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Abstract
Our research used an innovative methodological approach by revisiting an original study con-
ducted 15 years previously (Morley et al., 2005). A purposive sample of 31 secondary school
teachers in the UK were interviewed to explore their perceptions of including pupils with special
educational needs and/or disabilities (SEND) in mainstream secondary physical education (PE). All
interviews were transcribed verbatim and texts analysed thematically. Findings suggest that,
despite significant policy developments, little has changed in teachers’ perceptions of their ability to
include pupils with SEND in PE and there remain significant challenges to them achieving this. Some
exceptions were documented, most notably an increased and positively received focus on inclu-
sion within PE initial teacher education. The article concludes with recommendations for future
practice, particularly in terms of teacher education and professional development, as well as the
need for effective dissemination of research findings to key stakeholders.
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Introduction

Over 15 years have passed since ‘Inclusive physical education: Teachers’ views of including pupils

with special educational needs and/or disabilities in physical education’ (Morley et al., 2005) was

published in European Physical Education Review. The findings of this study were used to develop

the following recommendations: support staff need physical education (PE)-specific practical

training; PE teachers and key support staff need to work together to foster an inclusive culture in

PE; PE teacher education should focus more on teaching pupils with special educational needs and/

or disabilities (SEND); and all pupils, including those with SEND, should experience high-quality

individual, self-paced activities, while being appropriately supported in team-based activities

(Morley et al., 2005).

Since then, there have been several significant changes and developments, both nationally and

internationally, in policies related to teacher education, pedagogy and supporting pupils with

SEND. Internationally, the General Assembly of the United Nations adopted the Convention on the

Rights of Persons with Disabilities (United Nations, 2006), reframing the needs and concerns of

persons with disability in terms of human rights (Kayess and French, 2008). The most noteworthy

examples in the UK include: revisions to the National Curriculum and its associated Inclusion

Statement (DfE, 2013); the construction of standards used to judge pre- and in-service teachers’

performances, some of which focus specifically on pupils with SEND (DfE, 2011); a new

framework to inspect schools that places greater emphasis on the educational experiences of pupils

with SEND (Ofsted, 2019); and the SEND Code of Practice, which gives guidance to schools on

the legal duties they have to pupils with SEND (DfE/DoH, 2015). These policies have influenced

the way local authorities and schools develop and implement provision aimed at facilitating the

inclusion of pupils with SEND in mainstream educational settings (Vickerman and Maher, 2018).

The contribution of academics to the wider debate about issues associated with teaching PE to

pupils with SEND has also increased since the publication of Morley et al.’s (2005) study. The

article has been cited on 267 occasions (Google Scholar, 2020), which is significant given the

paucity of research within this field, and aspects of its research design, findings and recommen-

dations have been used in numerous other studies. Indeed, there is now an ever-growing body of

literature in the UK focusing on the inclusion of pupils with SEND in mainstream PE from the

perspective of prospective teachers (Maher and Morley, 2019), preservice teachers (Vickerman

and Coates, 2009), special educational needs coordinators (SENCOs) (Maher and Macbeth, 2013),

learning support assistants (LSAs) (Maher, 2016) and pupils with SEND (Fitzgerald and Stride,

2012). This line of inquiry has since spawned research focusing on PE in special school contexts.

For instance, Maher and Fitzgerald (2020) explored the nature, purpose and value of special school

PE according to the teachers, LSAs and senior leaders working in those settings. Others have

explored how key socialising agents such as parents and former teachers during primary sociali-

sation, and colleagues and pupils as part of organisational socialisation, influence the pedagogies

of special school PE teachers (O’Leary et al., 2014, 2015).

Despite the perspectives of mainstream school PE teachers initially being a key source of

information relating to educational inclusion (see also Smith, 2004), their voices have largely
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remained silent, in research terms at least, over the past 15 years. It is because of the notable dearth

of research about inclusion in PE from the perspective of mainstream school teachers, that our

research aims to explore in-service mainstream PE teachers’ perceptions of including children with

SEND in PE, to allow for an understanding of how these perceptions have changed, or otherwise,

since Morley et al.’s (2005) original study.

Methodology

Philosophical position

Methodologically, we had to consider how our research approach could fundamentally affect our

ability to explore essence and nuance in how PE teachers articulated their perceptions in the current

teacher education and school landscapes. Our research was underpinned by an interpretivist

ontology, meaning that we were interested in making sense of the socially constructed, mind-

dependent realities (Sparkes and Smith, 2014) of mainstream secondary school PE teachers. We

did not attempt to establish a universally fixed reality of including pupils with SEND in PE among

our participants that could be compared to those from Morley et al.’s (2005) study because that

would be incompatible with our philosophical position. To ensure philosophical alignment (Tracy,

2010), our aim was instead to explore the views and experiences of our participants so that others

could reflexively consider how wider socio-political developments may have shaped the experi-

ences of PE teachers vis-a-vis teaching pupils with SEND.

Whilst longitudinal qualitative research aims to explore the same participants’ experiences over

a fixed, typically short, period of time (Thomson and Holland, 2003), our study aimed to analyse

change within a landscape over 15 years and could not rely on revisiting the same participants as

the original study. To our knowledge there are no studies that adopt this approach, with similar

research re-focussing more on a field of study than trying to use specific research processes that

mirror an original study. For example, Haycock and Smith (2011) relied upon the work of Penney

and Harris (2001) a decade before as a framework to analyse how the provision of extra-curricular

PE was accessed by children with special needs and disabilities. Our adoption of a ‘revisit’ study

emerged as we began to search for answers as to whether change had occurred since, and in many

ways as a result of, what was originally found by Morley et al. (2005). To increase rigour, achieve

philosophical alignment and effectively respond to the research question, we felt the need to blend

and intertwine our semblance of research design to effectively reflect on, and account for, change

between the previous study and this one. To achieve this, we replicated certain research processes

from the Morley et al. (2005) study – namely, (1) design of the interview schedule, (2) sampling

and (3) data analysis. The interview schedule was replicated to ensure full thematic coverage

within and across our research and that of Morley et al.’s (2005) for comparative purposes. The

same sampling strategy was utilised so that the heterogeneity of Morley et al.’s (2005) population

of participants, which was identified by them as something that enabled a comparison between

teachers of varying professional experiences, was a key feature of our research. Finally, the

analytical phases outlined by Morley et al. (2005) were followed in order to mimic the analytical

journey while acknowledging that the thematic outcomes may be different.

Design of interview schedule

A team of seven researchers met at regular intervals prior to the beginning of the interviewing

process to discuss the appropriateness of the schedule used by Morley et al. (2005). We made some
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minor changes to its format and clarified any ambiguities with the proposed content, terminology

and interview structure (Bryman, 2015). Most of the changes were made to ensure that the schedule

considered the SEN Code of Practice (DfE/DoH, 2015), which has resulted in changes to: (1) the

mechanisms for identifying pupils with SEND; (2) the ways in which pupils with SEND are

categorised; and (3) the role and responsibility of LSAs and SENCOs, all of which have shaped the

culture of mainstream school PE (Vickerman and Maher, 2018). Given the study’s aim of

exploring changes over time between the two studies, we were also interested in asking the more

experienced PE teachers about their perceptions of changes to the landscape of teaching pupils

with SEND throughout their career.

