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ABSTRACT ARTICLE HISTORY
This article presents the collected output of the longitudinal Received 21 October 2025
Mathematics Inclusion and Equity (MInE) project. Specifically, it Accepted 28 June 2026
reports on the third and final phase of the study, in which results KEYWORDS

from phases one and two were further explored. The project was Equity; inclusion,
undertaken in close collaboration with teachers in two Swedish mathematics; framework;
schools. The overall purpose was to promote equity and inclusion teaching

in mathematics teaching. In phase three of the study, key conclusions

were developed into a framework that allows for the contextualisa-

tion of inclusion and equity in teaching. This contextualisation was

achieved by identifying specific ethical dilemmas that arise in teach-

ing and the teachers’ corresponding professional judgements on

how to act. Importantly, the prerequisites for decision-making

needed to be understood in relation to the level at which responsi-

bilities and resources lay, i.e. at the school-, classroom- or individual

level. A key outcome of the research is a framework that enables

policy makers, teachers, and researchers to develop inclusion and

equity as interrelated, fluid, and contextual pedagogical processes by

addressing school-, classroom- and individual levels.

Introduction

This article summarises results from a three-year, ethically vetted Swedish project on
mathematics, inclusion and equity, The mathematics is MInE." The project’s overall focus
was to promote moments of inclusion and equity in mathematics teaching in close
collaboration with teachers. This article focuses in particular on the third phase of the
project, during which findings from the earlier two phases were further explored and the
analysis deepened through focus group discussions with participating teachers. When
defining inclusive mathematics education research, we draw on scholars such as Cobb
and Hodge (2007) and Askew (2015), and define inclusion and equity in mathematics
teaching as ‘teaching that contributes to student empowerment, and their ability and
agency to learn through striving for every student’s opportunity to participate’ (Bagger
and Roos 2023, 1).
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The project aimed to remove barriers and promote inclusion and equity for all students
(also see Ainscow 2020c) in mathematics teaching, rather than targeting specific groups
of students on the basis of learning needs or identities. Diversity is therefore considered as
an invitation to develop teaching and learning as it provides access to a variation in forms
of knowledge, spaces, and ways of learning, rather than being seen in terms of individual
differences in learning capacity or achievement (Ainscow 2020c; Allan 2026). Also, as
Ainscow (2020a) points out, for inclusion and equity to work, there is a strong need to
analyse and derive from the context at hand. We also draw on Hernandez-Saca,
Voulgarides, and Etscheidt (2023) who show that an understanding of the interrelated-
ness between school structures, teaching practices, and individuals is crucial for inclusive
education to work.

Existing models and strategies for developing inclusive education (Ainscow 2020b), as
well as existing frameworks that guide teachers’ ethical decision-making to ensure fair-
ness, justice, and equity (Ehrich et al., 2011), tend to operate at a general level. The project
at hand aims instead to operate at a more practice- and context-sensitive level, to provide
teachers with guidance that is situationally grounded in the complexity of everyday
mathematics classroom interactions, where inclusive decision making is intertwined
with ethical dilemmas (see Roos and Bagger 2024). Ethical dilemmas highlighted in earlier
research are mostly connected to moral issues, students’ ethical behaviour, hurtful
actions, and the challenge for teachers of not being able to make just decisions, rather
than being about the teaching of specific school subjects (Colnerud 2017; Ehrich et. al.,
2011; Forgasz et al., 2015; Levinson 2025). One exception is Frohn's (2025) didactic model
for inclusive teaching and learning, where ethical principles form the foundation and the
model extends from the individual, to the school, school subject, and societal levels.
However, this model is not situated in a compulsory school context and does not
incorporate practising teachers’ knowledge of teaching in a specific subject, which leaves
a research gap in terms of the development of an inclusive and equitable framework
situated in a school context and in relation to a specific school subject.

As shown by, for example, Colnerud (2017) and Ehrich et al. (2011), when ethical
dilemmas arise what helps is to share them, explore values, beliefs, and attributes
among the team of teachers, and develop strategies to support ethical decision-
making. This kind of professional development on ethical aspects of inclusion and equity
is lacking in mathematics education research. As Ozmantar (2025) concludes, the focus is
rather on methods and students’ results than on ethical decision-making. Mahmud also
stresses the need for a comprehensive approach to support this among teachers.

In sum, although previous research has offered strategies, models, and concepts for
understanding inclusion and equity in mathematics education, there remains a gap in
knowledge regarding how to support the contextualised development of professional
judgement in ethically sensitive moments related to inclusion and equity. This is particu-
larly evident within the field of mathematics education. What is notably lacking is the
operationalisation of ethical decision-making, alongside deeper insights into teachers’
lived experiences of how inclusion and equity are challenged in everyday teaching
practice, and how this connects to the macro-, meso-, and micro-levels of (mathematics)
teaching.

The MInE project contributes by developing a framework that can support the con-
textualisation and promotion of inclusion and equity in the school subject of
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mathematics, and explores the dynamic between the organisation and school structure
(the macro-level), teaching practices in the classroom (meso-level), and individuals (micro-
level). Within this framework, the study examines the key elements that constitute
moments of inclusion and equity, using thematic analysis to identify key element and
organise themes within each element, to illuminate aspects of the respective element.
Two research questions guided this project: 1) What key elements and themes are
possible to discern regarding how to identify and promote inclusion and equity in
mathematics teaching at the organisational-, classroom-, and individual levels? 2) How
are themes within key elements and the three levels interrelated, and how can they be
presented in a framework that can be used to contextualise moments of inclusion and
equity?

In what follows we situate the project within existing research on inclusion and equity
in inclusive and mathematics education, outline the MInE project’s background, theore-
tical framework, and methods, and present findings from phase three, in which teachers
discussed outputs from the first two phases. We finally draw key conclusions and discuss
how to contextualise moments of inclusion and equity in mathematics teaching by
presenting the framework developed from the project.

The state of inclusion and equity

Although it has been over 30years since the Salamanca Statement and Framework for
Action on Special Needs Education (UNESCO 1994) and national legislation on inclusive
and equitable education were introduced, challenges remain in implementing and sus-
taining processes of inclusion and equity in teaching. These challenges include a distance
between ideologies and practice, and difficulties with definitions and operationalisations
(Haug 2017). Furthermore, it has been argued that the increase in inclusive legislation has
not supported inclusion, but rather given rise to new power relations that marginalise
students and lead to processes of exclusion (Allan 2026; Lewis et al. 2019; Liasidou 2008).
The challenges facing contemporary schools and societies in relation to inclusion and
equity in education are well documented and have led policymakers, researchers, and
educators to reflect deeply on these issues (see for example, Ainscow 2020b; 2020a;
Ainscow, 2020c; Lewis et al. 2019). Efforts to overcome these challenges can, for example,
be seen within the OECD (2023) project Equity and Inclusion in Education — Finding
Strength through Diversity, which emphasises the need for a holistic framework that
ensures sustainability of these topics within policy and practices in national and local
contexts. The report shows that inclusion and equity need to be defined within any given
context, and work across key areas in the school system to be sustainable.
Interdisciplinary research concludes something similar, as Allan et al. (2025) show that
the conceptualisation of and work for inclusion rest upon a diversity of contexts and fields
of knowledge, implying that inclusion needs to carry a diversity of meanings to be
sustained. Consequently, attempts to reach consensus are hampered by ambiguity,
which is to be expected given the diversity that exists within any interdisciplinary and
multi-level phenomenon and concept (Allan et al. 2025; Krischler, Powell, and Pit-Ten Cate
2019). Inclusion can encompass everything from children attending school to achieving
social and pedagogical participation to employment or high-quality educational out-
comes (Hernandez-Saca, Voulgarides, and Etscheidt 2023). Regardless of area or target
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group, there are strong ethical arguments made for different forms of inclusion, for
example, full or partial inclusion of exceptional students, or inclusion for some versus
inclusion for all (Berg and Schneider 2012; Leijen, Arcidiacono, and Baucal 2021). This
indicates that the ambiguity regarding inclusion as a concept is unavoidable, and con-
sensus may not even be desirable.

