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Abstract 

 
This study researched the adequacy of supports available to pupils with disabilities in 

Gaeltacht schools, from the perspectives of professionals working work them daily, SNAs, 

teachers and principals. Through a critical analysis of literature in the research area, the 

researcher hoped to gain more information and address the following questions: 

• What are the social, emotional and academic benefits and challenges of inclusion in 

mainstream primary education and for pupils with disabilities? 

• To identify what challenges students with disabilities, encounter when attending a 

mainstream school. 

• To find out what impact and affect providing an inclusive education to students with 

disabilities has on the school and other students in the class. 

• To examine and analyse benefits and challenges of providing an inclusive education 

system. 

• To gain an insight into the challenges teachers and SNAs encounter when teaching 

children with disabilities in a mainstream primary Gaeltacht schools. 

 
The researcher engaged in a qualitative research method using interview questionnaires. This 

approach enabled the researcher to gather data and gain a better insight into the views and 

perceptions of professionals’ working with pupils with disabilities operating through the 

medium of the Irish language. There were social, emotional and academic benefits identified 

as a result of children being integrated and educated together in an inclusive learning 

environment. This concurs with the researchers own personal experiences from attending a 

mainstream Gaeltacht school with a special class attached over thirty years ago. 

 
There were however many shortcomings identified through the research mainly as a result of 

inadequacy’s at a macro level in government ranging from lack of psychological assessments 

leading to a lack in supports being allocated to schools for pupils with disabilities. Other 

areas identified were long delays for speech and language and audiology services. There were 

many recommendations suggested in the research, from additional supports for pupils with 

disabilities who are struggling academically being at the forefront and the need for more 

SNAs and teaching assistants in schools to enable greater inclusion for all. 
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Chapter One - Introduction 

 

 
 

1.1 Introduction 

 
This study aims to explore if pupils with disabilities are being adequately supported in 

Gaeltacht primary schools from the perspectives of the professionals working with them 

daily. The focal point for this study has emerged from the researcher’s personal experiences, 

knowledge and profession over time. The principal aim and motivation behind this study is to 

examine the views of school principals, teachers and special needs assistants (SNAs) and 

outline the educational challenges and benefits that they perceive pupils with disabilities 

experience in Gaeltacht schools. 

 

From the 1960s to mid-1980s in Ireland it was acknowledged that there was a need to educate 

children with disabilities (Flood, 2013, p. 6) It was not until the mid-1980’s and early 1990’s 

that the Irish State was forced to provide education for children with special educational 

needs. Up to the late 1990s, the State denied certain children with intellectual disabilities 

access to mainstream education stating that they were “uneducable” (Harris, 2017). The 

decision to undergo this research topic is mainly due to the increase in numbers of pupils with 

disabilities and autism spectrum disorder (ASD) attending mainstream schools in recent 

years. 

 

A recent publication from the National Principals Forum (NPF, 2019, p. 16) stated that in a 

survey carried out on over nine hundred primary school principals, the findings indicated that 

they felt that there is an ‘inclusion illusion’ currently taking place in primary schools in 

Ireland. In this dissertation, the opinions of professionals will be sought concerning whether 

pupils with disabilities are being adequately supported in Gaeltacht primary schools and 

comparisons made with literature. There is a limited amount of specific literature available or 

studies previously carried out concerning the education of pupils with disabilities attending 

Gaeltacht schools in Ireland. There were four pre-existing studies to date known to the 

researcher regarding providing for Special Educational Needs (SEN) in bilingual education 

and Irish medium education (IME) schools (Andrews, 2019; Barrett, 2016; Ní Chinnéide, 

2009; Nic Gabhann, 2008). 
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1.2 Background to the investigation 

The researcher divided the research question into three primary sections which are further 

broken down in subsections and correlate with the overall aim of this study, see figure 

1.2.1(a). The reasoning behind this is to provide the reader with an overview of the entire 

investigation in a logical and coherent sequence. 

 

 
 

 

According to Lindsay (2007), the main policy objective of many countries is to guarantee that 

all children, no matter what their abilities, have an entitlement to access a proper education. 

The researcher believes that child should have an entitlement to feel supported and included 

in their local community school and gain a quality education regardless of their individual 

needs, this belief is also supported by the Salamanca statement (1994), which states that: 

‘A child with a disability should attend the neighbourhood school that would be 

attended if the child did not have a disability.’ 
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(UNESCO, 1994) 

In a Gaeltacht school, Irish is the primary language of instruction. Pupils are not spoken to or 

introduced to English or other languages until they enter first class. From first-class upward 

English is only used when studying the English language as part of the subject area in the 

curriculum. It is important to note that the majority, ninety per cent of children that attend 

Gaeltacht schools come from English-speaking homes (Harris et al., 2006; Parsons and 

Lyddy, 2009). The motivation to investigate this area stemmed from the researcher’s personal 

experiences as a result of receiving primary education in a traditional Gaeltacht heritage- 

language school which had a special needs class attached. The primary school that the 

researcher attended as a child had already begun integrating children with disabilities into a 

mainstream learning environment over thirty years ago. 

 

 
1.3 Aim of research 

The principal aim of this study is to examine from the professionals’ perspective if the social, 

emotional and educational needs of pupils with disabilities are adequately supported in 

Gaeltacht primary schools. Through the use of qualitative research, the author hopes to gain 

an insight into the perspectives of professionals on their experiences. The views of principals, 

teachers and SNAs at four Gaeltacht primary schools will be investigated. An analysis will be 

carried on the benefits and challenges, the professionals perceive, pupils with disabilities 

encounter in Gaeltacht schools. This research should help parents and guardians of children 

with disabilities, by providing information regarding the benefits and challenges of receiving 

an Irish-medium education. Research results will address any concerns of whether there are 

adequate supports available for pupils with disabilities in Gaeltacht mainstream schools. It is 

also hoped that this research will help parents and guardians when deciding which type of 

educational pathway would best suit their child’s learning needs before they decide to travel a 

considerable distance each day to an English-medium primary school. This study could be of 

benefit to professionals interested in creating and providing an inclusive educational 

environment through immersion education. 

 

 
1.4 Research site 

This study involves four different research sites, see table 1.4.1(a) and explores the 

perspectives of principals, teachers and SNAs from four rural primary Gaeltacht schools 
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included in the DEIS programme for pupils from disadvantaged communities and have been 

identified by the Department of Education (DES) and Government of Ireland as having pupils 

at risk of educational disadvantage. All schools in this study engaged with multi-class 

teaching in classrooms. It is important to note that three of the schools involved in this study 

are operating out of buildings which were built over forty-five years ago. The research was 

carried out at each of the schools in which the research participants were employed before the 

Covid-19 restrictions, and via telephone and email after restrictions were put in place. School 

names have been omitted for anonymity. 

 

 
Table 1.4.1(a) – Research sites 

 
1.5 Conclusion 

 

In conclusion this chapter provided an explanation to the research choice outlining relevant 

literature and personal experiences which influenced the researcher to want to investigate this 

area further. A background to the investigation was provided which maps out the structure for 

the upcoming chapters. The following chapter will review the literature studied and make 

connections to the research question. 
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Chapter Two - Literature Review 

 

 
 

2.1 Introduction 

 

 
 

In this chapter, the literature reviewed for this study will be examined and discussed. The 

literature review will involve an inductive reasoning approach, evaluating research in the area 

of inclusion and the adequacy of support for pupils with disabilities attending Gaeltacht 

schools. This will be examined concerning Gaeltacht schools and the history of how inclusion 

for primary school pupils with disabilities evolved and the various legislations enacted to 

achieve this. Definitions of the terms disability and inclusion will be presented. A brief 

outline will be given of a recent study by the NPF where the views of over nine hundred 

primary school principals were sought on inclusion. The Irish language aspect will also be 

discussed by examining prior studies highlighting the benefits and challenges of immersion 

education in a bilingual context in pupils' SEN. Literature about benefits and challenges 

currently impacting pupils with disabilities from accessing an inclusive education will also be 

highlighted. 

 

2.2 Theory, policies and practices 

2.2.1 Theories, history and legislation of inclusive education 

In theory, inclusive education involves removing barriers to learning. Piaget (1972) believed 

that children develop intellectually through socialisation. Lev Vygotsky (1896-1934) was a 

Russian psychologist well-known for his sociocultural theory (1978) and constructivist views 

of inclusion and learning. Sociocultural theory plays a critical role in the education of 

children with disabilities in Gaeltacht schools, through social and cultural interactions, 

collaborative learning, guided learning and positive reinforcement. 
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Figure 2.2.1(a) – Vygotsky’s Zone of Proximal Development (Ciciora L. 2012) 

 

 
 

The Zone of Proximal Development (ZPD) provided the basis of where learning and 

development views and assessment of needs in an educational context originally derived 

from. Vygotsky (1978) foresaw a practice-orientated model of education for children with 

disabilities. His social constructivist epistemology provided a basis to develop a vision for 

future models of special education, of inclusion based on positive differentiation (Gindis, 

2003). 
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Figure 2.2.1(b) – Maslow’s Hierarchy of Needs (1954) concerning education 

 

 
In Maslow’s hierarchy of needs, the needs of children are arranged on different levels 

highlighting how all children have basic needs and that this basic level of needs must be 

achieved for learning to occur and enable children to move onto the next levels of needs 

(Lutz 2016; McLeod 2007). The more needs that are achieved, the more pupils learn. 

 

In the past, pupils with disabilities were judged by their disability and impairment instead of 

their strengths and abilities (Swaine 2011). Over the past three decades, there has been a 

major shift in an educational context in the Irish education system (Appendix A). Until the 

early 1990s, the Catholic Church in Ireland was primarily responsible for the education of all 

children in the Irish State. However, since the introduction of the Education Act 1998 the 

publication of the Ferns Report (O’Donnell, 2005), religious institutions began reducing their 



19  

level of control, due to an increase in State intervention and pressure from parents and 

teachers alike (Flood 2013; Raftery 2002). The educational landscape has changed from 

segregation to integration of pupils with disabilities in schools. This led to the creation of 

Government legislation on best practice for pupils with disabilities ensuring that they have 

the same rights to an education as their peers without disabilities (Cameron 2014). 

 

In 1991 the then Minister for Education, Mary O’Rourke set up the Special Education 

Review Committee (SERC). SERC was them responsible for reporting and making 

recommendations with regard to four main areas involving the provision of education for 

children with special educational needs: 

 

 

Identifying children with SEN 
and deciding which educational 

setting would best suit their 
needs i.e. mainstream schools, 
special classes, special schools. 

Organizing and providing the 
educational supports required in 
order for learning to occur i.e. 

Assessments, learning resources, 
special classes, etc. 

 

Special Education 
Review 

Committee SERC 

 

Providing the support services 
required to facilitate inclusion in 
learning i.e. SEN teacher, SNA, 

etc. 

Providing access to other state 
services i.e. psychologists, 

occupational therapist, speech 
and language therapists, etc. 

 

 

Table 2.2.1(c) – SERC (1991) area for the provision of education for children with 

SEN 

 

 
2.2.2 Principles and policies of an inclusive educational system 

An “inclusive educational system” is defined as a system which includes a broad diversity of 

pupils and which transforms its educational teaching styles and practices to create a student- 

centred learning environment (Pijl et al, 1997). The 1998 Education Act states that it is the 

responsibility of the DES to ensure that all Irish residents are entitled to support services and 

quality education in line with their educational abilities and needs. In recent years’ emphasis 

has been put on providing all students with disabilities access to inclusive education through 
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legislation, to ensure that all schools are promoting an inclusive educational environment. 

The DES promotes maximum integration and makes provision for children with disabilities 

and SEN through educational supports which are provided depending on assessed needs in 

education. The Education for Persons with Special Educational Needs (EPSEN) Act 2004 

provides, 

 
‘that people with special educational needs shall have the same right to avail of, and 

benefit from, appropriate education as do their peers who do not have such needs’. 

 

For children with disabilities that do attend mainstream school, there is help provided for 

SEN such as learning support, resources teachers and SNAs. The level of support given is 

dependent on professional opinion and assessment of the pupils’ level of need i.e. decided by 

clinical psychologist, occupational therapist, etc. 

 
‘States shall ensure an inclusive education system at all levels so that persons with 

disabilities receive the support required within the general education system to 

facilitate their effective education.’ United Nations Convention of the Rights of 

Persons with Disabilities (2006). 

 
According to Sebba (1996), inclusion is a process whereby educational settings treat all 

students equally as individuals. This was further underpinned with the EPSEN Act in 2004 

which provides for the educational rights of pupils with disabilities and led to the 

establishment of the National Council for Special Education (NCSE). The NCSE (2011) state 

that various legislations such as the Education Act and the EPSEN Act advise that children 

with disabilities should be educated in an inclusive educational setting unless it is contrary to 

the needs of the child with the disability or with other children that the child with the 

disability would be educated (Irish Government, 2004). The NCSE have taken over services 

previously provided by the Special Education Support Service (SESS), the National 

Behaviour Support Service (NBSS) and the Visiting Teacher Service (VTS) “to improve the 

delivery of Education Services to persons with special educational needs.” (Sess.ie) 

 
2.2.3 Definitions of disability from an educational context 

In the EPSEN Act, 2004 disability is defined as: 
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‘a restriction in the capacity of the person to participate in and benefit from education 

on account of an enduring physical, sensory, mental health or learning disability, or 

any other condition which results in a person learning differently from a person 

without that condition.’ 

It is important to state that not all pupils with disabilities require additional support at school. 

According to the NCSE (2014), ‘a child with a disability’ includes children with intellectual 

disabilities and/or learning disabilities in addition to other health impairments. 

 

The NCSE categorises disabilities as follows: 
 

 

 

 

Intellectual disability which results in 
significantly below average general 

intellectual functioning, behaviour which has 
an adverse effect on a pupils’ educational 

performance. i.e. hearing, speech, language 
and visual impairments, emotional 

disturbance, orthopaedic impairment, autism 
and traumatic injury to the brain. 

 

 

 

 
 

Specific learning disabilities 
that affects a pupils’ ability 

to take direction, listen, 
think, speak, write i.e. 
dyslexia, dysgraphia, 

dyscalculia, ADHD, etc. 

 

NCSE 
categories of 

disability 

Other health impairments can 
range from special needs arising 

from assessed syndromes i.e. 
Down syndrome, Tourette’s and 
Williams syndrome or multiple 
assessed disabilities i.e. deaf- 
blindness, and who, by reason 

thereof, requires special 
education and related services. 

 

 

Figure 2.2.3(a) – NCSE (2014) categories of disability in education 

 

 
There is a social model for disability as defined by the Acting for Kids Charity (AFK), they 

believe that “disability is caused by the way society is organised, not the individual’s 

impairment.” The researcher feels that the difference between the medical and social model 

of disability and the challenges faced from a teaching and learning context is captured 

explicitly in the following picture. 
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Figure 2.2.4.(b) – Medical v’s Social Disability (Zimmermann 2015) 

 

 
The medical model identifies the child as the problem and requires them to change, where the 

social model accepts that the school needs to adapt to meet the needs of all children. The 

researcher concurs with (Mittler, 2000, p. vii), “inclusion is not about placing children in 

mainstream schools. It is about changing schools to make them more responsive to the needs 

of all children.” 

 

2.3 Benefits and challenges of inclusion for all 

2.3.1 Supports in place for schools with children with disabilities 

Research carried out by Gilmour (2018) shows the growing prevalence of inclusion in 

mainstream schools over the past decade, highlighting the fact that at the time of this study 

more than sixty per cent of all pupils with disabilities spent over eighty per cent of their 

school day in mainstream classes, alongside their peers without disabilities. An outline of the 

supports that are currently in place to promote inclusion, see Figure 2.3.1(a). 
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Figure 2.3.1(a) – Support currently in place for primary schools 
 

 

Figure 2.3.1(b) – Inclusion in Primary School Continuum of Support Structure NCSE (2011) 

 

 
There are three stages to the support mechanisms available to schools for pupils with 

disabilities i.e. classroom supports, school supports and school plus supports (Appendix B). 

The NCSE (2017) established a new model which allocates special education teaching (SET) 

support in mainstream schools based on a number of factors as follows: 

NCSE 
support 
service 

SESS NEPS 

Supports for 
Schools 

Visiting 
teacher 
service 

NBSS 

SENO 
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It is based on school size, the number of pupils with disabilities/SEN and the social 
context of the school i.e. DEIS, etc. 

 

Standardised test results, supports are allocated based on a child’s identified needs i.e. 
learning, social, emotional and behavioural etc. 

Schools need to use the Continuum of Support framework (Appendix B) so that children 
with the most needs get the most support i.e. SNA, resource teaching, special education 
teaching, small group teaching, or one to one support teaching. 

Levels of support vary depending on the child’s individual needs. A diagnosis is no longer 
required in order to get extra help at school as children with the similar diagnosis might 
have different needs requiring different supports. 

Table 2.3.1(c) – Factors influencing SET support in schools (NCSE, 2017) 

 
 

2.3.2 Benefits and challenges of inclusion 

Studies carried out on the effect of inclusion on pupils with disabilities in mainstream classes, 

have shown that inclusion has a positive effect on pupils overall (Maras and Brown, 2000; 

Kalambouka et al, 2007). It has been found that pupils who are exposed to inclusion in 

mainstream education have a greater awareness and acceptance of personal differences 

(Staub and Peck, 1994). In contrast to the positive constructive outcomes described, recent 

studies carried out by (Gottfried and Harven 2015; Gottfried et al. 2016) have found that 

there are also direct negative affects of inclusion on pupils without disabilities being educated 

in the same classroom as pupils with emotional and behavioural disabilities. Findings of the 

study highlighted that teachers have seen a rise in pupils without disabilities emulating 

disruptive behaviours and acting aggressively in reaction to the actions of some pupils with 

specific learning disabilities i.e. if a child gets hit, they hit back. Research by Dyson et al, 

(2004) also highlighted that on average pupils being educated in inclusive settings achieved 

lower assessment results than children attending non-inclusive settings. 

