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ABSTRACT

 General education physical education (GPE) teachers currently face difficulties in 

providing for the special needs of students with autism spectrum disorder (ASD) in 

inclusion GPE classes. In addition, there is currently no best practice in how to present 

information on adapted physical education (APE ) strategies to GPE teachers effectively. 

This study aims to address the problem of practice through a multimodal semiotic 

approach in offering GPE teachers APE strategies to implement in their inclusion classes. 

Specially, the study investigates three GPE teachers as they participate in multimodal 

semiotics and employ APE strategies in inclusion classes.  

Three GPE teachers were selected based on previous questions related to the 

inclusion of students with ASD into GPE classes. In the case study, the GPE teachers are 

provided APE strategies for teaching students with ASD specific to their questions. 

Strategies are exemplified in a video format using multimodalities created by the 

researcher. The GPE teachers provide feedback on the video through a survey.  

The case study results support a triad of theories used as a framework. The 

theories include the learning theories of Vygotsky and Bruner and Kress’s theory of 

multimodalities. The case study illustrates the use of multimodal semiotics in assisting 

GPE teachers in meeting the needs of students with ASD in the inclusion classroom is 

beneficial. Multimodal semiotics provides an effective means of sharing APE strategies 

with GPE teachers.  
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CHAPTER 1 

INTRODUCTION TO THE PROBLEM AND STUDY 

Sara is ten years old and looks like her same-age peers when getting dressed for 

school in the mornings. She wears her favorite purple shirt and blue jeans. She wears her 

tennis shoes on Tuesdays instead of her ballet flats because she has physical education 

(PE). In her hair is a bow matching her purple shirt. After getting dressed and ready, Sara 

rides the bus to school like her same-age peers as well. 

There are differences between Sara and her same-age peers. The purple shirt is 

her favorite because of the texture. Sara only wears one brand of clothing because of her 

sensory issues. A picture schedule in her bathroom reminds her as she is getting ready for 

school that she has PE on Tuesdays. The visual helps Sara stay on a set schedule and 

routine. She cannot fix her hair because she struggles with fine motor skills and 

coordination. Sara's mother puts the matching purple bow in her hair. Sara rides a bus to 

a school outside of her school district attendance area located on the other side of the 

county. Sara is autistic and attends a school for students with special needs, but she is 

working towards transitioning to a self-contained class in a satellite program. I am Sara’s 

PE teacher in the school that is specifically dedicated to students with special needs, like 

Sara.  

In the Upstate of South Carolina (SC), students with special needs have the 

unique opportunity to be served in a school designed especially for students with 

disabilities. The school is dedicated to 246 students with intellectual, physical, and/or 
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emotional disabilities from seven different school districts across one county. In SC, there 

are three levels of intellectual disabilities (ID), defined and recognized by the State 

Department of Education (SDE); ID (intellectually disabled), Mild (48-70), ID Moderate 

(25-48), ID Severe Profound <25, (A. Lawton, personal communication, January 21, 

2020). Students attending Sara's school generally function as students with an intellectual 

disability in the moderate to low ranges. School staff is comprised of administrators, 

teachers, teaching assistants, coordinators, specialists, therapists, behavior 

interventionists, nurses, and a school psychologist. Students with severe and profound 

disabilities attend the school from ages 3 to 22.  

In contrast, other students in the mild or moderate range like Sara will learn skills 

required to transition to a self-contained class in one of the seven districts' satellite 

classes the school for special needs supports. A satellite class is a self-contained class in a 

school located in one of the seven school districts making up the county. The satellite 

class is an extension of the school in which Sara attends, dedicated to special needs. Each 

district hosts at least one satellite class for the elementary, middle, and high school levels.  

Inclusion is the current trend to handle the increased amount of students 

diagnosed with disabilities including autism spectrum disorder (ASD). Federal and state 

regulations, including the Individuals with Disabilities Education Act (IDEA), mandate 

that all students with special needs be placed in the least restrictive environment (LRE). 

"The incidence of ASD continues to increase, and ASD has become the fastest-growing 

disability in the country. Many attribute this increase to better screening and detection" 

(Winnick & Poretta, 2016, p. 211). New technology advances and information gained 
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from newly available genetic studies concerning disabilities also allow more students 

with disabilities to be served in the general education setting. 

Students with ASD like Sara often have the opportunity to transition to satellite 

self-contained classes. Students transitioning to a satellite self-contained class have 

gained the necessary skills to learn alongside their same-age peers in an environment that 

is less restrictive than the school dedicated to students with special needs. When students 

like Sara transition into a satellite class they become part of the growing movement of 

inclusion. Inclusion puts students like Sara with special needs in Related Arts and 

specials classes with their same-age, typically-developing peers. Related Arts classes are 

library, art, music and PE.  

As inclusion becomes the norm, students with ASD are being served in general 

education PE (GPE) classes. Physical education classes are often the first transitional 

classes when working towards inclusion. According to Tripp et al. (2004), PE classes are 

the first for inclusion due to mandates but also because PE programs are designed to be 

accountable for meeting the needs of all students. When GPE teachers have proper 

training for inclusion practices, this fact makes the inclusion setting a conducive 

environment for students with disabilities to learn alongside their same-age peers. 

Inclusion in PE makes use of adapted physical education (APE) practices in the GPE 

setting for students with special needs (Block, 1994). Ideally, the inclusion GPE classes 

offer students membership in a learning community with equal access to appropriate PE 

instruction.  

I am a PE teacher with 19 years of teaching experience implementing APE 

strategies in Sara's school dedicated to students with special needs. A large number of 
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students in my school have ASD as a primary or secondary diagnosis. I often receive 

emails and have one-on-one conversations with GPE teachers who teach in the schools 

with satellite classes regarding adaptations for their students with ASD. Because I teach 

exclusively in a school specifically designed for students like Sara, these GPE teachers 

frequently seek my advice. Questions received are often related to students like Sara, who 

have transitioned into one of the satellite self-contained classes and are part of inclusion 

PE classes. These conversations most often begin with, "Hey, I've got this kid". The 

following vignettes are examples of conversations had with three GPE teachers and their 

concerns for meeting the needs of students with ASD in their inclusion classes.  

"Hey, I've got this kid who is autistic and will not participate in class." John is an 

elementary school student in a satellite self-contained class. He is in the second grade and 

attends PE class with his second-grade peers. Related Arts classes at his elementary 

school are inclusive. John is autistic. He struggles with communication and is behind his 

same-age peers in his gross motor skills development. John is obese. John's GPE teacher 

struggles with engaging John in physical activity. 

According to Whyatt and Craig (2012), ASD is accompanied by sensory-motor 

deficits, delayed language, and cognitive disabilities. Further studies have shown that 

students with ASD are more sedentary than their peers and, therefore, more likely to 

suffer from obesity. "Core symptoms of ASD may relate to weight problems: for 

instance, children with ASD may lack the social motivation to participate in family meals 

or in structured physical activities with other children, which might promote healthy 

weight" (Zuckerman et al., 2014, p. 1709).  
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"Hey, I've got this kid with autism who just will not follow directions." Joey is a 

fourth-grade student in an inclusion GPE class. His class is a satellite class in an 

elementary school in the same county as the school dedicated to students with special 

needs. Joey has been diagnosed with autism and an auditory processing disorder. The 

grade level GPE class has 28 students plus Joey. The GPE teacher has difficultly giving 

directions to the class that Joey can follow. He often acts like he does not understand his 

teacher's directions and does not stay on task. Joey's processing disorder manifests itself 

as an attention deficit. Joey is easily distracted in class. 

