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ABSTRACT
One in five pupils is documented as having a disability affecting physical, psychological or cognitive functioning. The misperception of pupil disability within schools continues to be one of impairment rather than of student diversity. This study looks at how labelling and stigmatization, as a result of the medical model of disability, can cause isolation for disabled children within school environments.  This literature review will focus on the inclusion of pupils with physical difficulties within mainstream schools,  to ascertain if the system reflects inclusive values concerning equity, participation, community, compassion and respect of diversity or is there a need for a more comprehensive curriculum that includes a more sustained program of teaching difference, disability and diversity to all students throughout the school years with the result of producing a more inclusive community within the school and in future generations.
ACRONYM 
ALN

Additional Learning Need

ALN Act
Additional Learning Needs and Educational Tribunal (Wales) Act

CSIE

Centre for Studies on Inclusive Education
DES

Department of Education and Science
EHRC

Equality and Human Rights Commission

GOV

Government

LA

Local Authority 
LSA

Learning Support Assistant

SEN

Special Educational Needs
SENCO
Special Educational Needs Coordinator
TA

Teaching Assistant

UNCRC
United Nations Convention on the Rights of the Child 
UNESCO
The United Nations Educational, Scientific and Cultural Organisation
WAG

Welsh Assembly Government
1. INTRODUCTION 
The purpose of this research activity is to investigate the advantages and disadvantages of introducing an ‘understanding of disabilities and social difference’ programme into schools.  The aim is to investigate whether there is an undeveloped area in the education system to introduce awareness of disability and social difference to children at an early age with the potential of producing a continual theme throughout the education system, engaging with speakers, active community programmes and voluntary agencies to increase a person’s social awareness, citizenship and community-based involvement.
This proposed research seeks to identify whether it is appropriate that children should be taught about disability and difference at an early age.  The National Curriculum currently includes social topics (Welsh Gov. 2015); with the introduction of inclusive classrooms in the 1990’s, and the new curriculum being introduced in Wales in 2022, introducing an educational program which addresses how we interact and engage with persons with a disability or difference could be considered.
With the introduction of Inclusive mainstream schools, it is unclear what impact it is having on main-stream pupils (Peck et al., 2004), who may not have experienced disability or difference before. 

Exploring this area from a different perspective will develop a pupil’s view of disability and difference with the potential of increasing understanding and reducing hate crimes (United Response, 2018) in the future, which are currently on the increase in Britain, 
The number of pupils statemented with Special Educational Needs in Wales recorded by Stats Wales (2020) amounts to 13,513, however the total figure of pupils including all Special Educational Needs totals 97,551.  
Diversity within classrooms can include disability, race, sex, religion or belief, gender reassignment, sexual orientation, pregnancy and maternity, marriage and civil partnership as outlined in the Equality Act (2010) under the protected characteristics.  Diversity within Welsh classrooms is increasing.  OECD (2014)  outline that there has been an ‘increase in international migrants moving to Wales between 2005 and 2008’, and the Ethnic Minorities and Youth Support Team Wales (2018) highlight that ‘diversity is increasing in Wales’ with ethnic minorities accounting for more than 10% of pupils in Welsh schools with the figure increasing to 32% in Cardiff schools.  
The focus of this dissertation is on disability, although it is hoped that the outcome of this study could be relevant to other diversity groups. 

Some disabilities can be visible to the eye, whilst others are less so, states Harma, Gombert and Roussey (2013) for example, a visible disability such as Cerebral Palsy or a non-visible disability such as a severe learning difficulty. An individual with a physical disability such as Cerebral Palsy may use a wheelchair and therefore would be easily identified as having a disability, whilst others with a learning difficulty for example dyslexia, would be more difficult to identify.  

As a consequence, the educational paradigm adopted by UK Government is brought into the ‘gaze’ of researchers with Harvey (2020, p1) proposing that ‘the gaze of others provokes a particular maternal response’ for example, when a young child is confronted with a person in a wheelchair for the first time, they will stare and point as they look at their parent for guidance and reassurance, however the parent will often respond by turning to look the other way or telling the child not to stare.  This response can result in a negative impression on the child from an early age and as a consequence, have a lasting impression on the child in the wheelchair who has seen the parent scolding the child for looking them.  This dissertation will endeavour to argue that education could do more to encourage discussions about disability, with the intention of increasing knowledge and understanding at an early age as part of the school curriculum, promoting cooperation and more inclusive environments in preparation for adult life. 
This dissertation will critically analyse whether the self-identity of the disabled child and the perception of the rest of the classroom, can affect the well-being of the disabled child.  In addition, what barriers can affect a disabled individual whilst attending mainstream education? These may cause additional challenges that they have to overcome whilst trying to fit in with their fellow classmates and to achieve a sense of belonging as a member of the educational/classroom community. 
Pupils that have additional learning needs (ALN, 2018) can often be supported by a Learning Support Assistant (LSA), with those with higher needs requiring a One to One Assistant throughout their education.  In this situation, this dissertation will address the impact this has, as to whether this acts as a barrier to the pupil’s sense of belonging and making friends and how this may be overcome.

In the final part of this dissertation, it will be argued that introducing an educational program exploring diversity and difference into the curriculum at Key Stage One, will encourage a life-long understanding of diversity amongst students.  The modal would be similar to the Welsh Baccalaureate, using group work and team work, cooperation between pupils so that children with diverse needs and those who do not have additional needs work together expanding their understanding through the content studied and the experience of working together.  Hevey (1992), a disabled photographer, states that there are two ways of looking at difference, either as a source of division or as a source of diversity, variety and new energy. Therefore, images of disabled people or people with difference fall into two categories, the first stresses division and the second celebrates diversity.  It is this latter category that the program would be framed. 

The thought behind this was as a result of watching the Channel Four documentary which covered the social experiment of introducing primary school pupils to residents of a residential care home and the effect it had on both children and adults alike.  Younger children are more receptive and less judgemental, a blank canvas if you like. As a consequence of this, the question arises,  if diversity and difference were introduced at the beginning of the curriculum and remained an integral part throughout an individual’s educational journey, could this lay a solid foundation for a more accepting society in a generation?
2. LITERATURE REVIEW 
2.1. Introduction 
The following literature review will look at the history of Education in the classroom including relevant legislation to establish the foundation of special educational needs.  The review will then look at existing provision in order to establish if the current system is fit for purpose.  Parental feelings and views will be established, and how public scrutiny reflects the Gaze theory.  The effects of the austerity that this country has been experiencing and how it has affected children with disabilities, their families and the educational system and finally, a world view of special educational need provision will be reviewed.