The quest for and contesting of inclusion and equity is evident in Nordic school
systems, which, despite being known for their overall inclusive and equitable stance,
face challenges in terms of students’ inclusion and equity (Frenes, Radisi¢ J, and Buchholtz
2020). Sweden has become a critical case in terms of policy, as it is now concluded that
‘Sweden is among the first countries to actually abandon inclusion as a political goal for
education’ (Magnusson and Paulsrud 2025, 1). Sweden has seen an increase in inequities
in recent decades, including, for example, differences in educational outcomes depen-
dent on students’ background, socioeconomic status and school placement. Studies show
that inequity is associated with school segregation and the role of market forces in
education (Fjellman & Yang Hansen 2025; Yang Hansen, Patsis, and Gustafsson 2025).
We argue that the Swedish education system and its special needs policies have failed
students in a way similar to that described by Allan (2026), who argues that the British
system owes a debt to these students that must be remedied.

Inclusion and equity in mathematics education

Mathematics education assumes a distinctive role when it comes to inclusion and equity;
the subject’s regulatory mechanisms have been shown to classify and marginalise lear-
ners (Abtahi and Planas 2024). Much of the research on inclusion and equity in mathe-
matics education is therefore situated within sociopolitical, inclusive, indigenous,
disability-, ethics-, and justice-oriented research, and promotion of inclusion and equity
in mathematics education is depicted as a challenge (Abtahi and Planas 2024; Cidreira and
Faustino 2021). Research that addresses inclusion and equity in mathematics education
across different fields generally concurs that it is crucial that we improve the situation at
hand, but that the issue is not easily solved (e.g. Tan, Padilla, and Lambert 2022). For
instance, in the cognitive sciences, research focused on mathematics education and
special mathematical education constructs learning difficulties as a risk for future learning
and prospects (Nieminen, Bagger, and Allan 2023).

There is a global trend that indicates increasing disparities when it comes to who
mathematics teaching works for (Civil and Planas 2004; Muhammad, Ortiz, and Neville
2021; Solomon 2008; Throop Robinson 2023), as evidenced for example by the PISA
evaluations (Enchikova et al. 2024). Enchikova et al. (2024) identify structural factors in
their theorisation of inequity in mathematics education and emphasise its contextual and
individual aspects. Forms of marginalisation correlated with students’ language, back-
ground, and ethnicity (Morvan 2017), and structural factors that impact on students’ equal
right to learn and develop in the subject of mathematics are seen globally and are
understood as a societal deficiency (Gutiérrez 2022; Halai, Muzaffar, and Valero 2016;
Morvan 2017; Peters and Oliver 2009). Mathematics education research that addresses
inclusion and equity often does so on a theoretical and philosophical level, leaving a gap
in research on how to realise inclusion and equity in practice (Roos 2019). Consequently,
while there is an abundance of research on inclusion and equity in education in general
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and in mathematics education specifically, significant challenges persist for both research
and practice (e.g. Zevenbergen and Ortiz-Franco 2002).

The ongoing and worsening inequity in outcomes in Sweden is especially evident in
mathematics, as there are significant group-level differences in the extent to which
students achieve the minimum passing grade (Swedish National Agency for Education
2019; 2025; Swedish Schools Inspectorate 2014). At present, governmental reports do not
provide an answer on how this can be resolved through teaching (Bagger 2017).

Given the widespread challenges in achieving inclusion and equity, we join scholars
working holistically against marginalisation and towards inclusion, rather than limiting
the scope to specific settings or students. We do not aim here to make explicit claims
about what specific actions or expressions correspond to inclusion and equity in teaching.
Rather, this is something to explore and identify in context, with teachers, to work against
marginalisation and towards inclusion. Abtahi and Planas (2024) highlight the need to
ground equity, diversity and inclusion in mathematics education research and in actual
teaching and call for more examples of marginalisation-challenging teaching practices.
Powerful opportunities to do this are presented in the challenges that surface in everyday
teaching that give rise to ethical dilemmas to which teachers respond using their profes-
sional judgment (see Biesta 2015; Bornemark 2020; Frelin 2014). We respond to this call to
work towards inclusion and equity for all (Abtahi and Planas 2024) and recognise the
lived, contextual, practical, individually experienced, political and diverse nature of inclu-
sion and equity as a resource (also see Allan 2025; Allan et al. 2025).

In sum, there is a diversity in how research in mathematics education refers to and
defines inclusion and equity, as is the case in educational research at large. The concepts
are very often defined and used as a pair (also see Ainscow 2020c), because they
constitute each other and arise in the context of teaching, student diversity, and the
challenges teachers meet (Roos and Bagger 2024). In the MInE project, we have
attempted to step out of the struggle of finding a specific definition, to demarcate the
destination of, or describe actions that lead to inclusion and equity. Instead, we allow for
a diversity of epistemologies and recognise that inclusion and equity are highly contex-
tual and take place on several organisational levels at once. We understand inclusion and
equity as fluent, intertwined, and manifesting in teaching, and as needing to be under-
stood in context to be developed.

The MInE project

The overall purpose of the project was to promote moments of inclusion and equity in
mathematics teaching. This was achieved by continuously exploring and deepening
understanding of inclusion and equity in mathematics teaching through three phases
that progressively built on one another, each with its own results and outcomes. The
project was carried out in close collaboration with two teams of teachers at two different
schools, and data were collected during focus group discussions. The exploration of the
phases and the main outcome from each phase (see Table 1) will be explained in detail
after an overview of the project as a whole.

Phase one of the project pointed towards the importance of identifying and exploring
ethical dilemmas connected to moments of inclusion and equity, and to find out how
these could be met by professional judgement at the organisational, classroom or
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Table 1. Overview of the project, resembling the three phases of the project, data collection and main
results.

Questions during

Part study and aim Design and methods Focus groups workshops Main results

Part study 1

IIA with one team of Two each What are inclusion and  The key elements
Identification of teachers in each of the semester, in equity? When do they  moments of inclusion
success factors for two schools. Two focus total four per  occur, and what might and equity. Ethical
equity and inclusion.  groups per semester,  school they look like in dilemmas and
and teachers’ ‘noticing’ a mathematics professional judgment
of inclusion and equity classroom? to identify and
teaching in between. promote moments of
inclusion and equity.

Part study 2 Two each Deepening the Principles that
Investigate semester, in understanding of how  condition moments of
conditioning moments total four per  these moments can be inclusion and equity.

A work material for
schools with questions

of inclusion and equity. school supported (through
Analyses were teaching).
conducted between and fictional case
data collections, with descriptions was
stimuli created for the produced.
upcoming focus group.

Part study 3 Two during A model integrating A model on how to
To contribute autumn and sub-studies 1 and 2 was contextualise and
knowledge on how one during developed as promote moments of
inclusion and equity spring a tentative framework. inclusion and equity,
can be supported in semester. In This (three level) model on macro- meso- and

mathematics total three per  was adjusted, and used micro-level.
education, from the school to explore teachers’
students’ perspective — work on inclusion and
At organisation, equity. Teachers were
classroom and tasked with exploring
individual level. inclusion and equity
together with students
in their teaching in
between the focus
groups.

individual levels. In phase two, we deepened the exploration of how the moments of
inclusion and equity were conditioned. Consequently, four key elements were discerned
as important in the first and second phases: moments of inclusion, moments of equity,
ethical dilemmas, and professional judgement. Finally, in the third phase, we explored how
this conditioning, related to contextual aspects at the macro-, meso-, and micro- levels,
could promote moments of inclusion and equity. Hence, the phases in the project built on
each other. Each phase meant a deeper exploration of how inclusion and equity could be
promoted in teaching. Hence, we contribute to the call for research to pay attention to
when, what, and how inclusion and equity happen for students in the classroom, as well as
how teaching can promote inclusion and equity in mathematics (see, for example, Vithal,
Brodie, and Subbaye 2024).

As stated above, in this article, we focus more specifically on results from phase three of
the study, in which the results from the two earlier phases were explored and summarised
in close collaboration with teachers. The findings from earlier phases were summarised in
a preliminary framework that was used to recall relevant experiences of teaching during
focus group discussions with participating teachers. Through this, the framework was
further nuanced. Hence, the final outputs from the project were informed a framework
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that supports the contextualisation of moments of inclusion and equity in teaching, for
different teachers, classrooms, and contexts, and reflects the macro-, meso- and micro-
levels of education (Roos and Bagger 2024).

