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Abstract: Inclusion is an important aspect of achieving the Sustainable Development
Goals (SDGs) in education. This article will discuss the significance of recent
developments in the field of school-based bullying prevention and evaluate their
applicability to the policy discourse of inclusive education 2% Both inclusive
education and school-based bullying remain contested phenomena without a clear
consensus regarding their definition nor how to operationalise them as concepts
within school policy or practice effectively. UNESCO's Scientific Committee have
recently proposed the Whole Education Approach which conceptualises a holistic,
socially engaged, and interconnected vision for policy development in addressing
school-based bullying prevention. Importantly, the Whole Education Approach
conceptualises incidences of bullying as indicative of a deficit of care and support
within the surrounding social environment, thus adopting an ecological and
relational focus regarding bullying prevention. In addition, bullying prevention
is viewed as requiring coherent collaboration between the school, family, and
other relevant stakeholders in the local social community surrounding the school.
This includes government funding and resourcing policy and national legal
frameworks. This article argues that this approach may also have utility within
inclusive education policy in supporting a more integrated and holistic
promotion of social inclusion, underpinning equal opportunities in recognition
of the diverse needs of all learners in schools. This article discusses the details of
the Whole Education Approach and emphasises how this framework also can
address educational inclusion in adopting an integrated, multi-elemental focus
on supporting collaboration across stakeholders relevant to the lives of pupils
within schools.
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1. Introduction



This article aims to discuss the relevance of recent developments in the
field of school-based bullying intervention and assess their applicability
to the policy discourse of inclusive education 23. Internationally, the issue
of children and young people's wellbeing in school settings is becoming
increasingly important, with the United Nations recently proposing that
a safe and inclusive schooling environment is directly related to societal
well-being 3. A crucial aspect of achieving the Sustainable Development
Goals (SDGs) is to ensure equitable and inclusive education for all and to
address issues like bullying in schools. Educational Inclusion, in a similar
manner to school-based bullying, has become a central priority of
educational policy in recent decades 4. However, it is noteworthy that both
inclusive education and school-based bullying remain contested
phenomena without a clear consensus regarding their definition nor how
to operationalise them as concepts within school policy or practice
effectively. This article will discuss the proposals recently developed by
the UNESCO scientific committee 2 to address this tension within both
policy and practice related to school-based bullying prevention and
suggest why such perspectives may also be relevant in addressing
challenges within research and policy in inclusive education.

This article will comprise two sections, with the first providing an
overview of the current literature regarding school-based bullying
prevention and inclusive education provision. The second section will
provide a detailed description of the Whole Education Approach
proposed by the UNESCO scientific committee 2 and will propose its
relevance to the domain of inclusive education policy and provision.

1: A Whole Education Approach to School-Based bullying prevention
The phenomenon of school-based bullying has been much researched in
recent decades but the literature exploring approaches to prevention or
school-based intervention remains a contested domain 25. According to
Olweus 6,p. 770), “being bullied by peers represents a serious violation of
the fundamental rights of the child or youth exposed” and management
of this phenomenon is a priority for the provision of appropriate
education. However, Olweus’s definition of bullying is increasingly
critiqued and contested *”® and the evidence base for interventions to
manage incidences of bullying within schools is mixed **!°. In more
recent years the proliferation of the internet and smartphones among
adolescents has led to the inclusion of cyberbullying or online bullying
within the literature, adding a further layer of complexity and nuance to
the field *!*. Given the role of the internet and cyberbullying in relations
between children and young people in schools, incidences of bullying
between pupils can take place outside of school premises, further
complicating the role of schools in managing experiences of bullying
between pupils.

There had been a traditional focus on social ecological approaches to

12, However, consistent

bullying prevention programs in education
evidence has emerged to suggest weak and varied outcomes for
interventions based on a whole-school model, raising concerns regarding
the effectiveness of whole-school intervention programs. Researchers

found that most anti-bullying programs only reduce school bullying



perpetration and victimization by 19-20% and 15-16%, respectively,
according to Gaffney et al. °. While whole-school approaches have been
recommended in policy and practice for several decades, the UNESCO
Scientific Committee suggests that a whole-school approach may be
ineffective as it puts too much responsibility on single schools to tackle
bullying from within their own resources 2. Such a narrow focus would
not give sufficient recognition to the important role played by the wider
education system, local community attitudes, and those of wider society
2. Schools exist within a wider education system and society, which
acknowledges the role factors external to a school play in the management
of relational concepts, such as school-based bullying 2. The panel of
experts consulted by UNESCO highlighted the need to develop an
approach that was broader than a single whole-school approach.
Consequently, a wider whole-education approach was proposed by the
UNESCO Scientific Committee which gives a broader role for policy,
funding, and wider social factors in how school-based bullying can be
addressed more effectively 23.

1.1. Educational Policy Movement Toward Inclusive Provision

The recent developments in theory and policy regarding school-based
bullying prevention resonate with the field of inclusive education, which
has developed in importance and focus in recent decades 134, Inspired by
social justice ideas, the Convention on the Rights of the Child ! and the
Salamanca Statement’”, many European countries have developed
policies and implemented practices to promote inclusive education 617,
Since 1992, many definitions of inclusive education have been developed,
and efforts to change special education have been undertaken. The United
Nations Convention on the Rights of Persons with Disabilities recognises
the right of every child to an inclusive education, leading to inclusive
education becoming a legal and moral imperative 6. UNESCO’s “Global
Education Monitoring Report 2020: Inclusion and education: All Means
All” report * emphasised the need for a comprehensive framework for
whole school inclusion to provide a holistic and high-quality education to
all children and young people. This viewpoint emphasises that education
for all is the foundation of inclusion in education. However, it is
noteworthy that there remains no consensus on a definition or clear
understanding of inclusive education as a concept . There is also
disagreement regarding how educational inclusion should be
operationalised to guide practice within schools 3. This has led
researchers and policy analysts to explore how wider funding, policy and
social factors interact with the work of inclusive provision within schools
at both national '* and international levels 8. The lack of consensus may
relate to the roots of educational provision for students with disabilities
and additional learning needs (AENs) which had traditionally taken the
form of segregated provision within adapted, special education settings
1418 Such previous models for educational provision for divergent pupil
populations focused on appropriate education provision within separate
school or class settings *3°.

