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Abstract

Exploring the Impact of a Collaborative Whole-Schml Model of Continuous
ProfessionalDevelopment on the Enactment of Level 2 Learning Programmes in a
Mainstream PostPrimary School

Margaret Rita Flood

The Level 2 Learning Programmes (L2[.Rsn to provide a broad, balanced, releyantd
meaningful eduation for junior cycle students witBeneral Learning Disabilities (GLD) in
the lowmild to highmoderate range of ability. In mainstream pasinary schoolsit is
envisioned that the majority of L2L&&arningoutcomes can be included in mainstream
sulject lessorsthus promoting the inclusion of students with GLD. For the effective
enactment of L2LPs in mainstream classrooms teachers require continuous professional
development (CPD). Research indicates that the current system of transmissive CPD in
Ireland, particlarly the cascading model used for L2LPs has little effect on enactment of
policy initaives, inclusive or otherwis&his study was concerned with exploring the impact
of acollaborativewhole-school CPD programnfer the enactment of L2LPs enmainstream
postprimary schoolConsiderations for the CPD model included: contextual factors,
relevance to job performance and student outcomes, active participation, meaningful
collaboration, continuity and building capacity.

The research took@redoninantly casestudy approach beginning with an illuminative
evaluation of the school s prior engagement
develop the CPD programme. The research focused on teacher CPD; however, an important
aspect waghe voce of students, parents and Special Needs Assistants (SNAs) when
determining the effectiveness of the CPD. The methods of data collection included pre and
postintervention attitudinal scales, interviews, participant observations and document

analyss.

Thefindings evidence improved teacher engagement with L2LPs resulting in enhanced

student outcomes. The CPD had a positive impact on tsaéherk nowl edge, pract.
beliefs,and inclusive education practices in general. There was evidence of idcrease

collaboration and the development of a whattool approach to L2LPs. Furthermore, there

was evidence of improved studegaacher relationships as the CPD progresEeid. research

can be used to inforstructures to support L2LPs enactment at schabinatonal level
Recommendations are maide CPD designL2LPs messaging arle inclusiom of students,

parents and SNAs in the L2LPs planning and review process.
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Chapter One: Introduction

This study considers the procemsdoutcomesf acollaborativewhole-school model
of continuingprofessionabdlevelopment (CPD) to enact the Level 2 Learning Programmes
(L2LPs) in a mainstream peptimary school. The research identifies L2LPs as an outcome
of inclusive education policy that acknowledges the right okthdent to learn in the same
educational setting as their peers. Within this context, the research critically examines the
attitudes and beliefs of teachers, parents and students to incldgoatien and the L2LPs. It
continues from there to exploretheu e st i o n, d¢dllaboratieevhovlesthodl o f
CPD positively impact the enactment of L2LPs in a mainstrearqgppost mary school ?06
how teachers engage with enacting L2LPs in their@cAdis thesis hast #s core, a belief
that facilitating €achers to engage together in relevant CPD over a sustained period can have
transformative results where capacity for professional autonomy translates into agency and
positive change to practice; in this instanceyltesy in the effective enactment of LRs in
postprimary schools. Chapt&@ne commences with a discussion of inclusive education in
the Irish context including a consideration of the terminology of general learning disabilities
(GLD). Subsequently, thishapter critiques the L2LPs as an irstWe¢ education policy
initiative as part of the junior cycle reform. Next, it outlines the aims and rationale for this
study, as wel |l as the researchero6és positiona

the thesis structure and presentation.

A Concept of Inclusive Education used in this Research

Inclusion dscourses should focus on negotiating a meaningful and relevant education
for all students instead oélating toinclusion or exclusion per se (Roge2807).From this
perspective, the compt of inclusive educationist he vi si on of all stude
learning together as a community in regular classrooms of thgiim&our hood school

1



(Erten & Savage, 2012, p.221owever, there is no agregwsion on what inclusive schools

shoud | ook | i ke and what they should become (F
to state examinations poses challenges for them to meet the needs of students with special
educational needs (SEN) (Hastings & Bog2013; Shevlin, Winter & Flynn, 201Skrtic,

1991) When asking the direct questions of who is in and who igleeianswers can often be

found in the categories of disability, race, gender, sexuality, ethnicity and language, and
geographic locationSJee, 2001). The array of definitionkinclusion poses a significant

challenge to schools and teachers and what inclusion may look like can differ depending on

the school or policy context (Florian, 2005;

Regardless of the defiion, developing an inclusive schoolagrocess. It requires
considerable commitment to make significant changes to curricula, delivery and organisation
at a wholeschool level to meet the learning needs of every student (Ainscow, Booth &
Dyson, 2006). e concept of inclusive education adaptn this study is the National

Council for Special Education (NCSE) definition that reflects inclusion in the Irish context.

Inclusion is defined as a process of:

9 addressing and responding to the diversity of neétsarners through
enabling particip@on in learning, cultures, and communities, and

1 removing barriers to education through the accommodation and provision of
appropriate structures and arrangements, to enable each learner to achieve the
maximum benefifrom his/her attendance at school (Wier & OO6 Raw, 20

p.39).

This definition should be read in association with the principles of inclusive education:
inclusion is a process, inclusion is concerned with the identification and removal of barriers,

inclusion is about the presence, participatand achievement of all students, and inclusion

2



invokes a particular emphasis on those groups of learners who may be at risk of

marginalisation, exclusion or underachievement (UNESCO, 2005, p.15). Furthermore, it

must be read in the context of the statytremit of the NCSE as set out in the Education for
Persons with Speci al Educational Needs (EPSE
study focuses on the inclusion of one cohort of students with SEN, makidgfthi#on of

inclusive education irhe special education context important. The EPSEN Act 2004 defines

SEN as:

a restriction in the capacity of the person to participate in and benefit from education
on account of an enduring physical, sensory, méwalth or learning disability, or
any condition which results in a person learning differently from a person without this

condition (Government of Ireland, 2004, p.6).

Arguably, this definition of SEN takes a deficit or psychological megieedpective
of disability that places the barrieithin the learner. There is recognition that changes have
not sufficiently occurred at the deep struct
et hos, teacher sdé at ¢(Kinseld& Senia, 200D8).i0Onecrdasosforv e pr a
thisisascri bed to the fientrenched character of
(McDonnell, 2003, p.262) in the Irish education system that is strongly influenced by the
bell-curve perception oflity (Florian, 2014; Gallagher, 2014). The deffisiodel views
l earning differences o0 udnges ths individealiséstiaduremdé as |
within students which need to be remediated rather than viewing barriers to learning as
problemsfor teachers to solve (Mac Ruairc, 2016). A systieat promotes the remediation
of st ude ntsstheydan peddin dt thetaveeage level of their peers is doomed to
fail as the normal curve forces students into certain categories that makesssible for

every student toa madtoviechea veawagredgaedr eshol d (



A Definition of General Learning Disabilities

Prior to the Special Education Teacher (SET) allocatiodel(DES,2017a) resource
allocation for studentsith SEN was based on a categorisation of needsl, Mibderate and
severe/profound GLD lie within the categories of need model and remain the criteria for
students to participate in L2LR®&d Level 1 Learning Programmes (L1)Pat junior cycle.

The L2LPsare for students with GLD in the low mild to higioderate range of ability
(National Council for Cur r i clkéthenmpearawhodos ses s
not have learning disabilitiestudents withmild GLD have a wide range t¢éarning styles,

varied interests and the same need for affirmagiod succes§NCCA, 2007 p §. Often
identified after starting school, students with mild GLD havé@ahetweerb0-70. Students

with moderate GLD have an IQ between3h Their develop@ntal rate is slower than their
peers and the developmental leradiched will be lower than that of their peers (NCCA,

2007). Students with mild and moderate GLD face multiple barriers to their learning relating
to communication, basic literacy and nunograattention and retention, adaptive skills and
independent vocenal skills (NCCA, 2007, 2016). However, they are not a homogeneous
group and their diverse learning needs are unique to each student (NCCA, 2007). Students
within this cohort have individal strengths, needs and interests and require individualised
planring for their education. There is no clear definition of low mild to high moderate GLD,
thus assessment of needs will aid education pathway decisions for these students at junior

cycle and ther levels of their education.

1The Level 1 Learning Programmes (L1LPs) (NCCA, 2018) are designed for students with learning disabilities in
the lowmoderate and severe/profound range of ability. They wimteoduced as part of the FIC and are
available to schools and students since September 2018.
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Inclusive Education in the Irish Context

Inclusive education istill evolving in Ireland andhiere has been increased
recognition that education should be based on equity of access and parti¢(patfon&
Shevlin2007; Smyth et al ., 2locllslve edi¢atinpgreparsalk OO Ra w
students for meaningful participation in life and supports all learners to reach their full
potential in accordance with their abilities and needs. This is reflected in the considerable
government investment in reports and developmentgiasive ad special educatiosince

the 1990with a plethora of reports and policy advice coming from the NCSE since 2012.

Reports andlegislation for inclusive education in Ireland

The global human rights agenda has influenced governments interrgtiomabve
towards an inclusive society. The launch of the Salamanca Statement (UNESCO, 1994)
accelerated the inclusion trajectory as evidenced by the convergence of inclusion policy
internationally. In the Irish context, the Report of 8pecial Educatio Review Conmittee
(SERC)(DES, 1993)eviewed the state of special education provision at the time and made
recommendations for the progression of special education provision in Irfél@8ERC
Reportserved as an impetus for the promotion of inclugiomainstram settings for
students with SEN. In the context of ppsimary schoolsSERC recommended that the
NCCA should reexamine curricular structures for pgsitmary education with attention to
students with SEN. Programmes offered at{poshary should be ppropriate to the abilities
of students with SEN and relevdattheir lives in and out of school (DES, 199Bhe SERC
r e p amaih ilhglications were the obligation for schools to cater fdeathers anthe

need forstudentfocused decisio makingard legislation(Banks & McCoy, 2011).

The influence of the SERC RepoiES,1993) was evident it h Whité@ Paper on
Education, Charting our FutwéGovernment of Ireland995). The White Paper stated that
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Aal | student s soaajcaraudthnees Bavea frighttohaecess to pnel r

participation in the education system according to their potenteld a bi ). They o (p. 26
White Paper identified the lack sfibstantivdegislation for education ilrelandand set out

what future legigtion wouldfocus on.Subsequentlya succession of legislatidallowed

that impacted the provision of supports for students 8N in schoolsThis is significant

in terms of policy. For decades, the only policy governing education was the Irish

Consttution (1937) and DES circulars thuake portfolio of legislation in the past two

decades shows noteworthy progress by the Irish governmendeongithe dearth of such

policy in the previous decadéghe Education Ac€1998 addressed the lack of legiton for

children withSENItai med t o fAgi vwvetpr &dctichl dRfectthe
with respect to the rights of the chtlola minimum education, fahildren with SEN

(Government ofreland, 1998and legislated fothe provision® supports to meet
needs It provided the first definition of disability in the contextlagh education legislation.

However this definition effectively excluded the consideration of emotional difficulties or

difficult personal circumstancdgm the category (Bank& McCoy, 2011).

The EPSEN Ac{2004 built on the foundations of the SERC Report (1993) and
Education Ac{1998. The EFSEN Act was significant in that it marked the shift from
general education legislation that included mandateshildren with SEN to the Irish
government creating education legislation specific to students with SE&NEPSEN Acte-
definedSENtoinclud e any condi tion that iltospdtletesm on t h
inclusive education and stated tishiildren with SEN will be educated in an inclusive
environment with their mainstream peers unless this is inconsistent with the best interests of
the child or their typically developing peers (Government of Ireland, 2004)EPSEN Act

gave parents a ceatrrole in decisions on education. It focused on the assessment of special



needs to ensure appropriate supports, with emphasis on IndividuatiBdacRlans (IEP)

for students with SENThe function of the IEP is to address the priority learning nefeds o

students with SEN with educational arrangements in order to enable curriculum access

(NCSE, 2006Ni Bhroin, King & Prunty, 2016). The IEP process is a collaborative, ongoing

and measwable process that has the student at the centre (NCSE, 2006; Ni 8thabi

2016) and good practice involves encouraging parental collaboration in the process and
engagement in their childdés | earning (Nation
n.d.). At the time of writing sections of théct relating to IEPs we not commenced

however, a study ofrish teachers (n=83) indicated that IgRRnning and applicatiowas an

established practice among these teaciNir8hrion et al, 2016).The EPSE Act (2004 is

considered a coherent framework for legislation awlty on inclusive education for

students with SEN (NCSE, 2011). Though not fully enacted the NCSE found the EPSEN Act

is stildl Athe most effecti \SE 204, p.®wstudents f or d

with SEN.

Discussion,advice andpolicy documents forinclusive education.

As legislation developed around special and inclusive education government bodies
were tasked with providing advice, guidelines and directiveslticators on delivering
supports to students with SEN. The NCCA underttokt SERC Reportdés (1993
recomme n d aSpecial EducatonatiNedds: Curriculum Issues( NCC A, 1999) w
seminal paper for future NCCA developments in curriculum access trgguwith SEN
(NCCA, 2016). The terminoadabhgwavyseédsednndhvisdep

programmesd, O6écont omialesmhofol prapypiroiach® ampgear

2 The language surrounding planning for students with SEN has developed in recent years with ré&ant D
documents (DES, 2017a, 2017b) using the term Student Support Files (SSF).



later NCCA and NCSE documents on SEN. The paper emphasised thairthoges
underlying education for students with SEN are the same psdipat underpin education
for every student (NCCA, 2016). Furthermore, there was a clear statement that students with
SEN fAare entitled t o acc etheyattavays thdy heecttatake at i o n
and the time they need to achieve thisthay di f f erent from their mai
1999, p.18). Content and str aseratgertkas used t o
emphasise diff er enc euarO0bCHES,,2008) 8liddede p. 25) . Ci
entitlementsof students with SEXb sipport. It introduced thgeneralallocationmodel
(GAM) to meet st udehetasodaleang t supporttheaedlisaidn efl y
truly inclusive schools through therdomuum of support (staged approach) with guidance for
planning the allocédn of resourcesinschodl.hi s model -ahkodenedddhieag
hours to schools based on student numbers in addition to hours for individual students based
on their diagosis or category of need as outlined in Circular QZ8dbsequentlythe GAM
model was replaced by the SET resource allocatiodel(DES, 2017a)Under this model
all SET hours are allocated to the schimobest meet the needs of the students in taeé.

The Inclusive Education Framework (NCSE, 2011) aimed to provideugcedfor
schools on good practice for including studemth SEN through a process of reflection on
inclusive practices, a collaborative approach to being incluanea coordinated response to
possible challenges around inclusion. The Inclusive Edut&tiamework is underpinned by
five principles; ownerslpi by wholeschool community, reflective of pupil diversity,
supporting engagement, embedded in ongoing wéateol planningand evidence and
practice based. The framework consists of ten structhesdes [Figure 1.] to reflect,

evaluate and plan for @usion.



Figure 1.1. Themes and Sub-themes of Inclusive Education Framework

Themes Sub-themes

1. Leadership and Management

2. Whole-School Development Planning
3. Whole-School Environment

4. Communication
5

. Pupil and Staff Well-being a) Fulfilling Pupil Potential
b) Fulfilling Staff Potential

6. Curriculum Planning for Indlusion
7. Individualised Education Planning

8. Teaching and Learning Strategies a) The Learning Experience
b) The Teaching Experience

9, Classroom Management a) Classroom Protocols and Rules
b) Curriculum Implementation

10. Support for and Recognition of Learning a) Informal and Formal Assessment
b) External Assessment and Certification (post-primary
aged pupils)

From “Inclusive Education Framework” by NCSE, 2011, p.21.

Guideline documents for schools and teachers for inclusive education and GLD (DES,
2007a; DES 2007b; NCCA, 2007) further promoted the concept of inclusive education in
mainstream school$he aim of these documents was to promote the view that with tite rig
support every student is capable of development and leamatglitionto supporing
schools and teachers to develop differentigdteslad, balanced, and relevant curriculum
experienes for students with SEN including those with GLD. Priority aredigénwith the
later developed L2LPs were emphasised with practical advice and support for teachers on
adapting the curriculum and teaching strategies (Griffin & Shevlin, 2007). Theseelots
continued the message of inclusion in mainstream schoolseWowthey still followed the
deficit perspective where the curriculum for the average learner should be differentiated to
remediate the barriers to learning caused by the disabilityr e creating a curriculum
accessible to everyone, regardlesshilityg or needs. An NCCA consultation process (2007)
identified this gap at junior cycle for some students with mild and moderate GLD (NCCA,

20092016; OO6Mar a et dthateven2vithli€aghers ablaptindgiaurgcldm g ht e



content, using flexile teaching strategies and schools offering flexible programmes, some
students who needed targeted support in personal, smanunicationand vocational
development were unable to ass a complete junior cycle curriculum. Consagly, the

NCCA (2009 proposed the development of a framework that would facilitate flexibility and
progression, and recognise the learning and achievement of students with low mild and high
moderate GLD whaould not access the mainstretavel three [(3)3 curriculum. This éd to

the development of the L2LPs with guidelines for teachers first published by the NCCA in

2012 as part of the new Framework for Junior Cycle (FJC).

Level 2 Learning Programmes

The LAPs were introduced as partmiase one of the new F#C2014. The aim of
the L2LPs is fAito make the curriculum more
needs 0 201§ @.6)An this instance students with low mild to high modeEatb.
The underlying principle of inclusion is promoted in ttd_ Ps by advocating a student
centred and flexible approach to planning and assessiértel 2 Learning Programme
(L2LP)*is designed to meet the strengths and needs of the student in the cotftext of
st ude nt.B2&Ps sondisbobfive Priority €arning Units (PLUs) (Figure 1.2) that are

designed for up to 250 hours of student engagement per PLU (DES, 2015). This constitutes

sixty percent of the st ude n tdénsparticipationincul um pr

other curricular and social areas

3L3 is used in this thesis to differentiate between L1LPs, L2LPs andreminsubjects. The term L3 is used as
junior cycle subjects are broadly aligned with level 3 quatifias on the National Framework of Qualifications
Ireland fttps://nfq.qgi.ie/), and is commonly used by SETs anchstegam teachers working with L2LPs.

4The term L2LP is used to denote an individual student prograthatds designed from the L2LPs guidelines.
Students participating in a L2LP will have different programmes depending on their priority learning needs as
shownintheddzA RSt Ay SaQ Ol aS &aiddzRé SEI YL Sa
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Figure 1.2. Level 2 Learning Programmes Overview

Learning programmes

The junior cycle is the final phase of compulsory education
and it covers a critically important period in the lives of all
young people. It is a time of change, of growth and
development for students as they move from childhood
towards early adulthood. While recognising that young
people in junior cycle can display different degrees of maturity
and rates of progress, preparation for adult living often
occurs implicitly. The students of Level 2 Learning
Programmes need programmes that explicitly identify and
develop the key areas of learning needed for adult living.
I'hese areas are set out as five Priority Learning Units (PLUS).

Preparing for Work

From “Level 2 Learning Programmes: Guidelines for Teachers” by NCCA, 2016, p.9.

The L2LPsrecognise the foundations for inclusive education established in Irish
legislation (NCCA, 2014)building on the workof previous inclusion documents for students
with GLD and SENDES,2007a; 2007b; NCCA, 200.7As part of the FJ(Q,2LPs have
embraced the vision set dug the DES o 1 e n giimary scpoolstd provide a quality,
inclusive and relevant education with improved learning outcomes for all students, including
thosewits peci al educati onal nteedd Pvareuridd@mined By0 1 2 ,
the same principles, statements of learning and key #hditdorm the structure of the FJC
Theintention of the L2LP$s that students participating in L2k mainstreanpost
primary settings engage with thedividual L2LP learning outcome@.Os)in their

mainstream classes and, where appropriate, through small grouptorameclasses.

11
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Personalising learning is a feature of L2LPs and &fRtudent Support FileSEF9 are an
integralfeatureof the L2LPs plannindor the learning and teaching proc#sat revolves

around the student (NCCA, 201Q®e | at i ng a studentdés L2LP to t
fit between the progr amme earnirg) achieavemestd, specielnt 6 s
interestsand future aspirations (DES, 2016, p.13). Additionally, it facilitates a holistic view

of the studentds |l earning and the identifica
student 6s pr oveffL2LR:nire=72 teAchers) (BI@AA2018yhlighted the

importance of this holistic planning. The review found early indicators ofgposary SETs

(n=9) planning for a blended L2LP and (L3) programme for students where appropriate.

Figure 1.3 outlines achema for planning for a student doag2LP. The concentric circle

represents the centrality of the student in the learning programme and the importance of a

holistic view of learning that includes aspects of students learning, learning goal areas, the

PLUs, possible curricular areas thatikcbbe included in the programme, aspects of

assessment and reporting, and some of the principles involved (NCCA, 2016).

Figure 1.3. Schema for Planning: The Learning Wheel

Planning for learning: the learning wheel

From “Level 2 Learning Programmes: Guidelines for Teachers” by NCCA, 2016, p.39.
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Another feature of L2LPs is collaboratiorhe planning process for IEPS/SSFs and
L2LPs promdaes collaboration and communication wath stakeholders. Planning for L2LPs
requires fda coll aborative approach, between
support or resource teachers, special needs assistants and other relevard praelsss 0
(NCCA, 2016, p.13). In relatiomtparents, teachers appear to have a lack of understanding of
t he parent 6s r ol eNiBhroinéethle2016EWIEhRIRYFS wiphrL2LPse s s (
planning. Furthermore, it appears that where parental involMam#ére IEP process is
reported, it isa tokenistic rather than meaningful activity (King, Ni Bhroin & Prunty, 2018),
possibly due to the limited opportunities for teachers to undertake CPD on the IEP process
((Ni Bhroin et al., 2016). Communication wipecial needs assistanBNAS) is alsoa part
of the collaborative approach of L2LPs. The SNA scheme at the time of writing supported
34,600 students in Irish schools (NCSE, 2018), a percentage of whom will be participating in
a L2LP. The School Inclusiadodel (NCSE, 2018) will commence thdaaation of SNAs
to schools rather than individual students which could result in an increase of SNAs involved
in L2LPs. Respectful relationships and consistent communication between teachers and
SNAs were identifiedn a study of Irish and Northern IriSNAsand clasroom assistants
(respectivelyy n=81) as i mportant for coll aboration
However, poor communication, lack of direct teacher contact and sharing of information with
SNAs and professional tensions can negativetypact collaboration (Logan et al., 2018).
Like collaboration with parents, limited CPD opportunities for SNAs and teachers is being

addressed under the School Inclusion Model (NCSE, 2018).

General Learning Disabilities, Level 2 Learning Programmes and Demmas of
Difference

The inclusive pedagogy and rigHiased approaches to inclusion (Florian, 2010;

Florian & BlackHawkins, 2011; Florian, 2014) advocate learning for all where teachers
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respond to individual diffrences within their wholelass teachig. This reflects a move

away from specialised responses to SEN (individual difficulties) to extending what is
commonly available to all while being cognisant of individual difference to ensure
opportunities for meangful engagement for everyone in therfeag community (Florian,
2014).However, this universalist thinkingay notallow for a continuum of needs within
special education (Imray & Colley, 2017). This is problematic in the context of inclusion of
studentswith GLD as, irrespective of the accommodations put in pktaeents with GLD

will not achieve the same functiowy levels as their typically developing peers (Imray &

Colley, 2017)Such an argument does not negate the capacity of students with Gapnto

new skills and acquire new knowl edge. Howeve

have animpactost udent s6 | earning. Regardl ess of
should be transforming learning rather than predetermining capad#éarn (Hart, 2004).

The question for teachers then, is why are we teaching what we are teaching? Does our
curriculum and oupedagogicahpproach support every student to develop the understanding

and skills required to enable themparticipatemeanngfully in society (Rose, 2007).

The relationship between pedagogy eand

different options for curriculum design in terms of curriculum commonality and

di fferentiationo (I mray &lagGuclstiategresasks@ 17, p.

students with SEN need distinct teaching approaches to learn the same content as their
mainstream peers rather than a distinct curriculum (Lewis & Norwich, 2005). The balance is
in recognising that some students with learnirsgldilities will participate in programmes

with different curriculum goals (Lewis & Norwich, 2005; Norwich, 2013).téachers and

policy makers construct their own meaning of inclusion, they may take a general differences
position or a unique differencesgition. Those taking a general differences position

advocate a continuum of pedagogic strategies based on cadegfareeds, to be used within

14
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the class to teach the common curriculum. Pedagogy in this position is informed by needs

that are common to lakpecific to sukgroups that share common characteristics, and unique

to individuals. In this position it is theerds specific to a stdroup with SEN that are in the

foreground while common and individual needs, though valued, are in the backgrowsl (Le

& Norwich, 2005; Norwich & Lewis, 2007). This may result in the belief that distinct

specialised teaching is neéiged and therefore not available in the mainstream setting. The

unique difference position advocates an emphasis on unique or indivifleidrties with

the common needs in the background. Research (NCCA, 2009; Imray & Colley, 2017)

highlighted prioritylearning areas for students with GLD and other educational needs.
However, the requirements of st Bdnedicte& wi t h S
Munt on et al ., 2012). Regardless of oneds po
unique to indviduals inform teaching decisions and strategies (Lewis & Norwich, 2005;

Norwich & Lewis, 2007; Norwich, 2013) (Figured).. This returns s to the question of what

is being taught.

Figure 1.4 Pedagogic Positions
PEDAGOGIC
NEEDS
common to all
general /' \ unique
differences specific to group differences
position position
unique to
individual
From “ How Specialized 1s Teaching Children with Disabilities and Difficulties™ by B
Norwich and A Lewis, 2007, Journal of Curriculum Studies, 39(2), p-129.
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The variety of needs of students with GLD makes it unlikely that disiaching
approaches based on categories of needs will work for every student within this group
(O6Mara et al , 2 Ml theindiVidual studéenhndedst@acqrise shouida t
be in the foreground. An indicator of curriculum accessibiitg ul d be dAsuf fici en
within curriculum models [and] in particular a recognition that not all pupils should be
working towardshe same | earning goalso (Rose, 2007,
are one way to meet the needs of every stingh GLD. Pathway options provide
curriculum flexibility within one common curriculum with adapted content, materials and
teaching stratgies as appropriat®ilemmasfor teachers and schools to exploreludethe
consequences of offering students wihD the same learning experiences as their peers
versus giving them learning experiences that meet their needs (Kerins, 2014) and wthat woul
offering them a flexible learning programme look like. Thus, an understanding of what a
common curriculum means @requirement, particularly as subject specifications and short

courses for junior cycle are designed following the principle of univdesatjn (DES, 2015).

When talking about a common curriculum four separate but related areas were

identified (Norwich& Lewis, 2007; Norwich, 2013):

1 General principles and aims for a school curriculum

1 Areas of worthwhile learning (whether structured in teoinsubjects or not)
with their goals and general objectives;

1 More specific subjects of study with theipjectives; and

1 Pedagogic or teaching strategies (Norwich & Lewis, 2007, p.135)

By offering five options for clarifying curriculum commonalitifference (Norwich &

Lewis, 2007; Norwich, 2013) a framework to n
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2013,p.54) is provided. The universal principle of the FI@ashapdest reflected in design

option three (Table 1).

Table 11.

Junior Cycle FrameworReflectingOption Three

Design Aims/Principles  Programme Specific Teaching
Areas/Areas of  Programmes
learning
3 Common Common Different Different
FJC Principles Key Skills Subjects Different
Short Courses
L2LPs
L1LPs

b2GS® ! RFLJASR T MBY 2 &{ LIS @CHrifdzNBOR2Z2NI { LISOAI f { OK2 21
2013,British Journal of Special Educati8h(3), p.67.

The FJC has common or universal principles and identifies key skills of learning for
all studentsThe routeto achieving thesera flexible and can take different pathways
(Figure 15). The FJC reflects a shift in how education is perceived in Irish scAd@$=JC
offersstudents and teachers greater autonomy in their learning and teécladdition to
L2LPs and L1LPsfor stuaés with GLD short course®ased on continuous assessment offer
an alternative to traditional exabased subjectsearning outcomeare designed to build
choice and flexibility into how teachepsesentheir lessonsand students engage with and

demonstate learning.
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Figure 1.5. Junior Cycle Framework

The JUI"IiOI’ Cycle Framework An tSraith Shoéisearach do Mhuinteol

s JuniorCYCLE

for teachers

*

Level 1 Level 2 Short Other
Learning Learning Subjects Waellbeing c 4 Areas of
Programmes ll Programmes o Learning
C
8 Key Skills u
r
. 5
i
24 Statements of Learning c
u
1
u
m

From Junior Cycle for Teachers , n.d.

Flexibility and choice are a key feature of Universal Design for Learning (UDL), a

framework designed to enable teachers to improve and optimise learning and teaching for
everyone throughdapting the curriculum and designing accessibtechallenging learning
environments for every learner (Hall, Meyer & Rose, 2012). The UDL guidelines (Centre for
Applied Special Technology (CAS;T).d) assist educators plan to address barriers and

variability in the learning environment thus making tturriculum more accessible for every
student, a move away from the traditional deficit model that underpins differentiation in

special education. Differentiation focuses on individual disability andcaties a retrofitting

of lesson planning and insttion to adapt to student differences. Differentiation involves
teachers responding to individual student 6s

the pace, level or approach to their instruttfHeacox, 2002).

The principles of UDL focusegachers on intentional design and instruction based

on variability of learners rather than on individual disability, evaluates the environment,
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classroom and culture rather than the student, and airamtive barriers to learning rather

than working arand them (Halkt al, 2012; Meyer, 2014; Novak, 2014). Universal Design

for Learning advocates supporting affective learning, recognition of learning, and strategic

learning through multiple means of engatent, representation and action and expression

(Halletal, 2012; Rose & Meyer, 2002). This is act
concept youdre going to teach and presenting
the students and encouragingtero expr ess their knowkedge in

2014, p.13).

Transitioning from the old curriculum to the new requires a period of adaptation for
teachers. This involves interrogating new concepts, readjustingsatagdadopting new
approaches tteaching, learning, assessment and reporting R)..And building capacity to
include all learners. Teachers in mainstream-pastary schools will need professional
development (PD) support in enacting this new conceptualisation of a common curriculum

for every student, with L2LPs being one part offtaenework.

Aims and Rationale of the Research

This studyexplored the research questié@an amodel of collaborative whole
schoolCPD positively impact the enactment of L2LPs in a mainstreamppiosary school@

Secondary questions related to the pamyresearch question are:

0 To what extent can collaborative CPD affect teacher change in attitudes to the
inclusion and teaching ofiglents with SEN?
0 To what extent does collaborative whalghool CPD facilitate teacher change in

attitudes and practices relation to the enactment of inclusive education policies,

such as L2LPs?
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0 What factors facilitated and hindered teacher changgiindes and practices in

relation to the enactment of L2LPs throughout this study?

Aims

In seeking to address the res#magap relating to supporting the enactment of
inclusive education policy initiatives such as L2LPs, this study aims to desigmitcally
evaluate a model of CPD to support teacherso

in their school context.

Personalrationale

Growing up with a sister with a GLD had a significant influence on my belief system,
leading me to working ispecial education in the mainstream system. As a SET in-a post
primary school | supported students with GLD and knew thenpiatdor them to succeed in
their learning when given the opportunity. | understood the areas of learning to be prioritised
to deelop the skills required for students with GLD to be participating and valued members
of their school and local community. Wever, | questioned why it was down to individual
schools and teachersftgure outhow best to support these students. With tiv@duction of
L2LPs the DES made significant progress in offering inclusive, flexible and appropriate
curriculum pathways Wi assessment and certification for students participating in L2LPs. |
was fortunate to be secondedltoior Cycle for TeachersQT) to deliver CPD for L2LPs.
However, my personal beliefs that all ppsimary teachers should engage in collaborative
L2LPs CPD conflicted with the CPD agenda set forth by the DES and JCT. | was restricted to
delivering a model of CPD regarded as havingtkd potential to develop professional
autonomy and teacher agency. My doctoral journey gave me an understanding of the

relationship between policy initiatives, CPD and how the initiative is enacted at school and
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classroom level. This research affordeé time opportunity to explore this relationship in the
context of enacting inclusive education policy initiatives, paridylL2LPs. Furthermore, it
facilitated the exploration of different types of CPD through the literature and to examine if

this typeof CPD triggered the adoption of new teacher practices to enact L2LPs.

Policy rationale

Research on the influence of tineidence and intensity of various kindspafrsonal
devdopment PD) on learning outcomes for teachers is limited and the extertittihwD
triggers or responds to the enactment of new teaching practices is unclear (Organisation for
Economic Ceoperationand Development (OECD), 2011). Fdpwn policy initiatives
without appropriate professional learning for teachers cannot achievantésting
changes (OECD, 2011). Furthermore, thoaghortunities for collaboration between
teachers supports whedehool engagement with policy initiatives (Teaching Courzil16)
the DESteacher CPD model of choicgthe onceoff transmissive appaxh. Past research
has called ito question the effectivenesstadinsmissive models of CPD in teacher education

(Dadds, 14; Kennedy, 2005, 2014; Murchan, Loxely & Johnson, 2009).

Junior cycle education reform, tRdC,was introduced in Irish pogrimary schools and
special schools in September 2014. As part of this reform, and in lingheIiES inclusive
education agnda, L2LPs were introduced under the FJC umbrella. Offering a programme to
meet the learning and delopment needs of students with GLD in the low mild to high
moderate range of ability within the mainstream classroom was a new mandate-for post
primary techers. However, CPD for L2LPs was limited to a small number of teacher
representatives from peptimary schools that chose to elect L2LPs CB&spite evidence

that there is a need for professional learning for all teachers in thef@E&l in general
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( O6 Go r maThe en@afetndnj of all pegtimary teachers with L2LPs at whedehool

level to efectively enact L2LPs is a significant aspect of this study.

Conclusion

This study aims to design and critically evaluate a model of CPD to support acher
preparedness to engage with L2LPs in their scboiext Chapter One introduced the
concept oinclusive education in the Irish context with attention to students with low
mild/high moderate GLD and L2LPs at juniycle andoutlined the aims and ratiale of
this study. Chapter Two reviews pertinent literature relatngclusive education policy
enactment, the role of teachers dmel role ofCPDin supporting teachers tio this.
Subsequently, it explores modatléasingoFinally, @ t
considers planning and evaluation for effective CPD. Chapter Three outlines the
methodology used for this study, a predominantly qualitative single case pjudaeh.
Chapters Four and Five present the findings of phase onevaraf the study respectively.
SubsequentlyChapter Sixanalyses andiscusses the findingsxd Chapter Sevesets forth

implications and recommendatiofts practice, policy and furtér research.
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Chapter Two: Literature Review

Introduction

Chaper Two considesseverapertinent themes in relation to the enactment of
inclusive education policy initiativeparticularlyL2LPs.Firstly, it explores the role of
policy and the role of teachers as policy ac(&all, 2003. S u b s e g u e nttitudgs,
beliefs and vales towards inclusive educati@tudentteacherrelationships, teacher efficacy
for inclusive practice, and conteated i scussed in relation sto
of engagement in inclusive education initiatives.ddis of CPDandpedagogie$o support
teacher developmeate examineth the Irish contextFinally, frameworks for planning and

evaluatng the impact of CParediscussed

Literature Search Strategy

Relevant literature was identifiedrough a searcbf thefollowing online databases
betweer2015 and 201:9Academic Search Completgage Journal®nline Education
Research CompletandEBSCQ In gener§ the search was limited to pesviewed artites
published between 28@nd 208. However, key pape published prior to thiwere
included as were nofpeerreviewednational and internationgblicy, curriculum and
research documents includipgblications fronthe DES, NCCANCSEand UNESCQ The
search string included combinatsof the keywordsspecial educationinclusion or
inclusive educationstudentteacher relationshipgeacher education, professional
devebpment or continuous professional developmeniline professional development;
policy analysis; and policymplementation or enactmerithe search was filtered througte
education disciplineThe same keywords were used to seéneHibrary catalogues of Dublin
City University and NationdUniversity of Ireland Maynooth. Thigroduced some key texts

andeditedchapters in relevant boskvhich were also read.
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Policy Enactment for Educational Change

Policy can be defined as one or more decisions explicitly or implicitly made that can
promptor hinder change, guide the implementation of prior decioestablish guidelines
for futuredecisionmaking s et t i ng o u tpriogtiesvandrgoaldeNESCOO Kk ey
1995 2013. Educational policy can refer to curriculum, PD, resoureaslershipand
assessment objectives (UNESCO, 20T8E policy planning process begins at the strategic
large-scale level and works down to the issue specific level (Hadad & Dempsey, 1995
Priestly, 2014 This process can be categodiggo threelevels. The macro and nse levels
refer to the why (underlying principles and policy goals) and the how (polioyulation and
institutional arrangements). The mideyel refers to the act @nactmenand what happens
to the policy at the point of deliverZtbieng & Cheung, 1998; Hudson & Lowe, 2004
Priestly, 2014 Thismicro- level is concerned with the delivesyage and the role and impact
of individuals (actors) on policy design, enactment and outcboreffective policy
enactment at th level it is important to make explicit the relationship betwdemacre
level of the mtional vision and intentions dhe micrelevel of individual school and
classroom practice$.those tasked with enacting policy initiatives can see the rationale and
benefits of thepolicy, they will be more likely to engage positively with it (Hudson & Lowe,
2004 Priestly, 2012 Thus,it is imperative that teachers as key actors in policy enactment
are afforded the opportunity and time to develop their knowledgeratetstanding of policy

goals that affect their learning and teaching beliefs and practices.

Therole ofteachers & policy actors

Whenresearch consideegtorsi,t is often the major stakeholders that are analysed
not frontlinestaff who must engage with, implement and enact the policy (Ball, 2015).

Research oreachersas actors angdolicy enactmentRall, 2003;Ball, Maguire, Braun &
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Hoskins, 2011Maguire, Baun & Ball, 2015 Spillane, 200%places teachei the heart and
forefront of policy reformThis focus on enament in schools recogniséige activity of and
between policy aors on the ground level thafasoften ovelooked in education policy

(Colebach, 2002; Maguire et al., 2013hstead of a hierarchical approach to policy work,

where policiesr e 60doned in school ®dwierls omeat &esnd | ep
(Maguire et al., 2015enacme nt i s fian under st gretediamdg t hat p«
0transl atedd by diverse policy actors in the

i mpl ementedo (Braun, Midheraiorerezamifinggalitylreform2 010, p
through an enactmetensfacilitatesa more indepthunderstanding f t eacher s 6 di f |

roles and needs in interpreting and translating policy into practice.

