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Abstract

This thesis presentsqualitative investigation into the complexities associated with

the managemertf Teaching Assistants (TAs) mainstreanEnglish primary

schools. The aim of this study wesdetermine the specific influence of TAs on the

process of smal inclusion, with particular regard to pupils identified with Special

Educational Needs (SENh providing a background for the investigation, three
interconnectediterature bases are analysedstf t he compl exity of TAs
secondthe managemeérstructures currentl oper ati ng r eamdahirgddi ng TAS
thesocial nclusion of pupils identified with SEN'he methodological approach

undertakemwasthat of the multiple case studpvolving three primary schools across

England. Semstructured nt er vi ews wrotedsionaldy & phetagtaphy | s 6 p
methodwith pupilsand norparticipant observations were undertaken as data

collection methodsAnalysis of the data hasledtothd uz zy ge (Basseg,| i sati ol
1998)thatT As 6 p anfluence avdr the process of sociatliusion in

mainstream primary schaolies in supporting pupils withuilding their social

competence téorm positive social relationshipA. recommendatiors madethat

educational policy considefsA's 6 pioflasendeaver e process of social

inclusion andhusreconceptualiseTAs 6 ¢ u r r &@ke accaurdflthes. t o
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Chapter 1: Introduction

Over the next ten years the world we inhabit will change massively. Vdé ame
inflection point in the economic and educational development of nations. We cannot
ignore, wish away or seek to stand aside from these developments. Not least because

they promise a dramatic step forward in the unleashing of talent, the fulfilwhent
human potential and the reach of our creativity (Michael Gé&spciation of School

and College Leader®.1, 24" March, 2012).

If the formerMinister for Education is correct, over the next ten years, the
English education system will be requiredéspond to the pressures that
globalisation will exert on societffome potential areas of positive development
within the English primary school systareidentifiedin this thesis, which focuses
on the Teaching ssistant (TA), an increasingly promirienfluence in childe n 6 s
education (Balshaw, 2010).TAs usually work on a-fufle basis in schools and have
often accessed a limited amount of training both prior to and in their role. They are
often parents of children who have attended the schoolichwiey work and many
TAs have been in the role for over 10 yedisere is widespread ambiguity and
complexity surrounding the role of TAs; thus it is currently difficult to determine
TAsO6 primary positive infl uenvciet aolv etrh aptu pTiAs
i nfl uence over explonednlorsedthattbeir potemntial berboth e
realised and acknowledgadpolicy and practiceThis realisation will enable the role
of TAs to be defineanost effectivelyinf o st er i ng pguoptaldntsadd unl eas hi
creativity.

It is acknowledged that TAs primarily work with pupils identified with
special educational needs (SERgsearch exploring the nature and impact of this
work has mainly concentrated ongevaluating
pupil sb6 acadeomiecv eaut ccchmase. i s a need to exp
bot h p ugband axadlemsc @utcomes, if their influemns#o be determined
effectively (Symes & Humphrey, 20)0The reasons for this are explored in the
literature eview chapters of this thesiSonsequently, the influence of TAs on the
social inclusion of pupils identified with SEN is the key focus in this thBasils

identified with SENarewidely accepted to be @roportionallygreater risk of social
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exclusionand bullying than their neBEN peers (Frostad & Pijl, 2007Mherefore,
linking the role of TAs to the social inclusion of pupils identified with SEN could
benefit both policy and practice in prary educationin doingthis, there are two

principalaimsin this project:

The first aim is to identify and explore the current complexities associated with
managing and defining thresponsibilities within theole of TAs

The second aimistoexamimeAs 6 parti cul ar i nfdci@ence over
inclusion, with specificegard tahe social inclusion characteristicspfpils
identified with special educational needs (SEN).

Meeting these two aims has enabled recommendations to be made regarding
management of TAsO r ol e. poténeabtesupp@atdAsmmendat |
in promoting the social inclusion of pupils identified with SEN.

1.1 Rationale for the study

T he r e s atarestirtlee rofe of the TA was firgparked during
completion of heundergradui@ degree in primary educatigcommenced in 2007
In order to gain galified teacher status (QTS), shas required to undertake four,
termlong primary school placements over four nee@Imost immediately sheas
struck by the complexity of th®le of TAsin each school. The reseherobserved
TAs undertaking a wide variety of tasks on a daily basis, including first aid, lunchtime
duties, inclass support, otdf-class support, administration duties, disciplining
students, teaching whole classes, dealing with parents, planningttens,
delivering interventions, and many more. Capsmtly, as a student teacher, slaes
confused about the nak of the role of TAsvithin schools ad even more confused
about theole of TAs nationally.

