
1 

 

The ‘Prevent Duty ’(Counter Terrorism and Security Act 2015) and its impact 

on English secondary schools and colleges: A view from Leadership. 

 

Adam Peter Lang M.A. 

UCL Institute of Education  

Education  
Department of Curriculum, Pedagogy and Assessment 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

 

I, Adam Peter Lang, confirm that the work presented in this thesis is my own. Where 

information has been derived from other sources, I can confirm that this has been 

indicated in the thesis. 

 Adam Peter Lang   



2 

TABLE OF CONTENTS                                                                                                                                Page No 

 

 

Abstract  6 

 

Impact Statement  7 

 

Chapter 1: Introduction and Context of my research  10 

1.1  The ‘Prevent duty' 11 

1.2 An analytical overview of the Prevent policy  13 

1.3 Research Aims, Research Questions and Conceptual Framework  15 

1.4 Theoretical Context  16 

1.5 Thesis structure  20 

 

Chapter 2: Literature Review  23 

Part A: The Prevent duty  23 

2.1 How the ‘Prevent duty’ developed 23 

2.1.1 Roots of Contemporary Terrorism 25 

2.1.2 The Emergence of New Terrorism  27 

2.1.3 From 9/11 and ‘the war on terror ’to 7/7 in London. The move from Protection 

 to Prevention 30 

2.1.4 From 7/7 until 2011 and David Cameron’s speech, as Prime Minister, to the  

 Munich Security Conference. The new focus on ‘home-grown terrorism’ 33 

2.1.5 2011 until the Manchester bombing 2017. The growth of ‘securitisation’ 37 

2.1.6 Manchester bombing to the present. A re-focus of Prevent 41 

2.1.7 Reactions to the ‘Prevent duty’ 42 

2.1.8 Free Speech and Human Rights 44 

2.1.9 Securitisation 46 

2.1.10 Far-right extremism 47 

2.1.11 Summary 49 

 

Part B: School and College Leadership  50 

2.2 School and College Leadership 50 

2.2.1 School Leadership  50 

 

2.2.2 Policy Enactment and Policy Cycle                                                                                     54 



3 

2.2.3     Schools, School leadership and neoliberalism 63 

TABLE OF CONTENTS                                                                                                                                Page No 

 

2.2.4 Ongoing Reflections 69 

2.2.5 The importance of Safeguarding as a policy concept  69 

2.2.6 The importance of Community and Localism  71 

2.2.7 Summary and Research Questions  72 

 

Chapter 3: Methodology  74 

3.1 Overview  74 

3.2 Methodological approach  75 

3.3 Qualitative Semi-structured Interviews                                                                                          78 

           Researcher Positionality                                                                                                                    79 

3.4 Sampling                                                                                                                                               81 

           Interview Schools                                                                                                                                83 

3.5 Access 87 

3.6 The Interviews  88 

 School Leaders - anonymised details 89 

3.7 Data Collection  91 

3.8 Approach to my analysis  93 

3.9 Ethics  96 

3.10 My own position/reflexivity 100 

3.11 Summary 101 

 

Chapter 4: A Spectrum of Perceptions: Insights on the ‘Prevent duty’ 103 

A) School leaders’ perceptions of the ‘Prevent duty’ 104 

A.1 The perceived acceptance and perceived scepticism amongst school leaders  

 of the ‘Prevent duty ’ 104 

 A.1.1 Perceived acceptance 104 

 A.1.2 Perceived scepticism 106 

A.2 Perceptions on Prevent training and training for school leaders and its practice 109 

A.3 Resisting practices - School leaders ’perceptions on experience 115 

A.4 Perceptions about Freedom of Speech  120 

A.5 Safeguarding  123 

B) The factors that shape these perceptions  129 

B.1. The context of the school  129 



4 

 B.1.1 The School’s Cultural Diversity 131 

 B.1.2 The School’s Community including parents and families 133 

 B.1.3 The School’s Values and Ethos 136 

TABLE OF CONTENTS                                                                                                                                Page No 

 

 B 1.4 The School’s Reputation  137 

B.2 Localism - understanding the ‘Prevent duty’ and policy enactment  139 

Summary – What the research findings show 143 

 

Chapter 5: ‘Shadow Boxing’: The Personal and Institutional Impact of the ‘Prevent duty’  146 

Shadow boxing 147 

A.1 Policy Enactment: The Impact of the ‘Prevent duty’ on school leaders 149 

A.1.1 Policy Mitigation  149 

A.1.2 Dealing with a Hierarchy of Policies and Policy Overload  152 

A.1.3 Professional Pressure  155 

A.1.4 The Tension between Professional Autonomy and Professional Accountability  157 

A.1.5 The Impact on Leaders ’Professional Experience  162 

A.1.6 Empathy  165 

B.1 Policy Enactment: The Impact on the ’Prevent duty ’on the practices of schools  166 

B.1.1 School Policies 167 

B.1.2 The Curriculum 168 

B.2 The Growth of ‘securitisation’ 171 

B.3 The Impact on Free Speech - ‘A Chilling effect’?  179 

B.4 Tackling and teaching controversial issues 184 

C. Language 185 

D. Racism and Hidden Racism  188 

Summary  191 

 

Chapter 6: Conclusion - The messiness of Enacting the ‘Prevent Duty’ 195 

6.1 Research Questions and Findings  195 

6.1.1 Positive Views and Criticisms  197 

6.1.2 Safeguarding  199 

6.1.3 Primary and secondary discourse 200 

6.1.4 Experience 201 

6.1.5 Sense-Making 201 

6.1.6 Context 202 



5 

6.1.7 ‘Securitisation’ 203 

6.1.8 ‘Responsibilisation’ 205 

6.1.9 Localism  205 

TABLE OF CONTENTS                                                                                                                                Page No 

 

6.1.10 The need for thinking space  206 

6.2 The ‘Prevent duty ’in an ‘Age of Anger’ 207 

6.2.1 The Care of the Self  210 

6.3 Limitations and Challenges  211 

6.4 My Reflections  213 

6.5 Ways Forward- Future Research and Future Policy  215 

6.6 Final Thoughts  218 

 

Appendices 

Appendix 1: School Leaders ’anonymised details 221 

Appendix 2: Presentation to BERA Leadership Conference 2018 222 

Appendix 3: Audio Recorded Interviews – Consent Form 225 

 

References 226 

 

Primary Documents including Government Documents 241 

 

List of Figures 

Figure 1: Thinking about policy enactment (Ball et al 2012) 55 

Figure 2: The ‘delivery chain’ 59 

 

 

  



6 

Abstract 

 

In July 2015, a legal duty, popularly referred to as the ‘Prevent Duty’, came into force requiring that 

‘specified authorities ’in England, which included schools, show ‘due regard to the need to prevent 

people from being drawn into terrorism’. Prevent, developed by the Home Office in 2003 outside of 

full public scrutiny, and only fully operationalised following the 7 July 2005 London bombings, has 

consistently been the most contentious element of the UK Government counter terrorist strategy 

CONTEST. An examination of the literature about the development and impact of the ‘Prevent duty ’

and on educational institutions showed a lack of research on how the Duty has been received, 

appropriated, and implemented by school and college leaders. There are studies on the ‘Prevent 

duty’ and teachers but not specifically on school leaders. This led to the key research question of the 

thesis:  How has the ‘Prevent duty’ been interpreted and enacted in selected secondary schools 

and colleges in England by school and college leaders?  

 

Data was collected through face to face, recorded, semi-structured interviews with school leaders in 

a range of schools and colleges in three geographical locations, Greater Manchester, London and the 

South, Kent, and Sussex. This was augmented by relevant document analysis of school policies. 

Drawing upon Stephen J. Ball’s work the thesis analyses policy enactment in this case of a 

contemporary statutory education policy. Applying Foucault’s toolbox of methods, concepts and 

perspectives as a theoretical lens, the thesis seeks to make sense of policy, leadership, and policy 

enactment within the phase of ‘muscular liberalism’ and within the global context of an ‘Age of 

Anger’. 

 

The data revealed different views and responses to the ‘Prevent duty’ by school leaders, some 

positive some critical; the over-arching influence of safeguarding; the rise of ‘securitisation 'in 

education; the growth of the ‘responsibilisation ’of school leaders; the surprising effects on free 

speech; the ongoing tension between school leaders ’autonomy and accountability; school leaders ’

agency as ‘sense-makers ’in enacting policy and the need to reconsider school leaders ’

professionalism and their training both in relation to the ‘Prevent duty’ and their wider role.  

 

The significance of this study is that it informs our theoretical understanding of the ’Prevent duty’, 

policy enactment and school and college leadership and provides important empirical data as well as 

key recommendations for policy makers, school leaders and educationalists moving forward 

designing and implementing counter terrorism policies for schools and colleges.   
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Impact statement  

 

This thesis examines how the ‘Prevent duty ’(Counter Terrorism and Security Act 2015) a 

controversial and contentious policy has been perceived and acted upon by school leaders and how 

it has played out in English secondary schools and colleges. The thesis focuses on school and college 

leadership and policy enactment and seeks to add to our understanding of the policy itself and what 

it means to be a school leader and how school leaders enact policy in an era of ‘muscular liberalism ’

and within the global context of an ‘Age of Anger’. 

 

The thesis impacts inside and outside academia and is intended to appeal to a range of different 

audiences including academic scholars, school and college leaders, policy makers and those with an 

interest in the ‘Prevent duty’and policy enactment.  

 

As an engaged scholar I am actively involved with other academics studying in this field both at UCL 

and beyond, for example within a special interest BERA group (BERA, The Prevent duty, March 2018) 

speaking, presenting papers and sitting on academic panels (Dialogue Society 2019, 2021). I have 

also been involved and worked with young people, school leaders, teachers, community leaders and 

policy makers in this subject area.     

 

I have shared some of my findings and my approaches in several different academic journals and 

organisations including BERA where I have presented an individual paper and contributed with other 

academics in the field to a well-received symposium at the online BERA 2021 Annual conference. As 

a consequence, my work has been followed up by BERA with a podcast in their successful podcast 

series, and an interview with the BERA chief executive, showcasing different people throughout the 

educational research field. I have contributed a section of my work as a chapter for a forthcoming 

book on education and am engaged in writing a further paper for an academic journal. 

 

I believe that the model of fieldwork that I undertook could be helpful for my future research and 

for other researchers as many academic research scholars continue to face difficulties and obstacles 

in gaining access to educational institutions. There are difficulties in gaining the necessary 

professional trust and confidence with school leaders, teachers and school staff particularly when 

researching such a sensitive and controversial subject as the ‘Prevent duty’. I have presented at a 

BERA leadership conference 2018 on the challenges of gaining access to schools and colleges to do 

research in sensitive subjects. I have formally and informally given advice to doctoral students at UCL 

and beyond on issues of access and ethics in educational research.  
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Furthermore, I have spoken at several national and international academic conferences on my work 

including at UCL summer conferences including a symposium on the ‘Prevent duty’and FBVs with 

fellow research scholars in 2019. I attended and presented at the first 2019 International 

Conferences of the journal ‘Scuola Democratica ’at the University of Cagliari, Sardinia and as a result 

was asked to write a paper which was published by Il Mulino, an influential Italian journal in 2019. As 

a result, following interest in my research and work, I was invited to participate at the second 2021 

International Conferences of the journal ‘Scuola Democratica ’and did so online in June 2021. I 

presented a peer reviewed paper at the Dialogue society in 2019 which was published in their 2019 

Journal of Dialogue Studies vol 7 (2019). 

 

I have spoken informally to several key policy makers and politicians involved in the ‘Prevent duty ’

including a former home secretary and former head of M15. Both asked me to brief them on the 

thesis and its findings. There has been an interest in my work and research internationally. It is 

important to share my research and findings in an international context considering the continuing 

developments in counter terrorism policies and the significance and influence of the U.K.’s ‘Prevent 

duty’. I have used the title ‘See it, say it, sorted ’taken from the London Transport Posters to link my 

research to the daily reality and language used to promote the policy with the public. I was accepted 

to present a paper at a Chinese university linked to UCL but after some thought, given the sensitive 

nature of my research into counter- terrorism and the challenges to Citizenship in China and Hong 

Kong, I decided not to attend.   

 

Outside of academia linked to my work in the media as an education consultant I have spoken and 

contributed to discussions about what my findings say about professional practice, for example on 

‘Prevent duty ’training and school and college leaders ’training. My media appearances include L.B.C 

radio, The Daily Mail, BBC and GB TV. I believe in communicating with a wide range of audiences 

including those with whom it is possible to disagree, especially in relation to their editorial line.  

 

I have presented and spoken to school leaders including at the ASCL Annual Conference 2018 and as 

an education leadership consultant. ASCL has a stated aim of using evidence -based research in 

order to influence educational policy and as a key player in the field of education and school and 

college leadership have encouraged my work. 

 

It is hoped that the thesis and its findings can play a small part in the ongoing educational debate 

between academics, school leaders and teachers and policy makers on how policy is done and what 

support is needed to enable leaders to enact policy. At the time of writing the ‘Prevent duty ’is 
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subject to a long overdue statutory review. It is significant that the review of the ‘Prevent duty’, 

required by law, called for by The Home Office and led by Lord Carlile in August 2019 looking at the 

Government’s counter-radicalisation and ‘Prevent ’strategy, has not taken place. The Review was 

mired in controversy (Independent 2019) from the outset with questions being raised regarding its 

independence and its credibility as well as concerns over the confidence it can instil within the 

communities that make up the U.K. Lord Carlile was forced to step down as Chair and the review has 

been further delayed. The Coronavirus Act (2020) has given the Government unprecedented powers 

and this together with greater surveillance powers has enabled the statutory review of the ‘Prevent 

duty ’to be further delayed. The appointment of William Shawcross in 2021 to chair the review has 

caused further concern and lack of trust within many communities and organisations and has led to 

a coalition of 17 human rights and community groups boycotting participation in the government’s 

Prevent review believing it will ‘rubber-stamp ’the existing anti-radicalisation strategy (Guardian Feb 

2021) and calling for an independent review. This Thesis hopefully can contribute to this much 

needed debate and review.  

 

 Undertaking the work for this thesis has impacted upon me professionally and personally and has 

enabled me to become a critical scholar and indeed ‘disruptive scholar ’to further consider how we 

are made subject and importantly to think differently about education and learning in order that we 

continue to be disruptive, critical and questioning scholars in this ever developing ‘Age of Anger.’ 
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Chapter 1: Introduction and context of my research 

 

In the autumn of 2015, a parent came to ask my advice about a relative at a school outside of 

London who had been referred to the Channel programme, a multi-agency scheme which according 

to the Home Office (HM Government Channel Duty guidance 2015: 2) existed to ‘provide support for 

people vulnerable to being drawn into terrorism’. The child, aged fifteen, had been referred for 

allegedly speaking up for the Palestinian state in a discussion with fellow pupils. The woman a 

successful, educated, Muslim businesswoman and British citizen spoke of the ‘humiliation, shock and 

anger ’that she and her extended family felt when they heard of this accusation – they no longer 

believed that they were equal citizens in their country. This case confirmed the reservations that I 

had regarding the new ‘Prevent duty ’and made me reflect as a Head teacher and teacher and 

question this policy. My concerns and questions motivated me not only to research the ‘Prevent 

duty ’in its practical and operational effects, but also to consider the need for this very significant 

and new ‘Prevent duty ’to be researched and studied in a rigorous, academic, theoretical and 

systematic way.   

 

The ‘Prevent duty ’In July 2015 had come into effect prior to the above incident, as a legal duty it 

required that ‘specified authorities ’in England, which included schools as well as colleges, show ‘due 

regard to the need to prevent people from being drawn into terrorism’. This is popularly referred to 

as the ‘Prevent duty ’(Counter Terrorism and Security Act 2015).  

 

These duties, which had not existed in previous periods such as the Troubles1 in Ireland and the U.K., 

created new challenges and demands for school and college leaders in carrying out their work (Riley 

in Earley and Greany, 2017) As yet no systematic study on the way the ‘Prevent duty ’is viewed and 

has impacted on leadership in English secondary schools has been published. Busher et al (2017) 

produced a limited study on teachers and schools, two years on from the arrival of the legal duty. 

Their report did not refer to leadership specifically and recognized that more research is needed on 

the ‘Prevent duty ’and more evidence gathered of how it has played out at ground level.  

 

This thesis aims to add to our body of knowledge about the ‘Prevent duty ’but also to illuminate how 

policy is enacted. I am interested in how schools and colleges and in particular school and college 

leaders perceive policy and ‘do ’policy, in this case the ‘Prevent duty’, and how it plays out in our 

 
1 The Troubles-the period of conflict and violence known internationally as the Northern Ireland conflict in The U.K. and 
Ireland, 1968- 1998. 
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schools and colleges. In undertaking my research, I wish to utilise some of the tools and concepts set 

out by Ball et al (2011) in their helpful theory of policy enactment in schools.  

 

It is significant that despite political representations and pressure from human rights groups such as 

Rights Watch UK (Guardian February 2020) a number of government reviews of the Prevent strategy 

have been proposed but not taken place and that during the passage of the Counter Terrorism and 

Border Security Act 2019 on the 12thFebruary 2019 (two years ago) the government, following 

pressure within parliament, committed to carrying out an independent review of the ‘Prevent duty’. 

After a considerable delay, the new Independent Reviewer of Prevent, William Shawcross, was 

appointed on 26th January 2021 but the review’s terms of reference are still to be published (GOV.UK 

2021).  

 

My own context is that I was for over thirty years a London secondary teacher and for twenty of 

those a secondary school leader working in a range of diverse West London schools. As a school 

Leader, I was used to implementing and managing Policy and I also served as Chair of the Association 

of School and College Leaders (ASCL) Public and Parliamentary Committee. In this role I examined, 

engaged in and influenced and shaped a range of educational policies. I was very interested in the 

‘Prevent duty ’and as a result I was asked to be involved in December 2014 and early 2015, as a head 

teacher and education representative, in the consultation led by the Home Office in advance of the 

Counter Terrorism and Security Bill of July 2015. I had concerns about the statutory ‘Prevent duty ’at 

that time and its potential impact both intended and unintended. Having now left leadership in 

schools, aside from some consultancy work, I decided, after a period of reflection, to return to 

academic study encouraged by family, former colleagues and fellow academics. 

 

1.1 The ‘Prevent duty’ 

The ‘Prevent duty ’is one of the outcomes of the U.K.’s counter-terrorism strategy, called CONTEST. 

CONTEST has four elements or work streams that are known within the counter-terrorism 

community as the four Ps: Prevent, Pursue, Protect and Prepare. The aim of the U.K. counter-

terrorism strategy is, ‘to reduce the risk to the U.K. and its interests overseas from terrorism, so that 

people can go about their lives freely and with confidence’. 

 

The purpose of Pursue is to stop terrorist attacks by detecting, prosecuting and otherwise disrupting 

those who plot to carry out attacks against the U.K. or its overseas interests. The purpose of Protect 

is to strengthen protection against a terrorist attack in the U.K. or against its interests overseas and 

so reduce their vulnerability. The focus is on border security, the transport system, national 

infrastructure and public places. The purpose of Prepare is to mitigate the impact of a terrorist 
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attack where that attack cannot be stopped. This includes work to bring a terrorist attack to an end 

and to increase the U.K.’s resilience so the country can recover from its aftermath. One aim of the 

Prevent strategy, is to reduce the threat to the U.K. from terrorism by stopping people becoming 

terrorists or supporting terrorism. The overall Prevent strategy, has according to the U.K. 

government, three specific strategic objectives 

 

• Respond to the ideological challenge of terrorism and the threat we face from those who 

promote it.  

• Prevent people from being drawn into and supporting terrorism and ensure that they are 

given appropriate advice.  

• Work with sectors and institutions where there are risks of radicalisation that we need to 

address. 

 

The ‘Prevent ’element of The United Kingdom’s Strategy for Countering Terrorism goes back to 2003 

and emerged following 9/11. Prevent, first developed by the Home Office in 2003 out of full public 

scrutiny, and only fully operationalised (Omand 2010) following the 7 July 2005 London bombings 

(7/7), has consistently been the most controversial and contentious element of CONTEST (Griffith-

Dickson et al 2014) and will be the focus of my thesis. A revised version of Prevent was first made 

publicly available in 2006, after 7/7 further revisions were published on 24 March 2009 and again in 

April 2014.  

 

In 2011 the then Coalition government created an explicitly changed Prevent strategy to deal with all 

forms of terrorism and to target not just violent extremism but also non-violent extremism ‘which 

can create an atmosphere conducive to terrorism and can popularise views which terrorists exploit ’

(HMG 2011 Prevent strategy). Prevent remained a central part of the overall CONTEST policy and 

was designed ‘to prevent people from being drawn into terrorism ’(HMG 2011: 6). 

 

The ‘Prevent duty ''of 2015 broadened and significantly changed the Prevent element of the overall 

counter terrorism strategy as for the first time it placed a specific legal responsibility on schools and 

colleges to play a key role in the prevention of extremism and terrorism. The Government defined 

extremism in this new duty as ‘vocal or active opposition to fundamental British values, including 

democracy, the rule of law, individual liberty and mutual respect and tolerance of different faiths 

and beliefs ’(HM Government Counter Terrorism and Security Act 2015, s.26). 
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Most scholars and the literature on the ‘Prevent duty ’consider the policy as having two phases or 

periods.  In their seminal work on the ‘Prevent duty ’and schools Busher et al (2017) identify a 

Prevent 1 from 2007-2011 and a Prevent 2 from 2011-Present. 

 

1.2. An analytical overview of the Prevent policy 

The counter-terrorism policy, of which Prevent is a part, needs to be considered in its wider political 

and policy context as well as within the more immediate context and work of both the DFE and the 

Home Office.  

 

I recognised early in my examination and research on the ‘Prevent duty ’and its impact on schools 

and colleges and school and college leaders that I needed to locate the policy and understand it 

within the prevailing and developing geo-political contexts and dynamics including the changing 

nature of neo-liberalism and the growth of economic and political populism.  

 

Putzel (2020) along with other scholars detects certain geo-political shifts that have taken place in 

the 2010s particularly in rich and middle-income societies, in developed and developing countries 

that challenge some of our thinking about neo-liberalism. He identifies the rise of right populist 

politics in several countries including the Philippines, the US, Italy, India, Brazil and the U.K. He 

argues that a new set of right populist politicians, policy makers and actors have emerged who 

challenge as political ‘outliers ’the neo-liberal status quo. If these developments do not mark the 

end of neo-liberalism, they determine a new phase. In an Open Democracy article Meadway (2021) 

adds to this narrative by pronouncing ‘Neo-liberalism is dying’. These changes have had implications 

globally for social policies and here in the U.K.  

 

The first responsibility of government is as a protector: protecting citizens from violence (Hobbes, 

1651) and hence in the UK, as in any other state, the desire is for national security. There exists in 

liberal states an ongoing tension between the primary responsibilities of security and freedom, and 

this is being played out in the creation and implementation of the ‘Prevent duty’. The Prevent 

strategy is situated within this context where real and perceived threats of terrorism have brought 

this responsibility to the forefront. The context is complicated by the fact that we are also witnessing 

a period, when liberalism and neoliberalism economics are being strongly challenged; a period of 

economic and cultural insecurity where some argue that the liberal progressive consensus is 

breaking down and economics and politics are moving in a post-liberal direction (Pabst 2017; 

Brender and Pisani 2010; Mason 2015). Pabst (2017) argues that in the U.K. and elsewhere there has 

been a rejection of progressive liberalism, in the economy a shift from rampant market capitalism, in 

society a shift from individualism and egalitarianism, and politically as seen with the Brexit 
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referendum. It is important to view ‘post-liberalism, as a political concept, and neoliberalism, as an 

economic concept, as different but they also overlap and influence each other.   

 

Neoliberalism is a stage of economic capitalism and whilst this phase may not be in terminal decline 

it is important to examine its dynamics and changes. Scholars such as Pabst (2017) argue that there 

is a need to debate theories of neoliberalism which have become a normative and political construct 

sometimes elevated to an expert narrative and often asserted. This thesis focuses on policy 

enactment, the ‘Prevent duty ’and school leaders but there is a thread running through the work 

and findings which point to the policy being in these wider political and economic debates and 

discourse.  

 

Whilst aware of these emerging views of neoliberalism, this thesis, which is about a specific policy 

and its implementation and impact in schools and colleges, falls short of critiquing neoliberalism as 

an overarching concept but in analysing the ‘Prevent duty ’a key policy in the era of ‘muscular 

liberalism ’seeks to shed light on the growing and everchanging dynamics of neoliberalism. 

 

My thesis focuses on the ‘Prevent duty ’and policy enactment but at the outset wishes to place the 

policy and its enactment within this broader context where neoliberalism can become the dominant 

discourse when applied within different strands of education research. I suggest that there are 

limitations and complications inherent in such theorising and in the spirit of critique and scholarship 

wish to think through the utility of neoliberalism around issues of education and education policy, in 

this case the ‘Prevent duty’, as well as engaging with the tensions and struggles arising from this 

critique.  

 

The thesis places the Prevent strategy within the new ‘post-liberal ’age (Kettle 2016) where it is 

important not to pronounce the death of liberalism prematurely but to recognize a new political, 

economic, and social discourse. In his book Age of Anger Mishra (2017) claims that we are living 

through a volatile and angry era, where an anger has been created by the practice of neoliberalism. 

This anger has in part been as a reaction to the failings and shortcomings of neoliberalism. In the 

Age of Anger (Mishra, 2017) offers a perspective which enables scholars to re-consider these 

challenges to ‘neoliberalist ’hegemony and thus place Prevent within the pervading discourse 

influenced by a range of factors including the consequences of the 2007/2008 economic crash, the 

rise of ‘populism ’and the vote to leave the European Union (Brexit) in 2016. Mishra (2017) expands 

his thinking further against a background of weakening Anglo-American hegemony and challenges to 

liberalism.  
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At the start of my fieldwork in the UK it was possible to detect small but significant challenges to the 

tide of neoliberalism with the re-nationalisation of the East Coast Rail Line in June 2018 and 

Birmingham Prison in August 2018. In the UK General Election 2019 the Labour Party presented a 

manifesto to the electorate of significant state intervention which though unsuccessful pointed to 

separate ways of considering economic and social policy. Other examples of more assertive state 

interventions can be seen in the U.K. with the nationalisation of a steelmaker, threats to major 

Premier league football clubs with government ownership and the blocking of the sale of a silicon 

chip designer ARM to a US manufacturer (Open Democracy 2021). Some including Meadway (2021) 

and Putzel (2020) see that the way capitalism has been run over the last 30 years as neo-liberalism is 

changing, re-focusing and developing.   

 

The COVID-19 pandemic has led to enormous state intervention and state control around the globe 

at a level not seen in peacetime in the UK. The 2021 Chilean election result, In the home of neo-

liberalism, suggests wider geo-political change. It remains to be seen whether these are part of a 

wider economic and political change. But in the context of my thesis Mishra enables scholars and 

commentators to recognize that many of the dynamics that exist today can be in a much earlier 

period and that policy makers and politicians missed and failed to identify them in the pre-Prevent 

phase and early phases of Prevent. 

 

I entered my study of the ‘Prevent duty ’wishing to detect its impact on schools and colleges and on 

school and college leaders and that remains the key focus of my study and research. But in 

addressing my research questions the thesis touches on the context in which the policy is made and 

shaped and whether it is possible to position the ‘Prevent duty ’within the influences of populism 

and neoliberalism in the U.K. and the emergence of ‘muscular liberalism ’as a policy context and, 

within these changing dynamics, the further securitisation of education within the state.   

 

1.3. Research Aims, Research Questions and Conceptual Framework 

My key research aim is to find out how the ‘Prevent duty ’since its introduction in 2015, has been 

enacted by school and college leaders in secondary schools and colleges in England; and to discover 

to what extent, if any, the ‘Prevent duty ’has ‘securitised’education and what effect, if any, it has had 

on free speech in schools and colleges. My specific research questions were shaped, refined, and 

formulated following my literature review.  

 

The thesis considers the way in which leaders, using the Association of School and College Leaders 

eligibility for membership (Head teachers, Principals and Senior Management Leadership Teams), 

engage with the policy and how the ‘Prevent duty’is enacted. To answer my key and subsidiary 
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questions and to fill a theory and critical engagement gap it is important to know about the ‘Prevent 

duty ’and its history and development as well as what it means to be a Leader in a secondary school. 

 

Using Foucault as a lens to examine the ‘Prevent duty ’I wish in my research to consider policy 

enactment by school leaders and to see if it is possible to ‘show that things are not as obvious as 

people believe ’(Foucault 2002: 456). My research questions seek to understand how the ‘Prevent 

duty ’is playing out in English secondary schools, and in the process of critiquing, probing and 

analysing it, recognises that ‘Foucault offers not solutions but practices ’(Ball 2017: 36). 

 

1.4. Theoretical Context 

I use Foucault as my theoretical lens, to explore how it is possible to think differently and as Ball 

(2017) encourages us to use Foucault to enable us in our educational present to think education 

differently, about how we problematise, research and make sense of education. In this case the 

‘Prevent duty ’and its perceived impact on selected English secondary schools and colleges. In using 

Foucault (2002) and Ball (2017) when examining the ‘Prevent duty ’and its impact and enactment, I 

want to consider and ask the question how the policy has been enacted as well as why. 

 

Developing from Foucault I draw on the work of Stephen J Ball on policy enactment and his and 

others (Ball et al 2001) theoretical frameworks with which to consider policy and policy enactment. 

These building blocks provide me with a conceptual framework from which to undertake my thesis 

and to help me in framing my key and subsidiary research questions. 

 

Reading Ball including ’Foucault as Educator ‘(Ball 2017) I learnt of the need to think differently and 

apply Foucault’s method to Education and to Education Policy, to the ‘Prevent duty’, and ask how 

and not why and examine practices not solutions (Ball 2017). I wanted to consider in my analysis of 

my research what would Foucault, as a disruptive scholar, write about ‘the Prevent duty ’in this Age 

of Anger (Mishra 2017). As an academic researcher I want to become that disruptive scholar.   

 

Foucault wrote when asked about his work ‘my objective, instead, has been to create a history of 

the different modes by which, in our culture, human beings are made subjects ’(Foucault 1982: 777). 

This is the key to my thesis, using Foucault to help us to understand and see how the ‘Prevent duty ’

is a mechanism for subject making. This influenced my approach to analysing the ‘Prevent duty ’and 

how I would need to place my data within the dynamics of social policy/educational policy and 

within its relation to the state and locate the ‘duty ’within the prevailing policy discourse. I will need 

to examine how this policy was, and is, being represented and disseminated (hence the need for an 

historical overview); and, for example, how do key speeches such as Cameron’s as UK Prime Minister 
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to the Munich security conference in 2011 which spoke of the need for ‘a muscular liberalism’, 

contribute to the policy discourse and how it is articulated and then to delve deep to consider how 

does the policy work at all levels within schools and colleges. My analysis of the ‘Prevent duty ’

hopefully should further illuminate how ‘human beings (are) made subjects ’(Foucault 1982) and in 

particular school leaders.  

 

Foucault’s vectors of power, truth and subjectivity along with his concepts of ‘dispositif ’and 

parrhesia provide further useful tools to employ within my overarching theoretical lens. Foucault 

wrote about the three vectors of analysis or ‘aspects of experience’- power, truth, and subjectivity 

(Foucault 1975 in Foucault and Sheriden 2012). The thesis looking at school and college leaders aims 

to illuminate and open a window on some aspects of how power operates in schools and colleges, to 

whom and on whom within the field of education and to tease out some of the conflicting tensions 

in implementing the ‘Prevent duty ’amongst school and college leaders.  

 

There was a significant development in Foucault’s work in the last four years of his life when he 

wrote on and examined the concept of self (Foucault 2010a) , Milchman and Rosenberg (2011) focus 

on and draw together his writings and his reconceptualization of politics as ethical politics in the 

early 1980s. I am interested in drawing on this later work of Foucault on the concept of the self to 

illuminate the perceptions and practices of school leaders in enacting the ‘Prevent duty’. Foucault in 

The Care of the Self (1986) writes about how individuals were made subject according to a code of 

ethics and behaviour which leads to individuals either following rules or being converted to a certain 

pattern of behaviour. They believe themselves in need of change.  

 

In this thesis I want to examine if school leaders in relation to the ‘Prevent duty ’are being controlled 

and disciplined or are adapting to the changing policy contexts of the changing Prevent policy and if 

so in what ways. Foucault is not looking for solutions but ways of explaining so therefore it is more 

appropriate to use his ideas as a toolbox rather than a system. He also often changed his mind and 

sought to be a disruptive scholar, so how is Foucault best understood in the context of my thesis?  

How can we use Foucault’s method in education and what would he say today? 

 

Here I turn to the work of Stephen J Ball and how he and others apply a Foucauldian lens to 

education. In doing so it is important to consider questions such as how far schools and colleges are 

one -dimensional sites of power? What do we do when something becomes a problem? What is 

going on in the spaces that are created? In using the work of Stephen J Ball – his writings on the 

‘micro-physics of power’, ‘policy work ’and ‘the paradox of enactment’, it becomes possible to 

consider how policies are changed, reworked, moderated, ameliorated, and contested. The policy 
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actor positions that operate in schools as identified by Ball et al (2011) provide a heuristic tool with 

which to use within the framework of policy enactment to discover how the professional 

teacher/leader acts.  

 

Ball’s work on policy enactment enables the thesis to consider the ‘Prevent duty ’as policy being 

enacted by school leaders in schools and colleges. The practice of educational leadership in a period 

of recent rapid change has led to an extensive literature on school leadership and the thesis 

endeavours to illuminate both the ‘Prevent duty ’and policy enactment from the perspective of 

leadership and its ongoing challenges, changes, developments and dynamics.  

 

In writing about the state and the population Foucault (1967, 1976,) describes how population, a 

nineteenth century construct, becomes a concern of the state and how the state manages the 

population to ensure maximum productivity. The state exhibits disciplinary power on the population 

through institutions such as schools and prisons and regulatory power through for example control 

of knowledge. This thesis looks at both schools and colleges and within them the individual school 

leaders. Whilst writing this thesis, I have reflected on these dynamics. For the relationships between 

the state, population and power have been explicit and central to our experiences and 

understanding of the Covid-19 Pandemic (Foucault News 2020/21). Such cross referencing allows us 

to apply aspects of these critiques to our analysis of the ‘Prevent duty’.     

 

Discourse, with its stress on power relations, becomes a key concept for Foucault. He writes that 

discourses are ‘practices that systematically form the objects of which they speak… discourses are 

not about objects; they do not identify objects, they constitute them and in the practice of doing so 

conceal their own invention ’(Foucault 1976). Thus, for Stephen J. Ball ‘thus the concept of discourse 

emphasises the social processes that produce meaning ’(Ball 1990: 3) and for Foucault ‘there is 

nothing outside of discourse’. As a researcher I wish to view the ‘Prevent duty ’within this wider 

Foucauldian discourse analysis identifying how the discourse is produced to govern the population 

and in particular social groups, such as school leaders and teachers but I also want to study how the 

language and actions of this discourse is used, if at all, as a form of resistance to those in power. 

How does power operate in schools and using Foucault’s concept of discourse how can we 

understand and illuminate the role and actions of school leaders within their own institutions? In my 

research I will aim to apply an understanding of the discourse of power in relation to the ‘Prevent 

duty’, to understand how schools and school leaders are interpreting and enacting the duty and 

Prevent policy.  
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It may be possible to identify above and below the surface of policy enactment and detect a primary 

discourse relating to the ‘Prevent duty ’around the implementation of a statutory duty and the need 

for safety and security but beneath that a secondary discourse of how schools deal with this duty, 

what it is like to be a school leader and how the spaces created are filled? My work finds that there 

is a compliance culture because of the high stakes of implementing this statutory duty or not, failure 

to fully implement the duty could lead to a poor Ofsted report or indeed dismissal. Alternatively, I 

also find that there is disaffected consent, contestation or other critical response and actions. 

Analysing how schools have organised or re-arranged themselves, their systems and structures to 

deal with the duty is another important dynamic in my research and my data analysis finds a variety 

of responses.  

 

From Foucault’s ideas and his toolbox, the concepts of ‘dispositif ’and ‘parrhesia ’illuminate the 

policy of the ‘Prevent duty ’and the political and social context in which it is introduced and 

developed. The concept of ‘dispositif ’- ideas, laws, activities, policies, speeches, actions (Ball 2013). 

‘Dispositif ’is a word not easily translated, often the English word apparatus is used but for Foucault 

‘dispositif ’refers to the systems that support a discursive formation which can be administrative, 

institutional and material. In the case, for example, of the discourse of educational leadership a 

range of different objects and practices make up the ‘dispositif ’which can include structures, 

qualifications, training, professional development, courses and events (Gillies 2013: 11). 

 

Is it possible to use Foucault to consider if it is now possible to describe a new populist ‘dispositif’? 

One in which economic populism is rejecting globalisation – this discourse has been articulated by 

amongst others Donald Trump with his ‘America First ’mantra and by populists across the world. 

Zembylas (2019, 2020) along with other scholars argues how important it is to understand the rise of 

right-wing populism in Europe, the United States and around the world. Within this emerging 

populist dispositive Foucault in his lecture courses in Paris (1981-84) and in Berkeley (1980-1983) 

provides modern scholars with a further very interesting tool, the ancient concept of parrhesia, truth 

telling or ‘free-spoken-nesses’, and within it the possibility to identify both good and bad parrhesia. I 

set out to consider whether it is possible to detect and argue that there is an emerging economic 

populist apparatus (‘dispositif’) challenging and overlapping with the neoliberal apparatus. And 

flowing from this, does the research evidence enable us to detect forms of bad parrhesia that appeal 

to base, xenophobic instincts in the prevailing global economic/cultural populist discourse, and 

specifically in the UK. My research findings in selected schools might speak to if and how the 

‘Prevent duty ’has been shaped by this emerging populist parrhesia. 
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Foucault wrote about neoliberalism and its complexities and power relations and in broader terms 

several academics and scholars have developed from Foucault’s lectures in 1979 his concept of a 

‘neo-liberal dispositif’. Within this discourse some have elevated neoliberalism to be the dominant 

narrative and argue that ‘we are all neo-liberals now ’(BERA Debating theories of neoliberalism 

2018). Underpinning my thesis is an acceptance of the concept of neoliberalism but also a critical 

response to challenge some of this discourse, as I speculate a critical Foucault himself would have 

done if still alive.  

 

Using Foucault as a lens and applying some of his tools of analysis such as neo-liberalism and 

‘dispositif ’it is possible to identify a recent period of ruptures that have occurred including the 

economic crisis of 2007/2008, which has seen a ‘crisis of capitalism ’and linked to it a ‘crisis of 

liberalism’. From these dynamics the different responses and reactions have supported a global rise 

of populism and anti-democratic non-liberal forms of government. Neoliberalism whilst still 

dominant has and continues to be challenged as there has been a shift away from neoliberalism, 

both economically and culturally, with the rise of the concept of economic populism. This political 

discourse can be seen across the world including in China, India, Brazil, Russia, USA, Italy, Hungary, 

and the UK. (Mason 2015, 2018; Pabst 2017).  

 

I find it helpful in summarising my introduction to return to Stephen J. Ball and his influential ‘think 

piece‘ ’What is policy? Texts, Trajectories and Toolboxes (1993) in which he writes ‘the complexity 

and scope of policy analysis ’(Ball 1993: 10) and when he asks the important question what is policy? 

He finds a complex answer in which ‘policies are also processes and outcomes ’(Ball 1993: 11). In 

considering the ‘Prevent duty ’the thesis aims to consider several of those processes as well as 

outcomes. I have explained my reasons for why I have decided to examine the ‘Prevent duty ’and I 

believe that the tools that Foucault and Ball provide enable me to undertake an in-depth study of 

the policy and its enactment from the perspective of school and college leaders. I anticipated that 

my fieldwork data would provide rich and fascinating data to analyse.   

 

1.5 Thesis Structure 

Having introduced the research issue chosen and the title of the thesis, I describe briefly below how 

the thesis will examine how the ‘Prevent duty ’is playing out in schools and colleges and is viewed by 

school leadership. I briefly outline the overall shape of my thesis and how it is organised.  

 

In Chapter 2, Literature Review, I consider, review and critique the literature on both the ‘Prevent 

duty ’and school leadership and policy enactment. I summarise the extensive literature review I have 

undertaken to understand the ‘Prevent duty ’thus far and to identify areas and gaps in our 
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knowledge that warrant further examination. These gaps and questions have shaped, created and 

informed my research questions. 

 

The Literature review for my thesis in divided into two parts. In Part A I use the literature to provide 

an analytical overview of the Prevent strategy, considering why the Policy was introduced, its effect 

(including securitisation), how it has changed and the arguments for and against. In Part B, I focus on 

concepts of leadership and policy enactment in schools and colleges using a conceptual framework 

that draws on the work of Foucault and Stephen J Ball which highlights the policy cycle and draws on 

Ball’s theory of policy enactment.  

 

I conclude that an examination of the ‘Prevent duty ’from the perspective of school and college 

leadership and how it has played out in selected schools and colleges and on the leaders, themselves 

will add to our knowledge and understanding of the subject and help fill an important gap in our 

existing knowledge and understanding. 

 

In my methodology Chapter 3 I explain how I have carried out my research in three different 

geographical areas with challenges of access given the sensitivity of the research subject and identify 

and explain the key issues that relate to my methodological approach. 

 

The Methodology chapter presents how I carried out my research and reflects on the key issues that 

related to my research approach. I provide an overview before describing and justifying the choices I 

made as I outline and explain the processes I undertook. 

  

I explain my methodological approach, mixed methods, and the important issues of access and 

sampling. The chapter describes how I went about my data collection and the issues that arose, the 

importance of ethics, and how I approached and undertook the processes I undertook in my detailed 

data analysis and within that the recognition that my chosen subject of study (the ‘Prevent duty’) is a 

sensitive and controversial topic. The chapter concludes with a reflection on my own positionality as 

a researcher and former practitioner and a short summary.     

 

In Chapters 4 and 5 I detail the major themes that have emerged from my data analysis. This is the 

guts of the thesis. The chapters have been re-worked, re-ordered and re-written to ensure that the 

data analysis, which is mixed and messy, is presented in an understandable format and answers in 

some way my original research intentions and questions. In doing so it endeavours to illuminate 

school and college leaders ’perceptions of the ‘Prevent duty ’and its impact and adds to our 
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understanding of policy enactment and how schools and colleges and school and college leaders 

‘do ’policy.   

 

Chapter 4 is titled A Spectrum of Perceptions: Perceptions of the ‘Prevent duty ’and examines the 

data and analyses school and college leaders ’perceptions of the ‘Prevent duty ’and in Chapter 5 

called ‘Shadow Boxing ’-The Personal and Institutional Impact of the ‘Prevent duty’ the thesis 

considers the impact of the ‘Prevent duty both on schools and colleges and on school leaders ’

themselves.   

 

In my concluding Chapter 6 I summarise and provide an overall meta-analysis to my findings and 

explain the specific contribution that my work makes to our understanding of the ‘Prevent duty ’and 

policy enactment as well as providing conclusions and recommendations.  

 

I revisit my research questions and summarise my findings. I identify some important differences 

and similarities to the arguments and previous research discussed in my literature review chapter. I 

also reflect on what else I have learnt from the process including reflections as an academic 

researcher and former practitioner, on my professional role and about the ethics of the research 

process. I will also note some of the limitations and challenges that I encountered and how I might 

have done things differently. I consider how my study might be taken further in future research and I 

make some suggestions as to how my findings might help school leaders, policy makers and 

researchers in the future.  
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Chapter 2: Literature Review  

 

In this Chapter I consider and critique the academic literature and the scholarship relating to the 

‘Prevent duty ’and its impact on education in England. The literature review also considers relevant 

scholarship and literature on school leadership. Although my subject of research, the ‘Prevent duty ’

is controversial and is deemed to be by some scholars ‘a hot topic ’(BERA Annual Conference 2018) 

there is still only a small but growing literature to review. In contrast there is a substantial literature 

on school leadership in the UK and beyond. Reviewing the literature on school leadership I have 

endeavoured to select contemporary scholarship and literature and where possible connect it to 

education policy and its enactment. My literature review involved broad and comprehensive reading 

and research unique to thesis writing and demonstrates critical engagement in its form of 

scholarship (Boote and Beile 2005: 7) but is deliberately focused for relevance as Rudestam and 

Newton state ‘a good literature review needs to be selective ’(2001: 59). 

  

I have decided to consider the Literature review for my thesis in two parts. In Part A I use the 

literature to provide an analytical overview of the Prevent strategy, considering why the Policy was 

introduced, its effect (including securitisation), how it has changed and the arguments for and 

against. In Part B, I focus on concepts of leadership and policy enactment in schools and colleges 

using a conceptual framework that draws on the work of Foucault and Stephen J Ball which 

highlights the policy cycle and draws on Ball’s theory of policy enactment.  

 

In my reading of the works of Foucault I was influenced by his assertion ‘that things are not as 

obvious as people believe ’(Foucault 2002: 456). I wanted, as a scholar, to consider the ‘Prevent 

duty ’and what followed and flowed from it critically and to consider that policy is never as obvious 

as it first appears to us. Ball argues that ‘Foucault offers not solutions but practices ’(Ball 2017: 36) 

and hence my work will illuminate this policy rather than make substantive claims or provide 

straightforward explanations and solutions, and in the process of undertaking my literature review I 

reflect on its impact and how this influenced my thinking and my research questions which I will 

provide at the end of this chapter.  

 

Part A: 

2.1 How the ‘Prevent duty ’developed 

Most scholars and the literature on the ‘Prevent duty ’consider the policy in two phases or periods.  

In their seminal work on the ‘Prevent duty ’and schools Busher et al (2017) identify a Prevent 1 from 

2007-2011 and a Prevent 2 from 2011-Present. This has commonly been accepted as an historical 

way in which to view the policy and is referred to for example in more recent work including Younis 
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(2020) and his attempt to unpick Prevent and how it is playing out in Health Care in England, a field 

until recently greatly under researched. 

 

My literature review, as in Part B, reflects the relevant literature and places it in a developing and 

changing context. An era when the dynamics of economic neoliberalism, as a phase of capitalism, 

and political liberalism are shifting. This is coupled with the emergence of economic and cultural 

populism and with it a growing political dynamic and discourse which, although at an early stage of 

development when the policy is first conceived, illuminates a study of the ‘Prevent duty ’and its 

enactment. These dynamics include the rise in populism and the rise of ‘post liberal ’sentiments and 

can be linked specifically to the world of education as found in the work of Zembylas (2019) and in 

examining the wider challenges to liberalism (Mishra 2017). 

 

This policy discourse can particularly be detected and found in the explicit desire from ex-Prime 

Minister David Cameron’s wish to promote a more ‘muscular ’liberalism (Cameron 2011) which 

signalled a change in emphasis and direction of the ‘Prevent duty ’as policy after the 2011 Munich 

Security Conference. For most scholars of the ‘Prevent duty (Busher et al 2017) this speech marks 

the beginning of the second period of the duty or Prevent 2. This new concept of ‘muscular ’

liberalism broadly aims ‘to clarify the core values of liberal societies and use coercive state power to 

protect them from illiberal and putatively dangerous groups ’(Triadafilopoulos 2011).    

 

The CONTEST strategy was developed earlier than 2007 and the Prevent policy, as we now know was 

first developed by the Home Office in 2003 out of full public scrutiny and its roots can be located 

earlier. To provide an analytical overview of the Prevent strategy I have broken the period, 1995 

(from the Oklahoma City truck bomb; a key moment in the international history of domestic 

terrorism) to the present, into five phases. I argue in detail below that in this way I allow scholars to 

view the policy in its wider context and draw in a range of important geopolitical and local dynamics 

and key concepts that have shaped the development and direction of the policy. 

 

As Lister and Jarvis (2013: 758) explain ‘Terrorism, as we know, did not begin on 11 September 

2001’. The U.K. has a much longer history of terrorism and counter terrorism and the Prevent 

strategy needs to be examined within this longer context. 

 

From the literature it is possible to contend that there is a tendency amongst scholars and policy 

makers to see modern terrorism as a post 9/11 phenomenon (Lister and Jarvis 2013). Drawing on 

Mishra’s analysis in The Age of Anger (2017) I argue it is possible to suggest that if we only analyse 

the U.K.’s counter-terrorism strategy and the Prevent strategy by starting in the post 9/11 phase 
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then we are missing some vital evidence and research and it is necessary to go back further. There is 

growing evidence of international links between far-right groups (Sottile 2020) some aided by recent 

developments of social media but others from much before and the notion that far-right extremism 

is a ‘lone wolf ’activity needs to be challenged. The Oklahoma bombing took place in 1995 and 

within the existing debate about far-right extremism in the U.S. in the wake of the 2020 Presidential 

election connections and overlaps are raised. The longstanding existence of ‘American Patriots ’and 

militia groups including the most recent example, ‘Proud Boys’, highlights the extent of far-right 

extremism and its roots in the U.S. and it is important to draw attention to and focus on the 

international links and connections with far-right groups in the UK. and beyond. Far-right extremism 

needs to be viewed as Muslim extremism is within this wider geo-political context.   

 

In considering the literature I have chosen to use an historical framework and have located the 

relevant literature within several chronological headings or themes which I utilise to illuminate the 

scholarly writings on the ‘Prevent duty ’and its developing context.   

 

2.1.1 Roots of Contemporary Terrorism  

In the pre-Prevent phase from 1995-2001 Britain emerged from the period known as ‘The Troubles ’

The approach and policies adopted by the UK government and its armed forces and security services 

to mitigate this unrest and violence shaped overall counter-terrorism policy significantly, even as the 

British Government was adapting and developing its counter-terrorism strategy responding to new 

events and new perceived threats. As Omand, the creator of the Contest strategy explains the U.K. 

counter-terrorism strategy at this time was dominated by experience and operation in Northern 

Ireland and of that during the end of the Cold War (Omand 2010).  

 

I have detected from the literature two significant trends that were emerging in this pre-phase 

which continued to develop and influence the subsequent phases. The two trends are the new roots 

of right- wing extremism as identified by Mishra in his Age of Anger (Mishra 2017) and secondly the 

new roots of Muslim terrorism emerging from the geo-political changes at the end of the Cold War 

associated with war and jihad in Afghanistan -the rising discontent with the West in the Muslim 

world which is transformed into a militant jihad through the Afghan war. 

 

Mishra’s work provides an important starting point for a consideration of the Prevent strategy and 

counter-terrorism policy in this new “Age of Anger” (Mishra 2017). Mishra sees terrorism in a 

complex socio-economic context rather than simply as an ideological issue. Mishra looks back as far 

as the eighteenth century and the work of Rousseau (Mishra 2017) and to the militants of the 

nineteenth and early twentieth centuries. His work shifts the emphasis away from Islam and 
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religious extremism and looks to wider political, economic and social disorders that first appeared in 

Europe but are now in his words ‘infecting ’large parts of the world including Asia and Africa. He 

enables scholars to look back, make connections and comparisons, and see that this anger was there 

prior to 9/11 and policymakers and politicians missed this growing dynamic that could and should 

have been noticed in the 1990s.  

 

A second significant factor to understand is that the roots of terrorism in the Muslim context lie in 

the playing out of the end of the cold war, its geo-politics and cold war ideology (Rashid 2002). In 

Afghanistan, with Russian engagement and invasion ’the Soviet Afghan war 1979-1989 became a 

proxy war between the USA and Russia. Scholars including Panjwani and Khimani in Panjwani et al 

(2017) identify that the Afghan War of the 1980s ‘laid the foundation of Jihadi militancy in Pakistan, 

Afghanistan and, over time, globally’. This key dynamic resulted in ‘the emergence of a military 

trained, ideologically confident and materially resourceful movement which eventually turned 

against its own creators and whose global imprints are now visible in almost all parts of the world ’

(Panjwani and Khimani 2017: 76). 

 

Afghanistan after the defeat and withdrawal of the Russians was fertile ground for the development 

and training of potential terrorists with a young generation who knew nothing other than fighting 

(Blum 2016)). The localised Jihad became global. Moujahedeen veterans were later to be found 

involved in The World Trade Centre attack in 1993 killing six, assassinations in Cairo July 1993, 

bombings in Mumbai March 1993, and uprisings in Kashmir. During the war some 35,000 non-

Afghan Muslim fighters went to Afghanistan seeing it as an act of Islamic Jihad against the ‘faithless ’

communists. Such teachings continued to inspire others including young British Muslims including Ed 

Husain who explains why he became radical as a young man in the U.K. (Hussein 2007). 

 

The imperial roots of securitisation are expanded upon by Novelli (2017) when he describes the 

creation of radicalised youth in both Pakistan and Afghanistan who had enormous and terrible 

unintended consequences for the West. These youths and their understanding of the world were 

not just ideological and based on religion but were forged within the crucible of socio-economic 

geopolitics. The literature assists in understanding the wider geo-political context of this pre- 

Prevent phase and subsequent influences and shortcomings of the policy.  

 

 

2.1.2 The Emergence of New Terrorism  

The initial assumptions and confusions as to who the bomber/s were in Oklahoma in 1995 highlights 

how at this time the public perception and policy response centred on terrorism as a threat from the 
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Muslim community alone. The BBC Radio 4 series Two Minutes Past Nine (Sottile 2020) describes 

this misplaced and incorrect analysis and narrative and how it influenced discourse and policy. The 

US intelligence agencies, the FBI and the media focused immediately on ‘Muslin terrorism’. Referring 

to such developments, scholars began to raise concerns that counter-terrorism policy and public 

discourse had disproportionately focused on Muslim citizens, exacerbating feelings of stigmatisation 

(Bryan 2017). It also raises key issues of identity within terrorism studies (Heath-Kelly 2012) and 

Government responses. This failure to identify, at this stage, the existence and growing threat of far-

Right terrorism is key to the flawed development of the Prevent strategy. 

 

The concepts of ‘Old ’and ‘New ’terrorism were both influencing counter-terrorism policies and 

political stances (Awan 2012) in this phase and beyond. Looking back at the changing dynamics of 

counter terrorism in Britain, Crenshaw (2007) distinguishes further between ‘new ’and ‘old ’

terrorism. Crenshaw argues that at the core of ‘new ’terrorism is a group of people who have no 

respect for human life and dignity; ‘new ’terrorists are fanatics unconstrained by any respect for 

human life. Violence is at the heart of their beliefs (Crenshaw 2007). ‘Old ’terrorism is based on 

more pragmatic solutions that make compromise and negotiation more likely.  

 

A key criticism of Prevent, amongst scholars (Bryan 2017) is that it only engages with part of 

Crenshaw’s model of the factors that contribute to radicalisation (Crenshaw 1991) Crenshaw 

identified three factors that contribute to radicalisation: 

 

. individual motivation and belief system 

. decision-making and strategy within terrorist movement  

. wider political and social context within which terrorist movements interact.  

 

Prevent focuses solely on the first stage of Crenshaw’s model that of the individual and their belief 

system and attention to political and social grievances is not embedded within Prevent (Hussain 

2016). 

 

The third stage of Crenshaw’s model, the wider political and social context, is central to any analysis 

of the ‘Prevent duty ’and a key factor particularly when differentiating between ‘new ’and ‘old ’

terrorism. Focusing solely on the first of Crenshaw’s three factors meant that there was a narrow 

and restricted discourse on terrorism and hence the thinking, in its pre-phase, around CONTEST and 

the emerging Prevent policy. It enabled concepts such as radicalisation as a process to develop and 

skewed the policy into a direction where it was unfairly targeted and hence stigmatised Muslims. 

Paradoxically this partial analysis led some scholars and policy makers to place little emphasis on the 
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emergence of far-right extremisms and extremists but supported the ‘lone wolf ’definition of such 

terrorist acts. This is a very significant omission from the analysis of ‘new terrorism ’and influenced 

the narrative and thinking in the UK regarding counter terrorism in this pre-phase and needs to be 

highlighted as it enabled the growing dynamics of ‘the age of anger ’to be missed at this time. 

 

Other scholars more recently provide a different view that for many years including this pre-phase 

the British Government ignored and failed to recognise along the radicalisation of a generation of 

British Muslims (Husain 2007; Frampton and Maher 2013). These scholars present a compelling 

argument that in the late 1980’s, early 1990’s, due to the restricted discourse on terrorism in the UK, 

that this country ‘opened its doors ’to radical Islamist preachers from and around the world who 

began to preach a very hardline totalitarian message about what Islam should look like (Ahmari 

2012). Omand (2017) believes that both British and U.S. intelligence agencies failed throughout the 

1990’s to grasp the potential significance of the threat from Islamist terrorist groups. My critique 

suggests that the UK was seeing and defining terrorism in an incomplete and limited context. 

Retrospectively as part of that error in this pre-phase authors (Hussein 2007) identify how this ‘new 

terrorism ’concept dominated later phases when the reality of contemporary terrorism had 

fundamentally changed. Prevent in essence was always playing catch up and responding to events 

and not being pro-active. These views directly influenced Prevent in Phases 3 and 4 but indicate 

growing perceptions and ideas that influenced the emerging Prevent strategy in its first phases. 

 

The discourse influenced by Crenshaw surrounding ‘new ’terrorism created a ‘New Terrorism ’

literature which influenced policy is useful in understanding the creation of the ‘Prevent duty’. The 

literature indicates what was missed at that time including the rise of populism and far-Right 

extremisms. This recognition is central to any consideration of changes and developments to 

counter-terrorism policy (Heath-Kelly 2012) and will be useful in identifying gaps and adding to 

knowledge and understanding in this field. I want to explore this in my field work, and how it raised 

initial thoughts about whether longer serving school leaders might perceive the ‘duty ’in diverse 

ways to younger colleagues.  

 

The British Government did in 2009 recognize that ‘a new form of terrorism(had) emerged overseas 

in the late seventies and early eighties ’(Home Office 2009a) and in response to these emerging 

views in this phase that the policy was developing as anti-Muslim. These views representing the 

Government’s priority of securing safety in society but ‘securitisation ’in response to events, would 

become stronger post 9/11 and 7/7. 
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Others recognise that in this pre-Prevent phase emerged a new counter-terrorism strategy with the 

addition of another key concept that of a ‘suspect ’community, first used in Northern Ireland 

(Hillyard 1993). A ‘suspect ’community was required and needed to be identified and labelled and in 

this phase the concept begins to be applied to the Muslim community (Pantazis and Pemberton 

2009; Awan 2012). 

 

In contradiction to the above the literature also raises questions about the concepts of ‘new ’

terrorism and the discourse pertaining to Muslims in the UK as the new suspect community was 

developing in the 1980’s but became extensive by the mid-1990’s following the 1993 World Trade 

Centre bombing and the poison gas attack in a Tokyo subway in 1995 (Hoffman 1995; Laqueur 1996 ; 

Jurgensmeyer 2000; Rapoport 2002 ).These specific examples enabled policies to be developed that 

were disproportionately unfair to Muslim communities as even pre 9/11 the concept of ‘new 

terrorism ’became influential. 

