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Learning Support Report

Part 1

Inclusivity in the Welsh post-16 classroom refers to an institution’s (such as a college, university or community centre) ethos and practice of welcoming, supporting and making active efforts to diversify its learners and staff, to include individuals with characteristics that may historically have been seen to be disadvantageous (Knight and Crick, 2022). The practice of inclusivity in this context is therefore an example of equality (James and Unwin 2016), since the focus is on giving everyone in the post-16 sector the opportunity to enroll on the same program (learners) and apply for the same job (teachers). 

Additional requirements refers to the specific measures an individual who is physically and/or mentally impaired, or with language differences (such as English as a Second Language (ESL or British Sign Language (BSL))) may need to complete their studies (McCarthy, 2024). ‘Physical and mental impairment’ is in this regard used to encompass anything from a tangible physical condition affecting mobility and/or cognition, such as cerebral palsy or down syndrome, to mental health conditions and learning difficulties which can be equally as debilitating but not always immediately observable, like schizophrenia or dyslexia. The implementation of additional requirements then, is a demonstration of equity – since it acknowledges and acts on the fact that some individuals must have adjustments to attain the same educational goal as others which do not require these modifications (Harris, Jones and Bryant, 2026).  

The specific adjustments that should be offered and/or implemented to accommodate such individuals are highly dependent on the specific needs and desires of the person, including whether they choose to request and accept modifications or not; and the institution (what the education provider can reasonably and practically offer to help). Broadly speaking, Guidance in Wales mentions that individuals with mobility difficulties (e.g.) cerebral palsy, paralysis, dyspraxia are entitled to reasonable adjustments which often include aids such as: ramps, lifts, handrails, ergonomic furniture; whilst those with cognitive impairments and mental health conditions (e.g.) dyslexia, brain damage, ADHD, bipolar disorder are often entitled to: learning support assistants, AI technologies (text-to-speech), additional time for the completion of tasks/tests and brain breaks. Those with language differences (such as ESL/BSL students) may also be entitled to interpreters and/or advocates to help bridge the gap between language and understanding (CSC, 2021, p. 9).

The idea that the post-16 sector in Wales (and by extension all sectors within education) should demonstrate inclusivity and offer adjustments for those with Additional Learning Needs (ALN) is now no longer a broad moral expectation, as what early legislation such as the UNESCO Convention against Discrimination in Education (1960) touches upon, but a law. Whilst the idea of making education accessible for all, in conjunction to the prohibition of unfair treatment has been recycled in legislative amendments frequently since the mid 20th century, more recent international conventions, such as The Convention on the Rights of Persons with Disabilities (2006), takes the crucial step of detailing how staff and students with additional requirements are entitled to ‘reasonable adjustments’ to support their journey in education. 

Although international conventions such as these show progression, individual differences between countries (and to a lesser degree within) pertaining to culture, ethnicity, identity, race and ideology mean that laws and policies differ and are ultimately ‘built on these social constructs’ (Pap, 2021, p. 13). As such, much of what has been stipulated internationally needs to be modified further through filtered acts, policies and guidance, to be effective in niche populations like those that constitute Wales. For instance, both the United Kingdom and Russia share Europe as a continent, but the former has a comparatively higher social and political tolerance for LGBT+ people than the latter, making ‘accessibility of educational and other social support services’ much harder (Loriga, 2020, p. 2). Technically then, the 2006 convention on its own is also not powerful enough to protect some of the people in the UK, and by extension, Wales. 

In scrutinizing the rights of ALN people and inclusive practice exclusively through a more focused, British lens, The Human Rights Act (1998) - derived from the ‘International ‘European Convention on Human Rights’ - stands as a law that specifically states that those with disabilities in the UK should be free from degrading treatment (note that the UNESCO CDE (1960) also states freedom from discrimination, but does not mention vulnerable groups of people, such as those with disability, specifically)). This demonstration of specificity is further emphasized in the more recent Equality Act (2010), where the law takes a pivotal step in stipulating nine ‘protected’ characteristics, in which individuals have the right to be free from discrimination based on their: age, disability, gender reassignment, marriage and civil partnership, pregnancy and maternity, race, religion or belief, sex, and sexual orientation. This not only marks a shift from focusing only on rights of accessibility and for those with tangible, physical disability (Retief and Letšosa, 2018, p. 2), but progresses to include rights for those with mental health conditions and identity variations – two categories which had previously been neglected (Knight and Wilson, 2016, p. 16). Whilst umbrellaing vulnerable groups under ‘all people’, ‘everyone’ or inferring to a ‘non-exhaustive’ list ensures that any and all persons are technically protected under that very law (Li, 2017), there is the alternative argument that in explicitly listing characteristics (such as the nine that appear in The Equality Act), awareness is raised of the specific groups of people that have historically and continue to be at risk of marginalization.  

