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[bookmark: _Toc227529121]Narratives of English inclusive education (IE) present a broken, adversarial system that deviates from social justice (SJ) and espoused notions of educational equity, constructing a reality of exclusion, segregation, and spiralling financial and human costs. Teachers are often responsibilised for the failure of inclusion, and yet the voices of those who enact inclusion are lacking from research. This research sought to hear the narratives of practitioners in academised high schools to understand how inclusion and SJ are maintained, by sharing stories of the triumphs and tensions of delivering inclusion and SJ through a Community of Practice (CoP). Findings from this study reconceptualise inclusion as a relational, contested, contextually driven and negotiated process that is shaped and constrained by neoliberal education systems. Inclusion is grounded in key values of equity, advocacy, and rights, often provided at the individual child level. Competing systems frustrate and contradict inclusion and SJ endeavours, including accountability pressures, resource allocation and policy frameworks informed by neoliberal priorities. Practitioner narratives reveal resistance and conflict, often targeted at mesosystem and decision-makers rather than at the wider macrosystem policy. Exploration of the usefulness of engaging in a Community of Practice as a mechanism for collective coping, social learning and practice development is considered.
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[bookmark: _Toc233186589]1.1 Background 
“For children, the level of support they receive is too often determined by how hard their families fight, or how much their families can spend. It is clear that we must reset how we are equipping mainstream schools…. to enable all children to achieve and thrive in education” (DfE, 2026, p. 9)
The English education system of the mid-2020s is increasingly characterised in policy and research discourse as ‘broken,’ particularly in relation to its capacity to deliver equitable outcomes for children and young people (CYP) (DfE, 2026). Despite sustained policies that claim to pursue ‘inclusion’ in schools, educational structures continue to reproduce and, in some cases, intensify social inequality.
This thesis adopts a critical perspective on these developments, situating them within broader neoliberal reforms that have reshaped education since the 1980s. Such reforms, characterised by marketisation, performativity and the privileging of individual choice, have been argued to erode commitments to social justice (SJ), democratic accountability and inclusive practice (DfE & DoH, 2014; Done & Andrews, 2020; Hill & Kumar, 2009; Kerr & Ainscow, 2022). While policy rhetoric continues to promote inclusion, the enactment of these policies has, in practice, contributed to increasingly stratified, parentally-selected segregated educational experiences, particularly for those from disadvantaged and marginalised backgrounds (Allan, 2026; Done & Andrews, 2020).
The marketisation of education, where market-driven competition between schools is seen as a mechanism for higher standards and where autonomy is disguised through academisation, has led to CYP from the most disadvantaged backgrounds receiving the least benefit (Kerr & Ainscow, 2022). Evidence for inequitable education driven by neoliberal education policies points to the ever-increasing numbers of children placed in specialist provision (SP) and the rates of exclusion from school altogether (Black, 2022; Marsh et al., 2024; Potter, 2022). CYP from marginalised backgrounds are identified as being the most disadvantaged by such structural inequality, where they instead feel unwelcome and separate from school (King, 2026). This exposes a system of crippling costs for families, school practitioners, and the economy, reproducing systemic inequality (Allan, 2026). 
Simultaneously, the curriculum has become more homogenised over time, under the guise of British values, and has developed in ways that privilege whiteness over diversity, alienating and further disadvantaging those from diverse and disadvantaged backgrounds (Asare, 2022; DfE & Francis, 2025). Neoliberal education policies have promoted accountability cultures where teachers (and schools) are blamed for failed economic policies, positioning them as responsible for failed inclusion (Done & Andrews, 2020; Lakes & Carter, 2011). Policies offer an illusion of equity as meaningful engagement with such principles is obscured within a system that fundamentally contradicts. This results in principles of equity becoming undermined in systems structured by individualism, competition and inequality.  
This thesis seeks to move beyond policy and theoretical accounts of inclusion by spotlighting practitioners’ stories of their lived experiences of working within academised secondary schools. In doing so, it addresses a gap in previous scholarship, where the perspectives of those enacting inclusion and SJ in practices remain underexplored (Kuria & Kelly, 2023; PAC, 2025). Rather than assuming a shared or stable understanding of inclusion, this study examines how these concepts are constructed, negotiated and contested within practitioners’ narratives. It also explores whether creating structured spaces for dialogue, through a Community of Practice (CoP) can support the development of more socially just and inclusive practices. A further hope for this research is to understand whether creating opportunities to share stories is conducive to developing practice. A core aspect of the design of this research draws on my extensive personal experience working in schools across different roles, which is why I also position myself as a participant. 
[bookmark: _Toc233186590]1.2 My interest in the study
My professional background as a former teacher, SENDCO, Local Authority (LA) practitioner and Trainee Educational Psychologist (TEP), has significantly shaped the orientation of this research. Through these roles, I have experienced firsthand the tensions between policy, practice and provision, particularly within systems that appear to prioritise procedural compliance over equitable outcomes. Although such approaches can be framed as a SJ effort to redress and compensate for educational inequality (Fox, 2015) I have come to see how my role has become embedded in a system that sustains inequality. 
These experiences have informed my critical stance towards the current education system, which I perceive as increasingly shaped by marketisation and the commodification of inclusion targeted at individual CYP (Allan, 2026). However, I also recognise that my positioning may influence how I interpret participants’ accounts, particularly in privileging narratives of resistance, relational practice and systemic critique. This study, therefore, adopts a reflexive approach, acknowledging that the findings are co-constructed through the interaction between my own experiences and those of participants (Finlay & Gough, 2003).
[bookmark: _Toc233186591]1.3 Definition of terms
The term ‘practitioner’ has been used to describe participants in this study. It was selected due to the slight variance in roles that individuals within the CoP held. This term was chosen above others, such as professional, which I felt held connotations of power and privilege and may become confused with other roles mentioned within practitioner stories. ‘Practitioner’ was selected as it encompassed those involved in the practice of enacting inclusion within school contexts (Gregson, 2020). Although I considered the term ‘educator,’ participant more adequately reflected those involved in the research. 
The concepts of inclusion and SJ are both contested and lack universally agreed-upon definitions (Artiles et al., 2006). For the purposes of this thesis, inclusion follows internationally agreed definitions such as UNESCO ‘…quality education for all while respecting diversity and different needs and abilities… and eliminating all forms of discrimination’ (UNESCO, 2019, p. 4). Fundamentally, achieving educational equity has implications for SJ. Past authors have conceptualised SJ as requiring affirmative action, resistance, and acknowledgement of the psychological effects of inequality to redress power imbalances that alleviate harm (Walster & Walster, 1975). Thus, SJ is conceptualised as both a moral and practical commitment to addressing inequity, requiring not only recognition of disadvantage but active efforts to redistribute power and opportunity at an individual and systems level (Fox, 2015; Graybill et al., 2018). Within this study, inclusion and SJ are treated as inherently interconnected, with inclusion functioning as a key mechanism through which SJ and equity may be enacted in educational contexts.
Neoliberalism is a term used to describe the current dominant ideology that has impacted policymaking since the 1980s (Thorsen, 2010; Wyile, 2013). It is premised on promotion of free-market economic theories where markets are most effective when they are deregulated and thus promotes advancements of policies that favour privatisation and competition, such as the academisation agenda in England, a reduction in the role of the state and a drive towards individualism, which critics argue intensifies social and economic inequality (Kerr & Ainscow, 2022; Lakes & Carter, 2011; Wyile, 2013). The creation of more individualistic, competitive approaches between schools is cited as a barrier to collaborative practice, which may help reduce educational inequality (Kerr & Ainscow, 2022). Kerr and Ainscow (2022) also highlight the increasing attainment gap at both primary and secondary levels between those from the most and least disadvantaged backgrounds, along with reported practices of unfair academy admissions processes which exclude CYP from the poorest backgrounds, as further examples of how marketisation has obscured SJ inclusion goals.
Marginalisation is a term that is used throughout this thesis, and is a term that lacks consensus (Messiou, 2012). In the context of this thesis, I refer to those from marginalised backgrounds who are disadvantaged by the current education system. Marginalisation describes a position where an individual does not experience belonging, in this instance, to education (Mowat, 2015).  
[bookmark: _Toc233186592]1.4 Context
Neoliberal education policies and practices are reflected in curriculum content that has become homogenised, satisfying accountability measures such as school league tables and exam results, individualised, based on how consumers of education benefit from it, and moves away from the notion of education as a collective, social benefit (Kerr & Ainscow, 2022; Potter, 2022). Accountability measures serve to displace equity within education and create a system that is distanced from SJ goals (Edgington, 2016). The most recent review of the National Curriculum (NC) for England has found that insufficient SJ goals, together with a lack of representation and diversity, create an alienating and inequitable system (DfE & Francis, 2025). Thus, highlighting systemic tensions between equity-driven educational aims and the performative demands of accountability systems (Potter, 2022).
Education exists within stratified, interconnected systems which impact schools, communities and ultimately individual CYP.  Ecosystemic theory recognises that CYP exist within a series of nested structures defined as micro, meso, macro, and exo systems within an overarching chronosystem of changes over time (Bronfenbrenner, 1976). Proximal meso and macro systems are interconnected and shape the individual at a microsystem level (Fearnley, 2022). Ecosystemic models are helpful for understanding the interrelated nature of systems on CYP in the context of education (Anderson et al., 2014). However, it fails to consider the impact of power and agency individuals have in shaping the person-context dynamic (Houston, 2017). Thus, this thesis considers both neoliberalism and ecosystemic theories as overarching frameworks that underpin this research. 
[bookmark: _Toc233186593]1.5 Aims of this study
The aim of my study is to create conditions where practitioners can develop shared understanding and practice, and address concerns raised by a cross-party parliamentary committee that there are insufficient opportunities for such approaches within education (PAC, 2025). I also hope to understand the conditions that enable schools to enact and maintain inclusive and SJ practices (IIP, 2025). Studies that have drawn on research in deprived areas of England over a 15-year period highlight the benefits of collaboration between practitioners from different schools in developing capacity for ‘collective action, not just individual accountability’ (Kerr & Ainscow, 2022, p. 11). I seek to understand whether social learning through a CoP approach influences practice. 
My research questions are as follows
· How are inclusion and SJ constructed and understood by secondary school staff?
· What supports educators in secondary schools to enact effective SJ and inclusive practices?
· How does social participation in a CoP support educators in implementing SJ and inclusive practice in schools?
[bookmark: _Toc233186594]1.6 Importance of the study to the field of Educational Psychology
Educational Psychologists (EPs) are uniquely positioned professionally to support inclusion through their work in the systems that enact policy (e.g., EHC process at a LA level, First-Tier Tribunal support, work with schools) whilst working with individual CYP (Atfield et al., 2023; Stanbridge, 2024). Furthermore, EPs sit outside of the immediate school mesosystem and are therefore well-placed to champion inclusion and SJ (Shriberg et al., 2011). EPs' training and understanding of cultural humility facilitate holding multiple perspectives in mind simultaneously, whilst creating momentum for change at the individual and system-wide levels (Fisher, 2020). Ethical practice guidelines state that EPs should assume a SJ perspective and seek to promote educational equity and fairness (BPS, 2018). Thus, seeking solutions to the problem of inclusion and supporting schools in engaging SJ approaches that promote greater equity within education are integral to the role of an EP (Stanbridge, 2024).
Authors have highlighted how the current system constrains EPs as time is unevenly directed to the EHC process, preventing EPs from engaging in work that may deliver systemic change within schools and wider systems that may impact on school inclusion (Atfield et al., 2023; Stanbridge, 2024). Recent doctoral research on SJ and equity in education highlights how the unique training of EPs fosters the values and commitment needed to enact SJ approaches (Kuria & Kelly, 2023; Schulze et al., 2019). Although EPs recognise social injustices, enacting SJ approaches in practice and challenging systemic inequality are often more problematic for EPs, and within the profession, there is a need to devote further attention to such matters (Fox, 2015; Fox et al., 2023). Recent literature directly calls for EPs to engage with schools and practitioners to raise awareness of SJ matters and support these organisations in developing their practice in this area (Kuria & Kelly, 2023).  The SEND White Paper suggests that EPs are an under-utilised resource for delivering support to wider systems, and may be part of the solution to create greater inclusion, as they are capable of supporting schools more systemically (DfE, 2026). This study contributes to ongoing debates within Educational Psychology regarding the profession’s role in addressing systemic inequality, particularly in moving beyond individual assessment towards broader systemic engagement.
[bookmark: _Toc233186595]1.7 Structure of this thesis
This thesis is structured into three main parts. The first part consists of a literature review exploring the historical context of inclusion before critically examining how existing research has contextualised inclusion and SJ in schools. The second part describes the methodological decisions that have led to the design of this thesis. Finally, the findings, discussion, conclusions and implications for future research are considered. 
The thesis commences with an overview of educational reform, starting in the 1970s, with a move towards a more integrated education system for CYP with SEND (Warnock, 1978) and how this has evolved into the contemporaneous system. I then undertake a critical literature review that examines how teachers are positioned and held responsible for delivering inclusion and SJ. The literature on CoP approaches as models for research and for exploring school-related problems is then reviewed.
I argue that inclusion cannot be understood as a fixed or universally applied concept, but rather as a relational and contested process shaped by the interaction between practitioner values, institutional structures and broader socio-political forces. By foregrounding practitioner narratives, this thesis seeks to illuminate the tensions between policy rhetoric and lived experience, and to explore how socially just practices are enacted, resisted and negotiated within contemporary school contexts.


[bookmark: _Toc233186596]Chapter 2: Literature Review
[bookmark: _Toc233186597]2:1 Introduction
This Chapter critically examines how inclusion and SJ are positioned within contemporary research and policy. This review is organised into three parts and critically examines how inclusion and SJ are constructed, enacted and constrained within contemporary educational research and policy. It starts by tracing the evolution of inclusion historically from welfare and rights-based discourses to the current policy landscape, before interrogating the tensions created by competing agendas, including accountability, marketisation and national identity frameworks. Drawing on ecological systems theory and neoliberal critiques, this chapter explores how these tensions operate across macro, meso, and micro levels, shaping both policy and practice (Artiles, 2020). At the time of writing, this landscape is shifting with further proposed reforms that examine the harms of the extant system while retaining, and extending, many of the structural features that have been implicated in producing inequality (DfE, 2026); inclusive education (IE) has become synonymous with educational placement and resource distribution in which CYP are commodified (Krischler, 2019). 
A central argument throughout this chapter is that inclusion is not a stable or universally understood construct, but a contested and negotiated process. This is reflected in the positioning of teachers, who are simultaneously framed as agents of inclusion and held responsible for its failure, despite operating in systems that constrain their autonomy and capacity (Done & Andrews, 2020). While inclusion and SJ are extensively debated at policy and theoretical levels, comparatively little qualitative research explores how practitioners understand and negotiate these ideas in everyday school contexts (Kuria & Kelly, 2023; Schulze et al., 2019). 
In response to this gap, the final section reviews the existing literature on Communities of Practice (CoP) in education and considers CoP as a potential relational and collaborative mechanism for bridging the gap between theory and practice. In doing so, this chapter establishes the conceptual, theoretical and methodological foundations for this study (explored in Chapter 3), which seeks to explore how inclusion and SJ are constructed through practitioners’ narratives within a CoP. 
[bookmark: _Toc233186598]2:2 Historical Context of Inclusion
Studies of IE in England consistently cite the Warnock Report (1978) as laying the foundation for an education system predicated on equality of opportunity for all children (Lamb, 2019; Lindsay et al., 2020). Others argue that origins of inclusion emerged with welfare reforms in the early 1900s and gained momentum during the civil rights movement in the 1960s (Hodkinson, 2010). Education in the early half of the 20th century was characterised by segregationist approaches in which certain CYP were identified, often through medicalised discourses, deemed ineducable, and placed in specialist provision (SP) (Lindsay et al., 2020). Concepts such as ‘special educational needs’ (SEN) were introduced and became part of the educational lexicon, creating a disjuncture from medicalised discourse and were initially seen as less pathologising in tone (Warnock, 1978). The legal definition of SEN was set out in the 1981 Education Act, although there have been several iterations of the Act, it continues to reflect how CYP are defined presently (DfE, 2014). This Act also introduced a tiered system of assessments, including the Statementing process, positioning Local Authorities (LAs) as responsible for all CYP, including those with SEN, with EPs instrumental in this assessment process (Lindsay et al., 2020). 
The Salamanca Conference in 1994 further established an international rights-based approach to educational inclusion, understanding that CYP with SEN were disadvantaged by the curriculum (Ainscow & César, 2006; Ainscow et al., 2013). This established a theoretical international framework for all marginalised learners, including those with disabilities (Artiles, 2020). Although Salamanca broadened the moral and political case for inclusion, its implementation within national systems narrowed inclusion to questions of disability provision, thereby limiting its wider SJ potential (Ainscow et al., 2019; Artiles, 2020). Whilst successive Governments have rhetorically asserted commitment to inclusive education, curricular developments, accountability cultures and policies such as marketisation of education through the academy system undermine inclusive education endeavours (Hodkinson, 2010).
Neoliberal policies emerged in the 1980s and were extended by successive governments, which continue to dominate policy and increasingly apply them to education. The introduction of the National Curriculum (NC) via the 1988 Education Reform Act brought national testing, intended to aid parental choice in school selection and to raise educational standards by increasing competition (Black et al., 2019). New Labour extended this approach through the development of academisation, which targeted failing schools by removing them from LA control (Black et al., 2019). Such policies have benefitted those from deprived and marginalised backgrounds least, and have seen widening social-class disparity, creating a system of vast regional disparity in educational outcomes as those CYP born into areas of the most deprivation are least likely to achieve, and where academy admission privileges has been cited as creating policies that favour CYP from more affluent backgrounds (Kerr & Ainscow, 2022; Lakes & Carter, 2011). 
The politics of austerity introduced by the coalition Government following the global financial crash in 2008 increased the academy agenda, further extending neoliberal approaches to education, decreasing emphasis on education as a collective good (Done & Andrews, 2020). This has coincided with a monumental explosion in requests for statutory assessment, leading to increased educational segregation through placement in specialist provision (SP) and alternative provision (AP) (Allan, 2026; de Bruin, 2024; Lamb, 2019). School practitioners are responsiblised for inclusion, and are expected to use their ‘best endeavours’ and fulfil inclusion goals (DfE & DoH, 2014). Espoused goals of the current system position parents and CYP’s voices centrally and provide greater participation and a less adversarial system (Boddison & Soan, 2022). Instead, in reality, it has perpetuated a system of inequitable resource distribution, allowing further epistemological oppression within the system, where power imbalances fail to distribute resources equitably (Sewell, 2016). Further examples of this can be seen in First-Tier Tribunal data, where families from the most disadvantaged areas are identified as underrepresented in the data, indicating that the system becomes a route for redress for those from more affluent areas who may also have greater access to knowledge of how to access such systems (Marsh, 2022). 
Simultaneously, education has become an increasingly marketised system; ending the ‘bias to inclusion’ through increasing parental autonomy via the EHC system saw parentally selected segregation pursued over mainstream inclusion, resulting in an expensive system that disadvantages CYP and their families who are positioned to fight for their child (Allan, 2026; Runswick-Cole, 2011). Positioning parents as consumers coincided with increased demand for expensive SP places and legal challenges, leading to further financial strain on LAs (Dewes, 2025). Deficient funding over time has created conditions in which LAs are ill-equipped to adequately facilitate inclusion, and school leaders feel they lack resources and capacity to provide inclusive spaces (MIME, 2024).  SEND spending has increased exponentially over the past decade, and with it, increased the spending costs of placing CYP in SP (Farquaharson et al., 2025). Government responses to this were seen in the use of LA safety valve funding agreements introduced in many LAs in what Dewes (2025) defines as a neoliberal cycle where a crisis created by marketised systems of SEND reforms leads to neoliberal responses, such as increased surveillance, increased control focused on cost-cutting, rather than addressing the needs of CYP. 
The current legislative system although designed with the potential for equity and SJ endeavours has created a system of segregation and reinforced educational inequality (Allan, 2026; Fox, 2015). Repeatedly, CYP are excluded from schools at a higher rate when considering contexts such as deprived socio-economic backgrounds, CYP identified with SEND, ethnicity and cared-for status highlighting a system of entrenched inequality and absence of social inclusivity (Black, 2022; DfE & Francis, 2025). The current SEND reforms signal change in reasserting an expectation of mainstream educational inclusion (DfE, 2026). This coincides with expectations for all schools to join MATs, thus continuing neoliberal policy trajectories (DfE, 2026). Whilst acknowledging flaws in the current system that contribute to educational inequality, the fundamental structures and cultures that have been attributed to such inequality remain unchanged and unchallenged (DfE & Francis, 2025). There are encouraging signs of commitment to inclusion and SJ within macrosystem political reforms, but it remains to be seen whether the current proposed reforms will sufficiently change policy and practice to deliver the systemic change the literature suggests will redress harm and drive societal transformation (Allan, 2026; Artiles et al., 2021). Educational inclusion developments illustrate a shift from inclusion as a SJ endeavour to inclusion as an administratively managed process, increasingly shaped by policy and resource allocation as opposed to educational equity. 
[bookmark: _Toc233186599]2:3 Inclusive Education; a Contested Concept Within a System of Competing Agendas
The concept of inclusion lacks reification and shared understanding (PAC, 2025). Instead, it can be understood differently at an individual level (Booth et al., 2002). In the literature, there is limited consensus on conceptual meaning (Göransson & Nilholm, 2014). From a review of 105 relevant international papers on the topic, Göransson and Nilholm (2014) identified four hierarchical conceptions of inclusion, with limited demonstrable evidence that schools can implement or achieve an optimal community-based approach (Artiles et al., 2006; Booth et al., 2002). A recurring problem in the literature is the conflation of inclusion with physical placement (Graham et al., 2020; Krischler, 2019). This obscures the more difficult question of whether schools meaningfully foster belonging, participation and shared power (Cullinane, 2020; Gillett-Swan et al., 2024; Rose & Shevlin, 2017). A system of inclusion as integration creates one in which the language used stigmatises and problematises those within it, failing to create a system based on active participation and equitable engagement (Artiles et al., 2006; Done & Andrews, 2020; Graham, 2024; Runswick-Cole, 2008). The lack of consistency in defining inclusion and the weakness of empirical evaluation create a system in which enacting and delivering inclusion are problematic. This is confounded by competing systems that impede and contradict aspirational notions of community-driven SJ inclusion. This contestation is not merely semantic, but ideological, reflecting tensions between inclusion as a project of social transformation and inclusion as an administrative, placement-driven process (Ragusis, 2026). Reflecting Ragusis (2026) central argument of the need to consider ontology and social positioning theory critically, for IE to achieve emancipatory and transformative change, there is a need to instead actively dismantle barriers, such as neoliberal policy that obscures flourishing, and promote ‘eudaimonic bubbles’ predicated on care, relationships and equality (Ragusis, 2026).
The NC emerged under the belief that educational standards would rise and, with this, bring greater economic prosperity (Whetton, 2009). It also increased high-stakes testing, providing a means to compare data, rank performance, and hold schools accountable (Whetton, 2009; Winter, 2019). Datafication has been described as the mechanism through which standardisation, categorisation and comparisons can be made, which then become attributed to efficiency, productivity and ultimately control (Winter, 2019). Punitive measures are also then applied to schools that are deemed by surveillance measures to be failing (Kerr & Ainscow, 2022). Based on Winter’s (2019) Levianian perspective, technical accountability obscures teachers’ relational and ethical responses to CYP, which obscures the delivery of more SJ educational curricula. Streamlining of education through NC and standardised testing has produced a system in which scores lead to judgements about teachers and schools, and has created a homogenised school experience for CYP, with exploration of SJ and diversity of experience decreasing.   
Divergence in the curriculum from exploring SJ, along with policy expectations on schools to adhere to ‘British-Values,’ is cited as a further aspect of policy that has had an adverse effect on creating greater educational equity (Asare, 2022; Crawford, 2017). Teaching of British-Values mandated in the Prevent-Duty outlined in the Counter-Terrorism and Security Act, 2015, created an illusion of democracy as universal agreement rather than an active process which advances through debate and dissent (Wolton, 2017). Busher and colleagues (2019) in a review of 27 empirical studies between 2015 and 2019, found that teachers associated the Prevent-Duty with Muslim extremism, linking the policy to Muslim students, resulting in inappropriate and potentially damaging referrals for CYP and argue that such policies obscure open dialogue amongst CYP and teachers, increasing surveillance and othering of pupils (Busher et al., 2019). This finding is replicated in subsequent studies (Essex et al., 2021). A study of student science teachers' understanding of inclusion during their training, using focus groups, written assignments, and interviews, found that the policy promoted othering of CYP from multicultural backgrounds and adversely affected multicultural inclusion (Essex et al., 2021). Such policies require schools to engage in surveillance of CYP and reduced emphasis on SJ approaches, which further isolate CYP from marginalised backgrounds and create educational cultures that are built on white-British societal norms as opposed to reflecting the diverse reality of British society (Crawford, 2017; Farrell, 2023; Taylor & Soni, 2017). A qualitative study based on 39 interviews representing schools, colleges, police and LA found that referrals to investigate possible radicalisation concluded that discrimination, particularly against Muslim CYP, was prevalent, with most referrals leading to no further action, indicating that they may be unnecessary  (Lakhani, 2020). Teachers can be reluctant to engage in conversations that may give rise to radicalism, where opinions can be debated and critiqued, and thus avoid such topics (Taylor & Soni, 2017). Collectively, this research shows that teacher bias against marginalised CYP leads to increased surveillance, referrals and othering of children in schools.  International movements such as Black-lives matter movements have created some attempts to address anti-racist content, these have been short-lived and performative rather than creating spaces for meaningful engagement and collaboration (Walker et al., 2023). 
A review of anti-racist practice across the UK highlighted its absence from English research (Cushing & Govender, 2024). Education research and practice are intrinsically linked, and the limited research in this area has led to less focus on and consideration of anti-racist practice in schools. This sits amidst policy that encourages a dominant, heterogeneous perception of society and culture, permeating social policy and marginalising CYP in schools. Parallels between the absence of diversification in the NC and its impact on inclusion and belonging within education, with poorer outcomes and exclusions for CYP from marginalised backgrounds, have been highlighted in curriculum reviews (DfE & Francis, 2025). Lack of diversity within the teaching profession perhaps amplifies the problem, as there can be a reticence to deliver SJ within the curriculum in contexts where there is an absence of understanding of the lived experience of racism, leading to maintenance of the status quo and in some instances perpetuating harmful, deficit perceptions of CYP based on their faith (Busher et al., 2019; Cushing & Govender, 2024).  Collectively, these policies illustrate how SJ is not just absent from policy, but reconfigured in ways that prioritise responsibilisation, surveillance, conformity and national identity over equity, critique and belonging. 
An extreme example of the impact of absence in anti-racist practice in schools has been attributed to national rioting in the press (Sigsworth, 2024). Following the murder of three children by Axel Rudakubana, a young, Black man, erroneously but popularly believed to be an immigrant to the UK, led to attacks against mosques and asylum seekers and community-based violence driven by far-right ideology  (Drury et al., 2026). The riots led to the arrest of 147 children. The majority of whom lived in poverty, had adverse experiences with institutions such as schools and the police, with many children being criminalised and given harsh sentences (de Souza, 2025). In a review of children’s involvement in the riots, it was noted that many of these children had unmet SEND needs and experienced a lack of belonging or absence from school (de Souza, 2025). Unrest and rioting related to matters of race involving children is a recurrent problem in British culture (Hornsby, 2025). Such events highlight a failure to enact SJ and anti-racist practices across systems, including schools, that have contributed to social dislocation and unrest, met with punitive approaches where children are criminalised rather than addressing the underlying causes of social injustice that lead to such action (Bhatt, 2026; Hornsby, 2025). These events are relevant here not as isolated acts of disorder, but as extreme manifestations of wider systemic failures in developing belonging, inclusion and anti-racist practice across institutions, including schools. 
[bookmark: _Toc233186600]2.4 An Ecological Systems Perspective of Inclusion
Bronfenbrenner’s ecosystemic model (as described in Chapter 1) provides a useful theoretical framework for considering the interrelated systems that impact the CYP at a microsystem level (Bronfenbrenner, 1976; Mahlo, 2013). As described, multifarious, competing systems at a chrono and macrosystemic level impact on delivering inclusive approaches in schools (Anderson et al., 2014; Williams-Brown & Hodkinson, 2021). This ecological framing is central to the present study, which seeks to understand how practitioners interpret inclusion within the interaction of micro, meso, macro and chronosystem influences. 
Developing effective inclusion requires counteracting often deeply embedded perceptions, ingrained through Government policy decisions at a macrosystemic level whilst simultaneously navigating other policy directives which contradict (Ainscow et al., 2013; Gandolfi & Mills, 2023). For instance, inclusion has become synonymous with medicalised discourses in which resources are attached to individual CYP, and, with this, a diagnosis industry, causing harm to the most vulnerable (Allan, 2026; Taberner, 2023). Taberner (2023) argues that overidentification of SEN amongst adversely impacts CYP from poorer socioeconomic backgrounds and those from some marginalised ethnic backgrounds. At a macrosystemic level, the standards agenda, increased parental autonomy and marketisation impacts mesosystemic structures, contributing to the development of a profitable SEN industry premised on labelling and diagnosis, which some have argued diverts resources from those with more complex needs, causing harm to CYP at a microsystemic level through increased internal and exclusion school practices (Allan, 2026; Taberner, 2023). Power is not evenly distributed in such systems; coproduction with parents, for example, has become performative, resulting in mistrust where parents from the poorest socioeconomic backgrounds are cited as having their voices heard least within the system (Allan, 2026). Thus, context, sociocultural, political, and policy factors interact to create conditions in which teachers are positioned to have the illusion of agency and autonomy to enact inclusion (Li & Ruppar, 2021; Parker, 2016). Critiques of the current macrosystemic, neoliberal policy cite how such agency has been removed from teachers. Education has become homogenised, enforced coercively through accountability and performativity, and maintained unquestioningly by those within, thereby replicating what Bourdieusian theory describes as ‘doxa’ (Potter, 2022). Under the current system, teachers and schools become the locus of blame and are responsibilised for the failure of inclusion (Done & Knowler, 2021). Successful inclusion has become connected with teacher attitude, locating it in part within individuals rather than wider systems. 
[bookmark: _Toc233186601]2.5 The Role of Teacher Attitude and Training in Developing Inclusion and SJ
Teachers are positioned as pivotal to inclusion, with positive attitudes associated with successful outcomes for CYP with SEND in schools (Avramidis, 2000; Charitaki et al., 2022; Ewing et al., 2018). However, in other literature teachers are responsibilised for its failure and are positioned as obstructors to successful inclusion (Done & Andrews, 2020; Potter, 2022). Teachers are thus positioned within a paradox; they are constructed as central to inclusive practice yet are simultaneously constrained by the very systems that claim to depend on them. From reviewing the existing literature, I see this tension as underexplored, with the field tending to favour quantitative designs over qualitative studies (Charitaki et al., 2022; Ewing et al., 2018). I consider that such quantitative designs are incompatible with eliciting teacher narratives.
In conducting this literature review, I used search terms *inclusion, *social justice, *schools/education, and *England to gather relevant literature from English school contexts since the Children and Families Act (2014). Initially, I used Web of Science, then broadened my search to Google Scholar.
A meta-review of nine published studies using questionnaires to measure teacher attitudes to inclusion revealed weak or partial validity to the tools used in such studies, highlighting the need for increased empirical study and to select methods appropriately to elucidate teacher views within research (Ewing et al., 2018). More recent qualitative research, involving 16 teachers from mainstream, SP and AP, highlights the need for further opportunities for collaboration between schools to explore topics such as inclusion (Smythe, 2025). 
Whilst there is wider evidence of research exploring teachers’ involvement in enacting SJ in countries such as the USA, there is an identified research gap in how SJ is understood and enacted within wider school contexts, and the UK in particular (Kuria & Kelly, 2023; Mills & Ballantyne, 2016; Schulze et al., 2019). Due to this literature gap, I extended the search parameters to explore similar education systems, particularly Scotland, where there has been increased focus on teacher education and SJ (Pantić, 2017; Pantić & Florian, 2015). In a systematic review of empirical research published over the preceding 10-year period, Mills and Ballantyne (2016) found a need to further embed and support teachers in developing their understanding of diversity and SJ. Positive teacher perceptions of inclusion and SJ have become synonymous with effective teacher training processes (Charitaki et al., 2022; Essex et al., 2021; Pantić, 2017). 
Teacher education has been criticised for failing to provide sufficient attention to SJ matters both in content and in the absence of spaces to consider life experiences, positioning, and political and social contexts, further distancing training from SJ endeavours (Bagley & Beach, 2015).  Within the current system of teacher training, there is a focus on technical skills that fails to provide spaces where teacher competence, autonomy and reflexivity are developed, limiting the opportunity to provide teachers with the skills needed to address individual needs (Essex et al., 2021; Glazzard & Thomas, 2025; Li & Ruppar, 2021; Pantić, 2017). Receiving adequate training and professional qualifications has been associated with positive teacher perspectives on inclusion, along with longer service involvement in teaching (Charitaki et al., 2022). Appropriate and reflective training that helps to equip teachers to develop an understanding of CYP, increases their agency sense of autonomy and mastery, perhaps links to self-determination theory, and may help to explain the importance of such training (Pantić, 2017; Ryan & Deci, 2017).
Successful inclusion is predicated on teachers seeing themselves as agents of SJ (Pantić & Florian, 2015). Often, teachers position themselves in this way in relation to individual pupils’ wellbeing rather than seeing their role as impacting the wider system (Pantić, 2017).  This perhaps shows how the current model of inclusion of integration, where there is an expectation for CYP to fit in with the school context, rather than the organisation adapting and responding to embrace diversity and respond accordingly (Gillett-Swan et al., 2024; Graham, 2024). A small-scale study with US and UK-based participants found that delivering SJ was driven by personal values at the individual rather than the mesosystem or institutional level, further highlighting the fragility of enacting SJ at a wider whole-system level (Winter et al., 2024). Whilst inclusion can be viewed in the context of individual CYP, teacher confidence in supporting inclusion at the level of individual CYP identified with SEND, has been found to be low in qualitative studies (Smythe, 2025). The literature shows that inclusion and SJ are predicated on individual values and applied at individual rather than wider system levels. Both qualitative and quantitative studies indicate that mainstream teacher confidence to address needs tends to be low, often resulting in less positive perceptions of inclusion and is dependent on teachers receiving adequate professional development opportunities (Charitaki et al., 2022; Smythe, 2025)
Tackling SJ matters, such as anti-racism,  literature suggests that teacher confidence and preparedness to approach such issues are lacking, highlighting a further need for improved teacher education (Asare, 2022). Deficit models of inclusion are applied in teacher training, which promote narrow, ability-focused conceptions of inclusion, focusing on CYP identified as low-ability, and are reinforced in practice (Essex et al., 2021). Limited notions of inclusion related to differentiated learning by ability are problematic as they lead to fixed, often deficit, conceptions of what CYP can achieve (Essex et al., 2021). This finding has been shown in a further study based on CYP with EHCP, which noted that teachers lacked understanding of how to teach CYP with SEND and differentiation was not fully understood, leading to TA support being used to adapt learning by default (Webster & Blatchford, 2019).  Essex et al. (2021) also found that student teachers experience a disjuncture between the theory taught in University and the reality of practice, making it difficult to integrate inclusion into practice and leading them to view the two as contradictory. Neoliberal policy frameworks further amplify this contradiction; while teacher standards mandate inclusion, accountability measures praising attainment prioritise exam results in schools over pedagogical processes that support inclusion, showing that attempts are overridden by performativity and accompanying surveillance (Essex et al., 2021). Despite recognition of these limitations, there remains limited research exploring how teachers develop their understanding of inclusion through collaborative and practice-based approaches (IIP, 2025). Teacher education appears to reproduce, rather than resolve, the tensions of inclusive practice, emphasising technical competence and relating to subject knowledge rather than pedagogical skill in adapting and differentiating learning, while leaving limited space for reflexivity, power analysis and SJ-oriented learning. 
[bookmark: _Toc233186602]2.6 The Impact of Neoliberal Policy on Inclusion
Three interrelated consequences emerge from this literature: first, inclusion becomes subordinated to accountability; second, schools are incentivised to manage rather than embrace difference; and third, responsibility for systemic failure is displaced onto practitioners. 
As stated earlier, neoliberalism dominated policy from the 1980s onwards. Friedman (1980) argues that when markets are prevented from functioning freely, societal inequality increases, creating conditions for greater social stratification. Creating conditions where parents have increased access to privatised education and choice through a voucher system it is argued, would create more effective and efficient education (Friedman & Friedman, 1980). Voucher logic became a critical argument for neoliberal educational approaches. In the early 1990s, Chubb and Moe (1991) offered persuasive argument for applying neoliberalism to educational contexts. Citing the success of private education as more efficient economically, with superior educational outcomes compared to American public schools, Chubb and Moe (1991) advocate for neoliberal marketised systems within education. Chubb and Moe (1991) claimed private education provided superior standards, pupil behaviour, leadership and parental engagement enforced through a system of increased academic rigour via high-stakes testing and accountability. It is argued that education is improved when it follows a business-oriented model and they are ‘better organised and run’ (Chubb & Moe, 1991, p. 382). Parentally enforced power through choice of education was positioned to create a mechanism for competition, which it was anticipated would address educational inequality (Brathwaite, 2017). Despite early literature assertions about the potential for neoliberalism within education to create conditions for increased equity, more recent literature positions neoliberalism as problematic within the field of education (Brathwaite, 2017).
The notion of accountability cultures interrupting equity is demonstrated and replicated in studies that highlight a macrosystem dominated by surveillance and standards (Lamb, 2019; Lindsay et al., 2020). Under these conditions, CYP with SEND can be seen as less desirable in school structures that promote perceptions of CYP with SEND having a fixed ability and perpetuating a deficit model that such CYP may not adhere to the standards agenda (Essex et al., 2021; Potter, 2022). Accountability erodes autonomy as excessive workloads within a system of increased focus on performance management driven by data, has decreased teacher autonomy to respond individually to CYP and enact SJ approaches in the classroom (Gandolfi & Mills, 2023).  Kerr and Ainscow’s (2022) mixed-methods study over a 15-year period in deprived areas of England involved interviews with diverse stakeholders, observations, analysis of local data, workshops and co-researcher models where practitioners collected data. It revealed that market-force driven educational systems increase socioeconomic and ethnic segregation, widen attainment gaps and normalise school practices such as off-rolling and selective admissions, to protect their data and thus create less equitable education (Kerr & Ainscow, 2022). A key finding in this paper was the benefit of school collaboration in sharing expertise and addressing common problems, offering a pragmatic response to neoliberal systems and hope within such structures ,which has implications for the current study (Kerr & Ainscow, 2022). 
Neoliberal education agendas have created a system of exclusionary education practices in mainstream schools that are exacerbated by austerity measures (Done & Knowler, 2021). A paper drawing on teachers experiences of inclusion in an era of austerity found that inclusion was seen as a workload and financial burden (Timberlake, 2018). Whilst this research involved American teachers’ experiences, notions of inclusion as a financial burden are reflected in research into the English school system, which connected the expansion of economic austerity to increased identification of need and diagnosis which has seen CYP labelled with SEND and an increase in CYP placed away from mainstream schools (Allan, 2026; Done & Knowler, 2021). Marketisation within education not only impacts CYP with SEND, it is attributed with disadvantaging the poorest in society (Kerr & Ainscow, 2022) and excluding CYP (Black et al., 2019). Under this system, teacher autonomy to enact SJ approaches and create inclusive cultures is undermined as educational value becomes an individual consumer-led goal rather than a societal one, and teachers are increasingly responsibilised for policy failures in a system where schools become more homogenised and teachers have less autonomy to tailor support (Done & Andrews, 2020; Potter, 2022).
Following the Children and Families Act (2014), which coincided with politics of austerity, there has been rising numbers of CYP identified with SEND (Saxton et al., 2026; Stanbridge, 2024). In a review of 120 articles reporting MAT and LA-level variation in SEND provision, Saxton et al. (2026) demonstrate how neoliberal education policies have created a system of inconsistent identification and provision, with huge disparities across different parts of the country and increased exclusions. The vast expansion of MATs in the current system has created further inequality and fragmentation due to the relative absence of transparent governance and collaboration with wider systems, with marketisation charged with producing inequality (Kerr & Ainscow, 2022; Saxton et al., 2026). The system of applying free-market economics to SEND provision has seen a rapid proliferation of CYP identified with SEND placed in independent special schools, often situated outside of their community, further increasing inequality, where market-driven expansion of the sector arises with weak oversight and creates segregation, and where an absence of policy has created financial rewards for excluding rather than including CYP, resulting in near LA financial insolvency (Allan, 2026; Thomas et al., 2023).
The creation of free schools, positioned as a radical opportunity to support marginalised groups within society, claimed to be based on SJ principles, has led to further segregation, with the state relinquishing responsibility for CYP to the private sector (Farrell et al., 2017). A rapid proliferation of AP, including those provided by the private sector, to provide educational placements, often at huge expense, where mainstream ‘inclusion’ failed (Allan, 2026; Stanbridge, 2024). Whilst there can be some benefits in attending such settings, some studies offer a perspective on AP as providing a space of sanctuary and positive relationships, enabling a sense of belonging and inclusion (Malcolm, 2020; Smythe, 2025). A recent longitudinal study comparing attainment of pupils with SEND across 152 LAs who attended AP and SP identified poorer academic outcomes for CYP who attended segregated provision when compared with mainstream peers, with those entering AP and SP at high school making little demonstrative progress (Sinclair et al., 2025). Other studies that have explored data comparing CYP attending AP free schools and AP academies found, on average, a 1-grade difference at GCSE for CYP in free schools compared to AP academies (Hills et al., 2025). Hills et al., (2025) stressed that attainment overall was best for CYP who remained in mainstream school. Furthermore, CYP who were cared for, in receipt of FSM, were identified as SEN and belonged to an ethnically minoritised group, impacted attainment to a greater extent than educational placement (Hills et al., 2025). As this data set drew on populations of CYP excluded from mainstream education, it further demonstrates the inequity of education provision for such vulnerable groups, who are more commonly excluded and thus disadvantaged by the current education system (Black, 2022).
The trend away from placing CYP with SEND in mainstream schools has coincided with a dramatic increase in exclusions (Allan, 2026). CYP from marginalised groups, and those with SEND are most susceptible (Timpson, 2019). Study of the statistics related to academic achievement and exclusions shows a vast disparity between CYP from marginalised groups, and those with mental health needs do not achieve to the same standard as Caucasian peers and are less likely to experience belonging in school (Graham et al., 2019). CYP from Black backgrounds in particular are overrepresented in bottom set classes within schools, placed in SEN provisions, and more likely to be entered into lower exam tiered papers, therefore creating a ceiling on their performance in external examinations (Walker, 2023). This highlights the impact of systemic racism within education and the need to raise awareness about how oppression impacts individuals and the over-representation of marginalised groups in the SEN system (Artiles et al., 2021).  Racial stereotyping highlights a failure in SJ goals of inclusivity and highlights the systematic impact of racism within UK schools (Booth et al., 2002; Graham et al., 2019; Walker et al., 2023). Government reviews into exclusion have found that a lack of diversity amongst school leadership was associated with groupthink, which helped to facilitate continued exclusions for marginalised and vulnerable groups of CYP (Timpson, 2019). Repeated studies indicate that a lack of diversity within the teaching profession, together with ignorance about the challenges presented to non-white CYP, helps to perpetuate a system of inequality and an absence of inclusion within schools, and where power is not evenly distributed (Cushing & Govender, 2024; Toliver & Hadley, 2021). 
Taken together, this research shows the byproducts of neoliberal education systems and illustrate a fundamental reconfiguration of inclusion within education systems that commenced in 1980s, and has accelerated since the adoption of the Children and Families Act (2014), coinciding with proliferating academisation and austerity politics that ended an ‘inclusion bias’ (Runswick-Cole, 2011). Inclusion is no longer understood as a SJ project concerned about equity, participation and belonging, but an administrative process shaped by accountability, competition and resource allocation (Potter & Bailey, 2026; Ragusis, 2026). These forces combine: accountability frameworks incentivise performance over equity, marketisation encourages selectivity, and austerity constrains schools from responding meaningfully to diversity and instead prompts them to seek recompense through the EHC process (Allan, 2026; Black et al., 2019; Done & Andrews, 2020). As a result, inclusion is simultaneously mandated and undermined, producing a system in which responsibility is displaced onto practitioners whilst structural inequalities remain largely unopposed. 
[bookmark: _Toc233186603]2.7 Towards Relational Responses to Inclusion
Meaningful inclusion requires strong relationships and a commitment to upholding this as a core value (Pantić & Florian, 2015). Relational practice offers a paradigmatic shift to move beyond dominant neoliberal and individualist ideologies, where the individual is responsibilised for their problems and required to find their own solutions, and instead recognises that we live as part of a community, engage in relationships with one another and with the world around us (McNamee, 2025, pp. 33-34). Greater focus has been brought to relational practice in schools, particularly in relation to EP practice (Alaimo & Kelly, 2025; Davis et al., 2025). Supporting all stakeholders within the school system to experience a sense of belonging requires teachers to cultivate relationships, collaborate, develop understanding and sensitivity to the needs of CYP (Cullinane, 2020; Whiting & Johnson, 2025). Relational approaches are multidimensional, requiring connection with communities so that teachers have a contextual understanding of the CYP and can more successfully develop socially just inclusion that is underpinned by meaningful collaboration. A recent study of seven participants who self-identified as working relationally, three of whom worked in secondary education, highlighted the importance of key values and authenticity, compassion, personalisation and engagement in developing meaningful relational practice (Georgiou & Cartmell, 2025). The importance of values-based approaches to developing successful relationships is replicated similarly elsewhere (Pantić, 2017). Barriers to relational approaches to inclusion were identified as social changes, such as privatisation and high staff workloads in schools, which prevented meaningful connection and hindered relational inclusion (Georgiou & Cartmell, 2025). Relational approaches offer a potential counter-narrative to neoliberal models of inclusion, prioritising connection, belonging and shared understanding. 
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This review of literature reveals a fundamental contradiction at the heart of inclusive education. While inclusion is consistently framed as a SJ imperative across decades of recent UK policy and research, the systems within which it is enacted often undermine the conditions required to realise it. Inclusion remains a contested and weakly defined concept (DfE, 2023; MIME, 2024). Frequently, it is reduced to issues of placement, categorisation and resource allocation rather than belonging, participation and equity (Artiles, 2020). Within this system, neoliberal policy agendas, including accountability, marketisation and surveillance, have intensified pressures on schools and teachers, narrowing the scope for relational, context-sensitive and socially-just practice.
Teachers are positioned within the literature in a significant paradox; they are constructed as pivotal to the success of inclusion and SJ (Ewing et al., 2018); yet they are underprepared by training, constrained by workload and accountability pressures, and frequently blamed for failures that are systemic in origin (Done & Andrews, 2020; Essex et al., 2021). This highlights a gap between policy aspiration and lived professional reality, as well as a broader disjuncture between theoretical constructions of inclusion and the conditions of practice (Essex et al., 2021).
Relational approaches offer a promising counternarrative to bureaucratic and deficit-driven, individualistic models. However, such approaches remain fragile within systems that continue to privilege performance, control and standardisation and where time and workload demand dominate (Georgiou & Cartmell, 2025; Potter, 2022). This body of literature establishes clear rationale for the current study, highlighting the needs to explore how practitioners themselves construct, negotiate and enact inclusion and SJ within their current school contexts. 
[bookmark: _Toc233186605]2.9 Methodological Learning from this Literature Review 
This section provides a brief review of relevant literature on Community of Practice (CoP) approaches. CoPs create opportunities to share stories about work-based problems; they offer a collaborative, social learning space where relationships are fostered, collective experience is valued to offer new learning and shared solutions (Brown & Duguid, 1991; Wenger, 2011; Wenger-Trayner et al., 2023). Underpinned by social learning theory, CoPs integrate community, practice, identity and meaning to engage in learning about topics that perplex, concern, and provoke passion (Wenger, 1999, p. 5). A more detailed overview of the CoP model is explored in Chapter 3. This part of the literature review seeks to contextualise the existing literature on CoP approaches within inclusive education. 
Based on my searches of the extant literature, there have been few studies undertaken using a CoP to explore inclusion in schools and consider whether such approaches may be beneficial (Laluvein, 2010; Mortier, 2020). Ainscow (2005) describes inclusion as a process rather than a destination, and advocates CoP as an approach that could help promote collaboration and reification to shape learning. Mortier (2020) proposes the benefits of developing CoP approaches as an alternative to traditional top-down educational innovation, which fails to acknowledge and understand teacher experience (Mortier, 2020, p. 333). Laluvein (2010) draws on interviews with parent-teacher dyads to understand how this helped create shared meaning-making and learning, and to shape understanding of the child. In her article, she advocates for CoP approaches to transform identity, challenge misconceptions, and support collaborative problem-solving within the context of inclusion (Laluvein, 2010) . CoP approaches value diversity of experience and focuses on shared membership and identity to innovate and collaborate (Cox, 2005). Power within CoPs becomes diluted and more evenly distributed, enabling learning to develop and novel solutions to emerge as individuals within the community are bonded together by a common goal (Laluvein, 2010). Research into CoP approaches highlight the value of utilising such models within the context of education and to exploring SJ matters as they apply to practice (Lawthom, 2011). Whilst they do not claim to be a solution to resolving the problem of how inclusion is understood (Ainscow, 2005) CoP approaches are significant as they have the potential to reconcile policy critique and practice, enabling practitioners to collectively construct, challenge and refine dominant narratives of inclusion and SJ. 
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This Chapter explains the methodological decisions made in my study. It has been described as providing a ‘road map’ for the reader to describe how the research was conducted and explains the rationale for the key decisions relating to research design (Faryadi, 2019). Denzin and Lincoln (2011) identify component parts that delineate qualitative research, including ontology, epistemology and methodology. These concepts, as applied to research, are influenced by how the researcher is situated, and it is understood that, ‘Every researcher speaks within a distinct interpretive community, which configures in its special way, the multicultural, gendered components of the research act’ (Denzin & Lincoln, 2011, p. 11). The goal of this Chapter is therefore to outline key decisions that directly relate to the research aims and questions outlined in Chapter 1.
[bookmark: _Toc233186607]3.2 Qualitative Research
As explored in the literature review, there is a need to create spaces to allow practitioners to understand and express their thoughts and practices of inclusion. As qualitative methods seek to acquire knowledge from participants and assign meaning to the data, a qualitative methodology is the most appropriate method to achieve such aims (Warren, 2002).
My approach to qualitative research is an interpretative one which seeks to understand ‘…how people come to experience the world and themselves in a particular way’ (Willig, 2017, p. 18). My experiences as a former teacher and LA decision-maker involved in enacting Government policy, including the Children and Families Act (2014), have informed my decision to pursue this research and to understand secondary school educators' experiences of inclusion, rather than seeking to judge or quantify inclusion. The perspectives of those involved in enacting inclusion and SJ are missing both from policy and practice decision-making systems; much is written which provides criticality about educators’ roles in delivering inclusion, but there are gaps in understanding educators' stories and how this impacts their practice (Kuria & Kelly, 2023; Li & Ruppar, 2021; Schulze et al., 2019). 
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Reflexivity brings transparency to researcher positioning and provides a mechanism for scrutinising influences that impact analysis and power that can privilege one particular epistemological position over another (Finlay & Gough, 2003). This research was shaped by its wider context, including the interpersonal relationships between participants and myself, which inevitably influenced how phenomena were understood (Dodgson, 2019). The study was undertaken during a period of political change impacting inclusive practice and SJ oriented approaches in schools (DfE, 2026; DfE & Francis, 2025), making contextual awareness critical. My professional experience was also significant, and I recognised my insider-outsider positioning where I shared lived experience and partial belonging to the community I was researching (Gair, 2012). Research subjectivity can enhance qualitative inquiry by providing depth and contextual insight (Gough, 2017). Acting with transparency, reflexivity and integrity were central to my methodological approach, and I shared my background and positionality from the outset to develop trust and rapport within the CoP (Dwyer, 2009).
Throughout this research I have actively created spaces for reflexivity that are predicated on developing positive interpersonal relationships whilst maintaining high ethical standards and awareness of possible tensions that can arise when participants share information about themselves (Guillemin & Heggen, 2009). To help me make note and explore ethical tensions and reflect on the experience of being a participant,  I maintained a reflexive journal (see Appendix A) and used research supervision as an opportunity to explore both ethical dilemmas and my epistemological journey. Remaining reflexive throughout the research process helped me maintain self-awareness as I reflected on my own identity and the political and personal views that shaped the research, and it also showed empathy for the challenges participants faced, drawing on my own experiences (Gough, 2003). My familiarity with the phenomenon may have led me to privilege certain narratives, particularly those aligning with relational and SJ-oriented perspectives. Using the start of each CoP to clarify meaning and check understanding helped mitigate the risk of privileging certain perspectives and ensured my interpretation accurately reflected events. 
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My research approach is that the social world does not exist in the same way as the natural world, and contextual knowledge is relevant to understanding social phenomena (Kivunja, 2017). I understand that there is no single reality and that our worldview is informed by our positions within the world and the contexts and cultures in which they arise (Guba & Lincoln, 1994).  I approached the research through an interpretivist paradigm that assumes a researcher has a subjectivist epistemology, influenced by the dynamic relationship between researcher and participants, and considers that there can be multiple realities that are socially constructed and co-constructed (Kivunja, 2017). As this research has SJ at the heart of its orientation, it seeks to uncover social oppression, taking a critical stance by exploring the historical, social, cultural, and political status quo, which has allowed injustice to be maintained in society, and achieves this by listening to the voices of those who have been marginalised (Mertens, 1999). Therefore, the transformation paradigm uses critical thinking to pursue SJ, considering sociopolitical and economic factors that reproduce social oppression reinforced by existing social stratification and power (Kivunja, 2017, p. 35). This study is primarily situated within an interpretivist paradigm with a critical-transformative orientation, seeking to address epistemic injustice within neoliberal education structures. 
[bookmark: _Toc233186610]3.5 Axiology
This study is an exploratory one that anticipates gaining new insights into complex social phenomena by listening to participants’ stories (Howell, 2016). This research was driven by key axiological considerations and ethical values (Killam, 2013; Mertens, 2007). I will briefly explore how core transformation values or respect, benefice and justice have guided my research (Mertens, 2008). It was important to me to listen empathetically, recognising that enacting inclusion and SJ in schools was complex and tension-ridden, whilst recognising that the cultural norms and expectations within which schools operate vary (Mertens, 2008). The value of beneficence refers to ethical values such as participation,  inclusion, and active involvement of participants underpinned by human rights and SJ and informed by critical theories, including critical race theory (Leavy, 2017; Mertens, 2008).  The final value of creating research which furthers emancipatory agendas, understands the power of transformation to address systemic inequality as well as exploring systems that compete with SJ goals (Mertens, 2008).  For example, I critically examine aspects of school cultures that may compete with operationalising inclusion and SJ in school communities. 
[bookmark: _Toc233186611]3.6 Ontology
Ontology has been described as the way a researcher understands reality and what is known about it (Howell, 2016).  Questions such as ‘What kind of being is the human being?’ and ‘What’s the nature of reality?’ underpin ontological beliefs (Denzin and Lincoln; 22).  My ontological positioning aligns with critical realist perspectives that understand reality as ‘laminated,’ in which personhood is created through nature, relationships, social structure, and personality (Bhaskar, 2020). I recognise that there is power in privileging certain perceptions or realities that occur at different levels, such as social, political, cultural, ethnic, and disability values that align with the transformation paradigm (Mertens, 2007, 2008).  This study acknowledges the influence of structural mechanisms, particularly in relation to systemic inequalities within education, and situates itself within a critical realist ontology.
 Critical realist positioning assumes causality and that causal mechanisms intersect and influence complexly (Fryer & Navarrete, 2020). Realist perspectives appreciate the complexity of social phenomena and assume a transformative stance rooted in values such as SJ and the addressing of systemic inequality (Botha, 2020). Critical realist ontology recognises that there can be multiple explanations for a particular reality that can be observed (Fleetwood, 2014). Adopting a critical realist position helps understand what exists, gives voice, and promotes social change within research (Botha, 2025). Thus, critical realism ontology is suited to the transformative paradigm and serves as a useful framework for seeking to hear educators' stories in enacting inclusion and SJ. 
This study aimed to create spaces to tell stories and construe meaning from sharing them. I approached the research with the perception that inclusion and SJ are multidimensional and causal; as such, perspectives on inclusion and SJ are shaped not just by language but also by our subjective interpretations and experiences (Lawani, 2021). Influenced by critical realist thinking approaches, it is acknowledged that the world is organised by structures and events that have the power to cultivate and generate action (Easton, 2010). My aim with this research was to consider both my own role and positionality, as well as my views on the topic, and whether this approach has social implications for developing educators' perceptions and ideas about creating more inclusive and socially just pedagogical approaches and school communities (Mertens, 2017).
[bookmark: _Toc233186612]3.7 Epistemology
The epistemological question explores the relationship between the researcher, participants and what can be known (Howell, 2016). Research oriented within the transformative paradigm is highly relational in its epistemological approach, recognising that privileging certain realities has consequences and that knowledge can be constructed by those who are connected to one another (Kivunja, 2017; Romm, 2015). I again align my epistemological approach with Mertens’ (2017) transformation paradigm, which holds that knowledge of the world can be viewed from different cultural perspectives and that power and inequitable power distribution affect the value given to that knowledge. Initially, I had considered that my epistemological orientation was centred on social constructionism, as social processes are socio-culturally created through language and reject positivist notions about how categories and knowledge are created (Burr, 2015). After further reflection, I considered how this approach may not fully account for the implications of power and how individuals make sense of their own experiences (Easton, 2010). 
Opening dialogue and creating spaces for participants to share their stories about inclusion and SJ were important facets of developing a methodology that enabled me to respond relationally to participants with reflexivity and integrity. Creating spaces where I could empower those whose voices and experiences about matters such as inclusion and SJ have been missing from the wider pedagogical debate (Avramidis, 2000; Kuria & Kelly, 2023). I therefore chose to adopt a CoP approach due to its ability to facilitate storytelling within a community where others understand the complexity of an ever-evolving landscape and collectively seek to develop knowledge and practice, as it felt a suitable space to help facilitate action and change (Brown & Duguid, 1991; Lave & Wenger, 1991). The transformation paradigm, ‘affirms people’s right and ability to have a say in decisions which affect them and which claim to generate knowledge’ (Mertens, 2008, pp. 66-67). Therefore, active collaboration and the creation of opportunities to co-create stories were important methodological considerations. 
Participatory action research dimensions, including a commitment to SJ, collaboration, involving the whole community in decision-making, and fostering mutual respect, are important to the transformation paradigm, which I reflected on in the CoP as guiding principles for this research (Bradbury & Reason, 2003). CoP enables shared construction of meaning within contested spaces (Ainscow, 2005). Developing a CoP approach to gathering the voices of those involved in enacting research was an important methodological decision, as it created a mechanism for participants to share their stories and frustrations about enacting inclusion and SJ in schools and provided a structure for my research design. Given that inclusion is understood as a socially constructed and contested process, a narrative and relational methodology is appropriate for this study; therefore, it adopts a relational and co-constructed epistemology, where knowledge is created through interaction between researcher and participants, rather than discovered as an objective truth. Below, I describe the function of a CoP and how the CoP was formed in the context of this research.   
[bookmark: _Toc233186613]3.8 Community of Practice (CoP)
This section seeks to understand the function of a CoP, including how it develops over time both in theory and within the context of my research.  A CoP is a social learning community that seeks to explore and find resolutions to practice-based problems (Wenger-Trayner et al., 2023). CoP ‘…share a concern or a passion for something they do and learn how to do it better as they interact regularly’ (Wenger, 2011, p. 1). Three core facets define a CoP:
· Domain- the function of the community and what it identifies with and cares about.
· Community- relationships within the community that are built over time and are based on the principles of trust, support, and shared commitment to a cause
· Practice- how individuals make a difference within their day-to-day work (Wenger-Trayner et al., 2023, p. 12).
It is acknowledged that CoP lack definitive clarification (Cox, 2005). A literature review related to CoP approaches described them as providing situated and organisational learning where new understanding is created through shared storytelling and where meaning and social identity are created through participation and the development of a shared social identity (Cox, 2005). As described in the literature review, CoP approaches have been explored as a mechanism for developing IE (Laluvein, 2010; Mortier, 2020). It was hoped that in selecting this approach to my study, it would replicate other studies which show that participants in the CoP, through shared learning experiences, can learn from one another and find the process a useful tool in supporting their daily practice (Mortier, 2020).
[bookmark: _Toc233186614]Stages of a CoP
There are six phases to a CoP, which have been developed as a suggested CoP model. These are outlined below in Figure 1:

Figure Number 1: Model for the development of a CoP as suggested by (Cambridge et al., 2005, pp. 4-7)
[bookmark: _Toc233186615]Inquire 
The early phases of the CoP are informed by starting tentatively and working on developing a social learning team that develops and cultivates the eventual CoP (Wenger-Trayner et al., 2023). This phase is completed through informal discussions, which shape the goals and objectives of the CoP (Cambridge et al., 2005). Due to the time limitations of this study, I used supervision with course tutors who had lived experience of working in secondary education. My supervisor’s experience as a former teacher helped me shape the project's domains, along with incidental conversations I had with colleagues in secondary education and others working in the field of educational psychology. This inquiry phase also led to my pilot study, in which I asked participants about the usefulness and efficacy of developing such a research approach.
[bookmark: _Toc233186616]Design
The design phase involves developing a series of activities and situations that the CoP is likely to encounter and laying out a tentative timeline for the CoP (Cambridge et al., 2005). In the pilot study, I used it as an opportunity to share and gather feedback on the tentative approach I had developed before launching the CoP. This was conducted as informal, semi-structured interviews, which helped me shape my thinking about the types of questions and approaches, and the implicit biases I became more cognisant of during the interviews. Furthermore, I also used some of the ideas from this discussion to inform future discussion points and to share common ideas that arose. For example, sharing the story of one pilot study participant’s commitment to understand inclusion as a commitment to promoting aspirations for working-class learners with another who held similar aspirations. I did this as it helped me to connect with their experience and check that I had understood their perspective correctly.  As an cyclically and organically evolving process, a CoP does not consist of neat, discrete steps (Wenger et al., 2002a; Wenger-Trayner et al., 2023). Instead, both the design and prototype phases commenced during the pilot phase of this study and continued as the CoP emerged and developed. The pilot study also helped me to test my model of delivering a CoP online and gain feedback about this approach. Research into virtual CoP during the COVID-19 pandemic responded to teachers’ need for flexibility and supported professional development (Ghamrawi, 2022). I found the model met the needs of pilot participants and chose to use this approach when developing the CoP. 
[bookmark: _Toc233186617]Prototype
The prototype involved stakeholders from the intended community who were invited to share their expertise and test the assumptions of the intended CoP, so I could gauge the CoP's momentum and further refine my questions and thinking (Cambridge et al., 2005). In the context of this study, the prototype phase involved a pilot study to explore the research questions with individuals from my network of contacts, once ethical approval had been granted. These contacts were invited to join the pilot study via email, which explained that they were under no obligation to participate, and the Pilot Study Information Sheet was also shared (see Appendix C). Two short interviews were used in this phase to draw on the expertise and knowledge of those who have experience of working within academised secondary schools. 
The success of CoP approaches is based on developing relationships founded on mutual respect and establishing trust so that the CoP space feels psychologically safe and supportive (Cambridge et al., 2005; Wenger-Trayner et al., 2023). Asking questions about how the process felt in my pilot study helped me think about how to develop a relational CoP. One pilot participant described the importance of creating a CoP that allowed in-person discussions so that participants could develop a sense of connection and safety. Whilst I agreed that this would create greater intimacy and that may evoke a greater sense of psychological safety and containment around such a sensitive area, I also balanced this with the reality and limitations of the project. As participants were dispersed across different areas, participant recruitment proved more challenging than I had hoped. I was also aware that asking participants to travel could stall the project further and make a CoP approach too difficult to achieve.
A further reflection from the interview was that both professional and personal experiences shape positionality on subjects related to inclusion. I noticed that one participant felt more comfortable discussing this aspect once I had stopped recording. Reflecting afterwards, there was much rich and relevant discussion about this that was not captured in the transcript. Whilst it may have been because the participant did not want this documented, I also wondered whether they might not feel it was relevant or less important in some way. As qualitative research seeks to develop an understanding of a particular problem by creating spaces where participants can talk about their lived experiences (Bourke, 2014, pp. 2-3), I wanted participants to feel that these aspects were valuable and that they could share more about themselves if they wanted to. Thinking about the conditions and how to frame this within the CoP's emerging parameters also became an important aspect of my design. I also decided to make myself a participant as this felt more authentic and enabled me to be more transparent about my positioning within the research with participants (Probst & Vicars, 2016). Furthermore, I wanted the CoP to become more egalitarian, which meant that becoming a participant and disclosing this from the beginning also felt important (Cox, 2005). The prototype phase also evolved into the first CoP meeting as I sought to collaborate with participants on the intended approach and on what would be useful for constructing the CoP, and to further think about how they saw a CoP evolving and being useful to their practice. 
[bookmark: _Toc233186618]Launch
Three key principles underpin CoP learning approaches: the domain refers to the collective, shared knowledge of the group and a commitment to learn from one another; the community is the relationship between members that allows members to learn from one another, and the practice refers to the sharing of resources and stories which address the shared problem (Wenger-Trayner & Wenger-Trayner, 2015). Developing trust and shared relationships often precedes the full launch of the CoP (Wenger et al., 2002a). This is to help create a sense of safety so that members of the CoP feel able to share their stories, develop cohesion as a group, and feel empowered to take on responsibility and commitment to the domain under exploration (Wenger-Trayner et al., 2023).  The design phase extended into the first meeting with participants, as the CoP was launched. I wanted to explore how participants understood inclusion and SJ in the first meeting and use this as an opportunity to validate their experiences with the complexity of the problem and to begin establishing rapport and shared connection within the CoP. I noticed in the earlier phases of the CoP that when I tried to think through possible solutions to complex issues related to inclusive practice I faced defensive comments and positioning. Splitting has been described as ‘the process by which perceptions of the world are dichotomously divided, for example, as good/bad or safe/unsafe’ (Holmes, 2013, p. 161). These experiences taught me that I needed to validate participants' experiences and hear their challenges first before we could share stories about possible solutions. 
[bookmark: _Toc233186619]Grow
As the CoP developed, a shared sense of interest in or connection to the problem grew. This stage involved balancing competing demands of relationship building within a CoP and sustaining energy and commitment to addressing the domain problem and navigating what to share that is helpful and benefits other group members (Wenger et al., 2002b). I noticed that in this phase, participants became less peripheral in their involvement and moved to fuller social engagement in the CoP. The membership of the CoP was not static and consistent, which is common and expected within CoPs (Wenger-Trayner et al., 2023). Details of participant engagement in CoP sessions are included in each participant’s vignette. As the CoP developed, I felt able to be less directive. I wondered whether the group size and focus on shared values made the CoP feel more intimate, enabling members to feel safer to share their stories as trust developed.  In terms of wider research on CoP approaches, the growth phases describe how learning can dynamically evolve in this phase, leading to greater involvement in the process and to learning that is less of a solitary endeavour, instead developing through social participation (Lave & Wenger, 1991). 
[bookmark: _Toc233186620]Sustain 
In this phase, CoP members reflect on the CoP’s purpose and implement improvements to practice (Wenger et al., 2002b). The CoP reviews its purpose and invites members to reconfigure their roles and experiment with new ideas and knowledge (Cambridge et al., 2005). In this research, I used the start of each CoP to check in with participants and create space for reflections. I also used it as an opportunity to revisit ideas and themes from the previous session to check that I had understood the participants' stories, address any contradictions, and make connections between stories relating to practice, often connecting them to wider themes and research (Consoli, 2021). 
Clandinin and Connelly (2000) describe the complexity of participant voice as stories are multiplicitous, deriving from different influences and contexts. In line with my ontological belief that reality is multilayered and formed through relational, nature and social structures (Bhaskar, 2020). Along with my relational epistemological orientation, I sought to capture this complexity within the CoP, utilising narrative inquiry approaches to think with participants and whether I had captured their presence in the research to answer questions such as, ‘Is this you? Do you see yourself here?’ (Clandinin & Connelly, 2000, p. 148).  Use of a CoP was therefore in alignment with my ontological and epistemological perspectives. This allowed participants to reflect on innovations within their practice, share how their thinking evolved, and discuss challenges related to contextual difficulties that may have prevented practice development (Brown & Duguid, 1991). It also served as the mechanism through which the CoP values were explored and clarified, and a shared identity was developed. This phase then extended to the final CoP meeting, where participants reflected more broadly about how sharing stories of inclusion and SJ in academised secondary schools supported the development of their practice. 
[bookmark: _Toc233186621]3.9 Narrative Inquiry Approaches to Research
Telling stories is the mechanism through which we create meaning and understand our experiences (Clandinin, 2006). Narrative also helps us understand our own behaviours and the decisions we have made, which helps us understand our behaviour and that of others (Polkinghorne, 1988). It is an iterative process in which telling our past stories can lead to retelling (Clandinin & Connelly, 2000). Often, it requires us to think about the decisions we did not make, as well as making sense of the choices we have made (Polkinghorne, 1988). As demonstrated in my literature review, there are competing and conflicting narratives surrounding IE within a particular time and context (Clandinin, 2007). Narrative inquiry approaches create relational spaces where SJ issues can be explored and understood first through understanding the individual’s stories and creating a space for transformation (Caine et al., 2018).
[bookmark: _Toc233186622]Why Narrative?
This study sought to understand how secondary school educators understood inclusion and SJ, and whether social engagement, through storytelling within a CoP, fostered reflective learning and shared problem-solving (Carter & Adkins, 2017; Wenger-Trayner et al., 2023).  A narrative approach to interviews and data analysis aligned with the goals of this research to capture the stories of those involved in enacting inclusion and SJ in schools. Narrative approaches to research position people centrally within the study (Anderson & Kirkpatrick, 2015). Epistemologically, my understanding of the world is that we are shaped by the cultures and contexts in which we operate and that power influences what is defined as knowledge (Mertens, 2017). Using a narrative approach felt closely aligned with this perspective and provided a rubric to explore data arising from the research. 
[bookmark: _Toc233186623]3.10 Narrative Thematic Analysis (NTA)
Using NTA to analyse transcripts from the CoP enabled me to explore the language used by those with lived experience of enacting inclusive policies and to examine the historical, cultural, political, and power dynamics that underpin this complex topic within educational contexts (Bradbury & Reason, 2003). Thematic analysis (TA) is a key qualitative approach used to analyse data, which involves ‘identifying, analysing and reporting patterns (themes) within data’ (Braun & Clarke, 2006). Reflexivity is critical in this, as it involves considering the lens through which the data are analysed (Braun & Clarke, 2021). NTA is a method that supports the extraction of themes from a relational encounter that can provide insight (Ross & Green, 2011, p. 114).  Narrative approaches to data analysis value the importance of context in the discourses and power dynamics of those whose stories are told; they can also serve as a mechanism to galvanise social action and create change (Riessman, 2008). Researchers are reminded of the importance of keeping the story intact, of examining micro, macro, and contextual information that shapes narratives, and of the power of the story to deliver social change (Riessman, 2008). This is understood as keeping the story within the context from which it originated and on the notion of contingency that may inform,  ‘temporal order… and about the motivations and roles of the actors involved’ (McAllum et al., 2019, p. 366). How the story is created becomes a key concern of NTA (Butina, 2015). NTA has been described as having four priorities, as described by Riessman (2008, p. 54):
· How the narrative is used
· How the data is constructed into text for analysis
· Which units are analysed or investigated
· Focus on context 
A narrative approach to data analysis, therefore, draws on the above priorities and seeks to retrospectively understand why something has occurred, whilst attending to personal and social factors, as well as to contextual, power-related, and influence factors that impact individuals’ interpretations of events (Polkinghorne, 1988). Butina (2015) identified key stages that reflect the process I followed in my data analysis.
[bookmark: _Toc233186624]Organisation and Preparation of the Data
Data from the CoP was transcribed using Google Meet. Any identifiable information, including the school's location or LA, was redacted, and pseudonyms were used to anonymise the data. This was then checked for errors before a final record was created. As I was aware of the sensitive nature of the discussion, participants were reminded of their right to redact anything they had shared at the end of each session. This reflected my axiological commitment to ensuring participants only shared content that they felt comfortable with and to empower participants to feel in control of the information they wished to share; I also sought to redress some of the participant-researcher power and make it less hierarchical by giving autonomy to my participants (Yost & Chmielewski, 2013). I was also aware of my own insider-outsider positioning and how this can blur the lines between researcher and researched or lead participants to disclose more in the moment than they may have felt comfortable with.
CoP sessions were scheduled with an approximate gap of about four weeks, depending on participants' availability. At the end of each session, I used the step described above before familiarising myself with the data. I then revisited this with the participants and started each CoP as an opportunity to reflect on what had been discussed in the previous session and to check in with participants to ensure my summary was an accurate and fair reflection. On a relational level, this promoted participation and collaboration whilst supporting me in incorporating participant involvement in the data and in checking for epistemic validity (Prilleltensky, 2003). This was presented as a slide or an infographic (see Appendix D).
[bookmark: _Toc233186625]3.11 Coding Process
In this stage, I first familiarised myself with the data, highlighted words and ideas that seemed to recur across the dataset, and made general comments in the margins. Once I had developed initial insight into the data, I used open coding attaching my thoughts and notes to what had been said in the CoP (Williams & Moser, 2019). Initial codes placed as comments within the margins of the transcript were often related to semantic, evidence-based comments within the dataset (Braun et al., 2019). In line with NTA approaches, the focus was on what was said rather than how it was said, with each individual’s story of developing inclusion and SJ (Riessman, 2008). Each CoP transcript was analysed individually in the first instance, with sections transferred into an Excel codebook before I reviewed and coded the data as a whole story (see Appendix E). This phase felt important in helping me to explore latent codes through the lens of a participant’s whole narrative (Braun et al., 2019).  The codes were then organised into a master list (Butina, 2015).  By identifying the frequency with which codes occurred within the dataset and across participant narratives through the axial coding process, I was able to categorise and refine themes further (Williams & Moser, 2019). Appendix E includes examples of my codebook to illustrate this process.
[bookmark: _Toc233186626]3.12 Themes
Following the initial coding, I identified 27 codes in my analysis. These codes were then selectively coded by integrating them into a coherent story and further refining the data (Williams & Moser, 2019). This helped develop four final themes as follows. Firstly, an understanding of inclusion and SJ, with subthemes of rights and a values-based approach applied in context, commitment to equity and advocacy, and understanding of power and privilege. Secondly, barriers to enacting inclusion and SJ, with subthemes: teacher skill, tension theory versus practice, systemic and competing demands, increased demand and financial pressure. Thirdly, maintaining factors that generated three master themes: relationally supportive pedagogical approaches, resistance and the use of social and cultural capital, and allies. Finally, collective coping generated two subthemes: shared values and goals and renewed commitment. 
[image: ]Figure 2: Extract from a coding table. Nicola is a pseudonym
[bookmark: _Toc233186627]3.13 Positionality
The process of completing doctoral-level research coincides with a fluid shift in identity as learners transition (in my case, from advisory teacher) to researcher (Burnard et al., 2016). My desire to complete this research arose from my practice experiences in leadership roles in schools and LA practice; many stories were told of schools that were often attributed to their academy status, which did not always resonate with my practice-based experience of schools. In this way, I positioned myself as an insider-outsider in this research due to my life experience and felt sense of identity and belonging (Gair, 2012). Insider-outsider positioning is not a fixed construct, but one that evolves through the research process (Wilkinson & Kitzinger, 2013). In this research, my positioning shifted as the CoP developed, and I became more aware of challenging dominant narratives within the CoP. Based on my prior experience, I recognised that the power and panoptic position of LA decision-makers held meant that the voices of those within the system were missing, making it difficult to challenge such assertions (Foucault, 2000).
It felt important to share my former roles and how this had motivated and informed my research, so that I could act with integrity toward participants and help increase a sense of safety within the research (Dwyer, 2009). Through sharing a little about my own background, I could also relate to the common language and discourse, demonstrating greater empathy and strengthening relationships with participants (Asselin, 2003; Gair, 2012). The transformative paradigm encompasses feminism, critical race, and disability theories in research that aspires to personal and social transformation (Mertens, 2017, p. 20). Feminist research paradigms recognise that disclosure can help to reduce power imbalances within research (Yost & Chmielewski, 2013). Simultaneously, I exercised caution, aware that my insider position could pressure participants to divulge more, leading to a false sense of intimacy (Stacey, 1988, cited in Yost and Chemielewski, 2013). Operating within this space, therefore, required a high degree of reflexivity so that my story did not lead the process or obfuscate the data (Dwyer, 2009). The nature of the CoP was to co-create knowledge; I felt my positioning could add validity and enrich the process (Yost & Chmielewski, 2013). Maintaining a research diary alongside tutorials helped ensure I could explain and defend my decision-making rationale and explore matters of positionality while remaining critical and reflexive throughout the process (see Appendix A).
[bookmark: _Toc233186628]3.14 Research Design
[bookmark: _Toc233186629]Participants
My participant recruitment strategy involved using snowball sampling by inviting colleagues from the service where I am on placement to support me in recruiting participants from their networks (Naderifar et al., 2017). The participant recruitment poster and information sheet were shared with individuals within academised secondary schools (see Appendix C). Developing rapport with participants in the pilot study who found the study useful and worthwhile motivated and encouraged them to share the study's details with contacts in their networks, and this helped me recruit an additional participant (Negrin et al., 2022). 
Recruitment was more challenging than anticipated. The timing of recruitment, early in the autumn term, is a busy time for secondary schools, and I wonder whether recruitment was slower than it might have been at other times of the year. My approach was to follow up on leads for potential participants when someone suggested an individual might be interested in the topic. I was also keen not to burden potential participants with repeated requests, so they would not feel pressured. Eventually, this led to the recruitment of four schools and a relatively homogenised sample (see Chapter 4). 
[bookmark: _Toc233186630]Ethical Considerations
Ethical approval was requested and granted through the University of Sheffield’s ethics committee (see Appendix B). Given the nature of the discussion and invitation to share stories about inclusive practice, a key consideration was safeguarding the pupils and ensuring that no identifiable information about CYP was revealed. This also extended to revealing information about other members of staff at the school where individuals worked. As consent was limited to individuals who had signed the consent form, protecting the anonymity of other staff members was paramount. At the start of each meeting, reminders were given about the need to protect the anonymity of the school or community and that I would disguise and use pseudonyms to protect not only participant data but also those they taught and worked with (Clandinin & Connelly, 2000).  
Ethical considerations for this research moved beyond questions of protecting anonymity towards the relational ethics that underlie narrative research (Clandinin et al., 2016). In the constructions of narratives, I wanted to remain faithful and sensitive to the intimacy that developed over time in the CoP and ensure that this was shared sensitively through the constructions of narratives (Clandinin & Connelly, 2000). Co-composing narratives and continually checking shared understanding was a fundamental component of research design driven by my research design, based on an ethos of care and commitment to ethically and relationally responsive research (Clandinin et al., 2016). 
[bookmark: _Toc233186631]Method of Data Collection
The CoP took place online over Google Meet. Due to members of the CoP being dispersed over a large geographical area, it would not have been practical to run the CoP in person. Whilst in-person delivery may have created a more relational experience, it would have required participants to travel. As CoP approaches have developed, there are increasing models of effective online delivery that promote change and understanding of fellow participant contexts (Wenger-Trayner et al., 2023). I therefore used existing literature that provided examples of CoP models online to develop my design. 
In designing the CoP, I used my pilot study to test my intended questions, ensuring they were relevant and clear and based these in part on examples from extant literature (Wenger, 1999; Wenger-Trayner et al., 2023). Initial guiding questions were kept open-ended to help facilitate discussion and build on pilot study experiences that helped participants share their stories.  Through my literature review of inclusion and SJ in school contexts, I also shared definitions that seemed to reflect SJ-informed approaches to inclusion. Following the principles of the transformation paradigm, I wanted to create collaborative spaces to facilitate shared understanding. In the first CoP, I asked participants how definitions of inclusion and SJ resonated with them, rather than directing them; this felt more aligned with the inquiry into the action values that underpin the transformation paradigm (Mertens, 2008). I also used examples of articles and research to generate discussion and create spaces for reflection. Examples from presentations in the CoP are included in the appendix (see Appendix D). As explained, I would use the start of the next CoP as a review, providing a summary of what had been discussed and confirming that the story accurately reflected it. ‘Taking back’ researcher work to participants can help increase researcher credibility (Riessman, 2008, p. 197). In my research, this was an important ethical decision to create an opportunity to reformulate stories, gain permission to share them in research, and promote researcher-participant trust (Riessman, 2008, p. 198).
Each CoP meeting followed up on lines of inquiry from the previous session, and in the final CoP,  the importance of understanding community context in creating inclusive and SJ school environments was discussed. For example, I wondered whether being part of a MAT, which may not be geographically located, may impact school policy and the delivery of inclusion. I also used the session to understand how participants had experienced the CoP. 
[bookmark: _Toc233186632]Community of Practice 
To support greater understanding of how the CoP evolved through this research, I will explain the preparation and administration of the CoP as it was enacted in this research. CoPs provide spaces for practitioner dialogue and the sharing of stories within evolving structures and often emerge organically in response to work-related problems (Wenger-Trayner et al., 2023). They often provide an element of continual professional development with a space for those in the CoP for reflection (Wenger-Trayner & Wenger-Trayner, 2015). I considered these elements when developing my initial CoP and used supervision with my tutors to plan the sessions with reflections from the pilot study. In the first session. For example, I had a presentation ready with the questions and some examples from literature of proposed definitions of inclusion and SJ. Appendix D provides examples. As I had not launched my CoP within the pilot study, I had no experience of asking the questions within a group rather than with individuals. I wanted to create discussion opportunities by providing definitions if none were forthcoming. This aspect was an area of over-preparation as participants were forthcoming in their stories. This meant that definitions and values that emerged from this part of the CoP did so from shared storytelling rather than by me directing ideas based on research.
I had been influenced by my research and practice, such as children’s involvement in the 2024 riots, which occurred in the early phase of this research. The Children’s Commissioner report, together with popular newspaper articles at the time criticised the NC for failing to promote understanding of SJ topics such as anti-racism. These headlines, together with some of the points from the report by de Souza (2025), were shared with participants to see if the assertions, such as children feeling disconnected from education, resonated with their practice-based experiences. 
In the context of this research, there was evolving policy and practice-based developments, such as Inclusion in Practice (2025) response to the call for evidence across schools, and the Curriculum Review (DfE & Francis, 2025). An aspect of practice that emerged as an area for further understanding was what helped maintain inclusion in practice (IIP, 2025). In response to this identified gap, it became an area of questioning and exploration in the CoP. I provided summaries based on my interpretations of these developments to explore with participants. I also used some of these macrosystemic developments to promote discussion of concepts beyond the immediate school mesosystem and create opportunities for participants to reflect on these developments. Additionally, I would explain some of the language choices I made, such as the framing of pupils who attended secondary schools as children rather than young people, to invite reflections on this and justify the decisions I made.
In the final CoP session, I created space to explore my positioning and how much of me was in the CoP. This included questions and space to critique my involvement and whether participants felt influenced by my positioning on the topics explored. Although I was conscious of power and my own social capital in the CoP, I wanted participants to feel able to challenge me and to create spaces where the effects of my power were mitigated by the collective values and sense of safety developed in the CoP to allow different perspectives and critique of me in my role (Brown & Duguid, 1991). In Ami’s story, there are some examples included to show how participants challenged some of my framings and interpretations of stories.
As shown in the literature review, topics of inclusion and SJ are complicated and exist within messy and competing structures (Artiles et al., 2021). The CoP similarly reflected this complexity. This required me to use psychological skills, such as active listening summarising and validating participant stories and emotions and provide a relationally supportive context in which to explore the complex practice-based problems. In later sessions of the CoP, I felt I was able to take a less active role as participants began to reflect on the stories of others from within the CoP and showed how their learning developed incidentally from engagement in the CoP (Carter & Adkins, 2017). In these phases, I became less active in the CoP, showing how the CoP developed and became more self-organising (Cox, 2005).
[bookmark: _Toc233186633]3.15 Methodological Limitations
The methodological decisions I have set out in this chapter respond to the complex interplay of practitioner values, institutional and policy demands. I think selecting a narrative approach is an appropriate way to explore such dilemmas. However, I acknowledge there are methodological limitations to reflect upon and seek to interrogate this further.
Polkinghorne (1988) describes the complexity of ascribing meaning as intangible and difficult to measure. Furthermore, we only have access to our own ‘realm of meaning’, and the study of others, through language and interpretation of the content of language, is imperfect (Polkinghorne, 1988, p. 7). Whilst narrative research aims to prioritise the voices of all, the positioning of the research is such that some voices are privileged over others (Gottlieb & Lasser, 2001). My dual role as CoP facilitator and participant, ‘taking back’ previous CoP sessions and offering perspectives on inclusion and SJ, may have privileged particular interpretations, relational and moral, over alternative constructions.  
Methodological limitations have been classified into broad areas of external, construct, internal and statistical conclusion validity (Clarke et al., 2023). Critically examining methodological limitations enriches the research and can have the function of increasing research credibility (Clarke et al., 2024). A key limitation of this study is the limited diversity of participants, which affects external validity.  Recruitment of participants, due to the timing of this at the start of a busy school year, meant that I was slower to start the CoP meetings than my initial intended time scale allowed. This did not allow for my sampling method to produce the number of participants that may have resulted in a wider and more diverse sample (Naderifar et al., 2017). I wondered whether this impacted the CoP in terms of providing the richness of learning experience that could have arisen with a wider sample and created more debate and discussion, as different roles may have brought different stories to the surface. 
A further limitation was in creating spaces for participants to interact informally between sessions (Wenger-Trayner et al., 2023). An approach, such as developing a Google Workspace, was discussed with my supervisors, but due to time constraints and potential safeguarding issues that could arise, it was felt that this study, given my inexperienced position as a TEP and researcher, was not suitable for such an arrangement. This experience, however, could have deepened learning and created spaces for further interactions among CoP members where learning could take place. 
Limitations are important to consider and explain in research requiring transparency and reflexivity (Finlay & Gough, 2003). However, narrative approaches to research are valuable, offering unique perspectives (Gottlieb & Lasser, 2001), and I strove to use research supervision and reflexive diaries to reflect on the ethical decisions I was making and ensure I was maintaining participants’ dignity and rights whilst considering my own role. Some examples of these reflections are included in the Appendix (see Appendix B).   