 

Yet although lessons could be learnt from Oklahoma City the focus on far-right extremism was not as 

significant in counter terrorism legislation and policy including Prevent because of an assumption 

that single sometimes mentally ill extremists (Busher et al 2017) often perpetrated these violent 

acts. The new counter terrorism thinking posited and legislation, scholars see, in Pre-Phase 1 was 

predicated on the belief in a ‘new‘ ’suspect ’community, that community being the Muslim 

community (Pantazis and Pemberton 2009). Others (Thomas 2017) see this as a narrow approach 

excluding other dynamics.  

 

The early signs of the two new types of terrorism, right wing extremists/extremisms and Muslim 

extremists/extremisms were in the first case missed and in the second mis-understood in this 

important pre-Prevent phase. After 9/11, and accelerating after 7/7, the U.K. took a particular 

journey in its counter-terrorism strategy. 

 

The Literature Review suggests in this important pre-Prevent phase that there are three emerging 

dynamics which influence the creation and direction of the ‘Prevent duty ’and Prevent strategy. The 

first is the existence and growth of two forms of terrorism which go unnoticed, a move by policy 

makers to view terrorism through the Crenshaw analysis and understand terrorism as changing from 

‘old ’to ‘new ’and the discernible shift from experience in Northern Ireland to shift the notion of 

suspect community to that of Muslims.  

2.1.3 From 9/11 and ‘the war on terror ’to 7/7 in London. The move from Protection to Prevention 

In the period from 9/11 onwards it is helpful when considering the literature to remember as Lister 

and Jarvis (2013) put it ‘Terrorism, as we know, did not begin on 11 September 2001 ’but events did 
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change the narrative and from the literature it is possible to detect a move from the concept of 

Protection to Prevention.  

 

The emerging tenets of the U.K.’s anti-terrorism strategy become more dominant (Heath-Kelly 

2012). A new ‘suspect ’community, the Muslim community, was beginning to be identified and 

labelled in this phase. Amongst some citizens the fear of outsiders in some way polluting our culture 

was growing and after 7/7 that fear became intense but changed to focus on ‘home grown ’

terrorists, insiders, as well as outsiders. There developed a tension between the view that the 

radicalisation of Muslim youth had been missed and the concept of Muslims as a ‘suspect 

community ’or that both should be viewed in a wider discriminatory context.   

 

A risk management approach (Aradau and van Munster 2008) and one believing that an educational 

response, based on the concept of risk to young people and to wider society, developed. These early 

interventions were seen to minimise the impact of multiple risk factors; other approaches utilising 

the concept of risk in this Phase include the Labour Government’s initiatives, from 1997 onwards 

such as Sure Start started in 1998, Every Child Matters launched in 2003 and Youth Justice Policy. 

These initiatives although not confined just to this phase certainly grew in influence in this period 

after 2001. 

 

The Government’s overarching policy response in the U.K. from 2001 became ‘Community 

Cohesion ’(Cantle 2005), a desire to promote cross-ethnic contact. This ‘Community Cohesion ‘policy 

emerged from a response to the 9/11 attacks of September 2001 but also to the riots in northern 

England the same summer plus intelligence highlighting the involvement of British Muslims in 

Jihadist training camps in Afghanistan from the late 1990’s onwards (Burke 2007).  

 

The analysis of the violent disturbances in Oldham, Burnley, and Bradford in 2001, which involved 

young British men and youths of Pakistani and Bangladeshi origin, described a profoundly ethnically 

segregated U.K. with different ethnic communities leading ‘parallel lives ’and having little trust or 

respect for each other (Cantle 2005)). Key previous policy approaches such as those on anti- racism 

and equal opportunities came in for criticism (Cantle 2005, Thomas 2009). Others such as (Phillips 

2005)) led a wider attack on multi culturalism and argued that it had weakened the U.K.’s ability to 

oppose terrorism through its indulgence of ethnic separation (Prins and Salisbury 2008; Thomas 

2010). 

 

These events and the new ‘War on Terror’, the wars in Afghanistan and Iraq, significantly shifted the 

discourse in Britain about diversity and multiculturalism (Osler 2009). It is possible to detect the 
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roots of a shift of thinking towards a more ‘muscular liberalism ’away from the existing consensus 

based on multi- culturalism and concepts such as cosmopolitan citizenship (Osler and Starkey 2017).  

 

In the initial CONTEST strategy (Home Office 2003) produced in this second phase the Government 

recognized that of the 4 P’s (Prevent, Pursue, Protect and Prepare) Prevent was the least developed. 

After 7/7 it was subsequently prioritised (House of Commons 2010). The literature posits a 

diminishment of citizenship rights and protections within the post-9/11 efforts to combat terrorism 

(Cole 2003; Sivanandan 2006.) as society and education became more ‘securitised ’in this era of ‘the 

War on Terror’. 

 

The Lokahi Foundation sees policy in these early years after 9/11 as a typically English way of 

‘muddling through’. Other scholars (Griffith-Dickson et al 2014) and Richardson (2015) amplify this. 

Richardson in his paper refers to ‘muddles and mixtures ’in relation to British values and British 

identity and he goes on to explore how Governments including the Coalition Government in the 

period 2010-2015 responded to, particularly in education, the muddle and mixture that existed and 

still exists around national identity. He sees that these muddles and mixtures can be seen on the one 

hand as ‘terrible ’but on the other as things to ‘rejoice in and be proud of’.   

 

Yet during this phase under the Blair Government, U.K. strategy shifted from being a reactive, law 

enforcement approach to a more preventative one, developing from an early set of operational 

practices to more of a strategy policy. 

 

Osler and Starkey (2005) analysed key political speeches, of Prime Ministers Blair and Brown, in this 

period and Osler summarises that from the year 2000 until the July 2005 attacks there is little 

evidence of leadership in promoting race equality in the discourse of senior politicians or evidence of 

significant achievement in the field of inclusion and race equality (Osler 2009).  

 

Osler’s work (2009 and since) suggests that teaching needs to be reframed recognizing that students 

are not only citizens of a nation-state but are also emergent cosmopolitan citizens living in an age of 

globalisation and universal human rights. The overarching political discourse is changing at this time 

and fractures a multi-cultural consensus where the narrative about education and security moving 

towards prevention can appear at variance with notions of cosmopolitan citizenship. Osler develops 

her arguments further in Human Rights Education, Postcolonial Scholarship and Action for Social 

Justice (2015) premised on an understanding of human rights and placed in a postcolonial global 

age, but these accepted assumptions are beginning to be challenged in this growing ‘post liberal 

age ’(Kettle 2016). These anti- globalisation sentiments and the rise of economic and political 
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populism are emerging in this phase as expressed in the economic and social history findings, 

notably since the economic crash of 2017/2018, by social geographers (Dorling 2010; Dorling and 

Danny 2015) and others (Mason 2015) and including in the U.S. (Vance 2016). 

 

Leading up to the attacks in London known as 7/7 in 2005 there is a growing tension between the 

policy of ‘Community Cohesion ’and a pressing demand from some for a stronger ‘securitisation ’

policy. The CONTEST and newly created but yet underdeveloped Prevent strategy reflect this with a 

more ‘securitised ’rhetoric.  

 

The Labour Home secretary John Reid, 2006-2007, attempted to draw together the two developing 

strands of education and security and this started to drive the strategy in a specific way linking 

education to security and further ‘securitising ’schools and colleges (Busher et al 2017). 

 

After 7/7 a major shift occurs (Panjwani 2016) and an important new concern becomes central to 

the policy, that of British born Muslim citizens who are identified as being potentially vulnerable to 

‘extremism and intolerance ‘. With this significant shift in social and counter terrorism policy also 

comes a greater focus on schools and the curriculum (Osler 2009). 

 

The discourse on ‘new ’terrorism and the labelling of The Muslim community as ‘suspect ’outlined in 

the literature review in Phase 1 are also at play here. As well as the claim that the ‘label of 

“radicalisation” has become a tool of power exercised by the state and non- Muslim communities 

against, and to control Muslim communities ’(Githens-Mazer and Lambert 2010). For some time, the 

Prevent strategy had been viewed as a failed policy within the framework of what Mamdani (2002) 

called ‘Good Muslims ’and ‘Bad Muslims’. 

 

2.1.4 From 7/7 until 2011 and David Cameron’s speech, as Prime Minister, to the Munich Security 

Conference. The new focus on ‘home-grown terrorism’ 

The Literature demonstrates that the July 2005 bombings prompted a significant shift in the UK’s 

counter-terrorism policy, including the Prevent strategy, as politicians, the media and UK citizens 

asked why citizens and members of civil society could perpetrate such acts and on the British 

mainland?  

 

If the counter-terrorism strategy post ‘The Troubles ’amounted to a sheet of blank paper, 7/7 

marked a move away from the ‘muddling through ’approach (Griffith-Dickson 2016); Richardson 

2015). After July 2005 the new concern becomes that of British born Muslim citizens who are 
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identified as being potentially vulnerable to ‘extremism and intolerance ’in essence ‘home grown 

terrorists ‘and this led to a greater focus on schools and the school curriculum (Osler 2009). 

 

Busher et al (2017) recognize that in this phase between 2007 and 2011 Prevent focused exclusively 

on British Muslim communities using crude demographic data that fuelled accusations of unfair 

targeting and stigmatisation of Muslim communities. Heath-Kelly (2012) also interrogates the 

‘radicalisation ’discourse which underpins efforts to control ‘terrorism ’in this phase and critiques 

the double identification of Muslim communities as both vulnerable and risky as identified within 

the ‘New Terrorism ‘discourse. 

 

Thomas (2010) examines how the ‘Community Cohesion ‘strategy develops and changes and how 

the Prevent strategy emerges and evolves. This illuminates further our historical understanding of 

the development of the policy. The Preventing Violent Extremism (PVE) policy officially is published 

in 2006 and is seen as a ‘hearts and mind ’approach to Muslim young people as part of the CONTEST 

strategy but as noted earlier the Prevent strategy was not simply a response to 7/7 as key elements 

had been mapped out before (FCO/Home Office 2004). Griffith-Dickson et al (2014) draws on some 

views in counter-terrorism belief at that time that ‘It is communities who defeat terrorism ’and that 

‘early intervention ‘would be desirable hence placing the challenge of dealing with radicalisation to 

both schools and the community. For others (Busher et al 2017) the assumption that ‘radicalisation ’

was ideological and that something had gone wrong with an individual’s personal religious faith – 

Islam- raised immediate concerns within the Muslim community and for civil liberties. 

 

From the outset the response from citizens to Prevent and those of Muslim background and faith 

was diverse from sincere engagement to a cynical and hostile reaction. Several key criticisms 

unfolded as the policy played out (Busher et al 2017) these included: 

 

. Prevent had an unhelpful and broad mono-cultural focus on Muslims 

. Prevent was a way of significantly increasing state surveillance of Muslim communities 

. Prevent was contradictory to other key governmental priorities such as ‘Community 

Cohesion  ‘ 

. The implementation of Prevent was hampered by design problems at both a local and 

national level 

 

My thesis is looking at the ‘Prevent duty ’and schools and colleges certain events and certain 

individuals made policy makers and politicians focus specifically on young people and schools, 

colleges and universities. The events on Christmas day 2009 were one. The bomber had been an 
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undergraduate at UCL from 2006-2007 and President of the Islamic society. Kafeel Ahmed who 

drove a jeep loaded with explosives into the airport at Glasgow, 2007, had been a student at 

Queen’s University and a former President of the university’s Islamic society. Government statistics 

and writings from (Hussein 2007) showed that Islamic extremists were of a younger profile some as 

young as 16. The focus of the ‘Prevent duty’ turned more to schools and education. 

 

From 2007 more funding was put towards the developing Prevent policy. An initial £6 million 

‘Pathfinder ’or pilot fund was created for the 70 Local Authorities in England having Muslims as 5% 

or more of their populations. The funding was subsequently expanded significantly as a three-year 

programme, £45 million fund for all Local Authorities with 4,000 or more Muslims (Thomas 2009). 

Extra finance via other funding streams meant that between 2008 - 2011 the Prevent budget was 

£140 million. Many Local Authorities were very concerned about Prevent (Turley 2009), some 

initially refused to be involved but under pressure from government eventually all Local Authorities, 

with significant Muslim communities became involved, although some Muslim community groups 

would not participate (House of Commons 2010). Thomas (2009) concludes that prevent focusing 

solely on Muslim communities and the young within them gave the strategy an unhelpful anti-

Muslim focus which was damagingly counter-productive, ‘it is hard to be positive about PVE to date, 

with the tensions inherent in its design and implementation leading to it falling between two stools’ 

(Thomas 2009). 

 

Birt (2009) saw Prevent as a clumsy attempt at ‘social engineering ’through a ‘values-based 

approach ’that by enforcing the otherness of Muslim communities had a negative impact’. Kundnani 

saw no evidence of any parallel work that focused on far-right extremism (Kundnani 2009). Turley 

argued that the levels of mistrust and suspicion over Prevent could be used by those elements that 

sought to undermine cohesion. Prevent was rapidly in this third phase becoming a toxic brand. 

The strategy was also developing in conflict with and in contradiction to the post-2001 policy of 

Community Cohesion (Cantle 2005). The involvement of the Police and Security Services had created 

fears of spies and surveillance within law abiding Muslim communities (Kundnani 2009). Thomas 

notes that despite these concerns several researchers (Gupta 2008 found in Thomas 2010) 

recognized that there were positives in aspects of Prevents ’education and community- based 

approaches. This was noted in comparative literature when contrasting the UK with other countries 

facing a domestic terrorist threat. 

 

‘The Daily Telegraph ‘(March 2010) , a newspaper reflecting views from the right of British political 

debate, was able to articulate in ‘The Prevent strategy: a textbook example of how to alienate just 

about everybody ’the concerns of many. Interestingly the Newspaper identified anti- democratic 
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traits and unfairness in the Prevent strategy. Kundnani (2009) from a very different perspective 

concluded that a democratic process was needed that listened to the views that the majority might 

find both offensive and discomforting. 

 

Lister and Jarvis (2013) described the ‘corroding impacts of anti-terrorism measures on citizenship ’

but positively found that the experience has not been as totalising as might be expected, identifying 

three distinct strategies of resistance from Black and Asian UK citizens. This identification of 

resistance is a useful way of examining the challenge Prevent poses. 

 

Rowe et al (2012) studied how primary and secondary schools in three English Local Authorities 

responded to the introduction and subsequent inspection of the legal duty to promote community 

cohesion, during the period 2008-2012. A period when the policy reflected wider discourse and 

shifting focus. Rowe et al found schools in more multi-cultural areas responded with higher degrees 

of confidence than those in mono-ethnic areas. Overall, the respondents, mainly teachers, felt that 

the imposition of the duty and its inspection had been more of a benefit than a burden.  

 

The literature review notes the lack of detailed research in schools in the perceived impact of 

Community Cohesion but also latterly in the Prevent strategy (Busher et al 2017). Hence the need 

for my specific research into the perceived impact of the Prevent strategy on English secondary 

schools and School Leadership. 

 

In opposition the Conservatives had become critical and skeptical of the Prevent strategy on the 

grounds of cost and effectiveness. In March 2010, the House of Commons Select Committee for 

Communities and Local Government report into the Prevent policy reinforced these concerns and 

the lack of clarity and transparency around the allocation of funding. The report argued that prevent 

had been seen as too weak because its core focus was on community cohesion and partnerships not 

directly on tackling extremism. The authors added that, ‘Prevent money had been wasted on 

unfocused or irrelevant projects, as a result either of a misunderstanding of Prevent or a lack of 

willingness and capacity of local organisations to deliver ’(House of Commons 2010). 

 

The new coalition government after the 2010 election moved to link education directly with security 

and lessened the importance of ‘community cohesion ’and removed Ofsted’s responsibility to 

inspect this duty signaling a moved away from the policy of ‘community cohesion ‘. 

 

Choudhury and Fenwick (2011) found that some in the security services and the Labour Government 

believed that the various groups and mosques supported did at least provide useful and important 
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links into the varied Muslim communities and that these community leaders acted as important local 

gatekeepers for local Prevent projects. 

 

In the 6 years following the London suicide bombings almost £80 million was spent on 1,000 

schemes, including a number with young people and community groups, across 94 local authorities 

(BBC 2014) and HMG published in 2011 that very few of these schemes could or had been assessed 

(HMG 2011) and hence cast doubt as to their effectiveness and in a period of economic austerity 

their value for money.  Ultimately the policy was seen as flawed and unsuccessful (Choudhury and 

Fenwick 2011)), and some local authorities resisted co-operating as they had found that the 

implementation of the Prevent strategy was stigmatising Muslims. Awan (2012) saw amongst British 

Muslims and young British men in particular a sense of alienation and resentment toward counter-

terrorism legislation and Prevent programmes. Kundnani went further to present the Prevent 

policies as risking alienating the British Muslim community in its diversity.  

 

When the Coalition Government came into power in May 2010 there was a determination to rework 

the Prevent strategy and this was articulated in Prime Minister Cameron’s speech in February 2011 

to the Munich Security Conference. Cameron took the view that Extremism was the gateway to 

Terrorism and hence this was not simply about security but also social policy. It was proposed that 

‘better ’legislation was needed for schools, colleges and universities. The perception of victimisation 

of Muslim communities did not appear to be a real concern although HM Government advice in 

2011 did note the feeling amongst ‘some parts of the community that they had been victims of state 

“snooping ’”(HM Government 2011). 

 

The Munich Security Conference speech marked a significant change of direction and in government 

policy and started a new phase in Prevent. This change of direction had implications for all 

secondary schools and colleges and their leaders. This policy shift by the Coalition Government 

should be seen linked to the changing and developing narrative within the British Government 

articulated by Michael Gove whose influential ideas on how Muslim terrorism expressed in his book 

Celsius7/7 (2006) had developed and evolved. Gove sought a more robust and determined response 

by the West in standing up for liberal values. As Secretary of State for Education and a key supporter 

and adviser to the Prime Minister these values were now to determine policy.  

 

The new muscular liberalism articulated here and with the creation of FBVs and in tandem with the 

revised ‘Prevent duty ’further marginalised and stigmatised Muslim individuals and communities and 

risked further alienating the diverse British Muslim community.  
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2.1.5   2011 until the Manchester bombing 2017. The growth of ‘securitisation’ 

The Literature Review now points to ‘securitisation 'becoming the dominant discourse. The Prevent 

strategy has explicitly changed since 2011 to deal with all forms of terrorism and not just violent 

extremism but also non-violent extremism. From this significantly wider interpretation, outlined in 

the Munich Security Conference speech, came the 2015 Counter Terrorism and Security Act. Under 

section 24 of the Counter Terrorism and Security Act 2015 a duty was placed on all schools ‘to have 

due regard ’to the need to prevent people including young people of being drawn into terrorism 

(HM Government 2015). The Act spelt out the implications for schools and school leaders which 

would be linked to their child protection and safeguarding responsibilities (Riley in Earley and 

Greany 2017). The security of the state had now directly moved into the domain of schools and 

colleges with a significant additional set of obligations and responsibilities for school and college 

leaders as well as teachers and other school professionals. These new roles led to the challenge of 

teachers being seen as informants and spies when called upon to refer young people to the Channel 

programme, the ‘front line of Prevent ’(Anderson 2017). Until Busher et al (2017) there was little or 

no research into the perceived impact of the Prevent duty on Schools. This highlights the need for 

my intended research and the need to examine these existing gaps in our knowledge and 

understanding specifically in relation to School Leadership.  

 

Omand in Securing the State (2010) comments on how the original Prevent strategy focused upon 

targeted diplomacy and military intervention overseas but moved to countering violent extremist 

ideology in the UK by supporting community-based approaches. A tougher approach was called for 

by many in the security service and within the new coalition government backed by literature from 

differing areas and perceptions (Hussein 2007; Frampton and Maher 2013). ‘Promoting British 

values ’took predominance over ‘empowering communities ’this more ‘hawk-like attitude ’was 

driven for the new government by ideology, the media, new austerity and the need to make 

considerable savings from the public purse (Griffith-Dickson 2016). 

 

As the 2011 Prevent Review mapped out a new policy approach three significant developments 

helped shape the eventual direction and priorities of Prevent in this phase and were identified 

(Busher et al 2017). They were: 

 

1. The deepening crisis in Syria which led several hundred Britons to travel to the Middle East to 

join so called Islamic state including many young people, young adults and school students such 

as the ‘Bethnal Green Girls’. 

2. The murder of soldier Lee Rigby by two British men led the Government to conclude that the 

Prevent duty was not being applied robustly enough (HMG 2013). 
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3. The so called ‘Trojan Horse affair’, alleged extremism being promoted in several state schools in 

Birmingham which prompted two inquiries, by the Department for Education and by 

Birmingham City Council. This led Michael Gove, the Education secretary, to instruct Ofsted, the 

educational inspectorate to prioritise Prevent implementation through the promotion of 

‘fundamental British values ’within a revised Common Inspection framework for schools and 

colleges. 

 

Miah (2017) argues that these ‘Trojan Horse ’affairs were exploited by amongst others Michael 

Gove, as Secretary of State for Education, along with the crisis in Syria and used to remove the 

concept of responsibilisation away from Muslim communities and instead pass it to front line 

professionals and to National government not Local government.  

 

Returning to Richardson (2015), an essential question he asks is how did the Coalition Government 

in the period 2010-2015, of growing ‘securitisation’, respond to, particularly in education, the 

muddle and mixture that existed and still exists around national identity? He sees that these 

muddles and mixtures can be seen on the one hand as ‘terrible ’but on the other as things to ‘rejoice 

in and be proud of ’and hence as a scholar very much engaged with multi-cultural education, he 

articulates the tensions and confusions that existed within the thinking and implementation of the 

policy.   

 

The review of Prevent by the coalition government was welcomed by sections of the British press 

(Githens-Mazer and Lambert 2010) and by the Institute of Race Relations (IRR2010) but Heath-Kelly 

(2012) whilst welcoming the removal of the connection between counter terrorism and the number 

of Muslims within a local authority as a positive step saw the new strategy as still deploying the 

discourse of a ‘radicalisation process’. Concluding that the story of radicalisation tells us more about 

governance and ‘nexuses between security and knowledge than it can about transitions to 

terrorism ’(Heath-Kelly 2012).  

 

Gove (2006) had earlier expressed that the ruling liberal elite influenced by the prevailing multi-

cultural discourse was not doing enough about Islamist terrorism. In power he displayed his mistrust 

of Muslim communities by withdrawing money from what were regarded as successful and essential 

community projects, side lining local authorities and empowering front- line professionals including 

those in schools and colleges in this new developed Prevent policy (Thomas 2017). Its effects 

included weakening the trust between some communities and the authorities and leading to a lack 

of engagement with a policy, seen to being ‘done ’to communities, families and individuals rather 

than a policy being done for and with.   
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Omand (2017) illuminates the CONTEST strategy in the U.K. which he believes has been overall a 

success by contrasting and comparing it with the US response to 9/11 with its ‘War on Terror’, which 

he argues has proven to be counter-productive. He also compares the different terrorist attacks in 

France and Belgium with the UK and comments that since 7/7 there have been no further suicide 

bombers in the UK. (This changed with the May 2017 Manchester bombing and therefore challenges 

some of Omand’s assertions). My thesis will not consider an analysis of the US but will critique the 

view that the UK approach, different from the US and European responses, has been successful. This 

critique is especially important as other countries look to replicate and follow the UK CONTEST 

strategy. 

 

Khan in Khan and McMahon (2016) provides in The Battle for British Islam a robust defence of the 

Prevent strategy, a policy that the author had directly influenced. This view has provoked fierce 

criticism from a variety of groups including 5 pillarsuk.com (2016) who argue that Khan promotes an 

establishment viewpoint outlining that Prevent has generally succeeded and is welcomed by most 

citizens including the majority of Muslims. Her views need to be examined by scholars and evidence 

found to support or refute her assumptions. Khan’s views and the criticisms of them provide a 

microcosm of the existing debate about Prevent. Khan argues that most British Muslims support 

Prevent and even that the majority are not bothered or indeed worried about the strategy. She 

believes that the Islamist, anti-Prevent lobby, have ‘weaponised ’Prevent to see it removed (BBC July 

2017). 

 

On the other hand, CAGE (an advocacy organisation initially formed ‘to empower communities 

impacted by The War on Terror’) is a group that sees Prevent as about Human Rights and the failure 

to apply the law equally to all. Prevent is seen by them as lacking in transparency and accountability 

and with long term negative consequences and effects, a view that we don’t trust Muslims. The anti- 

Prevent lobby has a wide range of opinions and views and my research will seek to answer the 

question as to whether and how far has the Prevent duty securitised our English schools and 

colleges? 

 

The phenomenon of ‘foreign fighters ’further influenced policy in the UK and Europe despite 

evidence that Muslims leaving their home country to fight jihad in foreign wars was nothing new. 

This took place in Afghanistan in the 1980s and Bosnia in the 1990s. Yet as Griffith-Dickson (2016) 

points out a newfound perception as ‘foreign fighters ’presenting a major threat to national security 

emerged linked with a fear of terrorist attacks by those returning from fighting in Syria and Iraq. This 
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later concern is because of the defeat of Daesh in Syria and Iraq becoming central to the CONTEST 

strategy of Pursue enhancing the powers of law and order. 

 

Richardson (2015) in his polemical but influential paper ‘British values and British identity: Muddles, 

mixtures, and ways ahead’, comments on the confused and confusing discourse relating to 

introduction of Fundamental British values (FBV) by the coalition government. Much of this 

discourse and literature could be applied to the policy of Prevent particularly since 2011 and when 

the new duty was placed on schools in 2015. Richardson identifies an axis of three principal and 

overlapping groups that are key to and relevant to present discourse. They are a) securocrats; b) the 

Islamophobia industry; and c) people disturbed by and opposed to multi-culturalism, anti-racism, 

and political correctness. Richardson is placing the discourse in a developing historical context and a 

context that needs to be critiqued but could also enable a more ‘muscular ’policy to emerge.  

 

Analyses of the ‘Trojan Horse ’affair in 2014 (Mogra 2016; Richardson 2015) illuminates Phase 4 and 

provide further critiques to current policy. This has been added to by a wide range of other groups 

and commentators including Rights Watch UK (2016); 5 pillarsuk.com; NUT (2016); Muslim Council 

of Britain; Connect Justice (2015); Obisesan (2016). David Anderson, the outgoing independent 

reviewer of terrorism legislation, warned that the Prevent strategy is faltering because it is not 

trusted by ‘a very large number of decent British Muslims ’(ITV Feb 2017; Evening Standard February 

2017). 

 

As noted earlier (Panjwani 2016) the Trojan horse affair had a major influence on the Prevent 

strategy notably with the introduction of the controversial FBV’s (Busher et al 2017). The 

introduction of FBVs adds a significant new dynamic to the Prevent agenda and policy and impacts 

on all schools and colleges. The literature review earlier highlighted the work of Panjwani (2016) 

who clarifies the importance of the FBVs. He identifies four inter-related strands of criticism of FBVs. 

In summary: 

 

• the notion of Britishness and debates about identity, race, and colonisation 

• extremism seen as a linear process not as a complex process 

• the impact on free speech and the academic role of schools 

• the arbitrariness and inadequacy of values  

 

These strands illuminate not only our understanding of FBVs but also the ‘Prevent duty’.   
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The concept of terrorism as a linear process, a conveyor belt to terrorism, has influenced the 

narrative and judgement of some scholars, commentators, policy makers, politicians and the media 

in this field. Scholars including Panjwani argue that this one-dimensional approach avoids the 

necessity to consider the complexity associated with terrorism and the reasons why individuals are 

drawn to it. This simple narrative has influenced the creation and structures of prevent, such as the 

focus on citizens being judged as potential concerns placed on the Channel programme with a view 

that appropriate interventions could take them off the conveyor belt to possible violent terrorism.   

 

2.1.6 Manchester bombing to the present. A re-focus of Prevent 

The Manchester bombing of May 22nd, 2017, the largest terrorist act in the UK since 7/7, marks a 

further change in emphasis found in the literature review. The five significant attacks in the year 

2017, The Westminster Bridge killings in March, The Manchester arena bombing in May, The London 

Bridge attack in June, The Finsbury Park Mosque attack in June and the Parsons Green Tube train 

blast in September, do lead to a new focus on Prevent by scholars, citizens and government to 

consider Prevent’s impact and its strengths and failings. Whilst there continues to be a long view of 

terrorism (Crenshaw 1991) some scholars are closer examination and scrutiny will offer greater 

knowledge and understanding.  

 

Coming within a General Election campaign and then with a Conservative minority government 

there were immediate responses and adjustments to counter-terrorism policy that took place, such 

as the raising to ‘critical ’in early summer 2017 the threat level and troops deployed on the streets 

as part of Operation Temperer (2). Questions were and continue to be asked as to how, for the first 

time since 7/7, a British born and educated citizen could kill himself and others in a suicide bombing. 

This significant event and the London Bridge attack indicate that we are moving into the next phase 

of the Prevent strategy’s evolution as the discourse, politics and rhetoric changes. The assumption is 

that there will be inevitable developments and changes to Government policy including a greater 

focus on ‘foreign fighters ’returning. This becomes more likely with the impending defeat of Daesh 

(3) in Syria and Iraq.   

 

In the ever-developing history of the ‘Prevent duty’ it is potentially significant that events 

demonstrated to some policy makers the existence of right-wing extremism and their links to acts of 

violence. Today 25% of referrals through the Channel Programme are now for far-right extremism 

(Office for Security and Counter terrorism 2017). Unconfirmed figures from the Home Office (July 

2017) indicated that this figure is now a third of referrals and that in some geographical regions the 

majority referred to Channel are now for far-right extremism. Some early Prevent documents and 

Prevent training, often as an afterthought, make some reference to Animal Rights activists and later 
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to Far Right extremism but the predominant discourse was anti-Muslim, and my research will need 

to consider the reasons for this and school leaders ’perceptions of the Prevent training they receive. 

 

The work of Lakhani and James (2021) adds important empirical data with specific reference to far-

right extremism. Their data and analysis from 39 respondents with responsibility for the 

implementation of the duty within various schools and colleges across Sussex finds 

. the normalization and mainstreaming of far-right narratives 

. the associated challenges with the implementation of the Prevent duty on the ground within 

classrooms  

. and considerations around the effective enactment of the Prevent duty. 

The 39 respondents felt that far-right extremism was the most pressing threat within their local 

situations. They also found that the ‘implementation of the Prevent duty is an extremely difficult and 

difficult task’ (Lakhani and James 2021 p.89) and conclude that moving forward a more effective and 

coordinated thought through policy and strategy is needed and one which deals proportionately 

with the growing threat of far-right extremism. 

 

2.1.7 Reactions to the ‘Prevent duty’ 

From the only significant analysis of the ‘Prevent duty ’and its impact on schools and colleges 

(Busher et al 2017) find that contrary to expectations, not only has overt professional opposition in 

schools and colleges been limited but there has been some evidence of positive acceptance of the 

‘duty ’and the policy.  

 

The seemingly wide acceptance of the ‘Prevent duty ’within the education sector and the ability to 

manage the policy on the one hand could perhaps be demonstrated from Home Office statistics 

which show that the total number of referrals to Prevent in the year to March 2019 was 5,738, down 

21% from the previous year. Only one in ten referrals to the programme resulted in specialist 

support, the ‘Channel ’process for the year to March 2019 had 254 cases involving suspected far-

right radicalisation and 210 involving Islamic radicalisation (Prevent Digest December 2020) Or it 

could argue that referrals are down because teachers, school leaders and other professionals for a 

variety of reasons have stopped reporting. 

 

Some scholars including Vincent (2020) argue that despite the rise in far-right extremism the policy 

is predicated on its initial model of ‘extremism ’which is defined as ‘vocal or active opposition to 

fundamental British values ’(Home Office 2015). A range of scholars have found evidence that the 

policy is rooted in targeting, criticising, alienating and demonising Muslims (Thomas 2017). Heath-

Kelly et al (2017) continues to critique the flawed objectives of the ‘Prevent duty’. Younis (2020) 
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looks to unpack and consider how the ‘Prevent duty ’has played out within mental health and health 

care, an under researched area, and finds that the policy has disproportionally impacted on the 

diverse Muslim community in the UK. It is interesting to cross reference this ongoing research on the 

securitisation of mental health with my own in education.  

 

The literature review has considered the ongoing work of scholars including (Busher et al 2019) who 

find that there have been attempts to ‘detoxify ’the brand of Prevent within some schools and 

colleges and the interesting work of Elwick and Jerome (2019a &b) who identify the importance of 

teacher agency in limiting and ameliorating the impact of the ‘Prevent duty’. Elwick and Jerome 

(2019a &b) seek to understand the tensions that teachers face with the ‘Prevent duty ’and how to 

balance, if possible, their duty to include monitoring and surveillance with their ultimate purpose to 

educate their students.  

 

The 2019 General Election fought on the issue of ‘Get Brexit Done ’and its result have further shifted 

and amplified the rhetoric and language associated with ‘Prevent ’and entrenched the policy in 

relation to counter-terrorism as perhaps can be seen with the continued delay in reviewing the 

‘Prevent duty’.    

 

The Counter Terrorism and Border security Act (2019) required that there should be a review of the 

existing Prevent policy. Despite political representations and pressure from human rights groups 

such as Rights Watch UK (Guardian February 2020) a review is no closer, there have been continued 

delays, due to political reasons as well as delays caused by the pandemic and no date yet date set.  

During the pandemic of 2020 the UK Government have confirmed the removal of the existing 

statutory deadline for the review while maintaining the legislative commitment to undertake it 

(Byline Times December 2020). 

 

Omand (2010) argues much of the US’s response to 9/11, including its ‘War on Terror ’has proven to 

be counterproductive. He contrasts it with the CONTEST strategy which he believes has worked for 

example comparing the different terrorist attacks in France and Belgium with the UK and citing that 

since 7/7 there have been no further suicide bombers in the UK. (This changed with the May 2017 

Manchester bombing). The literature review does not consider a detailed analysis of the US and 

International responses to counter terrorism and education policy but does recognise the influence 

of the UK approach including the ‘Prevent duty ’which is different from the US and European 

responses. Scholars, writers and former policy makers such as Omand critique whether the U.K. 

response and policy can be seen as successful. 
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Some scholars (Faure Walker 2019) suggest that in moving away from ‘The Troubles ’so quickly after 

9/11 that lessons learnt in dealing with the complexities of terrorism were missed and lost in the 

creation of new counter-terrorism policies and practices. Reflecting on experience of teaching IRA 

and INLA prisoners (O’Donnell 2016) sets out a range of philosophical and ethical principles arguing 

that Education must not be subordinated to security and intelligence agendas in this new era of 

security. He believes that the Prevent and counter-terrorism policies could learn much from ‘The 

Troubles’. 

 

Faure Walker (2019) in his work and detailed analysis of the ‘Prevent duty ’over time argues there 

has been a policy failure and violence may be promoted more rather than prevented by government 

attempts to counter ‘radicalisation ’and ‘extremism’. 

 

2.1.8 Free Speech and Human Rights  

A key issue (Durodie 2016) explores is Free Speech with its links to Human Rights and the effects 

upon it from the ‘Prevent duty’. The July 2015 legal duty was welcomed by several high-profile 

counter extremism groups such as Inspire. The Home Office and the DFE have argued that the duty 

‘does not and should not’ stop schools from discussing controversial issues ’and urge educationalists 

to see the duty as an extension of safeguarding responsibilities. A view favoured by the National 

Association of Head Teachers (NAHT). Concerns about the duty though have been expressed by 

some teachers, school and college leaders, prominent academics, families, and communities 

(Durodie 2016). The National Union of Teachers (NUT), human rights groups such as Liberty and 

Rights Watch UK plus Muslim organizations such as the Muslim Council of Britain who have voiced 

concerns about the duty including ‘the chilling effect ’Prevent has had on free speech. These 

criticisms have increased with the sharp rise in the number of young people referred to the anti-

radicalisation programme ‘Channel ’(Open Society 2016).  

 

Leighton (2011) notes that civic education, as a state construct and as taught within schools and 

colleges, can induce a passive acceptance of a set of givens rather than a questioning of why things 

might be as they are and how life can be different. Are the Prevent policy and the associated FBVs 

part of this process and restricting debate about controversial issues? This supports my research 

question what effect has the ‘Prevent duty'had on the practices of free speech in schools and 

colleges? Biesta (2011) argues that the challenge in education and hence in schools and colleges is to 

create spaces in which dialogue and respectfulness are encouraged and the right and power to 

challenge authority are more evident. My research seeks evidence as to whether schools and 

colleges have circumnavigated the Prevent strategy and found such spaces as Thomas (2017) implies 
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or to find that there has been a restriction on liberal discourse and teaching in the overcrowded 

curriculum of our schools.  

 

The Conservative-Liberal Democrat Coalition government elected in 2010 was determined to review 

the focus and approach of Prevent. This has been identified as the start of the ‘Prevent 2 ’phase by 

Busher et al (2017). The DCLG (Department for Communities and Local government) were removed 

from Prevent involvement and the programme was more tightly controlled by the Home Office’s 

Office for Security and Counter Terrorism (OST). This further embedded the ‘securitisation ’of 

community relations. From this significantly wider interpretation came the 2015 Counter Terrorism 

and Security Act which placed a new duty on certain bodies to have ‘due regard to the need to 

prevent people from being drawn into terrorism ’(Home Office 2011). The Government was now 

directly imposing its approach to counter terrorism on all schools and thereby brought schools 

directly into its ‘fight against terrorism’. This had immediate effects on the policies and practices of 

schools and colleges and led to concerns that free speech was being curtailed.  

 

Davies (2014) along with Osler raises the overarching concepts of human rights and free speech in 

education. Osler (2009) asks whether we have learnt from the errors of Prevent along the way or are 

we compounding the perceived problems? She notes the need for more evidence and sees that post 

7/7 society has become more securitised which in turn has placed a greater onus on schools, school 

curriculums and school leaders. Osler (2009) argues that teaching needs to be reframed, recognizing 

that students are not only citizens of a nation-state but are also emergent cosmopolitan citizens 

living in an age of globalisation and universal human rights. 

 

Osler and Starkey (2017) identify the challenges in enabling a human rights culture through 

education in the UK and Europe in this second decade of the twenty-first century. The first challenge 

being the danger of far-right activists who have expressed racist and Islamophobic views, 

incompatible with democratic principles. The second challenge, the nature of recent migration in 

Europe, ‘super-diversity ’(Vertovec 2007) and the third challenge relates to the demands of 

government for initiatives against radicalisation, figures in 2014 for extremism in the UK denoted 

57% Islamist extremism, 14% far-Right extremism and suggest that these policy initiatives were 

focused on the former not the later. Recent increases in hate crime and referrals to the Channel 

programme point to the further rise of far-right extremism. These dynamics therefore need to 

feature in any counter-terrorism legislation and in all aspects of the work of schools and colleges.  

 

2.1.9 Securitisation  



46 

Thomas (2017) finds that The Prevent strategy from 2010 ‘shifted gear significantly ’and thus 

Prevent needs to be examined within the context of a serious development of securitisation into the 

spheres of education and welfare. This change has attracted both scrutiny and criticism from 

scholars including (Churchill 2015; Dodd 2015; Taylor 2015) who located the strategy within a 

growing securitisation of society and the education and welfare state.  

 

The issue of ‘securitisation ’needs careful consideration. Can it be considered as a developing 

element of the emerging apparatus or ‘dispositif ’of surveillance as found in the work of Foucault 

such as in Discipline and Punish (1979) and developed further by scholars considering 

governmentality a recent example found in Barry (2020) when she considers disciplinary surveillance 

implied by current technological developments. Revell (in Panjwani et al 2018) sees that with FBVs 

the aims of education and content are being placed within a national security agenda. Other scholars 

find evidence of greater surveillance within schools and the education system (Mythen, Walklate 

and Khan 2009). 

 

The security of the state had now directly moved into the domain of schools and colleges with a 

significant additional set of obligations and responsibilities for school and college leaders as well as 

teachers and other school professionals. These new roles led to the challenge of teachers being seen 

as informants and spies when called upon to refer young people to the Channel programme, the 

‘front line of Prevent ’(Anderson in BBC 2017). Until Busher et al (2017) there was little or no 

research into the perceived impact of the Prevent duty on Schools and in particular the associated 

‘securitisation ’of schools. 

 

As outlined in the previous section on the development of The Prevent strategy and the literature, 

the policy explicitly changed from 2011 to deal with all forms of terrorism and not just violent 

extremism but also non-violent extremism. From this significantly wider interpretation, outlined in 

the Munich Security Conference speech, came the 2015 Counter Terrorism and Security Act. Under 

section 24 of this a duty was placed on all schools ‘to have due regard ’to the need to prevent 

people including young people of being drawn into terrorism (HM Government 2015). The Act spelt 

out the implications for schools and school leaders which would be linked to their child protection 

and safeguarding responsibilities (Riley in Earley and Greany 2017).  

 

Central to the growing criticism of Prevent was evidence that the policy was unfairly targeting 

Muslims and Muslim communities. (Busher et al 2017). Although arguments and defences to this 

new form of ’securitisation ’were made not just by Government but by some scholars (Khan and 

McMahon 2016) for the necessity of new approaches. Greer (2010) contends that Muslim 
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communities have not been discriminated against by counter-terrorism legislation and others 

support the view that the prime function of government is the necessity to protect society (Omand 

2010). Events and the growing political support for a more muscular liberalism plus the need for 

greater security allowed these new ‘securitised ’objectives to take root as well as providing 

persuasive arguments for Governments in this era of changing security threats (Lister and Jarvis 

2013). 

 

2.1.10 Far-right extremism 

The extent to which Prevent has unfairly targeted and stigmatised Muslims and not given space to 

enable there to be a sufficient focus on far-right extremism is an important dynamic within the 

policy. In the face of global insecurity there is a need to reconsider and reimagine education for 

citizenship and human rights and five years on from the inception of the ‘Prevent duty ’to critically 

assess its impact and re-evaluate its objectives.  

 

There is a growing literature considering the rise of right-wing populism in Europe, the United States 

and around the world and the impact of these dynamics on education and freedom of speech. 

Zembylas (2019a,2020) argues that educators in democratic education need to recognise flowing 

from populist leaders and their supporters, forms of nationalism, racism, sexism, and xenophobia. 

He argues that educators and students need to create the space to think critically but also to affirm 

alternative concepts and affective educational practices. This seems most relevant in understanding 

the ‘Prevent duty ’narrative and its context and to examine with school leaders whether these 

spaces have been created and what kind of educational activities take place within them, including 

opportunities for young people to exercise freedom of speech. 

 

An important contribution to the literature comes with The Prevent duty in Education (ed Busher 

and Jerome 2020) this work from several scholars provides important empirical data on how the 

‘Prevent duty’ has been enacted in practice and offers an evidence base for future policy 

development. Each chapter addresses gaps in the literature and provides empirical evidence and 

analysis that aids our understanding of policy enactment (Ball et al 2012) of ‘the controversial 

Prevent duty’.  

In the introduction Busher and Jerome (2020) note the criticisms of the ‘Prevent duty’ but point out 

that ‘we still have relatively scare evidence with which to evaluate such claims or with which we can 

really understand how the introduction of the Duty has shaped practices within these educational 

settings and how the enactment of the Duty is evolving over time.’ (Busher and Jerome 2020 p.3).  

The work provides much needed evidence as to the ‘Prevent duty’ is playing out on the ground and 

what is happening in the education system because of the ‘Prevent duty’. Thomas (2020) in this 
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book contributes a chapter which charts the development of the Prevent strategy and outlines the 

two phases of Prevent, known as Prevent 1 and Prevent 2 and their criticisms. Thomas robustly 

argues for more empirically based investigation about’ the extent to which these vociferous public 

criticisms reflect the reality of the Prevent Duty’s implementation within education’ (Thomas in 

Busher and Jerome 2020 p.27).  

Lewis in Busher and Jerome (2020) explores the ways that context shapes the enactment of the 

‘Prevent duty’ in secondary schools and examines how safeguarding is seen as one of the crucial 

features of the ‘Prevent duty’. Elwick, Svennevig and Jerome (2020) focus on young people and how 

young people think schools can help them to develop their knowledge and understanding of 

terrorism and extremism. Although not specifically related to research on school leaders it situates 

the ‘Prevent duty’ in the important educational context that young people experience.  

 

The work of Lakhani and James (2021) which explores the considerations, complexities and 

challenges associated with the implementation of the Prevent duty with specific reference to far-

right extremism within schools and colleges in Sussex provides much needed empirical data. And 

points clearly for the need for more academic research in this field and in relation to the dynamics, 

influences and playing out of far-right extremism. Their 39 respondents drawn from a range of roles 

all working with a responsibility for Prevent felt that far-right extremism was the most important 

pressing threat within their work and local situations. 

Their work in seeking to ensure that teachers and school leaders are better informed about the 

situation at both a local and national level, specifically highlighting the growth of far-right extremism 

has important implications to the Prevent duty training provided which should not simply be about 

enabling teachers to better identify students ‘at risk’ in order to provide support but to give a 

holistic picture of the local and national dynamics including the growth of far-right extremism. 

 

In keeping an up-to-date review of the literature, it is helpful to highlight two recent articles listed 

on the Prevent digest the first Ishchenko and Varga (2021) argue that far-right extremism is much 

more deep set in our societies and structures and that it is erroneous to consider far-right violence 

as perpetrated by ‘lone wolf extremists’.  

 

‘Focusing on extremism won’t counter far-right violence', Volodymyr Ishchenko and Mihai Varga: 

https://www.opendemocracy.net/en/north-africa-west-asia/focusing-on-extremism-wont-counter-

far-right-violence/  

In the second Sabbagh and Syal (2021) give contemporary evidence to support the assertion that far-

right extremism is a most significant and growing form of extremism in the U.K.  

https://www.opendemocracy.net/en/north-africa-west-asia/focusing-on-extremism-wont-counter-far-right-violence/
https://www.opendemocracy.net/en/north-africa-west-asia/focusing-on-extremism-wont-counter-far-right-violence/
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‘Record number of children in Britain arrested over terror offences: Home Office figures show 25 

under-18s arrested in year to September, mostly in relation to far-right ideology', Dan Sabbagh and 

Rajeev Syal 

https://www.theguardian.com/uk-news/2021/dec/09/record-number-of-uk-children-arrested-for-

terror-offences  

 

 

2.1.11 Summary  

This historical overview of the literature of the ‘Prevent duty ’provides an opportunity to view the 

policy and its development in detail and in doing so throws up connections and unearths roots that 

illuminate a study of the ‘Prevent duty’. In the next section of my literature review I couple my 

analysis of how the ‘Prevent duty ’developed with a consideration of school leadership and policy 

enactment – both inform each other.  

 

The Prevent programme permeates the entire UK education system yet there is little evidence that 

the securitisation of education is contributing to the creation of more peaceful conditions within or 

outside the classroom (Novelli 2017). 

 

In considering my overview analysis of the Prevent strategy literature it is illuminating to note that 

Omand (BBC July 2017), the creator of the original Prevent strategy, now expresses some doubts 

that Prevent, by joining together the need for counter terrorism and the need for some form of 

community cohesion and agreed set of values, can succeed in its present form. He cites the lack of 

trust and perceived hostility and concludes ‘that if it is not accepted then it is not going to work. ’

These new priorities require nuanced responses both within our communities and within our schools 

and colleges. 

 

The Literature review identifies that there has been little published research on the impact on the 

‘Prevent duty ’on schools although Bonnell (2011) finds lack of proper support for Prevent training in 

schools. Busher at Coventry University continues to research the perceived impact on teachers in 

schools in London and Yorkshire and Heath-Kelly (2017) has produced a critical paper on the impact 

of Prevent in the NHS. These gaps in our knowledge and understanding enabled me to consider 

where and how I would approach my research. 

 

 

Part B:  

2.2 School and College Leadership 

https://www.theguardian.com/uk-news/2021/dec/09/record-number-of-uk-children-arrested-for-terror-offences
https://www.theguardian.com/uk-news/2021/dec/09/record-number-of-uk-children-arrested-for-terror-offences
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The concept and issue of Leadership is crucial to my research as to how the ‘Prevent duty ’has 

impacted on school and colleges and on school leaders and below I will consider and review what 

scholars have and are saying in the field of education currently in relation to school leadership, 

policy enactment and the ‘Prevent duty’. In doing so I wish to highlight what I believe are important 

findings which in turn will point me in the direction of gaps in our knowledge and understanding and 

provide me with my research questions.   

 

2.2.1 School Leadership  

From my literature review there was an extensive literature on school leadership. Leadership has 

according to Craig (2021) now become one of the most used terms in school organisation and in 

school organisation literature. Bush (2008) suggests that this focus was given a particular boost by 

New Labour’s emphasis on schools having more responsibility for their own futures, a new focus on 

head teacher training and in particular the establishment in 2000 of the National College for School 

Leadership (NCSL). Bush (2008) in his research on articles on leadership found in 1988 in the journal 

Educational Management, Administration and Leadership just one article that mentioned leadership. 

His data points to a rapid growth in research on the concept of leadership in education and their 

importance and their links and impacts on educational outcomes as well as the role school and 

college leaders play in enacting policy. Leadership was a recognised term in the business world in the 

1960s and as public sector organisations including schools changed and moved to a business model 

of accountability to ‘customers ’and decision making in its ‘neoliberal ’practices, so the term 

leadership took on a greater significance. Ball (2012) and Hill and Kumar (2009) point to the growth 

of global neoliberalism and its consequences for education.    

 

Flowing from this expansion of interest and research there is an extensive literature in the UK and 

across a range of national contexts concerning the evolving role of the school leader. Concepts such 

as heroic leadership, distributive leadership and shared leadership pertaining to school leadership 

have been important in recent years, but I particularly wanted to review current thinking and 

contemporary literature on school leadership both in the UK and beyond. 

 

Given that I was considering interviewing experienced and less experienced leaders I reviewed what 

is now an extensive literature on the preparation that school leaders require for their positions in 

different national contexts (Bush 2018). Bush outlines how preparation of school leaders to manage 

schools and institutions in a growing era of globalisation and educational competition has expanded. 

There is an acceptance and awareness that the role of the school leader has changed in the twenty-

first century for instance found in Crow (2004) and that education systems and schools require 
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leaders that are creative, flexible and dynamic and who can deal with organisational complexity and 

diverse individuals. 

 

In a recent paper Bailey and Gibson (2020) in researching the contrasts between international school 

headship and school leadership in national contexts found evidence amongst school leaders of a 

sense of isolation and loneliness in their decision making and the challenges of dealing with cultural 

differences. This chimed with a perception that school leaders might, despite the institutional 

structures and support networks, find dealing with and managing a new and potentially 

controversial policy, the ‘Prevent duty ’challenging partly because of cultural differences but also 

because of feeling and working in isolation.  

 

I found a recent paper by Miller (2020) on ‘Tackling ’race inequality in school leadership compelling 

and his research evidence displayed how he found headteachers exhibiting courageous leadership 

and social justice leadership. It is possible to utilise his concepts of courageous and social justice 

leadership to analyse how school leaders have perceived and enacted the ‘Prevent duty ’and 

functioned as ‘sense-makers ’in implementing policy. The focus of his study was about positive 

actions taken by headteachers to improve recruitment, development, retention and progression 

among staff of BAME heritage. It is instructive to consider the BAME range of school leaders that I 

interview as part of my research and why I selected a range of schools in different geographical 

regions to gain such a sample. This results in a range of mixed and messy responses and actions by 

school leaders to implementing the ‘Prevent duty ’and responses which are influenced largely by the 

time in which they took place and the local contexts.     

 

In the US some recent research on school leadership by Hemmer and Elliff (2020) illuminates the 

challenges of managing financial, legal, curricular and political challenges on a regular basis but also 

the challenges of managing an extreme crisis; in their case in Texas that of Hurricane Harvey in 2017. 

Their work profiled the importance of leadership development and the necessity for networks of 

collaboration and advocacy. They found evidence of sensemaking (Weick 1988; 1995) by school 

leaders in a crisis as well as schools acting as centres of calm within their communities.  

 

Other recent work on analysing Headship and Leadership in schools has been illuminating. As in 

Israel where Mizrahi-Shtelman (2019) identifies four roles displayed by school principals, that of 

manager, leader, nurturer and facilitator. He considers how school principals and school leaders, in 

Israel, interpret and apply policies according to their professional role. Developing from this it is 

important to see whether the concept of ‘sense-making ’can fruitfully be applied to how school 

leaders implement the ‘Prevent duty’.  
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 School leaders and in particular head teachers and principals are still regarded by many scholars as 

the central figures in school leadership and as Leithwood et al (2006) assert there is a view that 

‘there is not a single documented case of a school successfully turning around its pupil achievement 

trajectory in the absence of talented leadership’. This emphasis on turnaround leadership has 

accelerated since 2006 as politicians and system leaders in many countries sought to address the 

gaps in student performance between successful and less successful schools (Bush 2020). It is 

important to reflect that with the continued failings in educational systems to narrow such 

attainment gaps and to increase social mobility that these assumptions need to be critiqued, 

challenged as well as the PISA data that supports these claims (Grey and Morris 2018) but never-the-

less this analysis has dominated much of educational policy and practice and it will be interesting to 

see how this has played out in relation to the ‘Prevent duty ’in schools.  

 

School leadership needs to be viewed within the influence of the concept of instructional leadership 

and its ongoing requirements and its legacy. Interest in instructional leadership arose in the 1980s in 

the United States and was reincarnated in a global phenomenon during the first decade of the 

twenty first century in the form of ‘leadership for learning ’(Hallinger 2011). It has a strong focus on 

instructional vision, monitoring of classroom teaching, modelling good practice, mentoring and 

monitoring teachers to improve student learning and student outcomes (Bush 2008,2011). Many 

education policy makers, politicians and academics argued as found in Robinson (2007) that 

instructional leadership is recognised as the most powerful approach to bring about school 

improvement and enhanced student outcomes. My research on the ‘Prevent duty ’and its 

implementation and impact could recognise the context of instructional leadership and its influence 

on the professional priorities of school leaders and the school systems and structures that they 

operated within and within their own institutions set up. In essence what weighting of priority, in 

this crowded field of policy enactment and school leadership, did school leaders ascribe to the 

‘Prevent duty ’and how was the policy valued and placed by school and college leaders in their 

hierarchy of policy enactment.  

 

One important issue that flows from this crowded education agenda for school leaders to manage 

and implement, which has seen a burgeoning literature in recent years, relates to the wellbeing of 

school leaders and teachers, stress within their role and mental health issues. In a comparative 

context the recent work of Mahfouz (2020) when she considers school leaders in Pennsylvania builds 

on and reaffirms the recent studies which highlights the serious implications of stress for school and 

educational leaders (DeMatthews 2018, Wells et al 2011). Mahfouz (2020) concludes that stress is 
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an epidemic among school leaders. How has this played out within the context of school leaders 

implementing the ‘Prevent duty’?  

 

Scholars also point out that in England the framework of schooling has been transformed in the past 

decade by the rapid expansion of academies which are independent of local authority role. Ball 

(2018) calls the English education system no ‘system ’at all and articulates his strong sense of 

discomfort, disappointment and frustration with the current incoherent mix and mess of the English 

education system. There have now been some limited studies on academies and academy chains, 

Morris (2020), for example who examines the organisational culture of a comprehensive school that 

converted to an academy in 2010. My research identified and recognised this mix of different types 

of English secondary schools and considered whether these different schools and colleges had 

different approaches to implementing the ‘Prevent duty’.   

 

Within this new system of academies, new models of school leadership have been created, some of 

these roles have provoked controversy and been critiqued within some Trade Unions and 

organisations campaigning against academies such as the Anti-Academy Alliance. A current debate 

revolves around the high relative pay for Academy headteachers in comparison with their LEA peers 

and enhanced conditions. I would suggest that it is important to consider the new conceptualisation 

of headteacher and school leadership roles and the emergence of Chief Executive Officers as leaders 

of educational service providers in multi academy trusts and the creation of Executive Principals and 

Principals in academy schools. I did interview academy principals and school leaders as well as local 

authority head teachers and school leaders.  New research such as that by Hughes (2020) is taking 

place examining these significant changes. My research considered by examining selected schools, 

their policies, structures and leadership roles to consider whether the ‘Prevent duty ’was being 

organised or managed differently in different schools and whether there were discernible 

differences in operation and practices in academy schools as opposed to local authority run schools.  

The data and its analysis showed that in enacting the policy it was not possible to differentiate 

between types of schools but rather to explore and examine leadership in different school contexts 

considering factors such as training and experience.  

 

2.2.2 Policy Enactment and Policy Cycle 

I wanted to examine how schools and colleges and how school and college leaders ‘do ’policy, how it 

impacts on them and their institutions and how it actually plays out. In my literature review I sought 

to find appropriate and relevant work on policy enactment and the policy cycle. 
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As ‘Policies work in and on schools in complex ways ’(Perryman et al 2011: 192) my thesis and 

literature review focus on Ball and Foucault to provide a set of critical thinking tools to apply to the 

concept of Leadership and its relationship to the policy of Prevent. The thesis illuminates the Prevent 

Policy and School Leadership noting that leadership in schools and colleges is by no means ‘un-

contested ’(Gilles 2013).  

 

Some scholars including Fullan and Hargreaves (1998) and practitioners, point out that through 

terms such as ‘distributive leadership’, with the growth in size of leadership teams, the emergence of 

new leadership titles for staff working in schools and colleges that many are seen in schools and 

colleges as a leader – headteachers, teachers, staff, and students. Leadership also implies that there 

are followers and hence it is essential to consider the shifting power relations that exist in schools 

and colleges and to consider how schools enact and do policy. 

 

I find Stephen J Ball’s work on policy helpful especially when he argues that the meaning of policy is 

often taken for granted and it is not difficult to find the term policy being used to describe very 

different ‘things‘ ’at different points in the same study ’(Ball 1993: 10).  

