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Summary
Background

Children with disabilities are at risk of social and pedagogical marginalisation and exclusion
in physical education (PE). Despite increased international research initiatives, our knowledge
of what supports inclusion in PE is still limited. In the Norwegian context, few studies have

explored inclusion of children with disabilities in PE.

Aim

Framed within a socioecological perspective, the overall aims of this dissertation were: a) to
identify the gaps in the extant knowledge base on inclusion of children with disabilities in PE
and b) to explore inclusion in PE as experienced by children with disabilities and parents in
Norway. The project distinguishes between physical, social and pedagogical dimensions of

inclusion in PE.

Method

The research project employed a parallel multimethod design, in which three
methodologically distinct studies resulted in five articles (Article I-V). Study | was a
systematic literature review aimed at compiling, organising, and analysing the body of
literature on inclusion of children with disabilities in PE from 2009 to 2015. Based on pre-
selected criteria and PRISMA guidelines for systematic literature reviews, the search yielded
535 articles of which 112 articles were finally included (Article I).

Study 11 was a hermeneutic phenomenological interview study aimed at exploring the
lived experience of inclusion in PE among children with disabilities and their parents. Based
on interviews with 15 children with disabilities and 26 parents, Article Il explored how the
children with disabilities and their parents experienced social and pedagogical inclusion in
various PE settings. The data in Article I11 was limited to the parental accounts and explored
how the parents experienced the PE-related home-school collaboration. In both articles,
thematic analysis was employed to capture the essence and the nuances of the participants’
experiences with inclusion in PE.

Study 111 was a cross sectional survey study aimed at exploring the associations
between the experiences of physical, social and pedagogical inclusion and intrapersonal,
interpersonal, and contextual factors among children with disabilities (Article IV) and their
parents (Article V). To better understand the mechanisms that support inclusion in PE, Article
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IV explored the associations between children’s experiences of social and pedagogical
inclusion, perceived motivational climate, physical inclusion and their motivational attributes.
The article employed tenets from achievement goal theory and self-determination theory. The
participants were 64 children with disabilities attending Norwegian general elementary
schools. The analytical approach used was fuzzy qualitative comparative analysis. Article V
explored the association between intrapersonal, interpersonal and contextual factors and
satisfaction with social and pedagogical inclusion among parents of children with disabilities
(N=72). The main analytical modelling approaches used were ordinary least square regression
(OLS) and quantile regression (QR).

Results and discussion

With the use of multiple methodological approaches, this dissertation provided insight into
the complexity of physical, social and pedagogical inclusion in PE as experienced by children
with disabilities and their parents. The review of literature in Study | indicated that despite
increased research contributions on inclusion of children with disabilities in PE, the
knowledge of how to promote inclusion in PE is still limited. Previous research has largely
concentrated on the PE educators’ perspectives and attitudes towards inclusion in PE among
teachers. Limited research exists on the experiences of children with disabilities and their
parents. Based on the gaps in knowledge identified in the Study I, the focus of Study Il and 11l
was narrowed down to inclusion in PE as experienced by children with disabilities and their
parents.

Study Il illuminated the complexity and nuances in the experiences of inclusion in PE
among children with disabilities and their parents. The analysis in Article Il generated four
themes: (a) physical inclusion in PE; (b) pedagogical inclusion and exclusion in PE; (c) social
inclusion and exclusion in PE and beyond; and (d) forced exclusion. The themes indicated the
situational complexity of and fluctuation in inclusion as experienced by children and parents,
as well as how the children navigated exclusive situations in PE. Children with disabilities are
still at risk of marginalisation in PE and several children do not receive the PE provision they
deserve.

The inquiry into the PE-related home-school collaboration as experienced by parents
generated five themes (Article 111): a) the lack of PE-related information in the home-school
collaboration; b) the parents’ experiences of how contradictory expectations between

themselves and the school personnel inhibited collaboration: c) the importance of perceived
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competence and continuous systematic communication; d) the parents’ involvement in
school-based activity; and e) the parents’ strategies of navigating the system to secure the
necessary educational adaptations. The findings show how lack of school routines that ensure
systematic PE-related collaboration limits parents’ ability to make informed decisions-making
in terms of their child’s education. The findings also provide insight into the parental labour
involved in securing quality education in PE for their children with disabilities.