The researchavas aware that TAs virtuglexclusively worked with
children identified with SEN antlad been taught at university that the SENCO had
specific positional responsi bilimalofes conce

her placement schools, stiiscovered the head teacher to benagang the entire staff
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body.As a result, it was clear to hérat that there was a certain disparity between the
rhetoric surrounding both TAsO management .
primary schools. Sheas therefore highly motivatedtost d y T Afurtherforo | e
herundergraduate dissertation. The studyone mainstream primary school in the
North East of Englandionfirmedheh y pot hesi s with regard to t
highly complex and is challenging to manage effectively.

The researcherompletedan MPhil study(in 2012)which was used as a
pilot study for thisdoctoral research. Dugrthe literature review for this study, the
researchewas highly engaged by the research concerning the poor social position of
pupils identiied with SEN leading to frequent marginalisation of these pupis
TAs are acknowledged to work most frequently with these pupils, it seemed important
that TAs® role be investigat eTheresultsétf a spec.
the MPhil study suggested that effectimeanagement of TAs could engender their
specific influence over the design and implementation of socially inclusive practices.
This conclusion is further investigatedtin this thesis

The r es edacationaleperiesceshus far, both as a scholand a

teacher, have consistently highlighted the
educational experienceBhe current Secretary of State for Education, Nicky Morgan,
recently stated at the Conservative Party conferghce 6 s -versedvrith, lthat no
education system can better than the quality of itselchers. | say without
hesitation, that teaching is the noblest of professions. Bedaashers have in their
hands the power to shape the destiny of thousangtsuofy peoplé(5™ October,
2015. This study commences with the asserthat this can be extended to TAs,
reinforcing the need for thepotentialto be reachedithin thecurrent English

educatbnal system.

1.2 Background to the development of TAsS

Over the last seventeen years there has been a dramatic increase in the
numbers of TAs employed fnglish primary schools. This was initialiiye to the
rapid increase in the nurar of Satements of SEN awarded to pupils in mainstream
schooling since 199& Statemenis a document which sets out a child's SEN and
any additional help that the child should recelvaffords the school funding with the

aim of ensuring that the child receives the support they require to make progress in
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their learningFrom 1998 to 201, the number of pupils with a&ement in
mainstream primary sools rose from 143,000 to 224A(DfE, 2012, p.2)
However, whilsthe numbers of pupils witBtatements has remaineglatively

constant over the last few years, the numberAsd dontinuego grow:see Table 1.

Table 11: The number of fultime equivalenschool staff and pupils with a
Statemen{or equivalentpf SEN in local authority (LA) maintained schools and
Academy schools in England: 232015

Year 2011 2012 2013 2014 2015
TAs (in thousands) 219.8 232.3 243.7 255.1 N/A
Pupils with $atements 224.1 226.1 229.4 232.2 236.2

(or equivalentpf SEN
(in thousands)

SourceDfE, 2012;DfE, 2013;DfE, 2015aDfE, 2015b

These consistenhcreases numbers of TAsre senprimarily due to the largand
growingnumber of pupils identified with SENubunsuccessful in obtaining a
Statemen{or equivalent)Iin January 2013here were somg,065,28Qupils with

SEN withou the equivalent of at&tement12.6per cat of pupls across all schools
(DfE, 2015, p.3 These children do not provide schools with funding for additional
provision. However, the vast numbers of these children and their often severe and
complex needmean that school managers are choosing to contirapetad money

on the employment of TA®n supporting the pupils identified with SEN in their
schoolgGoddard, Obaden & Mowa2007)

