Introduction
This chapter examines the inclusion of students with Additional Educational Needs (AEN) in language education opportunities for in English-medium, Irish-medium and Gaeltacht schools in Ireland. The commitment to inclusive education as demonstrated by policy and in law is analysed, and the extent to which implementation aligns with this commitment examined. This chapter demonstrates that there are ideological, policy-related and resource-related challenges to inclusion in language education in rhe Irish context, and that these challenges are shared with other bilingual contexts. There has, however, been substantial progress towards inclusion in Irish-medium and Gaeltacht schools in recent years, driven largely by Irish-medium and Gaeltacht teachers, researchers and Irish-speaking communities. 
With regard to methodology, this chapter employs a narrative review of the literature which is not systematic in nature. A narrative review was chosen due to the broad focus of this chapter and the need for a variety of types of sources, which would not be well-captured in a single search. The research analysed pertains to both primary and post-primary schools, and draws on literature from both the Republic of Ireland and Northern Ireland, as well as international literature. Literature in both Irish and English was analysed. Given the relatively small literature base in the Irish context, grey literature was included and weight was not placed on impact scores or number of citations. Searches were conducted in Google Scholar pertaining to inclusive education in all bilingual and immersion contexts, in the Irish context generally, as well as in the Irish-medium context. 
As an example, in order to find studies pertaining to inclusive education in the Irish context, the keywords “inclusive education” “special education” “SEN” “special educational needs” were used in combination with the terms “Irish-medium education” “gaelscoileanna” “Gaeltacht” and “Gaeltacht schools”. The references of these papers were also examined to identify any additional sources, and the Cited By function on Google Scholar was used to identify more recent studies which had cited the papers. The aim of this search was to identify studies to date which have examined inclusive and special education in the Irish context. In addition, the key policy relating to Irish-medium education Polasaí don Oideachas Gaeltachta [Policy for Gaeltacht Education] 2017-2022 (Government of Ireland, 2007) was analysed, as was the key legislation underpinning inclusive education in Ireland, the Education for Persons with Special Educational Needs (EPSEN) Act (2004). In addition, annual reports of the National Council for Special Education (NCSE) were analysed. 
To provide context for the rest of the chapter, this chapter begins by discussing definitions of inclusive education in the literature and introducing the Irish context.
Defining inclusive education
The term ‘inclusive education’ is hazy and imprecise, which leads to very varied interpretations in different contexts. It has been referred to as a ‘semantic chameleon’ (Liasidou, 2005; Merrigan & Senior, 2021) as its definition changes both over space and time. While at its inception, the term inclusive education was disruptive and intended to challenge the status quo in education, it has since devolved into a benign, often overused, term (Graham & Slee, 2008). Further criticism of the term ‘inclusive’ arises due to its presupposing of an existing and accepted ‘centre’, which already includes those who are in adherence with existing norms (Graham & Slee, 2008). The goal of moving towards this centre is questionable, as it is the place from which exclusion derives. Achieving inclusive education necessitates a divorce from the concept of the centre and the ‘norm’, and a radical reimagining of the educational space. This is reflected in the United Nationals Committee on the Rights of Persons with Disabilities (UNCPRD, 2016) definition of inclusion as involving the systematic reform of the educational environment in terms of content, teaching methods and strategies, and the development of an equitable and participatory learning environment that responds to their requirements and preferences of a diversity of learners.
Within the UNCPRD (2016), the definition of inclusion is contrasted with the concepts of exclusion, segregation and integration. Exclusion involves denying a student access to a form of education, while Segregation involves the education of students with AEN in a separate environment to their peers without AEN, in an effort to respond to specific needs pertaining to an impairment. There is a systematic or structural distinction between inclusion on the one hand, and exclusion and segregation on the other. Integration involves placing a student with AEN in the mainstream classroom and requiring them to conform to the requirements of the classroom. The distinction between integration and inclusion is more nuanced and could be argued to exist along a continuum. It requires consideration of what is taught, how it is taught and assessed, the extent to which a student can fully participate in the class, as well as the extent to which a student feels a sense of belonging in the class. Some researchers have focused on inclusion primarily as a sense of belonging, rather than presence in a given (e.g. mainstream) educational context (Goodall, 2019), and established that belonging stems from positive relationships in their school life and having a level of autonomy over the support they receive (Rose & Shevlin, 2017). 
