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Abstract

This qualitative study utilised semi-structured interviews to gain an understanding of
the perspectives of an education practitioner who experienced an alternative
educational practice implemented in Japan. Being informed by a social
constructionism research paradigm, this investigation took a position which was
inclined to subjectivism in order to carefully elucidate the full meaning of the
practitioners’ voices. The findings suggest a level of alignment between their practice
and the inclusive practices discussed in international literature. The enabling factors
identified for their practice include a humane approach, the centrality of children’s
interests, a sense of security for children and teachers, and teacher agency. Their

approach which eventually facilitated an inclusive education for all children suggests a

methodological implication to see inclusive education as everyone’s business. Their
achievement within Japan’s unique socio-cultural structure sends an encouraging
message that inclusive education is possible.
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Introduction

There is a view that, at any time in the current learning environment, any of our
children could fall into the situation where they experience difficulties. This reflects
on the current education system where a level of tensions is imposed on all of us
including our children. ‘All’ here includes a range of the population from those who
are experiencing marginalisation or exclusion, to others who seem to enjoy the
advantages of the current system and thrive on it. Regardless of our condition, we all
experience an invisible, ongoing pressure to ‘fit in’ to an available educational
arrangement which has largely been informed by the current dominant culture’s
political, economic, and societal priorities; to name, hegemonic ideologies,

neoliberalism, and meritocracy (Rutherford, 2016).

From this standpoint, we are all vulnerable to falling through the crack of the current
education system at any time. This could be caused by a slight change in our
circumstances or a faint feeling of insecurity. In other words, we along with our
children could be marginalised, and further, ‘disabled’ at any time by the current
system and socially conditioned people’s ways of thinking. Importantly, the same

pressure is also applicable to teachers.

This contention may raise a query of how we would like ourselves or our children to
be treated by the education system, as well as society, when this occurs. Two broad
educational and societal approaches to this could be exclusion of these populations for
the higher achievement of ‘most’ people; or inclusion for the success of ‘all’. It is
assumed that most people would appreciate the ‘inclusion’ option, especially when it
relates to their own issues. From this perspective, inclusive education is not a charity
or someone else’s problem, but everyone’s business. In fact, this corresponds to the

latest world agenda for inclusive education (Slee, 2019).

Since UNESCO'’s (2016, 2017) recent elucidations of a paradigm shift where disability is
now attributed to societally created barriers, the discussion focus of inclusive

education has been clarified to be a removal of restricting factors for inclusion of all



children (Ainscow et al., 2019). In other words, an inclusive education agenda aims to
transform the general education system in order to adopt and respond to each child’s
needs and ensure a meaningful school life for all children. Therefore, inclusive

education is everyone’s business (Slee, 2019).

However, we face many challenges due to recent societal and political priorities and
deep-rooted ways of seeing disabilities as individual traits (Rutherford, 2016). In
addition, the ambiguity of the definition of ‘inclusive education’ in government
documents in many countries’ has been causing more confusion in practice (Slee,
2019). Furthermore, a scarcity of empirical research which reflects on the UNESCO’s
paradigm shift, has been caused inclusive education to be perceived as an
unachievable ideal (Géransson & Nilholm, 2014). As a result, certain members of our

society have still been left marginalised or at risk of future marginalisation.

The current research aims to add to the investigation of the field of inclusive
education. It seeks to gain understanding of a practitioner’s perceptions of, and
knowledge construction of, an alternative school practice achieved in Japan. This
practice ensured ‘all’ children’s attendance in mainstream classrooms and their
meaningful participation in all aspects of school life. This appears to embody a similar
quality to internationally defined concepts of inclusive education which reflect on the
recent UNESCQO’s paradigm shift (Ainscow et al., 2006). An exploration into the
practitioner’s experiences and perceptions of this practice may provide a useful
account for a methodology for inclusive education from a viewpoint which sees

inclusive education as everyone’s business.

The background information of the current case is that the practitioner experienced
the alternative practice at first as a deputy principal of School A and then
implemented it as the principal of the same school. After that, he implemented the
approach he had developed based on this experience, at School B after being assigned

as the principal.



Being informed by the social constructionist research paradigm (Berger & Luckmann,
1967), this research aims to delineate the local practitioners’ social reality and meaning

making of the practice, by answering the three research questions.

Japanese context

The general Japanese education system consists of pre-primary, elementary, lower and
upper secondary, and higher education; together with special education schools,
special classrooms, and resource rooms to accommodate the needs of individual
children. Special education schools aim to provide suited education to meet the needs
of children with relatively severe disabilities. Special classrooms are situated in
regular schools and designed for children with comparatively mild disabilities.
Resource rooms are also situated in regular schools for children who mostly learn in

regular classrooms visit a few times a week to receive an additional support (MEXT,

n.d. a).

In an elementary school which is the target level of education of the current research,
each classroom has up to 40 children for one class teacher. Schools usually have four
45 minutes sessions in the mornings and two of them in the afternoon, with 10
minutes break between each session and a one-hour lunch break. Children’s desks are
set in the classrooms in an orderly way where each child usually uses a designated seat

every day.

Regarding an inclusion, there is about a five percent of population who are not able to
attend a school regularly because of psychological, emotional, or other social factors,
which is called ‘non-attendance at school’ (MEXT, n.d. b). It is not necessarily that
these children have neurodevelopmental disabilities or diagnosis; however, they have
been marginalised in the ways they are not able to enjoy their school life as other
children do because of their needs not being met. This has been a nation-wide
phenomenon in Japan and regarded as one of the serious societal issues (MEXT, n.d.
b). This population is one of the target populations for inclusion in the current

research.



Research Questions
Research Question 1

How did the practitioner experience an inclusive education approach in school A and

how were his beliefs constructed through this experience?

Research Question 2

How did the practitioner implement an inclusive education approach in School B and

how was this implementation perceived by the teachers in School B?

Research Question 3
From the practitioner’s perspective:

o What influence does their teaching culture have on the implementation

of an inclusive education approach?

o What influence does the personnel appointment system in Japan have

on the implementation of an inclusive education approach?

The discussion will be followed by possible implications for research and practice as

well as the limitations of the current research.

Defining the Boundary for the Current Research

This research focuses on the exclusion or barriers for inclusive education which have

been created by the influence of the sociological contexts. Therefore, the target



population includes children who experience difficulties in education settings; who
may or may not have neurodevelopmental disorders or other diagnosis. Accordingly,
the literature review explores sociological elements for exclusionary practices along

with the possible enabling factors for inclusive education approaches.

Language use
‘Children’ and ‘Students’

The term ‘children’ is used instead of ‘students’, to describe the young people of
primary school age in the participants’ voices, for a more authentic and nuanced
translation. Whereas, ‘students’ are also used when referring to international
literature which uses this term. This is to show an appreciation for those researchers

in respect to each research context.

‘Children with Disability’ and ‘Disabled Children’

The use of these terms is to acknowledge the ways certain members of a society have
experienced difficulties because of the barriers created by society; therefore, disabled.
In other words, it is based on a premise that it is the society which creates difficulties,

not the inherent individual qualities.



Literature Review

Educational equity and meaningful schooling for all school aged children remains as
one of the largest challenges in many school settings across the world. In addressing
this, UNESCO has been continuously demonstrating their commitment to achieve
equitable educational opportunities for all by shifting the focus from individual to
social models of disability. From this standpoint, disability is seen to have been
created by society and therefore the main approach to promoting inclusive education
is to ‘identify and dismantle’ societal barriers for inclusion (Slee, 2019). To avoid
confusion, it is important to note the target for the inclusive education agenda is not

exclusively disabled children.

One of the definitions of inclusion reflects the UNESCQO’s paradigm shift and sees
inclusion as “a principled approach for education and society” (Ainscow et al, 2006, p.
15). Accordingly, the creation of an inclusive school environment involves an
identification and removal of barriers for inclusive education as well as a shift in
people’s ways of thinking (Ainscow, 2005; Slee, 2019). However, empirical research
which provides insights into the factors that create a more inclusive environment from

this definitional stance is scarce (Goransson & Nilholm, 2014; Messiou, 2017).

This literature review will start with clarifying the definitional standpoint of the
current study. Considering the tensions revealed from existing research around the
conceptualisation of inclusion, the discussion will move onto the overarching aims for
education through the work of Scottish philosopher John Macmurray (1964, 2012).
This will be followed by an examination of societal factors where exclusionary practice
of particular groups of children have been legitimised and tolerated, and teachers’
agentic actions have been constrained. The subsequent section will explore the roles
of teacher agency and well-being in promoting positive changes through the lens of
teacher professional identity and emotional security. Finally, possible leadership

practice for a transformation of a school culture will be discussed.



Inclusive Education and World Agenda

World Agenda

The right to education has been regarded as one of the fundamental human rights, as
outlined in the Universal Declaration of Human Rights (UDHR; 1948). It is
guaranteed in human rights treaties related to the concept of inclusive education such
as the UNESCO Convention against Discrimination in Education (CADE; 1960), the
International Covenant on Economic, Social and Cultural Rights (ICESCR; 1966), the
Convention on the Elimination of All Forms of Discrimination Against Women
(CEDAW; 1979); and most comprehensively in the Convention on the Rights of the
Child (CRC;1989).

Despite these human rights treaties and conventions, research consensus emphasises
an existence of persistent exclusionary practices (Slee, 2019). Attending to this,
UNESCO demonstrated their commitment to achieve all children’s access to
education at the World Conference on Education for All in 1990 with an
acknowledgement especially to the population with no access to basic education. The
following Salamanca Statement and Framework for Action in 1994 targeted the

educational rights for children with disability.

The significance of this statement was a conversion of the paradigm which asserts that
disabled children’s educational rights are to be guaranteed by the local schools, not by
special schools. In addition, the term ‘inclusive education’ internationally gained
popularity through this publication (Slee, 2019). Although this perspective shift was
prominent in its time, research identified a restriction in bringing radical moves
because of the underlying deficit discourses where disability was seen inherent to

individuals (Ainscow et al., 2019).

In 2006, the United Nations Convention on the Rights of Persons with Disabilities
(CRPD; 2006) set out another paradigm shift in relation to the inclusive education
agenda by elucidating the social models of disability. In this model, disability is seen

to have been produced by societally constructed norms and conventions, instead of



individuals’ conditions (Carrington & MacArthur, 2013). Consequently, a focus of
inclusive education is reallocated to influencing the change across the whole system to
accommodate individuals’ unique needs by removing restricting factors. This involves

a shift in people’s ways of thinking (Ainscow & Sandill, 2010; Miles & Singal, 2010).

Accordingly, the inclusive education agenda has been merged to become a foundation
for quality education for all, not limited to disabled children. Through the course of
several paradigm shifts, inclusive education has become everyone’s business. The
global commitment for ‘all’ is clearly delineated in the two latest UNESCO documents
the Education 2030 Framework for Action, and in the UNESCO Guide for Ensuring
Inclusion and Equity in Education (2017; as cited in Ainscow et al., 2019); “the central
message is simple: every learner matters and matters equally” (UNESCO, 2017 as cited

in Slee, 2019, p. 6).

Despite UNESCQO'’s articulation of the world direction towards inclusion,
conceptualisation of inclusion has been controversial among researchers
internationally (Messiou, 2017; Slee, 2019). The following section examines the current
knowledge of the concept of inclusive education. It would also be important to clarify

the researcher’s standpoint.

Conceptualising Inclusion

To summarise recent research (Ainscow et al., 2006; Géransson & Nilholm, 2014;
Messiou, 2017; Slee, 2019), the ways to conceptualise inclusive education could be
classified in two broad categories; one focuses on specific populations and individuals’
needs, and the other concerns shifting the entire practice, system, or community. The
former includes a physical placement of those population, and specified support for
individuals’ needs. The latter involves influencing people’s ways of thinking. It could
be said that the former is based on individual models of disability, and the latter on
social models of disability. In order to explore a methodology to achieve inclusive
education, it would be crucial to stand on the conceptualisation which embodies

social models of disability.



From the standpoint of social models of disability, Ainscow et al. (2006) suggest their
understanding of inclusion as a ‘principled approach to education and society’, as a
starting point for discussions (p. 15). In addition, they articulated that inclusive
education concerns all children’s “presence, participation and achievement”, from a
practical viewpoint (Ainscow et al., 2006, p. 25). Underlying this is the value of equity

and sustainability.

In relation to Ainscow and his colleagues’ conception of participation, Black-Hawkins
(2010) discusses the essence of ‘participation’ as in Ainscow et al. (2006). This is aimed
to bridge the gap in practice between ‘presence’ and ‘achievement’, by providing a
“nuanced understanding” (Black-Hawkins, 2010, p. 23) of how ‘successful participation’
may look. The significance of her elucidation is assumed to be the emphasis on the
meaningfulness of all students’ school life across all aspects through active and

collaborative learning.

This conceptualisation shows a strong commitment to move away from previous
special education notions which have persistently existed through the history of
education (Slee, 2019). The current study takes Ainscow and his colleagues’ (2006)
conceptualisation of inclusive education and sees it is a principled approach to

education and society.

Another significance of this broad concept of inclusion is its underlying value of
sustainability; where the aims of education are focused on preparing children to live in
the community with respect to human relations and their connections with the
environment. This suggests that the purpose of education should be seen broadly, not
as exclusively academic achievement. The aims for education will be discussed in

more details in the following sections.

Creation of School Culture as a Method to Achieve Inclusion

From this conceptualisation, the creation of an inclusive school culture is a key topic

for the methodology to achieve inclusive education. This involves influencing people’s

9



thoughts and actions. This section explores a possible method to successfully

establish an inclusive school culture.

Ainscow (2005) discusses that high leverage to bring a change across the system is a
creation of “communities of practice” (Wenger, 1998 as cited in Ainscow, 2005, p. 113),
rather than a top-down implementation such as a policy change. In other words, of
importance is the establishment of a school culture where teachers believe that they
can make a change to each child’s lives by challenging the existing ways of thinking,
rather than installing a one-size-fits-all framework. This is based on Ainscow’s
acknowledgement that a largest barrier to achieve inclusion is people’s ways of

thinking.

Considering this, Ainscow (2005) extends that one of the key elements for successful
community of practice is a mutual support for teachers’ professional identity
negotiation. Since the implementation of inclusive education approaches often
involve a challenge to existing ways of thinking, it is important for teachers to have a
space where their identity as a teacher is safely renegotiated (Hart et al., 2007).
Ainscow reports that this process usually involves the development of a common
language among staff. It could be said that an increase of communal knowledge is a
crucial element to build up the capacity of school to adapt to diverse needs of
children. A reciprocal support for teacher identity renegotiation is also important
when considering the difficulties in understanding the alternative discourse within
differently prioritised contextual pressures (Ainscow & Sandill, 2010; Angelides, 2011;

DeMatthews, 2020; Hart et al., 2007; Higham & Booth, 2018).

In a similar line, Swann et al. (2012) report the creation of a school culture of an
English primary school where anti-determinist pedagogy was internalised. They assert
that it was the creation of a learning community where teachers’ negotiation of their
previous pedagogical beliefs was supported, that enabled the school transformation.

In details, the stimulation the leader provided challenged the teachers’ stipulated ways
of thinking. The slow and steady process of supporting teachers’ meaning making and
cultivating their inquisitive dispositions eventually generated a culture of a self-

sustainable learning cycle towards the school’s value-based visions. Implications are

10



that such school transformation is possible, and the leadership support that empowers

teachers could be the key for further investigation of enabling factors.

Index for Inclusion

The Index for Inclusion (Booth & Ainscow, 2016) outlines a guideline for a school to
address the contextual barriers and to shift their value system to a more inclusive one.
It defines inclusive education as a process to influence the system by involving all
stakeholders in conversations. Its detailed indicators of inclusion aim to support
school leaders and management teams to identify the barriers for inclusion as well as
to articulate their values for a school transformation (Higham & Booth, 2018). The
Index for Inclusion has been translated in over forty languages and utilised
internationally as a tool for a school’s internal evaluation in many countries (Slee,

2019).

Although positive outcomes of the use of the indicators have been reported in
numerous articles (Carrington & MacArthur, 2013; Higham & Booth, 2018; McMaster,
2015; Slee, 2019), the ways of implementation and success at a local practitioner level
can be cross-examined. Research has also reported local practitioners’ distant
attitudes towards the terms and concepts of inclusive education partly because of their
perceptions of it as an imported concept (Miles et al., 2014; Sharma et al., 2016).
Although a few researchers have reported success with a context-sensible approach
(Ainscow & Sandill, 2010; Slee, 2019), an increased number of research which
delineates the local practitioners’ meaning making around inclusion is assumed to be

useful for a more meaningful implementation.

Additionally, in this document, emphasis is placed on all stakeholders’ agentic actions
in identifying barriers and transforming schools to be more inclusive. This may imply
a space for inclusive research to investigate creating an organisational culture where

all actors’ agency is enhanced within this wider definition of inclusion.

11



Implications for Academics

From the viewpoint of this conceptualisation of inclusion, Messiou (2017) emphasises
the need for academic research to also focus on a whole system transformation. She
bases this contention on her previous research findings (Messiou, 2002, 2006, 2012 as
cited in Messiou, 2017) where research methods which target specific groups of
children could intensify exclusion by pointing them out in their community, or
overlook children who are not in one of the categories of ‘special needs’. Her
literature review findings revealed that the research from the broad definition of
inclusion as principled approaches for education and society, comprised only 8% of
studies published in the International Journal of Inclusive Education between 2005
and 2015. Similarly, Géransson and Nilholm (2014) indicate a lack of empirical
research which concentrates on this broad concept of inclusion. They assert that this
has resulted in inclusive education as suggested by the world agenda to be perceived
as the “art of the impossible” (p. 276). The implications of these findings are two-fold.
Firstly, there are persistent special education notions even among inclusive education
researchers which signify the challenges that prevail with this broad definition of
inclusion in the education field. Secondly, there is a gap and therefore a need for
inclusive research which embodies this broad definition of inclusion as a principled

approach to education and society.

Tensions and Underlying Philosophy

There is a level of consensus among educational researchers that discussion of
inclusive education targeting disabled children can unintentionally intensify exclusion
by the use of language which impacts on people’s notion of special education
(MacArthur & Rutherford, 2016; Messiou, 2017; Hornby, 2015; Norwich, 2014;
Rutherford, 2016; Slee, 2019). Another tension identified is the conflicting debate
between academic focus and that of inclusion; which leads us to a discussion of the
aims of education. In the current system of education which is mainly driven by
neoliberal priorities, schools have been forced to negotiate ethical aspects and

inclusive contexts among other priorities (Ainscow et al., 2006; Black-Hawkins, 2010;
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Goransson & Nilholm, 2014). This tension will be further discussed in later sections.
The two conflicting standpoints invites us to a discussion at a philosophical level
about what education should aim to achieve (Fielding, 2012; Géransson & Nilholm,

2014; Miles & Singal, 2010; Pring, 2012; Rutherford, 2016).

Section Summary

With respect to the recent world agenda, the current study will take Ainscow and his
colleagues’ conceptualisation of inclusion as a principled approach to education and
society. This definition focuses on all children’s meaningful participation in practice.
From the review of literature from this viewpoint, a lever to shift a school culture lies
in the development of a community of practice with clear visions articulated. In order
to create such a culture, teacher agency and leadership practice seem to be one of the
possible areas for exploration. For academics, this is one of the areas where empirical
evidence is still scarce. The literature reviewed in this section also revealed a tension
between the two incompatible stances of the current societal priorities and alternative
discourses for educational equity, which leads us to a philosophical discussion about

the purpose of education.

Purpose of Education: John Macmurray’s Priorities in Education

John Macmurray is a Scottish philosopher whose contribution is known as the
“primacy of action” (Clarke, 2006, p. 137). This is where a philosophical focus was
shifted from ‘thought’ to ‘action’ (Macmurray, 1961, p. 15). Therefore, human
mutuality and interdependent nature are discussed in depth in his work. Macmurray
(1964, 2012) discusses three educational elements where the priority is placed on
personal relations and the education of emotions, which is then followed by subject

teaching.
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Personal Relations

Macmurray asserts that the primacy of education is “learning to live in personal
relation to other people” and calls this a “learning to live in community” (2012, p. 667);
which he concludes are fundamental human needs in this rapidly changing world.
Underlying this is a paradoxical nature of human being where the two states of
controlling self and being controlled always co-exist; as in Confucius, “there can be no
man ... until there are two men in relation” (as cited in Macmurray, 2012, p. 669). This
relational concept implies the ultimate importance of the skills and actions to enter
into personal relations, as well as an unavoidable influence of societal factors on our
life. An entering into personal relations here means stepping into a state where we
share learning experiences; therefore, points to the skills needed to establish a trusting
relationship with others (Macmurray, 1964). This notion may challenge our
perceptions of what teacher profession means, and have us ponder our role as a person

in many educational situations.

Macmurray extends his concept of personal relations to teacher-student relations as
well as teacher-teacher relations. He asserts that if human connections are based on a
caring mind for others, all school activities will be ‘straightened out’ and the school
will become a “community” (Macmurray, 1946, as cited in Fielding, 2012, p. 685). This
does not mean that these factors eliminate all difficulties related to children; however,
the staff and children will be confident that all issues will be well-handled in such a
community where personal relations are established. This suggests that education

should aim for ‘persisting effects’ through establishing trusting human relationships.

You have produced an atmosphere of humanity, of human
relations, of people who ... care for one another as people. ... The
children respond to it by imitation, and their relations to one
another become of the same kind. ...once we have established this
element of personal community which underlies the process of
education and produces the atmosphere in which real education

becomes possible’ (Macmurray, 1964, p. 23-24).
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From this stance, importance comes to be a principle of humanity where the teaching
approach is characterised by “freedom and equality” (Macmurray, 1964, p. 17) with
enough space for children to ‘think’ (Macmurray, 1964; Pring, 2012). This brings about
a discussion of a relational element where teacher-student relationship should be
mutual and therefore the learning is reciprocal. In the recent contexts, a more level
learning structure in school with trusting, respectful and reciprocal relationships have
been reported as one of the enabling factors for a more inclusive approach (Carrington
& MacArthur, 2013; te Riele et al., 2017). The importance of child-centred approaches

for positive holistic development have also been well-studied (Walsh et al., 2017).

Pring (2012) points out many commonalities between Macmurray and Dewey’s
contentions around personal relations, community, and child-centred views. Dewey is
an influential American philosopher who also emphasised the centrality of humanity
in education; against the highly scientific orientation which was dominant in his time.
He maintains that this is enabled by a community where children’s personal
development is mutually supported and enriched (Dewey, 1916; Pring, 2012). His
claims, as Macmurray’s do, also challenge the current educational arrangement where

teacher priorities are brought forward and the notions of humanity tend to be left out.

The child becomes the sun about which the appliances of
education revolve; he is the centre about which they are organized

(Dewey, 1910 as cited in Pring, 2012, p. 759).

