

INCLUSIVE LEARNING IN POST-COMPULSORY

EDUCATION.
(Which also encompasses Experiential Education and

Adventure Activities)

Inclusivity within education, irrespective of whether we are talking about compulsory education, post compulsory learning/training opportunities through further or higher education, or through adventure and experiential learning using the outdoor environment, comes down to the basic concept that every individual has an equal opportunity to participate in education, learning and vocational training without any form of discrimination.

In theory this is fine rhetoric but in practice, inclusivity in Further Education  is a ‘slippery concept’, Sharon Rustemier (199)(1). This is ever more so in relation to those individuals who are subject to some form of learning disability through a wide variety of ‘learning difficulties’. The guiding principle for ‘inclusive learning’ for such a section of society, is outlined in the Tomlinson Report (Inclusive Learning,1996) (2) and should not be confused or equated with meaning integration into mainstream compulsory education. In addition, provision for others, such as those individuals with mental health problems and other ‘disadvantaged’ groups in the community, is guided by the idea of ‘widening participation’ expounded in the Kennedy Report (Learning Works, 1997) (3) and which encompasses the notion of attracting such individuals into FE in the first place.

Over the last thirty years or so here in the UK, great strides have been made towards developing a culture within society where the rights of each individual to equality of opportunity, irrespective of their disposition, is paramount, and none more so than in education and learning opportunities within both FE and HE education provision.

The Sex Discrimination Act (1975) and the Race Relations Act (1976) were viewed as the milestones for the creation of such an approach. These Acts have been built on and expanded to include the Disability Discrimination Act (1995), Protection from Harassment Act 1997, the Race Relations Amendment Act (2000) and later by the introduction of the Directives on Discrimination on Employment and Training (2003) which will make it an offences to discriminate against an individual on the grounds of sexual orientation or religion and discrimination on the grounds of age by December 2006.

These Acts have of course, been strengthened by the Data Protection Act (1998), Human Rights Act (1998) and Freedom of Information Act (2000) which are all enshrined within a European Union framework.

It is heartening to note that the concept of inclusivity however, is not something that is purely a 21st century notion. Way back in 1920, the Regent Street Polytechnic (founded in 1882, as the Youth Christian Institute-London), had a policy in situ in order to encourage total inclusivity for those wishing to attend the establishment. Fees were deliberately kept low to encourage all individuals to participate if they so wished, and there were no entrance exams, requirements or criteria, ensuring that no one was discriminated against. The syllabus was such that the establishment offered a wide range of arts, music and drama studies which students could sample freely to see where their own ‘learning niche’ was best met. (Margaret Lewis) (4).

Despite the forward thinking of the Regent Street Polytechnic, it has been the introduction of legislation which has and still is, upholding the rights of every individual to have equal opportunity to education, learning and training without discrimination. According to the Mosser Report (5), the numbers of individual adults within society who do not have an equal opportunity to participate in further or higher education, are high given the statistics that as many as one in seven (1 in 7) suffer from some form of functional illiteracy and one in sixteen (1 in 16) suffer from spacial dysfunction (i.e. they are unable to relate visual images with accompanying text). Moser goes on to state that whilst literacy should be of grave concern to educationalists and educational establishments, the fact that anywhere between 30% and 50% of all adults have some varying levels of difficulties with numeracy, should in itself, be of greater concern given that the economy and wealth of a nation is based on its population being educated and skills trained to levels that can sustain a balance of imports and exports.

Given such statistics, the Department of Trade and Industry has introduced an Equality and Diversity programme titled ‘The Way Ahead- Making it Happen’. In essence, ‘Making it Happen’ considers the contribution of institutions making equal opportunities a reality and, promotes equality and diversity across society, setting out a range of options for future structures of these institutions. The DTI sets a good in-house example by having on their web site, the same information being offered in not only English, but also, in Welsh, Arabic, Chinese, Hindi and Gujarati (6).

In trying to consider the implications of FE colleges ‘making it happen’, we need to be aware of the theoretical foundation for FE being made available to society as a whole. 

This is enshrined in the statement “FE has a unifying, distinctive mission: to bridge education and employment; to provide opportunities for a wide range of individuals; and, to giver young people skills for their first job, as well as providing workers (and those seeking work) with training to enhance their employment prospects and improve their competences at work’(House of Commons,1998)(7)

Given that FE is a dynamic part of the education system with more students that the university sector, more staff than the power industries and a larger budget than the British legal system (D f E E) (1999)(8). It is not therefore surprising, that past and present governments are committed to ensuring that the cultures of inclusion in FE are seen as a high priority and that institutions ensure that equality and diversity underpins their approaches to inclusivity within their programmes of learning and training and to their customer base.

