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Abstract

:

People with disabilities have been among the most marginalised groups both within society and within post-secondary/higher education. Over the last two decades, an increasing number of inclusive educational programmes have come into existence both nationally and internationally for this group of learners. The Trinity Centre for People with Intellectual Disabilities (TCPID), School of Education, Trinity College Dublin, offers students with intellectual disabilities a two-year programme entitled Arts, Science and Inclusive Applied Practice (ASIAP). This paper presents a selection of voices from ASIAP students which highlights their experiences of becoming both co-researchers and second language learners. These studies present a variety of ways in which power relationships are negotiated between faculty and students through utilising creative and inclusive approaches to the research process.
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1. Introduction: The Inclusion of People with Intellectual Disabilities in Post-Secondary/Higher Education


In recent years, across Europe, post-secondary and higher education institutions have been engaged in a process of change due to their involvement in the Bologna Process, the aim being to identify the importance of equal access to higher education for all non-traditional and under-represented groups which includes people with disabilities [1]. The Convention on the Rights of Persons with Disabilities (UNCRPD) has been one of the main catalysts for the drive in promoting the rights of people with disabilities to express their opinions on matters affecting their lives [2]. Widening societal participation for people from marginalised groups has also become an established feature of policy frameworks internationally; in the Universal Declaration of Human Rights (1948), Article 26, education was identified as a fundamental human right [3]. The right to education has also been enshrined across various international human rights laws, policies, and declarations—such as the World Declaration on Education for All (1990) [4], and The Salamanca Statement (1994) [5], which called for governments to give preference to policy and the allocation of specific funding to inclusive education with the recommendation to adopt inclusive education policy as a legal basis. The Education for All (EFA) movement (Dakar, 2000) [6]—a global commitment to provide quality basic education for all children, youth and adults—spearheaded a global initiative with the EFA Flagship entitled “The Right to Education for Persons with Disabilities: Towards Inclusion” (2004) [7]. This document not only outlines the necessity of basic education for people with disabilities but also commands full participation of persons with disabilities at all levels in the policy and processes.



Within the Republic of Ireland, policies in the area of education have developed rapidly over the past couple of decades and the initial focus on people from socio-economically disadvantaged groups has been extended to include people with disabilities [8]. Irish legislation enshrining an inclusive education policy within schools has been enacted and support structures have been developed to enable children with difficulties in learning to access the curriculum at primary and secondary levels [9,10,11,12]. The Education for Persons with Special Educational Needs Act (EPSEN) made a specific reference to inclusion, and that children with special educational needs should, where possible, be educated “in an inclusive environment with children who do not have such needs” [12] (Section 2.1). One of the main implications of this Act was that the number of children with special educational needs attending mainstream schools increased dramatically and is now estimated to be between 25 and 28 per cent [13].



However, when these students transition out of formal schooling, their outcomes are extremely limited; while Health Service Executive funded disability support services (which include adult day centres or localised vocational training centres) are available, individuals often find themselves enrolled in courses in which they have little or no interest [14]. Recent research by Aston, Banks, and Shevlin [15] has highlighted that this cohort is more likely to be unemployed and dependent on social welfare, have an increased risk of living in poverty, and are significantly underrepresented in the workforce, with just 6 per cent in paid employment in the Republic of Ireland.



As many of this cohort struggle to make a successful transition from compulsory schooling to third-level education, intellectual disability consistently remains the most underrepresented minority group within the higher education sector [16]. While The Disability Access Route to Education (DARE) was introduced in Ireland to widen the access of students with disabilities to third-level education, the numbers of students with intellectual disabilities in third-level education remain low with only 84 out of 57,872 people with intellectual disabilities registered in a third-level institution in 2017 [17].



1.1. The Trinity Centre for People with Intellectual Disabilities (TCPID)


Going some way to address the underrepresentation of people with intellectual disabilities within higher education and post-secondary education programmes, the inclusion of students with disabilities is now high on the agenda across the sector, and the success of many institutions and faculties in creating an inclusive environment for students with disabilities and specific learning difficulties has gained traction. Over the last two decades, an increasing number of inclusive educational programmes have come into existence both nationally and internationally for people with intellectual disabilities [18,19,20,21,22]. The benefits of such projects are evident not only in relation to the individual student who is included, but also in the effect on social change as their participation impacts on others, such as lecturers [23], classmates [24], and employers [25,26]. Consequently, the case for inclusion can be made with reference to benefits for all, rather than just for individuals with intellectual disabilities.



There is growing evidence that by undertaking such programmes, students with intellectual disabilities improve their self-esteem and confidence [27], interpersonal relationships, self-determination, social inclusion [28], and employment opportunities [29]. Consequently, from this perspective, there are strong economic and moral considerations [30] for including those who have traditionally been excluded in higher education. For Stodden and Mruzek [31], combating such exclusion is essential to ensure that economies can develop while those at most risk can become part of the knowledge society and through the transformative power of their voice, can make their contribution.



In the Republic of Ireland, the numbers of people with intellectual disabilities accessing and graduating from inclusive tertiary/postsecondary education courses have gradually increased over the last ten years [32]. In The Trinity Centre for People with Intellectual Disabilities (TCPID), School of Education, Trinity College Dublin, students with intellectual disabilities who have completed the two-year programme entitled Arts, Science and Inclusive Applied Practice (ASIAP), reported feeling more accepted, more confident as learners, and having increased social networks [33,34,35]. The TCPID is built on three pillars—Education, Research, and Pathways; its ethos centres on treating people with intellectual disabilities with dignity and respect within an environment which fosters and encourages collaboration, inclusiveness, and flexibility. Graduates of the programme progress to employment and/or further education opportunities which are promoted through person-centred planning in collaboration with a team of Occupational Therapists. The ASIAP curriculum is aligned to Level 5 of the Irish National Framework of Qualifications (NFQ) and as such, is unique within the university.