Education of the Emotions

Macmurray places the education of emotions as the next important element (Fielding,
2012; Macmurray, 1964, 2012; Rutherford, 2016). Cultivation and refinement of senses
towards human experiences increases our emotional capacities. When we are in a
deeper level of thinking, our attention is egocentrically focused on the object to
evaluate its unique quality; and it is our senses and emotions that try to objectively

apprehend its value. In other words, this may be the place where children refine their
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senses to become sensitive to others’ needs and to be creative how they express

themselves.

It has been argued in current educational research that the educational contexts
where an emphasis is narrowly placed on measurable achievement can blunt
children’s and adults’ sensibility towards others’ needs (Hargreaves, 1998; Lasky, 2005;
Pring, 2012; Rutherford, 2016; Skinner et al., 2021; Slee, 2011; Swann et al., 2012). With
his assertion of “to learn to be human is to learn to be creative” (2012, p. 672),
Macmurray criticises an excessive focus on subject teaching which seems to be a
suppression of human imagination; and emphasises the significance of the education

of the emotion in relation to personal relations.

Subject Teaching

This aspect is defined as children’s acquisition of practical techniques which is
required by the industrialised society for a prioritisation of economic efficiency
(Fielding, 2012; Macmurray, 1964, 2012). While this is important, Macmurray insists
that this should not be regarded as the whole education; since a failure in the first two
humanistic elements mentioned above will be “fundamental failure” (2012, p. 662).
Therefore, of importance is the way technological aspects are integrated within the
other two elements. This implies that a construction of curricula and elaboration of
methods influenced strongly by the technical aspects can make a person-focused

education impossible.

‘Here, I believe, is the greatest threat to education in our own
society. We are becoming more and more technically minded:
gradually we are falling victims to the illusion that all problems can
be solved by proper organisation: that when we fail it is because we
are doing the job in the wrong way, and that all that is needed is
the 'know-how'. To think thus in education is to pervert education.
It is not an engineering job. It is personal and human’ (Macmurray,

2012, p. 662).
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Section Summary and Implications to Inclusive Education

Macmurray’s theory challenges ways of thinking about what education should aim for,
by placing priorities on an establishment of personal relations and education of
emotions. Recent research findings support many of his contentions in regard to
teaching approaches relating to inclusive education. Implications are the possibilities
of humane approaches for a more inclusive practice in the current educational
arrangement. A careful consideration into the balance between these two educational

needs may be a key for successful educational outcomes.

Sociological factors for exclusionary practice

Hegemony and Habitus

It has been reported that children experience exclusion or marginalisation by the
conditions which is created by social factors (MacArthur & Rutherford, 2016). This
section will examine, through the lens of humanity, the impact of the current social
and educational system on the inclusive education agenda internationally. Children
here include any of them who may experience difficulties in fitting into the current
education systems, regardless of the fact of having neurodevelopmental conditions
and/or diagnosis. The notion above therefore directs our attention to the debate that
disability is not necessarily inherent. This means that the focus is the influence of
socially constructed ‘categories’ on people’s perceptions. One important notion is that

anyone can fall into such disabling categories with an influence of external conditions.

Human perceptions are strongly conditioned by the values held across the society
(Bartolom, 2007; Berger & Luckmann, 1967; Bourdieu & Passeron, 1990; Mayo, 2015;
Rutherford, 2016; Schaffer, 2004). In details, they are consciously and unconsciously
ruled by the values of the dominant social group or culture; and therefore,
reproduced. The two major sociological conceptualisations for this notion are
hegemony (Gramsci, 1971 as cited in Mayo, 2015) and habitus (Bourdieu, 1993). While

hegemony denotes social practices or forces externally brought into to rule human
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consciousness, the concept of habitus embodies a phenomenological conduct where

our ways of being is unconsciously conditioned (Schaffer, 2004).

Hegemonic Ideology. The ideas of hegemony, which is frequently attributed
to Gramsci’s (as cited in Mayo, 2015) conceptualisation, has a root in the theory of
consciousness developed by Marx and Engels (1970 as cited in Mayo, 2015). They
argue that the ruling ideas are the expression of “the dominant material relationships
grasped as ideas” (Marx & Engels, 1970, p. 64 as cited in Mayo, 2015, p. 13). This is from
their historical materialism standpoint which sees history as a result of a creation of
the political structures based on material conditions, rather than human
consciousness (Marx, 1845a; 1845b; Marx & Engels, 1976; Marx et al, 1930). In other
words, it is in relation with the productivity of the necessities in our life that creates
the social classes and the relationships between them; as in ruling and ruled, greater
productivity and that of lesser or subordinate, respectively. Accordingly, the ruling
ideas are dominant group’s ideals for ascendency. This eventually establishes a
political structure where the ways of thinking in society is externally conditioned.
Further, these ideas tend to be represented as “the only rational, universally valid
ones”, to be shared by all the society members (Marx & Engels, 1970, p. 66 as cited in

Mayo, 2015, p. 13).

Being influenced by Marx, Gramsci developed his ideas of hegemony as “the
colonisation of the consciousness by dominant social forces” (Gramsci, as cited in
Schaffer, 2004, p. 102). From this viewpoint, education can be seen as a re/production
of citizens who are appropriate to dominant group’s achievement of their ideals. Not
surprisingly, in the education contexts, the concept of hegemony is frequently
employed as a discourse to confront neoliberal priorities posed on it (Mayo, 2015).
Neoliberalism is defined as market-oriented reform policies which are characterised by
a denationalisation of entities, and an emphasis on individual performability (Springer
et al., 2016). It’s impacts on educational settings include emphasised measurable
accountability criteria for teacher performance as well as for children’s learning

outcomes (Davies & Bansel, 2007; Olssen & Peters, 2005).
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Neoliberalism and Legitimation of categorising children. Researchers
argue that the neoliberal hegemony has brought about a replacement of the
traditional educational focus on humane relations by an “institutional stress on
performability” (Olssen & Peters, 2005, p. 313). Subsequently, a level of exclusionary
practices has been tolerated (Rutherford, 2016). To illustrate, an introduction of
student achievement measures associated with the accountability pressure has posed
teachers a level of pressure to individually prove their performance efficacy (Davies &
Bansel, 2007; Olssen & Peters, 2005; Rutherford, 2016). In addition, categorisation and
grouping of children has been justified to effectively achieve most children’s higher
academic performances. One of the examples is “attainment grouping” (Hargreaves et
al., 2021, p. 80) where children are grouped according to their academic performance.
Researchers also debate that the legitimation of these practices has left less space for
teachers’ enactment of their power to enhance individual children’s learning based on
their strength and uniqueness (Ball, 2003; Hart, 1998). Eventually, such contextual
pressure has led teachers’ relationships building with children, parents and colleagues
being more functional and business like instead of personal (Fielding, 2012;
Hargreaves, 1998; Lasky, 2005; Pring, 2012; Rutherford, 2016; Skinner et al., 2021).
Consequently, exclusionary practice for children who are perceived as ‘having
difficulties’ tends to be justified by consciously prioritising the benefit of the dominant

classes’ values and ideas (Hargreaves et al., 2021; Rutherford, 2016).

Hegemony and Deficit Discourses. Another relevant disabling element often
discussed in line with hegemonic ideology is the persistent deficit discourses which
denote deterministic views of human intelligence and ability (Carrington &
MacArthur, 2013). The development of deficit discourses is frequently discussed by an
association with the advancement of the Western compulsory schooling system (Slee,
2019). Rutherford (2016) argues that development of “scientific study of human being”
(Valle & Connor, 2011, as cited in Rutherford, 2016, p. 130) has promoted deficit
discourses, especially through the numeric ways of presenting human ‘ability’. This is

where a notion of human ability as a fixed trait has been established through a
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categorisation of children by quantified performance measures. Accordingly,
disability is seen as inherent and therefore children with disabilities are thought to be
“uneducable” in the mainstream classrooms (Slee, 2019, p. 20). Together with the
meritocratic ideas where learning opportunity of children with ‘ability’ should be
guaranteed to aspire the highest, exclusionary practices of particular groups of
children have been justified through people’s conscious mind (Rutherford, 2016).
Researchers also report that these deficit discourses persistently exist in people’s ways
of thinking, to reproduce further exclusionary practices (Forlin et al., 2015; Rutherford,

2016; Slee, 2019).

Section Summary. Gramsi’s concepts of hegemony suggests the conscious
justification of exclusionary practice. In educational contexts, neoliberal ideology and

deficit discourses are often debated from this viewpoint.

Habitus/Bourdieu. Bourdieu, who is also influenced by Marx, discusses a
phenomenological aspect of a societal and educational exclusionary practice by using
the concepts of ‘capital’, ‘habitus’ and ‘field’ (Bourdieu & Passeron, 1990). Capital
refers to the values which has been transmitted throughout the time by the societal
conditions as well as families. Habitus denotes a ‘product of conditioning’ which
means learnt and internalised cultural values; where such social conditions are
unconsciously ‘reproduced’ (Bourdieu, 1993, p. 87). Field is defined by Bourdieu as a
social space where interactions take place therefore a state of struggle between the
powers of different habitus is brought about. Educational practice therefore consists
of the field where habitus of different capitals interact (Agbenyega & Sharma, 2014).
From this viewpoint of habitus by Bourdieu, the societal ways of thinking are
unconsciously transmitted and reproduced through our leaning of the internalised

values.

Symbolic Violence. Bourdieu and Passeron (1990) extend this to the

educational exclusionary practice. They argue that education activities embody an

20



unconsciously exerted power to exclude or marginalise certain groups of children,
which they called “symbolic violence” (p. 31). To illustrate, all educational actions are
based on the ways society functions which is a reflection of the dominant classes’
cultural values. This means that the cultural capital of children from the dominated
classes tends to be unconsciously devalued. Accordingly, the legitimate authority
which Bourdieu and Passeron call a misrecognised power, imposes the dominant
classes practice as if it was the universal truth. They also assert that for children
whose habitus are not congruent with the dominant classes’ values, schooling could
work as a “re-education or deculturation” (p. 43). Further, the standardised
framework of the education system usually consists of the language or symbols of the
dominant culture. Consequently, it could produce underachievement or dropout of

children from the dominated groups.

Implications for Practice. Agbenyega and Sharma (2014) emphasises the
importance of a collective habitus in the field to achieve inclusive education. This is
based on their Bourdieuian views of how the dominant cultural capital has exploited
particular groups of children through the tools such as language, social norms,
symbols, and artifacts (Bourdieu, 1993). Since our value system is unconsciously
conditioned by our own cultural capital, educational equity for all from different
cultural capital cannot be brought about without consciously paying attention to the
capitals outside the dominant one. Another important implication here is a fluidity of
such power relations because of the continuously changing personnel and their needs.

This suggests that there are no prescribed techniques which respond to the needs of

all children.

Summary. Bourdieu’s ideas of habitus suggest an unconsciously exerted power
which could marginalise or exclude certain member of society from educational
activities. An implication for practices is a conscious involvement of different cultural

capitals in decision making and school practice.
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Section Summary. Overall, a narrow conceptualisation of educational
achievement can infringe particular groups of children’s educational rights by labelling
them. These types of approaches have also impacted teachers who centralise

humanity in education.

Impact on Teachers

Through a prioritisation of the neoliberal priorities within sociological conditions,
many teachers underwent an internal conflict between what they value as a human
teacher and their responsibility for accountability (Ball, 2003; Hargreaves, 1998; Hart,
1998; Lasky, 2005; Skinner et al., 2021). Although some teachers seem to have thrived
successfully in such culture, some have not. The reform context has caused a struggle
with a feeling of their professional identity being undermined, less empowered, and
emotionally insecure to many others who value human relations in education. To
illustrate, teachers continuously feel the pressure of being judged for their
performance and improvement. At the same time, they feel insecure because of the
fear of failure. In addition, the relationships between teachers’ performance and
securing employment has brought forward an anxiety towards managerial authority
(Ball, 2003). Furthermore, school leaders have also been pressured by a highly
centralised structure of accountability responsibility (DeMatthews, 2020; Higham &
Booth, 2018). In such a culture, human relations based on care are replaced by the
nature of measurement, comparison and competitiveness; where people feel ‘less
humanistic’ (Lasky, 2005, p. 913) or a ‘loss of meaningful relationships’ (Skinner et al.,
2021, p. 13) and may develop a sense of fear instead of security (Hargreaves, 1998).
Research also suggests that teacher perceptions of insecurity, or not being supported,
can decrease their autonomy to take actions for positive educational outcomes

(Ainscow, 2001 as cited in Agbenyega & Sharma, 2014; Swann et al., 2012).

Consequently, a sense of autonomy for the teacher who value human relations in
education, can be negatively influenced by becoming a part of the system under such

managerial structures. This has resulted in a diminution in teacher sense of belonging
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and motivation towards work (Lasky, 2005; Skinner et al., 2021). Teacher agency is
constrained because of the accountability framework which restricts a space to being
creative in teaching approaches (Ball, 2003; Lasky, 2005). Also, a notion of hierarchical
values among departments set by the measurable performativity agenda implies a
decreased level of teachers’ sense of importance where they feel powerless in
influencing positive educational outcomes. This is prominent especially with the
teachers who work in the domain where their achievement is outside the assessment
measures (Ball, 2003). Together with the fear of judgement mentioned above, such
gradual depowering of teachers has affected their ‘sense of self (Skinner et al., 2021, p.
2), which may also alter their motivation and sense of belonging to the workplace.
Recent research emphasises that undermined teachers’ sense of autonomy and agency
could negatively impact on their job commitment, leading to a withdrawal attitude for
taking risks towards positive student outcomes (Ball, 2003; Fernet et al., 2016; Skinner

et al., 2021; Hargreaves, 1998; Lasky, 2005; Skinner et al., 2021).

Section Summary

Exclusionary practices have been legitimated broadly through both sociological
concepts. One is a conscious prioritisation of the dominant culture’s values, and the
other is an unconscious exertion of a power which devalues dominated classes’

cultural capitals.

It has been argued that recent neoliberal priorities have imposed a level of pressure for
teachers which has had a restrictive effect on their autonomy to take risks for more
inclusive and positive educational outcomes. Conversely, an environment which is
humane and safe with a focus on enhancing teachers’ sense of power and agency may
be more likely to bring about an alternative effect. The following section will explore

the factors for such environment where teacher agency can be positively supported.
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Teacher Agency and Emotional Well-Being

Conceptualising Agency

In general, agency refers to an individual’s power or ability to take actions or make
decisions, and for their action to influence their own work (Cambridge Dictionary,
2021; Vdhdsantanen, 2015). In the educational context, understanding teacher agency
involves an insight into the sociological contexts of teachers’ work as well as individual
factors (Eteldpelto et al., 2013; Lasky, 2005). The sociological contexts point to the
social, cultural and historical influence of the particular place and time as well as the
structural such as education reform; whereas individual factors include teachers’
beliefs and values, different experiences, temporal relation with their environment,
discursive practices, knowledge, and skills. It is important to clarify the researcher’s
viewpoint where such individual factors are also seen as a product of the social reality

which has been constructed through human interactions (Berger & Luckmann, 1967).

Teacher agency has been conceptualised from various ontological stances, ranging
from that of a realist position where agency is assumed as intentional and task
oriented and therefore should be analysed separately from social contexts (Archer,
2003 as cited in Eteldpelto et al., 2013); to that of a ‘strong’ post-structuralism which
discusses human agency as a “discursive and social phenomenon” (Eteldpelto et al.,
2013, p. 51), where in other words, it concerns a debate of whether human agency
exists or not. In addition, a growing number of researchers discuss socio-cultural
approaches to human agency where the impact of the contextual factors on human
actions is emphasised. While an extreme socio-cultural approach could take a similar
stance to the ‘strong’ post-structuralism approach, there is an emergent recognition of
the existence of individual agency among these researchers. This type of
conceptualisation takes a position where subjectivity is seen to be prioritised in
analysis while human actions are inclusively analysed within the social contexts

(Eteldpelto et al., 2013).

In the recent context of a neoliberal managerial structure at school, teachers are
expected to raise their performability on an individual basis as discussed above. This

means that the exercise of teacher agency varies depending on the individual’s
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perspectives to work which have been conditioned through their different social
experiences. Therefore, it would be useful to conceptualise agency with a realisation

the existence of subjectivity is accepted while acknowledging the societal impact on it.

Such conceptualisation may allow an examination of the enabling factors for
individual teacher agency, by being given a space to examine the contextual impact
such as leadership practice or organisational culture within the larger socio-cultural
contexts, interdependently but separately from teachers’ individual factors. The

current study will take this conceptualisation of teacher agency.

On the practical side, teacher agency has been defined from various perspectives
(Vdhdsantanen, Paloniemi, Hokka, & Eteldpelto, 2017a). In the context of teachers’
workplace learning, agency can be understood on as action basis, rather than as
internal capacity. Agency is often enacted especially when confronting challenges
with work, in order not to bring about negative consequences which may affect an
individual’s well-being. Therefore, teacher agency involves one’s negotiation of
professional identity as a teacher (Lasky, 2005). While such agency is proactive in
organisational innovation and development, there has been identified less proactive or
strongly negative forms of agency which can work as a resistance to organisational
changes (Priestley, Biesta & Robinson, 2015; Priestley et al., 2012; Vihdsantanen et al.,
2017). Agency is also exerted individually as well as collectively. Collective agency is
often built up from individual initiative through sharing of visions and

understandings, to create an innovative work culture (Vdhdsantanen et al., 2017).

Promoting elements for teacher agency

The level of enactment of teacher agency appears to be influenced by the
organisational culture for creative collaboration, especially in the context of bringing
about positive change. One of the prerequisites for teacher agency is a structure
where individual teachers’ participation is positively supported, their voices are heard,
and everyone’s actions are valued (Alasoini, 2011; Eteldpelto, & Lahti, 2008;

Vdhdsantanen et al., 2017). Three identified themes from existing literature are
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discursive collective practice, teacher professional identity, and emotion and teacher

agency.

Discursive Collective Practice. The socio-cultural context of power structure
within an organisation has been identified as one of the decisive factors for a creation
of such organisational dynamics (Clegg, Courpasson & Phillips, 2006; Paloniemi &
Collin, 2012). This means that it can function as restrictive as well as a promotive
factor for creative cooperation. Hierarchical power relations have been identified as
one of the obstacles to creating an innovative and transformative organisational
culture (Kalliola & Nakari, 2007; Vahasantanen et al., 2017). In contrast, research also
suggests that such organisational culture can be enhanced by a ‘discursive power’
where individuals’ acts are collectively supported by their discursive practice of the
particular place (Paloniemi & Collin, 2012, p. 24). Discourse here points to a
generalised notion of the workplace’s system of knowledge which has been
constructed through shared experience (Foucault, 2002). Agentic actions are closely
related to the discursive collective acts and this consequently renegotiates power
relations within the organisational hierarchy each time. It then creates a platform
which enables mutual dialogues within the existing power relations. This implies that
a possible enabling platform for teacher agency is not a non-hierarchical structure, but
a clear leadership vision for a creation of a discursive practice where proactive agentic

actions are collectively supported.

Teacher Professional Identity. Another enabling element for teacher agency
is in relation to their professional identity; in other words, it concerns how teachers
feel about their agentic actions. Teacher professional identity refers to teachers’
perceptions of themselves as a professional in relation to their socio-cultural contexts
(Lasky, 2005; Vdhdsantanen, 2015). It is reciprocally constructed through their agentic
actions, and is closely associated with motivation, job commitment and therefore
sense of belonging (Fernet et al., 2016; Lasky, 2005). In other words, it works as a

backdrop to how teachers feel about doing what they believe to be right or about
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contributing towards positive outcomes at their work. Lasky (2005) reports that
teachers can feel immensely satisfied when they exercise agency based on what they
value as a teacher such as building authentic relationships with students; although the
neoliberal priorities of the reform contexts have been challenging this and have
constrained their agency. On similar lines, Vahdsantanen (2015) argues that teachers
tend to have a strong sense of agency at a practical and pedagogical level, even in the
reform contexts. Together, these findings imply that teachers’ agentic actions
empower themselves when they exercise agency by following their pedagogical beliefs
and moral senses; which then leads reciprocally to an enhancement of teacher agency

and positive emotional well-being.

Similarly, Swann et al. (2012) discuss, in their empirical study of a school
transformation against the dominant value system, that one of the contributing
factors for enhancement of teacher autonomy is “teachers’ sense of their power” (p.
96) and the “power of the collective” (p. 101). They contend that when teachers were
supported and inspired to became aware of their power to influence the
transformation, they became autonomous and self-sustained learners who were active
contributors for school transformation. In addition, teacher autonomy was further
heightened in the organisational culture where their transformative choices were
openly shared and celebrated where the results of their focus on children’s learning
“tapped into people’s deep-rooted commitment to doing their very best to children”
(p. 105). This seems to support the discussions of enabling elements above where; it is
the organisational culture where teachers’ sense of professional identity is collectively
supported; and teachers’ enactment of agency reciprocally empower them when
following their values and beliefs. In addition, another aspect from their study is the

teachers’ awareness of their power as a teacher.

Emotions and Teacher Agency. Emotions and teacher agency are
interrelated; in which positive emotional experience is associated with an active
enactment of agency (Eteldpelto & Lahti, 2008; Hokka et al., 2017). Similarly, Fernet et
al. (2016) report that teacher well-being led to positive classroom outcomes. In
contrast, teachers’ sense of insecurity and fear can impede teacher agency (Chen, 2016;
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Etelapelto & Lahti, 2008; Latta, 2005). This can be related to the ‘terror of
performability’ (Lyotard, 1984 as cited in Ball, 2003), where their performances are
always monitored and judged based on measurable criteria, and therefore failure is
associated with teacher incompetence and blame. With respect to fear and blame,
Douglas (1992 as cited in Hargreaves, 1998) suggests a ‘no-fault’ environment to
replace the “culture of blaming” (Hargreaves, 1998, p. 851), where individuals are not

blamed for problem-solving situations.

Section Summary

Opverall, the current research will take a conceptualisation of teacher agency which
accepts the influence of personal factors while acknowledging the impact of social
contexts on them. Existing research highlights the importance of a practice where
teacher agency is collectively supported by their discursive practice; teacher
professional identity is enhanced; and teachers’ emotional security is ensured for
teachers to confront challenges to bring about positive educational outcomes. The
enactment of agency brings about teachers’ sense of satisfaction especially when it is
based on their pedagogical beliefs and moral senses that support their teacher
identity. Since fear can hinder teacher agency, implementation of preventing
strategies such as no-fault approaches could be useful. Underlying is care and
personal relations, instead of technical or functional relationships (Hargreaves, 1998;
Lasky, 2005; O’Conner, 2008). An implication is a leadership practice which brings
about these factors. Positive interrelations between teacher agency and successful
implementation of inclusive education approach may be a further area of

investigation.