It is likely that numbers of TAs will soon beginitcrease at a faster rate than
over the past 5 yeadsle to thaecer reforms to the SEN system, detailed in chapter
2,section2.1. Thgover nment 6s upfoat Adl 6 Asbheme medeéet a
the Green B p eSuppoét andaspiration:A new approach to special educational needs
and di D&EDL201] p.67)ywas he first step to reforming the SEN systérhe
Green Rper detailedhat he government plaredto reduce the numbers of
St atemented children ademifcstsi Em@kam dSEN. avoi
arguedwithin the papethat declassificatioof studets who currently hold
Statements is possibléecause with a culture of high expectations and provision of

personalised schodlased support the ldbeself is no longer necessafp.65).
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However, some educational professionals have argued thatthe gon me nt 6 s
emphasis on high expectatigssiggests a return to the targetting cultureghat
perhaps ironically letb the original &atementingf pupils identified with SEN
(Bignold & Barbera, 2011Robertson, 2012Additionally, there is no evidende
suggest that S$Staemenwil rengoveaheipadditionbl dexeds raise
their aspirationsTrials of the new Education, Health a@Gdre plan(EHC), which has
replaced th&tatemenof SEN have indicated that the numbers of childf@nwhom
an EHC has been written have remained constant in the pathfinder bordighs (
2013).This is discussed in greater detail in chapter 2, sectio Beteforetherole
of TAs andthe support TAscanoffer continues to be imperative to many pupils
idertified with SEN.

1.3 Introduction to the research questions

't is widely acknowledged that TAsO6 inf
pupil s&6 educ aBuit& ltance, 2009 Gevsohel 2606; tMoran and
Abbott, 2002; Quicke, 2003However, the rolef TAsis regarded by many
professionals to be both highly complex and unclear. TAs undertake both pastoral and
educational responsibilitiea role on a daily basis; determining how these are to be
effectively undertaken simultaneously is problematicrédwer, the variety in
responsibilities that T& undertake makes defining ttede of TAs particularly
chall enging. Additionally, the management
role are widely variable. Staff members with various positionabresipilities have
been found to be responsilite managing TAs.r order to investigate these

difficulties in greater detail, an overarching reseayobstions presented below:

To what extent can the management of teaching assistants promote the social

inclusion of pupils identified with SEN in mainstream primary schools?

To explore the previously identified diffi.

managementhe first research question for this project is as follows:

Q1 How are TAs currentimanaged and who has overatponsibility for defining

the responsibilities withitheir role inmainstream primary schools?
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It is recognised that the pupils with whofAs work most frequently, those
identified with SEN, have fewdriends, are less pojar and are more likely to be the
victims of bullying than their noSEN peergFrostad & Pijl, 2007; McLaughlin,
Byers & Peppiavaughan, 2010 Nowicki, 2003. Therefore, the social inclusion of
pupils identified with SEN is determined to be generallyrg8ymes & Humphrey,
2012. As TAs most frequentwor Kk wi t h these pupil s,
on the social inclusioof pupils identified with SENbe consideredA discussion of
what this thesis defines akildren identified withSEN will be explored in chapter.2

Thus, he second research question investigated in this project is:

Q2 What is the current influence of TAs the social inclusiorcharacteristicef
pupils identified with SEN?

In order to draw the two research questions toge#mel present
recommendations for future policy and practice, a third-avehing research

guestion is considered:

Q3 What strategies can be implemented to effectively allow TAs to promote
successful inclusion of pupils identified with SEN?

1.4 Overviewn of the methodological approach

An interpretivist approach was undertaken towards the research process. Three

in-depth case studies were conducted in three mainstream ypsafeols across
different areas dEngland in order to answer the three resequastions posed. The

methods employed in all cases are shown in TaBle 1

16
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Table 12: Methods employed

Method Persons Involved
Semistructured interviews TAs, Teachers,
Headteachers, SENCOg
and deputy heads.

Non- participant In one class per school
observations over a period of 2 weekg
in each school
Research conversations | Small groups of same
age children of varying
abilities.

1.5 Contribution of this study to educational policy and practice

The role of TAs is notoriously ufearand as a result, difficult to
manage. This research has identified effective practice in the deployment of TAs,
which will enhance the work ofékchers, senior management staff and TAs
themselves. This should be economically significant becausedheynspent on
employing the large numbers of TAs in schools could be used more effectively. This
research should also have benefits in terms of promoting the social inclusion of pupils
identified with SEN. Current literature identifies a plethora of pmoislassociating
close proximity working of TAs to children identified with SEN. This research has
synthesised notions of effective practice =
skills and relationships, algmtentiallyconducive to enhancing educational
achievement of pupils identified with SEN.