[bookmark: _Toc233186634]Chapter 4: Themes
[bookmark: _Toc233186635]4.1 Introduction
This chapter presents the findings from my Narrative Thematic Analysis (NTA) and interrogates how inclusion and SJ are constructed, negotiated and contested within participants’ narratives. Participants described the CoP as a safe space predicated on shared values and identity which facilitated storytelling about the complexities of enacting inclusion and SJ (Brown & Duguid, 1991; Carter & Adkins, 2017; Wenger-Trayner et al., 2023). It is nevertheless important to consider whether commitment to shared values obscured power dynamics within the CoP. The CoP was founded foremost as a relational experience; however, this did not mean it sought complete consensus, with some disagreements that may show how participants felt empowered to assert their positions (Cox, 2005).
Providing summaries of the previous CoP enabled me to clarify meaning whilst supporting the CoP in developing shared values and goals. It also shows how I shaped the direction of the discussion, which is explored as part of the analysis. At the end of the last CoP session, NTA was used to analyse the CoP transcripts. NTA is concerned with how the narrative is constructed and keeping these stories intact whilst paying attention to micro and macro contexts and recognising myself as an active agent, both as participant and interviewer, in the process (Riessman, 2008).  
Researcher’s interpretations of the the social world are influenced by their positioning and by exploring how such positions impact interests and identities (Jacobson & Mustafa, 2019). Making visible the ways researchers acknowledge their own subjectivity and create space for continual and contextual reflexivity, and the decision points reached, reflects my axiological and ethical approach in this study (Olmos-Vega et al., 2023). To provide transparency and explain my decision-making, reflexive boxes have been used in this analysis. 
 In constructing this chapter, I begin by describing each participant in turn, explaining key aspects of their individual story and introducing them as a vignette. I then outline themes for each participant based on my re-reading and the construction of a coherent story aimed at accomplishing change through storytelling (Riessman, 2008). Each theme is then discussed with extracts from participants’ narratives with the goal of interpreting and retaining each participant’s story (Riessman, 2008). Transcripts are available in the appendices (see Appendix E). Thematic maps provide a visual representation of the themes I have actively constructed through my analysis of the data  (Liamputtong et al., 2019; Morriss, 2024). I start by presenting a thematic map of all themes, highlighting similarities across participants' experiences. 
[image: ]
Figure 3 shows a map of all key themes as identified from my analysis. 
[bookmark: _Toc233186636]4.2 Participant Information
Five participants were involved in the CoP. As the research seeks to explore inclusion and social justice, it was necessary to gather sensitive data to support understanding the positioning of different participants and recognise that how we identify influences qualitative research, particularly as it pertains to SJ issues, including race (Bourke, 2014).  In the context of narrative analysis, the stories we tell about ourselves help to shape our individual and collective identities and make meaning of decisions and actions (De Fina et al., 2015). 
As discussed in my earlier methodology, I am included in the table as I identified as a participant. No participant disclosed any accessibility needs that may have influenced their engagement with the CoP or any disability. This was another example of the sample's lack of diversity. All four of the school-based employed participants work at four different schools across the Northwest, and none are part of the same multi-academy trust (MAT). Pseudonyms are used for all participants, except me. The table below provides an overview of their characteristics.
[image: ]
The relative absence of diversity within the sample has implications for how inclusion and SJ are reconstructed, potentially reflecting dominant perspectives within the profession. 
I have written a short vignette for each participant, based on information shared with me and aim to provide context for the reader (Butina, 2015).  A thematic map has been created for each participant to orient readers to the analysis and to show where themes in the overall map originate. 


[bookmark: _Toc233186637]4.3 Susan
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Figure 5: A Thematic Map of Susan’s experiences as identified by my NTA
[bookmark: _Toc233186638]Themes
[bookmark: _Toc233186639]Understanding of Inclusion and SJ
[bookmark: _Toc233186640]Rights and Values Approach Applied in Context
Susan shared her understanding of inclusion as founded on a rights-based approach. IE was understood as a fundamental right extending beyond notions of pupil ability or SEND to one where there is an expectation of flourishing:
“…no matter where you come from, your background, everybody, whether you've got disabilities, whether you're able-bodied, everybody has got the right to have an education… and to be able to thrive in that education.” (Line 40-42).
For Susan, considering the child’s context and recognising the complexity and challenges in their lives, including how parental experiences of school could influence this, were also crucial to understanding inclusion. Susan positioned herself as a bridge between home and school, providing empathy, care and support, enabling children to feel part of the school community:
“They don't all have fabulous times in school…. I think the driving force was to actually make them feel like they were included and they did have somebody for them who they could go and speak to and come and see.” (Line 672-675).


This positioning connects strongly to sociocultural theories of participation as an active, social interaction, shaped by language and to the notion of inclusion as relational belonging (Vygotsky & Cole, 1978).
Central to inclusion were core values, including acting with authenticity and integrity, as these facilitated effective connections and relationships, without which inclusion was likely to fail. Susan felt that fostering effective interpersonal skills and an ethos of care was fundamental to understanding inclusion:
“I think you've got to be the person that does care and that has got their best interest at heart… so that you allow them to feel like they belong, like you are there to help them.” (Line 1074-1077).
[bookmark: _Toc233186641]Commitment to Equity and Advocacy
Creating mechanisms that made all stakeholders feel valued as equals was an important part of Susan's understanding of inclusion. Commitment to equity and advocacy was extended beyond pupils to parents, who were recognised as important stakeholders and also needed an ethos of care. Fostering trusting relationships started early, creating opportunities for relationships to develop before the child started at the school:
“… [T]here's a lot of people that are scared to voice what they're thinking or voice what they're saying. But if we can go to them and we have got that rapport with them …. then it does make them feel more included…” (Line 812-814).

Susan’s words convey the power dynamics among parents, children, and school staff, and how she uses relationships to break down fear as a barrier to engagement. Relationships were positioned as an investment for future conversations that built a culture of honesty and a shared understanding.
[bookmark: _Toc233186642]Barriers to inclusion and SJ
[bookmark: _Toc233186643]Systemic and Competing Agendas

Susan perceived a disconnect between expectations of mainstream settings and specialist school settings. Stories about the efforts mainstream schools had made to accommodate needs were seen as distinct from specialist provisions, where placements had broken down.  The lack of available special school places was presented as a systemic problem that created an additional workload burden within Susan’s school. Mainstream schools were positioned as more benevolent and inclusive than their special school colleagues, as they had not excluded the child. This dichotomy represented misalignment and a lack of collaboration within the system, causing frustration, which Susan presents through rhetorical questions to highlight the disparity between mainstream and specialist placements. Susan portrayed the mainstream school as persevering with inclusion, where specialist settings have used their autonomy to refuse to maintain a place:
“…[I]t is broken because if a mainstream school can do that and then the specialist school have turned around and gone actually, no, we can't meet their need. What is going wrong? Why are they not able to meet the need when we've struggled? Don't get me wrong, it's been hard work and it's been a lot of work…, but we have managed to keep them.” (Line 470-474).
The use of rhetorical questions seems to be directed back to SP, which Susan perhaps considers as not persevering or working as hard as mainstream schools. This is reflected as a point of contention between school types and is attributed to systemic failures.
	Reflexive Box 1:
Perhaps because Susan sees children being displaced from education as SP placements are not maintained, Susan seems to struggle with placements breaking down. I wondered if this was because it competed with her moral framings of inclusion. 


 
A further competing agent against inclusion and SJ was social media, which was portrayed as hindering both. Susan described how children may not be able to recognise erroneous content; this seemed particularly problematic in the context of tackling issues such as misogyny and racism. This could feel insurmountable for Susan. It also risks framing children as passive recipients of misinformation, potentially obscuring their agency to identify harmful content:
“I think a lot of what they see in social media gets in the way of everything because if it's on social media, then it's 100% true.” (Line 248-249).
[bookmark: _Toc233186644]Teacher Capacity
Inclusion is constructed as a time burden to an already overwhelmed workforce, and came out strongly in Susan’s narratives. The sense of an insurmountable workload, with competing agents jostling for time, was perceived as a burden that prevented adults in school from delivering inclusion:
“[T]here are only so many hours in a day and there are so many people and there is just so much that people have to do in such a short space of time and… it's just not actually possible to do everything that you are supposed to do in the time that you have.” (Line 1200-1207).

The increased identification of need and the number of individuals seeking teacher attention illustrate the tension between delivering relationally-informed inclusion and wider school systemic time pressures. 
[bookmark: _Toc233186645]Increased Demand and Financial Pressure
Within the context of finite time, some parents were seen as adversaries who made demands and caused overwhelm, working against school staff and detracting from inclusion support for those perceived as most in need. Some parents were seen as having too much knowledge and power, which disproportionately benefited their child, rather than equally distributing time and energy to all within the system:
“I think parents are more educated about what they think their child needs. And they put the pressure on schools…. They want you to drop everything. They turn up into the reception, and it's like, I'm here now. You need to speak to me. I do think that education to a certain extent does need a whole revamp.” (Line 1274-1277).
This construction of parents as adversaries may reflect systemic resource scarcity, where advocacy is reframed as competition, drawing on neoliberal underpinnings of education and raises questions about how power is distributed within school-family relationships. It shows how Susan tentatively moves towards the need for wider policy reforms to address these competing challenges. 
	Reflexive Box 2:
I found this framing of parents contrasted sharply from earlier descriptions where parents were positioned as disempowered and requiring advocacy. Instead, in this example, relationships and collaboration have failed, creating the tensions Susan describes. 



[bookmark: _Toc233186646]Maintaining Factors
[bookmark: _Toc233186647]Relationally Supportive Pedagogy 
Having the skill to relate to children and make meaningful connections was seen as an integral component of inclusive practice. Knowing the children and their families was seen as a crucial foundation for effective inclusive approaches. Building relationships early was seen as a worthwhile endeavour that required investment throughout the transition to promote effective inclusion. Stories of successful relationship building were presented as evidence of successful inclusion:
“We attend the transition meetings or any meetings that they have in year 5, so personally from my point of view, I think that as a school we do inclusion really well.” (Line 656-657).
 Susan attributed relational approaches to ensuring basic needs were met for individuals, particularly those who belonged to groups such as cared-for children:
“But what I will try and focus on is making them feel safe in school, including them, making sure that they've got friends.” (Line 214-216).
The construction of Susan as providing care and addressing the basic needs of cared-for children shows how SJ is enacted at an individual level. Although Susan did not position herself as an agent of SJ in this story, it provides examples of some of the ways she enacted SJ goals. 
	Reflexive Box 3
Susan did not easily identify herself as enacting SJ and limited her own involvement. By summarising some of the important work she had described earlier, she was able to provide the story about how she enacted SJ in school.



[bookmark: _Toc233186648]Allies
Successful inclusion, as Susan describes, seemed to depend on understanding and responding sensitively to the community's needs. Creating allyship with the wider family and breaking down barriers to school engagement were viewed as critical parts of Susan’s role in supporting inclusion. This was seen as a way of mitigating perceived parental wariness about education and promoting wider community involvement:
“Definitely, definitely local communities… it's a lot easier for pupils to feel included in school… [if] parents haven't necessarily had a good relationship with school and then that kind of feeds on into when their children are in school…” (Line 800-804).
The voices of those involved in enacting inclusion, including its recipients, were seen as important evaluators of successful IE: 
“Everybody in school really should be involved in it because it's everybody's job to make people feel secure, safe, included.” (Line 1482-1483).
Susan identified successful inclusion as a collective responsibility, to be judged by all stakeholders rather than by wider macrosystemic bodies, such as Ofsted and those positioned as experts. This perhaps moves away from neoliberal accountability processes and shows how her conceptualisation of inclusion focuses on the individual experiences of those within the school system. 
[bookmark: _Toc233186649]Resistance and Social Capital
Susan seemed empowered in her role to challenge less relational practices and to suggest alternative ways of interacting with children. Responding relationally to gently challenge adults was predicated on effective inter-staff relationships, which Susan recognised would benefit the children she supported. She describes how she uses relational approaches and her social capital to support others in recognising the need to understand why a change in approach was necessary:
“…[Y]ou can say would you just mind reframing that or saying that in a different way without feeling that you're telling them what to do or you're telling them that you're doing something wrong. ” (Line 717-719).

This seemed to demonstrate the security Susan had in her role, which enabled her to respond to those at different levels of power and to use her social capital to promote more relational approaches with children. The use of the word ‘reframe’ also perhaps alludes to how education provides an opportunity to re-story children’s lives, and, in this example, to ensuring that adults use language as a tool to facilitate this. 
[bookmark: _Toc233186650]Collective Coping 
[bookmark: _Toc233186651]Shared Values and Principles
Susan reflected in the final CoP session about the stories she had heard during the research and how this resonated with her. This prompted her to think about how these values were enacted in her own practice and context. Sharing practice-based stories about SJ generated reflection about her own context and the juxtaposition of different members within her school community:
“So I think that definitely the power of privilege you do need to try and balance that especially for our kids and obviously some staff members will be a lot more privileged and maybe not understand some of the hardships and some of the struggles that some of the kids might have to put up with...” (Line 1328-1332).)
This reflection perhaps shows how Susan’s thinking has changed through participation in the CoP, particularly regarding the differences between the life experiences of adults in school and children, and the importance of recognising positions and privilege within the context of education. 


[bookmark: _Toc233186652]4.4 Nicola
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Figure 6: Nicola’s thematic map as identified from my analysis
[bookmark: _Toc233186653]Themes
[bookmark: _Toc233186654]Understanding of Inclusion and SJ
[bookmark: _Toc233186655]Rights and Values-based Approach that is Applied in Context
Nicola saw inclusion as being rights-based and informed by shared, collective values reflecting a moral framing, suggesting that inclusion is conceptualised as an ethical obligation rather than a statutory requirement. Positioning herself in a combative role from the outset in the CoP, she saw fulfilling this goal as requiring resistance and a ‘fight’ against competing systems. Nicola constructs enacting inclusion as a site of struggle rather than consensus, positioning herself as an agent of resistance within such contested systems:
“….[I]t's always been about rights and representation and resources and almost fighting for those rights across the board.” (Line 123-124).
[bookmark: _Toc233186656]Commitment to Equity and Advocacy
Achieving equity was viewed as an important goal of inclusion and SJ practices. Here, the idea of the moral purpose of education was also introduced; Nicola positioned herself as an activist and a conduit to enable children to become valuable members of society: 
“…[W]e want to offer students in terms of becoming, you know those well-rounded active participants in society… and trying to sort of be a part of that journey even within a system that sometimes does compete with that sort of moral compass I suppose” (Line 75-78).

Championing the voices and perspectives of those who were felt to be disenfranchised within the school community was seen as paramount to IE. Nicola told stories of resistance to uphold rights and support individuals disenfranchised within the system. The words Nicola uses show how she considers inclusion to require action and positions it within a contested system:
“But for me, it's always been a part of being in that and sitting right in the centre of it and pushing back against some of those tensions and trying to align that, that champion and advocacy….” (Line 63-66).

To be an effective advocate, Nicola recognises her own power and responsibility to champion and challenge. Her position seems to be influenced by her own social capital and by her academic knowledge, which she utilises to redress power imbalances. 
[bookmark: _Toc233186657]Understands Personal Power and Privilege 
For Nicola, promoting equity required a collective understanding of children’s backgrounds, which was synonymous with being an agent for SJ. Understanding community backgrounds and how school staff positioning compared to stakeholders in the school was connected to greater consciousness of the disparity between the socioeconomic status of the children who attend the school, and those who are employed there:
“We did an ADI score which is just a deprivation index where you can put in the postcodes of students at school…[O]ur average student sits at 2 by comparison, staff average is a 7.6…[T]hat was quite a powerful measure to share with staff as well… it can be really quite challenging… to fully appreciate what life outside of the walls of school looks like for some of our students.” (Line 1142-1150).
Nicola’s stories about how her school has sought to deepen staff understanding of the community context highlight the importance of localised approaches to inclusion, requiring adults to sit with some of the uncomfortable realities of working in communities that serve children from poorer socioeconomic backgrounds. 
[bookmark: _Toc233186658]Barriers to Enacting Inclusion and SJ
[bookmark: _Toc233186659]Systemic and Competing Goals
Nicola described a lack of equity in educational placement decisions when she compared the expectations of SPs with those of mainstream schools. Perhaps because SP places are highly prized, the power to refuse was perceived as greater in special schools. Nicola felt expectations for mainstream schools were higher than those in specialist settings. She positioned herself as the child's champion, working harder to maintain placements than specialists would. Her language choices revealed a deeper conflict as she positioned her school as a victim:
“…[W]e've had other local specialist schools say to us, actually… what you're providing is far beyond what we can provide currently. And what we've kind of become, sort of victims of trying to do the right thing.” (Line 484-487).

Nicola seeks to provide educational placement and promote belonging within an imperfect system which fails to recognise and respond to children’s individual needs, showing how she perceives enacting inclusion as a moral endeavour.
	Reflexive Box 4:
Nicola’s use of the word ‘victim’ here indicates how she perhaps positions SP as not doing enough when compared to the efforts she sees her organisation taking to include children. I wondered here if the approach of SP settings not to admit or persevere with placements was seen as having less of a moral commitment to inclusion.  



[bookmark: _Toc233186660]Increased Demand and Financial Pressure
Nicola described the growing complexity of need that has emerged over time. This has changed the school demographic and added pressure to an already overcrowded system, whilst reducing the capacity to address children’s needs. Absence of appropriate funding to meet this changing need adds pressure to what is described as a ‘diluted’ resource:
“….[W]e're currently 40% SEND…. So that normal distribution has shifted…. You know, and that's a real challenge because it's diluted the resources that we've got and the reach that we've got and not much changed in way of funding.” (Line 399-404).
This demonstrates the tension between delivering inclusion and practising relationally within a saturated system. Her story describes how school demographics have changed, which are at times located within medicalised discourses of diagnosis.
[bookmark: _Toc233186661]Tension Theory vs Practice
Nicola described tension between theory and practice, which she storied as the terminology and jargon surrounding SEND. She asserted that language was not used plainly, leaving teachers feeling deskilled and overwhelmed and leading them to view delivering inclusion as a more complex endeavour. This, Nicola sees, is counterintuitive, as staff have organically cultivated the necessary skills to meet needs:
“…[T]hey're already equipped with a lot of what's needed, but because of how it's framed, it kind of becomes something that seems like it should be more specialised than quality first teaching.” (Line 278-280).
Nicola’s position was rooted in her own research and experience of higher education. She positions ‘experts’ who draw too heavily on a theoretical perspective of education rather than recognising the constraints of practice. She described an internal conflict between herself as a scholar and being part of an education system that she felt perpetuated inequality, almost becoming a traitor to her own knowledge:
“…[I]t was quite frowned upon…going back into education and being part of a system that they felt perpetuated ableism… I was really conflicted coming back into schools but for me it was around trying to just sort of rehumanize all of the data…” (Line 68-72).
Creating spaces for research to understand lived experience was seen as a way of resolving this conflict: 
“I don't actually know how much work has been done on the sort of front line of things and engaging with people at that. So, I suppose my worry is just a theorised school experience that isn't wholly representative of what it's actually like.” (Line 1292-1294).
When I sought clarity from Nicola and asked if this related to authentically understanding the school experience, she agreed. However, I wonder whether her stories of the inadequacy of theory in practice obscure the everyday tensions in a school system that struggles to fulfil and address children's needs, and whether they help Nicola reconcile practice constraints she positions as preventing her from delivering IE in line with the academic knowledge she holds. In her story, she draws on dominant narratives of theoretical inadequacy rather than on the inadequacies of educational provision. This demonstrates the tension between theorised concepts of inclusion and SJ and the reality of a systemically constrained school context. 
	Reflexive Box 5:
Nicola here draws on her social capital and educational experiences to expose the tension and illustrate how conflicted she can feel in practice when other systems perhaps make it difficult for inclusion and SJ to operate in the ways that are connected to her academic experiences and moral framings.



Nicola makes a connection between increased identification of need and medicalised discourses of children, which correspond with decreased teacher confidence in meeting those needs.  Nicola describes this as problematic and describes how blame is then located within the child and reveals a critical disjuncture between academic constructions of inclusion and the lived realities of educators:
“I think the sort of the deficit-based narrative and diagnosis pathway for SEND at school that I find it harder to engage some of our staff to reframe that…I don't want to say like blame but locating blame the idea that there's a deficit there's something to be fixed and whose responsibility is it to work around that deficit and… when that is a push-pull play between staff and students.” (Line 386-392)


Complex labels are positioned as creating a barrier to their feeling able to relate to and understand the children they teach. It shows how individual agency to create relationships is thwarted by pathologising language.  Nicola’s use of ‘deficit narratives’ is frequent in her stories of practice and may advance her own story by reflecting on sites of conflict and tension. 
[bookmark: _Toc233186662]Maintaining Factors
[bookmark: _Toc233186663]Relationally Supportive Pedagogical Approaches
Nicola spoke about training and development in relational practice as being valuable. Her school had received support from external professionals, such as EPs, which helped develop this skill. In her story, it was important that agents supporting the school possessed the requisite values and were authentic in their approach. Building relationships was seen as having reciprocal benefits to staff in terms of helping them to feel valued as practitioners:
“….[S]ometimes they come back and they check in and you can see…the next steps that they've taken and just how fondly some of them dip in on open evenings…. [They are] genuinely complimentary of the support and relationships that they had at school. And you can hold on to that a little bit….” (Line 1463-1469).
Relational inclusion was seen as dynamic and multifaceted, serving different stakeholders within the system and providing momentum, juxtaposed with the ‘broken’ system that fractures relationships. Nicola again told stories that reiterated the importance of alignment:
“I think it's relationships with staff as well that really help that surrounded by people that share those common sorts of morals and ambitions, and that actually really value working with young people.’ (Line 1446-1449)
[bookmark: _Toc233186664]Allies
Stories about shared values, such as authenticity and commitment, were viewed by Nicola as a significant indicator of whether individuals were identified as inclusion allies. EPs were viewed as making an important contribution to reframing ideas about enacting inclusion beyond statutory systems, which were viewed as problematic:
“…[W]e did a piece of work…. with the lead Educational Psychologist [LA redacted], and it was very idealised. It was around transformative practice… I feel like just a redesign of curriculum… what the purpose of education is for some students and how we can sort of tap into that for students where the more traditional approaches aren't working for them.” (Line 1218-1224).
Nicola also identified school leadership as playing a critical role in creating inclusive spaces and being an important ally, but ultimately, Nicola positioned teachers as the most powerful actors in the delivery of inclusion, requiring their commitment to enact SJ approaches and embrace the belief that inclusion mattered:
“…[T]eachers are our biggest resource. They're on the interface of it daily... So, in terms of bringing allies on board creating support networks, I'm going to need them.” (Line 1174-1176).
Positioning as an ally of inclusion required commitment, empathy and embodiment of core values of authenticity. When talking about allies, Nicola spoke positively of EPs in this role compared with some ‘experts’ whom she positions as obscuring inclusion goals through the overcomplication of medicalised discourses, which are described less favourably. 
[bookmark: _Toc233186665]Resistance Social and Cultural Capital
Helping those in leadership roles to understand and to tell the children’s stories within contexts where they were often overlooked or excluded positioned Nicola as an ally and helped demonstrate her resistance to adult-only spheres. She used her social capital to facilitate conversations about inclusion: 
“What I find is missing from honestly, the bulk of referrals is any type of voice of the child. And I feel like sometimes we forget we skip that step and I'm like has anybody just asked them…” (Line 1088-1090).).
Nicola described the value of listening to children in facilitating change and shifting perspectives. For Nicola, it seemed listening to children’s voices and adopting true person-centredness went beyond tokenism, galvanising those in leadership roles into action. 
Nicola identified that educating staff about the local area helped adults understand the child in context, thereby promoting SJ. Power was linked to education and cultural capital, which had a symbiotic impact on inclusion; it raised awareness of the disparity between teachers’ and pupils’ experiences whilst raising aspirations and expectations for those who lived in the area:

“So, when you're thinking about how you can use our cultural capital in terms of sort of shaping the curriculum and challenging some of that inequality and moving away from that deficit narrative…” (Line 1128-1130).

Through her stories about educating new staff on bus trips to the local area, Nicola presented this as a novel way to deepen understanding and promote empathy for children and families, as local knowledge can easily be forgotten. Raising aspirations for children in the community through SLT representation was also important, as Nicola positions this as creating optimism and helping to provide a counter-narrative, noting that some families ‘internalise’ deficit perspectives on what children may achieve because of where they live. It highlights a further way in which inclusion needs to be understood within localised contexts. 
[bookmark: _Toc233186666]Collective Coping 
Nicola was asked how she experienced the CoP and my role as a participant, and whether she felt influenced by it. She described the CoP as a space for shared values:
“No, I didn't feel steered in any way. More just reassured that it was a safe space as well, I suppose.” (Line 1628-1629).
Nicola described the relational elements of the CoP as being supportive in helping her to think about her own practice. Again, she spoke about the CoP as a place for collaboration within a group, where members share similar values and goals.
	Reflexive Box 6:
As both a participant and researcher, I was aware of my own social capital and involvement in the CoP and whether participants felt able to express themselves without prejudice. Providing space for these discussions felt important to ensure participants could express themselves honestly and scrutinise my involvement in the CoP. 



[bookmark: _Toc233186667]Shared Values and Goals
At the beginning of each CoP, I offered a summary from the previous CoP and shared the values and principles I felt had developed. I also used this as an opportunity to check language choices, such as referring to students as children rather than young people, and to share my rationale. Some of these ideas resonated strongly with participants, strengthening group identity:
“…I think that's why I really liked the term child…. I've never underestimated the power and privilege of the role that we have, and I've never wanted to exploit that in any way other than for the betterment of what can be provided for somebody.” (Line 1063-1066).
Consideration of language choices and positioning was reflected in Nicola’s story about her work. She reflected on the power of words across several contexts, highlighting the care and consideration she took in how children were spoken of and listened to (Billington, 2006). 
Clarification of values and principles also helped create a shared CoP identity, which Nicola expressed as valuable. She described feelings of connection and enjoyment within the group, replacing feelings of isolation and frustration when discussing her role in practice. This highlights how collaborative spaces were viewed as supportive elements for developing practice and problem-solving:
“Things can get very myopic when you're stuck in one place, and especially when you're …. in schools for a long time,… [C]ollaboration just brings another way of thinking and considering, and it's nice to hear other people's experiences and their successes and challenges...” (Line 1603-1607).
Nicola’s use of the word ‘myopic’ may refer to how stuck and complicated enacting IE may feel in schools, leading individuals to struggle to move beyond immediate mesosystem problems. In the early stages of the CoP, inclusion was portrayed as a contested endeavour, but the softening of language to one that appreciates hearing others' stories is presented as a more optimistic lens from which to view IE. It perhaps illustrates the power of storytelling to promote action (Riessman, 2008). 
[bookmark: _Toc233186668]Renewed commitment
Through collective storytelling, Nicola valued the reflective space created and the opportunity to share with individuals who shared similar passions. This is described as supporting Nicola to think about her own context. Nicola identified the value of collaboration to reignite energy and hope in what can often feel like a frustrating and challenging role supported to experience the CoP as an enjoyable and worthwhile endeavour:
“[I]t's revitalised it a little bit. It's not often you get the space to come together… And really sit and reflect on what is and why and what could be…. I suppose, yeah, just energises me, maybe. Yeah, I think any type of collaboration is important, isn’t it?” (Line 1596-1600).
[bookmark: _Toc233186669]4.5 Jasmine
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Figure 7: Jasmine’s thematic map based on my analysis of the data
[bookmark: _Toc233186670]Themes
[bookmark: _Toc233186671]Rights and Values-Based Approach to Inclusion Applied in Context
Jasmine described that effective IE was predicated on teachers’ understanding that such approaches would likely benefit all children. Inclusion and equity were achieved by all pupils having access to high-quality teaching:
“…[A] really good solid universal offer that benefits SEND pupils is not going to hinder non-SEND pupils. But it makes it easier for the teachers…” (Line 302-306).
Jasmine explained that she saw this approach as being intuitive to teachers. Rather than approaching quality-first teaching as a workload endeavour, it was seen as the norm in schools.	
Jasmine reiterated how such approaches supported early identification and prevented escalation of needs. These stories reiterated how IE promoted flourishing, dichotomising this with mental health needs when inclusion had failed to address children’s needs:
‘[I]t would never get to that point where they need any sort of SEMH input because they're feeling happy in school, they're feeling motivated, they're thriving.” (Line 364-366).
Flourishing transcends the harms caused by unmet needs, leading to fewer diagnoses of SEMH difficulties and suggesting what could be achieved if policy worked in practice. 
[bookmark: _Toc233186672]Commitment to Equity and Advocacy
The development of equitable education was a driver of inclusive education for Jasmine. Teaching children about the meaning of equity was a crucial component in achieving this goal:
“I guess the term equity is a big part of social justice and just sort of understanding that everybody needs different things in order to thrive…I think is something we're trying to teach the children a lot about.” (Line 99-101).

Jasmine described how she directly taught protected characteristics, including socially constructed categories of race and ethnicity, to support children's understanding and raise awareness of SJ and anti-oppressive practice:
“…I think they all kind of get that things like racism is a crime, but not necessarily that it would be a criminal offence to say something homophobic or to say something against someone with a disability.” (Line 118-120).

As the quote shows, it was seen to help children understand the impact of their words in the context of protected characteristics, which can be challenging. Jasmine positions this from a place of care, as a teaching and learning point rather than judgment. Teaching about SJ matters could be seen as a point of derision between the views she has and those of other community members, including parents. 
[bookmark: _Toc233186673]Barriers to Enacting Inclusion and SJ
Jasmine identified how the curriculum can be conducive to addressing SJ issues, but described how this was abandoned as it was felt too controversial within her school:
“… I think it is the vocab that's used particularly like we've stopped teaching of Mice and Men, To Kill a Mockingbird. You know, when actually they're massively, massively useful tools in teaching racism.’ (Line 192-194).
Stories were told about how curriculum content had been thoughtfully developed to help explore social issues, only to be criticised and attacked. The language used shows how Jasmine alludes to parents being critical of SJ approaches, using ‘our children,’ perhaps as a way of asserting power:
“…[I]t's really tricky there's always someone that doesn't agree with something, and we've had backlash if we've taught an article from a certain paper. You know they've said that the political slant is. You know, you're trying to lead our children to believe this, and it's really hard.” (Line 199-202).

In the context of this comment, Jasmine also references Michael’s story, in which he describes the teacher's "backlash," suggesting that criticism of SJ approaches was multi-layered and complex. The language Jasmine uses positions her defensively as though she perhaps experiences this as an attack. The subtext of ‘leading’ perhaps implies that parents may see such approaches as a corruption of children if the political perspective differs from their own. 
	Reflexive Box 7:
In Jasmine’s story, she shows careful thought in introducing SJ topics to children in school. It also highlights how these efforts can be overridden and possibly unofficially policed by others within the system, leading to abandoning such efforts.



[bookmark: _Toc233186674]Increased Need and Financial Pressures
Jasmine described the complexity of the macrosystem in which provision was commodified through the EHC process. Rising demands in her LA are depicted as shifting the parameters for securing assessment (and funding) in a system that lacks transparency. Her story reflects one of rising need in her own school microsystem, where she feels educational placement, provision and availability of specialist placements are not matched to the severity of need:
“Finally managing to push an EHCP through… they're going to issue a plan after probably two mediations to even get it through… [and] just name the mainstream school that they’re not accessing anyway.” (Line 432-435).
This reveals the tension within a saturated assessment system, which contributes to the quiet exclusion of children. In her narrative, Jasmine introduces the notion of a ‘broken system’ which resonates and becomes repeated in the stories of other CoP members. 
[bookmark: _Toc233186675]Teacher Capacity
Jasmine described teachers’ flexibility and ownership over SEND as a barrier to enacting effective inclusion. This highlights a point of disagreement with Nicola’s perspective that relational skills are easily understood in schools, but complicated by the theory and language, whereas Jasmine told stories about how teachers lacked necessary interpersonal skills:
“I get what Nicola is saying about that emotional literacy, but some teachers are just really not good at it…. and they just don't have any empathy for some of our kids.” (Line 307-309).
Jasmine’s use of the word ‘our’ highlights how she positions herself to take ownership and responsibility, in contrast to mainstream teachers, whom she positions as lacking empathy for pupils with SEND. Her judgement of teachers deemed ‘not good’ perhaps shows how Jasmine has assumed the role of policing mainstream teachers in her role of SENDCO as prescribed by neoliberal education policies (DfE & DoH, 2014; Done & Andrews, 2020). Instead, Nicola describes the language around ‘relational’ approaches as obscuring relationships; teachers may frame it as an additional workload burden or something requiring specialist skill, yet believe relational skills are something teachers possess. This framing individualises responsibility for inclusion, potentially obscuring structural constraints and reinforcing deficit narratives about teachers.
Technical skills and subject knowledge were insufficient to compensate for the absence of relational skills and empathy that Jasmine views as fundamental to promoting inclusive cultures:
“…[S]ome of them are great teachers. And yes, they know how to get nines out of the bag and things like that when it comes to GCSE season, but they might not be able to keep people with ADHD in the classroom for more than five minutes.” (Line 312-314).
	Reflexive Box 8:

Jasmine’s comments here depart from other stories where she reflects on the challenges and workload demands of teachers, showing how she does have empathy for managing inclusion within competing systems. This seems to be a point of departure, perhaps because the children are impacted and are not included in their lessons. It is in these moments that Jasmine seems to draw on neoliberal framings of SENDCOs who are required to police teachers and exercise control.



Jasmine’s story reinforces neoliberal ideologies of individualisation within education, as the wider classroom context is ignored, and perhaps assumes the role of policing teachers. When I tried to understand more about the barriers to this, I was met with defensiveness, highlighting how confounded and defeated Jasmine could feel in the context of developing inclusive school cultures:
	‘If I knew I could fix it. I think overwhelm is probably a big bit to it.’ (Line 318).
Jasmine draws on further commonly recognised and cited reasons for failed inclusion, such as excessive workload, perhaps to explain this rather than recognising that ‘fixing’ the problem may sit outside her power and may rest within wider systems and policy.
Jasmine further explores the resistance she encounters as she positions teachers who fail to take ownership of inclusion, and sees those who experience SEND as having needs that require fixing rather than understanding and adaptation. Jasmine’s frustration about children not receiving the same attention and diligence as safeguarding concerns is highlighted as a barrier to effective inclusion. Again, as prescribed by neoliberal education policies, it highlights the responsibilisation of teachers:
“It's like everyone says at the start of the year safeguarding is everyone's role, but SEND is everybody's role every teacher in the school has a SEND learner in their classroom…” (Line 370-371).
I wondered whether the lack of role diversity impacted the framing of stories about inclusion. The CoP featured school staff with responsibility for championing inclusion. Understanding the perspectives of individual class teachers, including those who are newer to their roles, and the curriculum demand seems to be missing. Jasmine’s perspective is arguably epistemologically narrow and partial, failing to acknowledge the competing roles and complexities associated with enacting inclusion and SJ in the classroom and reflects a neoliberal, individualistic perspective. Jasmine draws on details not being addressed in relation to children with SEND, comparing this to safeguarding concerns. It illustrates how she takes her policing of teachers seriously and, arguably, demonstrates the challenges of resisting responsibilisation within the school system, particularly when an individual’s role requires surveillance.
	Reflexive Box 9:
In this moment, I wonder whether Jasmine experiences issues such as inclusion and SJ of being paramount when compared to other aspects of school policy administration, as she likens it to safeguarding. However, I wonder if she feels stuck when she perceives that others may not give it the same level of importance or hold similar values. It shows a disconnect between policy, where SEND is ‘every teacher’s responsibility,’ and the reality of daily practice, which may deviate from this. 
In my analysis, I also think I grapple with the competing demands of being a teacher and a SENDCO and how this is a complicated and messy role within a school. Perhaps my own analysis privileges a narrative of teacher struggle over the challenges Jasmine may feel when policy and accountability measures are not taken seriously. 