Different actors at different levels of the policy procesdertakalifferent roles
(Dolowitz, 1996; Dolowitz & Mark, 200Q Savage2015. This isalsothecase withteachers
as there ardifferent roles teachers can adapthe micrelevel of policy enactmenBall et
al., 2011; Maguire et al., 2019)eachers as actors can assume any number of policy roles
and navigatéetween roles depending on the context of their situation, position in school,
understanding of policy intentions, and attitudes to the goals of the phtiege roles can be
categorisd into one or more types of policy act@pénding on the e a c leanings s
towards different areas of wo(Ball et al., 201) (Table 2.1) In the context of the junior
cycle reform (DES, 2015}t can be assumeddht mo st t eac leeeivesbasar e i ni t
schools and teachers are dependent ogultance and trainqiprovided by external experts
such as the NCCA and JCAs theFJC is phased in andachers are upskilled thesadbers

may t ake o nitich dhmhusiashdr/andoadfeprérat
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Table 2.1.

Typology of Roles

Policy actors Policy work

MNarrators Interpretation, selection and enforcement of meanings, mainly done by
headteachers and the SLT

Entrepreneurs Advocacy, creativity and integration

Outsiders Entrepreneurship, partnership and monitoring

Transactors Accounting, reporting, monitoring

Enthusiasts Investment, creativity, satisfaction and career

Translators Production of texts, artifacts and events

Critics Union representatives: monitoring of management, maintaining
counter-discourses

Receivers Mainly junior teachers and teaching assistants: coping, defending and
dependency

Note: SLT is the acronym f&enior Leadership Team.

From A Taking Context Seriously: Towards Explaining F
School, by A Braun, M Maguire and K Hoskins, 20Discourse: Studies in the Cultural
Politics of Edication,32(4), p.626.

As oneadvocate for students wiBENin school, theSET mayassume the role of
0 arratobin the interpretation and introductiohl®?LPs as part of the FIC within the school.
They may also assume the rofgdransactadin beingresponsible for overseeing the
allocation ofLOsto subject teachers, gathering evidence of achievemettrepaing to
parents and school leadership. Ténamplehighlights the complexity of actors andeth
varied roles in enactingducation policy, rad in this instance L2LP3hetypology of roles
(Ball et al., 2011yives some coherence to this complexity. Hegvgt does not consider the
factors thaprepare ananotivate tealsers to assume roles and engageethermpositively or

negatively, with pdicy enactment

Teacher Engagement with Education Policy

The role of teachers enactingan inclusive education poliagitiative such as
L2LPs iscritical (Forlin & Lian, 2008)asit is the dayto-day action of frorine staffthat
determines the edttiveness of thpolicy (Gilson, 2015Lipsky, 1981).Teacheré

knowledge, skills, understanding and attitudes impact their own and their schools' capacity to
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create inclusive learning environme(@hevlin, Winter & Flynn, 2013)Oneprinciple
underpinning junior cycle education is inclusive education (DE®&L5).The L2LPs promote

the inclusion of posprimary studentswith learning disabilities in the low mild to high
moderate range of abilityithin the mainstream subject classroamunior cycle Thus, it is
important toacknowledge teachers' views, vedumotivations and concerns as parttoé

L2LPs policy enactmengrocess to ensure its effective enactmergparing teachers for
effective engagement with policy initiatives requires addressingetttiness ofeachers
cognitively, psychologically antechnologically (Cheng & Cheung, 199Bheng, 200b The
analysis of teacher readingesengage with new initiativesffers an opportunity for policy
makers to consider the position of those whaasked with enacting the policy at school
level. Recognising what stage of preparedness teachers are at will enable policy makers to
plan and put iplacethe supportsequiredto prepare teachers to posély engage in the

policy initiative. Whole-schoolteachempreparednessas essential for effectivenactment of
L2LPs as the L2LPs guidelines sththat students can undertake tHglds in mainstream
subject classes with their peélCCA, 2016). This created an enactment gap as it assumed
prior knowledje by all teachers @fie L2LPs guidelines and bér inclusive education
documents. This may nbave beetthe case as teachers were becoming familiar witkdie
and their subject specifications at the saime as L2LPs were introducqzbrhapsesultirg

in a lack of cognitive readiness.

Understanding of policy objectives infl ue
engage with policy enactment (psychological readiness), inlisrnc an af f ect t eact
technological readiness and congrety, ad theirPD (Cheng & Cheung, 199%heng,

2005. ResearchKoutrouba, Vamvakari & heodoropolos, 2008 recording the attitudes of
Greek secondary teachérs= 365) towards inclusion found that attitudes were positive when

teachers had specialised knowledgpperience and furth@&D (technological readiness). The

27



absence of these factors resulted in a lack of confidence and prepafpdpelssiogical

readiness)This highlighs the necessity for specialised knowledge, experienc@&bxfdr all
teacherstadvance inclusive practices in teachers
environment. The organisation tasked with preparing and supporting teachers enact all

aspectof theFJC including L2LPs was JCT.

TheL2LPs werantroduced as part of phase one of BF3€in 2014.English was
introduced at the santine, and schools could also choose to introdslvert coursefor the
first time. This new junior cyclevascompletedor the first timein 2017.Thereforethere
wasno researclat the time of writingntot e a c h er s 0 tgeenaetpha framemork, s s
subjecs or L2LPs. Furthermoreherewasno researclonthe impact of infrastructures put in
place tosupportL2LPsor thelevel ofenactmenof L2LPsin postprimary schools. This
research aims to explorevkloping teacher preparedness through @PEhe purposes of
effective enactment of L2LPs in a pgstmary schoolTo begin this exploratigriterature
on contributing factors to teachersd prepare
beliefs relationships with studentsense of efficag and context were identified as key

influences.

T e a ¢ hatitudeand beliefstowards inclusive education.

Positive attitudes are considered on a par, if not above, skills and knowledge when
identifying the cucial elements for effectiviaclusive teahers(Forlin & Chambers, 2011;
Sharma, Loreman & Forlin, 2007). Therefgpelicymakersand CPDdesigners must be
cognismt of t eacher théexibtingkhkogledgey valdes and eliefs they bring
with themto teachingHochberg & Desimone, 2018toonan, 2018)Teachers are more
likely to change their teaching approach to accommatiaéesity among theistudents if

they have positive attitudéswards inclusion (Cambell, Gilmore & Cuskelly, 2003; Faqrlin
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201Q Round, Subban & Sharma, 20Q1A&dditionally, ttachers whengage irsustainedPD

in SENare more disposed to displaying positive attitudes to inclusion than their colleagues
who do not(deBoer, Pijl & Minnerat, 2011)Attitudes consist of cognite; affective and
behaviourabgects (le Boer et al., 201 Eagley & Chaiken, 1993) and referttoe a c her s 6
beliefs and knowledge, feelings about, and predispositions to behave in certain ways when
tasked withengaging with the concept of inclusive eduaaijde Boer et al., 2011)As such
atitudes willformp ar t o f cognitive and psycho@ical readinesto enact inclusive
education policynitiatives In relation to L2LPsnegative attitudinal aspects may negatively
influence L2LPs enactment wWipositive aspects may result in positive engagement with

L2LPs.

Metaanalyss and smailscaleresearcltont e a c &ttiudes fainclusive education
offer contradictory findingsAvramidis & Norwich (2002)a n d F g2010pnket& 6 s
analyssindicated thateachers are generally positive towards the notion of inclisiort i d o
not sharéusi Ondt alpprmach towar (Asranedis& ci al edu
Norwich, 2002 p.142), and less favourable attitudes can arise when a student with SEN joins
a teacher 6,200 Hawvewwr, de Baerer aR2011)foundno definitive evidence
of positive teacher attitudes. In fagtpstteachers reported neutral or negaattéudes in
relation to including students with SEN in their classroArramidis andNorwich (2002)
reported greater levels tdacheracceptancéo the inclusion of students with mild learning,
physical or sensory disabilities compared to students with more complex needs such as
moderate learning disabilitieSimilarly, more n@ativity towards including students with
learning disabilities or entimnal and behavioural difficulties than students with physical or
sensory disabilities/as reported by de Boet al. (2011)lt is envisionedhat students
participating in a L2LP in ptprimary schools wilengage with theitOs within

mainsteam classes (NCCA, 2016). Howevetgedchers are negatively disposed to including
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students witHearning disabilities in their classrodtrmight ke assumed that teachers may

have negative attides and concerns abaeaching L2LPsConve s el vy, t eacher so
could improve ifrelevantCPD was provided that facilitated teachers developing an

understanding of inclusive educatjavith L2LPs offering a framework for the inclusion of
thisgroupof st udents i n t he tgskedwitlwdesigoiygeCPRfor Thos e ¢
L2LPshave a role to play in understanding teacher readiness to engage. Therefore, they
shouldtake such findingsto consideration and create a CPD that acknowledges and works

with the different attitudinal posins of teachers enacting L2LPs

Thesemetaanalysis studigdindings (Avramidis & Norwich 2002 de Boer at al.,
2011;Farrell 2010 are consistent witemallscale researciindertaken in European countries
between R07 and 2013 Greekprimaryteachergn=155) with direct teaching involvement
with students wittSENhad more positive attitudes than their colleagues with little or no
direct teachig involvement (Avramidis & Kigva, 2007)Gr e ek secon@=ary teac|
365 attitudes towards inclusion were positive despite infrastructural and institutional
hindrancegKoutroubaet al, 2008) Elementary @achers in Bosnia and Herzegov{nal94)
showed a willingness to teach all students regardleSENfin their classspom. However
they did have concerns around suppparticularly resourceandit wasconcluded that
support in the form of reducing class sizassistance from SETis individualising
curriculum for students with intellectual disabiliti@d more covenient resourcesndPD

coud support tMemisehics& Hodric, 204 T). lAll tree studies showed that

teachersé attitudes to inclusion WBand streng
resources.
Findings in Irishsmallscalestudiesonteah er s 6 at t intshekes t o i ncl

similarities with Avramidis and Kalyva (2007), Koutrouba et(2008), and Memisevic and
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Hodzic (2011) An exploratory study of teachgsrincipal and support stafierceptiongn=

24) of opportunities and constraints developing inclusive envirmentsndicatel that Irish

teachers accept the principle of inclusion but have some reservations about inclusion in

practice (Shevlin et al., 2013). Factors that contritbit® t e a c h e rtlsisstudyt t i t ude s
included theiknowledge of the meaning (deition) of inclusion, school ethos, training,

time, and suppor{Shevlin et al., 2013)This suppodthe NCSE (2013) assertion that teacher
competency, attitudes, knowledgad skill support the coggrinciplesfor inclusive

educatiorthatvalueslearner diversity and supporting all learners.

Attitudes and oncerns about the appropriateness of includome studentwith
SEN inthe mainstreamlass variedlepending on thseverity of the disabilityShevlin ¢ al.,
2013).Like Avramdis& Norwich (2002) and de Boer et al. (2Q14tudentswith learning
difficulties wereamong those described as major concé@etli;s & Porter, 2005; Hastings &
Logan, 2013; Shevlin et al., 2013). One cause for this concern was the incoessargls of
a subjectspecific curriculum for examination purposes at gognary. A high percentage of
respondent§87% n=71) in aoneschoollrish studywere willing to include students with
SENIn theirthird and sixthyearclassesEighty-three percet of participantsvere willing to
adapt the curricul um tnnetgfiveipércettere wiling wuset d e nt s 6
differentiation intheir teachingHowever lack of resources, the pressure of achieving high
grades in examations andamount of time toteach all subject cdent toeverylearner was
the primary challenge to inclusighlastings & Logan, 2013Political, media and parental
pressure placed on teachefgoresubjects to dueve high examnationresultsmaycause
negative tadher attitudes to students wiBENwho areperceived to be lowering the overall
standardEllins & Porter, 2005)A oneschoolUK study(Ellins & Porter, 2005 (n=47)
highlighted that the subject taught can affect teachers' attitudes to inclusion asdrbeiof

preparedness to meet the needs of studentsSEithwithin their subjectWhile the results of
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oneschool studies cannot be considered a complete représemtithe teaching population,
these studies (Hastings & gan 2013 Ellins & Porter 2005 gave insights into the attitudes

of a small samplef teacherand identified implications for further studjunior cycle

culminates with state examationsin severalsubjects and thereforeconsidered a high
stakes pr ogr ammefluence progthmmes, subject chaceslanddevels nhosen
for senior cycleThis pressure of teaching for examations(Hastings & Logan2013 and
thedifferences in culture and attitudes between subject departments can affect the inclusive
culture of the sabol and its members (Ellins & Porter, 200&)dis relevant to the

enactmenbf the L2LPs within the neWwJC

Teachers are often faced with competing and contradictory demands and pressures
(Murray & Pianta, 2007)As frontline policy actors, gject teahers must adjust tnew
framework, new subject specificatioasd TLAR changess part of the new junior cycle.
Additionally, they may be asked toclude aspectsfas t u d ke2bRinfogheirlessons
Thus,teachersare béng askedto makenumeroushanges simultaneously which may add
morepressure to the subject teachBnis mayresultin negativity towards L2LPand
possibly impact e a ¢ helatrorssidip with their students wiSEN Such negativity would
be counterpr oduct iedueatian agerida vehicraprochdes a comticulinuas i v e
support withinresponsive schools that facilitates all students learning together where possible

(DES, 2007, 2017a).

The impact of student-teacherrelationships oninclusive education

In the absence of speicifiteratureon studenteacher relationships for studentstwit
GLD, research into studet¢acher relationships for mainstream studentslestis from
different socieeconomic and cultural backgrounds, tashieving students, students with
emotional andbehaviouraldisordes (EBD), and students falling under the general term of

GENbanddisabilitydwere reviewed to use as a foundation for exploring stueacher
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relationships in the context of thigsearch. lis accepted thdeachersavea crucialrole in
the aademic, so@l and emotional wellbeingf their student§Archambaultet al, 2017;
Cooper & Jacob011; Murray& Pianta, 2007Smyth, 1999Stallard, 201 Student
teacher relationshipgeak ey contri but or t o hstwhdlent sé enga
incorporates student behaviour, attitualed participation inheirlearning Archambault et
al., 2017. The beliefs, attitudes arkhaviourf teachers impact these relationships
(Murray & Pianta, 2017)ow teachers respond to the pridegpof inclusive education
affect students social, behaviour and academic outcomes (Savathiaer2012).Teachers
with negative attitudes to inclusionay behave more negatively towards less academic
studentghan tovards high achieving studer(fdurray & Pianta, 201). They may provide
less emotional support and praise, more criticism and ignorindy@adtbwer teacher
expectationsTeacher expectatis can influence intellectual developmant create self
fulfilling prophecies (Chandrasegaran &deaakumari, 2018; Rosenthal & Jacobson, 3968
andcan negativelympact the seltoncept of students wittisabilitiesand in turn,

motivation and engagement in school (Murray & PigaB€l7. This may be why there is an
increase of students transferrimgrh postprimary schools to special schoolath emotional
reasons being the highest reported reason (68%) by those studerfi¥ o &ansferred

(National Association of Boards of Management for Special Educ@tiaBMSE), 2011).

Thereis arelationdip between selfimage and academic performarndeere the
hi gher t he amhgelthe smareesactessiul treigcbres, and the more
successful their outcomes the higher their-sefge(Albert & Dahling, 2016Rice, 1999)
The same applies to ademically weak studeméind studerstwith SEN who haveow sdf-
image.Fifty-five percent of students who transferfeaim postprimary to special schools
reported academic reasons fi@nsferring (NABMSE, 2011Furthermore,it eac her s 6 i ni

judgemats of students argrongandtheyunderestimate their abilityt, is the weakest
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students who are most negatively aféglbecause students internalise the labels assigned to
them (Chadrasegaran & Padmakuma2D19. This suggestaveakerstudentsachieveess
compared to their higachieving peera/hen teachers underestimate their ability ackieve
more when teachers overestimate their abiltiggndrasegaran & Padmakumari, 2018;
Maddon, Jusim & Eccles, 1997Sutherland & Goldschmid, 19y.4utherland

Goldschmid purported the greapawer of negative over positive séliifilling prophesies
however their study was found to be methodologically weak in that it highly underestimated
high achieving students and moderately overestimated lower achiéwitents
(Chandrasegaran & Padmakuima018;Jussim & Harber2005).Contrastingindings

(Maddon et a].1997)suggested thahough lowachieving students were affected by teacher
underestimates, positive teacher expectations were more powerful théimenegpectations

for these studentThe pressure on teachers to prepare students for state examinations
(Hastings & Logan2013;Shevlin et al., 2013)ould be a contributing factor to teachers
directing more negative behaviours such as low expectatarsds their students with

SEN. Wih limited time to cover contetgachers may find it difficult to find the time to build
relationships with their studerdsid challenge individual students according to their ability

level, strengths and interests

Positive andcaring studenteacher relationships support the development and
engagement of students with SEArchambault et al., 2017; Flynn, 2013; Murray & Pianta,
2007) Studies that explored studeetacher relatioships with students with EBD
(Archambalt et al, 2017; Flynn, 204) and highincidence disahties (Murray & Pianta,
2007) found that positive relationships were characterised by trust, respect, understanding
cooperationand connectednes&aréemergedas one of the most important asjgeat the
relationshipyitho ppor tuni ti es to talk with their teac

(Flynn, 2014). According to studentshe characteristics of the most caring teachers indlude
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strong classroom management, high expectgtmnssistent aise andeedback, and

personal involvement (Murray & Piant2007). Interactions that involvéeacher noticing

anddeacher investmedtd e vel op studentsd conf i ecennepte, sens
and can positivel y acfiohiegat maitatiodie and aittof sehoob t i o n a
(Vincent et al2018. Therefore, @achers and students must be provided with opportunities

for meaningful interactions.

Teachers need to be provided wRID that facilities understandingphei r st uden
develpmental needs and goals to better provide contexts and opportunities for learning
(Vincent et. al., 2018 Teachers make heavy emotional investments in their relationships and
teaching, and their sense of setbrth, success and jobatisfaction depend othese
(Hargreaves, 1&9egnminturadfects the teaching practices and student
interactionsK a h i n;Hun@pBrigs/ 1993001).Thus,a cyclical relationship is eviderih
the context of L2LPs this transést to teachers knowingnd wunder standing t
IEP/SSFandb ei ng i nvolved in the development and r
Having a rational lOshaypr amat e dteend d©lse ps d oad ttiyv
the L2LP in thai classroomleading toteachersproviding students with opportunities for
success and challendmyilding their capacity and confidence and enabling them to atteess
junior cycle at their leveSubsequently, thiwill enhance e a c imderstriiling oinclusive

practicesm the classroom arttieir selfefficacy.

The impact of teacherefficacy on creating inclusive environments

Teacher efficacyiapr edi ct i ng f atitutes to inausive edeicatom e r s 6
with low teacher efficacy correlatingith concernand negatiity towards including students
with SEN in their classroorfSoodak, Podell & Lehman, 1998rton, Wilbert &

Hennemann, 2014V eisel & Dror, 2006Vaz et al., 2016 A suwey ofIrish primary
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teachergn=244)reported loweacherefficacy in terms of creatg inclusive classrooms

( O6 D o,r2012. Teachersnay havehe competency to include students with SEN in their

lessons but lacthe confidence inheir ability to do soConsidering theesponsibilityof the

class teacher iproviding theirs t u d educatiendhe motion that teachers are not qualified

or needo be aspecialisto teach students with SEN needs to be addressed within the
profession(Florian, 2008).Advocatedor the rightsbased concept of inclusidgRlorian,

2008, 2014; Rioux 2014)arguefor inclusionbased on social justice and moral valzesl

the placement of students with SEN in the same setting as theirpdgration is

consideredh human right and a means of achieving righktsm this perspective special

education could besed as atrategy to achiever deny rights with curriculum as one barrier

to inclusive educatio(Florian, 20082014) Thus it is the responsibility of the education

system Ato develop and sustain a péhisoe of | e
herf undament al right to edupEbHowveratiisd | ear ni n.

argument does not allow for a continuum of needs within special education.

The argument againgtis notion of right-basednclusionis that placement does not
equate to inclusion as there may be cases where this overridingprilghtsame setting
placement as their peerannot be met in the mainstream and a special class or special school
placement is required to meet this right (Edy 2007; Meegan & MacRiil, 2006).It is
acknowledged thatpecialised support is important for students BN, butthe question is
how to provide this support withoptacing students with SEbht he mar gi ns of ed
normative curve (FloriarR014 Pantic & Florian, 205). The RICrecognises the right of
everystudent to inclusive education. It is a move away from the frequent conceptualisation of
inclusion as fitting students with SEN into existing systems and provi€shevlin et al.
2013) The L2LPsare consistenwi t h | r el andds duantdspacplst em of r

school/class placements as they are available to any student regardless of plaseanent
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L3 subjectsshort courseand L1LPsTheL2LPs reflect thainiquedifference approach
(Lewis & Norwich, 200% Norwich & Lewis, 2007)within the universal desigof the FJC
TheL2LPs recognise that theage needs specific to students with GLD (NCCA, 2Q@18.4)
however, these needs are not placed at the forefront before individual needs or needs
common to allFurthermore, there is atknowledgement that students in junior cycle may
be working towards different learning goalghin thear junior cycle programmandwithin
class lessondhis is a significant change from the yiaus junior cycle and enactingcduan
inclusive education initiativeequires significant changand support for teachers to enable
change in teacher s 6 (Shamadoremare& Forlin,2002e i r c |
Supporting this change and facilitatitepcher efficacy to enact L2LPswa key

consideration in undertakirtbis research

Studies usinghe Teacher Efficacy for Inclusive Practices (TEIP) and Sentiments
Attitudes and Concerns about Inclusive Education Revised (SR HeEales to examine
teacher efficacy(Forlin, Loreman & $arma, 2009; ForlinrGharma & Loreman, 201#&ark,
Dimitrov, Das, & Giahuru, 2016; Sharmeaial, 2012)movedaway from the medical/deficit
modelof needsinstead focusingnore on the environment and teaching practicas on the
individual studentThe TEIP isusedto interpret three factors of inclusive efficaejficacy
to use inclusive instruction, efficacy in collaboration, and efficacy in managing behaviour.
SACIE-R measursthree constructs of inclusioattitudes to accepting learners with diéet
needsconcerns about inclusive educatiand sentiments about people with disabilitiese
TEIP was initially validated by Sharma et @012) and again by Forlirt al. (2014) in a
study that also validated SAGE. A strong link was found betwegrarticipant student
teachersdé (n=67) perceived preparedness
concerns about inclusion) and anticipated increased stress levels when students with

disabilities were to be irheir clasgForlin & Chambers2011). Unexpectedly, themas a
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lack of increased positive attitudes after engagiitg people with disabilitiesHorlin &

Chambers2011)). This contrasts witlteacher8(n=373)reported decreased levels of concern

and inceasedevels of efficacy relatig toteaching studentsith SENand inclusive practice
after a onewveek inclusive education course (Forlin et 2014). Ast eacher sé knowl e
legislation and policy improved their teaching efficacy improved also (Forlin, &C4l9,

indicatingal i nk bet ween teachersd cognitive and te
readinessandwillingness to enact inclusiveracticesThe contrast between these studies

suggest thaeachers with experience responded better to inclusive edubPdithan those

with limited experience in the classroomitial TeacherfEducation(ITE) programmes in

Ireland include componentslegant to developing inclusive practices and SEN. However

there is a disconnect betweendtEmME peraghammés
perceptions of enacting inclusive practices. Student teachers feel prepared in terms of

developing their attitdes and values to inclusive education but lack a sense of preparedness

in relation to their confidence in their knowledge andiskd enact inclusive practices in the
classroon{Hick et al., 2018). This may be a result of lack of direct experience ayome

of studenteacherdgaking a major module in SEN indicated that their development as

teachers for all benefitted from addital attention to classroom practice. Conversely, there

appears to be tension between placement time and time for additional taught content (Hick et

al., 2018. This supports arguments th@rsonal context is importarand teacher educators

(ITE & CPD) must be mindful of this. By tailoring a CPD to the environment it is taking

place n, differing levels of experience cdacilitate collaboration amongarticipants and

promote a shared confidence to enact inclusive education initiatives such as L2LPs.

Thesuccessful development of inclusive education requires strong teacher efficacy in
terms of enacting inclusive policies (Forlin et 2014. Supportsstudents receive are

decided based on their diagnosis or assessment of needs. The translation oppwteia
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theclassroom islependent not only on tlset u d meads Isubalso on the knowledge, skills
and attitudes of their teachers (Park et &18). This relateto theconceptof teacher
preparedness amdises thessueof how Irish teachers apgepared to enact inclusive policy
throughinitiativeslike L2LPs.There is aelationship between setierceptionsPD and
practi ces. T peaeptioaof eeadcutmetdescérandicompetency will
facilitatethe connection between tR® teaclersreceive and how tlyeusetheir acquired
knowledge and skills in thepradice (Park et al.2016. The context in which teachers
interpretthe policyinitiative will also influencet e a c levels f @hgagement with their
CPD. Hence policy enactmenand the importance of schesgpecific factors should not be
overlooked (BraunBall, Maguire & Hoskins, 2011Rolicy enactment is not a homogeneous
activity, rather it is heterogeneous and
part in shapingomplex ways in which policies get dealt witlo r  n Maguiré@et 4|.,

2015, p.490).Thus teachers interpreting L2LPs through taes of theFJC and junior cycle
reformmight engage differently and take on different roles to enact L2LPs than teatioers

interpret L2LPs from an inclusiveducation perspective.

The role of context in policy enactment

Policy designers need to consider four interconnemetextual dimensions that
effectt eacher s & e poficg ghactmem dt school tevel (Bragnal., 201}

(Figure 2.).
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Figure 2.1 Contextual Dimensions

Contextual dimensions

o Situated contexts (such as locale, school histories, intakes and settings).

e Professional contexts (such as values, teacher commitments and experiences,
and “policy management” in schools).

o Material contexts (e.g. staffing, budget, buildings, technology and infrastruc-
ture).

o FExternal contexts (e.g. degree and quality of local authority support, pressures
and expectations from broader policy context, such as Ofsted ratings, league
table positions, legal requirements and responsibilities).

From “ Taking Context Seriously: Towards Explaining Policy Enactment in the Secondary School,
by A Braun, M Maguire and K Hoskins, 2011, Discourse: Studies in the Cuftural Politics of
Education, 32(4), p.588.

0Situat eabdsidassocrhtoeoxitssO | ocati on, enr orfamant and
number of types of posprimary school, each #i their own ethos and history, art

number of new posgtrimary schoolss inaeasing(DES, 2018. Thus, while many schools

will have anestablishea@thos developing schools may still be exploringithailture. This

does not mean that developed schools cannot change theirSttfoturnover for example,

canimpact the situatioal context of a scho@Braun et al.201J). Professional development

that provides a rationale for change and supports teachers to engage in the initiative in their
context caralsobring about a change school culture6 Ma t e aniexistefér todhe

schoolsé building, budgets, technologies, 1|o
contexs consider the pressures and expectations placed on schools and teachers from national
policy, legal and social responsibilitiemdthe quality of supprt they receive from their

governing bodyo P r o f e costextsaddeeks6h e i nfl uence of teacher.
policy and their values and commitment to engaging with policy on policy enactment (Braun

et al20117).

There are strapinterdependencidsetween situational and professional contexts and

what and how policies are follow€Braun et al.2011) However, the complexity of school
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environments oftenecessitates simultaneaesponsgto severabpolicies Braunetal.,
2010) that is sometimewerlooked by policy makers. THeJCis considered one policy
reform. However, from schodiperspective it maybeseverabpolicy changes under one
umbrella reform titlethe introductiorof principles key skills and statemés of learning
subject spefications based on learning outcomesllbeing andnew TLAR approaches. In
addition the L2LPs and L1LPs were introduced as parhefihclusive education vision for

junior cycle education

When aplethora of new initiativesome in close successiothere is an expectation
forschools and teachers fAto be familiar with,
contradictory) policies that are planned floemby othes, while they are held accotable
for this tasko ( BSud competing demdnds and 2xpettationsgan 54 7 ) .
result in teachersdé uncertainty about their
on their belief that something is worthwhile or because of #ibility of the policy. Policy
areas that are consi@el highstakes in the public or political domain or as part of the
school ethos garner more visibility. An example of this in the UK was the policy shift to
make English and Maths the most import@a@SE subjects (Maguire et,&015). Here the
visibility of English and Mathsesultedn more resources for these subject areas. It also
added pressure for their respective departments and teachers, and to some extent left teachers
with no position to take other than the standards agenda. On the ottigiohémose less
visible subjectsdifferent values and commitments shaped teachiagtioe compared to
their English and MathsolleaguegMaguire et al.2019. English is a core subject in the
Irish education system and culminates in state examirsatgonior and senior cyclén the
preceding and initial years of the junior cycléoren English was very visible in terms of
CPD, media coverage and industrial relations issues while it appears L2LPs went under the

radar.
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Discrepancies in inclusive edation policymessaging acros®y documents
pertaining to L2LPsnayalsohave impactetheinitial visibility of L2LPs. L2LPs were
represented as part of thumior cycle reform in th&JG #rst publication (DES, 2012).
However, they were omitted frorhis d o ¢ utimefranhedos the introduction of junior
cycle developmentDES, 2012,p.39) andn the final version of the framework (DES, 2015,
p.17). Clear links between L2LPs and the framdwweere absent in the L2LPs initial
guidelines (NCCA, 2014)ui included in a subsequent version K 2016). Furthermore,
the L2LPs guidéhes(NCCA, 2016)pr esent ed an adapteighd version
principles combining some to create four principles and naming others as features of the
L2LPs. Thiscontrastswith the L1LPs (NCCA, 2018) where the links between L1LPsthad
principles underpinningunior cycleeducation werexplicitly aligned with explanations of
how they link.Finally, the introduction of a programme like L2LPs which is grounded in a
model d individualised planning in the context of a common curriculum is arguably
fundamentally undermined by the failure to commence key sections of national legislation,
EPSEN Act(2004), which relate to individual educatigaanning, thd EP. In Circular 14/7
ASpeci al Education Teaching All ocationd and
2017b)attempts were made to addressnning requirements for students with SEN through
the SSF. However, as recently as December 2018 the Associatiecaoidary Tedeers in
Ireland (ASTIP advised its members not to implement IEPs or SS&sh lack of clarity
regarding ncl usi ve education goals at the outset
readiness andale-facto, whole-school readiness tamact he L2LFs in a time when the focus
was on other areas of junior cycle reform such as assessment of junistatele

examinatiorsubjects.

5ASTlisone of two postINRA Y NB G S OKSNBRQ dzyA2yad Ay LNBflyRO®
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The competing demands of teachsubjects at examination level versus including
students with SEN isubject classes ihunique to junior cycle and L2LPs. It was noted
that prepang students fostate examinations places the focus on covering the content
Hastings & L ogaetal,2012)@vhil8 lack @ tind sorespondtteedemands
of teaching examination sjgets was cited as a barrier to developing inclusive practices
(Shevlin et al., 2013)This hierarchy of subject visibilitpnayresultin teacher®verlooking
initiatives perceived as less valueleacherexperience déivalues schizophreriavhere they
sagcifice their values, commitment and authenticity within practice for impression and
accountability (Ball, 203, p.22). Thus,a shared directionyba schooktaff is important to
balance competing demands. A collective vision formed through collaboratieesges
servesto represent the values base of the school, a common frame of reference to measure
existing inclusive practiceandcanlead to @iange in practices to achieve the desired
outcome (Knoster1 993).This collective vision should be inclusieéthe wholeschool

communityof teachers, students, parermtsd SNAs.

Teacher engagement with policy chargel initiativess complex. The quality and
extent of teachersodé participation and the ro
factorsTexa her s6 bel i efs and at tteatherdetagsoshipssanth se of
the prominence of context and competing dema
contribute to the success or failure of policy change. Acknowledging and additbssiag

factors when designing policy and the CPD to enact policy chartgerefore crucial.

CPD and Inclusive Education Enactment

The position teachers take and how they approach teashangyiical factor in any
policy initiative to improve inclusie educationThe quality and strength of learning,

teaching, leadershipand curriculum in schools is dependent on the vision, commitameht
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capacity of the teachers who bring the curriculum to life (Sugrue, 2dbtjever,teacher
educatiorfor incluson hasinadequatelyprepared and supported teachers to enact inclusive
prectice in theidearning and teaching (Forlin, 2010hus, there needs to be a-ogientation

of teacher education programmes and CPD to align to inclusive education approaches to
ensue teachers have the necessary pedagogical capacities to createdrothssrooms and
bein line with curriculum reform (UNESCO, 2009oherent and contextually releva®D

is essential where teachers are asked tavibto educational policy initiaties, particularly

if they require &hangent e a c vakas andl beliefs as well as materials and techniques.
The Cosan framework (Teaching Council, 20f&)videdteachers with the definitioof
professional learning s onifinciousprofessionadevelopnent (CPD)[which] refersto life-

long teacher learningnd comprises the full range of educational experiences to enrich

teachersé professional knowl edge, wunaerstand

(p.5).For effective learning to take plateachers must be active participarather than

passive recipientsf their CPDin order tobe motivated to engage with and take ownership of
their own learnindThe Teaching Council, 2016). Howevethere is dadck of consideration
given to thdactors hat motivate teachers in their priaetand reasons for engaging with

CPD (Guskey, 2002 McMillan, McConnell & O'Sullivan, 2016).

Factors contributing to teacher engagement with CPD

|l nternati onal studies on teachee 3009 PD
OECD, 20@®) indicated thatn about half ofEuropearcountriesteacher PDs considered a
professional duty. Howevgn practice CPD is optional in many of these states (European
Commission, 2011 Apart from madatedCPD, such as JCT 4servie for junior cycle,
teachers engage becatisey want to be better teachers, to grow professiorally to have
professional job satisfaction. Teachers want to expand their knowledge astbd@imore

effective teachers whalalso gaining practical drconcrete ideas that assist in their-ttay
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day teaching practice (Guskey, 2@D2andeed Irish teachers' commitment to altruistic
service, the welfare of studenggd studenteacher relationships was highlighted by Gleeson

(2012), as was the pressymaced on teachers to deliver high exaationresults.

Understanding what motivates teachers to engage with CPD is important. A study of
Irish and Northern Iriskeacher§(n=83)motivation to engage with CPD found that intrinsic,
contingentandtangental f act or s inmofivationeMcNiléad, MecCenaatl & e r s 0
O6 Sul | i v atmngic (Rdnél))factord such as personal interest, career advancement,
potential growth and achievement wehe primary motivators for teachers to engage with
CPD. Next werecontingent (schoelelated) factors such as interpersonal relations and school
policy. Tangentialsystemwide) factors, primarily the compulsory natureG®D, were the
final motivating factor. Thuschange starts with the individual, at thegmeral lewel, and

permeates outwards to reach the schvade then systemvide environments.

People become motivated when they perceive a link between effort, performance and
reward Therefore, foteachers to be motivated to engage in teacher changmtistybe ble
to make a positive emotional connection between the changes required, how attainable it is
and the perceived outcomes of the chafRD should encourage teachers to explore the
rationale for changes in practice, assign meaning to what teeloang and make
associations between teacherds motivations a
should becognisantoh s ¢ h o o | andplamfoteashiers to see the relevant
connections between their CPD activitéagl how they support tleec h oinclusive
education developmefKnoster, 1993, p.9)his suggests that effective CPBeds to
identify with t eacteatex ieeds at @perganal lavaltoermsural s c ho o
policy enactment at wholechool level. Thud 2LPs CPD neeslto idenify with teachers as
teachers of subjects in tandem with promoting the concept of teadtstuslents Utilising

teacher so6 d ewiystudesin thex classignépaiitating time forteacherso
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interrogate L2LPs as a part of thigarningand teaching an encour age teacher
in L2LPs as part of their inclusive education practi€suring time for teachers to make

connections between the policy objectives and what this means in terms of performance

output and studentubcomes Wil facilitate teacherdo set realistic expectations for enacting

L2LPs.

While there is an acceptance of the necessity of,@&dher educationas often
been ineffective (Guskey, 2002a). An OECD (2009) survey of tearhérsTeaching and
Learning International SurvefT ALIS) countries(n=22)indicated that the proportion of
teachers not satisfied with CPD wsignificant. Thirty-one percentf all TALIS respondents
andthirty-eight percenof Irish respondents identifigdaching students viniSENasa high
priority area foPD (Gileeceet al, 2009 OECD, 200%. The DESresponded to these
findings with therecommendatiothatschoolsand sipport services need to consider Irish
teachersd devel opment 6ENeasdvsll as generaléeachimgiamdg st ud

learning areas (Gileece et al., 2009).

Legislative and policy reforms to improve inclusive education have drawn attention to
teachers and thiePDn e e d s (adD@udyr, 2610) CPDhas an important roli@
affecting change in tharea of inclusive educatiqn O 6 G o r ma. he in@udve &ihciple
underpinning the FJC requireBange in Iristpostprimaryschoolsand e acher sé att it
and practice to meet the needs of a more diverse range of students in the mainstream
classroomand thdevel of change required should not be underestimated. The identification
of inclusion as an area of learning need in Cosan (Tea€wouncil, 2016) supports this
position. HoweverCPD i n I rel and focuses onhdruil di ng t
capacity (McMillan etal., 206 O6 Sul I i van, Mc Co)nThigis Hecadse Mc Mi |
the purpose of funded CPD is often thplementation of DE&Iriven policy where the focus

is on curricular change instead of the personal development ofthétear ( O6 Sul I i van
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2012. An examinatiorof teachelPD services (JCT, NCSE, Professional Development

Service for Teache®DST)) websites support thigosition In 2018 CPD for postprimary
teachersncluded FIJGpecific CPD the continuum of suppband the SET allocation model,

School SeHEvaluation (SSE)andsubject and programme specific workshops and seminars.
Additionally, the absence of research inclusive education Pfor mainstream teachers may
promote a de facto perception that teaglstudents witlfSENis the responsibility of a
specialistSET.CPD forSETsthat focuses on specialist knowledge and techniques may
inadvertently | ead to this perception of an

& Drudy, 2010).