Study 11 further illuminated the associations between the experiences of physical,
social and pedagogical inclusion and intrapersonal, interpersonal, and contextual factors
among children with disabilities and their parents. In Article IV, the analyses of contextual
conditions yielded two sufficient inclusion-supportive climates, namely a physically inclusive
and mastery oriented climate or a physical inclusive, autonomy supportive and low
performance-oriented climate. Thus, physical inclusion in general PE was not sufficient to
secure social and pedagogical inclusion and a mastery climate seems to be a particular robust
inclusion-supportive climate for children with different motivational profiles and abilities.
The configurations of motivational attributes within the inclusion-supportive contexts
indicated four sufficient pathways to social and pedagogical inclusion. The different paths
indicated that children with different levels of satisfaction of the needs for competence and
autonomy could feel both socially and pedagogically included as long as they were task
oriented, low on amotivation and experienced satisfaction of the need for relatedness.

The results from Article V indicated that the parents' satisfaction with social inclusion
in PE was associated with their attitudes towards inclusion in PE, perceived PE-related
information sharing and children’s type of disability and degree of physical inclusion. Parents'
satisfaction with pedagogical inclusion in PE was associated with their attitudes towards
inclusion in PE, PE-related information sharing, and children's degree of disability and
physical inclusion. Furthermore, the QR estimates indicated that the explanatory strength of
parental attitudes and children’s type of disability varied with the degree of parents’

satisfaction.
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Sammendrag

Bakgrunn

Barn med nedsatt funksjonsevne er i fare for sosial og pedagogisk marginalisering og
ekskludering i kroppsgving. Kunnskap om hva som stgtter inkludering i kroppsgving er
mangelfull til tross for gkt fokus pa inkludering innen internasjonal kroppsgvingsforskning. |
norsk sammenheng eksisterer det fortsatt lite kunnskap om inkludering av barn med nedsatt

funksjonsevne i kroppseving.

Hensikt

Innrammet i et sosialgkologisk perspektiv var de overordnede mélene for avhandlingen: a) &
identifisere hullene i den eksisterende kunnskapsbasen om inkludering av barn med nedsatt
funksjonsevne i kroppsgving og b) a undersgke inkludering i kroppsgving som erfart av barn
med nedsatt funksjonsevne og foreldrene deres. Prosjektet skiller mellom fysisk, sosial og

pedagogisk dimensjoner av inkludering i kroppsgvingsfaget.

Metode

Forskningsprosjektet benyttet en parallell multimetodisk design, hvorav tre metodologisk
forskjellige studier resulterte i fem artikler (Artikkel 1-V). Studie | var en systematisk
litteraturgjennomgang for & sammensette, organisere og analysere forskningslitteraturen pa
inkludering av barn med nedsatt funksjonsevne i kroppsgving publisert i tidsperioden 2009-
2015. Basert pa forhandsvalgte kriterier og PRISMA-retningslinjer for systematiske
litteraturstudier ble 535 artikler identifisert i sgkene, hvorav 112 artikler ble inkludert
(Artikkel ).

Studie Il var en hermeneutisk fenomenologisk intervjustudie som utforsket erfaringer
med inkludering i kroppsgving blant barn med nedsatt funksjonsevne og deres foreldre.
Basert pa intervjuer med 15 barn (ni gutter og seks jenter) og 26 foreldre (10 fedre og 16
mgdre), undersgkte Artikkel Il hvordan barna og foreldrene erfarte sosial og pedagogisk
inkludering i ulike kroppsgvingssettinger. Datamaterialet i Artikkel 111 utforsket foreldrenes
erfaringer med kroppsgvingsrelatert hjem-skolesamarbeidet. | begge artiklene ble tematisk
analyse benyttet for & belyse essensen og variasjonen i deltakernes erfaringer med inkludering
i kroppseving. Studie Il var en tverrsnittsspgrreundersgkelse som utforsket sammenhengen

mellom erfart fysisk, sosial og pedagogisk inkludering og individuelle, mellommenneskelige
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og kontekstuelle faktorer blant barn med nedsatt funksjonsevne (Artikkel 1V) og deres
foreldrene (Artikkel V). Med utgangspunkt i mélorienteringsteori og selvbestemmelsesteori
utforsket Artikkel 4 sammenhengen mellom barns erfaringer med sosial og pedagogisk
inkludering i kroppsgving, oppfattet motivasjonsklima, grad av fysisk inkludering, samt barns
motivasjon og behovstilfredstillelse (N= 64). Den analytiske tilneermingen som ble brukt var
fuzzy kvalitativ komparativ analyse. Artikkel V undersgkte sammenhengen mellom
foreldrenes (N=72) tilfredshet med sosial og pedagogisk inkludering i PE og individuelle,
mellommenneskelige og kontekstuelle faktorer. Modelleringsmetodene som ble benyttet var

lineeer regresjon og kvantil regresjon (QR).