In reality however, an ‘inclusive college’ would have difficulty in using ‘inclusiveness’ as a measure of ‘inclusiveness’ given that it would have to actively seek to recruit under-represented groups or individuals and for whom educational provision might be both ‘difficult’ and/or ‘expensive’ (Tomlinson(1996) (9).

In addition, an ‘inclusive college’ would be required to:-

· train staff to meet the needs and requirements of a wide variety of learners; 

· have in place a system to identify every individual students preferred learning style; 

· hold regular reviewing and recording of each individual students learning goals; 

· ensure teachers had a wide variety of teaching strategies, learning aids and resources;

· ensure teachers adopted a pace and delivery style to suit a wide variety of learners needs; 

· identify and provide matching components of individual learning environments with individual students. 

Having such pre-requisites in order to be seen as an ‘inclusive college’ would be both financially difficult and statistically impossible in some geographical areas. In this respect, the Tomlinson Report identified three criteria for assessing a college’s inclusiveness:

· the extent to which the college is proactive in recruiting a wide variety of learners;

· how far teaching and learning promotes and supports inclusiveness;

· the extent to which the individual learning environments are provided which promote and support inclusiveness.[This in itself would discriminate against the individuals within the group of learners if they were to be placed together on one class - i.e. they would be treated differently from others],

The Report however, does not give any indication how colleges should meet these criteria and as it makes no reference to ‘grouping of students’ it does not apparently, take into consideration any social context for the learners.

Subsequent reports that builds on some of the main points in  Tomlinson’s report expand the debate by including the word ‘social cohesion’. In this context further education is seen holistically as an ‘engine for social cohesion’ (FEFC 1997(10) in that whilst social segregation is not part of the overall agenda, it is conducive to the aims of  involving all sectors of society and in particular, those under represented in FE colleges.  Fryer, 1997(11) believes that when social inclusion is part of the widening participation and total inclusivity agenda, it can do nothing less than ‘bind a healthy society through solidarity and common interest which is best engendered through education’.

However, social cohesion is neither debated nor defined in any detail in any educational reports although the Kennedy Report [‘Learning Works’] (1997)(12) focussed on widening participation through actively seeking to recruit learners from groups in the community currently under-represented on FE courses. 

When viewed from a different perspective, we can interpret this as meaning to aim towards a ‘social cohesive’ approach.

There can be no doubt, that the more individuals from across the whole spectrum of society that can be involved in further education through a widening participation and inclusivity approach to further education and skills learning, the greater the benefit to society as a whole and to individuals within it. Education and learning involves interaction between individuals and within groups, it also entails a sharing of values and social morals across generations, ethnic diversity, social economic classes, and in particular, the able bodied and the disabled. 

In essence, education bonds individuals through breaking down barriers of misunderstanding through differences of religion, culture, beliefs and social and moral values, and through a common goal and purpose – to learn. 

It is also the best method for creating a modern skilled workforce required for the commercial and industrial needs of society, a method of reducing crime and creating members of society that participate in the well being of the whole collective society and community. (Kennedy, 1997)(13).

The downside of trying to link up both the messages within the Tomlinson Report, indicating that colleges (further education) need to consider highly individualised inclusive learning approaches as the way to achieving widening participation and total inclusivity targets, and the Kennedy Reports, which recognises the importance of social relationships across the ethnic, cultural, religious and socio economic spectrum in order to achieve positive ‘social cohesion’, is that there appears to be no connection being made between the two approaches. 

Whilst both approaches would appear to be one answer to the whole inclusivity in Education debate, focus is on attracting individuals into further educational learning  and not on what happens within the college system once they are enrolled. In effect, the social integration that Tomlinson claimed had been overemphasised in discussions on integration, has been sadly neglected in notions of inclusive learning and widening participation.

Descriptive language also would appear to be one of the main areas of social cohesion that has been neglected, mainly through the way words have been used to describe certain educational provision, and which suffers a ‘failure to treat integration as one pole of a bi-polar construct’. (Hall, 1997)(14). Thus whilst denying that inclusive learning is concerned with integration, Tomlinson fails to acknowledge that any alternative would be segregation as apposed to integration. Within the FE world of terminology, language such as ‘discrete’ or ‘special’ provision is often used but rarely language, such as ‘separate’ or ‘segregated’ in relation to any specific educational or skills provision.  