The need to deslop wholeschool capacityni ncl usi ve education (O
Drudy, 2010)s heightened by thatroduction of theSET allocation mode(DES, 2013)
andaccompanyinguidelines fopostprimaryteachers (DES, 201ydJnder this model
supportirg studentsvith SEN is positioned within aimclusive wholeschool structurevhere
subject teacheisaveprimaryresponsibility for the educaticand developmerdf every
student in their classroo(@ES, 2017p. Thisincludes thosestudents engaging willRLP
LOsin mainstreantlas®s Furthermore, the guidelines for teachers dtakea t , alli s i nc e
teachers have responsibility for teaching students with special educational needs, it is
important that all staff members engage in appropriate CPD to develop the capacity
schools to meet the educational needs of all studéDEsS, 2A.7b, p.32).These CPD needs
should be reviewed regularly in schools and should include the professional learning needs
required by school leaders to develop a wisaleool inclusive approado provision for
students with SENDES, 2017l The implication of this is that if schools are to deliver
L2LPs as intended it is incumbent upon CPD desigiogptan appropriate L2LRSPD that
builds capacity and affects the necessary changes atduadiyleadershipand wholeschool

level.
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CPD to Effect Teacher Change

Preparing and supporting teachers to be effective educatorssgrséisant
challengesCPD is not as simple as taking expert skills and knowledge of new policy
initiatives transmittd throughPD activitiesand enacting themvithout problemsinto
practice (Dadds2014). Theaim of CPD for teachersstoeffectc hange i n teachers
classroom practicesttitudes and beliefa, n d i n smiogbetecomes Guskey,
2002).Changingt e a c peecepsons is a challenging process (Shevlin et al3)201d
researchl{Guskey, 2002a; Kennedy, 2005, 2084pws that P enterprises often struggle to
bring about teacher chande Ireland, this problem could be attributed to the numbeewof
initiatives introducd in Irish schoolsoncurrently or in quick successiogsulting in
insufficient timefor effectiveprofessional larningto enacbnenew practicebefore another
is introducedBoud and Hager (2012) stated tHaarning is somethg thatindividuals do"
(p.18; it is a process wherelydividualsgain a skill, knowledge or understanding tba
be broughto their practice.The teacher, the school and the learning activisytaee
interdependerdindrecurringinfluenceson teackr professional learnin@pfer& Pedder
2011a, 2011b)Teacher level influence e f e r s  tperceptiena af Rpriors 0
knowledge and experience, thegachingvaluesand beliefsand how these translate into
practice. School level influendecludeshow learning and teaching angpportedthe
collective ethosnd practicdor learningin the school, anthe collectiveagencyto achieve
shared goals for learningrofessional learning activitiés the system of tasks, activities and
practiceghat eachers participate ifhese influenceshare similarities wittthe contextual
dimensions of policy enactmefBraun et al., 2011 indicating that the same considerations

are reuired for policy and PD endeavours.

Opfer and Peddgi2011b)contradicedGuskey s  ( dirfieér thadel othe process

of teacher changeherechangean attitudesc o mes from t eaa@aider sé exper
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observing improved student outcomBsither change icyclicalasi c hanges i n bel i ¢
to changes in practice that bring cgas in student learning that bring further changes in

practice thatresultimddi t i onal c h an g@®pfer & Reddered0illp.f and so
395. Therelationship betweechange in thistance is reciprocal as change in aspect is

dependent on chge in another, and there is potent@l change to occur at aisyage of the

change processiowever, change in only one area maynegresent teacher learniag

change irthethree elementsf belief, practice and student outconmesequired for learimg

to occur(Opfer & Pedder, 2011b)Similarly, inclusive educatiopractices can be enhanced

through the development ofalthreedimensionsof knowing, doing and believin@Rouse,

2007). If two of theseaspects are in place the third is likédyfollow. If teachergain new

knowledge and are supportedaat this inb practice, then their beligind attitudes to

inclusive practices will change over tirffRouse, 200,/2008) If teaches believe in inclusive

education and amgiven thesupportto enacinew practicegheyare likelyto develop new

knowledge and skills (R@e, 2008)In the context of L2LPas a new initiativeeffective

CPDwill develop teached&knowledge andkillsandpr ovi de oppor dandni ti es
experiencing successful outcosie order to promote positive attitudes and beliefs toward

the programmePositive belief wil| in turn, promote further knowledge development and

inclusive practices in schodtffective CPD cannot be separated into different categories of

formal and eery dayon-the-job training but ratheshouldbea continuum ofearning that

supports and promotes all routes that can affect teacher and classroom change (Rose &
Reynolds, 2007)An effective CPDmodd wil s upport teachersé profess
through continued learning activities rather thaief, oneoff events (Opfer & Pedder,

2011a, 2011h. FurthermoreCPD modelsthat addresses school and system needs is required

(Teaching Council, 2016jor example th&JCand L2LPs. Finallya less togdown form of
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CPD, onethatis teacher led and gives ownerstogeachers is recommend@sluskey,

2002a TeachingCouncil, 2016§.

Models of CPD

An examination of three models of CPD (Guskey, 19$&8)nedy 20052014,
Shulman & Shulman, 2004) highlightéte varyinglevelsof impactCPD can haven
teacher learnindgl e a ¢ hdentitiesgvolve over the span of thaiareers; therefore, more
flexible and responsive appaches to professional learniage crucial it e a ¢ tostinued
growth and developmeate to be ensudgNoonan 2019. A spectrum of CPD models
(Kennedy, 2014jFigure2.2) reflects this notion as it focuses on the purpose of the CPD and
outlines threeategories that indicate the different levels of potefdigbrofessional
autonomyandteacher agencgyherefore the possibilitio develop teacher change. This
makes the maal relevant in relatinto improving capacity and autonomyinclusive

education practices through teacher preparedness and teacher enactment.

Figure 2.2. Spectrum of Models

Purpose of Model Examples of models of CPD which

may fit within this category

Transmissive Training models

Deficit models

Increasing Cascade model

Malleable capacity for Award-bearing models

professional Standards-based models

autonom . .
¥ Coaching/mentoring models
and teacher

agency
Transformative Collaborative professional inquiry

Community of practice models

models

From “ Understanding Continuing Professional Development: The Need for Theory to Impact on
Policy and Practice” by A Kennedy, 2014, Professional Development in Education, 40(5), p. 693.
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By describing and coparing the dominant characteristics of type€BD Kennedy
(2005 identified the use of five key questioasa framework for analysinGPD (Figure

2.3).

Figure 2.3. Key Questions for Analysing CPD

e What types of knowledge acquisition does the CPD support, ie.
procedural or propositional?

¢ [s the principal focus on individual or collective development?

* To what extent is the CPD used as a form of accountability?

e What capacity does the CPD allow for supporting professional
autonomy?

e Is the fundamental purpose of the CPD to provide a means of
transmission or to facilitate transformative practice?

From “Models of Continuing Professional Development, by A Kennedy, 2005, Journal of In-Service
Education, 31(2), p. 247.

This framework allows the analyst to place the purpose dCRi2approach in question on a
spectrun of CPD models(Figure 22). The framework can also be used®yD designers
and teacher educataas they prepare CPD for teachdrise revised spectruwf models
(Kennedy, 201 consistof three broad categoriggansmissivemalleable and

transformate.

Transmissive models of CPD

Transmissive models of CPd&ye at the lower end of the spectruhe purpose of the
CPD being to inform teachers of policy changes, transmit knowledge on new skills or
approaches to be introduced in schools. Transmissigels of CPD succeed in transferring
this knowledge to teach® but with a lack of attention to teacher autonomy or changing
t e a c h er sobbelefs. Thusitrandnassive approaches fail to have a significant effect
on classroom practig®esimoneetal., 2002; Murchan, Loxley & Johnson, 2009)

Transmissive maels can be delivered in the school context howekiey are usually

deliveredoffsi t e by an outsider, a 6émore knowl edge:
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predetermined messageansmissive CPDegs teachers as passive recipients of knowledge

(Kennedy, 24).

The transmissive model of o6t r ai ni n grédondanatelyusédchbp X CT ade 6 a
for teachelCPD for theFJC This isdespite res@rch findings indicating that transmissive PD
results inlow levels of curriculum implementation (Murchan et al., 2009). JCT provide
centrally designed orgay sessiondelivered through Education Centres and nominated
schools by subject advisors and assochates areconsidered specialists in their aréais
top-down plicy information disseminatiomaynot makestrong enough connections
betweerpolicy andpracticefor teacher$o understand the rationaks policy canfail
because theeasoning behind the policy wast transmitted andonnectiongo existing
practiceswere rot shown (Collinson et. al, 2009)he transmissivapproach to educational
reform, which positiors theteachemasan uncritical implementer of external policy initiatives
is not appropriate for developing ariesftive teaching professiors & neglects to consider

teacher sdé exi s @andhkngwleglge(Dadd20tide s, bel i ef s

Thetrainingmoded oes not consider teachersd prepa
considered important by Shulman &lgulman (200%tha works on the assumption of
reflective practice, a key principle that underpatisTheT e achi ng Counci |l 6s (2
categories of learning processes. The training magglimeshat teachers will put the
knowledge and skills learned into practice and réfbacthese practices, a weaks
highlighted in other models féeacher chang@uskey, 1986)This makes the training
model, as a anoff presentationineffectivefor enactingchangeHowever, the
ineffectiveness of the training model as a stalwhe approach t6PDand policyenatment
does not mean it should be discontinued. It is acknowledged that the training model is an
efficient approach f or ke e fiordatgandtacaaedneaf s 6 s ki

introducing new knowledge (Kennedy, 206funzicker, 2011). Thysn considering the
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vision andpurpose ot programmef CPD the training model might be one approach used
to introduce the vision as part of a continuous suite of supptirat area o€CPD. For
example beforeteachers caangage in deep learnihip relaion to L2LPsthey need thave

the necessary knowledge aib&LD and the structure of the L2LPs.

At the time of writing JCT had taken a predominantly casemodel approach to
CPD for L2LPs in posprimary schools. Cascadingkes the approach d€liveing PD toa
few to reach the many.eacher rpresentatives and principalsuld electo attend L2LPs
CPD with the expeetion that they wuld disseminate the information on their return to
school.Cascadingupports the prioritisation of knowledge andlskdissemination over
changing attitudes and beliefs. Furthermdreeglects the context dfi¢ learning (Kennedy,
2005) and is often criticised for negating the values of education (Nieto, 2003; Sdomon
Tresman, 1999) as ithdbwbugaesbhonhbei owhaetd a
cascade model is often used when there are limited resqie@sedy, 2005)Arguably, it
can alsde usedvhen teacher educators tasked widlveloping teachers in @mea of policy
change daot value that change.hls may be a result of the visibilittherefore status, of one
programme over another. Arguably, the focus on CPD to support the enactment of L2LPs has
been overshadowed by industnialations issuesurrounding the FJC, the emphasis on
upskilling teaches in new subject specifications, wellbeing, and the digital strategy within
junior cycle educatiorCirculars outlining CPD for the FIC (DES, 202816 2017) stated
the importance of the availalijiof adequate CPD opportunities fdl teachers so #y were
fully informed about the changes to learning, teaching and assessment required as part of
junior cycle reform. This commitment to CPD was reflected in the minimllonation of

four days for shject CPD.However, CPD availability for L2LPs was lefbdefined in the

65S8SLJ £t SFNYyAy3 NBtIFGSa (2 adzyRSNRGFYRAY3 LISRIF3I23TE | yR
LINI OGAOSé 6 YAY FEessaryimarder td_ddskaiy charlge/irRpraitide. y
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circulars.The argument for the difference in CPD availability could be the small cohort of

students who will participate in L2ZLPEhe counteargument is that these students will be

working towards theiLOsin subject classes. Thereggall teachers need to be prepared to

include L2LPs in their classes and to collaborate with their colleagues to ensure an inclusive
wholes ¢ h o o | appr oach t oThdrdare concersstarouhcetiess sfé6 | ear ni
collabortive opportunitiepresated in the cascade mod&los & Reynolds 2007).

Collaboration can give teachers a sense of ownership over how they move forward enacting a
policy initiative (Cordingley, 2005; Rose & Reylds 2007 and cascading removes this

process of discussion andnsensus

If the purpose of the cascade model is for teachers to take oole of policy
advocatethen a number of factors must be considefadtly, the extent to which old ideas
are replaced by neis influenced by the extent to which key actanslerstand and act upon
them (Priestly, Minty& Eager, 2014)Theassimilation and understanding of théormation
givenat CPDwill be different for each teacher principalbasedn their own values,
attitudesand contextThus theknowledgedisseminagdto schools throughascadings
bi ased by t he indectandingdewsdnd willengnessaecanoos be an
exact transmission of the purpose of the policy change, knowledge and skills delivered at the
CPD sessionDissemination of informain in this manner may also resulttireloss of a
whole-school sense of ownershipropare to when all teachers amvolved in the PD
leaving the responsibijitto enactthe policy initiativeto a few teachers considered expésts
their colleagues the school. This is particularly relevant in relation to inclusive education
policy. Teachereducationn SENhas an impact on teacherattitudes to inclusive education
andto teaching students wWitBEN (NCSE, 2013; Shevlin et al., 2013herefore, CPD

designers need to consig#rat in supporting the enactmaitinclusive education policy
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initiativessuch as L2LPshemethod in which thenessage idelivered isas important athe

message itse(Knoster, 1993).

At the time of writing posprimary sclools and teachers couldabse one or more of

the following elective$or L2LPs CPD

1 Two-hour school visits (SEN team or whedehool)

1 Postprimary cluster days (for SETs or interested teachers who have
completed subject CPD days)

1 Leadership and L2LPs hadfay sessions

1 Webinar sessions

JCT figures JCT, Personal communication, August 22, 2018) indicaadncrease ipost
primary schools and teaclemttending L2LPsSCPD in the period 2015/16 to 2017/18
(AppendixA). However, it is still a significantlyreall number compared to the total number
of postprimary schoolsaandteachers in Ireland. In 2017/2018 there were 711-pdstary
schools and 27,919 fulime equivalent teaching staff (DES, 2018). In the same school year
164 postprimary schooldhadteader representatives (n=40@) L2LPs Cluster CPDOne
hundred and seventyne principals or deputy principals, accompanied by a SET, attended
Leadership and L2LPs CPD (JCHersonal communication, August 22, 2018). The figures
made available did not inditaif the same schools were represented at both sessions. These
figures represent less than one quarter (23% and 24% respectively) of Irighripasy
schools attending CPD in L2LPs. As tharasno available research evaluating CPD for the
FJCat the tme of writing reasons for these low figures are speculative. However, the literature

reviewed for this research suggests that lack of visibility and \asdeompeting demands in

addition to teachersdé atditteaaogbmpemeditithpokcy s and
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enactment. As CPD is part of the enactment process for L2LPs the same contributing factors

apply.

Critiquing the current JCT CPhodelfor L2LPs,base& on the argument that AB
critical in influencing teachers' attitudes and pregaess tenactinclusive education policy
(Farrell, 2010; Shevlin et al2013, gapscan be identified. The electiveture ofL2LPs
CPDin comparison to the requirement of all subject teachers to atietfteir subjecCPD
could result in schools andachersaking the view that the L2LPs are the responsibilitg of
few, most likelySETs or thoseteachers who attended tle¢ective CPDrather than it being a
whole-school concern. Thisndermineghe inclusive vision that students participating in
L2LPswill as far as possible do so within theirimgtream classes (NCCA, 2016
Furthermorewith the focus on subje@PDfor subject teacherghere appears to be a further
disconnecfrom the vision and practice. This is becaasking teachers tacludeL2LPs in
their subject lass with no prior professional learningay negatively impact on their attitude
towards the programe. Thusjo develogp 0 s i t i v attithtdesaccirtlasivesedlucation
policy enactment, in this instance L2LRsprogramme of€PD must be put in place that
meets the needs of all those involv&berefore, this study aims to develop a collaborative
whole-school CPD based on the review of literature to positively impact the enactment of

L2LPs.

Malleable models of CPD

Malleable modks of CPD providanore opportunities for autonomy and chatiog
effectively impact teachebtearning and practice. Howevéhis is dependent on the
principles, purpose and context underpinning the CPD (Kennedy, 20fifommunity of
practicemodel (WP)sits within thismalleable categoryleachers identifpersonapathways

towards achieving shared goals and it is when these pathways overlap that teachers can
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decide on a balance of individual learning aotlectivelearningthrough creating &oPto
enhance their teachirigennedy 2005; Shulman & Shulma@p04;Teaching Council,
2016). The role of the teacher as learner withBo®is important as the learning within the
community is a result of the collective generative endeavours, contributidns a
understandings of the group (Kennedy, 2005; Boud & Ha&§sr2; Teaching Council, 2016).
A CoPhasthe potential to transforteacher learning and practitteough the combined
knowledge of the groups' members. Howeeaution should be taken not torpetuate
uncritical dominant discourseeinforce ineffective practi¢er inhibit innovative practice
(Kennedy, 20052014 Rose & Reynolds, 2007\ CoPcould support teachens deepening
theirlearning andlevelopng practices in relation th2LPs intheir school and classrooms.
As a wholeschool programme, a space to share context specific knowledge and good
practice has the capacity to significantly impact oniniteal phase oenactment of L2LPs in
the school. Aseachers become more confidenthwli2L Psopportunities for collaborative

professional inquiry should be introduced.

Transformative models of CPD

TransformativeCPDlinks theory with practicandreflection, change in attitudes and
practice andsupportsautonomy (Fraser, Kennedy, ReidcKinney, 2007) Collaborative
professional inquiry model€ochranSmith & Lytle, 2009; Conway, Murphy, Rath & Hall,
2009; Fraser et al., 200mfer to acombination of models, or aspects of models, that togethe
meet a variety of diverse conditionsthesult in transformative practice (Kennedy120
The principle of professional autonomy and flexibility allows teachecsisidertheir own
and their students' changing needs when considering learning pat{iwaching Council,
2016).Without reflection and inquiry teacheds pr act i ces c ostaticahd possi bl

teachers may have a lack of confidenceommitment withthe process of CPIKgay,Carse
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& Jess, 2019)Professional learningppmmunities (PLG) ( Kennedy 2014; Stoll Bolam,
McMahon,Wallace &Th omas, 2006 ; pDodnStelckitical evaduationo 0 1 1)
practice by teachemsa groupfishaing and criticallyinterrogaing their practicen an

ongoing, reflective, collaborative, inclusive, learning orientatedg r o wt h  pr omot i ng
(Bolam et al., 2006, p.223ollaborative inquiry modelsuch as PLCHacilitate flexibility in

the design o€PD programmet choose a balanced selectiorpetiagogieshat best meet

the purpose of thEPDand the learning needs of the teacher as leadwmvever, it is

important tobeaware of isges such as power and tensigerinedy, 20052014. This is an

important considration within the context of L2LPs CPD in an era of competing demands

for teachers apartof junior cycle reform Thus, it iscrucial that the CPD for this research
alignsL2LB, i ncl usi ve edu c anditheinpracticdéolabdnatve s 6 s ubj e ¢
professional inquirys an orientation to professional learning rather than being a specific

CPD model analigns withmodelslike CoPs and PLCs

Collaborative inquiry is an effective tool for teacher professional leardioghran
Smith & Lytle, 2009 Conwayet al, 2009; Fraser et al., 2007). CollaborattveD ismost
effective when the CPD is for teachers from the same satheirtment otyear group
inquiring into practice specific to their contextid promotes ownershigullan & Miles,
1992;Opfer& Pedder2011b). Specificschool contextar e consi dered A1 mpor
influenceson teacher and studdetirningg ( F u McaCalla, 2R8, p.2as the
environment wheréhe professional Erningtakes placenayinfluence the outcomg8oylan
etal., 2018;Guskey, 2002a Furthermoremakingconnectionsn knowledge and
relationships i s an i mp bleamiagiournegkeayetalof t eache
2019) Ift e a c focug isodcompartmentalised knowledgef their subject or discipline
theycanbecome disconnected from thbnoader community and theelucatiorsystem itself.

To effectively engage in this knowledgase teachers will needwrk collaboratively with
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a variety oflearnersand colleaguewithin and across their immediada@vironment asvell as
beyond(Keay et al., 2019)Additionally, CPD that is jokembedded egages teachers in

active learning stragies that are piloted in their owlassrooms andffers opportunities for
reflective analysisvhich are key to building positive beliefs in teachers and capacity to learn
(Fetters, Czerniak, Fish &hawberry, 2002; Hunzicker, 2012Yhole-school L2LPs CP

would allow teacherbuild a collective knowledge basigat informs their understanding of
L2LPs withintheir subject areas amd a wholeschool curriculumevel (Keay et al., 20193s
theyexperience L2LPs in their practicehus teachergouldmake hformed decisions
collaboratively regarding approaches to L2LPs to meet their stidhe®ds and in
consideration of their schqaubject plansnd classroom$-urner and McCull§2018)cited
literature that consistently evidenced key aspects of efeestihoolbased PD including PD
that was strategic in nature, weth-ordinated, comprehensivend sustained. However-in
school CPD has limitations. Different school contexts, ethos and culture will shape how
teachers learn, or do not learn (Furner & ME&R2018).Furthermore, it does nédcilitate
collaboration beyond the school settifidnismakes it difficult to design general CPD or

good practice and solution templates that will be meaningful across a diverse range of school
contexts (Furner & McCid, 2018).For CPD to beransformative andffect deep learning

and change a model of collabative inquirywith suitablepedagogiesnust be considedat

the planning stage of the CPD programme.

Signature pedagogies foteacherprofessionallearning

A goal of teacher professionigarningis thedevelopment of teachers as lifelong
learners whdnavethe professional capital support thdearningof every student
(Hargreaves & Fullarg 0 1 0 ; Par ker , Pat tHowevelmor® tesarchl i van,
into which pedagogiesavethgp ot ent i al t o devel op andboavesher s o6

required (Parker et al., 201&).survey ofNorthern Irish teacherd/AcElearney Murphy &
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Radcliffe2019) (n= 318)illustrated that, regardless cdreer staganinety-five percent of
respondentseported that learning in groups was importarthem when accessing PD.

Sixty-nine percent of respondents identifiateractive sessions with opportunities to engage,
shareand discusss apreferra learningapproachn CPD. Teacher reflection and inquiry

one effectiveapproach advocated teacher educationith an increasing emphasis tire

value of collaborative practice nelation to reflection (CochraBmith & Lytle, 2009).

Reflection and inquiry ar@ k e y-orgae Isfi n g p(Keageta. @19, p.132¢quired

by teacherso help sustairthe coherent, adaptabbnd ongoing development dheir

professional larningat an individual andollectivelevel (Keay et al., 2019).earning
communitiesareco-createdoy the participants (Boylagt al, 2018)whereteachers
collaborativelyinquire withint he communi ty to fAgenerate | ocal
theorise practices and i nterpret and interrogat-e the t
Smith & Lytle, 1999, p.289hencebuilding new knowledge about their own practice

(CochranSmith & Lytle, 1999) This collectivelearning community was identifietsa PD

signature pedagogyith potential to develogeacher learning and growlésarning (Parker et

al., 2016, all of whichreflect the importancef reflection and inquiry for teacher

professional developemt

A metaanalysis of twentfour physical education PD studipsablished between
2005 and 201aimed todevelop a common languagesignature pedagogiesrfPD (Parker
et al., 2016) The review identified thregiscretesignaturepedagogies for teacher P&itical
dialogue, public sharg of work, and engagement@ommunities of learnemshich were
discussed through the lenssnirface, deep and impligtructures Table 22). Critical
di alogue is the Aprocess of acquiring knowl e
et al ., 2016, p.142) r ef |-Sntht&Lytle 2009) atthé nqui r vy

surface level. It involves creating desasupportive settingpr teachers to inquire and reflect
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on the content and pedagogies of thei
(Parker et al., 2016, p.142) that <chal
learning.
Table 22.

Surface, Dep and Implicit Structures of Signaturedagogies

Signature
pedagogy Surface structure Deep structure Implicit structure
Critical A focus on critical Allows teachers to bring  Challenges teachers’
dialogue dialogue and their own experience to professional beliefs
reflection of content the table with a focus and values pushing
and pedagogies on inquiry and their thinking about
reflection what it takes to
become a teacher
Public sharing  Development and Supports teachers to Affirms teachers in the
of work public sharing of create and share work they do to
artefacts concrete move the profession
representations of their forward while
learning developing their
leadership capacity
Communities  Groups who engage in ~ Provides teachers with Provides a safe social
of learners a process of the necessary support, learning
collective learning focus, time and environment to
around a shared environment to explore teaching,
concern or a passion facilitate learning values about
teaching, and
challenge routinized
and sometimes long-
held teaching and
learning practices
while also learning
new content,
pedagogies
CNRY a{A3YylIGdz2NBE tSRI3I23ASa Ay {dzLIR2NI 27

YR a

Public sharing bwork involves empowering teachers to publicly share their beliafages,

h Q{ d#ish Eddidaybaal Studiesg(1y, p. 142.

every

| enge

professional knowledge, practicesd professional artefacts that will be viewed as valuable

by their peers (Parker et al., 2016). Characteristics of an effective PLC are:

9 share values and vision
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fT collective responsibility for pupil so

1 cdlaboration focused on learning

9 individual and collective professional learning
1 reflective professional enquiry

1 openness, networks and partnerships

1 inclusive membership

1 mutual trustregect and support. (Bolam et al., 2006, p. i)

Parker et al(2016)acknowledgel that these pedmgies are nahe answerto effective and
sustainable teacher Rilndoutlined their characteristics in terms of structure, merits and
drawbackgTable2.3). However, collectively these pedagogiedicate the potential to

fostert eacher sd pr of leasnsig(Rarkex ét al.g20kbwt h and

Table 2.3.

Characteristics oSgnaturePedagogies

Critical dialogue Public sharing of work Communities of learners
Structure * Pairs or small groups  « Often unfamiliar * Groups with well-
of familiar members audiences developed relationships
Merits * Promotes learning * Provides affirmation * Teachers learn from and
through or work * Results in with one another,
communicative self-confidence growing a culture of
inquiry * Allows teachers to collaboration
* Challenges tcacher’s view themselves as * Engenders camaraderic
professional beliefs professionals and respect
and values
Drawbacks « Facilitation required to  * Teachers may lack * Time and labour intensive
maintain focus confidence to present * Requires development of
* Time and in a meaningful way personal and
opportunities for * Preparation requires professional relationships
teachers to meet are time * Warrants careful
required facilitation

From “Signature Pedagogies in Support of Teachers’ Professional Learning” by M Parker, K Patton
and M O’Sullivan, 2016, Irish Educational Studies, 16(1), p. 150.
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Thep e d a g fogus @n saddlaborative knowledge creation is @flee of the
continuum ofteachereducation (Teaching Council, 201Which promotesschool based
collaborative inquiryas aconstructive model of CPIAdditionally, these pedagogies
resonate withhe transformative model of CRBlennedy, 2014yvherecollaborative inquiry
in PLCs carproduce thgedagogiesf critical dialogue, publisharing of work and
engaging in communities ofdening in turn promotingransformative teacher learning

(Kennedy, 2014; Stoll et al., 2006).

Planning and Evaluating CPD

For change to occur in teachers' attitudes and pratti@ehers need tmave a sense
of experiening success in the context of the new policy practiceg dine asked tenact
(Dadds,2014 Guskey, 2002; Collinson, Kozina, Lin, Ling, Newcombe & Zogla, 29).
Thoseresponsible for designing adélivering PDon a new policynitiative cannotfocus
solely on the upskillingf implementation procedures and the how to of enacting the policy.
The intention othisresearch was to design and evaluate a CPxttiaboratively
generated opportunities for deep | earning an
school need® positively impact the enactment of L2LKRs$ng (2014, 2016) examined
existing PD frameworks building upon the work of Hall anddHd987), Guskey (2002b),
and Bubb and Earley (2010) to @ém»p a planningand evaluatioframework that further

exploreshe complexities of providing effective PD fimachers

Planning for CPD

Planning for PD in advance can improve teachdrsandenbutcomes (King, 2014)
Effectiveplanningrequiresa focus on the purposd thePD (Bubb & Earley, 2010) and
includsa backwards task analysis of t)iTke PDO6s i n
importance of establishing a baseline was evidentin Guskeyy Bubb and Earl ey
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frameworlsandthiswasf ur t her devel oped i nfratKewaorlgTlhes ( 2016)
design of a PD initiative is critical to the successful enactment and sustainment of new
practicesKing (2014)identified systent factors that syport teacher change that should be
embedded into the planning and evaluation of PEachergeported satisfaction with the
format of Ki nkng,20142D16) refleahgithe impovtance (of establishing
baselines and engaging teachers at teeel of prior knowledge and skill (Kervir007).

Ki n (R@16)finding that teachers responded positively to collaborative PD correlated with
research that cited the superiorityhigh-quality collective PDcompared to PBocused on
individual experiaces (Desimone et al., 2002). Additionally, teacher agency, opeands
willingness to participate and continue with the PD initiative were important contributing
factors to the sustainability of the initiative over time (King, 2014, 200€gches were

explicit that their motivation to engage witie initiative wasits relevance to their own
personal and professional context. This reflects similar findmagsteacherplace more

value on PDand new practices that are perceived to lagwesitive impaton their classroom
and studenfslearning outcomes (Earley & BupP004; Gleeson, 201R®jorgan, Ludlow,

Kitching, O6éLeary & Clarke, 2009).

The teachePD planningframework King, 2019 (Figure2.4) wasthe outcomef
gualitative in-depth interview®f twentyteachers who had participated in a previous PD
initiative (King, 2014) to evidence successful and sustainable implementation of practices
through CPDKi ngo6és st udy nibeddiruheisysterhadcdactordtlaat support
teacher change intbe plaming and evaluadin of PD needs to be consider&d?D
framework incorporatingths e f act or s nhridgéthe gape Ibpe t smeeheno It 2 ace |
PD, enactment and sustainability of adopted practices and improved student oukiames (
2014,2016. Such a framework for L2LPs CPD might narrow the knowlegigetice gap for

teachers resulting in the more effective enactment of L2LPs in schools.
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Figure 2.4. Teacher PD Planning Framework

Planning

Teacher Professional Development

Baseline

Key Consideration

Individual / School Self-
Evaluation

Prompt Question

Where are we now?

Targets

What do we want to achieve?

Student outcomes

What will the students be able to do:
(cognitive, affective and/or psychomotor
levels)?

Degree

and

Organisational

What products/processes will help to
achieve the outcomes e.g. policies, staff
meetings, time, resources...

quality of
change

StafifTeachers’ Practice

What instructional practices (evidence-
based) will produce the desired student
outcomes”?

Diffusion

How can we enable diffusion of the
practices to other teachers and students?

Support

What support will teachers need to
enhance teacher engagement e.g.
leadership support, internal/extemal
advocates, professional leaming
community...”

Systemic
Factors

Initiative Design and Impact

Is the PD design structured and research
based, feasible and focused? Consider
factors of high quality CPD: duration,
collaborative, time-bound...

Is it evidence-based (producing successful
outcomes for students)?

Teacher Agency

Are the teachers open, willing and
motivated to engage with change / a new
practice? Does it meet their personal or
professional needs? Are there
opportunities to facilitate teachers'
pedagogic and pedagogic-content-
knowledge development?

Learning |
Outcomes

Teachers’ Practice

What knowledge, skills, attitudes will be
needed to implement changes?

PD
Experience ‘

- Activities/Experiences/Model

What activities/training/model of
professional development do teachers need
to gain the required knowledge or skills?
Does the model match the purpose?

From “ Teacher Professional Development to Support Teacher Professional Development:
Systemic Factors from Irish Case Studies” by F King, 2016, Teacher Development, 20(4), p.58%
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Evaluating the impact of CPD

Another key factoof successfuCPDis understanding how to evaluate the aoipof
the CPDprogramme (Earley & Porritt, 2014; King, 201&2D mustbe meaningful and
engagingand impact teachgiat three different levels ofassroompersonabknd
interpersonatapacity(Earley & Porritt, 2014). Howeverthere is a concern thaticentCPD
evaluations are still focused on teacher satisfaction and the detail of the programme rather
than the impact on teacher attitudes and practice and student outcomes (Earley & Porrit,
2014; King, 2014). In an era of acedability this traditionaimeasurement is insufficient
because if we are truly committed to PD that affects chdahgehange must levaluated. A
critique ofearlyevaluation modeléBubb & Earley, 2010Guskey, 2002pbhighlighted a
linear and hierahical system of evaluationuRhermorethe successive nature of the levels
where one level is built on tteeiccess of the previous levellswed (King, 2014).
Additionally, collaborative participation of teachers, actatielement of effective PD
(Desimone et al., 2002; King, 20}l is missing fromboth modelsAnother significant
critique ofboth models is the omissionaf cl ear fr amewor k to measur
engagementith practices in terms of sustainatyil(King, 2014.Ar guabl y, teacher
of engagement wit@PD impacs the sustainability opracticese r g 0 t engagdment s 0

level s will al so i nspsticabiitya pol i cy initiativeods

Bubb and Earley2010)and Guskey2002b)recognised the importance of evaluogti
the impact of PD on student outcomes #nsl is considered strength of their models
However they neglected the importance of understanding the complexities of teacher
learning and change to better support thenection between teacher engagement with
professionalearning ancenhanced stueht outcomegKing, 2014). The relationship between
implementationenactmenand outcomes is a significant consideration in the analysis of

educational policy effects (Che&gCheung, 1995, 1998 heng, 200p Policy initiatives
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will result in intended ash unintended outcomes (Cheng & Cheung, 1@€4teng 200b

Arguably, the same is true of the CPD to enact the policy initigdipecificallyi n Ki ng 6 s
study the outcomes of tligPDevaluatedve r e t eacher sd6 I mpl ement at i
knowledge, valugsnd practiceResearch into CPD to enact L2LPs requa@ssideration of

the same learning outcomes.

Theevidencebased PDmpact evaluation framewor(King, 2014) (Figure 25)
adapted and bui | andBounb bG uasnkde yEdasr | ( &y08@HRabO®Rt® 1 0 ) m.
design a comprehensive impact evaluation fdloé PD impact evaluation model was
evaluated and revised using a muhise study quigative research approacffhe PD impact
evaluation framework acknowledged the importance of evidbesxed C® design,
teachersdé motivation and expectations, and s
programme on teacher change and student outcomes. King addressed the omission of
attention to | evels of W andBubbeandadey (DEOawWitmi ng by
the inclusion of an adaptation of the seven levels of use (LoU) (Hall & Hord, 1987) (Table

2.4).

Kingbs (2014) framework responds to the n
result in deep learning and sustained practice (Bolam 20@5b; Riestly, Miller, Barret &
Wallace, 2011) through a thorough measurement of implementation that takes account of the
degree and quality of change in organisational support, teacher agency and practice, and
student outcomes. When teachers are engagfi thecritical level of use, deep learning has
occurred. This resonates with Guskeyds (2002
how teacher change occurs as a result of successful experiences of improved student
outcomes. Guskey focused dnehowtod whi | e King, though acknov
f ocus whhthappendidl. T hi sinévaluating thetinmpact CPD on a policy

initiative enactment.
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Figure 2.5. PD Impact Evaluation Framework

Professional Deyclopment Impact Evaluation Framework
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From “Evaluating the Impact of Teacher Professional Develepment: An Evidence-based
Framework” by F King, 2014, Professional Development in Education, 40(1).
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Table 24.

Comparisons of ével of Us

Hall & Lord (1987) King (2014)
Level of use Level of use

Users Renewal Users Renewal

Integration | Critical -

Refinement

Routine Accepted

Mechanical Technical

- Discontinued

Non-users  Preparation Preparation

Orientation Orientation

Non-use Non-use

Note. Adapted from “Evaluating the Impact of Teacher Professional
Development: An Evidence-based Framework” by F King, 2014,
Professional Development in Education, 40(1). p. 96 and 104-106.

Kingbs (2014, 2 6ferédps atbal ta sneparoPD planniray arel
evaluation. However, it is acknowledged that further research of the systemic factors
identified across varying contexts is warranted (King, 2016). Furtheroe&PD
programme cannot be given sole créditanimprovementin studenoutcomesHowever
good evidence can be collected about whether a CPD programme did impact the planned
change (Guskey20023. Comprehensive andbcnt i nuous PD is vital t o
professional learning arglistain new practice.iKn dr@nsgwork offers teacher educators
clear guidance for designing effective CPD, therefore it was considered a valuable tool for

planning and evaluating L2LPs CPD for this study.
Conclusion

Policy makersnustsupport schools and teachers in chgnmgeessegather tharsimply
push schools to adapthat areunderstoody some gatekeepers as beingusive education
policies (Pijl & Frissen, 2009). To achieve the successful enactment of L2LPsthe relevant
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govermment organisations neédo s u p p o r t indssahtbhehcegnittv@sychobogiahl
andtechnical levelsThis chapter reviewed the literature in terms of CPD to enact an inclusive
education policy initiativethe L2LPs. Key concepts were consideregriesent a theoretical
framework that underpinsigresearchThereis growing recognition of the role of teachers as
actors in policy enactment (Ball, 2003; Ball et al., 2011; Maguire et al.,)2Uh& role is
critical when enacting inclusiveducation policy initiatives (Forlin & Lian, 2008)articuarly
asmore emphasis is placed on the primacy of the classteachein educatng everystudent

in their classroom, including students with SEN (DES, 2017a). A shift ingomsary

t e a ¢ hiedrsetsiis required to move from the notion of teachemibjects to teachers of
studentsf inclusive education policy initiatives like L2LPs are to be erchateclassroom level.
Teacher readiness is critical to achieve successful student outcormeagsasgt of teaching

L2LPs at class and whekrhool level.

This chapter discusseteacher readiness to enact IEBL in reference to four
contributing factors to teacher preparedness, hence how they will engage will Exidesice
identified in this char demonstrates tha ta ¢ hattitude$and beliete SENand inclusion,
studentteacher relationships, seadfficacy, and contextual dimensionsfluence the quality
and | evel of t eac her sdtonpalicy ernacmeptlhe valoerpladdn i n c |
on L2LPs will influence the outcomes of this iniiv@. Policy areas considered higtakes
(e.g. state examinationsubject developments, SSBnd digital media strategies) garner
greater visibility (Maguire et al., 2015)herefore teachers need to be supportecetgage
with L2LPs on a par with othgolicy initiatives. This can be achieved through coherent and

relevant CPD.

There is growing evidence that the transmissive models of CPD, predominantly used
for Il ri sh t enaldearaimgs ae ineffectiveé effeciing deep learning and

sustaiing new teacher practiceBdlam et al, 2005King, 2014;Priestlyet al.,2011) An
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examination of CPD for junior cycle education, including L2LPs, through a spectrum of models
(Kennedy,2014)lenshighlighted gaps in CPD provision for all teachers tocehdLPs. This

led to a discussion on the potential of transformative models in relation to L2LPs CPD.
Transformative CPD thabrings about significant change needs to include acteacher
participation, opportunities for collaboration, interrogation paflicy rationale, jokrelated
experiencesind activities, and evidence of potential benefits if enacted to student outcomes
CPD is most effective and promotes autonomy when teachers from the show sc
collaboratively inquire into policy and practicestie context of their school (Fuller & Miles,
1992; Opfer& Pedder2011a, 2011h. Thus teacher educators should attend to the contextual
dimensions of participants and adapt to the needs of theioement.Planning and evaluation

are crucial for effecdve CPDto bring about and sustain new practices. Research findings
explored in this chapter demonstrate that effec@i?® design needs to establish a baseline of
levels of readiness and adapt the CPD accordingly to facilitate deep le@Boiag et al,

2005; Riestlyetal.,2011) . Kingés (2014, 2016) planning
the systemic factors that contribute to effective CPD and offers a guiding template for planning

and evaluating CP.

