older. Both Jane and Mary mentioned
the difficulty of many of these inclusion students in their understanding of strategy. According to Bob, "there are students that don't understand tag yet, 21 weeks
down the road." And as one specialist said, "What do you do when you realize that
even the spoken words, the simplest of sentences, are not meaningful to them?"
Most teachers identified the time factor and lack of assistance (aides) in the
environment as detriments to the inclusion students' being able to progress more in
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physical skills. Apositive feature in Jane's situation was that the students with JEPs for
physical education were mainstreamed but she also saw them in a small group setting
with only one or two students once a week where she could "get at the nitty gritty." "I
guess it's kind of a developmental program, and we just work on real basics."

Teacher Frustrations and Dissatisfactions
The teachers all expressed frustration with their lack of training during preservice
years, which contributed in particular to an inability to cope with children with severe
needs and handicaps. Most of the teachers had taken one adapted physical education
class during their teacher preparation programs. Bob felt that he had no preparation
and training to deal with students with multiple disabilities.As Sally stated, "I will be
frustrated because I wouldn't know exactly what to do. I guess we all do what we can
to survive, but it wouldn't be the best situation without the training."
Clearly, the teachers considered their undergraduate courses of study inappropriate both for the duties they now carry out in class and the growing number of
students who need specialized help. The teachers were collectivelycalling for more
specialized assistance to cater to the diverse array of needs in their classrooms. A
quote from Sue illustrated this claim: "You need to have the specialist [adapted];
the expertise is needed. I do not have that expertise."
What emerged from the interviews were feelings of inadequacy in terms of the
teachers' lack of familiarity with specificneeds and disabilitiesand the extent to which
the teachers believed they were getting through to students. As a consequence, some
teachers began to question the quality of work they were doing. As Sandy confiied:
"But it's just that comfort level that I don't-it's not there and that makes me wonder
if I am doing an adequatejob." These feelings of inadequacy can be juxtaposed with
teachers recounting their susceptibility to guilt over the experiences that inclusion
students were receiving in class. In particular Jane expressed:
It's hard to know when you see an autistic child standing or banging their
head and I think, 'Gosh, you know, are they really getting anything out of
this?' And I feel guilty. I go over to them and try to spend some time with
them . . . and then I think, 'Gosh, there are other children.'
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All of the teachers echoed similar concerns and frustrations with their inability to divide time evenly between the students with and without disabilities.
Specifically, Bob spoke of the inordinate amount of time he spends with inclusion
students when they wander out of the room or need continual help up from the
floor to the detriment of the other students who wait, do nothing, or go off task.
Sandy, too, described occasions when inclusion students wandered from the room
or space, which resulted in class being stopped and a frantic search ensuing. Subsequently, some teachers began to pose the question: Is this the best use of the
students' time? while admitting that they often could not give enough of their time
to inclusion students who needed constant attention and supervision during activity. Sue claimed, "Some (inclusion) students do not benefit from spending minutes in a physical education class when there are other things that they should be
working on that would be more appropriate."
The inability to divide time evenly was also attributed (by the teachers) to the
absence of or infrequent assistance given by aides andlor adapted physical education
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specialists. Accessibility to aides varied tremendously among the teachers. Sue indicated that her aides had no specific training in physical education or pedagogy, and
they did not know how to work with students in class. Sde recounted that due to her
traveling between two buildings, she did not have the time to train them. Sue had, on
occasion, refused to let a child in to class without an aide because of safety concerns.
Jane expressed similar apprehensions over the absence of aides for some classes,
particularly gymnastics. Her aides were assigned to several students in school; thus
there was no guaranteethey would be present in physical education.At Sandy's school,
responsibilityfor some inclusion students in the absence of aides was handed over to
other children, which contributed to increased pressure on the teacher to monitor
those children and teach the lesson. Sue summed up this point:
Sometimes you feel you are teaching two lessons at the same time . . . because you are constantly trying to keep one student busy . . .it does add more
stress when you are managing one class, plus you are managing different
lessons for one student.
All of the teachers described their needs for more contact and consultation
with adapted physical educators. In Sally's district, the single adapted physical
educator covered 14 elementary schools. From the interviews, the teachers believed that these specialists were so overextended that their impact was minimal.
Mary confirmed, "They cannot do what they want, and the traveling and time they
have to put in going from school to school. . .They are feeling stretched." Many of
the teachers were keen to work with the adapted teachers and learn from them, but
time and limited access were impediments.
There was little evidence of any consistent input received by these teachers
from administrators in their schools. However, as a consequence of limited administrative assistance, and feelings of marginalization over a call for help with inclusion
students, Bob was almost driven to leave the profession. He emotionally revealed:
In fact, he (the administrator) was allowing me to be dumped on to be frank.
And that kind of ticks me off because he was allowing the adapted person
not to come. He was overloading me to gain favors with the classroom teachers, you know, that kind of crap. And so . . . I didn't think I would survive, I
really thought I would quit teaching. I was ready to just quit.
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Differences in Inclusion Practices
It is quite clear that inclusion practices differ markedly among school districts, and
teachers within districts differ in their roles relative to students with disabilities
and their knowledge about inclusion (Table 1).
At one end of the distribution of contexts for this sample of teachers, Bob
had two to four special students per class (class size averages 24), none of whom
had IEPs for physical education, and with no aides. There was no provision in his
school for special classes in physical education. He had no access to an adapted
physical educator for either consultativeor teaching help. Bob indicated that physical
education at his school has been a dumping ground.
Why is it that they (special students)have been coming to phys ed this whole
time, and we're supposed to hold them accountable for a minimum level in
phys ed with no support personnel? The classroom teacher will never put up