 

I found it helpful to consider Figure 1 below Thinking about policy enactment (Ball et al 2012) as a 

starting point in researching the ‘Prevent duty ’considering it within its wider educational and 

societal context. It is a very useful, if messy tool, with which to observe and analyse policy and its 

enactment.  
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The work of Ball et al (2011) on the policy cycle and policy enactment asks what we understand to 

be policy. We need to consider what is there within the Prevent strategy and the 2015 duty as well 

as what is missing and why? Policy is hence something going on, a process which can be 

interactional and unstable. Policies, such as Prevent, ‘are contested, interpreted and enacted in a 

variety of arenas of practice and the rhetoric, texts and meanings of policy makers do not always 

translate directly and obviously into institutional practices ’(Ball 1994). Also, policies, as has been the 

case with Prevent, are changed and reworked over time and remade in many sites (Ball 2008) often 

with a local and institution interpretation. Ball charges us to recognize that policy can often be 

messy, full of contradictions, confused and unclear. Prevent and the ‘Prevent duty’, nearly five years 

in operation, provide a fascinating opportunity to examine policy in these contexts and to discover if 

contestation, modification and amelioration have occurred. 

 

In 1993 Ball asked for a better understanding by scholars and analysts to conceptually define what 

we mean by policy and to not take its meaning for granted and just view policy and its enactment on 

a superficial level. For Ball policy can mean very different ‘things ’at different times and at different 

points in the same study. Hence the need for this thesis to observe and interrogate how the ‘Prevent 

duty ’as policy has been enacted at different stages and with different policy actors, in particular 

school leaders, and in varying forms of its implementation. Researchers should in analysing policy 

enactment be aware that ‘each context involves struggle and compromise and ad hocery ’(Ball 1993: 

16). By placing the ‘Prevent duty ’in its historical context in the earlier section of the literature 

review the thesis aims to follow Ball’s view on contemporary education policy and its enactment 

that ‘it is necessary to understand both what has changed and what has stayed the same … within 

education policy ’(Ball 2013: 217).  

 

Ball (1993) illuminates the complex process of policy, the policy cycle and policy enactment and 

flowing from this analysis it is important to identify the mix of different ways in which policies are 

taken up, challenged and or resisted by policy actors in local and situation-specific circumstances. 

Ball has influenced many scholars and has worked with a number developing, refining and 

deepening theories to do with policy and policy enactment.  

 

Ball et al (2011) further develop theories of policy enactment and for this thesis provide an 

important way of looking beyond and around existing research and work on policy work in schools 

and hence in policy enactment. In reading their joint work it is possible to identify different ways of 

viewing policy enactment in schools. In one sense they provide a more developed theory of policy 

enactment and in doing so identify a ‘set of tools and concepts which will provide the elements of 
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such a theory ’(Ball et al 2011). Concepts such as context and the contextual dimensions and the 

dynamics that schools find themselves in become important and thus in my fieldwork and research. 

 

I have endeavoured to identify some of these contextual factors sometimes but not always related 

to the geographical location and cultural diversity of the schools visited. Maguire et al say that they 

‘want to take context seriously ’in analysing how schools do policy and list a wide range of school-

specific factors including a school’s unique history, its buildings, its staffing profile, its financial 

situation, its students, its community and specific challenges such as the proportion of students with 

special educational needs (SEN) or students with behavioural difficulties, challenges and pressures 

from academic league tables and Ofsted judgements and specific positive enabling factors that are 

conducive to successful policy enactment. In my fieldwork as a researcher with practitioner 

experience, I wanted to identify context and scope it into my research analysis as one of my research 

aims. 

 

I am interested, as with Ball et al (2011), in how schools and colleges ‘do ’policy and how the 

‘Prevent duty ’becomes ‘live ’and how it is enacted, indeed whether it is enacted or not. What does 

the ‘Prevent duty ’look like in practice, should we just take its implementation for granted for the 

policy is written by government and policy makers but done by teachers and school and college 

leaders? It is instructive to see whether this is a policy that is being done to school and college 

leaders or done by them and to view a sensitive policy in action in all its complex and messy forms. 

Policy enactment can be sometimes seen as top down or bottom up this way of analysing how 

schools do policy enables us as researchers to see what the dynamics of the policy are, how it may 

well be non-linear and may produce unintended consequences.  

 

Flowing from Ball et al’s (2011) approach to understanding and theorising policy enactment in 

schools is the underpinning understanding that schools are complex institutions, and the impact and 

implementation of policy is often messy, mixed and even incoherent. A further key element that I 

wished to take from their work is the need to find and analyse artefacts within a school that stand 

for or represent the subjects of a policy, ‘Policies become represented and translated in and through 

different sets of artefacts, experiences, material resources and in-service activities ’(Ball et al 2011). 

Thus, in my fieldwork I looked at school websites, school documents, where available, and at school 

displays, staff training materials and parental/staff/student communications. These artefacts are 

referred to in my findings as they place and help explain in my case how the ‘Prevent duty ’has been 

internalised and enacted through social processes and policy.  
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This is an area that Ball et al (2011) would argue has traditionally been missed or overlooked in 

examinations of how policy works in schools and educational policy analysis. As part of the same 

study Braun et al (2011) in their four inter-related papers outlined a set of concepts and ideas to 

help make sense of education policies in process in schools. 

 

Maguire et al develop this analysis further in ‘Where you stand depends on when you sit ’(2015), 

drawing on a study of education policy enactments in four English secondary schools they argue that 

different types of policies require different forms of enactments and that ‘policy type, power and 

positionality, space and time constraints, as well as different subjectivities, render policy enactment 

a more fragile and unstable process than is sometimes documented in policy and implementation 

studies ’(Maguire et al 2015: 1).  

 

Here in examining policy enactment it is important to return to Foucault’s concepts of forms of 

governmentality and his descriptions of how power plays out and how through certain discourses it 

becomes ‘taken-for-granted ’and internalised. My research considers what ways the ‘Prevent duty ’is 

internalised by school leaders and how the artefacts become part of the tools and techniques of 

governmentality in the policy work of schools and colleges (Foucault 2002).   

 

 

I found Figure 2: The ‘delivery chain’ (see below) provides a useful tool with which to place and 

examine school leadership. The ‘delivery chain ’enables scholars to place school leaders within an 

educational performance structure in which to analyse their influence, work and performance and 

the complex connecting education system in which they work and are judged. Whilst it is dated in 

terms of some of the organisations and institutions listed and does not include the more recent 

creations of independent state schools such as Academy schools and the growing number of 

Academy Trusts, never –the-less the ‘delivery chain ’provides a way into England’s mixed and messy 

education system. It enables scholars to begin to identify where does the power lie in the system 

and in relation to the implementation of the ‘Prevent duty’, and my research is interested in what is 

done with this power and how it is enacted. Foucault’s concept of ‘Genealogy ’(2002) can be a 

further helpful tool to consider the emergence of the policy and issues of power and in so doing to 

accept that the ‘duty ’as a policy will be incoherent and not make complete sense.  
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And to consider the different layers of school leadership such as relating to experience and 

positionality within the leadership hierarchy and unpick relations to power. 

 

Foucault’s view that power is not possessed but exercised helps analyse leadership at school level 

and also the ways in which power is applied and resistance and contestation, operate; in my work 

leadership should be analysed both as exercising power but also as having power applied to it. This 

key Foucauldian concept of educational discourse or, how we construct the world around us, 

enables us to consider whether leadership does secure more and better school outcomes than 

initially policies such as Prevent allow. Niesche (2011) suggests that educational leadership should 

not be seen as a ‘single ’but a ‘plural ’discourse. Niesche (2011) in his case study of Queensland 

headteachers, which he subtitles ‘disciplining the principal’, identifies that headteachers, in the 

power relations, are themselves subject to discipline and surveillance in different forms.  

 

Post-Foucauldian scholars have applied Foucault’s concept of Governmentality in recent years to a 

diverse range of fields such as crime, education, social work and housing. Mckee (2009), for 

example, prefers a mixed methods model adapting the ‘realist governmentality ’approach. In doing 

this she believes it provides further insights for researchers in the field of social policy but also 

demonstrates that practitioners do not always faithfully adhere to top-down discourse. More 

recently Beattie (2020) has argued for a critique of Higher Education utilising a Foucauldian 

perspective and undertaking an investigation into the practices of governmentality as suggested by 

Foucault. As a subscriber to ‘Foucault News ’I regularly appraise the contemporary literature in this 

field. Perryman et al (2017: 5) argue ‘rather than being controlled and disciplined, senior leaders and 

teachers position themselves in particular ways to act upon their own conduct…’. It is possible to 

view the ‘Prevent duty ’as more of a hidden power ‘working as a subtle influence on (wider) school 

practices and normalities ’(Perryman et al 2017: 5)  

 

From reading a range of papers including contemporary research in Foucault News I recognise the 

importance of utilising the concept of Governmentality to my research into the ‘Prevent duty ’and 

school leadership and highlight that this has not yet been applied to an analysis of this policy and 

school leaders.   

 

Stephen J. Ball explores how Foucault’s work can be applied within the field of education (Ball 1990) 

and his work provides a specific way in which to analyse the Prevent strategy. Ball is able to offer a 

critique of management in education and endeavours to make sense and understand social policy as 

‘policy sociology ’(Ball 1997), management is viewed as a ‘micro-physics of power’. ‘Education policy 

is now seen as a crucial factor in ensuring economic productivity and competitiveness in the context 
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of informational capitalism ’(Ball 2008: 1) but with the Prevent strategy and recent ‘Prevent duty ’we 

can also see the emergence of a ‘securitisation ’agenda within education and our schools. For a 

number of scholars, ‘securitisation ’has become the dominant discourse, Thomas (2017) finds that 

the Prevent strategy from 2010 ‘shifted gear significantly ’and that the policy needs to be examined 

within the context of a serious development of ‘securitisation ’into the spheres of education and 

welfare. The security of the state had now directly moved into the domain of schools and colleges 

with a significant additional set of obligations and responsibilities for school and college leaders as 

well as teachers and other school professionals. These new roles led to the challenge of teachers 

being seen as informants and spies when called upon to refer young people to the Channel 

programme, the ‘front line of Prevent’ (Anderson in BBC 2017).  

 

The concept of ‘responsibilisation ’is a further dynamic to consider, one in which school leaders as 

individual professionals are now responsible for policy, a process characteristic of neo-liberal 

systems of governance (Thomas 2017). Prior to 2011, the Prevent agenda was seen by some as 

intended to ‘responsibilise ’Muslim communities in the fight against domestic terrorism (McGhee 

2010) whereas post 2011 the strategy increasingly responsibilised front line professionals and 

institutions including schools, teachers and school leaders. This changing emphasis has been further 

developed by Thomas (2017). This influenced my research questions and how I would endeavour to 

discuss the changing nature of school leadership as a result of the ‘Prevent duty’. 

 

In order to analyse leadership, ‘policy work ’and ‘the paradox of enactment ’I attempted to utilise 

the policy actors or positions identified by Ball et al (2011) as a heuristic device and as a thinking 

tool. Actors in schools take up different positions in relation to policy including positions of 

indifference or avoidance or irrelevance. The positions are: 

  

1. Narrators - Interpretation, selection and enforcement of meanings, mainly done by 
headteachers and the SLT 

2. Entrepreneurs - Advocacy, creativity and integration  
3. Outsiders - Entrepreneurship, partnership and monitoring 
4. Transactors - Accounting, reporting, monitoring  
5. Enthusiasts - Investment, creativity, satisfaction and career 
6. Translators- Production of texts, artifacts and events  
7. Critics - Union representatives: monitoring of management, maintaining counter-discourses  
8. Receivers - Mainly junior teachers and teaching assistants: coping, defending and 

dependency  
 

(Ball et al 2011: 626) 

 

From the literature I endeavoured to utilise the policy actor positions as a working tool and consider 

how leaders might play some of these roles simultaneously. In examining the responses of school 
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leaders to policy, it was possible to view them as transactors and entrepreneurs as well as narrators, 

in how they perceive and enact the ‘Prevent duty’. Whilst this device was initially helpful to analyse 

school leaders ’roles and actions, its framework did not, in the close data analysis, prove to be as 

effective as first hoped. I examined a number the complex and differentiated activities involved in 

‘policy work ’and policy enactment by school leaders. Using this tool Ball et al (2011), I did though 

detect a paradox of enactment and a complex mix of different roles and positions taken up by 

teachers in relation to policy.  

 

In the interview questions with school leaders, it was very important that I had a clear understanding 

of the different phases of the history of ‘Prevent duty ’in order that I could analyse the varying 

responses to it, depending for example on the leader’s years of experience and to differentiate 

between my two cohorts of school leaders one less experienced than the other.   

 

Vincent’s (2018) ongoing research and work on values teaching and the teaching of ‘fundamental 

British values’, supported by the Leverhulme Trust, contributes to the debate and understanding of 

how contemporary education policy works and how policy is enacted in schools and by teachers. For 

my research on the ‘Prevent duty ’Vincent’s work (2018, 2020) is extremely helpful and important 

not just on FBVs, but her work illuminate’s policy enactment in an era of ‘muscular liberalism’. 

Drawing on empirical data Vincent concludes that ‘arranging opportunities for children and young 

people to critically engage with issues around values, difference and equality is an option only a few 

teachers will feel able to take up ’(Vincent 2018: 14). The requirements placed upon schools and 

monitored by routine OFSTED inspections give schools, colleges, and teachers little or no 

room/space to debate and discuss contemporary issues with young people. It is illuminating to 

compare her findings with the answers and data from my research questions on the ‘Prevent duty ’

and to consider whether as with FBVs some school leaders, experienced or otherwise, avoid taking 

up the issues raised in implementing the ‘Prevent duty’.   

 

From the only significant analysis of the ‘Prevent duty ’and its impact on schools and colleges 

(Busher et al 2017) find that contrary to expectations, not only has overt professional opposition in 

schools and colleges been limited but there has been evidence of positive acceptance of the ‘duty ’

and the policy. One of the co-authors, Thomas (2017), expands on their findings to identify and 

provide examples of policy enactment. He finds that schools and colleges have mediated and 

moderated the Policy of Prevent in everyday actions making it quite different from the words, tone 

and even the initial intent of the Policy. These findings provide more nuanced evidence to add to 

Ball’s concept of policy enactment and it is interesting to contrast Thomas’s findings with the 

contention from groups such as CAGE and Human Rights Watch UK that the Prevent strategy has 
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escalated a climate of fear within communities especially different Muslim communities and that the 

policy has further securitised schools as well as had a significant effect on free speech in schools and 

colleges. 

 

Thomas (2017) continues to ask for further evidence of the impact of Prevent at the ground level of 

policy enactment. He now believes that the criticism of Prevent fails to understand the complexity 

and contestation of Prevent and how it has changed. My research and my questions to school and 

college leaders were partly framed to seek evidence to confirm or refute Thomas’s assertions and 

contribute to a better understanding of the problematic Prevent strategy. Is it ‘a toxic policy ’or one 

that beneath the primary discourse is more nuanced and complex given the recent findings of 

Elwick, and Jerome (2019a) seek to understand the tensions that teachers face with the ‘Prevent 

duty ’and how to balance, if possible, their duty to include monitoring and surveillance with their 

ultimate purpose to educate their students? These are some of the tensions that I wished to explore 

with school leaders in my fieldwork. Their data reveals how teachers develop different responses to 

anti-extremism policy depending on their role, their school contexts, and their own beliefs. They do 

find that the ‘duty ’has ‘closed down ’certain options with teachers but in contrast they also find 

examples where teachers exercise agency to make ‘leaps ’of interpretation in certain lessons and 

activities. I was interested to detect the existence of such agency within the school leaders I 

interviewed. 

 

2.2.3 Schools, School leadership and neoliberalism  

For my literature review I wanted to discover more about theories and developments of 

neoliberalism - a term widely employed in academic studies and how it has been applied to school 

leadership. School leadership has become such a crucial dynamic within the field of education and 

educational research that for this thesis it was important to focus on school leadership and not an 

overall examination of teachers and wider school and college staff. Given the extensive application 

of the concept of neoliberalism to education the literature review endeavours to highlight its 

importance in understanding school leadership, policy enactment and the ‘Prevent duty’. I wanted 

to locate the ‘Prevent duty ’as policy within this context of neoliberalism to illuminate the growing 

and developing challenges for school leaders.  

 

I recognised that neoliberalism is forever reinventing itself and I was interested in connecting 

neoliberalism and liberalism with the rise of populism and in particular the concept of ’muscular 

liberalism’. In 2011 David Cameron, ex-Prime Minister, spoke at the Munich security conference of 

the need for ’muscular liberalism ’(Cameron 2011). Fundamental British Values and the ‘Prevent 

duty ’were created and in the case of the ‘Prevent duty ’reworked within this over-arching policy 
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narrative. Scholars including Moffitt (2017) writing of the paradox of ‘liberal illiberalism ’noted 

challenges and changes to liberalism which have been recognised in the recent work of Vincent 

(2018, 2020) on Fundamental British Values. I sought to search for these connections in my 

literature research on the ‘Prevent duty ’and to identify gaps in our knowledge that my research and 

research questions could illuminate. 

 

Neoliberalism in basic economic terms is characterised by free market trade, deregulation of 

financial markets, neo-mercantilism and the shift away from state welfare provision. Foucault in his 

lectures at the College de France 1981-82 (2005) generates debate on neoliberalism and in 

endeavouring to understanding its importance in the context of education and school leadership I 

turned to specific literature. 

 

I found the series foreword to Critical Studies in Educational Leadership, Management and 

Administration (ELMA) a helpful staring point, here Thomson identifies and describes significant 

changes to the role and concept of Leadership in Education over the last thirty years. For my work 

this helps locate educational leadership in this phase of neoliberalism and provides a framework in 

which to understand school leadership and the dynamics pertaining to school leadership. This ELMA 

analysis, which I explain below, offers a useful over-arching tool in which to examine School and 

College Leadership’s changing profile and within place school leadership and the policy the ‘Prevent 

duty ’and its implementation in this changing and evolving context. Four reasons are put forward for 

the substantial recent changes: 

 

1. Leadership is now inextricably linked to the notion of ‘continual educational improvement’. 

Leadership in schools is no longer seen as the domain of just Headteachers or Principals 

and with ‘distributed leadership’ often all educational professionals are spoken of as 

Leaders. 

2. There has been a much greater focus on the development of Leadership as a concept. 

3. Systems and Schools now assume that they should be using ‘world’s best practice’. There is 

a shared belief that there are ‘international solutions’ to local problems. 

4. A Leadership industry has now been created located in private companies, universities and 

schools often offering ‘off the peg’ solutions to complex issues.  

 

In my research these factors provided a context in answering my specific research questions and to 

identify whether school leaders recognized or identified any of these dynamics in relation to their 

implementation of the ‘Prevent duty ’as policy. And did school leaders have any views on the 
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expanding role of the state particularly in terms of securitisation in our educational institutions 

including schools and universities.  

 

Flowing from the above I believed it important to consider the concept of globalisation and its 

connection to neoliberalism and its impact nuanced or otherwise on school leadership. In an era of 

globalisation many scholars have seen education policy as a crucial factor in ensuring economic 

productivity and competitiveness as part of informational capitalism (Ball 2008). The ‘knowledge 

economy ’(Drucker 1966 – ref says 1992) has been seen (Leadbeater 2000) as a new stage of 

capitalism. ‘Education, Education, Education ’the mantra of the New Labour governments, first 

elected in 1997, saw knowledge as a factor of production in global markets and the Govian 

education reforms introduced by the 2010 Coalition government were driven by concerns about 

challenges from countries and jurisdictions that were outperforming the U.K. in educational scores 

This is similar to the pressures for educational reform in the U.K. in the late nineteenth century and 

early twentieth century from the expanding economies in Germany and U.S.A. It is important to 

place Prevent within this ‘policy sociology ’and within an extended period of ‘policy overload ’

(Dunleavy and O’Leary 1987). 

 

Following on from Ball (2008) in which he examines politics and policy in education, it seemed 

important to locate school leadership in the prevailing debate as to what constitutes school 

leadership. Fullan and Hargreaves have been very influential in this debate such as within 

‘Leadership for the 21st Century’, where they argue ‘out there ’is now ‘in here ’(Fullan and 

Hargreaves 1998). In seeking to explain and understand government and educational policy they cite 

that parent and community demands, corporate interests and technology have all increased, and as 

a result the nature of school leadership has fundamentally changed. How has the Prevent policy 

been created and shaped by these dynamics and do school leaders view it as a further extension of 

an intensified overload for school and college leaders. Do they welcome this additional policy to 

manage and implement or do they see it as an extra burden, a responsibility for others, for example 

the police and security services, to operate given the literature on schools and the economic policy 

of austerity (Mason 2015; Dorling 2015)? And, in this policy cycle do they feel they are being given 

sufficient support and training to implement the ‘Prevent duty ’(Bonnell 2011; Earley and Greany 

2017).    

 

From this my research questions seek to find out if school and college leaders perceive that the 

‘Prevent duty ’has become one further initiative to manage, another policy on the tick box list and 

absorbed as part of the routinisation of education and/or marks a further growth of its 

securitisation? 
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In literature on school leadership there is evidence of how school leaders have had to become 

increasingly aware of neoliberal educational policies and practices such as school inspections and 

monitoring and adapt accordingly. In this developing educational landscape, there has been a 

growing tension for school leaders between their professional autonomy and their professional 

accountability (Earley 2013). Some scholars including Courtney (2017) identify the growth of 

conformity linked with professional practice as a consequence of the growing accountability 

structures found in neoliberal education systems such as in England, where school leaders and 

teachers are made very visibly accountable through and by organisations and state bodies such as 

OFSTED. In their practices and actions, it becomes necessary for school leaders to conform to 

education policy. This notion of conformity connects back to Foucault’s (2002) concept of 

Governmentality where school leaders in the modern neoliberal world become active self-governing 

individuals who embody the social and corporate ideals of the state.  

 

Ball places education policy within the context of growing globalisation and education identifying 

‘students as customers ’(Willmott 1995). Here education is seen as preparing young people for a job 

rather than as a preparation for life it has become a ‘service industry ’less a ‘knowledge ’economy 

(Drucker 1966/1992). An analysis of neoliberalism and its pervading influences can conclude that 

education and schools reinforce social inequalities and economic and social polarisation but by 

employing Ball’s concept of policy enactment it is possible to view the implementation of ‘Prevent 

duty ’in our schools as more nuanced and complex. 

 

Some scholars (Kapoor 2013) drawing on Apple (2004) would locate a study of the ‘Prevent duty ’

and education leadership within the context of neoliberalism and its advancement and in tandem 

with a New Right neo-conservative agenda. For some the ‘Prevent duty ’can be seen as part of the 

neo-liberal ideology that allows us to rationalise harsh and cruel policies against some of the most 

vulnerable. It is important to examine the relationship between neoliberalism and the ‘Prevent 

duty’, to see to what extent the Prevent policy has supported or not supported the development of 

neoliberalism and racial neoliberalism as well as to examine the influence and impact of 

neoliberalism on policy and policy enactment. Whilst not under-estimating these concepts and their 

influence some scholars and economists (Brender and Pisani 2010; Mason 2015) contend that there 

have been challenges to economic neoliberalism, since 2008 neoliberalism has been on ‘life 

support’, and as a result there has been a significant challenge to liberal and neoliberal values.  

 

Mason (2018) goes further to assert that ‘neoliberalism is broken ’not simply the ideas of F. Hayek 

and M. Friedman but ‘the global economic system that drove growth and technological progress 
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between 1989 and 2008 but has now stopped doing so’. The grip of neoliberalism has weakened and 

should therefore not be applied in total but in conjunction with other developing influences. I am 

interested to discover if my research could unpick Prevent and identify it as a microcosm of a shifting 

change in social policy, one which reflects a decline of globalisation, the end of a liberal consensus 

on multi-culturalism, the growth of populism and the growing securitisation of society. Here the 

contemporary work of Zuboff (2019) is instructive as he provides many examples of increased 

securitisation and surveillance in the recent rise of digital capitalism and helps place the ‘Prevent 

duty ’as policy and the work of school leaders in implementing the policy in a growing securitised 

education system and securitised state.  

 

The literature review, as in Part A, also identified a developing and changing context, the emergence 

of economic and cultural populism and with it a growing political dynamic and discourse which 

although at an early stage of development illuminates a study of the ‘Prevent duty ’and its 

enactment. The rise in populism and the rise of ‘post liberal ’sentiments are linked specifically to the 

world of education in the work of Zembylas (2019) and in examining the challenges to liberalism 

(Mishra 2017). Here I turned to re-read the works of Rawls on Political Liberalism (1995) considering 

his concept of ‘overlapping consensus ’and applying it not only to the US but also other western 

liberal democracies and juxtaposing his theories with some of the harsh realities of economic 

populism and to the controversy and contention found in policies such as the ‘Prevent duty’.  

 

 Examining the ‘Prevent duty ’it is important to locate the policy and the prevailing narrative as 

scholars including Ball (1993) suggest within the existing discourses (Foucault 2008) prevalent at the 

time. Ball’s work draws on Foucault’s work to help interrogate education policy and aids in 

recognising the complex and messy relations between the concepts of discourse and policy. This 

policy discourse can particularly be found in the explicit desire from ex-Prime Minister David 

Cameron’s wish to promote a more ‘muscular ’liberalism (Cameron 2011) which signalled a change 

in emphasis and direction of the ‘Prevent duty ’as policy after the 2011 Munich Security Conference. 

This new concept broadly aims ‘to clarify the core values of liberal societies and use coercive state 

power to protect them from illiberal and putatively dangerous groups ’(Triadafilopoulus 2011).    

 

Scholars including Vincent (2020) have examined and explained the rationale for FBV’s within this 

context and where she finds and highlights a complex relationship between liberalism, faith and 

democracy. She describes a specific case involving those of a migrant heritage in a primary school in 

Birmingham in 2019 where she argues that there is dichotomy of the liberal ‘us ’and the illiberal 

‘them ’and relates this to her recent work on the mandatory promotion by teachers of the 

‘fundamental British values ’(2019 a &b). Here she concludes by suggesting, along with other 
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scholars and commentators, that through the ‘Prevent duty ’and British values the state’s gaze 

intensifies when Muslim populations and schools are considered (Holmwood and O’Toole 2018; 

Saeed 2007).       

 

Another contextual factor is the Global Education Reform Movement, which developed first in 

England thirty years ago, which has focused very much on a ‘what-works ’agenda and actively de-

theorises and de-policies the fields of education and its leadership and professional practice 

(Courtney 2017). This agenda has dominated educational discourse and policy in the UK and beyond. 

In being socially critical and trying to understand the ’Prevent duty ’and school leadership I utilise 

Foucault and in particular the way in which his work has been interpreted by Stephen J. Ball in an 

understanding of policy enactment. Ball (1993: 10) in his seminal think piece on policy posits that 

‘the meaning of policy is taken for granted ’and ‘that policy can be used to describe quite different 

things at different points in the same study’. 

 

The implementation of the ‘Prevent duty ’is now an essential part of the role of a school leader and 

my research questions seek to illuminate how the ‘duty ’has been perceived and implemented. 

Economic imperatives have always driven the English education system. A History of the English 

Education system (Hopkins 2013) shows the pressures for educational reform in the U.K. in the late 

nineteenth century and early twentieth century from the expanding economies in Germany and 

U.S.A. This policy needs to be considered within the prevailing neoliberal economic phase and its 

associated pressures and dynamics.  

 

The introduction and content of the ‘Prevent duty ’along with the creation of Fundamental British 

Values (Vincent 2020) was influenced by Michael Gove bringing together the work of the Home 

Office and the DFE. It is important to place Prevent within this developing political narrative and 

complex ‘policy sociology ’and view it within in education and social policy an extended period of 

‘policy overload ’(Dunleavy and O’Leary 1987). 

2.2.4 Ongoing reflections 

Throughout my fieldwork and particularly in the process of analysing my data I have continued to 

immerse myself in the literature connected to my study. Several areas emerged which I needed to 

consider and reflect upon, and I have threaded the associated literature within my data findings and 

analysis chapters. I returned to the literature and in specific cases specifically searched for additional 

insights. Two themes that required further reflection that came through strongly in my data analysis 

were Safeguarding and Community.  

  

2.2.5 The importance of Safeguarding as a policy concept  
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The limited literature on teachers and the ‘Prevent duty ’(Busher 2017) and the teaching of FBVs 

considers how the teaching profession and other educational professionals view the ‘Prevent duty ’

in relation to safeguarding. Safeguarding is an enormous area for school leaders and teachers and 

has had many new elements added to it. Because it is sensitive and goes to the heart of a teachers ’

role it has been accepted without much criticism, but some scholars argue that safeguarding as a 

concept and practice need to be critiqued (White, E. and Romeo, L. (2015). 

 

Vincent (2019 a & b) echoes the findings that teachers appear to have largely accepted the ‘Prevent 

duty ’as part of their safeguarding responsibilities in line with government guidance (Busher et al 

2019). Some scholars including Miah (2017), Kundnani (2015) and Acik et al (2018) are beginning to 

question why Prevent, as a policy, should be automatically placed with the Safeguarding framework.  

 

Miah (2015) argues that after the London bombings of 2007 (7/7) education and social policy 

radically shifted away from the politics of multi-culturalism to a politics of securitisation and that 

Muslim communities were problematized within social and educational policy discourse. This prime 

focus on securitisation and suspect or problem communities in Miah’s analysis influenced the whole 

Prevent strategy and therefore shifted the focus of safeguarding in schools and colleges to 

accommodate these concerns of security and suspect communities. Safeguarding can therefore be 

viewed as part of that changing state apparatus, or ‘dispositif ’as Foucault would describe. In my 

research I wanted to examine this dynamic and seek to find out school leaders ’views and 

perceptions regarding safeguarding and the policy. I particularly asked my research interviews 

questions to discover to what extent school leaders saw the ‘Prevent duty ’as an extension of their 

existing safeguarding work.   
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2.2.6 The importance of Community and Localism 

The concept of community has long been linked to education and within the secondary community 

schools set up in the UK in the 1960s and 1970s in local authorities such as Cambridge. Creating 

good communities was an essential plank of New Labour educational and social reforms in the 1990s 

as depicted in the ‘Every Child Matters ’policy. Many school leaders who were trained at this time 

took the importance of working to build strong and stable communities as an important aspect of 

their work of course tempered with the reality that schools could have influence but not 

fundamentally transform society. This desire to create a happy and cohesive community can be seen 

in the work of Etzioni (1993) with his concept of communitarianism with the necessity for both rights 

and responsibilities for citizens. Responsibilities are anchored in the community and for Etzioni 

communities are vital as is a national sense of community. His work was very influential in shaping 

many educational and social policies in the West, but the education policies developed and 

introduced by New Labour in the UK. A longing, to be found in educators, for a ‘sense of 

community ’is reflected in the work of other scholars (Merz and Furman 1997).  

 

Labour Government’s initiatives, from 1997 onwards such as Sure Start started in 1998, Every Child 

Matters launched in 2003 and Youth Justice Policy emphasised community. These initiatives grew in 

influence in this period after 2001. Thomas (2017) cites the influence of writers such as Etzioni 

(1995) and his communitarian thinking plus the ‘third way ’(Giddens 1988) had on New Labour’s 

social policy. 

 

The Government’s overarching policy response in the U.K. from 2001 became ‘Community 

Cohesion ’(Cantle 2005), a desire to promote cross-ethnic contact. This ‘Community Cohesion ‘policy 

emerged from a response to the 9/11 attacks of September 2001 but also to the riots in northern 

England the same summer plus intelligence highlighting the involvement of British Muslims in 

Jihadist training camps in Afghanistan from the late 1990’s onwards (Burke 2007). I have highlighted 

these community references and developments fully earlier in the historic overview of the literature 

review.  

 

My research interviews needed to focus on and consider how important the concept of community 

was for school leaders in their work and implementation of the ‘Prevent duty’. How did school 

leaders view their communities and does their understanding differ in different geographical 

locations and/or because of their experience and training? The policy of Community Cohesion 

(Cantle 2005) was an important narrative and discourse in education before 2010 and important in 

school leaders training provided by institutions such as the National College for School Leadership. 

Community was given much more prominence in the early phases of the ‘Prevent duty ’(Phase 2) 
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and then the policy reflected community in a broad holistic approach to education and schools. After 

2010 the concept of community diminished.  

 

2.2.7 Summary and Research Questions  

The literature review finds an extensive literature on school leadership but in comparison a much 

smaller body of work and research on and into the ‘Prevent duty ’and an even smaller literature on 

the ‘Prevent duty ’and school leadership. It is important as scholars including Lakhani and James 

(2021) Busher and Jerome (2020) and Thomas (2017) suggest that there needs to be more empirical 

data and evidence to illuminate discussion and debate. 

 From my literature review I highlight issues and gaps in our knowledge and take away a number of 

key thoughts. I  include drawing on the work of Lakhani and James(2021) which highlights the 

‘serious and growing threat in the UK ( and more widely)’ ( 2021 p.89) of far-right extremism and the 

requirement for there to be much more research in this ‘ highly under-researched’ field ( 2021 p.87) 

the need to consider far-right extremism particularly as much of the literature hitherto on the 

Prevent duty has focused disproportionately on the impact of the Prevent duty on Muslim 

communities and Muslim students. 

Lakhani and James (2021) also argue of the importance of teachers and school leaders being better 

informed about threats of terrorism both at a national and specifically local level. They encourage 

stronger relationships drawing on local knowledge, experience, and advice. This therefore has 

important implications for the training offered to school leaders and teachers in dealing with and 

implementing the Prevent duty. I wanted to seek school leaders’ views on their own training and 

seek, if they existed, any examples of customized shared training taking onboard local circumstances 

and dynamics. 

The literature review suggests that Safeguarding (Thomas 2020) as a contested concept in relation to 

the Prevent duty needs to be explored as does the concept of ‘responsibilisation’ plus a close 

examination of the impact or not of the Prevent duty on human rights and free speech and to what 

extent it has had a ‘chilling effect’. And in the spaces that may or may not have been created (Biesta 

2011) has there been any evidence of ‘sense-making’ by school and college leaders? 

 The growth of ‘securitisation’ in schools and colleges is another important take away from the 

literature review and it will be important to examine what effect and impact the Prevent duty has 

played or not?  

The literature review also touches on the important of community, context and localism and again it 

will be interesting to see what my data and evidence points to here. Finally, it is important to locate 

the Prevent duty within the overall field of ‘muscular liberalism’ and to see how this policy works 

and plays out - in what could be straightforward or on the other hand complex ways. 
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The literature review has enabled me to identify specific gaps in our knowledge and understanding 

of this important policy and to examine how it has been perceived and enacted by school leaders. 

The literature review has pointed me as a researcher in the direction of gathering empirical data on 

school leaders and the ‘Prevent duty’. Keeping the literature under review I adjusted and re-focused 

some of my initial thinking about my possible research questions. Below I have detailed the refined 

research questions that I decided to ask and gain answers and responses to in my fieldwork. As a 

research scholar I looked forward with relish and excitement to undertaking my fieldwork and data 

analysis. 

 

My key research and subsidiary questions are: 

 

1.   KEY RESEARCH QUESTION 

How has the ‘Prevent duty’ been interpreted and enacted in selected secondary schools and 

colleges in England by school and college leaders? 

2. SUBSIDIARY QUESTIONS 

a) How do school and college leaders perceive and think that the ‘Prevent duty ’has 

impacted on schools and colleges, on interactions with students and parents, on 

teaching and learning, on the curriculum and on themselves? 

b) How do school and college leaders regard the ‘Prevent duty’? What positive views and 

criticisms, if at all, do they have on the duty? 

c) How and to what extent, if any, has the ‘Prevent duty’ ‘securitised’ education and what 

effect, if any, has it had on the practices of free speech in schools and colleges? 

d) i) How has the role and professionalism of school leaders changed, if at all, as a result of 

the ‘Prevent duty ’and how, if at all, has the ‘Prevent duty ’and its effects changed over 

a school leader’s time working in education and schools? 

 ii) How have school and college leaders managed and enacted the ‘Prevent duty ’and what 

new systems, structures and training have been introduced, if any, by school and 

college leaders to manage the ‘Prevent duty’? 
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Chapter 3: Methodology 

 

This Methodology chapter presents how I conducted my research and reflects on the key issues that 

related to my research approach. I will begin with an overview before describing and justifying the 

choices I made as I outline and explain the process I undertook.  

 

Below I explain my main method of research and why I chose that methodological approach and the 

important issues of access and sampling. It explains how I went about my data collection and the 

issues that arose, the importance of ethics, and how I approached and undertook my data analysis 

and within that the recognition that my chosen subject of study (the ‘Prevent duty’) was a sensitive 

and controversial topic. The chapter concludes with a reflection on my own positionality as a 

researcher and former practitioner and a short summary.     

 

3.1 Overview  

The research began in 2018, three years on from the introduction of the ‘Prevent duty ’(2015) with 

the following research aims: to find out how the ‘Prevent duty ’had been enacted by school and 

college leaders in secondary schools and colleges in England; and additionally, to discover to what 

extent, if any, the ‘Prevent duty ’had ‘securitised ’education and what effect, if any, it has had on 

free speech in schools and colleges. 

 

I wanted to examine the localised nature and perceived impact of Prevent, the different ways it 

operated within different schools and colleges and even within those individual institutions, how 

Prevent has been interpreted by the chief policy actors including school leaders as well as the impact 

of resources or lack of them in the implementation. The research set out to consider whether 

amongst school and college leaders there had been ‘policy evasion ‘or ‘policy acceptance ’in relation 

to the ‘Prevent duty’.  

 

As Punch and Oancea write a methodology is a type of ‘theory about the design, methods and 

procedures and involves philosophical tools and insights (2014: 34) as well as a strategy or ‘plan of 

action ’(Crotty 1998: 7). Drawing on Swain et al (2017) I recognized the need to utilise a valued 

system of principles and strategies to guide my research.  

 

  



73 

The key research and subsidiary questions were: 

 

1. KEY RESEARCH QUESTION 

How has the ‘Prevent duty’ been interpreted and enacted in selected secondary schools and 

colleges in England by school and college leaders? 

 

2. SUBSIDIARY QUESTIONS 

a) How do school and college leaders perceive and think that the ‘Prevent duty ’has 

impacted on schools and colleges, on interactions with students and parents, on 

teaching and learning, on the curriculum and on themselves? 

b) How do school and college leaders regard the ‘Prevent duty’? What positive views and 

criticisms, if at all, do they have on the duty? 

c) How and to what extent, if any, has the ‘Prevent duty’ ‘securitised’ education and what 

effect, if any, has it had on the practices of free speech in schools and colleges? 

d) i) How has the role and professionalism of school leaders changed, if at all, as a result of 

the ‘Prevent duty ’and how, if at all, has the ‘Prevent duty ’and its effects changed over 

a school leader’s time working in education and schools? 

 ii) How have school and college leaders managed and enacted the ‘Prevent duty ’and what 

new systems, structures and training have been introduced, if any, by school and 

college leaders to manage the ‘Prevent duty’? 

 

3.2 Methodological approach   

The aim of social research is to produce some new knowledge and understanding of the world, I, as 

an academic research scholar, have an intention to do this and to use this new knowledge to 

enhance our academic understanding and to do so in a way that can have an impact both inside and 

outside of academia.  

 

In order to achieve this, I reflected on the concept of epistemology and how it applies to social 

researchers; I considered some of the principles of positivism thereby distinguishing belief from 

knowledge; as well as endeavouring to understand the central tenets of interpretivist/ 

constructionist theory and the concepts of ‘ontology ’and ‘postmodernist ’social theory.  

 

As with all social and educational research it is important to recognise and understand the detailed 

and complex history of ideas that relate to how we can know the world and what is knowable within 

it (Swain et al 2017). I subscribe to the need for ‘evidence-based research and practice ’in education 

and support the view expressed by Fullan and Hargreaves (1998) and other scholars that educational 
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research should aim to contribute to improvements to educational practices. But if I applied this 

perspective alone, I would only be viewing my research topic on the ‘Prevent duty ’at one level, 

scrutinising just the tip of the iceberg, there is a fundamental need to root my research in deeper 

epistemological and ontological debates.  

 

It can be argued that for some years there has been an over dependency on the ‘what works ’debate 

in education, as a practitioner I was immersed deeply within it. It is illuminating to reference the 

growing body of work that raises fundamental questions about the feasibility of the idea of 

evidence-based research or evidence-informed practice. In ‘What works still won’t work ’Biesta 

(2011) challenges such assumptions arguing that we must look deeper than simple narratives of the 

practical relevance of education policies.    

 

Epistemology refers to theories about knowledge and to the debates as to how and what we can 

know about the world. It is mainly a form of philosophy that concerns itself with issues to do with 

how and what we know. It is the study of our capacity to know, and the outcome of such studies are 

theories about knowledge. In social research we need to ask epistemological questions when we 

start asking questions about the nature of the knowledge produced through our investigations and I 

endeavoured to set my research aims and research questions accordingly.  

 

I wanted, as an academic scholar and not as a school practitioner, at the outset of my research, but 

also throughout my research, to understand and refine what I was learning from my data and what 

my data was telling me. I needed to challenge my thinking and discard subjective views about the 

policy and in doing so approach my research in an open way, constantly grappling with my research 

and its findings searching for key and sometimes hidden themes. It was important in understanding 

the ‘Prevent duty ’and its impact to consider concepts relating to positivism and the need to 

distinguish belief from knowledge - an argument for scientific enquiry that looks to establish facts in 

an objective fashion and free from bias. One of the core elements of the notion of scientific enquiry 

is that of empiricism. Stemming from this scientific approach is a view that the new knowledge 

gained from research should be useful, practical and lead to an improvement of the world. The 

findings do illuminate policy enactment and school leadership and suggest new knowledge about 

the ‘Prevent duty ’and policy enactment by school leaders and this is expanded upon in my 

conclusions and recommendations.   

 

It is important to apply the central tenets of interpretivist/constructionist theory to my research and 

recognise as does Crotty (1998) that there is a clear distinction between the two although some 
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scholars see the distinctions are less clear and overlapping. Swain et al (2017) attempt to summarise 

the essential points about interpretivist/constructionist approaches which I briefly outline below. 

 

First, that language and culture are the perspectives through which all meaning is situated. Second, 

that people interpret the world through the perspectives of their own lives ’languages and cultures 

as well as their own biographies and as a consequence they produce and negotiate meaning with 

other people in particular social contexts of activity. As a result, meaning is not static but changing, it 

is multiplicitous, and dependent on context. Facts are not independent of our perspectives on the 

world but are always interpreted through our own frames of reference and finally social researchers 

need to try to understand culture from the insider’s point of view, not from the point of view of their 

own culture (Swain et al 2017). 

 

Whilst Swain provides a helpful table and summary of key points it is also a tariff that is limited, and I 

would argue that it conversely could be argued that Swain is not clarifying the contrast between 

similarities and differences between interpretivist and constructionist approaches sufficiently and is 

blurring the differences by emphasising how they overlap.  

 

For my research the central importance and dynamic of language is key, not only the distinct 

language of the ‘Prevent duty ’and counter-terrorism policy but the wider discourse and language of 

and applied to education. My research needs to consider the meaning of culture and I need to 

recognise my own cultural background and experience and also compare and contrast that with the 

school leaders interviewed and the children, families and communities with which they work. 

 

The philosophical debates, ‘ontology’, that relate to our nature of being and of existence are critical 

to social science research. In considering the ‘Prevent duty ’and school leadership it is worthwhile to 

consider what it means to be human. The writings of Cassirer (2021) and his description of humans 

as ‘homo symbolicum’, humans as symbol makers with language, culture rituals, as distinct from 

animals provides a useful starting point. I find this overarching notion of man as a symbol maker 

distinct from the animal kingdom illuminating. Developing these ideas further in relation to 

education and drawing on the writings and work of Abbs (2003) and in his lectures and writings I 

believe that a useful connection can be made to Foucault and links with a central Foucauldian 

question as to what it means to be human (Foucault 1982). As too with Ball (2017) who develops 

concepts of self-formation into asking questions as to what it means to be educated and what it 

means to be an educator. The thesis seeks to consider what it means to be a school leader 

implementing the ‘Prevent duty’.  
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My research draws on postmodernist social theory and sees truth as relative to perspective and that 

as social researchers we should accept and indeed embrace ambiguity and difference. As with 

Foucault I set out to be a ‘disruptive scholar ’and open-minded in my attention to establish a 

meaning to my data and its analysis. I attempt rather to destabilise my data and its analysis - to 

highlight its contradictions, its messiness, its ambiguity and its instability. To analyse and research 

the sensitive and controversial ‘Prevent duty ’and in doing so illuminate the concept of policy 

enactment and add to our understanding of how the ‘duty’, the policy plays out in schools and 

colleges. I approached my social research and my desire to produce new knowledge aware of the 

need to understand and reflect on the general philosophical debates and arguments highlighted 

above.   

 

3.3 Qualitative Semi-structured Interviews   

My key research tool was the use of semi-structured interviews to provide qualitative data. I had 

initially intended to apply a pragmatic, mixed methods approach to my research project combining 

qualitative and quantitative methods including in-depth, semi-structured interviews and 

questionnaires (Johnson et al 2007). It was not possible at the last minute before going into the field 

to undertake my planned questionnaire research because of national educational and political 

changes, local events and access difficulties. This is fully explained in the limitations to my research 

section in my conclusion. Semi- structured interviews in two different cohorts became the method 

of obtaining data. The aim was to provide evidence to answer my key and subsidiary questions. 

Considering my research aim and questions I judged mixed methods would for me as a single 

researcher be the most efficient and productive approach giving me a broader breadth of response. 

 

Mixed methods design has become a generic form of methodological approach in the fields of social 

sciences and education. In reading doctoral theses and attending UCL training in preparation for my 

work I found that scholars had successfully utilised a mixed methods approach. I began my research 

into the ‘Prevent duty ’with the intention to use both quantitative and qualitative methods for 

collecting and analysing my data. This was to be done in a rigorous, systematic and planned way and 

was linked to the five rationales for using mixed methods (adapted from Greene et al. 1989 in Swain 

et al 2017) but alternatively could be applied to a single qualitative method:  

 
. Triangulation  
. Complementarity 
. Development 
. Initiation 
. Expansion  

(Swain et al 2017) 
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I had initially determined the sequence of my data collection starting first with the quantitative 

questionnaire followed by the qualitative semi-structured interviews. I intended to give equal 

priority and weighting to both. There would be anticipated overlap and potential integration of the 

two sets of data. It was not possible to undertake the questionnaire.  

 

I planned to interview in up to ten schools and colleges, in the three geographical locations, with at 

least two school and college leaders in each, using in depth, semi-structured questions following up 

from the questionnaire. The Leaders would be from the different geographical regions, some long 

serving who have experience of Prevent, and other policies, over a number of its phases and newer 

less experienced leaders who may see the policy in different ways perhaps accepting Prevent as 

routine as well as accepting the growing securitisation of education. I aimed to select a range of 

school and college leaders but recognised that the sample may not be statistically but nevertheless 

informationally representative. 

 

At a late stage, before I was to embark on my fieldwork and collection of data circumstances 

changed and events made it impossible for me to carry out the questionnaire factors which included 

my ASCL contact advising me due to national political and educational reasons to park sending out 

the questionnaires. The research methods had to be quickly adapted and modified and the fieldwork 

was based on semi-structured interviews and analysis of school policies/documents to support, 

contrast or to re-enforce one another. The number of interviews were increased to include an extra 

cohort of less experienced school leaders. I always assumed that my main source of data was likely 

to come from the semi-structured interviews. This was in fact the case, but I was able to cross 

reference my interview findings, where possible, with some appropriate and available internal 

school documents. 

Researcher Positionality  

It is crucial for researchers to reflect on their positionality when undertaking research and when 

qualitative research methods are used. In carrying out my empirical research I was very aware of my 

positionality as a former school leader, and I endeavored to reflect on this throughout my research 

process and in the way I engaged and worked with my respondents. This I attempted to do from 

start to finish including choosing my sample to interview and interpreting and analysing the data, 

aware of the effect of my presence (Swain et al 2017) 

I asked myself the question as to who I was/am and how it affected or could influence my research. I 

did not expect complete objectivity in my qualitative research, and I examined my biases and 

possible biases, which all researchers have, such as my experience of working in multi-cultural urban 

schools and hearing concerns from parents and the community about the introduction of the 

‘Prevent duty’ which in part had led me to research and examine its implementation and how it had 
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played out in schools. I strove to gain answers to my research questions that any other researcher 

without my experience as a school leader would arrive at. 

 

I was no longer a school leader by the time I started my research and there was almost a five-year 

gap before I began my fieldwork. My previous position as a practitioner did help in certain cases in 

enabling me to access schools in which to interview. One Head teacher, whom I knew, did support 

my approach enabling me to interview members of the school’s leadership team, whom I had not 

met before but knew I had been a school leader, but he declined to be interviewed. I endeavored to 

make it clear to this group and all my respondents that my previous role was not important, but they 

should consider me as a researcher from UCL. In all my interviews and in the preparatory work I 

highlighted my researcher role and attempted at the start of each interview and during to put the 

respondents at their ease in answering my research questions. I was aware that some may be 

influenced by my previous work and role as a school leader One Head teacher whom I had been 

introduced to, after a period of reflection, withdrew his and his school’s involvement as he felt the 

topic of my research to be too sensitive. Overall, my previous experience did enable me to perhaps 

have greater access to research a very sensitive subject, but I did do my best to stop it becoming an 

influencing factor.  

In so far as I can judge the data I gathered was not significantly influenced by my previous role as a 

school leader. And I intervened when necessary to address this, one example was when a school 

leader, whom I had never met nervously attended the interview with a range of folders and 

documents as if she was attending a formal Inspection meeting. I politely put her at ease and asked 

her to not worry about her documentation but to speak openly and confidentially about her views 

and perceptions of the ‘Prevent duty’. She noticeably relaxed as the interview took place and 

thanked me at its conclusion.  

Given that the original plan to include a quantitative questionnaire did not materialize I was aware 

that my qualitative research data, rich and thick though it was, would be more about discovery and 

illustration than testing theory (Perryman 2011). There were in my case some blurred boundaries of 

insider/outsider research as Perryman aptly describes as ‘a returning native’.  

As more existing and former teachers and school leaders do more ‘institution focused study’ where 

they work or where they have worked and elsewhere, researcher positionality becomes an 

important dynamic to recognize and reflect upon. I intended for my thesis to be strengthened by 

some insider knowledge, understanding and connections but for it to be informed by my outsider 

researcher detachment that I had learnt and developed from undertaking a good deal of appropriate 

training and watching and learning from respected researchers in the field.  

Throughout my research and data analysis I was in regular contact and dialogue with both my 

supervisors and we reflected on my researchers’ positionality. In systematically analysing my data I 



79 

was always conscious of my previous position as a school leader but strove to draw conclusions, 

insights and findings that any academic, education researcher of whatever background would arrive 

at. One of my supervisors had experience of researching whilst a schoolteacher and provided me 

with sound advice as well as challenges to consider and respond to. 

 

3.4 Sampling 

Why leadership? To explore the perceived impact and power relations in the field of the ‘Prevent 

duty ’in English secondary schools I chose to select one specific group, which being school and 

college leaders. An important group in schools and colleges which hitherto had not been subject to 

specific research in relation to the ‘Prevent duty’. I was also conscious that I needed to make my 

research manageable and practical, as a single research scholar, and therefore I selected school and 

college leaders. I considered that if the research proved to be fruitful and illuminating that I could 

research other groups within the education sector such as teachers, support staff, parents, and 

students at a future time.  

 

At the start of my fieldwork, I considered whether to concentrate my research in London in a city I 

knew well both personally and professionally. I believed that my research would be enhanced by 

considering other geographical regions provided I could gain access. 

 

To gain a full picture I decided to select a range of secondary schools in England, in different 

geographical locations, to conduct my research including academies and local authority schools even 

though access to research in some schools was problematic. I was interested to see if in my data 

analysis the type of secondary school an influence had on how the ‘Prevent duty ’is both perceived 

and enacted.    

 

Below I explain ‘my principles of selection ’bearing in mind that choices and principles of selection 

are an ever-present feature of any research process. All the choices and sampling I made were 

carefully considered but did change and develop during my research for example with engaging with 

less experienced and younger school leaders in cohort two.  

 

My interviews and my fieldwork were deliberately set up in a mixed geographical context. I selected 

school leaders to interview and visit schools and colleges in three different English geographical 

locations in Greater London, in Greater Manchester in the North of England and in Kent and Sussex 

in the South. I chose Manchester to contrast with London and the South in its geographical setting 

and to gain a northern perspective and for my research not to be London centric. Manchester had 

also experienced the 2017 Manchester arena bombing. I chose Kent and Sussex to include areas 
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outside of London. Much had been said at the time of the Brexit debate that economic and 

educational debates were dominated from London. I was based in London but wanted to hear views 

from different parts of England.  

 

These geographical areas were identified in order to interview school and college leaders in a range 

of schools with different student populations and serving different communities. Comparisons can 

be made between responses from London, with culturally diverse schools with a sizeable (over 50%) 

Muslim population, and the North of England some with a sizeable Muslim population (over 70%) 

others with a predominantly white population and in Kent, where the schools identified have 

different school populations some with high levels (70%) of white British children. The schools, 

seven in total, identified include LEA schools, academies, schools with post-16 provision, through 

school with primary provision, at least one faith school and one single sex school.  

 

My research questions were specifically aimed at leadership professionals within schools, but I 

recognised that whilst these leaders could provide rich data about policy enactment, they also may 

be a limited and restricted group and from the outset I might need to adjust my interviews to 

include teachers and other educational professionals. Although this was a very sensitive and 

challenging field in which to research, I was able to gain access to a broad range of school leaders.  

 

My intention was to research the perception and the impact of the ‘Prevent duty ’on schools and 

colleges from the view of school leaders. As an individual researcher I found that for this thesis I did 

not need to include the additional groups of teachers and educational professionals because I was 

able to collect rich and detailed data from school leaders themselves. I concentrated my work on 

school leaders and on interviews with one senior trade union representative who had been involved 

in the original Home Office consultation on the ‘Prevent duty ’and also had set up and delivered with 

her trade union The Association of School and College Leaders (ASCL) its national training for school 

leaders on the ‘Prevent duty’. ASCL have always been supportive of research in this field. This 

national training had been provided by ASCL in response to a demand from school leaders given 

their perceived inadequacy of Government provided training.  

 

I interviewed school leaders in two cohorts the first a more experienced group the second cohort a 

selected group of less experienced and younger secondary school leaders. One of the interviewees 

in the first cohort was a national trade union figure leading on national training and her union’s 

policy on the ‘Prevent duty’. The second cohort were identified following initial analysis of my first 

set of data when the experience of school leaders emerged as an important factor. For a number of 

practical reasons including difficulty in accessing schools and school leaders and gaining permission 
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from headteachers to interview members of their leadership teams the second cohort of 

interviewees all came from London schools. This was not my desired intention but a factor in my 

sampling process.   

 

Included below and in Appendix 1 is a detailed grid of the school leaders interviewed including 

pseudonyms, gender, ethnicity, type of school, geographical region and cohort 1 or 2 depending on 

experience. In the text of the thesis, I include the name/pseudonym and all detail contained within 

the appendix in brackets at the end of their quote when the school leader is first mentioned, 

thereafter I introduce a quote with their name and/or place the name in brackets at the end of the 

quote.  

 

After completing Phase 1, in which eight interviews took place with a mix of genders, six females and 

two males one being of BAME background from three geographical regions, following discussions 

with my main supervisor, I selected a second cohort. Five interviews took place in schools, there was 

a mix of genders, three male and two female and ethnicity, three being of BAME background and 

one of southern Irish descent and education. 

I gained my evidence from seven different types of schools and colleges in the different geographical 

locations described and from a wider cross-section of schools from my interview with Hilda, who had 

for her Trade Union led and run national training on the ‘Prevent duty’.  

 

 

 

Interview Schools 

School F1 and School F2 

Schools F1 and F2 are combined as a mixed, state through school catering for students from 4-18 

years of age on two sites and inspected by Ofsted as two separate schools in Kent. They are part of a 

medium sized Academy Trust; extra capacity has enabled a one-form entry primary school F2.  

The average-sized secondary school F1 is non-selective in a local authority which operates a selective 

system. There is a small but growing Post 16 provision.  

The proportion of pupils with SEN or disability is above the national average as is the proportion of 

pupils for whom the school receives the pupil premium. Most pupils are of White British heritage 

and the number of pupils from minority ethnic backgrounds (10%) is below average as is the 

proportion who speak English as an additional language. At the time of visiting School F1 had an 

outstanding Ofsted judgement.  

School G  



82 

School G is a larger than average-sized secondary school with post 16 provision in Outer London. The 

school became a stand-alone Academy in the early 2010s.Most pupils are White British although the 

proportion of pupils from minority ethnic heritages is above the national average with a high 

proportion of those from British Muslim backgrounds some 30%.  A few pupils are of Traveler 

heritage. The proportion of pupils known to be eligible for Free School Meals is small in relation to 

schools nationally. The school population is changing along with local demographics. At the time of 

visiting the school had a Good Ofsted judgement.  

School H  

School H is a local authority larger than average-sized, mixed, London secondary school. The 

proportion of pupils known to be eligible for Free School Meals is well above the national average. 

Most (70%) of pupils are from minority ethnic backgrounds. The proportion of children who speak 

English as an additional language is much higher than found nationally. The proportion of pupils with 

SEN or disability needs is above the national average. At the time of visiting the school had a Good 

Ofsted judgement.  

School J  

School J is a much larger than average-sized, mixed school with a large Post 16 Provision in London. 

The school is a stand-alone, convertor academy. One third of pupils come from White British 

heritage, the majority of pupils come from many different minority ethnic groups. The proportion of 

pupils who speak English as a second language is well above the national average. The proportion of 

pupils with SEN and disability is above the national average as the number of pupils eligible for the 

Pupil Premium. At the time of visiting the school was judged as Outstanding by Ofsted. 

School K  

School K is an average-sized, girls’ secondary school with Post 16 provision in Greater Manchester. 

The school is a convertor academy part of a medium-sized co-operative academy trust. Over half of 

the pupils are eligible to receive the Pupil Premium and more than the national average are on the 

SEN and disability register. A very high (80%) of pupils are from minority ethnic groups the largest of 

which are from a Pakistani and Bangladeshi heritage. At the time of visiting the school was judged 

Good by Ofsted. 

School L  

School L is part of the same co-operative Trust as school K in Greater Manchester. The school is an 

11-16, average-sized, girls academy. The number of pupils eligible for the Pupil Premium is high. The 

very great majority of pupils come from minority ethnic groups (80%+), the largest of which are 

Pakistani and Bangladeshi. The proportion of pupils with English as an additional language is very 

high. The proportion of pupils who have SEN and disabilities is lower than the national average. At 

the time of visiting the school had an Outstanding Ofsted judgement.  

School Leaders anonymised details 
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The first time that the school leaders are introduced in the thesis their details of geographical 

location, Ethnic background and experience whether in Cohort 1 (C1) or Cohort 2 (C2) are added. 

Thereafter their names are used. 