The Irish context: special and inclusive education
What constitutes inclusive education differs across – and within – jurisdictions; this chapter focuses on inclusion in the Irish context, where the use of the term differs from its use in New Brunswick, for example, in which students with and without AEN are educated in the same environment for the majority of the time (New Brunswick, 2013; NCSE, 2019). 
Nearly two decades ago, the Irish government indicated a commitment to inclusive education through the introduction of the EPSEN Act (2004). The EPSEN Act states that the education of students with AEN “shall, wherever possible, take place in an inclusive environment with those who do not have such needs, to provide 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”. Notably, the EPSEN Act does not provide a definition of an inclusive environment, meaning that it is open to differing interpretations, and that it is difficult to measure the extent to which the Act is achieving its aims.  
At present, there are three types of provision for English-medium students with AEN: special schools, special classes within mainstream schools, and AEN provision within the mainstream classroom (NCSE, 2022). Current trends in Ireland suggest a sharp rise in special class provision: figures indicate an 11% rise in students attending special schools between 2012 and 2020, a 70% increase in students receiving AEN support in mainstream classes, and a 151% rise in enrolment in special classes (NCSE, 2022). Special classes are small classes within mainstream schools which are often designed to cater to students with a given identification or diagnosis. Approximately 60% of special classes are designated for autistic pupils (Banks & McCoy, 2017). 
The extent of time which students in special classes spend in the mainstream classroom varies depending on the specific setting; overall, however, the majority of students in special classes have limited interaction with their mainstream peers (McCoy et al, 2014). Educational professionals report mixed views in regard to their impact; while teachers and principals perceive special classes as a safe haven which can provide social outlets for students, they also recognise that some of their students would rather be in mainstream classes and that attending a special class can reinforces stigma, which in turn can have implications on social acceptance (Banks & McCoy, 2017). 
In terms of Irish language education, there is no system for providing additional language learning support for students with AEN in English-medium schools, however there is a system of exemptions. Students can be exempted from studying Irish if they (a) have consistent literacy difficulties in English and score at or below the 10th percentile on a standardised assessment of word reading, reading comprehension or spelling in English or (b) have a high level of multiple and persistent needs. In addition, any student who attends a special school or special class, or who moves to a mainstream classroom having been in a special school or special class is automatically exempt from learning Irish (Government of Ireland, 2022). 
When considered within the conceptual framework provided by the UNCPRD, the educational landscape of Ireland is mixed. It involves a number of practices which would be considered exclusionary; this includes the practice of exempting students with literacy difficulties, as well as all students in special classes and special schools through the medium of English, from the learning of Irish. Additionally, the structures of provision for AEN – special schools and special classes within mainstream schools - would be considered segregatory due to the limited amount of interaction students have with their peers in mainstream classes. 
According to the UNCPRD, inclusive education involves all students sharing the same learning environment, and also involves the radical transformation of the learning environment to cater for all students. The extent to which mainstream provision for students with AEN reflects inclusion rather than integration is likely to be context-dependent. Research has found that teacher perceptions and attitudes determine the level of inclusion in Irish contexts, and found that professional development, time and levels of professional and parental support are constraints on teacher’s ability to develop inclusive educational environments (Shevlin, Winter & Flynn, 2013).
The Irish context: bilingualism in the education system
Ireland has two national languages – English and Irish (Gaelic) – and students may choose to complete their education in an English-medium or an Irish-medium school. The majority of students in Ireland attend English-medium education, though a notable percentage of 8.1% at the primary level and 3.6% at the post-primary level attend Irish-medium immersion and Gaeltacht schools (Government of Ireland, 2022). Gaeltacht schools refer to Irish-medium schools situated in areas where Irish has historically been the primary language of the community and is often the home language of students (see, for example, participants’ language background in Barnes, 2021). In contrast, for students in Gaelscoileanna Irish-medium immersion schools outside of the Gaeltacht, English is typically the home language and the dominant community language (see, for example, participants’ language background in Barnes, 2021). 