The third phase in the MInE project

A tentative framework based on the findings from the focus group discussions in phases
one and two of the study was developed by the researchers through reflective thematic
analysis (Braun & Clarke 2019, 2021) (Table 2). This served as a stimulus to support the
teachers’ recall of earlier experiences and conclusions drawn in phases one and two; it
also provided a means to contextualise experiences and enable negotiation of conclu-
sions. As displayed in Table 1, the main results from phase one concerned the identifica-
tion of inclusion and equity in teaching, which was based on observation and teachers
sharing moments of inclusion and equity (Roos and Bagger 2024). During phase one we
continuously deepened the understanding of how these moments surface during ethical
dilemmas and can be handled by the teacher’s professional judgement. Additional results
from phase two that went on to inform phase three were the conditioning of these
moments, in terms of principles identified at the levels of the school, the classroom, and
the individual (Bagger and Roos 2024; Roos and Bagger 2024).

In phase three of the study, three focus group discussions were held, two during the
spring and one during autumn (see Table 1). These involved a collaborative process of
revisiting the results from the previous two phases of the project. As indicated above, the
tentative framework was used as stimuli for these discussions, and the researchers
presented a reflective thematic analysis of the main findings from phases one and two,
divided into macro-, meso-, and micro- levels, to illustrate how it took shape. In the focus
groups, we then explored with the participating maths teachers as they recalled chal-
lenges and possibilities with moments of inclusion and equity in their teaching, the
contextualisation of these challenges or possibilities, and how they handled them or
wished they could have handled them. The discussions were audio-recorded and tran-
scribed. Not all of the participating teachers were present on every occasion, but for most
of the sessions they were all able to participate. Variations in participation did not impact
the outcome, as the data consists of the teachers’ shared experiences and how they
collectively inquire into moments of inclusion and equity, ethical dilemmas, and profes-
sional judgement.

Table 2. Tentative framework summarising findings from phases one and two of the study. Contextual
aspects at the macro-, meso- and micro-level. Stimulus for focus group interviews during phase three.

Moments of Professional
Level inclusion Moments of equity Ethical dilemmas Judgment
Organisation Visions and Governance and school culture Conflicting Distributing justice
leadership values
Classroom Diversified Teachers’ opportunities and capacity Manage diversity Embracing diversity
classroom
Individual Diversified teaching  Diversified material and teaching Resource Ensuring fairness

strategies allocation
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Selection

Lindenskov and Lindhardt (2021) stress the importance of deriving from teachers’ experi-
ences of challenge in teaching and knowledge of students when developing professional
knowledge and inclusion in mathematics teaching. The study at hand contributes to this,
with its collaborative approach and with a close, three-year collaboration with teachers
from two schools. One school is situated in the north and one in the south of Sweden.
They were selected to achieve breadth and depth in terms of diversity in mathematics
classrooms and learners.

The South School is in a small, industrial, working-class community. The school has
approximately 450 learners, ranging from ages 6 to 15, enrolled in Grades F-9. Within the
school, there are students from diverse backgrounds, including some who are not
Swedish natives and a few recently arrived refugees. The school struggled with low
achievement in mathematics, and the teachers were eager to engage in inclusive mathe-
matics teaching because inclusion and equity were central to their efforts to enhance
students’ mathematical understanding. Eight teachers from Grades F-3 (ages 6 to 9) took
part in the study. The North School is in a medium-sized industrial city with diverse
socioeconomic neighbourhoods nearby. The school has approximately 300 learners,
ranging from ages 6 to 12, enrolled in Grades F-6.While there are some students from
non-Swedish backgrounds, they are relatively few. This school has prioritised the devel-
opment of high-quality and inclusive learning environments, incorporating both digital
and physical tools and resources. This direction has been an explicit focus for the school,
sanctioned and supported by the municipality. This focus emerged as a strong aspect of
the school leadership’s vision for the school, as the previous headmaster was also
a trained special educational needs coordinator. Hence, both resources, culture, and
previous leadership have been attending to aspects of inclusion in the classroom. Six
teachers from Grades F-3 participated in the study conducted at this school.

Theoretical underpinnings

We draw on Ainscow (2020b; 2020a; 2020c) and advocate a close-to-practice and process-
oriented approach, in which inclusion and equity are to be epistemologically understood
as inseparable and as principles that, on a system level, govern and are governed by
practice. In addition, following Hernandez-Saca, Voulgarides, and Etscheidt (2023), we
understand principles of inclusion and equity as manifesting at the organisation, class-
room, and individual levels of teaching.

Ainscow’s framework (Ainscow 2020c) for inclusion and equity as principles in school
systems provides the theoretical foundation of the MInE project; however, we have
adopted the framework for mathematics teaching specifically. Ainscow’s framework
consists of ‘five interrelated factors’ (Ainscow 2020a; 126): School development; inclusion
and equity as principles; administration; community involvement; and the use of evidence.
Among these five school development is at the core of this project as we work together
with teachers. School development refers here to mathematics teaching in the classroom,
which is understood as manifesting norms and prerequisites regarding teaching in the
wider school and the municipality. Teachers are influenced by the community and
administration in their understanding of how teaching can or should be carried out.
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The use of evidence here consists of the inquiry that takes place in collaboration with
teachers.

Methods for collecting data in the MInE project

The methods of data collection used in the project build on the inclusive inquiry approach
(I1A) devised 20 years ago by Ainscow in collaboration with stakeholders, as they jointly
developed inclusive education, and later also involved teachers and their students, in
collaboration with Messieu (Ainscow & Messieu, 2020). IIA represents an inclusive
approach in which teachers, together with their students, inquire into inclusion in the
classroom. In the MInE project, teachers explored their own practice and understanding of
inclusion and equity, with guidance from the three core aspects of llA: reflections on
teaching; learning from difference; and the development of teaching (Messiou, Ainscow, and
Messiou 2020). These three aspects formed the basis for questions posed in each work-
shop. In addition, teachers were invited to notice these three aspects in between focus
group discussions, during their teaching, and especially when moments of inclusion and
equity presented themselves. One difference in the use of IIA in the MInE project is that
the researchers engaged in inquiry in an inclusive manner with the teachers, rather than
teachers with students. A further difference is that the focus is on moments of inclusion
and equity as a phenomenon, a concept that was partially developed in phase one of the
project (see Table 1). Hence, throughout the MInE project, we have developed the IIA
method further. Besides inquiring with teachers and on moments of inclusion and equity,
we have added reflexivity to the focus group discussions, by using stimuli to aid recall of
challenges with moments of inclusion and equity in teaching (Roos & Bagger, 2026). These
stimuli were created to support the inquiry by strengthening the participating teachers’
recall of teaching moments. This also supported the contextualisation of moments of
inclusion and equity and thereby what could be learned from difference, and ensured that
ideas on the development of teaching and possible actions were anchored in the
teachers’ professional judgement (Roos & Bagger, 2026).

Methods for analysis

The analysis has been guided by the principles of the reflexive thematic analysis (RTA)
approach, inspired by Braun and Clarke (2019; 2021). This type of analysis uses systematic
coding to create themes ‘as stories about particular patterns of shared meaning across the
dataset’ (Braun & Clarke, 2019, 592). A strength of this analysis is that the data was coded
by both researchers, which affords a collaborative and explorative joint reflexivity in the
reading and coding of the data that will lead to richer analysis. RTA offers the possibility to
conduct analyses within and between different datasets. The coding is a ‘mix of semantic
and latent, inductive and deductive’ approaches (Braun & Clarke, 2019, 592).

Our methodological approach, with Ainscow’s (2020a) framework for inclusion and
equity in education systems together with IlA, guided the analysis and contributed to the
focus on inclusion and equity aspects already in the initial coding. This ensured that the
selection of data was relevant for our study (Braun & Clarke 2019, 2021). The coding
enabled identification of how teaching could contribute to student empowerment and
students’ ability and agency to learn, through striving for every student’s opportunity to
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participate (Roos and Bagger 2024). Hence, underlying ideas, assumptions, and concepts
on teaching that promote inclusion and equity were analysed. In phases one and two of
the study, in order to find these moments, ethical dilemmas were demarcated alongside
the professional judgement used to resolve these dilemmas. Key themes that emerged
were demarcated according to the level to which they corresponded, i.e. organisation-,
classroom-, and individual levels. In phase three, explorative coding took place once again
to search for patterns of shared meanings in the focus group discussions and negotiations
of the results from phases one and two and to place these findings according to the three
levels. Consequently, contextual aspects of when and where the already identified key
themes came into play on the three levels were explored (also see Bagger and Roos 2024).