The findings in this chapter hageveraimplicaions for future CPD for pogirimary
teachers in L2LPs. Any future CPD progr amme
psychological and technological readiness to engage with L2LPsré@duges considering
teachersdé att i tledge @ selatemtd ingusivie @ducatiom io @general and
contextual di mensi ons. For L2LPs CPD this w
perfor mance, s ¢ h and $tuslént outcomds.uFariharneore eoppbrtursties for
collaborative inquiryof L2LPs and reflection on learning are also important. The research in

this study hopes to contribute to this arewn designing,delivering andevaluating a

71



collaborative model of wholschool CPD for L2LPs enactment in one pasinary school.

ChapterThree wil describe the methodological approach taken for this research.
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Chapter Three: Methodology

Introduction

This chapter describes the methodological approach, techniques and instruments used
to explore the research questi@@an amodel ofcollaborative wholeschal CPD positively
impactthe enactment of L2LPs in a mainstream gaghary school® Secondary questions

related to the primary research quesaoa

O«

To what extent can collaborative CPD affect teacher change in adttintiee

inclusion and teaching of students with SEN?

0 To what extent does collaborative whaehool CPD facilitate teacher change in
attitudes and practices in relation to the enactment of inclusive education policies,

such as L2LPs?

O«

What factors facilitted and hindered teacher change in attitudegeaxdtices in
relation to the enactment of L2LPs throughout this study?

The literature review supportedetbuppositiorthat more schools might engage with L2LPs
if teachers were offered CPD that facilitatadlaborative wholeschool learning within their
own school contexilo gain insight into thiphenomenon dataererequired that would

of fer detailed descriptions andandpradtieesmt andi n
terms of inclusion antd2LPs and the value, if any, of collaborative CRsupport teachers
introduce L2LPsThe chapter is organised irfige sections. Section one discusses the
philosophical assumptions underpinning thesearchSection wo describes the research
design emloyed. Sectiorthreeaddresses credibility and quality measures. Setbian
explains the approach to data analysis. Sediv@considers the ethical considerations

associated with this research.
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Philosophical Assumgions Underpinning this ResearchApproach

The four elements scaffold (Crotty, 2003) help@dtructureheresearch process and

identify the relationship between each elen{émure 3.).

Figure 3.1. Four Elements of the Research Process

Construct Approaches

Phenomenology

Qualitative Case Study Approach

Illuminative review Interviews Participant observation Reflexive journal
Survevs Documents Field notes  Phenomenological approach to data analvsis

Adapted from “The Foundations of Social Research. Meaning and Perspectives in the Research
Process” by M Crotty, 2003, p.4.

Philosophical assumptions

Every researcher brings their own assumptions about reality intoabid (Crotty,
2003). | believe that we must accept that some things are predetermined therefore, there is

one reality (the biological di meomowda on of t he
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objective truth waiting to be discovered as we create the \woolahd this reality, i.e. the
educational and life path of the persmith SENis not predetermined. Construct approaches
such as constructivism and constructionism resonate with nterapisgically and inform

my theoretical perspective.

Constructivedternativism assumese existence of one objective reality experienced
from different perspectives based on prior knowledge and convictions; people construct their
own ideas of how theorld works (McLoughlin & Matthews, n.d.)). None 6s construct
ever complete as the world is too complicated and individuals have an infinite number of
possible alternative constructions. Thus, if one construct is not working, individuals can take
arotherbecause wepresumehatall our currentunderstandingef theuniversecanbe
guestioned, revised or replacgtbpe, 2003)In teaching, this translates to acknowledging
that each teacher has a perspective on inclusion and L2LPs that may difteet@ttheir
colleaguesmanagement angblicy-makersHowever, constictive alternativism does not
limit the person to that reality, rather it accommodates changing individual perspectives.
Thus, if a teacher reflects that their assumptions are wrong they can change their practice
accordingly. As a researah& means be&ig open to exploring and changing personal

constructions if thais where the research leads.

Social constructionism focuses on the social and interpersonal influences on the world
of lived experiences (Gergen, 1985). Social constructi®beieve thatmeanings and
knowledge are social constructions made by people as they engage with the world they are
interpreting within the constraints of their cultural understandings. Social constructionism
researchers often focus on the process efawtions betwen individuals (Creswell, 2007).
Teachers interprgdolicy documents and initiatives within the boundshafir school context.
However, the interpretation of this context is open to challenge and change (Z008Y,

Thus, t e gretatiens of ucatiom tegstation and policy can change based on the
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world, i.e. school context and supports, they are interacting with. Where constructive
alternativism assumes the existence of infinite constructed realities for the individual, social
constructionismassumes the existence of multiple socially constructed realities. Both
perspectives had value to this research as it was important to explore the understandings of
teachers in this study as individuasid as community members influencedtgy cultural

context of their setting.

An interpretivist,in this case phenomenologicatheoretical perspective works best
to ground this assumption and guide the choice of methodology Qesity, 2003)
Phenomenologists are interesteghersons aseaning makergpcusing on action guided by
motivation and values (McPhail, 1995) that are grounded in their experiences of their social
reality (Gray, 2014). Phenomenologgquires researchets allow the reality to speak for
itself unmodifiedby persoml preconceptios (Gray, 2014). The goal of the study was to
explore can a collaborative model of CPD positively impa&ttPs enactment in a
mainstream pogtrimary school. It aimed to deepen understanding througlepth
descripti on odfexppriencasfcalabpraivetCBOHto dnactvLBLPs in their
school. It also sought to illuminate previous efforts to enact L2LPs and examine what

elements of the CPD intervention worked/did not work to inform future thinking.

Researchdesign

The research question andnai of this study warranted a predominantly qualitative
research approach, which is compatible with construct approaches (Viney & Nagy, 2012).
Interpretive and naturalistic approach@snquiry (Creswell, 2007; Denzin & Lincolr2003)
allowed for multiplemethods of data collectioA casestudyresearch design was informed
by Crottyds (2003) four (Fguredhantds Cokesiwveéel 68s ¢

contrasting characteristicd five qualitative approachdé&ppendixB). The purpose of the
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case study was threefoltb evaluate, explore and explain (Figure 3a2d various case

study approaches were considef&dpendixC).

Figure 3.2. Purpose of Case Study Approach

Starting point.
What is the impact of
collaborative whole-school
CPD on the enactment of
L2LPs.

3. Explanatory (Yin, 2009)
Review - Did it work?
What factors of CPD supported
change?

What factors of CPD hindered
change?

2. Exploratory (Yin, 2009)

To what extent does the
intervention impact on
enactment?

Planning & intervention

1. lluminative/Evaluative
(Parlett & Hamilton, 1977;
Stenhouse, 1985)
What is happening?

Gathering information and
assessing situation/context

[lluminative evaluationwas an impognt approacin phase one asd¢bmbines innovation

with evaluation and decisianaking It is a formative process with an emphasis on

interpretation and understanding and does not measure success of the innovation on
predetermined criteria (Parlett & Hamilton, 197@pper & Lancaste£016, enabling the

researcheto observe all faets of the innovatioto inform rather than asse3shis combined

with its attention to the v

Hamilton, 1972) met the purpose of gaining amghtinto the enactment process of L2LPs

pre-intervention to inform decisions pertaining to phase two.
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Case studies have potenti al ' i mitations.
value laden (Simons, 2009). The generalizability of case study§ads limited due to the
unique context in whitthe study takes place (Cohen, et al., 20Ifgre is alsgotential for
researcher bias. The researcher as participant observer in the case study can shed doubt on the
reliability of the study. Researcher bias was addressed through awareness ammhrefiect
my position within the research through an examimatioo f my &ésel f 6 i n this

(Simons, 2009).

My position within the research

As the case study researcher, | was the principal instrument for data gathering and
analysis. Thus, it was imparrit to recognise and observe how my world view and values
influenced my actions and decisions (Simons, 2009). Therefore, | engaged in reflexivity
(Creswell, 2007; Simons, 2009). | endeavoured to acknowledge atabselisty own self in
the research, to seekderstanding afy part in and influence on this reseafCiohen et al.,

2011). To be reflexive the research process should be viewed as a journey between the
researcher and the text to be interpreted and reinterpreted as part of the social progess of th
research (Bentz & Sharpiro, 1998). This journey recogmisesesearcher as a person with a
Apersonality, a soci al context, and various

(Bentz & Sharpiro, 1998, p.5).

In Chapter One | reflected on theesft growing up with a sister with a GLD had on
my belief sytem and my decision to work in SEN. | reflected on my experienceSES.a
Additionally, it was important to acknowledge and address my roles within the research.
Throughout this research | wasnscious of my changing positions and took measures to
redue their impact on power relationships (Mercer, 200#)st engaged withhe study
schoolasa JCT Associateo deliver a onc®ff two-hour L2LPsintroduction session. Later |

suppated staff apart of myEducation and Training Boar&TB) SEN Support Officerole.
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| developed good relationships with the staff during this time. | had a personal connection

with the principal as former colleagué®elieve it was because of these interactionsttiea

principal responded to my request faeirested schools. My position with NCCA at the time

of writing meant that as | began gathering data, | was working for the organisation that
designed the L2LPs. Each role and their impact on my views andcpsaatas reflexively

examined throughout thiggcess. It was important to check my decisions, interpretations and
reporting of the data against my personal histories throughout the research. | endeavoured not
to communicate my own views on inclusion, CPDL2LPs to participants. | was cognisant

of researcher reaction during my interactions with participamdeavouring not toonvey

my opinions on theicommentsand practices.

Case Study Design: Research Methods

Case studies are predominantly associai#id qualitative methods however, the
natureof a research question can open the case study to quantitative methods (Yin, 2009).
This research encompassed qualitative and quantitative research methods. Interviews,
participant observation and reflexifieldnoteswere the key data collection methods.
Attitudinal scales were used pre and post intervention to measure any teacher change in
attitudes, beliefs and practice. Documents, such as school policies, planning and lesson notes
wereanalysedo illuminatethe stt 0 o | 6 s Dptawerecoliected sequentially over a
school year. Phase one data informed phasewhite data collected in both phasesre

used to examine the impact of phase two (Figure 3.3).
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Figure 3.3. Phases of Research Data Collection

Phase One

Phase Two
- D
+*Pre-intervention
attitudinal scales 4 N
**Interviews with teaching **Post-
staff (progress of L2LPs & CPD Intervention intervention
inclusion, CPD & support /" November 2017-May 2018 attitudinal scales
needs to enact L2LPs) ** Interviews with
s *|nterviews with parents, «*CPD sessions CPD participants
PMEs & SNAs (perception «*School (impact)
of inclusion in school, choology **|nterviews with
awareness of L2LPs, **Field notes parents, PMEs,
attitude towards enacting \ students & SNAs)
L2LPs) **Qbservations
**Document analysis
**Qbservations \__ Post-Intervention
May 2018

Pre-Intervention llluminative Study:
Progress in L2LPs enactment; establish
baseline for CPD

September-October 2017

Sampling procedures

Theprimaryresearch poputen for this study was mainstream pgstmary teachers
However,other actors involved in L2LPs were also considered. Students, panenB8NAs
haveroles in planning for andngagingwith L2LPs(NCCA, 2036) and therefore their views
were importanto gain an understanding of L2LPs in action before and after the intervention.
Professional Masters in EducatistudentsPMES) onplacementvere also considered as
they held a unique position ehgagingn another form of PDtheir ITE, while working with
teachers engaging ingfCPD for this studyThe intention of this study was to have a small
sample sizef one research schodurposive sampling was used to sethigsite and

participants relevdrio the research topic regarding their experienclabrof, L2LPs.
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Purposive sampling lends itself well to qualitative exploratory research with iterative and
flexible designs (Creswell, 200Denscombe, 2010; Robson, 2011 does not provide a
balanced crossectionsample howevetthis is balanced by opportunity it provides for the
researcher to focus on occurrences that will best illuminate the research question

(Denscombe, 2010

To sourceone research siteventy-seven schosl wi t hi n t he resear che
invited to express an interest inrgaipating in the researgppendixD). The researcher
established a set of criteria in the event that multiple schegt®nded. This criterion

included:

1 The school has identifieal student or students commencing first or second
yearin September 201®Who meet the criteria as set out by the NCIGA
participation in the L2LPs

1 The school has decided to engage with L2&Pis in the early stages of
introducing L2LPs in their school

1 Students identified to participate in L2LPs will engagth some of thei
L2LPs LOs in mainstream subject classes

1 The majority of teachers in the school atiling to engage with the research

1 School leadership will engage in the CPD intervention téir teaching staff

1 School leadership wiflacilitate one orsite CPD sesgn for all school staff.

Three principa respondechowever two were unablepput t heir school 6s f o
other commitmentslhe principal who expressed an intettesparticipatevas from a

developing school that opened in August 2(A&viousinteractions with the school

highlightedthe frustrations of the principal and SEN coordinator that progress in L2LPs had

Astall edodo and teachers waeanimtallpreserkatiomgpthe or gui d
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school staff, including SNAs arfMEson placement sixteenteachers including the
principal and coordinatothree SNAsand fourPMEsexpressed an interest in participating

in different aspects of the study

Sixteenteachers participated in phase one. Eleven teachers completed phase two. The
teaher participantso prldlieithree SNASworkinganstre schoold i n
expressed an interest in participating in interviews (Table 3.2) as did the fowr ([islide
3.3).At the time of the study, two students (Alex and Emma) were begjrsecond year
and were identified by their teachers as can
indicated Emma had a diagnosis GLD in the low mild range of ability w&is a talented
gymnast, enjoyed speaking Spanish and was described as canmgbyur e. Al ex 6s | €
profile indicated Alex had a diagnosis of Autism with a learning disability in the mild range
of ability. He also had Developmental Coordination Disordlex was described as loving
football, polite and kind natured, and exceflahteamwork. Alex, Emma and their parents
were invited and agreed to participate in the study. Emma and Alex participated in phase one
and two interviews and wereinphased cl asses that were observe

parents participated in phase @l two interviews.
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Table 31.

TeacherParticipantProfile

Pseudonym Gender Years of Teaching  Subject(s) Teaching
Experience
Principal Female 20 Principal
(Administrative)
SEN Coordinator Female 6 SEN
Ann Female 7 History, Geography,
CSPE
Brid Female NQT Home Ec, SPHE,
CSPE
Carol* Female 1 Science, Maths
Derek Male 1 French
Elaine Female 3 Business Studies
Fay Female 9 Art, SPHE
Grainne Female NQT English, Religion,
Artistic Performance
Helen* Female 3 Spanish, CSPE,
SPHE
Hanna* Female 4 Music, Coding
Joan Female 1 History, English
Adam Male 15 Maths, Science
Brian* Male 3 PE
Colm* Male 2 Guidance Counsellor
Frank Male 1 Technology,
Technical Graphics
Note. *Completed phase one only
Table 32.
SNAParticipant Profile
Pseudonym Gender Years® Experience
as SNA
Mary Female 2
Nora Female 4
Paula Female 8
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Table 33.
PME Participant Profile

Psendonym Gender Subject

Katie Female English, Religion
Eric Male Business Studies
Lisa Female Science

Gary Male French

Pre andpostintervention attitudinal scales

To ascertain did the CPDdes beliekandactassioomp act o
practiceteachers completetEIP (AppendixE) and SACIER (AppendixF) scalegpre and
postintervention.Sixteen teachers completde preintervention surveys and eleven
completed the poshtervention surveyre and post Tl and SACIER test were coded in
order to compare individual responses. Only the results of those who completed tfre CPD

=11)were compared.

Interviews and focus groups

Thepur pose of interviews in this study was
world from the subjectsd own per s pseucturedv e o ( K
interviews using an opeended schedule of questgwere used to encourage reflection and
discussion and reduced the potential of missing important data pettirteetphenomenon
(Miles & Huberman, 1994). The interview questions were developed to encourage good
interview interaction and contribute thetncally to knowledge production (Kvale &

Brinkmann, 2009)The interviewschedules (Appendix Gmergedrom theresearch
guestions guiding this studifigure 34). Phase one was concerned with different
participantsd experiences o fthisistndy Tha defaiech and L

information gathered in phase one informed the design of the CPD & pha. The
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purpose of phase two interviews was &bhgr indepth information on the impact of the CPD
on L2LPs enactment; attitudes and practices, factors that contributed and hindered teacher
change, and student outcomieslividual and focugyroup inteviews wereused,andall

interviews took place inchool(Table 34).

Figure 3.4. Example of planning an interview schedule thematically and dynamically

Phase one: Pre-intervention
| Research Questions Interview Questions ‘

What do you understand by the term
inclusion?

To what extent can collaborative How do you include students with SEN

. . - in your in your classroom?
CPD affect teacher change in , 1Y Y ’

attitudes to the inclusion and How do you enact/implement inclusive

teaching of students with special . education policies in your classroom?
educational needs (SEN)?
What opportunities/challenges do
=\ inclusive ed policies present in your
class?

What do you understand by the term
2 L2LPs?

,/’ Tell me about your engagement with
To what extent does collaborative 7 L2LPs so far?
whole-school CPD facilitate teacher : .
. o L How have you being supported to
change in attitudes and practices in . )
e . . . implement the L2LPs?
relation to the implementation of
inclusive education policies, such as . For those of you have engaged in L2LPs
S I) p—— PD is . N . r ST

the L2LPs? (phase one: what CPD is S CPD did you find it beneficial? (What

seded? N\ v . . - !
needed?) CPD did you engage in? How was it

beneficial?

* ' What CPD supports would you like to
implement L2LPs? Or What would you
like to see included in CPD?

Adapted from “Interviews: Learning the Craft of Qualitative Research Interviewing” by S
Kvale and S Brinkmann, 2009.

85



Table 34.

Breakdown of research interviews

Phase one interviews Phase two interviews
2 x parents Individual Interviews 2 x parents
Individual interviews 2 x students (6) 2 x students
(6) 1 x Principal 1 x Principal
1 x SEN co-ordinator 1 x SEN co-ordinator
Focus groups (4) 3 xteachers (11 Focus groups (3) 2 x teachers (8
participants) participants)
1x5NAs (3 1 xSNAs (3
participants) participants)
1x PMEs (3 1 xPMEs (2
participants) participants)

Interviews with student participants occurred in the coordiatoom. Each student
was introduced to the interviewer who explainegl phocess and gained their assent. The
interviewer, coordinator and student engaged in general conversation before the coordinator
left and the interviews began. Emma did not engade thé interviewer in her phase two
interview, so this was completed the coordinator at kterstage. Alex was anxious at the
time of his phase two interview, so his mother was present to reassuta@ hémesearcher
was cognisant that the students B&N and was guided by the following research when
designing researchugstions and materialstudent voice research (Flynn, 2013, 2015;
NCCA, 2017), research about interviewing students with SEN (Lewis & Porter, 2002),
research involving interviewing ammbserving students with SERoseet al, 2015; Squires,
Kalambouka&r agg, 2016; War e, Butl er, Robertson,

Parkinson & Lewis, 2010). Visual prompts (Squires et al., 2016; Woods et al., 2010) were

8 Phase two interviews occurred the week preceding school exams. The coordinator indicated that the exams
were creating anxiety for both studes at the time.
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used to assist theudents engage with the questions when necessary. These visuals were

availabe o n st usamintprin® Exantplasdof visuals are shown here

Emoticon Cards: Students were able to select feelings to show how they felt about certain issues. A blank emoji was included to facilitate

© (o
Unhappy

students to express a feeling not listed.

& 8
Frustrated Tired

(2 5
Confident Cared about

A rating scale was used to assist students express their likes and dislikes. Thumbs were used
as this was a strategy already in use in the school.

S 7H Very Good

S Good

<A Bad
< < Very Bad
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Observation of participants

Observation was used to gather evidence of teacher change, if any, in attitudes and
practice in terms of enacting L2LPs as an outcome of the GR2lassroom observations
facilitated a more holistic exploration and understanding of enacting L2LPs wiéhin
context of this group of teachersdo experienc
participant observation in terms of this resbas@s the opportunity d@ffords researchets
be present, participate and share experiences with the group (Yin, Z686hersvere
invited to participate in observations early in the studyially all teachersolunteeredFour
pre-intervention obervations were selected basedescherdtimetables ortheday chosen
for observations, one was cancell€tree posinterventionobservations wereonducted
basedotn he st ud e ndnshéday ahasentfondbdergasioBemistructured
observamn was employedrhis involved the use of an observation sche@bpendixH)
guidedby themes in the Inclusive Education Framework (NCSE1pé&ddlevels of use
from the PD Evaluation Frameworki(l, 2014) Fieldnotes (Appendik) and summary
notes (ApendixJ) were usedo guide theanalysis oftheseobservations. Thessbservations
wereconcerned with the extent to which teachers engaged with L2LPs pre ai€Rist

Phase two observations were also concernedstutfent outcomes.

Document Analysis

Document analysis in case studies can be used to gather specific details, substantiate
information from other sources, or as a precursor to interviews and observations (Simons,
2009; Yin, 2009) allowing the researcher to make inferences to direct furtestigation
(Yin, 2009).Table 35 lists the documents analysed within this stusighool policies and
whole-school and individual level planning documentse used in phase one to gain

additional i nformation on t hppocessileac iPBlss $t age
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and lessomplanswere used in phase two to explore the impact of the CPD on L2LPs

enactment. Additionally, PRLisformed CPDsessions.

Table 35.

List of DocumentsAnalysed inStudy

Phase one documents Phase two documents
Admissions Policy*® PRLs (33) (Appendix N)
Additional Needs Policy*® * MNovember (4)

Subject Planning Checklists (6) (Appendix K) * January (10)
Schemes of Work (2) (Appendix L) ® February (4)
Lesson plans (2) (Appendix M) *  March (7)
Student IEPs (Learner Profile) (2) * o April (4)

* May (4)

Note *Documents that may reveal the identity of the school or students were not included
in Appendix

Credibility and Quality Measures

Quality asstance in qualitative research is concerned with credibility, dependability,
trustworthinessand generalisability (Cohen et,8011).Me r r i (E088fssategies to
achieve validity and reliability were considered a useful gtodestablismg credibility.
Howeverwi t h no strategi es (20@jcase studystactrcaufa fourv al i di t

design tests erealso usedTable 36).
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Table 36.

Approach taCredibility andQuality Assurance

TESTS

¥in

Merriam

Construct validity

Internal validity

External validity

Reliability

Use multiple sources of
evidence

Establish chain of evidence
Hawe key informants review

draft case study report

Do pattern matching

Do explanation building
Address rival explanations
Use logic models

Use theory in single case
studies

Use replication logic in
multiple case studies

Use case study protocol
Develop case study
database

No strategies

Triangulation

Member checks
Long-term observation
Peer examination
Participatory/collaborativ
e models of research
Researcher’'s bias

Rich thick descriptions
Typicality/modal category
Multisite designs

Investigator's position
Triangulation
Audit trail

Mote. Adapted from “ Qualitative Research and Case Study Applications in Education™ by S Merriam,

1958, and * Case Study Research: Design and Methods” by R ¥in, 2009.

Construct validity

Construct validity is concaed with using the correct operational measures for the

study and is a challenging aspect of case studies (Yin, 2009). The aim of this research was to

explore the impact of CPD on the enactment of L2ibRke context of a maitream post

primary schoolln Chapters One and Twibe keyt e r ms

AL2LPsoO,

of

ASENO, 0

i polaindy i eRddefined and tiscussdelvidence based

ncl usi

themes from the Inclusive Education Framework (NCSE, 2011) were used to guide the

development otheobservationscheduleAd di t i onal | yeyidekcebasgdd s

framework for PD evaluation was ustedevaluate the impact of the CPD I02LPs

enactment in the school and factors thgiported or hindered teacher learning
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Internal validity

Internal valdation addresses the way research findings match reality (Merriam, 1998).
Internal validity works with explaining cause and effect however, the role of inferences in
case studies is a concern (Yin, 2009) as the interpretations of the resealiciter the
reality to some degree. Several strategies were used in this study to maximise internal
validity. Data and methodological triangulation were utilised to reinforce or contradict
realities Data was gathered over an eigiminth period (Septeber2017to May 2018. This
approach increased the validity of findings (Merriam, 19B8ying data analysis
information was looked for that might contradict the themes established in the findings and
rival explanations to interpretations weensiderd. Throughoutachobservationincluding
writing reflection notesthe researche@emained conscious of potential biases and researcher
i mpact (Simons, 2009; Yin, 2009). ABecoming
impact in the research enables youliscern vaen your values hinder understanding or
constitute a bias and when they facilitate insight and deep understa(tsiimgns, 2009,
p.94) Researcher bias was addressed by acknowledging the influence of personal beliefs and
values on the researcMember clecking was an integral part of this study. Participant
clarification was sought throughout the data collection proddéssconduct othis research
including the analysis of dataThesuperveamdi ted b
offered constrative guidance through regular written feedback and meetings. Additionally,
peer examination was engageadiith critical friends,  fusted person who asks provocative
guestionsproviding data to be examined through another lens, and offers critique of
per swomroks as a f Kellieknl®33 p.p0¥lo thig isstar&eritical friendswere
aPhD candidate at the samesearch stagwith limited knowledge of L2LPs abha teaching
coll eague with over twenty yaadexpeiénceooklL@L®s i enc e

since its introduction.
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External validity

External validity is concerned with the generalisabilityhe findings beyond the case
study (Merriam, 1998; Yin, 2009). Generalisability can be limited due to the-sozdd
nature ofcase studies. Including thick descriptions allow readers to make judgements about
the generalisability of the studytothec ot e xt ( Mer r i am, 1998). The
findings included thick descriptions of the case study and quotes from geamteto provide
a clear picture enabling the reader to journey with the researcher as interpretations and
conclusions were mad Furthermore, it allowed the reader to make their own interpretations.
It is acknowledged that the scope of this researcmigeld due to the sample size and the
unique cultures that exist in different schools. Thus, while the report of the findied)shes
generalisation 6teachersd this was with the

opinions of a small represetita of a large population being discussed.

Reliability

Reliability is concerned with consistency of the research and mingrésrors and
bias (Merriam, 1998; Yin, 2009). In this study the triangulation process and thick descriptions
were used in conpction with an audit trail to maximise reliability. A systematic and detailed
chain of events was established. A full accodraativities for the duration of the data
collection and interpretation process was kept. Chronological records of eventsigtsinsc
andfieldnoteswere kept with attached summary and immediate reflections. Records of all
decisions made, with reasons for decisions were kept. This process was necessary for

clarifying howthe researcharrived at findings (Merriam, 1998) for relifity purposes.
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Pilot study

Piloting a case study is the final stage of preparation for collecting the evidence and
helps the researcher refine data collection plans and lines of enquiry (Yin, 2009). A pilot
study was undertaken in this research tergfthemuality andcredbility of the data
collection instruments. Interview schedules were piloted with staff, students and parents from
the postprimary school where the researcher previously worked. Piloting the interviews
highlighted repetitive andnabiguous questionshd resulted in the interview time being
reduced. The pilot of the fociggoup schedule improvadsearchefacilitation skills,
ensuring all voices were heard and time management. The inclusion of an activity to generate
discussion waalso removed from #hschedule as a result of the pilot. The observation
schedule was piloted in the same school. TEIP and SARX$Eales did not require piloting

as reliability was established in previous studies.

Data Analysis

Data analysis is about ipéing a picture and shedding light for the reader by using the
information effectively to tell a story (Robson, 201The data analysis procedures used in
this study emerged logically from the research question and used dat@risompdata
reduction ad display, and data correlatig@nwuegbuzie& Leech 2006)to look for
regularities and patterns in the data to thread ideas together. A phenomenological mode of
inquiry was chosen because it allows the data to move from theytartio the general,
always evolving (Cohen et al., 2011; Robson, 20D&}a collection and interpretation was
sequential as some information gathered regsiiredto inform the next phase. Data
collected from each instrumeneveinterpreted separately, and then brought togethe
common themes forthereadérh e use of descriptive account s

allowed the situation to become apparent to the reader (Denscombe, 2010). Steps
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recommended by Miles and Hubeam(1994), which include writing summaries, merand
document sheetsere taken throughout the collection process to reduce data ovekxload.
thematic approac{Braun & Clarke2006) (Table ¥) was usedo analyse the dat8raun
and CI| ar k e s d&cheaklistfar gopdathrematicagalygippendix Q guided the
use of this framework into the report writing phasppendixP givesan example othe

researcherds process

Table 37.

Phases oThematicAnalysis

Phase Description of the process
1 Familiarising yvourself with the data Transcribing data (if neceszary), reading and re-
reading the data, noting down initial ideas.
2 Generating the mitial codes Coding interesting features of the data mn a
systematic fashion across the entire data set,
collecting data relevant to each code.

3_Searching for themes Collating codes mto potential themes, gathering all
data relevant to each potential theme.
4 Reviewing themes Checking the themes work in relation to the coded

extracts (Level 1) and the entire data set (Level 2),
generating a thematic ‘map” of the analysis.

5. Defining and naming themes Ongoing analysis to refine the specifics of each
theme, and the overall story the analysis tells;
generating clear definitions and names for each
theme.

6.Producing the report The final opportunity for analvsis. Selection of vivid,
compelling extract examples, final analysis of
selected extracts, relating back of the analysis to the
research question and literature, producing a
scholarly report of the analysis.

From. “Using Thematic Analysis in Psvchology, by V Braun and V Clarke, 2006, Qualitative
Research in Psychology, 3(2), pg.96.

Firstly, data was prepared for analysis. Interviews and focus groups were transcribed.
Fieldnotesand documents were summarised in summary sheets. Brief reflective notes were
made orfieldnotes documents and transcripgs siteimmediately after interviesy
observationsand CPDsessionsThese were followed by modetailednotesand memoing
when reading and neading transcripts arfateldnotesas part ofareflective journal

(Creswell, 2007; Miles & Huberman, 1994; Robson, 20tg gathered dataeseunitised,
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assigned formulated meaning, theraad compared and interpreted (Robson, 2004is

was achieved by noting interesting points, recurring themes, comments, epwtions
behaviour on the part of the participating teachers. Having reducddttne this manner,

the next stage was to cluster the data in a way that made it mearfRej&tionships between
themes raised were put forwdaicategorise them and identify patterns. This stage required
objective consideration of why certain themese put together and being named as they
were. The data was again examined for any contradgto these themeaA.list of the final

list of themes is in Table 3.8.

From this point the data was compared, the themes were explored, described,
summarised, and analysed in a reflective and critical manner to report the findings (Robson,
2011). An iterativeapproach was taken to interpretation of the dateszribe andxglore
the caséeing studied. This allowed space for unexpected themes to evolve when interpreting
the data rather than focusingonasetofped ed t he mes. F ¢teachee x amp | e,
relationshipso was an unexpEciemtive dppraache t hat
facilitated the descriptive detailing of the experiences of participants as they engaged in
L2LPs CPD at face value before interpreting emerging themes$erumbre, it facilitated the
exploration of emerging themes to support duteethe hypothesis that this model of CPD

could have a positive impact on the L2LPs enactment in this school.

A statistical analysis package (SPSS) was used to analyse the TEBAGIER pre
and posiintervention scales. As this was a small convenisaceple size, aon-parametric
comparison using the Wilcoxon Signed Ranks Test was used for repeated measures
(Connolly, 2007). As the results of this test were insignificant thsianevas used to display

a comparison between pre and post scores (App€ddix

95



Table 3.8.
Coded Themes

Themes Code
Knowledge, Practice and Beliefs KPB
Knowledge and understanding * KPB-KU
®  Practice/skills * KPB-PS
e Beliefs, attitudes and efficacy * KPB-AE
& Agency * KPB-A
Planning and Practice PP
Policy *  PP-PO
¢  Planning *  PP-PL
® [n Practice * PP-PR
* L2LPs * PP-L2
Teachers’ Learning TL
* (CPD needs TL-CPD
* Factors Hindering TL-FH
- Time - FH-T
- Students with challenging - FH-CB
behaviour s TL-FS
& Factors Supporting
- Structure and design - F5-5D
- Resources -  Fs-R
Impact on Enactment
Communication and Collaboration cC
* Teachers » CC-T
* Parents e (CC-P
*  Student-teacher relationships o CC-5/T
*  SNAs s (CC-5
*  Knowledge, Practice and Beliefs * KPB (as above)
Impact on Students
Student Outcomes S0

* Emma
s Alex

s  General

50-E
50-A
50-G

Ethical Considerations

Regarding ethical considerations the researcheffivgly guidedbyDe ns c o mb e 6 s

(2011) bur principlesof research ethics



1 Participation should be voluntary abhdsed on informed consent
1T Participants6é interests should be protect
1 Researcher should operate in an open and honest nvatimegspect to the

investigation

1 Resarch should comply with the laws of the land.

Ethicalpr ocedures were informed by the OEt hical
Education Research Association (BERA), 2011)
@Guidelineson best practice in research etlbics ( D Q06)., Thi2study was reviged and

approved by DCU Research Ethics Committee (REC). All documents pertaining to meeting

ethics requirements are as follows:

0 Plain language statement for teachers and SApendixR)
0 Research information sheet for parg@{ppendixS)

0 Research information skt for studentéAppendixT)

0 Teacher and SNA consent fordppendixU)

0 Parent consent fornppendixV)

0 Student assent forr\ppendixW)

Voluntary participation and informed conseand assent in the case of the two
studentsyvas obtained verbally and writing. The information sheet was read out with
students and understanding was check&d. nature of the study, what was being asked of
participants, and what thieformation gathered would be used for was outlimeplain
language statements, infornaat sheets and again in consent and assent f@¥anscipants
were informed of theiright to withdraw at any stagend the steps to ensure confidentiality
were higtightedin all the written consent forms and verbdilgfore interviewsThe

expected beriis of the study to participants were explained. Potential risks to participants
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were identified and addressed. Confidentiality and anonymity were addresseduséh@i

this study. Pseudonyms were used for participants. No personal or schoolhekriils

recorded in the written account of the study findings or in the completed thesis. As the

sample size was small it was impossible to guarantee complete anoayinityt he par ti ci
identity. However, every effort was made to ensure the identityro€ipants was protected.
Participants were informed from the outset that information could only be protected within

the limits of the lawAll data was collected bgne researcher. It was stored in a sealed

container or on a password protected USB stidkch were kept in a secure place. Data

collected was not used for any other purpose than that outlined prior to gaining consent

(Porter & Lacey, 2005). Access to ttiata samples was restricted to the researcher and

researclsupervisos. A plan for the dsposal of collected data was also outlined.

Attention was paid to the ethical considerations of working with vulnerable young
peoplein this study Decisionmaking and interaction with Emma and Alex in this study was

informed bythefollowing documents

1 BE R A @811)section on children, vulneraby@ung peopleand vulnerable adults

in its OEthical guidelines for education
T 6Keeping children safe: Policies and proc
(n.d.)

T 6The et hi cs | agaseanche @hecklisDepatinment df Claldréasd
Youth Affairs (DCYA), 2012a)

T 6Guidance for developing ethical researct

2012h).

Before students participated in interviews several steps were faksty, parental

corsent was obtaineddtan i ntroduction meeting ti me was
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student about school, their hobbies etc. to ensure they were comfortaktleewith
reearchembefore taking part in the study was broached. The research was explained
through he information shedAppendixT) and the student was encouraged to ask
guestions. Students were asked to discuss the study at home and decide if they would like
to participate The student was met witdlgainto ensure the student understood the
information sheet and was willing to participagdter time to readhe information sheet

and assent form with parents at haingas read throughgainby the researcher,

ensuring understanding before the student signed. Throughout the intdrerewere

checkins withthe student to ensure they were comfortable with the questions and happy

to continue.

Conclusion

This chapter providitan overview othe methodological approach for this study. The
philosophical assumptions of construct approaches were outknpredominantly
gualitative single casstudy design that aligned with these assumptions was outlined.
Strengths and limitations were highligd and addressed. Steps taken to ertkarquality
andcredibility of the research were explained and ethioakiderations were addressed. The

following two chapters will report the findings from this research.
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Chapter Four: Findings (PhaseOne)

AWhere We Were Theno: An Il l uminative Eval
Practices Before Collaborative WholeSchool CPD to Enact Level 2 Learning
Programmes

The findings of this study are presented, analgsetdiscussed in three chapters.
This chapter presents the findings of phase one of the research to inform the CPD innovation
in phase two. Phase two findmgre presented @hapter Five. Subsequentiyp Chapter Six
the findings from both phases are analysed and discussed in relatioiCt® thabnpact on
L2LPs enactment. The findings of the illuminative evaluation in phase one established a
baseline for dveloping CPD to engage teachers in relation to their current engagement with
L2LPs, knowledge and skill level (Kervin, 2007). This chaptesents phase one data,
summarises the key findings, and outlines the CPD design denisiking based on phase

onefindings.

Presentation of Findings

A descriptive approach to the data (Table 4.1) using emerging themes (Figure 4.1)
was used to presetite findings. All data sources used in this chapter were gathered before
the CPD intervention. The small size of fsgroups enabled the researcher to confirm
participantsd agreement or disagreement with

checking anabserving body language.
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Table 4.1.

Data Sources forPhaseOneFindings

Data Source Number Participants
Survey: Attitudinal Scale TETP 16 ® Teachers
Survey: Attitudinal Scale SACIE-R 16 # Teachers
Individual Interviews & ® 2 parents
e 2 students
« Principal
» SEN coordinator

Focus Groups 3 17 participants:

# 3 teachers focus groups (11)

1 SMNA focus group (3)

« 1 PME Student teacher focus group
(3)

Observation 3 # Bnd (Home Economics)
e Ann (Geography)
® Hanna (Music)

Document Analysis # Teachers in groups
e Subject pl ing checklist & # Elaine [:BUEI.TIESS scheme)
® Hanna (Music scheme)
# Scheme of work 2 B
« Bnd
o Hanna
® Lesson plan 2

Mission statement

ASN Policy

IEPs for student participants
Admissions Policy

#« School documents

Figure 4.1. Emerging Themes from Phase One Data

Knowledge and understanding of L2LPs

L2LPs in practice

- Policy and practice
-Planning for L2LPs

-From planning to practice

CPD for inclusion and L2LPs
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Knowledge and Understanding of L2LPs

Findings in relation to knowledge and understanding of L2LPs were drawn from
school policies, interviews with the principal, SEbbrdinato?, parents and students, teacher
and SNA focus groups, TEIP responsasl classroom observations. The data sugges
commitment to inclusion with L2LPs forming one part of this. However, the data indicates a
significant g a prcepters of¢heimunderstamding ef L2 Bs amd the
accuracy of their L2LPs knowl edgsof The schoo
partnership, accountability, transparency, inclusand respect for diversity, parental choice
and equality were stated iits mission statement. This commitment was outlined in the

s ¢ h oAdiigsi®n Policy(2016, p.2) which states:

We, with oumpartners in education, are committeddea caring, learning
community where each person is valued and accorded respediganity. The

staff aims to deliver a broad diverse curriculum in a calm, disciplined and safe
environment in an atmosphere whel will be encouraged to become confident,
responsible learners striving to reach their full potential.