Leadership Practice

School Leadership
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Opver the last forty years, the overall trend in school leadership has seen a transition
from the leadership tradition of the centrality of authority with student academic
achievement focus in earlier days; to shared and more democratic forms of leadership
which aim to transform a school by shared values and beliefs (Gumus et al., 2018;
Hallinger, 2011; Leithwood & Sun, 2012). This transition reflects the impact of increased
accountability and responsibility to the management, constant needs for school
transformation, increasing student diversity, and a limitation of the traditional

individual leadership model.

Current leadership models show a consensus for school transformation, which
includes; value led leadership, collective performance focus, and a context focus
(Agbenyega & Sharma, 2014; Gumus et al., 2018; Hallinger, 2011; Leithwood & Sun, 2012;
Vdhdsantanen, 2015; York-Barr & Duke, 2004). Consistency is found in the findings
from inclusive leadership (Ainscow & Sandill, 2010; Angelides, 2012; DeMatthews,

2020; Higham & Booth, 2018; Swann et al., 2012).

Leadership in Inclusive Contexts

One of the main features of leadership in inclusive education contexts are
transformative and democratic models, which reflect the contextual needs of shifting
the organisational culture by challenging people’s ways of thinking (Agbenyega &
Sharma, 2014; Ainscow & Sandill, 2010; Angelides, 2012; DeMatthews, 2020; Higham &
Booth, 2018; Swann et al., 2012). This can be linked to transformational leadership
(Gumus et al., 2018) where articulated clear vision leads to organisational capacity
building, and distributed leadership (Hallinger, 2011) in which all stakeholders’ agency
are encouraged and valued. However, it is important to note that these are only the
frameworks (Harris & Spillane, 2008 as cited in Agbenyega & Sharma, 2014, p. 19), and
the significance for investigation lies in how these frameworks may enhance the
leadership practices in relation to inclusive education. The following section will
examine the recent leadership phenomenon of value-led, collective performance focus,
and context focusing on the inclusive context through the lens of humanity and

teacher agency.
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Value-Led Leadership. From the standpoint where inclusive education is
about challenging existing educational arrangements and shifting people’s ways of
thinking, the focus of leadership practice comes to be a transforming “community of
practice” (Ainscow, 2005, p. 113) which is more inclusive. Existing inclusive education
research commonly suggests a pathway for an establishment of a practice through
value-led transformational leadership (Agbenyega & Sharma, 2014; Ainscow & Sandill,
2010; Higham & Booth, 2018; Swann et al., 2012). It starts from setting values as a
source of decision making which; give directions to leaders to support and inspire
teachers; make teachers conscious of their work; encourage teachers to take risks for
what they think is important against taken-for-granted ways of thinking; and
eventually shift teacher practice. Of importance is an underlying condition where
teachers feel safe by being supported in a humane way (Ainscow & Sandill, 2010;

Swann et al., 2012).

Swann et al. (2012) delineate how a leadership practice enabled a shift in practice
which created a self-sustainable learning culture in a school. They discuss the
interrelations between the leader’s external support and how the teachers’ internal
dispositions arose as a result of the external support. The teacher support and
stimulation which was led by the school vision effectively enhanced the teachers’
awareness of their power, which reciprocally led them to be more inquisitive towards
many of the educational challenges. In addition, these reciprocal interactions between
the leader and teachers created a secure environment for teachers to actively share
their ideas and experiences. This eventually brought about “the emergence of a
consensus” (p. 102) where teachers commonly and collectively enacted their agency to
take risks for better outcomes in relation to the school vision. This indicates the
potential of value-led transformational leadership to empower teachers through

distributing authority.

The significance of a transformational leadership model in an inclusive context is its
capacity to distribute authority in the ways that encourage teachers’ “transforming
choices” (Swann et al., 2012, p. 96). To illustrate, teachers are given the power to make
decisions to develop their practice in ways which align with the organisation’s
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inclusive values. In synthesising this with teacher agency research findings discussed
above, distributed authority is assumed to enable teachers’ enactment of agency as
their professional identity is satisfied. The resulting positive outcomes may bring
about a stronger sense of power, which may convince them to further pursue their
practice while embodying inclusive values which can often be against societally
imposed norms. This implies that the distribution of authority may empower teachers
through their agentic action, which reciprocally raises their internal motivation
towards achieving the organisation’s aspirations. It is however important to
remember that this would only be possible under leadership which guides the process

with articulated values (Fullan, 2003 as cited in Swann et al., 2012, p. 107).

Higham and Booth (2018) argue in their inclusive leadership research that it is the
collectively set core values which should be regarded as the leadership authority, not
the personal vision of a charismatic leader. Although strong leadership has been
implicitly associated with that of authoritarian styles (Gumus et al., 2018), Higham and
Booth’s findings suggest that it was the explicated inclusive values that the research
participants identified as a success factor. Research in the area of motivation also
supports this contention. Autonomous motivation, which refers to teachers’ internal
desires to accomplish tasks by following their values and beliefs, is more positively
associated with job commitment, emotional well-being, and classroom performance
than controlled motivation which denotes their completion of tasks because of
externally imposed pressure (Fernet et al., 2016). In other words, it would be teachers’
heightened consciousness towards the importance of the school vision that would
bring about more positive educational consequences including emotional security,
rather than the imposed responsibilities arranged by the leader’s personal provision.
This tends to interrogate a sense of insecurity and fear. Also, teachers’ internalisation
of school aspirations through transformative leadership tends to bring an interrelated
cycle of enhanced motivation, commitment, moral responsibility, and teachers’ sense
of their power (Thoonen et al., 2011). This reinforces the importance of an articulation
of values and shared aspirations emphasised by Ainscow et al. (2006) in his

conceptualisation of inclusive education. An implication is the limitation of the
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traditional authoritarian style of leadership and the needs for leadership as a

collaborative practice.

Collaborative Practice. It has been discussed that inclusion is inevitably
collaborative and it is vital to involve all stakeholders in the decision-making process
(Ainscow & Sandill, 2010; Higham & Booth, 2018; Messiou, 2017; Slee, 2019). From the
viewpoint of a collective capacity building, empowerment of teachers by delegating
decision making is an unescapable prerequisite to establish a level of consensus

among them (Ainscow & Sandill, 2010).

There is a contradictive notion about power distribution where the control of the head
can increase when giving the power away (Higham & Booth, 2018; Leithwood et al.,
2020). This is supported by Higham and Booth’s discussion that it was teachers’ sense
of “collective responsibility” that increased by the distribution of authority (p. 153). By
synthesising this with teacher agency research, it is assumed that the delegation of
authority brings about autonomous motivation (Fernet et al., 2016) to teachers with
the opportunity to enact their agency by following their pedagogical beliefs and
values. This may reciprocally empower teachers to commit to the organisational
aspirations as discussed above. Consequently, each teacher’s autonomous work
towards the shared organisational values strengthens the head’s power to transform
the community of practice. It is assumed that their agentic actions for distributed
authority bring about their positive sense of power, enhanced sense of security, and
further motivation to take risks for positive consequences. Investigation into this
assumed interrelationship among teacher agency, well-being and distributed authority
within transformational leadership model may be a further area for exploration.
Empirical research which delineates this reciprocity may reinforce the existing

knowledge.

In contrast, challenges to an implementation of distributed leadership have also been
pointed out. Ainscow and Sandill (2010) report the difficulties associated with
introducing and establishing the ideas of distributed leadership discussed into the

contexts where hierarchical structures are dominant. Similarly, Higham and Booth
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(2018) argue that with remaining notions of power centrality, the collaborative
practice may not be fully exercised at its best; often with the notion of individual
leadership taking precedence. Implications include the deep-rooted existing ways of
thinking which are one of the largest obstacles, as well as the importance of an
appreciation and understanding for the local context when trying to implement or

research inclusive education approaches.

Context Based. A comprehensive insight into local contexts have been
suggested as one of the prerequisites for inclusive school leadership (Ainscow, 2005;
Ainscow & Sandill, 2010; Angelides, 2012; Higham & Booth, 2018; Miles., 2014; Slee,
2019). Collaborative practice which involves a sharing of values and beliefs cannot be
actualised without taking into account the complex interplay between the socio-
cultural context and school transformation. Since each school context has different
cultures and social backgrounds, this notion may be applied to all education settings.
From the countries where the concept of inclusive education has been intensely

studied, to the countries where the influence of such literature is scarce.

It would be worth investigating whether the concept of inclusive education which is
discussed mainly through the lens of European contexts is always applicable in
different contexts. Along with the controversial nature of this term (Slee, 2019), it has
also been reported that the definitional ambiguity of inclusive education has been
seen in governmental policy documents in many countries (Ainscow, 2005; Forlin et
al., 2015; Hornby, 2015; MacArthur & Rutherford, 2016; Norwich, 2014; Slee, 2019). This
is assumed to be a reflection of their ostensible use of the term ‘inclusive education’,
which therefore causes confusion in practice. In other words, such a superficial
concept of inclusion has no meaning to the local practitioners without a thorough

effort to merge the local meaning making process to the broader concept of inclusion.

For example, Sharma et al. (2016) found that, in the Pacific Islands contexts, an
application of “foreign ideas” (p. 401) of inclusive education tended to receive
resistance from local practitioners and eventually slowed their inclusive development.

Instead, people-focused approaches based on their value system such as an
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establishment of personal relations with children and families were viewed as one of
the key contributors by the research participants. Angelides (2012) discusses in the
Cyprus education contexts, that leaders who were flexible in modifying their strategies
to meet the local learning culture succeeded in creating a more inclusive school
environment. In this context, it was the importance of “informal learning
environments” (p. 29) which local teachers had found beneficial for the inclusion of
diverse children. ‘Informal learning’ refers to the learning outside school, such as
museum visits, which are integrated into their curriculum. These findings suggest
that every school context has their own implications for inclusive education. The
importance lies in a recognition of the inclusive practice which has been developed
within the local context. Implementation of the concept of inclusive education could
prove more successful when it is designed to evolve around the locally developed
inclusive practice. Making the change meaningful to all local stakeholders may be one
of the success factors. Research which investigates the in-depth meanings of inclusion
for local practitioners along with a development of inclusive practice may be one of

the areas for further exploration.

Furthermore, humane ways of approaching inclusive education according to the local
value system are identified as significant in these two cases. The extent of how such
approaches could be generated in a wider context could another area worth

investigating further.

Additionally, Angelides (2012) argues the importance of including children’s voices
when considering the local contexts. Children’s viewpoint often gives teachers
considerable ‘interruptions’ (Ainscow, 2005) in their taken-for-granted ways of
thinking (Ainscow & Messiou, 2018). Research suggests that teachers’ espoused
notions of their inclusive practice do not always reflect their actual behaviours
(Engelbrecht & Savolainen, 2017; Messiou, 2012). Although there has been identified
methodological difficulties associated with collecting and dealing with children’s
voices which range from physical interview arrangement to the validity of the contents
(Fielding, 2004; Messiou, 2012), this is assumed to be one of the most powerful ways to
challenge our educational beliefs and decide to what extent the practice has been

successful. This also echoes Agbenyega and Sharma’s (2014) contention that the
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success of inclusive leadership should be decided through how the core values are
embodied to ensure the educational rights for all children, rather than by how the

rules and policies are set.

Together, an implication could be the importance of respect for locally developed
approaches towards inclusion and practitioners’ views of this along with a thorough
examination of these. Children’s voices could also bring a critical examination of our
practice. Further exploration of these areas may increase our knowledge outside

existing inclusive frameworks which could also be generalised in a wider context.

Section Summary

To conclude, a transformational leadership model which embodies the concept of
distributed leadership has been identified as a success model. In this model, decision
making authority is delegated to all stakeholders with clear and articulated
organisational visions. Having a secure and supportive environment as a prerequisite,
this leadership model seems to have the potential to bring success in transforming
school practice. Interrelations among distributed authority, teacher agency, teachers’
sense of power and security in the inclusive context can be a further area of
exploration. Challenges have also been identified in implementing shared leadership
especially in the contexts where the ideas of traditional management models are
persistent. Empirical studies suggest the significance of thorough consideration into
the local contexts. Humane approaches have also been identified as an enabler for a
more inclusive practice in the two empirical research; however, further scrutiny may

be necessary for a generalisation.

Inclusive education in Japanese context

Legal status

In 1947, implementation of the Basic Act on Education and School Education Act
introduced compulsory education for all children with disability in Japan. However,

this system contained an exemption of enrolment for children with severe disabilities
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and Local school districts possessed an authority over decision making for this. This
resulted in the situation where a number of children were excluded from compulsory
school; therefore, their educational rights on these children were not fully guaranteed
(University of Tokyo, n.d.). It was in 1979 when the rights for all children including
those with severe disabilities to attend compulsory schooling were guaranteed. On
the other hand, this movement emphasised the existence of special schools, resulted
in intensifying an enforcement of attendance at special schools of children with

disability who used to attend a regular school (University of Tokyo, n.d.).

A provision of a support for children with disability who attend regular schools
commenced in 1993 with an amendment of the School Education Act. This provision
introduced a system to support children with mild disabilities who attend regular

schools, by providing individualised or specialised curriculum.

In 2006, a part of the School Education Act was amended with a focus on supporting
each individual children with disabilities. This aimed to assist their skills to be
independent and to actively participate in society. Throughout these regulatory
changes, the Japanese education system gradually moved towards an approach to
focus on meeting the needs of each individual within their dual regular and special

education system.

One of the recent regulatory changes which had a significant impact on children with
disabilities and their families was a revision of the Articles on the Enforcement Order
for the School Education Law (Government of Japan, 2013 as cited in Forlin et al., 2014,
p. 315). In this revision, the decision for a school enrolment is supposed to be made by
considering the opinions from parents and related educational and medical
professionals. This has slightly loosened the constrain for educational opportunities
for children with disabilities. However, the discussion still stays on a special
education perspective where focus is placed only on the children with disabilities and

physical placement of them (Forlin et al., 2014).

The current governmental perspective in regard to inclusive education is that special
school teachers to collaborate with and support regular school teachers to move the

Japanese education system toward a more inclusive one (MEXT, 2012). The definition
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of inclusive education in Japan points to a system where children with disabilities

learn with those without disabilities in their local schools.

In regard to the international agenda, Japan ratified the United Nations Convention
on the Right of the Child (UNCRC) in 1994, and the Convention on the Rights of
Persons with Disabilities (CPRD) in 2007. Despite their ratification of these
conventions, the Japanese education system has been receiving condemnation for not
having taken sufficient measures to ensure the educational rights of children with
disabilities (Forlin et al., 2014). Forlin and her colleagues discuss that the challenges of
their system could be the ambiguity of the governmental decision on whether to
maintain their traditional dual regular and special education system; insufficient in-
service professional development system for inclusive approaches; and immaturity of
the societal understanding of inclusion where a focus is still placed mainly on an
inclusion of people with disability, not aligning with an international understanding

about inclusion of how to create a society where diversity is respected and celebrated.

Statistics

MEXT (2021) reports the ratio of children and students who require additional
educational supports was 4.3% in total, which consists of 0.8% attending special
schools, 3.1% attending special classrooms, and 1.4% receiving supports in resource
rooms. While the ratio of children and student who attend special school and resource
room in 2021 displayed only a small increase to that of the statistics in 2011, the ratio of
special classroom attendance in 2021 was more than double of that in 2021.
Considering the regulatory alternation in 2013 mentioned above, this could have been

a result of widened possibility for parental choices of a type of the school for children.

The report also suggests that roughly about 6.5% of children and students who attend
regular classrooms may have a condition such as LD, ADHD, and Asperger syndrome
which have been causing a level of learning and behavioural difficulties. In addition,
there are about a 5% of population who have difficulties in regularly attending a

school.
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Conclusion

From the standpoint where inclusive education is seen as a principled approach to
education and society, this literature review explored the possible enablers for the
creation of more inclusive learning environments. The research consensus sees that
the essence of inclusion lies in articulation of values as a school and shifting towards a
community of practice. With a consideration of the societal factors which could
hinder inclusive education, teacher support through value-led transformational
leadership seems to have a possibility for successful implementation. A research gap
has been suggested in the following areas of empirical research which; adopts the
definition that sees inclusive education as a principled approach to education and
society; investigates the interrelations between teacher agency, teacher sense of
power, that of security in relation to a successful inclusive practice; and delineates the
local practitioners’ meaning making around inclusion for a more meaningful

implementation of inclusive concepts.
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Methodology

This section aims to set out a methodology that will elicit the meanings of inclusive
education from the local practitioners, with a purpose of addressing the research gap
identified in the literature review. Underlying this is the viewpoint which sees
inclusion as a principled approach to education and society. Limitations and

strategies to bring a level of research credibility will also be discussed.

Research Paradigm

Social Constructionism

Social constructionism stands on a premise that knowledge and social reality are
constructed as a result of human interactions (Berger & Luckmann 1966; Burr, 1995).
In other words, social reality comes to have a meaning through the symbolic activities
developed through the establishment of a common language (Burr, 1995). These
meanings are routinised and habituated; and consequently, reproduced as taken-for-

granted ways of thinking; which people come to think of as objective reality.

In practical terms, this research paradigm recognises that the way people’s thinking
currently, has been accustomed by the dominant discursive practices and value
system. Therefore, people’s knowledge construction through their experience of
different discourses requires a level of negotiation in their understanding about what
they consider to be a reality. The current research, through a social constructionism
lens, aims to explore the factors which may have influenced the participants’ existing

ways of thinking, in order to bring about alternative teaching approaches.

Epistemological and Ontological Standpoint

Social constructionist research tends to adapt a subjectivist epistemological stance

which assumes that a reality can only be known through people’s subjective voices;
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and an ontological standpoint of relativist where a reality is assumed as relative
therefore multiple realities exist (Andrews, 2012; Johnson & Christensen, 2012). In
addition, since research participants’ voices are presented through the researchers’
subjective views, an acknowledgement of, and careful portrayal of, researcher bias is

assumed to be vital.

Paradigm Shift

One of the main contributions to this research paradigm is a shift of research focus;
from discovering pathological and essential human nature, to analysing the
interactional and social process of knowledge construction (Burr, 1995). In other
words, it is a separation of problems from the individual, to an attribution to the
sociological and discursive influence. A social constructionist approach aligns well
with the broad definition of inclusion (Ainscow et al., 2006) with its paradigm shift in
inclusive education from an individual model of disability to that of a social model.
To illustrate, the experience of disability can be understood as coming from social

processes that construct disability as deviance and illness.

With this epistemological and ontological stance, the current research adopts a
qualitative research method with semi-structured interviews. Examination of the

interview script is accordingly guided by a constructionism thematic analysis.

Qualitative Research and Research Credibility

Ontological Discussion

Qualitative study aims to gain understandings of the participants’ subjective account
of their social reality (Denzin & Lincoln, 2018; Johnson & Christensen, 2012; Patton,

2015). Accordingly, it involves an examination of written and/or spoken language.
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Simultaneously, the credibility of qualitative research has been argued because of its

subjective nature (Denzin & Lincoln, 2018; Hammersley, 1992; Noble & Smith, 2015).

Qualitative researchers address a challenge to present qualitative findings through a
combination of the two ontologically opposite stances of realism and relativism,
suggesting a limitation of the existing research framework (Denzin & Lincoln, 2018;
Hammersley, 1992; Noble & Smith, 2015; Vasilachis de Gialdino, 2009). This points to
the contradiction of a request for a realism-oriented validity in the research of
subjective voices from a relativism research paradigm. Two major discussion foci are
the trustworthiness of research findings and researcher bias, by pointing to qualitative
research’s lack of transparency and scientific rigor in justifying the data collection and
analytical method (Noble & Smith, 2015). This means, research can result in just

another account’ from this point of view (Andrews, 2012, p. 42).

Notably, raising trustworthiness and reducing the impact of researcher bias are
contradictive activity. Hammersley (1992) acknowledges the shortcomings as well as
the significance of each ontological position of realism and relativism, and suggests a
standpoint somewhat in the middle of the dichotomy, which he called a “subtle
realism” (p. 52). This standpoint therefore accepts the influence of researchers’
subjective views on the interpretation of reality; and simultaneously, seeks to
represent a reality as authentic as possible while producing research findings which
contribute to academic knowledge. One of the key elements Hammersley conveys is
an acknowledgement of knowledge being ‘reasonably credible’ instead of being

absolutely certain.

The current research takes a stance which is inclined to subjectivism with an
acknowledgement of the limited credibility of the knowledge produced, based on this

ontological discussion.

Bringing Authenticity

To raise the level of authenticity in the findings report, a level of mutuality in

communication has been suggested as a strategy (Vasilachis de Gialdino, 2009). This
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mutuality involves a common understanding regarding the contexts, shared identity,
and mediated power relations and social distance between the two parties (Creswell &
Poth, 2018). Subsequently, the conversations between the two parties may

successfully elicit clearer meanings of the participants’ underlying social reality.

However, this mutuality could also influence the participants’ account production.
Possible influencing factors are the participants’ perceptions of the researcher’s
expectations, and the researcher’s verbal or non-verbal cues based on their own bias
which could unconsciously steer the direction of participants’ narrative (Creswell &
Poth, 2018; Johnson & Christensen, 2012; Noble & Smith, 2015; Patton, 2015). This
shows a conflict of interest between the two ontologically different stances discussed
above, and implies the importance of clarifying the researcher standpoint and

acknowledging its limitations.

In addition, Richardson and St. Pierre (2018) propose a delineation of a researchers’
identity along with the research procedure, which allows the readers’ arbitration over
the written context. The use of this strategy along with a clarification of the
researcher’s standpoint is assumed to be useful to maintain a subjective stance in

providing a trustworthy account of the local meaning making.

Section Summary

The current research takes a stance which is more inclined to subjectivism. This aims
to gain an increased level of authenticity in participants’ narrative production by
building mutuality in communication. It also acknowledges the knowledge produced
as being ‘reasonably credible’ by the co-existence of the two contradictory ontological
standpoints in its methodology. Possible researcher bias is discussed through
researcher identity being presented for the readers’ arbitration. The effort to eliminate

the researcher’s influence from narrative production will be made and reported.
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Researcher Identity and Possible Researcher Bias

The researcher is a native speaker of Japanese who was trained and had taught as a
registered public-school teacher in Japan prior to emigrating to New Zealand. This
research was conducted after her having lived, worked and studied in New Zealand for
13 years. The researcher visited the participants at their school several times prior to
the interview and had built a level of acquaintance and mutual understanding of the

research topic.

Possible researcher biases are her perceptions of the limitations in the current
Japanese education system from her own experiences; the researcher-participants

distance and limited experience and skills to conduct a research project.