 

 
2.3.3 Current barriers to providing an inclusive education 

Current challenges that exist can be linked to the shortage of places in schools for children 

with SEN and is the provision of special needs places in mainstream primary schools. 

Forcing McHugh (2019) to invoke legal powers to direct South Dublin schools to open 

eighty-two additional school places in the coming year (Donnelly, 2019). John Boyle, 
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Chairperson of the Irish National Teachers Organisation (INTO, 2019), highlighted the issues 

that exist stating that unless schools are given the adequate resources, they will not be able to 

make the necessary provisions to create suitable inclusive educational environments for 

pupils due to lack of staffing, physical space, professional training of staff and shortage of 

services i.e. psychologist, therapists, etc. 

 
 

There is a lack of research providing evidence as to the effectiveness of inclusive practices 

for pupils with disabilities which has led to a major debate on whether “the one size fits all” 

approach concerning traditional education for children with disabilities is working (Hornby 

1999; 2003). Besides, it is still unknown to what extent children with disabilities in 

mainstream classes are being tested, in “a sink or swim approach” to achieve an inclusive 

education system (NCSE 2011). Universal design for learning (UDL) was first identified by 

Mace (1998) and is a relatively new approach to inclusive learning environments, which 

involves removing barriers to inclusion similar to the social model for a disability as 

described in Figure 2.2.3(b). “Universal design is not just about access for some, but it is 

about usability and inclusion for all.” (Sanford, 2012, p. xiii) 

 

In this current study, the researcher aims to identify if UDL approaches are being 

implemented and facilitated in Gaeltacht primary schools and the extent that teaching and 

learning approaches are being adapted and differentiated to cater to the needs of all pupils. A 

study carried out on over nine hundred principals by the NPF (2019, p.6) on special education 

provision in mainstream primary schools in Ireland stated that over ninety percent of 

principals (that’s one in every four schools in Ireland) believed that supports received for 

children from the NCSE was inadequate thus creating an “inclusion illusion”. The findings 

of this study included: 
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Table 2.3.3(a) – Inclusion Illusion report findings (Clifford, 2019) 

 

 
 

2.4 Immersion education and bilingualism 

 
2.4.1 Gaeltacht immersion education 

 
Gaeltacht education involves the provision of Irish medium education (IME) for pupils from 

a ‘linguistic minority’ in the native language (COGG, 2015). Gaeltacht schools operate 

through the use of the new primary language curriculum (NCCA, 2015) (Appendix C) 

meaning that the Irish language is the primary language of instruction in schools. This is as a 

result of the decline in native Irish language speakers as it is now considered a minority 

language. It is hoped that the immersion education programme will create a revival of the 

Irish language in rural areas. In Gaeltacht IME school’s pupils are totally immersed in the in 

Irish language for the first two years of schooling and are not introduced to the English 

language curriculum until pupils are in first class. Therefore, pupils in Gaeltacht schools 

become bilingual in the Irish and English languages. Depending on which language is 

considered the majority language (Níc Cionnaith, 2008, p.62) it’s referred to as ‘additive’ 

bilingualism if English is the first language and ‘subtractive’ bilingualism if Irish is the first 

language (COGG, 2015; Baker and Jones, 1998). 

 

 
2.4.2 Bilingual education 

 
There is a vast amount of studies highlighting the advantages of bilingualism (Barac et al., 

2017; Hamers, 2000; Nicoladis, 2016). Children with learning difficulties, cognitive 

problems and language problems can benefit positively from a bilingual learning 

There has been cuts to supports for children with additional learning needs in 90% of 
the schools surveyed, yet the number of pupils in need of special education has risen. 

 
In three out of four schools, the SEN teacher or resource teacher has regularly had to 
cover staff absences due to the shortage of substitute teachers available. 

 
Just over half of principals have reported seeing an increase in physical aggression in 
school children in recent years. 

 
64% of the principals admitting that they had no option but to physical restrain a child 
from doing harm to themselves or others. 
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environment providing schools provide adequate support to do so (Bialystok 2017). Bialystok 

(2017) advises that for decades there has been worldwide debate regarding the effect that 

bilingualism has on cognitive development. Canadian studies carried out by Bialystok (2003, 

2005, 2012) involving second language acquisition (e.g. English and French), linguistic 

abilities and phonological awareness highlight educational benefits that bilingual children 

have over monolingual children. In recent years there has been a great emphasis on learning 

phonics and it has been seen as an effective and successful way to learn languages for most 

children with language learning disabilities and language processing difficulties (Schwartz 

and Sparks, 2019). Edwards (2010) states, that immersion education has been identified as 

being the most successful method in the provision of bilingual education. To enable a 

conclusion to be drawn from these previous studies the researcher aims to examine the 

experiences and perceptions of the interview participants regarding the impact of the Irish 

language on pupils with disabilities concerning second language acquisition and bilingualism. 

According to Hakuta (1986) this, in turn, has created concern amongst parents/guardians, 

creating the perception that second language acquisition and bilingualism could confuse 

children and impede their normal cognitive ability to succeed in education. 

 

 
2. 5 Conclusion 

 
This section provided a synopsis of relevant literature in the area of inclusive education and 

mainstreaming children with disabilities. Various studies in literature support the movement 

in mainstream schools toward inclusive education in line with relevant Government 

legislation and policies. An increase in awareness of individual rights and equality with or 

without disabilities is at the forefront of all educational policies in schools. Valuable 

knowledge and information from credited researchers have given the author the basis for this 

study. The literature also presented some barriers to inclusivity in mainstream educational 

settings from lack of spaces available, to challenges derived from the literature regarding the 

negative aspects of inclusion and challenging behaviours. 

 

 
There is a vast amount of studies and literature carried out on inclusion and education 

globally, yet there is a very limited amount of studies carried out in an Irish context 

concerning primary Gaeltacht immersion education and inclusion of children with 

disabilities. Despite a plethora of research about ASD, it remains unknown why the incidence 
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rate of autism spectrum disorders continues to increase year on year (Lui et al., 2010). It 

could be as a result of increased public awareness, changes in methods used for diagnosis or 

social acceptance surrounding the stigma attached to an ASD diagnosis. The researcher feels 

that future research in this area is required taking the level of severity of a child’s disability 

and background into consideration. Furthermore, the level of support available to schools and 

pupils would need to be reassessed, by carrying out a thorough investigation of what 

additional support systems could be implemented to improve the outcomes for everyone. 

 

 
While there is evidence of past research in the area of inclusion of pupils with special 

education needs in primary schools it is very limited concerning studies carried out in schools 

which operate through the IME. There was a limited amount of specific literature available or 

studies carried out concerning the education of pupils with disabilities attending Gaeltacht 

schools in Ireland. 
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Chapter Three - Research design and methodology 

 
3.1 Introduction 

 
In this chapter, the methodology that was used for this study will be explained to give the 

reader an insight as to how the research was conducted. This section will discuss the research 

purpose, aims, objectives, including research participants, the type of methodology used to 

collect data for the study and justifying it using literature. The rationale for the study will be 

provided and for the choice of method used explaining how the data analysis was carried out. 

The validity and reliability of methodology will be outlined highlighting any limitations. 

 

 
3.2 Research purpose 

Creswell (2013) outlines five qualitative approaches to research, narrative research, 

phenomenology, grounded theory, ethnography and case study. The research method used 

involves a context-based, inductive case study approach. A case study research approach 

involves researching within a real-life, modern-day environment (Yin, 2009). 
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What are the professionals’ 
perceptions of implementing 

inclusive education in 
Gaeltacht primary schools? 

 

 

 

 

 
What are the 
professionals’ 
perceptions of 
the conditions 
and support 
required to 
implement 

the inclusion 
in Gaeltacht 

primary 
schools? 

 

 
Are pupils with 

disabilities being 
adequately 

supported in 
Gaeltacht primary 

schools: the 
professionals’ 
perspective? 

What type of 
arrangements 
are there in 
Gaeltacht 
primary 

schools to 
support staff to 

in the 
implementatio 

n inclusive 
education for 
children with 
disabilities? 

 

 

 

What are the experiences of 
professionals’ implementing 

inclusive education in 
Gaeltacht primary schools? 

 

Figure 3.2.1(a) – Research question and sub-questions 

 

 
The main purpose of the study was to obtain answers to the research question Figure 3.2.1(a) 

from the point of view of the principals, teachers and SNAs working with and providing 

inclusive education to pupils with disabilities. To get an answer to the research question, 

research objectives (Table 3.2.2) and to fulfil the requirements of this dissertation. For this 

study the researcher engaged in the use of a qualitative research method. 
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Objective 7 - To formulate conclusions from the data collection results and purpose 
recommendations in relation to the research question, highlighting implications for future 
studies. 

 

Research Purpose 
 

To explore if pupils with disabilities being adequately supported in Gaeltacht primary schools 
from the professionals’ perspective. 

 

 
 

Research Aim 
 

 
To evaluate the perspectives of the professionals on whether the social, emotional and 
academic needs of pupils with disabilities are being met. 

 

 

 

Research Objectives 
 

 

Objective 1 - To access the teachers and SNAs views on the impact of inclusion in mainstream primary 
education & how it benefits students with disabilities socially, emotionally & academically? 

 

 

 

Objective 2 - To identify what challenges students with disabilities encounter when attending 
a mainstream? 

 

 
Objective 3 - To identify what impact and affect providing an inclusive education to students 
with disabilities has on the school and other students in the class? 

 

 

Objective 4 - To examine and analyse benefits and challenges of providing an inclusive 
education system? 

 
 

Objective 5 - To identify what challenges teachers and SNAs encounter when teaching 
children with disabilities in a mainstream primary Gaeltacht schools? 

 
 

Objective 6 - To ascertain what recommendations if any they would purpose to promote 
inclusivity in education to in order for pupils with disabilities to reach their full potential? 

 

Table 3.2.1(b) – Research purpose, aim and objectives 

 

 
 

3.3 Qualitative research method 
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The term qualitative research or field research refers to several different research strategies 

i.e. narrative research, case studies, phenomenology, etc. Researchers using qualitative 

research methods try to draw out the personal aspect of topics through viewpoints, 

perspectives and opinions (Glesne and Peshkin, 1992). Data collected via qualitative research 

is not quantifiable in statistical terms. Researchers use the natural environment and settings to 

make observations in an attempt to interpret experiences, views and behaviours through 

interactions with others (Bogdan and Biklen, 1992). Research data can be gathered by 

meeting with the individuals being researched in their natural setting i.e. where they normally 

work or spend their time, the research site. The interview questionnaires used in this study 

were developed by the researcher as a qualitative method of gathering information and data 

for the current study. Due to the layout of the interview questionnaire, it was possible for the 

researcher to draw both qualitative and quantitative data from the participants’ responses to 

the interview questionnaires on their perceptions about the research question. 

 

 
3.4 Interviews 

 

Interviews are a common way to gather research data and information from persons with 

knowledge of the subject matter and provide a valuable method to contribute to research 

(Denzin et al, 1994). The primary focus of this study was to get the professionals perspectives 

on whether pupils with disabilities are being adequately supported in Gaeltacht primary 

schools. The researcher adopted an unbiased view and examined the professionals’ opinions 

on their experiences of the challenges and benefits of inclusion in four rural Gaeltacht 

primary schools through qualitative research interviews and questionnaires. Qualitative 

research interviews are used to study the experiences, views and beliefs of an individual on a 

particular topic (Bhasin, 2019). 

 

 
According to Gillham (2000), interviews are utilised as a valuable strategy to gather 

information from participants and to collect data and gain knowledge on a particular area of 

interest or to gain a deeper understanding of the research topic. Hennink et al, (2010) advise 

that by interviewing participants it allows for a deeper understanding of social trends in 

contrast with quantitative methods i.e. questionnaires do not get a deeper understanding 

(Bhasin, 2019). Interviews allow for an in-depth analysis of perspectives and provide greater 

detail on which an individual’s thoughts and opinions are analysed rather than stated. 
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There are three main types of interview layouts i.e. structured, semi-structured and 

unstructured (Bhasin, 2019). For this study, the researcher adopted a semi-structured 

interview approach which included a combination of both structured and unstructured open- 

ended questioning. By adding a semi-structured aspect to create flexibility in the interview it 

allowed the interviewer to deviate from the structured list of questions, depending on the 

responses received from participants. This enabled the interviewer to ask follow-up questions 

in order to get a deeper explanation from the interviewee and created an opportunity for the 

interviewer to gain more valuable information on the topic that might not have been thought 

before the interview (Cassell, 2015, p. 4). 

 

 
The interview questions were developed from research studied during the literature review, 

the questions are open-ended, non-leading, understandable and sensitive (Kumar, 2014; 

Cohen et al., 2007). The research was achieved through the use of six face to face semi- 

structured interviews before the Covid-19 health crisis announcement on 16 March 2020, and 

via three telephone interviews and three emailed interview questionnaires following the 

introduction of the Covid-19 emergency restrictive period. The participants who took part in 

the study consisted of nine fully qualified teachers’, two of whom are teaching principals and 

three qualified SNAs. Interview times ranged between 20-30 minutes and semi-structured 

questionnaire schemas were used to guide the discussions and subsequently emailed to the 

three participants who it was not possible to face-to-face or phone interviews with, due to 

Covid-19 restrictions and mobile network connectivity issues. The views of twelve 

participants were sought to gain multiple perspectives on the research question. Two different 

questionnaires were used, both contained questions of common interest and specific 

relevance to the participant’s professions, there was one for teachers (Appendix E) and one 

for SNAs (Appendix F). Questions concerning teaching and the benefits of SNAs in schools 

were omitted from the SNA questionnaires to ensure the provision of an unbiased viewpoint. 

 

 
3.5 Pilot interviews 

 
There are two main types of pilot studies, exploratory and complete. For this study, two 

complete pilot interviews were carried out in advance upon receiving ethical clearance to aid 
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the design of the research and to test the intended layout for the interview schedule. This 

helped to establish whether interview questions were clear and understandable and that the 

research questions investigated what they were intended to (Harvey, 2019). By carrying out a 

pilot interview before full-scale research, it helps to eliminate problems with wording and the 

layout of the questions, reinforcing the validity and reliability of the information being 

gathered (Morse et al, 2002). There were no changes made to the questionnaires as a result of 

the pilot interviews. 

 

 
3.6 Sampling, Validity and Reliability 

 
Interviews were used as the primary research data collection method and the researcher 

interviewed teachers and SNAs over eighteen years of age with their prior permission and 

consent. As a result of the time limit involved to commence interviews and data collection, 

the researcher decided from reviewing previous studies and dissertations that twelve 

interview participants would provide enough information to form a logical analysis of the 

research question. The researcher felt that in order to gain a well-rounded view it would be 

appropriate to interview three SNAs and nine teachers two of whom were teaching principals. 

Interview participants were selected through two forms of sampling convenience and 

purposive sampling. Convenience sampling involves getting interviewees who are convenient 

and available to participate (Saunders et al. 2012). 

 

 
According to Merriam (2009), purposive sampling involves the identification of a clear 

research criterion to identify appropriate participants. For the researcher convenience 

sampling involved the willingness of participants to participate in the study. Whereas, 

purposive sampling was based on the researcher’s knowledge of the participant’s experience 

and length of time working in Gaeltacht schools. Given the nature of the study, it was 

necessary for all interviewees to be fluent in the Irish language and to have experience of 

working in a Gaeltacht primary school for over five years. Experience of educating and 

supporting pupils with disabilities was also a necessary element pertaining to the study 

(Patton, 2002). Upon receipt of ethical clearance on the 23 December 2019. The researcher 

approached participants nine in person and three by phone and invited them to participate in 

this research dissertation. All participants strongly expressed their intent to take part in the 

study when asked. The validity of the findings was verified by requesting assistance from a 
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fellow academic to review the interview voice recordings and emailed questionnaires 

received, and to read the typed transcripts of participant’s responses, verify the contents 

therein. 

 

 
3.7 Data collection and analysis 

 

The researcher was permitted to record seven of the nine interviews for data collection and 

three participants submitted responses to the interview questionnaire via email. A Sony 

digital voice recorder, a Dictaphone and two lapel microphones were used to record the six 

face-to-face interviews this was to ensure that voice recordings were clear and to block out 

any unwanted background sounds. This was used to ensure the smooth running of the 

interview and in case one recording device failed there was a backup. The audio file was then 

securely uploaded and saved onto a password-protected laptop, in a password encrypted file 

which is exclusively used by the researcher. The researcher requested permission to take 

notes during the interviews from the interviewees all participants agreed. Telephone 

interviews were carried out with three participants however it was only possible to record one 

due to issues with sound and mobile network connections the signal was very weak and 

lagging, therefore, the researcher took notes of participants’ responses to interview questions. 

The final three interview/questionnaire responses were submitted via email as the areas 

participants resided in did not have good internet connectivity and there were issues 

surrounding times and availability to be interviewed. 

 

 
Each of the participants was given a hard copy of the interview questionnaire, research study 

information letter (Appendix G), interview information sheet (Appendix H) and consent form 

(Appendix I) in advance of the interviews and the return dates for all including the emailed 

interview questionnaire was the 31st of March 2020. The interviews and interview 

questionnaires were used as the primary method to collect data for the qualitative research 

required for this study. Transcribed recorded interview notes were forwarded to participants 

for their approval and agreement before the anonymisation of transcripts and data analysis. 

The analysis was carried out from typed transcripts of interview recordings and interview 

notes and through the review of emailed responses received from three participants to 

interview questionnaires. 
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1. Familiarisation 

6. Writing 
up 

2. Coding 

5. Defining 
themes 

3. 
Generating 

4. 
Reviewing 

 

A thematic analysis of the data was then carried out to examine patterns of meanings and 

themes within the data (Caulfield, 2019). There are several approaches to thematic analysis 

inductive, deductive, semantic and latent. Inductive involves planning and developing a 

framework based on findings and deductive involves having some preconceived themes 

based on prior knowledge. The semantic approach involves analysing the data collected and 

the latent approach involves reading into their statements and making underlying 

assumptions. Using the thematic analysis approach method (Mortensen 2020; Braun and 

Clarke 2006), common themes were extracted during the data analysis. Further sub-sections 

of exploration exist within themes, all of which correlate with the overall aim of this study. 