The final interview schedule comprised the same four sections as Morley et al.’s (2005) study.

The first, Inclusive PE, definitions and purpose, was designed to investigate the participants’ views

on the benefits of PE and to explore the ideologies held by the individual teachers when it came to

including pupils with SEND in mainstream PE. An example of a question asked in this section was

‘What do you think the purpose of PE is for children with SEND?’. The second section, on Teacher

education and professional development, sought to explore the initial teacher education (ITE) and

in-service professional development opportunities relating to teaching pupils with SEND. An

example of a question asked in this section was ‘What strategies do you use to assess the learning

of children with SEND in PE?’. The third section investigated Resourcing and support, with

reference to the use of, and relationships with, key support staff such as LSAs and SENCOs. An

example of a question asked in this section was ‘What training have you had in teaching children

with SEND?’. The fourth and final section, on Contextual elements, sought to examine teachers’

assessments of their own confidence in teaching children with SEND. An example of a question

used in this section was ‘Are there any particular issues regarding the inclusion of children with

SEND in PE that are different to those in other curriculum areas?’. Towards the end of the

interview, we asked teachers two questions that we felt would empower participants to speak freely

about their perceptions, unconstrained by the structure of the sections we had designed; these were

(1) ‘Is there anything you would like to add about the issues we have discussed?’ and (2) ‘Is there

anything else that you feel may be of value to our research?’.

The research team continued to meet at regular intervals to discuss aspects of the interview

schedule throughout the research window as part of an iterative process of reflection to share

thoughts and ideas around interview structure, the use of probes and to capture a general sense of

participant responses to date. Each author was responsible for conducting approximately four

interviews, with interviews lasting 45–60 minutes. Using multiple interviewers improved the

trustworthiness of the study by reducing the potential researcher bias created by an individual

conducting all of the interviews (Korstjens and Moser, 2018).

Sampling

A total of 31 PE teachers from 28 state secondary schools across three cities in the north of England

agreed to be involved in the research as a part of a purposive, convenience sample (Robson and

McCartan, 2016). Whilst participants came from one large city in the north of England in the

original study, our research involved teachers from three cities. In this respect, the geographical

location of participants and the schools in which they taught were not identified by Morley et al.

(2005) as an influential factor in this field of study. As witnessed in the original study, a high level

of interest was evident and this may, as speculated by Morley et al. (2005), be indicative of a wide-

scale perception among teachers that this subject warranted study (Croll and Moses, 2003). All
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interviews were conducted with the teachers at their respective schools over a 10-week period

between April and July 2019.

Participants were selected using the following criteria and given a pseudonym within the data

analysis to protect their identities:

� Least experienced female teacher within the school (Gail, Trish and Kate)

� Least experienced male teacher within the school (Brad, Leslie and Paul)

� Female teacher with three–seven years’ experience (Isla, Susan and Diane)

� Male teacher with three–seven years’ experience (John, Peter and Caleb)

� Most experienced male teacher within the school (Eric, Thomas, Samuel, Frank, Chris,

Norman, Richard, Ryan, Callum and Phil)

� Most experienced female teacher within the school (Lisa, Terri, Anya, Rachael, Harriet,

Chloe, Charlotte, Fiona and Sarah)

The participation of all teachers was voluntary, with all being made fully aware of the study’s

focus, the procedures that would be undertaken, the nature of their contribution and the confiden-

tiality of their responses. They were also made aware that they could end the interview and/or

withdraw from the study at any time and that there would be no implications for their school or

themselves if they did so. The access to and sharing of data was confined to the research team and

managed in accordance with the General Data Protection Regulations, using an approved data

management plan. Ethical approval was granted by Sheffield Hallam University’s ethics commit-

tee (ER13499520).

Data analysis

All interviews were tape-recorded and transcribed verbatim by a third party. The authors then

listened to the recordings of the interviews they conducted and scrutinised the transcriptions in

order to verify their accuracy. Data management was facilitated using a standard word-processing

package (Microsoft Word) and all transcripts were anonymised to ensure confidentiality. The

interview transcriptions were analysed by the last author using a process of selective coding; the

same technique used in the original study. At the start of this process, instances were identified

within the text where respondents had talked about issues pertinent to the project’s aims and in

relation to the themes articulated within the interview schedule. In accordance with procedures

outlined by Strauss and Corbin (1998), these individual units of meaning were then initially

represented by a short phrase. Once the last author had completed this initial analysis, the first and

last author met to reflexively consider (Smith and McGannon, 2018) the themes and units of

meaningful essence that were constructed.

Following the discussion, the last author designed thematic descriptors and articulated the

essence that he felt was contained within each theme. For example, a theme of ‘conceptualising

inclusion and inclusive PE’ was designed with a thematic descriptor of ‘responses that refer to

beliefs and ideas that teachers used to describe inclusive PE’. This allowed for a rich, interpretative

dialogue to ensue so that the themes could be interrogated further. Some themes were re-

positioned, and higher order themes developed to encapsulate the meaning of lower-order

themes. For example, an initial theme of ‘limited time to plan inclusive lessons’ was subsumed

within the theme of ‘inclusivity of curriculum activities’. This clarification of themes and asso-

ciated thematic descriptors allowed us to conduct axial coding more accurately to avoid
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duplication and further substantiate areas of deep interest to the field of study. Concurrently, once

higher and lower order themes had been assigned, they were designated as branches within the

NVivo software system for qualitative data analysis and a further process of cross-analysis was

conducted. A comparison of themes facilitated by NVivo was conducted at both the initial and

post-analysis stages allowing units to be merged or split appropriately.

Findings

The six themes constructed during data analysis were: (1) the influence of including pupils with

SEND on other pupils in PE; (2) conceptualising inclusion and inclusive PE; (3) the influence of

type of SEND on inclusion in PE; (4) inclusivity of curriculum activities; (5) ITE and continued

professional development; and (6) working with LSAs and SENCOs. These have been used to

structure the findings presented below. Findings are represented through thick textual descriptions

that engender honesty and transparency as hallmarks of quality in qualitative research (Tracy,

2010). Here, we ‘show’ the data and invite readers to construct their own knowledge and explore

the ways and extent to which these data resonate with them (Smith, 2017), before we move onto the

analytical ‘tell’ in the Discussion.