Whilst the principles of The Human Rights Act (1998) and the protected characteristics of The Equality Act (2010) governs how the UK, and by extension Wales, approach the accommodation of additional requirements and inclusive practice in the post-16 classroom, Welsh legislation, policy and guidance has demonstrated active awareness of the specific issues that concern Wales. As part of ‘The Taking Wales Forward’ (2016) reform for instance, an inclusive vision was shown through acknowledging poverty within Wales, and how ‘closing the attainment gap between the poorest pupils and their peers’ in education was an ambition in moving forward (p. 9). Moreover, the Elizabeth Hazelkorn review (2016), which focused heavily on the post-16 sector in Wales, was accepted by the Welsh government, in which she isolated ‘age’ and ‘gender’ as variables that needed attention brought to in terms of diversity in Wales, and mentioned that the post-16 sector must ‘enabl[e] and facilitat[e] changing opportunities and life circumstances over time.’ (p. 13). In essence, this is a statement emphasizing the need for post-16 education to be adaptable towards its learners – not least of all in the way of accommodating additional requirements, but also in the need to accept that mental and physical illnesses are not always fixed and readily-diagnosed by the time someone enters further education, but can occur at any stage of life. 

Part 2

Iwan - Hypothetical context: a student studying AS Level Psychology at Coleg Sir Gar, Graig Campus)

The extract outlines that Iwan is concerned about his studies and has highlighted financial issues as the primary source of this worry. In the first instance, I would ‘demonstrate [a] commitment to [Iwan’s]…safety and wellbeing’ [EW, 2025] by signposting him to the college’s wellbeing team which could give more focused advice and solutions relating to his finances. The specific measures implemented could include: setting up an installment plan with regards to his course fees, a hardship grant or bursary (PAGPFA, 2017). Humanistically, this would allow Iwan to prioritize fundamental needs such as food, water, shelter and security (Shi and Lin, 2021, p. 233) without feeling that his place on the course is in jeopardy. An alternative/additional measure that could be taken to alleviate Iwan’s pressure in the interim which I could facilitate would be to offer him extenuating circumstances whereby he is able to catch up on the work he has in-so far fallen behind on and possibly sit the exam at a later date. This ‘demonstarte[s] effective strategic leadership and governance [EW, 2025]. 

The extract clearly shows that Iwan is passionate about his college work and position on the course. The overwhelming issue here relates to insufficient funds, not student motivation, which challenges much of what society and the research literature says about disadvantaged students and their will to succeed (Önder and Uyar, 2018). Iwan’s position as the ‘first person from his family to study in the post compulsory sector’ suggests that he feels a sense of pride and expectation to continue excelling academically, a heavy onus that is common amongst similar individuals who have taken a huge academic step (O’Sullivan, Robson and Winters, 2019). I therefore believe his pastoral support should  be offered in a way in which the mentor or counsellor would get him to rethink if the expectations from the people around him truly exist and if he indeed believes that they do, to evaluate whether it is rational to give these expectations so much weight and energy (Reuman et al, 2020). Emphasis should be placed on how deferring from his studies or taking extenuating circumstances should not constitute a failure.

The extract uses the adjective ‘worried’ to describe Iwan’s mental and emotional state on two occasions, a term which is synonymous with anxiety. As Iwan is studying AS Level Psychology, I believe it may be beneficial to have an informal chat with him and remind him of what we have recently covered under the anxiety module in class. This would include making practical use of the approved anxiety management tips, such as mindfulness practice, stoic thinking and distraction techniques. Whilst these are not designed to be a direct solution to his financial situation, they will at the very least allow him to develop better coping strategies for both his present situation and similar future adversities.


Megan - Hypothetical context: A referral looking to start attending and contributing in mental health self-management classes at Adferiad Recovery in Ammanford

The extract indicates that there may be two respective mental health conditions present (Generalized Anxiety Disorder and/or Social Anxiety – ‘…struggles with speaking up in class as she suffers with anxiety issues…since childhood’; Attention Deficit Hyperactivity Disorder (ADHD) – ‘during her school studies she often found it hard to concentrate…and wasn’t always able to maintain attention on the information…), in conjunction with the possibility of a learning disability (Dyslexia – ‘…tutors commented that she may have dyslexia’). Whilst these are not concrete, official diagnoses – this does not change the fact that I, as Megan’s prospective teacher, have a responsibility to ‘Maintain and update knowledge of policies and strategies relevant to my sector’ (EW, 2025) and take Megan’s situation seriously through offering the same support and adjustments that would be made available to a similar learner armed with medical proof, as per The Equality Act (2010). With Megan’s approval I would be happy to initiate the process of diagnoses through supervising her in making an appointment with her GP for an assessment/referral - the kind of day-to-day support we offer as part our service at the centre (Adferiad Wellbeing Plan, 2023). However, the option of seeking an official medical diagnosis for any or all of Megan’s symptoms is a deeply personal choice which must ultimately lie with the student, a consideration that ‘Demonstrate[s] [my] leadership, integrity, courtesy and respect towards others’ (EW, 2025). Although taking this step of seeking diagnosis may give Megan closure and give us as the education provider transparency about Megan’s intricacies – which could lead to better informed reasonable adjustments for her, many individuals find contentment in not seeking diagnoses for a wide range of reasons (Dawson, Savitsky and Dunning, 2006, p. 751). In the instance of a diagnosis or not, covert/implicit assessment of Megan’s performance during a variety of tasks could help us build a better picture through identifying her preferred learning styles, particular strengths and deficits, leading to the use of teaching strategies which would be most beneficial for her development (Gibelli, Aubin-Horth, Dubois, 2019, p. 121). 