Clearly, in practice, ‘discrete’ provision is segregated provision when provisions for students with learning difficulties or a physical disability is managed separately from other mainstream provision and which is structured around the ‘type’ of student involved rather than what it is that they hope to achieve by attending an FE College course. 

For instance, is offering an individual with dyslexia additional support out with the main core of the lessons they have signed up for, ‘discrete’ provision or ‘segregated’ provision? 

Educational inclusivity it would appear, is in reality, dependent on the language being used or how it is interpreted rather than on any defined approach. Within the classroom setting however, this should be the responsibility of the teacher/lecturer, i.e. they should be aware of their own responsibility in relation to adopting an inclusive approach to teaching and delivering a lesson rather than relying on an assumption, that any delivery of thought complies with both legislation and an appropriate inclusive approach.

Given that the Mosser Report (1998) indicates, that approximately one in five adults (based on an adult population of 7 million) in the UK, are not functionally literate and that an even higher number has some form of difficulty with numeracy, it begs two questions. First, to what level or degree, are those included in this statistic also included in one of the under-represented groups as mentioned previously? and second, given the statistics and the recognition that certain groups within the community are under-represented in further education, what is to be done about it both on a micro level [college and community] and macro level [local authority and central government] as clearly, an all inclusive approach is currently not working otherwise there would not be an under-representation of groups in any community? 

It is however, possible, that whilst some blame can be laid at the door of the teaching/educational system within compulsory schooling, it could also be laid at the door of teachers and colleges within FE who are in the best position to address this issue through introducing programmes of key skills, which motivates individuals to learn basic skills to improve their chances of further participation in skills training, whilst at the same time, not ‘stereotyping’ them.

Whilst in theory, ‘inclusivity for all’ in further education is an appropriate target for society to meet, in reality, it is something that is both financially prohibitive and difficult to enforce. In order to adopt a total inclusive approach to further education, colleges would have to employ many more teachers in order to meet the learning needs of the wide spectrum of groups within a community who may have learning difficulties. 

Single parents would require creche or child minding facilities; ethnic groups who did not speak English would require English speaking teachers who were also well versed in the language of the students; travellers and migrant workers would require a roving programme in order to continue their learning whilst on the move, i.e. every college would have to be delivering the same course at the same pace so that migrant workers can ‘move into’ and ‘out of’ various lessons as they moved around the country; buildings would need to be suited to accommodate every type of  physical disability; courses would have to be fully subsidised for those from the ‘underclass’; transport would need to be laid on for those individuals living in remote rural areas; and an army of counsellors would need to be on hand to offer counselling to those individuals who have some form of personality disorder or behaviour problem which is causing them some anxiety which in turn might be preventing them from learning. 

On top of all this, every teacher would need to be trained in sign language in order to include in their lessons, those individuals with severe hearing difficulties, trained to recognise and assess dyslexics and dyspraxics, understand the needs of those individuals with Tourette’s syndrome or some other form of ‘tick’, and to be able to support and work with those individuals who have vision deficiencies.  

For many adults in communities where there is little regeneration of industry, high unemployment and little hope of economic recovery, further and higher education in general would appear to be seen as irrelevant given their situation. Similarly, teachers would need to have skills to support other students (who do not have a disability or learning difficulties) so that they are not distracted or prevented from also learning.

Young people too, particularly those within non-selective schools where there is no tradition of progression onto further or higher education opportunities, and, where career opportunities are slim if non existent, would find it hard to harbour any aspiration towards attempting to participate in further education or skills training.

In effect, therefore, those under-represented groups within every community, despite any current attempts to adopt an ‘all inclusive’ approach to further education and skills training, are still excluded from participating in FE education if their local college or local authority fail to meet any criteria within which to attempt to reach such an ‘inclusive’ policy as outlined above.

Logically, it would not be financial viable or conducive for any college to put into place an educational courses programme which could address  the learning needs of:- ethnic minorities, refugees, and immigrants who do not speak English, single parents, young parents, asylum seekers, those living below the poverty line, individuals brought up in residential care and who are educationally disadvantaged through not being able to participate in regular compulsory education opportunities in addition to those individuals who during their compulsory education years have been ‘stupified’ by education through  harbouring a negative attitude towards education and learning as a result of a negative experience.