The origins of inclusive education are rooted in special education research
that questioned the efficacy of separate special education classes in the



1960s. These older segregated/specialised models of educational
provision for students with AENs were based on the argued need for
specialised and highly adapted pedagogical approaches and settings to
provide the highest quality education *°. According to these perspectives,
which were often informed by the needs of pupils with complex profiles,
education was best delivered by specifically trained staff in an adapted,

segregated environment **

. The priority was to provide adapted education
designed to meet the needs of those particular pupils with disabilities or
AEN and that setting was seen to best support their educational
participation. The segregated nature of the provision meant that
mainstream education remained unimpacted and unchanged, and pupils
with AEN were often not afforded opportunities to participate with their
age-matched peers *°. Concerns about segregated education, however,
noted the overrepresentation of students from minority groups in special
education provision and the stigma of labelling and civil rights issues. In
other words, while arguments for the appropriateness of adapted,
segregated, and specialised provision focused on the individual profile of
needs of pupils, actual practices within schools showed intersecting
influences from wider societal and demographic factors *?%?%. Such
concerns were also augmented by considerations regarding long-term
impacts for pupils along their full life-span trajectories and how they
could participate as citizens in society in the future. These tensions led to
the paradigm shift 22 in theorising and policy for the education of learners
with special or additional educational needs in the 1970 and 1980s, with a
widespread movement away from segregated “special” education
provision and an increasing emphasis on a more inclusive model ***%.

A long-term understanding of social inclusion became more influential
which viewed child development as being heavily influenced by social
values, access to educational institutions, and technological innovations
2, Social participation and inclusion require that children be given
opportunities to participate in a shared learning environment where they
can develop a sense of belonging as members of the community and grow
with their peers *. In short, shared inclusive educational provision within
mainstream school settings was recommended to support long-term
social inclusion within society **. As such, policy moved from special
education being provided within a segregated setting to emphasising
inclusion in a shared educational environment ***8. This shifted focus
towards inclusion in schools requiring cohesion and collaboration across
staff in an inclusive school environment and away from an emphasis on
segregated sites for the education of pupils with AEN.

1.2. Inclusion as a place

Given the laudable aims of this educational policy focus, it is perhaps
concerning that there remains no consensus on a definition or clear
understanding of inclusive education as a concept 3. There are a range of
divergent perspectives, from the idea that special education is itself a form
of inclusive education to the viewpoint that inclusion should specify a
form of education provision where all pupils are learning together in the
same inclusive classroom %, For example, person-centred approaches



that focused on mainstream class-based provision for learners with AEN
argued for human difference to be celebrated as a resource rather than an
educational challenge '**’. An alternative perspective emphasised the
need to change school structures or practices to be more inclusive, thus
reducing the focus on the individual profiles of particular pupils 2.
Indeed, Ainscow et al., % argued that inclusive education should become
a feature of school improvement processes, thus emphasising the need to
consider the role of the whole school community in developing inclusive
cultures and practices within the whole organisation. This perspective
was echoed by Clarke, Dyson and Milward %, who defined inclusion as
“extending the scope of ordinary schools so they can include a greater
diversity of children”. A perhaps unintended consequence of linking
inclusive education practices to school improvement policy has been that
inclusion became linked to the school as a place *°. The linking of school
improvement and inclusion as a place within schools mai ntained the pre-
existing tension between designated separate special education provision
and mainstream inclusion *%. The focus moved to the relocation of special
education practices within mainstream classrooms, which could be
argued to be a form of integration rather than inclusion ***.

This lack of agreed definitions and specificity regarding how inclusion
within education is to be enacted has led to significant diversity in
approach and practice within schools internationally and nationally in
some circumstances *!8. It has also led to a patchy and somewhat mixed
level of “buy-in” from schools and mainstream teachers who perceive
inclusion as a cause of practical difficulties rather than benefits to students
in their classrooms ! Teacher attitudes towards educational inclusion
and the implementation of inclusive practices have been a subject of
debate and complexity *. This has resulted in ambivalent attitudes among
school staff and a wide diversity regarding how schools interpret
inclusive provision, particularly concerning more complex learning needs
3. Moreover, the allocation of resources and provision in special
educational needs (SEN) practice has been marked by inequalities®.

Consequently, there is an increased demand for specialized support and
funding due to the growing number of students identified with AENs in
mainstream classes or in designated special classes attached to
mainstream schools **. However, there have been reported delays and
refusals in accessing assessments or in provision of para-educational
supports to schools in supporting access to appropriate educational
provision *>. Overall, the field of inclusive education faces challenges in
terms of teacher attitudes, resource allocation, and the government's
commitment to inclusive practices '8 The increasing number of children
with AEN and the disproportionate attendance of some cohorts of the
pupil population in special classes or segregated provision raise questions
about the accessibility and effectiveness of inclusive education *.

Policy initiatives developed to provide guidance for inclusive practice in
schools, such as the Inclusive Education Framework % or the Embracing
Diversity Toolkit 3 outline multi-layered complex models for inclusion
2038 As such, these frameworks require a change to existing practices or



2.

structures within schools which can be perceived as challenging for
teachers or school leaders. This can lead to school domesticating policy
initiatives * by choosing their own interpretation such that it aligns with

existing preferences or systems within individual schools ***°.

Given these circumstances, some have noted that inclusive education
policy and practice is currently at a crossroads, with the path forward being
unclear (Shevlin & Banks, 2021). The holistic and comprehensive vision
for inclusion in mainstream education is also not always clearly
represented as intended within policy initiatives '*. For example, the
provision in Ireland for autistic pupils has seen a 400% increase in the
number of separate special classes designated for autistic pupils. While
these classes are attached to mainstream schools and operate within
national inclusive education policies 4, they often serve as a form of
segregated and separate provision *'%3% In other words, this approach
centres choices for educational provision based on diagnostic
characteristics of the particular pupil, with an increasingly prevalent
choice being segregation based on an autistic diagnosis. The recent
inspectorate report warned of the reintroduction of segregation by
accident '*3. The persistence of segregation via provision of designated
classes, particularly for autistic pupils, may function as a quickly
implementable administrative convenience for the provision of
specialised school places '**. However, while this may be a temporary
policy response to the frustrations of families seeking appropriate
educational options, there remains a lack of policy linkage to guide
coherent education policy development, funding models, and provision
of appropriate long-term appropriate placements and social inclusion for
pupils with AEN in the long-term **%.