Resultat and diskusjon

Ved & benytte en flermetodisk tilneerming belyste denne avhandlingen kompleksiteten i
fysisk, sosial og pedagogisk inkludering i kroppsgving som erfart av barn med nedsatt
funksjonsevne og deres foreldre. Studie | indikerte at til tross for gkt forskning pé inkludering
av barn med funksjonsnedsettelser i kroppsgving er kunnskapen om hvordan fremme et
inkluderende kroppsgvingsfag fortsatt begrenset. Tidligere forskning har konsentrert seg om
kroppsgvingslerernes perspektiver samt leereres holdninger til inkludering i kroppseving.
Begrenset forskning eksisterer pa opplevelser av barn med nedsatt funksjonsevne og deres
foreldre. Basert pa kunnskapsgapene identifisert i Studie I, ble fokuset i Studie 11 og I11
avgrenset til inkludering i kroppsgving som erfart av barn med nedsatt funksjonsevne og
deres foreldre.

Studie 1l belyste kompleksiteten og nyansene i erfaringene med inkludering i
kroppsgving blant barna og deres foreldre. Analysen i Artikkel Il genererte fire temaer: (a)
fysisk inkludering i kroppsgving; (b) pedagogisk inkludering og ekskludering i kroppsgving;
(c) sosial inkludering og ekskludering i og utenfor kroppsgvingstimene; og (d) tvungen
ekskludering. Temaene belyste kompleksiteten av og forandringer i inkludering som erfart av
barn og foreldre, samt hvordan barna navigerte ekskluderende situasjoner i
kroppsgvingstimene. Resultatene viste at barn med nedsatt funksjonsevne fortsatt er i fare for
marginalisering i kroppsgving og flere barn mottar ikke den kroppsgvingen de har rett pa.

Utforsking av foreldres erfaringer med kroppsgvingsrelatert hjem-skolesamarbeid
genererte fem temaer (Artikkel 111): a) manglende kroppsgvingsrelatert informasjon i hjem-
skolesamarbeidet; b) foreldrenes erfaringer med hvordan motstridende forventninger mellom
seg selv og skolen hemmet samarbeid; c) betydningen av oppfattet kompetanse og
kontinuerlig systematisk kommunikasjon; d) foreldrenes involvering i skolebaserte aktiviteter;
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og e) foreldrenes navigeringsstrategier for & sikre tilpasset opplaring. Funnene viser hvordan
mangel pa skolerutiner som sikrer systematisk kroppsgvingsrelatert hjem-skolesamarbeid
begrenser foreldrenes evne til & ta informerte beslutninger nar det gjelder deres barns
utdanning. Funnene belyser ogsa foreldres arbeid i & sikre kvalitet i kroppsgvingstilbudet
deres barn mottar.

Studie 111 belyste sammenhengen mellom erfart fysisk, sosial og pedagogisk
inkludering og individuelle, mellommenneskelige og kontekstuelle faktorer blant barn med
nedsatt funksjonsevne og deres foreldre. Analysene av kontekstuelle faktorer i Artikkel V1
indikerte to inkluderende kroppsgvingsklimaer: et fysisk inkluderende og mestringsorientert
leeringsklima, og et fysisk inkluderende, autonomistgttende og lavt prestasjonsorientert
leeringsklima. Funnene indikerer at fysisk inkludering kroppsgving ikke er tilstrekkelig for &
sikre sosial og pedagogisk inkludering og at et mestringsorientert leeringsklima ser ut til &
veere et robust inkluderende lzringsklima. Konfigurasjonene av barnas malorientering,
motivasjonsregulering og tilfredstillelse av de tre psykologiske behovene innen
leringsklimaene indikerte fire ulike veier til sosial og pedagogisk inkludering i kroppsgving.
Samlet indikerte veiene at barn med ulike grad av tilfredsstillelse av behovet for kompetanse
og autonomi kunne fale seg sosialt og pedagogisk inkludert sa lenge de erfarte tilfredstillelse
av behovet for tilhgrighet, var oppgaveorienterte samt skaret lavt pa amotivasjon.