For example, whilst reading and exploring issues surrounding learning difficulties for this module, I have had the opportunity to reflect on my own negative compulsory educational experience and which I now see as being the major barrier to my participation in FE and HE opportunities right up until I was in my thirties. 

In the module on Learners and Learning for example, I discussed my inability to correlate verbal and written instructions into action. In this respect, I could never produce work that was asked of me and as a subsequence, I was called ‘stupid’, ‘thick’, ‘uncooperative’ and a ‘waste of space’. On leaving school I entered the armed forces and it was only when I was taught a practical trade that was I able to function adequately. However, promotion was never achieved during my 12 years in the R.A.F. as I could not again, get to grips with the educational element of the exams required. 

During this second year of my P.G.C.E. whilst learning about dyslexia and dyspraxia. It has become apparent that I myself may suffer from one form of dyslexia that would explain my earlier educational learning difficulties. In essence, I can now see that I was excluded from learning by teachers who felt that I was wasting their time and of deliberately ‘being thick’. 

This awareness has made me look at my own teaching style and approach to students who find learning difficult and sometimes frustrating, and is in effect, one possible major reason when individuals from any of the under represented groups mentioned earlier, do manage to attend further education courses, the fall out rate within the first year is high (15). 

One area that must be considered in relation to working towards an inclusive approach to education and learning, is to increase the concept of ‘learning support’. 

However, this would have a severe impact on Colleges, staff and learners and would entail making radical changes at all levels in an organisation: managerially, culturally, financially and pedagogically (16). There would need to be in place, a wide range of teachers available in order to offer ‘active’ learning support across the under-represented groups. 

In addition, there would need to be an increase in resources including accommodation and a development of a college-wide strategy in partnership with local industry and commerce. 

Issues such as college security, how to remain open 7 days and evenings a week, management liaison at all levels to ensure the rolling programme runs smoothly, how will work space be utilised if the college is to be open 7 days and 7 evenings to accommodate all the current under-represented groups, and, how and who will undertake an across the board assessment of learning needs and styles of all the students? 

If we are to accept Mosser’s findings, it is crucial for early assessments to be carried out in order to identify those students who have a learning difficulty, no matter the cause. This approach would appear to be strengthened by the FHE Act 1992 (Circular 92.01) which should be  the impetus for FE colleges to improve their assessment arrangements:- “The Council will be expected to satisfy itself that proper arrangements exist in Colleges for assessing student’s [learning] needs” 

The implications for colleges in assessing student’s needs, will involve, learners wanting information and support that results in their needs being met; teachers requiring information and support in order to plan and evaluate effectiveness of their teaching; college learning support coordinators will require information to enable them to plan and deliver appropriate support to learners; college managers should be concerned in ensuring effective, flexible and fair allocation of college resources Fish, J (1995) (17).

In trying to address such issues, it is clear that an assessment should be made of the students learning difficulties adhering to the following principles, paying due regard to the fact that any assessment should be contextual, i.e. that it should be conducted at the place where the education and training is take place Fish (18). In this context, all students are entitled to an assessment which identifies:-

· any learning goals they may have,

· what supports are required to help them achieve this goal,

· regular reviews of other learning needs;

· assessment procedure processes should be carried out in partnership with the students;

· assessment should, where appropriate, be undertaken in partnership with other agencies [colleges, training agencies, employers etc] using a common framework with similar aims;

· assessments should be a part of a wider assessment policy within the students working environment (where appropriate) but matched to the needs of the individual students;

· Confidentiality of information obtained must be observed.

However, as a freelance teacher, I have to rely on those teaching agencies that employ me to deliver one off lessons to a variety of ability students ranging from NVQ Level 3 Child care through to M.A. university students. 

In this context, I am usually presented with the information just prior to a lesson that one or more students in the group have a learning difficulty, usually dyslexia or dyspraxia.

In this context, whilst I have no say over any assessment processes or procedures, let alone whether or not these students require learning support during the lesson delivery, I can as a teacher, employ teaching strategies that will allow my teaching style to make serious efforts to address the learning needs of such students. 

In essence, I need to have an understanding of the following learning difficulties faced by those suffering from dyslexia or dyspraxia - auditory and/or visual confusion over perceptual processing, fine motor co-ordination difficulties, severe note memorisation and organisational difficulties or sequential confusion and ordering problems, reading and spelling difficulties, an inability to pronounce words or to interpret their meaning, memorising lessons delivered either by a teacher led seminar and through visual resources can also be present. Taking notes may be both difficult and frustrating for an individual which in itself will be a barrier to learning as they will not be able to concentrate, sustain motivation levels or have any desire to continue to ‘learn’ this way. 