2.2. History of Education and Support in Classrooms
Education is seen as a social good which all individuals have a right to argue Giddens and Sutton (2017).  Most individuals would agree that after being through the education system they have benefitted, emerging with increased knowledge, literate and numerate.  It is important to acknowledge the difference between education and schooling.  Defined by Giddens and Sutton (2017), education is a social institution which promotes and enables the acquisition of skills, broadening personal horizons and knowledge.  Education does not only happen in schools but can take place in a number of social settings.  Schooling, however, refers to the process through which certain types of knowledge and skills are delivered through set curriculums.  Schooling is typically divided into two mandatory stages referred to primary and secondary for children between the ages of three and eighteen (UK Gov., 2020), although this can vary depending on the country. 
It is felt by many sociologists that education is crucial, enabling individuals to reach their potential, however, sociologists argue that education is not defined, or confined to what is taught in schools.  Thomas (2013, p.2) quotes Albert Einstein who argued that ‘Education is what remains when we have forgotten everything that has been learned at school’, and Mark Twain who reportedly said ‘I have never let my schooling interfere with my education’ (Thomas, 2013, p.2).
Thomas (2013) defines the Latin root for ‘education’ belongs in educere which roughly translates to ‘bringing out’ meaning to activate, nurture inner talents and skills, whilst the word ‘school’ comes from the Greek word schole meaning leisure, reflecting how ideas about education and the curriculum in today’s schools have changed.  Plato (2007) argues that nothing that was learned under compulsion would be remembered, implying that play or practical experience would be, as reflected in the origins of the words for education and school.  Thomas (2013) presents that Plato’s argument questions whether children should be taught facts to be learnt or be encouraged to discover knowledge for themselves reflecting a tension that is still relevant today.
Education is an important site for a range of debates, including the direction society should be going in and how best to equip young people for life in the world.  Giddens and Sutton (2017) argue that the debates surrounding education include cultural, social, economic and political issues, examples of which include:  Should education be paid by the state and free for all or paid by the family? What kind of education should be taught? Should everyone receive the same basic education, regardless of inequalities? What values should underpin the education system?
Sociologists’ debates have been ongoing in education, one of which was Durkheim (1973) who believed education is key to socialisation, where children can gain an understanding of common values, including self-discipline, moral and religious beliefs, mutual responsibility, all of which sustain society and unite a multitude of separate individuals.  Parsons and Bales (1956) took a different structuralist approach, maintaining a key function of education is to instil individual achievement, by assessments and examinations, arguing that schools operate on a meritocratic basis where school children achieve status according to merit, rather than on their class, race or colour.  However, Giddens and Sutton (2017) argue that although functionalist theory aims to provide children with knowledge and skills to teach children some morals and values, many studies found that schooling and education often reproduce social inequalities rather than equalizing life chances.  This argument can be reflected in the work carried out by Paul Willis (1977) who carried out a study in Birmingham asking how working-class children generally acquired working class jobs.  A valid question regarding meritocratic education systems.  Willis uncovered anti-school subcultures where boys were not interested in exams or careers, and only wished to earn money.  Willis argued the subcultures were similar to blue-collar work cultures, and by failing school, unintentionally, prepared children for working class work.  Functionalist theory does not account for modern day society, and although correct to a point, it does not consider the multicultural societies that education has to appeal to today.
Bowles and Gintis (1976) outline that the Marxist perspective is that school life reflects the structures of working-class life, whereby children conform so capitalist companies getting the workforce they need.  The school structure highlights that obedient children leads to success, staff dictate tasks, pupils perform them, and the school is organised hierarchically. 
The ‘hidden curriculum’ is another influence on education which Illich (1971) outlines, arguing that schools act as custodial organisations designed to keep youths off the streets until they are ready to start work, teaching youths their class position.  Illich (1971) argued that resources should be made available to all, enabling individuals to study what they wanted and when they wanted instead of a standard curriculum.  These ideas appeared idealistic at the time, however with the advent of the internet and distance learning, it no longer seems so radical. 
Giddens and Sutton (2017) argues schooling reproduces structural inequalities, but also equips young people with some skills and knowledge to understand and challenge the inequalities.  Additionally, teaching staff work to change and improve the structural role of the education system for the inside. 
Shakespeare (2018) argues education is particularly critical to disabled children, as it can make the difference between being excluded from or included in society.  ‘It is critical because disabled children may have special educational needs, which makes teaching and learning more complicated’ argues Shakespeare (2018, p. 106). In addition, social capital and self-esteem ‘are strongly influenced by educational experiences’ Shakespeare (2018, p. 106).  Increasing a disabled child’s self-esteem can be enhanced by respecting ‘impairment as a difference to be expected and respected on its own terms, the affirmation model allows for a respectful stance to be taken towards disabled people’s physicality’ states Cameron (2014, p. 6). 
Historically, many children classified as disabled, especially children who were blind, deaf or had learning difficulties were looked at as being uneducable.  The Enlightenment saw views changing with the first school for the deaf opening in 1760, followed by the development of sign language and braille which enabled formal education for the deaf and blind (Shakespeare, 2018).  The turn of the century saw educational pioneers including Maria Montessori and Ovide Decroly develop child-centred approaches and environments.  The twentieth century saw compulsory education for all, with separate classes being provided for blind, deaf and learning-disabled children.  Disabled education ran separate to the mainstream, with charities opening up special schools, often residential, resulting in children being taken away from their families.
Legislation
Shakespeare (2018) argues that one of the most contested areas of disability policy is education, claiming that even the definitions being used reflect the debates.  Shakespeare (2018, p. 106) states ‘Inclusive education means the child with special educational needs spending most of their day with non-disabled children in mainstream school’.  A second view of inclusion comes from Booth (1996, p. 96) stating it is an ongoing process of ‘increasing the participation of students in the cultures and curricula of mainstream schools and communities. 
Whilst Bailey (1998, p. 173) argues inclusion is 
being in an ordinary school with other students, following the same curriculum at the same time, in the same classrooms, with the full acceptance of all, and in a way,  which makes the student feel no different from other students (Bailey, 1998, p. 173). 
One can see that each interpretation of the definition differs, which could lead to debates as referred to by Shakespeare (2018). 
In 1978, the largest ever investigation into special education, covering England, Scotland and Wales, was carried out by the Warnock Committee which resulted in a major influential report which led to children with disabilities or learning difficulties seeing improvements in their educational and social lives.  The report (DES, 1978) supported the voice of the parents acknowledging how important the ‘parents knowledge and understanding for their child was’ and calling ‘for parents to be seen as equal partners with professionals in the educational process (Thomas and Vaughan, 2004, p. 119).  Chapter seven of the report (DES, 1978) referred to the different terms used in different countries, ‘integration’ in Britain, ‘mainstreaming’ in America and ‘normalisation’ in Canada and Scandinavia, outlining that as ‘far as is humanly possible’ handicapped people should have the ‘opportunities for self-fulfilment enjoyed by other people’ (DES, 1978, p. 113).  Following discussion on the definition of special needs, the Warnock Committee abolished categories, although Thomas and Loxley (2007) argued they proceeded to use the traditional definitions of special needs in terms of disability and learning difficulty.
Whilst the Warnock Committee are believed to have brought in integration, it is not the case. What they did do was to bring it into the public’s consciousness. However, they did not make any official conclusions whether to integrate or not, possibly over-influenced by the medical model of disability (Thomas and Vaughan, 2004).  The social model did not exist in the 1970’s.  However, the recommendations made by the Warnock Committee did form the basis for a landmark in inclusive education known as the 1981 Education Act (Shakespeare, 2018).  
The resulting legislation (Education Act 1981) introduced the new terminology ‘special educational needs’, removing the use of medical labels to identify children. In addition, the legislation outlined that less complex disabled children should attend mainstream supported by a ‘statement’ of needs which the local authority was responsible for supplying.  The Education Act of 1996 outlined Special Educational Needs (SEN) as ‘a learning difficulty which calls for special educational provision to be made’, and listed the disabilities that would be covered by SEN by their medical name, for example Cerebral Palsy and Dyslexia continuing the association with the medical model of disability. 
The UK Government passed a number of education acts between the Education Act 1944 and 1977.  UK legislation (The Education Act of 1944) permitted the education of children with less serious disabilities in mainstream, whilst severe disabilities defined in the Act as ‘maladjusted’ and ‘educationally subnormal’ would be educated in special schools up until 1990.  Impairment descriptions within the Act reflect Howard Becker’s (1963) labelling theory illustrating that disability was seen as a lesser class at this time (Giddens and Sutton, 2017).  Becker’s (1963) study focussed on the study of crime and deviance, although if one focusses on the synonyms for the word ‘deviance’ one is confronted with the words ‘irregularity, unnaturalness and nonconformity’ all of which impact on the identity of the individual effectively making them ‘outsiders’, marginalised and stigmatized  from mainstream society, as they deviate from the norm.  
The legislation between 1944 and 1977 (Education Act 1944, Education Act 1970, Education Act 1976) was considered the start of inclusive schooling in England and Wales.  However, although there appeared to be increased provisions with development in training programs, school health programs and research; services remained inadequate and continued to rely on the medical model of disability as medical examination and testing to determine which children received special education (Thomas and Vaughan, 2004).