Students with ASD communicate differently than their normally-developing 

peers. Communication is one area in which GPE teachers have had to use guesswork 

when teaching students with ASD in their attempts to maintain attention, having to 

monitor and adjust often as they search for successful communication methods. 

Processing difficulties are common in students with ASD, and "the process of language 

acquisition may be different for some children with ASD" (Reinhartsen et al., 2019, p. 

2448). Vygotskian theories state teachers serve as conduits for learning tools, with 

language as one of the most essential tools (Vygotsky, 1978). The use of specific 

language or communication methods other than a dialogical approach is needed by GPE 

teachers when working with students with ASD.   

"Hey, I've got this kid with autism, and he cannot motor plan. He cannot sequence 

skills together during activity." James is a sixth-grade student. He is in a satellite self-

contained class but attends GPE classes with other sixth grade boys in his middle school. 

James is behind his same-age peers in sports-related skills. He is very clumsy when 
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performing skills. The GPE teacher has been seeking better ways to help James be more 

successful.   

Students with ASD may also display physical disabilities, especially in the 

development of gross motor skills and coordination compared to their same-age peers in 

an inclusion PE class. "Children commonly develop motor functions through peer 

interaction and play; however, children with ASD often lack the social and 

communicative skills necessary to participate in physical play with others, thus limiting 

their motor development" (Dieringer et al., 2017, p. 421). While GPE teachers are 

familiar with teaching gross motor skills, they may not be skilled in providing the 

necessary physical prompts for students with ASD. Prompting is commonly used to help 

build skills (Dieringer et al., 2017).  

Vygotskian theories of constructivism rely heavily on social context and 

collaboration for learning. Vygotsky's social-constructivist theory outlines authentic 

learning through interactions with the belief that cognition is a product of social 

interaction (Vygotsky, 1978). Vygotsky's theory can be applied to the ASD students in 

the GPE classes but, more importantly, to the GPE teachers' needs for APE strategies. 

The emails and conversations with the GPE teachers illustrated collaborative social 

interactions but only in a monomodal approach to communication. Viewing the GPE 

teachers' concerns in monomodal semiotics through a socio-constructivist lens required 

the teachers to create meaning from only my written or spoken communications. Kress 

(2010) theorized that multimodal communication creates meaning-making through 

semiotic tools, implying that various communication modes beyond email or 

conversation present more learning opportunities for GPE teachers. This study addressed 
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the problem of monomodal semiotics. It explored the implications of multimodal 

communication in providing APE strategies for GPE teachers to integrate into their 

inclusion classrooms for students with ASD.  

Problem of Practice 

In the recent past as the number of special needs students such as the ones 

illustrated above increased, it became evident to me that many GPE teachers in satellite 

classes across my Upstate county in South Carolina were not familiar with the inclusion 

environment. Specifically, GPE teachers had limited knowledge and experience needed 

to adequately provide for the needs of students with ASD. General education PE teachers 

whose certification did not require training for students with special needs were not 

equipped or provided enough support to be effective in the inclusion setting teaching 

students with ASD and were challenged to guess how to engage students with ASD in 

physical activity. The GPE teachers needed help with the inclusion of students with ASD, 

and I needed an effective mode of presenting information for APE strategies in a 

meaningful way. Ly and Jung (2015) explained a shift in discourse towards 

acknowledgment of the value of imagery and visual communication for meaning making. 

To own the shift in this study I needed a means of visually and aurally providing APE 

strategies for GPE teachers to ensure the methods were successfully represented. 

Presenting strategies in only written text or oral conversations lacked efficacy. The 

intervention carried out in this action research was designed for that purpose. The 

problem of practice investigated was how to provide for GPE teachers' needs in the most 

effective modes for meaning-making to occur for the benefit of engaging students with 

ASD.  
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"The need for teachers who have both knowledge and ability to teach students 

with special needs is more critical today than ever before" (Mader, 2017, para. 5). 

General PE teachers have limited practical knowledge needed to implement effective 

inclusion practices (Storm, 2006) and are often left to "figure it out on the job" (Mader, 

para. 4). General PE teachers are among educators who embark on teaching ill-prepared 

each day, without the additional knowledge concerning APE strategies needed to be 

successful in teaching students with ASD (Piletic & Davis, 2010). "Many physical 

education teachers are not trained to address the needs of students with disabilities in an 

inclusive physical education class" (Jin et al., 2013, p. 372). Educators can learn to adapt 

their existing programs (Greenwood & Levin, 2007), but it is difficult for even the best 

teacher to meet student needs without the proper training and resources. Not only was the 

information provided to GPE teachers for inclusion practices inadequate, but the mode in 

which it was communicated was also deficient. Replying to GPE teachers’ questions by 

writing or verbal communication did not satisfy the need for an illustrative example of 

APE strategies. Kress and van Leeuwen (2006) suggested images, still or moving, to 

enhance meaning. Providing the GPE teachers with meaningful content presented in 

multiple modes allowing them to learn from and replicate, was also an existing problem.  

Students with ASD's unique needs have been largely unaddressed because GPE 

teachers were not provided adequate support and training to work with students with 

ASD and did not know how to modify their lessons or adapt their equipment (Piletic & 

Davis, 2010). Physical education teachers in the Upstate of SC were looking for outside 

resources to provide help in meeting their students' needs. The problem identified was 

GPE teachers were not skilled in APE strategies and inclusion practices for meeting 
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students' needs with ASD. General PE teachers needed a combination of visual and aural 

examples of teaching strategies in the GPE setting for students with ASD. 

Research Question 

How can the questions of GPE teachers in the inclusion setting be answered best 

with practical and worthwhile APE teaching strategies through a video format and 

multimodal communication so that they can engage students with ASD in inclusion GPE 

classes?   

Purpose of Study 

 The purpose of the case study was to determine if GPE teachers could transform 

from lack of engagement of a student with ASD to demonstratively promoting the 

participation of students with ASD in the inclusion setting with the use of a video that 

provided multimodal opportunities for learning. The study investigated how the video 

impacted the transformation of knowledge using multimodal communication. Physical 

education is an essential element for students with ASD to encourage lifetime fitness 

skills. For students with ASD, PE is more than fitness testing and sports skills; it is 

lifetime goals of being physically active and practicing social skills. Tyler et al. (2014) 

found a decrease in physical activity among students with ASD. "Therefore, we 

encourage parents, teachers, and administrators to include students with ASD in physical 

fitness and physical activity and provide them with individualized information about 

associated behaviors that can impact their health into adulthood" (Tyler et al., 2014, p. 5). 

Addressing the GPE teachers' needs with a viable means of meaning-making benefited 

students with ASD in physical activity, creating lifetime fitness opportunities.  
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The study examined how I could collaborate with GPE teachers to best answer 

specific questions of GPE teachers teaching in the inclusion setting with practical and 

worthwhile APE teaching strategies via a video format and multimodal communication. 

A video allowed the GPE teachers to have information at their disposal to use when 

needed, repeatedly. Multimodal communication was more appropriate for assisting GPE 

teachers than replying to emails with only written descriptions or providing verbal 

responses during a conversation. It also allowed for the teachers to implement self-

assessments and scaffolding.  