T h e s cAdditionbl Support NeedASN)Pol i cy outl ined the sc
to be inclusive and Awor k thvairdspectssahduddvelopstee i n a
studentsd |l earningwpoténtaindl dagdi sgovsandf reé¢
engagement with external inclusive education policies. The introduction of L2LPs for some
students was referred to in the ASN Pglielowever, the Admissions Policy and curriculum
link on the school website listed junior cycle subjects and short cours&sbéeraut did not
include the availability of L2LPs. The school staffemonstrated an awareness of the

diversity of students ahding the school and the responsibility of teachers, SNAs and

9The SEN coordinator is referredtia Wi KS O22NRAYF 2N Ay (GKS F2fft26Ay 3 (
PYP{GrFFQ Aad dzaASR G2 NBTFSNI G2 (SIFOKSNRI {b!as (G4KS LINRY
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leadership to includeverylearner and provide appropriate pragymes such as L2LPs in the
schoolThe coor di nat asragroup weeare\gettohg td dri@s with just the basic

unders anding of L2LPs but apart from that we h
She noted the collaborative naturarafiusion and L2LPs and the difficulties of getting all

teachers to collaborate for this purpose:

Sq we want tamplement them [L2LRsnd staff as a collective are on board and
thatds a massive thing but | ngtagetsiafinagi n
to coll aborate because itodés such a coll

e

ak
In interviews, the principal and coordinator highlightedrthesponsibilities for

communicating and enacting whedehool SEN policies and planning. The principal and

coordinatomoted the importance of resources (time, teacher availahitity PD), structures

and teacher sd c¢commi t meathes likedeaneachihguosenactéhe t e ac h i

ASN Policy and L2LPs. Additionally, the coordinator focused on the internal dyrsaohi

her r ol e, Itakerespdnsibiity fortthk geheral ifiplementation across the

school, but each individual teacheethtakes responsibility in their own classroom, so they

are given information but then they have to implement it theessey Wi t h r espect t

readiness for enacting L2LRke coordinator spoke about the school having a lack of

knowledge and limiteébcus on pedagogy and the tools to teach L2LPs. She suggested a lack

of awareness, by herself and colleagues, of stadeimb may benefit from L2LPs. The

coordinator reflected on tihtebdbajrustera Itaodclkna

and alack of understandindecause even my interpretation of who was able to access

L2LPs has actually changed since Septembeand | 6 m fami |l i ar with th

mont hs now. O

Data from teacher focus groups upport th
knowledge. Focus group findings indicated that teachers had less knowledge than the
principal and coordinator. Elaiies c o mment represents her coll e
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| actually wouldndédt know anything about i
abouttte st udents that | have. | have, you kr
need to know from our coordinator which is brilliant like but regarding policies |

dondow. kn

Nine of the eleven teachers who participated in focus groups, the prircidailoodinator

spoke positively about L2LPs and the benefits for their students. However, interview data
highlighted teacher misconceptions about L2LPs and the student t8h&s are aimed at.

The coordinator expressed cohGLPpandwhatbout <col |

students L2LPs were designed for:

|l 6m not sure everyone understands the dif
or oO0foundation student o, I know we shoul d
| was unsure who L2LPs were for folaag time so of course others are too, they

expet me to tell them. But thereb6s the exa
would have done foundation so | etdés put t
understanding of GLD and teaching strategies for ¢gineup of students, and

Autism t@.

Staff explanaons of L2LPs further exemplified this confusion. Six teachers and the principal

spoke about L2LPs in their subjects as if the L2LPs were L3 subjects differentiated down to

| e v el2LP8 are tlie Level 2 Bening Programmes. So, the junior certificatejumior

cycle is placed at | evel 3 and what 1 6m sayi
at | e(Rriacipa).Eight teachers demonstrated an assumption that students participating

in a L2LP dd mainstream (L3) subjects but learned and esqwé their knowledge in

different ways:

It caters for different | earning styles a
knowing the abilities for each student and how they learn and choosing the subject

level, two or three. Not all students learn tla@n® way so trying as much as possible

to accommodate that into lessons so that each student is getting as much as possible

out of it. Yes, theyob6re get t(berekl t he best
It 6s more of | i ke a pct Sockinda mdkingatpnpre oach t o
practicalandt hey 6re more engaged. Myself trying
(Hanna)

Furthermore, there was uncertainty amongst teachers about the place of L2LPsriiothe ju

cycle or what this might look like in reality. Adam compared L2LPs to the Junior Certificate
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Schools Programme (JCSP) i ntheastudmts woeldhawb i | i t vy
time throughout the year to look at statements of learning that theydchieved and were

exposed to within their mixed ability classes. It i@snalised measuring for teachers but

f or st ud ehethreesdSBlAswanpdred b2LPslieaving Certificate Applied

(LCA) . For e x atmpd wdiffedhbprogranmea liswpposefin my head | think

itdéds | i ke the LCA maybe bQlassroontobservationdn f f er ent
Music (Hanna), Home Economics (Brid), and Gepdry (Ann) supported the notion of

differentiation and different learning styles. Suamnfieldnotes (Table 4.2) recorded the

observation of several inclusive practices in the three classroom observations. However, there

was no evidence of including L2LROs into the lessons.

Table 4.2.

SummaryFieldnotesof Classroom Observations

summary of practices cbserved

s The use of learning outcomes on the board to focus lesson was evident in the three lessons.

* Peer-to peer learning was used in all lessons. This was scaffolded with individual teacher
support for students reqguiring it.

*  Multiple means of representation were evident. All classrooms had key subject terminclogy
on flashcards or posters on the walls. Student work was displayed. Subject related posters,
diagrams etc were on display. Written, visual (video clip, chart showing timelines etc) and
verbal instruction/explanations were given in Home Economics and Geography.

» Differentiated worksheets were used in Home Economics and Geography.

+ Student check-in evident. There was student questioning in all classes to check
understanding. Random selection of students by teacher for questioning was used in Music.
It appeared that teacher had pre-selected questions for students with SEN in Home Ec.
Students raised hands to answer questions in Geography.

Student A reluctant to answer in Geography, teacher moved to another student then
returned to student A.

*  All subject’s theory based. Music theory-based writing in copy. Home Economics theory
based with group activities. Geography theory with video and active participation (in
earthquake procedures for a school).

Mote: This is a summary of practices that occurred in at least two of the three classroom visits for
Music, Home Economics and Geography in Phase One of this study.

Pareits had limited knowledge of L2LPs. Both parents commented on targeted
learning needs, differentiated work, and fewer tests for their child but when probed about the

L2LP their child was following they were vag
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Well, what | was tal was that E would still be in the mainstream class with all the
otherstudenta nd t hey woul dndét particularly not.i
different. | wauld just assume in simple terms that she would be listening to the same

t hi ngs, beldaing mehheasieswork for her capabilities.

Both parents accepted that the school would make the right decision for their children. They
considered communicatidoetween school and home excellent but more about everyday
matters than L2LP decisions. BBcstudents knew they were doifige a s i e rThewo r k 0 .
enjoyed working in smaller groups, particularly Spanish. Alex liked classes that he found
easy and talked aboliti s t e a dehohes it wety well and | feel like we learn quicker in

the smaller grop . He doesnd6t say it too fast. o

L2LPs in Practice

L2LPs in practice emerged as a significant theme in phase one. Findings were drawn
from interviews with the pricipal, coordinator, and teacher and SNA focus groups. Data
from TEIP responses, schemeswaitk, s ubj ect pl anning checklists,
and classroom observations also informed the findings. The findings pertaining to L2LPs in
practice are msented under three shbadings: policy and practice, planning for L2LPs, and

from plannirg to practice.

Policy and practice

Teachers (n=11) and SNAs (n=3) reported a greater interest-to-day practical
learning and teaching strategies tipaticy at wholeschool or national level. Teachers spoke
about sharing information, teateaching, dferentiation, behaviour strategies, and L2LPs.
SNAs spoke about the practices they observed and participated in, such as group work,
differentiation, andising the physical environment (for example placing a student near the
window or using standing desk Most staff referenced the supportive staff culture in the
school in terms of staying informed and getting help with students, activities, and policies.

Nine teachers refergreaatt os d lrec e(Aanjrandi mfad roma tais
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mentioned loking up student profiles and using the additional needs communal forum on the
school 6s communication system, SictHaokat ogy . Fa
what each sanudd efnotu nnde etdhse0 6 what a teacher can
particularly helpful. The coordinator was su
communication system as she felt it was not being used due to agaher giving verbal

information on request. She expressed concern about the practicality eive@ducation

policies such as L2LPs:

Wedre al ways meeting different things tha
every student is different. So, dipgp is grand in a broader sense but then you have

to think about the individual needs of the studBecause you want to do the best for

each individual student but at the same time you have to consider the whole group

and then youor alisetbecgusenegch stumennisoah indivielualeamd

that s where policy veprsblem. t he real worl d
Al t hough regarded by her coll eagues as a
on policies, the coor daentattoor trhees pToehldR ds thastoeme

confident informing others who know little about laws and policiéating to the inclusion
of students with disabilitieso,fgentdtiicnagt itnhgi n
w r o n@oordinator, Interview). iEldnotes of school visits highlighted that this fear was

something that the coordinator discussedaaious stages throughout the study (Table 4.3).
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Table 4.3.

Extracts fromFieldnotes of Interactions with Coordinator

Visit

Researcher Notes

September 27 [Visit for Interviews)

Movember Check-in for in-school
session with coordinator (L)

February Facetime Session

Greeted T (principal) and L (SEN coordinator) on arrival. L appears
anxious to get study started as she says, “the guidance will be great
for me, to help me get on the right track with this”.

Checked in with L after focus group interviews. Particularly
interested to see the information sharing system on Schoology. L
expressed surprise that teachers were using/knew about this. Felt
they relied mare on her giving verbal information to them which she
felt puts her on the spot and her "getting things wrong in the
moment”.

End of wisit- L chatted at length about teachers’ understanding of
GLD and her own understanding of what students L2LPs are for (In
interview noted she had a better understanding than last year). Is
there a lack of confidence here or is it first day of study nerves?

Confirmed focus on GLD and asked for strategies. |s what she is
suggesting right. Concern that she is not “selling it’ to colleagues in
schoal. (This is interesting as staff indicated buy-in prior to study
and at interview visit — confidence or teachers’ responses to please
me?)

L stayed online after session. L concerned that not enough L2LPs
learning outcomes are being covered by teachers. “Am | not putting
enough of them in plan?” Reassured her that process should be
slow as everyone is learning together. Expresses confidence that
L2LPs is working for student A but worried that it's not for Student
B. Talk through this. I'm not concerned as | think L is figuring out
that student B can do level 3 subjects only and not L2LPs.
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Planning for L2LPs

Teachers had planning time as part of Haddington Rbadrs to create subject plans
that reflected thesh ool 6 s commi t ment to inclusive educ:
principal was <c¢l ear that she expected differ
planning and that this should be included inGhe D i nt e twoadlikej yourknow,io
see dfferent examples of differentiatioexamples of worksheets, questions, tasks that are
adapt ed. Di fferent e xGihermppeoaches toinadusidnsuelrae nt s ub
UDL were not mentioned inffase one. The principal, coordinator and nine tex@choted the
importance of planning for L2LPs and thafiif s seaml essly embedded wi
(Joan). Interviewer observations in fieldnotes indicated that the body language (nodding,
smiling) d teachers who did not comment directly about pilagiior L2LPs suggested their
agreement with colleaguesd remar ks. Al l el e
ti me was needed to plan in a meanisngful and

comments represent the views of their colleagues:

We dondét have the planning time required
anything more than on paper at this stage, the personalised and directed learning

that we would need to successfully integra2l Ps and just the overall resource of

timefort eachers to plan differentiated | essol
i sndot working well with the students. Tha
unavailable to us in this school and prdibaevery schoolCarol)

We tried really hardte mp |l ement t hem [ L2LPs] |l ast yeal
time to do it . -4Dmikuees putaside a weekgtado your plgnnizg0
and every other student needs to be accommodated fdd @)

1 Haddington Road is a public service agreement between the governmerslic service unions. This
agreement includes teaehs working an additional thirt)hree hours per annum. These hours can be used in
a flexible manner to meet the needs of the school. They include wéaieol staff meetings, small group
meetings andridividual hours.
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All teachers expressed the desire to work colatiely when planning to ensure a whole
school approach, to ensure there was no overlapping or LOs forgotten, and to share strategies

and methodologies. For example, Fay noted:

|l 6d | i ke taheirt teek@awmewist mna say?0 0Aondv ar e
bounce ideas of one another and try and see what way we can do it as a
collaborative processothat everyone is involved in it and not doing it alone

The principal agreed with her teacherseShdi scussed teachersé needs
up with each other after CPD or meetings; to ckhiackeflect and plan. However, she

guestionedi who has the time to do that? Where doe

Schemes of workAppendixL) and subject plamng checklist responses (Table 4.4)
revealed theifferent stages of L2LP planning that teachers were at. The checklists produced
positive responses regarding teachersodé perce
replied yes t o ntshbectgansawnitrelinks to Leveb2cl @srhave been
devised and writtendé. Six replied yes to the
plans6The response to individual planning was less positive, with three yes responses to
0i ndi vi duasl lplnkrendi g t he sTheécmrlioator fgtkteachersa nd/ o1
hadfi a g r e &t marergumtwas lost when they did not know what to do next or
where to find support. The principal commented that follgpafrom facilitators after CPD
wouldbenef it school s lsapgosgifinything imvoalchbe hic2 to Rirsd .of i

have a bit of feedback from it or a follow u
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Table 4.4.

Summary oResponses t8ubjectPlanning Checklist

Subject Planning Checklist: Linking L2LPs and SSE

Subject Planning Yes Mo Comment

Comman subject plans with links to Level 2 Learning 5 1 Possible PLU ocutcomes
Outcomes have been devised and written highlighted in plan
Expected learning cutcomes are set out in written 4

plans

Individual planning is linked to the subject plan and or 3 3

LZLP and incorporates learning intentions developed
to address students” learning needs

Individual teacher planning incorporates teachingand 5 1
learning approaches that are clearly linked to
expected learning intentions

Timeframes are suggested for teaching various 4 2 Corresponding PLU
elements of the subject acrass the subject outcomes highlighted
department in plan

There are links made between statements of learning, &
key skills and learning outcomes

Links with other subjects/base class to support the 5 1
consistent development of students” key skills are
incorpaorated in the subject plan

The subject assessment policy is consistent with the 4
whole-school assessment palicy

The subject assessment policy incorporates formative 5
and summative assessment practices

Written plans for assessment and the gathering of 3 2 Aspect of L3 portfolio
evidence align with planned student learning

The plan incorporates opportunities for regular ] Regular department
collective review of student work where teachers meetings
share professional practice As | have no L2ZLP

students currently in
class, | have not found
time to incorporate
the L2ZLP fully into
plans and schemes

However, there appears to be a disconnect betweenteache per cepti ons of
planning compared to the planning documents data. Seven teachers referred to their planning
and embedding L2LPs into t heWerareallantegrahg s of wo

L2LPs into our unit plans [schemes of work] and tesson plans, trying to identify the parts
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of the syllabus that sui tGs ati me s [[Rl2P5]ld@Bvs il ear n
something that | can have down in my scheme or lesson plan¢hgtéhr e [ st udent s ]

d o Alltteachers were invédd to submit their schemes of work. Two teachers responded,

Elaine and Hanna for firgtear Business and secepedar Music respectively. Six teachers

reported not submitting their schemes becausehhd insufficient time, or the knowledge to

complete tle planning:

|l tés hard to find the time to do i1t all a
and practical stuff |l tés going home in t
wanttodopur best but thenAelddd ot her commit men

Five teabers looked for more examples and guidance to be better informed on how to
incorporate L2LPs into their planagoadig. Ann n

introduction of L2LPs for my subjecand that something similar for planning would:

takea load off your shoulders. The NCCA could do more of that work of kind of like
show you like schemes of work that could be rolled out, lesson that could be rolled out

into your own lesson planningjst t o give us ideas because
sure.
El aineds Business scheme of work |l inked Busi

expected LOs evident in the plan. The scheme also set out differentiated success criteria with
L2LPs criteria ighlighted in green and3 criteria in red (Table 4.5 he Music scheme
suggested a | ack of understanding of plannin
6numer acyod coul BLUs6eCfoentmutna ctahte nlg2 Lalhsd Li t er ac
or to the literacy and numeracy strategy. L2LPs LOs were notifted in the scheme and

success criteria were not differentiated (Table 4.6).
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Table 4.5.

Extract from BusinesScheme ofMork

Unit of Learning Outcomes Success Criteria/Differentiation
Learning
Level 3 Level 2 Students work will show...
PLU
Personal Numeracy: Ad, A5, A6, Students work will show an ability to differentiate

Fimance: 1.1

Personal
Finance: 1.2

Personal
Finance: 1.3 —
Financial
lifecycle

Personal
Finance: 1.12

A7, between a person’s basic needs and wants.

Students work will show an understanding of income
and its different sources.

Students work will show an understanding of
expenditure and the different types of expenditure
within a household.

Students work will display a knowledge of how a
person’s needs and wants change throughout the
different stages of their lives.

Students work will show an understand of what
opening, closing and net cash are.

Students work will show their ability to record
income in a household budget

Students work will show the ability to record
expenditure in a household budget.

Note. This table represents the alignment of Level 3 and L2LPs LOs in the Business Scheme of

work.

Table 4.6.

Extract from MusicScheme ofVork

Learning Outcomes

Lewvel 2 Level 2
PLU
1.2, 2.1, 2.3, 3.5, 3.6, 3.9, 3.10, 2.11, 2.12,3.13 Literacy
NMumeracy

MNote. This table represents the alignment of Lewvel 3 and L2LPs L.Os in the Music Scheme of

work.
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Lesson plans were requested from four teachers selected for classsmnabbns.
Plans were submitted by Hanna and Brid for seggrat Music and Hom&conomics
respectively(AppendixM). These | esson plans further demons:s
knowledge regarding planning for L2LPs. The plans did not reference LBLPs,
differentiation for students with SEN. Hanna and Brid expressed uncertainty about breaking

down L2LPs in this stage of their planning. Brid emailed the researcher:

Any feedback wéud r eal ly benefit me as | havenot
to L2LPs and could do with all the help. | know there are better ways to approach my
diverse class so as to allow each student to reach their potdft@bkonal

communication, 2 Octolb&017).

From planning to practice

Interview data indicated varying gleees of teacher confidence regarding putting
L2LPs into practice. Grainne feltthédywer e doing it without real/i :
is actually easier to bring it in once we know about them and can confidentlytdh e mo
However, the coordinatorag concerned that teachers were unaware of how L2LPs would
work for them and their students in the classroom and that more CPD would help. She noted:
AWel |l , wedve onhloyurhaGPD htarta ionni envgb wes ot haesr e Gasr n
further training,which | think is a shame because individualised training could be
benefiTemaahed focus group discussions reveale

between their planning and classroom practices.

| t 6s v er yticalyampkmentahemp withicthétcas sr oom t hen |1 ke
well and good having it on paper but itds
and have the time and resources to d@Jiban)

So, weobve | i ke, the Dbersallywanhtt makethisons i n t h
successfl . Webve all the planning basically ¢

just actually putting it into practice | find a challenge now. Where do we go next?
Wheredo we go from here? (Carol)
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Confidence was a f&ar when moving from planningto@prc t i ce. Gr ai nfnietds ¢ o |

coul d be a cloecoalise thexeniscaguestibnioh g 0

I dondét know i f 1 6m doing it right, I don
or how I should be doing it. Soeverh ough 1t 6s t heglthaveaplah 6 s i n
for how | would do it, i1tos kind of a cas

This reflected the sentiment of the eleven teachers who patrticipated in focus groups who

shared similar concerns or were observed nodding ireagnet to statements such as

Grainnds. Grainne did not submit her scheme of
planning for L2LPs cannot be reported on. All classroom teachers (n=14) volunteered to be
observed and four were randomly chosen. Bkithh and Hanna were observed in seto

year HomeEconomicsGeography anMusic respectively. Adam cancelled his observation.

The classroom observations (Table 4.7) showed no evidence of inclusion of L2LPs into the
lesson. Lessons were gauged at L3 witlevidence of differentiated or L2LRork or

activities for students participating in a L2LP. However, other inclusive practices, such as
seating arrangements, visual cues aral-fepeer support as well as teacher support were

identified
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Table 4.7.

Summary o€lassroomObservatons

Phase One Observations: 22 October 2017

Participant ~ Subject and Observation
year group

Brid 2" year Lesson plan set for level 3 subject with no reference to L2LPs.
Home Classroom arranged to facilitate group work.

Economics Students encouraged to ask questions of teacher and each other,
Teacher followed up to ensure understanding of students with SEN
Activities are gauged at level 3. There is no evidence of
differentiation of the lesson activities/materials for students with
SEM. There is no evidence of inclusion of L2LPs Learning Outcomes
into activities or designing activities to incorporate L2LPs learning
outcomes,

Josephine 2" year Lesson plan not made available.
Geography Classroom arranged in horseshoe with rows of 4 in the middle.

References made to prior knowledge (previous lesson) and built on.
Frequently reinforcing student knowledge.
Visual and verbal cues in evidence throughout lesson with active
demonstrations of learning by students.
No evidence of differentiation of activities/materials or homework
for students with SEN.
No evidence of inclusion of L2LPs learning outcomes into activities
or designing activities to incorporate L2LPs learning outcomes into

the lesson.
Hanna 2" year Lesson plan set for level 3 subject with no reference to L2LPs.
Music Evidence of differentiation for student with SEN in lesson plan

(though not in evidence in lesson).

Classroom arranged to facilitate group work.

Individual attention given to students with SEN.

Peer support given to one student.

Activities are gauged at level 3. There is no evidence of
differentiation of the lesson activities/materials for students with
SEM. There is no evidence of inclusion of L2LPs Learning Outcomes
into activities or designing activities to incorporate L2LPs learning
outcomes,

Adam 2" year Observation cancelled
Maths
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CPD for Inclusion and L2LPs

The findings relating to CPD for inclusion and L2LPs were drawn from interviews
with the principal and coordinator, teacher, SNA and PME focusgraupsd Pr i nci pal 0
Reports to Board of Managemenitwo teachers were NK3 and there were folMEson
school placemenMost teachers interviewed felt their PD experiences did not adequately
prepare them for inclusive practices such as L2LPs in their tepddewly qualified
teachers (n=2) andMEs(n=2) spoke about the ladi inclusive education instruction in ITE
in their focus groups. Kar e n ledrihyliBoresaboutd e nt ) e
L2LPs and inclusion in general as | feel that thissvagghly undesserviced in my PME
C 0 u r lomger serving teachers (AFnoted a lack of appropriate CPD for them, citing
dictated and overly structured CPD ak reason
think CPD, even the JCT sessions and webitias| went on, it was like just someone in a
building telilt oandtiht swas | i ke they had suc

(Grainng. Adam reflected:

|l t6s al ways the same, you sit in a room W
reads the Power Point, gives yiohowweno act i vi
it nowb6éb. Therebds no time to think for you

guestion time is limited so how is this good learning?

The principal\esllteacherd?MEsSanavINAS irt tloe sdheol
prepared to deliver L2LPand:it o f eel they are capable of te
the room and the two different programmes, a
Staff were encouraged émgage in PD includingD forinclusion and L2LPs (Principal,
Personbcommunication, 10 November20)l as evi denced i n a summar

Reports fothe2016/2017chool yeafTable 48).
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Table 4.8.
Summary of CPD fromNRA Yy OA LI £t Q&4 HAMCcKHAMT wSLR2 NI

Staff Numbers Themes covered in 2016/2017 whole school and
individual CPD
S teachers (including principal) on 22 hours. * learning and Teaching
5 teachers on part-time hours * Framework for Junior Cycle:
1SNA* subjects, leadership and L2LPs*

* Special Education Needs
* Technology Enhanced Learning
* Wellbeing*

Mote. ¥ Indicates where SNA was included

The coordinator and pr i nfoilLpL®dandregeestedsupmoe d t h e
from JCT and their ETB the previous yeaifteen teachers and one SN&ifcipal, Personal
communication10 November 20)7%&ngagedr a twehour wholeschool L2LPs session

provided by JCT in 2016. Teachers interviewed atiended this CPD (n=7¢lIt the

available L2LPs CPD was insufficient and they wanted more opportunities to have

discussions and share resources, experiences anidgsadth colleaguesAll teachers, the

principaland coordinator wanted to know how th&_Ps would impact on their time in

relation to planning and subjects. The coordinator observed:

| think that teachers need to know tlifahey do this, if they do a particular section of

work or a particular body of work that that will be enough for stud to reach their
targets and that the L2LPs encompass that
that knowledge.

Eleven teachersa the coordinatoexpressedincertainty in their interviews regarditigeir

expectations for this CPD interventidfr e x amp |l e, Gveer odlo nréet f Ireecatl d dy:
what we want yet, only that tHis2LPs] is coming, and we need to know what tadde

need for additional support to effectively enact L2LPs was a consistent theme throughout
interviews withteachersAdam noted the need for teachers to understand the rationale for

L2LPs a K&FD needdsatd includé some reasoning for subject teagtgrsve should
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d o $ewed teachers, the coordinatond principal considered the 2016 CPD insufficient

and followup support was needed. They favoured CPD thiatise a & IPrigctpal, &nn)

A me a n 0 Edpirfdinaktor Derek, Brid) andfi r e | e(Caondinator Brid, Joan).

Conversely, Hanna, who had not participated in the 2016 CPD, considered the available CPD

and suportsenough

Table 48 indicates that the school had started to engage with L2LPs. However,
appearsnomentum wasost without support followingnitial L 2 L Ps CPD. El ai ne a
comments reflect the views of their colleagues in focus gréupse  gieen a&starbut
not hi n(glaire)asdéd ®&e wer e so enthusiastic and j ump
butthengot o a point where there was inertia beca
f or w@Ann). Burthermore, BridNQT) commented that shte a @ne fecture a week for a
couple of weeks on inclusive education and policies and that was i r #NQm)n e

refleded that in her ITE:

I heard nothing about this [L2LPs] when |
that heard nothing about.it was at a workshop for NQTSs there last week and they

asked about it and three people knew about it, two of themimvar®ther school in

the area and me.

Gary and LisaRMES9 had not heard of L2LPs until the introduction sesdioh: was r eal |y
surpised t here was such a programme and that |
[researcher] came in. We hear all about junmycle reform, should that not be part of that

learning at leas?o (Lisa).Ta ki ng account of teacher d00 bel i e
support progression from planning to practice, teachers were asked what they would like to

see included in L2LPs CPBey themes emerging are outlined in Table 4.9. When given the

option to participate in the online CPD sessions at home all sixtegretsahose to

participate as a group after school via the
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Table 4.9.

KeyFocusAreas for L2LPs CPD

Key areas for Evidence
focus
Opportunities 9 Grainne felt it was important for subject teachers to hake opportunity and
to collaborate time to work with other teachers in their subject department and in otkehools
with (Focus group).
colleagues 1 Elaine spoke about the collaborative process as opporturitiéss2 K I @S
1 Joan reported how this collaboration was happening with ¢@league within her
subject department in school (Focus Group).
Knowledge 1 Teachers (n=8) spoke about understanding different learning styles and need
and 1 All staff, including PME students interviewed spoke about kngwiow to teach
understanding L2LPs learning outcomes in their subjects. The SEidinator further developed
of L2LPs this when she spoke about whethool responsibilityy L {1y 26 G KL (
a2YS GSIFOKSNR KAyl WwWgStft LQY al (K:
example. But | know from my sessions that it needs to be all teaahaib i
subjects, the SNAs, the caretaker and secretary can help too. We need to tall
G23SGKSNI G2 YIFI1S RSOA&AZ2YaAdIntérkeli A
1 Sixteachers spokeabo@t' I { Ay 3 &adz2NB ¢S LA O]l GKS
(Elaine, intervis 0 ® ¢ KS {9b O22NRAYF (2N ¢l a
understanding of GLD as the criteria for L2LPs (personal communication).
Practical 1 Teachers (n=7) requested strategies for teachers to incorporate L2LPs into a
examples Derek commented on the value of practical examples@rilS SA y 3 A
relevant to I O G XFofigGroup)
students,
teachers and
subjeds
Support in 1 Ten teachers interviewed, including tpeincipal and SEN coordinator suggeste:
planning for AdzLILI2 NI Ay LX FYyyAy3a gl ad a2vYSiKAwdld
L2LPs like to see, working with maybe a couple of teachers specifically how they wo
32 | o62dzi LI I yyAy3I(Prindlpdli NJ adzo 2S04 £ S
I Yy adz3 Gigasiidess vf what needs to get done because sometimes
1TAYR 2F aAld GKSNB IyR &2dz2OQNB tA1S |
2NJ 22dzQNBE A0 NHAIfAy3 | o2dzi K2g G2 °
Assessment 1 All teachers interviewed and the coordinator expressed the need to learn mor
and gathering about assessment for L2LPs. Ann (teacher) and Mary (SNA) reported the nee
evidencefor aly26 K2g (GKSAS aidzRS \May). Aah a8ked abdit O |
L2LPs measuring studettr 8 Q 4 dz00S&4& GAGK2dzi | yiknBvEI Y
GKSNBQa | LRNIF2tA2 odzi 6KFG R2 LZ
it? (Focus Groups)
1 ¢KS O22NRAYI 2N NBLR2NISRY aL 1y2#6

year, but we foased on the planning and then, | think, put assessment and the
W/ t! 2dzi 2F 2dz2NJ YAYRa® . dzi AdGQa y2i
of third year, is continuous and | think we missed that point as a group. | meau
LOY 3F GKSNAKINBOARSYOSIKRYH (KSNB
NBaLl2yairotS T2 Npetsonalsojh@unicaticns) 2 NJ Fl A
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Summary of Key Findings

Phase one dathighlighted a number of key issues that informed the subsequent CPD

design:

1 Knowledge and nderstanding of L2LPS here was evidence of
misinterpreting L2LPs as3 subjecs differentiateddown to L2 or similar to
JCSP or LCAThere was confusion arouncherL2LPs were intended for. The
coordinatords concerns regwasmbiechg | ack
The coordinator who attended the full day cluster PD for L2LPs shared her
own uncertainties about enacting L2LPs. She noted how her own
interpretatiorof who was able to access L2LPs had changed since her CPD
day.

1 L2LPsin practiceT e a ¢ lureertairdy about translating L2LPs into practice
was evident and was linked with their confidence in doing eachers spoke
about their efforts to integrate L2LPs into schemes of work however, this did
not translate into individual lesson plans or alasm practice. Lesson plans
submitted for preCPD classroom observations focused on L3 subject LOs,
possibly beause of the difficulties they shared in translating their L2LPs
overview planning into their lessons.

1 CPD for inclusion and L2LP&:eachers mie the connection between PD,
gaining knowledge and putting that knowledge into praclibey identified

key aeas of focus for CPD to support L2LPs enactment.

CPD Design

Planning for PD can improve teacher and student outcomes (King, 2016).
Establishig a baseline for CPD indicated where the school was in its journey with L2LPs
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and identified the goals of the CPD. It was evident from the findings that the CPD needed to
beresponsive and facilitate collaborative discussions, inquiry and decis&img tased on
acquired knowledge and understanding of stud
illuminative evaluation resulted in the following considerations regarding the rzatdre

design of this CPRFigure 4.2)

1 the importance of contextual dimensions atigy enactment (Braun et al., 2011)
1 the nature of collective professional inquiry (Kennedy, 2014)
71 the characteristics of PLCs (Bolam et al., 2016)

1 teachemplanning framework (King, 2016)

The esearchér anderstandingdf he s c h ool 0 sinmodificatienstbthe es ul t e«
CPD design in the initial design stage amdesponse to arising situations throughout the
CPD interventionmovingthe CPDfrom ageneral taa contextual modeln larger school
contexs group activiteswould initially be accorahg to subjectslepartmentsvorking at
making connection within their subjet¢iowever the small sizef the research schoaiould
have resulted in some teachers working in isolation as, in some instances, there was only one
teacher per subject. Therefpteachers were grouped according to the two subjects they
taught,and the reseaherguidedthe participants§rom the specift subject focusetb whole
schoolunderstandin@f approaches to L2LP=ss one groupather than departmen#s more
studentfocusel approach was possible as all participants were from the same school as
opposed tgeneral CPD where the number of teachers fildfarent schoolsvould inhibit
opportunities to facilitate hilepthdiscussions around specific students and schools.
Additionally, the researcher was able to facilitdiscussions aroundsues that arose-in

between sessiorand adapt the session accordinglysuit the contebof a givensituation.
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Generic resources and templates were addaptédmonstrate theurse within he research

school 6s context and t eachermeettheirrequirement® ur ag e

Sessions were designed around key arefscas for L2LPs:

1 knowledge of GLDandunderstanding and rationale of L2LPs
1 planning for L2LPs, includingOs at classroom and whesehool level

1 assessment and gathering evidence.

The three elements of belief, knowledge and practice (Opfer & Peddér, ROuse, 2008)

were incorporated into each session.

The CPD took a blended approach building in synabmerand asynchronous
elements. Teachers met as a group in school and Facetime was used to communicate with the
facilitator. This onlineelementand the role of the researcher as facilitator and data collector,
had implicationgor howthe CPD relationshgwere nurtured and navigatecthis study.

The researatr addressed thiehallengeby focusing orhersocialpresenceendeavouringo
build a positive rapport with participantse¢nableaffirmative engagement with thgroup

The researatr ensured inial faceto face contact by visiting the school to introduce herself
and her research area to all staff before tmsented to participat8he articulated her
availability at this pointsharing her email and phone number to all staff and inviting
guestons, comments and reflections from participants throughout the CPD intervention.
Additionally, the first CPD sessiowas held ossite further allowing the researcher and
participants to become more familiar with each otherlanid relationships. It also

facilitated the researcher éxpress her personality astyle of interacting facéo-facebefore
moving to online communication and sessidffhien onsite the researcher visited the staff

room on breaks and engaged in smesearch related conversatiangh participants.
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The researcher encouragedyp connectednesisrough active participain in the
sessios andshowing respectrust and patiend® participantsin all sessions the researcher
used open friendly communicaticadressed participanty name, usedonjudgemental
and affirming language, anavited feedbackn the session and through PRafterwards.
Furthermore, shlistened to participants sessions, gauging their needs and adapting

sessions accordingliEmail or text queries bewen sessions weresponded to promptly

Gauging when tanterrupt or end group activities was an initial challenge for the
online sessionslo address this the researchesured she could see all participants on the
screen ensuringeffective monitoringpf activitiesin addition to individuatommunication
with participants. As the group became more comfortable with the resetreitook
ownership of group activitiesd indicated when they required input from the researcher.
Additionally, the researar would indicate a time frame at the beginning of activitiberw

she would checkn with participants.

The school 6s online c¢communitecaehte oforumsy st em,
for asynchronous activitige follow each sessiofResources sourcdtbm educational sites
such as JCT and Scoilnet and researcher developed templates and exangplsedA
folder was set up on Schoology for each session for thppgeof sharing these resources.
Opportunities for participants to put new knowledde practice between sessions and
reflect on their outcomes were provided throughout the CPD. Finally, flexibility wastbuilt
to ensure sessions reflected the teachers1 e e d s dable 4.10 drtefly butlines the

CPD intervention. A plan for eadgssion is in Appendix X.

124



Figure 4.2. Considerations for the Nature and Design of the CPD

* PD Experience (Activities/Experiences/Model)

Planning for PD (King, 2016)
* Baseline {Individual/School, Targets)
* QOutcomes (Student, Organisational, Staff/Teachers’ practice, Diffusion)

» Systemic factors (Support, Initiative design and impact, Teacher Agency)
* Learning Outcomes (Teachers' practice)

Design of CPD
Contextual Collective professional The characteristics of PLCs
Dimensions (Braun et | inquiry orientation to (Bolam et al., 2016)
al., 2011) learning (Kennedy, 2014) N
-Situated (locale, -Professional flexibility Shared values and vision
school histories, - , -
. ) Autonomy Collective responsibility for
intakes, settings) -In context upils’ learnin
-Professional Pup g
(attitudes, values, Collaboration focused on
commitments, learning
experiences)
-Material (staffing, Individual and collective
budget, building, professional learning
technology,
infrastructure} Reflective professional enquiry
“External (support, Openness, networks and
pressures and :
) partnerships
expectations)
Inclusive membership
Mutual trust, respect and
support.
v W

"~ Considerations —

Purpose of CPD

Teacher change to effectively enact L2LPs in their school.
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Table 4.10.

SessiorDutline for L2LPs CPD

Session Logistics Theme Key resources Activities
Session 1 In-school Inclusion PowerPoint presentation  Labelling/Inclusion
session GLD Guidelines for teachers of  activity -Have an
90 minutes. students with GLD apple
Facilitator led (overview) (NCCA, 2007)  Thinking about your
UDL Video student -what
students with GLD
need to know/ do
and how teachers
might develop these
skills
Session 2 Facetime Introducing L2LPs L2LPs booklet (ICT)- for Reflect on subject
60 minutes Planning for L2LPs all sessions planning checklist
Facilitator led  Identifying PLU booklet (JCT)-for all and teacher
students sessions planning-Discussion
Planning templates Creating an
individual L2LP-who
are our students?
Session 3 Facetime Creating an PLU booklet (JCT) Reflective
60 minutes individual L2LP PLU checklists (JCT) discussions
Facilitator led continued L2LPs planning templates  Identifying PLU
(reducing PLUs, and learning Practical learning outcomes
input) outcomes examples/activities for your subject
Session 4 Facetime From planning to Practicalities of L2LPs in Reflective
60 minutes practice action discussions
Teacher led Differentiation (SESS, Planning an activity
PDST)
UDL (cast.org)
Practical
examples/activities
Session 5 Facetime Gathering evidence Teacher observation Reflective
60 minutes templates discussions
Facilitator led Gathering evidence Dotstormig-how can
to introduce PowerPoint we gather evidence?
topic then L2LPs assessment (JCT)
teacher led
Session 6 Facetime Plan gathering of Gathering evidence Reflective
60 minutes evidence (thematic and learning discussions
Teacher led outcome) templates Plan activity to

Practical
examples/activities

gather evidence

Tools used for CPD : Schoology (school’s online communication and data control system), Facetime,
www.jct.ie, www.curriculumonline.ie, www.scoilnet.com, researcher developed materials.

Facetime sessions: Teachers chose to work collaboratively and met in one classroom after school to
facetime with researcher. Researcher was on interactive whiteboard and teachers were arranged so that
the researcher could see all participants.
Schoology: A space was established on Schoology for L2LPs CPD with access granted to the researcher. Each
session had a folder with resources added before the session and a section for teachers to add new
resources and engage in conversations with researcher/each other in between sessions
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Chapter Five: Findings (Phase Two)

AWher e We ar e NoRetspecti@erOéthel dotrmey Endctng L2LPs

Introduction

Eleven participants completed the CPD: the mpiai¢ coordinatoand nine teachers.