The Education Act of 1981 was the result of the Warnock Report, authorising Local Education Authorities to educate children with ‘special education needs’ in ordinary schools. Providing parents views were considered and integration was compatible with provisos set out under the act, which had they been omitted or worded differently, officers would have had to be more positive to parent’s requests (Thomas and Vaughan, 2004).  The Education Act 1993 gave the appeal process for parents, a democratic respectability.
The UNESCO Salamanca Statement in 1994, marked broad changes in thinking, and has been widely quoted and adopted by twenty five international organizations and ninety two governments including the United Kingdom in the Government’s 1997 Green Paper, ‘Excellence for All’.  The statement called for ‘inclusion to be the norm’ (Thomas and Vaughan, p. 128) and called on all governments to adopt ‘the principle of inclusive education,  enrolling all children in regular schools, unless there are compelling reasons for doing otherwise’ (UNESCO, 1994, p. ix).  The statement goes on to say:
Regular schools with this inclusive orientation are the most effective means of combating discriminatory attitudes, creating welcoming communities, building an inclusive society and achieving education for all.  Moreover, they provide an effective education to the majority of children and improve the efficiency and ultimately the cost-effectiveness of the entire education system (UNESCO, 1994, p. ix).
Wertheimer (1997) affirmed the importance of inclusive education and claimed that the statement supported a person’s human rights because it stated that participation and inclusion are essential to a person’s human dignity which exercises their human rights.  Shakespeare (2018, p. 110) argues that ‘the main argument for educating all children together is one of equality’, and expresses the benefits of non-disabled children growing up with disabled children increasing their understanding of diversity, and when this is not the case, children such as those who attend special schools can be stigmatised.   Studies by Goffman (1990) links embodiment with social identity, stating how physical aspects of an individual’s body can be stigmatized by others, for example, disabled people can attract stigma on the basis of their visible physical impairments.  Hunt (1966) challenged the individual model of disability arguing that it was interactions between able bodied people and disabled people that led to disability being stigmatized.  Goffman’s (1990) argues that physical stigma in the form of visual impairments, often impossible to hide, are referred to as ‘discredited’ stigma which cannot be ignored in interactions and have to be acknowledged resulting in the individual with the impairment being stigmatised and ‘disqualified from full social acceptance by others’ (Giddens and Sutton, 2017).  Shakespeare (2018, p. 111) argues that when children are not given the chance to ‘learn about difference and to develop more inclusive and accepting attitudes’ they end up worse off.  This is highlighted by Oliver and Barnes (2012) who state that only disabled individuals can truly express their experiences of social barriers they face, including limited opportunities, expectations and patronizing attitudes.   
International legislation (United Nations Convention on the Rights of the Child (UNCRC), 1989) was ratified, protecting a child’s human rights to the age of eighteen.  The UNCRC (1989) states that all children have the right to a childhood, to receive an education, to be fairly treated, to be healthy and heard.  Article twenty-three of the UNCRC (1989) spelled out the rights for disabled children to be educated in mainstream schools, highlighting that disabled children should not be discriminated against or be excluded.  Thomas and Vaughan (2004) note that the same year as the UNCRC was published, four British families appealed to the European Commission of Human Rights for their disabled children to be included in mainstream school.  However, their claim was rejected on the assumption that an education policy for educating disabled children in mainstream schools ‘cannot apply to all handicapped children’ basing their response on the medical model of disability, as it appeared that not one of the thirteen Commission members had any knowledge of the argument in favour of inclusion (Thomas and Vaughan, 2014, p. 127).
The Welsh Assembly Government showed their support of the UNCRC in their publication the ‘Children and Young People: A Framework for Partnership’ in 2000. In 2011, the Welsh Assembly Government’s legislation (Rights of Children and Young Persons (Wales) Measure, 2011) further ratification of the UNCRC (1989), incorporated placing a duty on Welsh ministers to regard the UNCRC (1989) when making decisions.
The 2002 ‘Index of Inclusion’ (Centre for Studies on Inclusive Education (CSIE) provided a guide outlining how schools could be inclusive. It introduced Booth and Ainscow’s (2011) ‘model of inclusion’ where inclusive culture, inclusive practice and inclusive policy is central to inclusive environments. It enables learning and participation by removing barriers, valuing both students and staff equally and involving pupils in the school’s culture, community and curriculum by implementing the appropriate policy and practices (Booth and Ainscow, 2002). It places inclusion on a human rights platform having taken a lead from the UNCRC (1989) and new practices developing in North America (Thomas and Vaughan, 2004). Ainscow, Booth and Dyson (2006, p. 23) clarify ‘inclusive values’ are concerned with ‘equity, participation, community, compassion, respect for diversity, sustainability and entitlement.’ To elucidate ‘inclusive values’ further, Ainscow, Booth and Dyson (2006, p. 24) argue:
…participation is about being with and collaborating with others.   It implies active engagement and an involvement in making decisions.  It involves the recognition and valuing of a variety of identities, so that people are accepted for who they are.  In valuing community, the significance is acknowledged of the social role of education in creating and maintaining communities, and of the potential for communities and educational institutions to mutually sustain each other.  The valuing of community may be seen to involve the development of sentiment and responsibility for groups wider than both the family and the nation state: it is about citizenship and global citizenship. (Ainscow, Booth, Dyson, 2006, p. 24).
The Welsh Assembly Government published The Special Educational Needs Code of Practice, (WAG 2002), reflecting the social model of disability, stating that barriers that impede learning and participation should be removed, echoing Oliver and Barnes (2012) views on structural and social barriers faced by disabled people in education and other areas of their lives, resulting in limited opportunities, low expectations and patronization.
Further Welsh legislation followed in 2003 (Children and Young People: Rights to Action) emphasising the Welsh Governments commitment to children ensuring they had the opportunity to reach their potential and be safeguarded against harm.  This commitment was again highlighted with the Inclusion and Pupil Support in 2006, outlining that inclusive education was to offer excellence and choice providing access to appropriate educational facilities so pupils may reach their full potential, whilst listening and responding to pupils, parents and carers views.  
Following a review by Wales Audit Office, National Assembly’s former Education, Lifelong Learning and Skills Committee and Estyn, it was concluded that the existing system for supporting children with Special Education Needs was introduced thirty years ago and was ‘no longer fit for purpose’, and was ‘complex, bewildering and adversarial’ and resulted in the publication of the white paper ‘Legislative proposals for additional learning needs’ (Dauncey, 2016, p. 8).  The consultation period was carried out for two months involving parents, carers, children and young people looking at reforming the terminology, statements, disputes and those resulting in tribunals, the need for a more flexible approach to special educational needs within education, increasing the age to twenty five to cover further education and integration assessments for looked after children.
The Welsh Government (The Additional Learning Needs and Education Tribunal (Wales) Act 2018 (ALN)) outlined a new approach to the education of children with additional needs.  It is worth noting that the white paper proposing the changes was published in 2014, the Act passed in 2018 and will be implemented in September 2020 to 2023, a total period of nine years.  A child is in primary and junior school for eight years and secondary school for seven years, so by the time this is implemented, from the time of its inception, some children will have already completed a large part of their education.  
One argument regarding terminology used in special education, is that legislation tends to emphasise ‘need’ which is seen in the ALN Act.  The benefits of this emphasis places more importance on the provider to think of ways of meeting the need.  Alternatively, if the emphasis was on ‘disability’, Roaf and Bines (1989) argue that there is a tendency in the education system to not expect much of that child.  Need implies provision to meet the need from the potential resources whereas disability implies treatment that one can do little about, reflecting the thought behind the Warnock Report (DES, 1978) assuming that an emphasis on need would end categorisation, although ‘need’ became a category and a new way of labelling (Roaf and Bines, 1989).  
A more positive way of framing children experiencing difficulties in education is to focus on opportunities and rights, more in line with the American discourse that strongly emphasise rights in education (Roaf and Bines, 1989).  Roaf and Bines (1989, p. 21) argue ‘Lack of rights and respect is too often associated with “having a need”’.  However, when rights legislation (UN Convention on the Rights of the Child, 1989), is linked with civil rights, special education becomes part of the struggle for equity, which in turn would encourage ‘a more careful and objective distribution of resources’ and potentially identify not only the amount and type of provision but the curriculum, policy, placement and practice (Roaf and Bines, 1989). 
An added advantage to ‘rights’ is the opportunity to raise broader educational and social issues strengthening the social justice element.  To consider children with special educational needs whose rights have been infringed would substantially alter the children’s status, and that of the special needs staff who work on behalf of the children negotiating with educational hierarchy. Bandman (1973) highlights that having ‘rights’ enables a person to have dignity and demand what is rightfully due without having to plead for it.
This approach could do much to move the provision for special education needs from deficit-based, paternalistic and traditional approaches to one which protects and embraces the interests of minority groups.  It is important to note that an awareness of the language used in the debate and discourse to promote communities where social justice prevails, can be open to interpretation, as needs, opportunity and rights can have different meanings to different groups especially in politics (Roaf and Bines, 1989).  Therefore, there would have to be clarification, and the processes and implementation be evaluated and monitored to receive the desired outcome. 
2.3. Existing Provision