Theoretical Framework 

 Vygotsky was a learning theorist with sociocultural beliefs and a focus on 

cognitive development and is credited with creating the zone of proximal development 

(ZPD) (Gindis, 1995). While his work is generally applied to children, the theory of ZPD 

combined with scaffolding is also pragmatic for practicing teachers and can be used in 

teacher education (Fani & Ghaemi, 2011). What might a Vygotskian approach to 

teachers' education look like in the GPE classroom for students with ASD? 

 Vygotsky believed that students with disabilities "need specially trained teachers" 

(Gindis, 1995, p. 79) and a "differentiated curriculum" (p. 79). The research study also 

suggested that students with ASD need PE teachers with special training. General 

education PE  teachers would benefit from a curriculum dedicated to the inclusion of 

students with ASD. Suppose GPE teachers were allowed to collaborate with me to 

address their concerns about the inclusion of students with ASD. In that case, they would 

also have the opportunity to construct their own understanding of inclusion (Wells, 

2001). Wells promoted a dialogic approach to learning grounded on the works of 
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Vygotsky. This study provided organized communication using video technology to 

create a means of social learning across distance.   

What teachers can do on their own versus "strategically mediated assistance from 

more capable others" (Fani & Ghaemi, 2011, p. 1551) defines Vygotsky's ZPD for 

teacher education. Fani and Ghaemi (2011) also called this theory the zone of proximal 

teacher development (ZPTD). Vygotsky said, "development is not a straight path" 

(Gindis, 1995, p. 78). The ZPTD begins with self-assistance requiring reflection and 

moves through scaffolding stages towards reoccurrence with expected conflicts along the 

way (Fani & Ghaemi, 2011). According to Warford (2011), it is the conflicts that provide 

the best environment for learning. "Substantial learning occurs in periods of conflict, 

confusion, and surprise" (Warford, 2011, p. 256). "There is value in cognitive conflict" 

(p. 256). 

Harry Daniels is a Professor of Education who draws on post-Vygotskian theory 

to study processes of collaboration. He is an author and editor of books about Vygotskian 

theories and pedagogy with celebrated opinions on Vygotsky and Bruner's ideas of 

scaffolding.  

Daniels (2016) describes scaffolding as:  

a distinction made between support for the initial performance of tasks and 

subsequent performance without assistance: the distance between problem-

solving abilities exhibited by a learner working alone and that learner's problem-

solving abilities when assisted by or collaborating with more experienced people. 

(p. 59)   
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Daniels's depiction of scaffolding correlates with Warford's (2011) idea that conflict 

enriches learning by describing an atmosphere of situational learning. The Vygotskian 

approach to teacher development sees teacher education as situated learning, claiming 

that students learn better by participating in the experience (Gindis, 1995; Warford, 

2011). In the research study, the conflict was two-fold; the limited knowledge of 

inclusion strategies for students with ASD and how to best present the needed 

information on APE strategies. As part of the study, teachers had the opportunity to 

collaborate with me and learn from the creation of real daily learning activities in my 

APE classes related to their specific questions of inclusion of students with ASD in their 

GPE classes. The GPE teachers also had a video for support to use when needed.  

"Knowledge is constructed and reconstructed between participants in specific 

situations, using the cultural resources at their disposal as they work toward the 

collaborative achievement of goals that emerge in the course of their activity" (Wells, 

2001, p. 180). Participants in the research study were teachers with inclusion strategy 

concerns for students with ASD and me, as the APE teacher serving as the cultural 

resource. The culture of the research study centered on special education. Based on the 

central idea of the Vygotskian approach to teacher education, I took the facts of APE and 

helped GPE teachers to apply their own meanings utilizing cultural tools and promoted "a 

fundamental shift in the cultural identity" (Warford, 2011, p. 256) in inclusion GPE 

classes.  

Kress and van Leeuwen (2001) provided a theory that complements the 

Vygotskian approach. Multimodality focusing on social-semiotic analysis was applied to 

examining how GPE teachers made meaning from the strategies provided in the video. 
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Helping GPE teachers apply their own meaning to the facts of APE is what Kress and van 

Leeuwen called the semiotic process, the act of creating meaning from signs. In 

connection with Vygotsky's social constructivism beliefs, GPE teachers collaborated with 

me through various modes of communication to introduce the semiotic process to support 

the creation of their own understanding of APE teaching strategies. Similarly, GPE 

teachers were supported in closing the ZPD gap with the implementation of social 

opportunities for meaning-making.  

Kress and Bezemer (2015) described learning as "an instance and an outcome of 

(inter) action and/or engagement and sign making" (p. 157). Communication and learning 

intersection is displayed through multimodality and a multimodal learning environment 

(Kress & Bezemer, 2015). Engagement opportunities in the study were enhanced by 

using various modes of communication and creating a multimodal learning environment. 

Multimodal learning also brought a specific lens to an engagement with the world, 

offering a different insight into the social culture of ASD. A multimodal lens allowed the 

culture of ASD to be viewed all-inclusively. The lens offered insight into the specific 

nuances of ASD and how those nuances shaped a specific social culture. Sociocultural 

perspectives assume that human interaction is mediated by cultural and semiotic tools 

(Vygotsky, 1978). According to this assumption, multimodal communication offered a 

more expansive examination of the ASD culture because the interaction allowed for more 

than simply a two-way conversation. A multimodal lens viewed the role of 

communication in the ASD culture more definitively and clearly. Vygotsky, Wells, and 

Bruner focused on dialogic communication, while Kress focused more on a holistic 
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conception of semiotics. Kress's theory allowed data analysis through a multimodal 

approach and a more general representation of communication. 

Methodology 

A case study is described as an empirical investigation of a phenomenon 

occurring in a natural setting (Hancock & Algozzine, 2016). The case study investigates 

the person or the phenomenon. In the circumstances of this case study, the phenomenon 

investigated was the GPE teachers looking for outside resources for information on and 

advice for teaching students with ASD in the inclusion setting. The GPE teachers 

benefited from video sample teaching strategies to be successful in adapting activities for 

students with ASD. The case study's natural context was the school designed for students 

with special needs and the individual classrooms of the GPE teachers hosting satellite 

self-contained classes in inclusion GPE classes. The case study allowed for a "richly 

descriptive" (Hancock & Algozzine, 2016, p. 16) narrative phenomenon to be 

investigated, research methods, and results.  

 The case study approach was chosen because it allowed me to understand the 

problem from a personal perspective based on the problem of practice and research 

question examined. The case study authenticated the need to provide a resource and 

information availability to novice and experienced teachers concerning adapting activities 

for students with ASD. This design allowed me to tell the story of three teachers in three 

authentic situations in which they reached out to me for collaborative learning to provide 

for the needs of students with ASD. The case study approach provided a detailed 

narrative of the problem and the intervention.  
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Data Collection  

Methods of gathering data for the case study were qualitative in design and 

included surveys and interviews. The GPE teachers were surveyed concerning the use of 

the video and the implementation of the APE teaching strategies. The qualitative survey 

questions were broad, general, and open-ended. The benefit of the qualitative questions 

for the GPE teachers was the answers were words from the participants, not the 

researcher. Participants' responses were descriptive and analyzed the problem in a 

subjective and biased manner but allowed me to analyze the data in an objective and 

unbiased way. Qualitative methods produced non-numerical data and provided me with a 

way to explore trends and themes in the participants' answers throughout the case study. 

A second method to collect data about the GPE teachers was by interviewing 

participants and asking thought-provoking questions. Interviews conducted for this 

qualitative case study approach provided an understanding of "the experience of other 

people and the meaning they make of that experience" (Merriam & Tisdell, 2016, p. 24). 