1.2. The Complexity of ‘Difference’ Regarding Student Voice


It is often not clear what actually is being summoned in the notion of ‘student voice’; voice is a nebulous term, sometimes used metaphorically, sometimes literally. It is not simply speech; according to McLeod [36] voice can suggest, “an ideal, a political agenda, and a basis for policy reform and action; it can declare difference and it can homogenise it; it has methodological and pedagogical dimensions and is rarely—if ever—simply a matter of creating opportunities for unfettered expression” (p. 179). Consequently, with such a vast variety of interpretations, the use of the term ‘voice’ can often generate contradictory responses. For example, Baker [37] regards voice as, “a monolithic, falsely representational, essentialising concept’”(pp. 369–370) that does injustice to the politics of difference and to the complexities of contemporary societies. Young and Jerome [38] indicate that the issues raised in the literature on student voice are not always explicit about the power relations operating; the tension lies in the political effect of eliciting voices, the possession of the power to ‘close’ voices, as well as the problem of how to represent the complexity of difference and the transformative aspect of voice in an authentic way.




1.3. The Nature of ‘Student Voice’ in Higher Education—Recognising the Voices of All Students


The transformative aspect of voice—voice-as-right, voice-as-participation—has been noticeable within schools-based participatory research projects [39,40,41], with the term describing a range of activities, from the importance of problem sharing for students [42], pupils as researchers [43], pupils helping other students with their learning [44], approaches to assessment [45], to informing and supporting teachers’ professional development [46]. Voice has been an especially influential concept within schools-based projects which address empowerment and equality [47]. In such ventures, voice is typically seen as a powerful force that has a radical potential for transformative practice with initiatives such as youth global citizen projects [48] placing voice within participatory and sometimes emancipatory discourses.



Within the existing higher education literature, Seale [49] describes the most cited purposes of student voice projects: gathering evaluations from students and gaining feedback on classroom strategies [50]; improvement of student representation through inclusive and participatory research approaches; and developing curriculum projects to improve quality enhancement and assurance and professional development [51]. The assumption is that in being able to express their views and participate in major decisions about their learning, students will ‘become more engaged’ and, one presumes, their learning will improve.



Young and Jerome [38] however raise concerns with regard to the literature on student voice in higher education; for example: (1) the inability of voice to establish a genuine dialogue between staff and students; (2) the use of practices entirely designed by managers who, “reconfigure students in ways that bind them more securely into the fabric of the status quo”, and (3), the nature of what students are included. McLeod [36] notes that enabling student voice often fails to provide full recognition for all students, especially those traditionally marginalised in educational institutions, such as those with intellectual disabilities. Arguably, a justified argument attaches to requests to tap into these silenced and marginalised voices, thus allowing under-represented and neglected groups to have their perspectives heard, valued, and recognised. In doing so, the authority of the seemingly natural ways of looking at and organising the world can potentially be unsettled [52].



What might these arguments mean for the potential of voice for university students with intellectual disabilities within higher education? Going some way to answer this question, within the context of the ASIAP programme, we have explored a variety of ways to encourage students to express their views and perspectives; these include initiatives such as poetry writing [53], transition into the work environment [25], and policy advice [54]. Other projects currently being piloted within the TCPID include: students volunteering on the student to student (S2S) mentoring programme; co-lecturing on both the Masters in Education and Professional Masters in Education programmes; and evaluating social transitions in a virtual social group. The purpose of these voice-based initiatives is to gain insider knowledge and identify ways to encourage these learners with intellectual disabilities to express their views of their personal, social, and educational experiences of higher education and transition.



The following sections present three evidence-based studies which have privileged students’ voices and provide an in-depth insight regarding their experiences of learning in two main areas, namely: the co-researching process, and second language learning. Section 2 (below) which focuses on co-researching include (1) Kubiak’s [55,56] inclusive study of students’ interviewing their peers, and (2) Fitzgerald, Dunne, Biddulph et al.’s [57] research on how the university library can be made more accessible. Attention is then given in Section 3 to Piazzoli and Kubiak’s [58] study which outlines how an effective teaching pedagogy to support the second language learning process (in this case Italian) of ASIAP students was identified.





2. The Co-Researchers’ Voice


2.1. Co-Researching the Learning Process


Traditional research has involved unequal power relationships with ‘expert’ researchers viewing people with disabilities as the subjects of research. For Cameron [59] however, there is a need for researchers to put their experience and skills in the hands of people with disabilities, “identifying them as participants and collaborators”. Consequently, the importance of accessibility replaces a responsibility on the researcher to be creative and inventive in research design [60].



With this directive in mind, Kubiak’s [55,56] study which utilised a phenomenographic approach [61] explored how a group of students with intellectual disabilities experience learning while undertaking a tertiary education programme. Stage 1 of this study addressed the following question: How can students with intellectual disabilities be meaningfully included in a phenomenographic research project about their peers’ experiences of learning? The following section reports on the process of training six co-researchers who volunteered to be part of the research.