Moments of inclusion and equity, ethical dilemmas, and professional
judgement in mathematics teaching

In this section, we will present the teachers’ contextualisation with examples of the main
results generated during phases one and two. These main results consist of four key
elements of inclusion and equity in teaching: Moments of inclusion; Moments of equity;
Ethical dilemmas; and Professional judgement. The themes that emerged as important
within each key element during phases one and two were presented to and discussed
with the participating teachers in the form of a tentative framework, illustrating the
school, classroom, and individual levels of inclusion and equity in teaching (Table 2).
Through the recorded focus group discussions in phase three, the main findings were
explored, nuanced, and contested. What is novel in the presentation of each main result
and its associated themes is that prior findings are systematically situated within three
contextual levels of mathematics teaching: the organisational or school level (macro), the
classroom level (meso), and the individual level (micro).

In what follows, we present illustrative quotes from the focus group discussions on the
parts of the tentative MInE-framework, as the teachers recalled their practice and con-
textualised the results. Key elements were identified as important by both teams of
teachers on the organisation, classroom, and individual levels. These elements emerged
as the teachers contextualised and inquired into their own experiences from everyday
teaching. Consequently, in this third phase of the study, we analysed key elements and
identified themes that might provide guidance and provide a basis for reflecting on
contextual aspects that may hinder or support moments of inclusion and equity, both
at a more general level and in different contexts. In doing so, we did not distinguish
between the two schools or individual teachers’ statements; rather, the themes should be
understood as generic patterns that emerged and were common across all represented
classrooms and teacher experiences.

With the support of the stimulus, the teachers recalled and revisited memories of their
earlier joint inquiry of inclusion and equity in teaching undertaken in phases one and two.
Hence, new experiences and insights were shared, which resulted in the teachers provid-
ing contextualised and more nuanced descriptions of their experiences. This created
opportunities to negotiate and contest meanings and interpretations. The following
presentation of findings illustrates how the contextualisation and inquiry took place in
these two schools. These are not to be understood as truths or aspects that would
necessarily surface as important in another context. In the discussion, we bring together
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themes that highlight important aspects and all parts of the tentative framework, and
discuss key conclusions in the finalised form of the framework.

Moments of inclusion

When teachers reflected on moments of inclusion, vision and leadership that impacted on
their teaching were placed at the school level. The teachers at both schools talked about
this in terms of a prerequisite: for them to work consistently with inclusion, they need the
organisation to be committed to it. If not, each teacher is working on their own to value
and promote inclusion, which is hard if the school prioritises other values. The teachers
identified diversifying teaching as important at the classroom level, to make sure that as
many students as possible could be included in the teaching by default. If this does not
suffice, there was also a need to adapt individually as the group consists of diverse
students, so that the student and others can be included both in learning and socially.
Overall, the teachers reflected on how the vision and values regarding inclusive education
and teaching are anchored at the school system level; for instance, in how the distribution
of support communicates how students and this kind of work are valued. Table 3 presents
key themes that enable or hinder moments of inclusion at the macro-, meso-, and micro-
levels, illustrated with quotes from and a summary of points raised in the three teacher
focus groups.

Moments of equity

When teachers reflected on moments of equity, they talked about their principal’s leader-
ship and the school’s changes in and cuts to resources, which impact their work. This was
construed as a theme of governance and school culture. Teachers in both schools experi-
enced ongoing changes to governance and school culture in relation to how to organise
special needs support. This, in turn, impacts teaching in the classroom as it affects the
teachers’ opportunities and capacity to adapt the environment and teaching to the group.
Finally, the teachers’ commitment to supporting individuals is shown in the theme
diversifying teaching material and strategies. It is something the teachers put a lot of effort
into, but also something that has been enhanced because of the changing school culture
when it comes to governing, leadership, and resources. Table 4 presents key themes that
enable or hinder moments of equity at the macro-, meso-, and micro- levels, illustrated
with quotes from and a summary of points raised in the three teacher focus groups.

Ethical dilemmas

When teachers reflected on moments of inclusion and equity, they often did so in relation
to ethical dilemmas. These dilemmas ranged from issues that stemmed from conflicting
values at the school level, to their own mission to manage diversity in the classroom, to the
individual level, and the teacher’s ability to allocate resources to a specific child according
to need, even though the system does not always allow it. Table 5 presents key themes
that represent ethical dilemmas at the macro-, meso-, and micro- levels, illustrated with
quotes from and a summary of points raised in the three teacher focus groups.
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Table 3. Overview of contextual aspects that support or hinder moments of inclusion on the macro-,
meso- and micro-level.

Aspects that hinders

Level Quote or supports Theme

Organisation But now | really feel that we have so many children who need help, Lack of leadership Visions and
and we're (the teachers) all just crying out for support. And right  Lack of vision for Leadership
now, at our school, there’s no money and a lack of or no resources, inclusion
and that makes everything so hard. Yeah, that’s when it also Exhaustion
becomes difficult to see any solutions on our own. | have a newly A present leadership
arrived student, and it affects us so much as we do not get Swedish with visions for
as a second language support. This (lack of resources) hasn't gotten inclusion
any better over time either and it really takes a toll on us (the Trust and gratitude
teachers) mentally (South School)
| probably wouldn't have pushed for that myself, but it came from
the principal - things like sound-absorbing screens, chairs, sound
enhancement, the physical learning environment ... She (the
principal) did a lot to make sure we had physical accessibility in all
classrooms. She really thought about those things, and it makes
a difference when someone (in governing position) thinks that way.

It would have been hard work to push for that on my own. (North
School)

Classroom  All children have different needs. | mean, you've got those with A diversity of needs  Diversified
concentration difficulties, the ones who can't sit still, the ones who and prerequisites classroom
need to be seen and heard, and those who struggle in other ways. within the group
You really have the whole spectrum in one class. And when it comes Functional and
to the parents and their possibilities to support their child: even if language diversity
you can read and do the task in your own language, if you haven't ' If not meeting the
studied English or anything like that, then you only have your own needs, failure
language. And in that case, it's impossible to help your child (South
School).

We don’t have the conditions (five students who need one adult on
their own) we need to handle the group we have in the preschool
class. We got the handovers, yes, so we knew beforehand — but we
didn't get the resources or conditions to actually meet their needs in
any way. And then the failures come, like a receipt in the mail, one
after another. After just a week, | told my management, ‘We don't
want them to fail, fail, fail’, but that's where we are now (North
School).

Individual I'mean, | can stand there and talk, give all sorts of explanations and Individual adaptions  Diversified
demonstrations and all that — but some children still need to go  Time for teaching the teaching
through it several more times. And | might not have that time. student
That's when we need help from a special education teacher, to go Exclusion

over it a few more times and work on an individual level. When
we've given them the chance to work with hands-on, concrete
materials, | feel like that’s when it really feels inclusive (South
School).

Right now, we're actually excluding one student so that everyone
else can attend school full time. We have to start by making sure
things are calm and working well so that he gets a good start, you
know, with an adult he trusts. Then we can gradually bring in
maybe one or two other children at a time ... So right now, we're
excluding him, but in order to later include him. | actually think that
the word fair is hard here. It's a difficult word in this context (North
School).

Social training
Care for the others
Long term inclusion
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Table 6. Overview of contextual aspects concerning the teacher’s professional judgement at the

macro, meso and micro levels.

Level Quote Aspects that hinders or supports Theme
Organisation When it comes to allocating resources, that’s Justice is served when resources are Distributing
basically out of our hands. We have nothing calibrated towards and allocated in justice

to say about that. Of course, we can make
requests, but we don’t have the authority to
decide. So, ensuring fairness, that’s
something we all want in our classrooms,
but ultimately, it's the principal who's
responsible and decides, not us. Even when
we know better. | think that’s crap from the
municipality
(South School).
| think that principals and managers often
think, ‘Okay, we need another adult’, and
then they just throw in another adult. But
that’s all it is. They could throw in three
people, but if those three don’t work well in
that setting, one right person could be worth
more than all three (North School).
When you have several students in the group
who don’t understand the Swedish
language, you really need someone to help
you so that you can explain things and make
sure everyone is included. And honestly, | find
it really difficult in our school. We have many
students who don’t speak Swedish, and we
don't have any support at all. It’s just us,
just our own hands (South School).
That you have a classroom climate that
allows for diversity even when it might create
friction. Yes, you can take your time to think.
You might need 20 seconds to think, even if
your classmate only needs two. So, you (the
quick one) sit calmly and wait. And maybe
for the teacher to also wait a little longer,
because you know the answer is there.
Before, as a teacher, you step in to support
them, so that they can succeed (North
School).
And then you must teach with the resources
you have at hand, and to distribute them
within the class, try to form groups or pair up
students so that you can make the best use
of what you have for each child (South
School).
| think fairness is often about how you
relate it to both the group and their needs.
We've thought a lot about and discussed
these concepts from different angles, so
within our team, we more or less share the
same view of what fairness means (North
School).