 

Below a fuller description is listed:  

 

Cohort 1  

Experienced Leaders  

Geoff WB Male HT Outer London, Local Authority secondary school 11-18 Mixed c. 30% EM 

students School G 

Ann WB HT Female Greater Manchester, Academy Trust secondary school 11-18 Single Sex 

(Girls) c.80% EM School K 

Hilda WB Female Sussex, Lead Officer for ‘Prevent ’in School and College Leaders National 

Union/Association  

Jayne WB Female DHT Greater Manchester, Academy Trust secondary school 11-18 Single Sex 

(Girls) c. 80 % EM School L 

George WE HT Male London, Local Authority secondary school 11-18 Mixed c. 70% EM School H 

Maria BB DHT Female London, Local Authority secondary school 11-18 Mixed c. 70% EM School 

H 

Helen WB P Female Kent, Academy Trust secondary and primary school, 4-18 c.10% EM School 

F1/F2 

Theresa WB DP Female Kent, Academy Trust secondary and primary school, 4-18 c.10% EM 

School F1/2 

 

Cohort 2 

Less Experienced Leaders 

David BB Male AHT London Local Authority secondary school 11-18 Mixed c. 70% EM School H 

Jon WB Male AHT London Local Authority secondary school 11-18 Mixed c. 70% EM School H 

Ella BB Female DH London Academy Trust secondary school 11-18 Mixed c. 60% EM School J 

Munira BB Female AHT London Academy Trust secondary school 11-18 Mixed c. 60% EM School 

J 

Rory WI Male AHT London Academy Trust secondary school 11-18 Mixed c. 60% EM School J 

 

BB = Black British 

WB = White British  

WE = White European  

WI = White Irish  

 

P = Principal 

DP = Deputy Principal  

HT = Head teacher  

DHT = Deputy Head teacher  

AHT = Assistant Head teacher  

EM = Ethnic Minority  
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3.5 Access  

Gaining access, as all educational researchers find, is not easy. I found access to schools and colleges 

and to school leaders a challenge. Below I explain how I approached gaining access and overcame 

some of the problems inherent in doing so. 

 

Many institutions and schools for a variety of reasons are reluctant to become engaged. There are 

concerns about the time that schools will need to commit and there are concerns about potential 

reputational damage both to the institution and to individual professionals. School leaders had seen 

the implications and the consequences for their institutions, themselves as school leaders and their 

students, staff and communities in schools in Tower Hamlets and Birmingham in relation to 

implementing the ‘Prevent duty ’and the adverse publicity that can result within the media and 

within the education and security discourse and narrative. School leaders are also often advised not 

to participate in sensitive research by their governing bodies, trust boards, local authorities and 

trade unions. Many schools have specific policies to deal with requests for research and many 

prioritise existing staff and/or parents.  

 

I gained access to these schools through a mix of routes including my connections with ASCL, my 

local knowledge and previous professional contacts as a former headteacher. I gained access to 

school and college leaders in the previously described geographical areas, including a mix of leaders 

of different gender, ethnic background and experience as gender, ethnicity and time as a leader may 

influence policy enactment. In each geographical area I identified, from my own professional 

experience and informal discussions with school leaders, two or three schools that I could work with 

and aimed to interview at least two leaders in each institution. The schools identified include LEA 

schools, academies, schools with post-16 provision, at least one faith school and one single sex 

school. 

 

I identified representative secondary schools, using my previous professional links as a school leader, 

in the three main geographical areas and approached the headteachers of each for their 

permissions. I spoke to each headteacher informally, personally and face to face about the general 
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nature of my research and my requirements to visit their institutions to meet with and interview 

school leaders and to view existing relevant documentation such as school/trust/LEA policies. Once 

the headteachers gave their conditional approval, which was the case in most schools, I sent full 

details of my project. One school in London after giving initial approval declined for sensitive reasons 

not to be engaged, I replaced that school with another similar school in size and school profile in the 

same geographical region. The prior informal explanation and contacts with the schools gaining their 

professional trust and my positionality may explain why the number of refusals was small. I then 

selected a range of school leaders from each institution to interview.  

 

ASCL supported their members in this research and saw it as part of a professional dialogue 

potentially influencing through evidence-based research future education policy. This support 

significantly increased my access to school leaders and to their institutions. School leaders also told 

me of their professional interest in evidence-based research influencing and informing policy and 

expressed interest in seeing the results of my research and my thesis. 

 

There were challenges, practical and professional, in arranging visits to schools in other geographical 

regions and although problematic to arrange and attend these visits and interviews proved to be 

very productive and added an important dynamic to my overall findings. Schools, outside of London, 

were professionally pleased to be visited and involved in professional and constructive research. I 

detected that the school leaders and their institutions felt valued by their involvement with a 

research scholar from a London university UCL/IOE. The schools I visited promoted their 

engagement with active research as a positive, one headteacher viewed my cohort two interviews 

with more junior members of the school’s leadership team as a professional training experience for 

them and the institution.  

 

I considered very carefully issues connected to access both practical and institutional. I discussed 

with colleagues and with school leaders some of the obstacles that a researcher might encounter 

and how best to avoid and/or navigate through them. Appendix 2 includes part of a presentation I 

made to BERA conference in 2018 on the challenges of gaining access to research in schools. Gaining 

access is a growing issue amongst academics researching in schools particularly independent 

researchers.  

 

3.6 The Interviews 

In this section I explain the mechanics of how I undertook the interviews in my fieldwork. I agreed 

with my supervisors to forgo the questionnaire and concentrate on undertaking my semi-structured 

interviews. My research had thus moved from being a mixed- methods design to a single method 
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approach. The interviews were to be essential. Interestingly my previous experience as a school 

leader coupled with a lot of work to gain professional trust enabled me to successful personally 

contact specific schools and gain, after giving a full explanation of the nature of my work, gain 

access.  

 

School Leaders - anonymised details 

The first time that the school leaders are introduced in the thesis their full details are listed and 

thereafter their names are used. 

 

It was always anticipated that the substantive body of data on which my thesis is based would come 

from the semi-structured interviews. The interviews provided me with rich and incredibly detailed 

data (Swain et al 2017), as Geertz (1973) calls a ‘thick ’description of the themes and issues. In this 

case the qualitative method provided more than a singular approach and produce ‘findings that are 

greater than the sum of the parts ’(Wooley 2009, in Swain 2017: 7), as well as providing an 

anonymous range of different narratives. As my field work developed and evolved, I decided to 

apply a two-phase structure, interviews with cohort one and cohort two, with sufficient flexibility to 

adapt and even change my research questions after the pilot. These two phased approaches, not in 

my original plans and thinking, proved to be a successful addition. It strengthened and increased my 

data set with more detailed interviews.  

 

In asking sensitive questions including how has the ‘Prevent duty ’been interpreted, has the duty 

‘securitised ’education and what effect, if any, it has had on free speech in schools I found that the 

semi-structured interviews enabled these questions to be answered in depth and the face to face, 

qualitative interviews provided a professional opportunity and a safe space for detailed responses. 

Each semi-structured interview of approx. 60 minutes was recorded and later transcribed. The 

interviews mostly took place at the interviewees ’place of work or on three occasions at other 

agreed venues. A full transcription was made available to all the participants who requested it and it 

was anonymous. All participants were informed that they could withdraw or decline their 

involvement at any time. I explained in advance that the interviews would need to be recorded. No 

school leaders objected to this.  

 

I undertook a pilot interview with a school leader from Outer London. Then I completed a range of 

interviews in Phase 1 of my research. These interviews focused on my research questions and were 

open ended.  
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I undertook research interview training at UCL and set up a pilot interview (with ethical approval) 

with a selected school and college leader in London and analysed the selected school’s documents 

and policies on the ‘Prevent duty’. I learnt about the language used by school leaders and in 

documentation on the ‘Prevent duty’, about potential concerns and issues that could be raised and 

how important school policies and documents were for schools and school leaders. Schools needed 

to be able to clearly signpost how they were engaged and implementing this policy. This prepared 

me for my in-depth, semi structured interviews.  

 

I learnt a good deal from this pilot such as practical arrangements, the time required, the use of 

recording equipment but also how to ask my research questions, how to give the respondent time 

and space to answer. I wanted all the interviews to be face-to-face and individual without others 

present. I practised what I had learnt in my UCL training. Given the sensitive nature of my research 

subject I recognised that it was going to be very important that I swiftly created an ethical sense of 

trust with all those I interviewed. It would be important to send them full details of my research in 

advance but also ascribe some time at the start of each interview, un-recorded, to create a private, 

safe space and to consider the practical layout of the interview space, where we sat and how we 

addressed each other. 

 

In the informal and unrecorded introduction to my interviews I endeavoured to put colleagues at 

their ease and explain that the interview was in no way part of an inspection process. In my semi-

structured open interviews school leaders responded in diverse ways to my research questions. In 

cohort 2 of younger less experienced leaders, I chose to focus on question 2 d) i on Professionalism.   

  

The interviewees in cohort two were younger, less experienced colleagues giving interviews on a 

very sensitive topic but because I had interviewed and/or gained approval from their 

headteacher/principal they appeared confident in the process. Indeed because of the specific focus 

in cohort two interviews the school leaders provided rich, detailed and very reflective responses. I 

therefore did not ask each question in turn as this would have provided a stultified and limited 

response but from the answers in open ended interviews, I allowed each interviewee to tell part of 

their leaders ’story and in doing so gained their individual and personal responses to the ‘Prevent 

duty’, Policy enactment and School Leadership. 

 

From the schools, including maintained, academies and faith schools, I asked to see and analyse 

policy documents relating to the ‘Prevent duty ’which may include policies and documents from 

Local authorities and/or Academy trusts. Some institutions were more forthcoming with these 

documents than others, but one institution provided me with detailed policies, procedures and 
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curriculum schemes of work. Most schools placed their Prevent policies within the school’s 

safeguarding policies 

 

3.7 Data Collection 

The interviews took place at an agreed place chosen by the interviewee, for approximately sixty 

minutes. The interviews were all done face to face with the agreement of the participant to be tape 

recorded. I had hoped and intended for there to be some follow up interviews and a group interview 

with participants but because of constraints of time of the school leaders, changes in job roles, 

promotions and retirements this was not possible. The emergence of the Covid_19 Pandemic 

mitigated further such follow up for I had hoped to convene a meeting of the participants and share 

with them the key themes from my data analysis and consider their responses and reflections. One 

of the participants I approached was unavailable to do any follow up because of his time priorities.    

 

I followed the data collection and data analysis strategies identified by Cara in Swain (2017) 

including data comparisons through matrices (placing key words and concepts into a series of 

columns) and adapted my strategies to the specific circumstances of my research as it moved from a 

mixed method approach to a single, qualitative, approach where I collected data and spent a 

considerable time on the analysis of the data to provide detailed qualitative analysis. There were 

some aspects of challenge and difficulty in collecting my data, some that I predicted at the outset of 

my research such as gaining access to a range of school leaders but there were other challenges that 

emerged as I conducted my fieldwork. I very much enjoyed being in the field and liaising with school 

leaders and their institutions. It was illuminating to see school leaders at work in very busy schools 

and to meet with their colleagues and school children. In every institution I visited I was greeted 

warmly and catered for and afforded enormous professional generosity and given a tour of the 

institution and access to documents and policies. I was also given time, a scarce resource for busy 

school leaders. This was particularly noticeable in one institution that I visited where there, the day 

before, had been a serious safeguarding incident that was ongoing.  

 

When I began my work, I set out to ask and obtain answers to my research questions in a systematic 

way It was not possible to do this as planned, due to a number and variety of constraints and 

reasons. For example, the time that school leaders could afford me, problems of access to school 

leaders and because of the nature of semi-structured interviews and my initial inexperience as an 

academic researcher in interviewing. Using my academic training at UCL I quickly learnt to adjust my 

practice in the field, and I adapted my approach to asking and receiving answers to all of my 

research questions as originally intended.  
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It was not possible, due to a number and variety of constraints for example the time that school 

leaders could ascribe to my research and engagement in the visits and interview process, and 

because of the nature of semi-structured interviews, to ask and receive detailed answers to all my 

original research questions. I also needed to gain the trust of those I interviewed. I therefore did not 

ask each question in turn as this would have provided a stultified and limited response but from the 

answers in open ended interviews each telling a leaders ’story and giving their individual and 

personal responses to the ‘Prevent duty’, Policy enactment and School Leadership. From my UCL 

training and discussions with my supervisors and my research community I realised that it would not 

be sufficient to just ask my research questions in order but rather I would need to ask the questions 

in an open-ended fashion prompting the interviewees as the interviews progressed. I practiced 

these techniques informally in mock interviews and during my pilot interview. From my research 

questions and responses, I have identified key themes and within each theme I have drawn out and 

coded issues which are pertinent to each theme, some standing on their own others which overlap. I 

will discuss my data analysis in my next chapters.  

 

The Phase 2 London based cohort were given more time in the interviews to answer specific 

questions relating to their perceptions of Prevent, their experiences and their professionalism. The 

interviews allowed space for them to talk of their own stories and given the cultural diversity of the 

cohort it enabled this phase of my field work to draw more on the concept of storytelling/counter-

storytelling that is central to Critical Race Theory scholarship and to a growing body of scholarship 

on reflexivity as a methodological device in the field of qualitative social science (Ruokonen-Engler 

and Siouti 2016) to the perspective of ‘naming one’s own reality ’which elevates the concept of ‘your 

story’.  

 

I stored my data on the secure UCL network following UCL procedures. The anonymous audio 

recordings of the interviews made during the research will only be used for my thesis and for 

illustration/lecture presentations and scholarly publications. No other use will be made of them 

without the individual’s written permission, and no one outside of the research project will be 

allowed access to the original recordings.   

 

I transcribed my pilot interview myself and checked back my written transcription with the audio 

tape. In discussions with other fellow research scholars and in agreement with my supervisors I 

chose a UCL approved professional transcriber to assist with other interviews. I checked all audio 

interviews back against the written transcripts.  

 

3.8 Approach to my analysis  
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I invested considerable time in my data analysis which took place over an extended period including 

during the Covid-19 lockdown. It took over my life. I returned to my data regularly seeking new 

insights and themes to illuminate and clarify my eventual findings. It was an intense but extremely 

rewarding process. 

 

In using a thematic analysis of my qualitative data, I was aware of the disadvantages and advantages 

of thematic analysis, and I drew on the step-by-step guidance provided by Braun and Clarke (2006). 

It was intended to compare both quantitative and qualitative data in a table or matrix with rows and 

columns representing several types of data. I considered applying codes, deductive, from outside, 

for example, the different actor positions as headings from the questionnaire in rows and views 

from interviews.   

 

With the semi- structured interviews, I made sense of the data gathered from the transcribed 

interviews by using a system of open coding based on Braun and Clarke’s (2006) thematic analysis, 

generating initial codes, searching for themes, reviewing for themes, and finally categorising and 

naming them. First, I familiarised myself fully with the data re-listening to the audio interviews (at 

the time I was regularly driving to Yorkshire, so this was one excellent opportunity that I used) and 

regularly re-reading, often aloud, transcribed interviews in sections and in full. In doing so I 

immersed myself in the data and although time consuming it was to be the bedrock of my analysis.  

 

At this stage I began to note and mark for some general coding whilst remaining open minded. I 

used data comparison through matrices and discussion techniques as outlined by Creswell and Plano 

Clark (2007) and in this flexible format I was able from the findings from the first cohort of 

interviews to refine my questioning and data collection from the second cohort of interviews. 

Applying a thematic analysis, I searched across the data set from the interviews driven by my 

research questions and my theoretical assumptions.   

 

Initially there was some rudimentary coding of key words and phrases such as ‘safeguarding ’

‘freedom of speech ’to analyse themes but later after review I utilised inductive codes that emerged 

from the data. I was aware of the need to not have too many codes to start with. In analysing the 

interviews, I recognised that spoken language is structured differently and accomplishes different 

things from written texts and capturing information is not straightforward.   

 

To analyse leadership, ‘policy work ’and ‘the paradox of enactment ’I began by utilising the policy 

actors or positions identified by Ball et al (2011) as a heuristic device and as a thinking tool. Actors in 
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schools assume different positions in relation to policy including positions of indifference or 

avoidance or irrelevance.  

I applied these actor positions to all of the leaders I interviewed and found that this provided a 

helpful starting point but on closer examination I have found that the format restricts full analysis 

and understanding of roles and positions. Leaders can occupy a number of these positions at any 

one time and these positions were initially designed to examine the whole range of staff working 

within schools and colleges not just school and college leaders.   

 

I then generated with the help of one of my supervisors, some UCL doctoral colleagues on a UCL/IoE 

summer school course and an academic colleague at another university some initial codes from my 

transcriptions and my data. I did this manually looking for repeated patterns using highlighters and 

coloured pens creating mind maps and cutting up sections of written transcripts. Once I had done 

this with each individual interview, I reviewed the themes in a collective manner. I wanted to see 

whether my themes were accurate and whether any new or missed themes emerged.  

 

I re-visited my themes and codes numerous times. I used coloured pens to identify key words and 

phrases that were both regularly and rarely used by those interviewed. I returned to the tapes and 

their transcriptions to re-check specific phrases and comments for example in Cohort 2 when less 

experienced school leaders were reflecting on their positionality and their own experience. I 

continually checked and re-fined my themes. I laid out my typed findings of my desk and cut up the 

themes and re-arranged into different orders. I had earlier in my career as a researcher and writer 

used an approach gleaned from David Bowie when putting together the lyrics to a song when he cut 

and rearranged lines to provide a different meaning and interpretation. In speaking to other 

academic researchers, I developed this approach when analysing my data to re-interpret my themes 

and findings. it was an idea that I developed speaking to fellow academic researchers. In doing so I 

rejected some initial themes such as overall responses from school leaders to identifying a spectrum 

of perceived perceptions which I then needed to differentiate and delve into more fully and deeply. 

The concept of a blurred spectrum appealed but needed closer understanding.  

 

I specifically did this in preparing my draft analysis chapters for my supervisors and returned to this 

cut and paste re-arrangement changing my theme titles and headings and changing my data analysis 

from three to two chapters. I wrote and re-wrote my draft data analysis chapters many times. A 

microcosm of this process could be seen in my approach to the important emerging theme relating 

to safeguarding and whether this should be viewed as a specific theme or an over-arching theme 

that needed to be threaded through my analysis. I looked at, changed and re-developed my data 

analysis chapters accordingly. This intense process was also applied after submitting my draft thesis 
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and I re-looked at my findings as a result of my supervisors ’comments although I was always aware 

that this was my thesis and the findings, and their analysis were mine and I was academically 

accountable for them.  

 

Finally, I looked back at the themes identified in relation to my original research questions, my 

research aims and conceptual framework and then proceeded to write up the complicated and 

messy story of my data into two data analysis chapters. In this systematic and rigorous thematic 

data analysis I found the 15-point checklist of criteria for good thematic analysis in Braun and Clarke 

(2006) most helpful and instructive.  

 

My data analysis does not conclude that there are certain types of response depending simply upon 

geographical location nor type of school and it is difficult to discern responses in my sample that 

relate specifically to the gender, ethnicity, age or social class of those interviewed. Although all of 

the above have certain influences on leaders I have found the length of experience and training of 

leaders to be the most important determining factor in how school leaders perceive, understand and 

enact the ‘Prevent duty’. My data analysis did not provide sufficient evidence to make it possible to 

label everything. For Phase 2 interviewees the context, values and leadership in their schools was of 

paramount importance - the training given on the job as well as learning from watching and 

reflecting on ‘wise ’leaders’, particularly headteachers and experienced school leaders, and their 

responses and actions. 

 

Drawing on my research data and my semi-structured interviews with Secondary School and College 

leaders I sought to answer my research questions, but I found that my questions and hence the 

answers overlapped and thus my analysis does not systematically consider each of the questions and 

their responses in turn. In doing so and in order to make some sense of my rich data, given the 

concerns raised above, I initially identified three key themes backed by a specific quote from 

different school leaders (Braun and Clarke 2006), below they can be seen and are explained in my 

data analysis chapters, relating to the Policy Enactment of the ‘Prevent duty’: 

 

Perception ‘ –I believe in Prevent ’(David) 

Impact ‘ –Shadow boxing ’(Maria) 

Professionalism - ‘My leadership rucksack ’(Jon) 

 

From each theme I drew out and coded issues which were pertinent some standing on their own 

others which overlapped. These initial themes were not sufficient and as I re-considered my data 

further themes emerged. To include these new themes, I re-worked and re-wrote my draft data 
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analysis chapters a number of times and ended up with two specific chapters containing a number of 

related themes. My themes were re-considered and reworked and became A Spectrum of 

Perceptions - Insights on the ‘Prevent duty ’considering school leaders ’perceptions of the ‘Prevent 

duty ’as well as the factors that helped shape these perceptions and secondly the personal and 

institutional impact of the ‘Prevent duty ’on school leaders, schools, and colleges.    

 

Analysing these themes offered ways in which to evaluate how the policy has been interpreted and 

enacted in the experience of school leaders. These related to my use of Foucault and Ball as lenses 

to view both the ‘Prevent duty ’and Policy enactment. My research data chapters provide the 

analysis of my data in a semi-structured way around the themes I identified. Policy enactment is 

mixed and messy and never straight forward or simple, for the responses and actions of school 

leaders are varied, nuanced, contradictory, overlapping and changing. Much of my data illuminates 

the how of policy enactment and its processes rather than the why and does not offer solutions.  

 

In the next two data analysis chapters I show and describe the results I have found following my 

fieldwork and research and the analysis of the data obtained. I discuss in turn the major themes that 

have emerged from my data analysis. I have divided up my findings linked to my research questions 

into two distinct chapters although because of the nature of my questions and the responses from 

school leaders some of my results overlap. The theme of safeguarding is an example of where my 

findings overlap across both chapters. In my concluding chapter I suggest what I understand my 

research findings to mean.   

 

3.9 Ethics 

Whilst obvious to most research scholars I wanted to stress at the outset that ethical issues are 

complex and rarely straightforward and that they are ever changing and dynamic. I continually 

reflected throughout my fieldwork, data analysis and writing of my thesis on ethics, the ethics of 

being a research scholar and the ethics associated with researching a particularly sensitive and 

controversial subject. 

 

Confidentiality was key throughout my work and was for those school leaders who offered to take 

part in my research. Confidentiality was therefore respected at all times subject to legal constraints 

and professional guidelines. I used the BERA Ethical Guidelines for Educational Research (2018) and 

followed its guidelines under its recommended five headings:  

 

1. Responsibilities to participants 

2. Responsibilities to sponsors, clients and stakeholders in research 
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3. Responsibilities to the community of educational researchers 

4. Responsibilities for publication and dissemination  

5. Responsibilities for researchers’ wellbeing and development. 

 

I followed UCL/IoE Research Ethics Process using UCL/IoE headed consent forms (see Appendix 3) for 

which I had gained approval, Research Registration Number Z636410620180492. I had a completed 

UCL approved consent form which explained the nature of my research. All participants were sent 

this and a consent form in advance and asked to contact me in advance of my visits if there were any 

concerns or needs to clarify. No one contacted me. On the day of the interview, I asked each 

participant to re-read the information and to discuss with me any concerns or points that needed 

clarification. I provided an additional consent form to be signed at the outset. All participants 

willingly did this. Participants appeared re-assured that my work as an independent researcher was 

supported by ASCL.  

 

From the outset of my work, I was acutely aware that my research into the potentially controversial 

‘Prevent duty ’was sensitive for all the school leaders involved and as a researcher I needed to be 

fully cognisant of this.   

 

I provided the school leaders with a copy of my research questions and the key aims of my research 

project. I explained that the purpose of my study was to illuminate our understanding of the 

‘Prevent duty ’and its impact on selected schools and colleges as well as to understand the 

perceptions and impact on school leaders themselves.  

 

As an active member of the British Educational Research Association (BERA) I attended BERA training 

and participated in events in relation to BERA’s Ethical Guidelines for Educational Research (2018) 

(see Appendix 2). Full ethical approval was gained from all school leaders and others involved in my 

research and their institutions, and only those participants who agreed and signed the consent 

forms participated. All of the participants agreed and gave their consent and I ensured and will 

continue to ensure that they will be anonymous and free to decline their involvement at any time. 

The outcomes of my research will become available with the publication of my PhD. The consent 

form (Appendix 3) makes clear the possible benefits as well as disadvantages and risks of taking part 

and what to do if something goes wrong. I made it clear that IOE/UCL had specific complaints 

procedure and if at any stage there was a need to register a complaint about any aspect of the 

project or the way it was being conducted it could and should be done. 
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I needed to keep under close review the changing terminology within the Prevent strategy and its 

language and discourse. Ethical considerations such as the sensitive and ongoing political dynamics 

of the policy and hence the influences on school leaders, were kept under review as I undertook my 

research as well as when completing my thesis: something that would be done in every piece of 

social science research but particularly given that the ‘Prevent duty ’is a very sensitive topic and a 

‘hot issue’, a contemporary topic impacting on our human rights and our citizenship.  

 

I made clear to school leaders that whilst there were no immediate benefits for those School and 

College Leaders participating in this research, it was hoped that this work will help shape future 

research, contribute to the debate about School and College Leadership and the need for evidenced 

based education policy as well as contributing to a thesis that could influence the future shaping of 

the Prevent duty and policy. These important ethical safeguards were important in gaining 

professional ‘buy in ’and engagement with my research. 

 

I asked myself some key questions that I needed to consider at the start of my fieldwork and 

research and I have returned to these questions throughout my work. One important initial question 

related to confidentiality: 

 

• How can participants be offered confidentiality when focusing on leadership roles, even 

when anonymous interviews and questionnaires can lead to individuals being 

identified?  

Answer: To explain clearly in the IoE consent forms why the school and individual has 

been chosen. To make clear that there is no obligation to take part and the school and 

individual can withdraw at any time from the research without giving a reason. The data 

will be collected and to fully comply with the UCL Code of Practice for Research Ethics 

and the Data Protection Act. To ensure that in answering either the questionnaire or 

interviews the school cannot be identified this includes possibly not identifying the 

geographical regions. No participants will be identified by name in this thesis or any other 

reports or publications. I chose to use overall geographical locations such as London, 

Greater Manchester, and Kent in order to anonymise the schools and I gave each school 

leader a pseudonym quite different from their own name. 

 

The ‘Prevent duty ’is an extremely sensitive subject to research. It has since its inception been 

controversial and has generated passionate debate within the country, political parties, communities 

and within education and schools. I recognised that I needed to gain the trust of those I interviewed 

and colleagues that would enable me to access schools and school leaders.  
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School leaders needed to approach my research fully confident that their involvement in my 

research and the answers and views expressed would do no reputational harm to their institution 

and no professional harm to themselves, their colleagues, their students, or communities. As a 

former school leader, I was fully aware of these concerns and sought at all stages to re-assure 

colleagues. In all cases school leaders had considered my questions in advance and gave fulsome 

answers. No one refused to participate or to answer any of the questions asked. Most colleagues 

and all the cohort two thanked me for the opportunity to reflect on and create space to discuss 

sensitive educational and personal and professional issues.  

 

I found a number of those I was to research understandably very sensitive and wary of my 

approaches and the reason for my research. These were factors in not being able to undertake the 

questionnaire. I found that personal contact giving clear explanation of the context of my research 

was invaluable in gaining professional trust and enabling my research to take place. I also recognise 

that despite my efforts to gain the trust of leaders given the sensitive nature of the subject matter I 

may not get truthful or useful answers. The open and frank verbal contributions from school leaders 

suggested that a sense of trust had been created and this did appear to be the case with my pre-

pilot and pilot interviews and indeed with my full set of interviews. Although in my data analysis I 

needed to be cognisant of this my ethical approved pilot interview helped greatly in preparing me 

for my full interviews. 

 

I anticipated that as an independent researcher I might experience some antipathy from those 

involved. Sensing that maybe they had felt obliged to be a volunteer to be interviewed for 

institutional reasons or because of the involvement of their headteacher/principal. I found, as far as 

I could detect, none of this but a willingness and professional motivation to be involved. The school 

leaders took this research very seriously, they had all prepared for my visits and interviews, and on 

reflection I believe being an independent researcher, not attached to any government group or to 

Ofsted, with a recent knowledge and understanding of schools and school leadership helped me gain 

access and create mutual trust to enable me to gather rich and informative data.  

 

In cohort one I found that the more experienced leaders, once they had been approached by me and 

had fully viewed my ethical paperwork and recognised my previous practitioner background, were 

generally receptive. Although in some interviews school leaders attended with school paperwork 

and documentation treating my visit as a form of inspection. One leader did in fact refer initially to 

me as an Ofsted Inspector.  
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One experienced colleague was especially concerned that the institution would not be named I 

explained to the colleague that no school would be named, and we agreed that I would only use the 

wider geographical region name.   

 

3.10 My own position/reflexivity  

I needed, throughout my research, to continually consider and reflect on my position as a researcher 

particularly given my previous experience as a school leader with views on and engagement with the 

subject of study. I am now an independent researcher not beholden to a group or organisational set 

of views or values or funding and whilst this provides certain freedoms it does provide certain 

restrictions as well. I regularly considered and discussed with my supervisors an ethical evaluation of 

my relation to the research subject. 

 

I reflected on my own positionality as a white, middle class, university educated male of a certain 

age. A researcher representing White privilege and how I would appear to those whom I met and 

interviewed and what bias or what values and pre-conditioned thinking I would bring to my work 

and fieldwork.   

 

For those interviewed and questioned it was for me and my research necessary to understand their 

role, their power, their moral and professional responsibilities, considering for example the Ofsted 

duties and requirements, the role of Teacher Unions, Local Authorities and Academy Trusts. I asked 

myself some key questions that I needed to consider at the start of my research, and I have returned 

to these questions throughout my work. My key initial questions included:  

 

• How can the effects of power imbalances in professional relationships be recognised 

and if necessary be mitigated against? 

Answer: To understand and reflect on the professional roles undertaken by the range of 

leaders within the schools identified for questionnaires and semi-structured interviews 

and respect the dynamics between these professionals. To recognise the structural 

relationships in each school will be different including accountability hierarchies such as 

found LEA schools and academy trusts. To ensure confidentiality guaranteeing 

anonymity. To be transparent at all times and build and gain trust. 

 

• How can my dual professional and academic responsibilities and roles be best met in 

this research? Although in this case I am very clear as to my role of academic researcher 

not leadership practitioner.  
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Answer: To be a reflective researcher putting aside my previous experience of being a 

school leader. Most of those involved will not know of me or my work as a school leader. 

For the small number who do I will conduct the interviews in a completely neutral way. I 

have practised this with my pre-pilot interview with a colleague who knew of me as a 

school leader. He commented on the style of my interview, such as when I asked the 

questions then waited and listened to his answers in full without interruption, and then 

spoke of the positive atmosphere of trust generated. I heeded his advice in further 

interviews. I had conducted interviews for previous academic research for my MA and 

drew on this experience and attended UCL training on how to conduct and record 

research interviews. 

 

I was aware of my previous role as member and committee chair in ASCL. I am now an associate not 

full member. ASCL were prepared to work with me as an independent academic researcher because 

they wish to support more evidenced based academic research. In working with ASCL in considering 

the questionnaire and interviews I did not compromise my independence but believe that their 

support enabled me to have greater reach and access in terms of the schools and school leaders I 

could approach. I found that this connection-built trust, so that I could firstly gain access and then 

obtain open not restricted answers and responses, that were helpful and truthful not evasive.  

 

A number of the respondents thanked me at the end of their interviews for affording them the time 

to consider the impact of such an important statutory duty but in the spirit of anonymity. Most, if 

not all, of the leaders had considered my research questions which had been sent to them in 

advance of the interviews. Some in considerable detail. A number mentioned that the interviews 

had given them a much appreciated and needed space to reflect both personally and professionally 

in their very busy working lives, a ‘thinking space ’that all too often is missing in a leader’s 

professional development. This point was particularly strong in the Phase 2 cohort of younger, less 

experienced leaders. 

 

3.11 Summary  

My research was very demanding, challenging, fascinating and rewarding. Throughout the process I 

endeavoured to uphold the highest levels of professional conduct and behaviour. My initial plan, to 

use both a questionnaire and interviews, had to be adapted and amended when it proved not 

possible to undertake the questionnaire. But by building in a second phase to my semi-structured 

interviews with Cohort two I believe that my research base was deepened and strengthened. 
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I applied a thematic analysis to my qualitative data, my semi structured interviews, in a deliberate 

and rigorous way (Braun and Clarke 2006). The two phases of my research highlighted similar but 

also different themes and issues and given that all the interviews took place in the period from 

January 2019 to June 2019 they all relate to a specific period of time and are not spread out over a 

longer period of some years. This, time frame, can be seen both as a positive and strength for the 

data but also a weakness and drawback. Whilst I believe that the interviews provide more than a 

snap -shot they do reflect a moment in time.  

 

Given the sensitive nature of my research topic, the ‘Prevent duty ’it was pleasing that it was 

possible to gain access to a range of different secondary schools in very contrasting and different 

geographical regions. It was a challenge to gain this spread of access and I am very grateful for the 

school leaders and their institutions for affording me this degree of access.   

 

I reflected a great deal on my positionality as an independent research scholar, even presenting to a 

BERA Leadership conference 2018 on the challenges therein of gaining ethical access as a researcher 

to schools and colleges. I learnt a great deal in the whole process and consider with hindsight how I 

may have approached and undertaken my research differently. 

 

My fieldwork and data collection gave the group of school leaders a voice not only with regard to 

the ‘Prevent duty ’but within the ongoing discourse about the complexity and challenges of policy 

enactment and the changing demands of a school leaders ’professional role. 
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Chapter 4: A Spectrum of Perceptions: Insights on the ‘Prevent duty’ 

 

This first chapter of data analysis shows that there are a number of perceptions held by school 

leaders in relation to the ‘Prevent duty’, these perceptions are mixed, overlap and merge across a 

spectrum. This spectrum of perceptions ranges from full acceptance to partial acceptance, from 

selective criticism to rejection of the policy. From the detailed responses obtained from the school 

leaders interviewed in my research, my findings show that there lies a dilemma of acceptance, not 

easily or simply characterised or delineated but mixed and messy with nuanced responses. The 

perceptions of school leaders often blur, change and merge into one another hence the title a 

spectrum of perceptions as an image to visualise and portray my data results.  

 

From the research questions about school leaders ’perceptions, following thematic data analysis as 

described in the methodology chapter 3, I have identified from my findings a number of different 

themes that help explain and describe school leaders ’mixed and blurred perceptions. In structuring 

the thesis and grappling with the mixed and messy responses to policy enactment found, I have 

chosen to outline the various themes under two over-arching chapter headings. The first is: The 

Perceptions of School Leaders of the ‘Prevent duty ’and the second is: The Factors that have helped 

shape these perceptions. Under both themes the thesis identifies a number of sub-themes that 

further illuminate the data analysis on the Perception of Prevent: 

 

A) School leaders ’perceptions of the ‘Prevent duty’   

B) The factors that help shape these perceptions  

 

In the first section A), this chapter endeavours to situate and analyse the ‘Prevent duty ’within the 

wider field of education policy and policy enactment. Under these themes I examine school leaders ’

perceptions and explore and probe whether, as the prevailing literature suggests, the policy has 

been accepted by school leaders. The data analysis detects both acceptance and perceived 

scepticism amongst school leaders of the policy. 

 

Prevent has been situated by the Government and hence schools and colleges within safeguarding 

and therefore it is an important dynamic and concept which dominates perceptions about existing 

professional practices related to the ‘Prevent duty ’and is a theme I develop in analysing my findings. 

In essence, on the surface of policy enactment, the ‘Prevent duty ’is viewed as part of, an extension 

of a school’s safeguarding role and duty.  
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In the second theme B), the factors that shape these perceptions, the data analysis highlights factors 

such as the context of the school in a diverse school system including its cultural diversity and in 

doing so the thesis aims to locate the ‘Prevent duty ’and policy enactment within a more localised 

and more nuanced context of the individual school and perceptions of individual school leaders in 

contrast to an over-arching national policy. A national policy and its perceptions and impacts cannot 

be fully understood unless local, dynamic and different stories are told. As I write, this is revealed 

within the COVID-19 crisis in the UK where the national policy response which has been different in 

Scotland, Wales, England and Northern Ireland. In England there has been a call by a number 

including elected metropolitan leaders in cities such as Manchester and London for there to be 

localised responses, nuanced and different under the umbrella of a national response. 

 

The data analysis, at times, will differentiate between Cohort 1 and Cohort 2 interviews for it is 

possible to recognise some differing responses from the leaders for example due to length of their 

experience as a school leader. But the difference between experienced and less experienced 

leaders ’perceptions is not a simple binary although it is an important contextual factor, as with all of 

my data it is possible to detect a mixed, overlapping and non-uniform series of responses from all 

the school leaders interviewed.  

 

A) School leaders ’perceptions of the ‘Prevent duty’   

 

A.1 The perceived acceptance and perceived scepticism amongst school leaders of the ‘Prevent 

duty’ 

A.1.1 Perceived acceptance 

‘So, I believe in the Prevent duty and I understand why it’s here- I think it’s a good policy, I think it’s 

something we should be doing’. David (London, BB, C2) here describes his perceptions that he 

believes that the ‘Prevent duty ’is required and necessary and for him an acceptable policy. 

Alternatively, Geoff (Outer London, WB, C1) is more critical of the ‘Prevent duty’, whilst he accepts 

that there is a need for a policy and a strategy for schools, he questions aspects of the policy and the 

training which he sees has for‘ Muslim young people … branded (some) as terrorists.’ 

 

Amongst school leaders there was a general acceptance that inevitably given events in the U.K. such 

as the 7/7 bombings in London 2005 and more recently the Manchester bombing in 2017 that 

schools were required to ‘do something’ and that the ‘duty ’was about children’s safety and welfare, 

‘for the good of the students’, ‘kids need to feel safe’, ‘to protect vulnerable young people’. I found 

nuanced differences in the personal responses of school leaders to the actual policy, some fully 

committed, some less so, and indeed critical. This echoes the findings in research on teachers found 
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in the work of Davies (2014) and Osler (2016) which although limited on the subject of the ‘Prevent 

duty ’points to the acceptance of the ‘Prevent duty ’by teachers. Both scholars recognised the need 

for more detailed research. My findings show that once past the initial responses and preliminary 

questions the interviews I undertook became more reflective and nuanced and greater critical 

responses emerged from the selected school leaders.  

 

As Geoff an experienced school leader who had been in post prior to the introduction of the 

‘Prevent duty ’says ‘I think first of all it would be extremely naïve and probably just wrong to say that 

there wasn’t some necessity of something like the Prevent strategy to be introduced into schools. ’

This response indicates a professional acceptance that something needs to be done. Geoff, Helen 

(Kent, WB, C1) and Theresa (Kent, WB,C1) recognised that there was a need for schools to‘ do 

something ’in response to the wider societal problems associated with extremism and terrorism, 

highlighted by scholars including Busher et al (2017) and Thomas (2010), as for example highlighted 

when three female students from Tower Hamlets travelled to Syria in 2015, ’it was well publicised – 

three girls going off to Syria to join ISIS ’(Geoff). In another geographical region, Greater Manchester, 

Ann (Greater Manchester, WB, C1) reflected the views of Helen and Geoff and spoke of ‘some 

particular events, instances that triggered really serious responses, and made it very real ’(Ann). 

 

Ann strongly felt the need for her and other leaders and teachers to engage with the policy, ‘There 

were some particular events, instances that triggered really serious responses … it made it very real, 

it meant we had to really engage’. Being directly involved in a school, in a community where ‘deeply 

shocking ’events occurred was for this leader‘ a huge process of eye opening and deepening our 

understanding’. This chimes with the notion felt by leaders that something needed to be done and 

for some this was initially more important than for others. There are further examples to be found in 

the Prevent digest, an ongoing online collection of contemporary comments and views from 

academics and educationalists on the ‘Prevent duty’, where it is suggested that there is greater 

concern amongst teachers about this labelling and thus the ‘duty ’itself by some teachers.  

 

The perceived need to accept the ‘Prevent duty ’is described by Helen, ‘I think it’s been very 

important; I think we’ve taken it very seriously ’and to be engaged with it immediately ‘in at the 

start’ but Helen views it as part of ‘a bigger kind of picture piece as well’. Later she returns to speak 

of the need to improve training and professional development not only for the ‘Prevent duty ’but 

also for all leaders and potential leaders in schools and colleges.  

 

For Ann events ‘had shaken her to the core’, triggered her responses and challenged some of her 

existing perceptions about a school’s community and other agencies including the police in relation 
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to wider social policy and in this case the ‘Prevent duty’. The issue of a school’s community is 

examined further in the sub-section the Context of the school. In examining Ann’s response to the 

use of the police in schools and a growing securitisation of education here the data gives evidence of 

policy acceptance and acceptance of the growth of securitisation.   

 

Ann, as an experienced teacher and school leader, reflected on her perceptions of the police in 

relation to the ‘Prevent duty ’and to the police’s relationships and workings with schools in general. 

‘When I first came … You wouldn’t’t let police over the doorstep‘ ’I couldn’t’t stand the stories that 

kids in schools …told me about how they were treated ’(Ann) by the Police. Whilst attitudes to the 

police had improved and changed in that institution over time and in other schools and colleges due 

in part to programmes such as Safer School’s Police officers because of these significant events and 

the requirement to engaged for ‘hours and hours of time ’with ‘two brilliant counter-terrorism police 

officers ’(Ann) perceptions of the police markedly changed. Is this just an inevitable consequence of 

greater professional co-operation or a drawing of schools into the centre of our counter-terrorism 

strategy? Either of these Ann is willing to accept and accommodate. 

 

A.1.2 Perceived scepticism 

The data showed some school leaders, as the interviews progressed and became more open, such as 

Geoff became more critical and concerned as to the perceptions that the ‘duty ’and its training 

portrayed, he said, ‘first of all some Muslim young people … to feel that they were being branded as 

terrorists just because they were Muslim’. 

 

For school leaders their perceptions and thoughts do become more nuanced as the semi structured 

interviews develop and evolve from explaining simple policy acceptance to professional questioning, 

criticism and resistance. This relates both to their personal perceptions but also how they see the 

policy over time. Ella (London, BB, C2) a Phase 2 respondent, perceives that the debate about the 

‘Prevent duty ’is very much linked to her individual concerns and worries, ’as a parent and a teacher’ 

she said she worries about knife crime but as with terrorism she concludes that, ‘I think that 

ultimately schools are in a position where we have to do something. But it can’t all be down to 

schools. ’Ella accepts there is a need to do something in schools, but she perceives the need for a 

much wider, holistic, societal response. These responses reflect the work of scholars on school 

leadership (Riley in Earley and Greany 2017) who identify the new challenges and demands for 

school leaders presented by the ‘Prevent duty ’in an increasingly complex and policy crowded 

educational landscape with different policies competing for scarce resources including leaders ’time. 
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One of the respondents David, in Cohort 2 spoke of how he believed in the Policy, ‘So I believe in the 

Prevent duty and I understand why it’s here- I think it’s a good policy ’but also, he was critical of 

aspects of its implementation and application and in particular its need to be updated and reformed. 

His initial perception, whilst he describes being immersed in busy school life, was that the Policy was 

‘good’ and needed but on reflection he said ’the risk is still there, the risk is still present, and I think in 

the changing times, the changing atmosphere, things could always be revisited’. David has a number 

of concerns about the risks of the policy including how it may be viewed by the school community of 

students, parents and staff. He is concerned that the policy is portraying and labelling Muslim 

citizens, students, parents, staff and the school community, as a negative and part of the problem. 

Here David is carefully saying that the policy has not gone far enough and has not evolved with the 

changing dynamics within society and in particular the hidden dynamic of ‘far right extremism’. 

 

David who believes ‘that the Prevent duty is something that is credible, it’s something that we should 

be doing’ is careful to support the Policy but is clear that as a school leader he saw that at its outset 

the duty concentrated on Muslim extremism and missed Far Right extremism. He recognised that 

over time the narrative, the discourse around terrorism was beginning to change,  

 

   well to be fair, it’s changed, because when we talk terrorism, and we talk about that aspect 

of it, we’re now looking at white individuals who are now creating new atrocities. And so there 

has been a …I wouldn’t’t say a reversal, you know terrorist atrocities have been made by white 

people for years… but in the recent climate things have, we’re now in a reversal ’ 

(David) 

 

In identifying and highlighting these issues David recognises that we need to place the ‘Prevent 

duty ’within the widening and growing tensions which posits that there is a universal crisis much 

broader than the issue of terrorism or violence. It is also important to note the influence of external 

forces such as the media and social media in shaping leaders ’perceptions and their responses. As 

Ann noted, the ‘media that were promoting views that were just evil and horrible’ and in another 

format Helen spoke of the influence of ‘social media’ on the discourse. 

 

Jon, a school leader for four years, sees Prevent in the wider societal context along with issues such 

as knife crime and county lines drug related crime and that in dealing with the ‘Prevent duty ’policy 

he as a school leader is in effect taking on and trying to ‘sense make ’wider societal challenges.  

 

Hilda (Sussex, WB, C1), from her trade union and association position, was involved in the initial 

consultation around the Counterterrorism and Security Bill and from the outset was concerned 



105 

about the limited engagement of schools and colleges in the process partly due to the time 

constraints but also because ‘Education wasn’t really consulted or engaged at all’. She pointed out 

from her perception a fundamental weakness and a flaw with the policy and suggested that this was 

also felt by school leaders in general that for the teaching profession ‘there was no consultation 

before the duty was written into schools’. It had been imposed with little or no regard to the 

professional views of school leaders and others as (Ball 2008; 2017) for example has found in other 

school policy implementations.  

 

Although it could be argued that a good policy, such as banning smoking, could be imposed without 

consultation, the school leaders interviewed perceived that the lack of, and rushed, consultation on 

such a critical, sensitive and ever-changing societal issue as counter terrorism and how the ‘Prevent 

duty ’should be enacted in schools and colleges needed considerable thought and sharing of 

professional views. The ‘Prevent duty ’required much more discussion and consultation than it was 

ascribed. 

 

In enquiring as to how school leaders perceived the ‘Prevent duty ’at its introduction in 2015 or 

when professionally they had to consider and implement the policy, the findings from the data 

collected shows that most of the school leaders (including Ann, Geoff, Helen an example from each 

of the three geographical regions London, Kent and Greater Manchester) accepted that there 

needed to be some kind of provision within schools and colleges to support the Government’s 

counter-terrorism strategy, but the ‘Prevent duty ’did not necessarily need to be in its original and 

existing form. Some school leaders (George, Rory, David) saw it in its international perspective 

linking it to terrorist events in USA and Europe and hence perceived that for geo-political reasons a 

policy was required although there is a mixed response as to whether the existing ‘Prevent duty ’was 

the policy needed. Others (Maria, David, Ella, Munira) in my analysis of their perceptions, believed, 

thought of the policy as flawed and even potentially ‘counter-productive’. They suggested that the 

policy failed to recognise the complexities and dynamics of the local communities that their schools 

served. Miah (2017) in his important paper on the ‘Trojan Horse ’saga focuses on the ways in which 

Muslim communities are problematized within educational policy and wider political discourse.   

 

A.2 Perceptions on Prevent training and training for school leaders and its practice 

The duty came into legal force in July 2015 and hence began to be implemented in schools and 

colleges in the autumn term of 2015. Limited training was provided which was seen by many of my 

respondents, including Geoff who viewed it ‘as very unhelpful’, to be flawed and insufficient this led 

to a demand by the profession for better and more detailed training which various teaching unions 
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such as ASCL and other training bodies tried to respond to, as Hilda commented ‘there was a real 

vacuum there’. 

 

In analysing school leaders ’perceptions of their external and internal school training, this illuminates 

the enactment of the policy. Ball et al (2011) provide a set of tools with which to consider policy 

enactment looking at artefacts and how policy is internalised and enacted through social processes 

and policy. In my visits to selected schools and interviews plus a review of appropriate 

documentation and school websites and school displays I examined elements of the school artefacts 

that are seen to be important constructs and evidence of how schools and school leaders ‘do policy’.  

 

There were from the beginnings of the ‘Prevent duty ’immediate concerns from school leaders ’

about the ’Prevent duty’, some of these concerns related to the national training, the predominantly 

Muslim examples that were used and the existing dynamics that were missed such as far-right 

extremism. In the initial training all but one of the examples referred to, pointed to Muslim 

extremism, a bias that a number of school leaders including Geoff commented on. This supports a 

perception of school leaders that the ‘Prevent duty’, its training and its emphasis was flawed in its 

original form and reflects the work of Githens-Mazer and Lambert (2010) who see that the ‘label of 

radicalisation ’has become a tool of power exercised by the state and non-Muslim communities 

against, and to control Muslim communities.  

 

Training was deemed to be an important element for school leaders to provide them with the 

confidence as well as the professional knowledge with which to approach the challenges of 

implementing the ‘Prevent duty ’and enabling them to recognise and understand issues to do with 

terrorism in school and their communities. For some school leaders, terrorism was not new to their 

communities, to others it was and required these school leaders to focus on and understand these 

new challenges.  

 

Training can be viewed as a direct function by the state apparatus, ‘dispositif’, to replicate and 

reproduce power (Foucault 2009) and also as a mechanism to further ‘securitise ’(Floyd 2010) 

schools and institutions but also to ‘responsibilitise ’(Thomas 2017) educational professionals within 

the system. 

 

Ella (London, BB, C2) was reflective in her responses to the research questions and spoke of the 

impact of the training she received on the ‘Prevent duty ’when she became a school leader, I found 

it quite helpful, but it felt a bit like a starting point, and its sort of raised a lot of questions, I think. 

Kind of an enquiring mind, you kind of wanted to follow it up with a bit more ’Well what does that 
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mean for the students in my school? She wanted to know and understand more about her students 

and their communities but was wary of the limits of her responsibilities and professional role adding 

‘we do have a responsibility but we’re not specialists … it all can’t be down to schools’. She did reflect 

that the Prevent training for all staff including herself had ‘given everyday classroom teachers the 

opportunity to stop and think about…what a young person is facing and what they’re going through 

in their lives’. A positive space had been created for teachers and staff to recognise the challenges 

facing the school students and to empathise.  

 

Hilda, identified at the outset of the ‘duty ’across the country in the training that she ran that there 

was a perception amongst school leaders that the ‘Prevent duty ’was flawed and it needed to be fit 

for purpose. Leaders perceived that the ‘duty ’needed to be located within and accommodated 

within the existing values and structures of schools and colleges. Hilda explains that immediately 

with the arrival of the new duty in 2015 she and others had to move quickly in what was ‘a real 

vacuum to interpret the duty from a kind of strategic level for busy school leaders. ’Hilda responding 

to a perceived need creatively within her professional role and quickly recruited others to put 

together a national Professional Development (PD) programme for secondary school and college 

leaders. This programme was very popular, well attended and according to Hilda was timely and 

helpful ‘people were concerned because this new duty was coming in and they didn’t know what it 

was.’ 

 

In the geographical region, Greater Manchester, where Jayne (Greater Manchester, WB, C1) worked 

there had been two significant incidents during ‘The Troubles’, the Warrington bombings of 1993, 

which she felt had influenced her and others ’perceptions about terrorism and freedom of speech 

and the need to discuss controversial issues. And since this incident a local respected charity had 

worked very well with her school and other schools and young people over many years. This charity 

contributed to the initial Prevent training and for Jayne it gave her confidence and re-assurance in 

dealing with a complicated and sensitive subject. 

 

There was overall criticism of the first round of rolled out WRAP training in 2015/2016 across all the 

geographical areas that I interviewed in. One leader stated that the training was deeply flawed, 

potentially racist and if not mediated would cause further tensions within the community the school 

served. Lack of resources in schools were cited as creating problems both at the outset of the 

‘Prevent duty ’and since. This contrasts markedly with the generous resourcing provide to other 

‘security ’institutions and organisations. One Leader commented on the ‘multi-billion dollar’ counter 

terrorism industry and the relative low profile given to schools and colleges funding in comparison. 
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An initial critique of the early WRAP training, one leader, Ann, described how she stood in front of 

her assembled staff and read out and took questions on the Prevent training guidance which was in 

complete contrast to the school usual approach to training. She did this because she wanted to lead 

and demonstrate to all staff the importance of the ‘Prevent duty ’but also to respond to the flaws 

which she had identified in the initial guidance. Leaders working in conjunction with other agencies 

and drawing on local circumstances have significantly developed Prevent training including on-line 

training. Certain innovative and joined up practice has emerged. One school in Kent with a 

predominantly white British school population had in 2019 re focused its training to emphasise far-

right extremism, a growing concern that they had identified within their community as Theresa said, 

‘the training had really brought it alive and I think for everybody that kind of really brought it home, 

you know because he (the trainer) talked about real people, real experiences rather than you know 

kind of online training. Which we all understood’. 

 

In another London school leaders had shifted their emphasis in their training and work with staff and 

students and its community to highlight far-right extremism and the existence of this dynamic which 

had hitherto been missed or under played. Here school leaders are ‘sense making ’and making 

meaning of policy as narrators, interpreting, and selecting as Ball et al (2011) describe in their policy 

actor positions associated with policy enactment.  

 

There was a greater acceptance that the Advanced WRAP training was much improved for it took 

more account of the local circumstances and needs. A number of those interviewed had 

professionally contributed to improving, modifying, and delivering training within their schools and 

local areas,‘ taking ownership of the problem’. School leaders were actively moving into the vacuum, 

the space that had been left open by the inadequate initial national training, once again ‘sense 

making ‘the training and implementation of the policy.   

 

There was a concern about training or the lack of training for all staff within an institution. Often 

‘Prevent ’matters were dealt with within the annual staff safeguarding training but a number of 

schools, where able, had moved beyond this limited training. One leader, Rory (London, WI, C1), in 

Cohort 2 outlined the training he had developed for all the institution’s staff including cleaning and 

catering staff firstly to ensure that they were appraised and fully aware of the Policy and its context 

but also because these staff were in direct contact with students in different situations and 

environments. Another school within a Multi-Academy Trust (MAT) in Kent had shared different 

experiences with others in their MAT including bringing in social services staff and the police for staff 

training. 
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Helen (Kent, WB, C1) shows her concerns about training and provides a good illustration of the 

importance of training by learning from the experience of others, 

 

I think those in large multi academy trust chains, it’s all kind of very regimented and corporate, 

and therefore you know the feeling it, the understanding of, you know, walking around a 

building, being able to feel things you know, not having to do things according to how the 

whole group does it but how you feel as an individual, and as a professional how manage – so, 

I do worry about all of that. Because it is about experience, and it is about being able to hear 

those who have had the experiences and learn from them through really good quality training. 

 

In relation to training and professionalism Ann (Greater Manchester, WB, C1), in Manchester, 

believes that all school leaders whether experienced or inexperienced should always be wanting to 

improve and learn, ‘I think leaders need that honesty to learn….to stay open to learning about it (the 

Prevent agenda)’ She wants to see ‘lots of training’ but focused training,  

 

We do training, about so many things, whether it’is the curriculum or changes to HR or data 

protection ’for ‘it did seem for quite a few years that a number of heads in areas where it 

wasn’t so in face weren’t aware, and some didn’t want to learn. 

 

Ann concludes that she wants to see training that involves and challenges some school leaders in 

their professionalism. Leaders who for a number of reasons, some geographical, do not recognise 

the importance of the Prevent agenda because they think that it doesn’t directly affect them or their 

institutions. Here she is highlighting a section of school leaders who professionally are avoiding and 

failing to tackle these issues. These findings raise questions as to whether school leaders in relation 

to the ‘Prevent duty ’are better prepared by professional training (locally bespoke training reflecting 

local needs and realities) or by learning from professional experience and to what extent does a 

leader’s length of experience and experience of working with an ‘inspiring ’or ‘influential ’school 

leader effect a leader’s actions and approaches to this and other policies. Professionalism is learnt 

on the job rooted in an institution’s strong values within its community as much as it is learnt in 

training.   

 

Helen an experienced leader speaks of a general lack of decent quality training and identifies ‘a 

deficit model’, in the training for school leadership and for existing school leaders within the system, 

that she believes needs to be addressed, 
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I think there could be more in leadership training. I mean there is a deficit model in leadership 

training currently, I think, compared to what it used to be, and I think that may come back to 

bite the system ultimately. Also, not enough leaders, good leaders at the right stage to move 

up – some moving up too quickly. So, I think there is a deficit model in that regard. 

 

Helen is raising a wider concern about not just Prevent training but of training for school leaders and 

potential school leaders in general. Whilst this is stepping away from understanding perceptions 

about the ‘Prevent duty ’it is an interesting overall finding and potential concern. This‘ deficit model’ 

that Helen outlines provides a strong critique of existing training that she believes weakens the 

education system. Whist this critique applies across the piece and not solely to the ‘Prevent duty ’it 

does raise an important point as to how we prepare school leaders and highlights the conflicting 

challenges that school leaders face in perceiving and implementing policy. This resonates with the 

work of Bush but also contrasts (2018) who outlines how in a growing era of globalisation and 

educational competition preparation for school leadership has expanded. Helen recognises the need 

for this preparation but finds it lacking with regard to the ’Prevent duty ’and policy enactment in 

general.  

 

Helen identifies that for her there is no longer a systematic approach to school leadership training. 

She sees this as short sighted and will in the future impact negatively on the system and schools and 

as she says,’ may come back to bite the system ultimately. ’Helen points directly to the failure to 

train, educate and develop leaders for the challenges of leading a school. She raises concerns about 

the new educational and schools ’landscape including the growth of large multi-academy trust 

chains. This growth is seen as part of what Ball (2018) calls ‘the tragedy of state education’ where an 

educational system has developed that Ball (2018) calls ‘a system in disarray’ indeed ‘no system at 

all’. In order to create the school leaders required to implement and lead in this complex and ever -

changing field there needs for Helen to be better training and development of new school leaders to 

fix ‘the deficit model ’she identifies.  

 

In relation to the Prevent duty Helen and Hilda both see a deficit in the national educational lead 

and response to support school leaders in implementing the duty and identify how school leaders, 

schools, trade unions have moved to try to fill this gap, particularly in terms of providing appropriate 

professional training, but this has developed in a piecemeal not strategic way. Helen argues for, 

‘really good quality training ’which she finds at present missing. Her concern is not just for Prevent 

duty training but for holistic training for leadership and for professionalism. 
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Munira (London, BB, C2) raises an interesting issue in relation to lack of appropriate national training 

for younger school leaders like herself. She sees that the Prevent duty ‘needs to be considered in 

terms of … grey, because there can’t be a black and white guidance.’ She articulates a professional 

concern that Jon also mentions. He believes there needs ‘to be a nuanced ‘and more reflective 

response to policy enactment and in particular to the ‘Prevent duty’.   