The influence of including pupils with SEND on other pupils in PE

All the teachers interviewed, without exception, claimed that the schools and PE departments in

which they worked aspired to include pupils with SEND, whilst acknowledging that this was often

difficult to achieve:

We are trying to deliver the same PE programme to a large group of kids, some with significant

impairments, and that can be a challenge, but this should never be a reason why we can’t. (Norman)

I think we should include pupils with SEND. It’s not easy but it can be done. Fair enough, there might

be some activities that somebody with SEND might think, I can’t do that, but that’s where staff need to

adjust things so that they can be involved as much as possible. (Isla)

While there was a definite commitment among teachers to inclusion, some questioned whether

a mainstream school context was the most appropriate for some pupils:

I think we can include 99.9% but it depends on the needs of the kids. There might be some students

where you would struggle in a mainstream setting to get the best for them. I’m not saying they can’t be

included, just you would struggle to get the best outcomes for them or the best experience for them. For

some, special school might be best. (Eric)

I question whether some kids would get more benefit going to our local support unit, you know,

mentoring sessions on other subjects or extra time for other subjects, whether that would be more

beneficial. For them, it would depend on the individual. (Charlotte)

Often, discussions about the appropriateness of mainstream contexts led some teachers to

consider the impact of including pupils with SEND in PE on others:

It’s a difficult one, inclusion. If it’s at the detriment of the rest of the class, I think then you’ve got to

look at what’s the greater need and the greater good. I’m thinking particularly of a child that we have
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that has severe emotional and social anxiety. We try and include her, but sometimes it’s too much. She

can disrupt the lesson. (Fiona)

They [pupils without SEND] do accept that we modify some activities, but they are not happy because

ultimately it takes away from their learning time sometimes and that’s challenging as a teacher. (Frank)

Conversations about the influence of pupils with SEND on the learning and development of

other pupils were overwhelmingly negative. Two teachers, however, did identify positives:

I think it’s massive for able-bodied students to learn how to work with students with SEND, and to

realise that they’re not that different. As much as inclusion is important for the SEND students, it’s as

important for your mainstream students. (Susan)

I’m very much open to inclusion. I’m an advocate for it. In fact, the school that I work in, we have

links with a special school, where their students come into our school to have experience in a

mainstream school. They’re integrated into PE and they absolutely love it, and our kids, as well,

love it, and you see a different lovely side to the kids. Our kids are very caring, very empathetic and

very inclusive. (Sarah)

Conceptualising inclusion and inclusive PE

When it came to teacher views on the concept of inclusion, and what an inclusive PE lesson

entailed, there were nuanced differences. Some focused on issues akin to ‘equality’, ‘access’,

‘opportunities’ and ‘sameness’. This point is articulated best by Caleb:

Inclusion relates to a sense of equality ensuring that children with SEND have the same access to sport

and an active lifestyle that mainstream able-bodied students would have. It is about having the same

opportunities to learn the same skills, but in a differentiated way.

Like Caleb, other teachers suggested that an inclusive PE lesson should involve adaptation and

differentiation:

An inclusive PE lesson is one that was differentiated for all levels of ability. It is a lesson that is

engaging, where activity levels were relatively high obviously taking into account differentiation and

the needs of the students and adapting to those needs. (Rachael)

In an inclusive lesson they’ve [pupils with SEND] probably got their own objectives, their own out-

comes, different to that of the class, but they are fully immersed. They’re making progress and they’re

enjoying their learning. (Terri)

While discussions about inclusive PE were mostly tied to activity modification, adaptation and

differentiation, other teachers talked about the importance of pupils with SEND ‘feeling’

included:

[Inclusion is] where every single person is involved. It’s about teamwork and not leaving anybody out.

So, whenever students are getting into small groups, bigger groups, etc. everyone must be looked after.

That, for me, is a huge part of inclusion, so not having somebody isolated or not getting picked. It’s

making everyone feel included; everyone feeling welcome. (Sarah)

Morley et al. 7



This point was extended by Paul, who connected the removal of pupils with SEND from PE

lessons to issues of access and feelings of inclusion:

You see some students go off on one to one, with a TA [Teaching Assistant], and how must that make

them feel? They can’t feel included. If those students had stayed in a whole class they’d be learning

how to communicate with other students, they’re learning how to interact with different students and

different opinions and different views. If they’re one to one with a TA, taken out of the PE lesson,

they’re not getting access to everything. (Paul)

The influence of type of SEND on inclusion in PE

Another key theme constructed during data analysis related to teacher perceptions on ‘type’ of

SEND as a challenge to inclusion in PE. Many suggested that pupils with social and emo-

tional needs were the most difficult to include, especially when they exhibited disruptive

behaviours:

The ones that are most challenging are the students with social problems, because a lot of what we do in

PE is about group work. The students that have social difficulties often fall out with each other, which

can be disruptive. (Chloe)

I personally find that the students with the social and emotional the most difficult, because they can’t

deal with losing games. For example, if they play a badminton match, or if we have an element of

competition, they will argue with the referee and say that they’re cheating. Those are the students that

need the most careful attention, and if there’s one of you and there’s 23 students, and maybe four or five

of them have got a few social difficulties, it can be quite challenging. (Diane)

For Caleb, the challenge related to difficulty in planning for and controlling some pupils. He

compared pupils with physical disabilities to those with attention deficit hyperactivity disorder

(ADHD) to illustrate:

Those with physical disabilities are the students that you can control before the lesson in that you can

plan for, whereas ADHD you are reactive and that’s the difficulty. You can never fully guarantee that

this lesson will happen the way that you planned it because of those specific needs whereas if you’re

looking at physical disability, you can certainly plan whatever you want and there is a very good chance

that that will happen because their behaviour would be fine. (Caleb)

Interestingly, Diane had a very different take on pupils with behavioural difficulties in PE:

We tend to find that the ones with behaviour problems absolutely love PE, because it’s not always

writing. They like the practical, the verbal feedback, the interaction. We have very few problems with

anybody that’s got behavioural or social needs. (Diane)

It is noteworthy that for a few of our teachers, pupils with physical disabilities posed the greatest

challenge to inclusion in PE:

8 European Physical Education Review XX(X)



The physical impairment is where we obviously have to tailor a little bit more and tweak, in terms

of differentiation, tweak the equipment that we use and the task that we set and that can be hard.

(Caleb)

If you had a student who needed a wheelchair it would be quite tough in a mainstream setting. You

would need to provide specialist support in terms of teaching assistants, you probably would not be

able to include them in your normal lesson. They would probably need to be given other opportu-

nities to do something with somebody else because you would struggle to have 20 students and then

them. (Lisa)

Inclusivity of curriculum activities

For the PE teachers in our study it was apparent that the curriculum activities that were taught

influenced, by degrees, the extent to which pupils with SEND were included in lessons. All of our

teachers, without exception, suggested that competitive activities and team games were most

challenging, although the reasons for this sometimes differed. John, for instance, suggested:

Football is harder to include I think because there is so much with [children with] SEND that you’ve

got to think about. You have got to be careful not to overload them cognitively, to give them too much

to think about, too much to perform.

For Terri, it was the notable differences in ability that made competitive team games the most

difficult to include some pupils with SEND:

We are a big rugby school. The level that the boys play at is very high and therefore that obviously

prompts a bit of an issue between the differences in ability. It’s hard to ensure that our SEND students

get something out of it.