For coherent inclusion within education, there will need to be
collaborative agreement on what the aims of inclusive practice are, and
how they can be achieved *2. This will involve the participation and
agreement from all within the school community. This approach
highlights the limitations of what can be achieved by a whole school
perspective regarding inclusion, and foregrounds discussions regarding
the need for a whole education approach put forward by the UNESCO
Scientific committee. The latter embeds an integrated perspective
regarding inclusive education which encompasses a wider societal vision
that considers values or attitudes across the social fabric that surround
schools and government resource policies that fund inclusive educational
practices enacted within schools %

A Whole Education Approach to Inclusion

UNESCO'’s scientific committee have recently attempted to revise the
approach to school-based bullying towards a perspective they have identified
as a whole-education approach 2. This approach situates the school within
the wider social context in which it exists, inclusive of the wider education
community (and within society more broadly) and considers the technologies
that support relationships in this broader conceptualisation. This approach

takes a broader perspective regarding bullying and is heavily influenced by
deeper understanding of the school context and social-ecological theory ?
than has been considered previously ’. This perspective moves away from



viewing bullying as an individual behavioural choice of students whose role
remains consistent across their school careers 8. Evidence has shown that roles
within bullying experiences change over time as social influences, norms, and
expectations vary %, affirming a view of bullying as a relational phenomenon

2. For

influenced by social-ecological systems surrounding individuals
example, roles observed in bullying experiences among students were seen
to change across the school transition from primary to post-primary schools

12, and across different age ranges **.

43 across classes in the same schoo
An alternative definition defines school bullying as in-person and online
behaviour between students within a social network that causes physical,
emotional or social harm to targeted students 2 It is characterised by an
imbalance of power that is enabled or inhibited by the social and institutional
norms and context of schools and the education system. This perspective
argues that school bullying implies an absence of effective responses and care
towards the target by peers and adults 2. Based on the consultation with the
panel of experts in a study by ®, nine core components of a whole-education
approach were proposed, which will now be outlined. These have significant
relevance to inclusive education, and the following sections will discuss each
component which will also then be discussed in the context of inclusive
provision in schools.

1.Strong political leadership

The need to have strong political leadership across government, society and
also at a school level was found to be a core component of a comprehensive
whole-education approach to tackling bullying. It has been argued * that
insufficient attention has been given to leadership as a key factor in
addressing school-based bullying, leading to ineffective or disparate
approaches to address the phenomenon .



Elements operating at different and sometimes The following nine core components have been

simultaneous levels need to be considered if a school identified to form part of a whole-education approach
is to truly develop a whole-education approach to that can help to effectively reduce bullying and
reducing bullying and cyberbullying. cyberbullying (see infographic).

THE 9 COMPONENTS

OF THE WHOLE EDUCATION APPROACH
TO PREVENT AND ADDRESS BULLYING
AND CYBERBULLYING

@
Strong political leadership
and robust legal and policy ;
framework to address
bullying, school violence q\i |
and violence against
children in general :
Training and support
— for teachers addressing
Iﬂl bullying and student-centred
- . and caring classroom
Curriculum, learning
and teaching to promote ‘9 Management
a caring (i.e., anti-bullying) @f A ®
school climate .
()
. Safe psychological and
- physical school and
< classroom environment
Reporting mechanisms ./ ., ®&—o

for students affected -‘ v— | e —,;.j' - o
by bullying, together with - /

support and referral services
Involvement of all stakeholders

in the school community,
including parents

Student empowerment .
and participation

Collaboration and partnerships
between the education sector
and a wide range of partners
(other government sectors,
NGOs, academia, digital
platforms)

Evidence: monitoring of
school bullyingand <
evaluation of responses  *

Figure 1. UNESCO Whole Education Approach to bullying.

This foregrounds the important role of national anti-bullying laws, policies,
frameworks, and guidelines from the government to inform or support the
development of school or community policies /procedures. Such laws and
national guidelines should also address/include online or internet-based
cyberbullying as part of a holistic and comprehensive perspective on school-
based bullying prevention. The extent to which political leadership prioritises



tackling school bullying will have a definite impact on the confidence of local
school leaders to implement anti-bullying initiatives % In 2022 the Cinealtas:
Action Plan on Bullying was published by the Irish Government to update
the national approach to addressing bullying in Ireland. This action plan
aligns with the four key areas of the Wellbeing Policy Statement and
Framework for Practice (2019). It also adopts UNESCO’s Whole Education
Approach regarding school-based bullying *

Clear leadership in the provision of both legal and policy visions for inclusive
education are also key *'8. However, the existing ecology of inclusive
education policy and modes of provision at both national and international
level is characterised by extensive diversity and a lack of coherence . While
there is a clear focus in policy for special class provision for autistic pupils
across the Irish education system, there remains a lacuna regarding how such
classes should operate within schools or how such classes can be utilised to
support inclusive practice across the school more generally **. The Irish
Government is scheduled to publish Procedures for Schools for the
implementation of the Action Plan for Bullying in September 2023, which
may address the challenges in fidelity and consistency across schools in the
entire education system.

2. Safe psychological and physical school and classroom environments

The fundamental focus within a Whole Education Approach is on developing
safe and caring cultures and contexts within schools. In order to manage
school-based bullying this perspective emphasises the creation of an
environment where students and the whole school community feel safe,
secure, welcomed and supported. In order to achieve this safe environment,
all school staff (e.g. teachers, Special Needs Assistants (SNAs), special needs
teachers, guidance counsellors, administrative staff, bus drivers, and
caretaking staff) are encouraged to participate in fostering a caring school
environment which discourages bullying behaviour. The creation of a safe,
caring and inclusive school culture cannot be left to teachers, SNAs or SENcO
staff in schools. This aligns with whole school curricular modes for
supporting pupil wellbeing which emphasise the importance of creating a
safe school.

It goes without saying that in relation to inclusive education, whole school
policy and developing a culture of engagement with inclusion are also key
policy objectives for inclusive education. The UNESCO “Global Education
Monitoring Report 2020: Inclusion and education: All Means All” report *
outlines a holistic vision for inclusion which is responsive to the diverse
learning needs of all students and promotes their social, emotional, and
academic development. This emphasises all school staff participating in
creating a culture of inclusion which provides a well-rounded education that
addresses the cognitive, emotional, social, and physical aspects of learning
within a care-based school environment. However, such a model is heavily
influenced by funding to support staff professional development, self-
efficacy, and the development of positive attitudes to working inclusively

with diverse student populations 4.