Participants

Three participants took part in the research; one, the principal, and the other two
teachers of School B who worked closely with the principal. Snowball Sampling
method (Parker et at., 2020) was employed in a recruitment of the participants where
the two teachers were nominated by the principal. The identified factors which
influenced the nomination process were their pedagogical standpoint and availability

of time for interviews.

All participants were Japanese males who worked in a school in Japan (School B) at the
time of the interviews. The principal had 31 years’ teaching experience, including his
principalship of three years at School A and one year at School B. One of the two
teachers had nine years of teaching experience in primary schools, including five years
at School B. The other teacher had six years teaching in primary schools after several
years of teaching at a supplemental after school learning institute. This was his

second year at School B.

It is acknowledged that the impact of a snowball effect on research credibility (Parker
et al., 2020) and a possible power relationship where the nominator is the one is in a

higher status in their hierarchical system. In addition, all participants were male, in
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which perspectives obtained through the interviews could be narrower than a possible

result of including diverse gender identities.

Interview Timeline

December 2018: Initial face to face discussion with the primary participant about

the research purpose and his agreement to participate in it.

January 2019 - May 2019: Online communication with the primary participant
about the arrangement of the research data collection, including his

nomination of two other teachers

May 2019: Researcher spent a week becoming acquainted with and sharing
common knowledge with the participant teachers. Written consents were
obtained from the three participants. Interviews were conducted with all

participants.

June 2019: Interview transcripts confirmed by all the participants.

Data Collection: Semi-Structured Interviews

Semi-structured interviews (Patton 2015) consist of core interview questions set by the
researcher, and a space for the interviewees to expand the topic and steer the direction
of the conversation. The strength of this method includes a potential for an extensive
discussion which may allow not only for the interviewer to further comprehend the
context, but also for the interviewees to deepen their thought through the mutual

conversation process. An ontological limitation has been discussed above.

For the current study, interviews were conducted individually in a relaxed yet
professional atmosphere in order to prompt each participants’ true voice regarding the
local meaning making of inclusive education. Commonly familiar words and non-
biased prompt questions were consciously chosen to allow the participants to steer the

direction of discussion rather than being led by researcher’s cues. The principal’s
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interview was approximately an hour and a half, and the other teachers’ around an

hour each.

Interview schedules are presented in Appendix five (in English) and six (in Japanese).

Data Analysis: Thematic Analysis

With a purpose of delineating participants’ local meaning making, this research will
adopt an inductive reasoning approach (Johnson & Christensen, 2012). In an inductive
reasoning, the ideas or concepts emerging from participants’ voices are analysed for a
suggestion of a hypothesis or a new theory. In the current research, the most
appropriate examination tool is assumed to be the guideline of thematic analysis since
researchers’ voices are examined by being cross-referenced with the concepts in

international literature of inclusive education as themes, (Braun & Clarke, 2006).

Thematic analysis (Braun & Clarke, 2006) involves a number of decisions required for
analysis though a particular methodological lens; to name, the boundary of the
themes, epistemological standpoint, the depth and width of analysis, and the
analytical focus. In the current research, themes were identified by the “repeated
patterns of meaning (p. 15)”. From an epistemological standpoint of social
constructionism, the interpretation of participants’ voices in this research involves a
deeper and critical investigation of the structural conditions. Simultaneously, it
endeavours to present “a rich description of the data set (p. 11)”, in order to provide
readers with a wider picture of the local practice. Lastly, the analytic focus is clearly

placed on the enablers for the inclusive education approach.

For the current study, the data was initially analysed from the Japanese script, and
then translated to English by the researcher. Examples of analysis are presented in

Appendix ten.

Ethics

This research was considered as low risk by the Massey University Ethics application.
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With respect to the contextual aspects, one of the largest concerns is confidentiality
because of the small community of the participants. Therefore, the risks were
discussed and their autonomous participation was continually confirmed throughout
the research process. The final summary of findings and discussion were shared with
them before the submission of the thesis so that they had an opportunity to alter or

remove the hazardous contents.

As for the trustworthiness of the data, the original Japanese transcripts were shared
with each participant before the analysis stage; in order to confirm the accuracy of the
researcher’s understanding of the participants’ perceptions of the underlying

conditional contexts.

In regard to the promotion of the benefit of the research, all the participants
individually mentioned their contentment in relation to their research participation.
They appreciated the opportunity to ensure the value of their practice as well as to

reflect on their own understanding of their practice.
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Findings

This chapter considers the findings of inductive thematic analysis of the interview
transcripts and how these inform the research objectives. It includes the background
contexts, how the practitioner experienced and implemented the School A inclusive
education approach, how he implemented an inclusive education approach in School
B and how this was perceived by the teachers in School B. It also includes the
practitioner’s perceptions of the influence of the Japanese personnel system and their

teaching culture on the implementation of an inclusive approach.

The brief description of this case is that the practitioner, who experienced an inclusive
education approach in School A as the deputy and subsequently as the principal, was

then implementing a similar approach as the principal in School B.

In this section, a pseudonym ‘Mr. Suzuki’ is used for the principal participant of this
research, and that of ‘Ms. Goto’ is used for the former principal of School A who
established an inclusive practice which Mr. Suzuki learnt from. Furthermore, fictious
names were also used for the two school B teachers, namely Mr. Noda and Mr.

Yamada.

Background Context

This section concerns participant teachers’ perceptions of ‘conventional’ practice and
inclusive education in their context. This aims to provide a picture of the background

context this research was based on.

The main themes identified include a rigid hierarchical structure with centralised
authorities, an individual performability focused classroom management practice, and

a distant attitude towards the concept of and the term ‘inclusive education.

Hierarchical Structure

The three teachers’ comments revealed that it was a hierarchical structure with

centralised authorities what they considered a ‘conventional’ practice in regard to
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school management. Commonly mentioned sub-themes were that principals stayed in
their office, and that their existence was perceived to have had very little relevance to
teachers or children. Consequently, principals were perceived as distant. In Japan,
principals are appointed to a school by the prefectural board of education who are the
employers of all teachers including principals. The duration of the principals’ service

in one school was approximately three years at the time of the interviews.

Mr. Noda: In a general school, the principal, deputy, and
curriculum coordinator are all so static, they never move

(from their office).

Mr. Suzuki: They never move. ... My previous images of a principal
were a rather annoyed middle-aged man. [ don’t remember
talking with them. ... unless I was spoken to by them, I

wouldn’t talk to them, and never went to their office.

Researcher: Would you say that this is a general figure of a

principal?

Mr. Suzuki: Yes. Very distant.

Mr. Yamada: One could be uninterested. Not interested in us
(teachers), or the children.... Some of them don’t seem to
care about "anything as long as no issues arise... they are the
person who make a formal speech at school events, and
that’s it. Another could be authoritarian, one who imposes

power over us.

Further comments showed that the centrality of authority along with accountability
pressures could also bring about a culture where an issue was attributed to an

individual teacher’s misconduct; and consequently, the teachers were blamed for this.
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Behind this was their functional human relations, instead of personal relationships,

brought about by the societal pressures.

Mr. Yamada: When issues arise, it can be like being blamed (by the
management), kind of. ...being told off,. ... (the focus) tends
to be more on political or diplomatic (ways of sorting
problems), rather than on children, so that the management
won’t be accused when being pursued (by the external
authority). Therefore, a radical method of problem solving

cannot be expected.

Another aspect identified was the teachers’ experience of their professional identity
renegotiation through these conventional practices, within the hierarchical structure
and their cultural contexts. Consequently, teachers were inclined to be conditioned

by the school culture or the principal’s direction.

Mr. Noda: If they do not follow the principal’s ways of doing, I was
kind of this type though, but they are asked like, ‘why don’t
you tell children to follow the particular ways of acting. ... |
used to be frequently told this, ... (I was always thinking
that) ‘well, that’s a bit strange.” But we need to do things
that way if we are told to do so (by the principal), don’t we?
... if the principal is that type of person, well, we need to do

that, right? There is no choice really.

The local socio-cultural contexts are visible in the teachers’ comments where an
attitude of obedience towards authority was expected. Their comments also infer that
it is not only the principal’s authority but also following the collective culture and
practice which could restrict teachers’ agentic actions according to their pedagogical
beliefs. The following comments suggest how particular ways of working with

children would be expected in such a school culture.

49



Mr. Noda: If the principal is that type of person (who tries to put
children in a certain ways of behaving), then newly
employed teachers accordingly think that this is the way it

should be, so, then they focus only on that aspect.

Mr. Yamada: My idea of class management was more open when |
first qualified. ... Once started working as a teacher, there
was an atmosphere that this (the practice which tries to
have children be obedient) was right, and accordingly (I
learnt that) I needed to perform like this. Eventually I

became like that when managing the classroom.

Such school cultures are also reflected in their descriptions of classroom management

practice.

Classroom Management

The three teachers commonly mentioned an aspect of their system where each
classroom was expected to be managed by the classroom teacher. Their comments
infer a system where ‘most’ children’s higher academic achievement was the focus and
children’s obedient attitudes towards teachers were thought to be the strategy to

follow.

The main topic mentioned was the pressure on individual teachers from such a
system. To illustrate, issues in the classroom such as students’ challenging behaviours
tended to be attributed to the class teacher’s lack of competency. Underlying was the
ways of thinking where children’s demonstration of difficulties at school is seen as
inherent; therefore, the problems were not seen as an issue to be solved by the school.
Accordingly, teachers developed a sense of fear over their skills being judged as less
competent especially dealing with children’s challenging behaviours on their own; and

consequently, became defensive of their classroom practice.

Mr. Yamada: When there was a child who ran away from the

classroom, this was thought to be the classroom teacher’s
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lack of class management skills. So, it was as if you were

told, ‘you deal with that somehow’, kind of.

Mr. Noda: I think they (teachers) don’t like it when, their
classrooms are being judged as chaotic and not well
managed when several children are standing and moving
around. [ too feel the same, but I think this is what they

don’t want to be seen.

Mr. Suzuki: You can see this (teacher defensiveness) from such
comments as “Mr Principal, you do not need to come,

please. ... | will deal with it”.

Inclusive Education

A consistency among the participant teachers’ comment about inclusive education
was found in the way they see inclusive education as a recently emerged unfamiliar
concept. Their comments suggest their local understandings where the term was
perceived as distant, and they felt a level of discomfort in their practice when

associated with the term inclusive education.

Mr. Yamada: I don’t know much about inclusive education, but just
feel from my childhood experience, ...It was kind of sad
seeing friends disappearing from mainstream classrooms ...
So, I think ideally it would be best that all children could
learn together at least up to the end of the compulsory
education; although I don’t know how. That’s pretty much

all I can think of about inclusive education.

Mr. Noda: As for inclusive (education), I haven’t studied about it in
detail and therefore I don’t have a good understanding of it,
but what I'm thinking is inclusive (education) is kind of like

not taking out children from the (mainstream) classroom,
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and bringing them into the (mainstream) classroom, kind of
like that, I think. But there is nothing in my mind such as
‘this is what inclusive should look like’. I think what Mr
Suzuki has been trying to do here is, or must be, inclusive
(education), and what I'm doing may possibly be inclusive,
but definitely, I'm not doing this with a conscious mind to

say that this is what inclusive should be.

Researcher: Do you mean that not needing to be particularly
holding onto such a word as inclusive education, but what

you are doing is resulting in...

Mr. Noda: [nodding] possibly inclusive, I think. ... The concept and
terms have been prevailed through government
documentation, ... but their publication of the term has

been forming some kind of ostensible framework....

A snapshot of the system of supporting children with additional learning support was

also given by participant teachers. A classroom, which they called a ‘support
classroom’, was generally set up in the schools where children who experienced
difficulties in learning in the mainstream classroom would spend some time during
the school day. Several teachers were usually assigned to this class within the school
personnel, and curriculum was arranged to meet individual children’s needs.
Teachers’ comments infer the distance of this support class from the mainstream

classrooms.

Together, these findings show a glimpse of the basic condition of the research
participants’ background contexts. It is a rigidly structured system which seems to
have little flexibility to introduce alternative approaches. With this as a basis, the
following paragraphs will describe the participant teachers’ experiences and

perceptions of inclusive approaches through their voices
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The Practitioner’s Experience in School A
This section considers the findings relating to the first research question:

e How did the principal experience an inclusive education approach in school A

and how were his beliefs constructed through this experience?

The first two subsections consist of Mr. Suzuki’s experiences as the deputy of School
A, and the second half of this section focuses on his learning through the principalship

at School A.

Relational practices

Children to feel secure. This section will explore Mr. Suzuki’s perceptions of

the School A practice as the deputy.

One of the core aspects of School A practice appeared in Mr Suzuki’s comments which
enabled ‘all’ children’s meaningful participation was relational practices. This was
perceived by him as a radical difference from general school practice where children
were supposed to be looked after by the classroom teacher each year, and individual

performance was focused.

His encounter with School A whole school practice started from one incident in which
Mr. Suzuki called the ‘typhoon incident’. This occurred during the first school term of
his deputyship at School A. Before this incident, he would stay at his deputy desk in
the staff room all day and work on his computer dealing with paperwork as ordinary

deputies do; as a result, he had little direct contact with children.

The incident occurred on the day when the school was shut because of torrential rain.
A child came to school alone, not knowing that the school was closed. Mr Suzuki,
through an interphone conversation, kindly directed the child to go home,
unaccompanied. This was one of the usual practices in general Japanese schools at that
time. However, Ms. Goto, the principal at the time stepped in immediately after that,

along with the other teachers, to ensure the safety of the child’s way home. This was
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when Mr. Suzuki acutely realised that his ways of working as the deputy were
challenged because he had little knowledge of the individual children in the school he

was working at.

Ms. Goto and the other teachers’ quick response was only possible because of their
knowledge of the condition of this particular child. The child had a mild
developmental disability, and his single mother had a health condition that

constrained her ability to care for the details of the child’s schooling.

Mr. Suzuki: “With this as a start, something inside me changed. It
was a turning point. [ thought that I should see the
children, that I should spend more time with the children. I
was strongly aware that I shouldn’t be sitting at such a place

(deputy’s desk).”

Relational practice was also perceived by Mr. Suzuki in School A classroom practice.
His experience started with an enormous disruption in his thinking in which he
experienced a disturbance in his pedagogical beliefs. However, his interactions with
teachers and children helped him negotiate the meanings of his experience, and
eventually helped him develop his own understandings of how this practice enabled

an inclusion of all children with their individual needs.

Mr. Suzuki described his first impression of the classroom sessions at School A as
‘impossible’. He meant that he perceived it as unacceptable school practice from his
conventional viewpoint, where children were supposed to sit quietly during the
session. His comment shows the contrast of School A practice from that of general
classrooms he had known, and that his previous educational beliefs were completely

challenged.

Mr. Suzuki: I thought that this was impossible. I mean, ‘is a
session being conducted properly? ‘What is this? ‘What’s

going on? The classrooms were noisy, children were
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chatting throughout the sessions, some were crying, ... some
ran away from the classroom during the session. I thought
‘what on earth is this?’ ... So, my first impression was ‘I

wonder if any learning is happening in such conditions.’

School A relational practice also supported Mr. Suzuki’s learning of their inclusive
practice. There was a school-wide culture where all teachers and children work
together to promote positive educational outcomes. He realised, through his
connection with children and staff, that all children were consciously involved in the
important matters despite its chaotic appearance. Although the classroom orientation
was completely different from that of his prior experiences, he could see that this
relational practice was supporting all children’s sense of security and therefore their

learning in an optimal way.

Mr. Suzuki: When a child acted up and ran out of the classroom, a
teacher from another classroom ran after the child and
listened to him or her, regardless of the syndicate or
classroom. Then there were parents and volunteers from
the community on the scene, you know. I thought at first,
‘what on earth is this? But I felt in the meantime that, ‘this
isit’. ‘This is how all children are saved from psychological

pressure’.

Eventually, Mr. Suzuki constructed his understandings of how School A relational

practice enabled their inclusive practice, through how the children were.

Mr. Suzuki: The result was shown in how the children were. If the
children rebelled against the teachers and they were not
listening to them, [ wouldn’t have thought that this was the
way. Instead, however, it was clear that the children were

feeling secure in this school. I could see that. The fact that
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there was no ‘non-attendance at school’ showed that, don’t

you think?

‘All children’ in the context of the current study therefore includes those children who
experienced difficulties in adjusting themselves to the current education system, as
well as the ones with neurodevelopmental, learning, or behavioural disabilities. Mr.
Suzuki analysed that one of the causes for this societal issue in the Japanese system
was the situation where these children did not have a place where they felt secure at
school. This occurred especially when the school expectations for children’s learning
did not meet their individual needs. Some children found it difficult to adjust
themselves to the classroom learning situation where everyone was expected to do the
same. When the classroom was the only place to be, these children could easily lose

their sense of belonging in the school.

Therefore, the significance of the School A relational practice in Mr. Suzuki’s
understanding is the fact that they created a safe space for each child by not

categorising them into the conventional framework.

Mr. Suzuki: Everyone attends school here. I wondered why? I
concluded, ‘because in this school, they feel secure’. Then, I
pondered on why they would feel secure. I later realised
that, ‘there are adults who accept them as they are right
beside them’. It was sometimes the class teacher,
sometimes a non-class teacher. It could be some familiar
people from their community or could be the principal or
deputy. A variety of adults surrounded the children and all
the adults accepted every single child as they were;
therefore, all children could come to school feeling safe....
So...of course I was totally surprised and challenged. But, I
thought, ‘yes, in this school, children are feeling secure. So,

this is it’.
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Mr. Suzuki concluded that by focusing on each child’s needs from this perspective as a
team, School A created a space for all children without a boundary that separated
them out because they had a diagnosis. This was a paradigm shift for him through his
School A experience. Mr. Suzuki’s idea of inclusion was not about trying to physically
place children who needed learning support into a mainstream classroom, but about

creating a space for all children where they were supported to be themselves.

What enabled tis paradigm shift within his beliefs was his acknowledgement of
fluidity of such children’s needs therefore school practice is required to be constantly
modified. Additional information which Mr. Suzuki emphasised was that School A
practice were not informed by the ideas of inclusive education in the government
guidelines nor international literature. Therefore, it could be said, in this particular
case, that the teachers’ locally prioritised focus on this particular population resulted
in enabling an inclusion of all children within the existing societal and educational

framework.

Teachers to feel secure. The relational practice Mr. Suzuki experienced also
included that of among the teachers. He perceived that the teachers were also feeling

secure and how it was important in their inclusive education approach.

Teachers’ Sense of security. Mr. Suzuki mentioned several times about
teachers’ sense of security as well as that of children in relation to teacher agency.
The key factor he perceived was the supportive culture which was underpinned by
their acceptance of the limitations of teachers’ isolated acts. Mr. Suzuki mentioned
that all teachers experienced a stage where they realised the limitations of what one
teacher could do, especially in a situation where all children included so many who

would usually be categorised as needing additional support, learning together.

Researcher: What do you think it was that sustained such a

supportive school culture in School A?

Mr. Suzuki: It was an acceptance [laughter]. By every single staff.

Acceptance. Yes. They all recognised that they wouldn’t be
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able to cope with these situations on their own, ... Since
they had all given up relying solely on their own skills, they
all helped each other [with a gesture of holding hands].

He identified that it was the creation of a secure space for teachers through a sharing
of experiences, that eventually encouraged teacher agency and their relentless efforts

to be responsive to each child’s needs.

Mr. Suzuki: Everyone understood how powerless the others would
feel when facing the situations, from their own experience.
‘I understand how you feel. I've experienced similar
situations’, things like this. That is, a type of secure feeling.
... ‘there was a time I had trouble dealing with issues which
children had brought. So, I understand how you feel.” Then
they would share what they did in the past, although this

was not always the exact answer (for the new situation).

Mr. Suzuki emphasised that it was a continual effort by the staff to be sensitive to the
children’s needs and to be responsive to them, not a manual. One of the key factors
Mr. Suzuki identified was the school culture where staff were confident that any issue
would be safely shared and dealt with; therefore, they felt secure. Mr. Suzuki also
asserts that the adults’ human connections would filter down to the children. This
was linked to his previous comment about a success factor of School A practice; a

place where children could feel secure about being themselves.

Mr. Suzuki: Therefore, the School A teachers would continuously
observe the children in front of them, notice any changes in
the children, and cooperatively see what might work. If one
strategy works, it can be shared. Nonetheless, it doesn’t
mean that the same strategy will work next time. So, one
step at a time, sensibly dealing with the issues in front of us.
Therefore, we don’t need a manual. Yes. It’s not about a

manual.
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Researcher: You are saying that of importance is the school culture

of mutual support, not a manual?

Mr. Suzuki: Yes, you are right. Yes. (The space where) anything
can be communicated. Yes. (We all) can sense that this is a
safe place. So, I would say that it was the environment
where adults were able to be themselves safely. Therefore,
children were also able to come to school feeling secure.
Children wouldn't feel secure if adults were producing an

awkward atmosphere, would they?

Contrary to Ms. Goto’s charismatic principalship, Mr. Suzuki established his own style
of leadership through his struggles with managing the ‘unconventional’ school culture
which was led by the school visions to actualise all children’s meaningful participation.
Of fundamental importance is his commitment to create an environment for all

people to feel secure.

The basic principle that underpinned this practice was what is important as a human

teacher.

Mr. Suzuki: What made me think through my experience at School
A is how we should be as a teacher. Even before that, how
an adult should be. How an adult should be when facing a
child. Furthermore, what we should do as a human

[nodding to himself].

The impact of relational practice. This episode below shows how the School
A relational practice fostered the child’s sensitivity towards others’ needs. The story

started when Mr. Suzuki tried, but failed to help a boy who was unsettled; and it was
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another child who ‘instructed’ Mr. Suzuki to leave him alone and give the boy some

space.

Mr. Suzuki: I asked the child why. Then what the child said was
that, ‘the boy (who was unsettled) just needs some extra
time to settle into the routine, and he is doing totally fine’.
... So, I realised that it was me thinking that I need to help
him ‘because I'm a teacher’, but I was wrong. ...... Because
they have been learning together for some time, they knew
about each other way better than someone like me who had

a title as a deputy principal and came from somewhere else.

This episode demonstrates how the school culture which focused on human
connections had fostered their sensitivity to the needs of others’. Furthermore, such a

culture enhanced the child’s enactment of their agentic actions to support his friend.

Section Summary. Mr. Suzuki’s experience of School A relational practice led
him to a paradigm shift where focus is placed on all children’s emotionally secure
schooling. Another element of their relational practice which led to a successful
inclusive practice was teachers’ sense of security. Children demonstrated their agency

to naturally support their peers’ needs.

Leadership practice

This section mainly consists of Mr. Suzuki’s comments about his experiences as the

principal at School A.

Delegation and underlying values. Mr Suzuki perceived Ms. Goto as a
charismatic leader who directed the transformation of School A with her clear vision

and her personal qualities. Therefore, the level of pressure Mr Suzuki experienced was
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immense when he was assigned as the principal to take over from Ms. Goto. He now
analysed that it was an unnecessary pressure because of his mindset which was trying
to implement the same framework Ms. Goto created. It was through his experience of
delegation which led him to realise that it was not the framework but the underlying

values that was important.