The last decade has seen a small decrease of 3.3% in enrolments in Gaeltacht schools overall, and a substantial increase of 14.7% in Irish-medium schools outside of the Gaeltacht (Government of Ireland, 2023). There are a larger number of primary schools than post-primary schools operating through the medium of Irish: the most recent figures show there are 258 Irish-medium primary schools (105 in Gaeltacht areas; 153 outside the Gaeltacht), and 105 primary immersion schools outside of Gaeltacht areas, while there are 76 post-primary schools (47 outside of the Gaeltacht and 29 in Gaeltacht areas: Gaeloideachas, 2023). 

Estimations of the percentage of children who have AEN in schools in Ireland vary widely. The European Agency for Special Needs and Inclusive Education (2018) indicates that 4.90 % of 9- and 15-year old students have an official diagnosis of AEN, which is above the European Average of 2.40%. A study by Banks and McCoy (2011 for the National Council of Special Education (2011) indicates a higher identification rate, with teachers reporting 14.1% of 9 year-old students as having a physical disability or learning, emotional or behavioural difficulty. The difference in rates may be explained methodologically; the former report used a conservative measure of students who have an official diagnosis, while the latter was informed by teacher’s reporting of students with AEN.  
Differences exist in the proportion of children who have AEN in English-medium, Irish-medium immersion and Gaeltacht schools. While English-medium and Gaeltacht schools have similar proportions of students with literacy and numeracy difficulties for example, Irish-medium immersion schools outside the Gaeltacht have a lower proportion (see NCSE, 2011 p.107-108). The most recent data pertaining to students in primary Irish-medium immersion schools, indicates – based on surveys of teachers/principals -  that 9.4% of students receive support for Additional Educational Needs in mainstream classrooms or in special classes within mainstream schools (Nic Aindriú, Ó Duibhir & Travers, 2020). 
While the reason for the lower number of students with AEN in Irish-medium immersion schools is likely manifold, the attitudes and beliefs of educational professionals may be a contributing factor, as parents of children with AEN in Irish-medium settings report being dissuaded by health and educational professionals from pursuing Irish-medium education for their child (Ní Chinneide, 2009; Nic Aindriú et al, 2020). This occurs despite research debunking notions that bilingualism “confuses” children with AEN, and despite evidence that raising children from bilingual contexts as monolinguals can be detrimental to their development (Beauchamp & MacLeod, 2017; Reimann & Ratto, 2022). 
The international context: inclusion in immersion and bilingual contexts
Research on the language attainment of children with additional educational needs illustrate the consistent finding that bilinguals perform equivalently or outperform their monolingual peers (who also have AEN) in their first language (Raining-Bird et al, 2016). In relation to their second language (L2), differing findings are obtained depending on the nature of AEN: children with Specific Language Impairment who are sequential bilinguals are outperformed by their monolingual peers on some language assessments (Raining-Bird et al, 2016). However, children with Down’s syndrome and children on the autism spectrum perform as well as their monolingual peers in their L2, regardless of whether they are a simultaneous or sequential bilingual (Raining-Bird et al, 2016). Despite these positive findings, parents in various bilingual contexts are often advised by educational professionals to raise their child monolingually, despite findings that this practice limits a child’s social and cultural development (Reimann & Ratto, 2022). 
A common challenge across all immersion and bilingual contexts is the provision of adequate assessment and support resources. An international study of practices pertaining to bilingual students with disabilities found that students in minority language homes were often only assessed in – and provided support in – the majority language (Marinova-Todd, 2016). Similarly, a review of literature in relation to intellectual disabilities in the context of bilingualism identified a number of challenges which include a lack of suitable assessment materials or professionals to administer them, a lack of preparation of some educational professionals and service providers in relation to assessment and supporting students with AEN, as well as advice from educational professionals dissuading parents from raising their children bilingually (Ware et al, 2015). A recent review reinforces these findings, identifying the lack of best practice guidelines as a further issue in assessment and support, and highlighting that monolingual assessments of bilingual children have low validity (Freeman & Schroeder, 2022). 
In sum, in recent years, a substantial body of research has firmly established that children with AEN become successful bilinguals. However, professional advice and resource provision – including assessment and support materials – is inadequate and outdated. While historically, barriers to the inclusion of students with AEN derived from a lack of research on the suitability of bilingual programmes for students, this is no longer an issue; current barriers to inclusion are largely resource-related. 