 

This ‘deficit model’ couples with concerns raised in particular by the Cohort 2 respondents that they 

are missing appropriate training for the Prevent duty but also that there is a critical need to train and 

prepare teachers and future school leaders in the task of teaching and managing controversial 

issues. And for school leaders in leading in putting into place challenging and demanding policies 

such as the Prevent duty and recently strategies to deal with knife crime, gang related incidents and 

county lines drug crime. These all relate to the professionalism of school leaders and what it actually 

means to be a school leader. 

 

Munira (London, BB, C2) explained how referring a child through the Channel programme and seeing 

the case through to its conclusion with outside agencies including the Police and Social Services had 

given her an informed view of the wider dimensions of the ‘Prevent duty ’and gave her a good 

insight into the work of other agencies and given her invaluable on the job training learning through 

practice. But as with Ella there was a query as to whether this was fully within her remit as a school 

leader and whether her role had been expanded into other domains not appropriate for her. This 

was a form of training on the job working with a range of professionals learning and reflecting 

throughout this immersive process a very different form of training than a tick box on-line 

experience. 

 

The issues raised to do with training relate to the specifics of the WRAP training provided to do with 

implementing the ‘Prevent duty ’but also to the much wider concern as to how are teachers trained 

to be school leaders, how are school leaders trained and what does need to be included in relevant 

training on new and emerging Policies such as the ‘Prevent duty’. 

 

Leaders raised concerns and issues relating to professionalism that included the wide variety of 

leaders ’experience, training at institutional, local and national level, the move away from national, 

‘one size fits all ’training as can be seen with the demise and closure of The National College for 

Teaching for reasons of cost and ideology yet the ‘Prevent duty ’is a national policy that at its outset 

in 2015 was criticised for its ‘weak‘ ’confused ’and ‘racist ’training. Unions and Associations such as 

ASCL had to quickly move to fill this gap and provide training. For ASCL because of the lack of 

alternatives their training was hugely popular and over-subscribed. Local training within an 
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understood and accepted national framework delivered by practitioners and professionals should be 

available for all school leaders and they should be given time, space and resources to deliver this 

training in a be-spoke way to all of their staff, teachers, support staff and as I found in one institution 

all staff including caretakers, cleaners and kitchen staff.  

 

A.3 Resisting practices - School leaders ’perceptions on experience 

The data analysis points to evidence that shows that more experienced school leaders feel more 

able to resist and reframe policy, resisting practices and confronting power within Foucault’s 

conception of power as described by Ball (2017). 

 

I wanted to test and consider in my research the importance or not of professional experience with 

regard to the ‘Prevent duty ’and policy enactment. My data suggests that school leaders do ascribe 

an importance in perception to the policy due to their experience. In selecting two cohorts the 

intention was to further consider reasons for the variation in perceptions of the ‘Prevent duty ’and 

why the responses differed in my interviews and varied. Was it because some had been school 

leaders well before the introduction of the duty in 2015 and even prior to the 9/11 and 7/7 

bombings? Others had only known Leadership since 2015 or in my Phase 2 cohort more recently 

than that. This difference in experience emerges from my data as an important finding. It is found in 

the context of Perceptions and adds to the image of a Spectrum of Perceptions, and links with the 

theme of Leaders Professionalism. 

 

The use of the word ‘resistant’, by Geoff, is important in examining the continuum of responses to 

policy and to this particular policy, the ‘Prevent duty’, 

 

that the best most effective school leaders feel able to use a degree of judgement and 

autonomy and are resistant perhaps to those instructions from government agencies that 

they feel genuinely will not be in the interests of their school community.  

(Geoff) 

 

Ball (2017) describes Walter, a teacher, who was so outspoken and critical about the schooling, 

particularly the school’s performance management system, he had to engage with, and Ball finds 

Walter ‘is resisting practices, confronting power in the most immediate sense, very much within 

Foucault’s conception of power ’(Ball 2017: 69). I did not find a Walter in my research but in Geoff I 

found a school leader who was prepared to say in a recorded interview that he was prepared, and 

believed other school leaders were, to resist public policy if he felt that those instructions were not 

beneficial to the school community. I found degrees of concern and scepticism amongst other school 
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leaders and certainly not as some might expect a complete acceptance of the policy, neither passive 

nor enthusiastic. 

 

Foucault speaks of power, knowledge, resistance and subjectification and in his later lectures on 

Greco-Roman ’political practices, seeks to encourage a way of thinking differently about the present 

(Ball 2017). Leask (2011) when focusing on education, drawing on Foucault, sees beyond schools and 

colleges as places of obedient behaviours and practices and encourages scholars to search for more 

critical, oppositional practices, behaviours and perceptions. And thinking through the work of Ball I 

suggest that it is important to recognise that education is a set of relations and not an institution. 

What is therefore happening and actually taking place in the spaces created in education and 

schools and colleges is important and is illuminating when examined in conjunction with the 

‘Prevent duty ’to see the different and range of reactions, responses, actions and practices that take 

place- not all accepting or conformist of the policy. The thesis found that the different respondents 

ranging from the less experienced Munira to the more experienced Geoff, across all the school 

leaders interviewed exhibited different and sometimes unexpected responses and reactions to 

implementing this policy. 

 

Helen was clear when she explained her approach to policy enactment as an experienced school 

leader and the reasons as to why she had placed the ‘Prevent duty ’high on her list of priorities of 

policies to implement but also why with some policies she would adapt, make her own or even 

ignore. She said, I do think with experience you learn that you can say no. I wouldn’t’t say no to 

Prevent, but I think there are some that you could say no to, or that you make more sensible.  

 

Geoff had been a school leader for many years in a number of English secondary schools prior to 

9/11 and up until the present, earlier we have seen how he initially accepted the need for some 

policy but below we see how he on further questioning has a number of mixed and messy 

perceptions, not all supportive. He does not give a ringing endorsement of the Policy. Geoff, like 

other leaders I interviewed, displayed some professional scepticism as to the whole concept of the 

‘Prevent duty’. He perceived the ‘Prevent duty ’in a number of ways.  

 

From the 90s onwards with the introduction of OFSTED inspections, we went … we had been 

through a period which maybe we are now starting to come out of, but through most of my 

headship we went through a period where I think there was more … there was a greater 

centralisation and more expectation of compliance by school leaders, and I think that Prevent 

perhaps fits into that, but it was by no means the only … there seemed to be more and more 

things that we were told that we had to do, whether or not they were necessarily going to be 
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in the best interests of our own schools and our own school communities …  And I think it you 

know it varies from school leaders to school leaders depending perhaps on your own 

background and your own experience.  But I think that … personally I do think that the best 

most effective school leaders feel able to use a degree of judgement and autonomy and are 

resistant perhaps to those instructions from government agencies that they feel genuinely will 

not be in the interests of their school community. 

(Geoff) 

 

This extract brings to the fore a number of his perceptions; these include his thoughts on autonomy 

and accountability in the era of OFSTED and ‘greater centralisation and more compliance by school 

leaders ’as well as his thoughts and perceptions on school leadership. But he recognises that, 

although difficult, some leaders will respond to policy and in this case the ‘Prevent duty ’in different 

ways,‘ using a degree of judgement and autonomy and are resistant perhaps to those instructions 

from government agencies that they feel genuinely will not be in the interests of their school 

community’. 

 

The autonomy vs accountability discourse and debate can be located as a contrasting dynamic in 

leaders ’perceptions of the ‘Prevent duty’. Whilst leaders recognised the need for both autonomy 

and accountability the importance of autonomy was recognised notably by Geoff, Jacques, Maria, 

Anna, Theresa in Phase 1, it was less of an issue for younger leaders in Phase 2. This was particularly 

the case in the London schools. It is possible to see all the leaders in some way positioned within the 

‘delivery chain ’of Policy enactment ‘passing on the pressures to perform’ (Ball 2008, Apple 2004).   

 

George in a matter-of-fact way when talking about professionalism for him as an experienced leader 

says ‘you know how to pick and choose and how to interpret stuff and know what will work in the 

context of your school ‘. This relates to the work of sense making done by school leaders with regard 

to policy enactment identified by Mizrahi-Shtelman (2019) in his recent research on school principals 

and policy enactment in Israel where he considers how these school leaders in Israel, interpret and 

apply policies according to their professional role identity and sense making. He identifies four roles 

displayed by school principals, manager, leader, nurturer and facilitator, and describes how in 

enacting a policy they move between the four roles making sense for their institution the complexity 

of national policy.   

  

George says he believes in distributive leadership and ensuring, ’that you’ve got good colleagues 

around you who know what they’re talking about’. He himself recognises that with the demands of 

his role that ‘as an experienced leader – I’m not doing very much on this (Prevent duty) directly 



115 

myself apart, from the odd assembly, but knowing there are people out there that do’. George has 

confidence in the ability, expertise and professionalism of his wider leadership team and ‘the 

distributive aspect of this’. He subscribes to the advice of Machiavelli to The Prince, surround 

yourself with loyal and competent people, ‘the first opinion that is formed of a ruler’s intelligence is 

based on the quality of the men he has around him ’(Machiavelli 1981) written in 1640. George also 

says as an experienced leader ‘you don’t worry too much if things go wrong in a particular scenario, 

yeah? ’Here leaders learn from their mistakes but the ‘yeah’ aside perhaps indicates that in some 

way he is trying to convince himself of this. In a high stake, high risk educational landscape over seen 

by bodies such as Ofsted with its Foucauldian gaze learning by making mistakes is not always 

permissible (Ball 2011). The data does suggest that for some more experienced and sometimes older 

school leaders trained in an era before the intense marketisation of schools and the growing 

securitisation of education that they are more critical of policy and prepared to challenge and 

critique more than their younger counterparts who have not only been trained in the era of school 

accountability but have also been through their schooling and education in this period.  

 

George contrasts his approach as an experienced leader with younger leaders learning their role and 

developing their professional skills, I think when you’re a young leader you think ’Oh I’ve done 

something, oh it’s gone wrong, it’s terrible – but if you’re experienced ‘Oh that didn’t work very well, 

better not do that again’- and you tend to have a greater sense of perspective.  

 

Helen in a very different school and location is concerned about the experience of school leaders 

and asks if, ‘some are moving up too quickly’ and with the teacher shortages and difficulties in 

retention,’ also not enough leaders, good leaders at the right stage to move up’. Here the quality of 

school leaders is seen by Helen to be a concern so for her professionalism is compromised and the 

quality of school leaders to serve and staff schools is perceived as lacking. Reflecting on how 

important experience is for school leadership Helen remarks that ‘in terms of policy enactment … I 

do think with experience you learn that you can say no.’ Thus, by implication she hints that more 

inexperienced school leaders in the system, without professional ‘sense making’, are more likely to 

accept and fully implement policy. She is clear on this policy, ‘I wouldn’t’t say no to Prevent, but I 

think there are some you could say no to, or that you could make more sensible’. Here it is possible to 

detect how school leaders are positioned differently in relation to policy as Ball et al (2011) identify.  

 

Ann interestingly, unlike some other leaders in different geographical locations, is not so clear that 

experience matters or has an influence on the way you respond to the professional challenges of 

implementing the Prevent duty. To the question does experience make a difference she replies, ’I 

don’t know, I honestly don’t know. I think it depends on your context how aware you are’. For her 
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awareness is more important than experience. This suggests a view of hers that many school leaders 

can be set in their ways and are resistant to new challenges such as presented with a national 

response to extremism. Hilda found evidence of this too in her national work on training and leaders 

moving onto other priorities, ‘the big clamour for information… has certainly died down. From the 

school leaders I’m speaking to it’s not the big issue. 

 

Munira recognised that the duty was introduced at a difficult time and she and others were not fully 

supportive of the Policy seeing it as ‘reactionary’. Munira was a classroom teacher when the duty 

came in and at the time saw it as part ‘of the general pressures of teaching’ and a further 

professional ‘worry’, ‘it’s kind of that very much of teachers, doctors, nurses. ’She is locating herself 

within the ‘responsibilitised ’world of education and state services. As a school leader Munira has 

since had some further ‘Prevent ’training but empathises with her students one of whom says, ‘Look 

there’s nothing wrong with my views, you know I’m perfectly well within my rights to have these 

views’. But under the duty she is aware that some views may need to be challenged and as a 

professional she could be required to refer the student to the Channel programme.  

 

Munira’s thoughts and perceptions as a teacher were that the ‘Prevent duty ’was an additional 

unwanted responsibility but changed when she became a school leader. As a leader she views it as a 

necessity, yet she sees the policy in a wider‘ holistic’ context and part of her ‘pastoral’ role. In 

understanding school leadership Foucault’s (Ball 2013)) vector of power, what it actually means to 

be a school leader, is a useful tool highlighted here with Munira. 

 

As with Cohort 1 I found that the Cohort 2 school leaders became more open and critical of the 

‘Prevent duty ’as my interviews progressed, and findings emerged from the data which challenged 

the initial assumption that younger, less experienced leaders were more accepting of the policy.   

 

A.4 Perceptions about Freedom of Speech  

Freedom of Speech is an important issue raised by school leaders in their interviews and is a key 

finding both in the thoughts and perceptions of school leaders and also in the actual impact in 

schools and colleges. The impact is discussed more fully in the second chapter of my data analysis. 

The issue of Freedom of Speech is a microcosm in which to examine many of the tensions and 

challenges of this educational policy, the ‘Prevent duty’, and its enactment.  

 

There was a widespread concern amongst community groups, educationalists and some scholars 

(Durodie 2016) at the outset of the ‘Prevent duty ’around the issue of freedom of speech, ‘And really 

the worries were there around freedom of speech, about whether it was going to stifle debate and 
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discussion, and also whether teachers and schools have the confidence and understanding to 

implement the duty ’(Hilda). The concern about freedom of speech has continued throughout the 

existence of the duty amongst a number of professionals, politicians and academics. This has been 

well documented within the ongoing online ‘Prevent Digest, as described in the literature review, 

which collects and compiles media and political contemporary views and articles on the ‘Prevent 

duty’. On the other hand, there has also been a dominant narrative from politicians and some 

professionals that such a duty is needed and from some scholars including Busher et al (2019) that 

paradoxically the ‘Prevent duty ’in some settings has expanded and opened up debate on sensitive 

and controversial issues such as terrorism.  

 

Jayne (Greater Manchester, WB, C1) Academy Trust secondary school 11-18 Single Sex (Girls) c. 80 % 

EM) wanted to consider with others the issue of freedom of speech and her concerns and wanted 

some appropriate guidance. She felt fortunate to be given that opportunity when identified for early 

training and where she hoped that the dilemmas as to restriction on free speech could be discussed. 

She explained how she found the initial Prevent training and that she felt ‘quite fortunate to be 

invited (to) at the very beginning of Prevent from 2015’. Jayne described how the issue of freedom of 

speech was raised as a concern, there were,  

 

lots and lots of people … lots and lots of different organisations, (with) lots of debate initially 

about sort of freedom of speech through universities and things like that, lots of you know 

concerns about the way certain groups might be represented, or over sort of represented in 

terms of how the duty might play out. So, there was quite a bit of concern there. 

 

Jayne seemed to perceive at this early stage in the life of the ‘Prevent duty ’in 2015 that there was a 

general concern about freedom of speech but not necessarily for her directly. She explains how ‘a lot 

of debate and discussion … certainly from my perspective’ helped her and there is a sense for her 

that the restriction on freedom of speech might apply more to other organisations and institutions 

such as universities rather than schools. Jayne identifies a dis-jointed debate and muddled messages 

regarding the policy and how it was perceived differently in separate schools and colleges. 

 

Ann from the Greater Manchester geographical region had stronger views when asked about the 

issue of freedom of speech and framed her response thus, ’it’s illegal to say certain things, it’s illegal 

to incite hatred and I support that’. She at the outset of Prevent in 2015, did not see that the duty 

was going to be a restriction because she believed it was necessary. She was critical of a newspaper, 

‘I think it’s got this liberal mind and that’s Prevent is a bad thing’ and of journalists who ’You know 

again those liberal journalists, I mean they’re great in so many ways, but they’ve got views about 
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this, and I think they need to open their eyes to the reality of what it is ’(Ann). As an experienced 

professional she felt she had understood and realised the importance of getting the Policy right, but 

she accepted the need for such a policy and was not concerned about restrictions on freedom of 

speech.   

 

The policy, its language and its provisions set out to control liberal debate and discourse. Here is an 

example of a school leader supporting the curtailment of free speech in order to gain security. Yet in 

juxtaposition to this acceptance in Chapter 5 when I consider the messy impact of the ‘Prevent duty ’

and provide a number of examples as to how Ann and her colleagues set about promoting debate 

and discussion within their schools.  

 

The responses from the leaders in my data show a range of opinions and perceptions about the 

implications on freedom of speech from the ‘Prevent duty ’and some including Geoff and Maria 

agreed with Hilda that in 2015, at the outset of the policy, that this could have been a key concern. 

Others such as Ann, ‘as leaders and educationalists we have to wake up and see what is going on ’

(Ann) were less concerned about freedom of speech considering the wider context and the need to 

do something.  

 

In ‘Political Liberalism ’(1993) Rawls explains the challenges that modern democratic society has in 

dealing with incompatible and irreconcilable religious, philosophical and moral ideas and beliefs. In 

asking how a stable and just society of free and equal citizens can exist and live in concord he argues 

that creating a ‘well-ordered society ’is the way. He redefines a ‘well-ordered society ’from his 

earlier work Rawls (1995) with his notion of an overlapping consensus, a consensus which is agreed 

and affirmed by different religious, philosophical and moral doctrines, a stage on from a society 

agreeing on its basic moral beliefs but an agreed overlapping consensus of reasonable doctrines.  

 

In the prevailing discourse and debate about the influence of ‘muscular liberalism ’on policy and 

practices it is worth re-considering the influential work of J. Rawls on Political Liberalism (1993). 

There is a growing tension between some traditional liberal values and Rawls’s distinctive form of 

liberalism and one key issue of controversy is the right to free speech. This ‘chilling effect ’described 

by the Muslim Council of Britain and identified by Durodie (2016) on free speech in schools and 

classrooms is a powerful criticism of the ‘Prevent duty ’and found in school leaders ’perceptions of 

the ‘duty’.   

 

Rawls ’overlapping consensus has been placed under enormous strain in liberal democracies by 

developing geo-political changes such as the rise of populism, the rise of nationalism and the 
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emergence of populist leaders such as Donald Trump. It is argued in the UK context that the 

rationale for the Johnson government and its overall policy is about reducing civil liberties, reducing 

free speech and attacking minority rights (Liberty 2021, Slaughter 2021) with the latest Police Bill 

(2021) and Nationalities and Borders Bill (2021) as examples. It is interesting to trace these political 

developments back to the emergence of ‘muscular liberalism ’and the ‘Prevent duty ’as policy.  

 

A number of scholars including Courtney (2017) position school leaders and education within a neo 

liberal framework and within this framework they argue that there is an inherent reduction or 

restriction on freedom of speech for these leaders themselves and within their schools and colleges. 

The ‘Prevent duty ’needs to be located within the growing context of ‘muscular liberalism ’and its 

consequences. Liberalism and neo-liberalism are very different and the distinction between the two 

is important to recognise and the concern about a restriction on free speech was a very real 

perceived concern and anxiety for school leaders, but interestingly not for all, and later when I 

examine what schools and colleges have actually done with the duty some of these concerns will be 

shown to have been reduced and/or ameliorated. 

 

Freedom of Speech and how the ‘Prevent duty ’has played out in schools and colleges will be 

discussed more fully in my next chapter on Impact of the ‘Prevent duty’.  

 

A.5 Safeguarding  

How colleagues see or are told to see the ‘Prevent duty ’in relation to safeguarding, as a natural 

extension of keeping children safe, strongly resonates in the interviews with school leaders and on 

the face of it appears to demonstrate positive, professional acceptance of the ‘Prevent duty’. As 

Jayne says, ‘It was about the safeguarding of young people’. 

 

It is important to ask questions about safeguarding, what exactly is it in schools, how has it 

developed and how does it play out in schools in this era of greater securitisation? Thomas (2020) 

notes that safeguarding and the ‘Prevent duty’ are a contested field and calls for careful empirical 

research and evidence that illuminates how the ‘Prevent duty ‘has played out on the ground in our 

schools and colleges. Lewis (2020) finds that ‘opposition to the Duty was extremely rare’ and the 

‘Prevent duty ‘accepted and viewed within a culture of safeguarding and a ‘duty of care’. 

 

There is a contrast and tension between the traditional welfare of children version of safeguarding 

and a more ‘securitised safeguarding ’as described in the work of Mckendrick and Finch (2017). They 

argue that the ‘Prevent duty ’constructs the pupil or child as a threat and moves away from viewing 

the child as individual and vulnerable, and that this discourse influences policy and practice in social 
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work and education. Their research is based in social work studies rather than education and 

amongst social work academics there is a growing view that the concept of vulnerability and 

pathways to vulnerability are being perverted by the imposition of the ‘Prevent duty ’(Revell in 

Dialogue Society 2021). Safeguarding is still perceived in schools by school leaders as pertaining to 

the individual safety and well-being of children whereby ‘Prevent ’is not just a policy dealing with 

individuals but as a strategy acting against wider ‘terrorist ’groups intent on harming society.  

Busher et al (2017: 7) find that ‘situating Prevent as “Safeguarding” appears to have played a 

fundamental role in allaying anxieties about the duty and leading staff to see this as a continuum of 

their existing professional practices ’I wanted to see whether the analysis of my data could delve 

deeper and shed more light on this over-arching concept and accepted rationale.  

 

All the school leaders perceived and subsequently placed the ‘Prevent duty ’within their institution’s 

over-arching Safeguarding policies and school structures ’for us it was a fundamental part of 

safeguarding ’(Ann). There was a common perception of the ‘prevent duty ’that it fitted within and 

should be placed within safeguarding. Yet on closer examination beneath this general acceptance lie 

differing thoughts and perceptions making up a wider spectrum of perceptions. 

 

Some scholars including Miah (2017), Kundnani (2015) and Acik et al (2018) are questioning why 

Prevent, as a policy, should be automatically placed with the safeguarding framework. What are we 

safeguarding children from and why? Miah (2017) sees that the ‘Prevent duty ’is one important way 

in embedding the prevailing security agenda within schools and adding to the discourse of the 

Muslim problematic and hence safeguarding is becoming an essential element of that apparatus. My 

data analysis supports partly this view as some school leaders wanted to place the response to 

terrorism within wider societal dynamics greater than the necessary individual safety needs of young 

people. They spoke of wider societal issues such as the emergence of youth knife crime and lack of 

opportunities for young people. Although given the sensitivity of the subject matter and the ethics 

of face -to-face semi-structured interviewing it was difficult to pose direct questions and elicit a 

detailed response. In asking directly if leaders saw the ‘Prevent duty ’falling under the heading of 

safeguarding leaders all said yes but in follow up questions as the interviews progressed and became 

more open it was possible to probe in more detail the school leaders initial and more closed 

responses and in doing so elicit and obtain more nuanced views.  

 

The dynamic of safeguarding needs to be carefully explored; for leaders this helps make sense of the 

‘Prevent duty ’and enables acceptance of the policy as well as locates it in a recognizable 

framework- the prevailing ‘dispositif’. The ‘Prevent duty ’is a legal duty closely monitored in Ofsted 

inspections which will lead to school leaders promoting the policy and restrict and undermine any 
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professional opposition. In this section I wish to show why school leaders immediately perceived the 

duty as part of their Safeguarding role.  

 

Hilda with her overview of education and schools needed to help fill the vacuum created by the 

introduction of the duty and she said, ‘So my role in that was really to interpret the duty from a kind 

of strategic level, and where we started really was looking at that this was an issue of safeguarding 

first and foremost, that children were vulnerable to exploitation, and we would apply the lens of 

safeguarding to the new duty’. School leaders therefore were taking hold of the new Policy and 

locating it within the dominant and understood Safeguarding narrative and discourse within 

education. The rhetoric and discourse by policy makers and politicians at the outset of the duty 

hinted that schools should see and place the duty within the wider umbrella of safeguarding. Despite 

criticisms of the duty this accepted perception along with its legal duty meant that at the outset 

there was general policy acceptance.  

 

Ann perceived that the ‘Prevent duty ’needed to be placed firmly within the safeguarding context in 

order that it would be taken seriously by all. She said, I’m a huge fan, proponent, of mandatory 

reporting of child protection issues ’and‘ I fully support this being a duty, because so many 

headteachers that I met didn’t take it seriously’. Ann’s perceptions of other school leaders are quite 

striking for she is identifying fellow leaders ’shortcomings in not taking the issue of child protection 

and safeguarding seriously enough. This was the strongest critique that I found from one leader 

about other leaders, but Ann was working in a geographical area, Greater Manchester, and a school 

directly affected by events. 

 

Foucault (1997a) and Ball (2017) can both help in trying to understand how the policy gets accepted 

and how it is placed in a discourse which puts constraints on criticism and particularly in the case of 

safeguarding where a criticism of the ‘Prevent duty ’is viewed as a criticism of a school leaders ’

commitment to the safety of children. Yet for all these constraints it is possible to suggest as does 

Leask (2011) that teachers and students can be regarded as creative agents within existing and 

emerging educational spaces. School leaders need to be viewed and researched and examined for 

their actions in these spaces. Maria, Geoff and Hilda can be seen as working as creative agents acting 

within the prevailing discourse around the ‘Prevent duty ’and within the existing educational 

context. Munira and Ella provide examples from cohort 2 of school leaders acting creatively in the 

emerging educational spaces that open up around the ‘Prevent duty’.  

 

It is instructive to find that in all of my interviews in different geographical locations all school 

leaders perceived that this duty was an extension of safeguarding, ‘Yeah so it’s located in 



122 

safeguarding work ’(Maria) and for Jayne ‘it was just exactly the same as protecting young people 

from grooming, protecting young people for online… it was about the safeguarding of young people’ 

(Jayne). Ann concurs, ‘for us it was a fundamental part of safeguarding’. These are some responses 

from leaders who were in place in 2015 and therefore responsible for implementing the Policy not 

just those leaders in Phase 2 who had tended to become leaders after 2015 and therefore knew the 

duty in no other context than part of safeguarding. Later in my Impact of Prevent section I will 

examine where the duty has been placed in school structures and systems but at its inception the 

perception was that it was a part of ’Keeping Children Safe in Education ’(September 2018). The only 

nuanced critique came from Geoff who ‘saw it as a safeguarding issue and we tried to implement it 

using a degree of judgement of our own’. 

 

When seeking to see how leaders in different schools and different types of schools such as local 

authority schools and multi-academy trust schools had perceived ‘Prevent ’there was no notable 

difference, they had all seen and placed the duty within safeguarding. 

 

Jayne was clear, ’we set it completely within our safeguarding agenda. So, it was never … it was just 

exactly the same as protecting young people from grooming CSE (Child Sexual Exploitation), 

protecting young people for online…it was about the safeguarding of young people ... And from the 

very beginning it wasn’t kind of like an add-on ’(Jayne). In the section on Impact of the ‘Prevent 

duty ’I will consider more how the duty has played out in Jayne’s school but here, at the outset, 

Jayne is clear it was all about safeguarding.  

 

Theresa, the designated safeguarding lead in her school again is clear, ‘I’m the designated 

safeguarding lead, so that encompasses everything with regards to safeguarding. Now obviously 

Prevent is a part of that ’(Theresa). For her it is ‘obvious’ it is straight forward. Leaders absorb the 

‘Prevent duty ’into safeguarding in order to be able to make sense of a complex and challenging new 

policy (Riley in Earley and Greany 2017).  

  

Leaders were not only choosing to place the ‘Prevent duty ’under‘ the umbrella of safeguarding ’

(Rory) but they were being led to move in this way because of other drivers within the education 

system and educational apparatus such as the OFSTED inspection framework which was adapted to 

check and report on how the duty operated in schools as well as the Fundamental British Values 

introduced in 2014. The DFE Teaching Standards also shaped how leaders should respond. Some of 

the school leaders ’responses to the ‘Prevent duty ’suggest that they feel obligated to refer any 

concerns to do with safeguarding and the ‘Prevent duty’, despite misgivings to the state, displaying 

their subjugation to authority and their relationship to power and hegemony.  
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It is particularly illuminating when considering the Phase 2 interviewees perceptions of the ‘Prevent 

duty ’which do vary but reflect that all of these leaders had been appointed or given new leadership 

roles within an existing school structure that accepted the ‘Prevent duty ’and located it within 

Safeguarding within the school’s structures, leadership roles and school policies.  

 

Rory, a Phase 2 leader, was quite sure when asked about where to place the ‘Prevent duty ’he said, ‘I 

see the ‘Prevent duty ’within the safeguarding aspect of education. We haven’t just put it in there .to 

put under the umbrella of safeguarding- I think the two go hand in hand, because prevent is about 

safeguarding the children and the people in our care ’(Rory). 

 

Below is Ella’s response to some questions about where the ‘Prevent duty ’was placed in her school: 

 

I ’You (the school) placed the Prevent duty ’within the safeguarding structures within the 

school’ 

E ‘Yes that’s right, that’s how it is in the school’ 

I ‘That’s how you see it’? 

E ‘Well it is in this school- I think it’s everybody’s responsibility’. 

 

From Ella, a Phase 2 leader, comes a more nuanced, perhaps somewhat defensive, response on such 

a sensitive subject accepting the notion that it is about safeguarding but implying that it might be 

broader than that. The ‘duty ’is placed unchallenged into the existing safeguarding structures.  

 

In Ann’s case she placed the safety of young people as her prime concern any other concerns, 

worries, fears were subordinate. She answered her own question, ‘Do you believe in keeping children 

safe? ...Well, prevent is just part of safeguarding. ’This is a strong response and highlights how 

dominant the safeguarding discourse has become within education, schools and the thinking and 

professionalism of school leaders. 

 

Understandably School leaders find it professionally difficult if not impossible to critique the over-

arching discourse of safeguarding, the commitment to the safety of children. Ofsted, and the 

existing inspection regime, further imbed or police the policy, by prioritising safeguarding when 

inspecting all schools. I found though in ameliorating the policy that some leaders take the ‘Prevent 

duty ’beyond the statutory requirement and engage with their students and in some cases parents, 

governors and communities in the wider curriculum and pastoral systems so that ‘Prevent ’is not 

simply seen within the safeguarding agenda. 
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Safeguarding is perceived in schools as pertaining to the individual safety and well-being of children 

where ‘Prevent ’is not just a policy dealing with individuals but as a strategy acting against wider 

‘terrorist ’groups intent on harming society. In understanding the impact of the ‘Prevent duty ’on 

schools and school leaders, the leader’s relation to power and hegemony is an essential dynamic. I 

found it helpful to consider the work of Gramsci (Hoare et al 2005)) which in part explains some of 

the leaders ’responses for example when they feel obligated to refer any concerns to do with 

safeguarding to the state, despite misgivings, displaying their subjugation to authority. It would 

appear that with the over-arching reach of the policy that there is no other option for the leaders 

than to report any concerns or any students to the state, there is no place for individual or school’s 

professional judgements. This helps explain the spike in referrals to the ‘channel ’programme in 

2015/2016. It is interesting to compare and contrast the situation in Holland and in Dutch schools 

where cases can be referred to independent charities and not just to the state authorities. Whilst 

this is a system of reporting it is not directly run through the organs of the state and is a useful 

comparative and contrasting mechanism.  

 

The ‘Prevent duty ’is a legal duty and given that a school leader could lose their job if they did not 

implement the Policy correctly, it is to be expected that in their initial responses to my questions 

school leaders would be supportive of the Policy. Whilst I found this to be the case on the surface 

when delving deeper into the leaders ’perceptions it is possible to identify worries and concerns and 

examples of professionals creatively finding ways of placing the Policy within existing school values 

and ethos. This is considered and discussed further where the thesis considers my findings on 

Professionalism and the changing role of school leadership. I have discovered a spectrum of 

perceptions from the school leaders interviewed ranging from full acceptance to contestation and 

resistance including, the least line of resistance acceptance, amelioration and re-working. When 

looking at how the ‘Prevent duty ’impacts on school leaders and schools, in my next Chapter, it is 

possible to see these nuanced differences more clearly.   

 

The next heading in this blurred Spectrum of Perceptions considers the factors that shape the 

perceptions and include the context of the school within a diverse and messy national school system 

and contains a number of additional themes that highlight my findings. 
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B) The factors that shape these perceptions  

 

B.1 The context of the school  

The context of a school emerges from the data as an important finding and all of the leaders 

remarked on how the ‘Prevent duty ’had impacted on them and their institutions. Ball et al (2011) 

highlight the importance of understanding context when analysing policy enactment in schools and 

stress that as researchers we must take context and contextual factors ‘seriously’. Lewis (2020) 

recognizes the importance that context plays in shaping the enactment of the ‘Prevent duty’ in 

secondary schools. Using Ball et al (2011) Lewis highlights in relation to the ‘Prevent duty’ situated 

context- specific locational and historical contexts of schools; institutional contexts such as 

professional cultures of the staff; material context – the buildings, resources, budgets, staffing of 

schools and external contexts such as Ofsted. 

 

‘It would depend upon the context of the school ’(Hilda). Hilda simply explains for her and other 

school leaders how they perceive the ‘Prevent duty ’and its dependence on the school context. 

School leaders consider that the context of the school does make a difference to their perceptions of 

the ‘Prevent duty’, as context can make a difference to educational achievement and outcomes so it 

can to perceptions and implementation of policy. A strong sense of the need to identify, recognise 

and differentiate the local and specific needs of a school ran through the responses from the school 

leaders.   

 

This second section locates the ‘Prevent duty ’and policy enactment within a more localised and 

nuanced context of the individual school and the localised perceptions of school leaders. The 

context of the school is a crucial factor for each school leader, and it helped explain some of the 

differences found in perception and impact. Some of the leaders, including Munira, recognised and 

reflected on the differences they had found both in perceptions of the duty and in its impact in 

different institutions they have worked in. Rory, notes ‘the temperature of this school is much 

different to x’ and Munira ‘the school that I worked previous to here was different’. Both school 

leaders now working in the same secondary school commented on the way in which policies were 

implemented in their present school in contrast to a more volatile, disorganised context in their 

previous schools. Munira did speak of difficult tensions amongst staff, students and the community 

in her previous school but was concerned to speak mostly of her existing school. Rory’s reflections 

were similar using the word ‘temperature ’to describe higher tensions from one institution to 

another but both school leaders were very careful not to elaborate and criticise their previous 

institutions. They both told me that they wanted to speak of how the policy played out in their 
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present institution and only wanted to briefly reflect on their previous experiences when they were 

schoolteachers and not school leaders.  

 

All the school leaders, understandably, talked about their own institution and its unique context and 

their perceptions were influenced by the context and in some cases its geographical location. For 

Helen ’some might say given the nature of our school and where it is located (Kent), why would you 

do that, why would that have a priority’. Here Helen is speaking to an underlying assumption or 

perception that people in a predominantly white British community outside of a major urban area 

would not see that terrorism affected them and their communities. For George (London, WE, C1) ‘In 

our school it’s something we’ve been quite conscious of because of the very diverse and integrated 

nature of our school.’ Ann said that others had seen that the school she led was ‘a hotspot’ but for 

her it was ‘international and diverse’ serving ‘a global community’ (Helen). 

 

But Helen reflected on ‘a bigger kind of picture piece’ and whilst she recognised the need for the 

individual school context to be taken into account she was clear that there is a need to have a 

system approach to policy across all schools, ’because you can work in schools that are not in you 

know big you know metropolis and so on, and think well that’s nothing to do with us- but actually I 

think thereis a wider understanding needed within the education teaching profession’. For Helen 

leaders are immersed in a complex and all-embracing web of system leadership and there could be, 

as a consequence, a difficulty in thinking critically about their role as well as the functions of their 

schools reflecting the findings of Courtney (2017) on school leadership and practice in neo-liberal 

times.    

 

There exists a difference between policy and reality in schools, in practice, there is less of a system 

approach and a coherent system but rather a subsystem of competing schools that at present 

include academies, free schools, trust schools, local authority schools, comprehensive schools, 

grammar schools, special schools, church and faith schools, studio schools, and a greater diversity of 

schools. Schools are expected to compete with each other in a host of areas including for students, 

educational outcomes, Ofsted gradings, exam results, resources and staff. The subsystem of 

different schools encourages competition. 

 

Schools operate in a national and local competitive market and schools compete for Ofsted Gradings 

and all of the above. As a consequence, school leaders would strive to avoid a poor enactment of the 

‘Prevent duty ’which could lead to a lower Ofsted grading and its potential impact on the reputation 

of both the school and its school leadership. School leaders were acutely aware of the significant 

reputational damage that had occurred following intense media interest and scrutiny in the female 
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students who had left Tower Hamlets in 2015 to journey to Syria. School leaders did not want their 

institutions to be subject to such ongoing and damaging publicity that the school at the centre of 

media glare had faced. They were aware that there was an appetite in the media to focus on other 

schools and colleges in relation to extremism and the ‘Prevent duty’.      

 

Ball (2018) in reflecting on the current state of education and education policy in England goes 

further and argues that when looking across the English education system he finds ‘no ‘system at all ’

(Ball 2018: 207). There is ‘no system ’and as a result a researcher could expect to find a range of 

quite different responses and reactions to any given policy given the lack of a clear framework.  

 

These different types of schools accountable to different bodies complicate the educational 

landscape and along with the framework of competition encouraged within schools are factors 

which determine how leaders respond to policy and in this case to the ’Prevent duty’. My data does 

not provide a simple binary analysis of perceptions by school type, local authority schools different 

from academies or mixed schools different to single sex schools, it is much messier as found for 

example with the perceptions of school leaders and how they differ from geographical area to area. 

In London, Kent and Greater Manchester as was the case with Helen perceptions in relation to what 

the community thinks and does, the school leaders ’perceptions overlap with leaders placing the 

policy often in its national and international context.   

 

Below there are four identified themes that help clarify the data analysis and the findings in relation 

to school context and school leaders ’perceptions. The data analysis is not clear cut, and the themes 

and sub-themes overlap and merge, the sub-themes include cultural diversity, community, values 

and institutional reputation.  

 

B.1.1 The School’s Cultural Diversity 

 School leaders recognised the importance of a school’s cultural diversity in examining the 

enactment of the ‘Prevent duty’. For George when considering the ‘Prevent duty ’he said,  

 

it’s something we’ve been quite conscious of because of the very diverse and integrated nature 

of our school. We have 70 odd languages spoken in the school, over 60 ethnic heritages, 54% 

of our students are bilingual … We have a school (population) which is about 65% Muslim  

(George) 

 

As a leader, George was proud of the school’s multi-cultural context, and it is interesting to reflect 

that he said he was only‘ quite conscious ’of the duty but not very conscious or very concerned. He 
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seemed to be taking the policy on board within the dynamics of his multi-cultural and ethnically 

diverse school and community. He considered and implemented the duty along with other policies, 

taking it in his professional stride, making sense of yet another policy initiative as highlighted in 

Earley and Greany (2017) who describe the complex list of policies that school leaders have to 

implement. Geoff who worked ‘in a large secondary school with a Muslim population of … nearly a 

third’ perceived that in implementing the duty it was vital to get it right and allay fears within the 

school and wider community and to deal with ‘a lot of anxiety amongst our parents’ and to 

counteract the phrase that was used ‘are you going to be spying on us? But, like Helen, Geoff saw 

this in a wider societal context he says, ‘if you accept that schools have a wider remit than just a very 

narrow educational one then they had a role to play in … the personal development of young people’. 

  

The school leaders in the North and London identified that for them and their culturally diverse 

schools the duty was important straight away, but often because these schools could be seen to be 

in ‘hot spot ’areas the response needed to be robust but also sensitive. The school leaders in the 

South indicated that they and their institutions initially had a more measured response and did not 

move swiftly suggesting that with more mono-cultural white British populations their responses 

could be more nuanced. This reflected that initially when the focus of the Policy was on Muslim 

extremism there was a need to keep abreast of developments, but it was not seen as a major 

priority but over time as other missed dynamics such as Far Right extremism emerged and were 

highlighted so the duty grew in local significance and relevance. 

 

Hilda who had an extensive overview of how the duty early on played out across the country said 

‘very strongly when I was speaking to school leaders …   That they were more worried in their schools 

very often … and it would depend on the context of the school … we did have schools where … they 

had actually had young people travel to Syria… but we also had lots of school leaders who that 

seemed very far removed from their experience and what they were worried about was a returning 

creeping kind of casual racism’ She went on to say that this dynamic of increased ‘casual racism ’was 

more of a concern for more people … than this travelling to Syria.’. This was in 2015 a year before the 

Brexit referendum of 2016 when she described when ‘the explosion of hate crime in the UK ’

occurred.  

 

Hilda finds from her own data, from schools involved in the national training, that she and others 

provided, that schools had identified within their own institutional monitoring procedures and 

increase in ‘casual racism ’incidents and were more concerned about it than high profile events. 

Hilda signposts that school leaders saw this increase as a result of a number of issues including Brexit 

and the national discourse relating to counter terrorism but also because of policy. This perceived 
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increase in ‘casual racism ’is very interesting for it places the ‘Prevent duty ’within the wider 

network of state policies and within the general framework or apparatus of the state - its ‘dispositif ’

- but within this apparatus here we see concerns from school leaders that within the prevailing 

discourse growing is a negative form of ‘free spoken-ness ’parrhesia which fits into the Age of Anger 

(Mishra 2017).  

Another finding, related to school leaders ’perceptions of the policy, that emerged was how most 

school leaders reflected on their own stories, contexts, backgrounds, histories and provided 

powerful insights from their different cultural backgrounds. This was seen particularly in the 

responses from Munira, Ella, Rory and David. From these personal histories, stories and reflections 

emerged the concept of empathy and interviewees mentioned empathy directly. Ella as a black 

school leader and interestingly a mixed raced leader who asserted that ‘I am not a young person’, ’I 

am not living the life that many of my students are with their associated challenges so it is very 

important that I do not judge but I can demonstrate empathy but only up to a point.’ This was an 

important part of her critique of the ‘duty ’and her and other’s perceptions. 

 

The data analysis from the different geographical regions and from evidence from the Trade Union 

representative who delivered nationwide training suggests that the cultural diversity within a school 

or college can affect perceptions of the policy and its implementation.  

 

B.1.2 The School’s Community including parents and families 

The concept of community has long been linked to education in England an early example can be 

seen in the establishment of secondary community schools set up in the UK in the 1960s and 1970s 

in local authorities such as Cambridge and Hounslow. Creating good communities was an essential 

plank of New Labour educational and social reforms in the late 1990s and 2000s as depicted in the 

‘Every Child Matters ’policy. Many school leaders who were trained at this time took the importance 

of working to build strong and stable communities as an important aspect of their work of course 

tempered with the reality that schools could make a difference but not fundamentally transform 

society. This desire to create a happy and cohesive community can be seen in the work of Etzioni 

(1993) with his concept of communitarianism with the necessity for both rights and responsibilities 

for citizens.  

 

There is a tension between communitarianism and some more negative concepts of community 

such as ‘suspect communities ’which have been utilised to frame the language and legislation 

forming the ‘Prevent duty’. For Etzioni responsibilities are anchored in the community and for Etzioni 

communities are vital as is a national sense of community. His work was very influential in shaping 

many educational and social policies in the West but in particular the education policies developed 



130 

and introduced by New Labour in the UK. These values of community influenced social and 

educational policy but also teachers and school leaders themselves in their education and training. 

Many school leaders were very focused on creating in the schools they ran, a cohesive and inclusive 

community. This longing, to be found in educators, for a ‘sense of community ’is reflected in the 

work of other scholars (Merz and Furman 1997).  

Events, outlined in my earlier history of the development of the ‘Prevent duty ’in the literature 

review including 7/7 and the Manchester bombing, and the ‘Prevent duty ’itself did shock school 

leaders and led some to question their accepted notions of community and schools and led other 

leaders to question whether they and others really understood their communities.   

 

Ann considered that too often within the wider teaching profession there had been an assumption 

that professionals knew their schools and communities well, but she challenged some of these 

existing perceptions accepted by leaders and for example by bodies such as OFSTED. Her experience 

of terrorist activities associated with different communities in which she worked highlighted, for her, 

that it was very difficult for school leaders to actually know fully, their communities even if there 

was a misplaced assumption that they did. In her dealings with OFSTED, she had found views 

expressed by inspectors that she challenged,   

 

So, when I’ve been with meetings with OFSTED … every good head knows what their 

community’s thinking every good head knows what the parents ’views are- and I challenge 

that immediately and say we have no idea what the community’s thinking, and it’ll be 

changing from week to week.   

 

She reflected that this OFSTED overview was in her area of Greater Manchester not the case from 

her experience of dealing with ‘hot issues ’to do with terrorism in her community. She robustly 

challenged the assumption that every good head knows what the community’s thinking ‘what the 

parents ’views are … and I challenge that immediately and say we have no idea what the community 

is thinking’. Society and communities for Ann have changed often without authorities and 

professionals noticing. This is of importance to scholars and academics in fully interrogating the 

prevailing master discourse with regard to neo liberalism and tentatively supports a re-appraisal of 

the over-arching dominance of a simple neo-liberal narrative but differentiating between liberal and 

neo-liberal perspectives.  

 

There emerged in the data an interesting contradiction in leaders ’perceptions of their communities, 

a contradiction between what school leaders assumed, knew, and understood about their 

communities and the view that specific events highlighted ignorance and misunderstandings. Ann 
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said,‘ Events made it very real, it meant we had to really engage’ There was no disagreement or 

contention that a school’s community or communities were important to any school, and they were 

particularly important local dynamics but there was challenge expressed as to the assumption that 

leaders ‘knew their communities’. This was articulated by Ann who explained that ’for me as a leader 

the issues meant … completely shaken to the core in terms of how you perceive your community and 

what the community may or not be thinking ’For Ann, this presented her and her colleagues with a 

real challenge, ‘it was very unpleasant, very difficult, very threatening, very disturbing’. Events had 

made this leader fundamentally reflect on her professionalism and question her own and others ’

perceptions of what was meant by community, ‘And we’ve worked hard over several years to create 

a community that we thought was happy and cohesive ’(Ann). 

 

Here it is possible to see how events such as the Manchester arena bombing are ‘responsibilising ’

school leaders bringing them into the front line of protecting students, their communities and 

society, an enormous professional responsibility for which leaders felt poorly trained and prepared. 

These findings echo the work of scholars such as Thomas (2010; 2017) when looking at counter 

terrorism and schools and teachers.  

 

Protecting and looking after the Community is a key component of Geoff’s perceptions of managing 

and delivering policy as in the case of the ‘Prevent duty’. Protecting the community to ensure safety 

but also to protect the community from consequences of a flawed and inappropriate policy. He 

believed that‘ the most effective leaders ’are prepared to challenge policy if‘ instructions from 

government agencies that they feel genuinely will not be in the interests of their school community ’

exist ’(Geoff). 

 

An interesting finding was that there was also a perception from a number of the school leaders that 

they needed to react to the ‘Prevent duty ’to stop it from doing damage to their community 

relations. This was particularly a strong view with the Phase 1, more experienced leaders, ‘We’re also 

conscious of making sure that we have a very cohesive school and strategies around that cohesion’ 

(George) and ‘to be in the best interests of our own schools and our own communities ’(Geoff) 

 

B.1.3 The School’s Values and Ethos 

A further and key factor when considering the context of the perceived response to the ‘Prevent 

duty ’was understanding the existing values and ethos of each school. All schools are unique and 

although their over-arching values may differ considerably or marginally the values and ethos are 

enshrined in the work and thinking of the staff, particularly the school leaders who are charged with 

promoting and articulating these values. I found in one school’s documentation on Child Protection 
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and Safeguarding a Policy that contained within its Principles references to ‘Keeping Children Safe in 

Education ’(September 2018), ‘Working Together to Safeguard Children ’(2018), ‘The Prevent Duty ’

(June 2015) and ‘the Children’s Act ’(2002, Section). Policies whilst recognised separately were being 

brought and fused into the school’s wider narrative about its values and ethos. It might be expected 

to see within a school’s documentation and policies a compendium of policies but here a school was 

interpreting the ‘Prevent duty ’within its overarching framework of values and ethos, the school 

leaders and the school were ‘sense making ‘the policy.    

 

Another institution told me of their ’ethos and values that we have in our school, which are 

predicated very much on the United Nations Convention on the Rights of the Child ’(George). In my 

Phase 1 and Phase 2 interviews in this institution all of the leaders referenced these underpinning 

values which could be seen on display in and around the institution and in their school brochure. 

Although the school had to embrace the market realities, business practices of education for 

example performance management and results league tables the school was able to define itself 

using strong educational principles. The school moved to place the ‘Prevent duty ’as far as was 

possible within this context. 

 

Here it is helpful to reference Vincent’s work (2018; 2019a &b) on the enactment of policy in schools 

the FBVs policy. Vincent stresses the multi-layered context in which policy is enacted and being 

enacted in schools. There is a need for researchers in collecting data in schools to look at the wide 

range of school practices including examples such as school and student displays. Vincent highlights 

on a school visit collecting data a school’s poster found in a secondary school created by the 

students and the school to illuminate their take on FBVs and their understanding of British Values. 

Schools, school leaders and students are constantly re-packaging policy. The artwork which had 

painted on what it means to be British I saw in a secondary school library, and it included a torn and 

black depiction of the UK union flag presenting a powerful visual image and artefact of the way in 

which one school and its students chose to represent themselves, a small but important part of the 

multi-layered context of policy enactment.   

 

Jon working in the London, local authority, mixed secondary school, mentioned above, stresses the 

school’s ethos and its values centred around the United Nations Convention on the Rights of the 

Child. These values were mentioned at the outset in all the interviews with school leaders at the 

school including, George, Maria, Jon and David. These values can be seen in the school’s brochure, 

on the school website, in school policies and school displays around the site and in classrooms. The 

values are embedded into the work of the institution and are a professional requirement for all 

school leaders working there. Jon comments on ‘the nature of the school ’where ‘if a pupil has got 
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an opinion with something then we foster that opinion … you have got to allow them. We may not 

agree with you…you have got to allow them’. 

 

In another group of schools, part of an academy trust, Ann told me,‘ We are a Co-op (Co-operative) 

school we have clear school values. So, we do believe in values education, and those include 

solidarity and an international outlook’, Jayne within that Multi- Academy Trust explained, ‘we’re 

very used to working values-based because we are run along the cooperative value system’.  

 

Terrorism had existed prior to 2015 and schools all had their own school values that existed long 

before the introduction of Fundamental British Values (2014). School leaders ’perceptions on the 

initial ‘Prevent duty’ were not formed in isolation but within these different sets of school values and 

ethos there was a contradiction between the need for a system agreed approach and individual 

school responses. This reflects an under lying tension that was affecting all secondary schools in 

2015 that of being part of a state education system but also being encouraged to be individualistic 

and independent academy schools free from traditional Local Authority control. 

 

Leaders tacitly recognised that they and the schools they worked in and led were part of a much 

bigger highly competitive school system which in its testing and inspection regime gave leaders little 

room for professional autonomy. Although when considering the impact on leaders ’professionalism 

in the next chapter my data will show clear examples of how leaders ameliorated, changed, and 

even contested elements of the ‘Prevent duty’.  

 

B.1.4 The School’s Reputation  

Several of the perceived views of the ‘Prevent duty ’can be located within the initial reaction by 

leaders to protect and maintain‘ school reputation ’(Geoff), and ‘trying to protect the reputation of 

the school ’(Ann). This is an understandable response from school leaders in this rapidly changing 

and developing period in education and schools, an era of intense marketization of schools and 

increased competition for school places and resources. Here my data analysis finds evidence of 

school leaders having to perceive the ‘duty ’within the framework of competition identified in 

schools by scholars including Thomson (2017). The notion of ‘continual educational improvement ’is 

inextricably linked to school leadership in the pervading neo-liberalism context of schools and 

education. 

 

Leaders can see the perceived threats of the duty and the downsides to a public discourse that could 

be critical of schools and hence leaders quickly moved to interpret ‘the duty ’to provide reputational 

security for their institutions as well as to be in a position to rebut criticism. Hilda found that school 
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leaders were very keen to partake in the training she and her Trade Union provided because of their 

fears and concerns about getting the policy right in practice for both their institution’s benefit and 

for their professional benefit. In part this helps explain why the Professional Development training 

provided by Hilda and her Association and colleagues was so popular. It was needed as she explains, 

‘I think what was quite universal was that the WRAP training wasn’t long enough, wasn’t enough to 

make schools feel confident. And I think that’s kind of a gap that we tried to fill as well. ’ 

 

There was a need to learn from other school’s experiences and knowledge to act to protect their 

own individual schools from potential reputational damage. Hilda recognised that schools were 

partaking in and engaging with extra training for a number of reasons including seeking to 

understand and implement the policy successfully so that there would be no undue organization 

reputational damage as had been seen in Tower Hamlets and in ‘the Trojan Horse ’cases in 

Birmingham. 

 

Jon, (London, WB, C2) identified‘ the high stakes’ dimension of policies such as Prevent and it was 

clear in leaders ’perceptions, thinking and actions. The Policy has the potential to allow the leader to 

fail ‘Setting you up to fail in a big way because you make a mistake ’(Jon). An Ofsted school 

judgement on safeguarding could be positive but if it was not, perhaps due to one incident or event, 

it could have a significant impact on a school leader’s professional career. Jon was working in a 

challenging inner-city school and was expressing a professional perception that a mistake or a 

mishandling of events linked to the ‘Prevent duty ’could affect him and other school leaders but also 

the school he worked in leading to reputational harm (Earley and Greany 2017).   

 

For Jon, a young school leader at the beginning of his school leadership career he was aware that if 

you got this policy wrong then you could lose your job or the standing and reputation of the school 

you lead, such as happened in Tower Hamlets in 2015. Jon reflected that ‘there is no rule book is 

there ’but as an inexperienced leader suggested it could be possible to view this policy differently ‘as 

a longstanding experienced head teacher ’might. The over-arching gaze of Ofsted and of the media 

gives leaders little option as to how to implement the ‘Prevent duty’. This can be connected to the 

paucity of training provided for school leaders on and how to implement ‘the duty’. There are 

profound consequences for leaders and their schools if they are found to not fully implement the 

‘duty’. Initial perceptions from the data suggest that in this climate it is hard to resist or challenge a 

policy like the ‘Prevent duty’.   

 

Linked to school reputation is the perception that a leaders ’experience can have influence. This 

applied both to leaders ’self-perception and their perception of others. Maria, an experienced 
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school leader who had worked in the same school for many years, described her work with staff and 

said, ’because I have a duty, a legal duty, and also a duty to make them (the staff) feel that I’m calm. 

Because they know me, I think they have faith that I’m not going to criminalise the children’. It is 

important for her that the staff know her, implying a trust, competence, and experience. Helen 

speaks of leaders, ‘moving up too quickly’ and says, ‘Because it is about experience …’   

 

Rory, a Phase 2 leader, compliments his headteacher, ’who’s been in the school for 25 years and he’s 

got a harmonious atmosphere’ where he is ’getting the culture right- the culture within the school is 

key, and the ethos’. Rory is placing his trust in his experienced headteacher not only in creating the 

right atmosphere and culture in the school and amongst the community but also trusts the 

headteacher to use his understanding and experience to implement the policy in a harmonious 

fashion, making sense of the policy.  

 

B.2 Localism - understanding the ‘Prevent duty ’and policy enactment  

Localism emerges as a striking theme from my data analysis. The nature of communities, the varying 

and different school contexts and the uniqueness of schools all contribute to the importance of 

localism. There are common unifying elements to professionalism that can be seen in all the 

geographical regions, the placing of the ‘Prevent duty ’squarely within safeguarding is a clear 

example. But there are specific local issues and contexts that need to be considered when 

considering the ‘Prevent duty ’and professionalism including training.  

 

Jon became a school leader after 2015 and the inception of the ‘Prevent duty’. For him there was an 

acceptance of the duty but the impact for him was multi-faceted. He wanted to consider the duty in 

a wider context which included knife crime and county lines drug running both of which had recently 

directly impacted on the school. He reflected on the ‘‘vulnerabilities’ of young people and the 

challenges they faced on a day-to-day basis in their communities, but he went further to ask, 

 

Are we responsible if something goes wrong, or are we partly responsible if something goes 

wrong because we missed it’ ‘my opinion is that (Prevent) is an incredibly difficult issue’ and 

Jon goes on to ask, ’Is it part of our role, our duty? 

 

Here Jon grapples uneasily with the increasing demands that have ‘responsibilised ’his role in 

education (Thomas 2017).  

  

George says, in responding to the implementation of the duty and its implications for 

professionalism,‘ I don’t think you can have a one size fits all’. From his London perspective where 
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‘16% of our students are from refugee asylum seeking backgrounds’, where ‘we had a horrific 

tragedy, the night before last you know just up the road’. George stresses the importance of local. 

Knife crime is an immediate and pressing growing reality for him and his leadership team in urban 

London. George does not like to use the term ‘Prevent duty’,  ’Prevent agenda ’sounds better doesn’t 

it … you know the ideas around making sure that people can make responsible life choices ’but he 

sees that the professional challenges will vary in different areas and in different schools, ‘having 

spoken to some colleagues in other parts of the country…you know I was talking to a headteacher in 

Cumbria about it … it would be very different in rural Cumbria for example than it would be in London 

or it would be in Yorkshire. There are parts of the country we know where there is a rise in right wing 

extremism, and we have to counter that’.  

 

George is critical of the initial national training that was given for school leaders on the ‘Prevent 

duty ’and worked with his union and others including the local authority to provide better advice 

and training. He explains how working with a London local authority and a school improvement 

company he and other local school leaders can put together systems and structures including a 

Channel officer to work with schools and provide local training based on local need using local case 

studies. Here they are working professionally to create and produce localised structures and 

solutions such as localised training, examples given below.   

 

Maria (London, BB, C1) raises a key point about what is to be expected of teachers and school 

leaders in terms of their role and professionalism and what are their training needs. Maria and 

George both see that this problem is amplified and compounded in their local area because of the 

young age of teachers and school leaders, who in George’s terms are missing, ‘a greater sense of 

perspective’.  

 

Helen views school leadership and professionalism in a national educational context. She points to a 

system-based approach in which she is working ‘with a whole range of agencies …. We’ve been 

working like this for decades’. She talks about her school, schools in her academy trust, local schools 

and schools across the country including independent schools. She displays a passion for the 

importance of system school leadership born out of her lengthy experience including her work with 

system leadership with the National College and system led projects such as London Challenge. She 

comments on international comparisons and dynamics reflecting that in the English education 

system, ‘we’ve always had this broader kind of set of responsibilities compared to some nations. ’But 

when talking about the ‘Prevent duty ’Helen does recognise and highlight its localism in terms of 

inter- agency work, but also bespoke training for staff and the local dynamic of far-right extremism 

and ‘the outcome of Brexit’ within the school’s communities in Kent.  
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Theresa, who works closely with Helen as the school lead for safeguarding and prevent, listed a 

number of local initiatives and developments such as producing curriculum materials but particularly 

in relation to staff training that been developed locally. Theresa is also ‘the family support manager 

for the whole academy ’which includes both primary and secondary sectors she has within her 

pastoral team ten deputies plus a wide range of teaching and support staff. Her Prevent work has 

led her to work with social services and the police locally. 