The researcher used the most common form for conducting a thematic analysis which follows 

a six-step process, see Figure 3.7(a). 

 

 
Figure 3.7.1(a) - Process of thematic analysis (Caulfield, 2019) 

 

 
3.8 Limitations of the study 

 
Limitations of the study involved time constraints to complete the field research. The timing 

of this research should be borne in mind by the reader as the fieldwork was carried out 

between the 26 February and the 31 March 2020, interview timetable (Appendix D). Since 
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then there have been major changes in the educational landscape in schools due to Covid-19 

pandemic. Due to the relatively small sample size of research participants and the limited 

number of schools involved, the scale of the study depicts a relatively small portion of the 

Gaeltacht schools which already limits the representation of the findings. The fact that this 

study is limited to one research method made it harder to validate as the use of a triangulation 

approach might have added to the reliability of the study. A total of six face to face 

interviews had been carried out before the Covid-19 pandemic restrictions and due to issues 

surrounding mobile phone connectivity and network coverage, it was only possible to carry 

out a further three interviews over the phone. This resulted in three of the interview 

participants providing written/typed responses to the interview questionnaires via email. 

Typed transcripts from all twelve participants' interview/questionnaire responses can be 

viewed in order of sequence P1 to P12 (see Appendix J). 

 

 
3.9 Ethical considerations 

 
The research carried out in this study is in line with the ethical policy, procedures and 

guidelines of Letterkenny Institute of Technology (LYIT) and keeping with General Data 

Protection Regulation (GDPR) 2018. Ethical clearance for this study was received from 

LYIT on 23 December 2019, ‘Ethical Approval Application form’ (Appendix K). According 

to Bryman and Bell (2007) when conducting research, the study should not bring harm to any 

of the participants involved. Consent was gained from the principals at the four schools 

involved and interview participants before commencing the study, at the interview stage and 

data retention, respecting their dignity by offering full anonymity and confidentiality. All data 

collected for research or findings represented in this study was done so ensuring complete 

honesty and transparency throughout. 

 
‘Researchers must desist immediately from any actions, ensuing from the research 

process, that causes participants emotional or other harm.’ (BERA 2018) 

 
 

The ethical considerations involved in this study required receiving agreement and ethical 

clearance from the LYIT School of Business. It was the researchers’ responsibility to inform 

the principals and board of management of the schools involved about the research study and 

request permission this was done in person. Permission was  granted by all four school 
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principals to involve their school in the study providing that the names of the schools would 

remain anonymous. Following this, the interviewer asked participants in person if they were 

willing to take part in the study and they were provided with a copy of the information letter 

interview questions and consent form to sign to confirm their acceptance to participate in 

advance of the interviews. Pseudonyms are used throughout this study to ensure the 

anonymity of the identity of the participants and schools involved. 

 

 
To maintain ethical standards copies of the information letter and document and consent form 

containing information explaining the purpose of the research study was signed and agreed 

with participants in advance of the interviews and data collection process. All participants 

were assured of complete anonymity and confidentiality of interview responses throughout 

the study and in the dissertation. Cohen et al. (2000) highlight that it is important to ensure 

that participants are given the right to withdraw from the interview process at any stage or 

refrain from answering interview questions that may make them feel uncomfortable. All 

participants were given the right to withdraw from the interview, refrain from answering 

questions and pull out from the study up until the commencement of the data analysis 

process. 

 

 
The researcher and supervisor are the only people with access to the data and all participants 

were advised of their right to anonymity. All information gathered from the participants 

during interviews and documents produced in printed copy are locked securely in a drawer 

with the identities of participants redacted. Any data held on the researcher’s laptop which is 

used solely by the researcher will be password protected. In line with LYIT’s ethical 

procedures the data will be stored securely for five years following the completion of the 

dissertation when the hardcopy will be shredded and softcopy deleted. 

 

 
Any notes taken and transcribed following interviews have been anonymized and participants 

were given copies of their interview transcripts to ensure that they concurred with the content 

and allowed to make amendments or deletions. Any information received from interview 

participants was not altered or changed and participants were permitted to view transcriptions 

before analyses commenced. Data collection was in line with the Data Protection Acts Ireland 
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(1988, 2003, 2018), GDPR legislation (2018) and accordance with the BERA ethical 

standards 2018. The researcher concurs with the importance of taking an inclusive approach 

to research acknowledging that ‘ethics is a reflection of the respect for those who take part in 

research’ (TCD REC 2019). This study is based solely on the perceptions of the participants 

concerning the adequacy of support available to pupils with disabilities attending Gaeltacht 

primary schools. The possibility of ethical considerations arising from false expectations of 

participants concerning this study must be acknowledged. The researcher clearly stated to 

participants that the recommendations of this study may not have any impact on future 

legislative policies or educational outcomes. 

 

 
3.10 Conclusion 

 
In this chapter the approach taken to carry out study was identified, discussed and explained 

in a coherent sequence. The qualitative research method selected to gather information from 

the research participants was clearly justified and explained, providing reasoning for other 

methods of research and data collection. The process taken to get ethical approval was 

outlined insuring the provision of ethical standards throughout. The researcher employed the 

use of pilot studies to ensure the interview questionnaires would achieve their objective. The 

validity and reliability of the study and the data analysis process was also discussed in this 

chapter. In the next chapter the findings from the data analysis and examination of findings 

will be presented and discussed. 
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Chapter Four - Research Findings and Discussions 

 
 

4.1 Introduction 

 
 

This study aimed to establish, if pupils with disabilities are being adequately supported in 

Gaeltacht primary schools, from the predominant perspectives of the professional’s working 

with them daily. While there is evidence of past research in the area of inclusion of pupils 

with special education needs in primary schools it is very limited concerning studies carried 

out in schools which operate through the medium of the native Irish language in Gaeltacht 

areas. It was believed that there was a need for research regarding the adequacy of supports 

available for pupils with disabilities in Gaeltacht schools. Several factors which can both 

positively and negatively impact on inclusion in Gaeltacht schools are presented in this 

chapter. 

 
The findings in connection with the literature reviewed in chapter two will also be discussed 

in this chapter, using the thematic analysis approach method (Mortensen, 2020; Braun and 

Clarke, 2006). The findings presented in this study represent the views of SNAs and primary 

school teachers from Gaeltacht primary schools. Common themes were extracted during the 

data analysis. There were three key themes identified, the strengths and weaknesses of 

supports in place for pupils with disabilities, the benefits and challenges of inclusion in 

Gaeltacht schools and barriers to inclusion in education. Further sub-sections of exploration 

exist within themes, all of which correlate with the overall aim of this study (see Figure 

4.1(a)). 
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Theme 1 

Strengths & 
weaknesses 
of supports 
in schools 

Sub-themes 

1 - The role of SNAs 
2 - Approaches to 
teaching, learning and 
assessment 

 

 

 
Theme 2 

Benefits & 
challenges 
of inclusion 
in schools 

Sub-themes 

1 - Benefits and challenges 
of inclusion for pupils with 
disabilities 

2 - The affect of inclusion 
on the school and pupils 
without disabilities 

3 - The impact of the Irish 
language on inclusion in 
Gaeltacht schools 

 

 

Theme 3 

Barriers to 
inclusion in 
education 

 
Sub-themes 

1 - Lack of teacher training 

2 - Inadequacy of support from 
outside agencies 

 

Figure 4.1.1(a) - Overview of research question, themes and sub-themes 

 
 

4.2 Interview participants 

 
 

All of the professionals interviewed worked or taught pupils with disabilities in Gaeltacht 

schools for five years or more. This was a necessary element of the data collected for this 

study. The length of experience, high levels of educational qualifications and experience of 

working with pupils with disabilities and special educational needs, meant that the interview 

participants possessed a comprehensive, in-depth knowledge and understanding of the levels 

of inclusion in schools. It is their professional perspectives about the adequacy of support 

being provided for pupils with disabilities and special education needs that forms the basis for 

this study. Pseudonyms are used throughout the report to ensure the anonymity of the identity 

of the participants and schools involved. Numbers were randomly assigned to the participants 

for clarity and teachers are referred to as P1 to P9, and SNAs P10 to P12. All quotations from 

participants involved in the study which were used for comparing and contrasting themes 
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were taken verbatim from the interview questionnaire transcriptions (Appendix J). The 

profiles and details of participants who took part in the study are listed see table 4.2(a). 

 
Table 4.2(a) Breakdown of Participants Profiles 

 

 

 

 
4.3 Theme One - Strengths and weaknesses of the supports in schools for pupils with 

disabilities. 

 
4.3.1 Sub-theme one: The role of SNAs 
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In this first section, the findings concerning the benefits and limitations of the role of 

SNAs in Gaeltacht schools to support pupils with disabilities will be presented and 

discussed. 

 
Benefits of the role of SNAs: 

All teachers who participated in the study stated that having access to an SNA can 

impact positively on creating an inclusive learning environment for pupils with 

disabilities. Examples of their responses included: 

 

 

 
 

Limitations of the role of SNAs: 

How a SNAs job role is defined can differ depending on the school, the needs of the 

pupils with disabilities, and the level of assistance the teacher requires. Responses 

received included: 

 
The SNA supports, ‘one to one learning, most children with disabilities need 

this.’ 

(P1 - Question 10) 

 
 

‘They also ensure that the needs of the other students are being met as well, 

even though that might be outside of their remit.’ 
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(P3 - Question 10) 

 
 

It is evident from the data analysis that the role of the SNA can at times go far beyond 

their job description. There were contradictory factors identified in the data analysis 

concerning to the role of the SNA, an example of response includes: 

 

 

 

All teachers described the challenges that occur due to pupils not having SNA access. 

Describing pupils suffering from frustration, behaviour and sensory overload issues 

which lead to “frequent aggressive outbursts” and “meltdowns”. Stating that this 

results in lost class time create a negative affect on other pupils and class teachers 

alike. Examples of responses received from teachers highlighting the negative effect 

of not having access to an SNA include: 

 
‘We face a lot of challenges as teachers when a child who requires an SNA 

does not receive access and the support they require; as a teacher, we can 

only do so much. This affects the child’s learning and they are not achieving 

the highest level of education they could as a result.’ 

(P5 - Question 11) 

 
 

‘Depending on the level of need within one classroom the SNA may have to 

prioritise children…. delays in diagnosis and subsequent resource allocations 

can cause challenging behaviour as a result the teacher is working with very 

limited resources.’ 

(P9 - Question 

11) 
 

 

Six teachers stated that the current method of SNA allocation was inadequate. These 

teachers also felt that there were major delays in the assessment and diagnosis of 
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children requiring SNA support, which subsequently led to a lack of SNA access 

being allocated to schools. In addition to this, seven teachers from three of the four 

schools involved in this study responded that they felt that this was as a result of not 

having a NEPS psychologist appointed to their schools for over two years. 

 

 

Teachers stated several times that access to an SNA was only allocated on the basis 

that the pupil has a physical disability that requires the need for an SNA, a flight risk 

i.e. may run away, or a danger to themselves or others. Three teachers (P4, P5 and P8, 

Question 11) highlighted that they felt that the ‘academic needs’ of the pupils with 

disabilities are not being considered under the current model of SNA allocation. 

 
Discussion: 

It was communicated by all participants that they felt that the role of the SNAs was 

of the utmost importance to enable the inclusion of pupils with disabilities in 

Gaeltacht schools. As discussed in literature review the EPSEN Act (2004) and the 

establishment of the NCSE who are responsible for the provision of SNA support to 

schools at present. The findings from the data analysis and literature review concur 

with the NPF (2019) regarding the inadequacy of support from the NCSE. The 

reoccurring praise and appreciation provided by teachers regarding the work being 

carried out by SNAs signify a view that inclusive education would not be possible 

without them. This is in agreement with the opinion of Harris (2020) as he described 

his views of having an SNA at school, stating that, ‘SNAs are a vital resource and 

promote independence and enable pupils with disabilities to access the curriculum.’ 

The findings indicate that an SNA is perceived as having a key role in creating an 

inclusive learning environment (Horne and Timmons, 2009). 
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The DES 2014 circular indicates that ‘the role of the SNA is not to provide additional 

tuition’, and refers to the role of an SNA in a non-teaching capacity. Similarities were 

identified between the findings and a report commissioned by the Houses of the 

Oireachtas (2016) on the role of the SNA, signifying that there is a need for further 

definition and clarification within schools regarding the role of the SNA. To ensure 

that all involved (principals, teachers and SNAs) are clear of the specific job remit 

and what the role entails (Lindsay, 2007). Three teachers felt that there should be an 

expansion in the application of the role of SNAs to include teaching duties and help 

with the academic needs of pupils with disabilities, which would be similar to that of 

their counterparts in the United Kingdom normally referred to as teaching assistants 

(O’Brien, 2010). 

 
It was also stated that SNA access was being shared between pupils in different 

classes indicating that pupils who were assigned SNAs are not receiving full access. 

Changes to the current allocation model for SNA access which was due to be 

implemented in September 2020 but it has now been postponed until the 2021/2022 

school year due to the impact of the Covid-19 public health crisis (DES, 2020). 

 
4.3.2 Subtheme two: The strengths and weaknesses of approaches to teaching, 

learning and assessment 

In this subtheme, the most frequently used teaching methodologies used in Gaeltacht 

schools to create an inclusive learning environment are discussed. Issues raised 

concerning the challenges of differentiation of the curriculum to cater for inclusion 

and the needs of pupils with disabilities are described. Including the methods used to 

assess pupils with learning disabilities. 

 
Strengths of approaches to teaching, learning and assessment: 

All teachers provided examples of teaching methodologies and strategies they use in 

their class to create an inclusive educational environment for all pupils. In order of 

preference, the most common teaching methods identified included team teaching, 

sensory breaks, group teaching, visual learning, station teaching, differentiation, 

blended learning, ICT, IEPs and assessment. 
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Team teaching was identified by seven of the nine teachers involved in the study and 

described as the most preferred approach to teaching in an inclusive learning 

environment. Teachers explained how team-based approaches such as team teaching 

and station teaching enable pupils to achieve greater learning outcomes. The benefits 

of sensory breaks were identified by six teachers as a very important strategy in 

providing for the needs of pupils with sensory issues. The SNA normally facilitates 

sensory breaks for pupils with disabilities who are taken out of class to self-regulate 

their emotions, use up excess energy and settle any sensory overload issues they may 

have. The following comments illustrate the teacher’s perceptions of the benefits of 

these teaching methods. 

 

 

 

 
‘I find team teaching and station teaching amazing because you have smaller 

groups and you have more time to focus on the children if they are grouped 

according to ability.’ 

(P1 - Question 13) 

 
 

The analysis revealed positive responses from six of the nine teachers regarding the 

benefits of group teaching and how it enables the inclusion of pupils with disabilities 

to be able to engage in learning activities that promote positive peer learning 

opportunities. P6 described how group learning activities are arranged to ensure that 

pupils with disabilities are grouped with other children in the class that they can learn 

from. 

 
‘I would always be aware of what group a child with a disability is in and put 

them into a group they will be supported by their peers and not left out.’ 

(P6 - Question 13) 
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All teachers described how they differentiate the curriculum through the UDL 

framework to suit the learning capabilities of pupils with disabilities in their class. By 

differentiating the curriculum teachers enable pupils to learn at their own pace 

ensuring that they can access the curriculum. 

 

 

 

 

 

All teachers identified ways of thinking about teaching and learning that involved 

creating equal opportunities for pupils to succeed in learning highlighting the benefits 

of blended, online and visual learning. This was a focal point for five of the teachers 

and examples of their responses included: 

 
‘I use SeeSaw at the moment when I am teaching from home, I use both online 

and blended learning methods’ 

(P7 - Question 13) 
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IEPs were identified by eight of the twelve participants, and examples of their 

responses included: 

 

‘Learning is assessed against the targets set out in the IEP.’ 

(P8 - Question 14) 
 

 
 

 

Teachers and SNAs who participated in the study discussed how they work in 

collaboration with parents on IEPs to assess the levels of learning of pupils with 

disabilities and to evaluate how they are progressing academically. 

 
Teachers also discussed other methods of assessment highlighting the positive 

benefits of observational assessments. Five of the nine teachers involved in the study 

stated that they thought that observational assessments should be introduced as an 

official method of assessment. An example of responses included: 

 
‘I think each child learns differently therefore they should be assessed 

differently more observational assessment techniques should be adopted.’ 

(P8 - Question 14) 

 
 

Weaknesses of approaches to teaching, learning and assessment: 

Responses from P2 and P6 describe the difficulties they experienced with 

differentiating activities for pupils with disabilities explaining that it can be a time- 

consuming task for the class teacher. 
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Contrary to positive earlier comments, P6 described the demands placed on teachers 

trying to provide an inclusive education system: 

 

 

A lack of time to provide one-to-one support was highlighted as a challenge in the 

responses from five of the nine teachers, which indicates that some teachers are 

finding it difficult trying to respond to the specific needs of all pupils. As described by 

P12 extra classroom support is required for teachers to assist with teaching duties in 

class. 

 

 

 
 

Teachers felt that the current method of standardised assessment is not always 

practical or possible when assessing pupils with disabilities. Five teachers discussed 

their views on the appropriateness of standardised tests as an approach to assessment 

for pupils with disabilities. Examples of responses included: 
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A great deal of time and planning is involved in pupil assessment procedures and all 

interview participants described the assessment of some pupils with disabilities as 

particularly difficult and challenging especially if the Irish language is not the first or 

home language. Standardised tests are a formal method of assessment used nationally, 

and all pupils are graded against the national average of pupils in the same age 

categories. The stress involved in assessment for both the pupils with disabilities and 

the teacher was stated by six participants. An example of response includes: 

 
‘Standardised and regular testing can be difficult for children with special 

education needs, especially due to time restriction on testing…. the whole 

experience can be quite stressful.’ 