This provides a backdrop to inclusion in a diversity of bilingual or immersion contexts, the following section will describe the Irish policy context. 
Inclusion in English-medium, Irish-medium and Gaeltacht schools in Ireland
Immersion and Gaeltacht schools: fragmented policy context 
While the EPSEN Act provides for individualized education plans and outlines requirements for assessments for all children in the Irish education system, there is no explicit mention of Irish or Irish-medium education in the Act. This omission is noteworthy, considering the additional considerations needed when assessing bilingual students (e.g., Sanchez et al., 2013) as well as the lack of assessment and support resources for children with AEN in Irish-medium settings (Nic Aindriú, Ó Duibhir & Travers, 2021). 
The EPSEN act also delineates the responsibilities of the National Council for Special Education (NCSE) in coordinating education provision for children with AEN. In practice, the NCSE provide resources, support and teacher professional development in relation to AEN in Ireland. However, they are not obligated under the EPSEN Act to adapt resources, support or training materials for use in Irish-medium schools. They are required to translate materials under the Official Languages Act, however the simple act of translation is often not sufficient. This is due to the fact that the Irish-medium context differs substantially from the English-medium context not only from a linguistic point of view but also in terms of the provision of assessment and intervention resources and the availability of Speech and Language Therapists and Educational Psychologists who are sufficiently trained to work in Irish-medium contexts (Nic Aindriú, Ó Duibhir & Travers, 2021). 
To partially address this gap, the Polasaí don Oideachas Gaeltachta sets out certain priorities for students with AEN in Gaeltacht schools. The priorities include the need for more educational psychologists who can work through the medium of Irish, increased resources for bilingual students with AEN and specific initiatives for initial teacher education and professional development in the context of AEN. At present there is no policy for Irish-medium education outside of the Gaeltacht, though such a policy is currently under development and is expected to address AEN. The lack of provision for students with AEN in Irish-medium settings in general policy, and its supplementation in Irish-specific policies is indicative of the fragmented policy context for those in Irish-medium education. 
This is paralleled in other important areas, such as considerations for – and provision of - assistive technologies for Irish. For example, the National Disability Authority - an independent statutory body - fails to address the needs of Irish speakers in their report on the provision of assistive technology in Ireland as well as the future needs of users (National Disability Authority, 2015). This lack of consideration for users in Irish-speaking contexts is compensated for in the recently published Plean Digiteach don Ghaeilge (Digital Plan for the Irish Language: Government of Ireland, 2023a), which sets out the Irish language technologies needed for the future and includes a chapter on assistive technologies.
This fragmented approach to designing policy and to resource provision is not inevitable. Our closest neighbours, Wales, take a more integrated and cohesive approach in this regard. For example, the Additional Learning Needs and Education Tribunal (Wales) Act 2018 (Welsh Government, 2018) explicitly addresses the provision of a bilingual system. The Act includes a section outlining the expected provisions for Welsh-medium schools, and includes references to Welsh-medium provision throughout. The more inclusive policy context of Wales should act as a model for future provision in Ireland. 
Policy as a reflection of ideology
In Ireland, educational policy is shaped by public consultation and reflects public opinion and ideologies. In relation to inclusive education and AEN, the Irish policy context provides for the needs of the majority culture, a domain which Irish-speakers are not seen to inhabit. To overcome this shortcoming, policy and reports which are Irish-focused provide for the needs of people with AEN. It is argued here that the fragmented provision for students with AEN in Irish-medium education is indicative of the siloed nature of language education and inclusive education/AEN in Ireland. This leads to exclusion for English-medium as well as Irish-medium students, given that students with literacy difficulties as well as students who attend a special class in an English-medium school or a special school are exempt from the learning of Irish (Government of Ireland, 2022). 
It is argued in the present paper that the current ideological and policy context is informed by intersecting beliefs which inform the disability context in Ireland as well as the sociolinguistic context in Ireland, and that this occurs against the educational and neoliberal economic backdrop in Ireland. 