Oliver (1995) presents a well-reasoned argument highlighting the failure of the special education system, stating that the system needs to be deconstructed in order to ensure inclusive education.  Oliver (1995) argues that the education of disabled children during the twentieth century has failed to provide equivalent education to non-disabled pupils, failed to provide a basis for full participation and integration into society on becoming adults and failed to provide a form of education to meet the needs of disabled pupils.  The system socialises children into long term dependency on the state which affects us all as taxpayers.  
Oliver (1995) states that the reconstruction of the special education system is a journey that disabled people, policymakers, citizens and professionals all need to embark on.  Although the failures have prompted many reviews around the world, including the Warnock Report (DES, 1978) and the Irish report produced for the Special Education Review Committee (1993), the outcomes shared the conclusion that the existing system needed to be improved.  Oliver (1995) does not support this conclusion and argues that in order to achieve inclusion there is the need for deconstructing the schools and the teacher’s responses to special education.  The restructuring required would involve fundamental changes based on rights for inclusion, adjusting the school ethos to create a welcoming environment for all children; no questioning of the rights to attend the school and complete understanding and acceptance that the purpose of the school is to educate all children (Oliver, 1995).  Although it is often argued that complete integration will not fully happen until teachers are properly trained, Oliver (1995) argues that teaching is regardless of the need of the pupil and a prerequisite of inclusion is the need for a commitment by teachers to work with all pupils, irrespective of their need.  Confirmation of this commitment would result in achieving true inclusion.
Oliver (1995) goes on to argue that the curriculum needs to be deconstructed to ensure special needs pupils have exactly the same access to the same curriculum as all other pupils and the delivery of the curriculum needs to change to enable access.  However, the focus here is on delivery and not the content.  Content has included sexist and racist materials in the curriculum, but nowhere is the issue of disability taught (Oliver, 1995; Rieser and Mason, 1990); there is no acknowledgment that disablism exists.  The images of disability that do exist often present a negative stereotype and assessments are usually based on disablist and ethnocentric assumptions of ‘normal’ child development.  
The reconstruction of the curriculum would have to abandon the current tolerance and acceptance of those pupils that are different with special needs.  This suggests that pupils who are different have to be tolerated and accepted, although Oliver (1995) highlights that those pupils who are different have accepted their differences so why should everyone else not do the same?  Rather than accepting the personal tragedy model and deficit theory in education, where tragedy happens resulting in these pupils suffering rejection and stigmatisation and so should therefore be accepted, Oliver argues (1995) that this view must be challenged and replaced with  normality as the construct, where difference is the reality and should be accepted, celebrated and valued.
Oliver (1995) states that a moral commitment is required to include all children into one education system with the aim of including all disabled people into society.  This can only be achieved by supporting disabled children, their parents, and carers to empower themselves and providing the appropriate financial resources and services (Oliver, 1995).
Rieser and Mason (1992) present an alternative viewpoint in that children are not born prejudiced against disabled people, but acquire this from the media, parents, adults and the way in which society is organised.  This is reinforced in adult life in the form of policies and practices depending on how much influence they have, which can be substantially more than a disabled person.  As with other protected characteristics, such as heterosexism, sexism and racism, Rieser and Mason (1992) believe that the education system has a duty to inform pupils about the life experiences, history and politics of the different groups found in society, actively asking the group, including disabled people, to express and represent themselves and be invited to consult on policy which will give equality to all. 