Interview questions were semi-structured to allow for flexibility in the interview. 

Participants 

  Three GPE teachers were participants in the case study. Participants had specific 

questions concerning the inclusion of students with ASD in their GPE classes. A video 

sample lesson was provided by the APE teacher (and researcher) in the school designed 

for students with special needs, working with students with ASD similar to the students 

being served by participants in their inclusion GPE classes. As the researcher and 

practitioner, I facilitated the research and monitored the GPE teachers in the case study.  
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 Six students with ASD also participated in the case study. Students participated in 

daily APE lessons taught by the APE teacher (and researcher) in the school designed for 

students with special needs. Students were videoed as the PE teacher (and researcher) 

implemented APE teaching strategies. The students range in age from 6 to 16, and each is 

labeled with ASD and moderate intellectual disabilities. Students' IQs are between 25 and  

48 with various verbal skills. One student has a physical disability as well; cerebral palsy.  

Setting 

 The case study took place in the natural setting of the APE teacher (and 

researcher). My classroom served as the APE setting and was in a school reserved only 

for students with special needs. At the time of the case study, the school had 246 students 

with severe and profound intellectual, physical, and/or emotional disabilities. Students 

ranged in age from 3 to 22. The school was equipped with adaptive equipment, therapy 

pool, physical therapy, occupational therapy, speech therapy, hearing impairment 

services, visual impairment services, nursing services, dietary planning, and other 

services needed for students’ disabilities and specific requirements. The APE classes took 

place in the school gym, sensory rooms, outdoor sensory playground, and individual 

classrooms. The school is located in the Upstate of SC.  

 My school hosts more than a dozen satellite classes throughout the county. The 

satellite classes are where students from my school transition when ready for self-

contained classes. The satellite classes are a less restrictive extension of the school 

designed for students with special needs. The GPE teachers providing for students with 

special needs are serving students in those satellite classes in an inclusion setting. The 

county covered is over 800 square miles and home to over 300,000 residents. The county 
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is broken into seven separate school districts, each housing one or more satellite classes 

at various grade levels. Each school in the seven districts has a gym and provides one or 

more GPE teachers.   

Analysis  

The open-ended qualitative questions were analyzed using an inductive approach 

and narrative analysis. I coded the videos for non-verbal modes of communication and 

transcribed the verbal data. Analysis of coding and data was based on the theoretical 

principles of constructivism and multimodalities. The research question served as a guide 

for organizing and analyzing the data. I used text from my gathered data sources to 

formulate narratives provided by participant experiences. I looked for common themes 

when organizing the data. Feedback from GPE teachers provided information about 

whether or not the video strategies were helpful and could be implemented in the 

inclusion GPE classroom.  

Researcher Positionality  

According to Herr and Anderson (2005), the researcher needs to observe and 

understand their position in the action research study. I am qualified to examine this 

problem as a researcher and practitioner. I have an established relationship with GPE 

teachers across the state and have an excellent rapport with certified APE teachers who 

often provide resources and support. I have a Bachelor of Science degree in Physical 

Education from the University of South Carolina and a Master of Education degree in 

Curriculum and Instruction from the University of Phoenix.  

 As a two-time South Carolina Adapted Physical Education Teacher of the Year 

Award winner, I have provided numerous training sessions and presentations across the 
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state. My presentations are titled, "Hey, I've got this kid…" because that is how I am 

most often approached with questions concerning adaptations for specific students. I have 

served as the Adaptive Physical Education Chair and Chair-elect for the state PE 

association. I am "on-call" for GPE teachers to answer questions and concerns about 

students with special needs in their classes. I have prepared lesson plans ready to share 

and often visit schools to observe students and offer assistance in adapting activities. The 

title has allowed me to serve on the state association board and advocate for APE in 

South Carolina. Serving as my school district's District Teacher of the Year also prepared 

me for advocating for education in my school, district, and state. I have attended the 

national PE association's lobby day in Washington, D.C., on three occasions to advocate 

for PE and students with special needs.  

 My job additionally includes planning school-wide events like field day and 

coaching Special Olympics. Because of our student body's physical demands and the 

number of people it takes to conduct large events, I have established relationships within 

the community to help serve and provide for our students. There is an open-door policy in 

my classroom, meaning that any PE teacher is welcome to visit and observe at any time. I 

also have made myself available to visit other schools to observe and provide feedback 

on working with students with special needs.  

The Vygotskian approach to teaching is an example of practice and action in 

pedagogy. Using my positionality in the research and multimodal social-semiotic 

analysis, I connected the theory to my practice as an educator and in advocacy. My 

educational background, professional experience, advocacy, and rapport with the 
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community all enhanced my positionality and outlook on the study of APE practices in 

the inclusion GPE setting.  

Summary of Findings 

The problem of practice created the need for a better way to collaborate with GPE 

teachers to introduce APE strategies into their inclusion GPE classrooms, specifically for 

engagement of students with ASD. A relationship among Vygotskian theories, Bruner's 

scaffolding, Kress's multimodalities, and my goal of providing for the GPE teachers' 

needs produced a communication platform in different modes. The study findings 

examined three inclusion GPE teachers' paths toward meaning-making from a 

multimodal video and the use of semiotic tools to engage their students with ASD. The 

works of Vygotsky, Bruner, and Kress produced a triangular theoretical design and are 

substantiated in the findings.  

The concept of a video based on multimodality theory for learning provided an 

opportunity for collaboration with inclusion GPE teachers that could not be achieved 

through only written, verbal, or oral language. The participants needed more than 

communication through only emails or spoken word. The case study findings outlined the 

successful understanding and implementation of APE strategies by surpassing dialogic 

inquiry and employing multimodalities in semiotics. Findings also provided examples of 

the connections between Vygotskian constructivism theories and semiotics in 

multimodalities through a collaborative social setting.  

According to Kress (2010), multimodalities are responsible for the participating 

GPE teachers' abilities to make meaning from the video and their abilities to relate the 

meaning to their inclusion classrooms. The findings signified the importance of 
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multimodal learning and connected Vygotskian theories with Kress's multimodal theory 

based on the idea that multiple modes are beneficial in constructing knowledge. The 

study elicited findings that stress the importance of multimodal learning with hints of 

Systemic Functional Linguistics' (SFL) significance to communication and collaborative 

efforts in education.  

Significance of the Study 

  The research study aimed to solve the problem of practice by providing GPE 

teachers with strategies for engaging students with ASD in inclusion GPE classes using 

multimodal communication through a video. Physical education teachers are charged 

with providing meaningful opportunities for students with special needs (Tripp et al., 

2007). The method of resolution for the problem was offering video sample lessons for 

GPE teachers to be used to engage students with ASD. The study addressed GPE 

teachers' questions using Vygotskian constructivism theories combined with Bruner's 

scaffolding and Kress's idea of multimodalities in an environment of social learning 

opportunities. The impact of cooperative multimodal learning using video examples was 

a viable solution to helping GPE teachers to engage students with ASD in the inclusion 

setting. 

Limitations of the Study 

There were limitations to the case study. Constraints and challenges arose during 

the study. It was impossible to predict all potential issues that could have developed, but 

it was important to prepare for the possibilities. Constraints included time and 

participation due to Covid 19 restrictions. The timing set for the study was one semester. 

