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Choice Two
Designing Inclusive Training: Supporting Learners with Dyslexia, Anxiety, and Visual Impairment in Professional Police Education.

Introduction 
Achieving Best Evidence (ABE) is a vital framework in police work, designed to ensure that interviews with vulnerable witnesses and victims are conducted ethically, effectively, and in a way that preserves the integrity of their testimony. It plays a critical role in securing reliable evidence while safeguarding the rights and wellbeing of those involved—particularly children and individuals with additional needs (Ministry of Justice, 2011).
Delivering ABE training to police officers is not only about imparting technical knowledge but also about fostering inclusive practice. Professional training must be accessible to all learners, regardless of their individual challenges. Inclusive teaching ensures that every participant can engage fully, build confidence, and apply their learning in real-world scenarios (CAST, 2018). This is especially important in policing, where the stakes are high and the consequences of poor practice can be profound (College of Policing, 2020).
This report outlines how I would plan and deliver an ABE training session while addressing the diverse needs of learners with dyslexia, anxiety, and partial sight. Adjustments such as dyslexia-friendly resources (British Dyslexia Association, 2022), accessible materials for visually impaired learners (RNIB, 2023), and structured support for anxiety (Mental Health Foundation, 2021) will be considered. By embedding inclusivity into planning and delivery, training can empower officers to conduct ABE interviews with confidence, sensitivity, and integrity.

Session overview 
This training session is designed to provide police officers with a comprehensive understanding of Achieving Best Evidence (ABE) and its application in interviews with vulnerable witnesses. The primary objective is to ensure participants grasp the legal and ethical foundations of ABE, while developing the practical skills needed to conduct interviews that are both sensitive and effective (Ministry of Justice, 2011). Officers would explore the full ABE process—from initial planning and rapport-building to the interview itself and appropriate closure—emphasising the importance of adapting communication strategies to meet individual needs (College of Policing, 2020).
The session would follow a blended learning format, combining face-to-face instruction with digital resources to support flexible engagement (CAST, 2018). Learners would be introduced to key concepts through interactive presentations and guided discussions. Real-world case studies would highlight best practices and common challenges, encouraging critical thinking and group reflection. Role-play exercises would form a central part of the training, allowing officers to simulate ABE interviews in a safe and supportive environment. This experiential approach reflects Kolb’s (1984) learning cycle, enabling learners to move from abstract concepts to practical application.
Assessment would be ongoing throughout the session. As a trainer, I would observe participants during role-play scenarios, offering structured feedback to support development. Group discussions would gauge understanding of ABE principles, while short reflective writing tasks would encourage metacognitive awareness of progress. Informal quizzes would reinforce terminology and key concepts (Department for Education, 2015).
By the end of the session, officers would be expected to demonstrate increased confidence and competence in conducting ABE interviews. Meeting these objectives would ensure learners are better equipped to respond to vulnerable witnesses, thereby improving standards of evidence gathering and outcomes in police investigations.

Learner Needs Analysis
Understanding and responding to individual learner needs is fundamental to delivering inclusive and effective training. Prior to the ABE session, I would gather information through pre-course questionnaires and learner profiles. This process would allow participants to disclose any support requirements confidentially, handled with sensitivity and discretion to ensure learners feel safe and respected when sharing personal information (Department for Education, 2015). Where appropriate, I would also consult line managers and training coordinators to contextualise disclosures, ensuring that support is tailored consistently throughout the session. This proactive approach reflects the principle of scaffolding described by Vygotsky, where the educator provides structured support to enable learners to achieve tasks they might otherwise find inaccessible.
One learner may disclose dyslexia, a condition that can affect processing speed, reading fluency, and short-term memory. These challenges often lead to slower absorption of written material and difficulty retaining complex information (British Dyslexia Association, 2022). To support this learner, I would provide dyslexia-friendly handouts using clear fonts and colour contrasts, and allow extra time for reading tasks. I would also incorporate verbal explanations and visual aids to reinforce key concepts. This approach reflects Universal Design for Learning (UDL) principles, which emphasise multiple means of representation to ensure accessibility for diverse learners (CAST, 2018). It also aligns with Bruner’s constructivist theory, which highlights the importance of presenting information in varied formats to support learners in building their own understanding.
Another learner may disclose an anxiety disorder, which can impact emotional regulation, concentration, and willingness to engage in group activities (Mental Health Foundation, 2021). To address this, I would create a calm and predictable session structure with regular breaks and clear expectations. I would avoid putting individuals “on the spot” with questions and instead offer alternative ways to contribute, such as written reflections or small group discussions. These strategies reduce pressure and build confidence, aligning with trauma-informed practice and the principle of psychological safety in adult learning. Knowles’ theory of andragogy is particularly relevant here: adult learners are self-directed and benefit from choice in how they engage. By offering flexible participation methods, I respect learner autonomy while reducing anxiety triggers.
A third learner may be partially sighted, which can affect access to visual materials and navigation within the learning environment. To support this learner, I would ensure all resources are available in accessible formats, including large print and verbal descriptions of visual content. Seating arrangements would be adjusted to optimise visibility, and I would ensure safe movement around the room (RNIB, 2023). Regular check-ins would help confirm that needs are being met and provide opportunities for additional support. This reflects Vygotsky’s emphasis on the Zone of Proximal Development, where learners can achieve more with appropriate scaffolding and environmental adjustments.
These diverse needs can significantly influence engagement, confidence, and learning outcomes. Without appropriate adjustments, learners may feel excluded or overwhelmed, hindering their ability to absorb and apply training content. The Equality Act 2010 places a statutory duty on educators to make reasonable adjustments, and failing to do so risks both learner success and legal compliance. By planning proactively and responding with empathy, I aim to create a learning environment where every participant feels valued and capable.
Confidentiality and sensitivity would be fundamental throughout this process. Information shared by learners would be treated with care, and adjustments would be made discreetly to preserve dignity and promote trust. This approach not only supports individual success but also fosters a culture of inclusivity within professional training. Importantly, these strategies benefit all learners, not only those with identified needs, reflecting the wider ethos of UDL and inclusive pedagogy.
By embedding inclusivity into planning and delivery, and grounding adjustments in established educational theory, I can ensure that ABE training is accessible, equitable, and effective. This not only enhances individual learning outcomes but also contributes to a more skilled and compassionate police service.