Additionally, this research should serve to support schools and other
educational institutions with the implementation of the reforms to the Special
Educational Needs identification asdpport systems contamh&ithin the Children
and Families Act (2014). The changes associated with this act, passed in September
2014, are explained ithapter2, along with the relevance of these changes in relation
to this studyFurthermore, recommendations made at the etitiothesis have
potential to support practitioners and policy makers with implementing effective

approaches to the management of TAs in mainstream primary schools.

1.6 Structure of the thesis

This thesis has commenced with an introduction to the issuestigated

in this project. In chapter twa,review of the literature pertinentttee firsttwo
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literature bases explored in this thasipresentedn chapter threean exploration of
the concept of social inclusias offered includinga n 6 modelald@&@ cur r ent 6
model of social inclusion in mainstream primary schools. This exploration then
informs anin-depth review of thé¢hird literaturebase in chapter fourhe
methodological approach and methodolabgsen for thiempirical studyis
de<ribedin chapter five. In chapter siintroductions to thetaff participants in the
three research schools chogethis projectare made. In chapter sevamalysis of

the data collecte presentedrelating to the management of TA%e participatig
pupils arentroducedn chapter eight, which then enables data to be presented and
analysed in relation to the pupils inaglter 9. Chapter 10 explores th8uenceof
TAsonpupi | sO s ofnaly,linchapter 11this thesigs concluded.

18



Chapter 2: Literature review |

2.1 Introduction

There are three key and interconnected literature bases mggoirestigation
in answering the overarching research question for this thesisely Todvhat
extent can the managenef teaching assistants promote the social inclusion of
pupils identified with SHDNffiistliteratueeiremiesst r eam p |
examineghe current roles and responsibilities of TAs in mainstream primarpkcho
The second investigatearrent management structui@sT As and their influence on
TAsd r ol ersviewekpioees thencurnend literature associated with the social
inclusioncharacteristicef pupils identified with SEN. These three literature bases are
combined to explord As 0 i nf | ue n thesoamhinclésmrcaf gupild at i ng
identified with SEN. This chapter will explore the first twaf the threditerature
bases. Irthaptetthree social inclusion is explored throudtet presentation of two
models,a 6 i d eehof sbciahirelusion in mainstream primary schools and a
6currentd model of soci al I nc,lthersenables i n mai
exploration of the third literature base in the fourth chapter.

For the purposes of this reviethe term TAis usedo describe all support
staff who assist with pupil learning. Therefore, this includes Higher Level Teaching
Assistants (HLTASs), Teaching Assistants (TAs) &uaVver Supervisors (Devecchi &
Rouse, 2010). Additionally, although it is recognised aqudagned in my literature
review that TAs undertake a wide varietyre$ponsibilities within their distinebles
t he t er mbedsedthreughouthid thesihere are specific commonalities
bet ween TAsO® rol es, whi eandgeoopadsucoessfallp mpar i s o
underone &ér ol e. 6 T h dueto thesrequrénsemat of afipiparysghoois a t e
to devise specific contractual job descriptions for individual TAs in their school,

involving prioritisingof TAs 6 responsi bilities.

Undertking a literature review

Knopf (2 0®liéjaturs reveetv summarises and evaluates a body of
wr i tings abou(p.12d). Terpughout this review, the vality of
authorso6 claims is ascertai ntod idbag, dadaxt r act i
evidence and methodological assumptions presented by the writers (Hart, 1999).

Consequently, synthesised conclusions are presented, derived through ascertaining the
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validity of the literature discussed (Poulson & Wallac€30These aaclusions

inform theresearch questions; they represent areas for further exploration.
Additionally, this review serveds a reflexive toola be revisited when analysing

data. The contentious issueggented in this review infomdt h e a amalytior 6 s
thought processes.

Current literaturéocusing omrmainstream English primary schools is
predominantlyconsulted as this is consistenmtith the fieldvork for this thesis. The
researcher professional knowledge base and practical classroom experiences are
predominantly based iBnglish primary schools. Additionally, the literature suggests
that the role of TAs is rather different in secondary schools, due to greater variance in
classroom dynaiuos (Farell, Balshaw & Polat, 1999) iterature focusing on
semondary schools, special schools and/or within a wider geographicahakgding
international studiewill, however, be referred tayhen the arguents are pertinent to
thediscussionLiterature from 1998 and beyomslmainly drawn uposthis period
signifies thecommencement of the development of TAs in England, as discussed

below.