Videre viste resultatene fra artikkel V at foreldrenes tilfredshet med sosial inkludering
i kroppsgving var assosiert med deres holdninger til inkludering i kroppsgving, oppfattet
kroppsgvingsrelatert informasjonsdeling, barnets type funksjonsnedsettelse og grad av fysisk
inkludering. Foreldre tilfredshet med pedagogisk inkludering i kroppseving var assosiert med
deres holdninger til inkludering, kroppsgvingsrelatert informasjonsdeling, og barns grad av
funksjonsnedsettelse og grad av fysisk inkludering. QR-estimatene demonstrerte at
forklaringsstyrken til foreldrenes holdninger og barns type funksjonsnedsettelse varierte med
graden av foreldres tilfredshet.
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Introduction Chapter 1

Chapter 1 | Introduction

Physical education (PE) is an important arena to support children’s physical-motoric and
social development (Bailey, 2005; Ommundsen, 2013). Yet, PE has been described as a
particularly challenging educational arena for children with disabilities. Research consistently
indicates that children with disabilities are at risk of social and pedagogical marginalisation
and exclusion in PE (Bredahl, 2013; Coates & Vickerman, 2008; Grue, 2001; Pan, Tsai, &
Hsieh, 2011; Qi & Wang, 2018; Svendby & Dowling, 2013). Children with disabilities are
also found to be less physical active than their peers without disabilities (Lobenius-Palmer,
Sjoqvist, Hurtig-Wennl6f, & Lundqqvist, 2018). Learning experiences in PE may be
particularly important considering the limitations of participation in leisure time physical
activities reported by children with disabilities and their parents (King, Petrenchik, Law, &
Hurley, 2009). The mandatory nature of PE stresses the importance of learning environments
that promote positive experiences and appreciation of the various abilities and interests
represented within the group of learners.

Inclusion of children with disabilities in PE has gained increased recognition in the
international research literature (Block & Obrusnikova, 2007; Qi & Ha, 2012). Despite these
research efforts, our knowledge of what supports inclusion in PE is still in its infancy. While
some research has explored inclusion in PE in Norway (e.g. Bredahl, 2013; Svendby, 2013),
research in the Norwegian context is still scarce. On this note, the overall aims of this
dissertation were to identify the gaps in the extant knowledge base on inclusion of children
with disabilities in PE and to explore inclusion in PE as experienced by children with
disabilities and their parents in Norway.

The research project was based on a parallel multimethod design (Morse, 2003) with
three distinct studies leading to five articles (Articles 1-V). To identify the gaps in the
literature, Study | was a systematic review of the research from 2009 to 2015 (Article I). The
review indicated that the perspectives of children with disabilities and their parents and the
question of what it takes to support inclusion in PE have received scant attention (Wilhelmsen
& Sgrensen, 2017). In particular, more knowledge is needed about how children with
disabilities experience their participation in PE and how it relates to their experiences with
social and pedagogical inclusion.

Furthermore, scant research has investigated parental experiences with their children’s
PE provision and their involvement in PE-related home-school collaboration (Svendby, 2017;

Wilhelmsen & Sgrensen, 2017). For many children, quality learning in PE relies on



Chapter 1 Introduction

collaboration between a group of professionals, the parents and the individual children
(Nilsen, 2017). The number of people involved may strain the way this collaboration is
coordinated and affect the weight given to the parents’ voice, making how parents experience
the collaboration a pertinent issue. Thus, to better understand the social and pedagogical
inclusion and exclusion mechanisms in PE, Study Il and 111 explored the experiences of
inclusion in PE of children with disabilities and their parents.

Study 11 was an inductive hermeneutic phenomenological interview study aimed at
exploring inclusion in PE as experienced by children with disabilities and their parents (Van
Manen, 1997, 2016). Based on this study, Article 11 explores the essential aspects of inclusion
in PE as experienced by children with disabilities and their parents, while Article 111 explores
parents’ experiences with the PE-related home-school collaboration.

Study I11 was a cross-sectional survey study aimed at investigating the associations
between intrapersonal, interpersonal and contextual factors and inclusion in PE. Article IV
explores the associations between psychosocial aspects of PE and children’s experiences with
inclusion, and Article V explores the associations between parents’ satisfaction with inclusion
in PE and the children’s and parents’ contextual, intrapersonal and interpersonal factors.