[bookmark: _Toc233186676]Maintaining Factors
[bookmark: _Toc233186677]Relationally Supportive Pedagogical Approaches
Jasmine described the importance of relational approaches as a vital mechanism for identifying need. This was seen as critical within the context of secondary school and predicated on teachers noticing and being proactive about identifying needs. In her role, Jasmine did not know every child in the school and relied on teachers. It demonstrates how teachers are integral allies in delivering inclusion: 
“We rely a lot on teachers making referrals. So, we have a SEND referrals process so that if staff do pick up at anything around a student, whether that be something to do with their cognition, something to do with sort of their behaviour, their attentiveness in a lesson.” (Line 342-345).
The different presentation of girls who may have neurodivergent needs is presented as challenging due to ‘masking’ behaviours, which can thwart best intentions to address such needs. 
For Jasmine, adaptive teaching approaches were viewed as instrumental in delivering effective inclusion. This was predicated on effective quality-first teaching processes being in place in the first instance. Jasmine described adaptive teaching within the context of resource-based provision as providing greater flexibility to support other learners without an EHC. Although she clarified that placement was meant to be part of the EHC process, she felt more autonomous to meet needs with flexible groupings, where adults had autonomy to facilitate adaptations. Her justification for using this resource outside the LA decision-making panel was that it improved learner success and inclusion: 
“Supported groups. This was brought in at school as a tool to support pupils between SEND department and SLT for teaching and learning. The aim is to ensure QFT is always happening, scaffolding always in place, small groups, slower pace, teachers have autonomy to be more flexible.” (Line 726-729).
This is perhaps an interesting reflection, as resource-based provision could be seen as obfuscating IE by placing children in separate groups, often away from their peers. Furthermore, complete SENDCO autonomy may not be entirely desirable due to potential conflicts between neoliberal accountability measures and mesosystem goals, which may compromise meeting children’s needs. 
[bookmark: _Toc233186678]Inclusion and SJ Allies
When invited to discuss what Jasmine valued most about inclusion and SJ in relation to her role, Jasmine identified the MAT structure as helpful. MAT structures facilitated additional resources as well as accountability:
“Myself - Investment in SEND department. The SEND team usually feel listened to by other staff members. I feel like we are able to challenge other staff members when necessary to support inclusion.” (Line 692-694).
The combative language choice of ‘challenge’ perhaps shows how such structures reinforce her position of authority and surveillance, in line with neoliberal perspectives on IE policy, in which the role of SENDCO becomes synonymous with powers of policing teachers rather than support. 
This power was further amplified through existing mesosystem structures that Jasmine identifies as reinforcing her autonomy:
“SLT for Inclusion is often the one who will go out to battle for us in the SLT meetings. She's not scared to say it as it is.” (Line 829-830).
The language choices convey the sense that enacting IE is a contested process within school mesosystems, requiring leaders to wield power to pursue inclusion and SJ goals and to maintain them within competing systems.  
[bookmark: _Toc233186679]Resistance and Use of Social and Cultural Capital
Jasmine introduced the idea of resistance within the CoP as she positioned herself as an advocate, championing children's rights to ensure their needs were understood and met, and using her social capital to challenge LA decision-making. Stories of conflict with those in power in LA EC decision-making roles led Jasmine to feel her moral duty was to ensure children received adequate placements, often outside the school. Jasmine belligerently criticised decisions that she felt would adversely impact a child from experiencing connection and belonging in school, even if this meant a placement in a different provision:
“I've really grown a pair this last couple of years in particular and…I think they're a bit sick of me some of them… I have to challenge it… [AP] That's not right… You know that a child needs a permanent school where they can feel a part of that community and they're not getting it.” (Line 455-461).

Challenging LA decision-making reflected a mechanism through which Jasmine could demonstrate resistance to the system. She used her social capital, as she saw it, to benefit the children, whilst acknowledging a ‘broken’ system.  Absence of available places in specialist provision within the context of growing need and complexity amplifying the problem:
“…[T]here's nowhere for them to go. It's just so broken. We've got so many students in our school….where the panel have agreed they need specialist provision, but they still name us.” (Line 437-439).
	Reflexive Box 10:
This story highlights the bravery Jasmine shows in sharing her stories in the CoP. She tells stories about how others may perceive her less favourably because of her desire for the right decisions to be made regarding educational placement. However, Jasmine positions children’s stable placements and experiences of belonging in education as paramount over maintaining harmony and consensus with LA decision-makers.



Jasmine defended her position to challenge decisions to place pupils back in mainstream schools following EHC assessments because the physical constraints of the building are such that the environment is not conducive to their educational success:
“…[W]e are the biggest school in….this is quite an overwhelming building for some students …” (Line 443-444).
Drawing on common discourses about mainstream school environments, Jasmine explains the physical environment as a barrier to effective IE. This is perhaps a more comfortable, logical position from which to consider why inclusion may not work for some children, rather than considering wider meso- and macrosystemic barriers. It also perhaps seems a more quantifiable reason for expressing concern about why a child’s needs may not be met. 
Jasmine linked cultural capital to deprivation and saw it as a mechanism for raising awareness of wider societal issues by developing a curriculum that recognised prejudice and bias. Jasmine viewed cultural capital as a way of redressing systemic inequality, and utilising power could be used to redress systemic inequality: 
“Quite a lot of SEND is environmental, in my opinion. I think they need exposure to cultural capital. We have to give that to them through enrichment and learning within the classroom, interwoven into the curriculum.” (Line 829-830).
This resistance was evident through the stories Jasmine told of providing children with access to texts that offered greater diversity. Although this could meet with parental resistance, Jasmine positions such ‘enrichment’ as providing knowledge that may help mitigate the impact of socioeconomic disadvantage. 
	Reflexive Box 11:
Jasmine offered cultural capital perspectives of education, explaining the importance of providing children with experiences through education to mitigate socioeconomic disadvantage. There was limited discussion within the CoP, however, about the school decision-making structures that attributed cultural capital to different learning experiences and opportunities.



[bookmark: _Toc233186680]Collective Coping
Jasmine was a vocal and thoughtful member of the CoP who articulated her sense of frustration and incredulity about the system she described as ‘broken.’ Her stories often prompted other CoP members to share similar thoughts about conflict within the system and their difficult feelings about this. The CoP became a ‘therapeutic’ space for sharing these difficult feelings:
“…I don’t feel I'm sort of out there on my own. I feel like there's a group of SENDCOs that I can call on and communicate with…” (Line 527-528).
Existing, informal CoP-like structures within Jasmine’s MAT, facilitated by EPs or SEND leaders, were identified as further supportive mechanisms to help manage role demands and were associated with more positive feelings about managing in stuck situations, promoting coping and problem-solving. 



[bookmark: _Toc233186681]4.6 Michael
	Michael was an experienced English teacher who was covering the SENDCO role. His school was in an inner-city area, which he described as among the highest-poverty areas in Europe. Michael’s school was part of a large, nationwide MAT. Although Michael fully participated in the first CoP, he did not continue to engage afterwards. This is reflected in his smaller thematic map shown below. It was important to Michael that education should create opportunities, especially for pupils in deprived areas. 
Michael’s school sought to support children in developing an understanding of SJ through key texts that addressed matters of racism and antisemitism. However, Michael described resistance to this from parents and staff at the school, which led to the removal of such texts from the curriculum due to the ‘backlash’ the school experienced. Michael described external criticism on social media prompted his school to return to safer curriculum choices based on ‘dead white males’ rather than using texts that he saw embraced diversity and created opportunity for discussion. Although Michael valued the importance of addressing societal issues through education, neoliberal accountability cultures meant schools prioritised results over addressing SJ matters in the curriculum. 
Similarly, Michael retold stories of challenging LA decision-making and felt that funding presented a major obstacle to developing effective inclusion, as what he was provided was a ‘drop in the ocean’ compared to what his school needed. Michael described telling stories in the CoP as cathartic and ‘reassuring’ as other participants had similar experiences. 
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Figure 8: Michael’s thematic map as identified from my analysis
[bookmark: _Toc233186682]Themes
[bookmark: _Toc233186683]A Rights and Values-based Approach that is Applied in Context
Michael agreed with Susan’s definition of inclusion but added that the context in which the child is situated and their socioeconomic status are important factors in developing IE: 
‘Just because they are from that area doesn't mean they deserve any less.” (Line 48-48).
Michael’s story described how IE and SJ provided the mechanism to overcome socioeconomic disadvantage, offering experiences and opportunities that foster meaningful learning. Geographically skewed educational opportunities have been identified as becoming further amplified by neoliberal agendas, such as academisation (DfE, 2026; Kerr & Ainscow, 2022). IE is seen as a mechanism for SJ where Michael seeks to ameliorate inequality through education.
[bookmark: _Toc233186684]Barriers to Enacting Inclusion and SJ
[bookmark: _Toc233186685]Systemic and Competing Goals
Michael described a disconnect between what he sees as the function of education and neoliberal notions of education predicated on individual results, scrutiny and accountability. Michael described feeling conflicted about wanting to do more to teach children about SJ issues, but recognised that this contradicts SJ goals and more individualist educational policy agendas:
“…[T]he focus is and always has been on results really to find the time to address these sort of societal issues. It's just where do you find the time to do it? Even though obviously it's potentially more important than results, that's not what we're judged on, is it?” (Line 153-156).

Here, Michel draws on other common discourses of teacher capacity to illustrate how problematic it can be to apply SJ in practice. His use of rhetorical questions perhaps indicates how challenging he finds the situation, and is a way of deflecting the issue back to other CoP members. My approach was to name and clarify the conflict Michael spoke about, which led him to express emotions of frustration. This helped to meet his defensiveness with compassion and empathy.
Michael described attempts to provide a curriculum that promoted understanding of different perspectives and awareness of SJ issues. He described feeling constrained by the influences of others who held strong opinions or reservations about pursuing such goals:
“…[S]o there are things that we would like to be able to say and things that we would like to be able to address but potentially feel like we're unable to…we used to study controversial texts because they did raise questions, the amount of sort of…backlash that that we've had over the last few years. …... We've just scrapped them.’ (Line 159-164).
He told a story of wider, multi-layered systemic resistance to using texts that raised social issues. This led his school to abandon exploring SJ themes to preserve harmony and avoid criticism. Resistance to utilising such approaches came from different agents:
“It’s come from parents. It's come from some teachers, members of staff…. Merchant of Venice…. homework booklet got picked up and ended up on social media and there was a big backlash…. It is frustrating. It’s frustrating.” (Line 171-173).
Michael describes the disempowerment he experienced when his school attempted to adopt a curriculum aligned with SJ agendas, and shows how deviating from the prescribed curriculum is met with external challenges and resistance. This leads schools to revert to acceptable but homogeneous curriculum choices. The language Michael uses conveys his frustration, dejection and lack of autonomy to pursue such matters; he was instead required to deliver a more homogenous curriculum based on safer ‘dead white males’ rather than raising consciousness about diversity and SJ matters. This reflects tensions between curriculum neutrality and SJ, where attempts to diversify content are constrained by perceived risks and external scrutiny.
	Reflexive Box 12:
By empathising with how challenging the experience was of being forced to change the curriculum to avoid tension and recognising the SJ goals that were central to his approach to the curriculum, Michael expanded on his story. The external judgement and accountability frameworks were seen as creating a barrier to further SJ goals within education. With Michael’s framing of inclusion and SJ as a way of mitigating socioeconomic disadvantage, I also wondered if he felt exposed in moments during the CoP when SJ efforts became thwarted. Meeting this with empathy and validation, I think helped him to manage these difficult emotions and empowered to share his stories of success and failure. 


[bookmark: _Toc233186686]Teacher Capacity

The risk of reproach and criticism seemed to cause uneasiness and resistance amongst teachers who are responsible for delivering the curriculum:
“Reluctance to address the topics, to ask, not feeling necessarily comfortable… and how to address them, worried about, you know, anything coming back on them. Everyone's in a bit of a nervous state of nervousness at all times.” (Line 188-190). 
In a Foucauldian sense, it perhaps demonstrates Governmentality, where those within the system maintain it; external scrutiny and nervousness about following SJ agendas create conditions in which teachers refuse to address SJ issues, preferring to follow standard, homogeneous texts, and parents assert their power through mechanisms such as social media that help maintain the status quo (Ball, 2013). Michael expresses ‘frustration’ about wider systems that reinforce narrow curriculum choices and perhaps demonstrates how neoliberal control creates an autonomy illusion in which meso-system power is thwarted by existing power, promoting self-policing structures.
[bookmark: _Toc233186687]Increased Demand and Financial Pressure
Prompted by my sharing newspaper articles about funding challenges implicating inclusion in schools, Michael held strong views about how problematic this was. Michael viewed the commodification of inclusion through the EHC process as adversely impacting vulnerable pupils’ learning experiences. Funding allocated through this mechanism was translated into adult support by employing TA support:
“It's tough to have a fully inclusive school community. We need more staff, and we can't get it. And you have students who need the support most… but yet they're given… £7,000…. So, it's a drop in the ocean compared to what they need.” (Line 262-267).
For pupils with the most complex needs, Michael viewed adult support as the mechanism for delivering inclusion. Michael’s story positions the EHC system, where children’s education is commodified and marketised within neoliberal education systems. It also shows how Michael positions this value as being insufficient to meet the demands of IE. 
[bookmark: _Toc233186688]Collective coping
Michael talked about feeling safe in the CoP to share his thoughts and frustrations about trying to deliver inclusion and SJ within a system that lacked transparency and openness:
“…(S)ometimes you feel like you're a bit of an echo chamber, and you're just sending your emails to the LA every day and not getting replies back….[It’s] reassuring to know that everyone's experiencing the same sort of thing.” (Line 500-502).
The CoP experience offers a counternarrative to the difficulties of daily practice, in which Michael positions himself as lacking power and autonomy. The collective experience of storytelling problem-sharing helps Michael to experience some ‘reassurance’ that it is a wider systemic concern.


[bookmark: _Toc233186689]4.7 Ami
[image: ]
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Figure 9: Thematic map to show analysis of Ami’s data
[bookmark: _Toc233186690]Themes
[bookmark: _Toc233186691]Inclusion as a Rights-based Approach Applied in Context
Based on my experiences as a SENDCO, I had wondered whether participants would take a narrow perspective of inclusion, contextualising it within SEND and educational placements. However, they quickly defined inclusion within a rights-based approach. My perspective was one which embraced the potential of inclusive education to deliver equity:
“…[I]nclusion [is more than] reductive conversations about… educational placement but… a mechanism for creating equity.” (Line 85-86).
Reflecting on my use of theory on inclusion and SJ concepts, I wonder whether my positioning may have influenced participants to align with the framings of inclusion I presented. Whilst participants initially adopted a broader perspective on inclusion, I felt that stories were mostly told in the context of individual children, reflecting a more individualistic, neoliberal positioning. When they attempted to broaden this to a collective social goal, participants told stories about how they were prevented from doing so and were policed by individuals within the system. 
[bookmark: _Toc233186692]Commitment to Equity and Advocacy
When exploring SJ, I reflected on the stories about aspects of Susan’s role that demonstrated how she advocated for cared-for children at her school and how this facilitated more equitable education provision:
“[P]roviding… all of that nurture and…that safety and that security and that to try and I guess level the playing field and create equity in the education system for them. It sounds like you're advocating for those young people in your role.” (Line 218-221).
In this context, Susan had not positioned herself as an agent for SJ and seemed to minimise her contribution. However, I felt she was providing support that aligned with these goals and wanted to reflect this within the CoP. 
In the second and third CoP sessions, when providing summaries of previous CoP sessions, I introduced the term 'child' rather than 'young person' to the CoP to reframe and reflect on the power of language. Rather than using identity-first language, I told stories about why being child-first mattered when telling stories about inclusion: 
‘I'm very deliberately using the word children rather than young people or young adults. Because….I think sometimes a lot of the language that grown-ups [use] can adultify… children below the age of 16. So, I've purposely used the term children…’ (Line 863-866).
This idea resonated with participants, especially Nicola, who reflected on the importance of advocacy and on remaining cognisant of how language can create harm, including the unrealistic expectations of those in power towards pupils, particularly regarding their ability to regulate, and the unhelpful expectations adults can place on children.
[bookmark: _Toc233186693]Barriers to Enacting Inclusion and SJ
[bookmark: _Toc233186694]Systemic and Competing Demands
Although it was not one of my research questions, I had framed enacting and delivering inclusion and SJ as complex and problematised from the start in my explanation of the function of a CoP. Acknowledging the complexity of delivering inclusion and SJ in the face of competing influences reflected my own story and experiences of working as a teacher and SENDCO. Drawing on my own experience, I tried to create safety the individuals in schools are trying to do their best within a complex, ever-changing landscape:
“[E]verybody is… doing [the] best that they can within a system that is often quite challenging to… navigate.” (Line 32-33).
This was reflected in how I responded and reflected the difficult feelings that came with enacting inclusion and SJ:
“…[I]t sounds like that's come from a really good place and you've been really considered in developing your curriculum.” (Line 175-176).
	Reflexive Box 13:
The framing of the CoP as a space where I could reflect on positive intentions of those within the system and ‘everyone doing their best,’ perhaps created a sense of inclusivity. However, I wonder if this was a little misleading, as my claims about unconditional positive regard were not entirely accurate, as I did challenge narratives and start to problem-solve and consider alternatives. This was met with resistance in early phases of the CoP, but developed with more reflection as the CoP became established. 



Conflict and competing agendas among stakeholders, such as community members and parents, created tensions and difficulties when teaching equity and promoting understanding and tolerance. I introduced discussion points about children’s involvement in the summer riots and drew on research about vulnerable students and those with SEND becoming drawn into community conflict, resulting in children becoming criminalised. It resonated with Jasmine that attempts at developing inclusion could be thwarted by external influences:
“…. [c]hildren who kind of had come from backgrounds where they were not feeling particularly included in their own communities and …. disaffection with the police, but also children with special educational needs, particularly… ADHD.” (Ami, line 134-137).
“I think, you know those children that have those vulnerabilities of antisocial behaviours…. It's really, really tricky and again with…the flags….the rise of pupils with SEND who are sort of getting pulled into this sort of these views of misogynistic… influences and things like that….. And because they're so vulnerable, they're far more likely to just listen to other people and I guess join in.” (Jasmine, line 140-150).
Jasmine extends these concerns further, telling stories of vulnerable children being encouraged to adopt polarised views. The timing of the CoP, in October, occurred after some within local communities began displaying flags. Popular discourse at the time attributed this to right-wing sympathies and an expression of promoting nationalist and anti-immigration sentiments rather than patriotism. Jasmine seems to want to protect vulnerable children who may not fully comprehend the political sensitivity, rather than to act consciously. 
Drawing on the stories Michael and Jasmine talked about, the conflict of delivering SJ within the curriculum, which seemed to compete with how teachers and schools are evaluated and judged, I reflected on the tensions within the system:
“[T]he conflict almost between….[achieving]  a certain level in terms of the academic side of it and … the accountability agenda …what we're judged on rather than…. the small wins …. [and] the importance of… relationships… we're not judged by that.” (Line 376-380).
This highlights a structural contradiction between accountability-driven systems and SJ educational aims. My assertion of the story was challenged by Jasmine, who recognised the problem differently: 
“No,… but they go hand in hand though, don't they? If we can't keep a child in the classroom, they're not going to come out with a good grade.” (Jasmine, line 381-382).
Instead, in line with neoliberal perspectives, accountability and inclusion could be advantageous, interrelated and interactive concepts that served children. My response to this was to accept this as part of the dominant discourse rather than to interrogate it further. This demonstrates the power of accountability measures, which are difficult to challenge and how those within the system, including myself, reinforce neoliberal agendas. 
	Reflexive Box 14:
The exchange between Jasmine and I, shows how participants bravely challenged my assertions and framings when they disagreed or did not feel my portrayal was accurate. This helped to show the CoP as a space where power became distributed and where my interpretations may have differed, but participants did not feel compelled to agree universally with me. 



Schools experiencing overwhelm in identifying SEND became synonymous with deficit narratives, as alluded to by participants. I sought to explore this further, including evidence from my pilot study, where rates of diagnosis overwhelm the system, making providing for inclusion more challenging:
“…[E]ducators become a bit jaded because of the sheer volume and how you can manage that?... [W]hether that kind of detracts, I guess, from other YP who may have more significant needs.” (Line 395-397).
I sought to empathise with participants about chrono and macrosystem influences that exerted power over mainstream schools, compelling them to provide something bespoke and individualised for pupils within the school mesosystem, which is predicated on children accessing education as part of a collective classroom-based experience. It felt important to acknowledge how the systems did not feel fair and were often incompatible.
[bookmark: _Toc233186695]Maintaining Factors
The CoP existed within a time of political change in education. Whilst it preceded the SEND White Paper (DfE, 2026). The Curriculum Review was released during the CoP (DfE & Francis, 2025) I felt that some of the frustrations around the curriculum, assessment and lack of representation created some potential for a more optimistic future and I wanted to create space to explore this:
“…[E]xpectation on it being more rights represented.” (Line 1551-1552).
Participants seemed to pay limited attention to broader chronosystem influences, such as the SEND Review. Their stories focused on the child’s microsystem, the immediate school as the macrosystem, and LA decision-making at the mesosystem level. This was further reflected in the absence of discussion about wider influences, such as the revised Ofsted Framework, which placed greater emphasis on SEND and inclusion, but was given limited thought as a factor in supporting inclusion and SJ efforts. It arguably demonstrates neoliberalism in action within education and demonstrates how systems are sustained and extended without interrogation (Potter, 2022).
[bookmark: _Toc233186696]Positioning
From the start of the CoP, I explained to participants that I was also a participant in the research to promote transparency and act ethically as a researcher. I also used the final CoP process to talk about whether my positioning influenced the CoP:
“I've …. situated myself as part of the community. And as I started the research, I said, "Look, I'm a participant in this as well." I'll be analysing my own data and my own involvement as part of this process.” (Line 1610-1613).	
Nicola explained how she found being in a CoP and found that having a researcher in the researcher-participant role helped to create shared identity and connection; this facilitated authentic engagement in the CoP: 
“I valued trying to contribute to somebody that I know is as equally passionate and about all of the things that I care about and fundamentally shape what I do as well. It was nice to be aligned in that way.” (Nicola, line 1621-1623).
Transparency contributed to collective coping, as Nicola recognised that shared passion helped maintain group identity and shared goals within the CoP.



[bookmark: _Toc233186697]Chapter 5: Discussion
[bookmark: _Toc233186698]5.1 Chapter Overview
In this chapter, themes constructed through my NTA of the data identified in Chapter 4 are explored in the context of relevant literature. In psychological research, the discussion section aims to make meaning of  the  findings achieved in a study by exploring their relationship to previous and similar studies, considering the implications of such findings as it relates to the field of study (and in this context, EP practice) and reflecting on possible improvements for the benefit of future related research development (Taherdoost, 2022). This Chapter reveals findings from my research, conceptualised in relation to neoliberal education policies and ecosystemic theory, as well as the narrative psychological approaches used throughout this thesis. 
NTA was used to analyse the data. It is understood that this is a highly interpretive approach. Thus, I acknowledge that it is a partial perspective (Riessman, 2008). However, meaningful learning points are derived from narrative analysis, where new knowledge and insights are derived from stories and lived experience (Consoli, 2021). It is also important to remember that another researcher may offer an alternative perspective on the data or identify different themes. Other reflections, whilst not central to the findings of this thesis, provide additional context and may offer a more nuanced perspective on the decision-making that led to the themes summarised below, and are included in Appendix A. These may be of interest to future similar studies. The chapter begins with a summary of the key findings, which are detailed fully in Chapter 4. 
[bookmark: _Toc233186699]5.2 Summary of Key Findings
Inclusion is viewed as a relational and contested process, rather than a fixed set of practices or policy outcomes. Participants consistently positioned themselves morally as agents of advocacy and resistance within a system they repeatedly characterised as broken. This construction is significant, as it frames inclusion not as a coherent, institutional, and collective endeavour, but as a site of ongoing struggle requiring individual moral labour. Participants used combative language, suggesting that inclusion is contested and effortful, rather than embedded or systemically supported.
 Such positioning warrants critical interrogation. While participants describe acts of resistance, such as challenging LA decisions, reframing narratives and amplifying pupil voice, these practices are largely enacted at an individual level and remain situated within existing systemic constraints. Pursuit of SP places exists at a time of practice when there has been a proliferation of special school places enacted through neoliberal Government agendas of parental-selected education segregation (Potter, 2022). Nevertheless, participants viewed this as a moral endeavour, supporting children's access to education. This perspective exists within the context of two participants who work at schools with resource-based provision, which is currently being presented as a prescribed solution to address inclusion and educational placement (DfE, 2026). From a neoliberal perspective, this may reflect processes of responsibilisation, where structural inequities are displaced onto individual practitioners, who are compelled to compensate for systemic shortcomings through personal commitment and advocacy (Done & Andrews, 2020; Potter, 2022). 
This creates a critical tension: practitioners experience themselves as resisting the system, yet their actions may simultaneously sustain it. By working around systemic barriers rather than transforming them, inclusion becomes reliant on individuals' discretionary effort, raising questions about both equity and sustainability. In this sense, advocacy operates as both a mechanism of support for individual pupils and a symptom of broader systemic failure. 
These findings reconceptualise inclusion as a relational, contested and contextually negotiated process, rather than a stable or universally enacted set of practices. While participants consistently framed inclusion as grounded in values of equity, advocacy and rights, their narratives reveal significant tensions between these ideals and the structural realities of schooling. Inclusion was enacted primarily through relational practice and individual advocacy, yet simultaneously constrained by systemic conditions, including accountability pressures, resource limitations and policy frameworks shaped by neoliberal priorities. This produces a fundamental contradiction; the enactment of inclusive practice relies on relational and moral engagement, while the systems within which practitioners operate often undermine the conditions required to sustain such approaches.
Furthermore, the study highlights a disconnection between academic conceptualisations of SJ and practitioner discourse. Although participants demonstrated practices aligned with social justice principles, these were rarely explicitly articulated as such, instead being framed in terms of care, meeting basic needs or upholding moral values. This demonstrates how SJ may be embedded within practice in implicit or unconscious ways, challenging dominant academic framings that position it as a consciously theorised construct.
Importantly, the findings inferred from my analysis position practitioners as operating in a paradoxical manner. They act as agents of advocacy and resistance while simultaneously navigating and, at times, policing systems, responding in ways that inadvertently maintain systems and reinforce neoliberal discourses, locating blame away from policy. This highlights the limits of individualised approaches to inclusion and underscores the need for systemic change. The CoP emerged as a critical mediating space within this context, enabling participants to collectively reflect on, reframe and make sense of their experiences, thereby bridging the divide between theory and practice.
This study contributes to the field by offering a more nuanced understanding of inclusion as an emergent and negotiated phenomenon, shaped by individual commitment, relational dynamics and structural constraint. It also highlights the importance of creating structured spaces for school practitioners to come together to engage in professional dialogue, as without such spaces, opportunities for critical reflection and the development of socially just practice may remain limited.


[bookmark: _Toc233186700]5.3 Discussion
Due to the interrelated nature of the themes derived from the data analysis, I have presented them as such rather than as discrete concepts.
[bookmark: _Toc233186701]Key Finding One: Understanding of Inclusion and SJ
Participants consistently constructed inclusion as an endeavour driven by values and rights, grounded in equity, advocacy and fairness. This stance reflected internationally endorsed definitions of inclusion (UNESCO, 2009). However, rather than representing a stable, universally agreed-upon construct, inclusion was understood as a fluid, contextually mediated process, shaped by the lived realities of school environments and by practitioners' positionality within them. This supports existing literature, which positions inclusion as dynamic and highlights the importance of context (Ainscow, 2020; Soresi et al., 2011). It also extends existing literature by illustrating how these meanings are actively negotiated within practice rather than simply applied. Values instead fluctuate, depending on context, particularly in the context of justice and an increasingly individualistic society (MacIntyre, 2013).
Participants’ use of the language of rights appeared to reflect a predominantly moral rather than legal framing (Ragusis, 2026). Inclusion was rarely discussed in relation to statutory frameworks or policy, but instead positioned as an ethical responsibility rooted in notions of fairness and SJ. This reflects how inclusion is conceptualised less as an obligatory requirement and more as a moral commitment enacted through everyday interactions. Such a framing aligns with SJ literature that emphasises ethical responsibility (Graybill et al., 2018), but it also raises questions about the extent to which reliance on moral positioning may obscure the role of structural accountability in securing equitable provision.
However, a critical tension emerges between espoused values and enacted practice. While participants articulated a commitment to inclusive principles, their narratives frequently centred on securing individual resources, SP and EHC plans. This reflects a paradox within inclusion; efforts to achieve equity are often pursued through mechanisms that individualise need and, in some instances, reinforce segregation. From a neoliberal perspective, this can be understood as the marketisation of inclusion, in which access to resources becomes contingent on individual classification and advocacy rather than collective entitlement (Done & Andrews, 2020; Done & Murphy, 2018; Kerr & Ainscow, 2022; Potter, 2022).
This tension is further complicated by the disconnect between academic conceptualisations of SJ and practitioner discourse. While participants enacted practices aligned with SJ principles, these were rarely explicitly labelled as such, instead framed in terms of care, relationships, support or ‘doing the right thing,’ not always seeing themselves as agents of SJ (Pantić & Florian, 2015). This demonstrates that SJ operates as an implicit, embodied practice rather than an explicit theoretical construct within school contexts. Such a finding highlights the need to reconsider how SJ is recognised, articulated and operationalised within educational practice (Kuria & Kelly, 2023).
Participants also demonstrated an awareness of the importance of context, particularly in relation to deprivation and community. Understanding pupils’ lived experiences was central to enacting inclusion, reinforcing the importance of relational and contextual knowledge (Walker et al., 2025). However, while microsystem and mesosystem factors were emphasised, there was comparatively limited engagement with macrosystem influences, such as national policy and structural reform. This demonstrates how broader systemic forces may become normalised and remain largely unexamined within everyday practice, reflecting Foucauldian notions of governmentality, where power operates through the internalisation of norms (Foucault, 1982). When I challenged participants about their use of power within school systems and cultures, they tended to respond defensively, seeing the problem as beyond their control or sphere of influence. The reconfiguring of EP roles within the proposed ‘expert at hand’ model may help to support teachers and schools in reimagining alternative structures for IE within schools and local areas (DfE, 2026).
These findings indicate that inclusion and SJ are not fixed constructs, but are actively produced through practitioners’ narratives, shaped by moral commitments, relational practices and systemic constraints. Instead, values are socially constructed through language, often serving a particular story or function (Gergen, 1997). This positions inclusion as a negotiated, and at times contradictory, process in which practitioners must continually reconcile their espoused values with the realities of the systems in which they operate.
Commitment to inclusion and SJ required a high degree of reflection in practice and active engagement to develop awareness of power and privilege differences between pupils and adults working in the school, and to raise consciousness and address bias (Johnson, 2024). This is connected to developing personal and contextual knowledge to effectively pursue SJ goals and work toward equity in education (Goodwin & Darity, 2019). Goodwin and Darity (2019) examined 76 articles from three international journals published between 2010 and 2016, based in Australia, the UK, and the U.S., and found that effective SJ practice was predicated on teachers having opportunities to explore and understand their own biases to provide more SJ educational practices.  Recognising the impact of context and supporting teachers to develop empathy and compassion for pupils' lived experience, in addition to raising awareness of the impact of cultural capital, was seen as critical to understanding inclusion and SJ (Walker et al., 2025).
Within a system described as broken, overwhelming, and mired in contradictions, the role of teachers and the power of individual teachers to enact inclusion and SJ are vital to its success (Ainscow et al., 2013). Aligning with existing literature, participants understood that successful inclusion required teachers to feel empowered and autonomous (Charitaki et al., 2022). Creating meaningful and contextual experiences that supported pupils' understanding, together with developing an understanding of their own role and power in developing approaches that promote success, were seen as critical to developing inclusive and SJ learning experiences. However, accountability agendas, workload burdens and external surveillance meant that enacting SJ through the curriculum was problematic; teachers did not feel equipped to pursue SJ agendas within increasingly polarised community contexts, a finding replicated in literature retrospectively exploring antiracist practice in schools (Asare, 2022). Positive teacher outlook and commitment to values are in themselves insufficient to propel SJ agendas. 
One participant felt that theory was disconnected from practice, leaving teachers ill-equipped for delivering inclusion and SJ (Goodwin & Darity, 2019). Transcending espoused theories, which could complicate and thwart inclusion, was counteracted by helping teachers understand the power of developing relationships with pupils and their significance, becoming a critical component in developing an effective understanding of inclusion (Saloviita, 2020).  Underpinning this was leadership commitment to cultivating inclusive cultures, highlighting an alignment between CoP data and the extant literature (Ainscow et al., 2013). Success stories within the research were framed as participants felt supported by leadership and whole-school cultures. Under these conditions, creative staff development experiences created opportunities for wider discussion of SJ matters and promoted empathy for children and family contexts.  
[bookmark: _Toc233186702]Key Finding Two: Barriers to Enacting Inclusion and SJ
Maintaining a SJ stance to inclusion is fragile, particularly in the context of the NC, where knowledge and success create hierarchical systems that disenfranchise those from disadvantaged backgrounds (Francis et al., 2017). Participants portrayed teachers as lacking confidence and autonomy in delivering SJ in the classroom, depicting them as uneasy agents of SJ, leading to abandonment of such approaches. In existing research, teachers are positioned centrally to successfully deliver a SJ curriculum that invites exploration of concepts, such as racism, requiring confidence and understanding of injustice to hold difficult conversations with children (Asare, 2022). Participants saw moral value in promoting SJ approaches and reflected on one another’s stories about this. They recognised SJ and equity should be the moral goal of education. However, they also told stories of the homogenisation of education and the influence of wider macrosystemic goals, including neoliberal accountability measures that prize individual results over social goals that work against pursuing such aims (Done & Andrews, 2020; Potter, 2022). Market-driven education policies prioritise accountability and teachers’ technical skills over the promotion of SJ, which inadequately prepares teachers to develop inclusion and SJ (Glazzard & Thomas, 2025). Feelings of frustration and possible discord were apparent as SJ approaches were abandoned. Attempts to diversify the curriculum were often limited to individual subjects that seemed to reflect individual commitment rather than strategic ones, diminishing the impact of such approaches. The Curriculum Review may offer the potential to redress such power imbalances and mandate schools to deliver curriculum content that more adequately reflects their pupils and communities, thereby supporting such endeavours (DfE & Francis, 2025). The findings suggest that educators aspire to deliver SJ goals in the curriculum, but they simultaneously conflate this with accountability agendas; the goal of policy needs to prioritise SJ approaches and empower teachers if it is to achieve greater educational equity. 
As noted in the earlier analysis, narratives describe curriculum inflexibility, accountability, and school standards agendas that impede inclusion, and SJ attempts to align with other studies (Williams-Brown & Hodkinson, 2021). Whilst the aforementioned study pertains to primary teachers' experiences of inclusive education, it closely aligns with this study's findings, which show that educators want to be inclusive, but neoliberal education systems, dominated by performance indicators, make enacting IE difficult. Whilst I did not draw a direct theme from the data about preparation for adulthood and how children with SEND are assessed within the curriculum being problematic, this was alluded to in some participants' stories about the importance of what was taught and what was evaluated as successful. These critiques align with recent reviews of practice, which highlight a system that further disenfranchises those from disadvantaged backgrounds and those with SEND, and call for increased emphasis on SJ approaches (DfE & Francis, 2025). Participants held strong views about accountability measures that misalign with inclusion and SJ approaches, as reflected in neoliberal critiques of inclusion (Done & Andrews, 2020). In the context of this critique, I found it surprising that participants had limited awareness of macrosystemic policy changes that may support them in fulfilling a curriculum more closely aligned with SJ goals (DfE & Francis, 2025).
Teachers' overwhelm is positioned as impacting the longevity of inclusion. Stories are told about the insufficient time to deliver inclusion, which are constructed within a system of competing demands, particularly in the context of supporting pupils who experience deprivation, frustrating the enactment of inclusion (Walker et al., 2025). There was consensus amongst participants that the complexity of SEMH needs and rates of diagnosis had increased in mainstream schools, making it difficult to meet needs and diluting the availability of resources and support (Bodfield & Culshaw, 2023; Taberner, 2023; Timberlake, 2018). Stories of well-informed parents who were aware of their rights were positioned less favourably because of their demands for time from already exhausted teachers. Such stories may reflect how participants cope within the current system and how power has become unfairly distributed away from those with the greatest need. This echoes the current policy review, which positions a disparate system where needs are met only by those who are able to fight for it (DfE, 2026). It also raises a further potential SJ concern about the collective rights of all learners in the classroom and the additional workload burden that bureaucratic SEND systems create whilst operating in a context of reduced financial resources (Done & Murphy, 2018).
Frustrations with the SEND system, and the need to support parents with appeals to mediation and Tribunal, reflect participants' experiences of operating within a broken system (Saxton et al., 2025). Those with responsibility for SEND and inclusion positioned themselves as advocates and activists for both the child and their parents and were compelled to use their social capital and power to challenge LA decision-makers. Although appeals to the First-Tier Tribunal are the responsibility of the parent, they were often positioned in passive roles requiring educators to support and take a more active stance (Bilton et al., 2018). This reflection occurs within a context where research has consistently made connections between the rise of academisation, the politics of austerity amid a culture of individual responsibility and free-market economics focused on efficiency and competition between schools, which has seen ever-increasing numbers of children educated outside of mainstream education (Stanbridge, 2024; Taberner, 2023). System dismay was more commonly directed at mesosystem-level decision-makers in LAs, rather than at macrosystem policies that arguably create the current conditions of a SEND system in crisis (Stanbridge, 2024). In line with critiques of neoliberal education policies, it demonstrates how systems are maintained unchecked by those who operate within them (Done & Andrews, 2020; Potter, 2022).
Although policy exists to position teachers as responsible for children with SEND (DfE & DoH, 2014). Participant narratives indicate that teachers may not easily assume this role and instead are often described as feeling underprepared to address the SEND needs of pupils (Lin et al., 2026; Smythe, 2025); lacking adequate skills and training to address the SEND needs of pupils (Essex et al., 2021; Hanko, 2003). Reflecting current critiques of the SEND system, participants described a disconnect between expectations of mainstream and specialist settings, and an absence of collaboration with teachers from SP, where children with mental health needs are seen as being better placed in SP, where the environment is smaller, and there is greater scope for lower demand spaces (Smythe, 2025). 
Discourses relating to teacher skill and confidence in enacting inclusion and SJ approaches signal a wider problematisation of teachers who are responsibilised for problems within a complex, austerity-driven system, where the role requires managing competing demands and inclusion is viewed as an additional workload burden (Done & Murphy, 2018; Warnes et al., 2022). Whilst participants experience sympathy and awareness of the competing demands on teachers and the complexity of accountability cultures, blame is assimilated, positioning teachers as problematic rather than policy (Warnes et al., 2022). Balancing the competing demands in the classroom within a system where teachers are under pressure and scrutiny to meet both individual needs and are judged on all children achieving specific standards makes the enactment of inclusion a highly challenging, spurious ambition, reinforcing segregated education as a solution (Done & Andrews, 2020). This framing individualises responsibility for inclusion, thereby obscuring the structural conditions that produce such pressures. 
Similarly, deficit narratives about meeting children’s needs, and at times about teachers skills to provide appropriate support, were evident in participants’ narratives. While participants expressed empathy, these narratives may inadvertently reinforce medicalised and individualised understandings of difficulty, aligning with critiques of the medical model and labelling theory (Hardy & Woodcock, 2015). This coincided with participants justifying their pursuit of SP places, as teachers associated labels with falling outside the mainstream education role and thus requiring more expert support (Smythe, 2025). Raising teacher confidence and promoting an ethos and expectations in which the universal offer is flexible and responsive to the needs and diversity of children in the school, rather than viewing pupils through a deficit lens, was seen as something participants needed to address when developing inclusive cultures (Pantić & Florian, 2015). 
A key finding is the tension between theory and practice. Participants described academic conceptualisations of inclusion as abstract and disconnected from daily practice, highlighting a critical disjuncture between research and practice (Lin et al., 2026). Whilst pedagogical approaches, such as the rise of relational inclusion approaches, were welcomed and viewed positively, some participants described time constraints and practical skills as being problematic in fostering genuine relationships with pupils (Alaimo & Kelly, 2025; Georgiou & Cartmell, 2025). It highlights a need for greater integration between theoretical knowledge and practitioner experience. 
[bookmark: _Toc233186703]Key Finding Three: Maintaining Factors
Relational approaches were consistently identified as central to effective inclusion. Participants emphasised the importance of understanding pupils’ contexts, building trust and fostering a sense of belonging.  As has been seen in other studies, relational approaches involve creating meaningful opportunities for children to participate in decision-making, raising the profile of their voices in spheres where they may often be excluded, and breaking down school-based barriers to parental engagement and co-production (Whiting & Johnson, 2025). Working with parents and community members helped break down barriers and ensure that everyone within the system felt seen and valued (Saxton et al., 2025). Relational approaches transcended student-teacher relationships and were also described as significant in the context of teachers working together and developing collective agency to enact inclusion, as well as in SJ approaches (Pantić & Florian, 2015). Developing relationships also facilitated early identification and was seen as a cornerstone in delivering effective inclusion, especially for pupils with SEND (IIP, 2025). However, the reliance on relational practice also highlights its fragility within systems that do not structurally support it.
Adaptive teaching and flexible provision were also identified as supportive strategies. While these approaches were viewed positively, they were not seen as sufficient to address more complex needs, particularly in relation to SEMH. Two of the four schools in this study had adapted or enhanced resource provision, which they informally utilised to place pupils without engaging in bureaucratic EHCNA. As other studies have found, smaller groupings of pupils have been shown to increase teacher empowerment and provide greater flexibility for pupils with SEND (Smythe, 2025). 
The flexible arrangements and adaptations to the curriculum, which facilitate greater movement between classes, as described by participants, are also advocated in the current Government Curriculum Review and proposed reforms (DfE, 2026; DfE & Francis, 2025). However, this is not a complete panacea for inclusion, as even in contexts where schools have such approaches, participants continue to describe a struggle to address need, particularly for those with SEMH needs. This reinforces the argument that technical solutions alone cannot resolve systemic challenges. Participant views contribute to a wider debate about the need for more seismic change to existing neoliberal education systems than is currently suggested by the existing political reforms (DfE, 2026; Stanbridge, 2024). 
Creating opportunities for families to collaborate and be represented was a strong theme that was constructed from my NTA. Understanding the community context was critical to enacting inclusion, and SJ approaches within an ethos where collaboration was meaningful, and problem-solving was shared, rather than positioning those in school as experts (Ainscow, 2020). The views of those who belonged to the community were seen as paramount in judging the success of achieving goals relating to inclusion and SJ approaches (Laluvein, 2010). Engagement in the CoP created space for participants to reflect on and share tacit knowledge of inclusion in their schools, and to share stories that bridged theory and practice, a theme highlighted as impacting inclusion (Mortier, 2020).
Wider-MAT structures, such as the availability of additional EP time and systems and commitment to inclusion and SJ approaches, were one way in which MAT systems were viewed as helpful in supporting inclusive approaches. Given the significance of context stressed by participants, I had wondered whether centralised MAT policies would adversely impact culturally and contextually sensitive practice. In line with other research, this was not found to be the case as needs were framed within individual schools rather than driven by centralised approaches (Wood & Legg, 2020). Contrary to some literature, MATs were not perceived as providing less inclusive spaces for children (Black et al., 2019; Heilbronn, 2016). Opportunities provided by MATs that promoted collaboration, resources and professional development, together with strong leadership, were viewed as supportive aspects in developing inclusion and SJ approaches (Wood & Legg, 2020). I also noted in the participant stories a lack of critique of the MAT system. For some participants, the sense of autonomy provided by a MAT seemed more an illusion than a reality, whereas others held different views, perhaps suggesting that autonomy may depend on which MAT a school belongs to. Participants noted the absence of available SP places, directing this at LAs, at a time when such placements have increased exponentially (Marsh et al., 2024). As the MAT was viewed positively by participants as a supportive mechanism, there was little consideration of wider macrosystem and chronosystem changes over time, including academisation, which was seen as impacting the enactment of inclusion and the possible move away from LA maintained education systems. 
The role of EPs and other allies was highlighted as significant in supporting inclusive practice. The embodied values of authenticity and commitment to equity, rooted in EP practice, were viewed as useful tools for enacting SJ approaches (Schulze et al., 2019). This study adds to existing literature, which positions EPs as being suitably placed to support systemic change within schools, whilst simultaneously understanding the shared experience of all of those within the system and leading change (Stanbridge, 2024). EPs were positioned as facilitators of reflection and systemic thinking, suggesting their potential to bridge the gap between theory and practice (Brownhill & Kelly, 2025).
Cultural capital has been described as existing in three forms: the embodied state (language), objectified state (culture, including literature and art) and the institutional state (educational qualifications) (Bourdieu, 2011). Promoting awareness of cultural capital and providing educational opportunities were viewed as instrumental in mitigating the impact of deprivation, particularly for those identified as having less cultural capital. The use of important texts, including newspapers, was seen as a means of exploring current social issues and promoting children’s critical thinking skills (Bennett & Silva, 2006). Participants saw the pursuit of equity as a causal by-product of deprivation, requiring an understanding of cultural capital and opportunity to address the epistemic injustice linked to it. More recent educational reviews also draw links between established (neoliberal) educational approaches that have adversely impacted the most disadvantaged within society, and call for the development of a curriculum that more effectively reflects communities (DfE & Francis, 2025).
Participants consistently cited those with the most vulnerability, including children identified with SEND, those from deprived backgrounds, as being most disadvantaged by the system. Participants recognised systemic failures that are widely acknowledged, including in the literature and in Government (Allan, 2026; DfE, 2026; PAC, 2025). Whilst participants welcomed changes, they had limited awareness of wider political and systemic reforms, instead situating themselves within their own and their pupils’ microsystem, and the school mesosystem. It demonstrates how power is unevenly distributed, as those operating within the system maintain it unquestioningly (Potter, 2022). This draws on Foucauldian governmentality in practice; neoliberal education policies are enacted unquestioningly by those within the system who preserve it, reinforcing existing power and structures and on individuals where power ‘acts upon their actions’ (Foucault, 1982, p. 789).
[bookmark: _Toc233186704]Key Finding Four: Collective Coping
The CoP was experienced as a space for reflection, collaboration and professional learning. Participants described it as ‘therapeutic’ and valued the opportunity to share experiences and develop shared understandings, aligning with other studies that have explored CoP (Lawthom, 2011). The CoP design, informed by the transformation paradigm, provided participants with a relational encounter in which they shared experiences (Romm, 2015). Positioning myself as a participant from the beginning and checking meanings as they arose contributed to participants’ felt psychological safety, clarified and checked my understanding of the research data, and facilitated trust within the CoP, power-sharing, and collaboration (Mortier, 2020). However, the construction of the CoP as a ‘safe space’ requires critical consideration. Safety may have been contingent on shared values, potentially limiting the expression of alternative or dissenting perspectives.
As has been indicated in texts guiding the CoP process, shared values did not mean seeking consensus in all areas, but rather using disagreement as a space to learn from one another and to hear the voices of others within the CoP (Wenger-Trayner et al., 2023). There were disagreements within the CoP about relational practice, which promoted learning and reflection. I felt that such disagreements were reassuring, indicating participants asserted their power and that shared values did not covertly obscure power dynamics (Dahl & Soss, 2014). The CoP functioned as a mediating space, enabling participants to bridge the gap between theory and practice. Through collective reflection, participants reframed their experiences and gained new insights, highlighting the potential of such spaces to support inclusive practice.
[bookmark: _Toc233186705]5:4 Concluding Remarks
This study contributes to the field by reconceptualising inclusion as a relational, negotiated, and contested process, rather than a rigid set of practices or policy outcomes. Inclusion is shaped by the interplay of individual agency, relational dynamics, and structural constraints, highlighting a fundamental contradiction between practitioners' moral commitments and the systemic conditions in which they operate. It further demonstrates that SJ is often enacted implicitly within everyday practice rather than explicitly articulated.
The findings also highlight the importance of creating structured spaces for reflection and dialogue, suggesting that without such spaces, opportunities to develop inclusive and SJ practice may remain limited. CoP are a potentially valuable mechanism for bridging the gap between theory and practice, enabling practitioners to collectively construct and develop their thinking within constrained systems. Inclusion cannot be achieved through mandated policy alone; it must be understood as a negotiated, relational practice that requires systemic transformation rather than individual blame and responsibilisation. 