Disability context
It is argued here that the suggestion that students in special classes and special schools should not learn Irish, or that children with AEN will be confused by dual-language education is reflective of the deficit view of disability, derived from the medical model of disability. Within the deficit view of disability, differences which occur between people are pathologised and conceptualised as undesirable absences (Dinishak, 2016). This view overlaps with the individual model of disability, which considers that the disability is located with the individual, contrasting with the social model of disability which sees the environment or society as the catalyst in the dis-abling of an individual (García Iriarte, 2016). Within the deficit and individual models of disability, the individual is seen as being in need of change; whereas within the social model of disability, the environment is the locus of change. While current policy reflects a deficit view, a social model of disability would place the onus on the education system to provide adequate language-learning support for all students to engage in language learning, as well as a variety of options for students to demonstrate their success in assessments, depending on their particular strengths. 
Sociolinguistic context
There are two aspects to the linguistic/sociolinguistic context that are of particular relevance in the present discussion. The first is the monolingual bias in relation to bilingualism, and the second is the perceived utility of minority languages. 
Historically, there has been scepticism surrounding dual-language education in general in Ireland, for all children (e.g. McNamara, 1966). While attitudes to bilingualism began to change in the French Canadian dual-language context due to reports on the positive effects of bilingualism (e.g. Peal & Lambert, 1962), they were slower to change in Ireland, though there is now a public understanding that dual-language education is at worst, not detrimental to children’s development and often confers a range of linguistic and cultural advantages (e.g. Gaeloideachas, 2023). However, scepticism has remained in relation to dual-language environments in the case of students who are neurodivergent or have AEN (e.g. Raining-Bird et al, 2012). This view is still prevalent, as evidenced by professional recommendations against children attending Irish immersion schools (e.g. Ní Chinnéide, 2009; Nic Aindriú, 2020; Patton & Mathews, 2020) - despite the strong research base indicating that children with AEN can and do become bilingual, as well as reviews indicating that there is no evidence base for excluding children from dual language programmes (Raining-Bird et al 2016). 
Scepticism in relation to bilingualism is rooted in what Genesee (2023, p. 19) terms the monolingual bias, in which “which implicitly, if not explicitly, argues that acquisition of more than one language is likely to put learners’ language development in jeopardy because, among other issues, it exceeds the natural neuro-cognitive capacity of young learners.” In Ireland, the monolingual bias coupled with an anglocentric, bias has created a context in which the learning of other languages is viewed as being reserved for those with high academic attainment, that is, those that already inhabit the conceptual ‘centre’ or norm (Graham & Slee, 2008). 
A further factor likely to influence the current context is that Irish is a minority language, existing in the shadow of a dominant majority language. Though Irish is held in positive regard among adults (Darmody & Daly, 2015), students tend to view Irish as being less useful but more difficult than other subjects (Smyth et al, 2007). This is despite the fact that opportunities for Irish speakers at present are plentiful and Irish language skills are in high demand; as lawyer-linguists and translators in the EU institutions, in technology development (e.g. Government of Ireland, 2023a), in Irish language media and in all levels of the education system. Irish also has a high cultural value, given the wealth of literature and music composed in Irish. The utility of Irish as a language of social communication, however, is context-dependent, and students who attend English-medium schools outside of the Gaeltacht have few opportunities to speak Irish in a social context. The low perceived utility of Irish is likely to contribute to its conceptualisation as a burden for those with AEN. 
Intersection of the Disability and Sociolinguistic Context
It is argued that the dovetailing of the disability context and the sociolinguistic context has given rise to the current policy context in Ireland. A monolingual, anglocentric bias views bilingualism as exceptional and burdensome for students. This is particularly the case for students with AEN, who are seen as not be capable of becoming bilingual, despite evidence to the contrary (e.g. Raining Bird et al, 2016). As a minority language, Irish is perceived as having low utility and a high difficulty level, despite the plentiful cultural, economic and employment opportunities in the language. It is considered that people with dyslexia will automatically be less capable than their peers in learning a second language, despite evidence that low literacy attainment in an L1 does not necessarily mean lower outcomes in an L2 (e.g. Von Hagen, 2022). Given that, in Ireland, an additional language is needed for certain careers (including primary teaching) and for college entry, it is remiss to assume that low literacy attainment in an L1 precludes success in L2 language learning. The deficit view of disability is reflected in the fact that the approach is to limit opportunities for individual students  (e.g. exclusion from language-learning based on exemption, recommendation not to attend Irish-medium schools) as opposed to ensuring that the environment can cater for the learning of all students. 