Most of the challenges experienced by teachers in this respect were tied to difficulty in mod-

ifying, adapting and differentiating these types of activities:

I struggle to adapt team games. I had this student in a wheelchair, and I coned off one area of the pitch. I

put cones across and she’s in her wheelchair, she went up and down the side. But I didn’t really feel like

she found it competitive because she wasn’t being challenged. No one was marking her, and it was just

about passing it to her and passing it out. I think she enjoyed it, but I felt she wasn’t making much

progress. It was just more keeping her involved. (Chloe)

Conversely, many of the teachers identified individual activities, such as dance, gymnastics and

swimming, as being easier to include pupils with SEND. Again, reasons for this differed. For

example, Anya and Sarah talked about the importance of pupils being able to self-pace their own

movements:

Probably dance, gymnastics are easier just because they’re [pupils with SEND] managing their own

bodies aesthetically and therefore can probably join in at whatever level or whatever speed is best for

them and there’s no time pressure or pressure from other students. (Anya)

Swimming is a solo thing so they’re not relying on anybody else, they can just go and do their own . . . well,

not their own thing because you tell them what to do, but they’re not affected by anyone else. (Sarah)
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For others, paired, as well as individual, activities were easier to modify and adapt to suit the

needs and capabilities of pupils with SEND:

I like teaching badminton because you have different size rackets, so you can give them a tiny racket,

closer to their hand, easier for hand/eye coordination. I lower the nets, it makes it more accessible for

them, and things like that, so they can be more engaged. (Paul)

I’d say tennis can be easy to change to give them [pupils with SEND] structured sort of skills and

tailored success criteria. They can be paired with others of similar ability and can move at their own

rate. (Peter)

ITE and continued professional development

Many of our teachers had received some training on inclusion and SEND as part of their pro-

fessional socialisation. Some had experiences of a placement in a special school:

When I trained I did ‘schools direct’ . . . so I spent time in a special school. I was given the opportunities

which were extremely beneficial to me. I was given knowledge and experiences that other teachers

didn’t get. (Brad)

I was on a four-year QTS [qualified teacher status] course. We had quite a long placement at [Brough

Hill1], which is obviously a SEND school with children with some major kind of special needs and

disabilities . . . it wasn’t necessarily training as such but in terms of experience it was very useful. (Kate)

Other teachers had experienced specific modules dedicated to including pupils with SEND as

part of their undergraduate studies:

When I was at university, I did a module on SEND and PE, and I think it’s a module everybody should

do. But I think there should be further modules; because now kids with SEND are being integrated into

schools, teachers don’t receive much training. (Harriet)

We had loads of SEND training at university. A module. A lot of workshops, seminars and lectures

about teaching pupils with SEND and we did a lot of practical activities where we were put into the

situation and things like that. (Isla)

Despite studying a module relating to SEND and PE, Isla was sceptical about the usefulness of

the knowledge and skills developed for teaching in schools:

I don’t think the university brings into account as much about the behavioural, emotional and the social

needs of the children, which is what teachers really need. That is important in my school anyway. It was

more about physical and sensory.

This point was also suggested by Paul, who claimed:

I think we had a module at university. But, again, it was students in wheelchairs and doing wheelchair

sport, it wasn’t looking at students with autism, the real-life issues that are going on today. And,

students with Down Syndrome and Asperger’s. You’re thinking, we’ve only just scraped the top of

what’s going on in PE.
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Conversations centred on ITE developed into discussions about the continuing professional

development (CPD) of PE teachers. Some of our teachers had not experienced any CPD relating to

including pupils with SEND:

As a teacher, I have had zero training on SEND. I assume that’s because of a lack of funding. I’ve never

done any sort of training in that respect. Now that there’s no money, there’s no chance. (Sarah)

I wouldn’t say I had any official training relating to pupils with SEND . . . we’ve got a growing number

of students as well when it comes to the emotional and mental health. I don’t feel like we’ve had

specific training that would allow me to feel more confident in that area. (Rachael)

Other teachers had experienced some CPD relating to pupils with SEND. None of it, though,

focused on PE:

There is training on SEND but it is very general. It wasn’t very useful though because PE is so different.

In school they’re [pupils with SEND] going from classroom to classroom, for PE you will be going to a

sports hall with fuzzy lights, balls being bounced off walls, sound going everywhere, and they’re

[pupils with SEND] not used to that environment. If we do have training, it’s very reading and writing

things like that; it’s not PE based. (Paul)

We’ve had workshops from the learning support team, who just meet with us at the beginning of the

year and give us strategies. I wouldn’t say specific training relating to PE, but they go through a range

of methods that they think can help us throughout the year. (Isla)

Working with LSAs and SENCOs

The final theme constructed during data analysis related to the relationships between our PE

teachers, LSAs and SENCOs. Many teachers said that PE received limited support from LSAs, in

comparison to other subjects:

We’ve never had any PE lesson support really . . . . It’s interesting that SLT [senior leadership team] are

from a PE background as well and that just shows that academic subjects are a priority in this school.

(Thomas)

There are more TAs in classroom lessons than there are in PE and obviously you can argue that pupils

with SEND need more support in PE than in a classroom. I think they [senior managers] prioritise more

academic subjects like maths, English, science. If they can’t get the results from students, it’s going to

look bad on the school. (Trish)

Despite claiming that PE received limited LSA support, many teachers talked about the impor-

tant role that LSAs can, and sometimes do, play in PE:

Without the support of TAs, it would be tough to keep students on task and give them the support that

they need. TAs are crucial to PE, perhaps more than other subjects. (Eric)

I just learned how important TAs are if I’m honest in lessons generally not just in PE. Just how much a

student can progress because you have one-to-one assistance rather than one TA to deal with six or

seven students that have needs. (Trish)
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For many of our teachers, the usefulness of LSAs increased notably if they had knowledge and

experience of PE and/or sport and demonstrated enthusiasm during lessons:

If you are gonna have a TA in PE you need someone with enthusiasm for sport and who’s been around

sport, not necessarily training, you just need enthusiasm and a little bit of knowledge. (Eric)

Some TAs are better than others. You’ll get some TAs that love PE and they’ll come out and they’ll

really enjoy it and they will get massively engaged in the lesson and it has a knock-on effect. The

students love it. Other TAs don’t like PE and that’s noticeable. (Brad)

Discussion

Like those in Morley et al.’s (2005) study, most of our PE teachers appeared ideologically com-

mitted to including pupils with SEND in mainstream schools. This is significant given that

ideologies influence action, if given the expressive freedom to do so (Elias, 1978). Thus, those

teachers who believe and value inclusion are more likely to endeavour to develop inclusive

pedagogies (Vickerman and Maher, 2018). This ideologically framed perception was often chal-

lenged when teachers began to detail some of the barriers they faced in delivering to this frame of

reference. This type of dilemma has been reflected upon internationally, whereby language and

discourses used in policy might express the collective commitment of a country rather than the

country’s capacities to provide the desired educational experiences, in practice (Peters, 2007).