Classroom

Individual

accordance with the needs of students and
the knowledge and competencies of the
team of teachers.

Diversity is enriching and something we all Embracing

need to tolerate and learn from diversity
There is a need to recognise what kind of

diversity is going on, and to give sufficient

support in the classroom

To act fairly as a teacher means to Ensuring
constantly revise and contextualise what  fairness

that means for individual children or
situations. Resources need to be distributed
according to the judgement for each
situation.

Professional judgment

When teachers talked about ethical dilemmas, these were described as being met by their
professional judgement as individuals and as a team. On a school level, the teachers
reflected on this in terms of how the school’s decision-making affects the individual
teacher’s ability to exercise professional judgement to distribute justice. At the classroom
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Table 7. The mathematics is MInE-framework with key elements, key themes and illustrative examples
on contextual aspects at the macro-, meso- and micro-level that might hinder or promote inclusion

and equity.

Level

Moments of inclusion

Moments of equity

Ethical dilemmas

Professional Judgment

Organisation Visions and leadership

Lack of or access to
leadership

Trust/lack of trust
between teachers and
school-leaders

Energy and health/
exhaustion among the
staff

Governing that values
and work towards
inclusion/or not

Governance and
school culture

A collaborative school
culture

Well distributed work-
tasks, roles and
knowledge amongst
staff

Lack of or access to
resources

Conflicting values
Budget triumphs needs
of children
Conflicting and
competing needs
between classrooms,
when resources are
lacking
Administrative needs
being put before
pedagogical ones

Distributing justice
The team of teachers
have or take agency
over resources

The team of teachers
can calibrate support
and allocate it in classes,
in accordance with the
needs of students

The team of teachers
can collaborate and be
flexible in how to make
use of their knowledge
and competencies

Classroom  Diversified classroom  Teachers’ Manage diversity Embracing diversity
A diversity of needs and opportunities and  Different approaches and Diversity is considered
prerequisites exists capacity methods need to be tried to enrich teaching and
within the group of Teachers have out in the classroom, and something we all can
students knowledge of the resources and time is learn from
Functional and language subject, the students’ needed. There can be There is a need to
diversities are welcome  needs and how a lack of resources that  recognise what kind of
and it works to learn in  support for learning  hinders the teachers to  diversity is going on,
different ways in the can be given act in the best interest of and to give sufficient
classroom It is a teamwork to the children support in the classroom

meet the diversity of
students, but the
teachers might be
limited in time
Teachers have the
possibility to act on
their knowledge and
to make use of
resources

Individual Diversified teaching Diversified teaching Resource allocation Ensuring fairness
Exclusive time for material and Different individual To act fairly as a teacher
teaching the individual  strategies needs can clash and lead means to constantly

student and grant access
to diverse ways of
exploring and learning
To withdraw a student
for social or content
training and for
supporting development
of caring for or
collaborating with others
to be able to be included
in the long term

Individual adaptations
in the form of tools,
manipulatives,
teaching materials or
software.

to inconvenience, hinder
learning and demand the
de-prioritising of
resources or urgency to
choose to support one
student on the cost of
another

Each child’s needs are
important, but maybe
not possible to tend to
A balancing between
using good resources
and to just get through
the lesson

revise and contextualise
what ‘fairness’ means for
individual children or
situations.

Resources need to be
distributed according to
an ethically professional
judgement for each
situation.
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level, the teachers at both schools talked about fostering a classroom climate that allows
for and supports both teachers and students to embrace diversity. This, in turn, supports
the teacher’s professional judgement in moments when students need support on an
individual level, and to ensure fairness for the student. Table 6 presents contextual aspects
concerning the teacher’s professional judgement at the macro-, meso-, and micro- levels,
illustrated with quotes from and a summary of points raised in the three teacher focus
groups.

Discussion on contextualising and contesting moments of inclusion and
equity

In the following section, we have merged the results from the four elements (moments of
inclusion, moments of equity, ethical dilemmas, and professional judgement) into
a framework to help to map and contextualise inclusion and equity at the three levels.
Building on our prior research on inclusion and equity (Bagger and Roos 2024; Roos and
Bagger 2024), we see inclusion and equity as dynamically intertwined, such that what is
perceived or enacted as inclusion in one context may be understood as equity in another.
Table 7 presents key elements for inclusion and equity and themes of contextual aspects
at the three levels. This is followed by a discussion as we point towards key conclusions.
The headlines in the developed framework remain the same as in the preliminary frame-
work that was used for the teachers’ recall during the focus groups; this was to be
expected as the preliminary framework derived from analysis of the two preceding phases
of the project. The teachers largely agreed on the level at which we had placed their
experiences, and the focus group discussions served to nuance and deepen the explora-
tion of the key aspects. Across the two schools, similar themes appeared, which suggests
that these themes may offer useful insights for diverse educational settings, as the two
participating schools differed in terms of their demographics. That said, it is also impor-
tant to consider the framework as a possible approach, rather than as providing a generic
answer to the research questions. Additional or different important themes could appear
in other settings and contexts. The novel contribution of this framework is the three-level
contextualisation of all key aspects of importance.

The framework is multi-layered and contains four intertwined main elements: Moments
of inclusion; Moments of equity; Ethical dilemmas; and Professional judgment. These ele-
ments exist at three hierarchical levels of teaching: Organisation; Classroom; and
Individual. Key themes for each element that were found in both schools are presented
for each level. These are not to be understood as the only circumstances that can arise,
but rather as the ones that emerged in these two schools and with these 14 participating
teachers. lllustrative quotes on how these appeared in the contexts represented in the
project precede this final framework, as we have displayed the themes individually above
(see Tables 3-6).

Exploring the macro-, meso-, and micro- levels helped the team of teachers to
understand how to strengthen or disrupt moments of inclusion and equity, as it
supported them to contextualise key themes and to place responsibilities and
possible solutions at the correct organisational level. For instance, when they
identified the struggle to find time to collaborate, it highlighted the need to
address the principal and school level. Or, when they explored the individual
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level, they reached the conclusion that they needed to learn more about and gain
knowledge on how to support a child with a specific learning need, rather than
persevering with the same approach or trying to make the child concentrate
better. Thus, exploring the levels provided the opportunity to develop a shared
understanding of the school, and to contextualise the prerequisites for inclusive
and equitable mathematics teaching. This is in line with earlier research that points
towards the importance of sharing and exploring values, beliefs, and understand-
ings in connection to ethical dilemmas. This leads to a preparedness to act
(Colnerud 2017; Ehrich et. al., 2011).

We conclude that during moments of inclusion and equity in mathematics education,
ethical dilemmas are likely to be an inherent aspect of teachers’ ethical decision-making,
insofar as processes of inclusion are intrinsically bound up with corresponding processes
of exclusion (Frohns 2025; Roos and Bagger 2024). We stress that it is within these ethical
challenges and corresponding professional judgements, also described by scholars
including Biesta (2015); Bornemark (2020) and Frelin (2014), that moments of inclusion
and equity surface and are challenged. This depends on the state of inclusion and equity,
which are both closely interrelated and hold tensions regarding values, opinions and
chosen actions. Ethical dilemmas were thereby an invitation to teachers to inquire into
and contextualise how they could exercise their professional judgement (Bagger and Roos
2024; Roos and Bagger 2021; 2024), which in turn contributes to the ethical decision-
making in mathematics education called for by Mahmud (2025).

The MInE project has contributed to a re-positioning of the role and conceptualisation
of inclusion and equity, from visions or goals of education into practical, contextual,
pedagogical, and momentary phenomena. We have thereby shown that the distance
between ideologies and practices depicted by Haug (2017) can be bridged. The study
provides a deeper understanding of how to plan for teaching to promote inclusive and
equitable mathematics education, by addressing the didactical questions, as formulated
by Vithal et al (2024), of what the problem is, and how and when it occurs.