After a period of struggles with the pressure, one event changed Mr. Suzuki’s internal
conflict. The story starts with his delegation of tasks, which resulted in his knowledge

construction of a leadership model which included all staff.

In School A, there was a whole school moral education session that took place one
hour a week which had been devised and conducted by Ms. Goto. This was again
different from the conventional practice where the moral education sessions were
usually held in each classroom by introducing the topics suggested in the textbook.
Whereas in School A, the topic of each session was set by Ms. Goto and was usually an
open-ended question which would not have one particular answer. Therefore, the
topics would challenge all participants’ existing ways of thinking. Subsequently this
had provided a space for adults also to question their own thinking while learning

with the children.

Since this session was perceived by Mr. Suzuki as the ‘core’ of Ms. Goto’s practice, he
experienced an extreme level of pressure when taking it over. He tried to play the role
Ms. Goto had; however, he found himself failing the whole school in spite of his best

efforts to improve each week.

It was when he delegated the leading role of these sessions to the middle leaders that
Mr. Suzuki felt he had finally made a breakthrough in this situation. He mentioned
that it was ‘asking for help’ rather than delegating as a leadership practice. This was
because he had totally been ‘stuck’ in the situation where he could not think of any
better ways to improve in his practice. However, the consequence achieved even more
than an improvement in the whole school moral education class. The principal
perceived that the middle leaders had begun working with vitality as they took
advantage of being delegated a leading role. This experience convinced him that he

should pursue his own method to create a school for all by utilising available
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resources; instead of trying to squeeze himself into the framework which Ms. Goto had

formed.

Mr. Suzuki: By delegating the whole school moral education
classes, ... | would say I was relieved. I thought, ‘right, it is
ok for me to be myself. [ don’t have to do the same as Ms
Goto.” ... When I handed over the whole school moral
classes, it was clearly visualised that the middle leaders were
activated and started energetically enacting their agentic
actions. I thought, ‘that’s right. This is what should be

done. ...This must be what ‘creating a school’ means.

This experience convinced him that it was not the framework, but the underlying
values and beliefs that were important, to sustain a school culture where all children

and staff had a place they belonged.

Teachers’ sense of ownership. Mr. Suzuki mentioned that in School A, all
teachers had a sense of ownership, which pointed to their strong awareness of being
the ones who had created the school according to their school vision. Also, his
comments infer a collective practice in which the school vision was internalised

therefore teachers’ agentic actions were encouraged and supported.

Mr. Suzuki: The beauty of School A teaching staff was that they all
had a sense of ownership. (It was) the sense that ‘I am the
one who is making this school’. Since they had such a
sense, despite difficulties, they of course wouldn’t do things
on their own, but by cooperating with all the other staff and
sharing their knowledge and experiences. Each time they
continued overcoming the barriers which we confronted.
Therefore, (my principalship at School A was about)
working in collaborative practice with them, which means
that it was not that I had done something special because I

was the principal.
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Mr. Suzuki’s further comment also infers how such a collective practice negotiated the
conventional hierarchical power relationships through teachers’ agentic actions.
Therefore, innovative ideas were encouraged and evolved, and the possibilities for

children’s meaningful schooling were expanded.

Mr. Suzuki: | was managing the school of course as I was the
principal, but at School A, it always included consulting
with the staff and their collective actions, in a positive
manner. ... In School A, everyone would deliver their ideas
without hesitation. Therefore, I was managing the school as
the principal, but at the same time it always came with my

gauging staffs’ responses and sharing their ideas.

This was reflected in Mr. Suzuki’s leadership style established through his
construction of the knowledge of School A practice. Underlying this is relational

practice based on respect and care for the staff members.

Mr. Suzuki: Well, because I was not skilled in all areas, I delegated
the tasks one after another, such as ‘can you do this, please’,
and ‘can you do that, please.” And this was, you know, all
about a trust and respect. (It depended on) how much I
could trust the staff. I always kept this particular concept in
my mind; that [ should trust them; 'm sure it will go ok;
that I can count on these people. So, I would say ‘yes, that
sounds good’, or ‘yes, you have a go’ to almost all ideas

which were suggested by the staff.

Section Summary. Through his struggles, Mr. Suzuki concluded that it was
the underlying values which should be passed on, not the previously invented
frameworks. His experiences of a distribution of the tasks and responsibility within

their relational practice supported his knowledge construction of leadership. He also
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identified that such relational practice encouraged teachers’ sense of ownership of the
school which allowed a negotiation of power relations and eventually led to be

innovative in their teaching approach.

The Practitioner’s Experience in School B
This section considers the findings relating to the second research question:

e How did the principal implement an inclusive education approach in school B

and how was his practice perceived by the two teachers?

After three years of principalship at School A, Mr. Suzuki was assigned as the principal
of School B, where conventional practices had been implemented. The following
comment shows his commitment to create a school where everyone would feel secure

in his new environment.

Mr. Suzuki: When [ was notified to be assigned as the principal at
School B, I thought, ‘at last, this will be the place I am
genuinely tested’. You know how I had always been told
that, ‘you succeeded (in creating such a school) because it
was School A’. Before (when Ms. Goto was the principal), it
was ‘because it was Ms. Goto (who initiated the school
transformation), it was possible’. After that (when Mr.
Suzuki took over the principalship), all said that ‘because it
was School A, you've succeeded. Do you think this would
be achievable at other schools?. So, for me, this
(appointment at School B) was where my aim to create a
school for everyone would be tested. Therefore, I felt

strongly motivated, rather than pressured.
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The three themes identified from Mr. Suzuki’s comments regarding his principalship
at School B are the articulation of the school vision, creation of a secure environment

for children, and enhancement of agency and collective practice.

Articulation of the School Vision

Although he had experienced and learnt about School A practice, Mr. Suzuki made it
clear when he started at School B that he was not aiming to create or replicate School

A practice.

Mr. Suzuki: ‘T came from School A, but I'm not aiming to make
School A here.” This was my first message to all the School B
staff. This was what I said. ‘But I still want to make a school
which is made by everyone for everyone’. I then talked to
them about the school vision, objectives for children’s
learning, and that of the teaching team. And then stated
that, ‘let’s create such a school together.” This was my first

message for the School B staff.

The school vision he presented was in the phrase ‘a school made by everyone for
everyone.” The three children’s learning objectives were ‘to be considerate towards self
and others’, ‘to think on your own and to act spontaneously (to be an agency of own
actions)’, and ‘to challenge, don’t be afraid of failure’. The main theme for teaching
team objectives was ‘children to be the subject (of conversations)’ through an
establishment of human connections. These became the guideline for decision

making in Mr. Suzuki’s practice at School B.

Mr. Suzuki mentioned that he did not aim to immediately change the structure of the
existing ‘support classroom’ setting, although in a longer term he was looking at
merging it into the mainstream education. With the personnel system where the
duration of principalship at one school was generally three years at the time of this
interview, Mr. Suzuki prioritised the value-based practice for the creation of an
environment where all children would come to school feeling secure, rather than the

modification of existing physical arrangement. His contention was that such an

65



arrangement was just a framework, and of importance for him was the sharing of
underlying values to create a safe space for all children, especially within their local

conditions of ‘conventional practice’.

A secure Environment for Children

Once the school term had started, Mr. Suzuki discovered the conventional practices
which were occurring in School B did not, in his opinion, help all children develop a
sense of security. This included an authoritarian teaching approach and the closed
classroom where individual teachers would take full responsibility for the classroom
management. To bring about a change in this practice, Mr. Suzuki focused on
opening up the school both internally and to the community. His underlying
intention was the establishment of a support system where teachers could openly ask
for help, through the visualization of the inside of the classroom. One of his
approaches ‘from inside’ was to make the inside of the classroom visible by installing
transparent acrylic windows; and ‘to the community’ by inviting parents into the
classrooms. He perceived that in the school staff reactions were relatively positive,
therefore he thought that this would work. His comment infers teachers’ general

protective attitudes towards showing their classroom practice.

Mr. Suzuki: Well, first of all, when I said (to the staff) that I wanted
a variety of adults to come to school, their reactions were
like, ‘what?’ ... but surprisingly, the staffs’ responses
towards the idea of transparent acrylic windows were
mostly positive. ... and furthermore, there were some
teachers who were willing to welcome parents to the
classroom, saying that they would appreciate the parents’

help. So, I thought, yes, this will work.

In addition to their teaching culture which may have created a closed environment,
there was another factor where the Japanese school practice became further closed.

People became anxious about the safety aspects.
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Mr. Suzuki: While the school is trying to open up, one of the
parents asked me what if a stranger slipped into school.
Yes, she is right. ... because of some incidences in the past,

the school became a place where people cannot go in.

‘Some incidence’ include a situation which occurred about 20 years ago where a
stranger went into a school and seriously hurt children and. Since then, a robust
school gate with a sophisticated locking system was installed in each school and the
schools were advised not to invite external people without an appropriately arranged
appointment. However, Mr. Suzuki suggested alternative ways of thinking where
human connections among the school community may enable an elimination of

strangers’ breaking in.

Mr. Suzuki: Conversely, when many adults are in the school, a
stranger may not slip in. ... When there are many adults
who know each other, the stranger would feel
uncomfortable, and even if he or she comes in, it would be
noticeable because of their strangeness. So, this is the
reverse of our ways of thinking, ... in order to ask for help
from the community. ... Although, of course school cannot

be fully open...

As teachers had perceived positive outcomes from inviting parents into the classroom,
the staff attitudes towards this practice started to change. Also, Mr. Suzuki said that
parents had started to comment on the positive changes in the school practices where
children felt more secure. Underlying this success was how he met the local

contextual needs and meaning-making.

Simultaneously, Mr. Suzuki also approached the parents and community to come into
the school through direct communication, as well as via the school home page or
social media. All visiting parents were encouraged to go into the classroom, which
usually surprised them. Accordingly, some teachers started delivering sessions which

was designed to encourage parents’ participation. Mr. Suzuki perceived that an
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increasing number of teachers would start internalising his ideas of creating a school

together and would be willing to actively participate with them.

Agency and the Creation of a Collective Practice

When talking about creating or making a school, Mr. Suzuki emphasized his
particular adherence to the phrase ‘each of us’ to make this school, not ‘all of us’. In
the Japanese language, the phrasal difference between these two expressions is the use
of a single particle of one syllable which is frequently used interchangeably. Now, the
difference between these two phrases was one of the elements he had learnt at School

A when he was the deputy.

Mr. Suzuki: When [ was in School A, as part of my discussion with
staff, I said, ‘all of us will make a school’. Then one of the
staff picked this up, saying that the phrase was not right. I
said, ‘why? Aren’t they the same? The teacher said, ‘no.’ ...
The idea was that when saying ‘all of us’, this means ‘all’.
But if you say ‘each of us’, that means ‘T myself makes this
school. Of importance is the sense that ‘I’ make this school.
... And this is how I feel I like the school. Therefore, I am
particular about this. I think that it is important that the
staff are able to think that this is my school (for success in
creating a culture which enhances teacher agency and a

collective practice).

His commitment has gradually been communicated with, and understood by, the
parents. Subsequently, he is delighted that the parent committees have started
working on changing their organization from a structure oriented conventional one to

their own original one focusing on benefit for the children.

Mr. Suzuki: The largest change that happened was in the parent
committee. They are now trying to draft a new structure

from scratch. This phrase was suggested by the committee
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members, ‘excitement, for the future, for our children’. ...
they are trying to move away from what used to happen....
In this sense, I'm excited about the parents’ changes - a
sense of creating a school. They have now started giving me
input, from their point of view, on how to encourage parent

participation. ...

He had also continuously been working to encourage teachers to be an agent for the
creation of a school. Since teacher agency has not been one of the traditional teacher
cultures in their context, Mr. Suzuki understood that he could not expect them all to
understand and act immediately. However, his comments reflect one of the most
important learnings from School A leadership. The key elements were the human

connections and delegation which would enable each teacher to enact their agency.

Mr. Suzuki: It’s about the ways of thinking that we are not alone.
We borrow everyone’s skills and power. Of course, I try to
verbally communicate this concept to staff, but of
importance is to act myself, I think. I ask for help for what I
cannot do. I delegate it. Such as, ‘counting on you with this
as I'm not good at it.” ... In this sense, I am deliberately

trying to put this concept into my own practice.

Again, it was not a matter of frameworks that support his leadership, but the
underlying values and his strong vision to create a school which is made by everyone

and for everyone.

Mr. Suzuki: Ultimately, it is about implementing it in the ways I
understand and can in order to create a school which is
made by everyone for everyone. Here in School B, the
teacher agency which was seen in School A cannot be
expected yet, so [ am trying to encourage the staff in this
direction. It is like, ‘let’s do this’, ‘let’s do this together’.

Therefore, I feel enlivened and enriched.
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The following comment from Mr. Suzuki, which was made at the end of the interview,

reinforces the concept that it was ‘not about the framework’.

Researcher: So, is it correct to say that it is not what is called

‘inclusive education’ that you are trying to achieve?

Mr. Suzuki: Correct [he made a big smile]. All I want is a school
for everyone. A school where all children and all adults feel
secure, and feel excited about coming to school, if possible.
The governmental or academic framework of inclusive

education doesn’t really mean much for my approach.

Section Summary

In School B, Mr. Suzuki focused on an internalisation of the values and visions in order
to create a school which was made by everyone for everyone. One of the strategies he
employed was opening up the classrooms within the school as well as to the
community. Several teachers demonstrated their understandings towards the positive
educational outcomes of this practice and started enacting their agentic actions
towards a creation of a school. One positive aspect Mr. Suzuki perceived was the
parent committee members’ understandings of such concepts. Mr. Suzuki

continuously worked on encouraging teacher agency by demonstrating it himself.

Personnel System

Personnel system

The background personnel system was that a teacher would be allocated to a school in
the district of the Prefectural Board of Education in which they had been employed.
The usual timespan for a classroom teacher was approximately seven years. That of
management personnel could be one to three years. With a recognition of the

advantages and disadvantages of this system, Mr. Suzuki’s basic standpoint was that
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they needed to somehow manage within it. Therefore, an implementation of visions

seemed to be a battle with time.

Mr. Suzuki: We never know how long we have at each school.
Therefore, each year is a contest. Even, each day is a fight.
It’s about what I can do each moment in the battle in front
of me. So, when I was appointed to this school, I thought
that [ would have three years, so I committed myself to do it
(a creation of a school for everyone), but I thought I really
have limited time. I really felt rushed. ... Since I like to

achieve what I aim for.

Mr. Suzuki also talked about a relatively new system where the principal might be able
to nominate up to two teachers in a two-year period who he would like to have.
Although only two, Mr. Suzuki said that he was willing to use this system especially

with a longer-term vision to create a school for everyone.
Researcher: Is this system still useful?

Mr. Suzuki: Yes, of course. Of course, if I don’t use it, it will be a
loss of possibilities. ... Yes, this is the principal’s job.

Personnel.

This comment suggests that Mr. Suzuki was seeing inclusion to be achievable even

within the unique employment conditions.

Impact on School Management
Mr. Suzuki mentioned that there would be an impact on the basic Japanese teacher
personnel system of school management, but his comment inferred that this was not

decisive and he believed that an implementation of his visions would be possible.

Researcher: Is there an influence on the basic Japanese personnel
system of school management where teachers keep moving

around?
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Mr. Suzuki: [ would say yes. I don’t think there are no impact from
it, but it’s not good for children if teachers are working
according to such a value system anyway. If a teacher has
one more year left of service, then the teacher will move
away in one year, but this doesn’t give a professional teacher
an excuse not to bring their best to the children. ... I feel
that, if a teacher has an attitude that she or he will be
moving soon so they won’t put in their best effort, that’s not
a professional work attitudes particularly where the child is
the subject of conversation anyway. So ultimately it is left

up to each teachers’ conscience, I think.

This comment infers that it was the teacher’s attitudes towards work, not the length of
service assigned, that he thought would be crucial. It was more about the quality of
the teacher who may contribute to an actualisation of his vision. This means that, in
Mr. Suzuki’s vision, the creation of a school for everyone would not require personnel
with special qualities. Moreover, of importance was the general professional attitude
of a teacher who would place children at the centre of conversations and bring their
best to support the children’s learning. The comment also shows how the influence of
their local context of the teachers’ ways of thinking and establishing human

connections could be oriented.

Within such a personnel system, Mr. Suzuki emphasised the importance of a
conscious acknowledgement of the classroom teachers’ daily efforts. Mr. Suzuki
asserted that such encouragement played a significant role in establishing human
relations with teachers. The acknowledgement did not include the staff’s

achievement, but also the process of a teacher’s detailed daily effort.

Mr. Suzuki: I have been trying to be mindful of each teacher’s
spontaneous actions and work detail, and acknowledge
them. ... Not only the results, but also the process as well. ...

By regularly communicating with the teachers like this, they
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feel secure in the sense that the principal has been watching
over them. ... This connection with teachers is of most
importance when I want to introduce something new to
them. ... It is about how well human connections have been

established with them. Yes. Daily acknowledgement.

During the course of this interview question, Mr. Suzuki talked about his aspirations
for the creation of a school. The key was a school where everyone regularly attends.
Although he acknowledged the recent conceptualisation of schooling where school
was not seen as the only place for children’s learning, Mr. Suzuki still believed that
there must be something that can be achieved at school and because of school. His
comment below shows a link to his beliefs where an optimal school culture among

teachers would filter down to children.

Mr. Suzuki: [ would like to make school into a place where children

feel fun, secure, and excited about coming to.

Researcher: How would you act on the teachers in order to achieve

that?

Mr. Suzuki: I believe that when staff feels excited, children will feel
excited about coming to school. In order to have staff
excited, they must have opportunities to bring their
strength into school management. ... I would like to make
such a team. And then, most importantly, delegate them.
Entrust them. Afterwards, acknowledge their effort, process
and the consequence, regardless of the results. It’s ok even if
the results are not optimal, as long as no harm is imposed
on children. Things can be redone any number of times.

So, I delegate and encourage them to act.
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Section Summary

Their unique personnel system could be one of the restricting factors for an
implementation of a value-based practice; however, Mr. Suzuki perceived that it was
not the system but each teacher’s positive attitudes towards working with children,
that would be decisive for a successful school management. One of the useful

strategies for an implementation of his approach within such a system was a regular

acknowledgement of teachers’ efforts, which assisted with an establishment of human

connections with them.

Two Teachers’ Perceptions of the Practitioner’s Approach

Overall

The two teachers commonly mentioned that overall, the school had been changing
positively through Mr. Suzuki’s approach. Although it was perceived that some
teachers had resistant attitudes towards Mr. Suzuki’s bringing changes too quickly,

more and more teachers now showed understandings of his approach.

Mr. Noda: I decided to apply for the position of deputy last year, ...
in the atmosphere where the school was going to change, ...
well, it was a recognition the school was getting better, and
I didn’t want that flow to be distorted (by someone else
coming here as the deputy). I also thought that I could

learn about his approach closely as well.

Mr. Yamada: At first, probably because, Mr. Suzuki came to this
school from outside and also made various changes to
school management, there was a kind of reaction from staff
such as ‘what is this all about? Yes. ... But, well, let me
think. There is one particular teacher who at first wasn’t
positive about Mr. Suzuki’s approach. This person altered

his attitudes probably almost 180 degrees and has recently
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been working cooperatively with Mr. Suzuki. By observing

such scenes, I feel ‘wow, a person can change.’

Despite not all staff being positive about Mr. Suzuki’s approach, teachers who were
open to new ideas and had a positive attitude towards learning had been perceived to

have changed.

Mr. Noda: It has been said that when there are ten percent of staff
who are on board, the school can be changed. So, at first,
there were three to four teachers who were on this side
including the principal, so I was thinking that it can be
possible to change the school. Now, the number has
increased, and we often talk about, such as ‘this person has

been changing.’

Along with many strategies Mr. Suzuki had implemented, his articulation of
het school vision was perceived by the two teachers as innovative and useful
to change the school culture. This was in contrast to the types of principal

who would just conform the existing school culture.

Researcher: What do you think about the influence of the public
school personnel system on the creation of this type of

school culture?

Mr. Noda: I think it depends on the personnel. The school may
change even within this system if the principal is a person
like Mr. Suzuki who articulates their visions clearly.

Otherwise, ... schools won’t change.

Articulation of the School Vision
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Centrality of Children’s Interests. One of the main themes identified by
both teachers was a humane approach where children were placed at the centre of
decision making. This was clearly articulated as the school vision. The two teachers
often mentioned that this idea ‘naturally settled into their educational philosophy’,
along with their perceptions of positive changes in the school culture and the

children’s achievement.

Mr. Noda: Mr. Suzuki always says, ‘let’s put the children in the

centre of the conversation.’

Mr. Noda said that through this viewpoint, managerial decision making became more
straightforward. Especially in a challenging decision-making situation where each
party’s interests’ conflict, this centralisation of children’s interests helps to clarify the

way.

Mr Noda also recognised how Mr Suzuki’s practice had been internalised within his
own practice through his own reaction to a ‘conventional’ practice. The story started
with a visitor coming for a planned meeting with the principal when a child was in the
principal’s room, escaping from his own classroom. The principal’s room in Japanese
schools usually serves both as the principal’s office and the only reception room in
schools; therefore, they are often formally furnished with leather sofas and a coffee
table. One of the teachers then approached Mr Noda saying that they should take the
child out of the principal’s room, which is a usual practice in Japanese schools. Some
additional information regarding the teacher was that she had taken the previous year
off for leave, and had just returned to work at the time of this episode. This was when
Mr Noda perceived a slight feeling of discomfort about the suggestion, because he had
automatically thought the meeting could be moved to another room. He then realised
that the child’s sense of security had come to be the priority for his decision making

through his experience with Mr Suzuki’s approach.

Mr. Noda: When I was asked, I instantly thought, well, the
principal could go to another room. ... The child is now

feeling comfortable in here. ... Because I was watching Mr.
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Suzuki’s practice last year... Then I realised that I had
internalised this way of thinking myself, which is something
normal for me and many others who have been working
with Mr. Suzuki, but not for teachers who’ve come from

outside.

Mr Noda also mentioned Mr Suzuki’s distance from the children, which he perceived
much closer than other principals he had known. This received a level of resistance by
the teachers because of their protectiveness at first, but eventually his connections

with the children had resulted in building trust with the teachers.

Mr Noda: The distance between him and the children is close. He
lets children into the principal’s office. Although there was
a strong resistance by the teachers to this at first. ... I
assume that the teachers didn’t like it when children
directly talked to the principal about the classroom
occurrences, especially about what they perceived as
negative. ... But this has changed positively. ... The
principal’s room has become the place where teachers call

in to ask for help if they are having problems.