Some of our teachers did question the appropriateness of mainstream schools for pupils with

more complex learning needs. This perspective is perhaps unsurprising given that academics,

including Baroness Mary Warnock, whose report resulted in the mainstreaming of education (DES,

1978), have also added their voices to debates about whether some pupils would be better served in

special school settings (Maher and Fitzgerald, 2020). For our teachers, concerns about inclusion

were often tied to perceptions that it may have a negative impact on the (physical) learning and

development of other pupils, something that was reported by Morley et al. (2005). In a PE setting,

given the lack of research to allow us to conclude that this perception is evidence-based, we can

only assume that it is ideologically premised. What we do know from the limited and often dated

research available is that ‘inclusion’, if poorly facilitated by the teacher, can have a negative

impact on the time pupils with and without SEND are physically active during PE lessons (Lie-

berman et al., 2004). Like one of the teachers in our study intimated, though, research does suggest

that including children with SEND in lessons can improve attitudes towards inclusive education

among pupils and help to develop social and emotional skills (Kalambouka et al., 2007). There

may be a trade-off here for PE teachers in that inclusion may impact negatively on the development

of physical skills but enhance learning tied to social and affective domains. Therefore, different

pedagogical strategies will be needed depending on what is being learned and by whom.

Teachers in our study often equated inclusion to equality of access and opportunities. While this

perspective may seem progressive, given that it aligns with discourses underpinning national

policy (e.g. DfE/DoH, 2015), it is noteworthy that giving pupils equal access to a PE lesson does

not necessarily mean that inclusion is achieved. Indeed, this way of thinking and doing is tied to

individual ideologies of disabilities (Oliver, 2013), whereby pupils with SEND are expected to

assimilate into the established arrangements of PE, which were constructed by educators for pupils

without SEND. Often, PE like this does not cater for the needs and capabilities of pupils with

SEND (Maher, 2018). When it came to an inclusive PE lesson, our teachers emphasised the
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importance of activity modification, adaptation and differentiation. This did not come through in

the research conducted by Morley et al. (2005) and is significant in light of claims by Overton et al.

(2017) that adapting activities to levels of ability can facilitate authentic participation and learning

in the PE curriculum.

Whilst most discussions about inclusive practices related to environmental and social factors,

some of our teachers talked about the importance of pupils with SEND ‘feeling’ included. Again,

this did not come through interviews with PE teachers in Morley et al.’s (2005) study, but is

anchored in philosophical understandings of inclusion, which advocate pupils with SEND feeling a

sense of belonging and value within mainstream schools (Spencer-Cavaliere and Watkinson,

2010).

Another key theme constructed during data analysis related to teacher perceptions that pupils

who experience social and emotional difficulties were the most difficult to include in lessons. This

was particularly challenging when disruptive behaviours manifested, something that was also

reported by Morley et al. (2005) and broader international studies at that time (Hodge et al., 2004).

This ties to teacher concerns that inclusion may have a negative impact on other pupils in that

research suggests that learning and progress can be constrained if negative behaviours disrupt the

learning climate (Reyes et al., 2012). It could be argued, however, that this way of thinking aligns

with deficit ideologies of disability (Oliver, 2013), in that it casts the pupil and their SEND as the

problem. Some of the teachers said that pupils with physical disabilities were the easiest to include

because they could plan lessons that were tailored to needs, something that was difficult when

working with pupils with social and emotional difficulties because their behaviours were more

difficult to predict and control. Teachers being able to respond to the needs of the learner during

lessons is identified in the teachers’ standards (DfE, 2013) as best practice but something that our

teachers struggled to do. For some of our teachers, there was an acknowledgement that teaching

pupils with physical disabilities required more activity modifications and adaptations, but this

depended on the type of activity being taught.

Overwhelmingly, competitive team games as an activity area were identified as the most

challenging to include pupils with SEND in PE because of the notable differences in ‘ability’

between those with and without SEND. In this respect, it is noteworthy that our teachers often

equated ‘ability’ to normative notions of what the physical bodies of pupils should be able to do.

This normative perspective is tied to Shilling’s (2016) work on embodied capitals, wherein PE is

seen as a context in which normative hierarchies of ‘ability’ are legitimised and reproduced, which

often situates the embodied PE abilities of pupils with SEND as inferior (Fitzgerald and Hay,

2015). There was also concern again, among our teachers, that attempts to adapt team games would

impact negatively on those pupils not identified as having SEND. Here, it was individual and

paired activities that were deemed easier to modify because they could be tailored to the needs and

capabilities of the pupils without them having a negative impact on the ‘progress’ of other pupils. It

is interesting to note the absence of narrative related to the use of self-paced activities and, spe-

cifically, whether teachers were able to afford opportunities for pupils with SEND to self-pace

within activities that teachers perceived as more challenging for inclusion, such as games.

Unlike teachers in Morley et al.’s (2005) research, whose ITE did not entail the study of SEND

and inclusion, the teachers in our research reported that their ITE focussed, to varying extents, on

teaching pupils with SEND. A number had been placed in a special school, which they found

beneficial, something that had not been reported by Morley et al. (2005). This development is

perhaps promising given that special school placements have been found to improve empathy with

and attitudes towards (Maher and Morley, 2019), and competence and confidence when teaching
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(Maher et al., 2019), pupils with SEND. Interestingly, some of our teachers had experienced

bespoke modules during their undergraduate studies that centred on SEND and inclusion. Here,

occasionally, there did appear to be a disconnect between the focus of such modules and the

‘realities’ of working in mainstream schools in that teachers were struggling to include pupils with

social and emotional difficulties while the modules focused mostly on those with physical and

sensory disabilities. While it is encouraging to hear about SEND and inclusion seeping into

undergraduate curricula, we support the claims of Maher et al. (2019) who encourage us to

(re)consider the usefulness of undergraduate PE modules for aspiring inclusive educators.

Most of our teachers had received no professional development experiences relating to pupils

with SEND. The few who had received in-house ‘training’ that focused on SEND questioned its

appropriateness given that it was not PE-specific. Here, it seems that the concept of SEND is

contextual and situational in that a pupil may require support additional to their peers in a practical

PE lesson but not during a classroom-based subject, such as maths. Thus, many of the challenges in

including pupils with SEND are tied to the corporeality of the subject and the changing and

uncertain nature of learning environments, particularly when PE is taught outdoors, all of which

are unique to PE and will not be experienced by classroom-based teachers (Vickerman and Maher,

2018). Therefore, despite over 15 years elapsing, it appears that Morley et al.’s (2005) call for PE

teachers to receive contextualised professional development training and support has not been

realised.

Most of the teachers in our study suggested that they received limited LSA support, in com-

parison to other subjects. For our teachers, there was a clear and obvious hierarchy of subject

priority relating to LSA support, with English, maths and science dominating because of the

national standards agenda and league tables. This is perhaps unsurprising given that SENCOs and

LSAs have also identified this issue (Maher and Macbeth, 2013) and hierarchical subject imbal-

ances were also highlighted in the previous study (Morley et al., 2005). Despite the often-limited

support, many PE teachers acknowledged the value of LSAs, particularly those who had knowl-

edge of PE and/sport because they could take a more active role in PE. While some talked about the

importance of LSAs being PE trained, something that is rare but nonetheless useful to LSAs (Smith

and Thomas, 2006; Vickerman and Blundell, 2012), others were content to have an LSA that was

enthusiastic and willing to support the lesson.