LaMasfer, Gal, Kinchin, and Siedentop

with them coming in there without someone; the tutor will come. But it
never happens here. . . . It is a lack of respect for the physical educator that
says you are not really teaching anything.
Bob's interview showed that his level of knowledge about the laws and categories of students with disabilities was limited, as one might expect at a
school where support services are not provided.
Jane managed with the largest number of inclusion students (59), averaging three to four special students per class (average class size of 24). Approximately one-fourth of these students had IEPs for physical education. In
one class, she had the help of a full-time aide and in another, a part-time aide.
Because a county "multiple-handicapped unit was housed in her school, Jane
had access to servicds of an adapted physical educator. She also had scheduled once-per-week small classes with children whose motor deficits require
small-group instruction or tutoring. Jane's school used the concept of an intervention team for all students perceived to be "at-risk" in any area of the
curriculum. This team met whenever a teacher identified a student with potential special needs. IEPs were often initiated as a result of the work of this
early intervention team.
The intervention team meets, draws up a plan, and the teacher goes back and
tries the plan. If the plan doesn't work, or if the teacher is still at a loss, or the
team thinks this sounds like we need to test, then we consult the parents. . . .
At that point a multifactored test is agreed to. . . . Part of the test is a motor
assessment.
Students with special needs then experience a range of alternative solutions within
this school.
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If (as a result of the multifactored assessment) the student qualifies for special education, . . .then we meet with the parents to tell them that and an IEP
is developed. As part of that test, if my motor assessment indicates that they
have a motor delay or there are some serious motor problems, then I also
inform the parents. Then I consult with our adapted consultant and say the
student needs some help, then get it on the IEP. If they don't qualify, they can
become a Model 4, which means they're at risk and we feel with a little help
we can get them out of that category.
Because of the multiple-level approach at Jane's school, she appeared much more
knowledgeable about laws, categories, and programs. Technical terms flowed easily in her responses.
So there are lots of venues to take: IEP, Special Group, Model 4 at-risk, 504
modifications. Maybe they don't qualify. Maybe, for whatever reason, they
are not performing. So, that's when the team has a hard job. How are we
going to help the student?
It is also clear that some schools have more special students than others.
Mary, Sally, and Sandy had special students in only four or five classes and then
only an average of two special students in each class. Bob and Sue had special
students in six classes with three to four special students in each of those classes.
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Jane had 17 classes with special students with an average of two to four per class.
The within-district differences are also interesting in that Sandy and Jane
were in the same district, yet in markedly different situations, as was also true for
Sue and Mary. For the districts and schools in this study, it appears that an understanding of inclusion practices, and how they impact on the lives of elementary
physical education specialists, is best understood using the school as the unit of
analysis.
There were marked differences in how IEPs were formulated and how the
physical education specialist was involved, as can be seen from responses to an
interview question on formulation of IEPs.
When you look at the paper, you will see I have no IEPs. Does that mean
students shouldn't have IEPs? No. (Bob)
I'm only informed of IEPs if students need to be put on one for physical
education; then I am included in team meetings. I write the E P and am
responsible for evaluating it and then going back at the end of the year and
setting goals for next year. But as far as all the other students . . . I don't
know who is on an IEP and who's not. (Sandy)
Those (students) who are identified as needing adapted physical education
have IEPs. (Were you involved?) No. (Who was involved?) The adapted
people. (Mary)