[bookmark: _Toc233186706]Chapter 6
[bookmark: _Toc233186707]6.1 Chapter Overview
This study set out to explore how inclusion and SJ are understood and enacted by school staff, and how participation in a CoP may support the development of inclusive practice. Drawing on NTA, the research examined how practitioners construct meaning through their lived experiences, situating these narratives within broader theoretical frameworks, including ecosystemic theory and critiques of neoliberal education policy.
This chapter synthesises the key findings, outlines the study’s contribution to knowledge, considers the implications for EP practice, and reflects critically on the research limitations. It concludes by identifying directions for future research.
[bookmark: _Toc233186708]6.2 Summary of Key Findings in Response to Research Questions
In response to my first research question about how inclusion and SJ are constructed and understood, the findings demonstrate that inclusion is not a fixed or universally enacted construct, but a relational and contested process shaped by practitioners’ values, identities and the systemic contexts in which they operate. While participants consistently framed inclusion as a moral and rights-based endeavour, their narratives revealed tensions between ideals and the reality of academised secondary school contexts.
A central finding which relates to my second research question about what supports educators to enact effective inclusion and SJ was the importance of relational practice, which was positioned as both the mechanism and evaluator of inclusion. However, this creates a paradox, as the relational effort required to enact inclusion is often constrained by accountability pressures, workload demands and resource limitations. As a result, practitioners frequently rely on individualised advocacy to bridge the gap between policy expectations and pupil needs.
Although it was not one of the identified research questions, the  study also identified a disjuncture between academic conceptualisations of SJ and practitioner discourse. While participants enacted SJ practices, these were rarely explicitly framed in theoretical terms, suggesting that SJ operates implicitly within practice.
In response to my final research question about how social participation through a CoP supports educators implement SJ and inclusive practice in schools, the CoP became a significant mediating space for collective coping, enabling participants to reflect, challenge assumptions and reframe their understanding of inclusion. This highlights the potential of collaborative professional spaces to bridgethe gap between theory and practice.
The CoP provided a structure through which participants could explore their stories about inclusion and SJ. Through collective storytelling, participants were able to talk about how they understood and enacted inclusion and SJ in their schools. The benefit of such approaches, in response to my final research question, was that by providing relationally supportive structures to explore the complicated and messy experiences of delivering inclusion and SJ, participants felt an increased sense of hope and optimism in their roles, and it helped to ‘rejuvenate’ their passion and commitment to the topic. 
[bookmark: _Toc233186709]6.3 Contribution to Knowledge 
This study makes several contributions to the field of Educational Psychology and IE. It reconceptualises inclusion as a relational and negotiated process, rather than a set of predefined practices or policy outcomes. By foregrounding practitioners’ narratives, the study highlights how inclusion is actively constructed within the tensions of everyday practice, shaped by competing moral, relational and systemic demands.
Additionally, the study contributes to understanding SJ by demonstrating that it is often enacted implicitly in practice rather than explicitly articulated. This challenges dominant academic framings and suggests a need to reconsider how SJ is conceptualised and recognised within educational contexts. It also exposes the fragility of enacting SJ through the curriculum: teachers lack confidence and view it as a burden, quickly abandoning it when confronted with external critique. 
The findings extend critiques of neoliberal education by illustrating how practitioners are positioned as advocates within constrained systems. While participants experience themselves as resisting systemic inequities, their stories rely on individual advocacy narratives to express this. This may inadvertently sustain the very structures they seek to challenge, highlighting the limitations of individual agency in the absence of systemic reform.
The study contributes to the growing literature on CoPs by evidencing their role as mediating spaces that support reflection, knowledge construction and professional learning. The CoP enabled participants to bridge the gap between theory and practice, suggesting its potential as a tool for developing IE and SJ educational approaches. 
At the macrosystem level, it also contributes to how IE can be created in mainstream contexts. Offering some caution and critical reflection about the use of resource-based provisions as a solution to placement concerns. Practitioner narratives suggest that specialist teachers require an understanding and empathy for the mainstream school experience. In the current context of utilising skills of teachers from SP, there is perhaps a need to consider the positioning of ‘expert’ to one of collaboration and shared problem-solving (DfE, 2026).
Finally, a methodological contribution to knowledge that integrates EP practice is also offered. CoP approaches provide a mechanism for including all stakeholders in problem-solving and developing shared meaning-making, which EPs are well-positioned to facilitate. The unique training of EPs in developing relational skills, understanding community and systemic theory, and knowledge of school systems and pedagogy is prized by participants for facilitating a structure for collective coping. As a new period of reform centred on IE with increased community solutions, it perhaps offers a methodological approach to promoting meaningful engagement (DfE, 2026).
[bookmark: _Toc233186710]6.4 Implications for Educational Psychology Practice
EPs are well positioned to act as facilitators of reflection (Lawthom, 2011), supporting schools in moving beyond individualised understandings of inclusion towards more holistic, contextually informed approaches (Schulze et al., 2019). This includes challenging deficit narratives, promoting relational practice and supporting staff to engage critically with issues of power, privilege and inequality.
The study also highlights the value of CoPs as a form of psychologically informed supervision and professional development, and the need for this within schools (Rae et al., 2017). EPs may play a key role in designing and facilitating such spaces, enabling practitioners to reflect on their practice, share experiences, and develop collective approaches to inclusion within schools and across LA practice. Furthermore, EPs can support schools in bridging the gap between theory and practice by translating abstract concepts into meaningful, contextually relevant strategies. This may involve working collaboratively with staff to co-construct understandings of inclusion and SJ that are grounded in their specific contexts.
In the current context of moving toward an ‘expert at hand’ model, this research shows the importance of EP involvement and holding space for those within the system to be considered (Stanbridge, 2024). When planning local arrangements for such models, this raises implications for the balance of power and the need to carefully manage how mainstream and SP educators are positioned within such contexts. It also has implications more widely for carefully considering the roles required within such groups and to carefully manage power dynamics so that such spaces become collaborative, meaningful sources of learning and development. 
In the context of an evolving system of support, I have used findings from my research within service discussions to explore how an ‘expert at hand’ system may need to be approached cautiously. For example, I have cited participant’s concerns about teachers from SP understanding the mainstream context, and how when implementing such models, it is necessary to consider the positioning of all within the system to promote collaboration and meaningful problem-solving. Additionally, I am in the process of developing short summaries and accessible content based on participant stories to help support dissemination of this research to practitioners in schools. 
[bookmark: _Toc233186711]6.5 Limitations
There were several limitations in this research. As this was doctoral research undertaken alongside my TEP role, the CoP was time-limited. 
The sample size was small and relatively homogenous, with limited diversity in terms of ethnicity and professional role. This may have influenced how inclusion and SJ were constructed, potentially reflecting dominant perspectives within the profession. Reflecting on the CoP size, I wonder whether the experience felt more pressured, particularly when participants were unable to attend. This was exacerbated when one participant experienced technical difficulties in one CoP, which disrupted the flow and output of the discussion, as she was unable to be heard and was offered the option to type her responses. 
I felt that I created a CoP where all members actively contributed and felt comfortable sharing their stories. Inevitably, I maintained the role of community leader, and there was insufficient growth within the CoP to allow other members to take on leadership roles that naturally evolve within CoPs (Wenger-Trayner et al., 2023).
Additionally, the use of narrative analysis means the findings constitute a co-constructed, interpretive account of participants’ experiences. My role as both researcher and participant within the CoP may have influenced the data, particularly through the introduction of themes and the shaping of discussions. While reflexivity has been used to acknowledge this, it remains a limitation. 
[bookmark: _Toc233186712]6.6 Future Research
Inclusive education reform is a live, current political and social concern (DfE, 2026; DfE & Francis, 2025). It is acknowledged that there are insufficient opportunities for schools to come together to develop shared understandings of inclusive education and to disseminate best practice (PAC, 2025). Creating dedicated spaces for different school staff, including those in specialist provisions, to share their stories, challenges, and successes may be a helpful way to bridge the gap between a segregated school system and an era of mainstream education ‘inclusion’ hubs.  
Future research could explore how inclusion and SJ are constructed across more diverse samples, including a wider range of professional roles and cultural contexts. The current SEND Review seeks to foster closer collaboration between mainstream and specialist settings, with expertise from specialist settings shared (DfE, 2026). Whilst sharing knowledge is welcomed within this debate, further research into effective ways of disseminating knowledge is needed, as is recognition of the differences between mainstream and specialist practitioner experiences, and this is one example of how CoPs across more diversified roles would be helpful. 
CoP approaches which create reflective spaces for both community members and school staff to learn together and consider ways of creating social change, and study whether such models galvanise change towards more inclusive and SJ-informed schools, would also be helpful as education seeks an increased focus on inclusion and SJ (DfE, 2026; DfE & Francis, 2025; Lawthom, 2011). 
Further investigation into the role of CoPs in supporting inclusive practice would also be valuable, particularly in exploring their long-term impact and scalability. A broader study that also examines how systemic change can be achieved within schools and local areas, beyond individualised advocacy, would help address the structural challenges identified in this study.
[bookmark: _Toc233186713]6.7 Final Reflection
This study has highlighted the complexity of enacting inclusion and SJ within contemporary education systems, demonstrating that while practitioners are deeply committed to these principles, they operate within systems that often constrain their ability to realise them fully. Recognition of power and privilege, and the creation of spaces within school systems for those within them to explore and examine this, are critical to promoting a whole-system approach to inclusion and SJ. Through relational inclusion, teachers better understand children's needs and provide adaptive teaching approaches that support inclusion. 
By listening to practitioners’ stories, the research offers a more nuanced understanding of inclusion as lived and experienced in practice. Successful inclusion requires collective commitment from the whole school community, as well as the support of wider inclusion allies and, in particular, EPs, who can sit outside school systems and promote problem-solving around such topics. CoP approaches provide a helpful mechanism for those involved in enacting inclusion and SJ to share difficult feelings whilst experiencing emotional containment, and to feel rejuvenated and hopeful in their roles. It also emphasises the importance of creating spaces for reflection, dialogue and collaboration, suggesting that meaningful change requires not only individual commitment, but also collective and systemic transformation.
Inclusion cannot be realised through policy mandate. Instead, it emerges as a negotiated, relational practice shaped by practitioner values, systemic constraints and broader economic and socio-political forces. Without addressing these structural conditions, inclusive practice will remain dependent on individual effort rather than embedded within educational systems. This is imperative if education is to create more socially-just, equitable communities. 
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	Reflections on Epistemological and Ontological Decisions

Initially, I considered the philosophy of this research; I concluded that my orientation was socially constructionist. I felt that many of the socially constructed labels associated with inclusion were located within language and constructed by sociocultural knowledge (Burr, 2015) I was also conscious of the power that is inherent within these discourses (Williams, 2013).
However, when reflecting on critical race theory which drew on critical realist orientations, I recognised Whilst constructions of race are socially constructed, there is a lived reality of the experience of racism across all levels of stratified society, including education (Williams, 2020). A further aspect of critical realism that resonated with me was its recognition that things do exist and that concepts such as racism emerge from intersecting social, political, economic, and biological discourses, offering an ontological structure for exploring such concepts (Frauley, 2004).
Whilst my view of the world is such that multiple realities exist, aligning with social constructionism, I also draw on elements of critical realism to acknowledge the underlying structural mechanisms that perpetuate inequality within systems, especially education. Through this research, I am not seeking an objective truth, but rather adopting it through a relational, co-constructed epistemological interaction with participants. 



	Reflections on NTA and Other Models for Analysis

My interest in the subject area started with stories. I was interested in the narratives created at different levels of power to create meaning. Polkinghorne (1988) describes how narrative creates meaning, linking actions and events into a single entity. ‘The narrative scheme serves as a lens through which the apparently independent and disconnected elements of existence are seen as related parts of a whole’ (Polkinghorne, 1988, p. 36). Narrative approaches allowed me to explore how inclusion and SJ are shaped and constructed by broader cultural, political and systemic influences, which align with my transformative and critical orientation (Mertens, 2008).

Narrative analysis enabled me to explore participant experience but also how they created meaning and made sense of these experiences in the stories they told. This felt particularly important when I read more about neoliberal education systems and how they obfuscated SJ endeavours.

Additionally, my interest in Community of Practice as a methodological approach was driven by its underpinnings that it is a relational experience where new meanings are created through dialogue and shared reflection (Brown & Duguid, 1991; Wenger, 2011). Narrative analysis was well-suited to capturing these stories (Riessman, 2008).

In contrast, phenomenological approaches such as IPA, indicate that ‘reality is formulated by the human mind’ (Howell, 2016, p. 72). IPA seeks to explore the depth of individual human experience rather than the phenomenon itself (Willig, 2017). IPA draws on dialogue between one another to ‘deepen understanding of a phenomenon (Willig, 2017, p. 203). Whilst my study was concerned with this aspect, I was also interested in how inclusion and SJ were constructed, negotiated and enacted in context through storytelling.  NTA approaches which pay attention to contexts and how narrative is used as well as its capacity to create change through storytelling, felt more closely aligned my transformative and emancipatory goals
(Riessman, 2008).



	Reflections from session 1 of the Prototype Phase

The pilot study proved helpful in giving me some different considerations from the ones I had first thought of. I assumed that matters of social justice would not be areas of concern or consideration for schools and that inclusion would instead be thought of within the special educational needs arena. The pilot study helped to change these beliefs quickly, with the pilot setting instead describing a culture of social justice and social mobility for the community the academy trust served. Conversation flowed more easily around this topic as the participant described a commitment to creating opportunities for students within the school community.

The idea of creating a workspace was also talked about as part of the pilot. Since completing more reading around Community of Practice approaches, especially those online, I was aware of creating forums where problems could be shared and feedback provided in real time rather than waiting for the next meeting. My participant raised an example about her being recorded by a student and her desire to have received some in the moment peer support. I pondered this some more and decided to take the idea to supervision. Initially I was envisaging a workspace where resources could be shared, and individuals could reflect on this. However, with the example provided, I quickly realised that setting up a workspace such as this could be problematic. I discussed this at supervision, where my supervisor team talked about the potential problems and difficulty with such a system. There was real risk of safeguarding concerns coming to the fore and problems around who would manage this. Having space to discuss these considerations helped draw a conclusion about whether to establish such an information sharing forum or not. 




	Reflections from Session 2 of the Prototype Phase

Using my existing contacts was helpful in the prototype phase, as I felt confident that their critical reflections would help shape the CoP to be something meaningful and useful for future participants. 

*Mary’s reflections about the importance of creating a CoP that was relational and her considerations about creating a space that allowed in-person discussions so that participants could develop a sense of connection and safety felt important. Whilst I agreed that this would create greater intimacy and that may evoke a greater sense of psychological safety and containment around such a sensitive area, I also balanced this with the reality and limitations of the project. As participants were dispersed across different areas, and achieving the goal of participant involvement was proving more challenging than I had hoped, I was aware that asking participants to travel could stall the project further and make a CoP approach too difficult to achieve.

A further reflection of the interview was how both professional and personal experiences shape positionality on such subjects. Although *Mary shared some of her personal experiences in the interview, at the end, when she realised transcribing had finished, she wanted to share some reflections on the topic in relation to her child. I found it interesting that, although she was keen to share this reflection with me, she felt that the project did not allow for this more broadly or that these reflections were, in some way, less valid. This made me think about how I could create space for participants to authentically share all aspects of themselves within the CoP, rather than just their identities as educators in schools. I felt this would add depth and honesty to the process. 

*Mary is a pseudonym.





	Reflections on being a researcher in this study

Immediately after the first session of the CoP, I reflected on my involvement in the research process and wondered whether I was offering too much information rather than allowing it to come from the participants. Working as part of a group in comparison to running interviews with individuals felt quite different and I was conscious about trying to bring participants into the session. Running it as a group dynamic felt more challenging than individual interviews had which made the process harder to manage. For example, it felt as though there were more silences than I had encountered in the trial phase. This required me to offer more, and initially I wondered whether it could be construed as me biasing the research, as I would at times offer reflections and comments on previous research and on reflections from the pilot studies. 

I also experienced a very real sense of imposter syndrome when conducting research and whether I had somehow biased the process. Although I do not feel I have a specific agenda regarding the research questions, I have ideas about inclusion and social justice in schools and their importance. I wondered whether; by offering some of the comments I did, I might be expressing my own opinions.

Looking back at the transcripts helped me realise how the group started to bond and share perspectives based on what each other had said during the meeting. At the end of the CoP, one participant described the process as ‘therapeutic.’ It appears that useful insights and ideas emerged from the shared experience created in the CoP.

The sense of frustration about how to enact SJ was a further interesting insight. Some participants spoke about trying to promote diversity and raise awareness of SJ issues through texts with young people, but this had resulted in some conflict between teachers not feeling equipped to tackle some of the difficult conversations that surround racism for example. 

Parental disaffection with some of the curriculum content and ideas shared in school was a further reason for curtailing some of this work, as it had become too conflict-ridden and challenging to operationalise. This felt like quite a sad indictment on being more culturally aware and supporting CYP to develop their understanding and knowledge of matters relating to inclusion and SJ.

In terms of my general administration of the session, I wondered about how helpful it had been to have a presentation in the background. Whilst this was useful at times, I think the flow was perhaps hindered at others and I think it is important to restate the question for the benefit of the transcript. It may also help to create more equitability and natural conversation by not having this as a barrier between the participants and I in terms of conversation.

A further reflection was that being simultaneously in the role of participant as well as researcher was important. I felt greater agency to bring in some of the research, which was helpful, especially when thinking about the vulnerability of SEND learners to external influencers and sharing some of the data from the Children’s Commissioner Report into the riots the previous summer. This opened discussion and brought out themes relating to how CYP may be led by external influencers, with several of the participants offering interesting reflections about this. 




	Reflexive Diary Extract: Use of Research Supervision

After discussing in supervision the outcomes from the first session, I agreed it would be helpful to try to summarise and reflect on what had been shared. Reflecting on how the first CoP session had gone, I gathered a sense of how disparate systems competing and contradicting inclusion made it feel stuck. I also thought it would be helpful to use this as an opportunity to draw out the values we shared as a group. My goal in gathering this information was to confirm that my understanding of what had been said matched what was intended. The orientation of my research is intended to be as collaborative as possible, and I felt I responded with authenticity when preparing for the session. 
My further hope was that by doing this it would help the CoP to develop a shared identity rooted in the problem of enacting SJ and inclusion. Whilst acknowledging some of the barriers and frustrations that come from an imperfect system is important, I was also hoping stories would emerge about what inclusion and SJ looked like in schools and how it could be maintained within such contradictions. Taking back content and checking my understanding was correct helped me to demonstrate my collaboration with fellow participants in a meaningful way and reflected the values I think are important as a researcher.

In addition, I developed the session to provide an overview of current research related to inclusion and to share some of the findings from the Inclusion in Practice work, which many schools had contributed to. Through sharing this, I also hoped to steer the CoP towards sharing elements of their practice that practitioners may feel proud of and were willing to share and to take a more solution-focused approach to thinking about how to address the sticky problem of enacting inclusion and SJ

Going into the session, I was hopeful that participants would continue to engage and that opportunities could be created for them to tell their stories and use the space to discuss some of the complexities that come with solving a problem as complex as inclusion.




	Reflections on Administration and Attendance Difficulties

About half an hour before the scheduled start time, I received a couple of emails from participants who had emergencies with students and informed me they would be late. As they had not explicitly stated that they were cancelling, I was keen to keep the session going so as not to lose momentum or make others who still intended to come feel as though they were wasting their time.
At the allotted time, none of the participants joined the session. I gradually received emails about some technical problems, but was reassured that they intended to join a little late. Two of the CoP members joined. Unfortunately, one of the members could only type as the sound was not working and she was struggling with connection.
Within CoP groups, it is expected that membership can fluctuate and that there can be ‘lull’ periods (Wenger-Trayer, 2023:102), so I persevered with the session, especially as the group member with the sound issue was keen to continue by typing her responses. Continuing with the session, therefore, required quick decision-making, and I felt that, for the sake of continuity and for those who had prioritised attending, it was important to value their time and continue as planned. 
I worried about whether I was putting too much on her to respond verbally, as there were no other participants who could speak, and I was concerned that she might feel uncomfortable. For example, she mentioned having ‘menopause brain’, and I was concerned that she made a comment such as this to deflect some of her own uncomfortable feelings about being in the spotlight. To help make her feel more comfortable, I drew on some of her reflections from the first session and shared many examples of practice she demonstrated. I also tried to be Jemima’s voice by reading out her comments, reflecting them back, and checking in with her to see if she had understood. She showed me this with non-verbal communication. As the focus of this session was very much about stories, I wondered whether I had done a disservice to Jemima, whose means of communication was limited to typing her responses.
Remaining mindful of the time commitment and investment in the research, I did not want to take their time for granted. I was also aware of the possible burden on Susan and did not want to lose sight of the importance of relationships on the CoP. In hindsight, I wonder if I made the right decision in continuing with the CoP, particularly on Susan. I was aware that she was the only member of the CoP in a support role and did not her to feel too much under pressure. However, I think continuing the CoP did allow her to have a greater voice and to share stories of practice and relationships she has built with children and families in school and for this to be validated. Again, though, I worried that some of my questions were drawing on language other participants had used and whether Susan was comfortable with this. 
Attendance at the session was reduced due to last-minute cancellations from one participant and a lack of response from another regarding whether they could join. Whilst I sensed passion and enthusiasm from the participants, it reflects the position and competing demands educators face.



	Reflections on Being a Participant in this Research

While tidying up my transcript, I noticed I had used the term ‘we’ in the CoP.  For example, I said, ‘we have immense power in the job we do as teachers and educators.’ I wondered about this use of ‘we’ and how I had fallen into using this through the interview and whether this could be construed as me influencing the research and creating allyship. I also wondered about the use of the pronoun in relation to myself- I am no longer a teacher; I am a researcher in this context; I considered whether I am conflating these different roles
The reason for my concern about this was whether my comments, designed to contain and reflect what had been said, could be construed as me using my power in some way to influence the research and I felt concerned about whether it impacted the integrity of the research.
While completing additional reading and reflection on this, I have reflected further on positionality and its impact on research. Qualitative research seeks to contribute to ‘an understanding of a problem through the experiences of individuals and the particular details of the lived experiences (Bourke, 2014, pp. 2-3). I started the research by letting participants know that I, too, was a participant and explaining a little about my background. 
Although I was struck by my use of the pronoun ‘we’ and how this could be interpreted, when I read back through the transcript, I realise that this was in part to deepen my empathy and in Gestalt terms, create horizontalism in the experience to acknowledge some of the power that comes with the role participants have in school and show that I had some insight into this. My intention is to use supervision to explore and discuss this further, but after my initial concern about positionality in this instance being a limitation of the research, I do not think I have steered the research covertly, but instead the use of we was more a reflection of me straddling both roles as researcher and participant, whilst demonstrating understanding and empathy for the depth and complexity of the problem. 




	Reflections on Using Child as a Term 

When summarising the key emerging ideas from the first CoP, I explained to participants that I wanted to use the term 'child' rather than 'young person'. My rationale for doing so was that, as we were talking about secondary school pupils, they were children and should be positioned as such. I felt this had resonance when talking about SJ topics, including children who had been criminalised, and often exploited or incited to engage in criminal activity, during the 2024 summer riots. Given that we were talking about highly problematised concepts, I was aware of the literature indicating that teachers can use language to create distance from themselves and behaviour furthering exclusionary practices (Ashurst, 2014). I was also conscious of conversations focusing on children from marginalised backgrounds, where adultification can become pervasive and reinforce unhelpful stereotypes (Markova et al., 2016). I was also aware of the EP role in critically examining adultified language to help reframe and provide alternative perspectives within schools (Fox, 2009)
Whilst this did not become a key theme in the data, participants' comments, particularly from Jemima and Nicola, showed that they welcomed this perspective. They reflected on the importance of this terminology to remember that they were supporting children, and this required an acknowledgement of power relationships as well as greater empathy and understanding. 
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Pilot Study Participant Information Sheet
Dear Participant,
Please take time to review this information sheet. If at any point you have any questions about the study, please contact Ami McNamee at the University of Sheffield amcnamee1@sheffield.ac.uk 
Research project title:  Exploring teachers’ understanding of inclusive practice and whether social participation in a Community of Practice supports teachers to develop their inclusive practice and promote social justice in academised secondary schools.
Overview
This research has been developed to contribute to a Doctoral thesis in Educational Psychology.
You have been invited to participate in a pilot study to help me understand whether the structure of questions and expected discussion points will be helpful to explore with secondary school teachers in a Community of Practice group. The Community of Practice intends to explore teachers' experiences of inclusive practice in academised secondary schools in England and whether participation in Community of Practice group supports teachers in developing their practice, providing a space for reflection, sharing ideas, and enabling the development of inclusive practice and social justice.
What is the project’s purpose? 
This research project seeks to respond to the following questions:
· What do teachers understand effective inclusive practice to mean?
· How does social participation in a Community of Practice support teachers in implementing SJ and inclusive practice in schools?
It is acknowledged in policy and review of educational practice that inclusion is poorly defined by the Department of Education (Parliamentary Action Committee, 2025). This makes it difficult to operationalise in schools and prevents opportunities for sharing examples of effective practice with one another (DfE, 2023). This research seeks to bridge this gap and identify what supports inclusion in academised secondary schools when knowledge is shared outside of practitioners’ settings.
Why have I been chosen?
Your perspective as an individual with experience, knowledge and skills in working in academised secondary school settings, is valued. You have been invited as a contact within my existing network to share your thoughts and ideas about the questions I have developed to use within the Community of Practice and to help shape the direction of the research. Your critical reflections on this process will help me to achieve these goals. 
If you wish to answer some of the questions or points raised by the intended questions and would like to be part of the research, I also request your permission to use transcripts and interview notes as part of any analysis within the final thesis. You will be asked to complete the same participant consent form to ensure your consent for this is informed before any research-related activity commences. 
Do I have to take part?
It is up to you to decide whether or not to take part. If you do decide to take part, you will be given this information sheet to keep (and be asked to sign a consent form) and you can still withdraw up until 31st January 2026.  You do not have to give a reason. After this date, all data will be anonymised and included within a large data set, making it more difficult to withdraw consent. If you wish to withdraw from the research, please contact: amcnamee1@sheffield.ac.uk.
Please note that by choosing to participate in this research, this will not create a legally binding agreement, nor is it intended to create an employment relationship between you and the University of Sheffield. There is no payment made for participating in this research. 
What is meant by the term Social Justice, and why are questions about my ethnicity, age, disability status and gender asked?
The Community of Practice intends to explore Social Justice as it is enacted in secondary schools. Social Justice has been described as ‘…culturally responsive, non-discriminatory practice, advocacy, and the engagement and promotion of equity at the individual and systems level’ (Graybill et al., 2018, p. 81). On the consent form, participants will be invited to share a little information about themselves, including aspects of their identity such as gender, age, ethnicity, and disability. This information does not have to be supplied unless participants feel comfortable sharing it. A question is also included about the number of years participants have worked in education.  As this study seeks to discover more about how social justice is explored in schools, participants will be invited to share aspects of their identity if they choose to. From studying the literature, our backgrounds, identities, and beliefs all shape who we are and our positioning. When considering social justice approaches, it is important to acknowledge this, as it impacts the lens through which we see the world. No participant must share this information, and you can still participate in the study if you choose not to share this information. 
What will happen to me if I take part? 
What do I have to do?
You have been asked to participate in a pilot study to provide me with feedback about whether the questions and content developed for the Community of Practice research group are appropriate. Your reflections will help me shape the research. The research project intends to use a Community of Practice approach, which consists of a group of interested teachers who join together to ‘…share a concern or a passion for something they do and learn how to do it better as they interact regularly’ (Wenger, 2011, p. 1). 
The Community of Practice will operate as a group discussion online, consisting of a cohort of different teachers and teaching assistants from different settings. 
This will involve me explaining what a Community of Practice is, sharing the types of questions I intend to ask in the first stage of the research that will explore teachers’ perspectives of inclusion and social justice using definitions that are already described within research. I will then explain the second phase of the research project which consists of a series of questions that I hope to use that will elicit teachers’ narratives of inclusion. This phase of the research will allow those involved to share these stories within the Community of Practice. In the final phase of the project, the Community of Practice will meet again so that participants can talk about their experiences of being part of a Community of Practice and whether this has supported them to develop their practice. Questions designed to elicit these reflections will also be shared with you so that you can offer your perspectives on them. 
The pilot study will take place online via Google Meet. With your permission, audio data will be recorded and transcribed using the function on Google Meet. The session will not include video recording. In addition, a Dictaphone will be used to record the session as a backup method of recording and transcribing the interview.  A pseudonym will be created for you so that no personal or identifiable data is recorded. If you wish to join the final research cohort, you will be provided with the participant information sheet and asked to complete an additional consent form. 
If you do not wish to be recorded but want to contribute to this research, I will make notes, which I will share with you afterwards to ensure it is a fair reflection of our discussion. 
What are the possible disadvantages and risks of taking part?
Participating in this pilot study will involve a time commitment of around an hour. Teaching is a demanding job, and spending time engaging in research may feel like an additional workload burden. There is no expectation on you to engage in this research unless you wish to. 
The focus of the research is to share experiences of inclusive practice; this can feel challenging and frustrating at times. It may be that your personal experiences of providing inclusive education could result in some difficult feelings and experiences. 
What are the possible benefits of taking part?
It is hoped that this pilot study will support you to reflect on the ideas and discussion prompts suggested and allow a space to share your thoughts. It is anticipated that this will also be a space to share positive experiences and examples of how you have successfully enacted inclusive practices in your school. 
Will my taking part in this project be kept confidential?
All the information that I collect about you during the course of the research will be kept strictly confidential and will only be accessible to members of the research team.   You will not be able to be identified in any reports or publications unless you have given your explicit consent for this. If you agree to us sharing the information you provide (e.g. by making it available in a data archive) then your personal details will not be included unless you explicitly request this. 
The only time identifying information may be shared with anyone outside of the research team will be if a Safeguarding concern were to be raised. In this instance, and following the school’s Safeguarding procedures, this would be reported to the Designated Safeguarding Lead within the school, the University, and, where necessary, Professor Rebecca Lawthom, Designated Safeguarding Lead for the School of Education at Sheffield University, or the Local Council responsible for Safeguarding in your area. 
What is the legal basis for processing my personal data?
According to data protection legislation, we are required to inform you that the legal basis we are applying in order to process your personal data is that ‘processing is necessary for the performance of a task carried out in the public interest’ (Article 6(1)(e)). Further information can be found in the University’s Privacy Notice https://www.sheffield.ac.uk/govern/data-protection/privacy/general.’  
As we will be collecting some data that is defined in the legislation as more sensitive (information about gender, age, ethnicity and the length of time you have been in teaching), we also need to let you know that we are applying the following condition in law: that the use of your data is necessary ‘for archiving purposes in the public interest, scientific research purposes or statistical purposes' (9(2)(j)).
What will happen to the data collected, and the results of the research project?
The pilot study will take place online via Google Meet. Ahead of the session commencing, I will ask if you consent to the session being recorded. Following the pilot study, data will then be transcribed. If you do not wish to be recorded but want to contribute to this research, I will make notes which I will share with you afterwards to ensure it is a fair reflection of our discussion. 
One function of this research is to hear the voices of teachers as they enact inclusion in schools and to provide a space to share their stories of effective practice. I may include direct quotes from these stories in the final thesis and any subsequent publications. All data will be anonymised, and pseudonyms will be used to protect the anonymity of any group members or their schools.  Careful consideration will be taken to ensure that any data relating to yourself, or your school is not identifiable.
Transcriptions will be held securely on the University of Sheffield’s encrypted Google Drive. 
All data will be securely stored in line with GDPR requirements. No individual participant will be identifiable in the research report, presentation, or in any subsequent publication.
Due to the nature of this research, it is possible that others may find the data collected to be useful in answering future questions. It could be that others involved in similar research activity find the data interesting and seek to build on the data that has been found and may request to see the transcript data. In the event of this happening, I will seek your permission to share the transcription data. No information will be shared without your consent or your full knowledge of what this data is. No personal or identifiable data relating to you will be shared. 
Will I be recorded, and how will the recorded media be used?
The audio recordings of the Google Meet interviews will then be transcribed. The transcripts made during this research will be used only for analysis and for illustration in conference presentations and lectures. No other use will be made of them without your written permission, and no one outside the project will be allowed access to the original recordings. Any details you share that could identify your school, location or any stakeholder in your school will be changed to protect the anonymity of those involved.
If you do not wish to be recorded but want to contribute to this research, I will make notes, which I will share with you afterwards to ensure it is a fair reflection of our discussion. 
Who is organising and funding the research?
This research is to meet the requirements of the Doctor in Educational Psychology course at The University of Sheffield to form the basis of a thesis. 
Who is the Data Controller?
The University of Sheffield will act as the Data Controller for this study. This means that the University is responsible for looking after your information and using it properly. 
Who has ethically reviewed the project?
This project has been ethically approved via the University of Sheffield’s Ethics Review Procedure, as administered by The School of Education.
What if something goes wrong and I wish to complain about the research or report a concern or incident?
If you have any cause to complain about how you have been approached or to make a report of a concern or incident relating to potential exploitation, abuse or harm resulting from your involvement in this project, please contact the project’s Designated Safeguarding Contact Dr Penny Fogg  during this study, you can contact my supervisor, Dr Penny Fogg by email: p.fogg@sheffield.ac.uk . 
If you feel your concern or complaint has not been handled satisfactorily, you can contact the Head of the School of Education, Professor Rebecca Lawthom, by emailing r.lawthom@sheffield.ac.uk. She is the Designated Safeguarding Lead for the School of Education at Sheffield University.
If the complaint relates to how your personal data has been handled, you can contact The University of Sheffield Data Protection Officer, Luke Thompson – luke.thompson@sheffield.ac.uk. 
If the complaint relates to how your personal data has been handled, information about how to raise a complaint can be found in the University’s Privacy Notice: https://www.sheffield.ac.uk/govern/data-protection/privacy/general. 
Contact for further information
How do I give my permission to take part in the study? 
If you agree to take part, you can give your permission by signing the consent form. This is a digital form which you can access through this link:  Participant Consent Form - Google Forms
The consent form is a form you sign to say that you understand why the study is being done, that you understand what is involved, and how your data will be used. If you change your mind after signing the consent form, please email me to withdraw your consent. You do not have to give a reason.
What will happen to the data collected, and the results of the research project? 
All data from the interviews will be transcribed, using the transcription tool on Google Meet. It will be anonymised, and no identifiable information (i.e., your name or the name of your school) will be collected. Pseudonyms will be used to protect the anonymity of all participants. 
The research findings will be reported in an Infographic, in a presentation, and in a Doctoral thesis. It may subsequently be published in a peer-reviewed academic journal. Direct quotes may be used, but we will ensure that you cannot be identified in any way. 
All electronic data will be securely stored with my Supervisor at the end of the Doctoral course (expected September 2026) for the duration of the project and deleted after three years.
Contacts for further information: 
Ami McNamee (Trainee Educational Psychologist) amcnamee1@sheffield.ac.uk
Dr Penny Fogg (Research Supervisor) p.fogg@sheffield.ac.uk 
Dr Jamal Lahmar (Research Supervisor)  j.lahmar@sheffield.ac.uk 
Thank you for considering participation in this research. 
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Participant Information Sheet
Dear Participant,
Please take time to review this information sheet. If at any point you have any questions about the study, please contact Ami McNamee at the University of Sheffield amcnamee1@sheffield.ac.uk
Research project title:  Exploring teachers’ understanding of inclusive practice and whether social participation in a Community of Practice supports teachers to develop their inclusive practice and promote social justice in academised secondary schools.
Overview
This research has been developed to contribute to the lead researcher’s Doctoral thesis on the Doctor of Educational Psychology Course.
You have been invited to participate in a Community of Practice designed to support teachers share their experiences of inclusive practice in academised secondary schools in England. Part of the study will be to discover whether participation in Community of Practice groups supports teachers in developing their practice and provides a reflexive space for sharing ideas, which promotes the development of inclusive practice and social justice in schools
What is the project’s purpose?
This research project seeks to respond to the following questions:
· What do teachers understand effective inclusive practice to mean?
· How does social participation in a Community of Practice support teachers in implementing social justice and inclusive practice in schools?
It is acknowledged in policy and review of educational practice that inclusion is poorly defined by the Department of Education (Parliamentary Action Committee, 2025). This makes it difficult to operationalise in schools and prevents opportunities for sharing examples of effective practice with one another (DfE, 2023). This research seeks to bridge this gap and identify what supports inclusion in academised secondary schools when knowledge is shared outside of practitioners’ settings.
Why have I been chosen?
Teachers in academised secondary schools have been selected to take part in a Community of Practice. Schools have been approached to take part based on the inclusion criteria (member of teaching staff or a teaching assistant in an academised secondary school) through contacts within my network or those who are known to me and are in the profession.
Do I have to take part?
It is up to you to decide whether or not to take part. If you do decide to take part, you will be given this information sheet to keep (and be asked to sign a consent form). You can still withdraw up until 31st January 2026.  You do not have to give a reason. After this date, all data will be anonymised and included within a large data set, making it more difficult to withdraw consent. If you wish to withdraw from the research, please contact: amcnamee1@sheffield.ac.uk.
Please note that by choosing to participate in this research, this will not create a legally binding agreement, nor is it intended to create an employment relationship between you and the University of Sheffield.  There is no payment made for participating in this research.
What is meant by the term Social Justice, and why are questions about my ethnicity, age, gender, and disability status asked?
Social Justice has been described as ‘…culturally responsive, non-discriminatory practice, advocacy, and the engagement and promotion of equity at the individual and systems level’ (Graybill et al., 2018, p. 81) On the consent form, participants will be invited to share a little information about themselves, including aspects of their identity such as gender, age, ethnicity, and disability. This information does not have to be supplied unless participants feel comfortable sharing it. A question is also included about the number of years participants have worked in education.  As this study seeks to discover more about how social justice is explored in schools, participants will be invited to share aspects of their identity if they choose to. From studying the literature, our backgrounds, identities, and beliefs all shape who we are and our positioning. When considering social justice approaches, it is important to acknowledge this, as it impacts the lens through which we see the world. No participant has to share this information, and you can still participate in the study if you choose not to share this information. 