2.2. Methods


The challenge of selecting a ‘representative’ group of participant students has been highlighted as a complicated issue, and ways of recruiting students such as random selection [62] were considered. However, after presenting an outline of the research to students which explained the purposes, aims, and ideals behind the research project, six students were willing to volunteer. For ethical purposes, an information and consent letter were provided to both participants (in accessible format) and to their parents/guardians, explaining the project and offering the opportunity to ask further questions. The option to withdraw consent was made explicit and participants were provided with opportunities to raise questions and voice their concerns. The School of Education ethics committee approved the study and confidentiality and anonymity were guaranteed to co-researchers and all participants in reporting results.



A timeline covering a period of eleven weeks of training was outlined and agreed upon by co-researchers with key objectives defined. Co-researchers recorded their thoughts in a reflective journal after each class, expressing what they felt was good, what was difficult and what they’d change about a particular session and its content. The feedback from these responses was used to inform the framework and delivery of subsequent training sessions. In addition, three focus groups were also conducted, at the beginning, the middle, and the end of the training, the aim being to offer a space where co-researchers could reflect openly and contribute collectively as a group to the process as it was unfolding. By week eleven, the training sessions had covered the following topics: key words used in research; the research question; a brief background of inclusive research; gaining consent; designing a consent form; designing an accessible PowerPoint of the project to present to the participants; and examining the process of questioning and interviewing.




2.3. Findings


As part of their reflections, all co-researchers felt that this particular research was important, with one observing: “… how you learn is important for all people, disabled or not. People all learn in different ways”. As the research process unfolded, co-researchers identified roles that suited their individual strengths, these included: note-taker, timekeeper, facilitator, and interviewer. Providing information about the research and how to present this was deemed important by one individual: “putting together a PowerPoint on why are we carrying out this project and information on inclusive research”. For another co-researcher, the questioning process was a concern: “what questions we will ask the group?”; “When to use open and closed questions”; “How to start an interview by saying: How are you today?” and understanding “the different ways you can listen”.



Gaining confidence in the practice of interviewing was imperative for these co-researchers for two main reasons: first, among people with intellectual disabilities, there is evidence of low levels of responsiveness during interviews [62]. Second, according to Perry and Felce [63], conducting interviews is one aspect of the research process which is readily amenable to the active involvement of people with an intellectual disability, at least for those people with adequate cognitive and language ability.



Some anxieties arose however before co-researchers commenced the interviews; one co-researcher explained: “I’ve never actually done an interview… I’ll find it hard to look at the person”. Another individual remarked: “I’m a little nervous and concerned…how am I going to ask the questions? What’ll people’s responses be? It’s nerve-racking”. Going some way to address these concerns, we utilised a structure of: (1) building rapport—“How are you today? “I’d like to thank you for coming along today for this interview, and your drawing is brilliant, can you explain what you have in your drawing?”; (2) using open questions: “Can you tell me about what this picture is about?” and closed questions: “Do you like listening to music?”; (3) follow-up questions and probing: “Why did you put those smiley faces in (your journal) and how do they help you learn?”, and (4) closing an interview: “Thank you for taking part today”.



Reflecting on their interviewing skills highlighted informative insights from one co-researcher: “I should have come to the point sooner, but I don’t do that and that’s something I need to work on”. The timekeeper who reflected on this same interview stated: “I felt that he did very good... He needs to watch the long sentences and don’t cut people off with a ‘how’ or ‘why’; let them explain ‘till they’re finished... he could have waited for her to finish… sometimes he answered questions for her”.



Ultimately, this inclusive project had a profound influence on the development of the co-researchers sense of identity; as one individual observed: “Reflecting on what you do in research is like learning in a different way … I’m a person with a mild (intellectual) disability but at the end of the day I am the only one that can say what’s inside my mind, and I can speak up for other people with disabilities”. While mindful of the need to redress the power imbalance between the “active doer of research” and the students—the so-called “passive subjects of research”, the objective of this study’s lead researcher was to place his skills and experience at the disposal of students so that they might take their rightful place as co-researchers and have a meaningful, yet realistic role in this process.




2.4. Co-Researching with University Librarians


Not many people with intellectual disabilities are familiar with using a university library; consequently, there is a paucity of research on how students with intellectual disabilities use such a facility. This can be viewed as an issue in relation to the right to accessibility for this population; Article 9 of the United Nations Convention on the Rights of People with Disabilities [2] states that there should be guidelines about how to make access better to public services (which includes libraries), for students with disabilities. This poses a challenge for libraries in higher education, as traditionally they provide information in text-based books and journals, which can be difficult to access for many students with intellectual disabilities.



As it was found that the usage of the TCD’s library by ASIAP students was low, two librarians invited six ASIAP students to become co-researchers with a view to write an accessible journal article [57] and make a video to encourage future students with intellectual disabilities to use the library. This research provided an opportunity for the project team to showcase to a wider audience the value of inclusive, action research in resolving real-life challenges. After gaining ethical approval from the School of Education Ethics Committee, students were given an information leaflet describing the project and a consent form to sign if they wanted to be involved.




2.5. Methods


Methods included two focus groups that explored students’ opinions of barriers to library use. At the first focus group meeting, students also talked about ideas that would be good to include in the video. The students were split into three pairs and using post-it notes and flip charts, they reflected on how Trinity Library is different to other libraries and whether it helped ASIAP students to learn. At the second focus group, students worked together with the librarians on the video story with ideas for the script based on students’ answers from the previous meeting. For this session, two groups of students were asked to imagine themselves in a particular situation in the library, for example, asking for help or borrowing a book.