Educational and economic context 
The educational and economic contexts of Ireland provide a backdrop to the disability and sociolinguistic contexts. While the potential achievement of students with dyslexia relative to their peers without dyslexia is discussed above, this argument masks a more important question in relation to  the importance placed on achievement in education: even in the case that a student with AEN does have lower achievement that their peers in a subject, is it acceptable to exclude students – by way of exemption - from a dimension of their education based on this? This perspective aligns with current notions of education which, rather than promoting active citizenship and student participation, view education as a means of human capital formation and focus on equipping students with skills required by the workforce (Connell, 2013; Hardy & Woodcock 2015). 
Given this neoliberal backdrop which favours efficiency, cost-effectiveness and productivity, it is unsurprising that minority language education has been viewed as having low utility (Smyth et al, 2007), constituting a “burden” from which neurodivergent or disabled students are relieved, based on a perspective that they will not be as efficient in learning the language as their peers. An alternative view – which appears entirely idealistic in our current context - would favour the cultural and personal development of students at their own pace. It is, however, more cost-effective to withdraw a child from language education than to provide additional support or to develop new resources or teaching strategies. Over time, the false homogeneity of the language-learning classroom risks falling behind other subjects in terms of inclusive practice, as exemptions furnish a situation in which educational professionals may not feel a sense of urgency in relation to developing inclusive pedagogies in the language learning classroom (Sparks, 2009; Ó Duibhir, 2021). 
Practices of exemption and exclusion also raise questions in relation to their effect on the academic self-concept and self-efficacy of students, a domain which is at present under-researched. Research in the more general area of overall academic self-concept and achievement indicates that these two constructs have a reciprocal relationship, in which a student’s sense of their competence in a subject affects their achievement, and achievement affects academic self-concept (Wu et al, 2021). Interestingly, parents and principals of children with AEN recognise that becoming bilingual can be a primary source of success for students in Irish-medium education who may not excel in other subjects but achieve high marks in Irish (Andrews, 2020). Irish as a subject also provides more varied ways for students to demonstrate their achievement: while the outcome of the vast majority of leaving certificate examination[footnoteRef:1] subjects are solely in written format, Irish comprises an oral examination worth 40% and a written examination worth 60%.  [1:  This is the final post-primary examination in Ireland, results from which determine entry into college and university. ] 

Resource provision for the Irish language: Investing in change
The context which leads to the siloing of language education and inclusive education in Ireland is not easily remedied. Perhaps the most essential requirement is a shift in attitudes and beliefs of educational professionals, particularly for external service providers such as Educational Psychologists and Speech and Language Therapists. Such a shift would be supported by professional development opportunities which focus on the research base in relation to the outcomes of inclusive education, as well as research on the capacity of children with AEN to learn languages as well as the related benefits of bilingualism (Murtagh & Seoighe, 2022).
The pursuit of inclusive education aligns with a shift away from the deficit view of disability and towards embracing diversity, as advocated by the neurodiversity perspective (e.g. Singer, 2017). This shift is closely tied to the Universal Design for Learning (UDL) framework (e.g. Rose & Meyer, 2002), which aims to accommodate classroom diversity by planning for it from the outset. Although UDL is not yet established in Ireland, there is a growing interest in its implementation (Flood & Banks, 2021). However, experts emphasize the need for comprehensive and extensive professional development to effectively adopt UDL (Fovet, 2020), which requires significant investment. This issue is particularly relevant in the Irish-medium and Gaeltacht context due to historically limited opportunities for meeting the needs of students with AEN (Nic Aindriú et al., 2022). Positive progress has been made in recent years with the funding of initial teacher education and postgraduate teacher education programs focusing on Irish-medium and Gaeltacht contexts, as outlined in the Polasaí don Oideachas Gaeltachta; however, there is still a need for specific professional development programmes which focus on meeting the needs of students with AEN.