Oliver’s argument was written in 1995.  Twenty-five years later in 2020, Wales finds itself in a transition period, from the Education Act of 1996 and the SEN Code of Practice for Wales (WAG, 2004) and the duties therein, to the Additional Learning Needs and Education Tribunal (Wales) Act 2018.
The Additional Learning Needs and Education Tribunal (Wales) Act (ALN) first had its proposals outlined and consulted on in 2012 (Dauncey, 2016), became an Act in 2018 and was due to be implemented in 2020 with completion in 2023 (WAG, 2018, p. 6), however Kirsty Williams, the Education Minister for Wales, announced in December 2019 that implementation would be delayed for a year (Lewis, 2019), resulting in the ALN Bill now due to be implemented in 2021 and completed in 2024, twelve years after it was first consulted on.  In the interim period, the Welsh Government (WAG, 2018, p. 6) advise local authorities and those that work with children with SEN to ensure ‘they continue to comply with the duties placed upon them by the Education Act 1996’ and ‘continue to have regard to the SEN Code of Practice for Wales (2004).’  If the ‘compulsory school age’ (SEN, 2004) is between four and sixteen, although this is different depending where one lives (UK Gov, 2020), this Act would have taken the same time as a child’s mandatory period of education under the SEN Code of Practice (2004), twelve years.  This period of time, as highlighted by the Education Charity, Snap Cymru, delays a situation which has been in ‘chaos for years’ (Lewis, 2019), reflecting Oliver’s (1995) argument.
The current special educational needs system in force in Wales, for the time being, is outlined in the Education Act of 1996 and supported by the SEN Code of Practice 2004.  
Legislation that protects disabled pupils against discrimination (Equality Act 2010) defines disability under section six as ‘a physical or mental impairment, and the impairment has a substantial and long-term effect on a person’s ability to carry our normal day to day activities’.  A disabled child is one that has Special/Additional Educational Needs (SEN) requiring special provision to be made in order to access education. Not all disabled children have SEN, for example a hard of hearing child uses hearing aids would be assessed as having a disability but not a SEN, as it is not likely to affect their education, however a child with behaviour difficulties, due to an underlying impairment may be defined as disabled (Dukes and Smith, 2006). 
Obligations to disabled individuals, who are protected under the Equality Act 2010 as disability is one of the protected characteristics, state under section 13.3 not to treat them ‘less favourably’, under section 20 to make ‘reasonable adjustments’ and under schedule 2, section 676 for core duties to be ‘anticipatory’ so plans and provisions should be in place before they are actually needed.  A child would be treated ‘less favourably’ if they were excluded from a trip because of their difficult behaviour due to their condition.  ‘Reasonable adjustments’ have been made by practitioners if they ensure routes around the setting are clear of obstructions and wide enough for wheelchair access and ‘anticipatory duties’ is when a school reviews all policies to ensure that it was not discriminating against children with special needs, for example removing the clause referring to being toilet trained before starting school (Dukes and Smith, 2006).  
Hepple (2011) expresses concern that the powers of the Equality and Human Rights Commission (EHRC) may be impacted by the Coalition Governments actions to cut the EHRC’s ‘core’ functions and substantially cut the EHRC’s budget which could reduce their extensive powers to promote equality under the Equality Act.
In accordance with the Special Educational Code of Practice 2004, every child with special educational needs should have they needs met. Whenever possible this should be in mainstream with access to a balanced, broad and relevant curriculum. Parent views should be taken into account and whenever possible, the child’s views should also be taken into account.  Every school setting should have an Inclusion or a Special Educational Needs Policy and an appointed Special Educational Needs Co-ordinator (SENCO) to carry out the day to day requirements.
Children with additional needs may need assistance accessing the curriculum and differentiation requires teaching a child at a level and in a way that matches their requirement. Providing the same experiences for all children whatever learning needs they have and giving children of different abilities the opportunities to play and work together (Dukes and Smith, 2006). When differentiation is not enough, plans and provision that are ‘additional to’ or ‘different from’ those required by other children can be described as additional or special needs, as laid out in SEN Code of Practice, 2004 (WAG, 2004).  Special Educational needs is defined in the Code of Practice (WAG, 2004, p. 17):
Children have special educational needs if they have a learning difficulty which calls for special educational provision to be made for them.  Children have a learning difficulty if they:

A) Have a significantly greater difficulty in learning than the majority of children of the same age

B) Have a disability which prevents or hinders them from making use of educational facilities of a kind generally provided for children of the same age in schools within the area of the local education authority

C) Are under compulsory school age and fall within the definition at (a) or (b) above or would so do if special educational provision was not made for them.  

(WAG, 2014, p. 17)
Special education provision for children of two or over means ‘educational provision which is additional to or different from what would generally be provided’.  Special needs fall into four categories as described in the Code of Practice including ‘communication and interaction, cognition and learning, behavioural, emotional and social development and sensory and physical’ (Dukes and Smith, 2006, p. 71). 
When a child with special needs requires provision, the local authority is responsible for identifying the child’s needs, securing a mainstream placement and producing a ‘statement’ so provision can be met.  Complex needs are often protected by statements which are legally binding, but less complex needs are not.  Dauncey (2016, p. 36) states that ‘the statementing process is costly and complex and can create barriers between parents, teachers and other professionals. 
One of the provisions that is often required for more complex cases is the assistance of a Learning Support Assistant (LSA): the job title for an assistant providing in-school support to disabled pupils and those with special educational needs. An LSA’s role involves supporting an individual pupil and assisting the teaching staff, which many regard as critical to inclusion (Fox, 2001; Groom and Rose, 2005; and Rose, 2000), because without this role many pupils educated in mainstream would not be able to manage without their support (Farrell, Balshaw and Polat, 1999; Groom and Rose, 2005; Lacey, 2001). Assistants specialising in SEN may also be known by other titles such as ‘Teaching Assistant’ (TA), although this may infer that the member of staff is there to assist the teacher rather than the individual child (WAG, 2004).  
Ainscow (2000) identifies a danger that could arise from one-to-one support, stating that not enough schools adopt procedures that enable teaching assistants to have a clear role in supporting inclusion.  In addition, Ainscow indicates (2000; Groom, 2006) teaching assistants support appears ‘socially reassuring’ to pupil and teacher, but without careful management could create a barrier between the class and the pupil.  Additionally, by providing individual support it draws attention to the pupil’s inability to manage without assistance, consequently having an effect on their ability to work independently and on their self-esteem (Ainscow, 2000; Groom, 2006).  
Davis and Florian (2004) identify limitations in the systemic ‘hard’ research into teaching approaches for children with sensory or physical impairments which is confirmed by Fahey and Carr (2002) who indicate there is even less research literature available on teaching approaches for pupils with physical difficulties.  However, an insight into a pupil’s perspective appears in a campaign by Contact a Family (2006). The pupil has recently left education and illustrates the social barriers that they incurred, which reflects several of the negative consequences highlighted in the following list (Appendix 6.2).
CSIE (2003) presents a well-reasoned argument that if pupils with special educational needs are segregated, the negative consequences can include abuse, alienation, bullying, depression, dependency, fewer friends, isolation, lack of choice and autonomy, lack of status and self-esteem, limited lifestyles and restrictive inter-personal relationships.
United Response (2018) reported that following a freedom of information request, thirty-two police forces recorded 5342 disability hate crimes in 2017-2018, a thirty three percent rise on 4005 offences the previous year, whilst the BBC (2019) reported on increase of almost twelve per cent to 6,000 cases in 2018-2019.  
Hagel and Shah (2019) report that in the United Kingdom suicides are rare, however figures rose slightly in 2017 to 3.5 per 100,000 for fifteen to nineteen-year-old women and 7.1 per 100,000 for young men of the same age.  The reasons for committing suicide are often ‘complex’ as reported by the BBC (2019), however they can be related to ‘stigma’ and could be helped by improving education opportunities.  
The ideology of ‘normality’ should be abandoned argues Oliver (1995) as it is underpinned by the deficit theory of teaching, which focuses on the individuals weakness rather than their strengths, and the personal tragedy theory of disability; further to a deficit or tragedy, individuals should not be stigmatised or rejected but tolerated and accepted. There is only difference argues Oliver (1995) which should be celebrated and valued. 
The Welsh Government is implementing a new curriculum in 2022 as a result of the Donaldson Report (2015) (Successful Futures), which has four purposes to produce ‘ambitious capable learners’, ‘enterprising, creative contributors’, ‘ethical informed citizens’, ‘healthy confident individuals’.  
Young people with SEN are informed that ‘much of what is proposed in terms of continuity and progression is already a feature of teaching and learning  in schools serving children and young people with special educational needs’ (Donaldson, 2015, p. 107), implying that changes will not affect them although under ‘ethical, informed citizens’, young people will be encouraged to ‘respect the needs and rights of others as a member of a diverse society’ (Welsh Gov, 2015) (Appendix 6.3). 
How the new curriculum will be delivered is unclear as it is yet to be implemented, whether a more traditional approach will be adopted or a move towards a more critical pedagogy which is ‘both a form of practice and a form of action’ (Fobes and Kaufman, 2006, p. 2), encouraging pupils to use their new knowledge ‘to work towards a more equitable society’ (Fobes and Kaufman, 2006, p. 2.).  A challenge to this form of pedagogy is how are the pupils encouraged to take control of the lesson.  Bickel (2006) offers a solution whereby pupils, through discussion and debate, decide the subjects to be covered and the work to be allocated.  Although this may not be possible for all subjects, when setting up a new curriculum, for ‘citizen’ and ‘sociology’ as seen in ‘ethical, informed citizens’, it would create a democratic classroom (Bickel, 2006) reducing the social boundaries between teachers and pupils, resulting in ‘both the teacher and the student know that open, curious questioning, whether in speaking or listening, is what grounds them mutually’ (Freire, 1998, p. 81).  
An addition to this form of teaching, could be one of well-being within the classroom, as pupils are able to express themselves freely, which may in turn reveal well-being issues that can be addressed before becoming a critical safeguarding issue as outlined by Welsh Government legislation (Social Services and Well-being (Wales) Act 2014).  As Freire (1996, p. 53) argues, ‘Knowledge emerges only through invention and re-invention, through the restless, impatient, continuing, hopeful inquiry human beings pursue in the world, with the world and with each other.’  
2.4. Parental Opinion 
The parents of disabled children often fear that the way they live, and their family life will become the focus of professional and public scrutiny, leaving them feeling that they could be regarded as incompetent (Cerebra, 2012).
From the moment a parent is told their child is disabled, they experience a range of emotions (Barrett, 2017).  After diagnoses, parents constantly hear what their child won’t achieve which can result in parents finding it difficult to see their child in a positive light. Parents of disabled children experience embarrassment when faced with people who feel embarrassed by the encounter. Often it is not to do with the disabled child, but their lack of knowledge of how to react. This itself can be a social barrier to maintaining social circles and can lead to isolation. 

Barrett (2017) argues that a belief held by many is that intelligence is measured by speech; so, in order to understand something, you must be able to answer verbally. This is a myth, as many children whose physical difficulties mean that it is difficult to vocalise clearly or hold a pencil, can achieve academic success. This reflects social barriers that cannot be seen but exist for disabled children. 

Russell (2003) highlights that there is a lack of research about the expectations of parents with disabled children and there is a need to better inform parents enabling them to interact effectively with professionals.  

The ‘needs’ based approach towards parents and pupils with SEN is regarded by many as an individual deficit approach which reflects the medical model of disability. Disabled children images promote stereotypes about charity, tragedy and segregation or blame (Rawls, 2012) or parent heroism (Barnes, 1992).
Support services aim to work in partnership with parents and play an active role in their child’s education.  Russell (2017) and Beresford (1995) claim that despite support parents needs remain unmet. 

The models of disability portray disabled families as ‘in need of special help’ (Wilde and Hoskinson Clarke, 2014, p.56) depicting dependency or deviance, departing from ‘normal’ society (Giddens and Sutton. 2017).  
Legislation has focused on what a parent has a right to expect (Education Act 1996) however the studies concerning the expectations of parents of disabled children (Bennet, Lee and Lueke, 1998) do not provide conclusive information.

Russell, (2003) uses Bronfenbrenner’s (1977) ecological system to examine the effects of human expectation. The theory illustrates the context and qualities of an individual environment and interactions on four levels: the microsystem, the mesosystem, the ecosystem and the macrosystem.  
Professionals working with parents should develop the relationship discuss their expectations (Russell,2003) However, multidisciplinary meetings can be intimidating and subject parents to the ‘medical gaze’ as the ‘case’ is discussed (Foucault, 1977. P.191). Foucault’s ‘gaze’ works on the subconscious, where the insinuation of being judged comes from the basis of ‘bio power’ which governs individuals and society.  Dominant cultural attitudes regarding ‘normal’ parents and children often influence interactions with health professionals and service providers who interact with the family reflecting Foucault’s gaze theory.

The opinions of parents of non-disabled students in an inclusive classroom have received less attention than the parents of disabled students, however, Peck, Staub, Gallucci and Schwartz (2004) considered the perceived advantages and disadvantages of a child participating in a mainstream classroom where there was at least one severely disabled student. 
Peck, Staub, Gallucci and Schwartz's (2004, p.141) research indicated that inclusion is 'likely to be of substantial benefit to non-disabled students', as these children appreciated the needs of others more, and became more accepting of differences. 50% of parents of non-disabled children also indicated that they believed the emotional warmth of the classroom improved. Peck, Staub, Gallucci and Schwartz (2004) stated that this concurred with previous research (Giancreco, et al., 1993; Peck, et al., 1992.) In addition, they concluded that their results were consistent with the body of research that asserts that 'being in a classroom that includes a peer with severe learning disabilities is unlikely to negatively affect the academic progress of non-disabled children' (2004, p.141). 