Human Connections. Mr Suzuki’s vision for the teaching team was also
perceived to have brought a positive change. First of all, Mr Suzuki’s approach was

based on human connections and therefore could be trusted when issues arose.

Mr Yamada: Yes, he is about people. He is dependable. Last year
there were a few problems with my classroom management,
and I asked for advice several times... there is a secure
feeling that, at the end of the day, the management will help

us cope with any problem.

Mr Yamada perceived that Mr Suzuki’s approach had been encouraging the building of
human connections among teachers in various aspects of school management. This

included the arrangement of teaching teams and the layout of teachers’ desks in the
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staff room. In the staffroom of Japanese schools, each teacher is allocated their work
desk and these desks are usually arranged in an orderly way by following a broad
direction from the management. Mr Yamada perceived an increased number of

conversations after Mr Suzuki’s arrangement for the year.

Mr Yamada: He is approaching it from various directions, such as
the teachers’ desk layout in the staffroom. ... Last year .. was
random. Now, there are blocks of the year 1 and 2 teachers,
that of year 3 and 4, and that of year 5 and 6. And this has
been naturally fostering conversation. ... one of the veteran
teachers was very impressed with it after observing such

scenes.

Mr Suzuki’s humane approach also influenced Mr Noda’s ways of thinking about being

a teacher and how to connect with the parents. He used to think that he had a strong

sense of being a ‘teacher’, therefore his connections with parents were more

functional. This had changed through working with Mr Suzuki.

Mr Noda: Well, we are human after all. .. each of us. The parents
used to come to me as a ‘teacher’, but by me changing my

stance, they started connecting to me as a person.

Opening Up the Classroom

One of Mr Suzuki’s first foci to create a secure environment for children as well as

teachers was opening up the classroom. The two teachers’ comments demonstrated

the changes that had occurred in the school culture. At first, there was an atmosphere

in which teachers would feel uncomfortable with their class being seen by others.

However, this had gradually changed for the better.

Mr Noda: At first, being seen from the outside or people coming
into the classroom, I wouldn'’t like that if I was the class
teacher. ... Someone is staring into the classroom from the
corridor. ... ‘Who is this person?’ kind of. ... So, this is one of

the aspects that staff’'s conscience has modified.
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Through such experiences of the classroom being openly observed, the teachers also
perceived the support from Mr Suzuki. Teachers’ comments infer Mr Suzuki’s
intention to create a supportive culture where teachers would feel secure, by having
them open up the classroom. Together with their sharing of information which
followed Mr Suzuki’s approach of opening up the classroom, teachers started feeling

comfortable about asking for help.

Mr Yamada: Here, we know that we can ask for help [telephone

gesture].

Researcher: Where has the atmosphere that you can call for help

come from?

Mr Yamada: Mr Suzuki’s constant input that we should call for a
help when needed, and actually he gives us a hand. Well, it
didn’t sound realistic when we were directly being told to
call for a help, you know, I didn’t feel right at first. But by
watching other teachers actually doing that, it made me

think that ‘well, it is really ok to call for a help’.

Relational practice
The themes of the centralisation of children, opening up the classroom and sharing
information were all interrelated to gradually form a school culture where children

would feel secure.

Another theme the two teachers commonly mentioned as one of their largest gains
from Mr. Suzuki’s approach was his idea of all children being taken care of by all staff,
through working collaboratively towards better educational outcomes. The two
teachers perceived that this approach had supported children who may struggle in one

place such as their classroom.

Mr. Noda: I myself went to support the children. A child who was
in my class when he was year five two years ago, was in year

six last year, and was still struggling going into the
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classroom. ... Thanks to this shared idea of all children
being cared for by all staff, ... it was good that I was able to

support these children outside their classroom.

In addition, the principal’s room had become a place for those children to take refuge.
Opening up the principal’s room resulted in more children coming and talking
comfortably with the principal and sharing their school life. Therefore, it was natural
that the principal’s room became a place for some children who found difficulties in
their classroom to come for shelter. The two teachers perceived that these ‘little’
things had saved some children who had trouble adjusting to a one size fit all

curriculum.

Mr. Noda: Now, more children are able to come to school
regularly - among those who used to be categorised in ‘non-

attendance at school’.

Section Summary

Overall, Mr Suzuki’s approach was perceived by the two teachers to have brought a
positive change to their school culture. Centralisation of children’s interest based on a
humane approach had been internalised within the school culture. Mr Suzuki’s
approach had also encouraged the establishment of the teachers’ human connections
which had also contributed to the creation of a more humane atmosphere. Mr
Suzuki’s approach of opening up the classroom was perceived to have fostered among
teachers the culture where they could ask for help, and therefore feel more secure.
The two teachers perceived that all these approaches were interrelated and had

gradually been creating a relational practice where children felt secure.
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Discussion

This chapter presents an interpretation of the current research findings in relation to
the larger framework of existing research in the field of inclusive education. It also
considers the implications and possible contributions of the research findings to the

development of education policy and practice.

The three underlying elements identified throughout the findings in relation to the

implementation of inclusive education approaches were:

e arelational practice which sees inclusion as a principles approach;
e a collective discursive practice where teacher agency was valued and secured;
and

e practitioners’ local meaning making.

The discussion framework is informed by a social constructionism research paradigm
which sees social reality as constructed through human interactions, therefore

relative.

Bridging the Meaning

The findings suggest that participants’ experience of this school practice was an
‘alternative’ approach to education for them, rather than being ‘inclusive’ since they
were not familiar with the internationally defined concepts of inclusive education.
However, an overlap between their practice and international definitions has also been

identified in the findings.

The current research findings suggest participant teachers’ rather negative reactions to
the term and concept of inclusive education. This is consistent with Sharma and
colleagues’ (2016) reporting that a top-down installation of ‘inclusive education’ tends
to be perceived as “foreign ideas” (p. 401) and brings with it, a level of resistance.
Along similar lines, Angelides (2012) points out that an insight into local meaning
making was one of the enabling factors for successful inclusive education
implementation. The implications for the current research are two-fold. One is the

importance of respect for the local practitioners’ meaning making. The other is a
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sensible bridging between the local practice and internationally defined concepts
throughout the research process. A deeper exploration of the essence of the
participants’ local practice through such methodology may generate an understanding

which informs practices in a wider context.

Therefore, this chapter endeavours to ‘bridge the meanings’ between the participant
teachers’ understandings of their practice and the broad framework of inclusive
education in international literature. This methodological stance is chosen for the
purpose of a careful elucidation of the participants’ local meaning making process,
through a researcher stance of being relatively inclined to subjectivism as discussed in

the methodology chapter.

Research Question 1

e How did the practitioner experience an inclusive education approach in school

A, and how were his beliefs constructed through this experience?

The Practitioner’s Experience of School A practice

This section will explore how the principal practitioner Mr. Suzuki experienced an
inclusive education approach in School A. Discussion will be developed in three levels
with respect to a larger framework of existing research, which are the paradigm, values
and practice. Namely, social models of disability; underlying values; and all children’s

meaningful participation, respectively.

Social Models of Disability: Removal of Barriers. One of the key elements
of School A practice is the identification of barriers through the eyes of many adults’
and the removal of them through the relentless effort of the staff. The fundamental

concept of this practice appears to align with social models of disability which underly
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Ainscow and his colleagues’ (2006) conceptualisation of inclusion as a principled

approach to education and society.

The distinctiveness of Ainscow and his colleagues’ (2006) conceptualisation of
inclusive education is the paradigm shift from individual models of disability to that of
social models (Messiou, 2017). This means that a focus is placed on identifying and
removing the barriers imposed by society (Ainscow et al., 2006; Slee, 2019), instead of
a physical integration of all children or a particular attention to specific disabilities. In
the current findings, Mr Suzuki’s description of School A practice suggests that the
whole school worked cooperatively to remove the restricting factors for all children to
attend school regularly. The restricting factors point to their conventional practice
where functional human relationships were dominant within their sociological context
and therefore a level of exclusionary practice was tolerated. Along with the resulting
regular attendance of all children at school in the mainstream classrooms, this

suggests that the School A approach embodied the social models of disability.

Underlying Values: Human Connections. In defining inclusion, Ainscow et
al. (2006) articulate the values that are needed to guide practice. Values inform
pedagogical actions; therefore, identification and articulation of underlying values are
vital in a school when deciding their concept of inclusive education. Articulation of

values also directs discussion to the aims of education.

One of the values Ainscow et al. (2006) suggests is sustainability which sees the aim of
education as preparing children for living in the community and environment. This is,
in other words, a centralisation of humane connections with others and with the

education environment; in contrast to an excessive focus on subject.

The findings suggest that School A practice centralised a humane approach when
establishing the school culture. It was respect and care for others which created an
environment where teachers and children all mutually supported each other. This
indicates that the values that underpinned School A practice also align with one of the

values of sustainability articulated in Ainscow et al. (2006).
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Figure 1: Bridging the meanings: School A practice and Inclusive education practice
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All Children’s Meaningful Participation. In practical terms, Ainscow et al.
(2006) elucidated the characteristics of an inclusive approach as all children’s
“presence, participation and achievement. (p. 25)”. Participation here concerns active
and collaborative learning across all school life based on mutual human connections
(Black-Hawkins, 2010). In order to achieve this, it inevitably involves a transformation
of the whole school culture (Messiou, 2017). In addition, this is unavoidably a process

which is always “on the move” (Ainscow et al., 2006, p. 25).

The findings suggest that the School A practice concentrated on all children’s
meaningful participation in their school life. This is evident from Mr Suzuki’s
comment about children’s connectedness with peers and adults across all school
activities; their sensitivity towards others’ needs and peer support; all children’s
regular attendance at school in the mainstream classrooms; and their positively
motivated attitudes towards their lives and agentic actions. This was achieved
through the whole school’s continual effort to respond to all children’s needs from

various angles.

Figure 1 shows how School A practice aligns with the definition and conceptualisation

of inclusive education in international literature.

Summary. This suggests that Mr. Suzuki’s experience of School A practice is
compatible with Ainscow and colleagues’ (2006) definition of inclusive education. An
interesting fact is that they were not guided by the concept of inclusive education
discussed in international literature, but developed their own practice within the
available resources. Fundamentally, this was a relational practice which centralised

human relations.

The Practitioner’s Construction of Inclusive Beliefs

The findings suggest that Mr. Suzuki’s knowledge construction evolved around his

understandings as a teacher of local contexts and his meaning making of them. This

85



section will look into the three themes identified from Mr. Suzuki’s construction of
inclusive beliefs. They were identification of barriers; removal of barriers; and a

humane approach.

Identified Barriers. The findings indicate there were barriers that had been
socially created. Two dimensions identified are the barriers for children, and those for
teachers. Underlying this is a sense of insecurity experienced by the children as well

as the teachers.

Barriers for Children. The findings show that there were a certain number of
children in their context who experienced difficulties in adjusting themselves to the
education system. The children’s conditions were complex and intertwined with the
system framework, sociological influences, and their unique individual characteristics.
This created a ‘grey zone’ where children tended to be categorised as having
difficulties regardless whether they had neurodevelopmental disorders or a diagnosis.

Accordingly, these children were at risk of future marginalisation or exclusion.

International research suggests possible causes for the categorisation of children and
its associated exclusionary practices. From the viewpoint of neoliberal hegemony, this
includes a justification for prioritising most, not all, children’s higher academic
achievement through a numerical measurement for children’s achievement (Davies &
Bansel, 2007; Mayo, 2015; Olssen & Peters, 2005; Rutherford, 2016). Further,
researchers assert that the accountability pressures have created more functional
teaching structures and affected teacher-child relationships (Fielding, 2012;
Hargreaves, 1998; MacMurray, 2012; Skinner et al., 2021). As a result, a framework

where exclusionary practices are legitimised, has been created.

Whereas, from the phenomenological viewpoint, Bourdieu and Passeron (1990) argue
that children whose habitus is different from that of the dominant classes tend to be

excluded throughout their educational experiences. This is attributed to the
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legitimised practices posed by the dominant cultural capital, and Bourdieu and
Passeron assert that this is a violation of habitus of children from subjugated groups.
In Japanese public schools, children from a range of socio-cultural and socio-economic
backgrounds learn in the same classroom, with the same curriculum. The curriculum
is informed by governmental guidelines that use the language of dominant cultural
groups in society. Consequently, children from families in the cultural minority or
with lower socio-economic status could experience underachievement or drop out of

the education system.

It appears that there is a level of alignment between the international literature and
the current study. In addition, the current findings suggest a psychological pressure
which may cause a number of children to be excluded from school practice. Mr.
Suzuki’s understanding of the children’s feeling of insecurity at school could be
interpreted as being caused by the contextual factors which posed psychological
pressures on them. The contextual factors point to the school and societies
expectations and the sociological structure. Once fear or doubt is associated with
their perceptions of schooling, children may understandably choose not to attend

school.

Regarding children’s perceptions of exclusion, Hargreaves and her colleagues (2012)
report students’ feeling undermined because of the teaching methods for ‘effective’
teaching such as attainment grouping, which could reduce students’ achievement.
Carrington and MacArthur (2013) emphasise notions of social exclusion where
children experience demoralization. However, little has been reported in the inclusive
education literature about the psychological pressures which may impact on children’s
meaningful schooling. The current findings may suggest this as a further area for

investigation.

Barriers for Teachers. The findings suggest the pressure on the teachers may
have restricted inclusive approaches to their conventional practice. This includes
pressure for individual performance and competency; standard teaching approaches

where teachers’ autonomous actions are restricted; as well as little support for the
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negotiation of teachers’ professional identity. As a result, teachers developed
defensive attitudes which were associated with fear of failure. This suggests a level of
alignment with international literature which argues the impact of neoliberal priorities

in education (Ball, 2003; Lasky, 2005, Hart, 1998).

One of the practitioners mentioned a descendent hierarchy of the occupational values
between teaching in regular classrooms and teaching in special classrooms. This may
be a reflection of their societal perceptions which has been created through their
history of dual regular and special classroom system (Forlin et al., 2014). This teacher
mindset of regular school/classroom teachers being superior to special
school/classroom teachers could have created a barrier for teachers to be openly share
their experiences with children’s challenging behaviours in the classroom, and

possibly therefore restricting the possibility for a more inclusive approach.

Another possible barrier may be the Japanese society’s conceptualisation of inclusive
education which stays on a physical placement of children with disability into
mainstream schools (Forlin et al., 2014). All the practitioners mentioned that they
were not knowledgeable of the concept of inclusive education apart from the notion of
including children with disability into mainstream schools. International literature
suggests that inclusion should be seen as a principled approach to education and
society, in order to achieve an inclusive approach (Ainscow et al., 2006). This implies
that the governmental guideline which still mainly focused on children with

disabilities, may need a scrutiny to promote a more inclusive approach in their society.

Removing Barriers. Mr Suzuki’s comment indicates that School A inclusive
practice was achieved through removal of the barriers faced by children and teachers.
The consequence was a secure environment for children, and adults. Underlying this
practice was a humane approach. The following sections will discuss how these

practices were achieved, in relation to international research findings.
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Secure Environment for Children. The two main practices which appear to
have created a secure environment for children were centralised human connections,
and the whole school approach where all teachers attended to all children’s needs.
These practices appear to have removed psychological pressures from the children,

and consequently enabled the regular attendance of all children at school.

By centralising human connections, School A achieved a classroom practice which
initially looked chaotic, but where all children had a place to be themselves. This
appears to have been deeply interrelated with the adults’ practice based on personal
relationships. As a result, their practice provided children with a space to establish
human personal relations, and to foster a sensitivity to others’ needs; therefore, they

all felt secure.

Macmurray (1964, 2012) discusses the importance of freedom and equity in personal
relationships which he asserted, should be centralised in education. Freedom here
could be associated with enough space for children to ‘think’, instead of obey (Pring,
2012). Equity may be understood as unbiased human relations where each individual
is seen as a valuable contributor to the school community (Black-Hawkins, 2010).
Such an environment is assumed to provide children with the opportunity to follow
their emotions to work out how to establish genuine human connections with others.
Emotion here points to the children’s ability to sense the quality of the objects or
matters they deal with continuously (Macmurray, 2012). Considering how societal
values are transmitted to younger generations by absorbing the social practice of
adults (Bourdieu, 1993), equity in relationships is assumed to be achieved in an
environment where adults’ practice embodies acceptance and respect for others. With
all human relationships being based on mutual respect and acceptance, school may

become a secure place for all children.

The current findings support this with the creation of a secure environment where all
children would feel comfortable to be themselves, through the centralisation of their

ability to establish personal relationships.
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Another enabling element of School A practice Mr. Suzuki perceived was the strategy
where all staff were involved in all children’s school life to meet the needs of each
child. Two components have been identified. One is about identifying the children’s
needs through more than one set of eyes; and the other is ensuring their sense of

security by ensuring that more than one adult understands each child.

Bourdieu and Passeron (1990) point out that children from dominated classes tend to
achieve lower or drop out because their habitus is not congruent with that of the
dominant classes’. Since educational practice is tuned to the dominant classes’ ways
of meaning making, the experience of children from dominated classes could
unconsciously be ignored. Agbenyega and Sharma (2014) argue that the needs of
children from different cultural capital may be met through the involvement of a
variety of adults in educational experiences so they can contribute to decision making.
This implies an increased level of possibilities for the identification of each child’s
needs using the strategy of involving many adults in the children’s learning at school.
School A practice’s success in removing the barriers might have been possible because

of the more thorough identification of children’s different needs.

In relation to ensuring children feel secure, Mr. Suzuki mentioned that it was the
school practice for someone to always be available in the school as a safe guard for
children. He emphasised the importance of this especially for the ones who struggled
with some aspects of school life and felt the need to ‘run away’ from the classroom.
Macmurray (2012) emphasises the importance of trusting human connections between
the teacher and each child so the children feel secure to share their struggles. School
A practice can be interpreted as a practice where having many adults establish
personal relationships with different types of children, increased the possibilities for
each child to have the space to share their struggles. An important note is that this
was possible because of the school culture where information was safely shared among

the teachers.

Secure Environment for Teachers. The findings suggest that School A

practice also removed the barriers for teachers, which then creating a secure
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environment for them to work in. This was brought about through the teachers’
acceptance of the limitations of an individual teacher’s ability. Therefore, they
demonstrated a more accepting attitudes towards the struggle of other teachers’ and
were willing to help each other. This could be where teacher pressures for individual
performance (Ball, 2003) were removed. Another factor identified was a fail-free

environment.

International research suggests that teachers’ autonomous actions can be impeded by
their sense of fear and insecurity (Chen, 2016; Eteldpelto & Lahti, 2008; Latta, 2005).
In addition, failure tends to be associated with blame in the context where
accountability pressures create a functional work relationship (Ball, 2003). In such
contexts, an environment where failure is not attributed to individuals has been
suggested as a support for teachers’ emotional well-being (Douglas, 1992; Hargreaves,
1998). The current findings suggest that teachers felt secure in an environment where
their experiences including failure could be shared safely. Consequently, this enabled
all teachers to help each other with their own learning and identity negotiation, in

order to support all children’s learning at school.

Humane Approach. Mr. Suzuki identified human connections as one of the
fundamental elements at the foundation of School A’s practice. A commonality is
found in Macmurry’s priorities in education (1964, 2012). Macmurry, from his
relational conceptualisation of human beings as residents of a community, asserts that
human connections are fundamental to education. He also discusses the human
connections of adults’ which filter down to children and then guides all school
activities. Recent research also suggests trusting and reciprocal human relationships
to be one of the enabling factors for inclusive education approaches (Carrington &
MacArthur, 2013). Having a humane learning environment has also been reported in
empirical research as a success factor for the creation of an inclusive culture (Swann et
al., 2012). Collectively, a humane approach to education is assumed to be one of the
elements which align with the inclusive values of sustainability suggested in Ainscow

et al. (2006).

Figure 2 shows School A practice’s identification and removal of barriers in the ways of
their local meaning making.
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Summary. Mr. Suzuki’s understanding of the enabling elements of School A
practice appears to be supported to an extent by existing international research. A
sense of security for children and teachers could be a dimension of inclusion that is

not yet thoroughly described in the research.

Leadership Learning. Mr. Suzuki understood that the core factor sustaining
School A practice was the underlying values and the clear school visions in his
leadership practice. His principalship started with a struggle as he tried to fit into the
framework already set by the former principal, and in this, he failed. The solution to
this situation was his delegation of tasks and responsibilities where Mr. Suzuki
activated staff and enhanced their agency. Consequently, the whole school culture
started moving towards their actualisation of the school’s vision and a sustainable,

dynamic community of practice which was always on the move.

The following subsections will look at these components separately in order to identify
an alignment with the existing international research findings. Namely, value-led
leadership; delegation; motivation; teacher agency; and emotional aspects. At the end,

the interrelations between these components will be discussed.

Value-Led Leadership. Value-led leadership models have often been
suggested in research literature as one of the core elements to guide school culture
transformation into a more inclusive one (Agbenyega & Sharma, 2014; Ainscow &
Sandill, 2010; Higham & Booth, 2018; Swann et al., 2012). Mr. Suzuki’s construction of
knowledge about his value-led leadership style came from an activation of a whole
school culture. This occurred through enhanced teacher agency as a result of his
delegation of tasks and responsibilities to the staff who had internalised the shared
school vision. This means that it was the underlying values and school vision that
brought about the successful creation of an inclusive community of practice, not his

specific personal qualities. This aligns with Higham and Booth’s (2018) research
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findings which assert that collectively set core values should be regarded as the
leadership approach for a more successful value-based school transformation, not the
personal visions of a charismatic leader. In contrast to personal authority led
leadership, which could be associated with a sense of insecurity and anxiety (Ball,
2003), value-led leadership may be associated with a higher sense of security for

teachers.

Delegation. Research suggests two broadly defined positive outcomes of
distributed authority. One is an empowerment of the staff (Agbenyega & Sharma,
2014; Ainscow & Sandill, 2010; Swann et al., 2012), the other is an increase of the head’s
control - in other words, an increase of the possibility across the school for innovative
changes (Higham & Booth, 2018; Leithwood et al., 2020). For both aspects, the
existence of a clear leadership vision to lead such practices is asserted to be of
importance especially in inclusive education contexts (Higham & Booth, 2018; Swann

et al., 2012).

Higham and Booth (2018) further support this with their research findings that it also
increases teachers’ sense of ‘collective responsibility’ through a delegation of decision-
making authorities. In the current research, Mr. Suzuki mentioned that distribution
of responsibilities had activated the staff’s active participation in school activities.
Together with Mr. Suzuki’s idea of utilisation of various people’s skills for an increase
of the school capacity, the current research findings appear to support Higham and

Booth’s contention.