Inclusive Planning & Adjustments
Creating an inclusive learning environment is essential when delivering professional training. However, it is paramount when delivering particularly sensitive areas like Achieving Best Evidence (ABE). My planning for this session would be heavily guided by a commitment to accessibility. This would require thoughtful adjustments across resources, delivery methods, environment, and communication. I will discuss these in detail below.
Resources: To support learners with dyslexia, I would consider use of dyslexia-friendly fonts such as Arial and Comic Sans, paired with off-white backgrounds to reduce visual stress. All written materials would format with clear headings, bullet points, and generous spacing to aid readability (British Dyslexia Association, 2022). Recognising that learners absorb information in different ways, I would provide resources in multiple formats. For example, printed handouts in large print, digital copies compatible with screen readers, and audio recordings of key content. For learners with partial sight, magnification tools would be made available, and all visual materials to be accompanied by verbal descriptions to ensure full access (RNIB, 2023). For the learner with anxiety, I would provide the with a learning timetable in advance to alleviate stress about upcoming topics  and possibly share slides or handouts in advance.
Delivery Methods: The session content would be broken into manageable chunks to avoid cognitive overload and support sustained attention. This is in line with Universal Design for Learning (UDL) principles (CAST, 2018). Each segment of the content would be focused on a specific aspect of ABE, reinforced through visual aids, diagrams, and real-world examples. Role-play exercises to be offered as an optional activity, with quiet spaces available for those who experience anxiety or prefer to observe. This approach would allow learners to participate at their own comfort level while still gaining insight from the exercise. For learners with visual impairments, I would ensure that all visual content: such as diagrams and video clip, were described clearly and in detail, allowing them to follow along without barriers (RNIB, 2023).
Environment: Physical accessibility would be a priority when selecting the training venue. I would ensure that the room layout allowed for easy navigation, with clear pathways and seating arrangements that accommodated mobility and sight needs (Equality Act 2010). Lighting would adjusted to be bright but not harsh, reducing glare and supporting visual comfort. To minimise sensory overload, I would avoid excessive noise and visual clutter, creating a calm and focused atmosphere. I would also consider acoustics and background noise levels to support the learner with anxiety as well as the partially sighted learner who may rely more on auditory learning. Visual signage would be vividly clear and positioned at accessible heights to aid orientation of the partially sighted learner. Most importantly, I would plan tirelessly to foster a psychologically safe space where learners felt respected, supported, and free to express themselves without judgment. I would provide consistent encouragement, clear expectations, and a welcoming tone throughout the session (Mental Health Foundation, 2021).
Communication: Inclusive communication would be central to the session’s success. I would use plain language to explain complex concepts. I would avoid jargon and acronyms unless they were clearly defined (Plain English Campaign, 2020). On a regular basis, I would pause, check for understanding through open questions, informal quizzes, and group discussions, allowing learners to clarify points and share perspectives. Peer support would be actively encouraged, with collaborative activities designed to promote teamwork and mutual learning. This would simultaneously reinforce key ideas but also built a sense of community among participants fostering partnership working, and peer learning (Department for Education, 2015).
By integrating these adjustments into every aspect of the session, one would hope to create a learning experience that was accessible, engaging, and empowering for all. Inclusive planning is not just about meeting individual needs, it is about recognising diversity as a strength and designing training that reflects that ethos. In doing so, we not only support the development of individual officers but also contribute to a more compassionate and effective police service.