Time constraints included the possibility of one semester not being long enough to 
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complete the study. The schedule and availability of participants could also have been a 

constraint due to Covid 19 restrictions. There was also the possibility of participants 

having scheduling conflicts or making decisions not to participate in the study. Covid 19 

restraints also posed countless other possible limitations of the study.  

Organization of the Dissertation  

 This dissertation is organized into five chapters. Chapter One is the introduction 

to the study. Chapter Two provides a more in-depth review of the literature and the 

theoretical framework of the study. Chapter Three discusses the methodology of the 

study. Chapter Four provides an analysis of the data collected throughout the study. 

Chapter Five summarizes the research and examines possible future research.  

Conclusion 

The research study's goal was to ensure that GPE teachers have the resources 

needed to provide students like Sara, who transition to an inclusion GPE class, with 

meaningful and carefully designed GPE classes using APE strategies. The study aimed to 

meet the goal by focusing on the research question guiding the study; How can the 

questions of GPE teachers in the inclusion setting be answered best with practical and 

worthwhile APE teaching strategies through a video format and multimodal 

communication so that they can engage students with ASD in inclusion GPE classes?  

Using the core value of the Vygotskian approach that "learning leads to development" 

(Wardford, 2011, p. 254) and multimodal social-semiotic analysis, the study implemented 

interventions that solved the problem of practice and answered the research question.  

The idea that the purpose of education is "transformation" (Wells, 2001, p. 1) is 

based on Vygotsky's sociocultural beliefs and Wells's dialogic inquiry beliefs. The 
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research study hoped to provide "transformation" of "Hey, I've got this kid" from a 

question of concern to an exclamation of pride and confidence through the use of a video 

to transcend dialogic inquiry, taking linguistic dialogue to multimodal communication. 

The video enhanced the efficacy of the GPE teachers' communication and construction of 

knowledge based on Kress's theory of multimodality. 

Definition of Terms 

The terms below are defined and are used throughout this study. 

Adapted physical education (APE) – Individualized physical and motor skills program 

designed to meet individuals with disabilities' needs (Winnick & Porretta, 2016). 

Autism spectrum disorder (ASD)- Autism spectrum disorders are characterized by 

social and communication difficulties and intellectual disabilities (Grandin & Panek, 

2013).  

Individuals with Disabilities Education Act (IDEA) – All children are entitled to free, 

appropriate public education (Mastropieri & Scruggs, 2007). 

Inclusion – Education of students with disabilities in the general education setting 

(Mastropieri & Scruggs, 2007).  

Least restrictive environment (LRE) – Students with disabilities must be educated in 

the setting least removed from the general education classroom (Winnick & Porretta, 

2016). 

Multimodal – broad concept examining how we communicate using means other than 

written or spoken language (Kress & Leeuwen, 2001). 

Scaffolding - teaching method using collaboration with someone having more advanced 

skill sets to meet learning goals (Gindis, 1995). 
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Self-contained – Classroom where a special education teacher is responsible for all 

academic subjects' instruction (Turnbull et al., 2012). 

Social-semiotic – Signs of learning, including transfer and integration of resources 

through meaning-making (Kress, 2010).  

Special needs – Intellectual, physical, emotional, and/or behavioral learning disabilities 

requiring additional education services (Lewis et al., 2016).  

Transition – The movement from one program to another, from a special school setting 

to a self-contained setting (Mastropieri & Scruggs, 2007).  

Zone of proximal development (ZPD) – The distance between what a learner can do 

without help and what they can do with support from a knowledgeable collaborative 

source (Gindis, 1995).
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CHAPTER 2 

LITERATURE REVIEW 

Physical education is essential for all students, especially those with an 

intellectual, physical, and/or emotional disability (Winnick & Poretta, 2016). Lang et al. 

(2010) reported that aerobic exercise has positive effects on students with ASD, and 

increased participation in physical activity can also positively affect intellectual 

functioning and behavior. There is no debate concerning the importance, but there is a 

discussion about methods for providing PE for students with disabilities. Inclusion is the 

method discussed most often. Again, there is no debate concerning the importance or 

benefits of inclusion, such as establishing patterns for overall health and individual well-

being benefits. Still, there is a discussion about the best teaching strategies for inclusion, 

especially for students with ASD. 

Physical education classes are some of the first classes to adopt an inclusion plan 

where students with disabilities attend PE with their same-age, typically-developing 

peers. This plan requires focusing on students with disabilities' individual needs (Winnick 

& Porretta, 2016). Students with ASD require adaptations, and GPE teachers are looking 

for resources to help provide meaningful PE experiences for those students. General PE 

teachers are not comfortable with implementing inclusion strategies for students with 

ASD and have difficulty meeting the needs of students in the inclusion setting without 

proper resources or collaboration with an APE teacher  (Storm, 2006). Meeting students' 
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unique needs with ASD is a challenge GPE teachers face as inclusion practices continue 

to grow. 

In a school district in the Upstate of SC, GPE teachers reached out to me with 

questions on inclusion strategies. Their questions pertained specifically to the inclusion of 

students with ASD in GPE classes with their same-age, typically developing peers. 

General education PE teachers looked to me as a resource as a PE teacher using APE 

strategies for inclusion for students with ASD. I am a PE teacher with 19 years of 

teaching experience in a school dedicated to students with special needs and answer 

email and face-to-face questions from GPE teachers regularly about implementing 

inclusion practices into their daily lesson plans for students with ASD. I use APE 

practices in my classroom, and I work with GPE teachers in my district and across the 

county to offer assistance. The problem is that GPE teachers have limited knowledge in 

APE inclusion practices and strategies for meeting the needs of students with ASD, and 

there is no standard best practice for providing the information to GPE teachers. General 

PE teachers need examples of teaching strategies in the APE setting to engage students 

with ASD. A video format allows GPE teachers to have the examples for reference when 

needed. 

The purpose of the case study was to solve the problem of practice in the GPE 

inclusion setting. The study determined three GPE teachers in an inclusion setting could 

demonstratively provide APE teaching strategies for students with ASD following video 

provided examples. The study also answered the research question formulated based on 

the problem of practice. The research question, how can the questions of GPE teachers in 

the inclusion setting be answered best with practical and worthwhile APE teaching 
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strategies through a video format and multimodal communication so that they can engage 

students with ASD in inclusion GPE classes, drove the case study.  

Literature Review Methodology 

This chapter focuses on literature that provided resources and a theoretical 

framework for the case study. These resources guided my interest in the problem of 

practice while also developing a deeper understanding of the problem and associated 

topics. Literature available on the problem of practice offered a "summary and synthesis" 

(Efron & Ravid, 2019, p. 17) of information pertinent to the inquiry of addressing the 

needs of a student with ASD in inclusion GPE classes. The literature provided a 

framework for organizing information and practical research methods for answering the 

research question. 

The literature reviewed for my case study uncovered a working relationship 

between the problem of practice and the research question. The discovery of the 

relationship between supporting sources lead to viable information for GPE teachers and 

students with ASD. The following is a brief list of keywords and people used in searching 

for literature; physical education, adapted physical education, special needs, inclusion 

physical education, autism, autism spectrum disorder, Vygotsky, zone of proximal 

development, Bruner, scaffolding, Kress, and multimodality. Discovered literature was 

reviewed through a self-designed screening process to determine if it applied to my case 

study. Criteria for using the literature required that it be peer-reviewed information, 

relatable to my topic, and provided substance to my research question. The literature 

review is organized by topic: history and the law, APE and GPE, ASD, inclusion, 

theories, and conceptual framework. 
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History and the Law 

Physical education is mandated by federal law. In 1975 President Ford ratified the 

Education for All Handicapped Children Act (Public Law 94-142) (United States Office 

of Special Education Programs, 2020). This law is now known as the Individuals with 

Disabilities Education Act (IDEA, 2004). "The Individuals With Disabilities Education 

Act" (IDEA) mandates that children and youth ages 3 to 21 with disabilities be provided 

a free and appropriate public school education in the least restricted environment" 

(Grigorenko et al., 2020, p. 38). This act opened doors for students with disabilities and 

provided the groundwork for ensuring equal education opportunities. 