Defining special educational needs (SEMyislative reforms

Beforethe role of TAs can be explor@drelation to pupils identified with
SEN, it is important that thetm &pecial educational nedidse definedWhen this
study began in Octob@012, the researcher consulted the SEN Code of Practice
(2001) for the most current definition of SENdaapplied this definition to this
doctoral studyHowever partwaythroughthis study, in September 2014, a new
Children and Families Act was passed, whHichught about some significant changes
to the system of SEN identification and supp®hese changes were desin
necessary as a result of the associated difficulties wetStltemenng process
(discussed later in this sectioi)ix (2009) identified these difficultiess, &ostly,
cumbersome adver sar i al Therlihngesepertinénhty this stugy.are 1 ) .
explained within this section.
The 2001 Code of Practi¢€OP)provided the following definition of SEN:
0Chil dren have speci al leardingditidultywhricka | needs
calls forspecial educational provisida be made for them.

Children have &earning difficultyif they:

20



a) have a signifantly greater difficulty in learning than the majority of
children of the same age; or
(b) have a disability whiclprevents ohinders them from making use of
educational facilities of a kind generally provided for children of the same age
in schools withm the area of the local education authority
(c) are under compulsory school age and fall within the definition at (a) or (b)
above or would do so if special educationaMBmn was not made for theém
(p-12).
The COP states that earbchoolbaseddenification of SEN is vital in order
to provide an effective gradud@hised response
graduated responsens longer employed under the 2d&4gislation, but was at the
time this study commencethus is important to detailt the time this study
commenced the CORformedthe procedures undertaken to meet the needs of the
children involved in ths research, thus necessarilylsad i nf |l uence over TA
and responsibilities within.it
The first stage of thEOPRdetailedgraduated responsewlash own as OEar |l y
Years Actiond | dlvedisaihaotdesignedalterrative support for a pupil who wa
experiencig ongoing difficulties which werenpeding their rate of educational
progressPupils needs wer@ | a b e ith lcatedodie®HVSEN,encompassing four
broad areas: O0communication and interacti ol
emotional and social development; and sensory and/or prgteatell, 2001, p.3).
These categories weherther subdivided into more specific cageries, for example
emotional and behavioural difficulties (EBBpeech, language and communication
needs (SLCINand autistic spectrum disorders (ASDie terminology used for SEN
0l abel sbé6 in this thesis origi B808%),evsichf rom t h
was in place when this study commenced, unless otherwise stated.
If Early Years Actionwas ound t o have inadequate inf/l
rate of progress then thetildwasmoved on t o cdkaml Wl Yesarés Thi s
involvedthe school seeking the adviaedasupport of external agenciesorder to
i mprove a pupi,kéaswnat ea gaef nGcpyudb tikpepsnso a ¢ h  (
Wilkin, Stott, Doherty & Kinder, 2001 )inally, if Early Years Action Plus wasund
tobeineffea ve, a school, in cl osentsandexterndl t at i on

agencies,was | i gi bl e to apply for aneedsafthet ory as s
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chil doés determidesl toWwessevere and complex, he/shebmgianted a
Statemenof SEN,which resultedn funding for the school to spend on additional
provision to meet the childds needs.

Under the COP legislatiom child who was identified with SEN wpsovided
with an Individual Edaation Plan (IEP), which detailéde schocbasel
interventions that thehild was to receiven order to meet their ditional needslt is
in the IEP that the TA who provided support for that child was frequently named, and
wasoften asked to sign the document to indicate that they undertook resiityrisib
meeting the described actions.

However,the Children and Familiescd which came into force in September
2014 changed many of these procesghs.definition of SEN remains largely
unaltered, with the only change being in section (b) of tfieitlen of learning
difficulty, see below:

hildren have gearning difficultyif they:

(b) have a disability which prevents or hinders him or her from making use of
facilities of a kind generally provided for others of the same age in mainstream
schods ormainstreampost 6 i nsti tutionsé (p. 16).

When this definition is compared with the previous COP (2001) definition, it
can be seen that tihestriction oféschoolswi t hi n t he area of the 1o
removed, and replade wi t h &6 i nchoolaamaisstreara pogi6 s
i nst it utindicalssa.shift inTatea restrictions, with the local authority
boundaries lifted in the new legislation.