Megan should also be reassured that whilst vocal participation amongst participants is highly encouraged in self-management sessions (Seebohm et al, 2013), this is not by any means mandatory. As such, alternative ways of contributing in the sessions should be offered to the student. These could include integrating artistic/illustrative activities into the session that promote self-expression, meditation and relaxation practices which can be done with the aid of music and cardiovascular exercise through the utilization of our stationary bike between lessons (Adferiad Let’s Get Physical Campaign Report, 2024)

The information shared with me during the interview, especially relating to how she has historically ‘struggle[d] with speaking up in class’ should also be considered and embraced as a normal characteristic of an introverted personality, rather than to be seen strictly as an anxiety trait requiring intervention. The fact that Megan has volunteered a range and depth of personal information during her application and in-person interview indicates that she has a strong and natural ability to express herself. This is a core skill needed not only as part of the affective domain of learning generally (Sayaiful, Ismail and Aziz, 2019), but specifically as a peer attending self-management sessions at our centre. Whilst I do believe that re-creating learning contexts similar to the interview (e.g.) 1-2-1 tutorial, where there are fewer people around, would see her effectively vocalize her thoughts and ideas, Megan should be reminded that the idea of speaking up in class is indeed an anxious prospect for almost anyone enrolling on a new course. It is hoped that this reassurance would allow her to find a middle ground between being aware of her additional requirements and embracing the very characteristics that set her apart from others. 



Efa - Hypothetical context: A student studying AS Level psychology at Coleg Sir Gar, Graig Campus)

My first step in this case would be to report an incident of potential racially motivated bullying/direct and indirect discrimination from both staff and students (EDI Policy, 2023, p. 4). The current extent of Efa’s contemplations (wanting to leave the course) suggests that the situation has become severe and intolerable. What she describes alludes to a recurrent set of behaviors over time rather than one isolated incident which I believe increases the urgency of this case. Although claims of discrimination in education must be made within six months of the alleged case (Citizens Advice, 2026), she indicates that this has been persisting up to the present time, therefore I am confident that Efa’s case would not be refuted. 

Whilst genuinely not being able to understand a student’s speech (for any reason - including accent, impediment or simply general incoherence) is in itself not evidence of misconduct, not offering potential solutions (such as reaching a mutual position with the student on teaching strategies which could welcome her participation in other ways) is, at the very least, indicative of poor practice. Furthermore, if the attempts of students, and particularly staff, to defend their behaviour as jokes/banter are found to be true then these should technically be refuted since jokes and banter require ‘reciprocated engagement’ from the individual as part of the overall interaction (Fennane, 2025, p. 1) and Megan’s account does not show any indication that she has welcomed or reciprocated this behaviour. Moreover, since Efa feels that the potential bullying has been in reference to her appearance, it is likely to be that the individuals in question have allowed racial unconscious biases (Tate and Page, 2020) to leak through via microaggressions. Whilst there is an argument that such behaviours ‘generally occur below the level of awareness of well-intentioned people’ (Sue and Spanierman, 2020, p. 13), staff at Coleg Sir Gar ‘have completed mandatory EDI [Education, Diversity and Inclusion] training during induction period’ (EDI Policy, 2023, p. 4) meaning that the behaviour exhibited is even less defensible if proven true. Though Efa may want the information she has shared in her e-mail to remain confidential, what she has described is so concerning that my decision to report and raise the matter would in any case override her wishes, since there is an extended duty here to protect other potential victims at the college with minority characteristics (Safeguarding Policy, 2026, p. 26). 

Efa should be reassured that her claims have been taken seriously in which there is an investigation now pending. In the interim of this stage (in which non-abusive students in her class could act as vital witnesses to corroborate her claims), Efa should be offered upper region pastoral support through student services, such as 1-2-1 counselling which may not only help with the damage caused by the potential abuse, but also the secondary effects of this abuse – such as spending large portions of her time ‘often sat on her own in lectures and at breaks.’  If Eva’s claims are ultimately corroborated, she should be supported in her decision to either stay or leave the college, and in either case be informed that staff and students will receive additional training on what constitutes discriminatory behaviour and more generally, the expectations of the college from its users relative to EDI. In conjunction with this, bystander training should be promoted to try and instigate more of an active, challenging role from the non-abusive students who either could not or would not act on Efa’s behalf during classroom abuse (Murrell, 2021). If Efa indeed decides to stay, and since ‘race’ is protected characteristic under the Equality Act (2010), we could work with her to decide what adjustments she would be comfortable with in the classroom to ensure her input is heard and understood (EDI Policy, 2023, p. 5), such as through an advocate and/or interpreter). The presence of an interpreter could be especially pivotal in the context of group tasks where she has cited as having to work particularly hard and, furthermore, may alleviate any fears teachers may have if they truly cannot understand her speech. 
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