Conclusion and recommendations

The aim of our research was to explore PE teachers’ perceptions of including pupils with SEND in

PE to understand differences and similarities to a study by Morley et al. (2005). Employing an

innovative methodological approach that revisits an original study, mirroring research design

processes whilst retaining philosophical alignment to the elicitation of teachers’ perceptions,

presented challenges to the research team not normally experienced within qualitative research.

These methodological challenges were not insurmountable and have provided a useful platform for

approaches to our understanding of the field for future research and practice within this and

broader areas of study.

Given our aim of exploring the differences found within the PE landscape to include children

with SEND in PE over a significant period of time, the stark reality is that very little has changed.

There remains a clear juxtaposition between teachers feeling compelled and ideologically moti-

vated to include pupils with SEND in PE and their actual ability to deliver the meaningful

experiences they so crave. It seems that whilst there have been evolving policies to support
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teachers, teachers still report feeling ill-equipped to effectively include pupils with SEND in PE.

Whilst the findings of this study are, in the main, as negative as they were in the original study,

there are some positive signs. Most notably, recent developments in ITE with the inclusion of

placement opportunities in special schools seem to be preparing students more effectively for

teaching pupils with SEND in PE. Support assistants, generally, seem more prepared than they did

in the original study and teachers believe that they offer a more positive contribution to lessons.

Looking to the future, our recommendations are two-fold: firstly, to re-emphasise the original

recommendations made by: Morley et al. (2005), that practice is changed by (a) providing con-

textually relevant opportunities for PE teacher CPD; (b) increasing teachers’ understanding of the

use of differentiation strategies to include children with SEND in PE; and (c) training LSAs to

specifically support children with SEND in PE. Secondly, given the limited impact that the

findings of the original study had on practice, we as researchers need to more effectively dis-

seminate research findings to key stakeholders, particularly those responsible for policy devel-

opment at a macro level, ITE and teachers’ CPD. Moving these stakeholders closer to the research,

through an integrated knowledge translation (IKT) (Gagliardi et al., 2016) design that inculcates

them into the establishment of the research question right through to the presentation of recom-

mendations, is a potential solution to this issue that has been successful in other domains (Keown

et al., 2008). Using IKT has the potential to increase the awareness of stakeholders as to the

underlying issues that affect teachers’ perceptions of including children with SEND in PE and

allowing them to search for supportive solutions in more creative ways.

Acknowledgement

We would like to thank the Youth Sport Trust for contributing to the funding of this research.

Declaration of conflicting interests

The authors have no conflicts of interest to declare.

Funding

The authors received no financial support for the research, authorship, and/or publication of this article.

ORCID iD

D Morley https://orcid.org/0000-0002-4389-8573

Note

1. Pseudonym.

References

Bryman A (2015) Social Research Methods. 5th ed. Oxford: Oxford University Press.

Croll P and Moses D (2003) Special educational needs across two decades: Survey evidence from English

primary schools. British Educational Research Journal 29(5): 731–747.

Department for Education (DfE) (2011) Teachers’ Standards. London: DfE.

Department for Education (DfE) (2013) National Curriculum in England: Framework for Key Stages 1 to 4.

London: DfE.

Department for Education (DfE)/Department of Health (DoH) (2015) Special EDUCATIONAL needs and

Disability Code of Practice: 0 to 25 Years. London: DfE/DoH.

Morley et al. 15

https://orcid.org/0000-0002-4389-8573
https://orcid.org/0000-0002-4389-8573
https://orcid.org/0000-0002-4389-8573


Department of Education and Science (DES) (1978) Special educational needs: A report of the committee of

enquiry into the education of handicapped children and young people (the Warnock report). London:

DES.

Elias N (1978) What is Sociology? New York: Columbia University Press.

Fitzgerald H and Hay P (2015) Ability and physical education. In: Hunter L, Smith W and Emerald E (eds)

Fields of Physical Culture: Encounters with and Beyond Pierre Bourdieu. London: Routledge.

Fitzgerald H and Stride A (2012) Stories about physical education from young people with disabilities.

International Journal of Disability, Development and Education 59(3): 283–229.

Gagliardi AR, Berta W, Kothari A, et al. (2016) Integrated knowledge translation (IKT) in health care: A

scoping review. Implementation Science 11(1): 38.

Google Scholar (2020) Citations related to ‘Inclusive physical education: Teachers’ views of including pupils

with special educational needs and/or disabilities in physical education’. Available at: https://scholar.google.

com/scholar?cites¼380849334381261636&as_sdt¼2005&sciodt¼0,5&hl¼en (accessed 20 June 2020).

Haycock D and Smith A (2011) Still ‘more of the same for the more able?’ Including young disabled people

and pupils with special educational needs in extra-curricular physical education. Sport, Education and

Society 16(4): 507–526.

Hodge S, Ammah J, Casebolt K, et al. (2004) High school general physical education teachers’ behaviors and

beliefs associated with inclusion. Sport, Education and Society 9(3): 395–419.

Kalambouka A, Farrell P, Dyson A, et al. (2007) The impact of placing pupils with special educational needs

in mainstream schools on the achievement of their peers. Educational Research 49(4): 365–382.

Kayess R and French P (2008) Out of darkness into light? Introducing the Convention on the Rights of

Persons with Disabilities. Human Rights Law Review 8(1):1–34.

Keown K, Van Eerd D and Irvin E (2008) Stakeholder engagement opportunities in systematic reviews:

Knowledge transfer for policy and practice. Journal of Continuing Education in the Health Professions

28(2): 67–72.

Korstjens I and Moser A (2018) Series: Practical guidance to qualitative research. Part 4: Trustworthiness and

publishing. European Journal of General Practice 24(1): 120–124.

Lieberman L, James A and Ludwa N (2004) The impact of inclusion in general physical education for all

students. Journal of Physical Education, Recreation & Dance 75(5): 37–41.

Maher AJ (2016) Special educational needs in mainstream secondary school physical education: Learning

support assistants have their say. Sport, Education and Society 21(2): 262–278.

Maher AJ (2018) “Disable them all”: SENCO and LSA conceptualisations of inclusion in physical education’.

Sport, Education and Society 23(2): 149–161.

Maher AJ and Fitzgerald H (2020) The culture of special schools: Perceptions of the nature, purpose and value

of physical education. Educational Review 1–15.

Maher AJ and Macbeth JL (2013) Physical education, resources and training: the perspective of special

educational needs coordinators working in secondary schools in North-West England. European Physical

Education Review 20(1): 90–103.

Maher AJ and Morley D (2019) The Self stepping into the shoes of the Other: Understanding and developing

self-perceptions of empathy among prospective physical education teachers through a special school

placement. European Physical Education Review.

Maher AJ, Morley D, Fimusanmi J, et al. (2019) University student experiences of a special school physical

education placement. European Physical Education Review 25(2): 474–490.