The study aimed to examine three secondary research questions:

O«

To what extent can collaborative CPD affesicher change in attitudes to the
inclusion and teaching of students with SEN?
0 To what extent does collaboratiwholeschool CPD facilitate teacher change in
attitudes and practices in relation to the enactment of inclusive education policies,
such as LRPs?
0 What factors facilitatednd hindered teacher change in attitudes and practices in
relation to the enactmenf L2LPs throughout this study?
However, the data pertaining to teacherso at
limited. Consequently, this chapter focuses on the more significant findings of questions two

and threeThis chapter presents thadings of phase two of the research.

Presentation of Findings

A descriptive approach to the data (Table 5.1) using emerging tl{Eigase 5.1)
was used to present the findings. The small size of the focus groups enabled the researcher to
confiim particii@ nt s6 agreement or di sagreement with
member checking and observing body language. Table 5.2 oyiliaest i ci pant s6 at't
CPD sessions. Phase two classroom observations aimed to identify evidence of the impact of
the GPD. Individual teachers and examples are used to explore each theme (Figure 5.1).
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However, within the scope of these findings th#lastrations cannot be taken as

representative of the views of all participants.

Table 5.1.

Data Sources forPhaseTwo Findings

Participants

Data Source Number
Survey: Attitudinal Scale TEIP 11
Survey: Attitudinal Scale SACIE-R 11
Individual Interviews (pre- and post- 6
CPD)
Pre-CPD (phase one) Focus Groups 4 17
Post- CPD Focus Groups 4 12
Observation 3

Document Analysis
* PRLs 10

Teachers
Teachers

2 parents

2 students
Principal

SEN coordinator

2 teachers focus groups (9)
1 SNA focus group (3)
1 PME Student teacher focus group

(3)

2 teachers focus groups (7)

1 SNA focus group (3)

1 PME Student teacher focus group
(2)

Adam and SEN coordinator (Maths)
Frank (Woodwork)

Grainne and Joan (English)

Teachers and coordinator

Figure 5.1. Emerging Themes from the Data

Teachers' learning
- Factors supporting teachers' learning

- Factors hindering teachers' learning

Impact of CPD on L2LPs enactment
- Teacher agency

- Communication with parents

- Emma's story

- Alex's story

Impact of CPD and L2LPs enactment on students' learning
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Table 5.2.

Participants Attendance at CPD

Participants* CPD sessions attended
Principal Session1,2,3,4,6
Left early for session 3
Coordinator All sessions
Ann All sessions
Brid All sessions
Left early for session 4 (NQT workshop)
Carol Session1,2,3,5,6
Joan All sessions
Left early for session 4 (NQT workshop)
Derek All sessions
Elaine All sessions
Grainne Session 1, 2,3,4,6
Adam Session 1,2, 3,4,6
Frank Session 1,2, 3,5

Note. * 11 participants who completed the CPD.

Teachersodo Learning

Findings relating t o fronemincipaandaordinatar ni ng w

interviews, teacher focus groups, classroom observations, BRLSACIER responses.

These findngs are presented undertheub adi ngs: factors supporti
and factors challenging teachersdé | earning.
Factors supporting teachersodo | earning.

All nine teachersnterviewedreferenced knowledge, guidance and practice as
motivatorsfor professional learning’hase two data revealed several factors that corddbut
to teachersé6é professional l earning in relati

design of CPD, resources, and student outcomes.

Structure and design of CPD

PostCPD interviews indicated that the structure and design of this CPD was a

significant contributory factor to teacher change in this study. Teachers valued the
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opportunity to learn and work collaboratively over a sustained period in their own context,
and atmutually agreed times. The eleven CPD patrticipants reported positively onpiiaet im
of the sustained nature of the CPD on their learning. Five teachers commented on the value of

regular checkns compared to oreff CPD. Elaine reflected:

| ikethewayi wasnodot just once off at the start
devices. It was regular, you know you could try a little bit and check back in, find a

bit more and then come back and have a chat about it again. Normally when you do
CPD,youlean | oads and ités all great and t hel
T h e e ahexking back in, so that was gdude

Frank remar ked on t hasydudagetfeedback whdn yau eoghe baekr CP
in a month and ygssdr enogtei Isle stfammdéltigie kegthitgreit it e r .
wa sthatwe wouldberdi p fed I ittle bits of i nformati on

|l i ke feeling overwhel med, and someti mes afte

Another importantéature of the CPD was its context specific and teacher led design
After each session, teachers were invited to idemityeir PRIs what they would like to see
in future CPD sessions. Between two and seven teachers responded to this PREeagttion
morth and these responsesre considered when planning each ses#iaalysis of these
responses (Table 5.3) illustrates that teaching strategies, planning, L2LPs peaeaticples
and/or implementation, and more discussions about students were impoifaak@Gents
for participants. Facilitator reflection notes illuseag t he faci |l i tatords col
teachersdéd suggestions. All teachers made pos

example, the coordinator felt:

This was specific and tailored bur needs as a school which gave the sessions focus.
Often CPD ca be general and you are trying to figure out how it will fit for your
students or into your school. This worked because we were focused on our specific
students.
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Table 5.3.

TeacheRemmmendationfor Future Sessiors (PRLS)

Categories of responses to PRL question “Is there anything you would like for future sessions?”

Recommendations

Evidence from PRL

Researcher Reflections

Teaching
strategies

Planning

Practical examples
and/or L2LPs
implementation

Discussing
students

November

Brid: More classroom strategies for inclusion in
the mainstream classes.

Joan: [ really enjoy Margaret [researcher] sharing
her professional knowledge, having just finished
the PME, the information provided there [this
CPD] was probably some of the best teaching
advice I've gotten on inclusion and differentiation.
More of this please!

January

Grainne : More practical ways of planning and
implementing

To create an individual student profile as a group
to target learning needs

Carol: Some examples of how level 2 LOs could be
taught in a class of level 2 and level 3 students
Brid: More guidance into successful planning and
inclusion of the programmes into mixed ability
classes

January

Ann: More help with planning for individual
students and planning across subjects so we don’t
cover a learning outcome twice.

Grainne: More practical ways of planning and
implementing

Frank: [ would like to make progress planning for
students in future sessions

Derek: To create an individual student profile as
a group to target learning needs

Adam: More examples of what we are expected
to fill in before we have to do it.

November

Carol: I would like to see examples of lessons or
even activities that are differentiated for level 3
and L2LP students.

February

Ann : More discussion regarding the different
L2LP students

Grainne: More of the practical advice on
implementation of the PLUs.

March

Ann: Continue with advice on how to incorporate
L2LPs into our subjects

Grainne: Continuing with practical
implementation

February

Ann

More discussion regarding the different L2LP
students

November

Practical examples/links a priority
next session. Build on activities
shown today (tic-tac-toe, styles,
UDL representation) Continue to
demonstrate advantages of
team-teaching.

January

Give examples of LO covered in
number of classes using same
language, instructions, visuals
etc. Identify L2LPs suggested
subject links on ICT website.
Facilitate teachers to discuss how
they would approach this
suggested link

Facilitate teachers to discuss are
these LOs and/or links relevant
for their students.

January

Address any misunderstandings
about generalising LOs (Ann's
comment). Give examples of LO
covered in number of classes
using same language,
instructions, visuals etc. This will
address Carol/Brid’s comments .
Revisit planning take it away from
a paper/administration exercise
to student/ teacher/in the
classroom focus-Practice. Use
example of my first attempt of
planning

February

Time to step further back. Focus
on teachers public sharing of
work from here to develop
confidence and capacity. Start
with the examples given by
teachers in today’s session.
Whole-school activities to be
incorporated.

131



Session pace aridcilitator input was guided by the teachers present. All participants
commented in interviews that this approach motivated them to continue attending sessions.

For example, Brid considered the ifdgator her best resource:

| do think you [researcher/faddator] were the best resource you could ever have,

and the fact we had your support that we could see were we doing this right, that we
could ask you things and you were so open to helpinghad.was one of the biggest
things that kept us.

Adam canme n t e dhis whole teamiwas facilitated and not dictated. Pretty much every
ot her CPD that | Haewe hckarse iins Grdii mtnaetdesd ]f d.Cc U ¢

agreed with her summaof the CPD:

And one thing that which | thought was fani@ag totally built into the CPD and the
meetings was youb6d [the researcher]give wu
going to talk abouté and then yssiand6d go qu
about how we were doing that in our school. It wageat chance for all that

collaboration to happen.

Elaine and Frank likethat there was a structure but that it was flexible and responsive. They
identified being asked what everyone wantedalio about and collective decisinaking as

factors that mde the CPD collaborative:

r told us we were making a ha
y good and you can try this a
Quest ons werenodot | eft wunans wwarydworkédwdt you
the solution with us. ThEdne)doesndt happen

And you neve
that 6s reall

There was a structure but at the same time it was so flexible. | remember especially

we were struggling witbtudents and you asked did we want to park whatever the
topicwasands pend ti me on this. But you didnot
went back to the one webdd stopf@mk) at and

The approach motivatedhers (n=4) to followup with colleagues if they missedession or

had to | &xawhenweaame [gfter missing some of a session] in we went straight
away, well |l 6d go to Carol and | 6d be what d
(Brid). The coor di n addlaoce of taughkt efdrmairhaad an dpportunity to

collaborat® a n d if bengfitidl to stéiff themselves to run back through some of the
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elements of the CPD and confirm what the next steps would be over the foll@vang g 0 .

This indicates a focus on outcomes from the cootdioa 6 s per spective and
apologised for the lack of formal paperwork or completed templates on L2LPs (Personal
communication, 21 February 2018). Midssion discussions via Schoology wertsilhy

built into this CPD for this purpose, however otwpo teachers engaged with it. The

facilitator addressed this in session three and the attendees (n=10) decided it was an

unnecessary aspect of the CPD as the discussions were taking place wisitinatbl day.

Anot her contri but iagenentwas theodesigh aftheoaliaec her s 0
element of the CPD. Reflections in PRLs noted the challenges and benefits of this online
approach (Table 5.4). Internet and technical difficulties createcealgak in initial sessions.
However, opportunities for flekility of time and location in addition to the ability to
collaborate with colleagues and communicate with the facilitator were idenEfcgut.

teachers commented positively on this online apgraa CPD at interview. Derek reported:

It was a very inovativeway of doing it to be honest, rather than have to be here by
yourself, and by the end of it | think it
[t he resear cher ] anahdguestions. Sura, k veas tely enpréssed d b a c
with that to k& honest with you.

Four teachers spoke about previous online CPD experiences in comparison to this model.

They felt the online courses and webinars they had participated in were ineffective lnécause

the lack of personal contact. Conversely, Grainnertegaising Facetime to meet with the
facilitatorasagroumddi d wor k effectively because there
somebody [facilitator] wBridsawthepossbiliepofthie t ual | vy

type of CPD for supporting merschools than current models:

Il think the online el ement this way is go
schools down the country that are far away, but then you can do it and literally help
them out the same way you helped us, and

Donegal, but you could literally do it sitting in your office Facetiming or skyping
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what ever

PRL)

So, thereds no excuse ([Mayr

The principal also saw the possibilities of this CPD model, stating it was dBfiaitnethod

she woul difl dantedtg baimgm:anyliiody not local about any kind of training it

would be really good just to do the Skype link or Facetimeufcan get that person on

boardo (Interview).

Table 5.4.

T e a ¢ ReflecBods on teOnline Element of CPD (PRLS)

Month Teacher

Comment

January Grainne

Frank

February Grainne

Derek

May Ann

Grainne

Brid

Connecting via Facetime was an issue which unfortunately
shortened a very informative
session

The internet issue obviously changed the dynamic of the session
and slowed down the progress.

Facetime. Unfortunately, the technology let us down and we
were delayed starting.

The technology delays slowed us down

CPD can happen wherever and whenever. It isn’t ted to a location
or date.

It was a great opportunity for collaborative discussions with
someone there but not there (if you know what | mean) to help
out. Ability to communicate with the instructor throughout the
process whether on Facetime, Schoology or through email at
times. This gave us a chance to reflect on our experiences.

The online Facetime and agreeing dates and location together
meant it was a lot more flexible, that suited us. Absolutely no
problem with live stream, all working really well. More time for
reflection and practical application of new information compared
to other CPD training.

Resources.

The provision of practical resources, examples and strategies contributed to the

effectiveness of the CPD. Teachers wareoeiraged to engage with the resources in their

classrooms and when collaborating with their colleagues. There was evidence of public

anybo

sharing of work as teachers shared and accessed L2LPs resources on Schoology. In addition

to facilitator resources, parijpants shared sixteen resources on Schoology. These included
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adapted Tigactoe templates and worksheets, a screencast, a PowTamond_2LPs,

examples of UDL, an-portfoliopowerp o i nt presentation, and the

teamteaching video.In interviews, nine participants reflected on the value they placed on
these resources in supporting their enactment of L2LPs ahuive practices, using them as

a point of reference to inform their discussions, planning and teaching:

| really likedthat we had the resources up there on Schoology, because it was the
case as | said when we were doing our collaborative bit in Englistwent up and

we looked aroundandweno h yeah, wedl |l pull this down

something. | really ke that it was therdJoan)

The coordinator considered it i mportant that

responsivetodac her sdé6 needs:

| think all bases were covered in terms of resources. They were helpful and always
relevant and you [theasearcher] included any requests the staff had which was
brilliant. After each session, you took on board issues that came up aratliafte
solutions either then or for the next session.

Supporting teachers to practically introduce L2LPs into their steogppears to be
the main reason for teachers to access the
5.5) represertier journey as she engaged with the resources provided. Grainne experimented
with facilitator resources throughout the CPD and her B&honstrates the impact of
6doingd them on her understanding of L2LPs
PRLs reflected on the use of planning templates, examples and activities. Additionally, Carol
and Derek wrote about colleagues as resaud. isteniimgto other teachers and their subject
planning, how they introduce differentiation in their exercisesalking about UDL

principleswhat works and what does not worfDerek,March PRL)
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Table 5.5.

Excerpts from Grainnebds PRLSs

Engaging with resources: Excerpts from Grainne’s PRL

November:

I really like the strategies that Margaret [the vesearcher] went through. Particularly ones that can
be used in the mainstream classroom that will help our learners with additional needs as well as
other members of the class.

There are many things I would like to introduce into my teaching (like the games/stiles/tic tac toe)
but the one thing I will definitely be implementing into my class plans are the ‘Thinking about our
students’ logs.

January:

The planning tools were really usefiil as it allowed me to see the PLU not as an abstract but as a
tangible goal/outcome I can help the students reach.

I will be adding the PLU for reaching targets into Artistic Performance in the coming weels and
will be able to match this with L2LP students.

March:

I have been finding it hard to implement various PLUs in the classroom as [ feel they don’t worlk in
my subject. But listening to Mags [the researcher] speak about her own experiences as an English
teacher on how she introduced Numeracy into her lessons was really engaging as it showed me
how I can introduce it. I will be going back to the PLU checklist and JCT links that Mags put up
and try again.

April:

1 used the tic-tac-toe example and template in my English class for Romeo and Juliet. It worked for
everyone! All students were able to choose how to engage and it was brilliant, and I got L2
outcomes covered through the play. I found links to all PLUs for English on the JCT link on
Schoology so that was great too.

May:

It [templates]was very productive and helped to see what PLUs we have been assessing.

Showing how we assess the PLUS .

Criteria for success for student and matching that to assessment and observation to keep track of
Jor myself and how the student is meeting L2LPs. [example assessment templates]

Studentoutcomes

CPD participants reported that introducing L2LP LOs had a positive impact on the
s t u d engagesnént in learning, and in turn their own professional learning. The

coordinator reported that:

| think one of the greatest aspects to the CPD wabdaemschool understanding of

the variety of different LOs. For example, with Emma [student], as fa w&atould

see that there were huge issues with communication and engagement with
staff/students etc. While the negative elements of that behavioundtaween

completely eradicated, | can see a huge amount of personal growth in her. | think this
comegdown to the decisions that were made by staff in our sessions. We all wanted
her to work on her communication but the LOs gave us all the same focus and i
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moments of doubt, this was a reference point for everyone to come back to and ensure
that we were alworking towards a common goal. | think it gave everyone confidence
that we were all on the same page and working as a team. It also meant that as a

staf |, w e

wer e

t aki

force thingswhentheyer e n 6t
Emma could see when she was making progress in situations because staff were
acknowledgingt to her and encouraging her as much as possible.

ng the
wor ki

ng. I

t

to di
t er ms

i me
n

SCuUsSSs

of

Seven teachers commented on their increased icossess of facilitating students to engage

with and express their learning in different ways. This became most evident in the final two

sessions wheredehers were focused on gathering evidence of student learning for her L2LP

portfolio. Elaine reflected n new fvays to gather evidence and what tasks the student can

do to

constut e t he

f or ms

o f(PR& )\Aprit). énroreectiaty teatheras r ni n g o

brainstormed contexts thin and outside the classroom where Emma could demonstrate her

L2LPs learning (Figure 5.2). Teachers identified making announcements, working in the

officcand CBASs

as

opportunities t

0] assess

Connections betvan L2LPs, assessment tasks, subjeetd crosscurricular projects were

made.

' What s the intended learning?
(Learning Outcomes)?
What is the chosen way to gather
evidence on this?
What is the bigger picture
(background- how was leamning
learned)
What are the features of quality
(Criterai for success)

® o=
Positive Behaviour Sheets
oee o=
A project,
You talked a lot about cross-

curricular and | know we're
focusing on key LOs at the
moment but we're always doing
projects that involve a couple of
subjects. Caring for animals could

- link in to CSPE project on dogs for
the blind. so much evidence could
be gathered from that for
Numeracy, Literacy, Community
as well as short course.

Assessment and Reporting for L2LPs

Her CBA??

Link it to L2 LOs but do the work
with class. No one will know she's
aiming for different result, it would
be really inclusive. Is that what
you're trying to get us to think

about?
1=
Record her presenting
nnnnnnnnnnn ts at assembly using
keynote
® 2=

Remember the arrow slide when
thinking about/planning for L2LPs
assessment

o=k

Thinking about gathering evidence for L2LPs Learning Qutcomes. What could you do?

Announcements
(Assembly/intercom):

Word of the week.

Maths problems

Quote of the week

Delivering message to class
group-we'd need to work up to
this.

Answer the phone in the office.

Shift in the office??

- Communication PLU

- Numeracy PLU

- Preparing for Work PLU

o=

Figure 5.2. Outcome of Brainstorming Exercise on Gathering Evidence for L2LPs

Positive Points

Office learning also good for
subjects

Business Studies

English

Maths

Link to when covering subject LOs

with L2LPs LOs and assess
through both

o=
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Factors that hindered teachersdéd | earning

Factors that challengedteache 6 | ear ni ng i n relation

time pressures, and students with challenggtgalviour.

Subject anditne pressures

Teachers valued the sustained model of this CPD and opportunities to meet and

collaboratively discuss and share IEX4 learning, agreeing there was value in sustaining this

in the future. However, more than half of seovho completed the study (n=7) highlighted

the challenge of attending regular sessions due to other school and home comniiiments.

interviews, teachensoted the voluntafy aspect of this CPD and queried would it be
sustainable moving forward considegitheir other commitments. For example, Frank

observed:

|l t6s time and everyone has their own

t o L

comn

everyone clockoff at three and goes home. They have something else to do for their
class that week and they spend an hour or
falint o that planning theyol|l di sengage.

Frank and the coordinator additionally noted that timeateelmeaningful discussions to
support all their students with SEN should be planned into the calendar (Personal
communications, May 2018). Seven teachers spbkeit time constraints regarding
competing obligations in/for school and competing initiative®s and Elaine reported the
pressure of enacting their junior cycle
than L2LPs. Adam believed that he wasang on behalf of his colleagues when he

expressed his concern that for schools trying to@tatyp of one initiative or the other, and

2 Apart from the inschool sessiongachers volunteered to participate aftachool. Participating teachers

subj

could count these sessions towards the ten Haddington Road hours allocated by the principal to individual PD

138



with the | evel of ac c otwauldddendy iobryshagidd hi n scho

somet hing thalhe ymius kKenad wo wto sAdainecontniedit he s chool

As part of my posgrad | did one assignment &2LPs, and the vast majority of
people didndét know what | was talking abo
the lecturer was pleasantly shocked bessaneone else had an assignment like it.

Brid and Grainne shared a similar experience aboubbtieir compulsory NQT sessions.
They left the CPD early to attend an NQT session on SEN. The facilitator asked had anyone

heard of L2LPs and the room wassi:

| would have loved if it [L2LPs PD] had come before my N@3sionsl would

have much prferred that because it was, well more. | remember, it was actually

really funny, we had our L2LPs one with ythen left early to do our NQT

differentiationone and your woman was like has anyone heard of L2LPs and

everyone around the room was silentave were like, do we talk up and then | have

to explain to everyone or just be quiet
from CPDonitand sheandegh gr oup are | i ke 6éoh reall ybd.
more benefit out of itthis L2LPs CPD] tharanyone at NQT sessior{&rainne)

Responding to teachersé feedback tduchwolpri ncip
L2LPs/SEN meeting per semester feathers and SNAs the following year. The coordinator

was confident in her capacity to facilitdteese meetings stating:

the layout of the CPD sessions on Schoology will guide me initially, but I also want to
build on the teachegabénkd éxamplesistrategyiasd ur ces t
activities that we can pull from. Continuing to share observations and

experiences and ask questions will also be important. This will all help new staff as

the school grows.

Students withchallenging behaviour

Teachers reported mostly positive student outcomes. However, data indicates that
challengingppo e havi our contributed to reduced teache
students participating in a L2LP, six teachers noted ttheshey felt disheartened by
Emmadés (student) | ack of engagement oof were
chall enging behaviour that appeared to | mpac
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reflected the feelings expressed by his colleagdiibe:challenge of staying motivated for this
particular student because they can very quickly make you not wantrtothated for them.
Thereds that personal bdaThig condlict was ebiservedhireonep r o f e s
t eacher 6s ejbegimming efthis stullyt Frankhwas very positive about L2LPs and

including students with SEN in his classes. He aingo candidates for L2LPs Woodwork,

Spanish lessons and subject support. In early correspondence Frank remarked on how hard
Emma tried irhis classes and how he was looking forward to supporting her with the L2LPs
(Personal communication, 4 October 201iitially, Frank was very engaged in CPD

di scussions and activities, but his engageme
behaviour ecame more challengifty Fr ankdés respoiRamdEIR o cert ai
statements related to behaviour were lesgipegpostCPD. For example, Frank agreed with

the SACIER st atement Ostudents who ar ereCRPRDatt ent i
but disagreed post P D . He strongly agreed with the TEI

student who is disruptive orroiy 6-CPDe but repl i ed &Bb mewhat ag

Impact of CPD on L2LPs Enactment

Data pertaining to the impact of this Cleb L2LPs enactment were drawn from
principal, coordinator and parent interviewsacher, SNA and PME student focus groups
PRLs TEIP responseand classroom observations. The findings illustrate that teachers who
participated in the CPD used their leiaig to meaningfully include students participating in
L2LPs in their classrooms. The impact of the CPD on L2LPs enactmestisséd under

thesubheadi ngbébs teacher agency and communicati c

BoYYI Q& A taleNghh BeBaRiouCappeared to coincide witlore theorybased aspects of
222RE2N] ® ¢KA& A& SELX 2NBR FAdzNIKSNI Fa LINIG 2F 9YYIl Q&
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Teacher agency

The findings indicate that telaers as actors in policy enactment developed their roles
beyond being O6receiversd of ashipofthel@hpPsdel i ver
enactment process at classroom and whol®ol level was observed throughout the CPD.

Teachers became facdtors of their own learning and shajgectice in communication and
collaboration, profiling students for L2LPs, exploring cepts of inclusive practice

(differentiation/UDL), and planning and teaching for L2LPs.

Communication and collaboration

TheCPDat t empted to respond to teachersod req
promote wholeschool communication and collaboratidéight teachers, the coordinator and
principal spoke enthusiastically in interviews about the collaboration that occurred avithin
bet ween sessi on sthecdlabaratvenaturerokthe tCROI thinkiis key to
S u c c e s s Headrl waedatlth@aith the observation that they were a collaborative and
motivated staff to begin with and hoped that this would continue axhio®l grew. Derek
also commented on this and wondered would this model of CPD be more successful in a

bigger or smaller school

Participants collaborated throughout the CPD to make decisions affecting their
studentsdé juni or c ytoihdusive edocgtioratonmeet theirasghpolt o ac h e s
context and for planning and teaching. Joan and Grainne spoke about their ex@erienc
collaborating in English. They identified connections between L2LPs and Englislabh®s
co-prepared and shared resourcesmamld e j oi nt deci sions about ¢t
progress. Elaine and Joan felt they collaborated more as tutorsaogses for the students
participating in L2LPs while there was a consensus among interviewees that teachers were

talking more abut the students. The principal observed that:
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What was very interesting to me was conversations | heard between teachers in

classrooms, on corridors with no studentsarourdnd over tea breaks
student x a candi da twere sittingtheeeffoutldee whble y not 66
l unch hour discussing different students

and jug picking up little new answers that they would not have gotten had they not
been at that training.

The principal expected PMEs also engage with L2LPs in the school. There is
evidence that collaboration between teachers included these PMEs. ErisaBMES) felt
they were more aware of L2LPs. Lisa expressed her enjoyment of working on specific LOs
with students in tearteading classes and spoke about her new interest in UDL as a result of
listening to teachers talk about it and observing it insclesic (PME student) reflected

positively about his exposure to L2LPs:

Al t hough | didnoét partiticedipaaldtiathesohochny L 2L P

Many teachers have given me a short overview of what the programme is. | have seen
first-hand thededication teachers put into implementing this programme. L3 and L2
outcomes are on the boar dwags,optionsforer e 6 s
students when they have to do a task.

In interviews, seven participants referred to improved collaboration and
communication in the school generally since commencing the CPD. For example, the
coordinator reflected:

| think collaboration anongst staff and looking at the best way to implement this for

the best interests of the students has become a major thougig dlliof this. We

are now figuring out what systems work best and how we go about communicating as
a staff to effectively re&cour goals.

The coordinator noted in her interview that she had idenfifiekds sues wi th commun

pr oc e dShe aeldre®sl these issues throughout the year and intended to create formal
procedures for the following year. The coordinator would coitito:i a d dr ess t he
information | provide mainstream teachers and to consider what information is important,
necessargtco Though there is limited datane area where collaboration and

communication appeared weak was between teachers and Bdakbers did not mention
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SNAs in their interviews and the three SNAs felt they knew little more about L2LPs at the

endoftheyar t han at the beginning. Paulads co0mme

|l wasndét part of any discussions or didno
doing or trying to implement. The only reason | knew that you [the researcher] were

talking to them was because | saw the group emails. | had no involvement in
implementind_2LPs.

Profiling students for L2LPs

In March, April and May sessions teachers were observed making clear collective
decisions about students, their LL@ad their assessmeuitlearning. Session fieldnotes

recorded these observations. For example, March fieldnotes recorded that:

T Participants brought wup questions about
working but choice given for L2LPs working. Howeware teacher broughtp
concern that Alex is more capable and should be possibly doing L3 subjects. All
teachers joined this conversation (note that conversation showed that some had
been discussing this already in staff room etc.) with same thoughterSegsc
paused fodecisionmaking process about Alex (15 mins). Decision L2LPs
supported Alex, gave Alex confidence to do more, showed teachers the need to
challenge him. Alex will do L3 but certain L2 LOs will be used to support/scaffold
him. Choice ohow he presents hwgork will be important.

1T Focus on Emma. Finding the oO0thing that
and build a relationship. Decisions made on wksdbool LOs in
6Communicating and Literacyo éaate 6Per s o
outside of seson on inclass learning outcome decisions (principal will give time
at next staff meeting).

Reflection: This is the first session where | have seen teachers take ownérship

session and decisiemaking. Learning from earlier sess®oand knowledge of

sudents appears to be connecting. l'tds ev
back to class otherwise discussamoutAlex would not have happeneBRarticipants

taking on different L2LPs rolesansactors (accounting, reportig monitoring)?

entrepeneurs (advocacy)?

Participants continued to discuss both students in April and May. They focused on
devel oping a 6common | anguageé for all teach
agreed on gathering evidence activities fomiarin May. Their colictive decision that Alex

do a L3 junior cycle was a key moment in tea
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understanding of how to profile students based on evidence as opposed to perceptions based

on a diagnosid- r a rdé&séription of making tis® decisions represents the experiences

shared by teachers in pgSPD interviews:

Der

From the first session a lot of us were probably a little unsure, as you probably heard
from the earlier questions, were unsure of what L2LPs wedendnat the exact |
guesgeriteria nearly would be for students. Once we developed our own
understanding of that, then we were in a position where we could make, you know,
educated decisions that students were L2s or not, and after a few weeks of being in
the study @nidn tyhewmr yowrdrcl assroom and you
kind of realise theyore not L2 for this
group session and when one person said it, everyone else waygdih no | see Ht

too, I seethattooah t hat 6 s j ust t h-Butwwaas definitelyshe nt o n,
knowledge that changed that decision or made it easier for us.

e k r e plowas eecdmbindtian tof:feediback, | think. Not from everybody but

everybodyas asked so t  w assoméphrticular subject. It was a combination of

everybodyds feedback whicho@Graaienndr,e Aleex 3 otn

described the decisiemaking journey for her:

At the start of t hexarsdtlwodlyhavte&adbalh mobably | oo k e d
that student would have to go [do L2LPs] but you know it would be grand. As we

were going through it, because we were going through it so thoroughly, | would look

at it and we were learning more and more, no, thidesta is well capable, tha

student can do that, and he doesndét need
and they were feeling trdsearclejpickedupd@udhis i t wa
at a session that we really namadt éeelings and madthe definite decision #t he

was notdoinglL2LPsand | think it also means youore
students.

Reflecting on this decisiemaking process the principal said:

For

So, | left that to people who are professional and who are teachingetveyday.

[coordinatof spoke to me about the ssuppdrtédis t hot
their decision. They had taken the time to be sure and | 100% trusted them. And she

[ coordinator ] had every box tiSEMexgertbef or e
andltrusttr t o guide me and sheds great.

the principal this was a key moment in t

inclusive practicesil t showed you that school s, particu
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[L2LPs] as a way blabelling kids, thatwar e | ooki ng for that <chil d

Adamdéds comment reflects the views of the pri

| think its [CPD] shifted the focus of our monitoring away from-jaghis student
higher than what levetp monitor it a bit morelosely to the students with less ability
academically. In my class | had a couple of candidates who as a result were
monitored morelosely than they would have been alternatively, and | was able to
better assess them as a resultl their progression ahg with the L2LPs students.

Teachers also reflected on their collective agreement on LOs to be enacted at whole
school level. In interviews all participants reflected on the benefits of this approach across all
areasofschoolf. Joanbsepektkbeatiabvtnviesof her -coll eac

school LOs:

The fact that, remember we said that we were all going to focus on certain learning
outcomes as a school with that student. | really found that helpful because for one of
themitwashercommni cati on, and | think thatods wh
we all knew the learning outcomes and we all knew her topic and she went out and

she practised with loads of different people and she practised communicating every

day in different situation

Exploring concepts of inclusive practices: UDL vs differentiation

Teachers began using different language when discussing inckidaents in their
learning. In preCPD interviews the principal, coordinator, teachangl SNAs spoke about
differertiation for students, for example adapting worksheets and reducing written work.
From session three (February) participants, particuladycoordinator, Joan, Grainrand
Brid began talking about UDL in sessions, PRLs and in personal communicatisienSes

fieldnotes noted UDL discussions in March, Apaihd May:

Beginning of session focus on UDL vs Differentiation. What should thesiriagin
learning and teaching to be inclusive of L2LPs and L3 subjects for every student?
Guidance given then lemt quiet to allow group to discuss. Decision UDL.
(Fieldnotes, March CPD)
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March fieldnotes noted participants talking about the importafichoice in how Alex could
engage with and present his work. April fieldnotes noted participants observations that
incorporating UDL (choice) into learning and teaching was helping Alex. After the March

session Brid wrote:

| 6ve | ook edndGATcdulseeon UMLEBt you mentionethanks.l

want to focus on my representation of content and would love tondratto you

about this when youbdre next in. I |l ove th
but making changes to remove barrigfRersonal communication, 21 March 2018)

Participants collectively discussed using UDL instead of differentiatitimein assessment
planning (April and May sessions) and in pG#D interviews the coordinator, six teachers

and two PMEs spoke about UDEEor example, Joan reflected that:

Using UDL and building in choice from the beginning made my life easier. | mean

it took time initially but, in the end, it was quicker than making my plan and then

| ooking at my <c¢l ass and n hanndk i hnegr 6ii oahn di th aw
you [ researcher] said, retrofit my plans. It worked beautifully with my CBAtatic

toe. All students got to choose how they engaged with preparing for and

demonstrating their knowledge and no one stood out for doingtismmelifferent

regardless of if they had a SEN, were doing L2LPs or were the high achievers in my

class.

Planning and teaching for L2LPs

There was evidence of teachers engaging with L2LPs at a deeper level and taking
responsibility for LOs in their dajects. For example, Joan recalled using one of the CPD
resources with Grainne to set targets for students in thgirdh class while there was
evidence of Grainneds growing confidence 1in
class. Excerptsfromi x partici pantsd January PRL showe:«
L2LPs after the session (Table 5.6). Teachetsdcthe need to observe students, plan, align

strategies with goals, and incorporate L2LP LOs into subjects.
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Table 5.6.

Excerpts fromJanuary PRLPlanning for L2LPs

Teacher Reflections on planning for L2LPs
Frank | further understood the requirements for a department and each
teacher in regard to planning for L2LPs. | was able to identify how a L2LP
planning document looks and understand how it works and might work
in practice for teachers and the selected student.
! will observe the selected students in my class for potential ways they
can achieve LOs in my subjects.

Derek The idea of linking the student learning to other subjects is something
that | would reference in class, but a more consistent approach would be
better.

Focus more on aligning the strategies with goals to try and meet the
need of each particular student.

Carol It made me realise that there is a great deal of planning to do for L2LP
students in order to incorporate the learning outcomes properly into my
teaching.

Grainne I will be adding the PLU for reaching targets into Artistic Performance in

the coming weeks and will be able to match this with L2LP students.
Observation needed.

Ann Through the teacher checklist it has given me some steps to introduce it
and plan for it in my subjects. | am incorporating these planning
checklists into my planning and will observe the possible L2LP students.

Adam

Observe candidates under L2 guidelines in classroom.
Di scussions in February and May sessions sup
engaging with planning templates except for |
completed plans were not submitted. The coordinatdmpaincipal were conscious that a lot
of planningwasi st i | | i iCoardinator, iPersombakcommunicatiod,May 2018)

and this would be a focus for the year ahead. The principal noted that:

We have to move forward isthere,andah mspécwrppy t h
would see that if they came in. But we need to get our planning on paper. Any teacher
shoud be able to pick up a department or lesson plan and know our L2LPs and
differentiation plan too.

Each CPD sessidncorporated time for participants to reflect on the previous month.
This became, in part, a cherkspace for teachers. Learning anactang of LOs was also
evident in posCPD lessons observed. The five teachers observed demonstrated use of UDL,
positive behaviour strategigand collaboration to include students participating in L2LPs in

their classes, but also other students who rieadditional support. An example of this was
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Joan and Grainneds English cl| aswershipathdire 5. 7)
learning and changing roles as policy actors in relation to enacting L2LPs was observed in

this English lesson. The nmaconclusion drawn from this observation was that the lesson was
co-planned and teartaught with consideration of L2LRsd English LOs throughout.

Additionally, students worked on individual and group tasks, choice and flexibility was built
intothelesso, teachersdé roles interchanged, and st

demonstrate their knowledge and skills.

Table5.7.

Fieldnotes orClassroomObservation English Class

Field notes: Classroom Observation 8/6/18

Teacher(s): Grainne and Joan

Student observed: Emma

Number of students: 22

Classroom layout: Tables arranged for group work. L2LP and English LOs on the board (different colours but
not identified as L2 or L3)

Topic: CBA Preparation

e Lesson is a continuation from previous lesson, preparation for English CBA.

¢  Whole-class instruction given by Joan with Grainne checking-in with individual students between

instructions (repeating instructions, looking at student notes/work, identifying materials, notes

Joan is referring to).

Choice built into lesson (option of pair, group or individual tasks).

Tic- tac-toe used to support students choose their approach to tasks.

Students working on tasks.

Joan circulates the classroom then sits with groups or individual students (possibly identified as

needing support while circulating).

e  Grainne works with Emma on exercises she had successfully completed in Artistic Performance.
Grainne spends time supporting Emma to identify how Artistic performance could help in this
English class.

e Grainne and Joan swap roles.

e  Students practice CBAs or continue working together on tasks. Emma practice-one-one with Joan.
(This is done quietly at side of room). Breathing exercises (modelled by Joan) observed.

Comments from teacher(s) after lesson.

e Tic-tac-toe design intentionally designed differently based on students’ ability and stage in
preparation process. For example, Emma had more options of one-to-one work with teacher than
other students but still had pair and group work also.

e  Grainne felt it was important to bring Emma’s success from Artistic Performance into English. “If
she sees this like drama, acting a character she is less self-conscious and critical. It helps”

e Grainne and Joan appreciate the support offered through team-teaching (getting to more students,
different strengths and talents of the teachers used).

Reflection: Evidence of strategies given in sessions in use in class. Tic-tac-toe seems to be an established
system as students choosing from remaining options on their charts (only some needed guidance on using).
While L2LPs on board I didn’t hear them identified to Emma though there was evidence that she was
focusing on her communication “participation in a performance or a presentation” LO and managing stress
“practice a range of relaxation techniques in real life circumstances.” Participants L2LPs changing roles=
translators (production of texts, artifacts and events)? Enthusiasts (investment, creativity, satisfaction,
career)? Entrepreneurs (advocacy, creativity, integration)? Learning=critical LoU
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Communication with parents

Good communication between school and parentsewident in general but limited
relating to L2LPs. Parents of L2LP candidates (n=2) displayed a limited knowledge of L2LPs
and what LOs their children were dosview pre a
that communication with parents could leveloped. The data suggests that the parents were
i nformed about L2LPs decisions being made in
social development from the outset. One parent commented on havaeipgile the school
was throughout the year; quito respond and always keeping her up to date. Another
commentedthail candét compli ment the school enough
everything that is deci ded&ldwewkrpitrwaskuntlear hows i n he
much input the parents hadthe decisions made. In Maje coordinator spoke about the

positive i mpact of teachers communicating wi

El aine was Emmaéds tut or aerdanafforn meabato me i n
L2LPs, Elaine was really hgyy to continue contact with her about some of the
communication LOs we were working on. Elaine felt that this would also improve her
relationship with Emma who would see her giving praise and not just gassin

news of poor behaviour and | thought thisrkea really well in terms of developing

trust and showing a collaborative effort.