3. Training and support for school staff



The UNESCO scientific committee strongly recommended that pre-service
and in-service training on bullying prevention and intervention be provided
to teachers and other school staff to support their engagement with
prevention of school based-bullying 2. It has been identified that this is
currently a gap in teacher education internationally which contributes
towards a lack of engagement or efficacy among school staff in the
management of bullying as a phenomenon #*>*’. This point is also mirrored
regarding the embedding of inclusive education within pre-service teacher
education *® with recent research finding pre-service teachers lack confidence
in their knowledge and ability to implement inclusive practices in schools
and a desire for more support in this area ¥. The Whole School vision is
expressed within the UNESCO “Inclusion and Education: all means all” *
report, which emphasizes the importance of educational inclusion globally
and the need to provide equitable and inclusive learning environments that
accommodate diverse learning needs. However, to prepare teachers and
school staff to enact such a system, providing appropriate pre-service and
CPD for inclusive practice is imperative and this needs to be rooted in the
wider context within which student teachers live and work.

4. Curriculum, learning and teaching to promote caring school climate

Like in the case of inclusive education, the UNESCO Scientific Committee
makes the point that school climate is a key factor in managing relational
social phenomena with school systems, such as bullying 2 However, there are
significant conceptual challenges in defining or operationalising the concept
of school climate or culture *. A vital feature of the Whole Education
framework is the identification of the school as a caring and safe environment
for all students, with teachers and other school staff acting as important
models for developing such an environment. A caring and bullying-free
school atmosphere can be achieved through the support of teachers and other
staff members “*®. The use of interactive and engaging pedagogical and
classroom practices are suggested in order to provide opportunities to model
positive social interactions and increase school connectedness ®. It was
suggested that teachers should use a range of interactive strategies to engage
students and to develop their abilities in relation to decision-making and
problem-solving, teamwork, and communication skills a9, Essentially, the
quality of interpersonal relationships and the type of teaching and learning
in a school determine the extent to which a school is experienced as caring,
and children are facilitated to enhance their empathetic skills *°.

The development of inclusive whole school cultures is also a key long-term
policy focus which focuses on fostering a whole school culture of inclusion
for students with AEN and disabilities %. Developing positive attitudes
towards inclusion across the spectrum of school staff, students and other
stakeholders is well represented within policy at both national and
international level. However, inclusive education, in real terms, means
changing the way things are normally done, which can be difficult when it is
perceived as an ‘inherently troubled and troubling educational and social
project’ *°p.160) that means different things to different people. Key barriers
to teacher engagement are a perceived lack of available time, inadequate
classroom support from administrators, a mismatch between teacher style



and inclusive pedagogy, and a lack of teacher understanding about factors
that could assist the inclusion process.

5. Reporting mechanisms with support and referral services

The role of teachers and other staff as key actors in the monitoring of
incidences or patterns of bullying within schools was identified by the
UNESCO Scientific Committee ? and a panel of experts on school-based
bullying 2. School staff being available and consistency in approach to
monitoring bullying by staff were identified as critical factors in supporting
students affected by bullying *°. The need for a structured and clear approach
led to the suggestion of having an Anti-Bullying Coordinator in each school
to act as a key organiser and point of contact & Such a role is similar to the
Special Needs Coordinator (SENco) role within schools to support the
development of inclusive practices and ensure a consistency of approach
across whole school systems *. The need for a consistent point of contact with
schools and an individual to advocate for educational inclusion across the
different layers of management, Year Heads and Class Tutors, and other
school staff is essential. Teachers are encouraged to engage in collaborative
practices and reflection to develop as reflective practitioners and foster a
coordinated and holistic approach to inclusive education **°3.

In the case of both school-based bullying and inclusive practice, coordinators
link with management and key school organisational structures, such as
Student Support teams, Guidance Counsellors, and home-school liaison
personnel. By actively working with colleagues, external therapeutic staff,
school support staff, and parents, teachers can build strong relationships that
contribute to a comprehensive educational experience for students. This
approach aligns with the concept of "becoming an active professional” as
outlined in the framework proposed by Florian and Spratt °°. The
development of such clear structures within complex school systems
supports consistent and timely review and management of practices within
schools. Such structures would support greater consistency of approach and
efficient responses to concerns regarding either bullying or challenges to
inclusive practices or engagement across the school community. A whole-
education approach situates these processes within the existing social, policy,
and funding frameworks within which schools operate.

6. Collaboration and partnerships between the education sector and a wide range of
partners:

Collaboration and partnerships are crucial in the context of inclusive
education, in particular to address the lack of consensus, challenges, and
inequalities present in current practices 3. The importance of collaboration
among education stakeholders in the inclusion and academic achievement of
students with AEN has been highlighted in the literature **>’. However, as
noted the concept of inclusive education remains complex and diverse, with
varying perspectives on its definition and implementation 3. Some view
special education as a form of inclusion, while others emphasize the need to
change school structures to be more inclusive %%, This diversity has led to
inconsistent interpretations and practices within schools *.



Multiple interconnected factors have been identified in the literature as
essential for the development of inclusive practices. These factors include
policies, funding, school organization and leadership, school climate,
classroom strategies, curriculum design, teacher training, and collaboration
*8 Despite the extensive body of research on inclusion, there is still a lack of
consensus among education stakeholders regarding its values, potential
benefits for all learners and teachers, implementation strategies, and the
necessary systemic changes. This presents a significant challenge to
effectively foster inclusion across various levels, such as policy development,
teacher professional development, school culture, classroom practices, and
engagement with families and communities °.

7. Involvement of all stakeholders in the school community, including parents

Collaboration and partnerships are essential in addressing the challenges and
inequalities present in inclusive education. This includes engaging teachers,
support staff, parents, and the wider community in developing a shared
understanding and commitment to inclusive practices. Policy initiatives have
outlined complex models for inclusion, requiring changes in school practices
2038 As such, policy development and reform needs to
consider the roles of rights of a spectrum of stakeholders who contribute to
the educational careers and engagement of pupils. Such a perspective is

and structures

especially important in supporting educational engagement and attainment
for pupils with AEN who particularly depend on the support of parents, a
range of school staff, and staff working for organisations/agencies external to
the school (such as health service staff and clinicians). The importance of such
stakeholders is explicitly recognized within existing inclusive legislation such
as the EPSEN Act ® but collaboration between stakeholders is explicitly
considered in detail with the contemporary policy advice such as Autism
Good Practice guidelines ¢! and the UNESCO Whole Education Approach
framework.