I am not involved in any of these conferences because we do have the adapted
PE teacher. (Sally)
I do not sit in on IEP meetings because our adaptive physical education
teacher sits in on them. (Sue)

These responses refer exclusively to IEPs for physical education. Most of the teachers sampled had little knowledge of the IEP implications of other students. IEPs
were available for them to peruse, but they typically did not do so, nor was there
evidence that they were encouraged to do so, with the result that they often did not
know which students in their classes were on E P s other than those with IEPs for
physical education. The exceptions were Sue and Jane.
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I do know every student with an IEP because I personally have gone to the
secretary, not because anyone has given me the information. (Sue)
I have access to their IEP and in other areas; for example, they might not be
able to read. I write a task card and they can't read it. So I have access to
those IEPs. If I don't, I can find out. (Jane)

The role of the adapted physical educators in these districts appeared to be
primarily consultative. These consultations varied from weekly to monthly and
were 30 to 60 min in length. The elementary specialists appreciated their help but
clearly were frustrated at not being able to work more closely with them and at the
degree to which the adapted person's workload was too stretched.
There is one class that I have three inclusion students, and I think it would be
great if the APE teacher and I could work together, but unfortunately we
have one APE teacher for 14 elementary schools. (Sally)
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We get our lesson plans to her (APE specialist) 2 weeks in advance. The
adapted people can break down the content into specific skills and help with
subsequent planning, then evaluate the lesson followed by a team meeting.
The problem that I see with this, and it frustrates me, is time. (Mary)
None of these experienced teachers had adequate levels of beginning preparation
to manage with inclusion. It is most interesting and instructive that despite the
variation in years of experience (6 to 261, and the marked changes in legislation
and practice relating to special-needs students, all teachers had the same initial
preparation: one course.