Conversely, she also noted that communication with parents is an area thdischaat k s a
I i t t | endibd d e 9 nmethe paremts énaugh but that is somethingamland
develop fronmd The coordinator spoke about her plan to work with more tutors to develop a

system of communicating with parents regardi

develop the senses®fc hool owner ship i neamng@aand on t o t
and support tutors feel confident to talk to parents about these plans, progress made,
where support is needed etc. And also help teachers to see themselves as able to

engage with additioaneeds at a deeper level.
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Impactof CPDandL 2 LPs Enact ment on Studentsd Learni

At the outset of this study, teachers identified two possible candidates for the L2LPs.
This section explores the impact of the L2LPs on these two students while also identifying
evidence of t he wsldrschogl 6osnmunitypFandings acsasm from e
principal, coordinator, parent and student interviews, focus groups with teachers, learner

profiles, and classroom observations.

Emmadés story

Teachers identified Emma as a possible candidate for L2L$tsasas not achieving
at L3 subjects. Tis was impacting on her wellbeing, relationships with others and her
learning. In September Emma communicated negative perceptions of school and her ability
to learn. She liked nothing about school except seeinffibeds. Getting a junior cycle
certificat e was | mp o rbécauseevefyone wilBbmpneud of me. My mam, my
teachers and everyone in my fandily. Emma 6 s mot her expressed con
Emma would not be able to achieve her junior cyceh@ does find it hard in school, she
finds the subjects really hard and | think s
needs thatextrahelp. Anot her concern was Emmads ment al
worried that Eearmrgatdthe damé Iével asthér peassstariing to get
her down, she candét follow normal textbook t
Therefore, she was delighted when the school approached her about L2LPs and this study as
it takemhloddofd6 f or her and kiowimashe waukl belearpipgiateher
l evel . Emma r edtruggledin lebe da ntdh anta nstheed fhel p t o | ea
Emma did not know what L2LPemeviehieng Hoave vgoi, n
and thaher mother was talking to the school @nth alt :d ofin 6 knovemxhayc tbluyt | 61 |

gettingan easi er one [programme] than all the ot
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Findings indicate that several PLU elements and LOs were chosen by teachers
participating i n LR. These@dPeldo bk achievdt thragtedent L 2
subjects and learning experiences in second year. Other LOs were prioritised by the teachers
as wholeschool targets and were the focus of discussion in CPD sesBaathers began
creating an individual L2R for Emma in their January session. Bens were finalised in
their March session and Emmadés L2LP plan was
Schoology. EBomads WwWRalPe ( Table 5.8) shows t ha
identified LOs relatedot communication as did all the succesteda/ assessment
approaches. Three LOs related to managing en

decisions to focus on communication and relationships for Emma.

Teachers di scus s e dhséssiomdid key pomengsicatneasds at e ac
the end of the year . Jdavma s tumihgfpoinbh & tor E lemantas H
May Joan described how Emma complained for weeks baford and repeatedly said she
was not doindier CBA Joan and Grainnmgegotiated with Emma and adapted their
assessment plan to suit Emmaéds IlaseEmna. |l nst ea

presented to Joan and Grainne. After Emmads

-]

(May 27, 2017) s har iEmmdi&weih# thak some donvimomng tme nt
present. Her presentation was well laid out and visual. She spoke withrpassiavas

enthusiastic to share her story. She spoke clearly and veyweell | dnét al |l ow us
her. 6 This moment &iardnea nad lmplatca wome iGkefil 6 m not
wasinabsoluté | oods of tears a]f tvear Kihmg, CBmMA.s dme sq e

absolutel Vedamerastused e meartwae mi@apéd)sands uch as

1 Joan and Grainne used the CBA as an opportunity to gather evidence of L2LP LOs achieved by Emma.
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fivery pr o(@odano)f thoerdoescri be Emmads progress th

descri bed E mmmpdementaadrsigneanthsslyo i

Table 5.8.

E m m avéhsleschoolL2LP Plan

PLU

Element

Priority LOs

Success Criteria for
priority LOs-
Progress will be
measured by:

Communicating
and Literacy

Numeracy

Personal Care

Living in a
Community

Preparing for
work

1.Reading to obtain
basic information.
2.Speaking
appropriately for a
variety of purposes
and demonstrating
attentiveness as a
listener.

3.Using non-verbal
behaviour to get the
message across.
4,Using expressive

arts to communicate.

1.Developing an
awareness of length
and distance
1.Being able to
manage stress
2.Knowing how to
stay safe

3. Recognising
emotions

Developing good
relationships

1.Use appropriate non-verbal
behaviour in communicating a
simple idea, e.g.
disappointment or joy, tone of
to seek assistance/complain.
2. Participate in a performance
or presentation, e.g.
presentation of a short drama
piece to members of the class,
perfarmance of dance or music
to parents.

1. Describe
school/personal/community
situations that are stressful.
2.Recognise some of the signs
of stress.

3.Identify some ways to relax,
e.g. go for a walk, watch a
movie.

4.Demonstrate a relaxation
technique, e.g. taking a deep
breath.

5. React in an emotionally
appropriate way in a given
situation, e.g. a friend receives
bad news.

Identify situations where
people speak differently
depending on audience, e.g.
Peers, teachers, parents, other
adults.

2. Throughout day
to day interactions
with staff and
students-monitor
and be aware of
inappropriate
behaviour.

3. The completion
of the English CBA
or presentation
during tutor time.

Be able to tell
teacher or SNA
(verbally, gesture
or visual cue) that
relaxation is
needed, and use
learned strategies.

Throughout day to
day interactions
with staff and
students. Change
in behaviour
between speaking
to staff and
speaking to peers.

Note. The above L2LP plan is a snapshot of one aspect of Emma’s Learner Profile. The LOs listed
here are those identified as a whole-school priority to support Emma’s learning. Other LOs were
engaged with in individual subjects and learning experiences.
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Another key moment for Emma and her teachers was the last day of school. After
unsuccesful attempts to complete an interview with Emma in May, Emma agreed to answer
guestions with the coordinator. When asked how successful she thought she was this year
Emmarespondedi | d o n 6Accoidingaontite coordinator, Emma began complaining
abaut her teacher Frankesulting in a key learning and teachingmoménb.e coor di nat o
notes from Emmads interview demonstmamk ed how
to resolve an issue in Woodwork. The coordinator approached the situation g tddkiut
emotions, wutilising Emmads prior | earning, t
instead using Emmads previ ousttgctfroratteei t i ve r el

coordinatorodés interview notes with Emma foll

Q. We talk about success and achievement in school all the time. T know teachers
and Mam think you have been successful this yvear. How does that make you
feel?

Coordinator’s reflection on a ‘success moment’ during the interview.

At this point E [Emmajstarted discussing that she felt teacher X [Frankjwas grumpy
with her and she was worried that she would get a negative report (which would
disappoint her mam as she had received such a glowing report from him at the parent
teacher meeting and because it is also her favorite subject). This created an excellent
moment and reflected some of what she has achieved this year — she fold me that they
are doing theory work in Woodwork and she doesn’t like it. I prompted by asking if
that makes her grumpy going into the class as this is sometimes her demeanor going
into classes she doesn 't like. She said she is grumpy and doesn 't like having to do
theory. I then presented the idea to her that the class as a whole were having difficulty
doing theory — she agreed and said that none of the group had done the work they
were supposed to. We established that teacher X had tried to teach them theory
elements before each step of the practical work to break up the theory and also help
with the practical work the group would be completing. E then said the group never
studied the “stuff on Schoology” so now they had to go back over it all. I also asked E
how it would feel if she put a lot of work into something and then people ignored her
or didn’t appreciate everything that she had done for them. We then decided to go
down to teacher X and have a chat with him — big moment! Without prompt, E
apologised for not listening in class and learning her theory work and told him she
imew that he had tried to make it easier for the group, but they hadn’t done what they
were supposed to. She also said that she really wants to do well in Woodwork next
and promised to try harder. Two very shocked and speechless adults on the last day of
school!

E left the classroom smiling with a table she had made and was excited to bring it
home to her mam. I asked if she felt better after the chat — “Yeah I'm proud of
myself™.
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The coordinator shardtliis key moment immediately after (Personal communication, 1 June

2018) expressing how emotional she was and s
heardi When gl heanmam, she was afraid shedd [ Emm
when | explainedshewa s o emoti onal too. The perfect en

A focus on relationships and communicati o
evident i n Ham@abe 5.8)and in Rssons obser(Eable 5.9. In all three
lessons Emma was observedjaging with her L2LP LOs though not always with the class
task set by the teacher. In Woodwork A Emma di d not engage in the
distractedandvas as ki ng ot her(Wsotwork ebeervationfiéldndtes)t o d o o
while in Englishshefiwas i ni ti al |l y r @&hglishb abservdationt o begin w
fieldnotes).There was evidence of Emma using her stress management and communication
strategies irall three lessons. In Woodwork Emnfiea ppear ed t o use counti
breathing asrelaxat o n s t rVdobdsvgrk obseruatioh fieldnotespuring tearm
teaching classes observed (English and Maths) Emma looked to teachers she knew well for
support. h Englishi Emma | ooked for reassurance from boc
| e s qEngligh obsrvation fieldnotes) while in Maths it was noted tfiaE mm a
communi cated with the YMdhsabseoationifieldadtes)r when u
Emma appeared mooemfortable in lessons where there were two adults. She asked more
guestions and for help éictly to more familiar teachers (her tutor or the coordinator). Emma
saw Joan and the coordinator everyday so it can be assumed that she built stronger
relatonsh ps wi th them than with teachers she saw

observationsn postCPD interviews about trust and relationships:

| think that trust issues have been identified [for Emma]. Its [the study/L2LPs]

allowed ustoidentifyaim | i ke you know PLUs and wedre
|l east webdre abmal bokpegifoc ahmset hat wed
our classrooms to help that student al ong
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and we

attacking different aims and itwbud n 6 t

Table 5.9.

Classroom Observat i &ngagemeSniessos r y

h a dprr Gotg rhaandmet hainsd we

real

werenot part
y be helping
of Emmads

Lesson

Lesson topic

Learning Outcomes

Engagement

Woodwork (Frank)

English
(Grainne and Joan)

Maths
(Adam and SEN
coordinator)

Tools: Students were
tasked with drawing
and labelling tools,
naming their functions
and safety rules

Preparing for CBA

Students were tasked
with measuring
different surfaces in
the classroom and
working out
dimensions.
Knowledge of
measurement was
required.

Read to obtain
information

Priority LOs as in L2LPs
plan

Participate in a
performance or
presentation, e.g.
presentation of a
short drama piece to
members of the class,
performance of dance
or music to parents.

Priority LOs as in L2LPs
plan

Use appropriate
vocabulary to describe
the units in length and
distance, e.g.
Kilometre, metres and
centimeters.

Use a ruler to draw
and measure different
lengths of lines.
Priority LOs as in L2LPs
plan

Emma did not engage
in the student task.
She was distracted
and was asking other
students what to do.
At one point she
raised her hand
slightly but took it
down within seconds
(before teacher saw it)
Emma did express her
needs to teacher
when asked and
appeared to use
counting to ten and
breathing (fieldnotes
reflections) as
relaxation strategies.
Emma was initially
reluctant to begin
work (finalising
presentation) but
after encouragement
and ‘time to settle’
she began her work.
When practicing CBA
presentations Emma
refused to talk in front
of the class but
worked with Joan (her
teacher and tutor)
separately before
practicing with a small
group.

Emma looked for
reassurance from both
teachers throughout
the lesson.

Emma engaged with
the task and worked
with her peers. She
responded to the
visual cues of her
teachers to guide her.
She communicated
with the SEN co-
ordinator when
unsure.
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Emmadés mot lpeorsialisvee scahvanges i n IEGmmea t hr ou
noticed she has developed more confidence and logsgased towards the end of the year
in every aspect. I do think she Ewmaldésachi eve
mother noted that Emma waagpier going to school but still finds it difficult. Even with
difficulties Emma was sharing more suceEswith her mother. Emma was proud of herself
when she did well or achieved something. Making people proud of her is very important to

Emma as indicatkin all her interviews.

The findings indicate that Emma did not always see the progress she made,ifindi
hard to accept praise from adults. Emma was visibly surprised and embarrassed when the
researcher told her that her teachers praised her CBAe&bgnised that teachers were
hel ping her with communication Ihawttmadefien 6t kn
feel. She described the year as being hard becausewl®es t eAssuranbes that 0
teachers did not think she was terrible resultelmma raising her voice, tensing her body,
and sdyierydrel ying, theg dme fjadchmasakgdi enrgd t h a't
about being bored and getting angry in subje
strategi es when ewwith thelcoordihatonwas more poditieer She
identified feelings of happiness and pride after her GBfAAma recognised the improved
relationships with her teachers and acknowl e
had improved. An indication théeachers have engaged effectively with L2LPs is that they
identified Emmaods Iraittke same intereiawfgroup genballg agredde a ¢ h e
with Carol s Bteadakmgntribatastedoes everythi
sometimes her eds still a baThésebteaobersfidentiHf
confidence asapriorigr ea f or t he f ol | oveneeddowprkeaniour EI| ai n

[ Emmadés] accept@ance of praise now
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Al exds Story

Teachers identified Alex as a iisle L2LPs candidate because he was struggling to
achieve in his L3 subjects and first year summer sxamdicating their gap in knowledge
about the criteria for participating in L2LPs. Alex was enthusiastic about starting his second
year. He liked leaiing different subjects with different teachers. In September, Alex
demonstrated an awareness of hislleveo f abi | i t ygeHei kgeluk heawhs |l
did not know what the L2LPs were and asked was it a lower level. He noted that if he is
falling behind a SNA or teacher will help him. He liked small group classes that supported
him in English, Geogrdyy and Maths because:So met i mes we do be doi ncg
class only get that day or the day &rfower t ha
a bit about it so thewAwex wad u todking diffederieth e efi i n d
myclassmates Alex thought getting a junior cycle certificate was important. However, he
| acked confidence in his ability to achieve

on the rating scale provided.

Al exd6s mot her was Alavagprgeiving ahdHelt hehwas happyp por t
in school. She reported that he was included in the school and knew that discrete help was
there when he needed it. She thought Alex knew he was different, but that inclusion meant he
di dn o6 th Heebesl & cudddbetkiad of feels no different. Now I think he knows
hebds diff erienmt., |bwktn ohwe tfheaedl ssounds The contr adi
priority for Al exds mother was his wellbeing

in May for Alex after hird-year and what would happen when he is in senior cycle:

My only fear, and 1 6&dm guilty of this al/l
toleavingcer t | evel . He obviousl y lesmwngcericbutdot be
obviousit hat 6ahgadrbut I tdéds my concern.
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Teachers began creating an individual L2LP for Alex in their January session.
Decisions were finalised in their March session when teachers present (n=8) collectively
agreed that Alex could achieve his junior cyaie.3. Therebre, his L2LP was unsuitable as
a main focus but would scaffold his | earning
Al exds final L2LP plan was written by the co
Table 510s h o ws a s p e tearser Rydie whered 21_Bssare used to support his
learning. The plan highlights a focus on supporting his social interactions and awareness.
Three of Alexds six priority elements relate
of the three successiteria. Gaeralising skills, in this instance measurement, in several

subjects was another target for Alex.

Table 510.
Aspect o fnerRiofdeRéading tod 21 IPs

Priority Learning Elements

* *Requires structure, routine and reassurance

¢ Developing good relationships

* Reading to obtain basic information

* Speaking appropriately for a variety of purposes and demonstrating attentiveness as a
listener

* Knowing how to stay safe

e Developing an awareness of length and distance

Learning Outcomes: Target will be achieved when/progress/success

1. Describe ways of making and keeping will be measured by:

friends, e.g. identify traits which 1. Recognising traits in others which are

are/are not desirable in a friendship not desirable and seeking relationships
2. Identify the units of length and with others who offer positive

distance on a ruler, meter stick and relationships.

measuring tape 2. Use ruler correctly in
3. Recognise when personal safety is Woodwork/Science/Maths and

threatened, e.g. bullying/harassment identifies correct measurements

3. Highlighting to staff or others when
appropriate behaviour occurs towards
himself or others

Note. The above plan is a snapshot of one aspect of Alex’s Learner Profile. The L2LP LOs listed here

are those identified to support Alex’s learning at L3 by supporting his communication and social skills
(relationship building).
*Not a L2LP element.
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InMay,ni ne teachers and the coordin@thor i ndi
class, approach to warlind attitude in school at the end of the year. Carol nététle 6 s n o't
moaning anymore about not being able talliog . They were pl eased Al

always trying to please people, including themselves; that he was ldatitige other second

years. Anndés comments reflect her coll eagues
What can | say? This is going to sound re
t hi nk i d¢hdiss faatnttiatsutde [ nods and smiles fro
thissecond/ ear struggle at the moment ,-ldeecond
And | know that sounds terrible but | &dm s
hismamandlsi mam i s worried about it and | sai

might be a little more exaggerated with him, but you get the eye rolls like you always
do. You get the 61 hate this placed but vy
connectilg with the rest of his peers, his attitude and all.

The coordinator confr med t he i mpact of the L2LP LOs on
this evidenced key teacher | earning as Al exo

his teachers recogniseshability:

They [L2LP LOs] became like building blocks, like a scaffotdAlex and his

teachers. It was like the key skills or subject LOs further broken down and once he
achieved at that levalell then, he was willing to try the next, harder step. ¥ed
realised, Alex included, that he has more ability than he/we th@nghtow we need

to foster that and continue to challenge Alex at level 3. His confidence is just growing
and growing. And.(CoerdinatorPersodal comgmumdateon, H8w n
May 2018)

Al exb6s engagement i n | ear nbieb.il) TWeesis evidesce r ve d i
of scaffoldingand choicdo support his learning. There appeared to be an understanding on

Al exbs part that he woul ddrdoihavetotiredttpmtoin hi s i
There was evi de n gemeratiske hisAdamingdparticaldrly thei useyf his o

ruler in both classes. Alex appeared confident in his ability to complete the tasks in both

lessons. He appeared comfortable indtng with his peers while knowing when to stop

talkingand start/returh o a t as k. This suggests that the

159



relationshipsodo and fAspeaking

(Table 510) supported A e x 6 s i ncl

Table 5.1.

usion in school

ClassroomObservations: Summaxy f  AEngageinent i3 Lessons

Engagement

Lesson Lesson topic
Woodwork  Tools: Students were tasked with
(Frank) drawing and labelling tools, naming

their functions and safety rules.

Maths Students were tasked with
(Adam & measuring different surfaces in the
SEN classroom and working out

coordinator) dimensions. Knowledge of
measurement was required.

Excerpts from observation reflection fieldnotes:

Alex took his seat. He chatted with a
classmate until Frank called for the
students’ attention. Alex took out his
materials, which included his ruler,
and began the task. Alex referred to
his iPad more than the board as his
Frank had task broken down further
for him on Schoology. Alex asked
and answered questions.

Alex engaged with the task and
worked independently, and as part of
a group. He used his ruler correctly
to measure surfaces and was
observed at one point assisting a
classmate. Alex referred to visuals in
the classroom throughout the lesson.
He worked on a differentiated
worksheet (on iPad) for independent
work. This was an active class and
Alex was observed talking and
laughing with his peers while doing
his work (practical tasks of
measurement)

o Alex following instruction in both lessons. Work assigned completed and evidence
of Alex independently and successfully using scaffolds in place (different
worksheets, visuals) instead of asking teacher. (asked for teachers help twice in

Woodwork and once in Maths)

¢ Visuals evident in both classes (diagrams/ photos on wall and on iPad-Schoology
and iTunes) Several students observed referring to the visuals.

¢ Evidence of Alex interacting more with peers. At one point in maths I observed him
‘good-humoredly jostling” with another student. He appeared to be able to read and
follow the social cues in this interaction (mock angry face and injured gestures). He
also noted Adam’s (teacher) glance and both students stopped immediately but
smiled at each other when Adam looked away.

Al ex6s mot her observed noticeabl

appropriately f

e changes

particularly in his attitude and him becoming rebelliddswever, she felt reassured by his

teachersod® assurances

ndhedrt hAbewas

mbeheor fno

for Alex to focus on L3 subjects for junior cycle difficult, but she was confident that his
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teacher sé 8 auep oduhhrowb il rdheMated the benefits of Alex

engaging with L2LP for part of seconygar:ii I f e e | knowi ng he had anc
great help. He wants to do what everyone else is doing so it was excellent that there were no

di fferencAesxmotmaoteldero was present for Al exds
request. She expressegt ljoy at hearing him speak so positively about school. She found it
interesting, and good, to | ookKiratdutcleal ynggar f
concernsforh mA® e x r eitwasratgadyeari wasndt a bad year .
probablyw r se because it w@athdéeasdadlRraooltds geadi mptos ng
behaviour, attendance, perfor rmappyardpriovdl cl| as s,
that teachers and his parents thought he was successful. Like Emma, Alex wasoua#ible t

about his L2LP experiences and his mother indicated that he was not fully aware of L2LPs.

Alex did talk about decisiemaking with his mother and the coordinatoschool:

The talks were good because we talked about a lot of things like schoelybikm
and classwork. [the coordinator] helps me and mam. | can ask her; | can ask my
teachers or the SNAs if | dondét understan

This statememnteflects earlier observations about the importance of building relationships

with students to support their learning. Planning forwaea@chers noted that supporting Alex

in communicating if he was struggling would be important. The coordinator intesdeyl
aspects of L2LPs (6Personal Cared ssochl 6Li vin

skills and development moving into third year (Personal communication, 20 April 2018).

Al ex and Emmadsd stories reflmbditalsbhe i mpa

points to an indirect wider wholechool impact. In May the principal redked:

The individual students | felt gained more confidence. | could actually physically see
that in them over the course of a year if you were to put a slow cam on them

Definitely more confident in themselves a
confident in their abilities, theyodre hap
reduced, which had a knodn effect with the amount of teaching and learnirgg th

went on in that c¢class at that ti mese becau
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of their frustration. So, that to me is huge and if you were to multiply all those two
minutes in every class for 167 effeatfos, t hat
the whole school.

Increased student confidence and improved attitudebetmaliour were recurring themes
when discussing student learning in May. Eric (PME student) did not participate in the CPD

due to college commitments but he remarkedtt tha

From my perspective | feel the students are much more confident within the classroom
compared to September. | could see small changes in individual students who were
attending this programme [L2LPs] but also changes in the overall learning

atmosphereimn he c¢cl assroom. Studentsodo attitudes
throughout the year. Esgpially the individual students but also, | saw teachers using
L2LPs work with notL2LPs studentseading to obtain information was a big one it

was mentioned in lots ofassesbut also, | think the social one, communication,

speaking appropriately and legionships seemed to spread -@und this was a good

thing. Differentiation too and UDL, teachers started talking about UDL and really, |

think more students than justet L2LPs students worked better.

The coordinator felt itnhathet lsed usdoyh omeladng  p anrdti i
n e e ds being comsidéred more onawhaec h o o I, redulengiei @ mor e cohesi
approach to it now that supports alustt e nt s 6 Thie \dew was megerated by six

teachers in posCPD focus groups:

It hi nk wedre all taking a universal appro
consistency and thesgainwe 6 r e going back to the whole
youammd all your students, and whatés not . /
that student learning has been impacted, definitely, the wéaheol approach to it.

(Brid)

This consistent approach appeared to be made up of observdigogyue, common
strategiesand reflectionand t here was agreement ewas h Der el
improved engagement and student learning when agreed upon strategies were used in

different classrooms.
Summary of Key Findings

Phase two datadhlighted the following key findings:
T Teacher s dhe btreicure mnd degign of the CPD andisbanf resources
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were contributing f @herewassviddnece oftpeblicc her s 6 |
sharing of work (Parker et al., 2016) aradlaborative inquiry (CochraBmith &

Lytle, 2009; Kennedy, 2014) as the CPD progresBeditive student learning

outcomes influenced teacher engagement W2hPs,and me unexpected finding

of this study was the emphasis placed on the importancedsfrgteacher
relationshipsHowever, time and subject pressures, and students with challenging
behaviour were showntoi nder teachersd | earning.
Impactof CPDon L2 LPs enactment: Teachersd knoy
regarding L2LPs developddroughout this research. Increased teacher agency

was evident as teachers took more ownership in their role in enacting l2LPs

their school. There was increased teacher collaboration and communication for

L2LPs and inclusion generally within departmestsl at wholeschool level.

Teachers appeared to more actively observe or profile their students before

making collective decisns on the appropriate junior cycle pathway for the

student. However, this did not appear to include SMAd communication wit

parents seemed to beaageneral level rather than specific to L2LPs.

| mpact of CPD and L2LPs gdleaaodEmmat on st
experienced success and became more confident learners through their

participation in their L2LP.
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Chapter Six: Discussion of the Research Findings

Introduction

This study explored the impact otallaborativewhole-school model o€CPD on the
enactment of L2LPs in a mainstream posimary school. The CPD model for this study was
based on the transformatiw@del of CPD (Fraser et al, 2007; Kennedy, 2014). Contrary to
the teachersd previous expeatontiaCP®Osnodelf tr ansn
offered opportunities for teachers to engage at subject, classroom anesahmié¢ level
with L2LPs using ollaborative enquiry and evidenb@asedgcontext specifi@and solution
focused approaches. This chapter analyses and disthisdey findings from this CPD:
beliefs, knowledge and practice to enact L2LPs, communication and collaboration, and
factorsofhi s CPD that contributed to teacherso | e
experiences are used throughout the discogsitighlight findings and unless stated do not

necessarily represent the views of all participants.

Belief, Knowledge andPractice to Enact L2LPs

Teacher education has struggled to prepare and support teachers to enact inclusive
education approachesch as L2LP#n their classrooms (Forlin, 2010)eachers, including
two NQTs and PMEgeported that previous teacher education relating to inclusion did not
prepare them for inclusive practices in the classroom, or to teach LPIRse one findings
indicatedNQTs and PMEs in the school had not heard about L2LPs in theiaitBhe
othe participants had limited exposure to L2LPs CPD. Only the coordinator had attended full
day L2LPs CPD. This seems to reflect a rather piecemeal approach to junioetycte
with a priority placed on L3 subjects. Furthermore, the dependency of JC& oasitading
model and the optional twleour transmissive session to deliver L2LPs CPD may have

contributed to the gap in teachidentifedink nowl edg
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phase one. This gap in knowl edigedeliedssnd practic
highlights the argument that change is reciprocal (Opfer & Pedder, 2011b; Rouse, 2008); that

the three dimensions of knowing, doiagd believing (Rouse, P8) are interdependent.

Indeed, change in just one dimension may not represent téeaheng as change in the

three elements is required for learning to occur (Opfer & Pedder, 2011b). Phase two findings
demonstrated that if two of these aspects aréaiceghe third is likely to follow (Rouse,

2008) and deep learning can occur.

Teacher Belief

Participants engaged with the CPD because of their shared values about inclusion and
their vision to be inclusive of L2LPs. L2LP and student learning decisioresdi@en by
teachers and supported by leadership. A factor that could negatively impaetteach v al u e
L2LPs isthe dilemma teachers face due to the competing demands of different initiatives
(Braun et al., 2010) and their visibility in the public ddm(Maguire et al., 2015). In the first
cycle of L2LPs, 2014 to 2017, schools had to intredinee new subject specifications, new
assessment and reporting procedureliding newgrading, and a wellbeing programme
(DES,2016), resulting in changes tdisol structures. Additionally, the interim report on the
Literacy and Numeracy Strategy (DEX®17c), the implementation of the Digital Strategy for
Schools action plan (DES, 2015ahd the introduction of th8ET allocation model (DES,
2017a) resulted imore change and new targets for teachers. With such a plethora of
initiativ e s Adaméso no hsheartvathe | ack of public dédout s
result in schools or teachers choosing not to engage with L2LPs in favour of more prominent
initiativesholds some weightnside knowledge and capacity could also contribute to such

valuedriven decisions.
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Conversely, teachersd desire to see stude
their initial bel i efs. Thheerisndp abcetl ioeff satrued eenvti
throughout this discussion. Finally, the findings showed it wasiitapt for teachers to
recognise the connection between what they were learning and their initial beliefs. These
were the foundations for change in the schoals tthis CPD focused on building teacher

capacity through developing the other two dimensidrigowledge and practice.

TeacherKnowledge

Knowledge is a key factor in policy enactmértus, it is crucial that teachers as key
policy actors are given thgportunity and time to develop their knowledge and
understanding of policinitiative goals that affect their beliefs and practiebase one
findings evimnissonceptidns abeuatbematuresobL2LPs and student eligibility
for L2LPs resultingin a fundamental lack of understanding of planning for teaching.
Irrespedive of differentiation (of L3 subjects), students with low mild to high moderate GLD
will not achieve the same functioning level as their typically developing peers (Imray &
Colley, 2017). These students require concentrated support in specific leaeasgér
personal, social, communicaticand life skills (Imray & Colley, 2017; NCCA, 26}

However, they are not a homogenous group, therefore individual planning for specific
leaming areas is critical. Thus, the challenge for teachers is to balanteathisg while

providing the same learning experiences of their peers (Kerins, 2014). For this to occur in the
context of L2LPs teachers need specialist knowledge of GLD andtictusé of L2LPs

within the junior cycle before deep learning can occur.

How teachers use specialist knowledge to inform their teaching, approach group
work, and attend to diversity in their classrooms is important when developing inclusive

classrooms (Frian, 2014). Knowledge of GLD and how this presents for individual stsident
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will be important for teachers as they work to identify and plan for students eligible to

participate in the L2LPs. It will also help inform how these teachers enact L2LPsairnto th

lessons. Hence, a clearer understanding of GLD would benefit therealhis lack of

knowledge raises questions about the transmissive model of CPD (Kennedy, 2005)
predominantly used by the DES support services, such as JCT, in Ireland. Desialgne et

(2002) and Murchan et.al2009) argued that the transmissive modsal limited impact on
classroom practice. However, there is no evi

refute this statement.

The lack of knowledge discourse also bringse question the cascading approach
(Kennedy, 2005) used by JCT in relatim L2LPs delivery. The coordinator who attended
the full day cluster training for L2LPs shared her own uncertainties about enacting L2LPs.
She noted how her own interpretationndfo was able to access L2LPs had changed since
her CPD day. This is conceng as cascading relies on those attending CPD to disseminate
the knowledge on their return to school. Thu
misunderstanding, of the informan that colleagues in school receive. Furthermore,
cascading removes themortunity for collaboration (Rose & Reynolds, 2007) that can give
teachers a sense of autonomy when interacting with policy initiatives (Cordingly, 2005; Rose
and & Reynolds, 2007pubsequent researf¥incent et. al., 2018) suggested that teachers
needto be provided with PD thatfacdtesu nder st anding their studen
needs and goals to better provide contexts and opportunities for learning. This would include
uncerstanding the developmental needs and goals of students with GLD and how to utilise
L2LPs to support the studedts | e aSessionmme sought to address immediate knowledge
gaps about students with GLD and the nature of L2LPs to better prepare téaengasge

with L2LPs meaningfullySubsequent sessions sought to develop this knowledge into
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capacity in the areasd planning, teachingand assessing L2LPs at classroom and whole

school level.

Teacher Practice

Findings from both phases indicated papiits made connections between CPD,
gaining knowledge and putting that knowledge into practice. Their undersjasfdims
relationship is Iimportant as teachersé knowl
in this instance L2LPs, will impact botheir, and their schodiscapacity to create an
inclusive learning environment (Shevlin et al., 2013) and dridPs as part of this
environment. As teachers engaged ingohbedded activities and tasks in CPD sessions their
confidence to identify andan for students, and practices to include L2LPs in their
classroomsincreasedd c onsequence nocingsuceaessiuhseudeatdutcenxep er i e

as a result of introducing new practices (Guskey, 2002a).

Arguably, teacher so Kk rbaoedlodlexgmtiallgkeeipgs may h a
identified as a L2LP candidate. However, phase two findings show that as teagageden
in observing their students and trialling activities from the CPD sessions their perceptions of
Al ex0s needs, andeabwbityndchgegegartPbal ar |l
devel opment in teacher sod sptruadcetnitcsed cnuorvrienngt tlo
performance based on observation and evidence as opposed to perceptions based on
diagnosis. This developing pramiand the collective decisianaking processes outlined in
Chapter Five mirrors the good practice recommenddueiSET allocation model guidelines
for teachers (DES, 2017b). The guidelines outlined the continuum of support for students and
the processar teachers, in collaboration with parents, students and other relevant
stakehol ders, toeddensiety tahgestsydamidd snome t C

outcomes. This is the same process required for L2LPs, thus, a focus on L2LPs and
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devebping practice in planning for L2LPs will support practice for planning for other

students with SEN.

Misconceptims about L2LPs possibly contributed
of their planning and the reality phase oneMost teachers interwieed in phase one
reported positively on their planning and felt ready to move from planning to practice.
However thoughparticipants implied they were planning for inclusion and L2LPs, only two
teachers shared their subject pldPisase one findings regling planning suggested a lack of
understanding for planning for diversity, and perhaps a deflection of respionbi
developing practice here. Arguably, using NCCA and/or JCT examples of L2LP subject
connections and seeking similar templates for m&seof work and lesson activities suggests
an early dependency on out siethplatesford2lPE s t o pr
planning and teaching that neglects the diverse range of students doing a L2LP. Evaluating
this CPD, using the PD evaluatiframework (King, 2014), indicated that most participants

developed the degree and quality of their practice fitonuse to critical level of use.

Three lesson plans submitted in phase one were at the nonuse level of practice (King,
2014), focusing solelgn their subjecLOs. As all participants volunteered to be observed it
was surprising that L2LPs were absentfrthese lesson plans. However, Brifirequest for
any feedback on her lesson plan because she did not know where to start illuminates the
situation. There was a lack of confidence and ownership to progress L2LPs enactment from
t he school beprevious yedr. dHherefere, eeqckerslike Brid willingly submitted
lesson plans without reference to L2LPs to receiuside experguidance evidencing her

learning was at the orientation level of use as she acted to seek more information and support

5 NARQ& SELISNASYOS A& ¥F2 0dza SeReachsfs wkidSshitinitted e€sbndztar a KS 41 &
ey 6fAy3d GKS NBASEFNOKSNI G2 AffdzadNXrasS I GGSIFOKSNDa 22 dz
successful learning resulting from the CRIx hoted that the CPD did not result in successful learning fo

every teacher.
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onL2LPs (King, 2014). Bridbdés observed engager

resources, and interview comments showed her leeepng as she progressed from

orientation to critical level of use (King, 2014) demonstigaher pedagogic content

knowledge and critical engagement with L2LPs.Brel cont i nuous engageme.l

CPD, researcher and L2LPs demonstratedbéke in L2LPs As Brid gained new
knowledge, she put this knowledge into practice with successful outcomes. This is consistent
with the literature that asserts the cyclical rather than linear nature of teacher change (Opfer

& Pedder, 2011; Rouse, 2008). When the two elesn knowledge and belief, were in place

the third element, (Roset2@@8pr Budoi mgodmorfe] |

change is consistent with findings that increased efficacy for inclusive practices is a result of
successful outcomesia acher sé cl assrooms | eading to s
2014).However, it is acknowledged that the CPD did not result in successful learning for all

participantsandtwo teachers disengaged after the second session.

Teachers demonstratdthir increasing agency and autonomy as they assumed new
roles as policy actors as part of the process, aligning with literature on typology of roles for

teachers as actors (Ball et al., 2011, p.626).

Policy actors Policy work

MNarrators Interpretation, selection and enforcement of meanings, mainly done by
headteachers and the SLT

Entrepreneurs Advocacy, creativity and integration

Outsiders Entrepreneurship, partnership and monitoring

Transactors Accounting, reporting, monitoring

Enthusiasts Investment. creativity, satisfaction and career

Translators Production of texts, artifacts and events

Critics Union representatives: monitoring of management, maintaining
counter-discourses

Receivers Mainly junior teachers and teaching assistants: coping, defending and
dependency

Research on policy enactment and teachers as aBars2003; Ball et al., 2011; Maguire et

al., 2015; Savage, 2015; Spillane, 2004) r
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policy actors on the ground level for policy enactment in schools. This CPD placed teachers

at the heart and forefront b2LPs to enable them to take ownership of L2LPs enactment in

their school. At the outset of this study most teachers were enthusiastic but in the role of
0receivero (Balll et al ., 2011), | ooking for
support in tleir school. However, as teacher agency increased participants navigated between
higher order roles depending on the context. All participants had assumed the role of

6ent husiastsd by the end of the i6ntAdkvdnvent i on
participants demonstrated an investment in L2LPs through their engagement in CPD sessions

and their creative use of resources in their teaching and assessment.

Collaboration and Communication

This studyés focus on Cdnte. Howeser, the voicesofd t h e
students, parents and SNAs were sought to better inform the design of the CPD and evaluate
its impact on L2LPs enactment. Therefore, this section discusses collaboration and
communication from four aspectsacher collaboratn and communication, studetgacher

relationships, communication with parents, and working with SNAs.

Teachercollaboration and communication

Teachersd desire for col |l ab phasetonende CPD wa
supports the research (Kenge@014; McElearney et al.,291Parker et al., 2016)
purporting the role of collaborative CPD in affecting teacher charepeher collaboration
supports wholeschool engagement with policy and initiatives (Teaching Council, 2016) as
the collaborative pra@ess serves to form a collective vision, create a common frame of
reference, and lead to change in practices (Knoster, TBi98)collaborative nature ofith
CPD appeared to be a significantThigabgnst ri butor
with the principle of ownership by the whekchool of the process and shared understanding
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of inclusion (NCSE, 201), in this context L2LPsas teachers learned through collegial
conversations (Furner & McCulla, 201&ollaboratiorwithin subjects and sharing o
student information was established in the school at the early stages of the collaborative
continuum where teachers came together in loose informal groups to discuss shared interests
or concerns (McElearney et al., Z)1Teachersoundvalue in their shject cluster days with
JCT andusedthese experiencess a reference point for collaborative practi¢ésvever,
despite having a shared goal there was no evidence ofarogsular planning and teaching
or critical examination of thepracticesat thispoint. Furthermore, there was a dependency
on the coordinator to communicate student information verballydividual teachers on
request for informatioand through Schoology. This may have reduced opportunities for
concerted converdans in relatiorto planning to support students with SEN and those

participating in L2LPs.