Morley D, Bailey R, Tan J, et al. (2005) Inclusive physical education: Teachers’ views of including pupils

with special educational needs and/or disabilities in physical education. European Physical Education

Review 11(1): 84–107.

Ofsted (2019) The education inspection framework. Available at: https://assets.publishing.service.gov.uk/

government/uploads/system/uploads/attachment_data/file/801429/Education_inspection_framework.pdf

(accessed 20 June 2020).

16 European Physical Education Review XX(X)

https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://scholar.google.com/scholar?cites=380849334381261636&as_sdt=2005&sciodt=0,5&hl=en
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/801429/Education_inspection_framework.pdf
https://assets.publishing.service.gov.uk/government/uploads/system/uploads/attachment_data/file/801429/Education_inspection_framework.pdf


O’Leary N, Longmore C and Medcalf R (2014) The influence of occupational socialisation upon a teacher’s

interpretation and delivery of teaching games for understanding to pupils experiencing social and emo-

tional behavioural difficulties. Support for Learning 29(1): 57–75.

O’Leary N, Longmore C and Medcalf R (2015) The influence of occupational socialization upon the teaching

of pupils experiencing social and emotional behavioural difficulties in physical education. Journal of

Research in Special Educational Needs 15(4): 247–256.

Oliver M (2013) The social model of disability: Thirty years on. Disability and Society 28(7): 1024–1026.

Overton H, Wrench A and Garrett R (2017) Pedagogies for inclusion of junior primary students with

disabilities in PE. Physical Education and Sport Pedagogy 22(4): 414–426.

Penney D and Harris J (2001) Extra-curricular physical education: More of the same for the more able? Sport,

Education and Society 2(1): 41–54.

Peters SJ (2007) ‘Education for all?’ A historical analysis of international inclusive education policy and

individuals with disabilities. Journal of Disability Policy Studies 18(2): 98–108.

Reyes M, Brackett M, Rivers S, et al. (2012) Classroom emotional climate, student engagement and academic

achievement. Journal of Educational Psychology 104(3): 700–712.

Robson C and McCartan K (2016) Real World Research: A Resource for Users of Social Research Methods in

Applied Settings. 4th ed. Chichester: Wiley.

Shilling C (2016) The rise of body studies and the embodiment of society: A review of the field. Horizons in

Humanities and Social Sciences 2(1): 1–14.

Smith A (2004) The inclusion of pupils with special educational needs in secondary school physical educa-

tion. Physical Education and Sport Pedagogy 9(1): 37–54.

Smith A and Thomas N (2006) Including pupils with special educational needs and disabilities in national

curriculum physical education: A brief review. European Journal of Special Needs Education 21(1):

69–83.

Smith B (2017) Generalizability in qualitative research: Misunderstandings, opportunities and recommenda-

tions for the sport and exercise sciences. Qualitative Research in Sport, Exercise and Health 10(1):

137–149.

Smith B and McGannon K (2018) Developing rigor in qualitative research: Problems and opportunities within

sport and exercise psychology. International Review of Sport and Exercise Psychology 11(1): 101–121.

Sparkes A and Smith B (2014) Qualitative Research Methods in Sport, Exercise and Health: From Process to

Product. Abingdon: Routledge.

Spencer-Cavaliere N and Watkinson EJ (2010) Inclusion understood from the perspectives of children with

disability. Adapted Physical Activity Quarterly 27(4): 275–293.

Strauss A and Corbin J (1998) Basics of Qualitative Research Techniques. Thousand Oaks, CA: SAGE

publications.

Thomson R and Holland J (2003) Hindsight, foresight and insight: The challenges of longitudinal qualitative

research. International Journal of Social Research Methodology 6(3): 233–244.

Tracy SJ (2010) Qualitative quality: Eight “big-tent” criteria for excellent qualitative research. Qualitative

Inquiry 16(10): 837–851.

United Nations (2006) Convention on the Rights of People with Disabilities. Available at: https://www.un.

org/development/desa/disabilities/resources/general-assembly/convention-on-the-rights-of-persons-with-

disabilities-ares61106.html (accessed 26 July 2020).

Vickerman P and Blundell M (2012) English learning support assistants’ experiences of including children

with special educational needs in physical education. European Journal of Special Needs Education 27(2):

143–156.

Vickerman P and Coates J (2009) Trainee and recently qualified physical education teachers’ perspectives on

including children with special educational needs. Physical Education and Sport Pedagogy 14(2):

137–153.

Vickerman P and Maher A (2018) Teaching Physical Education to Children with Special Educational Needs

and Disabilities. 2nd ed. London: Routledge.

Morley et al. 17

https://www.un.org/development/desa/disabilities/resources/general-assembly/convention-on-the-rights-of-persons-with-disabilities-ares61106.html
https://www.un.org/development/desa/disabilities/resources/general-assembly/convention-on-the-rights-of-persons-with-disabilities-ares61106.html
https://www.un.org/development/desa/disabilities/resources/general-assembly/convention-on-the-rights-of-persons-with-disabilities-ares61106.html


Author biographies

David Morley is Professor of Sport Coaching in the Discipline of Sport and Exercise Science at La Trobe

University, Melbourne, Australia.

Teresa Banks is a Lecturer in Physical Education and School Sport in the Department of Sport at Sheffield

Hallam University, Sheffield, UK.

Craig Haslingden is a Lecturer in Physical Education, Sport and Health in the Department of Sport at

Sheffield Hallam University, Sheffield, UK.

Benjamin Kirk is a Senior Lecturer in Physical Education in the Department of Sport at Sheffield Hallam

University, Sheffield, UK.

Samatha Parkinson is a PhD student in the School of Sport and Exercise Sciences at Liverpool John Moores

University, Liverpool, UK

Thomas Van Rossum is a Lecturer in Physical Education in the Carnegie School of Education at Leeds

Beckett University, Leeds, UK.

Imogen Morley is a final year Psychology Undergraduate student in the Department of Psychology at

Nottingham Trent University, Nottingham, UK.

Anthony Maher is a Reader in Physical Education and Children’s Physical Activity in the Department of

Sport and Physical Activity at Edge Hill University, Ormskirk, UK.