(P9 - Question 14) 

 
 

Discussion: 

The findings from the data analysis and literature review is consistent with views of 

Pijl et al. (1997), which states the importance of transforming teaching styles and 

practices to create a “Student centred learning” environment. Teachers identified a 

variety of diverse learning approaches, strategies and tools used to create an inclusive 

learning atmosphere, they described how they differentiated and adapted the 

curriculum to the level required to provide and facilitate for the needs of all pupils. 

The findings demonstrate that methodologies being used by teachers cater well for the 

learning needs of pupils with disabilities and promote the creation of a positive 

learning environment. This concurs with the UNESCO (1999) statement that certain 

processes are necessary to succeed in the promotion of an inclusive learning 

environment for all pupils. Team teaching, group work, station teaching and peer 

learning are all aspects of Vygotsky's social constructivist epistemology theory and 

they allow for positive differentiation to occur (Gindis, 2003) 
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Information and communications technology (ICT) use in schools helps to enable 

differentiation, enhance creative learning environments, and promote inclusion. There 

was a consensus among the responses from teachers that there was a lack of ICT 

resources in the Irish language. However, throughout the current Covid-19 health 

crisis, teachers have adapted to the UDL approach to teaching and learning which 

allows greater flexibility for pupils to engage in different learning methods to show 

what they know (Dickinson and Gronseth, 2020). It was evident from responses 

received, that seventy-eight percent of teachers who participated in this study were 

already engaging in UDL approaches before Covid-19 as they identified numerous 

teaching and learning strategies that cater to the needs of all pupils and all learning 

abilities. The findings indicate that teachers are successfully implementing methods 

similar to the UDL principles involving ‘multi-tiered UDL approaches to teaching, 

learning and assessment’ (Sanford, 2011; McGuire, 2011, p. 38-54 and Quirke et al, 

2018 p. 18). 

 
Assessment is an integral part of teaching and learning and for teaching and learning 

approaches to be successful, assessment for and of learning must occur (Lysaght et 

al., 2019). One of the main modes of assessment that all participants highlighted 

concerning the assessment of pupils with disabilities was the use of Individual 

Education Plans (IEP). Teachers identified IEPs as an important part of organising 

and planning for the educational goals for pupils with learning disabilities and they 

are used to facilitate in the assessment of learning outcomes (Tennant, 2007; p. 206). 

They provide pupils with disabilities with realistic learning goals of needs that enable 

them to learn at their level of ability, over an agreed period to improve their skills and 

meet those needs. 

 
These findings indicate that existing DES standardised testing methods of assessment, 

does not cater adequately to the needs of all pupils with disabilities. Irish literacy and 

mathematics are the only formal standardised assessment available in the Irish 

language (Andrews; 2019; p. 227). This suggests that a disadvantage exists in the 

current method of standardised assessment of pupils with disabilities. It also signifies 

an inequality about the testing of native Irish language speakers with disabilities, as 

appropriate assessment tools are not available. Similar findings concerning 

inequalities to native Irish language speakers and standardised assessments were 
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reported in research carried out by Ní Chinnéide (2009, p. 149), and Barns (2017; p. 

44). 

 
4.4 Theme Two: The perceived benefits and challenges of inclusion for pupils with 

disabilities 

 
In this section the benefits and challenges currently impacting pupils with disabilities from 

accessing an inclusive education will be discussed. 

 
4.4.1. Sub-theme One: The perceived benefits and challenges of inclusion for pupils 

with disabilities 

The benefits and challenges concerning the social, emotional and intellectual aspects 

of inclusion of pupils with disabilities will be discussed in this first sub-section. 

 
“Inclusion involves keeping pupils with disabilities in mainstream classrooms and 

bringing the support services they require to them.” 

(Smelter, Rasch, and Yudewitz, 1994). 

 
 

Benefits of inclusion for pupils with disabilities: 

Nine of the twelve participants involved in the study described how they felt it 

benefitted pupils with disabilities socially, emotionally and academically to attend 

mainstream schools in their local communities. Examples of the responses included: 

 

‘Socially it prepares them for life.’ 

(P2 - Question 6) 
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Participants (P1 and P12, Question 6) described social and emotional lifelong benefits 

for inclusion in the mainstream as, making friends, taking turns, showing feelings of 

caring, and empathy toward others. P6 stated that, 

 
‘Pupils need to be part of a mainstream setting and this experience early in 

their lives makes it easier for them to integrate into society as they get older 

and to be more independent, socially aware of the way others act and 

behave….it can also be a good lesson for positive behaviour modelling’ 

(P6 - Question 6) 

 
 

The advantages and disadvantages of mainstream education in comparison specialised 

education for pupils with disabilities was described by P4 and P6, their responses 

included: 

 

 

 

There was a consensus among all participants’ that there are social benefits to 

inclusion in mainstream schools more so than in specialised units for pupils with 

disabilities and it is believed that they do develop better socially, emotionally and 
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academically because they feel the same as other children. One teacher described an 

experience where a pupil was transferred from a specialised unit into their mainstream 

classroom, the pupil had a physical disability and was sent to a specialised unit at the 

beginning of their education. 

 

 

 

Challenges of inclusion for pupils with disabilities: 

Four teachers had mixed feelings about whether it was beneficial for every pupil with 

a disability to be part of an inclusive learning environment. Examples of responses 

included: 

 
‘. .. it depends on the needs of the child or what the disability is….in most 

cases, yes, it is beneficial but in some, you’d have to question would they be 

better off in a specialised unit.’ 

(P1 - Question 6) 
 

 
 

The main factors identified concerning the challenges of inclusion in mainstream 

school was the child’s level of need and disability. This was a focal point concerning 

the suitability of pupils with disabilities for inclusion in mainstream schools for four 

of the twelve participants. Other challenges to the inclusion identified were as a result 

of pupils commencing school without a diagnosis of a disability. Delays in receiving a 

diagnosis, subsequently led to delays in resources being allocated e.g. SNA access, 

resource teaching or learning support. Examples of the responses received from 

participants of why the mainstream classroom does not suit all pupils with disabilities, 

included: 
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‘Children who came to the school who were undiagnosed faced a lot of 

challenges.’ 

(P2 - Question 7) 

 
 

‘Children with ASD can struggle with sensory overload due to the noise in the 

class. At times they may struggle to understand instructions due to processing 

delays.’ 

(P8 - Question 7) 

 
 

The primary factor seen to have a negative impact on the inclusion of pupils with 

disabilities was the level of support available to provide for their holistic development 

in education. Other factors included pupils being withdrawn from schools due to the 

learning gap in becoming too wide between the pupils with disabilities and their 

peers, sensory challenges and the level of noise or distractions in mainstream 

classrooms. Eight of the twelve interview participants had experiences of pupils being 

withdrawn from mainstream schools and transferred to a special education unit due to 

academic challenges. 

 
Other examples of experiences included how pupils had been withdrawn from schools 

as the parents were afraid that the children were falling behind academically, due to 

difficulties with the Irish language. As a result of advice received from a psychologist 

they moved the child to a specialised unit. It subsequently turned out that this child 

had reverted inwards in their social, emotional, and academic learning as a result of 

being withdrawn from a mainstream class into a specialised unit. Two separate cases 

of misguided professional advice concerning difficulties with learning the language 

and disabilities were described by P4 (Question 4). P11 described how some children 
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with whom she worked in the past started their education in the mainstream. 

However, by the time these pupils reached third and the fourth class they were moved 

to special schools or units because 

 
‘parents felt that they were not able for the curriculum and the learning gap 

was becoming too wide and more evident as they moved up in classes.’ 

(P11 - Question 4) 

 
 

It was highlighted by four participants that if pupils are moved from a mainstream 

class to a special class, it is generally as a result of the difference between the 

academic progress of a pupil with a disability and what they were expected to know 

by a particular class and the learning gap becoming too wide. 

 
Discussion: 

The findings of the data analysis and the literature review indicate a general 

perception among the participants who took part in the study regarding the value of 

inclusion, as positive. This is in agreement with studies from Maras and Brown, 

(2000) and Kalambouka et al., (2007). Inclusion has been seen to promote caring, 

empathy, friendships, and understanding which are all important life skills to have for 

future independent living. Being part of an inclusive learning environment was seen 

to benefit pupils with disabilities physically, socially, emotionally, and intellectually. 

Inclusion is perceived to promote equality and teach pupils valuable life skills for 

future independent living as it creates more ‘challenging learning opportunities to 

interact with and learn from more competent peers’ (Cumming and Wong 2010). The 

DES (2007) stated that pupils with disabilities benefit from inclusion as it reduces 

isolation and negative labelling of children with additional needs. Creating friendships 

with peers through social interaction was highlighted as an important benefit of 

inclusion by increasing self-esteem and promoting positive behaviours (Briody and 

Martone 2010). 

 
From the responses received from participants, the researcher felt that there was a 

greater benefit associated with the social and emotional development of inclusion of 

pupils with disabilities in mainstream Gaeltacht schools than there was on academic 

achievement. It was established from the findings that pupil withdrawal from 
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inclusive settings to special education units is mainly as a result of misguided 

professional advice from psychologists or the level of a pupils’ academic progress and 

the learning gap becoming too wide. This illustrates that advice should be sought from 

more than one professional and parents should talk to principals and teachers before 

they make any final decisions withdrawing a child from a mainstream setting into a 

specialised unit. It also highlights the need for more academic support or teaching 

assistants for some pupils with disabilities who are struggling academically. 

 
4.4.2 Subtheme Two: The affect of inclusion on the school and pupils without 

disabilities 

 
In this subtheme, the findings concerning the affect of inclusion on the school and 

pupils without disabilities will be presented and discussed. All twelve participants felt 

that inclusion in education was moving in the right direction toward an equal and 

diverse learning environment. Participants felt that their school was providing 

inclusive education to all pupils regardless of their needs to the best of their abilities. 

 
Benefits of inclusion on the school and pupils without disabilities: 

The participants' perceptions about the benefits of inclusion for pupils without 

disabilities were similar to the social benefits identified for pupils with disabilities. 

Ten of the twelve participants provided positive responses concerning the affect of 

inclusion in schools. Examples of their responses concerning inclusion in schools 

included: 
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‘The benefits of it are that all children are mixed no matter what they're 

abilities or disabilities are.’ 

(P2 - Question 6) 

 
 

‘It learns children that not everyone's the same, to appreciate each other for 

their uniqueness and individuality and respect each other.’ 

(P6 - Question 8) 

 
 

All participants described the positive aspects of inclusion in schools for pupils 

without disabilities describing how it learns children to be more resilient to 

challenging behaviours, empathic, understanding, caring, supportive and respectful 

toward others with diverse abilities. 

 

 

Challenges to inclusion on the school and other pupils without disabilities: 

One of the main topics under this theme that participants highlighted was the need for 

more support and training to enable them to deal effectively with managing 

behavioural issues. This was a focal point for eighty-three percent participants, an 

example of a response included: 
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The reoccurring focus by participants concerning managing anxiety and challenging 

and disruptive behaviours demonstrates that it can cause major interferences in class 

and can negatively affect the teacher’s ability to teach effectively. This can also take 

up a lot of teachers' time trying to address issues which in turn takes away from 

valuable teaching and learning time of other pupils. 

 
Five of the twelve participants described how they felt that the school buildings and 

the facilities within were creating obstacles to inclusion in schools. It was mentioned 

that three of the schools cannot facilitate some recommendations and specifications 

recommended by the NEPS psychologist. Only one school with the special education 

unit attached was able to facilitate the recommendations as it was built in 2006. 

Examples of responses about school facilities included: 
 

 
 

 

Other issues highlighted were depending on the pupil: teacher ratio and teaching in 

multi-class settings. It was stated by four participants (P1, P2, P6 and P11) that 

overcrowding and small classrooms are creating challenges for teachers and directly 

impacting the level of learning achieved in the class, especially for pupils with 

disabilities as teachers may not have the time to differentiate the curriculum or cater 

to each pupil’s needs. Examples of responses include: 
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The NCSE (2016) advised teachers to review the layout of their classrooms and to 

make reasonable adjustments where necessary to remove barriers to learning. 

 

 

 
Discussion: 

The majority of participants felt that the positives of inclusion outweigh the negatives. 

This concurs with Maras and Brown (2000) and Kalambouka (2007) regarding the 

positive effect of inclusion. 

 
Several teachers have discussed the negative sides of inclusiveness which correlates 

with studies carried out by (Gottfried and Harven 2015; Gottfried et. al. 2016). 

Situations where pupils with challenging behaviour issues were described as an 

infringement of the rights of the other pupils in the class including that of the class 

teacher and could have adverse affects on an inclusive learning environment. Some 

teachers described how they felt that the other pupils in their class were losing out on 

valuable learning and suffering as a result of providing inclusion to pupils with 

behavioural issues, research carried out by Dyson et al, (2004) concurs with this 

viewpoint. Circumstances which led to these types of situations need to be better 

managed in schools through the provision of additional resources and education to 

provide teachers and SNAs with the required skill sets to handle pupils with 

challenging behaviours in schools in a responsible, safe and non-harmful manner. 
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4.4.3 Sub-theme Three: The impact of the Irish Language on inclusion in 

Gaeltacht schools 

 
In the third sub-theme, the findings concerning attitudes towards the Irish language 

and additive and simultaneous bilingualism are presented and discussed. All 

participants were asked their views on what impact they felt the Irish language had on 

the inclusion of pupils with disabilities as a result of it being the primary language of 

the schools. Several positive and negative experiences were described. The findings 

indicate that all participants felt that the success of pupils learning the Irish language 

was dependent on attitudes towards the Irish language in the home. 

 
Benefits of the Irish Language on inclusion in Gaeltacht schools: 

The benefits of additive bilingualism were described by five teachers as a positive 

aspect of inclusion in Gaeltacht schools for pupils with disabilities. Examples of 

experiences by P3 and P6 were described concerning pupils with disabilities learning 

the Irish language, include: 

 

 

‘Being bilingual has great benefits for children with special needs as it increases 

cognitive development, confidence and self-esteem and improves memory if they 

want to learn other languages in secondary school…. I had two children with 

autism in the past whose parents only spoke Polish at home, yet they both learned 

to speak the Irish and English languages reasonably well. It depends on whether 

the child has a language processing difficulty and if they do they will struggle.’ 

(P8- Question 16) 

 
 

Disadvantages of the Irish Language for inclusion in Gaeltacht schools: 

There were negative aspects described by teachers concerning the language for some 

pupils with autism, an example includes: 
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A similar experience was described by P6 with a pupil with ASD who did not like the 

Irish language and refused to speak it at school even though the pupil understood the 

language. P3 described an experience of a pupil with ASD who had huge issues with 

second language acquisition, whereas other children with ASD managed to learn the 

language well. P6 describes a situation that teachers face while trying to facilitate the 

inclusion of all pupils and at the same time abide by the Irish language ethos of the 

school, it can create uncertainty at times. 

 

 

The first language and language being used in the home was perceived by eight 

participants as a challenge to inclusion for pupils attending Gaeltacht schools. 

Examples of responses included: 

 

 

The lack of available resources in the Irish language was described by seven teachers 

as creating a challenge, responses include: 
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‘There’s a shortage of suitable books and online resources for teaching 

through the Irish language, this area needs more investment.’ 

(P8 - Question 17) 

 
 

‘I think that there should be more resources available to teachers for teaching, 

more funding should be made available for resources for teaching Irish.’ 

(P3 - Question 17) 

 
 

The attitudes of outside agencies toward the Irish language and the services being 

provided in Gaeltacht schools were also identified as discrediting the work of teachers 

and school staff in the promotion of the Irish language. For example: 

 
‘Some of the psychologists and occupational therapists and other specialists 

who come out to the schools do not speak the Irish language ...... speech and 

language therapists come out and they do not speak Irish to the children 

either. As teachers, we are trying your best to teach through the Irish 

language and make sure that the Gaeilge is the first language of the school but 

then when we get people coming in from the outside and they don't speak the 

language that can be difficult at times and sends out the wrong message to 

children with learning disabilities about the language.’ 

(P6 - Question 18) 

 
 

Discussion: 

The academic benefits of bilingualism and being proficient in the Irish language were 

identified by five participants as benefiting factors of inclusion of pupils with 

disabilities in Gaeltacht schools. As stated in the literature review there is a vast 

amount of advantages to bilingualism (Barac et al., 2017; Hamers, 2000; Nicoladis, 

2016) language learning interventions allow pupils to gain greater attainment and 

retention of the Irish language when they progress to post-primary education and learn 

additional languages. (Bialystok, 2017; 2012; 2005; and 2003) 

 
The Gaeltacht schools involved in this study are operating under the immersion 

education programme and all children except those who are exempt from the Irish 

language under the DES circular (0052/2019) are expected to communicate through 
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the Irish language throughout their primary education. In agreement with Edwards 

(2010) participants confirmed that immersion education is successful in the provision 

of bilingual education. It was stated by ten of the twelve participants involved in the 

study that not all pupils with disabilities such as ASD struggle with second language 

acquisition. These findings would concur with international research (Kay-Raining 

Bird et al., 2016) confirming that it is possible for pupils with ASD to learn additional 

languages. There was a consensus among participants regarding challenges for pupils 

with LPD stating that the language being used in the home was a hindering factor. 

Including the lack of parental assistance due as a result of them not being proficient in 

the Irish language (Kavanagh, 2013; Andrews 2019, p. 232). 

 
Participants had conflicting views on the impact of the Irish language on pupils with 

disabilities with eighty-three percent of participants indicating that it was dependent 

on the types of disabilities pupils had. Four of the twelve participants felt that the 

language could result in the pupils having negative experiences depending on their 

disability. They explained that if a pupil had a language processing disorder (LPD) or 

oppositional language characteristics it would cause them to have problems with the 

Irish language and they would struggle with second language acquisition particularly 

if English is their first language. Similar results concerning LPD and learning 

additional languages were identified in previous studies concerning difficulties with 

language processing for some bilinguals (Beaver, 2017, p. 35). This is also in 

agreement with issues identified by Hakuta (1986) who highlighted the concerns of 

parents surrounding the debate of cognitive ability and second language acquisition. 