Importantly, the study shows that in the practices of teaching, inclusion and equity are
dynamically intertwined, such that what is perceived or enacted as inclusion in one
context or with one student may be understood as equity in another. This might even
change over time or during one lesson for the same teaching content. Hence, it is not
possible or desirable to separate inclusion and equity. To illustrate this fluid and reciprocal
relationship, we employ the metaphor of a Mdbius strip (e<), a non-orientable surface that
illustrates the continuous and mutually dependent nature of inclusion and equity; this
fluid and reciprocal relationship is also represented by the dashed line in Table 7. The
framework developed through this project allowed an exploration of the interrelatedness
between individuals, school structures, and teaching practice, understanding of which is
needed for inclusive education to be sustainable (Herndndez-Saca, Voulgarides, and
Etscheidt 2023). This indicates where the challenges need to be addressed to improve
teaching.

The work with teachers to develop the MInE framework shows that, following Ainscow
(2020a), inclusion and equity need to be defined and developed in the context where the
teaching takes place. Also, as Allan (2025) states, the concepts need to be understood
from a specific teacher’s and school’s perspective, as the concepts are both practical and
political. We therefore stress that definitions of inclusion and equity are, and need to be,
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diverse, as scholars including Krischler, Powell, and Pit-Ten Cate (2019) and Allan et al.
(2025) have already indicated.

During the ‘Mathematics is MInE’ project, we have explored, with the teachers, what
Abtahi and Planas (2024) calls marginalisation-challenging teaching practices. We have
done so by staying close to the contextual experiences of the teachers’ challenges and
opportunities to promote inclusion and equity in the classroom, as suggested by Allan
(2025) and Allan et al. (2025).

Meaningful change requires exploring these circumstances through teachers’ own
reported challenges (Lindenskov and Lindhardt 2021) and ensuring that any proposed
responses align with teachers’ opportunities to act on them through professional judge-
ment, as emphasised by Biesta (2015). This is especially true as we have no way of
knowing what challenges lie ahead in any particular society and the world in general,
but we do know that teacher responsiveness in current and future crises will be crucial for
inclusion and equity (Atweh et al. 2022).

We need further, in-depth exploration, therefore, of how these intricate, contextual,
and lived moments of inclusion and equity take place and fade away. This study con-
tributes to this by developing a practice-based and theoretically-grounded framework to
better understand and plan for teaching to promote inclusive and equitable mathematics
education.

By examining moments of inclusion and equity when they are put at risk, when ethical
dilemmas arise, and how such moments can be met by the teacher’s professional judge-
ment, the MInE-project identifies new ways of approaching and understanding inclusive
mathematics education. Teaching, learning, and doing mathematics is far from just an
activity in which we solve mathematical problems and learn to be efficient and more able
as future democratic citizens (see Halai, Muzaffar, and Valero 2016). We also learn about
the world, how we, with all our human kinds of diversity, can live in it, learn, and
collaborate in sustainable ways and towards sustainable development across social,
economic, and environmental dimensions (United Nations 2015). This all starts in the
classroom.

We argue that what is observed in this small sample in the Swedish context is far from
unique to Sweden: reductions in educational resources, alongside increasing societal and
socioeconomic segregation, often linked to language and heritage, combined with
growing demands for teacher accountability and efficiency, represent a global phenom-
enon. We need to recognise what is hard or challenging, for the teachers and for the
students, therefore, and on what level this stems from and can be resolved. In many
instances in the MInE project, and as displayed in the tables, the teachers are illustrated to
be the ones who are expected to deal with learning needs, counteract cutbacks, and fix
societal disadvantage through teaching. This can, of course, partly be promoted by
teachers educating children to value everyone’s knowledge or ways of knowing, ways
of functioning and communicating, and to collaborate across levels of knowledge or skill.
But it is far from enough. It is also crucial that teachers are not abandoned by the
organisation or school system in their striving to work towards equity and inclusion.

We therefore advocate a relational approach to mathematics teaching, focused on
values and ethics at all levels of teaching, and join scholars such as Gutiérrez (2022) who
point to the need for a spiritual turn in mathematics education. To facilitate inclusion or
equity, all three levels and principles need to be reflected in educational policy, research,
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and practice. The ethical reflections and capacity building of teachers’ professional
judgement should not be locked into educational standards. Hence, this project’s novel
approach of valuing diversity rather than promoting more precise standards and con-
sensus, in terms of teachers’ professional judgement, facilitates the prioritisation of
inclusion and equity. Through that, mathematics education can become accessible and
beneficial to all students, and level structural disadvantage.

Note

1. The project was approved by the Swedish Ethical Review Committee (no 2022-02989-01).

Disclosure statement

No potential conflict of interest was reported by the author(s).

Funding

The project has been partly funded by the National FOU-Network for schools with major challenges.

ORCID

Helena Roos () http://orcid.org/0000-0002-4429-988X

References

Abtahi, Y., and N. Planas. 2024. “Mathematics Teaching and Teacher Education Against
Marginalisation, or Towards Equity, Diversity and Inclusion.” ZDM 56 (3): 307-318. https://doi.
org/10.1007/s11858-024-01602-x.

Ainscow, M. 2020a. “Inclusion and Equity in Education: Making Sense of Global Challenges.”
Prospects 49 (3-4): 123-134. https://doi.org/10.1007/s11125-020-09506-w.

Ainscow, M. 2020b. “Promoting Inclusion and Equity in Education: Lessons from International
Experiences.” Nordic Journal of Studies in Educational Policy 6 (1): 7-16. https://doi.org/10.1080/
20020317.2020.1729587.

Ainscow, M. 2020c. “Promoting Inclusion and Equity in Education: Lessons from International
Experiences.” Nordic Journal of Studies in Educational Policy 6 (1): 7-16. https://doi.org/10.1080/
20020317.2020.1729587.

Allan, J. 2025. “Inclusion: How Far Have We Come and How Far Can We Go?” Education Inquiry 16 (3):
527-540. https://doi.org/10.1080/20004508.2023.2264059.

Allan, J. 2026. “Mending the (Broken) SEND System in England and Repaying Debts to Children,
Families and Professionals.” European Journal of Special Needs Education: 1-16. https://doi.org/10.
1080/08856257.2026.2638593.

Allan, J., A. Bagger, A. L. Andersson, I. Andersson-Norrie, H. Bertilsdotter Rosqvist, I. A. Dahl, J. Engren,
et al. 2025. “Including All: The Contribution of a Diverse Research Community.” Research Papers in
Education 41 (1): 1-25. https://doi.org/10.1080/02671522.2025.2522073.

Askew, M. 2015. “Diversity, Inclusion and Equity in Mathematics Classrooms: From Individual
Problems to Collective Possibility.” In Diversity in Mathematics Education, edited by A. Bishop,
H. Tan, and T. N. Barkatas, 129-145. Mathematics Education Library. Cham: Springer.


https://doi.org/10.1007/s11858-024-01602-x
https://doi.org/10.1007/s11858-024-01602-x
https://doi.org/10.1007/s11125-020-09506-w
https://doi.org/10.1080/20020317.2020.1729587
https://doi.org/10.1080/20020317.2020.1729587
https://doi.org/10.1080/20020317.2020.1729587
https://doi.org/10.1080/20020317.2020.1729587
https://doi.org/10.1080/20004508.2023.2264059
https://doi.org/10.1080/08856257.2026.2638593
https://doi.org/10.1080/08856257.2026.2638593
https://doi.org/10.1080/02671522.2025.2522073

EUROPEAN JOURNAL OF SPECIAL NEEDS EDUCATION e 21

Atweh, K., B. Nivera, G. Abadi A, S. Thinwiangthong, and S. Thinwiangthong. 2022. “Futures for
Post-Pandemic Mathematics Teacher Education: Responsiveness and Responsibility in the Face of
a Crisis.” ZDM - Mathematics Education 55 (1): 1-13. https://doi.org/10.1007/s11858-022-01394-y.

Bagger, A. 2017. “Quality and Equity in the Era of National Testing: The Case of Sweden.” In World
Yearbook of Education 2017: Assessment Inequalities, edited by J. Allan and A. J. Artiles, 68-88.
London: Routledge.

Bagger, A., and H. Roos. 2023. “Moments of Inclusion and Equity in the Mathematics Classroom”.
Abstract presented at ECER 2023, Glasgow.