Children with AEN in Irish-medium schools are a minority within a minority. The lower numbers of students with AEN in Irish-medium schools has be used to justify gaps in provision. For example, a number of years ago, the Department of Education in Northern Ireland (2011) commissioned a feasibility study on the development of diagnostic tools in Irish for children with AEN. The report concluded that the development of diagnostic tests was not feasible due to the high cost involved and small population of potential users.  There are still no Irish language or bilingual diagnostic assessments available in Ireland – north or south – for students with AEN (Nic Aindriú et al, 2021). Regardless of numbers, it is a matter of educational equity that children in English-medium and Irish-medium schools have access to the same resources as their English-medium peers and are adequately provided for in policy and within law. 
Investment in teaching and learning resources is another critical area. In the Irish-medium context, the availability of assessment and support resources for individuals with AEN is more limited compared to those in English (O’ Donnell, 2020; Nic Aindriú, Ó Duibhir & Travers, 2021; Mac Intyre-Coyle & Nic Aindriú, 2023; Nic Aindriú & Ó Duibhir, 2023). Nonetheless, significant advancements have been made through the commitment of An Chomhairle Um Oideachas Gaeltachta agus Gaelscolaíochta[footnoteRef:2] to fund resource development by teachers, researchers, and organizations within the Irish-speaking community. This community-driven resource development is advantageous as it ensures that the resources align with the community's needs and are not simply commercially-produced materials modelled on English. Particularly relevant in the current context are the development of phonics-based literacy resources (Mar a Déarfá: Breacadh, 2012), Irish language assessments (e.g.  Barnes & Ó Duibhir, 2023), and assistive technologies (e.g., Ní Chasaide et al., 2019; Barnes et al, 2022; 2023). [2:  https://www.cogg.ie/] 

However, significant government-led initiatives are needed to make larger structural changes, including the development of Irish-English bilingual diagnostic assessments for children with AEN as well as the provision of funding for Irish-medium qualifications and programmes for Speech and Language Therapists and Educational Psychologists, to ensure consistent availability of professionals who can cater specifically for children in Irish-medium and Gaeltacht schools through Irish and are knowledgeable about bilingual language and literacy development. 
Conclusion
This chapter demonstrates that key legislation in Ireland underpinning inclusive education – the EPSEN Act - does not adequately address the specific needs of students in Irish-medium and Gaeltacht schools, although the Polasaí don Oideachas Gaeltachta 2017 - 2022 partially address this gap. The fragmented nature of policies for Irish-medium and Gaeltacht students reflects prevailing ideologies regarding disability and education in Ireland. In order to promote inclusive education, future policies concerning Additional Educational Needs (AEN) should specifically address the needs of students in Irish-medium and Gaeltacht schools, similar to the approach taken in Wales. If the current shift towards embracing diversity continues and leads to a transition towards inclusive education, it will be essential to implement a comprehensive and extensive professional development program for all teachers. Moreover, it is important to ensure that the professional development programs designed for Irish-medium and Gaeltacht teachers are tailored to their unique contextual requirements.
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Key terms and definitions

Inclusion: all students having the opportunity to attend their local school, and to learn and spend time with other students of their own age with and without additional educational needs. All students having the opportunity to fully participate in school life and feel a sense of belonging in the space they are in. 
Additional Educational Needs (AEN): a disability or learning difference for which a student receives support in school. 
Irish exemptions: an exemption which means that students do not participate in Irish language education or take Irish language examinations. Irish is usually a mandatory school subject, and exemptions are primarily provided to those with additional learning needs.
Irish immersion schools: schools outside of Gaeltacht areas in which students learn all of their school subjects (except English) through the medium of Irish. Students typically speak English or another language at home. 
Gaeltacht schools: schools in areas where Irish has historically been the language of the community. Students in Gaeltacht schools often speak Irish at home. 
Education of Persons with Special Educational Needs (EPSEN) Act: an act intended to provide for inclusive education in Ireland. It provides that students with educational needs should take place in an inclusive environment with children who do not have such needs, insofar as possible. 
Polasaí don Oideachas Gaeltachta [Policy for Gaeltacht Education]: the first policy for Irish-medium Gaeltacht education. Of relevance to the current chapter is that it sets out priorities to support students with additional educational needs. 
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