I also have to adapt my teaching style to encapsulate the learning styles of both the dyslexic and dyspraxic given that a dyspraxic will almost certainly have some forms of dyslexia present whereas a dyslexic may not have any form of dyspraxia as this learning difficulty stems from having poor phonological skills. Silkowitz  (19). 

Armed with this information along with my own learning difficulty experiences, I now need to give due consideration to several questions in order that I can in the future, adopt an inclusive approach to my teaching so that I do not repeat to others what others have done to me in the context of education and learning.

Questions such as: given reasons for my own negative experience of education through teacher exclusion during compulsory education, how can I modify the planning and teaching style of my lessons, to take into account, ways in which students with similar learning difficulties actually learn? How can I ensure that all the students participate equally in lesson activities? What strategies should I adopt in order to cater for the different ability levels with the group? 

Do those students with learning difficulties require additional learning support? If so, where should I go to obtain it? What do I need to do to evaluate any specific areas of learning difficulties of those students with dyslexia, so that my lesson delivery encompasses  a variety of deliver skills to ensure that each student has an equal learning opportunity? Within each lesson, do I need to set specific objectives for those students with learning difficulties and how will I ensure that these objectives contribute to their overall learning?

To prevent the danger of excluding such individuals within the classroom setting, teachers (myself included) should employ ‘good’ or ‘best’ teaching practice which should include presenting material through a variety of mediums – visually, auditory and kinaesthetically (hands-on approach) (Heaton & Winterson)(1996)(20). 

Visually – through using pictures, diagrams or drawings. Making use of colour both in ink and paper. Handouts should be well laid out and not in small script type. Using practical demonstrations if appropriate. 

Auditory – giving explanations as to why things are the way they are, being repetitive, using group discussions, tapes, poems or stories to illustrate subject matter or to elicit learning. Drama, and dialogue may also be used to good effect although it should be borne in mind that individuals who have a learning difficulty may also be quiet, reserved and withdrawn and being asked to do drama, role plays etc may add to their anxiety and frustrations.

Kinaesthetically – using practical activities that involves touch or sensory stimulation [but need to be aware that victims of childhood abuse(physical or sexual) may pose problems in this area]. Three dimensional images and illustrations can be utilised and students can be asked to make things to illustrate a teaching point.

The ‘right brain’ learning strategies can be used utilising music, imagery, and visual-spatial patterns and which are all good tools in aiding learning. 

Consideration should be given to how subject matter is presented. Giving concrete examples where appropriate, making explicit links so that an understanding of the topic to hand is better viewed, and introducing the whole picture first then introduce parts within it rather than just a specific part of the subject in isolation.

Explanations should always be given as to why a particular activity is chosen, encouragement of students to take charge of their own learning, i.e. encouraging them to explore how they themselves could be better able to learn something specific, what best works for them in the learning mode, and, using methods of teaching which encourages them to explain their own understanding of their work and to make their own assessment of that understanding.

When an assignment has to be done, the obvious should be explained, helping them practice their learning skills through demonstrating how to do an assignment, discussing and defining terminology from the outset and encouraging students to ask questions are positive strategies when teaching students with a variety of learning difficulties. 

Making sure that handouts are done in an appropriate font (comic sans in blue or in black on blue, yellow, soft green or pink paper will help). Giving out handouts at the start of the lesson so that individuals can use it as a template on which to make their own notes and ideas. 
When giving out reading lists make sure that it contains key words and phrases or use structured audio-visual sources on subject matter where appropriate.

When it comes to tests, exams or written assignments that are to be marked, offering the students a range of models for their written work or even a different medium in which to present the piece of  work will go some way to motivating and aiding learning.

Whatever strategy is adopted to include equal opportunity to learn across the wide spectrum of students abilities, it should be remembered that:-

· some students can only generalise from lots of specific concrete examples; 

· when an error is made in any sequence, steps may have to be retraced with them rather than just pointing out where they went wrong; 

· some students may be easily distracted by noise, activity or visual ‘clutter’; 

· students may require more time to absorb and disseminate  information, 

· one major stage of learning is to be able to ‘teach’ others and in this context, it may be appropriate to allow dyslexic students to use their own skills to share their learning with others as a means of consolidating their own ‘learning’ process.