Bagger, A., and H. Roos. 2024. “Inkludering och likvardighet i och genom matematikundervisning.”
MONA - Matematik- Og Naturfagsdidaktik 24 (S) (16): 50-65. https://doi.org/10.7146/mona.v24iS.
150684.

Berg, D. H., and C. Schneider. 2012. “Equality Dichotomies in Inclusive Education: Comparing Canada
and France.” Alter 6-2 (2): 124-134. https://doi.org/10.1016/j.alter.2012.02.011.

Biesta, G. 2015. “What Is Education For? On Good Education, Teacher Judgement, and Educational
Professionalism.” European Journal of Education 50 (1): 75-87. https://doi.org/10.1111/ejed.12109.

Bornemark, J. 2020. Horisonten finns alltid kvar: Om det bortgldmda omdémet, [The Horizon Is Always
There: About the Forgotten Judgement]. Stockholm: Volante.

Braun, V., and V. Clarke. 2019. “Reflecting on Reflexive Thematic Analysis.” Qualitative Research in
Sport, Exercise & Health 11 (4): 589-597. https://doi.org/10.1080/2159676X.2019.1628806.

Braun, V., and V. Clarke. 2021. “One Size Fits All? What Counts as Quality Practice in (Reflexive)
Thematic Analysis?.” Qualitative Research in Psychology 18 (3): 328-352. https://doi.org/10.1080/
14780887.2020.1769238 .

Cidreira, A. C,, and A. C. Faustino. 2021. “Children’s Literature, Mathematics Education and Diversity.”
In Exploring New Ways to Connect: Proceedings of the Eleventh International Mathematics Education
and Society Conference edited by D. Kollosche, Vol. 2, 394-403. Hamburg, Germany: Tredition
GmbH. https://doi.org/10.5281/zenodo.5413581.

Civil, M., and N. Planas. 2004. “Participation in the Mathematics Classroom: Does Every Student Have
a Voice?" For the Learning of Mathematics 24 (1): 7-12. https://www.jstor.org/stable/40248439.
Cobb, P., and L. L. Hodge. 2007. “Culture, Identity, and Equity in the Mathematics Classroom.” In
Improving Access to Mathematics: Diversity and Equity in the Classroom, edited by S. Nasir S and

P. Cobb, 159-164. New York: Teachers College Press.

Colnerud, G. 2017. Ldraryrkets etik och vérdepedagogiska praktik. Stockhol: Liber.

Ehrich, L. C., M. Kimber, J. Millwater, and N. Cranston. 2011. “Ethical Dilemmas: A Model to
Understand Teacher Practice.” Teachers and Teaching, Theory and Practice 17 (2): 173-185.
https://doi.org/10.1080/13540602.2011.539794.

Enchikova, E., T. Neves, C. Toledo, and G. Nata. 2024. “Change in Socioeconomic Educational Equity
After 20 Years of PISA: A Systematic Literature Review.” International Journal of Educational
Research Open 7: https://doi.org/10.1016/j.ijedro.2024.100359.

Fjellman, A.-M., and K. Y. Hansen. 2025. “Examining Trends in School Segregation in Compulsory and
Upper Secondary Education in Sweden: The Showcase of an Urban School Market.” Scandinavian
Journal of Educational Research 69 (7): 1359-1379. https://doi.org/10.1080/00313831.2024.
2419074 .

Forgasz, H., J. Bleazby, and C. Sawatzki. 2015. “Ethics and the Challenges for Inclusive Mathematics
Teaching.” In Diversity in Mathematics Education, edited by A. Bishop, T. N. Barkatsas, and H. Tan,
147-165. Springer International Publishing. https://doi.org/10.1007/978-3-319-05978-5_9.

Frelin, A. 2014. “Professionally Present - Highlighting the Temporal Aspect of Teachers Professional
Judgment.” Teacher Development 18 (2): 264-273. https://doi.org/10.1080/13664530.2014.
900517.

Frohn, J. 2025. “Modelling Inclusive Education. The Didactic Model for Inclusive Teaching and
Learning as a Heuristic for Inclusion Research and Teacher Education.” Journal of Research in
Special Educational Needs 25 (3): 514-526. https://doi.org/10.1111/1471-3802.12741.

Frenes, P., A. Radisi¢ J, and N. Buchholtz. 2020. Equity, Equality and Diversity in the Nordic Model of
Education. Cham, Switzerland: Springer Nature. https://doi.org/10.1007/978-3-030-61648-9.


https://doi.org/10.1007/s11858-022-01394-y
https://doi.org/10.7146/mona.v24iS.150684
https://doi.org/10.7146/mona.v24iS.150684
https://doi.org/10.1016/j.alter.2012.02.011
https://doi.org/10.1111/ejed.12109
https://doi.org/10.1080/2159676X.2019.1628806
https://doi.org/10.1080/14780887.2020.1769238
https://doi.org/10.1080/14780887.2020.1769238
https://doi.org/10.5281/zenodo.5413581
https://www.jstor.org/stable/40248439
https://doi.org/10.1080/13540602.2011.539794
https://doi.org/10.1016/j.ijedro.2024.100359
https://doi.org/10.1080/00313831.2024.2419074
https://doi.org/10.1080/00313831.2024.2419074
https://doi.org/10.1007/978-3-319-05978-5_9
https://doi.org/10.1080/13664530.2014.900517
https://doi.org/10.1080/13664530.2014.900517
https://doi.org/10.1111/1471-3802.12741
https://doi.org/10.1007/978-3-030-61648-9

22 (&) A BAGGER AND H.ROOS

Gutiérrez, R. 2022. “A Spiritual Turn: Toward Desire-Based Research and Indigenous Futurity in
Mathematics Education.” Journal for Research in Mathematics Education 53 (5): 379-388. https://
doi.org/10.5951/jresematheduc-2022-0005.

Halai, A., I. Muzaffar, and P. Valero. 2016. “Research Rationalities and the Construction of the
Deficient Multilingual Mathematics Learner.” Mathematics Education and Language Diversity:
The 21st ICMI Study: 279-295. Springer, Cham: New ICMI Study Series. https://doi.org/10.1007/
978-3-319-14511-2_15.

Haug, P. 2017. “Understanding Inclusive Education: Ideals and Reality.” Scandinavian Journal of
Disability Research: SIDR 19 (3): 206-217. https://doi.org/10.1080/15017419.2016.1224778.

Hernandez-Saca, D. I, C. K. Voulgarides, and S. L. Etscheidt. 2023. “A Critical Systematic Literature
Review of Global Inclusive Education Using an Affective, Intersectional, Discursive, Emotive and
Material Lens.” Education Sciences 13 (12): 1212. https://doi.org/10.3390/educsci13121212.

Krischler, M., J. J. W. Powell, and I. M. Pit-Ten Cate. 2019. “What Is Meant by Inclusion? On the Effects
of Different Definitions on Attitudes Toward Inclusive Education.” European Journal of Special
Needs Education 34 (5): 632-648. https://doi.org/10.1080/08856257.2019.1580837.

Leijen, A., F. Arcidiacono, and A. Baucal. 2021. “The Dilemma of Inclusive Education: Inclusion for
Some or Inclusion for All.” Frontiers in Psychology 12. Article 633066. https://doi.org/10.3389/
fpsyg.2021.633066.

Levinson, M. 2025. “Reprint: Moral Injury and the Ethics of Educational Injustice.” Harvard
Educational Review 95 (2), Article her-9502-5. https://doi.org/10.17763/1943-5045-95.2.228.

Lewis, I, S. L. Corcoran, S. Juma, |. Kaplan, D. Little, and H. Pinnock. 2019. “Time to Stop Polishing the
Brass on the Titanic: Moving Beyond Quick-and-Dirty Teacher Education for Inclusion, Towards
Sustainable Theories of Change.” International Journal of Inclusive Education 23 (7-8): 722-739.
https://doi.org/10.1080/13603116.2019.1624847.

Liasidou, A. 2008. “Critical Discourse Analysis and Inclusive Educational Policies: The Power to Exclude.”
Journal of Education Policy 23 (5): 483-500. https://doi.org/10.1080/02680930802148933.

Lindenskov, L., and B. Lindhardt. 2021. “Exploring Approaches for Inclusive Mathematics Teaching in
Danish Public Schools.” Mathematics Education Research Journal 32 (1): 57-75. https://doi.org/10.
1007/513394-019-00303-z.