Conclusions
Four major conclusions emerge from the data in thls study. First, previous research
identifying these teachers as highly effectiveand observationsof their everyday teaching
leaves little doubt that they put forth substantial effort to provide a sound instructional
setting for students with disabilities included in their regular classes. There was no
evidence of "warehousing" or "babysitting," either from what they said about their
teaching or what we observed formally and informally. To the contrary, the teachers
indicated that they struggled constantly to find methods of organization and instruction and that these were more effective in achieving learning gains with students with
disabilities. It is our conclusion that this consistent level of effort was dramatically
related to the equally high level of frustration and guilt that was evident in the interview responses, a relationship well-demonstrated in Jane's interview.
When we're playing fifth grade basketball and there's a point guard, forward, and post player with specific plays, those children quite often don't
get that. So it's made me create ways for them to be on the team, so they
have a job. . . . So I've had to create ways to make sure they are involved and
sometimes it becomes a bit contrived, and then I feel guilty again because
they aren't playing point guard or because I've told other children they can't
intercept the pass. . . . So at times it becomes a bit contrived, but it's made me
think of ways to help them acquire skills.
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A second conclusion addresses an issue raised in the current education professional literature (Block, 1994; Shanker, 1994), namely the theory of inclusion
where resources and support personnel are provided to help regular class teachers.
There were few such resources to assist the teachers we interviewed, despite the
fact that, with one exception, they taught in suburban schools with ample resources
and good reputations. The experience of these teachers lends further credibility to
the argument (Shanker, 1994) that inclusion is being used to reduce or redistribute
resources that otherwise had been available for special programs.
A third conclusion is that all the teachers, regardless of how effective or
experienced they might be, were inadequately prepared to cope with the challenges
of inclusion, and they understood and felt that lack of preparation. Several of the
teachers had inadequate knowledge of the legal or educational aspects of inclusion. It was our sense that most teachers were unaware of what their rights might
be relative to serving children with special needs. The findings of this study provide a reason to seriously reconsider the content and experiences provided in the
teacher education program from which most of these teachers graduated and of the

Inclusion Practices

79

staff development programs in the districts in which they teach. These highly effective and experienced teachers did not have sufficient preparation in adapted
physical education, nor did their districts provide staff development programs to
remediate the lack of initial preparation. Put directly, these teachers needed more
initial and continuing preparation in adapted physical education. We suspect that
this conclusion is generalizable and not a local anomaly.
A final conclusion pertains to the purposeful nature of our sample. We wanted
to study effective teachers, and we believe that the teachers who participated in
this study are well above the norm in terms of effective teaching. Yet we found
frustration, lack of support, and feelings of inadequacy and guilt. This has given us
pause to consider what the data might have looked like had the sample been more
distributed across a range of more and less effective teachers. In other words, if
this is what is going on in the gymnasiums of effective teachers in good schools
with ample resources, what is going on in other places?

Impact of Research on Teacher Preparation
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Faculty and graduate students in physical education-teacherpreparation at The Ohio
State University have long been committed to research that which impacts teacher
education. Evidence of this can be found in the supervision research program
(Siedentop, 1981) that laid the groundwork for the development of data-based approaches to the supervision of field experiences and student teaching, the skill analysis research program that led to the development of applied coursework designed to
help prospective teachers identify the presence or absence of critical performance
elements in a wide range of skill activities, or the collaborative research on elementary and secondary physical education specialists that led to monographs (Siedentop,
1989; O'Sullivan, 1994) which, in turn, served as important input for curriculum development that moved initial teacher preparation to the MEd level.
A major shortcoming of the elementary specialist study (Siedentop, 1989)
was the absence of investigation of what then would have been called mainstreaming.
The collaborativeteam that conducted that study did not include any adapted physical educators. This was a serious shortcoming. The study reported here served to
bring into clear focus the serious underdevelopment of physical education teachers to cope with the inclusive classes. Serendipitously,the study took place during
a period of reorganization in the College of Education at The Ohio State University. Discussions had been held concerning a potential merger of the Adapted
Physical Education program and the Physical Education-Teacher Education program. The results of this study made it clear that whatever might be given up in
terms of individual program autonomy and recognition in a specialty field was
minor compared to what might be gained in improving preparation of physical
education teachers and adapted physical education specialists.
We are pleased to conclude this article by reporting that the merger did indeed
take place. Nine faculty comprise the newly merged program, which is called Sport
and Exercise Education. Even though separate doctoral emphasesremain visible, combined doctoral seminars and stronger requirements for coursework in the two areas
for all doctoral students has been achieved. It remains now to find ways to ensure that
future generations of teachers who are certified from this program are better equipped
to be effective and to feel empowered in inclusive classrooms.The chances of achieving this in the merged program are, of course, much stronger than had the programs
remained separate.
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