2.5. Austerity and Delivery of Support
In 2012 and 2017 child benefits were repeatedly cut as child benefit was frozen and child tax credits were capped at a two-child limit (Ryan, 2019).  By April 2019, the budget cut introduced by George Osborne, the Chancellor of the Exchequer, meant child benefit was worse, less than in 1979, when it was first introduced (Stewart, 2018).  Children with life-limiting illnesses and disabilities experienced financial cuts, including the loss of council tax allowance and the transition to Universal Credit, affecting parents of disabled children.  The roll out of Universal Credit is estimated to cut £175 million off child disability payments, with families losing £1,750 per annum with the new system (Ryan, 2019).   

It costs £215,553 to raise a disabled child, forty-three per cent more than for non-disabled children (Ryan, 2019), highlighting the extra costs needed to cover anything from hoists to wheelchairs, whilst parents work reduced hours to cover their caring responsibilities.  The Joseph Rowntree Foundation state that in 2018, a third of disabled children live below the breadline, that is 400,000 children (Ryan, 2019).

The Equality and Human Rights Commission warn that by 2021, an estimated one point five million children will live in poverty due to the government’s cuts, with a disabled child’s household losing on average £3,300 per annum through changes to benefit and tax (EHRC, 2017).
In 2018, the Disabled Children’s Partnership carried out research and found a one and a half billion-pound funding deficit for disabled children’s services (Disabled Children’s Partnership (DCP), 2018).  This resulted in one hundred and twenty organisations coming together to warn the government that children’s services were at breaking point, including education for disabled children, social services and healthcare (DCP, 2018).  Families are having to fight for resources, including disabled school transport which has experienced cuts (Ryan, 2019).  With appropriate transport, disabled children can go to school whilst their parents work and pay taxes, however if the transport is taken away, parents have to reduce the hours they work because of travel arrangements (Contact, 2017).

In Britain sixty years ago, it was unheard of to educate disabled children in mainstream schools, however today, disabled children are experiencing a safer society and a real education resulting in positive life chances.   In recent years, the effects of austerity are evident with school buildings requiring maintenance, to staff fundraising for equipment (Weale, 2018).

The National Association of Head Teachers (NAHT) in 2018, warned of a ‘national crisis’ that would affect thousands of SEND children, with the Local Government Association estimating that there would be a shortfall of one point six billion pound in 2020-2021 (Savage, 2018).  Parents are challenging the cuts to their disabled child’s support thorough educational tribunals which doubled between 2016 and 2018 (Weale and McIntyre, 2018).  

In 2018, a NAHT survey revealed that although schools receive extra funding to meet the needs of disabled children, only two per cent of those who responded have received enough funding to meet the needs of their disabled children (Tirraoro, 2018).

Ryan (2019, p. 184) argues disabled children 

‘are being deprived of an education, but really this climate means we all lose something bigger’.  Attend a diverse school alongside disabled classmates and non-disabled children are more likely to grow up under-standing disability and accepting difference’ (Ryan, 2019, p. 184).

In Britain today, a disabled child is largely told ‘they will be treated equally’ (Ryan, 2019, p. 190) which offers independence and unprecedented opportunities for the future generation of disabled people, but in reality policies are pulling back disabled peoples life chances and rights (Ryan, 2019).  

2.6. Weltanschauung
Smithers (2001) reports on the New Labour roll out of a new education strategy which had three differences.  The government sought to manage the education system, maintain the high challenges set by the Thatcher government and it developed an inclusive twin goal alongside economic competitiveness.  Labour promised to give everyone a chance through training, work and education to reach their full potential resulting in a fairer society and producing a competitive economy.  They published three objectives which included being educated to sixteen, lifelong learning and work.  

They stressed inclusion for all which was the mainstay to Tony Blair’s governmental approach to re-balance the educational agenda in favour of social justice (Smithers, 2001).

The estimated number of disabled children in the world, under the age of fourteen, range between 93 million and 150 million.  In England, the estimate is between 288,000 and 513,000 – three to five per cent of all children under the age of eighteen (Mooney, Owen and Statham, 2008).  Worldwide it is reported that eighteen to twenty per cent of school age children have special educational needs (Devarakonda, 2013).

Historically disabled children were segregated and sent to special schools dependent on their disability, for example, blind children were sent to a school for the blind. ‘Special education needs’ includes all children with needs, not just disabled children, with two point three per cent being segregated from mainstream (Devarakonda, 2013).  Both Germany and Belgium send SEN children to special segregated schools. Portugal, Lithuania, Cyprus, Norway and Malta try to send the majority of disabled children to mainstream schools.

Devarakonda (2013) reports that globally, eighteen to twenty per cent of school aged children have special educational needs. The last twenty years has seen many countries working towards inclusion by placing special needs children in mainstream schools.  However policies can vary from country to country, for example, Iceland have omitted the ‘special education’ emphasising a single educational provision; Canada cannot reject any child between three and twenty one, unless the ministry believe that the school is not in the child’s best interests; Italian parents state which school the child attends;  Denmark,  a leader in the inclusive field of education, saw a marked increase during 1981 and 1988 of disabled children attending regular school, however numbers have since declined and they have favour special schools (Devarakonda, 2013).

A research study completed by Pijl and Meijer (1991) looked at the organisation of special needs children in eight countries identifying three distinct approaches.  Pijl and Meijer (1991) reported that there was a ‘two track’ approach where countries including Belgium, West Germany and the Netherlands, segregated the special needs children into special schools. The ‘one track’ approach emphasised regular education and could be found in Sweden and Italy.  Finally, a third approach combined approaches one and two offering a more flexible system as seen in Denmark, United States of America and the United Kingdom (Devarakonda, 2013).

Bowman (1986) out of fifty-eight countries, seventy-five per cent supported integration and encouraged inclusion, however some countries add clauses to legislation stating ‘educational provision should be to the child’s advantage’ as seen in Italy and Norway.  These clauses are used by schools and local authorities to refuse a child if they feel the school is not suitable for the child with learning difficulties.  In the United Kingdom parent’s wishes are considered resulting in disabled children with moderate learning needs attending mainstream schools however it is dependent on the resources available and if it is thought to be practical (Devarakonda, 2013).

Various countries have moved at different rates towards integration.  Devarakonda (2013) reports that Italy took one year to pass legislation recognising a child’s right to educated in mainstream school then included a clause stipulating inclusion had be to the child’s advantage.  Sweden had included all children by the late 1970’s, Ireland took fifteen years to establish special classes for moderate learning needs, the Netherlands and Switzerland educate in special schools and Scandinavian emphasises the rights for disabled people and to experience normal life based on Normalisation.  Normalisation is a principle to aim for pupils with disabilities or learning difficulties to experience ‘normal patterns’ of day to day life, for example undertaking day to day activities, which normalises the environment not the individual (Culham and Nind, 2003). 

Devarakonda (2013) argues that it is difficult to make comparisons between the educational systems of different countries because terminology differs from country to country, in addition, the concept of inclusion changes in the different countries which makes it difficult to understand information on the various system, for example statistics may relate to integrated or included children. The different terminology can also be seen when looking at the types of support received by children which can be from a teaching assistant, learning mentor, para-professional, special support assistant however  the increase in their numbers has resulted in a raise in academic standards (Farrell et al., 2010). Their roles can include supporting small groups in class, working with individuals away from the classroom, modifying and preparing learning materials, supporting individuals to stay ‘on task’ and ‘supporting children to be attentive during lessons (Devarakonda, 2013).