Following this meeting, a timetable for creating the video with suggested roles people could take. A draft of the script was also sent, and students could suggest changes to the script. When students and librarians met for a third time, they agreed on what role each person would have in making the video. On the day of making the video, students rehearsed their roles all morning and filming—undertaken by a professional videographer —took place in the afternoon. The outcomes of this study are both a video—an accessible learning tool for and by students with intellectual disabilities—and a peer-reviewed journal article which offers greater staff insights into the lived experience of this student group. Significantly, students have become powerful advocates for fellow students and have ensured that they are now visible members of the library community.




2.6. Findings


One student who had difficulty using the library on his own remarked: “I’d be helping future Trinity students to use the library a lot more, because it would be easier for them to understand what’s available in the library”. For another individual, prior to this research, asking for help would have been perceived by her as “a sign of failure”; consequently, getting to know the library staff enabled her to “feel confident about asking for help if she needed it… (as) no matter where you are in the library, there’s always someone there you can ask for help”.



This reassurance is important as library anxiety [64] manifests in many ways. Drawing examples from Fitzgerald et al.’s [57] study, the fear of setting off the security alarms had the effect of making one co-researcher panic if the alarm sounded. Second, trying to find a way around the complicated layout of buildings and signage made another co-researcher feel he “would pass out” as he was surrounded by “claustrophobic tall bookshelves and confusing signs”. Third, library anxiety was experienced by another co-researcher from impatient and irritated students at the self-service library machines; this individual abandoned borrowing a book from a self-issue machine because he felt students in the queue “were becoming impatient with him… it would have been easier to use Amazon to get a book than working out the library system!”.



In addition to these challenges, some autistic co-researchers experienced sensory overload due to their extra sensitivity to lighting and noise levels as well as personal space issues. The idea of library social spaces, where students meet and talk freely, did not appeal to one individual who felt it was “breaking the rules” of a traditional library and she was not comfortable with other students “being too close to her”.



To summarise, the co-researchers of Fitzgerald et al.’s [57] and Kubiak’s [55,56] studies had to negotiate the uncertain shift that came from being a student to becoming a co-researcher. Doing the “self-advocacy talk”, (or in the words of one co-researcher: “speaking up for people with disabilities”) allowed these co-researchers to articulate their own concerns through their use of informed reflection which arguably has the potential to challenge the dominant orders of discourse relating to people with intellectual disability and research.





3. The Language Learners’ Voice


There is a paucity of research related to how educators can identify an effective language pedagogy to support the language learning process of students with intellectual disabilities. It has been found that for this group of students, the process of learning a second language can be a demanding and even a humiliating experience [65] and that having an intellectual or learning disability should not preclude a learner the opportunity to learn a second language, should he/she wish to do so [66].



3.1. Methods


Inspired by the research in embodiment studies [67,68], Piazzoli and Kubiak [58] set out to identify an effective teaching pedagogy to support the second language learning process (in this case Italian) of ASIAP students. The qualitative study, which was ethically approved by the School of Education’s research committee, asked the following research question: What effects does embodiment have on the language learning process of a group of adult students with an intellectual disability? The participants consisted of a group of six Irish ASIAP students—three male and three female—aged between twenty and thirty-five. The spectrum of disabilities of the participants included Autistic Spectrum Disorder (ASD), dyspraxia, and Down Syndrome as well as learning disabilities like dysgraphia, dyscalculia, and dyslexia. While the students were absolute beginners of Italian (L2), they were familiar with drama and improvisation.



Students’ reflections were elicited through three focus groups which were filmed and transcribed for analysis and were undertaken at the beginning, middle, and end of the project. In addition, a reflective practitioner’s journal was maintained throughout the project by both authors which spanned 12 weeks for a total of 16 hours contact. The process consisted of creating: (1) a range of language activities, suitable for beginners (i.e., greetings, expressing identity, expressing basic needs, describing shapes and colours, and expressing likes and dislikes) which encouraged embodiment and play, and (2) a series of voice exercises based on ideokinesis, an L2 method developed by Asher [68] which draws on sensory-motor skills to connect speech and action.




3.2. Findings


Mid-way through the study, the students’ open attitude towards learning was evident; what we identified as “openness” is described by the following two students as a sense of fun in learning:




“I see that it’s very interesting in doing all the acting and speaking Italian because it allows you to learn how dramatic the Italian language is. I like doing something rather than sitting in our chairs all day”.






“I agree… Able to move around. Able to learn Italian through drama… It puts fun to learning new things like speaking another language”.





One student, who initially resisted undertaking the embodied approach, shifted his responses throughout the course of the study, going from defensiveness to a gradual engagement. When asked: “What’s it like to study Italian in this way?”, he responded: “Excellent…. It’s the only learning I’m going to get.”.



While it has long been assumed by educators and policymakers working outside the field of intellectual disabilities that L2 study would be an enormous challenge to students with intellectual disabilities, such unquestioned assumptions have been recognised by Piazzoli and Kubiak as creative opportunities for their pedagogical practice. Building on insights such as: reducing the syllabus to the essential elements; slowing the pace of instruction; reducing the vocabulary demand and providing constant review; and incorporating as much visual/tactile/kinaesthetic stimulation as possible, Piazzoli and Kubiak’s study managed to shed light on the connection between embodiment and language learning in the context of students with intellectual disabilities in a higher / post-secondary environment. In one student’s words:




So now that I know a bit of Italian, I might be able to translate into English for my parents. Because I’m learning Italian so it’s interesting to know so when I go to Italy, I can understand what people are saying. Or what’s written on something; I can translate it into English for my mum and dad.