 

In another London school the context was an essential element, Munira compared her experience of 

dealing with the ‘Prevent duty ’and FBV in two different schools. She found her experience in her 

present institution much more favourably than her former. But she cited specifics in her previous 

school where ‘a lot of the students came from other countries; they were either refugees or asylum 

seekers ……so I think they did not really view themselves as British as such……I think (FBVs) it almost 

divided us’.  

 

Working In the same London school as Munira, Rory referred to the importance of localism and how 

the policy could be seen and implemented very differently. He made a comparison between 

different schools near one another he found in the school where he was a leader the ‘school’s 

harmonious atmosphere’ and explained ‘because the temperature of this school is much different to 

one over in A… for example’.  

 

Munira speaks of her experience of working in a London school that ‘was predominantly Black, 

Somali and Asian’ and the issues to do with ‘Islamic extremism’ and she recognises differences when 

she moves to work in her present school as a school leader, a school just one local authority away 

but very different, ‘a school which is kind of more diverse’ where she finds ‘current things, the news 

with Brexit and the current political climate’ all have an influence. As a school leader she reflects on 

the ‘Prevent duty’, from her localised perspective to say, ’I think it’s far too simplistic to just say it’s 

that, I think definitely the Far-Right extremism is something that needs to be looked at’. She explains 

in detail about a recent referral to the Channel programme that she has been involved in with a year 

9 student linked to Far-Right football supporters at a West London football club. 

 

David, a BB school leader in London, also recognises the importance of localism for him and for the 

teaching profession, ’is more relevant ’I think you can identify boroughs where more training and 

where ‘more focused training ’is required. He explains,  
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In a school like ours I can understand why the focus might be on Muslim extremists. I could 

understand that the further out of London you went in a predominantly white community or 

predominantly white school, you might focus on white extremism- neo- Nazi etc.  

 

Here he is recognising differences in different areas, and he goes on to raise an interesting point that 

he feels very strongly about, the lack of a local voice that of students, parents and the community 

missing from ‘the top down Prevent agenda’. David connects the thinking behind the ‘Prevent duty ’

to that he sees within the current debate about knife crime and sees it as ‘very personal’. ‘My friends 

have spoken to me, and we have discussed who’s leading the interventions. And I don’t know how 

many black males are on the panels and boards to stop knife crime or black on black crime. ’David 

identifies the inbuilt and institutional racism of these policies. He goes further,  

 

I think there are opportunities for everyone, but if you want to help a certain group you need 

to get people from that group to help them … So, if you want the Prevent agenda to be 

successful you need influence from the target audience- and if you don’t, then how did you 

ever think you were going to solve the problem without knowing what the problem was. 

 

David reflects in the interview on a recent knife crime summit at Downing Street that for him was 

dominated by older white men and women with just a few black representatives and very few young 

black people. Ann describes working in Greater Manchester, ‘an area of the country that we work in 

was seen as a hotspot’ where, ’in our city there were some particular events, instances that triggered 

really serious responses’. This had a significant effect on her and her professionalism, ‘it meant ‘for 

me as a leader the issues um…. completely shaken to the core’. She described her feelings at the time 

of these incidents as, ‘very unpleasant, very difficult, very threatening (and) very disturbing’. She 

questioned herself as a professional and expressed her regret, disappointment and failings that she 

had missed key local dynamics, ‘And we’ve worked hard over several years to create a community we 

thought was happy and cohesive’. 

 

Jayne spoke of the Manchester spirit ‘wherever we come from, we’re all in Manchester at the 

moment celebrating Manchester.’ She gave a number of specific examples of local knowledge and 

cooperation benefitting the schools and communities, for example, sharing local information ‘we got 

wind of an EDL march that was going to pass by of one the mosques a few weeks ago, and so we put 

something out to the families ‘and local schools. But Jayne was not aware of similar local forms of 

cooperation across other local authorities in the Northwest, ’I think that is a Manchester thing’. She 

also commented on ‘heads in areas where it (Prevent) was not so in the face’. 
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In London, my research found specific Theatre in Education groups invited into and working with 

young people in schools reflecting a local context in Greater Manchester that was different to 

Theatre in Education and community groups reflecting a different history and set of local 

circumstances. Both though different were powerful in enabling young people to be engaged in 

discussion and learning about the ‘Prevent duty ’and local issues connected. The localised nature of 

understanding professionalism and the ‘Prevent duty ’does not only relate to local circumstances 

and the importance of local contexts such as the existence within the community of Far-right views. 

But also requires a knowledge and understanding of the different and varying local school systems 

and structures that are now common given the diversity of provision available. In Kent there was a 

mix of local authority schools and academies, a similar mix in Greater Manchester and in London and 

Greater London I researched in one stand-alone academy and local authority schools.   

 

Summary – What the research findings show 

The data analysis found a wide range of perceptions held by school leaders which show that the 

‘Prevent duty ’as policy was not as widely accepted as some scholars notably Busher et al (2017) 

have suggested. It also found the dominance of safeguarding within the discourse around the 

‘Prevent duty ’and how strongly school leaders perceived that matters to do with the policy fitted 

firmly into the safeguarding framework.  

 

The research found both policy acceptance and policy scepticism to the ‘Prevent duty’. This fits 

within Ball’s lens on policy enactment and connects well to the work of Ball et al (2012) on the range 

of and different actual enactments of policy in education and in schools as well as Ball’s (2008) work 

on the ‘delivery chain ’in schools and the interactions between politics and policy in education.   

 

Resistance to the Policy is be found amongst school leaders. My research data shows on the one 

hand the dominance of the ‘Prevent duty’, Foucault’s surveillance gaze where the school is 

essentially, like a prison, quintessentially a disciplinary institution within this policy agenda and 

narrative to be exercised in different forms ranging from Ofsted accountability to adhering to the 

new Teacher Standards. This resonates with the notion of the school as panopticon (Gallagher 2010) 

and the school as surveillance (Hope 2015). But my data shows the existence of competing 

narratives including those of moderation, amelioration and resistance or as Ball (2017) suggests that 

whilst a critique of the institution of school as a vehicle and instrument of government is ‘very 

convincing and eminently useful ’(Ball 2017: 7) is it sufficient or ‘subtle enough’? It is possible to 

differentiate between a meta narrative, policy owned, and a micro narrative, teacher and school 

leader owned. The leaders ’identity which is individual, multi-faceted and located within different 

contexts is a crucial element of their professionalism.   
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I interviewed some leaders who strongly supported the policy, for some specific events such as the 

Manchester bombing had triggered leaders ’responses. This I found in Manchester and London but 

also in Kent. One leader was in her perceptions of the ‘duty ’extremely critical of those particularly in 

the liberal press and elsewhere who opposed the ’duty. ’This leads back to a consideration of the 

wider issues raised in the Age of Anger such as notions of liberalism being out of touch with existing 

and prevailing political and societal realities.  

 

My findings suggest that the context of the school is crucial when examining the thoughts and 

perceptions of school leaders and needs to be linked closely with community, cultural diversity, 

schools ’existing values. Within the context of maintaining and improving the reputation of the 

school it was interesting to note leaders ’perceptions in order to protect their institutions and their 

communities from reputational damage as had been seen in the school and communities in Tower 

Hamlets from where girls had left to journey to Syria. In the next chapter on data analysis the thesis 

considers the impact of the ‘Prevent duty ’upon schools and colleges and upon school leaders 

themselves.   
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Chapter 5: ‘Shadow Boxing’: The Personal and Institutional Impact of the 

‘Prevent duty’ 

 

In setting out to understand the impact of the ‘Prevent duty’, in this second chapter of data analysis, 

I consider my research and findings in two ways; first, the impact of the ‘duty ’on school and college 

leaders themselves and their professionalism and second, the impact of the ‘duty ’on the workings 

of schools and colleges. The chapter examines the ‘how ’of policy enactment and through the 

practices and processes how school and college leaders are made ‘subject’.  

 

In considering impact, it is illuminating to detect the direct and indirect impacts of the ‘duty ’on the 

practices that can be found in English secondary schools, in the practices of the schools and the 

practices of the school leaders. The way in which schools are organised or re-organised to 

implement the ‘duty ’and the impact on the functions of the school, the intended and un-intended 

consequences and the clear discernible impacts but also the more subtle and nuanced impacts and 

implications. In doing so the chapter highlights the dilemmas and contradictions that emerge from 

the data and how policy enactment in schools often becomes messy as it plays out and is enacted 

(Ball et al 2012). 

 

It can be argued that policy enactment is never straightforward or simple, it is inevitably 

contradictory and messy. And from Maguire et al (2015: 1) does my evidence of impact support the 

view that ‘policy enactment (is) a more fragile and unstable process than is sometimes documented 

in policy analysis and implementation’. It is interesting to consider these varying impacts in relation 

to the literature on policy enactment outlined in the literature review and for example the work of 

Ball et al (2011) which requires scholars to consider all the dynamics of policy enactment including 

the role that artefacts and language play. 

 

Maria, a Black British, experienced London school leader working in a culturally diverse, mixed Local 

Authority school, provides an interesting phrase with which to consider the impact of the ‘Prevent 

duty‘ – ’shadow boxing’. She is endeavouring to tackle a perceived problem, of implementing for her 

a flawed statutory duty which she professionally cannot ignore. But in trying to avoid direct 

engagement or encounter she draws the duty into a wider school response including the dominant 

narrative of safeguarding which fits more comfortably within her own values and beliefs and the 

values and beliefs of the institution in which she works. 
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When considering the impact on school and college leaders themselves Foucault’s concept of the 

self, found in his later work, is instructive (Foucault 1988). The Care of Self and his later lectures 

provide opportunities to think about schools and education differently and the self-formation of 

school leaders and their practices. As Foucault points out there is a fundamental relation between 

governing others and governing the self. Here we need to consider school leaders caring for 

themselves as well as caring for others as Foucault identifies when describing individuals engaged in 

tutoring one another in self-care and engaging in activities including writing ‘letters to friends’, to 

being ’private consultants ’and ‘life counsellors ’(Foucault 1990 p.52).     

 

School leaders explained how the ‘Prevent duty ’had impacted on them and some used the 

interviews to be reflective of their own practice and personal and professional development. Most 

of the school leaders in phases 1 and 2 (Appendix 1) in the semi-structured interviews spoke about 

their own stories, contexts, backgrounds, histories and provided powerful insights from their diverse 

cultural backgrounds. It was clear that for them the ‘Prevent duty ’had impacted on them personally 

but also professionally but in analysing their responses it is important to recognise their positionality 

as leaders, and where appropriate the intersectionality of race, class and gender and their policy 

actor positions (Ball et al 2011).  

 

School leaders were open when speaking in their semi-structured interviews about how the duty 

had impacted on them and their schools and had given careful thought in their busy working 

environments to the duty and its consequences both intended and un-intended and for most it was 

not ‘just a tick box policy initiative ’and one where leaders offered the least path of resistance in its 

implementation. As Jayne (Greater Manchester, WB, C1) said, ‘you don’t want it to be a tick box, you 

want it embedded in your school’. 

 

Shadow boxing 

The data analysis gives this group of school leaders a voice not only regarding the ‘Prevent duty ’but 

within the ongoing discourse about the complexity and challenges of policy enactment and the 

changing demands of a school leaders ’professional role.  

 

Maria (London, BB, C1) explains how the duty has impacted on her and staff at the school in London 

where she is a school leader,  

 

Staff, some staff haven’t liked, they think it will criminalise, but we’ve shadow boxed that, we 

know … as a school I think with most things we kind of … they’re controversial, we shadow box 

– what will be the key concerns, so I’ve already gone through that. Cos, they haven’t a 



143 

monopoly on liberalism – we are liberals, we know what it is, but we also know about safety. 

So, when staff say ‘Oh but if we do that, we criminalise it – ’because I have to have faith in the 

Prevent strategy, I have to have faith that it’s not going to criminalise.  I don’t have faith in it 

to be honest – I wouldn’t’t say that out there, because I have a duty, a legal duty, and also a 

duty to make them feel that I’m calm.  Because they know me, I think they have faith that I’m 

not going to criminalise the children.  

 

There is a great deal to unpick from Maria where she is grappling with her tensions and concerns as 

to how the ‘duty ’has impacted on her personally and other teaching staff. The impacts she 

describes are profound and strong she uses more than once the term ‘criminalise’. Her descriptions 

are much stronger about the impact of the ‘Prevent duty ’than the perceptions outlined in the 

previous chapter. This suggests the significance and grip of the policy as it is played out within 

schools. As a professional Maria has an obligation to implement the ‘Prevent duty ’but she is 

expressing her concerns and anxieties. She is grappling with the conflict between conscience and 

compliance. This raises the age old, central issue of conscience versus duty as seen, in an extreme 

case, for example in the Nuremberg Trials where duty can be used as an excuse to do that which the 

conscience finds morally wrong (Zukowski 1994). How could Nazi physicians become so morally 

debased and argue that what they had done was defensible? 

 

The crimes considered at the Nuremberg trials are not comparable with the ‘Prevent duty’, but in 

analysing the ‘Prevent duty’, a national statutory policy and its enactment by school leaders, it 

reminds us that scholars have continually wrestled with the human tensions of conflict and 

compliance and therefore it is worth considering these tensions and dynamics when understanding 

school leaders and their responses to policy and how they enact it.  

 

In his seminal work on ‘What is Policy ’(1993) Ball provides several specific examples of educational 

policies and how for a variety of reasons they are contested and changed such as the Grant 

Maintained Schools scheme and the different variations of The National Curriculum. Educationalists, 

teachers and school leaders as policy actors are ‘making meaning, being influential, contesting, 

constructing responses, dealing with contradictions, attempting representations of policy ’(Ball 

1993: 14) and with Walter in Ball (2017) describes a teacher challenging the prevailing discourse on 

performance management that operates in the school in which he works and across the school 

system. 

 

In implementing the ‘Prevent duty’, a policy for which she has concerns, Maria is herself identifying 

some elements of these tensions and deciding to comply, she has little professional option, but as 
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we will see later will manage and ameliorate the policies direct impact. It is helpful to consider the 

issue of conscience versus duty that is described within Mishra’s Age of Anger (2017) and apply that 

to certain challenges that school leaders face. I found Petty (2018) helpful, although military leaders 

are different from school leaders, when he considers this more recently when looking at ‘Duty and 

Disobedience, Conscience and Compliance ’in the Trump era and the relationships between 

individuals and their behaviour and organisations and the state. Here he focuses on the conflict 

between conscience and compliance and draws upon lessons from military conscientious objectors 

to describe the behavioural pull that influences the decision to disobey.    

 

In this chapter in examining policy enactment and the ‘Prevent duty ’I firstly want to examine and 

consider my data findings in relation to the impact of the ‘duty ’on school leaders themselves both 

personally and professionally.   

 

A.1 Policy Enactment: The Impact of the ‘Prevent duty ’on school leaders 

A.1.1 Policy Mitigation  

The first significant theme, policy mitigation, which emerges from the data shows the detail of how 

policy is enacted and mitigated by school and college leaders and how the ‘Prevent duty ’plays out in 

practice in schools. It emerges from my endeavours to answer my key research question: How has 

the ‘Prevent duty ’been interpreted and enacted in selected secondary schools and colleges in 

England by school and college leaders? 

 

The power relations and dynamics within schools and the education system comes to the fore when 

considering the impact of the ‘Prevent duty ’and policy enactment. It is vital to ask as Foucault does 

about, ‘the how of power’. At its simplest the duty has been passed down as much as intended by 

the policy makers as Hilda (Sussex, WB, C1) describes, for many school leaders … it was just 

something else they have to manage’ but in most cases from my data it has been possible to observe 

where school leaders have taken ‘ownership ’of the policy and ameliorated and changed its impact. 

 

For the school leaders interviewed, as discussed in the previous chapter, they all saw the need for 

there to be some kind of ‘Prevent duty ’as scholars (Busher et al 2019) had found elsewhere in 

research related to teachers ’acceptance of the ‘Prevent duty ’but my data shows that the school 

leaders recognised the challenges and further pressures that the duty brought to their work and 

their role. Jon commented ‘And thereis a fair amount, of high-profile cases that we all know have 

got a lot of news time – which raises the issue within schools and teaching and the student body. Is it 

part of our role, our duty?’ 
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A number of school leaders, including Jon and Ella, asked who should be responsible for these 

matters within schools, should they be in the domain of teachers and school leaders or other 

professionals such as social workers and the police, and by doing so were they questioning what the 

balance should be between teaching and learning and social welfare within their institutions. They 

were raising questions and voicing concerns relating to the contemporary role of school leader and 

the extent of its remit. And in doing so were asking, how far they had been professionally prepared 

for this challenge and whether this duty should be, as the policy has determined, within their 

authority to the extent it was? This resonates with the work of scholars outlined in my literature 

review including Crow (2004) who identifies that education systems and schools have changed and 

increased in their demands on school leaders, requiring responses and actions on complex, multi-

faceted issues. Bailey and Gibson (2020) in their recent research on international school leaders and 

school leaders in national contexts a sense of isolation and loneliness in school leaders ’decision 

making.   

 

Geoff (Outer London, WB, C1), in accepting the need for ‘the necessity of something like the Prevent 

strategy’ as an experienced school leader who had been a school leader since before 9/11, was 

concerned the duty should not create ‘anxiety’ or foster ‘a moral panic’. Nor in his role that was 

‘already quite busy’ create problems for him and his institution. The implementation of the new 

‘duty ’did provide leadership challenges but by placing the duty firmly within the institution’s 

existing values and procedures, Geoff and his leadership team were quick to react to manage, 

modify, ameliorate the policy and even to do as Omand, the creator of the original Prevent strategy 

who more recently has expressed some doubts, concludes to ‘use a degree of judgement and 

autonomy and (be) resistant perhaps to those instructions from government agencies that they feel 

genuinely will not be in the interests of their school community ’(Omand 2017). 

  

George explains how when dealing with policy enactment he utilises the skills of other school 

leaders, such as his experienced Deputy Headteacher and others by observing and learning from 

how they, for example, respond and deal with students and parents, within his leadership team so 

that ‘policy moves into practice ’and the leadership team jointly work to professionally respond to 

the challenge of implementing policy. 

 

For Geoff, the ‘Prevent duty ’did impact on him personally but also made him re-consider his own 

values as well as the values of the school he led. On reflection Geoff appears to have de-doubled his 

commitment to ‘liberal democratic values’ because although he saw the duty ‘as an exercise in 

compliance ’he was also ‘fairly skeptical’ of the duty and wanted the school and its school leaders to 

exercise their own ‘autonomy’ in relation to the ‘Prevent duty ’and Fundamental British Values 
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(FBVs). Is it possible to detect here a realisation for one school leader that the emerging discourse 

regarding the ‘Prevent duty ’needs to be refocused and challenged? In referencing liberal 

democratic values is Geoff pointing to the need to challenge the drift towards a more illiberal, 

populist rhetoric and from that is it possible to detect a shift towards a more populist ‘dispositif’. His 

views on FBVs were even stronger than his views on the ‘Prevent duty ’and he refused (as several 

other school leaders I found) to comply fully with the requirements to promote FBVs, ‘The last time I 

looked people like Voltaire and Benjamin Franklin were not British. So, I refused to put a statement of 

British values on our website’. Examination of the school’s website did show that the school’s values 

were used and articulated and there was an absence of the term FBV’s.   

 

Ofsted noticed this in a subsequent inspection, but Geoff and the school remained resolute in their 

commitment to their existing values. The school continued not to use the term FBVs in school 

brochures and communications and on their school website. This echoes research by (Vincent 2018) 

on Fundamental British Values where she found different and inventive ways in which schools and 

teachers had interpreted promoting FBVs, by integrating these values into wider school values on 

display in school literature including school prospectuses and in visible displays around the schools, 

and in interviews which showed how teachers had pushed back on the policy.  

 

I detected evidence of a range of ways in which school leaders ameliorated and mitigated the 

‘Prevent duty ’policy. Geoff mitigates and softens the language of the policy with students, staff, 

parents, and governors. He moderates and mitigates the training for the school staff and places it in 

a wider school context of safeguarding, welfare, and safety. 

 

Other examples, expanded on in the section the Impact of the ‘Prevent duty ’on the practices of 

schools, include how school leaders and schools moderated and mitigated the impact of the policy 

included school corridor displays which contained examples of student’s work on their 

understanding of values some explicitly mentioning FBVs others ignoring the term: school 

documentation including school prospectuses; curriculum events such as whole school days on 

Citizenship; the involvement of Theatre in Education groups performing  for example ‘The Echo 

Chamber ’which I viewed being performed to a group of Year 9 London students; community events 

involving religious and community leaders including Imams and Priests; debating events, discussions 

in PHSE and RE lessons, and in one school the term ‘Prevent ’was not actually used due to its 

sensitivity. These provide rich examples of the artefacts of policy enactment and how policy plays 

out at school and college level. 

 



147 

These findings have a connection with the suggestion in Ball et al (2011) that school leaders play a 

significant role in joining up disparate policies into an institutional narrative about the schools ’

values and how the school operates and what it does. The research shows that school leaders in 

general are much more accepting of the ‘flawed‘ ’Prevent duty ’than they are of the ‘un-British ’

Fundamental British Values, but their acceptance is much more nuanced than the findings of other 

scholars considered in my literature review. An influential recent work Busher et al (2017) suggests 

that despite criticisms from outside groups such as CAGE and the Muslim Council of Britain of the 

‘Prevent duty ’there has been little, if any, opposition to ‘the duty ’by professional practitioners in 

schools. My findings are at variance with the findings of Busher et al (2017) but more broadly in line 

with Vincent’s findings on FBVs (2018). In her work she cites evidence of how teachers and schools 

have responded to the requirement to teach fundamental British values and how they have in some 

cases circumnavigated the requirements and have worked creatively in the space that has opened 

within the curriculum to teach FBVs. My evidence shows that there is a nuanced mix of responses to 

the ‘Prevent duty ’and its enactment. These responses reflect and are shaped by engaged dialogue 

amongst school leaders themselves and within school communities including parents, governors, 

young people, and staff. 

 

A.1.2 Dealing with a Hierarchy of Policies and Policy Overload  

The data analysis now turns to the concept of policy overload and within that overload how a 

hierarchy of policies develops.‘ We’re spinning plates ’(David). David (London, BB, C2) speaks to the 

constant challenge for school leaders of implementing policy. Hilda, with her overview and 

understanding of schools nationally, places the ‘Prevent duty ’and the challenge to Professionalism 

in the never-ending context of policy initiatives (Ball 2011) in our school system, ‘And the nature of 

running schools is that people are just so busy, they’ve got their head down and just keep going’. In 

this neoliberal era of educational policy initiatives, as identified by scholars including Ball (2017), in 

an increasingly accountable sector, it is possible to detect a Hierarchy of Policies that school leaders 

recognise and work within. Often school leaders cite that there is a policy overload and to operate as 

effective professionals they need to make choices and identify priorities which may be at variance 

with national educational policy discourse.  

 

Helen refers directly to a ‘hierarchy of policies’ (Ball et al 2012) and policies that she and her 

leadership team ‘should implement or not’. Helen (Kent, WB, C1) placed the ‘Prevent duty ’

professionally high on her list of policy priorities, ‘I took Prevent to be a really seriously important 

one to implement’. She says that another important policy high on the agenda for her is safeguarding 

as well as pastoral support for young people but when interviewed she explained for her the 

‘Prevent duty ’was exceedingly high on her and the school’s agenda. 
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Helen openly explained how she and her leadership team approached the plethora of policies and 

educational initiatives that they must implement, interestingly she described their approach in terms 

of tactics, 

 

Well, my tactic on anything we are supposed to do is to look at it, really assess…. And I think 

that is what a leader should do, but not on their own but you know collectively …its 

importance, its impact, its do-ability.  

 

The use of the term ‘tactics ’is significant and illuminates the work of school leaders in doing policy 

work and operating as policy actors and links to the work of Ball et al (2011). School leaders are both 

receivers and agents of policy and are setting out to use diverse ways or ‘tactics ’to interpret, 

translate and implement policy. Policy is not just being done to school leaders, they are not passive 

nor naïve actors but are being creative and sophisticated in making policy happen. 

 

Helen approached policy implementation in a pragmatic way but on the ‘Prevent duty’, ‘just as I do 

under safeguarding’ she was clear in her professional responsibility,‘ I think this one was rock solid, it 

has to be…I have a duty ….so I didn’t hesitate about this one if I’m very honest’. But interestingly she 

explained about her approach to other policies and their implementation and her professional role 

of sense-making, ‘I can think of others you know in my time as a leader that I haven’t thought that it 

was so important to implement, or I’ve adapted it and made it our own kind of thing.’   

 

George (London, WB, C1), an experienced London school headteacher, sees the ‘Prevent duty ’as 

’part of a long litany of initiatives ’and describes, ’events ’and‘ things also come in waves. ’He 

explains the ‘heightened gang related awareness in the area ’that has become the key priority for 

him and his leadership team at the time of the interview. Yet, because of its statutory nature the 

‘Prevent duty ’and its link to safeguarding it is always high in their hierarchy of policies. 

 

The literature review identified the contextual factor of the Global Education Reform Movement 

which developed first in England over thirty years ago which had as its focus very much ‘what-

works ’agenda and therefore actively de-theorises the fields of education and its leadership and 

professional practice (Courtney 2017). In the interviews from the school leaders, I found a mix or 

‘what-works ’responses and learning from others but also an acceptance that the ‘Prevent duty ’is a 

very serious policy and within that it is a more ideological policy.   

 

For George he does not require that all his leadership team need to be expert in all aspects of school 

life and school policy, and some have a higher professional profile for implementing and managing 
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the duty than others but the ‘Prevent duty ’is in his institution a high priority policy for all. This 

resonates with the work of Osler and Starkey (2017) who identify the contemporary, complex 

challenges that school leaders face in ensuring and enabling that schools include and give 

prominence to human rights education. One of those challenges is how to navigate the increasing 

demands of government for initiatives against radicalisation and extremism.   

 

David explained for him the challenges of implementing policy and he and other leaders including 

Maria and Ella highlight that the lack of time was a key factor in the difficulties of implementing 

policy and could often act as a deterrent. Jon recognised that excellent work could often go 

unfinished in policy enactment because of new and other demands and priorities. A consequence of 

the policy overload that school leaders must professionally deal with in implementing policy is 

clearly demonstrated in my research into how the ‘Prevent duty ’is enacted. It presented an 

opportunity for school leaders to provide their own training, in the vacuum that existed where there 

was no adequate training. Hilda describes the national training that she and her colleagues put on 

and reflected on its enormous popularity, because it provided a needed training requirement for 

leaders. It had for Hilda and her colleagues a pleasing if un-intended financial consequence. ‘I think it 

brought in the most revenue for our school PD ……that year’. Hilda, from her overview and 

understanding of schools nationally, places the ‘Prevent duty ’and the challenge to Professionalism 

in the never-ending context of policy initiatives (Ball 2011) in our school system, ‘And the nature of 

running schools is that people are just so busy, they’ve got their head down and just keep going’.  

 

Threaded through the data related to the personal impact of the ‘Prevent duty ’is the desire of 

school leaders ’to do one’s professional best. School leaders strive professionally to do their 

professional best in implementing the policy which impacts in both negative and a positive way. In 

grappling with the policy school leaders are being ‘made subject’. There is a professional tension or 

conflict presented by the ‘Prevent duty ’which echoes and develops the work of Osler (2009) noting 

that as society becomes more securitised how this places a greater onus on schools, school 

curriculums and school leaders. This can be seen with Maria where on the one hand she wishes to 

do her professional duty as well as she can, yet she maintains a personal and professional scepticism 

regarding the policy. My findings on the impact with school leaders adds to the work of other 

scholars researching teachers and education policy (Earley and Greany 2017) identifying teachers 

who want to do their professional duty but working in a myriad of educational policy reforms select 

policies which they need to fully embrace and others which are given a much lighter touch, including 

those policies to which they do not ascribe priority and importance.  

Maria an experienced London Deputy Headteacher, along with her leadership colleagues, 

remembered giving the ‘Prevent duty ’considerable thought when it first came in in 2015. She was 
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professionally and personally committed to place it’ in terms of a strategic approach ’within the 

school’s values, within existing policies such as safeguarding and the SEND model as well as within 

the PSHE curriculum. And now within the 2018 ‘Keeping Children Safe ’DFE policies. She wanted to 

‘do that as good practice’ to personally and professionally to implement the policy in the best way 

she could for the students, staff, parents, and the communities of the school. Maria was making 

sense of a complex policy and implementing it, as she saw fit, for the best of all but without 

compromising on her and the school’s values but embedding the policy so ’It’s alive in our systems, 

it’s ribboned through our systems’.  

 

Jon (London, WB, C2) was trying to do his professional best with little or no guidance and for him 

there was ‘No rule book ’and he asked a rhetorical question about such guidance concluding that 

there is nothing‘ is there for doing what we do’. 

 

Leaders recognised that for them to do their professional best they required appropriate and 

relevant professional training to ensure that the ‘duty’, the new national policy was implemented 

correctly and had the desired impact within their schools.  

 

A.1.3 Professional Pressure 

A key debate revolves around the issue of what is the teachers ’role today, what is the school 

leaders ’role and what are the limits of these roles. This debate has engaged a wide range of 

scholars, (Chitty 2004), (Ball 1993, 2017) particularly since the changes introduced from the 1980s 

onwards enacted in the Education Reform Act (1988). In the literature review I referred to the ELMA 

analysis and its implications for the changing role of school leadership over the last thirty years and a 

much greater focus on the development of School leadership as a concept. This ELMA analysis, 

explained below, offers a useful tool in which to examine School and College Leadership and is one 

that I have utilised in my research on the Prevent duty and Leadership. Four reasons are put forward 

for the substantial recent developments: 

 

. Leadership is now inextricably linked to the notion of ‘continual educational improvement’. 

Leadership is schools is no longer seen as the domain of just Headteachers or Principals 

and with ‘distributed leadership ’often all educational professionals are spoken of as 

Leaders. 

. There has been a much greater focus on Leadership development. 

. Systems and Schools now assume that they should be using ‘world’s best practice’. There is 

a shared belief that there are ‘international solutions ’to local problems. 
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. A Leadership industry has now been created located in private companies, universities and 

schools often offering ‘off the peg ’solutions to complex issues.  

  

I have endeavoured to capture an analysis of some of my data under the theme of Professional 

Pressure, as the word pressure comes up several times in my interviews. As Jon notes,‘ schools are 

under pressure to parent kids’ in recognising this wide societal role Jon raises the issue of the 

pressures that school leaders are under and in doing so raises concerns as to reasonable 

expectations of the role and its professional limits. I found that some of the leaders saw themselves 

in the wider role of surrogate parents but none when questioned directly identified themselves as 

part of a ‘securitised’ teaching profession although their more nuanced reflections indicated that for 

some, including Munira (London, BB, C2), they saw an inevitable and unwelcome move or drift in 

this direction. 

 

These views reflect the notion of ‘distributive leadership ’as well as an ever growing and expanding 

leadership industry involving school leaders. This work becomes increasingly pressurised especially 

when seen within the mantra of continual school improvement. In an ever-complex world where 

education overlaps with growing and changing societal concerns leading to greater pastoral needs 

for students and their communities the demands the pressures on school leaders increase. It is hard 

for school leaders to keep up with these demands and for them to select and prioritise and thereby 

increases professional pressure.  

 

David, a school leader in cohort 2, pointed out that the government response to the rise of violent 

knife crime was being treated in the same way, in terms of policy, as the ‘Prevent duty’. Here 

another challenging societal problem is being placed within the role and remit of school leaders. 

Others in Phase 1, in London and Kent, recognised that for them the pressing day to day priority had 

changed from terrorism to knife crime and drug related violence. For them, the new challenges for 

young people in their schools and communities were associated with repercussions of county line 

drug and turf wars. The challenges and pressures on school leaders were constantly changing and 

needed to be addressed.  

 

Ann, an experienced school leader, admits she was forced to re-examine her role as a school leader 

by extremist acts and events in her community which presented‘ a challenge to one’s 

professionalism’. She reflected not only on her role but on that of other school leaders both locally 

and nationally, as well as professionalism overall and specifically in relation to extremism and the 

‘Prevent strategy.   
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Munira speaks of ‘the general pressures of teaching ’and with the ‘Prevent duty ’the pressure on 

teachers and school leaders to report under the remit of the duty. These pressures on school leaders 

can be understood within the growing context of schools in competition with one another and the 

pressure for schools to be successful in the challenge to be world class and in the ethos of continual 

improvement as described in the ELMA analysis above. She explains, ‘I can understand perhaps why 

someone new to the profession would want to (not to report) … maybe if they don’t feel confident in 

dealing with it (the Prevent duty).’ On the other hand, she recognises the pressure on teachers and 

on herself to report concerns immediately but also worries about the professional repercussions for 

not doing so, ‘some of the teachers I’ve spoken to, they said right now I’m worried that I didn’t report 

it straight away, so what do I do? ’Experienced and less experienced school leaders were all feeling 

pressure in relation to the ‘Prevent duty ’and to their professionalism. Munira also sees how her role 

has become high profile, ‘specially with things in the news recently as well, it’s kind of that very much 

of teachers, doctors, nurses, you know it’s all put quite a lot of pressure’. She articulates how she, as 

a school leader, and other health professionals have become ‘responsibilitised ’(Thomas 2017) in 

dealing with this duty and other social and health policies.  

 

A.1.4 The Tension between Professional Autonomy and Professional Accountability  

A key theme that emerges from my data analysis is the tension and relationship between Autonomy 

and Accountability identified by school leaders. I wish to foreground this in my data analysis and 

consider it within a sliding scale of rising professional accountability and declining professional 

autonomy. This tension and relationship, highlighted in my literature review, is described by scholars 

when they view school leadership professionalism in a neoliberal economic system for example as 

seen in the recent work by Courtney (2017). The balance and tensions between accountability and 

autonomy are extensively explored by Courtney (2017) and elsewhere Gewirtz (2002) and Thomson 

(2005) where he places these dynamics within neoliberal times. He and other scholars show that 

school leaders work in a ‘results driven ’competitive market where they are subject to a permanent 

and constant phenomena of policy reforms. Some scholars see that the neoliberal education system 

monitored by agencies such as the DfE and Ofsted and statutory requirements such as national 

teaching standards mean that school leaders are compressed within the system and have little or no 

autonomy. My findings whilst recognising these developments do challenge some of these 

overarching assumptions and point to areas and examples in the implementation of the ‘Prevent 

duty ’where school leaders do display autonomy despite the system.  

George, as an experienced school headteacher, takes a pragmatic approach to the tensions between 

professional autonomy and professional accountability. He has the confidence to take on and lead 

and manage this policy whilst maintaining his and his leadership team’s professional autonomy. This 

tension between autonomy and accountability again echoes the findings of Earley and Greany 
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(2017) who describe the competing challenges for school leaders in balancing the two demands to 

be independent but also to work within the growing model of accountability, when analysing school 

leadership and the implementation of education policy and becomes an important theme that 

emerges from my data analysis.  

 

George amplifies this firstly when he highlights the autonomous nature of implementing the policy, 

‘we’ve taken the Prevent agenda and we’ve done it in a number of ways- we’ve made sure that staff 

are trained on the requirements therein, and how that translates into everyday practice’. Some of 

the Cohort 2, less experienced leaders, are more concerned with the accountability of implementing 

and delivering the policy than some of their more experienced colleagues. Jon speaks about gaining 

the confidence he has, ‘if you’ve got a longstanding experienced headteacher, ’and talks about how 

he wants to ‘learn his craft as a senior teacher’. He voices his concerns about professionalism and 

the accountability of leadership and being prepared when he says, ’I want to learn my craft firstly as 

it was as a teacher, well training to be a teacher, then as a teacher, then as a middle leader, now as 

an SLT member.’ He has mapped out a career path but is conscious of the professional steps that are 

needed including being well trained and prepared. Here it is possible to observe the inevitable 

professional pressures to be compliant. ‘My next step is you know deputy head … before I rush… I 

don’t want to rush into being a headteacher it’s too…1) it’s too important, 2) in this country it’s too 

high stakes’ Jon sees the dangers in rushing to be a headteacher for himself, as a young leader he 

wants to take his time and he wants to collect experience and is aware of the ‘high stakes’ 

accountability model that as a leader he will increasingly face. Jon believes if you don’t ‘learn your 

craft is setting you up to fail in a big way because you make a mistake that you could have probably 

avoided if you’ve had that longevity, that experience and so on’. For Jon there is the fear of failure 

and ‘failure in a big way’. This fear is a pressing professional concern for school leaders and 

highlights Jon’s concerns that he has been ill-prepared to deliver this policy but is possible to infer 

that the tension for him is associated with being accountable particularly in implementing and 

dealing with a ‘high stakes’ policy such as Prevent. As a young school leader, he is reflecting on his 

positionality and his relation directly and indirectly to power within his professional need to be. 

 

David, in the same London school as headteacher George, talks about balancing many priorities for 

which he is accountable when it comes to policy enactment and, ’so it’s not that we drop one and 

start on the other’. David feels he must keep all the plates intact as a professional and that the 

accountability model gives him no room for error. When asked if he has found, in his case, schools 

have been able to take control of the Prevent agenda, as his headteacher George thinks, he replies, 

‘Quite the contrary ’and he is critical about the training he has been given in order to implement the 

policy and then talks about and refers to the structure, the apparatus, the framework provided by 
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the ‘teaching standards’, within which he is working. ‘Yeah, your targets. And so… teaching 

standards.’ George, as an experienced colleague trained in a different, less structured educational 

context, never in my discussions raises the teaching standards. He seems to suggest that this 

framework when dealing with the ‘Prevent duty ’is insufficient and not all staff want to or are able to 

deal with the challenges of implementing the ‘Prevent duty’, 

 

We talk a lot about teaching standards … and some of this is about the digital world we live in 

… and so, we say to members of staff it’s not just how you’re acting inside school, it’s how 

you’re acting outside of school. And so that might be a reason why maybe some staff members 

don’t interact with discussions and debates about that certain topic. 

 

David has progressed and been immersed throughout his teaching and school leadership career in 

an accountability structure with an apparatus that includes teaching standards and Ofsted. This 

differentiates him from his more experienced, long serving headteacher none of whom specifically 

mentioned the teaching standards. This foregrounds the importance of positionality in relation to 

policy enactment and the changing role of school leadership. It is interesting to note the contrasting 

views of George and David in the same school. One an experienced leader that has implemented 

many policies the other a less experienced school leader.   

 

Munira refers as a young school leader to her experiences as a history teacher and her pastoral 

professional experiences as a head of year and reflects on her positionality. She is very aware of the 

accountability regime in which she works with teaching standards and Ofsted. She is accepting of the 

‘Prevent duty ’and does her professional best to implement, but she is much more critical about 

FBVs and avoids using the term. She contrasts the difficulties as to how she could operate 

professionally within her previous school where she spoke of unprofessional practices in a range of 

areas including a casual approach to extremism amongst students and the school community for 

example in monitoring reasons for leave of absence of students and lack of knowledge and 

understanding of countries where children and families were being taken to and visiting. In her 

present school she recognises that she had been given support to develop herself professionally 

within a set of values and principles to which she approves. In her leadership role in her present 

school, she is encouraged to develop herself in an ‘holistic ’way. She points to a contrast to her 

response as a teacher and her response as a school leader. With leadership comes more 

responsibility and accountability and the requirement to enact policy such as the ‘Prevent duty’. She 

also reflects on how policy enactment can vary in different schools and institutions.   
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Within the demands of school leadership and its professional responsibilities lie key concepts 

relating to status, authority, power, and identity. These are mixed up and shaken about. Here it is 

instructive to think about education and more precisely the ‘Prevent duty ’and schooling using 

Foucault’s (Ball 2012) three vectors of analysis truth, power and subjectivity and their ‘messy 

interactions ’(Olssen 2007:185) and to think differently, considering the changing emphases 

between these vectors, about what it means to be educated and what it means to be an educator 

and a school leader (Ball 2017). The data from cohorts 1 and 2 highlights the positionality of school 

leaders both within their own school structures but also within the wider developing education 

system.  

 

Ann (Greater Manchester, WB, C1), a Manchester Academy Principal, is equally committed to the 

duty but offers a more reflective, nuanced response to the dynamics of accountability and 

autonomy. She has been involved at a national strategic level in work with the DfE Prevent group 

and believes that training for school leaders has varied and has missed, ‘the rise of the Far right, that 

they’ve got to build it into their planning’. She also sees that for professionalism there needs to be a 

clear and coherent approach for all school leaders in all schools, ’because you might have been in a 

school where it (Prevent) wasn’t a priority, but really you do need to know.’ She has been very 

innovative in her approach to the duty, for example in running events with the parents and 

community and working with local politicians. Within the accountability model she, as a school 

leader, has displayed on the one hand professional autonomy but on the other hand, in 

contradistinction, she has been innovative to be more accountable. 

 

Thus, a less experienced school leader like Munira who had been brought up in a similar community 

to the one she works in, ‘you know I have had those life experiences ’and as a young BAME teacher 

would know,‘ You know I think I might have a bit of a broader understanding in terms of how for 

example the internet might come into play’ and be aware of the social media and the realities of 

young people and their communities. Munira is but one BAME school leader but the current 

statistics for the number of BAME teachers in the school system shows a decline whilst the number 

of BAME students continues to rise. This imbalance could be a crucial factor when examining the 

implementation of the ‘Prevent duty ’in schools.  

 

All the interviews demonstrate that there is a mixed response to the ‘Prevent duty ’particularly 

when one looks below the ‘master narrative ’or primary discourse of how schools deal with this duty 

to the more reflective secondary discourse (Ball et al 2011). School leaders assume often depending 

on their experience, different policy actor positions including being ‘enthusiasts ’and ‘critics ’(Ball et 

al 2011). 
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The data shows that school leaders do act independently and creatively about implementation of 

policy and some, particularly more experienced school leaders, do relish professional autonomy but 

see it being constantly eroded and restricted as mentioned by Geoff and George. School leaders also 

feel that their professional integrity has been compromised when they have had to concentrate on 

policies such as the ‘Prevent duty ’to the detriment of other matters that they must also attend to. 

 

In Munira’s case she is concerned about the duty and its negative impact, ’because again you don’t 

want to alienate certain groups. And I just think with the content of Prevent, it can be perceived as 

‘us and ‘them’. Yet despite her misgivings when a particular case comes to her professional 

attention, she took advice and made a Prevent referral. Jon speaks of making sense of and providing, 

despite the accountability structure, ’a nuanced’ response to the ‘Prevent duty’, ‘Nuancing of any 

kind of strategy on an issue as huge and as complex, in a time of resources being limited, in a time of 

unsettled nature of just our society is absolutely something that is necessary ’and with a nervous 

laugh he expands …‘ and measured and sensible responses is something that you know we cry out 

for generally’.  

 

For experienced leader Geoff, at the initial stages of the ‘Prevent duty’, he detected ‘a lot of anxiety 

amongst our parents ’and referred to ‘the phrase that was used- ‘are you going to be spying on us?’. 

The spoke of how he worked to reassure, ‘I did try and reassure, and I think eventually I did reassure 

our parental population … and also our students, particularly the 6th Form students. ’Using his 

professional judgement, he was wary of the policy and its implications, he endeavoured to be 

autonomous, but he goes on to reflect on the need to be accountable, ‘but I think that there was a … 

speaking to other colleagues, I know that there was a feeling that schools were now going to be 

required to report’. He had checked his initial skeptical response with other school leaders and 

concluded that he and they were accountable and ‘not just (for) the activities but the writings, the 

speakings of young people, in a way that was perhaps not entirely necessary’. This is a good example 

of that see-saw dilemma facing school leaders in implementing policy, whether to be autonomous, 

indeed if that is even possible, or to be, despite serious concerns, accountable and compliant.   

Whilst leaders recognised the need for both autonomy and accountability, it was less of an issue for 

younger leaders who individually were more accepting but could see the ‘wisdom ’of their more 

experienced colleagues in applying a measured response. Leaders articulated a concern that the 

policy was another example of higher stake’s responsibility for school leaders in accountability and 

in contrast a reduction in their autonomy. In the balance between the two we can see the ‘Prevent 

duty ’adding further to a school leader’s requirement to be accountable to the state and becoming 
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further ‘responsibilitised’. It is possible to see all the leaders in some way positioned within the 

‘delivery chain ’of Policy enactment ‘passing on the pressures to perform ’(Ball et al 2012). 

 

School leaders wanted to avoid a binary choice of ‘them and us ’and to address the significant 

negative influence in the discourse led by the media. They spoke of the need for teachers and school 

leaders to challenge aspects of this narrative. In these responses it is possible to see the differences 

between the master policy discourse and the school discourse; these differences are sometimes 

marked or nuanced but they are there to see.  

 

Leaders spoke of what, for them personally, was missing from the discourse around the ‘Prevent 

duty ’but also in its practices. Their concerns included the lack of professional autonomy posited 

against the requirement for professional accountability, the lack of and weakness within the 

professional training offered and the omission of other forms of extremism notably far-right 

extremism. In expressing their concerns as to what was missing the school leaders were highlighting 

their concerns as to the weaknesses and short fallings of the ‘duty’.  

 

A.1.5 The Impact on Leaders ’Professional Experience 

Jon’s response to my specific interview question about professionalism of school leaders provides an 

interesting gateway into understanding of what the ‘Prevent duty ’has meant for school leaders and 

how their role and professionalism has changed?’ Your leadership rucksack, you just fill it up with the 

things that you learn as you go along, don’t you, and you draw on those experiences and become a 

better leader because of those experiences ’(Jon). Jon, as a less experienced school leader in Cohort 

2, explains that for him leadership development and professional development are about 

experience, practical learning on the job. His term ‘leadership rucksack’ describes collecting these 

experiences, gathering them in and placing in his ever filling ‘rucksack’. He wants to as a result be a 

better school leader and professional. He highlights these experiences in relation to his 

understanding and enactment of ‘The Prevent duty ’and deems them for him to be more important 

and helpful than national and local training. Jon working in a London, local authority, mixed 

secondary school explains that his approach comes from his learning on the job, learning from 

collaborating with experienced school leaders George and Maria and working within a strong set of 

clear school values. To an extent this fits in with the ‘what-works ’(Thomson (2017) analysis of school 

leadership but is deeply rooted in the values and ethos of the specific school. Jon reflects that he 

works in ‘a very open minded, outward looking, outward facing school’ but goes on to say, 
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I absolutely know that there are some schools that aren’t as open minded and aren’t as 

outward facing. There’s lots of academy chains that aren’t like that, as like there’s local 

authorities that aren’t like that. 

 

Rory (London, WI, C2) also found that the impact of ‘Prevent ’on him had been lessened by working 

in ‘An openminded school ’but he added that he knew of other schools both Academies and Local 

Authority schools which were not like this and where implementing the duty might be more 

problematic and counterproductive. This leader spoke a lot of ‘trust’ and had clearly seen that the 

imposition of the duty challenged that trust between the state and schools and school leaders but 

had created challenges to the lines of trust built up over many years in the school. This could be read 

in conjunction with the work of Ball on ‘The tragedy of state education in England ’(2018) where he 

explains that there exists an incoherent state of education and education policy in England and 

where he argues that there is no ‘system at all’. Jon is not supporting Ball’s analysis that there is no 

system, but he points to contradictions, to fractures and growing differences that exist in the English 

education system in which he works.  

 

In another London mixed secondary school, a stand-alone academy, Munira reflected on her 

positionality as a London school leader dealing with the ‘Prevent duty’, first, as a history teacher and 

then as a member of a Leadership Team. She recognised the need for consistent training but training 

that reflected local contexts as well as local differences, she spoke of London, ‘we’re in a bubble as 

such because there are all these different ethnic groups and you know various different things going 

on, so I think definitely there needs to be consistency’. Munira was sceptical about general training 

for teachers in that it was limited but also inconsistent. She had also been to school as a pupil in one 

part of London and had taught and worked in other areas of the city as a teacher. This insight as 

both pupil and teacher but also in different geographical locations was illuminating for her. She 

could see inconsistencies across schools, she could see and indeed had experienced a messy 

deliverance of Policy, ‘I know London is big, but you know I think there should be definitely … 

Because otherwise what you end up happening in some schools do things really well and others not 

as well’. 

 

This highlights an important issue as to whether school leaders can sufficiently gain an 

understanding of how to implement or do policy just by experiencing how policy enactment takes 

place in individual schools, colleges or institutions that they are working within or whether 

professional training of some kind can prepare and enable school leaders to implement complex and 

sensitive policies such as the ‘Prevent duty’.  
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When Munira became a school leader, she received further advice and support in how to 

professionally deal with and implement the ‘Prevent duty ’from senior colleagues in her school and 

from a joint initiative with Social Services and the Local Authority which became a part of localised 

Advanced WRAP training. She was much more positive about these professional experiences 

because it was longer, more detailed and gave local case studies and examples to consider and 

explore. But she described in detail the professional learning and training that had been of most 

benefit to her was when she referred a pupil to the Channel Programme for exhibiting far-right 

extremist views. Here she learnt through practice working with the student, his family and the local 

authority Prevent team. She professionally after a few months attended a Channel panel meeting 

with other professionals including social services, ‘I presented the case of the student, and then they 

all made a decision that you know it was perhaps for him best to come off the Prevent service…but 

yeah it was really interesting’. Munira was able by doing this to develop her knowledge and 

understanding of the duty but also to develop her own professional skills and enjoy and gain 

satisfaction in the process. She is learning through professional experience and within this space she 

remarks again on the professional pressure, see sub-section above, she faces in being professional. 

For her as a school leader with joint pastoral and academic responsibilities this ‘holistic’ work was 

very important but took up her time and consequently drew her away from her role in promoting 

the school’s exam success which is seen to be the main whole school and government educational 

priority,   

 

I think with all the pressures that you’ve got I think sometimes it is there’s so much going on, 

cos you’re trying to…  especially being Head of Year 11, its exam results are just what’s kind of 

completely taken over this year. But obviously you have to look at the holistic side of it, you 

know you can’t have one without the other.   

 

A.1.6 Empathy  

Empathy was mentioned by a number of the leaders including Maria, Munira, Ella, David, and Rory 

and becomes an interesting theme that emerges from my data analysis, as to how the duty 

impacted on school leaders personally. Boske et al (2017) suggest that deepening empathetic 

responses is critical to school leaders to enable them to promote social justice and equity in schools. 

The concept of empathy has played and continues to play a significant role in the philosophical and 

psychological discussions and investigations of two central features characterizing the social nature 

of human beings: the ability to recognize what other people are thinking and feeling, and the ability 

to engage with other people in a social manner. Accordingly, empathy refers to a broad range of 

psychological processes and phenomena having to do with our ability to know another person's 

state of mind and our ability to be emotionally affected by how others feel and think about their 
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situation, allowing us to feel like them, to feel with them, to care for them, and to be concerned 

about them. This relates to both the individual school leader but also to the context of the school. It 

is not a simple binary but a more complex mix. This is a concept that appears in the work on policy 

enactment by other scholars where empathy is seen as an important dynamic. 

 

Foucault’s concept of the self is instructive here when considering the impact of the ‘duty ’on school 

leaders and schools (Foucault 1988). Empathy can be seen as part of Foucault’s technologies of the 

self, techniques that allow school leaders to effect by their own means a certain number of 

operations on their own bodies, minds, souls, and lifestyles. As Ball (2017) interprets from Foucault, 

‘to find ways of acting upon ourselves that are relevant to the present time, but which enable us to 

disrupt and produce ourselves differently, and perhaps in order to do so develop or borrow ’

technologies of the self ’that enable us to become critical, creative and imaginative in the ‘care of 

the self ’(Ball 2017: 76).   

 

It was illuminating to hear Rory, in Cohort 2, speak of his Catholic Irish background and growing up 

and being educated in Southern Ireland. He used his background to reflect on the concepts of 

‘outsider ’and ‘other ’in relation to his own schooling but also his teaching experience in both Ireland 

and England. He was able to draw on this personal experience to consider the ‘Prevent duty ’and its 

potential impact on students and school communities, particularly of Muslim background, in the 

school where he worked. Rory spoke of this at the end of the interview as he became more relaxed 

and open. He explained that in preparation for the interview he had reflected on his own childhood 

and applied some of the feelings and experiences that he had had to reflect on his work as a school 

leader in dealing with issues emanating from the need to implement the ‘Prevent duty ’but in his 

wider pastoral role within the school. He explained how he wanted to draw on his own experiences 

to gain a better insight into the thoughts, views, and experiences of young people today. From this 

contribution it is possible to see that this school leader is displaying empathy about his student’s 

experiences.  

 

The concept of empathy was an important dynamic in the responses of other school leaders 

especially in Cohort 2. Two BB interviewees, David, and Munira, mentioned empathy directly and 

highlighted its importance but Ella, also a BB leader, had a more nuanced view, ‘I can demonstrate 

empathy but only up to a point.’ She raises a concern that as a professional school leader she could 

only empathise with her students up to a point because she was not them nor living their lives.  

 

Empathy can be detected when analysing Geoff’s response. A personal trigger for Geoff was a 

discussion with ‘a Muslim woman’ who was about to go on Prevent training as a school governor. 
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This ‘well educated’ parent was‘ quite concerned even threatened ’about doing the training. This had 

an impact on Geoff as he encouraged her to enrol and attend but it brought to his attention, as an 

experienced and reflective school leader, the challenges of the duty to families and school 

communities. Geoff also explains at the outset of the duty the unease felt by sections of the school 

community and some parents asked, and he recounted a particularly ‘'difficult’meeting he had with 

a British Muslim family and how he tried to view and understand the policy from their viewpoint.  

 

B.1 Policy Enactment: The Impact on the ’Prevent duty ’on the practices of schools  

The chapter now considers a number of important impacts that the research has evidenced that 

have taken place in schools and colleges as a consequence and as a response to the ‘Prevent duty ’

and in doing so probes as to whether the data supports and illuminates the view expressed by 

scholars including Ball et al (2011) that policy enactment is a complex process and often plays out in 

a mix of very different ways. The chapter examines a number of the artefacts of policy and policy 

enactment in relation to the ‘Prevent duty’.   

 

B.1.1 School Policies 

My research found that all the schools visited had updated their documents and policies to include 

reference to the ‘Prevent duty ’and all had for a variety of reasons chosen to locate the duty within 

their safeguarding frameworks and procedures. References to the ‘Prevent duty’, subtle or explicit, 

could be located within a number of updated policies including curriculum plans, schemes of work, 

PHSE and RE policies, school leave of absence and visitor policies. A good example is the changes to 

the school leave of absence form following the introduction of the ‘Prevent duty ’and following on 

from high-profile visits by families to Syria in a school in the North of England. The form now 

contained clear boxes to be completed which showed reasons for, length of, destination of travel, 

who would be travelling and full parental consent. The school leaders explained how in conjunction 

with social services and the police how they had gone about changing their paperwork and forms 

and instituting a more focused review and internal monitoring of such requests compared to a 

previously more relaxed approach.  

 

I found evidence in all the schools visited that their websites and brochures had been updated to 

emphasise safety and security, all schools had robust signing in procedures for visitors. School 

leaders in the North of England and Kent explained how they had updated their visiting procedures 

in the light of ‘events ’and the ‘Prevent duty ’with its public message of ‘See it, say it, Sorted’. 

Safeguarding was a significant element in all these policies. In Kent I was shown the academies ’

Pastoral policy for its secondary and primary schools and was told that these had been reviewed and 
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rewritten to consider explicit references to security and safety as described within the statutory 

‘Prevent duty’.   

 

For Ann, ‘it was a fundamental part of safeguarding’, as Geoff explained, ‘we adapted existing 

structures …… we saw it as a safeguarding issue’. Hilda said,‘ this was an issue of safeguarding first 

and foremost ’and for Jayne, ‘we set it completely within our safeguarding agenda’. Ofsted chose to 

inspect the ‘Prevent duty ’in this way considering it within the safeguarding section of the written 

Ofsted report, therefore schools followed suit. School leaders were willing to accept this in the 

schools I visited and did not voice any concerns or offer any professional challenge. As a statutory 

duty there was little or no professional choice. DFE training encouraged this thinking and approach 

as did local and individual school training and most advice from teaching trade unions and 

associations. In the schools visited mostly the lead professional for safeguarding was found to be the 

lead professional for ‘Prevent’. In one interview the lead professional brought along the school files 

that cross-referenced both with substantial evidence and paper trails, files that were there for 

Ofsted to view and inspect. This reflects the accountability that is now present in our neoliberal 

schools and education systems (Courtney 2017), where schools and school leaders are in a 

competing era of globalisation are seen as a crucial factor in ensuring economic productivity and 

competitiveness as part of informational capitalism. 

 

The almost full acceptance of the ‘Prevent duty ’as a safeguarding issue by school leaders can be 

seen on the one hand as a success by policy makers but on the other it raises a separate issue of 

whether our assumptions about safeguarding, as a concept and practice need to be critiqued. Miah 

(2017) argues that after the London bombings of 2007 (7/7) that education and social policy radically 

shifted away from the politics of multi-culturalism to a politics of securitisation and that Muslim 

communities were problematized within social and educational policy discourse. Safeguarding can 

therefore be seen as part of that changing state apparatus, or ‘dispositif ’as Foucault would describe.   

 

B.1.2 The Curriculum  

A London school visited and where Cohort 2 leaders were interviewed provided detailed schemes of 

work for each subject area and faculty. Using Ofsted terminology and guidance they mapped within 

their curriculum what they called Whole School Mapping of Spiritual, Moral, Social and Cultural 

(SMSC) and in addition British Values and PHSE. An example from the RE document stated, 

 

To promote tolerance in an environment where all religious and non-religious beliefs are 

valued and discussed in a secure environment … while understanding the wide range of 

religious and cultural influences that have shaped the UK. 
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The curriculum at this school had clearly been re-evaluated and amended in response to the 

requirements to implement the ‘Prevent duty’. Rory, a leader at the above London school with four 

years ’leadership experience, referred to the school’s schemes of work and how they link into wider 

school activities and the ‘pastoral curriculum ’for example in the school’s assembly’s programme. 

Ella also connected her safeguarding work and the ‘Prevent duty ’to the whole school curriculum 

and the amendments and changes they had made to take account of‘ British Values ’that ‘is very 

much addressed in this school through the curriculum’. Here the evidence points to a re-appraisal of 

the whole school curriculum both academic and pastoral. 