In 2004 the IDEA was reauthorized and defined PE in section 300.39 (b) (2) as 

the development of motor skills, aquatic skills, dance, and individual and group games 

and sports. Compliance with IDEA stipulates that PE is provided for all students with a 

disability. Physical education classes are also required to meet the needs of students with 

disabilities in the least restrictive environment (LRE). In Section 1412 (a) (5), the US 

Department of Education defines (2017) LRE as: 

To the maximum extent appropriate, children with disabilities, including children 

in public or private institutions or other care facilities, are educated with children 

who are not disabled, and special classes, separate schooling, or other removal of 

children with disabilities from the regular educational environment occurs only 

when the nature or severity of the disability of a child is such that education in 

regular classes with the use of supplementary aids and services cannot be 

achieved satisfactorily. (para. 1)  
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IDEA and the emphasis on LRE have led to an increase in general education 

access for students with disabilities. General education PE classrooms are becoming more 

inclusive. According to the US Department of Education (2017),  it is estimated that over 

6.9 million students with disabilities are served in programs designed to meet their needs, 

and over 62 percent of students with disabilities are in general education classes for over 

half of their school day. The "increase can be attributed to a rise in the percentage of 

students identified" (Grigorenko et al., 2020, p. 44). 

General education PE teachers abiding by IDEA are required by law to provide 

PE for students with an ASD because the inclusive GPE classroom is the LRE. Research 

supports that specific approaches are needed when teaching students with ASD in the 

LRE and with the treatment of all students with disabilities (Grigorenko et al., 2020). One 

approach is the inclusion of APE strategies into the preparations and lessons for GPE 

classes. Winnick and Porretta (2016) suggested that planning is critical when designing 

lessons for inclusion in GPE classes to ensure those IDEA requirements are met. The 

GPE teachers need to understand APE to be able to make inclusive plans.  

Adapted Physical Education and General Physical Education 

Adapted PE is shaped by IDEA mandates (U.S. Department of Education, 2017). 

The Adapted Physical Education National Standards (APENS) (2018) define APE as PE 

modified for students with a disability. Johnson (2015) described APE as a combination 

of special education and PE to meet the needs of students with disabilities. Students ages 

3 to 21 qualify for APE in the LRE, which can be an inclusion setting or a specialized 

education facility. In this case study, the GPE teachers were in an inclusion setting, and 

the researcher taught in a specialized education facility.  
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What makes APE standout from GPE are the modifications and accommodations 

used to address the unique needs of students with a disability. The strategies for each 

disability look different and are tailored to students with disabilities. The range of 

strategies needed can make it difficult for the GPE teacher to adapt to a wide range of 

skill levels without support (Johnson, 2015).  

General PE is PE in the regular education setting or inclusion setting. A structured 

curriculum and outlined teaching practices are provided for GPE teachers with 

meaningful content and standards (Block, 2016). Many GPE teachers do not know how 

to effectively incorporate APE strategies into their teaching for students with disabilities 

(Jin et al.,  2013). According to Tripp et al. (2007), GPE teachers raise fundamental 

questions regarding the most effective way to provide for students with disabilities in 

their classrooms. In the school district where the case study took place, the GPE teachers 

reached out to me for APE teaching strategy advice. The GPE teachers were finding it 

challenging to include students with disabilities in their inclusion GPE classes. 

"Practicing general education physical education teachers do not feel prepared to include 

students with disabilities in the general physical education class" (Block & Obrusnikova, 

2007, p. 117).  

Teaching students with ASD is a growing concern in GPE classes. As more 

students are identified as having ASD and inclusion practices continue to grow, the 

number of students with ASD in GPE classes will continue to grow. The concern is for 

the GPE teachers lacking APE strategies for meeting the needs of students with ASD. 

General PE teachers need more information on ASD to meet students' needs in the 

inclusion setting appropriately.  
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Autism Spectrum Disorders 

"Autism spectrum disorder is a group of neurodevelopmental disorders 

characterized by challenges with social skills, repetitive behaviors, speech, and non-

verbal communication" (Eckdahl, 2018, p. 59). The word "spectrum" suggests that there 

is a range of disorders associated with autism. Not only are there ranges of disorders of 

autism, but there is also a spectrum in the severity of the associated functional 

impairments (Eckdahl, 2018). There are also overlapping symptoms of ASD, explaining 

the common phrase, "on the spectrum". "Some individuals – perhaps as many as 75% of 

those with autism – also have intellectual disabilities. Individuals with Asperger's 

disorder, however, are often intelligent. Because of this variability, autism is often 

referred to as an autism spectrum disorder" (Mastropieri & Scruggs, 2007, p. 91).  

While there can be a wide variance in intelligence levels in students with ASD, 

the communication and social abnormalities remain the same across the spectrum. 

Students with ASD have social, emotional, and intellectual functioning impairments 

(Mastropieri & Scruggs, 2007). It is difficult to test the IQ of a student with ASD to 

measure the intellectual abilities because of the difficulties communicating, deficits in 

social interactions, and sensitivities to other stimuli. Additional testing is required to 

determine the level of intellectual disabilities as mild, moderate, or severe (Eckdahl, 

2018). An IQ of 70 or below is considered mildly intellectually disabled, below 50 is 

moderately intellectually disabled, and below 30 severely and profoundly intellectually 

disabled (A. Lawton, personal communication, January 21, 2020). It is estimated that 

23% of students with ASD are borderline intellectually disabled with an IQ between 71 

and 85 (Eckdahl). 
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Children are not usually tested for intellectual disabilities until they are in school. 

However, ASD manifests in the first three years of life and can be diagnosed as early as 

18-months old (Kranowitz, 2003). Autism spectrum disorder is a lifelong disability with 

an expected average life span, and although there are identified risk factors, there are no 

known causes (Maenner et al., 2020).    

According to Maenner et al. (2020), in collaboration with the Centers for Disease 

Control and Prevention (CDC), 1 in 59 children has ASD with five times higher 

prevalence in boys, 1 in 42 boys, and 1 in 189 girls. Autism spectrum disorder is found in 

children of all races and has been shown to run in families; if one child has ASD, there is 

a three percent chance a second child will also have ASD (Maenner et al., 2020).  

There continues to be growth in the number of students identified and labeled as 

having ASD increasing the number of students with ASD in inclusion classrooms. The 

advancement of inclusion and the number of students with ASD poses a problem for GPE 

teachers. General PE teachers struggle with inclusion practices for students with ASD 

due to their intellectual disabilities and their varying social, emotional, and behavioral 

functioning levels, and physical needs. Mastropieri and Scruggs (2007) described 

students with ASD as having different behaviors, including self-stimulating, disruptive, 

or self-injurious. Students with ASD may also have repetitive behaviors, including 

repetitive speech and communication. Echolalia is the repeating of words and is typical 

verbal behavior for students with ASD (Mastropieri & Scruggs, 2007).  