2.7. Conclusion

The literature review has revealed that there are several areas regarding disability and difference that continue to cause conflicts.
SEN pupils have the right to additional resources in order to access the curriculum, however if budgets continue to be reduced, pupils may find that equipment such as laptops and writing devices will be limited, impeding access to studies.  This is not  

the only resource that potentially could be cut, as budgets include staffing costs which could result in a reduction of one to one support in the classroom.  Potentially this could have a reduction in some physically disabled people accessing mainstream, would it not be an opportune time for policy makers to consider Friere’s sociological theories and consider reducing budgets by utilising one to one support in a more mentoring capacity for some of the curriculum.  This would encourage socialisation to occur where pupils have the chance to get to know the person and not the impairment as described by the medical model, enabling an individual to reflect the Affirmation Model (Cameron, 2014).
Well-being is important for all citizens in Society, especially those who have additional daily challenges.  The Social Services Well-Being (Wales) Act 2014 stipulate the individual and their carer have equal support and should be regarded with equal measures, however many parents who are often the carers experience frustration and anger when dealing with the education system which can result in tribunals.  If this was to be the case, would it not be reasonable to think that it is in the interests of every school to build a close inclusive network with all parents ensuring that there is good representation of parents with SEN children where views can be heard and addressed before situations escalate.

3. RESULTS AND DISCUSSION 
3.1. Introduction

It is felt that the following points are major concern and need to be addressed in order to progress inclusion in order to achieve a positive impact on a child’s education experience.
3.2. Budgets
The current financial climate together with austerity cuts, has affected services, so it is imperative that areas be looked at and developed to future proof children’s educational experiences.  
3.3. Legislation
The ALN Act will have taken eight years to come into effect, in which time a child would have completed the majority of their education.  In the digital age we live in, should this process now be more efficient?

3.4. Gaze Theory

The effect of Foucault’s Gaze Theory impacts parents especially in multi-

disciplinary meeting. Providing parents with a visual profile of all attendees 
enable the parents to greet them by name re-addressing the power balance.
3.5. Conclusion


It was found that all of the above areas need to be addressed effectively.  It 
was found that Budgets, Legislation and Gaze Theory were the main areas that 
may impede effective inclusion.
4. CONCLUSION AND RECOMMENDATIONS 
The aim of this dissertation was to investigate if it is beneficial to school children to work with children within an inclusive classroom learning about disability and difference together.  By reviewing literature available it has become clear that working together is mutually beneficial as children learn with children who experience life differently.  Limited resources are available in this area, so further research is recommended.
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6. APPENDICES
6.1. A model of the ‘culturally inclusive school’. 
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6.2. The title of this report was suggested by Sasha, a young wheelchair user who left school in 2006. In her very thorough recollection, she touches on almost every other issue raised by the parents and young people we have spoken to and so her story has been used to begin the report. 
I am 18 years old and have cerebral palsy that affects my legs and right arm which renders me completely reliant upon a motorised wheelchair for mobility. I use an indoor-outdoor wheelchair that I use both at home and at work though it was incredibly difficult to acquire this chair. My hip collapsed during my second year of comprehensive school and meant an electric wheelchair was my only option. Prior to this I had more mobility and used a combination of a walking frame and a manual wheelchair which my friends pushed me around in but when the time came for me to have an electric chair none were available and my family had to independently raise the funds for an electric chair as I was in desperate need of one. A little while later I was given one by the government which is what I use now but we still had to fund my original chair ourselves and the waiting lists for bigger sizes, upgrades etc on the government provided (chair) are absurd. I left school after passing all my A levels last summer and would like to share my personal experiences with you about my time there. Being in a wheelchair, you realise things that you’ve never ever thought about before. This whole other world full of doubts, precautions and barriers opens up to you and results in you having to plan virtually everything you do, often faced by endless restrictions and education was no exception to this rule. However, I assure you that though my experiences through education could be seen as ‘challenging’ that does not mean that it was completely saturated with misery. In fact, if it wasn’t for the help of the Learning Support Assistants (LSAs) at my school I can honestly say that I would have given in to defeat a long time ago. My school was integrated with a combination of mainstream classes and a specialist support centre that catered for a wide range of impairments and disabilities whilst still incorporating the freedom of equal opportunity for intellectual stimulation to all who chose it. This seems idyllic but with all good ideas come faults and the system was far from perfect. To get to classes involving ICT, Mathematics and Humanities, you were forced to use a lift as the school was split into ‘sections’ that spread across two floors. Different classes required travel to different buildings and the use of different lifts. The lifts were very old and highly susceptible to vandalism, often breaking down as a result and prevented the user from a true education in the sense that whenever the lifts broke down, you would go to the support centre and complete your studies there. Meaning you were often subjected to a considerable misfortune of becoming segregated from your fellow pupils and not benefiting from being immersed in the proper learning environment and sometimes resulting in increased workloads and pressure because you may have missed an important explanation on an exam technique etc. Also, the 6th form common room and majority of registration classes were also held upstairs which proved to be a MAJOR problem. For me I did feel a great deal of social rejection, I’m a confident young person who thrives on social interaction but if the lift was broken I’d often be forgotten by my friends it would seem and spent most break and lunchtimes down the Support Centre as luck would have it the majority of my friends were afraid of lifts, meaning I’d have to go in there alone. Although I was extremely close to all the LSAs and still remain even to this day and they would gladly accompany me, the point I’m making is of that of independence and the confidence in doing so. Access was also a highly prominent example of restriction to me. We have NO automatic doors other than to the entrance of the Support Centre, there was often 3 sets 2 sometimes even 3 sets of heavy doors to go through before you were fully inside a building and this still proves to be a terrible struggle for anyone with reduced mobility and strength. Toilet facilities were limited too. We only have 3 disabled toilets, 2 of which were in the Support Centre and one in the 1st floor of the humanities area. You’d therefore have to leave your friends to go to the Support Centre or risk the unreliability of the lifts, which was NEVER practical. The classroom set up needs to be greatly evaluated. Some classrooms especially in the technology areas are often grossly unacceptable for satisfactory working conditions for wheelchair users and disabled people in general. Often being too high for the pupil to work comfortably or even get close enough to the desk to work on with their chair. This once again reduces the self-esteem and independence of the individual and possibly posing a health hazard. A recent visit to my school reiterated this when I visited the new ICT suite full of sparkling new computers and I couldn’t have used a single one of them on account of the height of the desks. This suggests that funding should be looked at-instead of new computers that only able-bodied people can use they should be thinking about improving the overall access to the school! School excursions were also troublesome. Each excursion would have to be carefully thought out often resulting in me having to go a different route to my other classmates and although I appreciate that sometimes this is unavoidable, you couldn’t help but feel slightly excluded from everyone else and what they experienced (Contact A Family, 2006).
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