The UNESCO whole education approach provides a framework for
considering the broader social context and resource policies needed to
support inclusive education effectively. A whole education approach
framework goes beyond the school level and considers societal values,
attitudes, and government policies 2. This broader perspective acknowledges
the importance of collaboration and partnerships in creating inclusive
education environments. It highlights the limitations of a solely whole-school
perspective and emphasizes the need for a comprehensive framework that
involves all stakeholders. Research exploring the attitudes of teachers
working with pupils with AEN in mainstream school setting has shown that
support from external support services, clinicians and resource organisations
is important in supporting teacher self-efficacy and appropriate inclusive
practices within schools *2. Close links with parents, external organisations,
and participation within communities of practice would also mediate school
domestication of inclusive policy initiatives *° and a lack of coherence
regarding the implementation of inclusive practices in schools 3.

8. Student empowerment and participation
The concept of inclusion is grounded in the principles of social justice, human
rights, and the belief that schools should cater to the needs of all students,



embracing all forms of diversity ®2. The empowerment and support for the
participation of students within the inclusive practices enacted within schools
aligns with a right-based ! understanding of inclusive practice and the
empowerment of learner voice to influence provision in schools .
According to the United Nations Convention on the Rights of the Child
(UNCRC)!, children have the right to freely express their opinions and be
actively involved in matters that affect their lives, including their education.
The realization of this right involves four essential components: creating
spaces for children to express their views, facilitating their ability to share
their perspectives, actively listening to their voices, and responding to their
input .

As has been previously discussed, while policy internationally has been
moving towards a greater focus on inclusive practice and provision, many
students with AEN continue to be enrolled in separate specialised settings **.
Loreman, Deppeler, and Harvey * contend that practices such as providing
students with AEN reduced timetables in mainstream education, placing
them in segregated classrooms within mainstream schools, or offering
substantially different study programs in regular classrooms do not align
with the principles of inclusion. However, in order to enact sustainable and
coherent inclusive practices within schools, an accepted values-based
framework needs to be accepted by all within the school and adapted for
translation into action *°. To promote and strengthen inclusive practices in
schools through the use of learner voice, significant changes are necessary
from all stakeholders involved. This entails a willingness on the part of adults
to actively listen and be open to shifting their perspectives. It also involves
engaging in meaningful conversations and dialogue with students to better
understand their experiences and aspirations ®. This process should be
differentiated to support accessibility and access for all pupils across the
enrolment, irrespective of profile or preferences ®, thus offering them an
opportunity to express their perspectives .

9. Monitoring of bullying and Evidence successful responding

The development of clear and easily accessible approaches to reporting of
bullying incidents within schools is recognised within the Whole Education
Approach % In their engagement with a panel of experts on school-based

bullying interventions, O’Higgins-Norman et al., ®

report that experts
highlighted the importance of schools and educational authorities ensuring
that staff were available and responsible for monitoring bullying in schools
and that there were supports available to students who were affected by
bullying. Research has identified that reporting mechanisms need to be seen
to be effective or otherwise they will feed into a reluctance on the part of
students to report bullying when it occurs *°. Clear pathways for reporting
were suggested to mitigate this challenge, and close links with community

and wider social or technological company stakeholders were also advised 2.

However, within the domain of inclusive education the role of monitoring is
slightly different. Monitoring has become important in recent years as
international education policy has increasingly focused on the inclusion of all
children within mainstream class settings, which in Ireland is linked to the
government's obligations following the ratification of the UNCRPD in 2018.



The United Nations (UN) Committee that monitors implementation of the
Convention has already advised that having a mainstream educational
system and a separate special education system is not compatible with its
view of inclusion and that parallel systems are not considered inclusive 4.

The implementation of such structural inclusive education changes faces
challenges related to funding, policy, and social factors, however '
Monitoring the impact of inclusive education is crucial for accountability,
identifying areas for improvement, and promoting evidence-based decisions.
It allows for assessing progress, addressing gaps, and facilitating
collaboration among stakeholders. Monitoring ensures continuous
improvement in policies and practices to provide equitable and quality
education for all students 4 Without monitoring, it is difficult to assess
whether the policy measures and practices are effective in promoting
equitable and quality education for all students '|. Monitoring enables
evidence-based decision-making. By systematically collecting and analyzing
data on the impact of inclusive education policies and practices, policymakers
can make informed decisions about resource allocation, policy adjustments,
and professional development needs. Monitoring also helps identify gaps,
challenges, and areas for improvement to ensure that resources are targeted
where they are most needed and that efforts are focused on strategies that
have proven to be effective in promoting inclusive education.

Within a Whole Education Approach, monitoring also facilitates the sharing
of best practices and the dissemination of knowledge 2. Through the
collection and analysis of data on successful inclusive education initiatives,
policymakers and educators can identify and showcase models of good
practice that can be replicated in other settings. It provides an opportunity
for parents, students, educators, and community members to be involved in
the evaluation and assessment of inclusive education efforts. This sharing of
knowledge and experience can contribute to the continuous improvement of
inclusive education policies and practices at local, national, and international
levels.

Conclusion:

The Whole Education Approach proposed by the UNESCO Scientific
Committee provides a useful lens for understanding and developing
inclusive education. While inclusive education provision has seen increasing
prominence across many European countries, seeking to encode social justice
principles and adhere to international conventions, the reality within schools
has been more complex **!3. The diversity of approaches to
operationalizing inclusion within schools may reflect the ongoing lack of
consensus on a definition or understanding of inclusive education **. Teacher
attitudes and practice in relation to inclusion vary, and there are challenges
in resource allocation and government commitment to inclusive practices
3234 The increasing number of students with additional educational needs
and the (disproportionate) attendance of some groups in segregated
provision raise concerns about accessibility and effectiveness *°.

Inclusive education policy and practice are at a crossroads, with a lack of
clarity and representation of the holistic vision of inclusion . In Ireland,



there has been an increase in separate special classes for autistic pupils,
operating as segregated provision despite national policies promoting
inclusion 3 '8 This approach may be an administrative convenience, but there
is a lack of policy linkage for long-term appropriate placement and social
inclusion **. Schools tend to interpret policies to align with their existing
preferences or systems '#3%3% This dynamic is, perhaps, understandable
given a policy emphasis on inclusive practice in schools requiring changes to
existing structures, which can be challenging for teachers and school leaders
%, Collaborative agreement and participation from all stakeholders in the
school community is needed to achieve coherent inclusion 32 This
foregrounds the utility of a holistic and integrated policy framework to
inform the design, development and comprehensive implementation of
future initiatives for inclusive education. The Whole Education Approach
provides just such a framework, identifying societal values, attitudes, and
resource allocation as necessary for effective inclusive education 2. It has been
noted that segregated models of provision to support pupils with AEN in
mainstream schools and classes can often more resemble integration than
inclusive practices as the existing practices and modes of education remain
largely unchanged while providing placement for these pupils?*. This
approach demonstrates a lack of integrated policy development and
resourcing which has been criticized for letting the mainstream system off the
hook in relation to inclusive practices, and for preventing the establishment
of more sophisticated models of support . Those in favour of more coherent
and holistic systems of inclusion argue that integration, whether via
provision of special classes or inflexible practices within mainstream class
settings, can amount to the segregation of pupils based on disability®”. The
logical terminus of such perspectives is that such modes of education are
discriminatory in nature and inconsistent with an inclusive education system.