Similar discoveries were identified by Schwarz (1997) which suggested that pupils 

who had difficulties with their mother tongue may experience difficulties learning an 

additional language. It is however, stated in the research and was suggested by seven 

of the nine teachers that with the appropriate phonological instruction most pupils can 

overcome this disability and experience success learning an additional language 

(Schwartz and Sparks, 2019). 

 
The lack of educational resources in the Irish language was discussed by seven 

teachers. This concurs with a study carried out by the NPF (2019) and statements 

from Boyle (2019), stating that it would not be possible to educate pupils with 

disabilities to enable them to access the curriculum on an equal basis as peers without 
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disabilities unless additional resources are made available to them. Previous studies 

carried out by the NCCA (2006) and Mac Donnacha (2005) identified similar results. 

This indicates that additional funding should be made available for the development 

of additional affordable resources in the Irish language which are age-appropriate and 

easily accessible to ensure that the needs of all pupils including those with disabilities 

are adequately supported. 

 
The lack of availability of bilingual support services was highlighted and it was stated 

that the majority of the educational support specialists do not speak or communicate 

in the Irish language when they visit the schools. It was felt that it is sending mixed 

messages to pupils about the language of the school and discrediting the work of 

teacher and school staff through the Irish language immersion programme. This also 

has implications for pupils with disabilities whose only means of communication is 

through the Irish language, it could affect the allocation of essential resources. Similar 

results were identified in previous studies highlighting the need for professionals to 

develop their Irish language proficiency (Ní Chinnéide 2009; O’Toole and Hickey 

2013; Andrews 2019, p.242) 

 
4.5 Theme Three: Barriers to inclusion 

 
 

Under the final theme, the main barriers to inclusion identified from the data analysis will be 

presented and discussed in this section as sub-themes highlighting suggestions by participants 

involved in the study to provide for greater inclusion in Gaeltacht schools. 

 
4.5.1 Sub-theme One: The lack of teacher training 

The first sub-theme identified was about the lack of pre-qualification training teachers 

received in the areas of special education and behaviour management in a mainstream 

setting. All teachers who participated in the study felt that the level of teacher training 

that they received in College was insufficient and that it did not provide adequately 

for the needs of pupils with disabilities and ASD in mainstream classrooms. Examples 

of responses included: 

 
‘I received no training whatsoever in college about ASD autism or any other 

learning disabilities.’ 
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(P4 - Question 5) 
 

 
 

 

‘No not at college we just touched on it but we didn’t learn anything about 

ASD. Whatever I learned it was through courses I did of my own free will. 

Through Middletown for ASD and Incredible Years ....... I kind of self-taught 

myself through attending courses. At college, there were no real resources 

given or adequate training in the field of special needs. Any training I did 

receive was very limited and would not have been adequate. 

(P1- Question 5) 

 
 

It was suggested that it was only as a result of self-education and practical experience 

on the job that teachers felt more sufficiently equipped to teach pupils with disabilities 

and ASD. It was also highlighted by P2 that, 

 
‘it is not compulsory for qualified teachers to attend training regarding 

special education or educating children with disabilities. It is up to the teacher 

and it is at their discretion if they want to attend for training to further their 

education.’ 

(P2 - Question 5) 

 
 

Teachers responded that it is because of incidents in class and practical work 

experience on the job, that enabled them to gain any knowledge they have about 

teaching pupils with disabilities. All teachers felt that practical experience and 

training in teaching pupils with disabilities was very important as there are many 

pupils in mainstream classrooms with varying disabilities. 

 
Discussion: 
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Findings from the data analysis and the literature research in chapter two showed a 

consensus that a teachers' knowledge, experience, and understanding of how to teach 

have a major influence on the implementation of inclusive practices. The NCSE (2013 

and 2015) stated the importance of how teachers are trained to be able to teach pupils 

with disabilities and additional learning needs. They also made recommendations 

regarding mandatory CPD of teaching professionals, however, this recommendation 

has not yet been enacted by the DES or the Teaching Council. 

 
Many of the teachers interviewed described the training they received in college 

concerning teaching pupils with diverse needs as being either inadequate, insufficient 

or non-existent. Teachers described how they lacked confidence and doubted their 

professional competencies in teaching pupils with disabilities. Some teachers felt any 

special education training received did not provide a knowledge-based approach to 

prepare them for the type of teaching required in an inclusive classroom setting. The 

level of initial training received by teachers were found to be inadequate and concur 

with similar studies carried out by McGregor and Campbell (2001) and Humphrey 

and Lewis (2008) about the competency of teachers to teach pupils with disabilities 

and diverse learning needs. These findings are in agreement with literature from 

Mousley (1993) highlighting that some teachers doubt their professional ability to 

teach when it comes to teaching pupils with certain intellectual disabilities namely 

ASD. 

 
Current teacher training courses do incorporate a specific special education module 

and compulsory placement in a specialised educational setting and special needs 

teaching. The Special Education Support Service (SESS) in conjunction with the 

Treatment and Education of Autistic and Communication-related Handicapped 

Children (TEACCH) provides educational courses for post-qualification teachers 

currently teaching pupils with autism however they are only available for teachers 

who are working in specialized educational settings to attend. It was identified that 

there is a need to support teachers' knowledge and understanding of the specific needs 

of pupils with certain disabilities such as ASD, sensory processing disorders including 

other spectrum disorders in initial teacher training, and continuous professional 

development (CPD) courses for serving teachers. 
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4.5.2 Sub-theme Two: The lack of support from outside agencies 

The second sub-theme identified was concerning the lack of provision of support from 

outside agencies namely the NEPS psychologist’s services which comes under the 

NCSE and DES. It is the role of the NEPS psychologist to work with teachers, parents 

and pupils to identify disabilities and to provide assistance by way of support for the 

needs identified. Concern was conveyed by seven of the nine teachers' regarding not 

having a NEPS school psychologist appointed for over two years. Teachers described 

issues concerning the lack of provision of the NEPS psychological services. Examples 

of responses included: 

 
‘There is no school NEPS psychologist. There’s the financial burden on 

parents, it costs about €350 to get an assessment and the length of time a child 

has to wait to get a diagnosis…..it would be better for the child if all these 

things were allocated together…..without a NEPS psychologist how can you 

be supported, many parents either can’t afford or are being forced to pay for a 

private assessment, yet without the NEPS psychologist report to confirm their 

diagnosis they do not get additional resources e.g. resource hours, SEN or 

SNA that may be required and should be entitled to.’ 

(P1 - Question 7 and Question 18) 
 

 
 

 

‘Sometimes it can be hard to get a psychologist to assess a child and there can 

be a delay of a year and a half to get a diagnosis of ASD or if there are a few 

assessments required it can be delayed longer.’ 

(P5 - Question 18) 
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As stated by the teachers the delays in receiving a diagnosis subsequently led to 

delays in the submission of applications for early learning interventions and additional 

resources required to create an inclusive learning environment for pupils with 

disabilities. Limited access to services or delays in the assessment of pupils requiring 

a diagnosis has a direct impact on the adequacy of support for pupils with disabilities 

received in schools. 

 
Other issues with external agencies were described by P4 and P11 stating that there 

are long delays and waiting lists for pupils who require hearing tests, speech and 

language therapy, counselling, play therapy, early intervention support. It was 

highlighted that some pupils are on waiting lists for over eighteen months to get seen 

by a speech therapist or audiologist. Frustration concerning the length of time a child 

in their school is on a waiting list for audiology services was described by P4, the 

response included: 

 

 

 

Discussion: 

The fact that three of the schools involved in this study have not had a school 

psychologist appointed to them since 2018 was the most alarming response received 

from participants throughout the entirety of this study and this finding was consistent 

throughout all of the responses received. These findings are also in agreement with 

the literature review NPF (2019) revealing that schools are experiencing extreme 

difficulty in accessing adequate psychological services for pupils. Which could have a 
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detrimental impact on pupil’s development as it affects their access to resource 

teaching hours and learning support. In the absence of a school psychologist being 

appointed, there is no doubt that it will lead to further issues and affect the education 

and wellbeing of pupils with disabilities in Gaeltacht schools. 

 
The services are in place however it is the people to run these services that are in short 

supply. There is a clear link between the delays in diagnosis, the lack of early 

intervention and the subsequent behaviour issues that teachers are being left to deal 

with in classrooms. The level of frustration participants felt concerning the lack of 

these vital services was a recurring theme throughout the study. Pupils with 

disabilities are being failed not by the teachers, SNAs or their families but by the 

Department of Education and Skills and the Irish Government. Similar findings to this 

were identified concerning the NEPS service and was highlighted in a report on 

education, inequality and disadvantage and barriers to education (Houses of 

Oireachtas, 2020). 

 
It was stated that children are on long waiting lists well over eighteen months to be 

seen by such an audiologist, and even longer for speech and language therapy. Delays 

concerning speech and language services were highlighted by Doherty (2019) stating 

that some ‘people in Donegal were on the waiting list for over two years waiting to be 

assessed by the Speech and Language Therapy services,’ 

 
The findings of this final theme indicate that pupils are being enrolled in schools 

without a diagnosis or the provision of adequate support in place for them to 

experience success in mainstream classrooms. Participants discussed how parents are 

trying to do everything they can to help their children to access the support they 

require at their expense. This indicates that pupils with disabilities are being treated 

unfairly and their needs are being neglected by the very services i.e. the DES and the 

NCSE that were put in place to protect them, and promote their inclusion in 

mainstream Gaeltacht schools. This suggests that pupils are being denied their right to 

equal education and discriminated against as a result. In conclusion, the findings 

indicate that pupils with disabilities psychological and health needs are not being 

adequately supported in Gaeltacht primary schools. Which is contrary to the 

Education for Persons with Disabilities Act (2004) and the guidelines enforced under 
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the UNESCO Salamanca statement (1994) endorsing the idea of inclusive education 

and the provision of the necessary support and services to achieve this. 

 
4.6 Conclusion 

In this chapter, the main findings that emerged from the data analysis were presented and 

discussed under three different themes and sub-themes. This chapter provided evidence that 

there was a relevant link between aspects of the literature reviewed, research questions, and 

the findings of the data analysis and prior studies carried out in the research area. There is a 

connection in the findings and discussions between the benefits and challenges of 

mainstreaming pupils with disabilities and the adequacy of supports in place to facilitate 

inclusion in education. The final chapter will discuss the limitations of the study, conclusions 

and recommendations based on the discussion of findings in this chapter. 



73  

Chapter Five - Conclusion and recommendations 

 
 

5.1 Introduction 

 
 

The perceptions of professionals on the adequacy of supports available in four Gaeltacht 

schools for pupils with disabilities were revealed in this study. There was a consensus among 

participants in support of inclusive learning environments and all felt that it was beneficial for 

most pupils with disabilities to attend mainstream schools as it was seen in a positive way to 

promote the social, emotional and academic learning skills and an important part of future 

independent living for pupils with disabilities. It was mentioned how pupils gain more 

respectful, caring, empathic natures as a result of inclusion. Teachers praised and 

acknowledged the crucial role SNAs play in supporting the inclusion of pupils with 

disabilities in Gaeltacht schools. The majority participants felt that their schools were as 

inclusive as they could be. 

 
This chapter will provide policy implications, limitations of the study and gaps identified in 

the literature concerning the findings. Prospects for future research opportunities will also be 

presented and discussed. Details of recommendations will be suggested from the perspectives 

of both the researcher and professionals who participated in the study. Conclusions will be 

portrayed linking the research objectives with support from the literature. The perceptions 

provided by participants involved in this study have contributed significantly to the 

researchers understanding of the benefits and challenges concerning the adequacy of supports 

available to create an inclusive learning environment for pupils with disabilities attending 

Gaeltacht primary schools. 

 
5.2 Policy implications: 

The researcher commends the positive work being carried out in Gaeltacht schools involved 

in this study and their great efforts promoting inclusion and the level of education therein. 

However, the faults identified do have a direct impact on the facilitation of inclusive 

education for pupils with disabilities not just in Gaeltacht school but in all national primary 

schools. Areas for concern and barriers to inclusion in education were identified and would 

need to be addressed at a Macro-planning level within the DES and the Government. There is 

a need for more robust and responsive actions to identify diverse and inclusive solutions 



74  

concerning resource allocation, educational assessment, and partnerships with parents and 

communities. 

 
5.3 Limitations of the study and research implications: 

 
 

It is important to note that this is a small scale study and only provides a brief representation 

of the perceptions of a small number of professionals from four mainstream settings. Due to 

the word limit in this study, some areas of the findings from the data analysed could not be 

discussed. The long-term educational prospects of pupils with LPD and bilingualism, the 

impact of overcrowding in class on the academic performance of pupils with SEN, and the 

challenges involved in teaching pupils with SEN in bilingual IME multi-class settings 

requires further research and highlights a possibility for future studies in the area to be 

developed. 

 
5.4 Recommendations: 

 
 

The provision of adequate services and supports for pupils with disabilities: 

It was identified throughout the study that although the legislation and services are in place 

there is a shortage of psychologists in schools. This viewpoint concurs with the results of the 

NPF survey (2019) stating that over ninety percent of school principals believed that the 

NCSE does not provide adequate support to schools for pupils with additional needs. It was 

highlighted how early intervention supports, particularly audiology screening tests, speech 

and language and psychological services are being hindered as a result of long delays and 

waiting lists for assessment. Until this aspect is either remedied or removed it will ultimately 

have a knock-on affect on all other aspects of support for inclusion required or being 

allocated to pupils with disabilities, including access to SNAs. 

 
Additional investment SNAs and classroom teaching assistants: 

There is a requirement for further clarification and guidance on the definition of the role of 

the SNA and the duties therein. SNAs are being shared between different pupils, indicating 

that some pupils are perhaps not getting their full allocation of resource hours. The lack of 

allocation of adequate support is having a detrimental effect on the wellbeing of pupils with 

disabilities causing a lack of confidence and low self-esteem. It was also recommended that 

there should be an expansion to the role of the SNA to include academic duties or further 
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investment allocated toward the provision of teaching assistants to provide academic support 

to class teachers and pupils with disabilities. 

 
Standardisation of teacher training: 

For a school to be inclusive practices should be standardised when teaching pupils and it 

could be contested that all teachers should be retrained in the area of special education and 

differentiation to achieve this. An NCSE (2010) stated that the status of a fully qualified 

teacher should include education in the area of SEN and provide practical experiences that 

teachers may encounter in the classroom environment. All participants agreed that there is no 

"one size fits all" solution to inclusion in schools and that each pupil has different needs and 

abilities (Hornby, 1999). Further practical training for new and post-qualification teachers 

concerning special education in areas of providing education for pupils with diverse learning 

needs should also be adopted. There should also be a provision for training in behaviour 

management and the most beneficial teaching strategies for the bilingual education of pupils 

with diverse needs and abilities should also be put in place. 

 
Reduction in class sizes and investment in learning resources in the Irish language: 

The lack of space in classrooms was seen as a challenge to accommodate the 

recommendations of educational professionals regarding pupils whose disabilities require 

additional space allocations. Multi-class setting and large class sizes were identified as being 

a hindering factor to the inclusion of pupils with disabilities with five teachers stating that 

they have over thirty pupils in their classes. It was recommended that a reduction in the class 

sizes should be considered as class sizes have a major impact on pupils' level of learning 

(INTO, 2020; OECD, 2019). The DES (2017) recommended a lower pupil: teacher ratio of 

twenty to one as part of the package of support in DEIS band one schools, yet over two years 

on this reduction has not been passed on to DEIS schools (INTO, 2019). It is recommended 

from the findings of this study that this reduction in class size should be passed onto DEIS 

schools with immediate effect. Urgent investment is required for the provision of additional 

resources providing visual and sensory stimuli in the form of books and technology in the 

Irish language for educational purposes. 

 
Development of a UDL approach to assessment and standardised tests: 

Teachers highlighted issues concerning the challenges experienced by pupils as a result of 

standardised testing which concur with similar results revealed in a study carried out by DCU 
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and the INTO (2019). Although tests can be a valuable tool for assessment, they are also 

linked to unintended negative consequences in pupils (O’Brien, 2019). According to Nic 

Craith (2019), the results from the INTO report highlights a “requirement for clarity on 

policy and practice concerning assessment and standardised testing in primary schools.” The 

researcher concurs with this and feels that the area of assessment and standardised 

assessment, in particular, should be developed further to cater better for the diverse needs of 

all pupils. 

 
Conclusion: 

 
 

In conclusion, the researcher believes that principals, teachers and SNAs in Gaeltacht schools 

are doing extremely positive work and trying their best to provide an inclusive educational 

environment albeit under extremely challenging circumstances. The researcher does feel 

however that the good work being carried out by teachers and SNAs is being undermined by 

the inadequacy in the provision of supports being allocated and the lack of bilingual support 

services, and systematic failures at a macro level nationally. This study reveals that the 

fundamental wellbeing of pupils with disabilities in Gaeltacht schools is being neglected not 

by the school staff but by the DES and the Irish Government. The researcher concurs with 

findings from a survey carried out by the NPF (2019) indicating that there is an “inclusion 

illusion” currently taking place in Irish primary schools. 

 
Inclusion involves more than just integrating pupils with disabilities into mainstream schools, 

in a "sink or swim" approach (NCSE, 2011). It’s about providing the necessary support 

required to enable pupils with disabilities to have the same educational learning expectations, 

opportunities and aspirations as their peers without disabilities to ensure that success is 

achievable and that they are not at a disadvantage. The issues highlighted must be addressed 

by significant investment and urgent allocation of professional expertise support services to 

promote and enable pupils with disabilities to fully participate in mainstream Gaeltacht 

schools. 