The research project is framed within a socio-ecological perspective (Bronfenbrenner,
1979; 2005). This frame allowed investigation of the associations between multilevel factors
and inclusion in PE using different methodological approaches. A socio-ecological
perspective also guided our understanding of inclusion and disability. The United Nations
Educational, Scientific and Cultural Organization (UNESCO, 2009) defined inclusion as the
‘process of addressing and responding to the diversity of needs of all children, youth and
adults through increasing participation in learning, culture and communities, and reducing and
eliminating exclusion within and from education’ (p. 8-9). UNESCO’s broad definition
emphasises the responsibility of educational systems to implement changes and modifications
of content, approaches, structures and strategies to accommodate all children. Inclusion can
be understood as both a process and an aim by which inclusion becomes ‘a never-ending
search to find better ways of responding to diversity’ (Ainscow, 2005, p. 118) with the goal to
achieving equity, social justice and opportunity for all. While inclusion in education relates to
all learners, the lessons learned from research on groups of children at greater risk of
marginalisation and exclusion can increase our knowledge of the inclusion processes in
education and how schools can better relate to diversity among children.

Inspired by Goodwin, Watkinson and Fitzpatrick (2003), inclusive PE is defined as

giving all children the opportunity to participate in regular PE with their peers while receiving
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the supplementary aid and support services needed to take full advantage of the curriculum
and the social, physical and academic benefits it aims to provide. Like previous studies, this
dissertation distinguishes between the different dimensions of inclusion, namely
organisational, physical, social and pedagogical inclusion (Dalen, 1994; Nes, Strgmstad, &
Skogen, 2004a; Nordahl & Sunnevag, 2013; Qvortrup, 2012; Sgrensen & Kahrs, 2006).

Organisational inclusion relates to how school structures, policies, cultures, leadership,
practices and collaboration among stakeholders facilitate inclusion at the institutional level.
Physical inclusion is the degree to which children with disabilities are physically present in a
general PE setting as opposed to receiving a segregated PE programme. Contemporary
research consistently acknowledges that inclusion is more than mere placement (Lundeby &
Ytterhus, 2011; Pijl, 2007; Wendelborg & Tassebro, 2011). However, considering that many
children with disabilities attending general education spend much time out of class (Tassebro,
Engan, & Ytterhus, 2006), a better understanding of how physical inclusion relates to feelings
of being socially and pedagogically included is important.

Social inclusion refers to the interaction between children and their peers, between
children and their teachers, and the experience of belonging to the group. The social
dimension is a key issue in inclusive education (Wendelborg & Tassebro, 2011) and is often
underlined by parents as an important criterion of educational quality (Pijl, 2007). The
importance of having friends, feeling supported and being a legitimate participant in physical
activities is also emphasised by children with disabilities themselves (Klavina & Block, 2008;
Seymour, Reid, & Bloom, 2009; Spencer-Cavaliere & Watkinson, 2010). Unfortunately,
children with disabilities are still at a greater risk of being socially excluded than their peers
without disabilities (Pijl, 2007; Qi & Wang, 2018; Wendelborg & Tassebro, 2011).

Pedagogical inclusion relates whether or not the way PE is organised appreciates the
diversity of abilities, cultures and backgrounds of children, as well as the degree to which the
content and learning strategies of PE promote children’s learning and engagement in the
activities (Nes et al., 2004a; 2004b). The four dimensions should not be interpreted as discrete
entities but as inter-reliant dimensions that may interact differently depending on
interpersonal, intrapersonal and contextual factors.

Research traditions have different preferences in their terminology and models of
understanding disability (Peers, Spencer-Cavaliere, & Eales, 2014). This dissertation uses
people-first terminology and a respectful language that does not define people by their

impairments. Based on a interactional approach to disability, disability is understood as ‘the
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outcome of the interaction between individual and the contextual factors — which include
impairment, personality, individual attitudes, environment, policy, and culture’ (Shakespeare,
2006. p. 58). This approach emphasises the multifaceted phenomenon of disability. In line
with an ecological perspective, disability is understood as a product of individual, social and
contextual conditions (Simplican, Leader, Kosciulek, & Leahy, 2015). The interactional
approach to disability was developed as a response to two competing models: the medical and
the social models of disability. Although a medical understanding of disability has contributed
considerably to our knowledge of physical activity among people with disabilities —
particularly in rehabilitation research — the model has been criticised for focusing on an
individuals’ physical or mental deficits instead of the extent to which society excludes people
with disabilities (Shakespeare, 2006). Furthermore, the social model of disability has been
powerful in advocating societal change and adaptations (Oliver, 1996). However, the
emphasis on social barriers and the downplaying of individual impairment have been
criticised for contextual essentialism, and the impairment/disability distinction restricts our
understanding of people’s everyday experiences (Shakespeare, 2006). It is not only the type
or degree of impairment or social barriers and oppression that dictate the experience of
disadvantage. The interactional approach recognises neglected aspects of disability, such as
personal attitudes, experiences of the body and motivation, as well as the interdependency
between the child and his/her environment (Shakespeare, 2006). This is pertinent because
people with similar disabilities in similar contexts may experience the same situation very
differently.