The vision for inclusion from the UNESCO GEM “All means all” report *
emphasizes the importance of a holistic and high-quality education for all
children and young people, promoting a sense of belonging and social
participation 4 This report assessed progress towards Sustainable
Development Goal 4 (SDG 4) on education and focused on inclusion in
education for children excluded because of background or ability * It
acknowledges the role played by the wider education system, local
community attitudes, and society in creating an inclusive environment 8. The
approach aligns with the need to move away from segregated provision and
towards inclusive practices within mainstream school settings to support
long-term participation and inclusion for marginalised cohorts of children
within society over their developmental trajectories **; 15). While such a vision
is laudable, the design and implementation of a holistically and socially
inclusive education policy agenda is a complex task which requires a
comprehensive framework to support an integrated systemic approach. The
Whole Education Approach provides such a multi-elemental framework to
guide coherent reform and policy development. It recognizes that inclusive
education goes beyond the responsibility of individual schools and requires
a comprehensive framework that includes wider funding, education policy,
and social factors. This perspective also aligns with existing international
policy frameworks, such as the Salamanca Statement'> and the UNCRC and
UNCRPD.



Implementing the Whole Education Approach within inclusive education
policy can support the more effective and holistic promotion of social
inclusion, underpin equal opportunities and recognise the diverse needs of
all learners. The consideration of how societal values, policy, and resourcing
intersect in understanding how interventions are operationalised is inherent
within the Whole Education framework, thus informing policy development
from the outset % In particular, the development of inclusive education
requires collaboration and cohesion among school staff and wider social
stakeholders within an inclusive education environment. Collaboration
among stakeholders is promoted, including policymakers, educators, and
communities, to create inclusive educational settings that foster a sense of
belonging and prepare students for active participation in society. In
addressing policy, funding, and wider social processes, the Whole Education
Approach provides a deeper and more effective understanding of inclusive
education, addressing the complexities and challenges involved in creating
inclusive environments. Ultimately, this approach creates a real opportunity
to achieve sustainable inclusive education provision and understand what it
might take to achieve this.

References

(1)
()

United Nations Assembly, Convention on the Rights of the Child. United Nations, Treaty Series
1989, 1577 (3).

Cornu, C.; Abduvahobov, P.; Laoufi, R,; Liu, Y.; Séguy, S. An Introduction to a Whole-Education
Approach to School Bullying: Recommendations from UNESCO Scientific Committee on School
Violence and Bullying Including Cyberbullying. Int Journal of Bullying Prevention 2022.
https://doi.org/10.1007/s42380-021-00093-8.

O’Higgins Norman, J.; Berger, C.; Yoneyama, S.; Cross, D. School Bullying: Moving beyond a
Single School Response to a Whole Education Approach. Pastoral Care in Education 2022, 40 (3),
328-341. https://doi.org/10.1080/02643944.2022.2095419.

Antoninis, M.; April, D.; Barakat, B.; Bella, N.; D’Addio, A. C.; Eck, M.; Endrizzi, F.; Joshi, P.;
Kubacka, K.; McWilliam, A.; Murakami, Y.; Smith, W.; Stipanovic, L.; Vidarte, R.; Zekrya, L. All
Means All: An Introduction to the 2020 Global Education Monitoring Report on Inclusion.
Prospects 2020, 49 (3—4), 103-109. https://doi.org/10.1007/s11125-020-09505-x.

Olweus, D. Bully/Victim Problems in School: Facts and Intervention. European Journal of
Psychology of Education 1997, 12 (4), 495-510. https://doi.org/10.1007/BF03172807.

Olweus, D. School Bullying: Development and Some Important Challenges. Annual Review of
Clinical Psychology 2013, 9 (1), 751-780. https://doi.org/10.1146/annurev-clinpsy-050212-185516.
Donoghue, C.; Pascoe, C. J. A Sociology of Bullying: Placing Youth Aggression in Social Context.
Sociology Compass 2023. https://doi.org/10.1111/s0c4.13071.

O’Higgins Norman, J.; Berger, C.; Yoneyama, S.; Cross, D. School Bullying: Moving beyond a
Single School Response to a Whole Education Approach. Pastoral Care in Education 2022, 40 (3),
328-341. https://doi.org/10.1080/02643944.2022.2095419.

Gaffney, H.; Ttofi, M. M.; Farrington, D. P. Evaluating the Effectiveness of School-Bullying
Prevention Programs: An Updated Meta-Analytical Review. Aggression and Violent Behavior 2019,
45, 111-133. https://doi.org/10.1016/j.avb.2018.07.001.

Lee, S.; Kim, C.-J.; Kim, D. H. A Meta-Analysis of the Effect of School-Based Anti-Bullying
Programs. | Child Health Care 2015, 19 (2), 136-153. https://doi.org/10.1177/1367493513503581.



(18)

(19)

(27)

(28)

Hinduja, S.; Patchin, J. W. Cyberbullying: Neither an Epidemic nor a Rarity. European Journal of
Developmental Psychology 2012, 9 (5), 539-543. https://doi.org/10.1080/17405629.2012.706448.
Bronfenbrenner, U. The Ecology of Human Development: Experiments by Nature and Design; Harvard
University Press, 1979.

Florian, L. What Counts as Evidence of Inclusive Education? European Journal of Special Needs
Education 2014, 29 (3), 286—294. https://doi.org/10.1080/08856257.2014.933551.

Shevlin, M.; Banks, J. Inclusion at a Crossroads: Dismantling Ireland’s System of Special
Education. Education Sciences 2021, 11 (4), 161. https://doi.org/10.3390/educscil1040161.

Unesco. The Salamanca Statement and Framework for Action on Special Needs Education: Adopted by the
World Conference on Special Needs Education; Access and Quality. Salamanca, Spain, 7-10 June 1994;
Unesco, 1994.

Leijen, A.; Arcidiacono, F.; Baucal, A. The Dilemma of Inclusive Education: Inclusion for Some or
Inclusion for All. Frontiers in Psychology 2021, 12.