Mr. Suzuki understood that his delegation of tasks and responsibilities enabled the
staff’s sense of importance where they actively influenced positive educational
outcomes. This resulted in encouraging staff to present innovative ideas and make
value-based decisions. This suggests a level of consistency with existing research
findings where the distribution of authority is assumed to empower teachers
(Agbenyega & Sharma, 2014; Ainscow & Sandill, 2010; Swann et al., 2012). Mr. Suzuki

emphasised that a prerequisite for successful delegation is a secure environment for
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the staff. The prerequisite for this empowerment leads the discussion to teacher

motivation.

Motivation. Motivation is interrelated with teachers’ actions through
distributed responsibilities (Fernet et al., 2016; Thoonen et al., 2o11). Different areas of
research provide related indicators. The motivation which is derived from teachers’
internal aspirations to achieve the objectives is often associated with their work
commitment (Fernet et al., 2016). Lasky (2005) reports that teachers tend to be
internally motivated when they are allowed to enact agency by following their
pedagogical beliefs which then centralises human relations. Further, the teachers’
internalised school vision is assumed to bring about an interrelated cycle of their sense

of power, commitment, responsibility and motivation (Thoonen et al., 2011).

The current research findings suggest a possible synthesis of existing research. Mr.
Suzuki’s understanding and distribution of responsibilities created a staff dynamic
where staff were empowered to bring innovative ideas. The internalised school vision
which guided their practice also motivated them towards a commitment to school

transformation. This motivation underpinned their agentic actions.

Secure Meaning Negotiation. Ainscow (2005) suggests that creating an
inclusive community of practice involves a process of shared meaning making and the
establishment of a common language. This process is especially important when
supporting teachers’ meaning negotiation in the context where different discourses
are dominant (Ainscow & Sandill, 2010; Angelides, 2011; DeMatthews, 2020; Hart et al.,
2007; Higham & Booth, 2018). In the current research, Mr. Suzuki described actively
supporting his staff’'s meaning making within a community of practice. The two
teachers’ comments also show how Mr Suzuki’s approach had been securely

internalised through the establishment of a community of practice.

Mr. Suzuki’s emphasis on empathy and care for each other in this process so the staff

would feel secure, may add to the existing knowledge. Furthermore, in such an
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environment, staff including Mr. Suzuki developed confidence that they could handle
any issues together. Underlying this was the notion of trusting human connections.
This may be supported by Macmurray’s (2012) contention which sees adults’
establishment of personal relations as a prerequisite for a school to be a community

where all school related issues can be handled with confidence.

Teacher Agency. Another aspect identified in Mr. Suzuki’s knowledge
construction of leadership practice is teacher agency. From the viewpoint where
teachers are the agent for positive educational change, an insight and investigation
into this aspect would be of significant importance (Chen, 2016; Lasky, 2005). In this
discussion, teacher agency is conceptualised as an action based on individual factors
which acknowledges the strong impact of the social contexts and dominant discourses

(Eteldpelto et al., 2013; Lasky, 2005).

Mr Suzuki mentioned several times, School A staff’s sense of ownership which
denoted a strong awareness of being an agent in creating the school. He understood
that this was one of the decisive elements for the success of School A’s practice. The
staffs’ enactment of agency was encouraged and supported by an environment where
their voices and actions were valued and acknowledged. As a result, teachers became
energetic to bring creative ideas for the school transformation. This is consistent with
one of the prerequisites for an optimal platform for teacher agency suggested in

existing research (Alasoini, 2011; Eteldpelto, & Lahti, 2008; Vdhdsantanen et al., 2017).

In addition, the current research findings suggest that teacher agency is further
enhanced by the school’s collective discursive practice. This is a practice where each
staff’s active enactment of their agency created a culture where their further agentic
actions were encouraged. Moreover, such collective dispositions allowed mutual
dialogues across the staff hierarchy. This enabled staff to deliver their innovative ideas
across the school, and eventually increase the school capacity to meet children’s
diverse needs. This is consistent with Paloniemi and Collin’s (2012) report of the
impact of discursive collective practices which support individuals’ agentic acts, that

may renegotiate the power relations within an organisational hierarchy.
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Further, international research argues the importance of a strong vision in leadership
practice to support the establishment of such discursive collective actions (Paloniemi

& Collin, 2012; Swann et al, 2012). The current findings also support this.

Figure 3 shows the School A value-led leadership model and the interrelations

between delegation, motivation, and teacher agency.
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Figure 3: School A value-led leadership model and the interrelations between
delegation, motivation, and teacher agency

y

Summary. The components identified for successful leadership to sustain
School A practice are value-led leadership, delegation, motivation, teacher agency and
secure meaning making. These elements interconnected to eventually increase the
school capacity. The concept of teachers’ sense of security and teacher agency may

add to the existing understanding of inclusion.
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Section Summary. Mr. Suzuki’s understandings of the success elements of
School A practice were based on his knowledge of the local context. The local context
appears to be similar to some extent to that of international research which reports
the impact of neoliberal priorities on further exclusion of children. Mr. Suzuki’s
comprehension of enabling elements for all children’s meaningful schooling in regular
classrooms concentrated on the children’s sense of security through established
human connections. His leadership learning identified teachers’ sense of security and
teacher agency as the core elements for successful practice to sustain the culture of
School A. The school culture which allowed a negotiation of the traditional power

relationship brought about an increased school capacity to meet the diverse needs of

the children.

Research Question 2

e How did the practitioner implement an inclusive education approach in school

B and how were his practices perceived by the two teachers?

The current research findings suggest that it was a value-based transformational
leadership model that Mr. Suzuki implemented in School B. Although the knowledge
he had constructed through his School A experiences played a central role, the
implementation of the leadership practice in School B was dissimilar to that in School
A because School B staff were not familiar with the inclusive education approach. This
section will explore, in relation to international research findings, Mr. Suzuki’s
implementation of his approach in this school which had retained characteristics of
conventional practice. The two main themes are value-based transformational

leadership, and opening up the school.

Two School B teachers’ perceptions of Mr. Suzuki’s practice will be integrated into

each section.
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Value-Led Transformational Leadership

Articulation of School Vision. Mr. Suzuki’s articulation of the school vision
showed his commitment to work on transforming the school culture towards a child-
centred one with a humane approach as an underlying value. In other words, he
aimed to create a foundation of shared values, instead of modifying the physical
arrangement of the support classroom or imposing a framework of an ‘inclusive
education’. As a result, several staff who agreed that this would be a better way to
approach children and education started implementing their agentic actions which
aligned with the school vision. There is a consensus in the international literature
which asserts that an articulation of school’s values and vision are crucial in achieving
a school transformation. From the viewpoint where inclusion is about challenging the
existing social norms and conventions (Agbenyega & Sharma, 2014; Ainscow & Sandill,
2010; Higham & Booth, 2018; Swann et al., 2012). In addition, empirical research
suggests the potential of such leadership practice to empower teachers to make
transformative choices (Swann et al., 2012). Together, Mr. Suzuki’ leadership practice

aligns with the value-based leadership suggested in international literature.

Centralisation of Children’s interests. The central theme of Mr. Suzuki’s
School B practice was ‘children to be the subject (of conversations)’. Along with the
other objectives he articulated, this highlights the underlying values of humanity
(Macmurray, 1964, 2012). The centrality of humanity and prioritization of children’s
interests in education is also suggested by Dewey (1910 as cited in Pring, 2012). This
underlying value also aligns with that of Ainscow and his colleagues’ (2006)

conceptualization of inclusion as a principled approach to education and society.

The two teachers commented that this concept of a humane approach ‘naturally
settled into their educational beliefs’. This could be supported by existing research
findings where teachers tend to successfully negotiate their professional identity when
their teaching practice is grounded in pedagogical beliefs based on a humane

approach (Lasky, 2005; Vdhdsantanen, 2015).
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Mr Noda also talked about how this practice was internalised in his ways of thinking
and in the general school practice through his perceptions of the conventional
practice displayed by a teacher who was unfamiliar with Mr Suzuki’s practice.
Ainscow (2005) argues that an enabling factor for inclusive practice involves a process
of communal meaning negotiation among the staff who are engaged in the
achievement of the shared school vision. In addition, an empirical study reports that
the leader’s value-based support and inspiration for teachers brought about their
internalisation of the school vision, resulting in successful school transformation
(Swann et al., 2012). It could also be said that Mr Suzuki’s leadership practice had

provided a level of transformational impact on School B practice.

Humane Approach to Teacher Support. Another aspect of Mr. Suzuki’s
practice Mr. Yamada mentioned was human connections. Mr. Yamada’s comment
displays his sense of trust towards Mr. Suzuki and subsequent sense of security at
work. Also, he perceived a secure atmosphere in the staffroom, which was created
through the human connections among the staff which Mr. Suzuki indirectly
established. This suggests that Mr. Suzuki’s practice was perceived to have a level of

success in supporting the staffs’ sense of security.

Transformational Leadership: Fostering Agency. Mr. Suzuki focused on
raising the staffs’ level of consciousness that they had the agency to create a school for
everyone to feel secure. He did this by his delegation of tasks and responsibility.
Since this was dissimilar to the practices most teachers had experienced, Mr. Suzuki
consciously encouraged staff’s autonomous actions. This shows an alignment with a
transformational leadership model where leaders actively inspire and motivate staff to
shift the organisational practice. This has been suggested as one of the crucial factors
for the creation of an inclusive community of practice (Agbenyega & Sharma, 2014;

Gumus et al., 2018; Higham & Booth, 2018).

In his comment about his School B leadership practice, Mr. Suzuki emphasized the

use of the phrase ‘each of us’ instead of ‘all of us’ to create a school. By this, he meant
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the importance of the staffs’ strong sense of agency where each one of them felt that T’
am making this school. This was a sense which was unfamiliar to most teachers at
School B. International research suggests that teachers’ sense of power to influence
positive organisational outcomes tends to decrease in the culture where their agentic
actions are not supported (Chen, 2016; Eteldapelto & Lahti, 2008; Latta, 2005). Mr.
Suzuki’s emphasis on teacher agency in the current study supports this by showing a

teaching culture where teachers sense of agency had been diminished.

With the purpose of creating a staff culture with enhanced teacher agency in School B,
Mr. Suzuki focused on the delegation of tasks with the underlying value of a humane
approach. He felt that this resulted in an increased number of staff bringing
innovative ideas to school activities. An implication is the potential of leadership
practice to bring about successful transformation through enhanced teacher agency.
One of the key elements could be a culture where each staff member is affirmed as an

individual and their voices and actions acknowledged.

Opening Up the School

One of the first strategies Mr. Suzuki implemented to bring a secure environment for
children in School B was opening up the school. This was aimed to remove the
barriers (Ainscow et al, 2006; Slee, 2019), brought about by the closed arrangement of
the classroom. Mr. Suzuki perceived that the closed classroom was a place where

some children could feel insecure, and also teachers could become over protective.

The two participant teachers commented that this strategy created a culture where
teachers felt safe to ask for help. Another gain the two teachers recognised with this
strategy was the underlying idea that all staff could take care of all children. The two
teachers perceived that Mr. Suzuki’s approach had provided more space for children

who struggled with learning in the classroom.

In addition, Mr. Suzuki also attempted to involve parents and the community in
School B’s practice. Through an increase in conversations with the parents, Mr.

Suzuki saw positive changes in the parents’ ways of thinking about creating a school
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together. Existing literature suggests an involvement of all stakeholders in decision-
making is one of the crucial factors for successful school transformation towards a
more inclusive one (Agbenyega & Sharma, 2014; Booth & Ainscow, 2007; Slee, 2019).
Although it was not yet the stage to involve the parents in major decision making at
the time of the interview, it could be said that the direction he was heading in is

positively supported by the current international literature.

Section Summary

To summarise, Mr. Suzuki implemented his approach at School B with an aim to
create a school where all children could regularly attend and receive meaningful
learning. The strategies used were removing barriers which may have restricted
secure schooling for all children, and an articulation of a clear vision with an
underlying focus on humanity. His approach appears to align with Ainscow and his
colleagues’ (2006) conceptualization of inclusion as a principled approach, with a
focus on all children. Together with the two teachers’ positive perceptions of this
practice, the current findings may provide a practical example of inclusive education

as “everyone’s business” (Slee, 2019).

Research Question 3
e From the Principal’s perspective:

o What influence does their teaching culture have on the implementation of

an inclusive education approach?

o What influence does the personnel appointment system in Japan have on

the implementation of an inclusive education approach?

Teaching Culture and Personnel System
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From the participants’ comment, it was seen that their teaching culture and personnel

system were interrelated to some extent.

Participant teachers described a culture in which they were able to work according to
their pedagogical standpoint. One of the attributes to this could be the personnel
system where teachers were regularly relocated to different schools with different
management which could impose different value systems. With their understanding
and experiences in this system, teachers tended to take a relatively neutral position to
each school’s visions. This is dissimilar to where teachers are employed by individual
schools and teachers’ work performance, and the management’s evaluation of it, may
influence securing employment. This is often seen in the global school reform context

(Ball, 2003).

Other features of their teaching culture identified through the participants’ comments
was a culture where communal actions tended to be prioritised over that of
individuals, and people’s dispositions of being hard on themselves in relation to
socially imposed norms which could have resulted in modest, protective attitudes

towards their work in the school community.

Together with the conventional practice which was implemented in many local
schools as described by the participant teachers, an implementation of inclusive
education approaches or transformation of the school culture is assumed to involve a

certain level of difficulty.

The Practitioner’s Perceptions

Despite such background conditions, Mr. Suzuki’s perceptions towards the
implementation of his approach were relatively positive. One aspect identified was his
acceptance of a system where there was little that the local practitioners could do to
influence it. Another aspect identified was that this was the social reality in which he

had established his pedagogical beliefs; therefore, he had little desire to explore
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alternative systems. In addition, an encouraging notion was that he had experienced

the School A practice within this system.

It has been internationally reported that inclusive practice is not about a special
division of an educational system, but a concept which should be embodied in the
general schooling system using available resources in their own context (Ainscow &
Sandill, 2010; Black-Hawkins, 2010; Miles & Singal, 2010; Slee, 2019; UNESCO, 1994,
2006). Mr Suzuki’s standpoint appears to align with this. Furthermore, among the
international contexts where inclusive education visions tend to be seen as impossible
because of the scarcity of empirical research (Géransson & Nilholm; 2014), the current
research findings may add a significant information to existing knowledge in the field

of inclusive education.

In addition, Mr. Suzuki emphasized the importance of the establishment of a human
connection with staff, and the importance of enhancing their sense of security to
motivate the teachers to be positive and even excited about working at the school. His
understanding of possible enablers for the creation of a school where everyone
regularly attends are the interrelated elements of human connections based on respect
and care for others, the children’s and adults’ sense of security, staff motivation, and

teacher agency.

Implications

This research initially aimed to explore perceptions of a teacher who experienced
inclusive education and how it could be framed within existing international
knowledge. However, a limitation was realized in this objectively positioned ‘top-
down’ approach to the current research. The meaningfulness of the participants’
words could not always be conveyed without a level of understanding and delineation

of their contextual background.
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From this standpoint, the current research attempted to investigate the participants’
practice by taking the participants’ words and their background contexts as the
starting point, and carefully searching for alignment between them and concepts of

inclusive education as reported in international literature.

Implications for Research Practice

On the basis of a social constructionism research paradigm, the following are some

implications for research practices.

e A practice which embodies the concept of inclusive education can be developed
locally through a school value system and their own meaning making
e Research methodology which allows a careful delineation of participants’ social

reality and meaning making may be useful to research local inclusive practices

Key Elements for Inclusive Practice

With Mr Suzuki’s understanding of School A practice and his following approach at
School B which focused on human connections based on respect and care for others,

key elements for a transformation of practice include:

¢ A humane approach as an aim in education
e A centralisation of children’s interests
e A sense of security for children and teachers

e Teacher agency

A Methodology to Achieve Inclusion

The participants’ comment suggests the education system generally in Japan could be
perceived as restrictive. However, School A practice was established within this

context which shows that inclusive education is possible even within a seemingly
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restrictive environment. Furthermore, Mr Suzuki was positive and motivated to

achieve it in another school within a similar context. An encouraging implication is:

¢ Inclusive education is possible, particularly when everyone makes it their

business.

Limitations

This was my first attempt at doing research, and at interviewing teachers. It is a small
study and the findings are not intended to be generalisable to all schools. I have tried
to represent the unique experiences of one principal and a small number of teachers as
they explored inclusion. A wider view of the practitioners’ social reality and meaning
making could be obtained through further relationship building with them and the

ongoing revision of questions to align with themes raised by the teachers.

While this study did not set out to evaluate, rather to investigate perspectives, the
snowballing technique used in this study may have skewed the data to be

complementary of the principal.

In regard to translation, it should be noted that a more nuanced expressions were
explored in my English translation since word-for-word translation would not always
convey the meanings of the participants’ voices. This is assumed to be a limitation of
research which involves more than one language, where the translation skills together
with the level of understanding of the local socio-cultural context may influence the

quality as well as the validity of the results.
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Conclusion

The current research endeavoured to investigate a practitioner’s perception of an
inclusive education approach. Examination of research findings was informed by a
social constructionism research paradigm where people’s knowledge is assumed to be
formed through their interactions with others and their environment. A researcher
stance which is inclined to subjectivism was taken to elucidate their social reality and

local meaning making.

Mr Suzuki initially understood School A practice as an ‘alternative’ approach to
education. A careful elucidation of this meaning making revealed that the practice
had a level of consistency with one of the contemporary understandings about
inclusive education. Therefore, it could be said that Mr Suzuki’s experience in School
A was an inclusive education approach. His experience continuously challenged his
pedagogical beliefs. His inclusive beliefs were constructed based on his understanding
of local contexts, with his meaning negotiation being supported by the former
principal, staff and children. He identified a core success factor of this educational
practice as the teachers’ and children’s sense of security and the teachers sense of

agency.

Mr Suzuki’s implementation of his approach at School B also embodied the concept of
inclusive education, although the approaches he used were unique to his Japanese
education context. His practice was perceived by the two School B teachers as
‘naturally settled into their educational beliefs’, and that the school practice had been
changing positively. The essence was their continual effort to identify and adjust their
practice to all children’s needs, regardless of any disabling categorization. Together
with the positive perceptions by the two School B teachers, this implies that the
current research findings add further to international understanding of inclusive

education as everyone’s business.

Their teaching culture and personnel system were unique and seemed to be
restricting. However, Mr Suzuki had a positive attitude towards achieving a school

transformation within the given environment and achieved success.
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An encouraging implication is:

Inclusive education is possible.
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Inclusive education approaches in a local context: A practitioner’s
experience in two elementary schools in Japan

Information Sheet

Researcher Introduction

My name is Akiko Nozue and | am a postgraduate student at Massey University in
New Zealand. As part of the Master of Education (Inclusive Education) programme, I
am undertaking a small research study that investigates school leadership that
promotes inclusive practice. My interest in this field of study comes from my own
experiences of working as a teacher in schools in Japan and New Zealand.

Project Description and Invitation

This proposed project is a qualitative study that aims to explore a practitioner’s
experience of inclusive practice in two elementary schools in Japan.

The aim of this study is to explore how the implementation of inclusive education was
experienced by the practitioner as the deputy principal of a school and how this
experience contributed to the implementation of inclusive education in a school for
which he is now the principal. I am also interested in finding out what teachers in this
practitioner’s school think about inclusive education, and how the principal’s
approach has influenced their thinking and practice.

I would like to begin interviewing in late May of 2019 and would like to invite you to
participate in this research. Please carefully read the information that follows
explaining the project before making decision about participation. If you agree to
participate, you will be asked to sign a consent form which shows that you understand
the study and have chosen to participate.
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Participant Identification and Recruitment

You are receiving information regarding this project because you have expressed
preliminary interest in being involved.

Project Procedures

The practitioner’s interview:

This interview will be a semi-structured chat about your experience of inclusive
practice in the two schools. Focus will be placed on how your beliefs and
understanding of inclusive education has been constructed and developed.

It is anticipated that this interview will take up to a maximum of go minutes of your
time, depending on how much information you would like to share.

The interviews will take place at your school at a time that is convenient to you.

What you have to say is important to me and I don’t want to forget any of it; for that
reason, | would like your permission to record the interview (I will discuss audio or
video recording when we meet).

The two teachers’ interview:

I will interview each participant individually. This interview will be a semi-structured
chat about your perceptions of the practitioner’s inclusive practice

It is anticipated that this interview will take up to a maximum of 60 minutes of your
time, depending on how much information you would like to share.

The interviews will take place at your school at a time that is convenient to you.

What you have to say is important to me and I don’t want to forget any of it; for that
reason, I would like your permission to record the interview (I will discuss audio or
video recording when we meet).

The interviews will be recorded and transcribed. All information is treated
confidentially and no names of people or places, nor any identifying information will
be used in the final thesis. If you use any personal details such as name or identify
places such as schools in the interview, I will ensure that this information is removed
from the typed transcripts. While every effort will be made to ensure anonymity and
confidentiality, the researcher cannot absolutely guarantee that participants’ identities
will remain completely confidential once the research findings have been
disseminated. There is always a small risk that someone may identify participants, it is
important to know that complete anonymity and confidentiality cannot be promised
in this regard.
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This writing may be used in conference presentations or in academic publications.

The interview transcripts will be made available to you for editing.

Data Management

All data collected will be stored securely on an encrypted external hard-drive only
accessible to the researcher and her supervisors. At the end of the project, any
information collected will be stored securely for five years for further writing about the
project with my supervisors, and destroyed as per the requirement of the Massey
University Human Ethics Committee.

Participant’s Rights

You are under no obligation to accept this invitation. If you decide to participate, you
have the right to:

. Decline to answer any particular question;

. Withdraw from the study any time before June 20th, 2019;

. Ask any questions about the study at any time during participation;

. Provide information on the understanding that your name will not be used

unless you give permission to the researcher;
. Be given access to a summary of the project findings when it is concluded;

. Ask for the recorder to be turned off at any time during the interview, or
terminate an interview if you wish, without any disadvantage to you.

Thank you for taking the time to read this and consider participation in this study.

Project Contacts

If you have any further questions please contact:

Researcher: Akiko Nozue
Mob: (+64) 21 0247 9903

Email: afunama@yahoo.co.jp
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Supervisors: Jude MacArthur

Mob: (+64) 27 741 5413
Email: J.A.MacArthur@massey.ac.nz

Alison Kearney
Phone: (+64) 6 3569099 ext 84416

Email: A.C.Kearney@massey.ac.nz

Yours sincerely,

Akiko Nozue

This project has been evaluated by peer review and judged to be low risk.
Consequently, it has not been reviewed by one of the University's Human Ethics
Committees. The researcher(s) named in this document are responsible for the ethical
conduct of this research.