What will happen to me if I take part?
What do I have to do?
You have been asked to participate in a Community of Practice, which consists of a group of interested teachers who join together to ‘…share a concern or a passion for something they do and learn how to do it better as they interact regularly’ (Wenger, 2011, p. 1). 
The Community of Practice will operate as a group discussion online, consisting of a cohort of teachers and teaching assistants from different settings. It is hoped that participants will be able to attend three one-hour Community of Practice groups over a 6–8-month period between the autumn term, 2025, and in the early spring term, 2026. All Community of Practice groups will take place online via Google Meet. 
The first Community of Practice will seek to understand what teachers in the Community of Practice understand inclusive practice to mean. Prompts based on newspaper stories will be included to help prompt the discussion. 
The second Community of Practice group aims to build on the initial group and create opportunities for teachers to share examples and experiences of inclusion and social justice from their practice. 
The final meeting will seek to explore whether engagement in social participation within a Community of Practice has supported participants to implement inclusion and social justice in their classrooms and schools. In this session, you will be asked to reflect on your experience of being part of a Community of Practice and talk about whether this has helped you to develop your thinking and practice about inclusion and social justice.

What are the possible disadvantages and risks of taking part?
Participating in this research will involve a time commitment of around three hours. Teaching is a demanding job, and spending time engaging in research may feel like an additional workload burden.
The focus of the research is to share experiences of inclusive practice, which can feel challenging and frustrating at times. Your personal experiences of providing inclusive education may result in some difficult feelings and experiences. Sharing these may evoke some complicated feelings for you.
What are the possible benefits of taking part?
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Ami: And its about, I suppose the angle that I'm taking on this is very much kind of I'm applying an appreciative lens that everybody is kind of doing their best that they can within a system that is often quite challenging to sort of navigate. 
So this is kind of my rough timeline for the research and this kind of then leads us very nicely onto the first question of how we define inclusion. What you understand it to be and what you understand it to mean. So if anybody is happy to unmute and make a start with that [pause]
Susan: I'll go. I don't mind.
Ami: Thanks, thanks Susan
Susan: I understand it that no matter where you come from, your background, everybody whether you've got disabilities,… whether you're able-bodied, everybody has got the right to have an education errm and to be able to thrive in that education.
Ami: Ummhm. Thank you. And anyone else got any reflections on that very eloquent definition that Susan's given us there?
Michael: No, just I think obviously that's the encapsulating phrase in our school we look at it obviously there's times… where we look at it through more specific lens and ours would be being in a school that is one of the most deprived in Europe the area is one of the most deprived in Europe just because they are from that area doesn't mean they deserve any less. Yes. And they deserve just as good an education as anybody else.
Ami : Umm, I think that's a really important lens, Michael. And I think when I first came and the reason I'm kind of broadening this out into social justice. Actually, in my pilot study, I had a school that was in a very similar cohort in terms of deprivation errm in a different part of the Northwest and they were very much kind of their abiding agenda that they kind of were looking at and the lens through which they was around kind of social class and kind of promoting that social mobility particularly. Errm and that was kind of really important to them in terms of how they viewed inclusion. It was an opportunity to I guess provide those opportunities where although kind of class isn't necessarily protective characteristic that was very much the driver for them, thank you.
Nicola: I think mine's quite similar, Ami to what other people have said. I think for me it's always been a sort of a continual process rather than a fixed thing. And I think my sort of academic background came from more of a social justice and a cultural sort of disability errm exploration. And I know that, within that there were lots of opinions on the constraints of the system and the education system and the framework. But for me, it's always been a part of being in that and sitting right in the center of it and pushing back against some of those tensions and trying to align that, that champion and advocacy with obviously all of the statutory guidance and legal frameworks that sit around, sort of SEND at schools.
Ami: And do they compete,..do you think, Nicola, or do you think?
Nicola: Yeah. In terms.. I think I struggled. Erm… academically, there is, it was quite frowned upon when I was doing my masters in terms of going back into education and being part of a system that they felt perpetuated ableism and things like that and I was really conflicted coming back into schools but for me it was around trying to just sort of rehumanize all of the data that we'd been exposed to. And remember that at the core of it are young people and families who, you know deserve access to opportunities and support that's going to enable them to thrive and…flourish in whatever, form that looks like for them. And almost reconsider, you know, what is the purpose of education more broadly. And what is it that we want to offer students in terms of becoming, you know those well-rounded active participants in society. Errm and trying to sort of be a part of that journey even within a system that sometimes does compete with that sort of moral compass I suppose [laughed].
Ami: Mhm. Yeah,... absolutely. Yeah. So, there's very much competing agendas there. There's some really fascinating insights into inclusion. As I say, I've certainly been very much from the start of this assuming that we would go and probably it's just from the lens of me as a former SENCO of going down it down the route of kind of thinking about inclusion very much from the perspective of special educational needs rather than kind of broadening it out.  So it's really really interesting to hear everyone's perspective. 
Obviously, UNESCO kind of define inclusion.[presented the slide on the UNSESCO definition] This is certainly the kind of the rights based approach that I certainly take in terms of thinking about inclusion rather than kind of those reductive conversations about kind of educational placement but thinking about inclusion as a mechanism for creating equity which is certainly what many of you kind of have talked about and certainly kind of from some of the research that that I've kind of started to kind of look at it's about being inclusive is kind of that whole setting kind of approach and one that kind of values the contributions of all stakeholders according to the way in Lluaevin in 2010 for example. So there's a lot of that that's already kind of permeating in terms of your consciousness and how you kind of go about enacting inclusion which kind of with some of the newspaper articles and things I'm going to show you shortly doesn't suggest that that's the lens from which schools are seeing it. So it's interesting kind of that conflict I guess. and then thinking more about kind of the term social justice. what do people kind of understand by that and how do you kind of see yourselves as enacting that in schools?
Jasmine: I guess the term equity is a big part of social justice and just sort of understanding that everybody needs different things in order to thrive and…and that I think is something we're trying to teach the children a lot about.
Ami: Yeah. And…
Jasmine: I think that difference between equality and equity and helping them to understand that, you know, we all need. We all need our own individualised support in order to thrive. And that doesn't look the same for everybody.
Ami: How is the because I suppose another aspect that and I've kind of been maybe just drawn into the literature about it's really fascinating kind of insight that you've taken there but from a lot of the research that I've completed recently suggest that kind of like the promotion of British values and that we've been kind of less focused on sort of things like anti-racist practice for example in kind of the current curriculum that we're kind of asked to enact certainly since the David Cameron years is how does that land with young people?
Jasmine: I mean one thing that we do a lot about particularly in our personal development is looking at protected characteristics as a range.  So we do lots and lots of work about that and they do learn about the Equalities Act and things like that.
Ami: Mhm.
Jasmine: I mean we do teach the British values but yeah I suppose there is less focus now on sort of racism but I think it's good because I think children need to understand that there's a range of protected characteristics and to understand that actually because I think they all kind of get that things like racism is a crime but not necessarily that it would a criminal offense to say something homophobic or to say something against someone with a disability. So, I suppose we're taking more that angle now.
Ami: Thank you. Does anyone else have any reflections on kind of this?
Nicola: I think for us Ami or at least the core team here at school it's always been about rights and representation and resources and almost fighting for those right across the board. even more broadly than just SEND at school…but making sure that those sort of values are what we perpetuate every day in every conversation in every interaction in every way with it, we try and manage it.
Ami: Okay, thank you. And I suppose another reason for me kind of taking this angle in terms of the research that I was kind of influenced in and interested in was particularly last summer following kind of the riots and things that happened. Errm and obviously there was quite quick new Labor government kind of came in there's quite an quick enactment kind of children being prosecuted and I don't know if anybody's seen the Children's Commissioner Report about kind of young people who were kind of what happened afterwards in terms of that but there was a lot of particularly children who kind of had come from backgrounds where they were not feeling particularly included in their own communities and where there was kind of disaffection with the police but also children with special educational needs particularly kind of conditions like ADHD who were kind of highlighted as kind of those that were kind of involved in those. So I was kind of interested in that angle when thinking about this from a secondary education.
Jasmine: I completely agree and that has been the case with us and I think, you know, those children that have those vulnerabilities are far more likely to get sort of drawn into these sort of antisocial behaviors and…
Ami: Mhm. Yeah. Mhm.
Jasmine: we have seen that happen in [area name redacted]. It's really, really tricky and again with so aspects sort of the flags and things like that that's definitely come into it and also the rise of pupils with SEND who are sort of getting pulled into this sort of these views of misogynistic errm influences and things like that. So, I think it's really really tricky with our SEND learners, that trying to get them to understand these sort of really big topics and I don't think they always get the seriousness of it. And because they're so vulnerable, they're far more likely to just listen to other people and I guess join in.
Ami: Thank you.
Michael: It's difficult as well to find the time to address these things when you've got a full curriculum to cover. And the focus is and always has been on results really to find the time to address these sort of societal issues. It's just where do you find the time to do it? Even though obviously it's potentially more important than results, that's not what we're judged on, is it?
Ami: No. And how do you find that conflict,…Michael?  I can sense it in your voice that it's, Yeah.
Michael: It is frustrating. Frustrating so, there are things that we would like to be able to say and things that we would like to be able to address, but potentially feel like we're unable to. Errrm. Even to the point of some of the texts that we used to study we used to study controversial texts because they did raise questions, but the amount of sort of errm, you know backlash that we've had over the last few years. Nothing about these texts that we've studied. We've just scrapped them really and just done the standard texts. We had issues of Mice and Men which for reasons is potentially valid, but we use that text to teach about racism.
Michael: We've had issues with Merchant of Venice which we've had to drop off the curriculum because of issues with anti-semitism. But we use that text to teach about anti-semitism. So yeah, it's a bit of a minefield in the current climate I think. 
Ami: Yeah. Is that worry? Where does the backlash come from, Michael?
Michael: It’s come from parents. It's come from some teachers, members of staff. Errm, we the Merchant of Venice stuff got there was a home word booklet got picked up and ended up on social media and there was a big backlash around the Merchant of Venice.[sighed] We… It is frustrating. It’s frustrating. Yeah.
Ami: And it sounds like that's come from a really good place and you've been really considered in developing your curriculum
Michael: Yeah
Ami: And yet you're kind of facing these other hurdles
Michael: Yeah
Ami: And yet it means it’s easier to kind of perform to the prescribed text is…
Michael: Yeah, definitely. Again, we've tried to include a lot of varied, diverse texts particularly in our Key stage 3 curriculum, but again [sighed], it does come with a little bit of controversy. So, I don't know [pause]. I think reverting back to dead white males is the way that it seems like it might go. 
Ami: And that sounds like it's a tough one for you. Errm, particularly as an English teacher.
Michael: Yeah, it's tricky 
Ami: When you said before about teachers. Is that teachers backlash… 
Michael: It’s teachers Reluctance to address the topics, to ask,  not feeling necessarily comfortable with the topics and how to address them, worried about, you know anything coming back on them. [Hesitate] Everyone's in a bit of a nervous state of nervousness at all times, I think.
Jasmine: Yeah, I'm English as well, so I completely agree. And I think it is the vocab that's used, particularly like we've stopped teaching of Mice and Men, To Kill a Mockingbird. You know, when actually they're massively, massively useful tools in teaching racism. But yeah, one thing we do try and do is teach some of the more I suppose social kind of events and things that are going on through the non-fiction text which when we do language paper two we try and look, at sort of, that looks at things like newspaper articles, to try and address things that are happening today so we're trying to sort of build that cultural capital. Whilst… but it's really tricky, it is, and again as Michael said there's always someone that doesn't agree with something and we've had backlash if we've taught an article from a certain paper,… You know they've said that the political slant. You know, you're trying to lead our children to believe this and it's really hard.
Ami: Umm. This sounds really challenging.Thank you. And just Susan, I hope you don't mind. I'm just bringing you in a little bit just in your role with kind of working with cared for children. Errm, and  I guess whether that kind of this aspect of kind of social justice and kind of equity and things like that, whether that kind of plays into sort of the types of work that you do with with the children that you were working with.
Susan: Errm. It can do.
Ami: Mhm.
Susan: It definitely can do. Errm, what I try and focus on is just making them errm is just making them feel safe in school. 
Ami: Mm
Susan: So obviously if they do come out with a particular comment, then we will discuss that or we will point out why that might not be something that we do say. But what I will try and focus on is making them feel safe in school, including them, making sure that they've got friends. Errm, making sure that they've got enough to eat, that type of thing,…rather than maybe anything a little bit more tricky politically, if you know what I mean.
Ami: Yeah. But, but I suppose equally you've kind of got that role in terms of providing all of that nurture and that safety and that security and that to try and I guess level the playing field and create equity in the education system for them. It sounds like you're advocating for those young people in your role. 
Susan: Yeah, yeah definitely.
Ami: Thank you. So, there's a couple of academic references here about how social justice is understood in terms of kind of being non-discriminatory…. Errm, and kind of that advocacy and engagement and promotion of equity at both individual and systems level which kind of we've started to talk about and also started to talk about some of the challenges with enacting kind of that social justice and kind of the conflict that maybe arises between perhaps wanting to do some of this work and maybe struggling because of, kind o,f those other external influences…. that can, that can impact on you. so on the next slide, I guess, I'm gonna skip over this question. I want us to kind of think about this more [what practicalities get in the way of doing the best job possible in supporting inclusive practice and enacting social justice slide also contains newspaper headlines]. 
Ami:I guess we've kind of started to talk about kind of media and thinking about some of those influences. So, I kind of did a bit of when I first started to kind of develop this idea as a project, I started to kind of look at kind of common newspaper headline articles about school systems.
Ami: So hopefully you can see them on the screen. So there's a lot articles about funding preventing SEND inclusion in schools. A lot around sort of children needing to kind of be taught about diversity in diversity in new era of racial inclusion. And obviously kind of at the end of last summer, there's some advisers who sort of suggest that there's been a failure of anti-racist practice in school that's helped to kind of fuel the summer riots. Errm,  and I guess it kind of lended itself to sort of thinking about, this is what the press says, but what are the practicalities  getting in the way of supporting inclusion and enacting social justice. And we've started to kind of think about this, but I guess from your perspective, what things get in the way of you doing the best job possible to support inclusion? [pause waited a few seconds]
Ami: Is it any of these things or is it none of these things? 
Susan: I think a lot of what they see in social media gets in the way of everything because if it's on social media then it's 100% true. 
Ami: Yeah
Susan: And that's what they believe. And if they've got a certain peer group that kind of feed into the same views, then it's very very difficult to change their minds as to…err whether it's toxic masculinity or racism or anything. If they've seen it on social media, erm, then that's what they believe and it's going to be on Tik Tok, it's going to be on Instagram, it's going to be on everything.
Ami: Mhm.. That universal truth that comes from seeing things on social media and there's some powerful forces and influences on there, isn't there, around that? Sorry, Michael, did you have something to contribute there?
Michael: I agree with that BBC article about funding. We are chronically underfunded errm for a school of 1100 students. We've only got five learning support assistants 
Ami: Mhm.
Michael: And it's tough to have a fully inclusive school community, we need more staff and we can't get it. And you have students who need the support most, students with EHCPs, for example, and some of these students need one-to-one support but yet they're given 7 thou we're funding £7,000 for them.
Ami: Mhm. Yeah.
Michael: So it's a drop in the ocean compared to what they need. If they need a one-to-one, it's errm, it’s difficult.
Ami: So, the math's not quite adding up between the funding that's allocated errm and…
Michael: No, definitely not. Yeah.
Ami: And what's been put in place there. Thank you. That's interesting.
Nicola: Amy, I've said it previously. I think for me the biggest challenges is around re-empowering staff and trying to remind them because I think sometimes all of the jargon that goes around, you know, trauma informed approaches and… Neurodeiverse approaches sometimes frames it what some students need is something particularly specialised and I think they sometimes forget that the power of their own emotional literacy and their ability to form relationships is sometimes a massive starting point. And I think staff feel, in my experience, a bit of a push-pull dynamic and they forget that…that they're already equipped with a lot of what's needed, but because of how it's framed, it kind of becomes something that seems like it should be more specialised than quality first teaching or okay, I understand the principles of that, but surely that goes beyond what quality first teaching is. Surely that then becomes your job. And I think… sometimes they just forget that. I think we can be guilty of it as well at school in terms of just… make everything's just too fluffy rather than just being straight to the point about what's needed and reminding them that some of that is just their own emotional literacy and their own drive…. for the betterment of young people. Errm, and that can be a really good starting point. And I think sometimes staff can feel really overwhelmed and then you get all of that overwhelmed by the complexity of needs. Then they feel undertrained, then they feel frustrated. Errm. I think it's just around balancing that as well and.. not falling foul of framing it as something super specialist that's needed [sigh].
Ami: Yeah. …it's almost like not losing sight of what you went in for and why you're kind of doing the role that you doing sort of thing? Erm, and thinking that it's something that it needs to be.  Do you think psychologists have had an influence in that [laugh] in terms of a lot of the research and language and things that kind of comes out of it in terms of overcomplicating it? 
Nicola: Yeah. I think so. Sometimes [laugh]. I have, nerdy conversations at home with my husband who's a deputy head teacher and he sits on leadership, I sit on support and, we often have a lot of, sort of to and fro, whole school and smaller cohort. And, he often says I'll say to him, "Can I just bounce this off you?" And he looks at me sometimes,… it's too fluffy, Nicola. Just tell them what you want them to do, plainly. Forget all of the jargon and … they'll be able to do it. I think I forget that sometimes.
Ami: That's really interesting insight. Thank you.
Jasmine: I just say I completely agree and…I think if your universal offer is good. You know, having a really good solid universal offer that benefits SEND pupils is not going to hinder non-SEND pupils. But it makes it easier for the teachers in the classroom because they're just sort of doing the same thing for everybody. And that's great… and that's how it should be. But I do feel there's a reluctance from some teachers to change, you know,  the way that they want to be in the classroom. And I get what Nicola is saying about that emotional literacy, but some teachers are just really not good at it…. and they just don't have any empathy for some of our kids. And that's really, really difficult. And I'm not saying they're not good teachers…
Ami: Errm. 
Jasmine: Because some of them are great teachers. And yes, they know how to get nines out of the bag and things like that when it comes to GCSE season, but they might not be able to keep people with ADHD in the classroom for more than five minutes.
Ami: What do you think the barriers are to that,…Jasmine. To them? 
Jasmine: [sigh] I don't know, 
Ami: Don’t know. Yeah, sorry. It's probably a bit of a daft question, isn't it?
Jasmine: if I knew I could fix it. I think overwhelm is probably a big bit to it. Where as I do think staff are you know overwhelmed.
Ami: It sounds like its that saturation. 
Jasmine and Michael: Yeah
Michael: Pressure.
Jasmine: Yeah, overwhelm
Susan: Yeah.  I do think staff are, you know, just don't have the time to build up those relationships that they need to build up and… I do think staff are, too busy and overwhelmed sometimes. Yeah. To get to know what to build up a positive relationship. You've got to have something in common with them and you've got to know what they like so that you can build up a conversation and that person can then feel relaxed with you. And I don't think that teachers do have the time to do that. They've got 30 kids in the class and they don't have the time to get to know each one of those kids. So if there's one that's flying under the radar, but they look like they're working, then they might just say, you know, actually they're working, they're doing okay, we'll just leave them to it." But they could be really struggling
Ami: Umhm,
Susan: and…they might just need somebody just to say, "How's your day been? Did you have a good time at the weekend when you went to such and such thing?" And that just makes them feel right. So, I'm part of the class now. I'm part of everything. But, unfortunately, there's just not time to do that.
Jasmine: It's those ones that are quiet and compliant that tend to, you know, slip through the net, isn't it? Because they don't cause anybody any problem….
Ami: Umhm. When you say slip through the net, Jasmine, what do you mean?
Jasmine: I guess so, in terms of like a SEND team we obviously don't see all the children. We rely a lot on teachers making referrals. So, we have a SEND referrals process so that if staff do pick up at anything around a student, whether that be something to do with their cognition, something to do with sort of their behaviour, their attentiveness in a lesson, all those kind of things can do sort of a referral to us. And that sort of prompts us to then sort of, perhaps have some conversations with teachers about, other teachers that teach that child to ask if they've noticed the same things in their lessons,… conversations with parents, and then it might be that we go in and sort of meet them and watch them in class, those types of things, I guess. But there's so many that particularly I think a few people do really struggle with cognition and learning when they are sort of quiet and compliant girls for me that struggle…
Ami: Right. And…
Jasmine: But because they don't rear their head. They're not disruptive. They do exactly what they're asked to do that, and that's what happens sometimes. They're, just, they’re not picked up.
Ami: Then it does that create bigger problems further down the line in terms of…
Jasmine: Yeah, absolutely. And also girls with ASC that mask as well. I find that I think early identification is key.
Ami: What's the implication of that then for you, Jasmine in your role?
Jasmine: Erm, (sigh) the earlier you can identify a SEND need the better. And I think when we don't espec… particularly if it is sort of particular sort of the communication and…language need that's when they often sort of begin to manifest as more SEMH kind of needs as children get older and I think if in an ideal world we would identify every pupil by year seven we'd put the interventions in place and it would never get to that point where they need any sort of SEMH input because they're feeling happy in school, they're feeling motivated, they're thriving… They can make friends because they've had all that input, but it doesn't work that way. and I think it's really tricky because I guess lots and lots of our teachers don't necessarily feel like SEND is their job and…
Ami: Mhm.
Jasmine: It's like everyone says at the start of the year safeguarding is everyone's role, but SEND is everybody's role every teacher in the school has a SEND learner in their classroom and…  they wouldn't for a second if a child came in looking a bit disheveled and hadn't breakfast straight away. You'd put that on CPOMS. Why are the little things being picked up regarding the SEND that then are not shared? I guess.
Ami: So those communication isn't quite there. I suppose kind of Michael’s point earlier on about kind of the conflict almost between you've kind of got to get young people to a certain level in terms of the academic side of it and that's what the accountability agenda around that's kind of…what we're judged on rather than kind of the small wins that you maybe get or the kind of the importance of that relationships like Susan was saying that aspect of it we're not judged by that in terms of our daily …
Jasmine: Yeah. No,… but they go hand in hand though, don't they? If we can't keep a child in the classroom. They're not going to come out with a good grade. So…
Ami: absolutely. Thank you.
Nicola: I think Amy that's where the staff that we work with and I don't want to overgeneralise because there was a vast majority of staff that I engage with on a one-to-one level or a small group level are receptive and they're reflective. But I think the sort of the deficit-based narrative and diagnosis pathway for SEND at schoool that I find it harder to engage some of our staff to reframe that not as sort of deficit but as diversity and I think that some of that is really quite erm challenging at the moment in terms of the I don't want to say like blame but locating blame the idea that there's a deficit there's something to be fixed and whose responsibility is it to work around that deficit and… when that is a push-pull play between staff and students
Ami: Yeah, absolutely. And I wonder if, it certainly what came out of one of the pilot studies, was kind of this notion of over diagnosis or an idea around over identification and that sometimes teachers become a little bit jaded or educators become a bit jaded because of the sheer volume and how you can manage that. Erm, in terms of and whether that kind of detracts I guess from other young people who may have more significant needs if that makes any sense.
Nicola: Yeah, I mean I don't know about any other school, we're currently 40% SEND in three out of our five year groups. 25 for one of them and 28 for another. So that normal distribution has shifted so much over, sort of, definitely the last five years, but sort of extending sort of five five to eight years time. You know, and that's a real challenge because it's diluted the resources that we've got and the reach that we've got and not much changed in way of funding…Erm and it's really difficult. Yeah, 40% SEND and you're trying to get staff to be part of assess- plan- do- review cycles and contribute to those things and EHC reviews and it's really difficult as well.
Ami: How is it for other colleagues? is it similar for you? Have you noticed any kind of change in terms of your SEND populations and that impacting on your…
Jasmine: When I first started working here, our biggest area of need was cognition and learning, but we do have a cognition learning resource provision. Even with that now, our biggest area of need is SEMH. So, I've noticed a massive shift with that. Yeah.
Ami: So the picture is changing. Yeah. Okay. Thank you.
Susan: I think trying to get the right support for no matter what the need is, it just takes up so much time and so much money. Like Jasmine said, in an ideal world, you would be able to help everybody from year seven. But just the fact that if you do an ND [neurodevelopmental] pathway, you've got to do the meeting within the three hours, you can't stop it or else you have to start again. And it's just the amount of time that it takes. If you've got somebody within EHCP, you have to have a review quite regularly.  And there's just not physically enough time for the SENDCo to do what they would love to do, which is to help the kids, but they've just got so much work to do. And then they've got parental meetings. It's just finding the time to do things,…
Ami: Mhm.
Susan: Finding the money for the resources, getting the right people in to help. It's just a never ending spiral really.
Jasmine: And I do feel the system's completely broken particularly, I’ve never I've been doing this job for about 10 years and this last two years, in terms of sort of back to the first picture which is the funding article it's been so, so tricky. So we're applying for pupils they're often getting knocked back if there's no cognition and learning need… Now that they suggesting there needs to be an element of a cognition and learning need even though we've got pupils where it's really really (sigh) really significant needs not attending school, harming themselves you like realising that they need something really really specialist. Finally managing to push an EHCP through getting it through going through the whole process they come back yes they're going to issue a plan after probably two mediations to even get it through by this point for them to just name the mainstream school that they not accessing anyway…
Ami: Mhm. 
Jasmine: Because there's nowhere for them to go. It's just so broken. We've got so many students in our school that need specialist provision that have gone through panel where the panel have agreed they need specialist provision, but they still name us anyway. 
Ami: And that sounds incredibly frustrating from your perspective…Because it sounds like you're trying to get them into somewhere where you're hoping would be better placed to meet need because you're struggling at your school if I've understood that correctly.
Jasmine: Yeah. Yeah. Absolutely. Because we are the biggest school in [names Local Authority] This is quite an overwhelming building for some students and…A lot of it is like these real intense anxieties around the building, the environment, the people, all those sorts of things and it's recognised and it even gets to the point where the local authority are agreeing that they need small and nurturing. And you read the plan and all the way through the plan it's almost written as this child needs specialist but then the name of mainstream school.

Ami: Mhm. And have you ever challenged that?
Jasmine: What, always okay…
Ami: What comes back from that? Just we've got….
Jasmine: Always not a lot.  I've literally had one really recently where I've challenge the local authority. I do challenge the local authority, I used to be frightened to do that but actually I've really grown a pair this last couple of years in particular and…
Ami: Mhm.
Jasmine: I think they're a bit sick of me some of them but … but I have to challenge it because then they'll suggest something like okay send them on AP and we'll pay for it. That's not right… You know that a child needs a permanent school where they can feel a part of that community and they're not getting it…
Susan: Jasmine, have you found… because I know we definitely have… Errm. We have had pupils who they have come to this school and we've all known it's not the right school for them and we fought and fought and fought two years down the line we've managed to get them a specialist school. We've kept them here for two years and then they've lasted in the specialist school for about six months and then they've said, ‘No we can't handle their need.’ But as a mainstream school, we've managed to keep them and… look after them and keep them safe and… that.
Jasmine: Yeah. Yeah.
Susan: That like you say it is broken because if a mainstream school can do that and then the specialist school have turned around and gone actually no, we can't meet their need. What is going wrong? Why are they not able to meet the need when we've struggled? Don't get me wrong, it's been hard work and it's been a lot of work off a lot of different people, but we have managed to keep them. What is going wrong? Because it is definitely broken, but like you say, because there are no other places, you end up having to keep hold of this young person. 
Jasmine: Yeah. Yeah. And then created something really bespoke because that's actually the only way you're keeping them in the building.
Susan: With resources that you don't really have.
Jasmine: You don't have.
Susan: But you pull it out of the bag and you do it.
Nicola: I say I think that's…what's happened to us. That's what we've fallen victim of and the students that we've had because we've been forced in positions where we've had to put together something entirely bespoke that at the point of transition we've had other local specialist schools say to us, actually… what you're providing is far beyond what we can provide currently. And what we've kind of become, sort of victims of trying to do the right thing. 
Susan: Your own success.
Nicola: Yeah.
Jasmine: It is crazy.
Ami: Thank you. And it certainly sounds like you're very much trying to do the best that you can for these young people within a system that is fundamentally not working with you from kind of the conversation, if that's a fair assessment and a fair reflection. So I guess the final question that I've got for today before we close and thank you you've all given some really fascinating really useful insight. Thank you so much for your time. I'm very very grateful. But do you feel there's any benefit in this sort of approach? In terms of sharing and talking to others who experience these similar challenges.
Jasmine: It's quite therapeutic,…isn't it? Yeah.
Ami: It feels quite therapeutic.
Michael: I mean,…yeah, sometimes you feel like you're a bit an echo chamber and you're just sending your emails to the LA every day and not getting replies back. Although it's not good,… it is sort of reassuring to know that everyone's experiencing the same sort of thing.
Ami: Yeah, absolutely.  Thanks, Michael. And I suppose the reason that I've kind of particularly focused on academised secondary schools rather than secondary schools in general is because that's the way the majority of young people are educated. And I suppose it may not feel like it, but I guess in theory academised schools have more autonomy, to a degree, than maintained schools. But I don't know whether it feels like that from your perspective or whether that's a reality or not really.
Michael: It used to feel like that. It used to feel like we could do our own thing a little bit more than nonacademised schools, but now I think funding has just meant that every school has to do things the same way really now.
Ami: So you feel it's become more homogenised because of the lack of…
Michael: Definitely. Yeah,…
Ami: Because of the lack of the squeeze on funding.
Michael: I think so.
Ami: That's really really interesting reflection. Thanks.
Jasmine: I think we do still have autonomy in terms of send to do…what we need to do because although we're part of quite a big trust, no two cohorts are the same, you know. But I think one thing that is helpful about being in an academy is the support that we get. So we have a team of SEND leaders for [names MAT] that are centralised that work with all of us. We have sort of regular SEND meetings where all of the [MAT] SENDCOs get together. So I think in that way we have just a SEND chat group with all the [MAT] SENDCOs which is good because sometimes it's just a case of I've had this email I don't know how to respond. Has anyone experienced this?
Ami: Yeah. Yeah…
Jasmine: So I suppose from my point of view being an academy I find really helpful because I don’t feel I'm sort of out there on my own. I feel like there's a group of SENDCOs that I can call on and communicate with as well as the SEND lead team as well. I find that helpful.
Ami: It's like a supportive measure kind of being, Yeah,…
Jasmine: Yeah, definitely. And sometimes it is just a bit of a rant. Yeah.
Ami: Absolutely. And you need that as well, don't you? You need to be able to kind of have those opportunities. Okay, great. Any other reflections before we stop?  I'm going to stop the recording for now. Thank you.
Extract from Community of Practice Session 2 Attended by Jasmine, Susan and Ami
Ami: So this is kind of my first one. Describe what you value about inclusion and social justice in relation to yourself, your work, and your organisation? If you don't mind having a think about this, Susan, and offering your response.
Susan: I actually think that we do do inclusion really well. I don't know of any other school in the [names Local Authority] area that has a cared for child or a looked after child TA. My role was put together to make those children feel included and to have someone specific that they could go to and they could speak to. and I have one-on-ones with them. We go out when they're in year six. We go out and we attend the PEP (Pupil Education Planning) meetings.
Susan: We attend the transition meetings or any meetings that they have in year so personally from my point of view I think that as a school we do inclusion really well. That's not just for cared for children. It is also for I know that we've started attending EHCP reviews from year five and trying to meet for next year. We're going to try and meet all of the parents of EHCP pupils before they come to school and start building up that relationship. So, not only the pupils themselves feel included, but the parents and the carers, they would feel included in part of our school community. And it kind of breaks the barrier down where it's a new school, we don't really know how they work. But I do feel that we do do it really well. Obviously, we're not perfect and there are things that we could do better. but we're pretty good.
Ami: Mhm. Okay.So, that's what you really value is the fact that there's been that investment in your role and that real commitment to children who are cared for to and what do you think drives that?
Ami: Why that particular group?
Susan: I think… because we have 10 cared for children in our school which is quite a lot of children and they do take up a lot of time through various different things. They don't all have the best relationships with home. They don't all have fabulous times in school. Some of them have obviously mental health issues regarding the trauma that they've been through. So I think the driving force was to actually make them feel like they were included and they did have somebody for them who they could go and speak to and come and see.  So that they weren't just because the heads of years I mean Jasmine will probably agree with this as well but the heads of years have got say between 160 and… 180 kids in their year group and they can't actually give probably the most vulnerable kids in our school the time that they need and sometimes you need to sit down and they need to get things off their chest and that can take an hour, it can take a day. And the heads of year just can't do that. The form teachers can't do that because they've got obviously lessons to go to. So I can to a certain extent do that. I can turn around and I can say right I'll move this around and then we can sit there or come on we'll go and get a hot chocolate and we'll have a chat about it.
Susan So, I think that's because, I mean, there's lots of different groups of pupils that do need a lot of intervention really and a lot of listening to and they do need to get things off the chest. But I think the cared for ones because they've got something specific and everybody knows in the school what my role is. So if they've got any issues, they know that they can come to me and that I will deal with it. whatever the issue is, whether it's not doing the homework, whether it's something more serious, rather than going I mean don't get me wrong, I still work in conjunction with the head of years. but it's just so that they do have somebody there.
Jasmine: [Wrote in the chat] Myself - Investment in the SEND department. SEND team usually feel listened to by other staff members. I feel like we are able to challenge other staff members when necessary to support inclusion. New social inclusion panel brought in by [names MAT] to support pupils when there is nothing left to try. This will include them supporting with additional EP time ETC. This will support six pupils each half term.
Ami: Okay, thank you. So, it's that dedication to that role that's really important? So I'm going to read out what Jasmine has written. She feels investment in herself and in the SEND department. So she really valued, I guess, the value that is put on her in and is that around your sort of status Jasmine and your investment in the SEND department. The SEND  team usually feels listened to by other staff members and I like that we're able to challenge other staff members when necessary to support inclusion. New social. An inclusion panel brought in by the [MAT] to support pupils when there is nothing left to try. This will include them supporting with additional EP [Educational Psychology] time etc. to support six pupils each half term. So you've got that other backdrop of support that in terms of the wider organistion that you can sort of build on to support you in your role. Thank you.
Ami: Thinking back over your career, what aspect of inclusive practice do you feel has been most impactful? Is there anything from your perspective, Susan, 
Susan: The things that have had the most impact on me is building relationships with both pupils and… so finding out what it is that a child needs and they might just be too shy to go and speak to a member of staff, but if you've got that relationship with them and you can sit them down and say, "Right, come on, what can we do for you? Tell me what we can do because we've started doing a lot of mapping the landscape with various different children. So I can sit down and I can ask them about all areas of school. and then I think having that relationship with both pupils and staff. So, you can go up to a member of staff and if they say, the students just said, "Well, I don't like the way that they say something to me." You can go and you can say would you just mind reframing that or saying that in a different way without feeling that you're telling them what to do or you're telling them that you're doing something wrong. So, for me it would been the most impact in my career has definitely been relationships.
Ami: Thanks Susan and… I know that we're all from the same local authority that are on the call at the moment, but that the Mapping the Landscape is around gathering the views of children, isn't it? and trying to understand a little bit more about what life is like for them. And obviously there's those pre-populated cards that you can use to help to support you with that. 
Jasmine: Supported groups. This was brought in at school as a tool to support pupils between SEND department and SLT for teaching and learning. The aim is to ensure QFT [quality first teaching] is always happening, scaffolding always in place, small groups, slower pace, teachers have autonomy to be more flexible. 
Ami: Is that scaffolding always in Is that kind of empowering the teachers to put in the interventions themselves in the classroom and the approaches Jasmine? Is that what you mean by that in small groups? 
Jasmine: Same, but heavier adaptations this allows them to move between groups as well. If they achieve well, they can move into MS [mainstream].

Ami: So, the adapted pace of the learning and you feel that that's had a real impact. What is the impact of that type of approach? 
Jasmine: Better achievement, better confidence and self-esteem.
Ami: The teacher so the teacher have got more flexibility. Do you mean in terms of children achieving better or do you mean in terms of them having more of a bespoke curriculum? Is it neither? 