Nelis, P.; Pedaste, M. A Model of Inclusive Education in the Context of Estonian Preschool
Education: A Systematic Literature Review. Eesti Haridusteaduste Ajakiri. Estonian Journal of
Education 2020, 8 (2), 138-163. https://doi.org/10.12697/eha.2020.8.2.06.

Kenny, N.; McCoy, S.; Mihut, G. Special Education Reforms in Ireland: Changing Systems,
Changing Schools. International Journal of Inclusive Education 2020, 0 (0), 1-20.
https://doi.org/10.1080/13603116.2020.1821447.

McCoy, S., ]. Banks, D. Frawley, D. Watson and M. Shevlin. Understanding Special Class Provision
in Ireland: Findings from a National Survey of Schools, Dublin: ESRI and National Council for Special
Education. 2014 https://www.esri.ie/publications/understanding-special-class-provision-in-
ireland-findings-from-a-national-survey-of

Ainscow, M. Taking an Inclusive Turn. Journal of Research in Special Educational Needs 2007, 7 (1),
3-7. https://doi.org/10.1111/j.1471-3802.2007.00075.x.

Mihut, G.; McCoy, S.; Maitre, B. A Capability Approach to Understanding Academic and Socio-
Emotional Outcomes of Students with Special Educational Needs in Ireland. Oxford Review of
Education 2022, 48 (3), 271-288. https://doi.org/10.1080/03054985.2021.1973982.

Kuhn, T. S. 1962. The Structure of Scientific Revolutions. The University of Chicago Press, Chicago, IL. -
Google Search.
https://www.google.com/search?q=Kuhn%2C+T.+5.+1962.+The+Structure+of+Scientific+Revoluti
ons.+Thet+University+of+Chicago+Press%2C+Chicago%2C+IL.&rlz=1C1GCEA_enlE1060IE1060
&oq=Kuhn%2C+T.+5.41962.+The+Structure+of+ScientifictRevolutions.+The+University+of+Chic
agotPress%2C+Chicago%2C+IL.&gs_lcrp=EgZjaH]JvbWUyBgg AEEUYOdIBBzMzOGowajSoAg
CwAgA&sourceid=chrome&ie=UTF-8 (accessed 2023-07-23).

McCombs, B. L. Integrating Metacognition, Affect, and Motivation in Improving Teacher
Education. In How students learn: Reforming schools through learner-centered education; American
Psychological Association: Washington, DC, US, 1998; pp 379-408. https://doi.org/10.1037/10258-
014.

Freeman, S. F. N.; Alkin, M. C. Academic and Social Attainments of Children with Mental
Retardation in General Education and Special Education Settings. Remedial and Special Education
2000, 21 (1), 3-26. https://doi.org/10.1177/074193250002100102.

Ainscow, M.; Miles, S. Making Education for All Inclusive: Where Next? Prospects 2008, 38 (1), 15—
34. https://doi.org/10.1007/s11125-008-9055-0.

Hornby, G. Inclusive Special Education: Development of a New Theory for the Education of
Children with Special Educational Needs and Disabilities. British Journal of Special Education 2015,
42 (3), 234-256. https://doi.org/10.1111/1467-8578.12101.

Forest, M.; Pearpoint, J. Families, Friends, and Circles. Natural supports in school, at work, and in the
community for people with severe disabilities 1992, 65-86.

Clark, C.; Dyson, A.; Millward, A. Towards Inclusive Schools?; Routledge, 2018; Vol. 6.



(37)

(38)

(44)

(45)

(46)

(47)

Ainscow, M.; Booth, T.; Dyson, A. Improving Schools, Developing Inclusion; Routledge: London,
2006. https://doi.org/10.4324/9780203967157.

Graham, L. J; Slee, R. An Illusory Interiority: Interrogating the Discourse/s of Inclusion.
Educational Philosophy and Theory 2008, 40 (2), 277-293. https://doi.org/10.1111/j.1469-
5812.2007.00331.x.

O’Rourke, J. Inclusive Schooling: If It's so Good — Why Is It so Hard to Sell? International Journal
of Inclusive Education 2015, 19 (5), 530-546. https://doi.org/10.1080/13603116.2014.954641.
Lauchlan, F.; Greig, S. Educational Inclusion in England: Origins, Perspectives and Current
Directions. Support for Learning 2015, 30 (1), 69-82. https://doi.org/10.1111/1467-9604.12075.
Avramidis, E.; Norwich, B. Teachers” Attitudes towards Integration / Inclusion: A Review of the
Literature. European  Journal of Special Needs Education 2002, 17 (2), 129-147.
https://doi.org/10.1080/08856250210129056.

Department of Education Inspectorate, Educational Provision for Learners with Autism Spectrum
Disorder in Special Classes Attached to Mainstream Schools in Ireland. Department of Education
and Skills Inspectorate: Dublin, Ireland 2020.

Banks, J.; McCoy, S. An Irish Solution...? Questioning the Expansion of Special Classes in an Era
of Inclusive Education. The Economic and Social Review 2017, 48 (4, Winter), 441-461.

National Council for Special Education. Inclusive Education Framework : A Guide for Schools on the
Inclusion of Pupils with Special Educational Needs / National Council for Special Education; National
Council for Special Education: Trim, 2011.

Bangkok, U. Embracing Diversity: Toolkit for Creating Inclusive, Learning-Friendly
Environments, 2005.

Ainscow, M. The SAGE Handbook of Special Education. In The SAGE Handbook of Special
Education; SAGE Publications Ltd: London, 2007; 19 147-160.
https://doi.org/10.4135/9781848607989.

Jeffers, G. Attitudes to Transition Year: a report to the Department of Education and Science.
https://mural. maynoothuniversity.ie/1228/ (accessed 2023-05-03).

Barnes-Holmes, Y.; Scanlon, G.; Desmond, D.; Shevlin, M.; Vahey, N. A Study of Transition from
Primary to Post-Primary School for Pupils with Special Educational Needs. National Council for
Special Education Research Report No 2013, 12.

National Council for Special Education. Policy Advice on Special Schools and Classes: An
Inclusive Education for an Inclusive Society? 2019.

Nocentini, A.; Menesini, E.; Salmivalli, C. Level and Change of Bullying Behavior during High
School: A Multilevel Growth Curve Analysis. Journal of Adolescence 2013, 36 (3), 495-505.
https://doi.org/10.1016/j.adolescence.2013.02.004.