Bruner, (1996)(21) makes the argument that the anomaly between education as an instrument of individual realisation, and as a reproductive technique for maintaining a culture through Education ‘is a risky business, for it fuels the sense of possibility, but a failure to equip minds with the skills for understanding, feeling and acting in the cultural world, is not simply scoring a pedagogical zero. It risks creating alienation, defiance, and practical incompetence”. 

It would appear that while the notion of ‘inclusive learning’ is about adopting a strategy and approach that allows every section of society to have an equal opportunity for educational and skills advancement through participation in post compulsory education, irrespective of any disability they may have, ethnicity, language, cultural or religious differences, in reality, to maintain a full inclusive approach would be both practically and financially impossible. 

In effect, we need to ask the question: is it feasible to meet the criteria of the DDA(1995) and the DDET(2003) in relation to inclusivity, when it is clear that financially and logistically, it would be an impossibility for every FE college to have a programme that encompasses all the current under-represented groups in the community, in accordance with the understanding of ‘Inclusivity within Education’ within current legislation!  

In my view, what is required in order to achieve an ‘inclusive target’ in FE, is a three pronged approach:-

1)Compulsory education has to start to use its time constructively to carry our learning assessments so that when individuals leave compulsory education, any learning difficulty they may have is already identified;

2)FE colleges, local authority and private skills training agencies and establishments, need to formulate a network of action so that geographically, they achieve a greater target towards an inclusivity approach;

3)Central government, County Councils, local industry and commerce, need to join together to formulate an holistic programme which takes into consideration all the nuances of learning opportunities for the disabled, and under-represented groups in our society.

SUMMARY:

We have seen how legislation affects and impinges on colleges and other educational agencies, to aim for a total non-discriminatory approach to education and skills training. We have also seen how such an approach can be both financially and structurally impossible as well as impractical. 

However, if we were to explore the Tomlinson Report in greater detail, we would see that his 3 criteria for assessing a college’s inclusiveness, is in themselves feasible although still open to interpretation as to their effectiveness.

In the first criteria [the extent to which the college is proactive in recruiting a wide variety of learners] colleges would only need to make an assessment of the under-represented groups within their locality and if any were identified, attempts made at including them into education and training skills courses and opportunities, for this criteria to be met. However, the other side of the ‘coin’ is where a local authority [as in Kent] has identified many non English speaking ethnic groups of refugees and immigrants within their area, and where some of these groups are hostile to each other, it would be impossible for the college resources to be utilised in trying to achieve total inclusivity for these groups when there is already a high unemployment rate among young people many with little or no employment or career prospects. 

In this scenario, would it be acceptable for a college such as the one in Kent, to achieve this first criteria just through demonstrating that they have made an attempt at identifying such groups even though it would be impossible for them to accommodate all their specific learning needs? 

When we look at Tomlinson’s second criteria [how far teaching and learning promotes and supports inclusiveness] we note that there is no bench mark for assessing how far is ‘how far’. In this respect, this is one of those criteria that is wide open to interpretation and will depend on a political point of view, or whether or not you are working for a college or from one of the under-represented groups within the college itself for any conclusion to be drawn. Similarly, it would be open to conjecture whether or not any college’s teaching approach supported inclusivness just as it would determining how student’s learning supported it.  

In the final criteria [the extent to which the individual learning environments are provided which promote and support inclusiveness] it is clear that many college campuses are too restrictive to accommodate any levels of ‘inclusivity’ let alone have an environment which is conducive for all types of physical disabilities. To achieve an inclusive environmental approach, new colleges would have to be built in order to accommodate such a wide range of physical disabilities if inclusivity in education is to be achieved. 

I essence, in relation to all three criteria, the question needed to be asked is: Is educational and learning inclusivity something that is achievable or is it just political ‘noises’ being made to appear to be non-discriminatory?

However, within this complex debate of Inclusivity in Further Education, I leave the last word to Tomlinson (1996):

“Inclusive learning is a way of thinking about further education 

  that uses a revitalised understanding of learning and the learner’s 

  requirements as its starting point.  What the teacher does, what

  the college does, and what the sector does should be informed

  and shaped by this understanding. The aim is not for students

  simply to ‘take part’ in further education but to be actively

  included and fully engaged in their (own) learning”

Frank Grant
Trainer/Consultant
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