 

There was evidence of impacts on the curriculum which I saw when shown round schools I visited. I 

saw students ’work on display including written work on students ’views on their understanding of 

values and their rights and responsibilities as young people, artwork depicting student’s 

interpretation of the Union Jack flag, books displayed in the library. I also saw a theatre in education 

group perform a piece about contemporary issues associated with the ‘Prevent duty ’and listened in 

to the discussion afterwards. This was part of the Year 9 extended curriculum. I was also provided 

with evidence of school visits by community groups, religious leaders and youth workers that were 

built into school’s assembly programmes, PHSE and RE lessons and whole school and year 

Citizenship days.   

 

Munira as a school leader but also as a history teacher saw the importance of the curriculum and 

what is taught and how it is taught but expressed concerns about ‘the actual Fundamental British 

Values which we do have – I think they are important and I think they should be taught’ but went on 

to articulate her concerns saying, ’I think the tag ’British Values ‘…  I think holds some problems. ’She 

links the ‘Prevent duty ’as a policy to implement as a school leader with Fundamental British Values 

from both her perspective as a history teacher and as a school leader. As a less experienced school 

leader she mentions FBVs when answering questions about the ‘Prevent duty’. Although she is 

accepting of the ‘Prevent ’policy she identifies problems associated with the concept of British 

Values which she is not happy with, this resonates with the work of Vincent (2019a and 2019b) 

where evidence is cited of teachers ’concerns with FBVs. Vincent (2019a and 2019b) found that 

many teachers in her study chose ’not to forcefully assert particular representations of being British ’

in their work with children but ‘rather to embed FBVs within their own practices and values ’(Vincent 

2020: 10). 

 

Leaders spoke and gave examples of how the ‘duty ’in tandem with the requirement to ‘actively 

promote ’Fundamental British Values (DfE 2014) had impacted on the school curriculum. My 
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research questions were concerned with the ‘Prevent duty ’directed at school leaders in that vein 

but the inextricable link with the requirement to teach FBVs inevitably came to the fore in the school 

leaders ’answers.  

 

In a Greater Manchester school Jayne explained how they had worked to merge FBVs and the 

requirements of the ‘Prevent duty ’into their Trust’s‘ cooperative value system ’and regarding the 

curriculum,  

 

We all got together in our faculties and looked at the values and said ‘where can we highlight 

them; how can we cover them…’ You know make those links really in our curriculum, as well as 

all the other things we do in terms of form time and deep learning days. 

 

Jayne elaborated further, ’so I produced a document which was quite a weighty document, kind of 

like…people’s schemes of work and where we felt we could…we sort of used that terminology. ’I was 

shown folders on curriculum planning which contributed to this overarching school document but 

was not given the opportunity to copy any of the document. The school embraced this revised and 

reinforced approach to its ‘cooperative values ’and ‘brought in different systems, so students can 

earn…they earn values badges… co- operative values badges’. But Jayne was keen to point out that 

before the duty and FBVs, ’the students were used to us talking about values, so it wasn’t a big leap 

of something completely different’. 

 

Here there is evidence of how a school and school leaders to be accountable are completing the 

relevant documentation to be ‘inspection proof ’but beneath this it is possible to look beyond the 

policy to consider their existing and visible school values and their endeavours and moves to make 

sense of the ‘Prevent duty ’in that wider context. School leaders are doing, even with such a 

statutory and closely monitored policy as the ‘Prevent duty’, what they do with other policies, 

explaining, interpreting and reworking where possible.  
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B.2 The Growth of ‘securitisation’ 

It is striking to see the growth of ‘securitisation’ and the impact on schools and colleges and the data 

analysis suggests that this is a particularly important overarching theme within my findings. It was 

interesting to note how the close relationship between schools and police was accepted and 

considered necessary amongst school leaders. There was little or no criticism of such developments. 

In three of the schools visited in three different geographical regions the school leaders identified 

much improved and valuable relations with the Police in relation to the implementation, operation, 

and impact of ‘the duty’. This could be seen by some scholars (Heath-Kelly 2012) to demonstrate the 

increased ‘securitisation ’of schools and school leaders. A long serving leader who admitted earlier in 

her teaching career of being critical of the police now praised them for their expertise, time, advice, 

and engagement. As leaders become more front line and more ‘responsibilised ’(Thomas 2017) so 

their authority role develops and expands. 

 

‘Securitisation’ of schools and colleges and the spheres of education and welfare has been identified 

by scholars (Churchill 2015; Dodd 2015; Taylor 2015) for a number of years and pre-dates the 

Prevent duty of 2015. It can be argued that the Prevent duty has not alone securitized education. It 

can be suggested that a more nuanced examination is required where the ‘Prevent duty’ is seen as 

an element, a microcosm of a growing securitized education system but not the only dynamic and 

certainly not the first. My data and findings do point to a growth in securitization within schools and 

colleges and for school leaders not only in their implementation of the’ Prevent duty’ but in their 

day-to-day operational practices.  

 

The work of scholars including Miah (2017) when he analyses the Trojan Horse affairs support the 

notion that the debate around schools, extremism and Muslim communities enabled policy makers 

and in particular Michael Gove as Secretary of State for Education to further’ securitise’ schools and 

colleges through policies such as the Prevent duty.  

 

Leaders perceived and saw how their roles are changing and developing in relation to the ‘Prevent 

duty ’and to wider educational and social policies such as those relating to knife crime. Although 

they are critical of a number of these changes, they are accepting of these changes and adapt and 

‘sense make ’to accommodate them. Security has become an everyday facet of their job. In probing 

school leaders to explore whether they perceived that the ‘Prevent duty ’had securitised or further 

securitised schools none of them saw this to be the case but accepted the duty in its wider context 

and as part of their requirements to protect young people and the communities they came from. 

None of the leaders in either Phase 1 and Phase 2 were directly concerned or critical that they had 

been directly brought into a ‘securitisation ’apparatus. Some of the literature (Thomas 2017) 
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supports the concept that Schools and Colleges had been ‘securitised ’although when asked this the 

majority of those interviewed denied this development and did not question it but saw the need to 

support the ‘Prevent duty ’as intrinsic to their Leadership role. As Ann says ‘I think you need the 

multiagency approach. I think the police are part of the solution with this, and they’re not out to 

criminalise. 

 

Critics of the ‘Prevent duty ’speak of the damage that the duty has done to community and parental 

links, such as raising tensions between parents and students within the community and in schools, 

especially in Muslim school communities (Miah 2017, Whittaker 2018).  

 

My data indicates that on the ground the impact has been more complex and more nuanced with 

interesting and positive examples such as parental events bringing families into the school for events 

other than traditional parents ’evenings, involving religious leaders, including Imams, in the life of 

the school, of improved engagement and developed as well as strengthened relationships. Geoff 

spoke of initial tensions within the school with parents and students which were dissipated or 

improved because of direct actions by the school to explain the ‘Prevent duty ’and run events to do 

so. Geoff spoke of how the issue was dealt with in a particularly difficult pastoral meeting with a 

family and how he approached the subject with a Muslim parent governor, listening, explaining, and 

engaging in dialogue.   

 

A number of school leaders explained how the ‘Prevent duty ’itself and new relations with social 

services and the police led them to re-consider ways of contacting and communicating with parents 

and the community and to adapt and strengthen for example their leave of absence forms and in 

conjunction with the Foreign Office advice to formalise and thoroughly check requests for holiday 

leave and family leave of absence.  

 

Signing in arrangements, in the schools attended, for visitors, parents and the community involved 

providing individual details, and a personal photograph. School leaders all told me that they had 

significantly tightened their visiting and visitor procedures. For me as a visitor I found both in 

Greater Manchester and Kent detailed signing in procedures which had also been tightened in 

response to the ‘Prevent duty ’and wider safeguarding concerns. In the London schools I had to send 

my details in advance which were checked against my passport. All schools required for all visitors 

seeing or working with children an up-to-date Disclosure and Barring Service (DBS) certificate and 

check. These were the arrangements for all visitors that had been established as part of an updated 

visitor policy.  
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For Theresa (Kent, WB, C1) it had led as a school leader in a Kent school to new, ‘involvement with 

the Metropolitan Police and the Kent Police Special Branch with concerns.’ In Manchester Jayne 

spoke of changes and developments to school systems, following discussions with the Police and 

Special Branch, such as re-writing the school’s visitor policy, ‘you know so there’s kind of a checklist 

that we do with them – for every visitor that comes into school we do that’ and updating  their leave 

of absence forms for students given that a number of their families travelled abroad including to the 

Middle East, ‘We also did things like changing our leave of absence as well … we tweaked it so that 

we said, ’Where are you going? What is the contact number of where you are going’? 

 

This links with and is an example of the greater securitisation that has come about in schools and 

with community and parental links because of the ‘Prevent duty’. In this case the school re-wrote 

their visitor policy and ‘tweaked ’the requirements of their absence forms, the latter further 

evidence of ways in which school leaders are ameliorating policy, as part of the process of policy 

interpretation as described by Ball et al (2011) and ‘sense-making’, for their families and 

communities.  

 

There was evidence of schools trying to engage more fully with their communities and families. In 

Manchester there was evidence of new school run parents and community events run on the school 

site, such as welcome afternoons for parents of students entering the school in Year 7 and evening 

events for families and students joining in the 6th Form. There were examples of the school engaging 

more in outside community events with, for example, local mosques. In a London school I found 

evidence of an added information evening set up for parents to outline some of the issues that 

arouse from the ‘Prevent duty ’and other policies, the school discussed with parents concerns about 

safety and welfare although the event was deliberately not described as an informational evening on 

‘Prevent’. The schools had all within their Governing Body structures set up systems to view and 

monitor ways in which the ‘Prevent duty ’was being implemented although I found that some 

schools had designated Safeguarding Governors, I did not find specific ’Prevent ’designated 

Governors. These systems of Governance, Governors committees and Governor’s roles and debate 

were more extensive and formulated in the London schools in relation to the ‘duty’.  

 

Many of the school leaders reflected on their limited understanding and relevant knowledge of their 

communities both inside and outside their schools. Some had chosen to find out more by holding 

events, inviting parents and visitors such as local religious leaders into the school and taking part in 

wider community events. Although there is also evidence from some leaders including Geoff that 

the communities, fearful of repercussions, had become less involved and less prepared to be open in 

dialogue and in some respects supports the views of scholars such as Novelli (2017) who finds little 
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evidence that the ‘Prevent duty ’is contributing to the creation of more peaceful conditions within or 

outside the classroom. 

 

These examples of, school policies, the curriculum and community and parental links, demonstrate 

how the ‘Prevent duty ’has actually played out and impacted on certain schools and colleges. They 

illustrate a sum of the parts, aspects of a wider ‘dispositif’, apparatus, connected to the ‘Prevent 

duty’.  

 

Only Hilda (Sussex, WB, C1), in her wider school policy role, saw that security had grown as a school 

dynamic, hence the need for her to provide training, but in her personal context she could see it as 

necessary given the prevailing circumstances. She comments that, ’when the bill was going through 

it was all driven by the Home Office, and really the Department for Education didn’t seem to be really 

involved’. In hinting at policy development and enactment as a part of a wider systematic 

securitisation of policy, institutions and schools she went on to say, ‘And I know the nature of these 

things is that anything about terrorism often can be fast tracked and pushed through without 

consultation’. Yet when asked to reflect on a sensitive and difficult question as to whether education 

is being taken in a more securitised direction she said, ’I don’t know enough about the theory of that, 

of the securitisation or really what it means, but I do think… no I don’t know enough about it really to 

answer.’   

 

In Theresa’s Kent, Academy Trust mixed secondary and primary school case her role as ’safeguarding 

lead’ within her academy, which included all matters relating to the ‘Prevent duty’, meant that ‘I’m 

then doing all the liaison with Social Services and the Police’. ‘We’ve had involvement with the 

Metropolitan Police and Kent Police Special Branch’. She was very positive about this involvement for 

her personally and professionally, ‘certainly the advice and guidance that we get whenever we ask 

for it is excellent- readily available, very knowledgeable, very good advice. ’In explaining the growing 

link between schools, school leaders and the Police aside from the ‘Prevent duty ’Theresa explains 

how she had found that her most recent update and engagement in dialogue and discussions with 

the Police had been very useful on ‘County Lines and Drug Lines out from London’. It is possible to 

detect here a further increase in surveillance culture and the securitisation of schools and 

developing from the experiences of managing the ‘Prevent duty ’systems, lines of communication, 

dialogue had been enhanced and so could be utilised to respond to other, new and emerging 

societal issues such as the rise in knife-crime.  

 

For Ann, an experienced school leader, the impact of the Prevent duty on her had been profound as 

evidenced in her views and responses to the police, 
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When I worked 25 years ago in London I hated the police- they were racist, they were nasty …  

I couldn’t’t stand the stories that kids in schools there told me about how they were treated. 

Now, I think the police are part of the solution with this (Prevent), and they’re not out to 

criminalise.  

 

In her strong criticism of the liberal press, she is in some way supporting the notion that people, 

commentators, academics have missed out on the realities of a rise in populism and a rise of ‘post 

liberal ’sentiments (Zembylas 2019), 

 

The Guardian annoys me more than anything else. I think it’s got this liberal mind and that’s 

Prevent is a bad thing‘ ’And I think……you know again those liberal journalists, I mean they’re 

great in so many ways, but they’ve got views about academies, they’ve got views about this, 

and I think they need to open their eyes to the reality to what it is. 

 

In effect Ann gives support to Zembylas ’view that it is important for educators in democratic 

education to fully consider and understand the rise of right-wing populism in Europe, The United 

States and around the world. 

 

Some school leaders, Ann and Rory, spoke of the greater surveillance (Mythen, Walklate and Khan 

2009) and monitoring of students ’use of computers and social media within schools such as 

investing in systems that could monitor students ’use of computers in school libraries. In part 

Foucault (2009) in raising concepts of power and discipline predicts an existing and growing 

surveillance education system including schools. These themes are taken forward by other scholars 

including Gallagher (2010) the school as a panopticon, Hope (2015) the school as surveillance. 

Although as Ball (2017) argues a simple analysis is actually not sufficient or subtle enough when 

considering Foucault as Ball (2017: 7) says ‘perhaps after all it is dangerous to think about schools 

simply as though they were prisons. ’The school systems described by school leaders could lead to 

internal referrals within the school’s pastoral system and external referrals to Channel and other 

authorities if students were accessing ‘inappropriate ’sites. ’Well, we monitored the web, we had to 

invest a lot of money in monitoring which websites were visited ’(Ann). This is in an institution that 

has strict procedures on the use of smartphones by young people.   

 

Theresa whose role meant that she in charge of a pastoral team for the ‘whole academy ’including 

the Primary and secondary sections explained that the academy ‘monitored’ the students use of IT, 

‘it’s a bit you know Big Brother-ish, but we have to do that ‘I get alerts every morning from our IT 
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department if anybody is researching radicalisation or terrorism or anything like that’. This was 

within her safeguarding remit acceptable in her role in protecting young people. She went on to 

explain that on a number of occasions she could see where a number of students were researching 

linked to a curriculum project or task set by their teacher. But in identifying individual use by a 

student, she found this evidence ‘reassuring ’enabling her or her colleagues to intervene, if 

necessary, in speaking to the student and/or parents.‘ Not the nicest of feelings, but on the other 

hand if we pick it up really early that’s something that we can do, which parents might not be able to 

do at home… and I don’t think many parents would have a problem with us doing that’.  

 

Here the experienced leader is acting in ‘loco parentis ’but taking on board the need for professional 

monitoring and surveillance. She is accepting this without in the main questioning her ‘securitised ’

role. She is also supposing parental acceptance without fully knowing and checking and this points to 

a number of factors including the one raised by Ann how far can we expect school leaders to know, 

trust and understand their communities? And in Theresa’s case she is working with little time and 

pressure not to fail in her safeguarding role. 

 

Rory in his London school with his pastoral role to the fore was clear, ‘we want the staff to be the 

eyes and ears of the school (but) we also have a CPOMS system, which is an online system of 

monitoring, and the heads of year and pastoral leads are all involved in leading that’. 

 

Here we see evidence of both local school and national school system monitoring of students in 

relation to extremism. This data adds to the existing criticisms of the ‘Prevent duty ’by scholars that 

include that the duty is used to further securitise education and society and in so doing 

disproportionately impacting on Muslims and Muslim communities (Githens-Mazer and Lambert 

2010). 

 

The whole dynamic of referring students to the Channel programme was problematic for school 

leaders. Scant guidance at the outset of the duty in 2015 for teacher and school leaders coupled 

with limited and insufficient training led to a spike in referrals and those for Muslim extremism were 

the majority. All the school leaders interviewed had noticed and identified, particularly since the 

Brexit referendum of 2016, an increase in far-right extremism and in one school visited there had 

recently been a referral for far-left extremism.  

 

The Phase 2 group also gave a number of examples of how far-right extremism had been missed for 

example the Anders Breivik’s killings in Norway in 2011 and the Christchurch, New Zealand attacks 

on mosques in March 2019. The school leaders ’perceptions were that far-right extremism was an 
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important dynamic too often missed or under played. My research suggests the importance of far-

right extremism was missed in the early phases of the ‘Prevent duty ’and has only appeared in 

recent Home Office and official statistics where in 2020 for the first time the number of referrals for 

suspected far-right extremism to the Channel programme outweighed referrals for suspected Islamic 

extremism (Prevent Digest December 2020).    

 

There were a number of specific examples where schools had worked closely with the Police, 

counter-terrorism officers and other state organisations to implement the ‘Prevent duty ’and put it 

into practice. As with the impact upon leaders personally, leaders did not question these new links 

and developments but accepted them and in a number of cases saw them as positives. In a Kent 

academy Theresa explained in detail the developed relations that had developed from the ‘Prevent 

duty ’with the Police and Special Branch. The academy’s engagement with Channel Panels was 

explained and the input and expertise that was provided by the Police and a former Police officer 

was praised. It was an‘ impressive process to be part of’. With annual training and specific training 

for staff the involvement in the academy by the Police and other agencies was a regular feature of 

the academy’s life. 

 

In Greater Manchester Ann, as an experienced leader who had earlier in her career been critical of 

the Police and their involvement in schools and with young people, but because of significant 

terrorist events she now spoke of,‘ The incredible work the police were doing, grateful that they 

were doing that ’and went on to add that‘ it was a huge process of eye opening and deepening our 

understanding. ’She and her colleagues, including Helen, had been very involved with the Police, 

Special Branch, The Home Office and The Foreign Office. These links were accepted as an intrinsic 

part of the academy’s work. 

 

Ella speaks on the concept of professionalism of school leaders in relation to issues such as the 

Prevent duty and Knife Crime and she says, ’I think that ultimately schools are in a position where we 

have to do something. But it can’t all be down to schools. ’She raises concerns as to the expectations 

that are being placed by government on teachers and school leaders and sees and accepts that as a 

professional, she is accountable. In reflecting on her role, she considers the work of other agencies 

such as the police within the Prevent strategy. She indirectly points to the ‘securitisation ’of schools 

and describes how the police approach young people in a different way than she might as a 

professional teacher, ’there sometimes is a bit of a conflict in terms of their role and our role’. Her 

view is that she is responsible to enact policy and whilst she recognises the increased securitisation 

of education and hence the state; she differentiates herself from other agencies of the state, notably 
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the Police. None of the school leaders interviewed directly positioned themselves as agents of an 

increasingly securitised state.   

 

This is evidence which could support a revisit to Jeremy Bentham’s Panopticon and to Foucault’s 

Discipline and Punish (1979). Some Foucauldian scholars have developed the notion of the school 

developing as a panopticon (Gallagher 2010) and the school as an institution becoming an 

instrument of the state as it continues to grow its form of surveillance (Hope 2015). My findings 

point to an increased regulation and discipline between professionalism and the population, in this 

case school leaders and students and school communities bringing the gaze of the state to bear 

upon individual bodies and the population as a whole (Ball 2017).  
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B.3 The Impact on Free Speech - ‘A Chilling effect’?  

The restriction of Free Speech, an over-arching concept of human rights within the ‘Prevent era ’and 

raised in the works of Davies (2014) and Osler (2016) who recognise that the essentials of free 

speech can be diminished and that it presents a challenge for school leaders to maintain such 

freedoms for students and staff in the schools they work in. This has, and continues to be, a major 

concern and criticism of the whole ‘Prevent duty ’and importantly its impact on restricting freedom 

of speech (CAGE 2019).  

 

Osler (2009) asks scholars and educationalists to consider whether we have learnt from the errors of 

the ‘Prevent duty’, including in limiting free speech, along the way or are we simply compounding 

existing and perceived problems. Osler argues that we need more evidence in relation to the impact 

of the ‘Prevent duty ’on free speech, schools, the curriculum and school leaders.  

 

When examined to see how this has actually played out there is some messy, contradictory evidence 

from my data. The impact of the ‘Prevent duty ’can be seen as both positive and negative in the field 

of free speech. My research suggests that although the concerns about the ‘duty ’and in particular 

its impact on Free speech expressed by some teachers, prominent academics (Durodie 2016), 

families and communities were strong and a number spoke of a ’chilling effect ’on Free Speech, the 

evidence of the actual impact in schools is more complex. 

 

In one London school year group assemblies, thoughts for the day, citizenship lessons and other 

activities involving the students and parents (including a parents information evening on Community 

issues including the ‘Prevent duty’) with a focus on Human Rights and Free Speech had taken place. 

Within these discussions I was told by school leaders that issues such as ‘What it means to be 

British’, What are ‘British values’, terrorism and extremism were covered. A Deputy Headteacher 

explained that she had to provide, in some cases, support and training to help staff teach and run 

these lessons and activities. Experienced staff but also those from different communities were 

involved including a Somalian support worker who worked closely within the school’s EAL 

department.  

 

In another London school I was shown schemes of work for different subjects including R.E., 

Citizenship, History, English that referenced Human Rights and British Values. A number of the 

school leaders interviewed taught within these curriculum areas and gave examples of the types of 

lessons and activities that took place, for example a R.E lesson specifically looking at ‘What it means 

to be British ’and drawing in both the legal requirements of the ‘Prevent duty ’and the need to teach 

FBVs. Two of the school leaders were pastoral Year Heads and spoke of the themes and topics 
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relating to Human Rights and the ‘Prevent duty ’including those close to these sensitive issues that 

were tackled in their assemblies and their and the school’s pastoral work with students and parents. 

I was shown in a tour of the school various displays including student’s artwork which represented 

the wide cultural diversity of the school, and its communities, one piece of art was a powerful 

depiction of a black Union Jack. In the library there was a prominent display of different books by a 

wide diverse cross section of authors including a former BAME student who had gone on to be a 

successful broadcaster. These artefacts provided one example of the way in which a school and 

school leaders were encouraging freedom of speech and freedom of expression.   

 

These opportunities and spaces have been expanded, developed and created in response to 

educational policies but because within that framework the schools felt the need to educate young 

people and to promote free speech. That did not mean that the ‘chilling effect ’on free speech had 

been removed, further cross referencing and triangulation across students, staff and the community 

would be needed to ascertain the extent to which free speech prevailed. Because there is evidence 

(Faure Walker 2019) that some families have told their children not to engage in any such 

discussions for fear of being labelled as troublemakers but the school leaders I interviewed were 

confident that opportunities for free speech had not been diminished in their institutions. 

 

My research question regarding ‘free speech ’provoked a number of responses indicating that 

schools and school leaders had turned ‘the duty ’into a positive and had provided an opportunity for 

their students and staff to engage in and promote greater debate. In such forums as school focus 

days on Citizenship, debates about FBVs and engagement with outside visiting theatre groups but 

also in work and discussions in curriculum subjects such as R.E.  

 

My research found evidence of a wide number of initiatives to ameliorate concerns about the 

restriction on free speech adopted by school leaders and schools such as the invitation for visiting 

theatre groups, visiting speakers, student awareness days, changes to the PHSE curriculum, 

assemblies, debates and discussions, invitations for parents and the community to visit, external 

visits by students to a wider range of places of worship including mosques, extended work with the 

community and schools deliberately creating spaces for their young people to consider a wide range 

of issues and topics relating to Prevent. A number of schools were engaged with their students in 

debates and discussions about far-right extremism long before it was recognised within the official 

Prevent thinking.  

 

Geoff was concerned about the direct but also unintended consequences of the ‘duty’, particularly 

on freedom of expression, and took it upon himself to re-assure students, parents and staff by 
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encouraging ‘openness and debate’ in the school setting up debating events, special assemblies and 

bringing in a range of guest speakers. In essence he and the school re-visited and re-confirmed, as he 

described, their ‘liberal democratic values and their approach and attitude to free speech which 

were prominent on the school website, in school documents and on display around the institution. 

 

In one school in Manchester, I saw the display in the school reception area produced by Year 7 

students from a student awareness day on Citizenship and Human Rights which included posters and 

writings about their views. Rooted in their display work were student’s concerns, reflecting those of 

the school and the local community, about safety but also rights and freedom of speech. In another 

school I spoke to some Sixth Form students who had been involved in Sixth Form discussions and 

debates about topics which included discussing why Shamima Begum, a 15-year-old schoolgirl who 

in 2015 travelled to Syria, and other young people travelling to Syria to join ISIS. These issues were 

seen in the theatre education group I observed performing ‘The Echo Chamber ’and directly in the 

discussions that followed with young people. These activities, it can be argued, can all occur with 

restrictions to free speech in places where students are encouraged to participate and discuss such 

topics but in reality, the debate is restricted and controlled. The school leaders and students I spoke 

to did not support this view of restrictions or ‘a chilling effect ’on free speech but rather supported 

the view that within new and existing spaces within the curriculum and life of the school a range of 

new activities have taken place. As Ball et al (2011) describe here I found evidence of school leaders 

and schools in terms of policy undertaking ‘configuration ’and ‘re-configuration ’work ’(Ball et al 

2011: 637). It would be wrong as a researcher to simplify the school leaders and schools ’responses 

to Free Speech in the context of the ‘Prevent duty ’as one of acceptance and passive 

implementation, it is much more complex and varied. 

 

The impact on Free speech in schools is a contentious issue. Geoff said, ‘I think in some schools it did 

impact and did impede the notion of free speech.’ He identified that ‘in some schools there was a 

tendency towards compliance but in his school’s case and others he thought, ’I certainly don’t think 

that is the case in all instances ’and detected ‘a degree of resistance from school leaders in order for 

them not to go down that route’. 

 

Hilda with her overview of schools across the country and particularly following her work in 

providing national training on the ‘Prevent duty ’was both sceptical and positive about how the duty 

had impacted on schools in relation to school structures and freedom of speech. When asked if 

schools had changed their structures, their policies, their ways of working as a result of the duty she 

responded,  
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I think certainly some schools did, and I think that will really depend on their context. I think 

some schools felt like it was nothing to do with them and perhaps would have a display about 

British Values maybe somewhere in the school. And I think other schools really saw that there 

were issues in their communities either of sympathy with IS and feeling disillusioned with our 

government, or kind of disillusionment with immigration and all those kinds of discussions. 

 

Hilda gave examples of projects and activities in her second category of schools such as with outside 

organisations including with local mosques and places of religious worship, and theatre groups and 

in particular with in-school training for staff to supplement, improve, give local examples and 

context or indeed replace‘ The very mixed, very mixed WRAP training’.  

 

The schools I had access to, perhaps because they were open to scrutiny, did counter the 

assumption that the ‘Prevent duty ’had restricted free speech and debate within their institutions. 

My data is drawn from a number of schools who allowed access to me on this sensitive issue, and 

this may mean by giving access that these institutions were more ‘open ’more ‘liberal ’in their views 

and values and thus fitted into Hilda’s second category of schools. These schools had readily 

engaged in local training and extra optional national training run by ASCL. And the first category of 

schools that Hilda identifies, those that‘ felt like it was nothing to do with them’ we’re not 

represented as fully in my findings. It was not possible due to time and access constraints to 

interview in some of these more reluctant schools although my selection of schools to work with did 

contain a variety of schools some more used to active research, for example one of the London 

schools, than others.    

 

In examining the positive impact of the ‘Prevent duty ’my study finds evidence to support the view 

that paradoxically the ‘duty ’had opened up debate rather than constrained it, which came in 

Greater Manchester where I found that considerable investment in time and resources were put to a 

Prevent launch in 2015. From this, a number of schools and school leaders began to work 

constructively with a longstanding Peace based charity which started its work in the era of ‘The 

Troubles’. This developed work within the schools with students, staff, governors and parents. One 

school decided to link their ‘co-operative values’ to the debate about British Values and the issues 

raised by the ‘Prevent duty’. I was given evidence from this institution of a wide range of initiatives 

to promote debate and discussion including themed school assemblies, adaptations to the 

curriculum, project days on human rights and freedom of speech events for Year 7 students, visits by 

theatre groups raising these issues and in this girl’s school an initiative called ‘My Former Life ’with 

four former extremists visiting and speaking and working with the students and staff. 
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Here there is evidence to support the work of Biesta (2011) who argues that the challenge for 

educationalists is to create spaces in which dialogue and respectfulness are encouraged and the 

right and power to challenge authority are more evident. It is also possible to identify that school 

leaders are creating spaces for ‘truth telling to occur ’(Pignatelli 2002) and as Leask (2011) suggests 

‘teachers and students alike can now be regarded as creative agents, capable of voluntary and 

intentional counter-practices…’ My data suggests that with the involvement of Theatre in Education 

projects such as ‘The Echo Chamber’, with project days involving outsiders sometimes former 

‘terrorists ’and debating activities there have been activities to provoke and challenge thinking and 

to promote some forms of free-spokeness that can challenge the official policy of the ‘Prevent Duty’.   

 

Much of the literature about the ‘Prevent duty ’in education thus far has focused on the criticisms 

and negative implications of the policy but my research is showing that the response and actions of 

School leaders is much more complex and nuanced. The organised practices through which we are 

governed – Governmentality as described by Foucault - are not always straight forward. Indeed, for 

some school leaders the space that has been created in some institutions has stimulated debate 

amongst students and staff and within the space has created positive opportunities. So here 

dialogue is being used as a positive tool to promote debate amongst young people although my 

interviews have shown great frustration and indeed anger amongst school leaders that professional 

judgement has been taken away from teachers in the desire to conform and freedom of speech has 

been curtailed. For some the reaction has been to comply but for others there has been the 

opportunity to challenge, contest and even resist or, as Maria describes, ‘shadow box’. A paradox of 

policy is an unintended consequence that in some schools has succeeded in promoting debate.  

 

The research provides some evidence that in certain schools the ‘Prevent duty’ has far from 

restricted or damped down on free speech but has under the direction of school leaders created a 

space for debate, opening up not closing down. In order to fully test this tentative finding this would 

need to be checked by observing lessons, and conversations between teachers and their students 

and seeking young peoples’ views on the extent or not to which spaces for safe debate had been 

opened up. As a researcher I recognize that a nuanced interpretation of this tentative finding is 

required along with the requirement for further research and investigation in the form of 

observations and conversations with students.   

This tentative finding builds on and reflects on the work and findings of Elwick and Jerome (2019a) 

on teacher agency which also examines the reasons for teacher’s acceptance of the ‘Prevent duty’. 

Their work looks at schoolteachers and not school leaders and my work adds some empirical data to 

support some of their findings in that there have been some positive outcomes in the area of free 

speech in schools as a result of the ‘Prevent duty’.  
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The restriction of Free Speech, an over-arching concept of human rights within the ‘Prevent era ’and 

found in the works of Davies (2014) and Osler and Starkey (2017), has and continues to be a major 

criticism of the whole ‘Prevent duty ’(CAGE 2019). Yet when examined to see how this has actually 

played out there is some messy, contradictory evidence from my data. The impact of the ‘Prevent 

duty ’can be seen as both positive and negative in the field of free speech. My research suggests that 

although the concerns about the ‘duty ’and in particular its impact on Free speech expressed by 

some teachers, prominent academics, families and communities were strong and a number spoke of 

a ’chilling effect ’on Free Speech, the evidence of the actual impact in schools is more complex. 

 

I established that there was a significant concern at the outset of the ‘duty ’amongst school leaders ’

regarding the issue of freedom of speech and the potential restrictions that the policy presented. 

This echoed the concerns expressed by educationalists, teacher organisations and unions, 

academics, community leaders, human rights groups such as Liberty and Rights Watch UK and 

Muslim organisations including the Muslim Council of Britain who had first spoken at the outset of 

the ‘Prevent duty ’about its potential ‘chilling effect ’on free speech. It is interesting to reflect that 

these concerns lessened for school leaders as the years of implementing ‘duty ’passed by. This was 

partly due to a growing acceptance of the ‘duty ’but also perceived better training, school leaders 

were absorbing the accepted narrative associated with the policy, but I also suggest that in 

disagreeing with the policy and not accepting it school leaders, through their agency, had managed 

to massage, change, ameliorate the concerns around freedom of speech to create space and 

opportunities for extended debate and discussion. This supports to some extent the work of Biesta 

(2011) who argues that the challenge for educationalists and others is to create the spaces in which 

dialogue and respectfulness are encouraged and the right and power to challenge authority are 

more evident. I found that school leaders had moved to create such spaces but their powers to 

challenge the policy were much more limited.  

 

B.4 Tackling and teaching controversial issues  

This was a theme that ran through my responses and my data. Leaders were concerned about their 

ability to deal with these not only because of the nature of their roles but because of their 

inexperience, lack of appropriate training and lack of time. A further concern was raised as to how 

teaching staff often felt uncomfortable in tackling and reporting these issues. Leaders often had to 

coax and reassure teaching staff to tackle these topics and one Cohort 2 leader spoke of ‘the push 

back ’by some staff, for a variety of reasons who questioned ‘the duty ’and their need to cooperate 

with it. This presented challenges for that less experienced school leader. 
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Maria, the school lead for Prevent and safeguarding in the same London school as George explains 

more about the development of a localised response to teaching and dealing with controversial 

issues both with staff and students. Here she has worked with the Channel officer, the local 

authority safeguarding and Prevent teams to provide specific and up dated training and training 

materials,‘ so we have a series of case studies I use in training’. She and colleagues have produced 

local materials in addition to national ones for ‘both sides, so that’s training for staff and the 

implementation for the children’. She gives an example of a specific case study on how to deal with 

the issue of Sharia law when raised in a discussion by pupils and how to deal with it without closing 

down discussion. She speaks of the pressing need to provide training and materials for staff, ‘there 

needs to be training around how you conduct discussions on controversies, because staff may not be 

comfortable with that. We can’t shut it down, but there is a bottom line that we have a law’.  

 

The teaching of controversial issues is both universal and local. Recent scholars including Vincent 

(2018) researching the teaching of FBV’s have identified the challenges and difficulties this raises for 

teachers. My findings highlight a similar challenge for school leaders in relation to the ‘Prevent duty’. 

It is helpful to locate this within the writings of scholars of citizenship education including Apple 

(2018) and Banks (2017) in discussing the need to teach and provide young people with critical 

thinking skills. All schools and all the schools visited in different geographical regions face a challenge 

in teaching controversial issues. This was raised as a particular concern by some of the school 

leaders interviewed who reflected that the young age of teachers and their lack of experience and 

confidence meant that sometimes teachers were reluctant to tackle such issues in the classroom. 

Thus, the teaching of controversial issues is a universal concern for teachers and school leaders, but 

it also has a local, nuanced complexion reflecting a local dynamic and context as seen for example in 

Greater Manchester which is different from the response seen in London and Kent. The different 

ways schools have linked and worked with the local bodies and the local variety of different 

speakers, organisations and theatre groups that have been invited into the schools to support their 

work on and around the ‘Prevent duty’.   

 

C. Language 

Some school leaders including, Munira, Jon and Geoff commented on language, its importance and 

language associated with the ‘Prevent duty ’and how it had impacted on them and their institutions. 

Language is a critical dimension in understanding policy enactment and each school’s context. The 

Language used in the policy and in its implementation is a crucial component of neoliberal discourse 

and could be considered to be an element of the prevailing ‘dispositif’. But a discourse and narrative 

shaped by a growing populist ‘dispositif ’that can be detected, particularly in the context of policy 

making in An Age of Anger (Mishra 2017). A period of shifting change in social policy and the growth 
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of populism with its discordant rhetoric and new narratives. It is possible to consider the language 

used in and associated with the ‘Prevent duty ’resonating in a new ‘post-liberal age ’(Kettle 2016) as 

described by a number of commentators and scholars. The ancient concept of parrhesia, truth telling 

or free spoken-ness, described by Foucault is very useful in exploring the language used in the 

‘Prevent duty ’and it’s aiding an understanding of its impact both on institutions including schools 

but also on school leaders.  

 

Parrhesia or truth-telling, or fearless speech is another important tool in Foucault’s toolbox that can 

be utilised to consider and examine the ‘Prevent duty ’and its language and discourse. Foucault in 

speaking about the ethical value of truth identifies the need for the speaker to be clear and frank, 

‘he says what he knows to be true ’(Foucault 2001a:14); the moral quality of the speaker or teller; 

the duty to tell the truth and truth telling as a form of criticism. Ball (2017: 67) expands on this to 

highlight, ‘this is about disclosing thoughts, not holding back, it is candour without rhetoric, speaking 

truth to power’. In critiquing a national statutory policy my research does show the dangers and risks 

that school leaders are undertaking. It is possible to juxtapose the language used by school leaders 

with the more populist, muscular liberalism language within the policy itself and the surrounding 

discourse. Posselt (2021) asks scholars to re-consider and draw together the Foucauldian concepts of 

parrhesia and care of the self in our concern for truth and meaning.  

 

It is worth considering the language used in official government documentation about the ‘Prevent 

duty ’and within official training materials. Some of the language is robust and reflects a stronger, 

muscular exposition of liberal values. Thus, the British values controversial in themselves are named 

Fundamental British Values and the draft statutory guidance to the ‘Prevent duty ’says,  

 

The Prevent strategy was explicitly changed in 2011 to deal with all forms of terrorism and 

target not just violent extremism but also non-violent extremism, which can create an 

atmosphere conducive to terrorism and can popularise views which terrorists exploit.  

(HM Government Prevent duty guidance: 2014) 

 

The definition of extremism used in the ‘Prevent duty ’documentation has also caused concern for 

its language and school leaders expressed concern about what opposition to FBVs actually means,  

 

The government has defined extremism in the Prevent strategy as: “vocal or active opposition 

to fundamental British values, including democracy, the rule of law, individual liberty and 

mutual respect and tolerance of different faiths and beliefs. We also include in our definition of 

extremism calls for the death of members of our armed forces. 
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 (HM Government Prevent duty guidance: 2014: 9) 

 

As a less experienced leader Jon mentioned, the ‘duty ’had made him think more carefully about his 

and the institution’s ‘use of language’ not only to be sensitive to all but also to guard and protect 

himself and the institution from any unnecessary criticisms or reputational concerns and to avoid 

negative media attention. Munira expresses concerns about language of policy and terminology. In a 

previous school she felt the policy was implemented insensitively given the diversity of the students, 

’So to say, ‘Right we are going to stamp some British values on it’- I think it almost divided us.’ She 

goes further in her interview by saying‘ So I think perhaps the terminology ‘British Values ’could be 

looked at perhaps - I know that’s a big thing (laughs). She felt the impact of language upon herself 

and the school community.  

 

The language used or indeed not used in schools was illuminating, one of the London schools 

refused to use the term ‘Prevent ’in its work with students and parents but because of Ofsted was 

unable to do so with its staff. Hilda with her understanding of schools across the country mentioned 

a secondary school in Yorkshire where the headteacher would not allow use of the term ‘Prevent ’

because of its negative connotations within the community. This was also found in a number of 

institutions where they had re-named Fundamental British Values as terms such as Human Rights 

and Values, Liberal Values, Co-operative values. In one school in Greater Manchester part of a 

cooperative academy trust it was clear to see in displays and documentation the schools ’values ‘the 

cooperative values of self-help, self-responsibility, democracy, equality, equity and continuity 

continue to guide our Trust values of Excellence, Leadership and Teamwork.’ This echoes recent 

research and findings by Vincent (2019 a & b) on FBVs.   

 

Although Munira uses the term Prevent with students and staff, she avoids using the term FBVs. 

There were examples of schools using the new terms without equivocation and Hilda’s work with 

schools across the country shows more of a response by leaders to implement. George said,‘ British 

Values to start with I think was problematic’ and the institution moved on to call them ‘Human 

School values’ values based ‘around tolerance and mutual respect’ in order to ‘bring back some 

cohesion and sense of perspective into some students that have some very complex lives and some 

really severe challenges.’ 

 

Language is an essential component of the master discourse of the ‘Prevent duty ’but in analysing 

the data it shows how language is changed and adapted by school leaders in the secondary 

discourse associated with the policy. A further example of how schools talk about and actually ’do 

policy’ (Ball 1993; Ball et al 2012). For George the official language used was contentious, inadequate 
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and too limited and here again is an example of a school leader ameliorating and changing a policy in 

order for it to be enacted within the complex context of a school.  

 

Leaders commented on the media and its wider influence with the policy but also in the language 

used to frame and describe the impact of the duty and the negative influence in the discourse of the 

media. Several of the leaders felt the need to challenge this and provide a different and wider 

narrative. For Jayne ‘We kind of rarely use the P word.’ There was criticism of the language used in 

the media to describe and explain extremism and the ‘Prevent duty’. This was not just a criticism of 

populist media and newspapers but also as described earlier criticisms of the ‘liberal press’. Ann, in 

Greater Manchester, was especially critical of the media, Trade Unions and politicians whom she 

argued had wrongly posited a narrative that freedom of speech had been curtailed. This view is the 

tip of a much bigger submerged iceberg of thinking, a view posited that the liberal London 

cosmopolitan elite including the media were out of touch with the prevailing discourses and views in 

other parts of the country. A view that resonated strongly following the result of the Brexit 

referendum and referenced by some scholars including Goodwin (2016) in his analysis of Brexit and 

the left-behind. Another leader spoke of the need to avoid simple language to describe a complex 

issue, to avoid presenting the issues as a binary choice of ‘them and us. ’This can be linked to the 

work of scholars such as Kundhani (2015) where different Islamic British communities are portrayed 

as the outsiders, communities failing to integrate into British society.  

 

The use and choice of language is key in understanding the ‘Prevent duty ’and its impact and is an 

essential element in the discourse surrounding the policy and the narrative of policy enactment. 

Language can be seen as a significant part of the wider apparatus, the ‘dispositif’, of Prevent.  

 

D. Racism and Hidden Racism  

The increase in episodes of racism identified by the school leaders in schools was a concerning 

development identified by school leaders in the data analysis. The school leaders sometimes 

explained this racism within the term casual racism. Hilda found this when running her national 

training on ‘Prevent’. Racism is racism but the school leaders wanted to explain that for them and 

their schools there had been a rise in casual forms of racism. Many schools list behaviour incidents 

under the term, casual racism. It is important to understand the reasons for this and to seek to 

examine why some forms of racism are deemed be more subtle or more hidden but to analyse them 

in the context of existing and structural racism. It is debatable as to whether this rise is simply to do 

with the introduction and implementation of the ‘Prevent duty ’but more an amalgam of a number 

of geo-political, national and local factors in the evolving Age of Anger described by Mishra (2017).  
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Hilda’s work for ASCL demonstrated that particularly after the Brexit referendum in 2016 casual 

racism had increased in schools along with evidence of hate crime both in and outside of schools as 

seen within national statistics (Home Office 2019). These concerns were expressed to her by school 

leaders who attended the national training she ran. It is not clear that the ‘Prevent duty ’on its own 

contributed solely to these rises as identified by Hilda but comments on the language used in the 

‘Prevent ’documents as well as within the national training did concern a number of school leaders 

and in implementing the policy, they did their best to ameliorate the tone and rhetoric of elements 

of the policy. 

 

I have considered that the ‘Prevent duty ’was seen as racist by some school leaders including Geoff 

and Munira in my Chapter 4 on Perceptions of the Prevent duty and there is evidence in the 

Literature review of scholars and commentators and organisations such as CAGE seeing the ‘Prevent 

duty ’as fundamentally racist and as a policy was a key plank in a racist discourse. The evidence 

found in my data analysis that school leaders have seen a rise in casual racism emanates from this 

discourse but provides compelling data on the impact of the ‘Prevent duty ’and its prevailing 

narrative on schools.   

 

How could Foucault’s toolbox help? I found that Foucault’s writings have often been taken up by 

scholars to explore particularly gender and sexuality but less on race and racism. Although when 

examining his later work including his college de France lectures scholars including Taylor (2011) 

have utilised some of the tools that Foucault provides to scrutinise race and racism. Foucault in his 

lectures speaks of biological forms of racism and when and how they emerged and the 

interconnection between racism, modern forms of power and power struggles. I found the work of 

Vincent et al (2) helpful in examining the intersection between race and class and how race changes 

how class works and how it is experienced and shapes attitudes towards education and subsequent 

educational practices.   

 

Another tool I found helpful to consider in this context of racism was parrhesia. The ancient concept 

of parrhesia, truth telling or free spoken-ness, of which Foucault writes can be used as a lens with 

which to view this rise of racism, rise of casual racism and hate crime, and when linked to the rise of 

populism helps understand the emergence of a non-liberal, at times, xenophobic discourse. Details 

of the rise in recorded hate crime can be found in UK Government statistics and Hate Crime action 

plan (2016) and within the document ‘Tackling hate crime in the UK ’(Amnesty 2017).     

 

A number of school leaders referenced criticisms of the policy and the training provided, most 

carefully stopped short of calling the duty racist, but much can be drawn from their comments. 
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Geoff was very critical of the training provided to him and other school leaders at the start of the 

strategy, he commented on the examples that were provided in the national training, 

 

19 out of the 20 case studies dealt with Islamic radicalisation. There was one at the very end, 

which I have to say I thought was thrown in a little bit more as a token gesture about sort of 

extreme right wing, you know – EDL, people like that. But if I had been Muslim, which I’m not, I 

think I would have sat there and felt this was…you know there was a degree of Islamophobia 

involved in this. 

 

All of the BB leaders noted the absence of far-right extremism in the training and the discourse 

around the policy and the over emphasis on ‘Islamic radicalisation’. Like many of the school leaders 

Jon identified that the far-right extremist dynamic had been missed from much of the thinking 

within the ‘Prevent duty ’and its training. The school he worked in has close links with schools in 

Norway thus he had reflected on and connected the Anders Breivik atrocity to the school’s 

responsibility to consider safety and all forms of extremism and hence was critical of the ‘Prevent 

duty ’shortcomings. This points to another gap in our knowledge and understanding of the ‘Prevent 

duty ’and provides additional evidence and recognises that dynamics, such as far-right extremism, 

can be located at a much earlier period (Mishra 2017) and that policy makers and politicians missed 

and failed to identify far-right extremism and other geo-political dynamics early enough.  

 

As a BB school leader David had clearly been personally affected by ‘terrorist atrocities’ including 

those that ‘Have been made by white people for years.’ He was critical that for so long the ‘Prevent ’

narrative had avoided and missed far-right extremism. He was also very aware that he and other 

school leaders, teachers and policy makers knew little ‘of the Muslim community’ from which ‘the 

majority of our students ’come from. He wanted to know more about ‘the community’ and was very 

concerned about the rise of knife crime and drug related violence, ‘Events which are happening 

which affect our students, maybe we could talk to our students a bit more’. David was concerned 

that the ‘Prevent duty ’was directly playing into an Islamophobia narrative this links with the findings 

of Osler and Starkey (2017) who identify a challenge of the danger of far-right activists who express 

racist and Islamophobic views, incompatible with democratic principles. 

 

The emergence of casual racism and the over playing of ‘Islamic radicalisation ’and the under playing 

of far-right extremism supports the earlier work of a range of scholars, Kundnani (2015), Mamdani 

(2002) and Hussein ((2007) who have critiqued the ‘Prevent duty’.  

CAGE (2019) is one organisation that have consistently critiqued the ‘Prevent duty ’for its inherent 

racism and the developments and changes that they have detected within schools as a result of the 
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‘duty’. It argues that the ‘Prevent duty ’has intentionally or unintentionally added to structural and 

cultural Islamophobia and has created a climate of fear and suspicion within schools and their 

communities.   

 

Summary  

From my interviews, visits to schools and examination of school documents, policies and artefacts 

(Ball et al 2011) it is possible to identify different ways that the duty has impacted on schools, some 

specific to an individual school, others more common to all the institutions. These impacts provide a 

messy picture of how policy works at ground level but also shows that despite serious misgivings 

from groups including the NUT, Rights Watch UK and the Muslim Council of Britain (Miah 2017) and 

the duty through professional ownership and development has produced some positive and perhaps 

surprising outcomes. 

I recognize that important though my empirical data is, it is limited and would benefit in future from 

being cross-referenced by adding observation of lessons, inter-actions between staff and students 

and discussions with students. School leaders are saying that in some cases spaces for discussion and 

to exercise freedom of speech have been opened up, this of course needs to be critically tested with 

further observations and discussions/interviews particularly with young people. 

 

My findings add to the growing research by academics and scholars on teachers and ‘the Prevent 

duty ’(Busher et al 2017) but my work focuses solely on school leaders, a missing component of 

detailed analysis. My data illuminates a key question such as what does the ‘duty ’mean for the 

professionalism of school leaders today and suggests that although they have needed to become 

more compliant, and as a result more ‘responsibilised ’participants they are also striving and 

succeeding in continuing to operate using a professional degree of judgement and autonomy.  

 

Where and what is the balance between accountability and autonomy for school leaders regarding 

the implementation of this policy? My research suggests that there is a mixed response particularly 

when one looks below the ‘master narrative ’or primary discourse of how schools deal with this duty 

to the more reflective secondary discourse. Whilst there is a compliance culture partially formed 

because of the high stakes of implementing or not a statutory duty and all schools have placed 

‘Prevent ’within their safeguarding duties and policies although professional opinions and actions 

have varied along the continuum of acceptance to resistance.  

 

Tackling and teaching controversial issues was a theme that ran through the findings, and it was 

viewed as a growing and additional professional responsibility of school leaders. School leaders were 

concerned about their ability to deal with these not only because of the nature of their roles but 
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because of their inexperience, lack of appropriate training and lack of time. A further concern was 

raised as to how teaching staff often felt uncomfortable in tackling and reporting these issues. 

Leaders often had to coax and reassure teaching staff to tackle these topics and one spoke of ‘the 

push back’ by some staff, for a variety of reasons who questioned ‘the duty ’and their need to 

cooperate with it. I found that some of the leaders saw themselves in the wider role of surrogate 

parents but none when directly questioned identified themselves as part of a ‘securitised ’teaching 

profession although their more nuanced reflections indicated that some saw an inevitable and 

unwelcome move in this direction. And that the ‘Prevent duty was introduced in a ‘tight times ’of 

austerity’. School leaders spoke of the high demands placed upon them and the phrase ‘professional 

pressure ’came up  the interviews. 

 

My data illuminates key issues relating to the professionalism that school leaders identify, for 

themselves and others, in relation to the ‘Prevent duty’. These findings are in the era of Global 

Education Reform, a period over the last thirty years, described by scholars including Thomson 

(2017) where there has been a much greater focus on the development of School leadership as a 

context linked to the notion of continual educational improvement. Because of these dynamics 

there has been a rigorous attempt to train and prepare school leaders through public bodies and 

organisations such as the National College for School Leaders and through alternative pathways 

including the Teach First programme. 

 

I asked questions about professionalism and the role of school leaders in relation to the ‘Prevent 

duty ’in all the semi-structured interviews with both Cohorts 1 and 2 but in Cohort 2 interviews with 

less experienced school leaders, I chose these questions to have a stronger focus and in doing so 

wanted to examine positionality of school leaders to policy enactment. As a result of these questions 

a number of the cohort 2 school leaders expressed concerns about their changing professional role 

and their capacity to deal with and implement the ‘Prevent duty’. Jon uses the metaphor of his 

‘leadership rucksack ’to describe how he as an emerging and developing, less experienced school 

leader is approaching, learning about, storing his knowledge and understanding, and implementing 

the ‘Prevent duty’, in essence his approach to professional sense making. 

 

Research, highlighted in the analysis of the development of the ‘Prevent duty ’in the literature 

review, has demonstrated the suspicion and lack of trust in ‘the duty ’particularly in certain 

communities. In 2009 Pantazis and Pemberton argued that the policy was predicated on the belief in 

a ‘new suspect ’community, that community being the Muslim community. Griffith-Dickson et al 

(2014) and Miah (2017) are examples of scholars who have shown how these prejudices have 

further developed. Many of the school leaders, I interviewed, recognised their positionality and 
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pointed out that although they worked closely with their students, families and communities that 

they did not fully know or understand their communities. Experienced and less experienced school 

leaders raised this dis-connect and given certain events, such as the Manchester bombing, 

challenged assumptions held by some in education including the DFE that school leaders knew their 

communities. Despite the diverse ethnic background of younger school leaders there was a strong 

feeling that they too were not able to fully grasp the realities within their communities as they were 

not living the lives of their young people and their communities. This resonated when leaders 

admitted that young people would not always voice their concerns or feel free to speak openly due 

to their and their families ’suspicions of ‘the duty ’and authority in general. 

 

Response to policy is sometimes seen at a professional level of reacting to ‘a wave of initiatives’, a 

tick box form of engagement. I found that this was not the case with the ‘Prevent duty’, the policy 

was taken seriously, and considerable time had been spent on its detailed implementation and the 

school leaders placed the ‘duty ’high in their hierarchy of policies. The ‘Prevent duty ’whilst a 

significant statutory policy can also be viewed as another, the next policy to be dealt with. It is 

therefore possible to place the ‘Prevent duty ’and the challenge to Professionalism in the never-

ending context of policy initiatives (Ball et al 2011) in our school system, although there is something 

fundamentally troubling and different given the extensive remit of the policy within the national 

CONTEST structure.  
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Chapter 6: Conclusion - The Messiness of Enacting the ‘Prevent duty’ 

 

In this concluding chapter I set out to explain what my research findings mean accepting that these 

research findings are open to a range of interpretations. I revisit my research questions and 

summarise my findings. I identify significant differences and similarities to the arguments and 

previous research discussed in my literature review chapter. I also reflect on what else I have learnt 

from the process including reflections as an academic researcher and former practitioner, on my 

professional role and about the ethics of the research process. I note the limitations and challenges 

that I encountered and how I might have done things differently. I consider how my study might be 

taken further in future research and I make some suggestions as to how my findings might help 

school leaders, policy makers and researchers in the future.  

 

I return to the problems raised in my introduction, first, to the criticisms of the ‘Prevent Duty’, and 

to the concerns raised and second, to further understanding the complex web of policy enactment 

that exists for school leaders and in this case how to implement and respond to a very sensitive and 

controversial policy. My work illuminates the ‘Prevent duty ’as a policy and in doing so sheds light on 

the process of policy enactment and the key issue of the unusual ways in which humans are made 

subject.  

The thesis makes a small empirical contribution to the field by providing evidence and data analysis 

which illuminates how the ‘Prevent duty’, as policy, is interpreted and plays out in the process of 

policy enactment. The thesis’s main contribution to the field lies within the empirical evidence, 

focusing solely on school leaders, and how they perceive and enact the ‘Prevent duty’. The thesis 

shows that their responses and actions are mixed and influenced by experience, the influence of 

their personal and professional contexts and how they utilise their agency to ‘sense-make’ the 

policy.  

As a researcher I fully recognise that whilst I have added some new empirical evidence to this 

important and growing field of study, The British Education Research Association have called 

research on the ‘Prevent duty’ ‘a hot topic’ (BERA Annual Conference 2021), my data is limited in 

scale and my findings from my data analysis are nuanced not definitive and should be considered as 

such. The empirical data informs our understanding of how policy is enacted but does not add a 

theoretical contribution to Ball et al (2011) concepts of policy enactment. 

 

6.1 Research Questions and Findings 

In relation to the ‘Prevent duty ’my findings show both positive and negative impacts on school 

leaders but often the impact is more nuanced and a mixture of good and bad, success or failure. The 

positive impacts on school leaders and their institutions supports the work and findings of Busher et 
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al (2017) where they find overall acceptance of ‘the duty ’by teachers; the negative that of critics of 

the ‘Prevent duty ’such as Heath-Kelly (2017). My analysis, developing on the work of other scholars, 

is less polarised and more nuanced. My findings represent more of a continuum, and hence add and 

contribute to extending our knowledge and understanding of the ‘Prevent duty. ’ 

 

My findings present an interesting, messy and in some cases unexpected interwoven tapestry 

depicting the actual impact of the ‘Prevent duty ’on selected schools and on selected school leaders. 

The analysis found different views and responses to the ‘Prevent duty ’by school leaders, some 

positive, some critical; the over-arching influence of safeguarding; the rise of ‘securitisation ’in 

education; the growth of the ‘responsibilisation ’of school leaders; the surprising effects on free 

speech; the ongoing tension between school leaders ’autonomy and accountability; school leaders 

agency as ‘sense-makers ’in enacting policy and the need to reconsider school leaders 

professionalism and their training both in relation to the ‘Prevent duty ’and their wider role.  

 

I found that at the ground level, in schools and colleges, the ‘Prevent duty ’as a policy was enacted in 

a mixed and messy way; not as policy makers and others might assume in a consistent and clear 

fashion. Policy enactment was not straight forward or simple, for the responses and actions of 

school leaders to the ‘Prevent duty ’have been varied, nuanced, contradictory, overlapping and 

changing. 

 

The thesis ’findings are mixed and do not conclude as other scholars (Busher et al 2017) do that 

there is, despite the widespread criticisms of the ‘Prevent duty’, general acceptance of the ‘duty ’and 

that staff are ‘broadly comfortable with the duty and what its entails’. It is possible to challenge 

some of their findings including that ’some of the high-profile critics of Prevent are somewhat out of 

touch with what is happening in schools and colleges ’(Busher et al 2017: 7). My findings did 

establish that school leaders took the duty ‘seriously ’but within that discourse there were concerns 

and criticisms. This adds to our greater understanding of perceptions and the impact of the ‘Prevent 

duty ’and as indeed Busher et al (2019) called for in their conclusion for scholars and others to 

provide wider evidence and further research to illuminate how this policy is perceived and enacted 

in schools.  