18 European Physical Education Review XX(X)



<<
  /ASCII85EncodePages false
  /AllowTransparency false
  /AutoPositionEPSFiles true
  /AutoRotatePages /None
  /Binding /Left
  /CalGrayProfile (Gray Gamma 2.2)
  /CalRGBProfile (sRGB IEC61966-2.1)
  /CalCMYKProfile (U.S. Web Coated \050SWOP\051 v2)
  /sRGBProfile (sRGB IEC61966-2.1)
  /CannotEmbedFontPolicy /Warning
  /CompatibilityLevel 1.4
  /CompressObjects /Off
  /CompressPages true
  /ConvertImagesToIndexed true
  /PassThroughJPEGImages false
  /CreateJobTicket false
  /DefaultRenderingIntent /Default
  /DetectBlends true
  /DetectCurves 0.1000
  /ColorConversionStrategy /LeaveColorUnchanged
  /DoThumbnails false
  /EmbedAllFonts true
  /EmbedOpenType false
  /ParseICCProfilesInComments true
  /EmbedJobOptions true
  /DSCReportingLevel 0
  /EmitDSCWarnings false
  /EndPage -1
  /ImageMemory 1048576
  /LockDistillerParams true
  /MaxSubsetPct 100
  /Optimize true
  /OPM 1
  /ParseDSCComments true
  /ParseDSCCommentsForDocInfo true
  /PreserveCopyPage true
  /PreserveDICMYKValues true
  /PreserveEPSInfo true
  /PreserveFlatness false
  /PreserveHalftoneInfo false
  /PreserveOPIComments false
  /PreserveOverprintSettings true
  /StartPage 1
  /SubsetFonts true
  /TransferFunctionInfo /Apply
  /UCRandBGInfo /Remove
  /UsePrologue false
  /ColorSettingsFile ()
  /AlwaysEmbed [ true
  ]
  /NeverEmbed [ true
  ]
  /AntiAliasColorImages false
  /CropColorImages false
  /ColorImageMinResolution 266
  /ColorImageMinResolutionPolicy /OK
  /DownsampleColorImages true
  /ColorImageDownsampleType /Average
  /ColorImageResolution 175
  /ColorImageDepth -1
  /ColorImageMinDownsampleDepth 1
  /ColorImageDownsampleThreshold 1.50286
  /EncodeColorImages true
  /ColorImageFilter /DCTEncode
  /AutoFilterColorImages true
  /ColorImageAutoFilterStrategy /JPEG
  /ColorACSImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /ColorImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000ColorACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000ColorImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasGrayImages false
  /CropGrayImages false
  /GrayImageMinResolution 266
  /GrayImageMinResolutionPolicy /OK
  /DownsampleGrayImages true
  /GrayImageDownsampleType /Average
  /GrayImageResolution 175
  /GrayImageDepth -1
  /GrayImageMinDownsampleDepth 2
  /GrayImageDownsampleThreshold 1.50286
  /EncodeGrayImages true
  /GrayImageFilter /DCTEncode
  /AutoFilterGrayImages true
  /GrayImageAutoFilterStrategy /JPEG
  /GrayACSImageDict <<
    /QFactor 0.40
    /HSamples [1 1 1 1] /VSamples [1 1 1 1]
  >>
  /GrayImageDict <<
    /QFactor 0.76
    /HSamples [2 1 1 2] /VSamples [2 1 1 2]
  >>
  /JPEG2000GrayACSImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /JPEG2000GrayImageDict <<
    /TileWidth 256
    /TileHeight 256
    /Quality 30
  >>
  /AntiAliasMonoImages false
  /CropMonoImages false
  /MonoImageMinResolution 900
  /MonoImageMinResolutionPolicy /OK
  /DownsampleMonoImages true
  /MonoImageDownsampleType /Average
  /MonoImageResolution 175
  /MonoImageDepth -1
  /MonoImageDownsampleThreshold 1.50286
  /EncodeMonoImages true
  /MonoImageFilter /CCITTFaxEncode
  /MonoImageDict <<
    /K -1
  >>
  /AllowPSXObjects false
  /CheckCompliance [
    /None
  ]
  /PDFX1aCheck false
  /PDFX3Check false
  /PDFXCompliantPDFOnly false
  /PDFXNoTrimBoxError true
  /PDFXTrimBoxToMediaBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXSetBleedBoxToMediaBox false
  /PDFXBleedBoxToTrimBoxOffset [
    0.00000
    0.00000
    0.00000
    0.00000
  ]
  /PDFXOutputIntentProfile (U.S. Web Coated \050SWOP\051 v2)
  /PDFXOutputConditionIdentifier (CGATS TR 001)
  /PDFXOutputCondition ()
  /PDFXRegistryName (http://www.color.org)
  /PDFXTrapped /Unknown

  /CreateJDFFile false
  /Description <<
    /ENU <>
  >>
  /Namespace [
    (Adobe)
    (Common)
    (1.0)
  ]
  /OtherNamespaces [
    <<
      /AsReaderSpreads false
      /CropImagesToFrames true
      /ErrorControl /WarnAndContinue
      /FlattenerIgnoreSpreadOverrides false
      /IncludeGuidesGrids false
      /IncludeNonPrinting false
      /IncludeSlug false
      /Namespace [
        (Adobe)
        (InDesign)
        (4.0)
      ]
      /OmitPlacedBitmaps false
      /OmitPlacedEPS false
      /OmitPlacedPDF false
      /SimulateOverprint /Legacy
    >>
    <<
      /AllowImageBreaks true
      /AllowTableBreaks true
      /ExpandPage false
      /HonorBaseURL true
      /HonorRolloverEffect false
      /IgnoreHTMLPageBreaks false
      /IncludeHeaderFooter false
      /MarginOffset [
        0
        0
        0
        0
      ]
      /MetadataAuthor ()
      /MetadataKeywords ()
      /MetadataSubject ()
      /MetadataTitle ()
      /MetricPageSize [
        0
        0
      ]
      /MetricUnit /inch
      /MobileCompatible 0
      /Namespace [
        (Adobe)
        (GoLive)
        (8.0)
      ]
      /OpenZoomToHTMLFontSize false
      /PageOrientation /Portrait
      /RemoveBackground false
      /ShrinkContent true
      /TreatColorsAs /MainMonitorColors
      /UseEmbeddedProfiles false
      /UseHTMLTitleAsMetadata true
    >>
    <<
      /AddBleedMarks false
      /AddColorBars false
      /AddCropMarks false
      /AddPageInfo false
      /AddRegMarks false
      /BleedOffset [
        9
        9
        9
        9
      ]
      /ConvertColors /ConvertToRGB
      /DestinationProfileName (sRGB IEC61966-2.1)
      /DestinationProfileSelector /UseName
      /Downsample16BitImages true
      /FlattenerPreset <<
        /ClipComplexRegions true
        /ConvertStrokesToOutlines false
        /ConvertTextToOutlines false
        /GradientResolution 300
        /LineArtTextResolution 1200
        /PresetName ([High Resolution])
        /PresetSelector /HighResolution
        /RasterVectorBalance 1
      >>
      /FormElements true
      /GenerateStructure false
      /IncludeBookmarks false
      /IncludeHyperlinks false
      /IncludeInteractive false
      /IncludeLayers false
      /IncludeProfiles true
      /MarksOffset 9
      /MarksWeight 0.125000
      /MultimediaHandling /UseObjectSettings
      /Namespace [
        (Adobe)
        (CreativeSuite)
        (2.0)
      ]
      /PDFXOutputIntentProfileSelector /DocumentCMYK
      /PageMarksFile /RomanDefault
      /PreserveEditing true
      /UntaggedCMYKHandling /UseDocumentProfile
      /UntaggedRGBHandling /UseDocumentProfile
      /UseDocumentBleed false
    >>
  ]
  /SyntheticBoldness 1.000000
>> setdistillerparams
<<
  /HWResolution [288 288]
  /PageSize [612.000 792.000]
>> setpagedevice