Communication is an area of significant concern when working with students 

with ASD. Reinhartsen et al. (2019) described students with ASD as having an impaired 

development of communication. Verbal students may exhibit echolalia or scripting, while 
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APPENDIX I 

MRS. MOVE’S SAMPLE PERSONAL NOTES 

 
 

-(/9%$*!=> Mrs. Move’s Sample Personal Notes 



   

 169 

APPENDIX J 

MRS. MOVE’S INTERVIEW TRANSCRIPT 

I asked, “Which APE strategies do you feel most connected to in your teaching?” 

Mrs. Move responded:  The first time I watched the video, I was drawn to the visual aids 

you used in the lessons. I watched for what you called 'visual supports' with each student 

to see how they worked in different scenarios. I had never thought of using a visual other 

than just me modeling for my students. I thought other things might just get in the way 

and overwhelm the students. The other strategy I liked was a schedule for students. John 

doesn't want to participate in activities that use gross motor skills. When I was watching 

the video clips using the schedule, I immediately thought about adding a schedule for him 

into my lesson plans. I thought the schedule would keep him on track and maybe 

motivate him to move if he got a reward, too.   

 

I asked, “How do you measure the success of a strategy implemented in your inclusion 

GPE classroom?” 

Mrs. Move responded: I measure the success of a strategy like I measure the success of 

anything in my classroom; if it works and if it benefits the students. If I am measuring the 

success of the visual aids and schedules I’d say they were successful. They worked. They 

helped John. And, they benefited a student; they benefited John in my class. I’d say both 

were successful implementations in my class.
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I asked, “What is a rewarding aspect of inclusion with students with ASD?” 

Mrs. Move responded: My goal is to get students moving and keep them active in PE. I 

want to teach them skills and games they can use at home to be moving and active, too. 

Being able to get students with ASD, like John, moving is a huge reward for me. It makes 

my heart happy to see him participating and being part of the class.  

 

I asked, “How did you approach visual supports with John?” 

Mrs. Move responded: I made a visual schedule like yours from the video. The First/Then 

schedule. I wanted to show John what I wanted from him. I tried the schedule first. I put a 

picture of jogging and then a picture of a physioball because bouncing on the ball is his 

favorite thing to do. Now I know that is the reinforcement.  I wanted him to jog first, and 

then he could have the physioball. I put the paper schedule in my lesson plans and gave 

the schedule to him after I gave instructions to the rest of the class. He seemed to really 

like having something to hold and look at. I thought it might be too much for him, but he 

liked it. I made sure to make a note of that for the next week's lesson plan – John likes to 

have something to hold. That first day was not as successful as I wanted it to be. I thought 

the schedule would be a miracle cure (laughing). But, I had to work more with John to 

understand what the schedule meant. It turns out he didn't understand what I wanted from 

him. He only wanted the physioball to bounce on.  

 

I asked, “Now that you have had a chance to view the video multiple times and attempted 

to implement strategies into your inclusion classroom, what strategy is most important for 

you to focus on moving forward with John?”  



   

 171 

Mrs. Move responded: Communication with John! I can plan until the cows come home, 

but if he doesn't understand what I am asking of him to do, it doesn't matter. Every time I 

looked at my notes, I saw something about John not doing what I asked. And then it 

clicked. He doesn't know what I am asking. Once I showed him the schedule and used 

one-step directions like you explain in the video with me modeling, he knew what I 

wanted from him. I helped him understand that first, he jogs, and then he gets the 

physioball. I had to get some stickers to use as markers for him so he could move it from 

jog to physioball like you use the clips in the video. It's like it finally clicked for both of 

us. We had to find our own way to communicate (laughing). I want to continue to 

communicate with John that way. I want to use more visual supports and schedules for 

him. I think it is going to really make a difference for him this year. 
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APPENDIX K 

COACH A’S SURVEY RESPONSES 

1. Please describe the ease or difficulty in viewing the video.  

The video was easy to download and to watch from the MacBook. 

2. How did you view the video? (MacBook, iPad, iPhone, etc.) 

From my MacBook 

3. Please describe the quality of the videos. (Clear audio? Clear visuals?) 

*Camera work was the perfect distance; sounds, teaching cues, responses, feedback 

were heard *The pivotal captions at the bottom of the screen were very helpful for the 

viewer to easily follow the progression *The lesson organization was spot on 

4. How did you use the videos in your instruction? (Planning, teaching, reflecting, etc.) 

Making a note of how to redirect students. Reflected on lack of use of affirmations 

currently. Helping ASD kid pay attention. 

5. Describe the teaching strategies you were/were not able to obtain from the videos.  

*Visual cues and hands on learning *The live modeling or teacher demonstrations were 

top quality *The positive reinforcement from teacher to the student *The color 

combinations of equipment being used. *Using the outdoor area effectively 

6. Describe how teaching strategies were implemented. If not, please explain why.  

*Visual aids *Straight on approach -teacher modeling for success *Student modeling 

for success*Redirect for ASD kid to pay attention 
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7. What was the overall effectiveness of the teaching strategies?  

Gave me ideas for teaching using redirection properly. 

8. How did students with an autism spectrum disorder (ASD) react to the teaching 

strategies?  

Redirection helped with attention. They like positive affirmations.  

9. How did students without an ASD react to the teaching strategies?  

I got the vibe they really felt successful after discovery - they felt more confident in their 

approach of performing the skill. The positive reinforcement amplified their confidence 

to 'work' at it. 

10. What effect(s) does the video and teaching strategies have on your abilities to 

provide an inclusive physical education program?  

It’s always helpful to learn from another teacher who specializes working with students 

of disabilities.  

11. Please share one positive reflection from your participation in the research study.  

I loved the positive interaction and the patience for student responses. The character 

lessons within the lessons -saying 'thank you' 

12. Please share one negative reflection from your participation the research study.  

13. Please provide any additional comments you have on the videos and/or supports for 

students with ASD. 

Before a segment with each child, let the teacher quickly describe the setup or the lesson 

being taught. Overall - the video was excellent in my opinion 
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APPENDIX L 

COACH A’S INTERVIEW TRANSCRIPT 

I asked, “Which APE strategies do you feel most connected to in your teaching?” 

Coach A responded: I connected with redirection because that was what I needed to work 

on most. That and keeping students’ attention. I paid most attention to those examples in 

the video because that was where the need was in my classroom with Joey.  

 

I asked, “How do you measure the success of a strategy implemented in your inclusion 

GPE classroom?” 

Coach A responded: Student outcomes measure the success. For example, the strategy 

worked if the student outcome indicates redirection. The redirection strategy worked for 

Joey, so I would consider that strategy a success. Joey’s outcome was positive; the stregy 

was a success.  

 

I asked, “What is a rewarding aspect of inclusion with students with ASD?” 

Coach A responded: Full class participation always makes me feel good. When the whole 

class is participating, it’s very rewarding. Having students with ASD participating in 

class just adds to the enjoyment.  

 

I asked, “How did you approach implementing the strategy of redirection with Joey?”
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Coach A responded: I started by watching to see when he got off task. It was pretty often. 

I tried to yell directions to him from where ever I was in the gym to get him back on 

track, but he seemed to just ignore me. Then I started staying close to him so I could get 

his attention. If I could get him to look at me, I could get him back to work. I guess I just 

introduced it to him with a look. The aggravating thing is Joey can do all the skills if I 

can just keep his attention.  We just have to have our own way to communicate.  

