The Pocket Reference—
A Tool for Fostering Inclusion

A pocket reference can help regular physical educators identify
appropriate ways to work with students with disabilities.

arold is a seven-year-old

who has mental retardation

and cerebral palsy and uses
a walker to travel. He is currently in-
cluded in general first grade physical
education, but his physical education
teacher has been struggling with
ways to include Harold. While she
has managed to make several simple
modifications in warm-up and spe-
cific skill activities to accommodate
Harold, she is worried that these
modifications are not really helping
him meet the goals and objectives
outlined in his individual education
program in physical education.
In addition, some activities she has
presented have been particularly
difficult to modify for Harold. For
example, Harold cannot jump rope,
and she really did not know what to
do with him during a three-week
Jump Rope For Heart unit. She de-
cided to assist him in jumping rope
during the unit, but that meant that
he was doing an activity (i.e., jump-
ing rope) that she knew he might
never learn. She does not mind hav-
ing Harold in her general physical
education class, but she does not feel
that his unique needs are being met.
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As shown in this scenario, inclu-
sion is more than just making accom-
modations so that students with dis-
abilities can successfully participate
in the same activities as the rest of
the class. Students with disabilities
have individual education programs
(IEPs) that often include objectives,
activities, equipment, and/or in-
structional techniques that are
different than what are used by their
peers. These differences must be
intergral to the general program
if students with disabilities are to be
appropriately included in general
physical education. In this article,
we describe a “pocket reference” that
can help regular physical educators
stay abreast of a student’s IEP goals
and objectives. This reference is de-
signed to quickly identify appropri-
ate ways to incorporate these goals
and objectives, as well as alternative
movements, instructional techniques,
and equipment needs within general
physical education routines and
activities.

What is Inclusion?
One of the most common miscon-
ceptions regarding inclusion is the
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idea that students with disabilities
must participate in the same activi-
ties, use the same equipment, and
follow the same instructional cues
as their peers without disabilities.
For example, Grosse (1991) defined
inclusion (which she termed “educa-
tion in the mainstream”) as “...cur-
riculum is that prescribed for all
children of a particular age and/or
grade...instruction is given by a
teacher trained to teach non-disabled,

'| average children...equipment used

is what is considered regular sport/
movement apparatus” (p. 40).
Similarly, Beaver (1993) described
inclusion as “.. literally placing
everyone...into the regular curricu-
lum” (p. 5). What Grosse and Beaver
described may be how many regular
physical educators try to include stu-
dents with disabilities, but it does not
reflect the true inclusion philosophy.
Inclusion suggests that students
with disabilities receive their indi-
vidual education program in physical
education (IEP-PE) in the context of
general physical education with ad-
aptations and supports as needed to
ensure appropriateness, safety, and
success (Block, 1994). Students who
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are included in general physical edu-
cation can and should work on: (1)
different levels of the same curricu-
lum as their peers, using similar or
different equipment, instructions,
and supports (i.e., multilevel curricu-
lar selection) (Block, Provis, &
Nelson, 1993); or (2) a completely
different curriculum from their
peers, using similar or different
equipment, instructions, and sup-
ports (i.e., curricular overlapping)
(Block & Vogler, 1994; Giangreco &
Putnam, 1991; Rogers, 1993). Stu-
dents with disabilities should never
be forced to participate in the same
activities as peers without disabilities
if these activities are deemed danger-
ous or inappropriate. Decisions as to
what actvities a student with disabili-
ties should work on, how that stu-
dent should work on these activities,
and how much support the student
needs should be individually pre-
scribed and based on multiple fac-
tors. These factors should include a
student’s motor, cognitive, language,
and social skills; the student’s inter-
ests as well as his or her family’s
interests; what is available in the
community; and the overall lifetime
leisure goals of the student.

While providing IEPs for students
with disabilities in general physical
education constitutes appropriate
inclusion, in practice this can be ex-
tremely difficult. How can a regular
physical educator stay abreast of a
student’s IEP goals and objectives as
well as provide the necessary equip-
ment and instructional modifica-
tions? How can a regular physical
educator incorporate these IEP goals
and objectives and modifications
into the general physical education

program?