Piazzoli and Kubiak’s study has demonstrated that students with intellectual disabilities are willing to take risks with regard to second-language learning if they are offered a supportive and enabling learning environment. Crucially, this research has revealed that the value of a performative pedagogy is achieved when embodying imagery, meaning-making, and playful expressiveness in a meaningful context. It is, however, also acknowledged that further research needs to be taken in this direction to explore other inclusive learning opportunities for people with intellectual disabilities to learn a second language.





4. Discussion


This paper presents a selection of voices from one of the most marginalised groups within higher education—students with intellectual disabilities. As such, a space has been opened for the voices of these students to be heard and to create awareness about their experiences of learning on campus. As attention to voice often signals a concern with representation and empowerment, the challenge for the current authors remains to “facilitate the creation of spaces in which student voice is not merely demonstrated as being present, but in which that presence also has power, authenticity, and validity” [69] (p. 183). Consequently, the transformative aspect of voice—voice-as-right, voice-as-participation—is foregrounded in the TCPID studies presented above and offers a valuable insight into the lived experience and the learning potential of students with intellectual disabilities in relation to co-researching and learning a second language.



However, it has been noted that the claims for the transformative potential of voice politics have been criticised on several grounds, from offering only superficial forms of inclusion, to the problem of power in the selective bestowing of voice [37]. While mindful of these concerns, this paper set out to present the voices of ASIAP students so their perspectives can be read, heard, valued, and recognised. Consequently, the value of privileging these students’ voices may begin to challenge and question the authority and perspective of the so-called ‘centre’, i.e., those whose voices are already well and truly heard and dominate the seemingly natural ways of looking at and organising the world of the higher educational learning environment. This focus is important as the student voice literature in higher education is relatively silent on the issue of power relationships between teachers and students, consequently, little consideration is given to issues such as equality and empowerment [39]. This current paper has also gone some way to address both these observations, as well as McLeod’s [36] concerns regarding the relations between learners and teachers, which are central to how we understand the mediation and reception of student voice. By outlining the value of privileging students’ voices, the TCPID studies outlined above present a variety of ways in which power relationships are negotiated between faculty and students. Within the context of the TCPID, the term ‘student voice’ extends beyond what Seale described as ‘the management of student voice’ [60]. Rather, the focus within the TCPID centres on the meaningful nature of the dialogue between the TCPID and its students and being mindful of the profound possibilities inherent in establishing a symbiotic interchange between staff and students.




5. Strengths, Limitations, and Conclusions


We are mindful, however, of O’Donnell, Lloyd, and Dreher [70] who outline that there is a risk of constructing voice as a compensatory attribute of the marginalised and the culturally silenced, as a marker of ‘difference’ that needs to be acknowledged and managed in the foreign environment of a university. Accordingly, to align voice with marginalised or under-represented groups is to further stigmatise such students—they become known and heard by their ‘otherness’.



The TCPID studies presented in this paper do not aim to speak for and on behalf of its students. Rather, the participating student volunteers were enthusiastic to learn about the research process and articulate their opinions and related feelings. While they may not necessarily be representative of all students with intellectual disabilities, we remain appropriately cautious about generalising from such work. It has significance beyond its specific context: research undertaken in the TCPID has implications for all higher educational institutions that provide inclusive education for people with intellectual disabilities. By tapping into these students’ experiences, we have endeavoured to open some new lines of enquiry and (re)consider the effects and impact of student voice research, both in the classroom and for policy.



Further work with different students, in different contexts, should extend the range of interpretations and could provide one way of unmasking power and the inequality of opportunities. Consequently, these understandings have the potential to create possibilities for the multiple roles and identities people with intellectual disabilities have, or should have, access to. This is particularly true and important within the context of post-secondary and higher education, a setting where cultural identity is constantly being constructed and re-constructed through discourse and social interaction.







Author Contributions


Conceptualization, J.K.; methodology, J.K.; software, J.K; validation, J.K., and D.A.; formal analysis, J.K.; investigation, J.K; resources, J.K., D.A., M.D., B.R.; data curation, J.K. and M.D.; writing—original draft preparation, J.K.; writing—review and editing, J.K., D.A., M.D. and B.R.; visualization, J.K.; supervision, J.K.; project administration, J.K. All authors have read and agreed to the published version of the manuscript.




Funding


This research received no external funding.




Institutional Review Board Statement


The studies were conducted according to the guidelines of the Declaration of Helsinki, and approved by the Ethics Committee of The School of Education, Trinity College Dublin (protocol code XXX and date of approval).




Informed Consent Statement


Informed consent was obtained from all participants involved in the studies presented in this paper.




Data Availability Statement


The data presented in this study are available on request from the first corresponding author and are not publicly available to ensure the privacy of the participants and to comply with the instructions of the ethic committee that approved this study.




Acknowledgments


The authors wish to acknowledge the ASIAP students and co-researchers whose participation made the study possible.




Conflicts of Interest


The authors declare no conflict of interest.




References


	



van der Wende, M.C. The Bologna Declaration: Enhancing the transparency and competitiveness of European higher education. High. Educ. Eur. 2000, 25, 305–310. [Google Scholar] [CrossRef]

	



United Nations Department of Economic and Social Affairs Disability. Convention on the Rights of Persons with Disabilities (UNCRPD). 2006. Available online: https://www.un.org/development/desa/disabilities/convention-on-the-rights-of-persons-with-disabilities.html (accessed on 20 September 2021).

	



United Nations General Assembly. Universal Declaration of Human Rights. 10 December 1948. Volume 217, p. A(III). Available online: https://www.refworld.org/docid/3ae6b3712c.html (accessed on 20 September 2021).