77  

References 

Andrews, S. (2019). The Additional Supports Required by Pupils with Special Educational 

Needs in IrishMedium Schools. Submitted in fulfilment of the requirements for the 

award of PhD; DCU. Retrieved: https://www.cogg.ie/wp-content/uploads/Taighde-le- 

Dr.Sin%C3%A9ad-Andrews-2.pdf [accessed 21 March 2020] 

An Chomhairle um Oideachas Gaeltachta agus Gaelscolaíochta (COGG). (2010). Special 

education needs in Irish-medium schools: All-island research on the support and 

training needs of the sector. An Chomhairle um Oideachas Gaeltachta agus 

Gaelscolaíochta: POBAL. 

Baker, C. R., & Jones, S. P. (Eds.). (1998). Encyclopaedia of bilingualism and bilingual 

education. Clevedon: Multilingual Matters. 

Barac, R., Moreno, S., Bialystok, E. (2017) Behavioural and electrophysiological differences 

in executive control between monolingual and bilingual; CEECD / SKC-ECD | 

SECOND LANGUAGE 3 children. Child Development. [online] Available at: 

http://www.child-encyclopedia.com/sites/default/files/dossiers-complets/en/second- 

language.pdf [Accessed 21 November 2019] 

Barns, E., (2017). ‘Dyslexia Assessment and Reading Intervention for Pupils in Irish- 

Medium Education: Insights into Current Practice and Considerations for 

Improvement’. M.Phil in Speech and Language Processing School of Linguistics, 

Speech and Communication Sciences Trinity College Dublin. 

Barrett, M. (2016). Doras feasa fiafraí: Exploring special educational needs provision and 

practices across Gaelscoileanna and Gaeltacht primary schools in the Republic of 

Ireland (Unpublished master’s thesis). Retrieved from: http://www.cogg.ie/wp- 

content/uploads/doras-feas-fiafrai.pdf 

Beaver, R. (2017). The bilingual educational experience: The views of graduates of Irish- 

Medium Post-Primary Education. Available online: 

https://www.cogg.ie/wp-content/uploads/Tr%C3%A1chtas-R%C3%B3is%C3%ADn- 

N%C3%AD-Mh%C3%B3r%C3%A1in.pdf [accessed 23 January 2020] 

https://www.cogg.ie/wp-content/uploads/Taighde-le-Dr.Sin%C3%A9ad-Andrews-2.pdf
https://www.cogg.ie/wp-content/uploads/Taighde-le-Dr.Sin%C3%A9ad-Andrews-2.pdf
http://www.child-encyclopedia.com/sites/default/files/dossiers-complets/en/second-
http://www.cogg.ie/wp-
https://www.cogg.ie/wp-content/uploads/Tr%C3%A1chtas-R%C3%B3is%C3%ADn-N%C3%AD-Mh%C3%B3r%C3%A1in.pdf
https://www.cogg.ie/wp-content/uploads/Tr%C3%A1chtas-R%C3%B3is%C3%ADn-N%C3%AD-Mh%C3%B3r%C3%A1in.pdf


78  

Bhasin, H., (2019), Types of interviews in Qualitative Research; Marketing 91. 

[Online] Available at: https://www.marketing91.com/types-of-interviews-in- 

qualitative-research/ [accessed 3 December 2019] 

Bialystok, E. (2017) Second-Language Acquisition and Bilingualism at an Early Age and the 

Impact on Early Cognitive Development. York University: Canada. [Online] 

Available at: http://www.child-encyclopedia.com/sites/default/files/textes- 

experts/en/614/second-language-acquisition-and-bilingualism-at-an-early-age-and- 

the-impact-on-early-cognitive-development.pdf [accessed 21 Nov 2019] 

Bialystok, E. and Luk, G. (2012) Receptive vocabulary differences in monolingual and 

bilingual adults,15:397-401. Bilingualism: Language and Cognition, York University: 

Canada. 

Bialystok, E. and Shapero, D. (2005) Ambiguous benefits: the effect of bilingualism on 

reversing ambiguous figures. p. 595-604. Developmental Science, York University: 

Canada. 

Bialystok, E., Majumder, S. and Martin, M. (2003) Developing phonological awareness: Is 

there a bilingual advantage? p. 27-44. Applied Psycholinguistics, York University: 

Canada. 

Bogdan, R. C., & Biklen, S. K. (1992). Qualitative Research for Education: An Introduction 

to Theory and Methods. Boston: Allyn and Bacon. 

Braun, V., & Clarke, V. (2006). Using thematic analysis in psychology. Qualitative Research 

in Psychology, 3(2), 77-101. doi:10.1191/1478088706qp063oa 

British Educational Research Association BERA, (2018) (4th ed.) Ethical Guidelines for 

Educational Research, “British Educational Research Association.” [online] Available 

from: https://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines- 

for-Educational-Research_4thEdn_2018.pdf?noredirect=1 [Accessed 01 Sep. 2019]. 

Bryman, A. and Bell, E. (2007) ‘Business Research Methods’, 2nd edition. Oxford University 

Press. [Online] Available from: https://research-methodology.net/research- 

methodology/ethical-considerations/ [Accessed 01 December 2019]. 

http://www.marketing91.com/types-of-interviews-in-
http://www.marketing91.com/types-of-interviews-in-
http://www.child-encyclopedia.com/sites/default/files/textes-
http://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-
http://www.bera.ac.uk/wp-content/uploads/2018/06/BERA-Ethical-Guidelines-


79  

Bryne, T. (2016) ‘The National Educational Psychological Service’ (NEPS): Motion - Dáil 

debates Dáil Éireann debate - Wednesday 8th March 2017 Vol. 942 No. 1. Available 

online: https://www.oireachtas.ie/en/debates/debate/dail/2017-03-08/32/ 

Cameron, D. L. (2014). An examination of teacher–student interactions in inclusive 

classrooms: teacher interviews and classroom observations. Journal of Research in 

Special Educational Needs, 14(4), 264–273. http://dx.doi.org/10.1111/1471- 

3802.12021 

Casssell, C. (2015), ‘Conducting Research Interviews, for Business and Management 

Students.’ London: SAGE Publications. Available from: 

http://study.sagepub.com/sites/default/files/Cassell.pdf [Accessed 01 Nov. 2019]. 

Caulfield, J. (2019). “A thematic analysis.” [online] Available at: 

https://www.scribbr.com/methodology/thematic-analysis/ 

Cherry, K., (2019). Biography of Lev Vygotsky, One of the Most Influential Psychologists, 

Vygotsky died young, but had an important influence on psychology. Updated 

October 23, 2019. [online] Available at: https://www.verywellmind.com/lev- 

vygotsky-biography-2795533 [Accessed 4 December 2019]. 

Ciciora, L., (2012) Lev Vygotsky ‘Zone of Proximal Development’ [online] Available at: 

https://sites.google.com/a/bvsd.org/lucinda-schuettpelz/growth-mindset-1 [Accessed 4 

December 2019] 

Clifford, M., (2019) ‘Government with lessons to learn: special needs education’. [online] 

Available of: 

https://www.irishexaminer.com/breakingnews/views/columnists/michael- 

clifford/government-with-lessons-to-learn-special-needs-education-959003.html 

[Accessed 1 December 2019]. 

Cohen, L., Manion, L. and Morrison, K. (2000) ‘Research methods in Education.’ London: 

Croom Helm. 

Cohen, L., Manior, L. and Morrison, K., (2007) Research Methods in Education, 6th ed., 

London and New York: Routledge Taylor & Francis Group. 

Creswell, J. W. (2013). Qualitative Inquiry and Research Design: Choosing Among Five 

https://www.oireachtas.ie/en/debates/debate/dail/2017-03-08/32/
http://dx.doi.org/10.1111/1471-
http://study.sagepub.com/sites/default/files/Cassell.pdf
http://www.scribbr.com/methodology/thematic-analysis/
http://www.scribbr.com/methodology/thematic-analysis/
http://www.verywellmind.com/lev-
http://www.verywellmind.com/lev-
http://www.irishexaminer.com/breakingnews/views/columnists/michael-
http://www.irishexaminer.com/breakingnews/views/columnists/michael-


80  

Approaches (3rd ed.) Thousand Oaks, CA: Sage. [online] Available at: 

http://www.ceil-conicet.gov.ar/wp-content/uploads/2018/04/CRESWELLQualitative- 

Inquary-and-Research-Design-Creswell.pdf [Accessed 5 December 2019] 

Data Protection Acts 1988 and 2003 and 2018. Dublin: Stationery Office. 

Denzin, N.K. and Lincoln, Y.S. (1994) (3rd eds.). The Sage Handbook of Qualitative 

Research, Sage: Thousand Oaks: CA. 

Department of Education (2000), “Learning Support Guidelines.”. [online] Available from: 

https://www.education.ie/en/Publications/Education-Reports/Learning-Support- 

Guidelines.pdf. [Accessed 01 Sep. 2019]. 

Department of Education (2017) Circular No. 0013/2017. ‘Mainstream figures are based on 

the number of students Accessing Low Incidence Teaching Hours with an ASD 

Diagnosis.’ Dublin: Stationery Office. [Online] Available at: 

https://assets.gov.ie/10707/ce1ca48714424c0ba4bb4c0ae2e510b2.pdf [accessed 21 

Nov 2019]. 

Department of Education and Science (2007). Special Educational Needs; A Continuum of 

Support. Resource Pack for Teachers. Dublin: The Stationary Office. 

Department of Education and Science (2009) Behavioural, Emotional and Social Difficulties. 

A Continuum of Support. Guidelines for Teachers. Dublin: The Stationary Office 

Department of Education and Science (2016). [online] NEPS student support file. Available 

at: https://www.education.ie/en/Schools...NEPS-/Student-Support-File-Form.docx 

[accessed 27 September 2019]. 

Department of Education and Sciences (DES), (2018/19), ‘Latest available primary schools 

lists, statistical report 2018/19’. Dublin: Stationery Office. [Online] Available at: 

https://www.education.ie/en/Publications/Statistics/Data-on-Individual-Schools/ 

[accessed 24 November 2019]. 

Department of Education and Skills (DES). (2019). Circular 0052/2019: Exemptions from the 

study of Irish, Revising Circular 12/96. Retrieved from: 

https://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0052_2019.pdf 

http://www.ceil-conicet.gov.ar/wp-content/uploads/2018/04/CRESWELLQualitative-
http://www.education.ie/en/Publications/Education-Reports/Learning-Support-
http://www.education.ie/en/Publications/Education-Reports/Learning-Support-
https://www.education.ie/en/Schools...NEPS-/Student-Support-File-Form.docx
http://www.education.ie/en/Publications/Statistics/Data-on-Individual-Schools/
http://www.education.ie/en/Publications/Statistics/Data-on-Individual-Schools/
http://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0052_2019.pdf
http://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0052_2019.pdf


81  

Department of Education Reports (2018) Estimating Prevalence of Autism Spectrum 

Disorders (ASD) in the Irish Population: A review of data sources and 

epidemiological studies. Dublin: Stationery Office. [Online] Available at: 

https://www.gov.ie/en/publication/0cc791-reports-on-the-prevalence-of-autism-in- 

ireland-and-a-review-of-the-s/?referrer=/wp-content/uploads/2018/12/asd-report- 

final-19112018-for-publication.pdf/ [accessed 21 Nov 2019] 

Department of Education and Skills (DES). (2020). Circular 0052/2019: Special Needs 

Assistant Allocations for the 2020/21 School Year for Mainstream Classes in Primary 

and Post Primary Schools Circular 0030/2020. Retrieved from: 

https://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0030_2020.pdf 

Department of Education and Skills. 2020/2021 SNA Allocation Update. Available online 

https://www.ippn.ie/images/Esceal/SNAAllocations.pdf [accessed 21 July 2020] 

Dickinson, K. J., Gronseth, S, L. Department of Surgery, Houston Methodist Hospital, 

Houston, TexasCollege of Education, University of Houston, Houston, Texas. 

Available online 

https://www.sciencedirect.com/science/article/pii/S1931720420301987 [accessed 5 

June 2020] 

Directive (EU) 2015/1535 of the European Parliament and of the Council of 9 September 

2015 laying down a procedure for the provision of information in the field of 

technical regulations and of rules on Information Society services. p. 1 

Doherty, P. (2019). ‘Outrage as Donegal patients wait more than two years for speech and 

language therapy’, Donegal daily, written by Shaun Keenan July 24, 2019. Available 

online: 

https://www.donegaldaily.com/2019/07/24/outrage-as-donegal-patients-wait-more- 

than-two-years-for-speech-and-language- 

therapy/#:~:text=%E2%80%9CThere%20are%20currently%20522%20people,is%20 

horrendous%20by%20any%20measure [accessed 23 July 2020] 

Donnelly, K. (2019) ‘Education Minister tells south Dublin schools they must open places for 

82 children with special educational needs’, Independent.ie (14 November 2019). 

[online] Available at: https://www.independent.ie/irish-news/education/education- 

http://www.gov.ie/en/publication/0cc791-reports-on-the-prevalence-of-autism-in-
http://www.gov.ie/en/publication/0cc791-reports-on-the-prevalence-of-autism-in-
https://www.education.ie/en/Circulars-and-Forms/Active-Circulars/cl0030_2020.pdf
https://www.ippn.ie/images/Esceal/SNAAllocations.pdf
https://www.sciencedirect.com/science/article/pii/S1931720420301987
https://www.donegaldaily.com/2019/07/24/outrage-as-donegal-patients-wait-more-than-two-years-for-speech-and-language-therapy/#%3A~%3Atext%3D%E2%80%9CThere%20are%20currently%20522%20people%2Cis%20horrendous%20by%20any%20measure
https://www.donegaldaily.com/2019/07/24/outrage-as-donegal-patients-wait-more-than-two-years-for-speech-and-language-therapy/#%3A~%3Atext%3D%E2%80%9CThere%20are%20currently%20522%20people%2Cis%20horrendous%20by%20any%20measure
https://www.donegaldaily.com/2019/07/24/outrage-as-donegal-patients-wait-more-than-two-years-for-speech-and-language-therapy/#%3A~%3Atext%3D%E2%80%9CThere%20are%20currently%20522%20people%2Cis%20horrendous%20by%20any%20measure
https://www.donegaldaily.com/2019/07/24/outrage-as-donegal-patients-wait-more-than-two-years-for-speech-and-language-therapy/#%3A~%3Atext%3D%E2%80%9CThere%20are%20currently%20522%20people%2Cis%20horrendous%20by%20any%20measure
http://www.independent.ie/irish-news/education/education-
http://www.independent.ie/irish-news/education/education-


82  

minister-tells-south-dublin-schools-they-must-open-places-for-82-children-with- 

special-educational-needs-38693260.html [accessed 29 November 2019] 

Dyson, A., Farrell, P., Polat, F., Hutcheson, G., & Gallannaugh, F. (2004). Inclusion and 

pupil achievement. London: DfES. 

Flood, E. (2013). Assisting Children with Special Needs: An Irish Perspective. 2nd ed. 

Dublin: Gill Education. GDPR General Data Protection Regulation (2018). [online] 

Available at: https://dbei.gov.ie/en/Data-Protection/ [accessed 8 November 2019] 

Gillham, B. (2000), ‘The Research Interview.’ New York: Continuum. 

Gilmour, A. (2018). Has inclusion gone too far? Education Next. 18(4). [online] Available 

from: https://www.educationnext.org/has-inclusion-gone-too-far-weighing-effects- 

students-with-disabilities-peers-teachers/ [accessed 8 December 2019]. 

Gindis, B. (2003). Remediation Through Education: Sociocultural Theory and Children with 

Special Needs. In: Kozulin et al. (Eds.) Vygotsky's Educational Theory in Cultural 

Context. (Cambridge University Press), 200-225. 

Glesne, C., & Peshkin. A., (1992). Becoming qualitative researchers: An introduction. White 

Plains, NY: Longman. 

Gottfried, M. A. (2016) ‘Does the presence of a classmate with emotional/behavioural 

disabilities link to other students’; Absences in Kindergarten?’. Journal: Early 

Childhood Research Quarterly. [online] Available from: 

https://www.sciencedirect.com/science/article/pii/S0885200616300205 [accessed 25 

November 2019] 

Gottfried, M. and Harven, A. (2014). The Effect of Having Classmates with Emotional and 

Behavioral Disorders and the Protective Nature of Peer Gender. The Journal of 

Educational Research, 108(1), pp.45-61. [online] Available at: 

https://www.researchgate.net/publication/272572922_The_Effect_of_Having_Classm 

ates_with_Emotional_and_Behavioral_Disorders_and_the_Protective_Nature_of_Pee 

r_Gender [accessed December 1 2019]. 

Government of Ireland (1998), “Education Act 1998.” [online] Available from: 

https://www.educationnext.org/has-inclusion-gone-too-far-weighing-effects-
http://www.sciencedirect.com/science/article/pii/S0885200616300205
http://www.sciencedirect.com/science/article/pii/S0885200616300205
http://www.researchgate.net/publication/272572922_The_Effect_of_Having_Classm
http://www.researchgate.net/publication/272572922_The_Effect_of_Having_Classm


83  

http://www.gov.ie/bills28/acts/1998/a5198. [Accessed: 15 September 2019]. 

Government of Ireland (2000), “Education (Welfare) Act 2000.” [online] Available from: 

http://www.oireachtas.ie/documents/bills28/acts/2000/a2200. [Accessed: 15 

September 2019]. 

Government of Ireland (2000), “Equality Act 2000.” [online] Available from: 

http://www.oireachtas.ie/documents/bills28/acts/2004/A2404. [Accessed on: 15 

September 2019]. Government of Ireland (2004) Education for Persons with Special 

Educational Needs Act. Dublin: The Stationery Office. [online] Available from: at: 

http://www.irishstatutebook.ie/eli/2004/act/30/enacted/en/print#sec2 [Accessed on: 15 

September 2019]. 

Government of Ireland. (2004), “Education for Persons with Special Educational Needs Act 

2004.” [online] Available from: 

http://www.oireachtas.ie/documents/bills28/acts/2004/A3004. [Accessed: 15 Sep. 

2019]. 

Government of Ireland. (2004), “Education for Persons with Special Educational Needs Act 

2004.” Dublin: The Stationary Office. 