Jasmine: Improved outcomes. Same but heavier adaptations. This allows them to move between groups as well if they achieve well they can move into mainstream, if they struggle they can move into the HIVE. 
Ami: Okay, they can move into the hive. And is that a provision that you access just from having with an EHCP or is there greater flexibility throughout the school? 
Jasmine: Should be just for EHCP but we have lots come in that really struggle. We use it for many more.
[bookmark: _lqbud4mse1iy]Ami: And you use that as a provision just in your school setup should just be but then if you've got that I know I used to work quite a bit with resource base in my previous role as a teacher and I know that sometimes when you've got those provisions in school you use that to benefit all of your children because why wouldn't you we use it that they've got that wider offer for many of the others. So, we've touched on some important themes there. Susan's talked a lot about the importance of relational practice and that having the most impact in terms of supporting inclusive practice.
Susan : like that.
Ami: And Jasmine has talked about adaptations increased scaffolding and increased autonomy for teachers to scaffold learning and that creating greater opportunity for children to both maybe overcome some of the barriers to their learning as I'm understanding it but also enable them to access mainstream education as Last time we talked a little bit about cultural capital which Bourdieu talked about this as the notion of children of children's kind of social class impacting on their levels of qualification and the skills required to achieve that and that being very much impacted by your background.
And I know that I think one of us talked about kind of cultural capital and trying to teach children a little bit more about that and trying to have that wider understanding. So, I guess I'm thinking about this in terms of what our understanding is of cultural capital and how we use cultural capital to enable us to act as agents for social justice. So again, it's a little bit we talked about growing a pair so that we can use our cultural capital to kind of challenge those in positions of authority. I think it was Nicola who talked about using her knowledge of her own education to sort of rehumanise the data was what she talked about.
So, I was curious about this in terms of this how we promote social justice through this. I know that you talked a little bit Susan last time about that making sure those basic needs were met and that was your driver as social justice. think initially you said I don't think it really resonates with me but you gave loads of brilliant examples about how you were an agent for social justice in terms of making sure that children were fed making sure that all of those needs were met.
Susan : I think sometimes I just don't know how to explain it as well as everybody else.
Jasmine: Quite a lot of SEND is environmental (in my opinion). I think they need exposure to CC (cultural capital). We have to give that to them through enrichment and learning within the classroom interwoven into the curriculum.

Ami: Yeah. It's about thinking about those environmental factors that can influence and having that understanding and having that education and making sure that their needs are met in that regard. Is there anything else that you want to add to that?
Jasmine: Yes. I think it also links to deprivation.

Ami: So, is it about kind of the gaps in terms of them not having the same opportunities perhaps as every child as you would hope that I suppose am I saying is it about through putting in these things like Susan was talking about last time in terms of making sure that their basic needs are there and are met it's you kind of levelling the playing field if I understood that correctly is that what everybody's kind of going you seeing that as our role as was trying to create a level playing field so that we're all starting from the same position if you see what I mean. And it links to deprivation and deprivation factors being an influencer and a driver in that. Thank you. 
Ami: So, this question is about kind of who are your best allies and best supporters to implement inclusion and how you use your social networks or your social capital to achieve this. From your perspective, Susan, is there anyone that you see as an ally in terms of implementing a lot of the work that you do?
[bookmark: _bbxttr7s46uz]Susan : Local communities. Definitely, definitely local communities. home as well because if we've got home on side and we've built relationships up with home, it's a lot easier for pupils to feel included in school rather than feel alienated because a lot of the time what happens is parents haven't necessarily had a good relationship with school and then that kind of feeds on into when their children are in school and they're just like I didn't need school So you don't really need school, that's fine. so definitely home if we can get home on side local communities. and then my mind's just gone blank. Sorry. Yeah, definitely.
Ami: So it seems like for you in your role And the way that you promote social justice and the way that you promote inclusion is,  is by having those relationships first and foremost with the young person, but then extending out into maybe groups. And perhaps is it a little bit about you giving a voice to those who struggle to have a voice in other situations?
Susan : Because then there's a lot of people that are scared to voice what they're thinking or voice what they're saying. But if we can go to them and we have got that rapport with them to be able to ask them awkward questions and we can get that voice and then it does make them feel more included in school because they do feel that there's somebody that they can talk to no matter what it could be about and then obviously doing the same with home. If we've built up that relationship with home,… we might have to have an awkward conversation phone in home, but if they know that we'll be doing everything that we can and the things that we're putting into place are going to benefit the child, then they tend to be a bit more supportive and on your side.
Ami: So, it sounds like you've kind of got to do a lot of work for them to know that you've got the child's best interest,…that you've got the same values and the same goals as is that hard Susan?
Susan : Yeah, it can be. It does. you've got to know your people as well because you can't just have an awkward conversation with somebody who you've never spoken to before. you have got to build up that relationship. And if it's somebody who you have a lot of dealings through the day or the week or the month, then you do tend to build that up. And it does seem to be a little bit more if you can get home on side, then school is a bit easier for them. School becomes easier.
Jasmine: School leaders. SLT for Inclusion is often the one who will go out to battle for us in the SLT meetings. She's not scared to say it as it is.

Ami: I know that Jasmine's got to go. What I'm going to do I know Jasmine's got to go. What I might do if it's okay with everyone is set another date maybe for next week or the week after if you can possibly make it. But I might get the others to join and see if I can catch up the others and then we all join for the last got one or two questions if you don't mind if that's at all possible.
Transcript extract from Community of Practice Session 3 Attended by: Nicola, Susan and Ami
Ami: So, on the next slide, I've started to sort of summarise what and these are not particularly eloquently written, so I'm happy for any criticality on this. These were what I drew out as sort of the shared principles and values from our community of practice about the development of children so they're ready to be part of society. And although we're kind of talking in secondary context, I'm very deliberately using the word children rather than young people or young adults. because whilst children might not necessarily agree with that, I think sometimes a lot of the language that grown-ups can adultify children who are children below the age of 16. So, I've purposely used the term children rather than student rather than young person. I don't know if you've got any reflections on that.
Nicola: I just think it's really powerful in terms of I suppose just my own experiences at school sometimes and…working alongside different teams and colleagues at school and I think sometimes that the use of the word child really helps to remember that that is exactly what they are. They are not well regulated adults with the same life experiences and…the same expectancies that we place upon ourselves at school. So, I'm actually all for the use of that terminology, Ami, in terms of children, because I think it just really helps to centre the interactions and the discussions and remember that they are just children.
Ami: No, thank you. that's kind of what I went down, but I thought a best check as well. So, about being an advocate for children in school and ensuring their rights are asserted and promote belonging and equity so that every child regardless of their background has the right to a good education. To support staff to understand the importance of relational practice and development of empathy for every child. So, they were kind of what I drew out as our abiding principles that we all talked about in that first session, and these are just some ideas about how social justice is enacted and hoped and  what we hope for in terms of secondary education. So, making sure that everybody has what they need to be able to thrive and teaching children about kind of different protected characteristics and the importance of recognising that and understanding that rights and representation and being really  explicit in our teaching about that. Supporting children to understand the seriousness of topics. So, I think this was kind of when we were talking a little bit about some of our vulnerable learners, maybe getting into situations in the community, and I think there was reading between the lines. I don't know if I've understood this right, but I think there was a degree of adults being concerned about exploitation for some young people in terms of them getting involved, particularly when we were talking about the riots last summer. and talking about kind of some of the things that happened on social media, for example, that was kind of one of the themes that we talked about in terms of social justice, use of text to address issues such as racism and anti-semitism. using our knowledge of research and data to humanise the experience.
Ami: And I think that came from you about using your knowledge and experience that you've had from your own education and trying to sort of put the person back in behind the data if I've understood that right.
Nicola: Yeah. 100%.
Ami: And growing a pair. which I think was a phrase that was used a bit in terms of being able to challenge local authority and seeing ourselves as being a bit of an agent for social justice and sort of using our social capital I guess to sort of challenge decisions that local authority makes. The importance how social justice is enacted or hoped for in secondary schools about creating safety and making sure that basic needs are met and children experience a sense of belonging in school. taking an interest in noticing children and the importance of that and how that goes a long way.
Ami: Although really challenging, creating some bespoke provision so that children do experience that sense of belonging and promotion of the goal that every teacher is a teacher of SEND. I think that came from some of the comments sometimes that sometimes special educational needs feels like a bit of a secondary consideration, and it doesn't necessarily come up on everybody's radar at times in terms of other colleagues and something we talked about last time. These are some of the challenges that we sort of pointed out.
Ami: So, the vulnerability of some of our same students and that kind of creating some difficulties in terms of the community exposure to social media and some of our more vulnerable learners becoming influenced by things that are not necessarily fact but presented as fact and not necessarily being able to understand the nuances of things that are written on social media. Staff feeling confident and able to have conversations about sensitive topics. Conflict with other parents and other members of the community where they might disagree with kind of what you're doing and your focus on education and that being a challenge funding and availability of resources.
Ami: And we talked quite a bit about the lack of available specialist provision and sometimes I think we were talking last time that you schools were almost being asked to do more than specialist provision and to provide something that is much more bespoke within what is essentially a mainstream educational setting and creating some real tensions and frustrations. I think but also kind of the importance of having that role of supporting other staff members to understand the importance of relational approaches.
Ami: Were there any other challenges that I've not addressed there, Nicola, that you think needed to be Yeah.
Nicola: I was trying to flip back through my notes before, but I can't find them in my notebook. But I feel like that that sort of covers everything that I remember of that initial section.
Ami: And then there's a couple of other things that more sort of around staff feeling overwhelmed time. And I think that saturation and I think it was you who talked about kind of the rate of your special educational needs register kind of being ramped up; and the needs almost being amplified and that sort of watering down the provision that you're able to provide for maybe more complex learners. If I've understood that correct, if I've got that right.
Nicola: Yeah. No, no, that reflects our current position.
Ami: And sometimes some of the deficit narratives that go along that place blame within a child context. Also, some of the systemic issues within a system that feels quite broken and it feels quite combative in terms of having to go through mediation to get resources and kind of being placed in that sort of vulnerable sort of position.
Ami: So I don't know if you've come across the inclusion in practice research that came out last year. they did a call out to all schools and to educational settings and to anyone involved in education to share their response to how they enact inclusion. So it was based on 165 responses. So, it's quite a big consultation I guess that came out of it and what they have said is these are the sort of five abiding principles that allow us to enact education. So, having effective transition and knowing the child/ young person early and often, evidence-based practice coherent, and targeted support inclusion that's strengthened through relationships and certainly we talked quite a lot about that last time and inclusion being a strategic and a shared responsibility.
[bookmark: _h5g2bed5h8wm]Ami: So a lot of these themes that have come out out from this research we've obviously talked about in our last sess session but a key critique of the responses is that there's been a focus on what schools do but we need to develop a greater understanding of how and under what conditions inclusion is likely to be sustained and the rationale behind choices that have been made. So, they focused a lot on people having given anecdotes about what they've done, but not necessarily about the conditions that are needed for that to kind of be continued through education. So, I suppose what I'm inviting us to do is to sort of bear that in mind when we kind of think about the next phase of this and how we enact that.
Ami: And obviously, at the very start of this before we started recording, you talked about a lot of the external assessment that you've had of school that validates your practice around inclusion as well. So, thinking about that the first question that I've got is for you to describe what you value about inclusion and social justice in relation to yourself, your work and your organisation?
Nicola: Yeah. I think in terms of within my own personal experiences kind of grew out of a real passion for education and… being in a very unknown at the time but privileged position in terms of my experience of education, and I definitely went into my first job at a school with a very misguided approach, I suppose. And when I think back now I was very, very surprised how blinkered my own experience of education had been and I had absolutely no idea that there were still students at a secondary level that didn't have literacy skills and the first time I met a student that wasn't able to spell their own surname I was really quite surprised and then even more genuinely surprised to almost reflect back on my own experience and know that those students were also in the same year group as me. But my exposure and understanding to that was almost just non-existent. And when I reflected on that, it felt very much like those students were just sort of set aside. They were taught in their own pathway. When I went to school, we've got A and B bands here, but they were X and Y when I went. And I had no idea that there was a third pathway at school. We almost just didn't see or interact with that cohort of students whatsoever.
Nicola: And then when I was thrown into a position where my first job was also at the same secondary school I'd attended and that humanisation of experience that you talked upon before when I got to know those students and that their experiences I felt really quite strongly that while some of the academic practice was good and it was sort of targeting key skills and…They were on, I think the actual literacy program it was an American program Ami, you might remember the name, but it was corrective reading program. That was what it was called. 
Ami: Yeah. Yeah.
Nicola: And they were doing that, but it just never really fully aligned with not all of it felt comfortable at the time. And we felt just for an example like an out building at school. We're in mobile at the back of school. That's where we were. We weren't part of the main school body. And then I did that for three years. And the opportunity to go and do my degree just wasn't the right time for me at 18. I wanted money. I wanted a car. I wanted all of those things. and I went to do my degree at [names University) and I chose to do Education with Special Educational Needs. It was something I felt really passionate about.
Nicola: But the program of study there, what I didn't realise at the time is very much around cultural disability studies. And the SEN part of that program really strongly focused on sort of the cultural models of disability. I'd never been exposed to that before and that really resonated with me I suppose that in terms of that narrative and… that I'd never really heard of the term social justice prior to that and it was something that really struck me as then led on to going to do my postgrad diploma… which is just in disability studies and at the time it was quite a contentious decision from my sort of the professors on the course to go back into education. They didn't really have a fun narrative around schools and felt that often, the work that goes on in school propagates some of the challenges around social justice for people and…
Ami: Okay.
[bookmark: _pc7mmskc63nf]Nicola: But I always felt quite passionate that sometimes you've got to be in it to flex it as well. If I'm going to be part of a team that pushes back at some of the rigidity and part of a team that promotes inclusion and social justice and seeing the removal of environmental barriers as not privileges but essentials for people that I felt quite strongly that I needed to be in it and that was where I could make the difference.
Nicola: So I suppose that's kind of really what I've kept on in terms of from myself my own experiences then into work and then into the organisation now I feel like over time we have developed a sort of a secondary and primary to be first then leadership team that everyone's quite aligned on that pathway and even right at the top it's represented at that sort of strategic level but it very much filters down relationally And when you're in a position where you can lead a team, you have quite a lot of influence there and how people shape their own experiences day and…
Ami: Mhm.
Nicola: How they manage different situations and different queries. So, that's something that I'm always really, very conscious of, and I try and make sure that we are always looking at it from a point of equity. And sometimes say, they've got that and they've got that, but that's not what equity is, It's around making sure that they've got what they need to succeed. yeah, and I think that that sort of comes through in what we've been able to develop organisationally is the wraparound systems at school. So that we have now got well-embedded systems that allow students to almost have individual or bespoke learning pathways that don't place too much of a strain on staff demand or…tools or resources because they're already well established there and proven impactful. So, I think we're in a fortunate position with that, Ami, that actually the organisational commitment from school has been and continues to be big. does that
Ami: Okay, thank you. No, that's brilliant. And I think similarly, thanks Susan, for joining. We're just catching up on a few questions. So, apologies if these are ones you've heard before, But I know that Susan and Jasmine were talking a lot about their roles and the value that they felt in their roles as being kind of really important in terms of this. But it's really interesting to hear kind of your journey, I guess, towards this and sort of what drives you and motivates you. So, it's brilliant. Thank you.
Ami: So, thinking back over your career so far, what aspect of inclusive practice has been the most impactful, would you say?
Nicola: Gosh, Ami,… these are big questions.
Ami: I know for the end of term as well, I've not been kind, have I?...
Nicola: What aspect of inclus? Yeah.
Ami: I think. Is it helpful if I share what we talked about last time? And Susan, do please do chip in if there's anything that you want to add. I know you've already sort of had a go at this and had a think about this. I think what we talked about last time was relationship building. I think it was Susan in particular who talked very much about relationships being built and a real focus on relational practice being really flexible, really valuing kind of the role that Susan in particular, was doing with cared-for children. And I think Jasmine was talking about the adaptive teaching methods that were in the school that she's in, and having the flexibility. So, similarly to your setting, they have a resource base there for cognition and learning. I know you've had experience of that in the past as well. But I think they were very much talking about kind of having that understanding and having that flexibility in terms of their approach and…that having the most impact in terms of inclusive….
Nicola: Yeah, I think I'd be inclined to agree,… I think that emphasis, especially more recently on relational practice and for us in terms of when I think back over my career, I think I've been really fortunate to have worked with people inside of school and external professionals that have genuinely got a real authenticity to it as well. and I think that's something that has been really, really impactful. And I think linking back to what I'd said I think in the first session, just that relational approach. There's so much strength and so much power to an authentic relational network that somebody has around them that often that can be the key to unlocking loads of the next steps.
Nicola: And sometimes that I think we just forget the power that has and that people have said loss what is it how did you manage to do that and there isn't anything special to it other than I think a real consciousness around emotional literacy and a genuine desire really I suppose to help and provide a space at school that does feel safe where they do feel valued and that they can belong. And I think some of that's only been amplified by becoming a parent myself.
[bookmark: _xgcd2v77g6wh]Nicola: But I think that's why I really liked the term child as well when you mentioned that earlier at the beginning. Just a real sense of I've never underestimated the power and privilege of the role that we have, and I've never wanted to exploit that in any way other than for the betterment of what can be provided for somebody.
Ami:  Thank you.  And I think it's sort of very similar to what Susan talked about last time, it was about building those relationships and…that’s having the most impact certainly in the work that you were doing as well.
Susan: I think I found as well that you've got to be a certain person to work in a school. It's not something that you can fake. The kids would know automatically if you were pretending to be somebody who is building up strong relationships with them or being empathetic with them and it just wasn't part of you. than young people, children, they do suss you out pretty quickly. So, I think you've got to be the person that does care and that has got their best interest at heart so that you can make them feel like they belong somewhere so that you can well not make them sorry so that you allow them to feel like they belong like you are there to help them. It's not something that you can just rock up and do every day if you're not that kind of person. What would you do?
Ami: Yeah. …
Nicola: Yeah. Yeah.
Ami: it's that genuine and… authenticity Nicola was saying. Yeah.
Nicola: I think that as well, Ami, and just bringing in the voice of the child as well. I sit on we have a weekly it's called IATS like an investigations and assessments. It's essentially a cause for concern team and where staff can sort of say what they've done at different ways to support what the impact of that's been and then they can request next steps from sort of that send leadership level.
Ami: Okay.
Nicola: But often what I find is missing from honestly, the bulk of referrals is any type of voice of the child. And I feel like sometimes we forget we skip that step and I'm like has anybody just asked them have we opened up a way to have a conversation or we've got loads of resources available to us that are visual as well that would take away some of that overwhelm that sometimes when somebody asks you a big open question like this one and you think I don't even know where to start. So, I think that and the real emphasis on capturing the voice of a child and having that sort of student-centred planning approach, I think has been impactful…because I know even just I think back to when I was at school, no one would have asked us that almost wouldn't have been any of our business when it was our business.
Ami: Yeah. Yeah.
Nicola: So I think that I really champion a lot at school and I think I've seen so much more of that coming through.
Ami: Brilliant. So, it's really important, again it's about relationships, isn't it? And thinking of ways that you can build on that. I've got this question about what our understanding is of the term cultural capital. So, this came out last time and I think it was a term that one of us as participants had used. So, about what our understanding is of the term cultural capital, and how do we use our cultural capital to act as an agent for social justice? So, just to give you a bit of a definition in case it's helpful. Cultural capital is described as the non-financial and social asset. So, an asset that contributes to cultural mobility and value. An accumulated cultural knowledge that supports with behaviours and demonstrates how well we fit into a cultural group. and I think we were talking about it in the context of supporting our learners from more deprived areas, but I guess does this resonate with you? Do you think about our own cultural capital and…how we use that to be an agent for social justice?
[bookmark: _d7a2g5nxd3li]Nicola: I think we do increasingly so at school Ami and… I think we have a really careful narrative around the levels of social deprivation and where our local area and local authorities sit in terms of that national nationally. And I think often we have a very mixed staff body. We have some staff that are from the local area, and they understand all of the diversity and dynamics that [names local authority redacted] is made up of and there are as I imagine with most towns very different pockets of bits of [names local authority, redacted] that staff are familiar with.
Nicola: But then when you've got some staff traveling from out of Borough, your sort of direct route because of how [local authority] is positioned, especially with the bridge in your direct route from outside of the borough to school is very, very short and it doesn't really reflect some of the wider representation of the area. And I think we do,…
Ami: Right.
Nicola: It sounds really weird, but we do a bus tour, a run when we get new staff, and we literally just fill the mini bus up, and we go around and we look at some of the key areas in terms of where some of our students live. And I think even now it'd be fair to say that a lot of staff are often taken by surprise at some of the local areas. And I think we've also got senior leadership representation of someone that attended school and is from the local area. So, when you're thinking about how you can use our cultural capital in terms of sort of shaping the curriculum and challenging some of that inequality and moving away from that deficit narrative, which some of our students, parents and families do sort of embody themselves.
Nicola: I think that that can be quite powerful in terms of just making sure that our sort of curriculum and personal development sessions and student voice sessions and…the way that we challenge all of that inequality and barrier at school can be supported. Does that make sense?
Ami: Absolutely I think it's really really powerful in terms so you're trying to deepen that understanding of…what the area is, how the area is situated and almost what I'm hearing is that you're using people who live in that community…who really understand who are part of that community to almost they've got greater levels of cultural capital because of their experience of being in that community. So, they're trying to educate those that are new to area? Is that fair?
Nicola: Yeah, Yeah. We did an ADI score which is just a deprivation index where you can put in the postcodes of students at school and then it gives you a score of 1 to 10 with 10 being sort of the most affluent. and one obviously being the lowest and…our average student sits at two by comparison staff average s it's a 7.6.
Ami: Yeah. Mhm.
Nicola: So you can see in terms of just the staffing sort of demographic and that was quite a powerful measure to share with staff as well, especially, we do a lot of home visits, but it can be really quite challenging, I suppose, to fully appreciate what life outside of the walls of school looks like for some of our students.
Ami: Absolutely. It's really really fascinating insight and I think we talked similarly last time, didn't we, Susan, about kind of the impact of deprivation, and I think also thinking about the experiences that our families maybe have had of school that can be very different to our own as well and how you kind of form those relationships and how you support that.
Ami: And I was listening to something the other day and they reframed it rather than parents having a barrier to school in terms of their school engagement. The onus is more on the school being the barrier not the parent…
Nicola: Yeah.
Ami: If you say, ‘what's the barrier created by the school that prevents the parents from wanting to engage?’ Rather than parents have a barrier to engaging with school, is a different way I think, or reframing it. I'm not sure if I'm explaining it particularly well, but it resonates with something that Susan and Jasmine were talking about last time. And certainly, what you've said about how we better understand the communities in which we serve, I guess. Thank you. So, the next one is about who are your best allies and…best supporters to implement inclusion and how do you use your networks to achieve this?
Nicola: It's all the big questions today.
Ami: Sorry, I know at this point in the term I've not been very kind at all have I? So, thinking about who maybe outside of the organisation…who helps you enact that inclusion and how you use you sort of our social connect connection with you and I think you've kind of started to touch on this a little bit Nicola, in the last comment that you think.
[bookmark: _6j45ks23edcm]Nicola: Yeah, I mean it's got to be leadership,…hasn't it? Because it's got to be systemic. It's got to come from the top as well.
Ami: Yeah.
Nicola: But then, teachers are our biggest resource. They're on the interface of it daily. You know that they're teaching, they're form tutors, they're delivering assemblies. So, in terms of bringing allies on board creating support networks, I'm going to need them. And then obviously all of the wider team people, Ami, people I've gone with people at school and then we've got some real I suppose key families as well. Families that are available to school in terms of they've got the time, they've got the capacity, they've got the desire as well to really champion and challenge and I suppose just thinking some of our parent governors as well, they can bring a really powerful parental perspective to some of that.
Nicola: But in terms of my best ally, it is teaching staff probably they've got such a powerful reach. And I think sometimes they underestimate that, don't they? In a system that can sometimes make you feel very jaded towards the end of half term, they are valued by students, they almost don't realise the power that they have sometimes.
[bookmark: _a8k8tqot5xcf][bookmark: _9mgaxhve2j94]Transcript for Community of Practice Session 4 Attended by: Nicola, Susan and Ami
Ami: I guess my goal for the session today is for us to pick up on a couple of things that have been talked about in previous kind of communities of practice and just check out my understanding and that I've understood it correctly, but also for us to think about how useful this sort of forum is for sort of thinking about inclusion and social justice and some of the things that we've been discussing.
Ami: So my first question is kind of what I know and I have just very briefly sort of touched on this is what you think of the poster in terms of it being a fair summary of what we have discussed in this community and whether I've kind of captured things properly and if there's anything that I needed to change or anything else any reflections that you had about Thank you.
Nicola: I thought it captured the real essence of everything that we've been speaking about in the other sessions when I had a quick flip through. Amy, admittedly, it was about 10 days ago now. So, I'm just trying to refresh myself with everything that was on it.
Ami: I've messed about with the values a little bit because authenticity seem to come out really strongly. Relational practice, child first advocates again with that stress on child rather than young person. Flexibility and I've sort of shifted things around a little bit and it equity is another big theme that seemed to have come out from everything that you've talked about that we've talked about in this community. an ethos of care and awareness of power and privilege. Does that seem sort of fair in terms of the values and the principles that are important to you? Yeah. Okay. But
Susan: Yeah, I think definitely the power and privilege because I remember Nicola you saying that you worked in quite a deprived area and then the school that I work at is quite unusual really because we've got a really affluent area and a really deprived area as well. So the kids can be either so I think that definitely the power of privilege you do need to try and balance that especially for our kids and obviously some staff members will be a lot more privileged and maybe not understand some of the hardships and some of the struggles that some of the kids might have to put up with on a daily basis. 
Ami: And I think it sounded like there was a lot of work that was kind of being done in schools to support that and…support teachers’ understanding of that as well from the last session. 
Susan: So I think to get that message across is really powerful.
Ami: Thank you. great as I'm trying to make this participatory. That's always been my goal. That it's not done to and so this is why I keep sort of checking in with you. So, apologies if it feels like I'm rehashing things we've already talked about, but I just wanted to check that I haven't misconstrued or misunderstood and check that they were fair reflections. So, my first question of the day is that last time we talked a lot about community and the importance of understanding the community and the context that children and families and that being really important in developing inclusion and enacting social justice.
Ami: And I guess I was wondering about kind of being part of a multi- academy trust where there might be centralised policies or approaches that impact on your ability to have localised and contextually sensitive approaches to inclusion and social justice. And I wondered if there is any tension there or if the MAT can be supportive in terms of those community goals that you have. Does it matter?
[bookmark: _gnvfqgo540ep]Nicola: I'm just trying to think off the top of my head, Amy, and I should probably already know this is that we've obviously got a number of centralised policies from a map perspective and then obviously school-led policies that are sort of ratified internally by our own SLT and then governing body. So, I feel like all of the main ones from the MAT are often the big S statutory law sort of policies.
Nicola: That's a really bad explanation of that.
Ami: No, no,…
Nicola: But I think we have got a little bit of a f flexibility in terms of our internal policy against some of our own systems and things like that. I'm just trying to
Ami: I was just curious because I've been doing more research as well, more reading around, and there's a lot about the importance of commanding kind of community context and what fits in one context doesn't necessarily fit in one in another. And I just wondered, and it may not even be anything that is relevant to you within your multi-academy trust, but I just wondered whether you've got that scope kind of to have the individuality and to be able to reflect your community or not. It could be that actually isn't something that really
Nicola: Yeah, I think we've not long done some work on our behaviour policy to bring in some of the relational and reflective approaches stronger and redefine what a return from a fixed-term exclusion looks like for a student. So, that it is less sort of punitive and the focus moves towards that reflective and restorative practice. So, we've definitely had our own internal autonomy to look at the behaviour framework in that sense and seeing some success of because it was no secret that some of our SEN students were disproportionately represented in the students that were receiving either internal isolations or fixed-term exclusions.
Nicola: So, there was evidence there that needed to be looked at and changed. And that was quite powerfully driven by our own internal senior leadership team, I'd say.
Ami: So you feel that you've still got that autonomy to sort of reflect your own community and…
Nicola: Yeah, I do. Yeah.
Ami: Okay, brilliant. And from your perspective, Susan, is it something that is an issue or… is a barrier or is supportive? Mhm.
Susan: I do feel that we do have the flexibility.
Susan: One of the schools in our trust is literally like I'd say three miles down the road. But I don't know because I've never worked at that school, but I get the feeling that we are very supportive of everybody in our school community and our school family staff, kids, everybody. and I do feel that we've got the flexibility to take a situation individually and think right what is going to be the best for this person whether or not it would be going to reflection whether or not it would be suspension or whether it's sitting down saying right this is what's happened today this is what we should be doing but let's look and see what the reasons behind it are so I think we do have the flexibility to take people's individual situations and… then work with it without any comeback really from the big guy at the top if you know what I mean. Yeah.
Ami: Do you still retain that autonomy?
Nicola: Yeah, I think similar.
Ami: Yeah. Yeah.
Nicola: I think they kind of set what, but I still think we can get to do how and the interpretation of that.  I think it's quite strong here in terms of making sure that that's viewed through a lens of inclusion and alleviating barriers, and what would be the right thing to do in this type of situation, rather than anally moving through a flowchart.
Ami: So, there isn't that you've got that degree of autonomy.
Ami: I was just curious, I guess,  because of the emphasis that we had last time on knowing that seemed to come out really strongly on knowing your community, knowing how
Nicola: Yeah, I still think there's a little bit of variability in it.  I would definitely say there are certain demographic of students even within, sort of internally where that's better applied. I think sometimes that that can depend on the nature of need and the way it presents and advocacy who knows them. Who can be a strong advocate for some of them. I think it's there as a broad sort of directive, but I do think there are still in some inconsistencies in terms of how it's… how it's applied. And I think that sometimes depends on who's your advocate and how does your need present and a little bit
Ami: Okay, thank you.
[bookmark: _kxuzmgxm5hzs]Ami: We've talked a lot about the barriers in terms of some of the difficulties that we've had in enacting a lot of the things that we've talked about. How do you keep your commitment to inclusion and social justice going when you're faced with these complex and competing systems? Yeah
Nicola: I think I just come in every day and look at the kids' faces. I think it's just a real investment in people as well, isn't it? I've always felt really passionate about working with people, especially young people. And I think I've said it before. I'm not under the illusion that I could completely change or overhaul the system, but when I'm in it, I can force it to be flexible in some spaces where ordinarily it may not have been. I think that and just the relationships that you build with young people and their families and you see how important it is to them and I think that's very much the driving force be behind a lot of it to be fair even on the days when it feels particularly heavy or overwhelming.
Nicola: I think they're the days that I have to drive here and focus on the small things because in its totality it feels massive. But there are lots of small wins to most days. and when you can look around school as well, and you see pockets of people and staff and students and that in that moment all of those staff are providing something that's needed and without it that feels like a much harder place than to be in it and rowing.
Ami: Those little winds that you get and the relationships are kind of what helps you to know that you're on the right lines and that you're pursuing things for the right reasons.
Ami: Is that right?
Susan: I think as well…If you know somebody who possibly does struggle in school and you can support them to not have fabulous days, not to love school because school isn't for everybody and not everybody does love school, but if you can support them to come in and maybe have at least one lesson that they enjoy. So you can build on that success and then you can make it happen for maybe another lesson or you can reward them and it does build and then it does make them want to come into school and… potentially you could change their life. You don't know because they could think I hated it when I'm older. I actually want to go into something that does that. And then it's that little on effect where you've done something kind for them and then they will go on and do something kind for everybody else or for some other people.
Ami: Yeah, thank you.
Ami: Anything else from your perspective, Nicola? Sorry, I realised we cut you
Nicola: I don't know. For me sometimes I think what I've gotten better at with the support of a big team here, here at school is not getting too bogged down by the constraints of the reality of what I can do. there's still loads of creative ways that even within, the frameworks that we've got, the resources that we've got and the in-reach and outreach support that there are still actually loads that we can do. So, try not to get too bogged down on the blockers and forget that actually even within that, there's loads that we can do. We just need to have that back to business cry, that back to business head wobble, and then just go again. But I think it's relationships with staff as well that really help that surrounded by people that share those common sorts of morals and ambitions, and that actually really value working with young people.
Nicola: And then I think I did this job before I was a parent but I think there was a fundamental shift becoming a mum as well and sometimes I can't always detach myself from that and I try and approach as much of it as I can thinking if this was my little girl is this what I would want somebody else to be doing or is this how I would want somebody else to respond? yeah. Yeah.
[bookmark: _3r8cojw6q524]Ami: It sounds like there's parity between kind of what you're both saying. I think Susan's talking about you never know kind of the small little chain reactions that you think about that make a big difference, and if we get too bogged down by the system it can be feel very overwhelming and we might struggle sort of to see the wood for the trees to use an overused analogy but having that support of those relationships is what helps you to keep things going and knowing that you're kind of having an impact in those little small wins. Is that fair?
Nicola: Yeah, I think so. I think also, just having done it for a number of years now, I'm sure Susan's in a similar position. I get the pleasure of what being in it now where watching students go right through and beyond and then sometimes they come back and they check in and you can see tangibly then the next steps that they've taken and just how fondly some of them dip in on open evenings when there's absolutely no reason to be here other than to come and say hello. And that's nice. I think when I first started, you were just seeing kids through a year group, but 12 years in, you get to check in with past students, and I think it's a number of them that are genuinely complimentary of the support and relationships that they had at school. And you can hold on to that a little bit, and you can know that even life beyond here is still shaped by what we're doing every day with them.
Ami: It sounds very much like there's a very much community ethos there for you as well in terms of you being part of that community too.
Nicola: Yeah, I think the team's strong sort of the SEND and inclusion team. We're big team Ami still. So, I think that's nice. It never feels like you're working in isolation even when it's hard and you're up against it. So, it's nice.
Ami: There's a real commitment there. Thank you. The other question I've got is about thinking about how we evaluate all of this type of thing around inclusion and social justice and all and all of those aspects. So my question is who should be involved in assessing the success of and failure of inclusion and social justice within educational practice and how can we use our social connections or our social capital to help promote that evaluation.
Ami: How are we judged? I guess. Mhm.
Susan: Everybody in school really should be involved in it because it's everybody's job to make people feel secure, safe, included. So, whether you're the dinner lady serving the dinners or whether you're the head teacher, it's everybody's job to make you feel to make the young people or the children feel like they belong somewhere. So I just think it's everybody's.
Nicola: Yeah, I think it's just empowering the children and the family's voice, isn't there? And how that comes through and what their experiences are more globally, I suppose. some of that, seems to be captured by things local authority area inspections when they're reaching out to a bigger focused group of families. And some of the things that we get frustrated with in terms of replicating information time and time again, and families wanting to just be able to tell it once, and try, and  capture that without going through and repeating it all. And I think sometimes what I forget is that actually whilst we're a really big part sometimes in a journey around social justice and equity, we're actually quite a small part of the overall experience, aren't we? So yeah, I think, but we've struggled at secondary with family engagement really. It's much stronger in primary. We have really good relationships with our parents, but getting them in over the threshold things just like coffee mornings and some of that's made more complex by work commitments for families.
Nicola: Some of our resource-based students in particular, lots of their parents also work in schools. It's difficult to get the time off and justify how do you say you're going for a coffee when you're trying to submit your leave of absence form. But yeah, I think it would be really important to try and capture some of the family's experiences in that as well.
Ami: So it feels like that's more important than say some of those big macro systems Ofsted and local inspections and things that you were talking about feels like that's more important almost to judge your inclusivity rather than those bigger structures that you have around the judgments.
Nicola: Yeah. Sometimes Yeah.
Nicola: I think they're just sometimes the means to generate it on that bigger scale, aren't they? And see what a family's experience is of a system, right? some of our families have been doing this for years, since they were really, really young, and some of them are newer to the world of SEND and inclusion, aren't they? And yeah, I just think they provide the platforms, really, but it's not really what's important in that bit. Yeah, I think so.
Ami: So, their views are more important than anybody else's is kind of what he's saying. Is that right? Yeah.
[bookmark: _qh0danxfvv5p]Nicola: I think yeah, I mean they're the ones living it, isn't it? It's their lived experience. in terms of what that looks like and what they feel and experience every day. but obviously I think it's all your usual sort of stakeholders as well, isn't it? You've got your educational psychology team. I suppose even your EWO team it's trying to just pull it all together and triangulate it and be curious about it, and the attendance team are going out and times things get flagged and we meet and sometimes you just need a couple of heads on it don't you to consider it from a different angle as well but, Yeah.
Ami: Okay, thank you.
Ami: I've got just another little slide, which hopefully you can see there. Obviously, kind of we're in this state of flux in terms of curriculum review. And there's a lot of talk in that. I don't know how much time you've spent looking at it came out in November, but there's a big commitment to sort of social justice and more flexibility in the curriculum thinking about particularly around SEND learners and our students who are maybe more socially vulnerable or those groups who are particularly kind of underperformed which we've talked about in previous communities of practice.
Ami: And I wonder as we look to the future of inclusion and social justice in education, does some of the language that's coming out and some of the themes that are coming out in that review, does that make you feel more optimistic about the future of inclusion not? So I think one of the things that struck me in relation to this was about that commitment to what we talked about in the first community of practice around being able to use texts that reflected the community or reflected the issues that you wanted to talk about but having a bit of a backlash or really struggling with that because of it feels like in terms of the new curriculum there's a greater emphasis on that. I just wondered if you had any thoughts. Understandably, you might not have had time to have read in or looked at any of this. I'm just curious to see from your perspective whether you feel it could grow legs and it could have any impact. Yeah.
Nicola: I think it's representation matters, doesn't it? So, I think whilst it's still high on everybody's agenda, I think that's really important in terms of driving forward the idea of things being equitable and fair, but I haven't had a look at it in the last couple of weeks or anything. To be fair, I'm trying to remember all of the initial things that we discussed in terms of being  barrier-aware and things like that, wasn't it? When
Ami: And I think from my reading of it as well there's a greater sort of flexibility on the type of provision that you can offer for SEND learners as well, particularly around the assessment system. So there's going to be a reduction in examination time, for example, and cited in that is the impact that has particularly on our SEND learners who often underachieve in the way things currently are at the moment is the kind of the scrapping of the EBACC (English Baccalaureate) as well as that just this greater emphasis on an expectation on it being more rights represented. It may be that you've not had chance or it's not kind of come into schools. It’s only come out in November and it's only in a draft form at the moment, so there's no expectation.
Ami: I was just curious to see whether there was any element of it that makes you feel a little bit more optimistic about we've talked about the broken system and about things not being representative enough of the types of communities that we serve, and I just wondered if any of this makes you feel a little bit more optimistic or not and it could be that we might not be there yet which is fine. 
Nicola: I think the continued discussion around what things could look like and not sticking with structures just because they've been in place for a number of decades is important. So, I think any of those conversations that consider are there alternate ways of doing that sort of with appropriate levels of support and facilitation, how they're going to support skills to transition through to putting some of it in place is important. So, I think I would continue to welcome those discussions about what it could look like and what the hopes are while still keeping that rigor to it, isn't it? You want to be able to give them the gift of choice when they move on from school, don't you? that's really what you want to set them up for. the opportunity to take a next step in whatever format that look like for them in a way that's right.
[bookmark: _ejajhdiwmz06]Ami: Yeah. It is positive.
Nicola: Yeah, I don't want to be the school that's late to it or doesn't do it very well, or we can't do it because we're struggling for resourcing and things like that. But I think any discussion that looks at what could be rather than sticking with what currently is good.
Ami: Yeah, thank you.
Susan: Amy, I'm really sorry. I'm gonna have to go now, but it's been lovely to take part in it.
Ami: Thanks, Thanks ever so much.
Ami: Thank you.
Susan: Thank you.
Ami: Take care.
Susan: You too. Bye.
Ami: Bye. Just got a couple more questions, Nicola, if that's all right.
Ami: just about the experience of being in a community of practice and whether you think it's useful or not really. So my first question is what has it been like to be part of a community of practice?
Nicola: I think I've really enjoyed it, I've liked the idea of, speaking to other individuals in other schools and I think for me it's just been a reminder that, how lucky that we can be that there are schools filled with other individuals that are equally as passionate about what they do and what they provide and how that can evolve and move forward. That's been really lovely. And then obviously bringing a voice to it is important.
Nicola: Whilst it maintains all of that sort of theoretical element to it doesn't it but it moves beyond textbook and I suppose when you're researching something real and important to the fundamentals of human experience I think making sure that as much of that is participatory as possible has been nice it's been nice to be involved in nice to link back with people, who are also passionate and want to drive that forward.
Ami: Okay, thank you.
Ami: Has any aspect of your thinking or practice changed since being part of this group?
Nicola: I don't know if it's necessarily changed. I think it's revitalised it a little bit. It's not often you get the space to come together, even just for the short sort of two three hours that we have done. And really sit and reflect on what is and why and what could be so I think it's definitely brought it back to the forefront. And so I suppose yeah just energises me, maybe. Yeah, I think any type of collaboration is important isn’t it?
Ami: So, do you feel like it has added some value in terms of And I guess is there mileage in this type of approach being useful for thinking about school practice do you think?
Nicola:  Things can get very myopic when you're stuck in one place, and especially when you're sitting on, sort of being in schools for a long time, you get to know, I suppose a bit like before, you get to know what and you do what you do. And sometimes, that collaboration just brings another way of thinking and considering, and it's nice to hear other people's experiences and their successes and challenges, and then coming together to look at those. I've enjoyed that.
Ami: Thank And we got a couple more, Nicola, and then we'll be done. I guess from looking back at the transcripts and everything that we've talked about, I'm very aware that I've kind of used we and very much situated myself as part of the community. And as I started the research, I said look, I'm a participant in this as well. I'll be analysing my own data and my own involvement as part of this process. I guess are you aware of how I've situated myself in the context of this research and do you think it's impacted the community of practice in any way?
[bookmark: _4dv6s1rek9sm]Nicola: I think I very much had started it and agreed to participate knowing that you were a strong advocate within the field. I think that was very much a pull factor for me really. It was nice to having had the pleasure of working with you previously understand a little bit about where you're situated within all of this and what your hopes and drives were. So, I think very much, but I didn't and haven't ever seen that as a negative or to the experience. I think if anything, I valued trying to contribute to somebody that I know is as equally passionate and about all of the things that I care about and fundamentally shape what I do as well. It was nice to be aligned in that way.
Ami: Thank you.
Ami: That's really kind of you to say, but when you read back through the transcripts, you think, is this fair? Have I steered it too much? It's helpful to know that you didn't feel that you were being pressured into saying or delivering things.
Nicola: No, I didn't feel steered in any way. More just reassured that it was a safe space as well, I suppose. yeah. No, not steered in any way.
Ami: Okay, thank you. And that is pretty much all of the questions that I had for today.  Is there anything else that you want to add or contribute in terms of the wider discussion that we've talked about in relation to all of the themes around inclusion and social justice?
Nicola: No, I don't think so. just keep us up to date with where it takes you and what grows from it and what when you're doing all of your continued thematic analysis what comes out and where does it go and I suppose how it's received and sort of the circle when I did mine very much driven by cultural representation lived experiences so it be nice to consider how it sits within the field of psychology as well given there is some sort of science and medicalised underpinning there isn't there to the discipline. So, yeah interesting to see how that fits in and is received and explored, I suppose.
Ami: Yeah, thanks. I most certainly will do. I'm going to stop the recording there but thank you very much indeed for all of your contributions. It's been invaluable having everybody as part of this, but it's also good to hear that it has felt like a safe space, and it's also felt like a worthwhile and useful endeavour for participants as well. I think that was an important driver in my research.
Nicola: Yeah, thank you.
[bookmark: _au0lyddjav8]Ami: So, I'm pleased that there's a degree of that that's been useful to other sorts of participants in the research. So, thank you for that. I'll stop the recording there.
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Example Code Book
	Code
	Frequency
	Theme
	Sub-theme