	



Inter-Agency Commission (UNDP, UNESCO, UNICEF, World Bank) for the World Conference on Education for All. World Declaration on Education for All and Framework for Action to Meet Basic Learning Needs. In Proceedings of the World Conference on Education for All: Meeting Basic Learning Needs, Jomtien, Thailand, 5–9 March 1990. [Google Scholar]

	



United Nations Educational, Scientific and Cultural Organisation, UNESCO. The Salamanca Statement and Framework for Action on Special Needs Education. In Proceedings of the World Conference on Special Needs Education: Access and Quality, Salamanca, Spain, 7–10 June 1994. [Google Scholar]

	



United Nations Educational, Scientific and Cultural Organisation, UNESCO. The Framework for Action: Education for All. In Proceedings of the World Education Forum, Dakar, Senegal, 26–28 April 2000. [Google Scholar]

	



United Nations Educational, Scientific and Cultural Organisation, UNESCO. The Right to Education for People With Disabilities: Towards Inclusion; UNESCO: Paris, France, 2004. [Google Scholar]

	



Government of Ireland. Disability Act. 2005. Available online: http://www.irishstatutebook.ie/eli/2005/act/14/enacted/en/html (accessed on 26 May 2015).

	



Government of Ireland. Commission on the Status of People with Disabilities. 1996. Available online: http://lenus.ie/hse/browse?type=author&value=Commission+on+the+Status+of+People+with+Disabilities&value_lang=en_GB (accessed on 26 May 2015).

	



Government of Ireland. Education Act. 1998. Available online: http://www.irishstatutebook.ie/1998/en/act/pub/0051 (accessed on 26 May 2015).

	



Government of Ireland. Equal Status Act. 2000. Available online: http://www.irishstatutebook.ie/2000/en/act/pub/0008/index.html (accessed on 26 May 2015).

	



Government of Ireland. Education for Persons with Special Educational Needs Act. 2004. Available online: http://www.oireachtas.ie/documents/bills28/acts/2004/A3004.pdf (accessed on 26 May 2015).

	



McCoy, S.; Banks, J.; Shevlin, M. Insights into the Prevalence of Special Educational Needs. In Cherishing All the Children Equally? Ireland 100 Years on From the Rising; Williams, J., Nixon, E., Smyth., E., Watson, D., Eds.; Oak Tree Press: Dublin, Ireland, 2016; pp. 153–174. [Google Scholar]

	



Watson, D.; Lawless, M.; Maitre, B. Employment Transitions among People with Disabilities in Ireland. An Analysis of the Quarterly National Household Survey; Economic and Social Research Institute: Dublin, Ireland, 2017; Available online: https://www.esri.ie/system/files?file=media/file-uploads/2017-03/RS58.pdf (accessed on 20 September 2021).

	



Aston, D.; Banks, J.; Shevlin, M. Post-School Transitions for Students with Intellectual Disabilities in the Republic of Ireland; Trinity College Dublin: Dublin, Ireland, 2021. [Google Scholar]

	



National Platform of Self-Advocates. Report on Our Pre-budget Meeting; National Platform of Self-Advocates: Dublin, Ireland, 2018; Available online: http://thenationalplatform.ie/wpcontent/uploads/2018/07/Pre-Budget-Meeting-The-National-Platform-of-Self-Advocates.pdf (accessed on 20 September 2021).

	



Sarah Hourigan, S.; Fanagan, S.; Kelly, C. Annual Report of the National Intellectual Disability Database Committee, Main Findings; NIDD: Harrogate, UK, 2017; Available online: https://www.hrb.ie/fileadmin/2._Plugin_related_files/Publications/2018_pubs/Disability/NIDD/NIDD_Annual_Report_2017.pdf (accessed on 20 September 2021).

	



Saloviita, T. An inclusive adult education program for students with mild to severe developmental disabilities: Experiences from a pilot project in Finland. Dev. Disabil. Bull. 2000, 28, 27–39. [Google Scholar]

	



Flinders University. Up the Hill Project. 2011. Available online: http://blogs.flinders.edu.au/flinders-news/2009/09/28/flinders-offersunique-disabilities-program/ (accessed on 20 December 2012).

	



University of Alberta. On Campus Program. 2006. Available online: http://www.uofaweb.ualberta.ca/oncampus/nav01.cfm?nav01=33356 (accessed on 20 December 2012).

	



Hart, D.; Grigal, M.; Sax, C.; Martinez, D.; Will, M. Postsecondary education options for learners with intellectual disabilities. Res. Pract. 2006, 45. Available online: https://files.eric.ed.gov/fulltext/ED521362.pdf (accessed on 20 September 2021).

	



Izuzquiza Garset, I.D.; Herrero, R. Inclusion of people with intellectual disabilities in university. Results of the Promentor Program (UAM-PRODIS). Siglo Coro Rev. Esp. Sobre Discapacidal Intelect. 2016, 2016, 27–43. [Google Scholar] [CrossRef]

	



O’Connor, B.; Kubiak, J.; Espiner, D.; O’Brien, P. Lecturer responses to the inclusion of students with intellectually disabilities auditing undergraduate classes. J. Policy Pract. Intellect. Disabil. 2012, 9, 247–256. [Google Scholar] [CrossRef]

	



Carroll, S.Z.; Petroff, J.G.; Blumberg, R. The Impact of a College Course Where Pre-Service Teachers and Peers with Intellectual Disabilities Study Together. Teach. Educ. Spec. Educ. 2009, 32, 351–364. [Google Scholar] [CrossRef]

	



Devitt, M. Update from the Trinity Centre for People with Intellectual Disabilities, School of Education, Trinity College Dublin, 2020; Trinity College Dublin: Dublin, UK, 2020. [Google Scholar]