The Pocket Reference

One method we have found to be
particularly effective is a pocket ref-
erence. The pocket reference pro-
vides a list of activities and instruc-
tional arrangements that take place
in general physical education in the
course of a lesson, week, unit, semes-
ter, or even year. Beside this list is a
second list of the student’s IEP-PE
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objectives and specific equipment/
instructional modifications. Thus,

a regular physical educator (or in-
structional aide or volunteer) can
quickly glance at a particular
student’s pocket reference and im-
mediately make necessary accommo-
dations to instruction, equipment,
and the curriculum, ensuring that
the student with disabilities always
receives appropriate instruction and
works on critical IEP-PE objectives.

Figure 1 shows an IEP-PE for
Harold, the seven-year-old student
who has multiple disabilities includ-
ing: mental retardation with exten-
sive support needs in most adaptive
skill areas; cerebral palsy, (which
requires the use of a walker); and
health impairments, including the
use of a gastrostomy tube for feed-
ing. Figure 2 shows Harold’s pocket
reference. This particular pocket ref-
erence has been broken down into
several subcategories (e.g., instruc-
tional modifications, warm-ups, loco-
motor patterns) so that the regular
physical educator can quickly find
appropriate accommodations for
Harold in the categories used for
lesson planning.

Note how most of the accommo-
dations in the pocket reference focus
on incorporating Harold’s IEP-PE
objectives into age/grade-appropri-
ate activities. In some cases, accom-
modations are fairly easy, immersing
Harold within the general activity.
For example, when the class is travel-
ing, using various locomotor pat-
terns, Harold works on his objectives
of improving walking speed, control,
and endurance. In other cases, ac-
commodations mean that he is do-
ing activities with peers off to the
side. For example, during tumbling
activities, the teacher can have a sta-
tion set up for Harold to work on the
underhand roll. While peers wait
their turn to work on tumbling skills,
they rotate over to the underhand
roll station and practice this skill (or
other manipulative skills) with
Harold. Harold may take a few turns
on the mat practicing log rolls and
getting up from the floor, but since
his focus is on the underhand roll,
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he spends less time in tumbling and
more time at the manipulative station.
Other students spend the majority of
their time working on tumbling and
less time on manipulative skills. Harold
still is included, and all children do
all activities (i.e., tumbling and manipu-
latives). The difference is the time
spent engaged in these activities.

Developing the Pocket Reference
Ideally, an adapted and a regular
physical educator, together with other
key members of the child’s IEP team,
develop the student’s IEP-PE and the
corresponding pocket reference. For
example, if the regular physical edu-
cator is not sure how to give instruc-
tions to the student with disabilities,
the speech therapist can provide in-
formation on alternative ways to com-
municate to the student that can be
placed on the pocket reference. Other
key members of the collaborative team
who can provide assistance in devel-
oping the pocket reference include:
the student’s physical therapist who
can provide information about
wheelchair positioning, how to assist
the student in functional stretching,
or how to have the student sit when
listening to instructions; the student’s
vision therapist who can provide in-
formation (and adapted equipment)
about teaching safe traveling in the
gym, making the gym safe for students
with visual impairments, and how to
provide assistance and cues to stu-
dents with visual impairments; the
student’s occupational therapist who
can provide information on assistance
in activities of daily living, adapted
equipment for manipulative activities,
and positioning to facilitate hand use;
and the student’s special education
teacher who can provide general in-
formation about the students person-
ality as well as specific information
on behavior management techniques,
reinforcers, and activities that tend
to agitate or confuse the student. As
the regular physical educator be-
comes more familiar with particular
students and interacts more with mem-
bers of the collaborative team, he or
she can take a larger role in develop-
ing IEP-PEs and pocket references.
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An Ideal Teaching Tool

Besides the difficulty involved in
keeping up with the IEP-PEs of stu-
dents with disabilities, it can be even
harder to devise ways to make appro-
priate accommodations so that these
students have opportunities to work
on their unique goals and objectives
in general physical education. The
pocket reference provides a constant
reminder to regular physical educa-
tors as to students’ IEP-PE objectives.
More importantly, the pocket refer-
ence helps regular physical educators
provide appropriate accommodations
to students with disabilities, ensuring
that these students are not just being
exposed to general physical educa-
tion activities, but truly working on
individualized goals and objectives.
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