Government of Ireland. (2012), “The Irish Language Gaeltacht Act 2012”. [online] Available 

at: https://www.chg.gov.ie/app/uploads/2015/07/Gaeltacht-Act-20121.pdf [Accessed 

28 October 2019]. 

Government of Ireland (2005) Disability Act. [online] Available from: 

http://www.irishstatutebook.ie/eli/2005/act/14/enacted/en/html. [Accessed 28 October 

2019]. 

Government of Ireland, (1988). Education Act. Dublin: The Stationary Office. 

Government of Ireland, (2000). Data Protection Act. The Stationary Office: Dublin. 

Government of Ireland, (2000). Welfare Act. The Stationary Office: Dublin. 

Government of Ireland, (2004). Education for Persons with Special Educational Needs Act. 

The Stationary Office: Dublin. Reference List 

Government of Ireland, (2004). Equal Status Act. Dublin: The Stationary Office. 

http://www.gov.ie/bills28/acts/1998/a5198
http://www.oireachtas.ie/documents/bills28/acts/2000/a2200
http://www.oireachtas.ie/documents/bills28/acts/2004/A2404
http://www.irishstatutebook.ie/eli/2004/act/30/enacted/en/print#sec2
http://www.oireachtas.ie/documents/bills28/acts/2004/A3004
http://www.chg.gov.ie/app/uploads/2015/07/Gaeltacht-Act-20121.pdf
http://www.chg.gov.ie/app/uploads/2015/07/Gaeltacht-Act-20121.pdf
http://www.irishstatutebook.ie/eli/2005/act/14/enacted/en/html


84  

Government of Ireland, (2005). Disability Act. The Stationary Office: Dublin. 

Hakuta, K. (1986) Mirror of language: the debate on bilingualism. New York, NY: Basic 

Books. 

Hamers, JF. and Blanc, MHA. (2000) 2nd Bilingualism and bilingualism ed. England: 

Cambridge University Press. 

Harris, A. (2020). AsIam. ‘What works for me’. Online webinar from Middletown Centre for 

Autism; [accessed 2 June 2020 at 19.00]. Retrievable from: 

https://www.middletownautism.com/news/webinars-june-6-2020 or 

https://us02web.zoom.us/webinar/register/WN_XVU-awb4R9GxZ81molfmBg 

Harris, J., Forde, P., Archer, P., Nic Fhearaile, S., and O’Gorman, M. (2006) ‘Irish in primary 

schools’: Long-term national trends in achievement. Dublin: Stationery Office. 

Harvey, L. (2019), Social Research Glossary, Quality Research International. [Online] 

http://www.qualityresearchinternational.com/socialresearch/ [accessed 4 December 

2019]. 

Health Service Executive (HSE) (2018) Report of the Review of the Irish Health Services for 

Individuals with Autism Spectrum Disorders. [Online] Available at: 

https://assets.gov.ie/10708/33f312f0421443bc967f4a5f7554b0dd.pdf [accessed 21 

Nov 2019]. 

Hennink, M. I. & Bailey, A. (2010), “Qualitative Research Methods,” New York: Sage. 

[online] Available from: http://www.ldonline.org/article/6065/?theme=print [accessed 

24 November 2019]. 

Horne, P.E., & Timmons, V. (2009). Making it work: Teacher’s perspectives on inclusion. 

International Journal of Inclusive Education, 13(3), 273-286. 

Hornby, Garry. (2003). Inclusion or Delusion: Can one Size Fit All? Support for Learning. 

14. 152 - 157. 10.1111/1467-9604.00122. 

Houses of the Oireachtas Joint Committee on Education and Social Protection Report on the 

Role of the Special Needs Assistant January 2016 31-ESP-0017 

https://www.middletownautism.com/news/webinars-june-6-2020
https://us02web.zoom.us/webinar/register/WN_XVU-awb4R9GxZ81molfmBg
http://www.qualityresearchinternational.com/socialresearch/
http://www.ldonline.org/article/6065/?theme=print


85  

https://data.oireachtas.ie/ie/oireachtas/committee/dail/31/joint_committee_on_educati 

on_and_social_protection/reports/2016/2016-01-21_report-on-the-role-of-the-special- 

needs-assistant_en.pdf 

IDEA. Individuals with Disabilities Education Act. (2017) [online] Available at: 

https://en.wikipedia.org/wiki/Individuals_with_Disabilities_Education_Act [accessed 

27 November 2019]. 

INTO Irish National Teachers Organisation (2013) Supporting Special Education in the 

Mainstream School Available at: 

https://www.into.ie/ROI/Publications/SupportingSpecialEduc.pdf [Accessed 1 

November 2019]. 

Irish Language Immersion Scheme (2018), “Schools participating in the Gaeltacht School 

Recognition Scheme: Key Messages from Inspectorate Advisory Visits Summary 

Report,” September to December 2018. [online] Available from: 

https://www.education.ie/en/Publications/Education-Reports/gaeltacht-school- 

recognition-scheme-key-messages-advisory-visits- summary.pdf [Accessed 31 Oct. 

2019]. 

IPPN Irish Primary Principals Network (2019), Ireland’s 134 Special Schools need 

Sustainable Action. [online] Available from: 

https://www.ippn.ie/index.php/advocacy/press-releases/7778-ireland-s-134-special- 

schools-need-sustainable-action. [Accessed 25 Sep. 2019]. 

Kalambouka, A., Farrell, P., Dyson, A., & Kaplan, I. (2007). The impact of placing pupils 

with special educational needs in mainstream schools on the achievement of their 

peers. Educational Research, 49, 365–382. 

Kavanagh, L. (2013). A mixed methods investigation of parental involvement in Irish 

immersion primary education: Integrating multiple perspectives (Unpublished 

doctoral dissertation). University College Dublin: Dublin. 

http://www.cogg.ie/wpcontent/uploads/A-Mixed-Methods-Investigation-of- 

ParentalInvolvement-in-IrishImmersion-Primary-Education.pdf 

Kavanagh, L., & Hickey, T. M. (2013). ‘You’re looking at this different language and it 

https://data.oireachtas.ie/ie/oireachtas/committee/dail/31/joint_committee_on_education_and_social_protection/reports/2016/2016-01-21_report-on-the-role-of-the-special-needs-assistant_en.pdf
https://data.oireachtas.ie/ie/oireachtas/committee/dail/31/joint_committee_on_education_and_social_protection/reports/2016/2016-01-21_report-on-the-role-of-the-special-needs-assistant_en.pdf
https://data.oireachtas.ie/ie/oireachtas/committee/dail/31/joint_committee_on_education_and_social_protection/reports/2016/2016-01-21_report-on-the-role-of-the-special-needs-assistant_en.pdf
http://www.into.ie/ROI/Publications/SupportingSpecialEduc.pdf
http://www.into.ie/ROI/Publications/SupportingSpecialEduc.pdf
http://www.education.ie/en/Publications/Education-Reports/gaeltacht-school-
http://www.education.ie/en/Publications/Education-Reports/gaeltacht-school-
http://www.ippn.ie/index.php/advocacy/press-releases/7778-ireland-s-134-special-
http://www.ippn.ie/index.php/advocacy/press-releases/7778-ireland-s-134-special-
http://www.cogg.ie/wpcontent/uploads/A-Mixed-Methods-Investigation-of-


86  

freezes you out straight away’: Identifying challenges to parental involvement among 

immersion parents. Language and Education, 27(5), 432-450. 

Doi:10.1080/09500782.2012.714388 

Kay-Raining Bird, E., Genesee, F., & Verhoeven, L. (2016). Bilingualism in children with 

developmental disorders: A narrative review, Journal of Communication Disorders, 

63, 1-14. Lindsay, G., (2007) ‘Educational psychology and the effectiveness on 

inclusive education/mainstreaming.’ British Journal of Educational psychology, 77, 1- 

24. 

Kumar, R. (2014) Research Methodology, A step-by-step guide for beginners, 4th ed., 

London: SAGE Ltd. 

Liu, K., King, M. and Bearman, P. (2010). Social Influence and the Autism Epidemic. 

American Journal of Sociology, 115(5), pp.1387-1434. [online] Available at: 

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC2927813/ [accessed 9 December 

2019] 

Lutz, K. (2016) Maslow’s Hierarchy of Needs in an Inclusion Classroom. [Online] Available 

at: https://cpb-us-w2.wpmucdn.com/u.osu.edu/dist/2/5432/files/2016/02/MHON- 

Inclusion-29g3d6v.pdf [accessed 25 November 2019]. 

Lysaght, Z., Scully, D., Murchan, D., O’Leary, M., Shiel, G. (2019) Aligning Assessment, 

Learning and Teaching in Curricular Reform and Implementation. January 22, 2019. 

CARPE, Dublin City University. Trinity College Dublin. Educational Research 

Centre. 

https://ncca.ie/media/3925/aligning-assessment-learning-and-teaching-in-curricular- 

reform-and-implementation.pdf 

Mac Donnacha, S., Ní Chualáin, F., Ní Shéaghdha, A., & Ní Mhainín, T. (2005). Staid 

Reatha na Scoileanna Gaeltachta/ A Study of Gaeltacht Schools 2004. Dublin: An 

Chomhairle um Oideachas Gaeltachta & Gaelscolaíochta. 

Maras, P., & Brown, R. (2000). Effects of different forms of school contact on children’s 

attitudes toward disabled and non-disabled peers. British Journal of Educational 

Psychology, 70, 

http://www.ncbi.nlm.nih.gov/pmc/articles/PMC2927813/
http://www.ncbi.nlm.nih.gov/pmc/articles/PMC2927813/
https://cpb-us-w2.wpmucdn.com/u.osu.edu/dist/2/5432/files/2016/02/MHON-
https://ncca.ie/media/3925/aligning-assessment-learning-and-teaching-in-curricular-reform-and-implementation.pdf
https://ncca.ie/media/3925/aligning-assessment-learning-and-teaching-in-curricular-reform-and-implementation.pdf


87  

337–351. 

Maslow’s hierarchy of needs (1954) Maslow, A. H. (1943). A Theory of Human Motivation. 

Psychological Review, 50, 370-96. 

McClay, D. (2019) MA in Teaching and Learning, Research Methods, Session 2 14th 

September 2019, ‘Ethics, GDPR and Draft Research Proposal.’ [online] Available at: 

https://lyitbb.blackboard.com/webapps/blackboard/execute/content/file?cmd=view&c 

ontent_id=_531989_1&course_id=_38988_1&framesetWrapped=true [accessed 1 

November 2019].  Quick Links 

McGuire, J.M. (2011). Inclusive College of Teaching. Universal design for instruction and 

diverse learners. ‘Journal of Accessibility and Design for All’. p. 38-54. 

McLeod, S. A. (2007). Maslow's Hierarchy of Needs. [online] Available at: 

http://www.simplypsychology.org/maslow.html [accessed 25 November 2019]. 

Merriam, S. B. (1998). Qualitative research and case study applications in education (2nd 

ed.). San Francisco, CA: Jossey-Bass Publishers. 

Merriam, S. (2009), Qualitative Research: A Guide to Design and Implementation (3). San 

Francisco: Jossey-Bass. 

Mittler, P. (2000). Working towards inclusive education. London: D. Fulton Publishers. 

Morse, J.M., Barrett, M.I., Mayan, M.J., Olson, K., & Spiers, J. (2002). Verification 

Strategies for Establishing Reliability and Validity in Qualitative Research. 

International Journal of Qualitative Methods. 1 (2), p13-22. 

National Council for Curriculum Assessment (NCCA). (2006). NCCA commentary on ESRI 

research into the experiences of students in the second year of junior cycle. Dublin: 

Author. 

National Council for Curriculum and Assessment (NCCA). (2015). Primary language 

curriculum English and Gaeilge, junior infants to second class. Report on consultation 

and engagement. Retrieved from: 

http://www.ncca.ie/en/Curriculum_and_Assessment/Early_Childhood_and_Primary_ 

Edu cation/Primary-Education/Review_and_Research/Primary-Language- 

http://www.simplypsychology.org/maslow.html
http://www.ncca.ie/en/Curriculum_and_Assessment/Early_Childhood_and_Primary_


88  

CurriculumEnglish-and-Gaeilge-Junior-Infants-to-second-Class-Report-on- 

Consultation-andEngagement.pd 

National Council for Special Education (NCSE). (2010). National survey of parental attitudes 

to and experiences of local and national special education services. Trim: NCSE. 

NCSE National Council for Special Education (2011). ‘A guide for schools on the inclusion 

of Pupils with special educational needs.’ [online] Available from: 

http://www.ncse.ie/researches/InclusiveEducationFramework_InteractiveVersion.pdf 

[accessed 14 September 2019]. 

NCSE National Council for Special Education. (2014). Access to the curriculum for pupils 

with a variety of special educational needs in mainstream classes. [online] Available 

at: https://ncse.ie/wp-content/uploads/2014/10/AccesstotheCurriculum_1.pdf 

[accessed 28 November 2019]. 

National Council for Special Education (NCSE). (2014). Children with special educational 

needs: Information booklet for parents. Retrieved from: http://ncse.ie/wp- 

content/uploads/2014/10/ChildrenWithSpecialEdNeeds1.pdf 

NCSE National Council for Special Education. (2017). Guidelines for Primary Schools 

Supporting Pupils with Special Educational Needs in Mainstream Schools. [online] 

Available from: https://www.education.ie/en/The-Education-System/Special- 

Education/Guidelines-for-Primary-Schools-Supporting-Pupils-with-Special- 

Educational-Needs-in-Mainstream-Schools.pdf [accessed 28 November 2019]. 

NCSE Support Service National Council for Special Education, CPD and In-School Support. 

Sess.ie. [online] Available at: https://www.sess.ie/about-sess/about-sess [accessed 18 

November 2019]. 

NDA, The National Disability Authority (2019). [online] Available from: 

http://nda.ie/Disability-overview/Key-Policy-Documents/Report-of-the-Commission- 

on-the-Status-of-People-with-Disabilities/A-Strategy-for-Equality/A-Strategy-for- 

Equality-Report-of-the-Commission-on-the-Status-of-People-with- 

Disabilities/Education/ [accessed 9 December 2019]. 

http://www.ncse.ie/researches/InclusiveEducationFramework_InteractiveVersion.pdf
http://ncse.ie/wp-
http://www.education.ie/en/The-Education-System/Special-
http://www.sess.ie/about-sess/about-sess
http://www.sess.ie/about-sess/about-sess
http://nda.ie/Disability-overview/Key-Policy-Documents/Report-of-the-Commission-


89  

National Educational Psychological Service (NEPS). (2019). National Educational 

Psychological Service, Home Page. Retrieved from: 

https://www.education.ie/en/Schools-Colleges/Services/National- 

EducationalPsychological-Service-NEPS-/NEPS-Home-Page.html 

Nicoladis, E. and Monique, C., Popescu, A. (2016) ‘Second Language/Bilingualism at an 

Early Age with Emphasis on Its Impact on Early Socio-Cognitive and Socio- 

Emotional Development.’ University of Alberta, Canada, University of Padova, Italy 

October 2016, Rev. ed. 

Ní Chinnéide, D. (2009). The special educational needs of bilingual (Irish-English) children, 

52, POBAL: Education and Training. Retrieved from: 

http://dera.ioe.ac.uk/11010/7/de1_09_83755 special_needs_of_bilingual_children_r 

ese arch report_final_version_Redacted.pdf 

Nic Cionnaith, P. (2008). Léargas ar Dhearcadh agus Tuairimí i dtaobh an Chórais 

Oideachais Gaeltachta ag Tuismitheoirí Gaeltachta atá ag tógaint a gCuid Páistí le 

Gaeilge. Thesis MA, NUIG: Unpublished. 

Nic Gabhann, D. (2008). Survey of special education needs in Gaelscoileanna, 2006-2007 

Unpublished Masters’ thesis. University of Wales, Bangor. 

NPF. (2019). National Principals Forum. ‘The Inclusion Illusion’ 

https://gallery.mailchimp.com/e198b47a886da101d5831ca82/files/687db1a2-fd47- 

4426-89a0-dab8fc624ddc/Inclusion_Illusion_NPF.pdf 

Ó Duibhir, P., Nig Uidhir, G., Ó Cathalláin, S., Ní Thuairisg, L. & Cosgrove, J. (2015). 

Anailís ar mhúnlaí soláthair Gaelscolaíochta (Tuairisc Taighde). Béal Feirste: An 

Coiste Seasta Thuaidh Theas ar Ghaeloideachas. 

Ó Laoire, M., & Harris, J. (2006). Language and Literacy in Irish-medium Primary Schools: 

Review of Literature. Dublin: National Council for Curriculum and Assessment. 

O’Brien, E. (2010), Teachers and special needs assistants in Irish classrooms: An evaluation 

of a model of reflective teamwork. REACH Journal of Special Education in Ireland, 

section 23.2 p: 81 - 94 

O’Donnell, L. Progressive Democrats, Dáil Éireann. Statement on the Ferns Report: 

http://www.education.ie/en/Schools-Colleges/Services/National-
http://www.education.ie/en/Schools-Colleges/Services/National-
http://dera.ioe.ac.uk/11010/7/de1_09_83755
https://gallery.mailchimp.com/e198b47a886da101d5831ca82/files/687db1a2-fd47-4426-89a0-dab8fc624ddc/Inclusion_Illusion_NPF.pdf
https://gallery.mailchimp.com/e198b47a886da101d5831ca82/files/687db1a2-fd47-4426-89a0-dab8fc624ddc/Inclusion_Illusion_NPF.pdf


90  

Liz O’Donnell stated ‘the Church is neither democratic nor accountable. In many 

ways it is a secret organisation – with its own diplomatic service, civil service, laws 

and self-regulatory codes, which have failed the public…’ She also emphasised the 

Church’s ‘systematic mal-administration and dereliction of duty to protect children’. 

Liz O Donnell Dáil statement on Ferns Report, Wednesday November 9, 2005. 

October 24, 2007. 

Organisation for Economic Co-operation and Development. (2005). Students with 

disabilities, learning difficulties, and disadvantages: Statistics and indicators. 