Evidence-Based Practice
Inclusive training must be grounded in evidence-based frameworks that promote accessibility, equity, and wellbeing. One such framework is Universal Design for Learning (UDL), which encourages flexible teaching methods that accommodate diverse learning styles and needs (CAST, 2018). By offering materials in multiple formats and using varied delivery techniques, this session design aligns with UDL principles, ensuring that all learners can access and engage with the content. UDL also reflects Bruner’s constructivist theory, which emphasises presenting knowledge in varied forms to support learners in building their own understanding.
The Equality Act 2010 places a legal duty on educators and employers to make reasonable adjustments for individuals with disabilities. In this session, adjustments such as dyslexia-friendly resources, quiet spaces for anxious learners, and verbal descriptions for those with partial sight were essential to meeting this duty (Equality Act 2010). These adaptations not only fulfilled legal obligations but also fostered a more inclusive and respectful learning environment. However, it is important to acknowledge that “reasonable adjustments” can be interpreted differently across contexts, and trainers must balance inclusivity with operational constraints. This tension highlights the need for reflective practice and institutional support to embed accessibility consistently.
Neurodiversity in policing is increasingly recognised as a strength. Officers with conditions such as dyslexia, ADHD, or autism bring unique perspectives and skills to the force. Training must reflect this diversity by removing barriers to participation and valuing different ways of thinking. As highlighted by College of Policing guidance, “supporting neurodivergent officers is key to building a resilient and representative workforce” (College of Policing, 2020). This aligns with Vygotsky’s principle of scaffolding, where learners are supported to achieve tasks they may not manage independently. By embedding scaffolding into training design, neurodivergent officers can contribute meaningfully while developing confidence in their professional practice.
Mental Health First Aid (MHFA) principles also informed the planning approach, particularly in supporting learners with anxiety. Creating a psychologically safe space, offering opt-out options, and promoting emotional regulation were strategies drawn from MHFA training (Mental Health Foundation, 2021). These strategies resonate with Knowles’ andragogy, which emphasises learner autonomy and the importance of choice in adult education. By allowing learners to engage in ways that respect their emotional needs, training becomes more empowering and learner-centred.
Continuous Professional Development (CPD) and reflective practice are vital tools for improving training delivery. By reflecting on each session and seeking feedback from participants, trainers can identify what works, what requires improvement, and how practice can evolve. Kolb’s experiential learning cycle reinforces this process, suggesting that “learning is the process whereby knowledge is created through the transformation of experience” (Kolb, 1984). Reflection ensures that inclusive strategies are not static but continually adapted to meet evolving learner needs.
Incorporating these frameworks ensures that training is not only inclusive but also effective, ethical, and responsive to the demands of modern policing. By grounding practice in UDL, statutory obligations, MHFA principles, and adult learning theory, trainers can create environments that value diversity, promote equity, and strengthen professional competence.

Reflection & Future Development
Applying Gibbs’ Reflective Cycle (1988) to the planning and delivery of this ABE training highlights both the strengths of my inclusive approach and areas for further growth.
Description: I designed the session with adjustments for dyslexia, anxiety, and partial sight, guided by inclusive education principles and statutory duties under the Equality Act 2010.
Feelings: Initially, I felt apprehensive about balancing diverse needs within a single cohort. However, observing how small, evidence-based adjustments—such as accessible resources and flexible participation—enhanced engagement reassured me that inclusivity is achievable without compromising rigour.
Evaluation: The strategies were effective in promoting participation, yet I recognise that they relied heavily on my own planning capacity. This raises questions about sustainability: how can such adjustments be embedded institutionally rather than depending on individual trainers?
Analysis: Inclusive planning benefits all learners, not only those with identified needs, aligning with Universal Design for Learning (CAST, 2018). However, tensions remain. For example, offering role-play as optional supports anxious learners but may reduce experiential learning opportunities. This highlights the need to balance individual accommodations with collective learning goals. Additionally, while assistive technologies offer significant potential, my limited expertise in digital accessibility tools constrains their effective use.
Conclusion: I have developed greater confidence in inclusive design but acknowledge gaps in my knowledge, particularly around trauma-informed practice and advanced assistive technologies.
Action Plan: I will pursue CPD in digital accessibility and trauma-informed approaches, building on recent training attended. I also intend to implement structured feedback mechanisms, such as anonymous surveys, to capture learner perspectives systematically. Embedding reflective practice in this way will ensure continuous improvement and align with the College of Policing’s emphasis on CPD as a professional responsibility (2020).

Conclusion
Inclusive, learner-centred training is essential for building a skilled, ethical, and compassionate police force. 
By incorporating adjustments for dyslexia, anxiety, and partial sight, and by fostering a psychologically safe environment, I can enable every learner to participate meaningfully, not just those with additional requirements. As the needs of learners evolve, so too must my approach to training. By staying informed and adaptable, I can ensure that every officer is equipped to deliver justice with empathy, integrity, and skill.
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