 

I asked, “Redirection is an important strategy, especially for students with ASD and a 

processing disorder. How has your communication with Joey changed since realizing the 

importance of redirection?”      

Coach A responded: Like I said, we have to have our own way to communicate. It's like 

our own language. I give a direction, and then I know at some point I am going to have to 

make eye contact with Joey to redirect him. I tried some of the visuals you suggested – 

like a picture of the skill. Joey didn't pay attention to that, either. He needs to see my 

eyes—Joey and I communicate through looks. Sometimes I have to model the skill for 

him again, but usually, it is just a look. Giving him more directions seems to only confuse 

him. I guess that's the processing disorder. I have found it's easier to give our looks 

(laughing). 
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APPENDIX M 

MRS. SOAR’S SURVEY RESPONSES 

1. Please describe the ease or difficulty in viewing the video.  

The quality of the video was very good. The video was easy to watch. Cues for working 

with students were label and demonstrated so they could easily be tried in class. 

2. How did you view the video? (MacBook, iPad, iPhone, etc.) 

MacBook 

3. Please describe the quality of the videos. (Clear audio? Clear visuals?) 

The video was clear. The scenery/background was clear and of high quality. The video 

was of good quality. The audio was clear and teaching strategies were clearly visible. 

The prompts that were used to assist students were clearly visible and easy to read. 

4. How did you use the videos in your instruction? (Planning, teaching, reflecting, etc.) 

I constantly gave my students positive feedback during instruction to make sure they felt 

validated in their attempts. I incorporated the affirmations into my planning where 

students would have to give a complement to a friend during an activity. I added prompts 

to my lesson plans so I would remember to give James the extra help he needed for skills. 

I broke down skills into smaller pieces and wrote specific prompts for James, where he 

needed help. Sometimes I use verbal prompts, but for some skills, he will need physical 

prompts.
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5. Describe the teaching strategies you were/were not able to obtain from the videos.  

All information was obtained 

6. Describe how teaching strategies were implemented. If not, please explain why.  

I implemented supports and prompts and affirmations. I used different supports like 

posters I already had in my classroom. I already used affirmations, too, but I made a 

point to give each student an affirmation and have them practice giving affirmations to 

their friends. I made sure everyone got an affirmation. I mostly worked on using the 

prompts because that was new to me, and I thought it would help. I used verbal prompts 

most because physical prompts were hard to implement because of Covid restrictions. 

But, the prompts are good to work on skills right now because there are Covid 

restrictions on the equipment I can use right now, too.  

7. What was the overall effectiveness of the teaching strategies?  

Teaching strategies were very effective. All activities were modeled first, visuals were 

posted all over the classroom and differentiated learning and materials was implemented 

to ensure success of all students. The effectiveness of these teaching strategies will help 

within my classroom. The sign language and physical support was helpful to see and 

realize how beneficial it can be for nonverbal students 

8. How did students with an autism spectrum disorder (ASD) react to the teaching 

strategies?  

They reacted in a positive matter to lesson because instruction was calm and positive. 

They were willing to participate. The clear expectations helped then know what was 

expected and effectively participate in the activity. Students behavior management was in 

line with expectations, classroom management was at ease.  
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9. How did students without an ASD react to the teaching strategies?  

I was amazed at how these strategies applied to the entire classroom. I never realized 

how anxious students can be. Especially those who are not as confident in PE. The clear 

and simple expectations seemed to ease everyone. 

10. What effect(s) does the video and teaching strategies have on your abilities to provide 

an inclusive physical education program?  

The teaching strategies reminds me of the importance of students building relationships 

with students from other classes. The strategies used would provide opportunities for the 

students to learn from each other. The video offered new ideas on how to provide an 

inclusive PE program. Some of the strategies that were used, I was not familiar with and 

will now look for ways to use that strategy in my PE class. 

11. Please share one positive reflection from your participation in the research study.  

Constant positive reinforcement to students. This was an easy video to watch and very 

informative. There were many ideas that I could use to help students with ASD in my 

classroom. I plan on implementing these strategies in my lessons. 

12. Please share one negative reflection from your participation the research study.  

N/A 

13. Please provide any additional comments you have on the videos and/or supports for 

students with ASD. 

The lesson was good. Anytime students with ASD have the opportunity to interact with 

students from other classes is good. Peer role models provide a great opportunity for all 

students to achieve success.
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APPENDIX N 

MRS. SOAR’S INTERVIEW TRANSCRIPT 

I asked, “Which APE strategies do you feel most connected to in your teaching?” 

Mrs. Soar responded: I feel most connected to affirmations and prompting, but I think 

you already know that (laughing). Those two strategies were needed in my classroom and 

they were important during a stressful time for my students, too. I needed the strategies as 

much at the students needed them.  

I asked, “How do you measure the success of a strategy implemented in your 

inclusion GPE classroom?” 

Mrs. Soar responded: I knew I was helping build social skills when James gave an 

affirmation to a friend. We finished a lesson on pacing, and he gave a classmate a 

compliment. I had been stressing the importance of emotional well-being as part of the 

social-emotional goals for Covid and how we could build up our friends. I gave an 

example of positive affirmations for a job well done in class or complementing effort. 

James repeated my exact words, but he still spoke to a classmate and gave the 

affirmation.   

I asked, “What is a rewarding aspect of inclusion with students with ASD?” 

Mrs. Soar responded: Inclusion is rewarding to me as a whole. It is exciting to me to 

include students with various special needs in my classes. I like learning about disabilities 

and how to provide for them. This video was right up my alley.
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 I asked, “In your survey response, you stated you were reminded of the 

importance of relationship-building for students. How does this relate to the APE 

teaching strategies for an inclusion GPE class?  

Mrs. Soar responded: I was thinking about the connection between the strategies and the 

opportunities for the students to learn from each other. I had mapped out a long-term plan 

that would use the affirmations and the prompts you use in the video. The plan was to 

have students work together and give each other prompts. This way, I could implement 

two strategies; affirmations and prompts. We have been working on social-emotional 

goals per the state for Covid, so I've been trying to find ways to add that piece into my 

lessons. When I saw your examples of positive affirmations in the videos, it kind of came 

together. Affirmations meet the social-emotional piece, and the prompts can lead to a 

successful skill, which gives the students a reason to offer an affirmation.  

I asked, “In your survey, you mentioned difficulty implementing new APE 

strategies due to Covid 19 restrictions. How have you been able to implement physical 

prompting during Covid 19 restrictions?” 

Mrs.  Soar responded: (Laughing) When I saw you physically prompting students in the 

video, I knew that was exactly what James needed, but I also knew I couldn't do that right 

now. If I have learned anything in my 30 years of teaching it's that creativity is necessary. 

So, in the past few weeks trying to help James with skills and motor planning, I went 

through several brainstorming sessions. I wanted to give him more than verbal prompts.  

Ok, so we were working on locomotor skills and building upon those basic skills for 

combination patterns. He was having trouble with hopping on one foot. I could almost 

see the wheels turning in his head. He wanted to stand on one foot but just couldn't figure 
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out how to get there. I so desperately wanted to help him bend one leg up, but I couldn't 

just reach out and touch him. I didn't want to wear gloves, so I got one of those finger-

pointers teachers use on their Promethean Boards. I touched his knee and told him to 

bend. I had to play around with where to touch, but we eventually figured it out. I only 

use it with James, so I don't have to worry about it touching other students. I've had to 

watch your videos and how and where you physically prompt and then make it work for 

me. 

 