Developing a knowledgbase that makes connections and informs understanding

Awithin subject areas, across the whole scho
world of learning includingtheevec hangi ng policy ared#d&san ( Keay
i mportant el ement of a teacheros | earning jo

connecting2LPLOst o t eac her s 0-wasldesgmplebefereclzaledingr e a |
teachers to work collectively to link PLUs at a crossricular and wole-school level thus
taking a more holistic approach to L2LRSollaboration is a widely accepted contributor to
enacting inclusive education (Ainscow, 2016; Pijl & Frissen9200hus, teacher
collaboration was considered when planning the CPD apdramities for collective
reflection and sharing evebuilt into sessios This collaborative aspe&upportedeachers to
realise they were not alone in challenges they expedenitb L2LPs or inclusive practice.
Their common goal and public sharingvadrk, resources, experiences of studeautsl

practice as learning resources represented a deep level of collaboration (McElearney et al,
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2019) . Further mor e, gtaredase bf@ewd Z Psikmodledgesahdanclasiven

practice skills alignswitli ngés ( 2014 ) ,mdicating ttatcbllaboratiene | o f U
greatly enhanced t he t eRnalp puble gharimgotivorksah andi n g
result in affirmation ad improved seltonfidence (Parker et al., 2018hiswas evidenced

as tachersbegantotaken t he r ol e of Otrans| agshameds d and ¢
ownership of L2LA.Os at a crossurricular and wholeschool levelandhave confidence in

thar collective decisiormaking

Studentteacher Relationships

The findingsillustrated the centrality of studetgacher relationships in enacting
L2LPs in this school. Teachérse f | ect i ons about Emma and Al ex
year demonstratettie development of mutually respectful, carstgdentteacher
relationshipsconsistent with research citing trust, respect, understanding, coopeaation
connectedness as the characteristics of positive relationships that support the development
and egagement of students with SEN (Archambault et al., 2017; FBOIB; Murray &
Pianta, 2007). Observations of Emma seeking help and asking questions of the teachers she
interacted with most frequently highlighted the importance of this relationship tuildin
Emmads r el athesemacisels supstamtintés hlieeammendation for schools to
Afestablish and maintain a core team of teach
SEN. Core SET teams do not negate the primacy of the classroom tedbleezducation
and care of all students in their class (Gowsnt of Ireland, 1998; DES, 2017). However,
subject teachers might only interact with students once a day, and in some cases once a week,
in a large group setting. Conversely, SIEEduld work wth specific students to build trusting

relationships throughaily contact, resulting in being a support for the student and the

(@)

teacher. The relationship between o6familiar

to support collaborative decisianakingwith the wider set of teachers aadable the
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coordinato andtutorsto confidently lead discussions relating to specific students such as

Emma. Additionally, teachers used the CPD to affirm their own positive teacher relations and
these relationshgpwere used to support practices of teaachingalready emeging prior to

this study Findings of effective teafteaching in this research demonstrated how the subject
teacher and SET worked collaboratively to communicate with and meet the negdsyof
student in the cl assr oom.edHEnmatoparticipatcanfda mi | i ar
demonstrate her learning while also supporting relatiorshilpling with the subject teacher.

This supports the recommendation to use t&saohing as an approachsiapport studest

with SEN learning with their peers in the mstream classroom (DES, 2017).

The benefits of developing studeénte ac her r el ati onships were
journey. Initially, Alex was identified as a candidate for L2LIAghe Januaryession
teachers were asked to observe Alex and Emma to igéimgiir strengths, needs and progress
throughout the intervention. This resulted in all teachers involved realising that they had
under est i mat eAcdhadgk ie tedariser paatticelfmofiling .and inclusive
approaches, orking with Alex and cha¢nging him through L2LR.Os, resulted in
successful outcomes thus, building Alexbds co
Through this process teachedsAl exmagec s akf ons
resulting in Alex takind-3 subjects fohis junior cycleThis brings up other questions
relating to L2LPs practice. As teachers realised studentoth ave t o compl et e a
L2LP for certification they began to consider the edats of L2LPs that would support

Al ex0s s oci ahrning attd as gart af his wadardearhing plan.

The teache® i n t te commumicate with students when planning LO priorities
and reporting progress did not translate into pracliberewas little evidence of including
Alex and Emma in decisiemaking or progress review processAtex and Emma were

unable to talk about their L2LPs experience or reflect on their progress throughout the year.
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Teachersdé comment s r e gbditytdaccept prdise indidatesghatn ¢ E mma
there was some fornf éeedback. However, questions arise as to the effectiveness of the

feedback in terms of student understanding, and LELAR as outlined in the L2LPs

guidelines NCCA, 2016). This brings intatus the role of schools in student voice and

including studets in decisioamaking processes regarding their education. Student voice is
considered a feature of L2LPs planning (NCCA, 2016) and student consultation is

recommended when creating an educaiigtan for any student requiring additional support

(DES, 20Tb).

Evidenceof teachers demonstrating good classroom management, high expectations,
consistent praise and feedback, and personal involvement are consistent with the
characteristics of trustespect, understanding, cooperatiand connectedness for aiog
teacher purported by Murray and Pianta (2007). Subsequent research (Flynn, 2014) suggested
that opportunities to talk with their teache
important for students with SEN while Vincent et(@018)propo s ed t hat noti ceab
noticingd and Ot eacher i n-tealsetimezactiors.&Emmeeande i mp
F r a f journgy exemplifies the importance of the previous researtienihere was trust
and respect between Emma and Frank, Fraadinvestedn L2LPs engaged in the CPD
and held positive attitudes towdrfdsoiurdltwesi o
t e a ¢ WbhenEmma displayed increasing challenging behaviours Fr ank 6s cl ass
engagement declined, and he was less positive towards inclusive prddtisesirrors the
literature that teachers are generally less inclusively inclined when students with emotional

and behavioural challenges are placed in thassc(de Boer et al., 201Frank had

BCNI y1 Q48 SELISNASYOS 6AGK 9YYI Aa F20dzaSR 2y K I A
NBfFiA2YyaKALID hGKSNI G§SI OKSYWaR Q6 BiiiR NRBIAEA fadiON ¢ il OKYNING
positive outcomes ofjood studentli S OKSNJ NBf I GA2yaKALEA F2NJ o2d0K ai (
portrays the negative outcome of a deteriorating studdéeacher relationship on teacher change.

& u»
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commenced the CPD with a belief in inclusiand with knowledgef L2LP the practicgo
enact thenfollowed (Rouse, 2008). However, when the practice did not ressiiccessful

out comes Fr farm R Bswasée$sénedc a c y

Communication with Parents

The findings portrayed good relationships between parents and school personnel.
Parentdelt there was open and effective communication between home and school. The
parents had confidence in the decisions being rhgidbe school for theichild. However,
parentsd comments on this topic, though posi
communication rather than a shared decisi@king process. This raised doubtsitbe
school 6s under st anroadohpgrentsfin planmieg ac2. P forahbiddr at i v e
The provision of an IEfSSF applies to students participating in L2ZLRECA, 2016).
Though IEPs/SSFs are not fully implemented in the education sysiestudents in this
school did have individual &ner profiles. Good practice involves encouraging parental
collaboration in the IEP/SSF process and engagement irctheir leatning (NEPS, n.d.)
practicenot evident in this instance. This findinggals with research indicating that while
teachersgree with the concept that parental involvement in the IEP process is essential, the
practice reflects symbolic rather than meaningful engagement (King et &), Z0g&re was
no change i nknpvdedge ofttd Bs a$ a resulttofehe CPD anémqia were

unaware of th& Osthat theirchild wasdoing.

The focus on L2LPs for this study may have highlighted a wider range of practices
for the school regarding communicatidhh e ¢ o o r d i ue af tolmmunisation witht i
parents suggestechawawareness of the gaps in hommehool communication resulting in
insufficient parental inclusiomhis could be dué o t e lack bf endeystanding of the

role of parents in IEfSSF and L2LPprocesss; an outcome dimited opportunities for
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CPD on theEP process ( Ni Bhroin et al., 2016yen thoughresearch (King et al., 2017)

showed that almost all participants indicated a need for IEP CPD for all teachers. Insufficient
data on all taches dommunication with parents means conclusions cannatavencon

t hem. However, CPD in this area could suppor
communication between parents aeddhersCPDon IEPs could be delivered in

conjunction with L2LPsFJC subjectsand other inclusive education CPD or be embedued

all CPD. Thiswould increas¢ e a c toefidema@ when discussing areas specific to

student s6 a lEHISForl@bPad teacherevdllshave the knowledge to connect

t h e s tneedsenithinghé context of their subject, L2LP LOs, or wAsdt®ol targets for

the student.

Working with SNAs

Communicatiorbetween teachers and SNAs with respect to L2LPs appeared weak in
this study. This is consistent with research (Logan et al.,)20datingthat poor
communication and collaboration betweeadhers and SNAs was a manifestation of lack of
information sharing or limited direct contact with SNAs. SNAs werdmatlved inplanning
of Emma or Al .&hiséssn canRadidin tp theareosimendatiorior SNAS to
contribute to the collabotige L2LP planning proces®NCCA, 2016). Several factors may
have contributed to this lack of collaboration. The SNAs were not directly assigned to Alex
and Emma though they supported therdl@ass and school community level. This indicates
the schoolvasutilising SNAs in a manner consistent with NC&B17,
2018yecommendations within a new school inclusimodel TheNCSE recognised the need
for schools to give assistance to students who need the support without themexquatka
diagnosisas was thease with Emma and to a lesser extent Alex. The NCSE recognised the
evolving role of SNAs in pogtrimary schoolsrbm care duties to promoting independence

and meaningful participation and inclusion in school life. Considering this evolving role and
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thefocus of L2LPs on inclusion in the mainstream classroom, social, vocatowal

independence skills it is unfortuleathat the value of SNA contributions was untapped.

SNAs were present at the introduction meeting, participattekifirst CPD session,
and were members of th&LPs Schoology page. However, teacher incentives were given by
the principal for participawn (Haddington Road) that did not apply to SNAgen though the
principal wanted the SNAs prepared to support L20PRge. SNAs exclusion &m the CPOs
consistent with the traditional system of CPD in Ireland. PD on inclusive education offered
through spport services such as NCSE (SESS) were not available to SNAs at the time of this
study, nor are SNAs entitled to attend CPD regarding culuim changes or other DES
initiatives introduced in schoolSome schools, predominantly special schamlailingof
whole-school L2LPs CPD from JCT did include SNAs in the session. However, SNAs were
not eligible to attend JCT cluster or general L2LFPDCGIays (JCTRersonal communication

22 August 20138

Factors Contributing to Teachersdé Learning

Considerationgn planning this CPDnirroredthose identifiedor planning PD in
general (Kennedy, 2014; King, 2014, 2016; Parker et al., 2016). PhaSadings revealed
several factorsontributingt o t eacher sdé | earning in relatior
strucure and design of the CPD, resources and student outcanakeare consistent with
Kingbs (2014, 2016) sy s tlearnrgandalignedwthfemesh at su
three and four of the framework for the analysis of educational policies; remadines

concerned parties and resources and policy effects (Cheng & Cheungl9985
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Structure and design of CPD

The CPD structure ancedign was a significant contributing factor to teacher change
in this study. Each session included opportunities for collaborative inquiry and reflection.
Crosscurricularopportunities anthewhole-school nature of L2LPseveat the forefront of
sessiongnd tasks set for teachers. This resulted in teachers developing their understanding,
belief and practicefor L2LPs. The participanéeontinued collaborain outside of CPD
sessions supports effective PD research purporting gaeita of collaborativé’D to impact
teacher change (Fraser et al., 2007; Kennedy, 2014; Parker et al., 2016). Context was another
element of the CPD design valued by teachers. Contextual dimensions that affect policy
enactment at school level (Braun et 2D11) were consideddor this CPD, particularly
situated professional and externabntexts. These dimensions align with research on
effective PD that is situational (Boylan et al., 2018) anegotbedded (Fetters et al., 2002;

Hunzicker, 2012; King2014, 2016).

The CPD povided opportunities for participants to experience success in the context
of theinitiative they were bimg asked to enact (Dadds, 1997; Guskey, 2002a; Collinson et
al., 2009).This provided context for the teachers to meaningfully engage, share autite
make jointdecision. The CPD acknowledged and responde
commitmentsprevious expriences of L2LPs, the pressures of the broader junior cycle
reform, and other policy initiatives occurring in the school. These influences asliEe
were addressed by identifying connections between L2LPs and new subject LOs, providing
examples and ssurces for teachers to use until they developed their own, and introducing

approaches to inclusion such as UDL into the CHils generated deepdrning and

devel opment that was instantly relatable to
2014,2016)andsupporst he | i t erat ur e on inCRR(Morgareedat.,her s o6
2010)
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The blended nature of the CPD over a sustainedgb@ras valued by all participants
which supportditerature advocating esite PD (Cochratsmith & Lytle, 20®; O6 Gor man &
Drudy, 2010)Researchrgued that CPD is most collaborative and promotes ownership when
participants are from the same school iniggiinto context specific practices (Opfer et al.,
2011). The orsite element of the CPD enabled teacheentgage in collaborative inquiry
and reflection and share practices in their own congadditionally, findings support
research on the benefitsailine or blended PD (Salmon, 2011; Means et al., 2013). In this
case, Facetiming made it possible forfiglitator and teachers to be available at
synchronised times and in places that would not have worked with-siteanly model of
CPD. Howeverthe teacher preferred to remain in school and participate as a group with the
facilitator online rather thn participate individually from different locatigneaking this

CPD unique in its delivery style.

Resources

Participants made several referes¢o the resources provided by the researcher and
sharedheir experiences of putting these resources indatice in their classroomBindings
show that the resources were often used as a point of reference to inform discussion, planning
and teachingdr L2LPs and inclusiongeneralfe x per i ences such as Gr ai
benefits of a scaffolding apprdato CPD through practical and relevant ideas in order to
enact new initiatives and develop new practicess Bapporsthe view that one reason
teachers undertake CPD is to get practical resources that are relevant to their teaching and
students (Fullan & Mil es, 1992) and research
needs when designing the CPD (Bubb & Ear808; Collinson et al2009; Guskey, 2002a;
King 2016).Externalfacilitation and support were considered key contributory factors to
teachersdé |l earning in this CPD. Participants

resource and suppgénd sgnificant to the succesd their L2LPs enactment journey. The
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findings suggest that for teachers to effectively engage with policy enacextamhal

support may be necessary in their initial phaséRiD. This substantiates research

advocating tha€CPD to facilitateteacher prtessional learning in schools should draw on
external expertise (O6Sul |l i van, Addiiénally the Par ker
responsiveness, flexibility and diminishing input of the researcher supported theénorea
collaborative inquiy and capacity for professional autonomy (Kennedy, 26D5ppefully

sustain the development of the professional learning group and inclusive practices after the
intervention,an aspiration of this studyhis is consistent withesearch that identifies

professional learning communities and collaborative professional inquiry that meets a diverse

range of needs as potentially transformative models of CPD (Kennedy, 2014).

Student outcomes

The positive impact of the CPD and L2LARsot h e st u dvaspossiblythee ar ni n
main impetus for teacher change and the effective enactment of L2LPs ichtbaé $his is
evidenced in the development of positive studeather relationshipthe change in belief
and practices when participa experienced successstudent outcomesind diminished
belief, teacher change and studt@cher relationships when successful student outcomes
were not observed. Having observed the success of L@t classroom level, participants
expandedheir L2LPs knowledge and prace at a crossurricular and wholechool level.
This mirrors research indicating that teachers place more valGDBrand new practices
when they perceive them to have a positive e
(Eatey & Bubb, 2004; Gleesqr2012; Morgan et al., 200@ndare more likely to sustain

these practices when they identify an influence on student outcomes (King, 2014).
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Conclusion

This chapter provided an analysis and discussideyfesearch findings to address
the researchuesto n fi codaborasivewhole-school model of CPD positively impact the
enactment of L2LPs in a mainstream ppst i ma r y . Teecirhpaob df thedCPDn
teaches 6 bel i ef , k n otavnactdgLPs waedplopethia wasfollamved by
an aralysis of the collaboration and communication that took place as part of the CPD and
L2LPs enactment. Finally, key findings relating to factors contributi|g t he t eacher s
learningwere analysedChapter Sevewill draw key conclusionandimplicationsfrom this

discussion and make recommendations for future CPD and policy enactment.

182



Chapter Seven: Conclusions and Recommendations

Thisc hapter identifi es t leshekeyconchsioasriefly mi t at i
reflectson the L2LPs gnerally,and outlines theecommendationor future practicepolicy,

and research.

Limitations of the Research

This was a single site castidy that employed purposive sampling drawn from a
small number of teachers, students, parents, SAlfEPMEsThereforejt is limited to time
and place and cannot be genesalito the wider population (Cohen et al., 2011).
Furthermore, only a small mber of teachers in this sample submitted schemes of work and
lesson plans. Nevertheless, the small sampldatidated a detailed exploration of a
phenomenon thus, the research findings can offer key recommendations for policy enactment
in the schootontext and the wider policy field. Context was a significant consideration in
this study. Thus, the extentwdhich results may be applicable to other settings is largely
dependent on the readerds understanding of s
circumstances and how the results might be applied to a different school context. This was
addressed by explity detailing the characteristics of the school and engagement with L2LPs
prior to CPD in order to facilitate meaningful comparison by othecsnoparable situations
(Cohen et al., 2011). Furthermore, tomtext specifiaature of this study can addlva to
discussions on the importance of context in policy enactment (Braun et al, 2011; Maguire
al, 2015) and its influence on professionart@ng (Boylan et al., 2018; Furner & McCulla,
2018; Opfer & Pedder, 2011b) through its detailed narrative eft sc hool 6 s j our ne

the CPD and policy enactment process.

Time constraints impinged on teacher engagement with the CPD with some
participants missing either part, or all, of a CPD session. However, there was evidence of

183



informal collaboration beteen sessions where teachers followpdn missed aspects of
sessions and engaged in further discussions regarding L2LPs. This indicated arcamtoit
the CPD and ensured teachers wer¢odgiate for the following session. However,
participants reportedifficulties in having planned time for collaboration for L2LPs and SEN

planning and discussions, and this was a concern for teachers moviagdforw

This CPD did not address collaboration with students, paerBNAS in any session.
This was becauseeh r esear cher 6s understanding and kno
assumption that communication and collaboration with students, parents and SNAs wa
implicit. Furthermoret e r esear c her -swrhderl Ht ¢ od nmevamolad | m
school community red approached L2LPs from this perspectivasWasa limitation of the
CPDdesign. However, findings in this area are useful in demonstrating that CPD carries
assumptions about core knowledge, skills and belief that need to be explicit and clearly
addressd. Additionally,CPD designed to meet the needs of a school communisyr rtidn
the needs of the school 6s teacheThass,amay addr e
revised desigof this CPDwould include an explicit sessi@m the role of studest parents

and SNAs in L2LPsand planning for learning and teaching.

Thed ti tudi nal scales did not display stat.i
efficacy and beliefs. This may relate to the school context and the inclusive ethos of the
schod community or be due to the small sample size and short duration of IheTGIR
may also be the reason that limited data emerged to authoritatively answer the research
guestion pertaining to teacher change in attitudes to and perceptions of inclugicatbh}
both the attitudinal scales and this question could have beetedrindm the study.

However, it was decided to retain them for the purpose of integrity and transparency.
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While measures were applied to counteract threats to credibility aniligljahe
values of the researcher and her@xesting relationship wittthe study school could inhibit
potential transferability of the findings. Participants were aware of the aims of this study from
the outset and this may have influenced their belas (Cohen et al., 2011; Robson, 2011).
Giving participants time to habitat e t o t he researcherés presen
care not to share her views minimised this i
knowledge of the participants or cert may have influenced her judgements. This was
addressed through acknowtgng researcher bias, reflective journaling, member checking
and remaining open to different or disconfirming findings and interpretations (Merriam,

1998).

Summary of Key Conclusons

The overarching purpose of this study was to design and criticallyate a
collaborativewhole-school model of CPD to enact L2LPs in a mainstream pasiary
school. The main conclusions are briefly outlined in relation to the research quéStora
collaborative model of CPD positively impact the enactment of L2hRsmainstream post

primaryschool® and its secondary questions:

1) To what extent canollaborativewhole-school CPD affect teacher change in attitudes
to the inclusion and teachimg students with SEN?
9T Data pertaining to change idiinclugoacher sodo
were insignificant. Therefore, Chapters Four, Five and Six foqu&stbminantly
on questions two and three.
2) To what extent does whoekehool collaborate CPD facilitate tedter change in
attitudes and practices in relation to the enactment of inclusive education policies,

such as L2LPs?
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T An evaluation of the CPD indicates an i
autonomy and practice (King, 2014)énact L2LPs as teaalsébegan engaging
with L2LPs at a critical level of use. This suggests the potential of the CPD to
support sustainable practice, however the short duration of the research means this
is not conclusive.

1 Through individual and collecte reflective professiwal enquiry and learning,
responsibility for studentmalingthettwreeni ng a
elements of knowledge, belief and practice (Rouse, 2008) fell into place for
individual teachers. However, there were inseawhere developments i
knowledge pelief andpractice did not occur, or teacher efficacy lessened due to
changes in context.

1 Teachers valued the collaborative nature of this CPD which appdaagdbecn
a significant contributory factor to their engagent. There was evideaof
collaboration and teasteaching within subject departments and wisabool
L2LP LOs were agreed on for Emmadés L2LP
communication skills. However, there was no evidence of @osgular
plannng and teaching, thougdhis did begin to emerge in the final CPD session
when teachers agreed on gathering evidence approaches that began to cross
subjects.

1 The findings suggest a connection between stuigacher relationships and
teacher efficacy. Theositive impactofth€ PD on t he studentsé |
possibly the main impetus for teacher change and effective L2LPs enactment.

3) What factors facilitated, and hindered, teacher change in attitudes and practices in

relation to the enactment of L2LPsdhbghout thistudy?
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1 The findings suggest that the design and structure of the CPD, including the role
of the facilitator/ researcher were cont |
learning.
1 Time to attend CPD and plan for L2LPs was a challenge fohégs. Thus, it was
interesting that they chose to attend CPD sessions together in school while
Factiming the researcher rather than engage through an online medium

individually at home.

Reflectionon Level 2 Learning Programmes

This study afforded theesearcher to gaimew insights into the2LPs. An
interrogation of th&.2LPsto support the CPD interventioaaffirmed for the researcher the
programmes fitngs for purpose. The L2LRBsipport the priority learning areas for students
with low mild to hich moderate GLRvhile also advocating thmeaningful access,
participation and challenge within mainstream subject classes uppostry schoal
Furthermoreit recognises that this cohort of students have strengths and talents that may
enable them to emage with somef their learning at level threélowever, though the L2LPs
sit within the FJCthey are not fully aligned with the framework. This is possibly a
consequence of L2LPs being developed prior to the FJC and retradifiethe framework.
This can be addressed bydesigning thstructure of the L2LPdocumento align with
subjectdocuments that include; an introduction to junior cyoleerview links to statements
of learning for PLUs, and links between key skills and PLUs. Additionégurrent L2LPs
principles and featureshould be replaced with the FJC principl&sidelines for developing
short courses and accompanying templates should be consistent acrosstée8els 1
opposedo the current separatgliidelines andemplates for Laand L3, which do not align

with the FJC.
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Regarding the visibility and status of L2LPs, the guidelines would benefitdrdear
statement outlinng c hool s obligations to offer L2LPs
Clarity aroundthe primary responbility of subject teacheifer the progress and care of all
students in his/her classroom, including students 8N and therefore L2LPs, in the
document would increase the L2L¥Rdueand more emphasis should be placed on the
whole-school nature of L2Rs .The SET model goes someway in supporting this and
identifiesL2LPs as an alternative programme for students with.$EWever,until the
remaining aspects of the EPSEN Act (20iddielation to IEPs@reenactedhe planning and
collaboratiorelementf L2LPs will be undermined:inally, the contribution of SNAs in
enacting L2LPs in a schoochnnot bainderestimatedClarity around their roland the
importance otonsistentommunicatiorand collaboration between teachers and SNAs for

L2LPs deliveryneeds more prominence in L2LPs documents.

Recommendations for Practice, Policy and Future Research

The research findings have implications famactice, policy and future research.
Drawing from these findings, recommendations are made for the reseaomi, 4 Ps

enactment in schools, teacher education, and future research.

The research school.

At whole-school level.

This CPD aimed to develop the capacity of teachers in order to sustain effective
engagement with L2LPs in their school. Having complé¢te CPD it is recommended that
the school formalise the inclusion of L2LPs as part of the curricular programme avtolabl

its students. The Admissions Policy and school website should include L2LPs where it
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references subjects and programmes offeretuients. The ASN Policy requires updating to

reflect the collaborative wholechool nature of L2LPs. The SET allocatioodel (DES,

2017a, 2017b), which recommends L2LPs for students with GLD, gives guidance on

inclusive practices to support inclusio®{Zb); this could be referenced when updating the

ASN Policy. I n terms of i ncl useferermestoppr oaches
differentiation will need amendments to include UDL as the school moves in this direction.

Finally, clear guidelines orsaessment and gathering evidence of classroom level and whole

school level LOs, that includes storage procedaresreqired.

It is also recommended that time for sustained collaborative planning for TLAR,
collective evaluation of practices, and deaisinaking regarding L2LPs be formalised and
written into the relevant school policies. Based on the findings of this ssig Haddington
Road hours to facilitate this would support and sustain the development of L2LPs, and
teachers continued professiotedrning for inclusive practices generally.

Finally, L2LPs are underpinned by collaboration between teachers, patedésits
and SNAs and structures need to be in place to facilitate this. Learning outcomes should be
planned, monitored and reviewedhvthe student and parents at regular intervals. Due to
SNAs working with more than one student it may not be possiblaém to attend all
meetings, therefore structures should be established for to allow teachers and SNAs to
communicate beforeand afte meet i ngs t o share feedback on
SNAs on meeting outcomes. SNAs should also be invited doliHgton Road meetings
regarding students with SEN and participate in all school development days if they are to
support students anddchers during curriculum change, inclusion initiatiaesl other

policy change.

At classroom level.
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Based on the findigs, teachers will need to redevelop subject department schemes of
work to include L2LPs connections. However, schemes need a clesnetd that these
connections are suggestions and that L2LP LOs chosen for students are based on their
individual L2LP. Teacherélesson plans and lesson activities should reflect these individual

LOs.

L2LPs enactment in schools.

At school level.

The SH allocationmodel recommends L2LPs as a programme for students with
GLD, thus every school should offer L2LPs if thisst meets the needs of a student with a
low mild to high moderate GLD. This will require schools to evaluate their support structures
atclassroom ad wholeschoollevels anddevelop their inclusive practices to include L2LPs.
This work could be aligned \heénhctmertdf b2bHss 6 SSE
being one SSE goal. The SSE (DES, 2016b) provides a structured approacimitogp!
enading and evaluating actions for improvements in schools and is consistent with FJC
enactment in terms of the learning, teaching and assessment practices required when
engaging with junior cycle (DES, 2015b). The S#&cessonsiders individuaand school
contexs, allowing schools to select what is most relevant to their needs and situation, giving
schools the flexibility to decide what to focus on. Additionally, schools should utilise the
Inclusive Education Framework (NCSE, 2011) as a sal@flectionand planning tool to
support the SSE process relating to L2LPs enactment. Schools could focus on the themes of
whole-school planning, communication, teaching and learning strategies, and classroom
management (curriculum implementation). Thésartes aligrwith the SSE four domains
the O0teaching and | eleanerioumogrie, Isatner expamences, of pr a

teacherso individual practice, and teacherso
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At national level.

Schools can only do so muand the ralisation of new curricular programmes such
as L2LPs needs support at national level. Findings indicated that the visibility of a
programme can impact the value schools and teachers place on it. Therefore, it is
recommended that the DES delieclear mesage on the status of L2LPs as a programme
for schools. The SET model (DES, 2017b) goes
providing L2LPs where appropriate for the student. However, the FJC document (DES, 2015)
and related circulars (O35 2014, 206, 2017c) appear to portray a hierarchy in terms of
priority with L3 subjects receiving most support. Thus, it is recommended that DES
communications regarding the FJC provides further clarity on aspects of the junior cycle
pertaining to L2LPspatrticularl in the areas of professional time and support for schools.
Additionally, DES representatives engaging with the public regarding junior cycle, inclusion
or L2LPs/L1LPs should have an appropriate level of knowledge and understanding of each
element and he they connect with the others. This is particularly relevant for the
Inspectorate. In the context of this study, it is recommended that all ptiraadypost
primary inspectors should be provided with PD on L2LPs in order to support their

eng@ement withschools.

Teacher education.

Development of CPD for L2LPs.

In terms of CPD a move away from the transmissive and cascading models of CPD

predominantly favoured by DES is recommended. This requires the DES teacher education

17 Speciabkchools fall under the remit of the primary sector. Thereforémairy inspectors need to be
knowledgeable in posgprimary programmes delivered in special schools. At the time of writing these
programmes were the L2LPs and L1LPs.
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support services testructureCPD delivery to focus on the quality of the programme

delivered rather than the quantity of schools and teachers. Contextual dimensions relevant to
policy enactment and effective professional learning should be considered as part of the CPD
desgn. Therefoe, it is recommended that the DES acknowledge the need for every teacher to
engage with L2LPs CPD to support students in their classes doing a L2LP. Finally, L2LPs
CPD is recommended for teachers, SNAs and other members of the school cgnmmiunat

with the School Inclusion Model (NCSE, 2018). This will require CPD support services to
reconsider who CPD is available to and how best to offer relevant support to teachers and
SNAs on inclusive practices that they will be engaging in together.

Basedont hi s studyodéds findings it is recommend
place within the school, allowing for retiine job-embedded experiences specific to the
school 6s context. This aiteiCgDnbecausa collabdmtarsle ar ¢ h
deweloping a sense of ownership is most effective when participants are from the same school
inquiring into the same contexts (Cochi@mith & Lytle, 20®; Opfer et al., 2011). The
challenge to this is recognised; designing a general CPD programirgood pactice and
problemsolving templates that are meaningful across school context will be difficult for
teacher educators (Furner & McCulla, 2018). FurthermorsjterCPD does not facilitate
collaboration beyond the school setting, somethingheaadn ths study considered a
beneficial aspect of their JCT subject cluster days. Therefore, L2LPs CPD thatfrooves
the particular school context to subject department PLCs within the school, progressing to
PLCs outside the school may be worth inigeging. The development of school and subject
PLCs to support teachers develop inclusive practices could be incentivised within the Cosan
framework (Teaching Council, 2016) and a mixture of blended and online approaches should
be considered. The decisiohparticpants to collectively Facetime the researcher from

school was an interesting choice which warrants further investigation. In an era of online and
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blended teacher education programmes an examination to evaluate if this delivery approach is
fitforpurposen a national scale could I mMdCPD educal

design and delivery model

Development of teacher education generally

One of the key findings of this study was the importance of being able to contextualise
knowledgeand skills in the work environment. This has implications for ITE and CPD
designers. Teacher education needs to provide the foundational knowledge ahar skills
inclusive education to facilitate this contextualisation. ITE for4poshary teachers shaill
generalise this across disciplines and provide opportunities for students to reflect on how this
knowledge is translated into practice on school placemieatthermore, consistency across
providers in the quality of inclusion modules and the permeafiarclusive education is
required. Core elements of inclusive teaching: assessment and profiling, collaborative skills,
teaching approaches, and monitoring agviewing should be a mandatory element in all
teacher education programmes including, ITEjettkCPD and all JCT CPD. The
permeation of inclusive education practices across subjects and increased input on subject
specific strategies for inclusion islevant to CPD and ITE providers. Therefore,
opportunities for teacher educators to engage ifepsmnal learning for inclusive practices
is essential; a point that emerged as a significant issue in the NCSE (2018) review of ITE

from an inclusion perspéce.

Future research.

The smalscale and contextual dimensions of this study mean its fiadairay not be
generalisableA large-scale study encompassing different school contexts to evaluate the
impact of this model of CPD on L2LPs enactment woulthBmative and shed light on the

transferability, or not, of this study. Furthermore, a lesggde study might give insights into
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the i mpact of this model of CPD on teacherso
smaltscale nature of thistudy did not capture.
Research using this model of ClRR@ningor ot her
would also add to these findings. Longitudinal research to assess the sustainability of
inclusive practice based on this CPD model could inforntéu@PD design for inclusive
practice. It would be interesting to revisit the study school wheynhhve completed a full
cycle of L2LPs to see if their PLC and inclusive practices are still operational and at what
level of use.
Finally, researclshould focus on eliciting the voice of other actors in the L2LPs process.
The influence of studerieacherrelationships was an unanticipated finding in this study and
the researcher found no research specific to relationships between students with GLD and
their teachers. Therefore, research into this area would add new knowledge on inclusion of
students withGLD in schoolsLimited information was sought from students, paresmtsl

SNAs in this study thus there is an aspect of L2LPs enactment yet tolbeedxp

Concluding Remarks

This study demonstrates the capacity foobaborativewhole-school model bCPD
to impact teacher change for inclusive practice and the enactment of L2LPs. The study offers
interesting findings on L2LPs enactment in a maessh setting and the role of CPD in the
development of teacher professional learning for change. Thema#uof contextual
dimensions on professional learning and policy enactment became evident throughout the
study. Furthermore, the study highlighted ffotential of teachers to develop greater levels of
knowledge, skills and experience of inclusive practithe importance of this was evident in
teachers evolved decisianaking processes after developing an understanding of the nature
of L2LPs and whotiwas designed for. Of particular note was the emergence of student

teacher relationships as a key matordor teachers to engage with CPD and policy change.
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This research can provide a foundation upon whitlireresearch may be conductéal.
addingto the knowledge base in terms of teacher CPD and professional learning for L2LPs,
this study is significat in that it focuses ocollaborativewhole-school CPD for the first Irish
curricular programme designed for students with SEN as part of an ovegaratiusive
curriculum framework. In a time of educational review and reform, this study is important as
it can inform future teacher education programmes for subsequent inclusive curricula. These
are: the L1LPs introduced in September 2018, the Pritverguage Curriculum designed
with progression continua to support the inclusion of every pupil beirgdunted in
September 201%nd the Primary Maths Curriculum in development, also with progression
continua to support inclusion. Additionally, it cae &ssumed the Primary Redevelopment
and Senior Cycle Review process will result in further inclusive auerior programmes for
students with SEN. Each of these inclusive educatitiativeswill be accompanied by an
expectation for teachers to be preggzhto enact them in line with the SET allocation model
and any future DES directives on inclusive edwratHopefully this study will reduce
barriers to accessing CPD for inclusive practices at whcheol level, inform teacher
educators and programmedignersand benefit teachers and school leaders who wish to
engage in collaborative and reflective amizes to inclusive education policy enactment in

their school.
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Epilogue

Contact withthe research school continued after the GiIdcluded, and one year on
| returned to see firdtand how they were engaging with L2LPs. It was a busy time of year
with house exams and preparation for their first junior cycle state examinations, yet teachers
found the time tshare their experience$ld?LPs that year. Alex and Emma were doing

well in their respective programméihe principal summed up their experienoé&2LPs:

We now have students experiencing for maybe the first time that deep sense of
fulfilment, of success or knowing they caa this and feel the same as other students
in their class; of not sitting there expecting to have the lowest grade todrébeded
feeling when they get their work back. That dread has turned to anticipation.

Conversations with teachers demonstratetinbas practices developed within the
CPD were sustained afterwards, and iimdeed st
L2LPs continued. The coordinator spoke about different approaches to assessment and
profiling now in place. Teacherstalkedabput anni ng wi th every | ear ne
mind. All department schemes of work now include L2LPs LOs. It was emph#siadese
were identifiers of what could be achieved in a subject and teachers would look at them on an
individual basis whenplanmig | essons i n Ulearme@rofileiantdh2lR st uden

plan. Teachers also reflected on their concerns about ingldlLPs LOs and gathering

fal)

evidence in their classrooms prior to the CH®Id reflected die fti ni t el y i sndt
intimidating and dificult to implement as we first thought. We were concerned that students
would find it too difficult to achieve LOs ingimainstream classroom, but teachers found
this easi er t halimeforevhdleschosltcollabdoragiian evasea dontiuing
concern. However, monthly meetings as part of Haddington Road were formalised for the

following school year and weekly SNAeetings with the coordinator were taking place.

An unexpected | egacy of the CPD is the sc
that it has brought about the emergence of a UDL committee and strategic plan for the
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introduction of UDL practices as a wole-school initiative My school visit ended with a tour

of the new building where new journeys will begand the parting words of the principal:

We will be eternally grateful to you for bringing us this opportunity to be involved in

a unique and innouave programme of CPnot only in content but in delivery. It has
resulted in our development of L2L&sd UDL but most importantly it has led to
studentsdé sense of ,andbeomgmge, achi evement,

As | left the school, ending this journey gflected on those final words and my
learning within this story. | began my dodbjourney as a SET string to achieve thatense
of success, achievement, valaad belonging for every student in my school. As a SEN
Support Officer and JCT Associateehlised the influence of CPD on student outcomes as a
result of teacher learning. HoweydrCPD is not @signed to be transformative and available
to every teachersystemi de change cannot occur. Seeing t
having inclsive programmes such as L2LPs is insufficient if the infrastructure toteeatct
is not in place. My stués unveiled the muliayered and interconnected facets of education,
policy enactmentand teacher learning. | interrogated L2LPs in a new lighighinformed
my CPDdesignand my new role as an NCCA Education Officer. | realised the importance of
thewritten document and how it can be interpreted from different perspectives. | transferred
this learning into my approach tadting L1LPs and commuicating its key messages, value
and status to stakeholders. As | engage with colleagues, teaotterther stakeholders as
part of primary redevel opment and senior <cyc
pictured per spec:treflea, | think bfmy sister. W stilllgiveroet to heh s |
at home, as siblings do, for not taking r@sgibility, depending on others to help her, @und
everything else in between. Mostly reallyhink what if? But | also think whatanbe for
students wth GLD or any SEN today and in the future if we embrace inclusive programmes
such as L2LPs and sump every teacher to build capacity in inclusive practi¢asank you

to this school for showing what can be.
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Appendices

Appendix A L2LPs CPD from 20152018

Number ofteachers and schoalho attended L2LPs CPD from 202518

School CPD Attendance*
Year
2015/2016 Whole-School CPD (school closure days) 56 Special Schools
705 teachers & SNAs
2016/2017 2-hour sessions in pegrimary schools (SEN 26 schools
team or whole school) 126 teachers

L2LPsElective: Posprimary Cluster Day 124 schools
292 teachers

Special Schools 56 schools
613 teackrs & SNAs

Level 2 & 3 Special Schools (in conjunction 13 schools
with Whole School Team) 113 teachers

Principal s Overvi e 8schools

(1 session) 15 Principals with
SEN/Learning Support
Coordinator

2017/2018 Leadership and L2LPs 15 venues/171 schools

342 teachers and Principals
(principal plus 1 SET per
school)

PostPrimary Cluster Days: Getting to Grips 44 clusters/ 164 schools

with PLUs 407 teachers
Special Schools 57 schools
668teachers
PostPrimary School Visits 27 Shools
ElectiveWorkshopsWebinars 83 teachers
1.Introduction to L2LPs 120 teachers
2.Practicalitiesof implementing L2LPs 62 teachers

3.Sourcing & Resourcing L2LPs

*Numbers based on sign in sheets, some teachers may have been present at several CPD
sessions throughout this period.
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Appendix B Contrasting Characteristics of Five Qualitative Approaches

(Creswell, 2007
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