	



Newman, L.; Wagner, M.; Cameto, R.; Knokey, A.M. The Post-High School Outcomes of Youth with Disabilities up to 4 Years after High School: A Report from the National Longitudinal Transition Study-2 (NLTS2); NCSER 2009–3017; SRI International: Menlo Park, CA, USA, 2009. [Google Scholar]

	



Myers, F.; Ager, A.; Kerr, P.; Myles, S. Outside looking in? Studies of the community integration of people with learning disabilities. Disabil. Soc. 1998, 13, 389–413. [Google Scholar] [CrossRef]

	



Hafner, D.; Moffatt, C.; Kisa, N. Cutting-edge: Integrating learners with intellectual and developmental disabilities into a 4-year liberal arts college. Career Dev. Except. Individ. 2011, 34, 18–30. [Google Scholar] [CrossRef]

	



Grigal, M.; Hart, D.; Paiewonsky, M. Postsecondary education: The next frontier for individuals with intellectual disabilities. In Think College: Postsecondary Education Options for Students with Intellectual Disabilities; Grigal, M., Hart, D., Eds.; Paul H Brookes Publishing Co. Inc.: Baltimore, MD, USA, 2010; pp. 1–28. [Google Scholar]

	



Yamamoto, K.; Stodden, R.; Folk, E. Inclusive postsecondary education: Reimagining the transition trajectories of vocational rehabilitation clients with intellectual disabilities. J. Vocat. Rehabil. 2014, 40, 59–71. [Google Scholar] [CrossRef]

	



Stodden, R.A.; Mruzek, D.W. Introduction: Transition to Postsecondary Education and Employment of Persons with Autism & Intellectual Disabilities. Focus Autism Other Dev. Disabil. 2010, 25, 31–133. [Google Scholar]

	



Kubiak, J.; Spassiani, N.; Shevlin, M.; O’Keeffe, M. Developing Higher Educational Programmes for People with Intellectual Disabilities in Trinity College, The University of Dublin, Ireland. In People with Intellectual Disability Experiencing University Life: Theoretical Underpinnings, Evidence and Lived Experience; Kubiak, J., Spassiani, N., Shevlin, M., O’Keeffe, M., Eds.; Sense Publishers: Rotterdam, The Netherlands, 2019; pp. 141–153. [Google Scholar]

	



Shevlin, M.; Kubiak, J.; O’Donovan, M.A.; Devitt, M.; Ringwood, B.; Aston, D.; McGuckin, C. Effective Practices for Helping Students Transition to Work. In Oxford Research Encyclopedia of Education; Shevlin, M., Kubiak, J., O’Donovan, M.A., Devitt, M., Ringwood, B., Aston, D., McGuckin, C., Eds.; Oxford University Press: Oxford, UK, 2020. [Google Scholar]

	



Kubiak, J. Using ‘voice’ to understand what college students with intellectual disabilities say about the teaching and learning process. J. Res. Spec. Educ. Needs 2017, 17, 41–48. [Google Scholar] [CrossRef]

	



Kubiak, J.; Shevlin, M. Experiencing Learning: Students with Intellectual Disabilities in Higher Education in Ireland. In International Advances in Education: Global Initiatives for Equity and Social Justice; Information Age Press: Charlotte, NC, USA, 2015; pp. 139–162. [Google Scholar] [CrossRef]

	



McLeod, J. Student voice and the politics of listening in higher education. Crit. Stud. Educ. 2011, 52, 179–189. [Google Scholar] [CrossRef]

	



Baker, B. What is voice? Issues of identity and representation in the framing of reviews. Rev. Educ. Res. 1999, 69, 365. [Google Scholar] [CrossRef]

	



Young, H.; Jerome, L. Student voice in higher education: Opening the loop. Br. Educ. Res. J. 2020, 46, 688–705. [Google Scholar] [CrossRef]

	



Pedder, D.; McIntyre, D. The impact of pupil consultation on classroom practice. In Consultation in the Classroom: Developing Dialogue about Teaching and Learning; Arnot, M., McIntyre, D., Pedder, D., Reay, D., Eds.; Pearson Publishing: London, UK, 2004; pp. 7–43. [Google Scholar]

	



Cooper, P.; McIntyre, D. Effective Teaching and Learning: Teachers and Students’ Perspectives; Open University Press: Buckingham, PA, USA, 1996. [Google Scholar]

	



Flynn, P.; Shevlin, M.; Lodge, A. Pupil voice and participation: Empowering children with emotional and behavioural difficulties. In Routledge International Companion to Emotional and Behavioural Difficulties; Cole, T., Daniels, H., Visser, J., Eds.; Routledge: London, UK, 2012; pp. 253–260. [Google Scholar]

	



Mitra, D.L. The significance of students: Can increasing “student voice” in schools lead to gains in youth development? Teach. Coll. Rec. 2004, 106, 651–688. [Google Scholar] [CrossRef]

	



Fielding, M.; Bragg, S. Students as Researchers: Making a Difference; Pearson Publishing: Cambridge, MA, USA, 2003. [Google Scholar]

	



Topping, K.J. Peer Assisted Learning: A Practical Guide for Teachers; Brookline Books: Brookline, MA, USA, 2001. [Google Scholar]

	



Flutter, J. Teacher development and pupil voice. Curric. J. 2007, 18, 343–354. [Google Scholar] [CrossRef]

	



Rudduck, J.; Flutter, J. How to Improve your School: Giving Pupils a Voice; Continuum Press: London, UK; New York, NY, USA, 2003. [Google Scholar]