Retrieved from: 

http://www.oecd.org/edu/school/studentswithdisabilitieslearningdifficultiesanddisadv 

anta gesstatisticsandindicators.htm 

Parsons, C. & Lyddy F., (2009) ‘Learning to read in Irish and English’: A comparison of 

children in Irish-medium, Gaeltacht and English-medium schools in Ireland Final 

report to An Chomhairle um Oideachas Gaeltachta & Gaelscolaíochta (COGG). 

National University of Ireland, Maynooth. 

Piaget, J. (1972) Development and learning. In LAVATTELLY, C. S. e STENDLER, F. 

Reading in child behavior and development. New York: Hartcourt Brace Janovich. 

Pijl, S. J., Meijer, C., and Hegarty, S. (Eds.). (1997). Inclusive Education: A Global Agenda. 

London: Routledge. 

Quirke, M., Mc Carthy, P., & Mc Guckin, C. (2018). “Seeing is believing”. NACADA (The 

Global Community for Academic Advising) 2018 International Conference, 

University College Dublin, Dublin, Ireland, 16th – 19th July, 2018. Abstracts not 

published. 

Raftery, M. (2002). Suffer the Little Children. London: Bloomsbury Publishing Plc. 

Regulation (EC) No 1049/2001 of the European Parliament and of the Council of 30 May 

2001 

regarding public access to European Parliament, Council and Commission documents 

(OJ L 145, 31.5.2001, p. 43). 

Regulation (EC) No 765/2008 of the European Parliament and of the Council of 9 July 2008 

http://www.oecd.org/edu/school/studentswithdisabilitieslearningdifficultiesanddisadv


91  

setting out the requirements for accreditation and market surveillance relating to the 

marketing of products and repealing Regulation (EEC) No 339/93 (OJ L 218, 

13.8.2008, p. 30). 

Sanford, J. A. 2012. Universal design as a rehabilitation strategy: Design for the ages, New 

York, NY US, Springer Publishing Co. 

Saunders, M., Lewis, P. & Thornhill, A. (2012) “Research Methods for Business Students” 

6th edition, Pearson Education Limited. 

Schwartz, S. and Sparks, S. D., (2019), ‘How do kids learn to read? What the Science says.’ 

Sevans; Education Week. [Online] Available at: 

Schwarz, R. L. (1997) Learning Disabilities and Foreign Language Learning; The English 

Language Institute, American University Washington, DC. [Online] Available at: 

Sebba, J. & Ainscow, M. (1996), “International Developments in Inclusive Schooling: 

mapping the issues,” Cambridge Journal of Education, 26:1, 5-18, DOI: 

10.1080/0305764960260101 [online] Available from: 

https://www.tandfonline.com/doi/abs/10.1080/0305764960260101 [Accessed 01 

November 2019]. 

Sess.ie. (2016). Curriculum Access Tool. [online] Available at: http://cat.sess.ie/tool 

[Accessed 27 September 2019]. 

SERC Special Education Review Committee (1991) [online] Available from: 

https://www.education.ie/en/Publications/Education-Reports/Report-of-the-Special- 

Education-Review-Committee-1993.pdf [accessed 7 December 2019]. 

Staub, D., & Peck, C. A. (1994). What are the outcomes for non-disabled students? 

Educational Leadership, 54(4), 36–40. Students.’ London: SAGE Publications. p.4 

[Online] Available from: http://study.sagepub.com/sites/default/files/Cassell.pdf 

[Accessed 01 November 2019]. 

Swaine Z. (2011) Medical Model. In: Kreutzer J.S., DeLuca J., Caplan B. (eds) Encyclopedia 

of Clinical Neuropsychology. Springer, New York, NY. 

Tennant, G. (2007) IEPs in Mainstream Secondary Schools: An agenda for Research, Support 

for Learning, Vol. 22 (4), pp. 204-208. 

http://www.tandfonline.com/doi/abs/10.1080/0305764960260101
http://www.tandfonline.com/doi/abs/10.1080/0305764960260101
http://cat.sess.ie/tool
http://www.education.ie/en/Publications/Education-Reports/Report-of-the-Special-
http://www.education.ie/en/Publications/Education-Reports/Report-of-the-Special-
http://study.sagepub.com/sites/default/files/Cassell.pdf


92  

NPF, The National Principals Forum (2019), ‘The Inclusion Illusion, A Survey of Irish 

Primary Principals on special Education Provision in Irish Primary Schools.’ [Online] 

Available at: 

https://gallery.mailchimp.com/e198b47a886da101d5831ca82/files/687db1a2-fd47- 

4426-89a0-dab8fc624ddc/Inclusion_Illusion_NPF.pdf [Accessed 24 October 2019]. 

Trinity College Dublin (TCD) (2019). Research Ethics Committee 2019. [online] Available 

at: https://www.tcd.ie/Education/research/ethics/ [Accessed 24 November 2019] 

UNESCO United Nations Educational, Scientific and Cultural Organization (2016). [online]. 

Salamanca Statement. Available at: 

http://www.unesco.org/education/pdf/SALAMA_E.PDF [Accessed 27 September 

2019]. 

United Nations, UNCRPD (2016). Convention on the rights of persons with Disabilities. 

[online] Available at: 

http://www.un.org/disabilities/documents/convention/convoptprot-e.pdf [Accessed 27 

September 2019]. 

Vygotsky LS. (1978) Mind in Society: The Development of Higher Psychological Processes. 

Cambridge: MA: Harvard University Press. 

Yin, R. K. (2009). Case study research: Design and method (4th ed.). Thousand Oaks, CA: 

Sage. 

Zimmermann, O., (2015) [online] Available at: 

http://unearthedcomics.com/comics/time-to-change-the-system/ [accessed 8 

December 2019]. 

http://www.tcd.ie/Education/research/ethics/
http://www.tcd.ie/Education/research/ethics/
http://www.unesco.org/education/pdf/SALAMA_E.PDF
http://www.un.org/disabilities/documents/convention/convoptprot-e.pdf
http://unearthedcomics.com/comics/time-to-change-the-system/


93  

Appendix A – Primary educational system in Ireland 
 

https://www.education.ie/en/Publications/Education-Reports/A-Brief-Description-of-the-Irish- 

Education-System.pdf 

https://www.education.ie/en/Publications/Education-Reports/A-Brief-Description-of-the-Irish-Education-System.pdf
https://www.education.ie/en/Publications/Education-Reports/A-Brief-Description-of-the-Irish-Education-System.pdf


94  

 

Appendix B – Continuum of Support Process 

Identification of Needs through the Continuum of Support Process - (Primary Guidelines, 

p.9-10) 
 



95  

Appendix C – New Primary Language Curriculum 
 

Available online: 

https://ilsa.ie/wp-content/uploads/2017/06/Overview-Primary-Language-Curriculum- 

Fionnuala-Drudy.pdf 

https://ilsa.ie/wp-content/uploads/2017/06/Overview-Primary-Language-Curriculum-Fionnuala-Drudy.pdf
https://ilsa.ie/wp-content/uploads/2017/06/Overview-Primary-Language-Curriculum-Fionnuala-Drudy.pdf


96  

Appendix D 

Timetable of participant interviews 
 

No. of interviews Date Interview Participant 

1 27th February 2020 Special Needs Assistant 1 

2 13th March 2020 Special Needs Assistant 2 

3 25th March 2020 Special Needs Assistant 3 

4 27th March 2020 Special Needs Assistant 4 

5 9th March 2020 Principal 1 

6 9th March 2020 Principal 2 

7 29th February 2020 Teacher 1 

8 28th February 2020 Teacher 2 

9 23rd March 2020 Teacher 3 

10 21st March 2020 Teacher 4 

11 26th March 2020 Teacher 5 

12 24th March 2020 Teacher 6 
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Appendix E - List of interview questions for principals and teachers: 

1. Can you please give me a brief synopsis of your professional qualification and 

background? 

2. How long have you been working in the education sector? 

3. How long have you been working in a Gaeltacht school? 

4. Have you had the experience of working with pupils with learning disabilities and or 

Autism Spectrum Disorder (ASD)? If so, which type of settings i.e. mainstream 

classroom, ASD unit, etc.? Can you discuss your experience of how often children with 

disabilities progresses from being in mainstream school to a specialised setting or vice 

versa? 

5. In your view have you received adequate training and the appropriate resources in order 

to provide adequately for the learning needs of pupils with disabilities and/or ASD? 

6. Do you feel it benefits pupils with disabilities to be part of an inclusive education 

environment in mainstream school? If so, can you please give your views on the benefits 

to be gained for pupils with disabilities socially, emotionally and academically? 

7. What in your opinion are the challenges if any, encountered by pupils with disabilities 

when accessing primary education in an inclusive mainstream school? 

8. What impact in your view has providing an inclusive education to pupils with disabilities 

on the school and on other pupils in the class who do not have a disability? 

9. What are the challenges you have encountered if any, when teaching a child with a 

disability at school? (Teachers only) 

10. Does having access to an SNA have an impact on creating an inclusive learning 

environment for a child with a disability in your view. If so, can you please explain how? 

11. Do you feel that the current method of allocation of SNA access to children with 

disabilities is adequate? Do you face any extra challenges when teaching a child who is 

not entitled to have access to a SNA? If so, please give details. 

12. What do you do to ensure that the child with a disability is actively involved in class? 

And in extracurricular activities? 

13. What type of teaching style do you use to create an inclusive educational environment? 

i.e. scaffolding, modelling, blended learning, team teaching, etc. 

14. How is learning accessed and are there any challenges when carrying out assessment 

procedures? 
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15. “The NCSE (2011) described inclusion as a process of addressing and responding to the 

diversity of needs of learners. It involves removing barriers so that each learner will be 

enabled to achieve the maximum benefit from his/her schooling.” 

Do you think that your school is providing an inclusive education? Can you please 

elaborate as to why you think this? 

16. Do you think that the fact that the Irish language is the primary language of the school 

might have a negative or positive impact on the learning ability of a child with a disability 

and the inclusivity of the school as a whole? If so, please state which and why? 

17. Can you please advise of any proposals or recommendations you feel could be made to 

improve and enhance the provision of an inclusive educational system for pupils with 

disabilities i.e. at a school level or nationally? 

18. Do you feel that there is adequate support for teachers, SNAs and the parents/guardians of 

children with disabilities from the relevant authorities i.e. NCSE, TUSLA, HSE, 

Department of Education, etc.? Could you elaborate and advise of why you are of this 

opinion? 

19. Is there additional information that you would like to add that you feel is important or 

relevant to the study? 
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Appendix F - List of interview questions for SNAs: 

1. Can you please give me a brief synopsis of your professional qualification and 

background? 

2. How long have you been working in the education sector? 

3. How long have you been working in a Gaeltacht school? 

20. Have you had the experience of working with pupils with disabilities and or Autism 

Spectrum Disorder (ASD)? If so, for how long and in what type of setting i.e. mainstream 

classroom, ASD unit, etc.? Can you discuss your experience of how often children with 

disabilities progresses from being in mainstream school to a specialised setting or vice 

versa? 

4. In your view have you received adequate training and the appropriate resources in order 

to provide adequately for the learning needs of pupils with disabilities and/or ASD? 

5. Do you feel it benefits pupils with disabilities to be part of an inclusive education 

environment in mainstream school? If so, can you please give your views on the benefits 

to be gained for pupils with disabilities socially, emotionally and academically? 

6. What in your opinion are the challenges if any, encountered by pupils with disabilities 

when accessing primary education in an inclusive mainstream school? 

7. What impact in your view has providing an inclusive education to pupils with disabilities 

on the school and other pupils in the class who do not have a disability? 

8. What challenges you have you encountered if any, when caring for a  child with a 

disability in school? (SNAs only) 

9.  “The NCSE (2011) described inclusion as a process of addressing and responding to the 

diversity of needs of learners. It involves removing barriers so that each learner will be 

enabled to achieve the maximum benefit from his/her schooling.” Do you think that your 

school is providing an inclusive education? Can you please elaborate as to why you think 

this? 

10. Do you think that the fact that the Irish language is the primary language of the school 

might have a negative or positive impact on the learning ability of a child with a disability 

and the inclusivity of the school as a whole? If so, please state which and why? 

11. Do you feel that there is adequate support for teachers, SNAs and the parents/guardians of 

children with disabilities from the relevant authorities i.e. NCSE, TUSLA, HSE, 

Department of Education, etc.? Could you elaborate and advise of why you are of this 

opinion? 



101  

12. Can you please advise of any proposals or recommendations you feel could be made to 

improve the provision of an inclusive educational system for pupils with disabilities i.e. at 

a school level or nationally? 

13. Is there additional information that you would like to add that you feel is important or 

relevant to the study? 
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Appendix G - Information letter for interview Participants 

Title of research study: Are pupils with disabilities being adequately supported in Gaeltacht 

primary schools: the professionals’ perspective? 

 
Dear Participant, 

My name is Grace O’Donnell, and I am currently a student on the Master of Arts in Learning 

and Teaching course at Letterkenny Institute of Technology. The primary aim of my research 

is to ascertain if pupils with disabilities being adequately supported in Gaeltacht primary 

schools from the perspective of the professionals working with them. I hope that the findings 

of this research will be of benefit to professionals interested in creating and providing an 

inclusive educational environment and parents to aid them in deciding which schools or 

educational pathway would best suit the needs of their child. 

 
This research study is to be used as part of my dissertation. I am conducting interviews on the 

perspectives of teachers and SNAs in relation to the above topic. I would like to invite you to 

take part in the above research study. Any information given, recordings made and the 

identity and place of work of participants will be kept confidential and anonymised. 

 

I can be contacted by email at XXXXXX or by phone at XXXXXX. My supervisors contact 

details are: Úna Carthy, Department of Law & Humanities, Letterkenny Institute of 

Technology, phone XXXXXX, and email at XXXXXXI really appreciate your time and 

consideration in participating. If you are  happy and willing to participate, please read the 

attached information sheet and complete and sign the consent form attached. Please feel free 

to ask me any questions in relation to the project. 

 
Thank you, Yours Sincerely, 

Grace O’Donnell. 
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Appendix H - Information sheet for interview 

As part of the requirements of the Master of Arts in Learning and Teaching. I have to 

complete a research study for a dissertation. The primary aim of my research is to ascertain if 

pupils with disabilities are being adequately supported in Gaeltacht primary schools from the 

perspective of the professionals working with them on a daily basis. The research data will be 

collected by myself by way of an interview, there will be approximately 10-15 questions 

asked during the interview and participants will be asked to respond with their views if they 

wish. The interviews should last approximately 20-30 minutes. 

 

Why have you been chosen? 

You have been chosen as you are working or have had experience of working with children 

with disabilities in a mainstream Gaeltacht primary school. 

 
What will happen, and what will you be required to do? 

Your participation is entirely voluntary and you can change your mind and withdraw from 

the study at any time without any explanation until the data are analysed and about to be 

written up. 

If you consent to take part in an interview I will meet with you or interview you by phone or 

video call, whichever option suits you best. If you consent with your permission, I will record 

the interview for the sole purpose of the dissertation. The interview will be carried out in a 

sensitive and non-stressful manner. Any information given by you will be anonymized and 

kept confidential. The researcher will be the only person with knowledge of who the actual 

participants are. 

 
Benefits of the study 

The results of the interview will be used as part of my dissertation research study which will 

be seen by my supervisor, the examiner, external examiners and perhaps future students. I 

believe that it may be of benefit to parents and guardians of children with disabilities and/or 

autism spectrum disorder to help them to decide on the most suitable education route for their 

child. I hope the findings of this study will be of benefit to professionals interested in creating 

and providing an inclusive educational environment. 
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Confidentiality 

The researcher and supervisor will be the only people with access to the data and the 

identities of the area, schools and identities of participants will be kept confidential and 

pseudonyms will be used to ensure participant anonymity. All data generated in hardcopy 

will be held securely in a locked cabinet and no names or identities will be used. Softcopy 

data will be stored on a password protected laptop and on a password encrypted file which is 

used exclusively by the researcher, and all individual documents will be password protected 

and encrypted. The data will be kept securely for 5 years after the completion of the project 

when softcopy will be deleted. Any hardcopy will be shredded. In relation to the interview, it 

will be anonymised and transcribed, and each participants interview transcript will be given 

to them to read to make sure that they are comfortable with its content before the researcher 

proceeds to write up the analysis. Participants will be given the opportunity to request 

deletions or amendments to the transcripts. All findings collected from data received and 

conclusions drawn as a result of the research will be readily available to participants if 

requested. Data collection will be in line with the Data Protection Act 2018 and 1988 

(Ireland) GDPR legislation and in accordance with the BERA ethical standards 2018. 
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Appendix I – Research Consent Form 

Title of research study: Are pupils with disabilities being adequately supported in Gaeltacht 

primary schools: the professionals’ perspective? 

 

 

Name of researcher: Grace O’Donnell 

I can be contacted by email at XXXXXX or by phone at XXXXXX 

 
 

If you are in agreement with the statements below, please tick the boxes. 

• I have read and understand the dissertation research information letter asking me to 

participate in an interview. Yes ☐ 

• I understand that all the information collected will be kept confidential and anonymised 

that my identity and the identity of my organisation will not be included in the writing of 

the dissertation. Yes ☐ 

• I give permission for my interview to be recorded electronically and transcribes and 

understand that this will be kept securely in an encrypted file on the researcher’s 

computer. Yes ☐ 

• I understand that participation is voluntary, and that I am free to withdraw my consent at 

any time until anonymisation of transcripts.  Yes ☐ 

• I understand that extracts from my interview may be quoted and that this research will be 

published in a Master of Arts in Learning and Teaching dissertation and any subsequent 

publications. Yes ☐ 

Please tick one of the following boxes to indicate whether or not you agree to taking part: 

☐ I AGREE to taking part in the above research 

☐ I DO NOT AGREE to taking part in the above research 
 

 

Signature:    

(Participants signature) 

Thank you for taking time to consider participating. 

 

 

 

 

 
Appendix J – Participants Interview Transcripts 

Date:    

mailto:graceuidhomhnaill@gmail.com
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