Schafer, M.; Korn, S.; Brodbeck, F. C.; Wolke, D.; Schulz, H. Bullying Roles in Changing Contexts:
The Stability of Victim and Bully Roles from Primary to Secondary School. International
Journal of Behavioral Development 2005, 29 (4), 323-335. https://doi.org/10.1177/01650250544000107.
Zych, I; Ttofi, M. M; Llorent, V. J.; Farrington, D. P.; Ribeaud, D.; Eisner, M. P. A Longitudinal
Study on Stability and Transitions Among Bullying Roles. Child Development 2020, 91 (2), 527-545.
https://doi.org/10.1111/cdev.13195.

Purdy, N. School Policies, Leadership, and School Climate. In The Wiley Blackwell Handbook of
Bullying; John Wiley & Sons, Ltd, 2021; pp 260-277. https://doi.org/10.1002/9781118482650.ch48.
Egan, C.; Kenny, N. “A Different World” — Supporting Self-Efficacy among Teachers Working in
Special Classes for Autistic Pupils in Irish Primary Schools. REACH: Journal of Inclusive Education
in Ireland 2022, 35 (1).

Espelage, D. L.; Forber-Pratt, A.; Rose, C. A.; Graves, K. A.; Hanebutt, R. A.; Sheikh, A. E;
Woolweaver, A.; Milarsky, T. K.; Ingram, K. M.; Robinson, L.; Gomez, A. M.; Chalfant, P. K;
Salama, C.; Poekert, P. Development of Online Professional Development for Teachers:
Understanding, Recognizing and Responding to Bullying for Students with Disabilities. Education
and Urban Society 2023. https://doi.org/10.1177/00131245231187370.



(52)

(53)

Yoon, J.; Bauman, S. Teachers: A Critical But Overlooked Component of Bullying Prevention and
Intervention. Theory Into Practice 2014, 53, 308-314. https://doi.org/10.1080/00405841.2014.947226.
Keating, S.; Collins, B. Bullying Prevention Through Curriculum and Classroom Resources. In
The Wiley Blackwell Handbook of Bullying; 2021; PP 278-302.
https://doi.org/10.1002/9781118482650.ch49.

Zhang, S.; Mulhall, P. F.; Flowers, N.; Lee, N. Y. Bullying Reporting Concerns as a Mediator
Between School Climate and Bullying Victimization/Aggression. | Interpers Violence 2021, 36 (21—
22), NP11531-NP11554. https://doi.org/10.1177/0886260519889926.

Fitzgerald, J.; Radford, J. The SENCO Role in Post-Primary Schools in Ireland: Victims or Agents
of Change? European Journal of Special Needs Education 2017, 32 (3), 452-466.
https://doi.org/10.1080/08856257.2017.1295639.

Finkelstein, S.; Sharma, U.; Furlonger, B. The Inclusive Practices of Classroom Teachers: A
Scoping Review and Thematic Analysis. International Journal of Inclusive Education 2021, 25 (6),
735-762. https://doi.org/10.1080/13603116.2019.1572232.

Florian, L.; Spratt, ]J. Enacting Inclusion: A Framework for Interrogating Inclusive Practice.
European  Journal ~ of  Special ~ Needs Education 2013, 28 (2), 119-135.
https://doi.org/10.1080/08856257.2013.778111.

Warnes, E.; Done, E. J.; Knowler, H. Mainstream Teachers’ Concerns about Inclusive Education
for Children with Special Educational Needs and Disability in England under Pre-Pandemic
Conditions. Journal of Research in Special Educational Needs 2022, 22 (1), 31-43.
https://doi.org/10.1111/1471-3802.12525.

Hargreaves, S.; Holton, S.; Baxter, R.; Burgoyne, K. Educational Experiences of Pupils with Down
Syndrome in the UK. Research in Developmental Disabilities 2021, 119, 104115.
https://doi.org/10.1016/j.ridd.2021.104115.

Heras, I.; Amor, A. M.; Verdugo, M. A.; Calvo, M. 1. Operationalisation of Quality of Life for
Students with Intellectual and Developmental Disabilities to Improve Their Inclusion. Research in
Developmental Disabilities 2021, 119, 104093. https://doi.org/10.1016/j.ridd.2021.104093.
Kisbu-Sakarya, Y.; Doenyas, C. Can School Teachers” Willingness to Teach ASD-Inclusion Classes
Be Increased via Special Education Training? Uncovering Mediating Mechanisms. Research in
Developmental Disabilities 2021, 113, 103941. https://doi.org/10.1016/j.ridd.2021.103941.

Loreman, T.; Forlin, C.; Sharma, U. Measuring Indicators of Inclusive Education: A Systematic
Review of the Literature. In Measuring Inclusive Education; International Perspectives on Inclusive
Education; Emerald Group Publishing Limited, 2014; Vol. 3, pp 165-187.
https://doi.org/10.1108/51479-363620140000003024.

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

Government of Ireland. Education for Persons with Special Educational Needs Act. 2004.
National Council for Special Education. Policy Advice Paper No. 5 - Supporting Students with
Autism Spectrum Disorder.

Berlach, R. G.; Chambers, D. J. Interpreting Inclusivity: An Endeavour of Great Proportions.
International Journal of Inclusive Education 2011, 15 (5), 529-539.
https://doi.org/10.1080/13603110903159300.

Lundy, L. “Voice’” Is Not Enough: Conceptualising Article 12 of the United Nations Convention
on the Rights of the Child. British Educational Research Journal 2007, 33 (6), 927-942.
https://doi.org/10.1080/01411920701657033.

Loreman, T. J.; Deppeler, ]J. M.; Harvey, D. H. Inclusive Education. Supporting Diversity in the
Classroom. 2nd Edition; Routledge, 2010.

Messiou, K. Understanding Marginalisation through Dialogue: A Strategy for Promoting the
Inclusion of All Students in Schools. Educational Review 2019, 71 (3), 306-317.
https://doi.org/10.1080/00131911.2017.1410103.



(66)

(67)

Kenny, N.; Doyle, A.; Horgan, F. Transformative Inclusion: Differentiating Qualitative Research
Methods to Support Participation for Individuals With Complex Communication or Cognitive
Profiles. International Journal of Qualitative Methods 2023, 22, 16094069221146992.
https://doi.org/10.1177/16094069221146992.

Travers, J. Special Class Provision in Ireland: Where We Have Come from and Where We Might
Go. Education Sciences 2023, 13 (9), 859. https://doi.org/10.3390/educsci13090859.