If you have any concerns about the conduct of this research that you want to raise
with someone other than the researcher(s), please contact Professor Craig Johnson,
Director (Research Ethics), email humanethics@massey.ac.nz.
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Appendix two: Project information sheet in Japanese language

¢l
b

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

HESNEDA~NDREXE
CDHREIZOWT
24 Fv

HITTDOMXARICE T DA VL= THET 70 —F | HEHEEDHEAD/NFER 2 R TORER

HmREDBCHEIN

BRPFELHELET, Za—V—F >V NIHETYE—RFORFRTEEZLTVET, &
BEMRR (ML= THEHER) OBEREO—IBT, AV IIL—T7HEZRET S
V=R =2y FIIOVWTONRBEOHRZT-oTET, D ZDONBFAOEKIFAARO= 2
—V—=Z U FICBVLWTHEE LTV -BEOREBEIAOETVLET,

WD B & T~ DBIERE

CORIE, HBEIBEEDA I/ N—THBICHTI2RBEZRKRST 2L 2BNET HEN
(EMR) IR T, FRERUBBEDEEFTBLDA 21 —DELBERRELY £,

COARIE, ANFRTDA V=S THEDOEENZOHEEICL > THBEELLTED
LD ICRBREIN, ZORBIPEDLSIITREELTOB/MAERIZEVWTOA 7 IL— 7TRE
ICEBL7AZE KT 2 Z2BMELET, BIZ. TOBNMERICEVWTOEEARRDHE
BEICEDESIZRIFEO LN, INHHBBEOHBESCEERICEDL S ICHE LA LW
D RICHERA D Y X9,

BARICAYRELA—ZHYITWWEEZTHY, EEEZHE~AOSINICBEFIE WL
XWEEZTENET, TROERELLSEFZTAWVWEIZWZSZATIOMEBICSNT S &
ICRAEB L TW=E T 2551, D [HRSI~NORIEE| ICBLABEWT I LR
9,
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ZINEDRE

COHMAXE RFEDNFRNCHARSIMANOEREZ REI N/ E WD JETRRSETVENT
WET,

HROFIE

2REDS > XE 2 —

AV R 1—IAREDABEL-TRELRIEMAEH L ICFRED 2R TORERAE > TV
IEHERERADEDTT, BROESIE. FREDA VI IL—2 THE~DEZVCERI’ED
SHITBEBERINTIAEVS SICBEINET,

FMERRIEFRENMREL TLZIZ2BEROERETIRT D EELEDONETH. "Kogo D%
FELTWET,

AVEE1—=EB/NIERICEVNT, FREDTHEDO VWLHEFICB Y ITWET,

AV RELI—TDRFIEZOWRICES>STETHRULBEBERERY T, ZDRH, 41 2E
21— AT AT AW EICEZTEBYET (FFL LLIEHBETOESFKICOWT, @
SRFICHERIE WL EEY)

HBEDS > 22—

AvRE 12— I1ZEMNICITONET, 1 22— REIPAE L - KELIEMEZD &
2. FREDHBEERICOVWTOEEDEEZ AF > TWEIELCHREEROLDTT,

FRERMIILENRE L LS 2BHROBRETHETIEEIONETH. ZK60 D% F
FELTWET,
AV RZE2—FB/NERICENWT, BELEDTEHED VWHEICH Y ITUWET,

AV RELI—TCORFILIZOWRICESTETHRYLBBERELRY £, ZDEH, 41 2E
21— AT IFAAWLLECEZTBYET (FFL LLLIEHBETOEHFICOWT, @
SEFICHEREIETWETETEEY)

ETDA Yy RE2—FRBHIN. XFRILINET, IXNTOFRIIEL TR, BAKR
OSAMFHE SN BWMAWIXICHE INDL I LEHY FEA, b LEEDEANERNA &
Ea—fIZRAREINTH, XFRI LOERETHKREINE S, EABRREC/ODH LD D
BANGIND—A. —ERXHNRRIND ERERTWEBINMRIETE L WAIEELH Y £

125



T, COBRD LA DL TEMENFEINDI LT HLBRBERABICHZ L 2@HLTH
CREIRDY £,
DRI IIFERERCEMADBE L EIERA NS AEELND Y £,

NFERILENA VX1 —DARFHERRREDT-OICHENAIEICENE T,

BERDOEE

AR 1 —DRFITIEYHE TH S DrJude MacArthur IC £ > T, AREBYEERMIELHED
KT U AR RIRE TSI NIMTTF A= FZ A T EICRESNE T, BHRITZ D

BUHEDL L THXZ2ELDIC5H s FRRESINE T, s FORTFHBOZICELUHE

M. ¥ v+t —KF®D Human Ethics Committee | & VIRBRENDBIGICEDOVWTN—KFKFZFA4 7
N"oEREHIRL £7,

Zhn& DEF)

COMBADSINIEETT, SMHELEXKALIHEETLUTOENDH Y £9, Z DEF
EITELI DI FRZHD 2 L ldh Y £H8 A,
o BEDOEBERANDORZES
e 2019 F 6 A 20 HE COREDHE
e BEOHLWDIEMBEICEVWTHRICOWTORMANHNITEMT 5
o MIEHFICHFAIZEZBVLRYZHONKREZ LBV E WD ZEADEBEERLZIBHROIE
it
e MRDKBENLHEROME
o AVARE2—HDOHOLWAIEREICEWTRFALI—X—22EHFxd 5. 6L<IZ
AV RAEL1—DEPTRTZHLT S

DR EAFGANRADBINEEETH-ODOEEZENTLLEIYHYLES TESNE
L7

Fl:ﬁlo‘ébﬁ%
COMETICE L TERDH 2I5EIETRICTELECTZE 0,
WMEE  BRETF

Mob: (+64) 21 0247 9903
Email: afunama@yahoo.co.jp
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{HEHE: Jude MacArthur

Mob: (+64) 27 741 5413

Email: . A.MacArthur@massey.ac.nz

BLHHAE  Alison Kearney
Phone: (+64) 6 3569099 ext 84416

Email: A.C.Kearney@massey.ac.nz

FRAT

COMTIZIHRAAREICLVBEBLEY X7 THS LFHEINE L7, ERE L TRFDORE
CEENTLWAIERENTRMGEICEAL TE

EEZESDEBIIINTUVWETA, ZTOEHHICE
FHEEWET,

COMROEZICEAL TRERINDZ LA HY ., MRELSMNCHEEZIRET DL E2HFLEIN
%354 1& Professor Craig Johnson, Director (Research Ethics), email humanethics@massey.ac.nz.

ICTEKCTZE W,
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Appendix three: Consent forms in English language

¢

'

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

Inclusive education approaches in a local context: A practitioner’s
experience in two elementary schools in Japan

Participant Consent Form

[ have read the Information Sheet and have had the details of the study explained to
me. My questions have been answered to my satisfaction, and I understand that I may
ask further questions at any time.

I agree / do not agree to the interview being sound / video recorded.

I wish / do not wish to have my recordings returned to me.

[ agree to participate in this study under the conditions set out in the information
sheet.

Signature:
Date:

Full Name -Printed:
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Appendix four: Consent forms in Japanese language
3]
b

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

24 bl

HITOXIRICH T 24 7= TEET77O—F | HE2HEEDHERDNFER 2 KRTORER

g [HARSIMEBOFA~DRANE] Z5ih. MIRARNBICOVWTEHBERZITE L, INET
DHEMA G EFBEIN, FL5BLBMA[EVWOTHERTELZ LW ZEZ2EBRLTW
Y,

A2 —RNBz HE /BB (CTTHID LI BELET /ABLIEHEA

AVEE1—DLIA—T4 V7 DOIREE FLELEFT /| FLLIFHA,

[(TARSMEDOH~DHRANE] IHRRENTARICSINT S I EICABLET,

&4 (signature) *

H{J (date) :

K4 (full name - printed) :
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Appendix five: Interview Schedules in English language

Inclusive education approaches in a local context: A practitioner’s
experience in two elementary schools in Japan

The practitioner’s interview (semi-structured interview)

1. About yourself
e Teaching career
e Teaching experience
e Number of schools you have worked so far
2. About School A
e Canyou please describe what kind or type of school it was?
e How different was the school from other schools/what aspects of School
A were different from other schools?
e (Can you please describe general Japanese schools? (System, culture)
e Was there an impact on your pedagogical beliefs?
e What aspect of your past experiences and knowledge influenced your
construction of the new pedagogical beliefs?
3. About School B
e Overall, how did you feel about this school? / What kind or type of
school do you perceive it is?
e What element do you implement among what you have learnt at School
A?
e What are the elements you have not implemented yet although you are
wishing to or aiming to implement when possible?
e Through your experience in School B, has there been an influence on
your pedagogical beliefs? (Changes, reinforcement)
e How do you currently approach the children who are considered to
require an additional support?
4. Personnel system and teaching culture
e (an you please describe the personnel system and the overall structure
of it?
e What do you think about the impact of the current personnel system on
each teacher’s construction of their pedagogical beliefs and practice?
e (Can you please describe the Japanese teaching culture?
¢ How do you feel about implementing your teaching and school
management approach in such a culture?
5. About your pedagogical beliefs
e (an you please describe your teacher figure? Such as ‘this is what a
teacher should be’.
e How does the concept of ‘education for all students/children’ align with
your pedagogical beliefs?
6. About your implementation
e How has the staff been responding to your approach?
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The two teachers’ interview (semi-structured interview)

1. About yourself
e Teaching career
e Teaching experiences
e Number of schools you have worked so far
2. About School B
e Overall, how did you feel about this school? / What kind or type of
school do you perceive it is?
¢ How do you currently approach the children who are considered to
require an additional support?
3. Personnel system and teaching culture
e What do you think about the impact of the current personnel system on
each teacher’s construction of their pedagogical beliefs and practice?
4. About your pedagogical beliefs
e (Can you please describe your teacher figure? Such as this is what a
teacher should be.
¢ How does the concept of ‘education for all students/children’ align with
your pedagogical beliefs?
5. About Mr Suzuki’s implementation
e What are the aspects that are similar to other schools from your
perceptions? Also, what are the aspects that are different from other
schools?
e What are your perceptions of other School B teachers’ response to Mr
Suzuki’s implementation?
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Appendix six: Interview Schedules in Japanese language
HWITOXIRICEB T 24 v IN—V THET 7a—F : 5 28EEDHERO/NER 2 R TOREER
RERE~DA v 2L 2 —

1. fe&EiconT

o HHME

o WERER

o EREK

o THiHHL L

[\

. ANERIZOoWT

o LABRFILTT?

o ML LI Vol TADENFE T ?

o —MNHEHARDHEREMG T 2L 7?7 (VAT 4 - L)

o RAEDHBBIHENDHV L L1h?

o WEDLE I Vo REERCHIFDB T EDH L WEEBOMBEIEEL - BnE T ?

3. B/MERKITOWT

o —RINICED XD ¥R LECONE T ?

o A/NERTHEIENI-NETEKRINIZNEIX?

o EELAZVEESTLZTNED TAFEKRL COARVARIE?

o B/INEKTOMVMHADZHEOHKEBR~DOFEITZ? (B2 6B ?)
o FISIROMELRAFEICIIFEL D LS ITHIGI N THhETH?

N

. BEBAEOL AT L BB

o HBEANFEDOVATLOMEZTHL TOOZETH?

o HEDEIMAFED L R T LB HAEDHEBIORPEHBERKICH 2 S EICOWTY
CBbnETH?

o HADOHHEALEZIE L T2 & v,

o Z DAL D THIESEE O ERRRE & HIE

. BZBBiconT

o FHAEBDoTELNIZHUNMRICONTEFHE LT ETH? —HhliLdZ ) HDENE,
mE
o TRTCDEFE~NDHB L VIMBRIIED XS ICREDHEBILERY FT2?

o

)

. REDOEEICOWT

o MEBODONIGIZLE S TLED?
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FEH~DA v ZE 22—

1. f&Eicon<

2.

w

il

m
TR A

N
/

R

B
FIK
TSR

B /NERRICD\WT

—MEINCE D XD B IZ LR ONE T ?
RS2 o B EEICIE ED L S TG I N THETH ?

. BB AT LLEESR

BUEDBIMNED v A7 LB FEOHBEBOIMLEEREICH 2 5B ICOwT Y

SEbNET D7

4. BEBIcONT

o

DD o TELNIHAMRICO VT BN ZTETH? —HATL X ) HDENE,

i

FTRTCOEFE~NDHB L WIHIMRIED X S ICREDEBBRLEELRY T2 ?

. BARKRAE (&) DERicowT

DL L MDA R~ T2,
BLonxds?

EI Vo I2EADEICTE S Vo Z2Hin5E D &

AR E (KE) DEBIIMMOAMEOEIALLED IR TIEDLNT WS LS

CEbbnETH?
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Appendix seven: Transcript release forms in English language

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

Inclusive education approaches in a local context: A practitioner’s
experience in two elementary schools in Japan

Authority for the release of transcripts

[ confirm that I have the opportunity to read and amend the transcript of the
interview(s) conducted with me.

I agree that the edited transcript and extracts from this may be used in reports and
publications arising from the research.

Signature:

Date:

Full Name -Printed:
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Appendix eight: Transcript release forms in Japanese language

¢l
b

MASSEY UNIVERSITY

INSTITUTE OF EDUCATION
TE KURA O TE MATAURANGA

NFRILEINIA V2 E 2 —RBDAREFA]
XA FL

HITOXIRICH T 24 7= TEET770—F | HE2HEEDHERDNFER 2 KRTORER

IDBIMLTA A2 —DXFRI Laitds, BETIRRNEA NI EZERL
ED

IDOXFRILEINKA 2 E2—RNARD LLEZDIERD. COREIOIRET HHEEP
HHRICERINS I EICRABL T,

&% (signature) *
H1T (date) :

K4 (full name - printed) :
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Appendix nine: Massey University Human Ethics Committee approval letter

% MASSEY
L4 F UNIVERRITY
U il el AL el

LININERSITY OF REW ZEALAKD

Diake: 12 March 2013

DeEar Aklkeo Moz

Re: Ethics Metfication - 40060020BEE - The rode of the primcdpal I promoting Inclecive praoobios: &
e chady of an slsmantary cohicol In Japan

Thank pou for pour notficaton which you have assested a5 Low REE.

Your project Ras been recorded imoour sysbem which s oreported In B Anmeal Report of e Massey
UnkersEy Human Efics Commilies.

The low risk noéMcation Tor this project |5 walld Tor a maximum of three years.

I siuafons subseguenty cocur which cause you o reconskder your ethical analysls, peas= contact a
Rieseanch EWics Adminisirabor.

Fiease nobke that el undertsken by shudenbs must b= apperoved by the supergsor and the relevant Pro
Vice-Chancelior amd be In acoocrdance with the Folicy and Proosdures for Course-Relabed Biwdent Traeel
Overseas. I addition, the sopenvisor must sdvise the UnhlversEyr's insuance O8cer.

A remindar fo Inoleds the follewing ciztsment on all pubdle dooumente:

TS Drofect hes Deen evallsiad Dy peer review and judped & De low sk, Consequently, it has nof been
revewed by ome of e Unherslys Human Ehics Commiiess The reseathens) named In this
oociAmant & respansihie for the effcal conduct of this eseani,

ﬁwjnaeawmmmamrmmmwmwmawjmmmmmmﬂ
han fhe researchens), please contac! Professor Cralg Johnson, Divecior - EHhics, felephone 00 3560000
gxt 85271, emal AUMERetICEE Masse ). ANz

Flexse= nofte, § a sponsoring orpanisation, fumding auvthorfy or a joumal In which yow wish 1o publish

requires evidence of commiBes approval (with an appmvwal mumber), you &l hawe o compiet= the
applicafion form again, anseering “yes” io the publicaSon qQuesSon o provide more Informabon Tor ome of

the Upiversitys Human Ethics Commitizes. You should also mole that such an approval cam only be
proreided prkor b the commencement of the reseanche

Yours sinoenedy

Basasrdh Brhics ¥ios, Basssrch ar=d Erdemries
Sy Lirdvarsiy, Provams Bag L1 27, Palresrcion Morth, 4840 e Daimnd T 08 350 55775 OF 350 5575 P 06 155 ™01
E hurrarenhie Sraat e 1 W hepe Tnrm i e s AT
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Human Eihics Low Risk naotification

Professor Cralg Johnson
Chair. Human Ethics Shairs’ Commities and Direclor {Reseach Ethics)

Famanrch Erielcn D0Fhon, Sasaarch srad Enosepries
s Linkvamiy, P Mg L1 207, Puirareesa Morsy, 4440, e Zemiaend T 06 150 55773; 06 350 5575 F 06 155 7603
E hurrarshie prasie 51T ' hopc O eching sy T
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Appendix ten: Examples of analysis

Examples of analysis

This unit aims to provide some details about how the themes were identified from the
interview transcripts. The themes, which are the enablers identified through this research
study, are humane approach, centrality of children’s interests, sense of security and teacher
agency. The data was initially analysed from the original Japanese transcripts, and then
translated in English.

Since the data analysis of the current research has been informed by the social
constructionism paradigm, the analysis involves an investigation into the structural
conditions.

Theme: Humane approach

Definition: An approach which centralises human relations based on respect and care for

others

When to use: Use when practitioners recount the approach which centralised humanity,
especially when it is contrasted to their conventional practice where functional
relationships are usually seen.

Examples from data:

oV EHEIA (RE) F. BICHL TN, TIDHERELRTW
11)‘971-:6 (§E< ) o

What I was taught by Ms Goto was... she exemplified how we should be (as a
teacher). ...

-. Furthermore,
Goir £, ) v, . B, L nito i

WAHE T TARDHoT, RAPHKLED S LELLL, ..

[nodding to himself] (Mr.S).

(His approach is complete opposite to the conventional practices.) Yes, i
. Last year there were a few troubles with my classroom

management, and I asked for advice several times
(Mr. Y).

Theme: Centrality of children’s interests

Definition: A practice which brings children as the subject of the conversation

When to use: Use when practitioners talk about their practice where children’s learning and
well-being are centralised, especially in contrast to their conventional practice where other
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elements such as teacher performances and children’s academic achievement would come to
the fore.
Examples form data:

(olEH 9, 77RAL %R T, ) B—> CRERNTTROHL 2 538 5 A
E—oTWwok, FEHVTH T TN, BRFELL2 7 7 ABFRRL, TF I
REED BV HUKD A B o720, BRALSINIE->T, TH, b, kA
RhoT, INTTFEIDRTKDNDIAR ST,

(in the end, not about the classrooms but,) when a child acted up and ran out of the
classroom, a teacher from another classroom ran after the child and listened to him
or her, regardless of the syndicate or classroom. Then there were parents and
volunteers from the community in the scene, you know. I thought at first, ‘what on
earth is this? But I felt in the meantime that, ‘this is it’. ‘This is how all children are
saved from the psychological pressure’ (Mr. S).

BEEEZVOD [P E2FEEICLLIR] 5T

Mr. Suzuki always says, ‘let’s put the children in the centre of the conversation’ (Mr.
N).

Theme: Sense of security (children)

Definition: Children’s feeling of secureness at school

When to use: Use when practitioners mention the concept of children feeling safe especially
from the psychological pressure posed by their education system that might have caused an
exclusionary practice

Examples from data:

WAL RADBE D ICWT, ZOTFEZDTb R AABBRDTE0 L&KL T
INBAREST, H, TNBRRPNHARC, b, Ib—. TARATIT~
b TABRAEI DEEIBDDEDP272TT, Pol ViddbbAALELELL, T
b, H, FEBDPLXLLTED., ThLPAK,

A variety of adults surrounded the children and all the adults accepted every single
child as they were; therefore, all children could come to school feeling safe.... So...of
course | was totally surprised and challenged. But, I thought, ‘yes, in this school,
children are feeling secure. So, this is it’ (Mr. S).

(®olEVTH, Z77AL»RLET, ) E—oTENRTURTH L7255 ek
BE—oTWwolz b, BEREWTHIF T, BRFEEL D7 7 REERRL, TZZ
IREETE D B VDO AR B5720 . RALSZNIE->T, TH, H, Th
AR T, TNTFELDRIT K DODNEAL > T,

(After all, not about the classroom, but,) when a child acted up and ran out of the
classroom, a teacher from another classroom ran after the child and listened to him
or her, regardless of the syndicate or classroom. Then there were parents and
volunteers from the community in the scene, you know. I thought at first, ‘what on
earth is this? But I felt in the meantime that, ‘this is it’. ‘This is how all children are
saved from the psychological pressure’ (Mr. S).
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Theme: Sense of security (teachers)

Definition: Teachers’ feeling of secureness at work

When to use: Use when practitioners state the concept of teachers’ feeling of security,
especially by the removal of the stress which is usually posed in their conventional practice.
Examples from data:

Z9. £9TT, TV, BRATHIEVERD. Jhe KLTES, ENHLRADL
DLTEDZDHRANCoT, EZ0oFELRLRLLTING, KAETET LT
TFEDLLLAEVWTL &,

Yes, you are right. Yes. (The space where) anything can be communicated. Yes. (We
all) can sense that this is a safe place. So, I would say that it was the environment
where adults were able to be themselves safely. Therefore, children were also be able
to come to school feeling secure. Children wouldn’t feel secure when adults were
producing awkward atmosphere, would they? (Mr. S)

(BEHTT L, ) T, AZATWDEL, fEVICRS L, ZEDHEFDLE ZITWA

WAL FTTABBH ST, RAPHBELEZV B LELAL, - - - REREBEMMA
EPLTANB TS 08, BABoTh, -+ - £5, BITILEES LS
KEMAD.

Yes, he is about people. He is dependable. Last year there were a few troubles with
my classroom management, and I asked for advice several times... there is a secure
feeling that, at the end of the day, the management will help us cope with any trouble
(Mr.Y).

Theme: Teacher agency
Definition: Teachers’ sense and ability to be an agent to create a school
When to use: Use when participants discuss the concept of their sense of ownership and

agency

Examples from data:

TH O/NMNHERED VW WE ZA5TWIDIE, Polf ) YHEZBREZAALDLD -
T32ATT LR, ARHPEE-oT, TOFKIETST, boTEhDL, WHARI L
BHoTh, HAVL YV TELIBAALPLONAL, RAREMOLEREL, HA
THIEHLAEVWRLE L, ZOHDHTOEEZ KA EAFEYEZ Twolz, TZAHIC
—HEICR S TR o TS o T I EITT, KECH I RAPFlOZ L ZLTzE
S b IFTIEAl

The beauty of School A teaching staff was that they all have the sense of ownership.
(It was) the sense that ‘I am the one who is making this school’. Since they had such
a sense, despite difficulties, they of course wouldn’t do things on their own, but by
cooperating with all the other staff and sharing their knowledge and experiences,
continued overcoming the barriers which we confronted each time. Therefore, (my
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principalship at School A was about) working in such a collaborative practice with
them, which means that it was not that I did something special because I was the
principal (Mr. S).
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