	Rights-based approach
	12
	Understanding of inclusion and SJ
	Rights and values-based approach that is applied in practice

	Social responsibility
	4
	Understanding of inclusion and SJ
	Commitment to equity and advocacy

	Champion/advocacy
	10
	Understanding of inclusion and SJ
	Commitment to equity and advocacy

	Tension theory/academia and practice
	7
	Barriers to inclusion and SJ
	Tension theory v practice

	Meaning of SJ
	20
	Understanding of inclusion and SJ
	Commitment to equity and advocacy

	Equity
	6
	Understanding of inclusion and SJ
	Commitment to equity and advocacy

	Barriers to enacting SJ
	20
	Barriers to inclusion and SJ
	

	Protected characteristics
	6
	Maintaining factors
	Understands personal power and privilege

	Cultural capital
	8
	Maintaining factors
	Resistance and use of social and cultural capital 

	Social capital
	9
	Maintaining factors
	Resistance and use of social and cultural capital 

	Deficit views
	6
	Barriers to inclusion and SJ
	Increased demand and financial pressure
Teacher capacity

	Diluting provision
	6
	Barriers to inclusion and SJ
	Increased demand and financial pressure
Teacher capacity

	Broken system
	18
	Barriers to inclusion and SJ
	Systemic and competing demands

	Importance of community
	7
	Understanding of inclusion and SJ
	Rights and values-based approach that is applied in practice

	Relational practice
	29
	Maintaining factors
	Relationally supportive pedagogical approaches

	Works against inclusion
	30
	Barriers to inclusion and SJ
	Systemic and competing demands

	Supportive measures
	27
	Understanding of inclusion and SJ

Maintaining factors
	

	Power
	26
	Understanding of inclusion and SJ
Maintaining factors
Barriers to inclusion and SJ
	Understands personal power and privilege
Resistance and use of social and cultural capital
Systemic and competing demands

	Benefit of CoP
	7
	Collective coping
	

	Safe space
	5
	Collective coping
	Renewed commitment

	Shared values
	9
	Collective coping/ Understanding of inclusion and SJ
	Shared values and goals

	Identity shapes positioning
	13
	Understanding of inclusion and SJ
Barriers to enacting inclusion and SJ
Collective coping
	Renewed commitment
Understands personal power and privilege
Teacher capacity

	Voice
	8
	Maintaining factors
	Resistance and use of social capital

	Authenticity 
	4
	Understanding of inclusion and SJ
Maintaining factors
	Understands personal power and privilege
Relationally supportive pedagogical approaches
Shared values and goals

	Awareness of privilege
	4
	Understanding of inclusion and SJ
Maintaining factors

	Understands personal power and privilege
Resistance and use of social and cultural capital



	Participatory
	8
	Collective coping
	

	MAT
	8
	Maintaining factors
	Allies
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Participant | Role Yearof | Ethnicity | Gender | Lengthof | Qualification
birth time in
education

1Susan | Cared for 1973 | White | Woman | 12years+ | Continuous,
Children other professional
Teaching development

Assistant
2Nicola SENDTeam | 1989 | White | Woman | 12years+ | Additional
Leader British postgraduate
qualification
3Jasmine | SENDCO 1984 | White | Woman | 12years+ | Additional
British postgraduate
qualification
4Michael | SENDCO 1984 | White | Man 12years+ | Additional
British postgraduate
qualification
5Ami Trainee 1983 | White | Woman | 12years+ | Additional
Educational British postgraduate
Psychologist/ qualification

Former

SENDCO/

Teacher

Figure 4: A Table to show an overview of participant characteristics
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implomeningncksion may boconsidered a o of sl 1o a dafned by Grayo .. as . clay resposie, o
dscominaton pacice, vocay,and hecngagemnt and pcmoton of gl at 5 ndhical and ystems vel (Gayo a3, 201,
P-81).1nEngland. eache aingpririiss sandard over 5ol usics pedagogie, ichmpacs th powerof oducaion o aer
atudos and fostr asystom of squiyand incluson (G224 & Thomas, 2025).Creang Icusv spaces reees ecalors o e
esponsiity an ac 5 aget of sl usic (Pané & Flodan, 2015, T nacesltes acie angagemen, Slogue, and
priisaion o vaking iference and ambracng orsy.us 1 devlapmentof nderstanding 1h o of sl Wi cusion
inscow atal, 2013

My conosston o cuson s i sh s have th goal of lminting dscrinatan. nlusio sh s a s, dyram process
‘Wher Socil 1o 37 an. oppresive Pracie opral concunly and where Sakahaders i 5 syslom lay an acive e
eveloping and haping pactce (Pan  Florn, 20151. This s why 1 tucy seeka 1o exlreincusion nd sokl stce concurenty,
a5 my understncin o icusionis ha  shoud o caate sty or al.

Communi o pactce (CoP)
i sty sk o croate a Commundy of Pracio (CoP) where paricipaiscan sharshlr views n wha ffectva mclusive pacice
moans and eam rom ona ancthr.CaPs am 0 creatoSpacas o s at et lvels of powerwitn 1 docaton syfam 1>
Snareaconcer o  passion o sometin they o andea ha 10 do bt 5 thy nteact gy (enger, 2011, p. 1.

(CoPs enaieth raaonof clboravespaces whers ndhiualscanshar he iris; hrough dcng 50, 5o commundy dovelops
colectuscsgnosas of e prtlem and dcovers sclutons o work e probems (Broun & Dugut. 1931 Wenger, 2011)CoPs
costocpporunes o i, cllecive leaming 1 akeplace nd acqure th shared knowlodg rom with 5o commindy, i retes
i prtessonslamingesperances fortsehers (Duncan-Housl 2010, Al merbers o e CoP have & comman prcepion of
mesning na i basod onsocal constrctonsm,whore “cenly 3 benal o earg (Co, 2005, 526). Athough imcuas witin 3
(CoP canassume a shred eniy, 15 Inporant 0 that angagemant wiin CaP doss ot assume 1 rccess wil b harmonious.
Lavo & Wangar, 1091, nsess, CoPs dovelop shared unestnding aingfrom conlcing and popesing fomatin (3rown &
g, 1991, CoPs ar anacie forum base n haaris of elatona i an prcic anc accapt 1t he may o ool and
181 CoPa arisng fom presening  prspectis i s cofc s can hen b o i an ogensaton ar conire dangous
(Cox. 2005,

Th pocess of engaging i a CoPrequies indhicuas 1 engage i sharin e sire, avelop undersianing,and crole afematics.
10 rssoingprosiems, expénnces ofhoss n 5 sha foe e vaked (Co, 2006, . S25). Trerlre, 1 oped o et mambers t
8 CoP rom difrent sch00s and il wh o no Rk 1 Same 1l Wi 5. 50 et hre s hared s om one.
another. Leaming and reatng now sluionsar seen ainainked processes, wich a1 han ecied witin e work ofnese i
o (Brown & Dugui, 1901,

(CoP approaches o earng have boen apped 1o eccatona contxts,ncluding axiorg how ncisie racic canbe dovelopad
schoos (Lo, 2010; Mortar, 2020). By creaing earming spaces horo 1 arner s o boing a paSE 1e5pent 0 an actve
paricpantn  proces ht s erctive an s based on paipatin  hared pracic (Ve 2020, . 332). Ressarch calms
Suggestht CoP approschs alhow eming and peactcs Gevelogment

Wihin e Heratee, hore 5 cfcism hat curent aachr ralin i o provid sufficot aintion o seal ustica maters and
develpmnt i s rea (3azzar & Tromas, 202 Insiead,  CoP offers a atamaie 10 peromatie feachr Lag apprOschs by
g an qaltan ool Apatn St whet b contEds 34 66 o e ancner,changing sslabishe patms.
o bolet o crosto now heorios an approaches(Lakwei, 2010). The second amo 15 e5earch,harofre, ks 1 nd ot wheter
sodal pariopaton i a CoP supperts eachars 1 mplemant ocal usics and nclusicn i thlsehoos.

The researchquesons v as olows:

Basedon my understancing o cluson 5 & dynamic procss, h rseatch secks o answer e fllowing questons:
- Wnat 6o eachersundorstand afctve cusve prcico o mean?
+How does social patcpaton  a Commnty of Pacice uppor eachersimplment 54 and nclushe pracics inscroos?

[ ——
Fesearchand DIE dta s thtsacondary schoos havea signfcanty ighar proporien of parmanant axclusons fan pimary
Schoos (Hlack, 2022). Systematc ratur eviws gnigh hal e schod o and inppropiiaamig st wlin seconday
sehoos ocount o ifcutis i mplemanting incuslon wiinsecondaey schocs (Subban, .o, 2022

1 Engand,75% of a secondary chools now oprato 2 acadamies ol academy st (MATS) independen of Local Authorty
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contol (DIE, 2019, mend f raw fgether & CoP win
In which most seconday school pupis are row ecate.

chers who workwihnan academy o & MAT, a i reresens he system

2 Matnadioay

o provke richness fo sare earing apporesi, 1 CoP wilcnsst f mambers o ifrent schoois. T s bacause s
antpatedhat many f 1 paricioans may b2 n e 1 f Spocial Educaronsl Noods Conrdisiors (SENDCO), and i onds 0 50
Singuar posion it aschco. Research has oun hat 1hose who ot commite, ivolved,and ascoiated wih o area xplrad
i CoP experanc s mors benaicl (Hemmasi & Caands, 2008). Th sy doss nt rend 0 on sk parcpants who
Rave th ol of SENDC, but | antcpate thatmay e move Ikaly that SENDCGs crooso 0 ba pariopntswihi he sty e 0 e
ol of 1 subjectmatar o e ls. Wist e e raestch ocut e gt nmbr of pels it CoP., 13 hoped
Mt patpant group 2 of o 1o 5 prtipats il b creste hat Pk vty of 0 Wi Schol 0 snie dcussion abt
‘wha 1 moans oo nclsive i schools a0 snar i of ncksie racc, whih s anicipated may raae laring exporecs.
forthose wihinre Cop.

Th tuy socks 1 use a Communiy of Praci (CoP o hea eschers'and aacing assiiant' st f incusion Paricpans wbe
ectuted rom academised sccondary schols 2 i 72 way mos: CYP of seconday 30 n Enlan aro ecucted. Dovelopng
olatoship s crical 0 develaping fecio socal aming enionnen' s a CoP.This means al e CoP wi mastovr i monts
1o holp aciats e dovelopmen o elatonshis and e th conions 1 enableearg o ake placs oer L.

‘There s much esearch thtis witen sbout educaorsand how they ly & ptal i n revening o faciaing ncusan, b hee are
comparatily o stukestat acioly racet toachrs (Awamids, 2000 Chartak o . 2022; Esox o a. 2021) i seoking o
undorsand prcepions of eaches s o auanilaie, caingon sy desgn methocogy (Avemids, 2000; Charaki ot . 2022,
A furthr Ga i quslaiv researc +nundastaning tscher s, parcsptns, and experiances (Avamiss, 2000 & Fuppar,
2021). ot resnt stucies r8atng 0 4 i ecaton NhIGh: gap i how tehars undorsand and devalop S actces wehn
aducatn (Kua Koty 2025 Schulze ot al. 2019). Th rarates shred wiin the GoP il hrelorsseek 1 oichan rea i
acknowedged gaps.

Epistamobogy and oncogy

3 anexpoatey sudy, s intndd it now i wi b gad o undersand complx socialphanomena g Isteing o the
o ofpartcpants (Howel, 2016, Tis s s ceslgned sing a qualalve raseac aproseh,whi seeks 10 Scoverknowlade
from paripans and ascre mearing 1 hadaa uncoveed (Wanen, 2002). Posivstapprosches assume  psiion ha kowledge s
Indeponden of Iniviual prception, whichcanbe uaniied ough smpiicl avdenca nd 21 o be 1o domai of uanlltve
eseatch (A, 2024) Conincions approaches assumo he posion 1t eay & consircied hrough dscourse and arguage,alowing
teseatchers o considar mearin (Fyer e Nvarots, 224). Wihan conscaring matiers of soilusie, ial easm assunes e
posion hat her i  easy whichcan b undestoo rom sl exporances and hat by adopinga crica st postiorin,

2 th pmr o giv v and prrmt skl changs it esear (B, 2020, el posfoning s causaltyand s
causalmochanisms eiarsect s nflence s complex ways (Fryer and Navanee, 2024, Cical e approcais he complosyof
ool hancrmens ax3 seeumes  psiion o ransiomation ool n vluss Such o 56l [uSos and skkeseng syt neaualty
(&ans, 2020)

i sty sl 0 cratoaspace t ol e and consie mesrin fom sharing has sos. Theantlogal stan o s sty
{akes  crifal east stance, recogising a porcepons ofnciusion and soclJusicsar mulidmenional ad causl, a8 sueh
perspecives ofncksion and soil sice aroconsrued ntus by [anguage utls by our Subjecte rprtaions and expariencas
(Lawani, 2020, Crcal eaism acknowiacges 1t he wrk s crgaised by sirucires nd ovots whichhave powsr ha s 360! o
Generatig acton (Eaton, 2010

Plot sty
Vinen doselopng  CoP., a proilypephase, involvig siakeheders fom e ended commurly,can b nviod 0 shar hlr xperise
et ssumptons of h ntanded CoP S0t mamentu o e communty 33848 an e appoach f s CoP canbe
efne (Camibidge .l 2005, Inhe contxi o s sy, h ol phase WA Invoe a sl i iy where deas ad he
Intnded sudy dosin wi be shared anead o o CoP.

An il ot sty wil b conductd 0 el h rsearch questions i i fom my twork f conacts dring the summer
vscation and s sl soprovl s been snad. hasa cotacts wil b s 0 1 ot sty s ema. The ema il s
Mt hey ars e o cbsgaton 2 prtipte,or o mé 1 e sty uless ey weh 1. .

T ot sudy it shre th nondad queions and discussion pramps shown o e PawsePoint (appandad 1 s o). A separate
Pl Stdy normatn Shat has boe povidd 0 potnil ot sy paripants where il als equest perisson 1 o her dia
a5 part o th large data st I dcussion urng e Pt Sudy bagins 1o snswer r [2spond 1 th rseeich uestons.

Th P Sudy il s ks plsc ol i Goagle ast. Tha Pl Sty wil a0 et sscony rine fachers o pariopat.
1 expactd i Pl Sty vl conist of vl s i o s paricpants G wh st o Sgeos sy n .
Pomsson i ba reuesiad 1 recod and anscrio s meeing & o analse is 1 ha Same way 3 5o man iy, Inhe vent
paricipantsdonot w1 5 ecorde, ik ot and my own el og w b use 1 gahe he dala

Process

Therearo s ey princies hat underin CoP leaming approaches. Th domanfofes o th collecive, shared knowlodgs o the
roup 1 commiment 0 aa o ona ancter e commariy s he rlaorship betwesn rambers hat alaws members oeam
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from ane anather, and the praciica reflers to the sharing of resources and stories which address the shared protiem (Wenger, 2015).

Tha process of dovsiopng  CoP nuves sera ey iags. Il he oot phaseivves doveloping & communty and 3 shared
Sonse ofntaest o domai connacted 1 he proiem (Wengor . a1 2002 Tis voles mambers cr6aing & se0o o comcion so
Mt hey can racognies e bt o harng e st and develp & serseof shre prposs. (Wanger o, a1 2002). Once
olatonhipsand  snared srse fpuposa have boon etabishe, h pantel proces Inuowes & dscoue and magine hase. This
proces mioes bldingon onneclons i netagis 1 e aenion s hatcommnty merbers a1 passlonse sbot
(Wenger a1 2002). T partof the proces nvoes shang xparioncesand knowlodge.

1 tho coslescingphase, mambers f e CoP shae knowledga f th doman e and tat 0 Gevelop st between commuriy
membars t tak abou roiemae ssues winpactco (Wongar .l 2002). T sage ca vl balanceg compating domands of
eltonshipbuiing wiin 3 CaP and ustang energy and commiment 0 3e56in e domalnproblem ard navaing ht 1 share
1Mt s hltul 5 bt e roup members (Wenge .. 20021, T mturng and ansfomaton phases e fther
developingconnecons etween 0o membarsand denlying whataspecsofpracics ar el 0 sharo wih oiher mambers
(WWenger e a1 2002).In e matring phases, thecommundy declops pracice elcts on wha doss, and inplomass mprovements
Wenger e ol 2002)

Each CoP wiake place onine. Al dia wil e arscrbad s anaysed using raraive hamatc analsis (Braun & Ciarke, 2006). Dve 0
o rganc and evluonary o of he CoP process, 18 ffcu 1 dfn he xactntur f sach CoP meaing i aicpated el
1 CoP wil st e fmas, and cach mosing wl st around an b T st moctig wil 2k lace earl 1 he utumn e, wih
o second messng arund oo woeks atr, and h fna meatng aking lace eary 1 pring . Paricpants wi o raminded o
ho sensiie o of sharig narates about ncksion and 50 ustce, nd 0 ony shar nformaton hey arocomorabie i, I
avery sssion,partapants il beremindad o hare ansonymise sais ofIncksion where th names o dtas o 1o youngperson a1
proteted.Thoy wil al b aminded hal oy canwidaw e dtaor ot stucy 3 any e

Fratstage

Tho Communty of Pracio wi mee,and e parameters o e tucy wi b oxlaina. Some adiionlnformatn about 1o CoP
proces wilbe providad.Tns i shown n h atached pesentaion ppendeo s docunat. Develping s and aonsips s n
importan art 1 GoP process. To creata & s spaceand promele ransparecy, vl hare normaton about my backgrund i
{eaching and i woking 0  Locl ALtRorty por 10 saring o e DEGCPy couse. Triswil 150 ha e ncton o xpaning 1he
ol for th sy Th st meetng vl ek 2 understan wht teachersand sacing Sasistans i th CoP undarsand ncaie
practe andsoclusic o mean.

Athough th researc s o Uncover wht s posstie and posie n devlaping clush spaces and promotg socl s
oo, and heefos cogts o apprEciav a0 o 1 8, 13 hope hat & st pace il b creted i e CoP 50 at
membrs can shrs e compley o e expaénce ofsnacing kv practies an skl justos n sscondary school cotets. A ks
crue of appreciatve ey approaches s ha b focusng on siongins e, § undermine he complet of a ndviduls eeings
aboutproblems hat have o casy resoltion (Wates & Wi, 2015) By nly r0sponang 10 e poskive, | rates a dsoredor
singenuous vrson of ealty (MacCoy, 2014 Trrelors, whst he CoP sk o uncover what s workig, s et 1
acknowedge hecomplxty of 1 prblem and provid space  acknowiedgs and hare o challenge asceclted wih hanga witin
Socondaryschois. Nagatvecapabily has boen escrbe 35 capacty  laal Uncerily and incampel knowiedga whisi
emalingproset curng achange process whinan rgaisaon (Fench, 2001).

Pariipans il s e asked whethr ey conset 01 sssion bingrocorded and yanscrbd.n 1 avnt ey 80l wsh oo
acorded,my i nctes 3 ecve iy i b s o coumant e ke i of Gscussin and s hat emrge. Parcpants
il 15 b reminde ha nopsonsl el ormstan il b s an of el g fo e o th sy Th need o
conldentalty and o ot cisciose niaba darmaton 5cutPUpS,Schoss o ot 3l wi b shared g wih whalmay happon
in e ovont ot a Salouarding dsclosur.

Ao my toducton,paricpants wil b nuo 1 hare 3 e morsnformaton bout hemsaves, el backround and ol 19
Senoo.The il masing i i  shrs. an ncerstando of what By s,

Secon sige:
T ocusof i assion il sl ricipans 1 s e s 3ot s practe wi 008 anoter. s snipatd hat
s wil craate th consions o shared o and elecion o s lace. T ession ams 0 bulkdon th il icussion wih e
roup and reate cpportntesfor eachers 0 Shae oxamples and oxpariences of ncsion ad sl 95 o thl rctce

Fialstage:
1 th i mesing f e CoP, parpants wi be en he space 1 reec o 15 banei of being part o a CaP and dscuss whther
hey havo Implamanid new saming wihi the schoos n s mating, ricats wl boconsuled n 0 he check my undersiandng
o th ke hames that amerg fom he proviousgup. 5 hapod tht 3 docunant il b prockced hat encapauitessnare eaming
and oxpariances, wch can hen e shared 1 promot affeciue inclusiv procice.

A1 nd of aach GoP,dat wi b tanscribed g Google Moot andchecked for accrcy sing h recordeg. Paripan hve he
Gt o i o e st atany tme. As expianed n h oo rapr, paricpsets vl e U unt 1 315 January 2026 o
Ut hl Conrutons b femoved o e resac. Aer i e, s wi b sronyise and e i alarge dta
Sel making it mor ffcul 0 wichaw consent.

Nt hemai anaysi as boon selectd 10 analyse e dsta. Nai thamali anaes 1000gisos ha coding he das aquiros
et of e st shae it h . Braun & Ciake, 2019, Posionsiy s sn acknowedged componint of it
anayss, hichroqiesme s th researchr 1 b rtcal and Questoningabout h tmos gahere o h das (Braun & Gk,
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2019). Ths i mporiat gven my background as  eacher and previous experiences of working inschool ystems whch may inunce
my et o e data. Gven 1 context o harn naras about how clusn s opratonaled n scho0, 15 ancatad
{hat oniingtant mossages may b par of o anayls (e, 2011 Episemoiogealy. nanatve homatcanayls s onds s
w0 ighightng how coriain phonomens e construciad ad plres now 5 mpacts houghs, aflect and bosels ofparcpants
ot 2011,

Rty
A rotectveroseasch dary wil o maitine Poughout h researc o documand o e
and elings about what  hare.

o rocess and o expore my own thought

Oissaminatonof esuts
Follwing analyss of he ca, asummary f ke i aboutinclusiv pactce rsig o 19 CoP il b develpad and prosried 0
paricipants ho wis 0 pariiat inhe sl iag0 o resorch. AL i sage, a agfooupon summary of Koy hemos an pactoos il
e devsloped,whch can henbe share i pracice. Ths fra stge s ncudd 0 ensurs hat parcipartsfe el vcics havebeen
eptesenid aty and rnesty.

3 Personal Sty
Have you complted your ceparmanta ik ssessmontprocedures, f sppoprate?
Yes

Fisosparsonal safty sces?

o

T research vl ke lacs onine and 1o personal dtas sy oo wi b hred b te senicswhere | am on placement
1 possil 1t som.of o naravs shard abou clshe practoe and o Sficulles enacinghas o poantal 1 case smotonal
soss. To migat s k. supension il bo arangad wiin  seven day pariod Wi e5earch supenisos o rele a sfe
peyenolgkal space o dabril i requred.

ik assassment s boen complted and s appanded 0 s appation.

Sacton D: About the paricants

1 Potenta Partcipants

Potenta paicpants i b i fom it schcls whers | hv contats uho aré kiown s o my sxstg nerk. Parspants
il 1 ba e by coleagus fom it e Educaional Pychology Seice where | am on placament. Opporuntysamping il
{hertors b used b on exetng contacts Wi my nehcr nd o h Ecatons Peyenology Servca where | am o piccament.
i il il naing members o th Educaronl Psyeholgy Sence 1 share dtals of ihe sty va h Paricipant Recrument
Postar and e Prtipant formaton Shastwih kow conacs i the ol aner | o pacemen, 5 hoped o et
paricipants rom bawen o oss dferet schocs.

2 Rocning Porenial Parioparts

o provide ichness o sare earing apporsie, 1 CoP il consst of mambers o ifrent schoos. T s bacause 1
antpatedhat many of e paricioans mey bon e f SpecialEducarionl Noods Coardisirs (SENDCO), and i onds 0 b0
Singuar posion it aschcc.Athough sudy does ot niand 1 ol seo partcpan' who ha el o SENDC, | antcpate
Itmay s mor ey that SENOCos choose o be prlpants il e sty G o 1 eeance of e suyect mate and h CoP o
Dl 10, 11 g 1 6t papants o e CoP 50l re 5 balan of s and responsiities.

Wit here 1 raserch 3ot e pimum numbar of peole wiin a CoP. 15 hope hat & paripant group iz of s 0 gt
paricpants vi b creae 0 snae acusson bt what §masns 0 b v i Sehook and 0 share stonssof ecklepractce
i 15 Gnipsted my creata eaing xgarence for hose i e CoP. A i g10u 28 o four pariopants o
i ot et Scnacs il b Suffcen for e resstch 1 goahead 8 pannad

(Opporunity sampling basa n xising cntats rom wiin y newrk and o coleagues wihinhe Educaona Pychology S
\her | am on lcement sharn e detas f my resesrc i secondary schol SENDCOS wil b us 1 st nsance.
Communicaion wih ptental pricioansfor bt 1 Pt Sty and 9o CoP il ake place i emal. T 5o hal paricipats do ot
{ealblgated o angage i 1 resear becauss o hlr connacton o fltonsh win .

111 cknowtedged with esearch around CoP thatangagemne e 10 competng work demands can cest challnges o scsianad
Inuohemantn e proces. 15 hoped ht  fcenty g nurberof pricpants ar ecrufed s ht | artcpants st o onger ale
10 commit o research, e CoP 1 bl 0 conte wi 8 and bjectues.

Sormsof th schae n sy | work i st of mulacacdemy Lusts whih s schcis soss tha curty. Know
contacts winin he schoos wi 5o approachec and i 0 parlpst. s may man hat mambers of e CaP may nckde schools
{rom beyond he ocatan wher | n placement.
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2.1. Advertising methods
Wil h sty b cverisad using th vlutae s for staff o students maian by I Sarvies? No

3. Consent

Wil formed consent e oband from he paricipas? (.. 5 proposed process) Yes
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il i el . parsona s ha il b cllecta s how 1l e sior. nfornaton wil 850 b cluded o how parcpants can
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Snaring normation whch ey e 66 uncomortase about Shaig s prov cotac oo for .
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Shetnla.

What is this study about?

Exploring teachers and teaching assistants’
understanding of inclusive practice and whether social
participation in a Community of Practice supports the
development of inclusive practice and promotes social

justice in academised secondary schools.

"Are you working In an academised
[————{__ Secondary school in a teaching role?

As part of my Doctoral thesis on the Doctor of Educational Psychology course at
the University of Sheffield, | hope to understand whether engagement in a
Community of Practice supports teachers to develop their understanding of
inclusion and share their experiences of enacting effective inclusion and social
justice in schools

Participation is voluntary. Itis expected that the time commitment for this study.
will be around three hours over three separate meetings. All meetings wil take
place online via Google Meet,

frou're eligible t Howdo |
take part if: particpate?
 You work in an academised * Please scan the QR Code to
secondary school. Access "tne” ¥ partpant

Information Form.

“You will need to read the
assistant or pastoral role. Information  Sheet first. This

* Youfeel emotionally prepared to] | jncludes a link to the Participant
talk about your experiences of Consent Form at the end.

providing inclusive education.
Participant
Consent Form

« You workin a teaching, teaching
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Susan worked as a TA, responsible for meeting the needs of cared-for children.
Susan’s school was part of a mid-sized MAT, with schools dispersed across the
country. Although Susan was the only member of the CoP in the TA role, she seemed
confident in asserting herself and sharing success stories. Many of the stories Susan
told focused on individual support for children and families rather than wider school
systems. For example, she spoke of fostering strong relationships and meeting basic
needs so that children felt safe in school. Although she did not recognise this as her
implementing SJ approaches in the first instance, it became apparent that her goal
was to redress some of the imbalances within the school system for cared-for
children. Her strong advocacy skills meant she could challenge staff at her school
when she felt approaches were insufficiently relational, and she could guide teachers
back to more suitable responses, explaining why their behaviour needed to change.
Susan presented as highly reflective in her responses and carefully considered
others' stories and how they related to her own practice as the CoP progressed.

Susan attended every CoP,
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icola s responsiiity for Eading SEND across The school. The schoal s part of a mid-
sized MAT with several esource-based prvisions. Throughout the Cop, she discussed her
academic experience and how it shaped her perspective. Often, this was described as
mora confict etuieen how she understood theory on inclusion and the constrants of
practice. Nicol alo refiectad on her own school experiences and the surprise e felt
wihen she became an educaton professiona, because many children with needs had been
idden from her,preventing inclusion and integration. Her goal,therefore, wes to create
inclusve spaces and to ensure she championad the voices o children, paticulrly in
meetings with school leaders where they were often xciuded. Although this was not
included as a finaltheme, Nicola spoke about becoming 2 mother and how ths impacted
her belies about education and her commitment o creating an environment where she
Would s her child to be taught.

Nicola described being well-stablishec and known witin the community. She tld stories
about how her school had tried toraise understanding of the local community by taking
new staff members on tours, helping aduts understand the context, and comparing the
eprivaron inices of children atencing the school with those o aduls working there.
Nicola discussed the role of EPs and other ales i promoting incusion and S1 approzches.

Nicola attended CoP sessions one, three and four.
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Participant Consent Form

“This form is used to indicate your consent to participate in an inclusion focus Community
of Practice thesis project. The purpose of this research is to leam more about what
school staff understand inclusion to mean and to find out f participation in & Community
of Practice supports teachers in implementing social justice and inclusive practice in
schools

1. Name and role in school *

2. Name of your school *

3. Email address *

4. Please provide your year of birth:

5. Gender: How do you identify?

Tick all that apply.
Man
Non-binary
Woman
Prefer not to say

6. Gender: How do you identify?
Prefer to self-describe, below:
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Please select from the boxes below to describe which category best describes
your ethnicity:

Meark only one oval

() Asian, Asian British or Asian Welsh

() Black, Black British, Black Welsh, Caribbean or African
() Mixed or Multiple

() White British

() white other

) Other thnic group

Do you consider yourself to have a disability?

Meark only one oval

") Prefer notto say

Length of time working in education *

Meark only one oval

“Doayears
" Dasyears
) 69years

D orzyens

“Dzyears+
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10

1

12,

13

Please stipulate your level of training/ qualification in supporting pupils with ~ *
SEND/ inclusion.

Meark only one oval

() Training completed during inital teacher training

) Inschool continuous professional development
) Continuous professional development delivered by external professional
() Additionl postgraduste qualification e.g, NASENCO Award

() other

1f you answered other to the question above, please describe what your
additional training/ qualifications are below:

Itis understood that the question described above is an imperfect way of
defining individual's ethnicity. If you would like to add further detail, please record
this below:

1 confirm that | have read and understood the participant information sheet *
Meark only one oval

) ves

INo
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14,

15,

16

17

18

1 have had the opportunity to consider the information, ask questions and have *
had these answered satisfactorily.

Meark only one oval
C O Yes
C ONo

1 understand that participation is voluntary and that | am free to withdraw at any *
time without giving any reason, without my legal rights being affected.

Meark only one oval

) ves

INo

1 understand that data from the Community of Practice wil be transcribed,  *
anonymised and pseudonyms will be used so that no identfiable information
about me s stored. | consent o this data being stored securely on University of
Sheffield’s Google Drive.

Meark only one oval
CYes
CNo

1 wish to be informed of the outcomes of ths research
Meark only one oval

Yes

No

1f you answered yes o the question above, please add your email address to the
box below
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Thank you for taking the time to complete this participant consent form.
1f you have any further questions or comments, please contact Ami McNamee
‘amenameel @sheffield.ac.uk
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EVELOPING INCLUSION AND SOCIAL JUSTICE IN

ECONDARY SCHOOLS USING A COMMUNITY OF PRACTICE

Ami McNamee, University of Sheffield
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Quote

o matter where you come from, your
background, everybody whether youve got
disabilties, .. whether you'e able-bodied,
‘everybody has got the right to have an education
‘errm and to be able to thrive in that education

And what is it that we want to offer students in
terms of becoming, you know those wellrounded
active participants in society. Errm and trying to
sort of be a part of that jourey even vithin a
‘system that sometimes does compete with that
sort of moral compass | suppose [laughed]

Lineref  Quote
Ithink for me its ahways been a sort
of a continual process rather than a
fixed thing . And | think my sort of
‘academic background came from
more of a social justice and a cultural
sort of disability emm exploration
And | know that, within that there
were lots of opinions on the
constraints of the system and the
education system and the
framework. But for me, its always
been a part of being in that and
sitting right in the centre of it and
pushing back against some of those
tensions and trying to align that, that
champion and advocacy with
obviously all of the statutory guidance
and legal frameworks that sit around,

Srt of SEND af schanls
RYaMcln 38 WS the ume to

‘address these things when youve got
afull curiiculum to cover. And the
focus is and ahways has been on
results really to find the time to
‘address these sort of societal issues
Its just where do you find the time to
do it? ven though obiously its
potentailly more important than
results, that's not what we're judged

i146-149 on. is it?

i57-63

Line ref

i70-73

151155
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2327

(e Taltlly's YOILE, ST L TETe - AN ToW Hidt LOmes:
through and what their experiences are more
globally,  suppose. some of that, seems to be
‘captured by things local authority area inspections
‘when theyre reaching out to a bigger focused group
of families. And some of the things that we get
frustrated with in terms of replicating information
time and time again, and families wanting to just be
able totellitonce, and ry, and capture that without
‘going through and repeating it all. And I think
‘sometimes what | forget s that actually whilst
we're a really big part sometimes in a journey
‘around social justice and equity, we're actually quite.

‘2 small part of the overall experience, arentwe?  195-199

that I've understood it correctly, but lso for us to
think about how useful this sortof forum is for sort
of thinking about inclusion and social justice and
'some of the things that we've been discussing.

2022

I've messed about with the values a ltle bit
because authenticity seem to come out really
strongly. Relational practice, child irst advocates
‘again with that stress on child rather than young
‘person. Flexibility and I've sortof shifted things
‘around alitte bit and it equity is another big theme
that seemed to have come out from everything that
youve talked about that we v talked about in this
‘community. an ethos of care and awareness of
‘power and privilege. Does that seem sort of fairin
terms of the values and the principles that are

importantto you? 295-301

<1 think theyre just sometimes the means to
generate it on that bigger scale, aren't they? And see
whata family's experience is of a system, right?
‘some of our families have been doing this for years,
since they were really,really young, and some of
them are newer to the world of SEND and inclusion,
aren'they? And yeah, | just think they provide the
platforms, really, but its not really what's important
inthat bit. Yeah, I tink so.

265269

Ithought it captured the real essence of everything
that we've been speaking about in the other
'sessions when | had a quick flip through. Amy,
‘admittedy, it was about 10 days ago now. So, I'm
just trying o refresh myself with everything that
was onit

2327
+Lthink | very much had started it and agreed to
participate knowing that you were a strong
‘advocate within the field.| think that was very much.
2 pullfactor for me really. It was nice to having had
the pleasure of working with you previously
understand a ltle bit about where you'e situated
within al of this and what your hopes and drives
were. So, | think very much, but  didn't and haven't
ever seen that as a negative or to the experience. |
think if anything, | valued trying to contribute to
‘somebody that I know is as equally passionate and
‘about all of the things that | care about and
fundamentally shape what | do as well. It was nice
tobe aligned in that way.

<1 think I've really enjoyed it 1'e liked the idea of,
‘speaking to other individuals in other schools and |
think for me its just been a reminder that, how lucky
that we can be that there are schools filled with
other individuals that are equally as passionate
‘about what they do and what they provide and how
that can evolve and move forward. That' been
really lovely. And then obviously bringing a voice toit
is important.

I've messed about with the values a ltle bit
because authenticity seem to come out really
strongly. Relational practice, child irst advocates
‘again with that stress on child rather than young
‘person. Flexibility and I've sortof shifted things
‘around alitte bit and it equity is another big theme
that seemed to have come out from everything that
youve talked about that we v talked about in this
‘community. an ethos of care and awareness of
‘power and privilege. Does that seem sort of fairin
terms of the values and the principles that are

important to you? 3843

Great, as 'm trying to make this participatory. That's
‘always been my goal. That its not done to and so
this is why | keep sort of checking in with you. So,
‘apologies if it feels lie Im rehashing things we've
‘already talked about, but | just wanted to check that
| haven' misconstrued or misunderstood and check

that they were fair reflections. 191-193
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Jasmine was a well-established SENDCO and English teacher. Her school was
situated within a large MAT and has a resource-based provision. In the early stages of
the CoP, Jasmine spoke passionately about how she positioned herself as a
champion for children, often requiring her to challenge LA decision-making. Conflict
became a key aspect of her role, particularly when she was focused on pupils who
she described as requiring something more specialist than mainstream education.
Belonging and engagement in education were viewed as critical to successful
inclusion, and she wanted every child to experience this rather than be placed in her
school and attend AP classes.

Jasmine introduced the concept of cultural capital to the CoP and explained how she
sought to promote it in her school context to mitigate the impact of deprivation and
poverty on her pupils. She felt that it was critical to provide experiences that
challenge pupils’ perceptions of social events. This was often met with resistance
from those who objected to a perceived political standpoint.

Relational practice was viewed as crucial for developing an inclusive school
community, but Jasmine experienced conflict with staff members she described as
‘good teachers’ but lacked both skills and time to foster effective relationships.
Challenges also focused on collective staff responsibility for SEND. The MAT, as an
institution, was seen as a helpful ally to Jasmine; she described CoP-like structures
with SENDCOs from across the MAT that supported problem-solving, alongside
additional EP time. Jasmine attended the first and second CoP. Due to technical

difficulties, she was unable to attend the final session.
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As a former teacher, | have worked as a SENDCO and a specialist teacher for the LA
and within MATs in several roles. Within the CoP, | facilitated discussion and
introduced relevant literature and newspaper articles to prompt discussion and
explore whether common narratives were reflected in their stories. Introducing
reports about related topics, such as children’s involvement in the summer riots,
helped provide a springboard for participants to share their stories about school
inclusion and education on matters related to SJ (de Souza, 2025).

Based on my experience, | wanted to explore how pupils in schools were positioned
and to share my own perspective on positioning learners in schools as children rather
than young people. This resonated with participants, several of whom revisited and

echoed the importance of remembering that they were children first.
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