Chapter 2 presents the theoretical framework of the research project. Chapter 3
provides a brief introduction to the history of inclusive education and PE in Norway, reviews
previous research and identifies the knowledge gap on inclusion in PE. Chapter 4 presents the
overall aims of the project and the specific research questions guiding the three studies.
Chapter 5 describes the design of the research project and the methods used in the three
studies. Chapter 6 presents the main results of the five articles. In Chapter 7 the results are
merged and compared in a general discussion of the contributions of the three studies in
answer the overall research questions of the dissertation. Finally, the chapter discusses the
strengths and limitations of the research, addresses its practical implications, and ends with a

brief conclusion and suggestions for future research.
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Chapter 2 | Theoretical framework

The aim of this chapter is to describe the theoretical framework guiding the research project.
The research project was designed using an ecological framework. An ecological frame of
‘how it all connects’ support an interdisciplinary and integrated focus on the phenomenon of
inclusion in PE and disability and acknowledges the interdependency of intrapersonal,
interpersonal, and contextual conditions at different levels (Bronfenbrenner, 1979; 2005;
Shakespeare, 2006). The ecological framework also made it possible to incorporate
theoretical tenets (i.e. from achievement goal theory (AGT) and self-determination theory
(SDT)) employed in Study 111 to understanding how the psychosocial learning environment is

associated with children’s experiences of inclusion in PE.

An ecological framework of inclusion in physical education

Several ecological frameworks have been used in previous education and health research
(Bronfenbrenner, 1979; McLeroy, Bibeau, Steckler, & Glanz, 1988; Sallis, Bauman, & Pratt,
1998). This thesis used Bronfenbrenner’s (1979; 2005) ecological framework. In this
framework, human being are believed to be in constant states of reciprocity with the
environment, and behaviour is believed to influence and be influenced by multiple levels of
factors (Bronfenbrenner, 1979). The chosen framework allowed for consideration of
intrapersonal characteristics (i.e. psychological and physiological characteristics),
interpersonal relations, proximal and distal environmental factors as well as educational
policies at the macro level. This dissertation did not attempt test whether the hypotheses
purposed by the framework were empirically sound; rather the perspective functioned as a
frame to present the data and relations between different aspects of inclusion in PE explored
in the three studies.

In his initial work on the ecology of human development and in his later work on the
bioecological perspectives on human development, Bronfenbrenner distinguished between
micro-, meso-, exo-, macro- and chronosystems (Bronfenbrenner, 1979; 2005). In brief,
microsystems are systems in which a child participates in face-to-face interaction and can be
described as patterns of activities, roles and interpersonal experiences by the child in specific
settings. A child is a part of different microsystems (e.g. a football team, PE, and the family)
that directly influence the child.

The interrelations between two or more microsystems are referred to as mesosystems.

The term ‘mesosystem’ recognises that the children’s development in one microsystem does
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not occur in isolation but should be understood as a result of the interaction between the
different microsystems in which the child is involved. The mesosystem focused on in this
dissertation is the PE-related home-school collaboration, which relates to the communications
between home and school involving both formal and informal collaboration, such as formal
meetings and informal conversations between parents and teachers. Parents’ involvement in
education bridges two important developmental arenas for children, namely home and school
(Nokali, Bachman, & Votrubua-Drzal, 2010). Parental involvement refers to the parents’
interaction with the school personnel, school activities and their children at home (Hill &
Tyson, 2009). The strength of the linkage between home and school depends on both the
quality and the number of links between them. A multiple-linked mesosystem between home
and the PE setting, for example a three-person linkage of child-parent-PE teacher, is believed
to be more supportive for the child’s development than a solitary two-person link between the
child and the PE teacher. Parents are important advocates for children’s life in school and
beyond, and their involvement has proven to be particularly important for engagement in
school and leisure time activities by children with disabilities (Kermit, Tharaldsteen, Haugen,
& Wendelborg, 2014; Ytterhus, Wendelborg