 

Much of the data illuminates the ‘how ’of policy enactment rather than the ‘why ’and does not offer 

solutions, this resonates with the work of Ball and Foucault when Ball reminds us that ‘Foucault 

offers not solutions but practices ’(Ball 2017: 36). The data analysis does illuminate the paradox of 

policy enactment and how school leaders engage with policy and enact it. There is evidence of 

school leaders joining up the disparate elements of the ‘Prevent duty ’and policies including the 



190 

teaching of Fundamental British Values and safeguarding policies to weave then into a wider 

institutional narrative. School leaders act in a variety of diverse ways and take on different actor 

roles ranging from Narrators, interpreting, and selecting meaning, to Translators producing texts, 

artefacts and events. This concurs with Policy Actors: doing policy work in schools and some of the 

findings in Ball et al (2011) who see school leaders as playing a key role in ‘meaning making ’and 

argue ‘a great deal of what goes on in schools in terms of policy is ‘configuration ’and ‘re-

configuration ’work ’(Ball et al 2011: 637). Schools, as they and I have found, are not straight-

forward, simple organisations but are rather complex institutions made up of many interdependent 

and interacting people and parts. The thesis also finds that school leaders ’positionality, space and 

time constraints, local factors all contribute to ‘rendering policy enactment a more fragile and 

unstable process ’(Maguire et al 2015: 1).  

6.1.1 Positive Views and Criticisms 

In examining the two impacts of the ‘Prevent duty’, firstly the impact of the ‘duty ’on schools and 

colleges leaders themselves and secondly the impact on schools and colleges, from my sample of 

interviews there is evidence that the ‘Prevent duty ’has both had a positive and negative impact 

personally and institutionally.  

  

The ’Prevent duty’ is a statutory duty and is a key component of Ofsted inspections therefore it was 

unsurprising that I found that all schools and school leaders had interpreted and enacted the policy, 

on the face of it, in similar ways following its requirements. On initial inspection it seemed that there 

was an acceptance amongst leaders of the need to take the new duty ‘seriously’. The responses I 

found were contradictory and needed a more nuanced understanding. 

  

There have been a wide range of views both positive and negative expressed about the ‘Prevent 

duty ’and its impact (Durodie 2016). My work recognises, as Busher et al (2019) have, that many 

commentators, communities, families, young people, and educationalists have been critical of the 

policy including the Muslim Council of Britain who voiced a number of concerns including ‘the 

duty’s‘ ’chilling effect ’on free speech. There is a need and enormous scope and potential for further 

academic research into these feelings, views, perceptions and impacts and I do not under-estimate 

the strength of these feelings and views, but I have chosen to research one section of the education 

workforce, school leaders. My research places the ‘Prevent duty ’within this political and educational 

discourse but seeks to illuminate school leaders ’perceptions and methods of enacting the policy.  

 

In contrast to the positive views of the ‘Prevent duty ’I found criticisms and school leaders prepared 

to voice their concerns. A number of the schools did not use the term Prevent with their students 

and parents and only did with their staff in their staff training, one leader, who would not use the 
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term ‘Prevent ’within their institution, critiqued the policy along with the requirement to teach FBVs. 

Leaders did not want to view the policy on its own but wanted to and indeed placed it within their 

and their institution’s overarching values and views as a number of them did with FBVs adapting 

these values to reflect and reinforce the existing school values.  

 

My findings point to two specific areas where the ‘Prevent duty ’has fallen short for school leaders 

and has not been seen by them as successful. The first regarding the training offered particularly at 

the outset of the ‘duty ’in 2015 but also since. My data raises questions about the need for both 

good quality local and national training. Leaders raise questions about how prepared they are for the 

professional role of Leadership given the complex nature of these societal ‘problems ’and the high- 

status stakes attached to dealing with issues such as ‘terrorism ’and ‘knife crime ’which interestingly 

is being considered by The Home Office in much the same way as ‘Prevent’.  

 

Second, many school leaders point out that the existence of far-right extremism has been missed or 

under-played throughout by policy makers, within the policy itself and specifically within the 

training. This failure to detect is both a consequence of the flawed analysis from which the policy 

emerged but also because of the perceptions of some school leaders themselves. Although in a 

number of schools I visited in different geographical regions, Kent, London and Greater Manchester 

leaders spoke of their Channel referrals being for far-right extremism not Muslim extremism. A 

further example of school leaders using their knowledge and understanding of their institutions and 

their communities to recognise societal realities, in this case the rise of far-right extremism, before 

policy makers. These findings support the recent and illuminating empirical evidence on the 

importance of far-right extremism found by Lakhani and James (2021) and their argument that there 

needs to be more scholarly work on the issue of far-right extremism and the ‘Prevent duty’.  

 

Other critical perceptions discovered included the worry of the stifling of creativity within the 

curriculum, the fear that freedom of speech could be restricted or curtailed, ‘the pressures ’of 

leading a school, the changing culture of teaching and leadership in schools and ’learning to play the 

game’. The later concern links to considering Bourdieu as a research lens with which to gain a closer 

analysis of the ‘Prevent duty ’and to examine how school leaders within the field of education have 

learnt the rules and how to operate with and within them. For the school leaders ’ever changing and 

developing leadership roles, even with national teaching standards and job descriptions, were 

neither static nor permanent, and in a number of cases there was evidence of school leaders 

learning to play the game (Bourdieu) (Thomson, P. (2017) and deal with the ‘Prevent ’policy 

accordingly. 
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Much of the literature about ‘Prevent ’in education thus far has focused on the criticisms and 

negative implications of the policy but my research suggests that the response and actions of school 

leaders is much more complex and nuanced. Indeed, for some school leaders the space that has 

been created in some institutions has stimulated debate amongst students and staff and within the 

space has created positive opportunities. Here dialogue is being used as a positive tool to promote 

debate amongst young people although my interviews have shown great frustration and indeed 

anger amongst school leaders that professional judgement has been taken away from teachers in 

the desire to conform and freedom of speech has been curtailed. For some the reaction has been to 

comply but for others there has been the opportunity to challenge, contest and even resist or for 

Maria to ‘shadow box’. A paradox of the policy is an unintended consequence that in some schools it 

has succeeded in promoting debate. 

 

6.1.2 Safeguarding 

I found the dominance of safeguarding within the discourse around the ‘Prevent duty ’and how 

strongly school leaders perceived that matters to do with the policy fitted firmly into the 

safeguarding framework. Safeguarding is the catch-all phrase and school policy that is used to bind 

the ‘Prevent duty ’into the practices and ways of working of secondary schools in England and 

informs professional secondary discourse as well as local and national training. Safeguarding came 

up as an important concept in relation to the ‘Prevent duty ’in my literature review and my findings 

showed that all the school leaders perceived and subsequently placed the ‘Prevent duty ’within their 

institutions over-arching safeguarding policies and school structures. I have explored this dynamic 

but suggest that further research needs to carefully expand and explore the ‘Prevent duty ’and 

safeguarding; for leaders this helps make sense of the ‘Prevent duty ’and enables acceptance of the 

policy as well as locates it in a recognizable framework. Foucault’s work provides a way of 

considering this consensus because the policy gets accepted by being placed in an already accepted 

discourse and this places a constraint on criticism. I argue, drawing on the work of Miah (2017), that 

the ‘Prevent duty ’should not automatically be placed within the safeguarding framework and for 

policy makers and those engaged in schools and education there should there be a greater critique 

of safeguarding and its relation to ‘the Prevent duty’. 

When considering my empirical data, it is important to recognize as scholars including Thomas 

(2020) do that ‘The government framing of Prevent as safeguarding is central to the Duty’s 

operation, but it is also contested’ (Thomas in Busher and Jerome p. 23).  

 

 Miah (2017: 139) finds that the Trojan Horse affair, (2014), provided ‘a pivotal role in embedding 

the security agenda at the heart of inner-city schooling’. He also demonstrates how Ofsted and 
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Ofsted reports recommend all schools to implement ‘Prevent ’policies and hence to integrate 

counter-terrorism measures through safeguarding policies. 

 

McKendrick and Finch (2017) write about securitised safeguarding and this concept needs to be 

further explored against the more traditional view of safeguarding, where the child is seen as 

vulnerable and not a threat. Securitised safeguarding has turned the traditional view around so that 

the child is now seen as the threat by the safeguarding procedures that exist. Some social work 

academics and those researching in the field of health such as Younis (2020) see the developments 

and changes due to the ‘Prevent duty ’as a perversion of the original intentions and understanding 

of safeguarding. I suggest further work using the concept of securitised safeguarding would be 

illuminating.    

 

6.1.3 Primary and secondary discourse  

On reflection the findings suggest that school leaders had been following the master narrative of the 

policy connecting counter terrorism and the safety of society and young people in particular to 

successfully and diligently implementing the policy. I was shown for example detailed school 

documentation, school policies, curriculum plans and school visitor and leave of absence procedures 

connected to implementing the ‘Prevent duty’. 

 

Yet on closer examination I found beneath this master narrative or primary discourse a thriving and 

creative secondary narrative amongst school leaders and in their schools and trusts. Here school 

leaders had perceived and implemented the ‘duty ’by moving it into a wider educational discourse 

and placing it within a broader set of agreed school values such as in one school within the school’s 

United Nations Human Rights curriculum or within another school’s co-operative ethos and values. It 

was interesting to see how schools had organised and re-arranged themselves, their systems and 

structures in order to accommodate and absorb the requirements of enacting the ‘duty ’ 

 

6.1.4 Experience  

The experience of school leaders with regard to their positionality to the ‘Prevent duty ’as policy and 

how it was perceived and enacted was an interesting finding. I discovered that the perceptions of 

school leaders regarding the ‘Prevent duty’ weren’t uniform but were varied. This in part was as a 

result of their experience or lack of experience because some had been school leaders well before 

the introduction of the duty in 2015 and even prior to the 9/11 and 7/7 bombings. Others had only 

known Leadership since 2015 or in the Phase 2 cohort more recently than that.  
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I sought to see how far school leaders can act as individuals exercising their professional judgement 

or not and to what extent does a leaders ’length of experience and experience of working with an 

inspiring and influential school leader effect a leaders ’actions and approaches to this and other 

policies. I found that for these school leaders’ professionalism is learnt on the job rooted in an 

institution’s strong values within its community as much as it is learnt in training. My research shows 

that school leaders in general are much more accepting of the ‘flawed‘ ’Prevent duty ’than they are 

of the ‘un-British ’Fundamental British Values. There is a nuanced mix of responses to Policy and 

how the policy is enacted, and these responses reflect and are shaped by engaged dialogue amongst 

school leaders themselves and within school communities including parents, governors, young 

people and staff.  

 

I have found the length of experience and training of leaders to be the most important determining 

factor in how school leaders perceive, understand and enact the ‘Prevent duty’. For Phase 2 

interviewees the context, values and leadership in their schools was of paramount importance, the 

training given on the job as well as learning from watching and reflecting on ‘wise ’leaders’, 

particularly Headteachers and experienced school leaders, and their responses and actions. 

 

6.1.5 Sense-Making  

I detected evidence of ‘the dis- connect ’between the actual ‘Prevent duty ’and the reality of school 

engagement and practices hinting that the school policies had absorbed ‘the duty ’rather than ‘the 

duty ’determining school policies and existing values. School leaders ’role was in practice to mediate 

a potentially disruptive and controversial policy. 

 

My work aims to add to our understanding of how policy comes about and help illuminate some of 

the difficulties with implementing a policy that is not agreed with or consulted upon. School leaders 

expressed concerns as to how the policy emerged and criticised the policy, because it had been 

introduced nationally with little or no consultation. For them the ‘Prevent duty ’had emerged in a 

school vacuum but school leaders saw the importance of counter-terrorism due to events that had 

taken place but wanted and needed to place themselves, their students and their schools in a wider 

societal, not just educational context. Leaders seemed willing to take on these challenges and roles 

provided they were engaged in the discussion and were able to help shape an effective policy. The 

impact of the ‘duty ’upon leaders and their institutions was profound but school leaders 

demonstrated agency and ‘sense making ’in enacting the policy. I found evidence in interpreting, 

dealing with and implementing this policy that school leaders in addition to simply interpreting 

employing sense making as described by Mizrahi-Shtelman (2019) when he considers how school 
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principals and school leaders, in Israel, interpret and apply policies according to their professional 

role identity and sense making. 

 

My research found that school leaders take up, often depending on their experience, different policy 

actor positions including being ‘enthusiasts ’and ‘critics ’(Ball et al 2011). Although I found this tool 

useful its rather rigid framework restricted my analysis because of the variety of different and 

overlapping positions undertaken by the school leaders I researched.   

 

My findings add to the work of Elwick and Jerome (2019a) on teacher agency where they find that 

whilst the ‘Prevent duty ’has ‘closed down ’some options for teachers there is never-the-less 

evidence of teachers exercising agency to interpret and enact the ‘duty’. Although I found that the 

perceived criticisms of the ‘Prevent duty ’by school leaders were not as strong as those felt and 

articulated over FBVs, as highlighted by scholars including Farrell (2016). There is an interesting 

connection to the work of Vincent (2020; 2019a), which highlights the importance of teacher agency 

in creating important spaces in which to translate and interpret FBVs and policy as teachers see best 

and how the majority response was for teachers not to ‘forcefully assert particular representations 

of being British, but rather to embed the FBV within their own practices and values, ’(Vincent 2020: 

10).    

6.1.6 Context   

Context in all its forms and dynamics needs to be ‘seriously ’(Ball et al 2011) considered when 

endeavouring to understand policy enactment in schools and colleges. My fieldwork and research 

interviews took place in 2019, four years on from the introduction of the ‘Prevent duty ’and 

therefore gave some space for school leaders and a period, albeit short, for reflection. This contrasts 

with the important findings from Busher et al (2017), which is based on interviews and data gained 

in 2016 very soon after the creation of the policy. My data and its analysis directly focused on school 

leadership whereas other research, including Busher et al (2017) and Jerome (2019) looks at a wider 

range of teachers and educationalists. Lewis (in Busher and Jerome 2020) drawing on the work of 

Ball et al (2012) explores that way in which context shapes the enactment of the ‘Prevent duty’ in 

secondary schools and my findings echo aspects of Lewis’s findings.  

 

My research, the first to look solely at school leaders and the ‘Prevent duty’, suggests that the 

influential work of Busher et al (2017) needs to be closely examined and critiqued. Some of my 

evidence does not support the Busher et al (2017; 2019) narrative, which uses data from teachers 

and educational professionals and in their 2019 work similar and repetitive data from 2016, used in 

their 2017 work that that finds not only has overt professional opposition to the ‘Prevent duty ’been 

limited but there is evidence of positive acceptance. Busher et al (2017) find in their research a 
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general acceptance of the ‘Prevent duty ’by teachers and educational professionals, my research 

shows that school leaders and teachers do have concerns about the ‘duty ’and the way in which it 

identifies the Muslim community as the problem. These findings support a contrasting view from 

that of Busher et al found in the work of Kundnani (2009; 2012b) and other scholars, where he posits 

that the concept of radicalisation and the discourse surrounding it has led to the construction of a 

perception of Muslim populations as ’suspect communities’. 

 

The timing of the fieldwork is important when considering the impact of the ’Prevent duty’, a very 

influential national policy and now with its own history as outlined in the 5 Phase History of the 

Prevent duty summary later in this concluding chapter. My data provides rich evidence on how the 

policy has ended up, how it has been enacted and interpreted and who leads on it within schools. It 

is illuminating to see how the structures and policies in schools have changed or been adapted, to 

examine what effect, if any, the duty has had on interactions with students and parents, what 

impact there has been on teaching and learning and on the curriculum overall and on student 

relations  

 

6.1.7 ‘Securitisation’  

The ‘Prevent duty ’is a policy that has increased securitisation. ‘Securitisation ’has grown since the 

London bombings of 7/7 and as society we have become more securitised so in turn this has placed 

a greater onus on schools, school curriculums and school leaders and echoes the work of Osler 

(2009). The issue of ‘securitisation ’needs careful consideration. It can be considered as a developing 

element of the emerging apparatus or ‘dispositif ’of surveillance as found in the work of Foucault 

such as in Discipline and Punish (1979) and developed further by scholars considering 

governmentality a recent example found in Barry (2020) which considers disciplinary surveillance 

implied by current technological developments. 

My tentative findings raise important questions about the growth of ‘securitisation’ in our schools 

and I suggest the need for further research. For although my findings point to the ‘Prevent duty’ 

increasing ‘securitisation,’ in contrast it could be argued that ‘securitisation’ already existed in 

schools before the introduction of the ‘Prevent duty’ and has been growing, and not simply as a 

result of the duty.   

 

None of the leaders identified the concept of ‘securitisation ’or when asked fully accepted its 

existence or influence although the experienced headteacher from outer London did recognise the 

changing nature of leadership in relation to security. But when examining impact, this growing 

surveillance culture was found as were accepted deeper working relationships and links with the 

Police and counter-terrorism organisations. Leaders are immersed in a complex and all-embracing 
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web of system leadership and is there therefore a difficulty in thinking critically about their role as 

well as the functions of their schools. Foucault (2010a) can help in examining these power relations 

as well as discipline and the acceptance of power.  

 

I found no school leader that would agree that they had directly been brought into the state’s 

developing security apparatus but given their immersion in the practices of their schools and their 

defined professional duties this is not a surprising finding. It is for other scholars, policy makers and 

critical friends to highlight how the practices and demands placed upon school leaders inexorably 

have drawn them into the ‘securitisation ’of public services. 

 

The question as to whether schools had become more securitised and school leaders ’part of that 

state apparatus, ‘dispositif ’was a difficult and sensitive question to ask immediately and directly but 

when in the interviews discussion took place around whether school leaders felt that schools had 

been ‘securitised ’by the policy and drawn into a wider state security apparatus none of leaders 

recognised this directly and were wary to consider that their job and role had changed in this way. 

The move to a more ‘securitised ’role had been accepted.  

 

My research sought to examine whether the ‘Prevent duty ’was further changing and developing the 

role of school leaders for example in further securitising schools and school leaders within the 

education system. Examining whether school leaders had knowingly or subconsciously used, on 

behalf of the state, securitisation, as a tool of power, to control non-Muslim and Muslim 

communities as Githins-Mazer and Lambert (2010) have written about. They place the ‘Prevent 

duty ’as a deliberate policy of control of the population within a growing state structure of security, 

involving not just traditional arms of security within the state such as the Armed Forces and the 

Police but now education, health and social services.  

6.1.8 ‘Responsibilisation’  

The data analysis does suggest that school leaders, in this era of ‘policy control’, have become more 

‘responsibilised’. ‘Responsibilisation ’meaning that school leaders as individual professionals are now 

responsible for policy, a process characteristic of neo-liberal systems of governance. This supports 

the findings of Thomas (2017) in relation to the ‘Prevent duty ’and teachers. This concept of 

responsibilisation was a strong feature of my results but there was push back on this from some 

school leaders who whilst aware of this growing dynamic were not always satisfied with its 

expansion. These concerns were articulated by all the school leaders including more experienced 

leaders in Phase 1 of my field work and less experienced leaders in Phase 2. As the state takes 

increasing control over its own agencies such as schools and education policy within these 



198 

institutions the varied responses to this increased ‘policy control ’and ‘responsibilisation ’of 

leadership professionals can be seen within my data on the ‘Prevent duty’.  

 

In all cases leaders talked of greater and positive involvement with other agencies such as Local 

Authorities, Academy Trusts, Social Services and the Police. The changing dynamic whereby there is 

full acceptance of police involvement and welcomed engagement in schools is something to reflect 

on. Some might argue that this is an unhealthy involvement and threatens the values of open, 

democratic education others may see it as a logical extension given the changing nature of society 

and schooling. As leaders become more front line and more ‘responsibilised ’(Thomas 2017) so their 

authority role develops and expands. 

 

In considering the professionalism and changing role my research looked to see whether the 

‘Prevent duty ’was another policy which further responsibilitised front line educational professionals 

as described by Thomas (2017). What does the ‘duty ’mean for the professionalism of school leaders 

today and how much are school leader compliant, ‘responsibilitised ’(Thomas 2017) participants or 

can they work using a professional degree of judgement and autonomy? Earley and Greany (2017) 

reflect on these tensions between accountability and autonomy for school leaders within the new 

landscape of educational and school leadership and highlight this dilemma for school leaders within 

the context of complex reform and implementing policies such as the ‘Prevent duty ’and the 

teaching of Fundamental British Values.  

 

6.1.9 Localism  

Localism is a striking dynamic in understanding both the perception and enactment of the ‘Prevent 

duty ’by school and college leaders. My data is drawn from a geographical range of secondary 

schools of several types, stand-alone Academies, others part of an Academy chain, others long 

running Local Authority schools. There was no pattern of response that specifically related to the 

type of school instead it was mixed with concepts of generic leadership and professionalism to the 

fore. But when examining the question of professionalism and the changing role of school leadership 

the younger, less experienced cohort 2 identify how their positionality firstly within their school and 

school leadership structures and importantly within the wider education system do have for them an 

impact.  

 

I searched to find specific geographical differences in responses and impact but there is a mixed data 

from my different geographical regions, there were a number of common, universal themes, such as 

the safeguarding dynamic and criticism of the initial Prevent training but there were a myriad of 

local issues and contexts such as the missing of ‘right-wing extremism ’but even within these local 
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responses there are ‘messy’, unclear messages. I did find subtle differences in leaders ’responses in 

Greater Manchester and Kent where I found positive views about ‘the duty ’but I found leaders in 

London to be more critical but there was not a common view; there were nuanced opinions across 

the three geographical regions. 

 

My findings did illuminate the importance of community in identifying the context of each school 

and college. The nature of communities, the varying and different school contexts and the 

uniqueness of each school and college all contribute to the emergence of localism as a striking 

theme from my data analysis. A national policy such as the ‘Prevent duty ’must be seen and enacted 

balancing the national and local. Local expertise, local knowledge must come to the fore to enable 

school leaders to operate the policy in ways that benefit and protect their communities and school 

populations.  

 

It was not possible to discern responses in my sample that relate specifically to the gender, ethnicity, 

age, or social class of those interviewed: although all the above have certain influences on leaders. 

Although I interviewed in a range of secondary schools, some local authority controlled some stand-

alone academies and parts of larger academy chains I did not discover any discernible differences in 

leaders ’perceptions or approaches to implementing the duty which were linked to the type of 

school or college they worked in.  

 

6.1.10 The need for thinking space 

I also detected that in the educational spaces that emerge school leaders can be seen as acting as 

creative agents ‘capable of voluntary and intentional counter-practices ’(Leask 2011: 67). My 

research has found some of these spaces and what takes place within them, Biesta (2011) argues 

that the challenge is to create spaces in which dialogue and respectfulness are encouraged and the 

right and power to challenge authority are more evident. And developing from their perceptions and 

actions regarding the ‘Prevent duty ’I suggest that Infinito’s (2003) three elements of philosophical 

ethos might be translated into educational practices, 

 

. An environment that encourages experimentation 

. An awareness of one’s current condition as defined by the given culture and historical 

moment  

. An attitude or disposition to critique  

 

6.2 The ’Prevent duty ’in an ‘Age of Anger’ 
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To understand the ‘Prevent duty ’and place it as a policy within the ‘Age of Anger ’I needed to 

consider it in its conception and development and deliberately chose to go beyond the usual 

historical analysis of most scholars and the literature on the ‘Prevent duty’. My work identified five 

phases of Prevent which added to and built upon the prevailing two phases or two periods – Prevent 

1 from 2007-2011 and Prevent 2 from 2011-Present.  

 

In the UK it is also important to see the ‘Prevent duty ’along with Fundamental British Values as key 

policies in the ‘muscular liberalism ’espoused by Prime Minister Cameron in 2011. This paradox of 

‘liberal illiberalism ’(Moffitt 2017) needs to be linked with the rise of populism in the UK and beyond.  

 

I outlined specific impacts of the ‘Prevent duty ’in schools and colleges and found that leaders 

located ‘Prevent ’as a policy within their existing school structures, namely safeguarding and their 

pastoral and leadership systems and adapted their staff training to accommodate ‘Prevent’. 

Reflecting on this absorption of policy I suggest that this highlights the continued development and 

growth of the prevailing educational and societal apparatus of government as Foucault notes the 

‘dispositif’. In this case ‘Prevent ’and its enactment are elements of the ‘neo-liberal dispositif ’but 

also are ingredients of a new overlapping ‘populist dispositif ’one in which economic and political 

populism is rejecting globalisation. The language used and associated with the policy also becomes a 

key element of the ‘free-spoken-ness ’or parrhesia that backs up the growing populist and 

nationalist narrative and discourse. An economic and cultural discourse that can appeal to base, 

xenophobic instincts in this Age of Anger (Mishra 2017) that we are living through where an anger 

has been created by the practice of neoliberalism and its failings and shortcomings. 

 

The pandemic has escalated these geopolitical dynamics. Governments around the world have used 

emergency powers to counter the pandemic. Still, many countries, including the UK, have moved to 

use and abuse these powers to restrict debate and scrutiny of policy, ban protests, silence critics and 

scapegoat minorities. Freedom House (n.d.), a US NGO counts eighty countries where the quality of 

democracy and respect for human rights since the pandemic began has decreased. 

 

My work on the ‘Prevent duty’ illuminates the contemporary debates around the concept of free 

speech and citizenship and resonates with scholars understanding of citizenship and the pandemic. 

As in times of war and conflict concepts of free speech and citizenship have been challenged 

(Zembylas, 2019) and how have they shifted during the pandemic and how has this related to the 

new forms of citizenship required by the ‘muscular liberalism’ (Cameron 2011) that former Prime 

Minister David Cameron wished to promote and that is now occupying the civic habitus in English 

schools? Since 2014, teachers in England have been required to promote ‘the fundamental British 
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values’ defined by the government as democracy, individual liberty, the rule of law, mutual respect 

and tolerance for those of different faiths and the inter-linked 2015 ‘Prevent duty’ enshrining a legal 

responsibility on public bodies, including schools, to have ‘due regard to the need to prevent people 

from being into terrorism’ (Counter Terrorism and Security Act 2015). As Vincent outlines both have 

been controversial and provoked fierce debate (Vincent 2020). There is a strong connection of my 

work and findings to the respected work of Vincent on schools and fundamental British values. I 

recognize that my empirical data would be enhanced by evidence from for example classroom 

observation and interviews with young people. 

 

Posselt (2021) draws together the Foucauldian concepts of the ‘Care of the Self’ and parrhesia and 

formulates an interesting argument that considers that the ‘Care of the Self’ is pervaded by the 

presence of the Other and links the ‘Care of the Self’ with the concept of parrhesia and in doing so 

envisages ‘a critical attitude that is based both on the care of the self and others and on the concern 

for truth’ (Posselt 2021). I suggest that emerging from this thesis there lies an interesting body of 

work connecting parrhesia and ‘Care of the Self’ in the context of examining policy enactment. The 

thesis suggests that scholars could return to the concepts of ‘dispositif ’and parrhesia to evaluate 

their theories in further research not only in relation to the ‘Prevent duty ’itself but to the prevailing 

context of ‘muscular liberalism ’in which it sits. 

 

The thesis in utilising Foucault’s ideas and toolbox suggests that another of his tools his concept of 

‘dispositif ’- ideas, laws, activities, policies, speeches, actions (Ball 2013) can be used to provide a 

further way in which to study the ‘Prevent duty ’and place it within a policy enactment framework. 

‘Dispositif ’is a word not easily translated, often the English word apparatus is used but for Foucault 

‘dispositif ’refers to the systems that support a discursive formation which can be administrative, 

institutional and material. In the case, for example, of the discourse of educational leadership a 

range of different objects and practices make up the ‘dispositif ’which can include structures, 

qualifications, training, professional development, courses, and events (Gillies 2013: 11). 

As Ball outlines in Foucault as Educator (2017) it is useful to use ‘dispositif ’as one example of a 

Foucault toolbox to help in our understanding of education and its practices. I suggest that it may be 

possible to consider in a future study of the ‘Prevent duty ’and its policy enactment if it enables us 

‘to glimpse an apparatus, a ‘dispositif ’of government, that joins up the micro-management of 

individual teachers and their practices with the management of the population by the modern 

state ’(Ball 2017: 64). The research finding themes of the thesis suggest that it could be helpful to 

analyse and consider the ‘Prevent duty’, including professional training and the development of 

safeguarding, as elements in an emerging populist ‘dispositif’.  
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The failure to recognise and grasp the importance of far-right extremism suggests that it may be 

flowing from school leaders ’comments to detect a perception that the ‘Prevent duty ’is part of the 

prevailing neo-liberal ‘dispositif ’(Foucault 2008) but also as an element in an emerging and growing 

economic populist ‘dispositif’.  

 

Is it therefore possible to develop from Foucault’s work and his disruptive and restless thinking to 

consider and describe, a new populist ‘dispositif’, one in which economic populism is rejecting 

globalisation? The discourse has been articulated by amongst others Donald Trump with his 

‘America First ’mantra and by populists across the world. Zembylas (2019; 2020) along with other 

scholars argues how important it is to understand the rise of right-wing populism in Europe, the 

United States and around the world. Within this emerging populist ‘dispositif ’Foucault in his lecture 

courses in Paris (1981-84) and in Berkeley (1980-1983) provides modern scholars with a further 

interesting tool, the ancient concept of parrhesia, truth telling or ‘free-spoken-ness’, and within it 

the possibility to identify both good and bad parrhesia. Does the context in which the ‘Prevent duty ’

has emerged and its impact and enaction suggest that there is an emerging economic populist 

apparatus (‘dispositif’) challenging and overlapping with the neoliberal apparatus? And flowing from 

this are we able to detect forms of bad parrhesia that appeal to base, xenophobic instincts in the 

prevailing global economic/cultural populist discourse, and specifically in the UK. My research 

findings on the hidden dynamic of far-right extremism in relation to perceptions of the ‘Prevent 

duty ’in selected schools speaks to how the ‘Prevent duty ’has been shaped by this emerging 

populist parrhesia. 

 

The documents, policies and artefacts identified in my research, elements of an educational 

apparatus, perhaps suggest being viewed as part of a wider apparatus, a prevailing ‘dispositif’, a 

‘dispositif ’that through the changing and developing language and politics in a ‘post-liberal world ’is 

becoming more populist and nationalist. School leaders work within the wider context of Foucault’s 

‘dispositif ’or apparatus and the language, rhetoric, and discourse within the concept of parrhesia 

(Foucault 2010 

a). Drawing on Foucault as a disruptive scholar is it possible in this ‘Age of Anger ’to identify the 

emerging practice of a populist ‘dispositif ’which includes the policy of ‘Prevent ’and its prevailing 

discourses and structures? 

 

6.2.1 The Care of the Self  

Foucault’s concept of the self, described in my literature review, the aesthetics of the self, found in 

his later lectures, writing and thinking (‘The Care of the Self ’1986) can be useful in analysing how 

school leaders here are perceiving themselves in relation to public policy in this case to the ‘Prevent 
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duty’. Foucault writes about how individuals are made subject to a code of ethics and behaviour 

which leads individuals to either following rules or being converted to a certain pattern of behaviour. 

Individuals believe themselves in need of change. There is evidence, for example with Jon, of this 

within my data but also evidence that within spaces that are created some school leaders in caring 

for themselves, ‘self-care’, are actually refusing or resisting to be what they are being asked to do as 

‘a good teacher ’(Moore 2004) and as a good, professional school leader instead we are seeing 

examples of school leaders offering a different ‘version of teacher professionalism ’(Ball 2017: 64). 

Describing the process of how individuals, in this case school leaders, are made subject to a code of 

ethics and behaviour, the ‘Prevent duty’, which leads to individuals either following rules or being 

converted to a certain pattern of behaviour is inevitably mixed and messy. As Ball (2017) notes there 

are opportunities and examples of school leaders resisting practices, confronting power and even 

with such a statutory policy as the ‘Prevent duty’, in these emerging spaces there are opportunities 

for school leaders to be creative agents capable of voluntary and intentional counter-practices 

(Leask 2011).  

 

 

6.3 Limitations and Challenges  

Before I began my fieldwork there were some important limitations to my research, the first, my 

proposed questionnaire sample size and its distribution plus the number of interviews it was 

possible for me to undertake. In the given circumstances and challenges with gaining access to 

schools and school leaders I focused on interviews and created a new cohort of younger leaders to 

interview. 

 

There are always challenges and difficulties in conducting doctoral research and although I had 

constructed a thought-out research plan using both quantitative and qualitative data, I recognised 

that the process of research would and should not be straightforward. I had placed my research 

within a coherent conceptual framework and my focus was on my research aims and research 

questions rather than the methods. I recognised at the outset that mixing my methods would not 

necessarily lead to better research outcomes rather than using a single method.  

 

The questionnaire/survey was to be the first element of my mixed methods approach. I was given 

support and permission by ASCL to distribute the survey/questionnaire to a sample of their 

membership. Their support suggested that I would receive a positive response and good return on 

the other hand I recognised that working with ASCL would provide a bias and this would need to be 

considered when analysing the data. But as an independent researcher I believed that working with 

ASCL would gain both access and responses from selected school leaders to my research.  
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In the first phase of my research, I planned to send questionnaires to a range of secondary school 

and college leaders throughout England. I had the support of ASCL, a national organisation, in 

distributing these surveys and questionnaires to their ASCL Council Members c.70 school and college 

leaders. The members surveyed were to be a geographical cross section ranging in age, experience, 

gender, and ethnicity. These different leaders worked in a wide range of secondary schools including 

state, independent, faith, mixed, single sex, academies, LEA schools with different intakes ranging 

from predominantly white to culturally mixed to predominantly Muslim in a variety of social settings 

including schools with prominent levels of social deprivation and schools in rural, urban and 

suburban geographical areas. The questionnaire was to allow some respondents to identify 

themselves for possible selection to be interviewed if I had difficulty in access or availability in the 

three geographical areas. I as a pragmatic research scholar was always quite prepared to waive the 

questionnaire element of my research if required and just concentrate on the rich data that I would 

gather from the semi-structured interviews.  

 

At a late stage before I was to embark on my fieldwork and collection of data, circumstances 

changed, and events made it impossible for me to conduct the questionnaire. The changing factors, 

always a reality of social research, included a push back from school leaders and ASCL about being 

involved in the sensitive nature of my research into a national element of the UK counter-terrorism 

policy CONTEST at a challenging time; an anonymous ‘deep-dive ’review of the policy being 

undertaken by the Home Office in certain schools and an understandable suspicion by school 

leaders, governing bodies and local authorities of the purpose of my research. Whilst there were a 

few institutions prepared to be involved most declined and hence restricted my access. The link 

professional at ASCL in conjunction with her colleagues reflected that at the time I had chosen to do 

my research that the political and professional dynamics required that I should postpone and delay 

the questionnaire. To get engagement from school leaders in the questionnaire full support from 

ASCL was needed to enable me to get a reasonable number of returns on which to make meaningful 

judgements. 

 

Not being able to undertake the questionnaire was a setback and I had to adjust my plans whilst 

recognising that although my work could be initially considered to be diminished, I could elevate the 

significance of my semi-structured interviews. In developing my qualitative data collection, I needed 

to recognise the limitations, weaknesses, and biases of one specific mode but in moving to 

undertake interviews with Cohort one and Cohort two I moved to collect more detailed qualitative 

data.    
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Second, that for the purpose of this thesis I would only be interviewing school and college leaders 

and not wider members of civil society and specific communities including parents and young people 

nor staff within the schools. I discussed this at the outset of my research with my supervisors and we 

shared a view that my research needed to be focused on one specific group. In future work I could 

return to research other groups. In using the ASCL definition of leadership I may well be missing a 

crucial dynamic and discourse particularly when considering who the leaders are in schools. I 

addressed these limitations as best as I could by endeavouring to complete fulsome semi-structured 

interviews and to consistently point out that my research was only engaged with one set of 

education practitioners, school, and college leaders.  

 

Towards the end of my data analysis, I did consider gathering together some of the group of school 

leaders for an extra joint session to question and probe them on the findings from my data, but 

school leaders were not able to commit to that and a number of the school leaders interviewed had 

changed jobs, roles and schools and the constraints of the Covid-19 put an end to any such sessions. 

Although such further research and joint or individual follow up interviews should not be ruled out 

for the future.  

I recognised that despite my efforts to gain the trust of leaders given that this is such a sensitive 

subject that I may not get truthful or useful answers although this did not appear to be the case with 

my pre-pilot interview and my subsequent semi-structured interviews, but my pre-pilot interview 

did enable me to practice and hone my interviewing skills. I recognised that my ethical approved 

pilot interview would further assist. 

 

Both above did provide limitations and challenges, but I believe that my systematic and determined 

approach to my interviews overcame some of these concerns. I undertook UCL interview training for 

fieldwork and applied those along with my wider media skills. I did all the interview’s face-to-face 

even when they proved difficult to arrange. I would have liked, in some cases, to return for second 

follow up interviews and to have set up a group meeting but because of time this proved impossible 

to do. It also proved due to practical, organisational and political constraints not possible for me to 

undertake the questionnaire originally planned. Working as an independent researcher had some 

bearing on this, restricting wider access, although working as an independent researcher gave me 

certain wider freedoms. With hindsight the access and data gained was strengthened by me being 

an independent researcher and would operate as such again. The Covid-19 Pandemic also 

significantly affected the opportunity for follow up interviews and research. It proved a challenge to 

gain the geographical range of interviews, but I was pleased that I was successful in completing 

them. 
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The schools I had access to perhaps because they were open to scrutiny, did counter the assumption 

that the ‘Prevent duty ’had restricted free speech and debate within their institutions. My data is 

drawn from a number of schools who allowed access to me on this sensitive issue, and this may 

mean by giving access that these institutions were more ‘open’, more ‘liberal ’in their views and 

values and thus fitted into Hilda’s second category of schools. These schools had readily engaged in 

local training and extra optional national training run by ASCL. And the first category of schools that 

Hilda identifies, those that‘ felt like it was nothing to do with them ’weren’t represented as fully in 

my findings. It was not possible due to time and access constraints to conduct interviews in some of 

these more reluctant schools although my selection of schools to work with did contain a variety of 

schools, some more used to active research, for example one of the London schools, than others.    

 

6.4 My Reflections 

I have learnt a great deal in undertaking this research and believe that I have journeyed from being a 

passionate and engaged education practitioner, a London School leader for over 30 years, to being 

an enthusiastic, reflective and committed research scholar. During the process of my research and 

work I have contributed and presented at academic conferences, written for a number of academic 

journals and have been asked to contribute a chapter to a forthcoming book. I have also continued 

with my educational consultancy work, but from my development as a research scholar, with a more 

critical gaze and applying a wider range of critical thinking tools, when for example asked to 

comment in the media on education and the ‘Prevent duty’.  

 

I was thanked by all the school leaders that I interviewed. I was taken aback by this - the thanks were 

indeed mine. It was evident that the school leaders had, in remarkably busy schedules, thought 

about the questions and issues. But it raises a particularly important point about giving school 

leaders and teachers the time and space to reflect on their own practice and to consider the context 

both locally and nationally in which they work. It should be seen as a professional entitlement - the 

time and space to reflect. This was equally important in both cohorts those more as well as those 

less experienced. To promote research intelligence and foster further links between schools and 

universities the benefits to all of such research should be highlighted. I am extremely interested in, 

as were the school leaders, how we can improve the use of educational research to further improve 

educational policy and practice. 

 

I believe that the model of fieldwork that I undertook could be helpful for my future research and 

for other researchers as many researchers continue to face difficulties and obstacles in gaining 

access to educational institutions. There are difficulties in gaining the necessary professional trust 

and confidence with school leaders, teachers, and school staff particularly when researching such a 
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sensitive and controversial subject as the ‘Prevent duty’. This raises important questions about the 

ethics of educational research and the challenges therein.  

 

It was illuminating to hear one school leader speak of his catholic Irish background, growing up and 

being educated in Southern Ireland. These reflections emerged at the end of the interview as the 

respondent became more relaxed and open. This suggests that a further autobiographical form of 

research could be helpful not only in understanding what it means to be a school leader but also 

how school leaders engage with educational policy. 

 

My research analysis provides some evidence that in certain schools the ‘Prevent duty ’had far from 

restricted or damped down on free speech but had under the direction of school leaders created a 

space for debate to be opened not closed. Again, I fully recognize that as an academic researcher 

this finding would need to be further checked and cross-referenced by classroom observation and 

critical observation of school and college practices. 

 

 

6.5 Ways Forward – Future Research and Future Policy 

My research begins to fill important gaps identified in my introduction. I believe that my findings can 

be instructive and helpful to policy makers, educationalists, and school leaders. For it not only points 

to shortcomings within the existing ‘Prevent strategy ’but it also highlights how education policy is 

enacted.  

 

There is enormous scope for further research on the ‘Prevent duty ’and its impact. Whilst I only 

considered the school leaders ’answers to my research questions in further research it would be 

informative to understand parents’, students ’and the community’s responses to these questions 

and to discover, for example, if all parents would be supportive and indeed happy with the ‘duty ’

and the new systems and relationships with the police and social services? This would be particularly 

useful in understanding the effects of the ‘Prevent duty ’on free speech with young people in the 

classroom. As a researcher I recognize that I should not solely rely on evidence from school leaders 

to make judgements about the implementation and impact of the ‘Prevent duty’ on schools. My 

future research would be strengthened by classroom observation and hearing the views of young 

people and would without doubt add to my findings.  

 

In this thesis the focus was on the ‘Prevent duty ’and it was decided for the purposes of this study 

where appropriate to consider the link with FBVs but not to create a separate heading for FBVs. 

There is a growing body of literature on FBVs led by the work of Vincent (2018).  
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There is enormous scope to further research safeguarding and the ‘Prevent duty ’and its discourse, 

policy, and practices particularly in the field of education. My data adds additional empirical 

evidence to a ‘relatively scarce’ and ‘contested’ field. (Busher and Jerome 2020). McKendrick and 

Finch (2017) write about securitised safeguarding and this concept was explored against a more 

traditional view of safeguarding, where the child is seen as vulnerable and not a threat, in a BERA 

Annual Conference symposium 2021 to which I contributed. Some social work academics and those 

researching in the field of health such as Younis (2020) see the developments and changes due to 

the ‘Prevent duty ’as a perversion of the original intentions and understanding of safeguarding.  

 

Each school is unique and different so for Leaders the ‘Prevent duty ’needs to be sufficiently flexible 

and there was agreement that evidence was required to inform the policy and real case studies 

should be used and discussed in training such as cases of far-right extremism. My research showed 

that far-right extremism had been missed or under played within the training for Prevent. The 

‘Prevent duty ’needs to be considered through the wider lens of critical race theory and the work of 

scholars including (Gillborn 2005). Race becomes a crucial component when considering the 

construction of policy as well as its implementation. It remains an especially important body of 

future work and research in relation to the ‘Prevent duty’. Black Lives Matter re-in forces the need to 

highlight race and racism in the context of policy and in this case UK policy, the ‘Prevent duty ’and to 

consider race as a key dynamic in the intersectionality of class, gender and race and our relationship 

to power. 

 

Using Critical Race theory, in future research, would be illuminating and interesting to examine why 

predominantly white politicians and policy makers created a flawed ‘Prevent duty ’and that within 

the largely white teaching profession far-right extremism was also missed and underestimated. The 

cohort of Phase 2 Leaders were more forthcoming with their recognition of such gaps, the reasons 

for them and the need to address them critically. 

 

It is significant that the review of the ‘Prevent duty’, required by law, called for by The Home Office 

and led by Lord Carlile in August 2019 looking at the Government’s counter-radicalisation and 

‘Prevent ’strategy has not taken place. The Review was mired in controversy (Independent 2019) 

from the outset with questions being raised regarding its independence and its credibility as well as 

concerns over the confidence it can instil within the communities that make up the U.K. Lord Carlile 

was forced to step down as Chair and the review has been further delayed. The Coronavirus Act 

(2020) has given the Government unprecedented powers and along with giving greater surveillance 

powers has enabled the statutory review of the ‘Prevent duty ’to be further delayed. The 
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appointment of William Shawcross in 2021 to chair the review has led to a coalition of seventeen 

human rights and community groups to boycott participation in the government’s Prevent review 

perceiving that it will ‘rubber-stamp ’the existing anti-radicalisation strategy (Guardian Feb 2021).  

 

The pandemic has escalated geo-political dynamics. Governments around the world have used 

emergency powers to counter the pandemic but many countries including the U.K. have moved to 

use and abuse these powers to restrict debate and scrutiny of policy, to ban protests, to silence 

critics and to scapegoat minorities. Freedom House (2020) counts 80 countries where the quality of 

democracy and respect for human rights since the pandemic began has decreased. The handling of 

the ‘Prevent duty ’statutory review can be viewed as a microcosm of the wider ‘muscular liberalism ’

‘illiberal liberal ’political discourse. School leaders, along with other educationalists and scholars, 

believe a review is still needed. At a micro level, some recommendations from my research include: 

 

. A full review of the ‘Prevent duty ’This is a statutory requirement and there needs to be an 

independent review listening to the voices and views of citizens throughout the country and in 

different communities. It needs to reflect on changing dynamics of terrorism, such as the 

growth of far-right extremism, and the enormous implications of the Covid-19 crisis. The review 

should specifically examine the impact of the ‘Prevent duty ’on education and schools, colleges, 

and universities. As the UK has emerged as an important and influential player in developing 

policy to counter violent extremism it is increasingly important to consider the emerging 

evidence of the impact of this policy in education.   

. A review of the Ofsted inspection framework regarding inspecting the ‘Prevent duty ’The 

Ofsted Common Inspection Framework, an ever growing and crowded framework, should be 

reviewed and if necessary adapted or changed in relation to inspecting the ‘Prevent duty’. A 

consideration strong view emerges that the existing Ofsted framework is not the right or 

correct place to inspect the ‘Prevent duty ’and because schools and education have become 

more ‘securitised ’educational matters should be de-coupled from security requirements and 

inspected separately.  

. A re-examination of Safeguarding and how it is constituted A re-appraisal of what we mean by 

safeguarding and how it applies to young people and schools. Is safeguarding, important as it is, 

being used as a convenient heading in which to locate too many differing issues? If safeguarding 

in schools pertains to the individual safety and well-being of the child should the ‘Prevent duty ’

which is a strategy acting against wider terrorist groups intent on harming society be seen as a 

separate policy with different objectives and be de-coupled from safeguarding.    

. A recognition of localism – local policy solutions within an overarching national policy 

framework the successful implementation of the ‘Prevent duty ’needs to recognise and learn 
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from local practice, local need, local communities, local training, and local professionals. Whilst 

there are over-arching and common national objectives, a local, nuanced approach that reflects 

local differences is required. This tension between national and local policy has come strongly 

to the fore during the Covid-19 pandemic. 

. A review of and changes to ‘Prevent duty ’training for school leaders in the light of ongoing 

experience, for example, the emergence of far-right extremism and local factors within schools 

and their communities, school leaders ’training should be appropriately resourced and 

prioritised, upgraded and changed.  

. An entitlement training programme for all school leaders at a national, regional, and local level 

there is a need for an entitlement training delivered by professionals and practitioners which 

includes the variety of challenges and issues facing school leaders today such as implementing 

the ‘Prevent duty ’but in a holistic whole school approach.  

. Sharing of good practice to do with implementing the  ‘Prevent duty ’speech, particularly 

with regard to Free speech within and across schools and educational institutions Creating 

appropriate professional space, time and resources for school leaders to reflect with others on 

the ‘Prevent duty ’but also to share existing practical ideas and examples of how to foster free 

speech and dialogue and an  engagement in democratic practices and  values by young people, 

their families and communities and within the wide body of teaching and support staff. 

 

6.6 Final thoughts  

The thesis concludes from the above evidence that the ‘Prevent duty’, as the first of four pillars of 

the UK counter-terrorism strategy CONTEST in existence since 2003, needs to be re-framed, re-

evaluated, re-constituted and re-named. Given the existing concerns, suspicions, and criticisms 

which significantly out-weigh positive views found within schools and communities perhaps the duty 

should be removed and replaced with two inter-linking processes and policies. The first to provide a 

democratic education to all young people preparing them for their rights as citizens, the second to 

create and maintain a policy that protects citizens from violence including violent terrorism but is a 

policy that commands the confidence and acceptance of UK citizens.   

 

The thesis and its research recognise how school policy originates, is enacted, and demonstrates the 

importance of school leaders in its enactment. Whilst there is a growth in academic study and 

research into the ‘Prevent duty ’since I began my work, there is still enormous scope to investigate 

and research the impact of the ‘duty ’on students, parents, and different communities. My thesis 

adds small but important empirical data from school leaders to this growing field of study and to the 

debate, and as Lakhani and James (2021) argue in relation to the Prevent duty and far-right 

extremism, to ‘this highly under-researched area of academic study’ (2021 p.87). 
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The thesis adds in a small way to our understanding of the complex process of policy, the policy 

cycle and policy enactment described in Ball’s work and illuminates the work of scholars including 

Braun et al (2011) and Ball et al (2011)) on the processes and practices that take place in schools and 

colleges in policy enactment. It does not claim or pretend to offer a theoretical contribution to the 

concepts of policy enactment identified by Ball and others but speaks to how policy in this case the 

Prevent duty has been perceived and enacted by school leaders.  

 

My research questions and the responses from school leaders did enable me to gain a deep insight 

and provided me with new knowledge and understanding in relation to the ‘Prevent duty’, its 

perceptions and its impact, how policy enactment operates and the roles and actions of school 

leaders. I have discovered new, useful, and practical social science evidence but my work has 

suggested key epistemological questions as to how as research scholars we can know the world and 

our knowledge within it. Viewing language and culture is essential and recognising the perspectives 

of those I interviewed as well as my own. I recognise that meaning is not static but always changing 

and dependent on context. 

on 

 

The Policy needs to be placed within the framework of educational competition (Thomson et al 

2017) and viewed as with other educational policies through the lens of education as part of 

informational capitalism as identified by scholars including Ball (2008).  

 

School leaders explained that they had chosen to ‘co-operate ’and engage with my research because 

they wished to see more evidenced based research applied to education and schools and to inform 

national policies such as the ‘Prevent duty ’and on Knife Crime and young people. More evidence-

based research to ground education policy is also a stated aim of ASCL.  

 

  
An understanding of the work of scholars on Critical Race theory (CRT) provides an illuminating lens 

with which to examine the ‘Prevent duty ’and education policy but for the purposes of this specific 

study I have chosen to utilise Foucault and Ball.   

A recent critique of the ‘Prevent duty ’by Gholami (2017) does this. Critical Race theory was 

considered at the outset of my research as another critical theoretical lens with which to scrutinise 

the ‘Prevent duty ’but I decided at this stage not to utilise these theories. It would on its own make a 

powerful and illuminating thesis. Writing this chapter during the 2020 Covid-19 pandemic and the 

high profile of the Black Lives Matter protests adds to the view that Critical Race Theory can be a 

revelatory but also a controversial lens with which to examine education, schools, and the 
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curriculum. Black Lives Matter re-in forces the need to highlight race and racism in the context of 

policy and in this case UK policy, the ‘Prevent duty ’and to consider race as a key dynamic in the 

intersectionality of class, gender and race and our relationship to power. 

 

Returning to my original research questions which were straightforward questions seeking a range 

of given responses I now consider that the rich data I have collected enables a stronger and more 

illuminating reading but provides a messy analysis. On consideration it enabled the research to be 

considered within the reflective lens of Foucault – to think differently and in the process for me as a 

researcher not a practitioner to be ‘a disruptive scholar ’(Ball 2017). 

 

Using Foucault as a lens I showed from my data ‘that things are not as obvious as people believe ’

(Foucault 2002: 456). My research questioned the ‘Prevent duty’, and in the process of critiquing, 

probing and analysing it, recognised that ‘Foucault offers not solutions but practices ’(Ball 2017: 36). 

Developing from Foucault I drew on the work of Stephen J Ball on policy enactment. These building 

blocks provided me with a useful but changing conceptual framework and I suggest are particularly 

useful for further investigations of educational leadership as advocated by other scholars including 

Niesche (2011).  

 

My research found that school leaders are state actors and enactors of the state, in the case of the 

‘Prevent duty ’they and the schools and colleges they work in are important constituents of the 

architecture of the modern state. Yet I also found that in dealing with this policy and in examining 

the practices of school leaders, it was possible to detect in the educational spaces in which school 

leaders operate examples of the creative agency of school leaders where some despite the statutory 

policy are acting in a variety of separate ways including being disruptive actors. The thesis has 

illuminated how school and college leaders as ‘human beings are made subject ’(Foucault 1982: 777) 

in relation to an important and controversial statutory state policy and in small way adds to 

Foucault’s stated objective of his work.  

 

The thesis has endeavoured to examine one of the policies and organised practices, the ‘Prevent 

duty’, through which we are governed and its impact on secondary schools and colleges in England 

and on school and college leaders. In doing so it illuminates and contributes to a further 

understanding of the ‘Prevent duty ’and thereby policy enactment. It is instructive to return to 

Foucault, as theory can illuminate and provide a lens to examine such a sensitive and controversial 

policy and six years into the operation of the ‘Prevent duty ’to consider what has succeeded and 

what has not yet been successful or failed. But more importantly to consider how policy happens, to 

consider its messy practices not its solutions. Foucault enables us to consider ‘the how of power’, to 
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reflect upon the concepts of ‘dispositif ’and ‘parrhesia’, to understand ‘how we are made subject ’

but most importantly to enable us to think differently about education and learning in order that we 

continue to be disruptive, critical and questioning scholars in this ever developing ‘Age of Anger.’ 
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Appendix 1 
 
School Leaders anonymised details 

The first time that the school leaders are introduced in the thesis their details of geographical 

location, Ethnic background, and experience whether in Cohort 1 (C1) or Cohort 2 (C2) are added. 

Thereafter their names are used. 

 

Below a fuller description is listed:  

 

Cohort 1  

Experienced Leaders  

Geoff WB Male HT Outer London, Local Authority secondary school 11-18 Mixed c. 30% EM 

students  

Ann WB HT Female Greater Manchester, Academy Trust secondary school 11-18 Single Sex 

(Girls) c.80% EM  

Hilda WB Female Sussex, Lead Officer for ‘Prevent ’in School and College Leaders National 

Union/Association  

Jayne WB Female DHT Greater Manchester, Academy Trust secondary school 11-18 Single Sex 

(Girls) c. 80 % EM 

George WE HT Male London, Local Authority secondary school 11-18 Mixed c. 70% EM  

Maria BB DHT Female London, Local Authority secondary school 11-18 Mixed c. 70% EM  

Helen WB P Female Kent, Academy Trust secondary and primary school, 4-18 c.10% EM  

Theresa WB DP Female Kent, Academy Trust secondary and primary school, 4-18 c.10% EM  

 

Cohort 2 

Less Experienced Leaders 

David BB Male AHT London Local Authority secondary school 11-18 Mixed c. 70% EM  

Jon WB Male AHT London Local Authority secondary school 11-18 Mixed c. 70% EM  

Ella BB Female DH London Academy Trust secondary school 11-18 Mixed c. 60% EM  

Munira BB Female AHT London Academy Trust secondary school 11-18 Mixed c. 60% EM  

Rory WI Male AHT London Academy Trust secondary school 11-18 Mixed c. 60% EM  

 

BB = Black British 

WB = White British  

WE = White European  

WI = White Irish  

 

P = Principal 

DP = Deputy Principal  

HT = Head teacher  

DHT = Deputy Head teacher  

AHT = Assistant Head teacher  

EM = Ethnic Minority  
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Appendix 2 

 

Presentation to BERA Leadership Conference 2018 

I believe that a study of the ‘Prevent duty ’and school leadership makes a fascinating study and rich 

area to explore particularly as to how policy is enacted. As an academic researcher no longer a 

school leader my experience provides me with insight and experience but also enables me, with full 

ethical approval, to gain access and hopefully trust to question and interview school and college 

leaders but it also presents important ethical issues. 

 

I want to raise and open for discussion some of the issues now facing us as we aim to research into 

sensitive and controversial issues to do with Leadership in education and in our schools. Viewing this 

from the stance of an academic researcher but also a school leader - for example why as a school 

leader would I not give or be allowed to give access and some practical and ethical suggestions 

drawing on my work. 

 

I will refer to the BERA Ethical Guidelines for Educational Research (2018) and its guidelines under its 

recommended five headings:  

 

1. Responsibilities to participants 

2. Responsibilities to sponsors, clients, and stakeholders in research 

3. Responsibilities to the community of educational researchers 

4. Responsibilities for publication and dissemination  

5. Responsibilities for researchers’ wellbeing and development. 

 

‘It is getting harder and harder to get access to schools and leadership to do research’ 

‘Why on earth would I do it’ 

 

ISSUES 

. Accountability of school and college leaders 

. Who are the leaders? Changing profile of school and college leaders – Executive Heads, younger 

less experienced leaders, routes into leadership i.e., Teach First 

. What you are told in interviews, questionnaires. Meaningful responses, truthful, the trust 

between you as a researcher and the person interviewed. 

. Is there a Primary and then secondary discourse? 

. Policy actor roles  
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. Policy enactment – acceptance, moderation, amelioration, contestation (passive and/or public)   

. Job protection: 

. Time  

. Publicity good or bad 

. Previous experiences – good or bad 

. Number of requests- local links and/or support for own staff 

. Role of Trusts, Local Authorities 

. Governors 

. Sensitive and controversial areas  

. Role of and perception of universities 

. Government funded research  

. Role of other players such as Teach First 

. NAHT, ASCL, other unions/associations – need for evidence -based policy. Potential for 

greater collaboration? 

. The paradox of ethical approval 

. Transparency/ Privacy and data storage 

. Incentives 

. Potential harm arising for participants and others / Disclosure 

 

 

APL, September 2018 BERA 
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Appendix 3 
 

Title of research: 

The Prevent Duty and its impact on English 

secondary schools and colleges: A view from 

school and college leadership. 

 

Audio Recorded Interviews 

Consent Form 

 

If you are happy to participate in this research study, please complete this consent form and 

return to Adam Peter Lang in person or at the address below. 

 

I have read and understood the information leaflet about the research.     

 

I agree to be audio recorded during the interview sessions and the recording will create 

a written transcript 

 

I understand that if any of my words are used in reports or presentations, they will be 

anonymised. 

 

I understand that I can withdraw from the project at any time, and that if I choose 

to do this any information or data I have contributed will not be used. 

 

I understand that I can contact Adam Peter Lang at any time and 

request for my information or data to be removed from the project 

database. 

 

I understand that the results of the research may be shared in 

research publications and/or presentations.  

 

Yes    No 
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I understand that no financial inducement is provided for agreeing 

to participate in the research, or for subsequent uses of the 

interview material.  

 

I understand that other genuine researchers may use my words in 

publications, reports, web pages, and other research outputs, only 

if they agree to preserve the confidentiality of the information as 

requested in this form. 

 

------------------------------------------------------------------------------------------------------------------------- 

 

Name ______________________  

 

Signed: _______________________ 

 

Date ____________________ 

 

Adam Peter Lang 

UCL Institute of Education 

Department of Curriculum, Pedagogy and Assessment 

20 Bedford Way  

London WC1H 0AL 

Mail: Adam.lang.16 @ucl.ac.uk  
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