Magnusson, G., and D. Paulsrud. 2025. “Inclusion Has Gone Too Far: How a Slogan Became Policy in
Swedish Education.” Journal of Education Policy: 1-20. https://doi.org/10.1080/02680939.2025.
2560370.

Messiou, M. Ainscow, and K. Messiou. 2020. “Inclusive Inquiry: Student-Teacher Dialogue as a Means
of Promoting Inclusion in Schools.” British Educational Research Journal 46 (3): 670-687. https://
doi.org/10.1002/berj.3602.

Morvan, J. A. 2017. “Making Visible and Acting on Issues of Racism and Racialization in School
Mathematics.” Brock Education: A Journal of Educational Research and Practice 27 (1): 35-52.
https://doi.org/10.26522/brocked.v27i1.624.

Muhammad, G. E., N. A. Ortiz, and M. L. Neville. 2021. “A Historically Responsive Literacy Model for
Reading and Mathematics.” The Reading Teacher 75 (1): 73-81. https://doi.org/10.1002/trtr.2035.

Nieminen, J., A. Bagger, and J. Allan. 2023. “Discourses of Risk and Hope in Research on
Mathematical Learning Difficulties.” Educational Studies in Mathematics 112 (2): 337-357.
https://doi.org/10.1007/510649-022-10204-x.

OECD. 2023. Equity and Inclusion in Education: Finding Strength Through Diversity. Paris: OECD
Publishing. https://doi.org/10.1787/e9072e21-en.

Ozmantar, M. F., M. Coskun, and A. Bozkurt. 2025. “Mathematics teachers’ Ethical Decision-Making
Approaches in Instructional Practices: Mathematics teachers’ Ethical Decision-Making
Approaches in Instructional Practices.” Educational Studies in Mathematics 119 (1): 117-144.
https://doi.org/10.1007/s10649-025-10396-y.

Peters, S., and L. A. Oliver. 2009. “Achieving Quality and Equity Through Inclusive Education in an Era
of High-Stakes Testing.” Prospects: Quarterly Review of Comparative Education 39 (3): 265-279.
https://doi.org/10.1007/s11125-009-9116-z.


https://doi.org/10.5951/jresematheduc-2022-0005
https://doi.org/10.5951/jresematheduc-2022-0005
https://doi.org/10.1007/978-3-319-14511-2_15
https://doi.org/10.1007/978-3-319-14511-2_15
https://doi.org/10.1080/15017419.2016.1224778
https://doi.org/10.3390/educsci13121212
https://doi.org/10.1080/08856257.2019.1580837
https://doi.org/10.3389/fpsyg.2021.633066
https://doi.org/10.3389/fpsyg.2021.633066
https://doi.org/10.17763/1943-5045-95.2.228
https://doi.org/10.1080/13603116.2019.1624847
https://doi.org/10.1080/13603116.2019.1624847
https://doi.org/10.1080/02680930802148933
https://doi.org/10.1007/s13394-019-00303-z
https://doi.org/10.1007/s13394-019-00303-z
https://doi.org/10.1080/02680939.2025.2560370
https://doi.org/10.1080/02680939.2025.2560370
https://doi.org/10.1002/berj.3602
https://doi.org/10.1002/berj.3602
https://doi.org/10.26522/brocked.v27i1.624
https://doi.org/10.26522/brocked.v27i1.624
https://doi.org/10.1002/trtr.2035
https://doi.org/10.1007/s10649-022-10204-x
https://doi.org/10.1007/s10649-022-10204-x
https://doi.org/10.1787/e9072e21-en
https://doi.org/10.1007/s10649-025-10396-y
https://doi.org/10.1007/s11125-009-9116-z
https://doi.org/10.1007/s11125-009-9116-z

EUROPEAN JOURNAL OF SPECIAL NEEDS EDUCATION e 23

Roos, H. 2019. “Inclusion in Mathematics Education: An Ideology, a Way of Teaching, or Both?”
Educational Studies in Mathematics Education 100 (1): 25-41. https://doi.org/10.1007/s10649-018-
9854-z.

Roos, H., and A. Bagger. 2021. “Developing Mathematics Education Promoting Equity and Inclusion:
Is It Possible?” In Exploring New Ways to Connect: Proceedings of the Eleventh International
Mathematics Education and Society Conference Volumes, edited by D. Kolloshe, Vol. 1-3,
223-226. Hamburg, Germany.

Roos, H., and A. Bagger. 2024. “Ethical Dilemmas and Professional Judgment as a Pathway to
Inclusion and Equity in Mathematics Teaching.” ZDM Mathematics Education 56 (3): 435-446.
https://doi.org/10.1007/s11858-023-01540-0.

Roos, H., and A. Bagger. 2026. “Inquiry-Based Recall Dialogue (IRD) - Investigating How Ethical
Dilemmas Can Be Met by Professional Judgment.” [manuscript submitted for publication].

Solomon, Y. 2008. Mathematical Literacy: Developing Identities of Inclusion. 1st ed. New York: Taylor &
Francis Group.

Swedish National Agency for Education. 2019. PISA 2018. 15-ringars kunskaper i ldsforstdelse, mate-
matik och naturvetenskap [15-Year olds knowledge in reading, mathematics and science].
Stockholm: Skolverkets publikationsservice.

Swedish National Agency for Education. 2025. Final Grades in Compulsory School. Skolverket,
Stockholm: Swedish National Agency for Education, Stockholm.

Swedish Schools Inspectorate. 2014. Kommunernas resursférdelning och arbetet med segregatio-
nens negativa effekter i skolvdsendet (Rapport 2014:01).

Tan, P., A. Padilla, and R. Lambert. 2022. “A Critical Review of Educator and Disability Research in
Mathematics Education: A Decade of Dehumanizing Waves and Humanizing Wakes.” Review of
Educational Research 92 (6): 871-910. https://doi.org/10.3102/00346543221081874.

Throop Robinson, E. 2023. “Count Me In: Exploring Equity, Diversity, and Inclusion Through
Mathematics and Children’s Literature.” The Reading Teacher 77 (2): 189-198. https://doi.org/10.
1002/trtr.2233.

UNESCO. 1994. The Salamanca Statement and Framework for Action on Special Needs Education.
https://unesdoc.unesco.org/ark:/48223/pf0000098427 .

United Nations. 2015. Transforming Our World by 2030: A New Agenda for Global Action Zero. Draft of
the Outcome Document for the UN Summit to Adopt the Post-2015 Development Agenda. New York:
United Nations.

Vithal, R., K. Brodie, and R. Subbaye. 2024. “Equity in Mathematics Education.” ZDM Mathematics
Education 56 (1): 153-164. https://doi.org/10.1007/511858-023-01504-4.

Yang Hansen, K., P. Patsis, and J. E. Gustafsson. 2025. “How Does School Composition Mitigate
Socioeconomic and Ethnic Gaps in Students Achievement in Sweden: A Long-Term Trend
Between 1988 and 2020.” Educational Review: 1-26. https://doi.org/10.1080/00131911.2025.
2599761.

Zevenbergen, R., and L. Ortiz-Franco. 2002. “Equity and Mathematics Education.” Mathematics
Education Research Journal 14 (3): 151-153. https://doi.org/10.1007/BF03217359.


https://doi.org/10.1007/s10649-018-9854-z
https://doi.org/10.1007/s10649-018-9854-z
https://doi.org/10.1007/s11858-023-01540-0
https://doi.org/10.1007/s11858-023-01540-0
https://doi.org/10.3102/00346543221081874
https://doi.org/10.1002/trtr.2233
https://doi.org/10.1002/trtr.2233
https://unesdoc.unesco.org/ark:/48223/pf0000098427
https://doi.org/10.1007/s11858-023-01504-4
https://doi.org/10.1080/00131911.2025.2599761
https://doi.org/10.1080/00131911.2025.2599761
https://doi.org/10.1007/BF03217359

	Abstract
	Introduction
	The state of inclusion and equity
	Inclusion and equity in mathematics education
	The MInE project
	The third phase in the MInE project
	Selection

	Theoretical underpinnings
	Methods for collecting data in the MInE project
	Methods for analysis
	Moments of inclusion and equity, ethical dilemmas, and professional judgement in mathematics teaching
	Moments of inclusion
	Moments of equity
	Ethical dilemmas
	Professional judgment

	Discussion on contextualising and contesting moments of inclusion and equity
	Note
	Disclosure statement
	Funding
	ORCID
	References