	



Biesta, G.; Lawy, R.; Kelly, N. Understanding young people’s citizenship learning in everyday life: The role of contexts, relationships and dispositions. Educ. Citizsh. Soc. Justice 2009, 4, 5–24. [Google Scholar] [CrossRef]

	



Mitchell, K.; Parker, W. I pledge allegiance to…Flexible citizenship and shifting scales of belonging. Teach. Coll. Rec. 2008, 10, 775–804. [Google Scholar]

	



Seale, J. Doing student voice work in higher education: An exploration of the value of participatory methods. Br. Educ. Res. J. 2010, 36, 995–1015. [Google Scholar] [CrossRef]

	



Bennett, R.; Kane, S. Students’ interpretations of the meanings of questionnaire items in the National Student Survey. Qual. High. Educ. 2014, 20, 129–164. [Google Scholar] [CrossRef]

	



Flint, A.; Goddard, H.; Russell, E. Architects of Their Experience: The Role, Value and Impact of Student Academic Representation Systems in Higher Education in England; TSEP: London, UK, 2017. [Google Scholar]

	



Fielding, M. Transformative approaches to student voice: Theoretical underpinnings, recalcitrant realities. Br. Educ. Res. J. 2004, 30, 295–311. [Google Scholar] [CrossRef]

	



Kubiak, J. Poetry pedagogy and university students with intellectual disabilities. J. Poet. Ther. 2020, 33, 137–151. [Google Scholar] [CrossRef]

	



Higher Education Authority. Invitation to Make a Submission on the next National Plan for Equity of Access to Higher Education (2022–2026). Available online: https://hea.ie/policy/consultation-new-national-plan-for-equity-of-access-to-higher-education-2022-2026/ (accessed on 2 July 2021).

	



Kubiak, J. Researching Inclusively with College Students with Intellectual Disabilities. Int. J. Learn. Divers. Identities 2015, 22, 37–50. [Google Scholar] [CrossRef]

	



Kubiak, J. How students with intellectual disabilities experience learning in one Irish university. Ir. Educ. Stud. 2015, 34, 125–143. Available online: http://www.tandfonline.com/eprint/w5eBPHg95SKHyZswsvJt/full (accessed on 20 September 2021). [CrossRef]

	



Fitzgerald, G.; Dunne, S.; Biddulph, N.; O’Donovan, M.A.; O’Rourke, M.; Ryan, S.; McGilton, S.; O’Rourke, D.; O’Callaghan, H. Improving the university library experience of students with intellectual disabilities: A case study from an Irish institution. Disabil. Soc. 2020, 35, 1698–1704. [Google Scholar] [CrossRef]

	



Piazzoli, E.; Kubiak, J. The only learning I’ m going to get’: Students with intellectual disabilities learning a second language through performative pedagogy. Scenario 2019, 13, 21–41. [Google Scholar] [CrossRef]

	



Cameron, C. Disability Studies: A students’ guide; SAGE: London, UK, 2014. [Google Scholar]

	



Mercer, G. Emancipatory Disability Research. In Disability Studies Today; Barnes, C., Oliver, M., Barton, L., Eds.; Polity: London, UK, 2002. [Google Scholar]

	



Marton, F. Phenomenography—A Research Approach to Investigating Different Understandings of Reality. J. Thought 1986, 21, 28–49. [Google Scholar]

	



Williams, V. Disability and Discourse: Analysing Inclusive Conversation with People with Intellectual Disabilities; Wiley-Blackwell: Chichester, UK, 2011. [Google Scholar]

	



Perry, J.; Felce, D. Initial findings on the involvement of people with an intellectual disability in interviewing their peers about quality of life. J. Intellect. Dev. Disabil. 2004, 29, 164–171. [Google Scholar] [CrossRef]

	



Mellon, C.A. Library Anxiety: A Grounded Theory and Its Development. Coll. Res. Libr. 2015, 76, 276–282. [Google Scholar] [CrossRef]

	



Sparks, R.L. Myths About Foreign Language Learning and Learning Disabilities. Foreign Lang. Ann. 2016, 49, 252–270. [Google Scholar] [CrossRef]

	



Kormos, J.; Smith, A.M. Teaching Languages to Students with Specific Learning Differences; Multilingual matters: Bristol, UK, 2012. [Google Scholar]

	



McNeill, D. Language and Gesture; Cambridge University Press: New York, NY, USA, 2000. [Google Scholar]

	



Asher, J. Learning Another Language through Actions. The Complete Teachers’ Guide-Book; Sky Oaks Publications: Los Gatos, CA, USA, 1977. [Google Scholar]

	



Ellsworth, E. Why doesn’t this feel empowering: Working through the repressive myths of critical pedagogy. Harv. Educ. Rev. 1989, 59, 297–324. [Google Scholar] [CrossRef]

	



O’Donnell, P.; Lloyd, J.; Dreher, T. Listening, path-building and continuations: A research agenda for the analysis of listening. J. Media Cult. Stud. 2009, 23, 423–439. [Google Scholar] [CrossRef]












	
	
Publisher’s Note: MDPI stays neutral with regard to jurisdictional claims in published maps and institutional affiliations.











© 2021 by the authors. Licensee MDPI, Basel, Switzerland. This article is an open access article distributed under the terms and conditions of the Creative Commons Attribution (CC BY) license (https://creativecommons.org/licenses/by/4.0/).






nav.xhtml


  education-11-00571


  
    		
      education-11-00571
    


  




  





media/file0.png