One of the most significant changes involved the introduction of a new
OEducati on Hpaa(EHCR). Thisadns tG bringetdgethaxxternal
agencies responsible for a childbés care, i
a c hi | dléeseH@Gparerebkceshe lEP, with one single needs assessment
undertaken to formulate the EHC plaather thagraduated rggonse to SENhat
was undertaken with the previoagproach.

The o6l abel sb6 of ,vwhlEthe amefraffordiagireater al t er e d
flexibility to school s i andanwedagtheougenti ndi vi du:
problem of overidentification of need¢éDfE, 2011).There is now one single scheol
based category or response, for children whose needs are not being met through

normalschool provision. In addition, one aspect of the definition for-imeihg of
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children and gung people with SEN referstoSo ci al , Ment al ,&nd
indicatingthaty o u n g prerdab Headtld reeeds are considered for the firstitime
legislation

Another significant refrm involves the requirement froLocal Authorities
(LAs)to produce a Local Offer, setting onformation about the provision they
expect to be available for children and young people in their area who have SEN,
including those who do not have EHCH&is must be done within 18 months of the
introduction of theeforms, by June 2016.

Additionally, the role of parents has significantly shifted within the new
reforms, tanduce a devolvement of power from schools to parents of children
identified with SEN. If a chd is provided with an EHCRith attached fundinghen
under the new reformsapents can elect to have responsibility over how the funding
tomeet their chil.@Bdsenesedsansnaimi oateed
form of provision,including Education, Health and Social Camao manages and
coordinat es aHowéver,lthisdeformpeguresipardants to be well
i nformed on all ar eas oifftheytelea o managhthd d 6 s
financial implications of meeting those nedldsmselvesFurthermore, increasing
parental responsibility over the allocation of funding may engender a culture of
excessive pressure aagpectatioron parents to ensure tltaeyare effectively
assessing approaches to meeting their

Now thatthedefinitions of6 SEN 6 kgisthtivé ref@ms associated with
the educational provision for children identified with SEdNebeen explored, as

they pertairto this thesisthe role of TAs can now be addressed.

2.2 TAs: A complex and shifting role

In this sectiorthe literature concerning thiest of the three literature bases
pertinent to this thesis discussedthenature of the role that TAs currently undertake
in mainstream primary schools in England. This section conditkeromplex and
shifting role of TAs, Pecifically, the problem ofole-blurring between TAs and
Teachersgifferences between the roles and responsslitif Level 1 TAs and

HLTAs, the influence of TAs on pupils
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DefiningTAs 6 rol e
Devecchi,Dettori ard Doveston (2012) recenttiescribed the developmeuit

TAsd® r ol e aanomanic and adihaog n n(@22plrotheir document

owrking with teaching assistants: a good p
professionals, thBfES defineT As 6 r ol e as faopportihgpuals, @ nvol vi
Teachers t he school €004 p.8). Heweverynumeroasudsearliers

have found that the tasks required to be undertaken by TAs in meeting the four
components of their role are too numedo be completed within the constraints of
the school day (Devecchi & Rouse, 2010; Gerschel, 2005; Hancock, Cables;, Eyr
2010);the recent Deployment and Impact of Support Staff (DISS) project (Blat¢ghford
Bassett, BrownMartin, Russelk Webster, 208) identified six categories of TA
tasks in schools:

1. Support for Bachers and/or the curriculum
Direct learning support for pupils
Direct pastoral support for pupils
Indirect support for pupils

Support for the school (administrative/communicative)

o 0k w N

Supportfor the sclool (physical environment) (p.9
The researchers found that by far the greatest amount of TA time was spent on
supporting pupilsan average dapproximately 3.8 hosrout of the 7.5 houmsorked
by TAs per day (ibid)However, t is importantto note that strong methodological
criticisms have beeraised against the DISS reposthich are explored later in this
chapterNevertheless Blatchforet alé6 €008 finding that TAs spend most of their
time supporting pupils is consistewith otherstudies into the responsibilities of TAs
(Collins & Simco, 2006Farrellet al., 2010Hancock & Collins, 2006

't i s widely accept adhistiricalyooledin 6 r ol e i s
supportingchildren identified with SEN (Webstet al, 2010).However, the
structure of TAs ddennfied viith SEbvarieswidely accossi | dr e n
England (Butt & Lance, 2009Mistorically TAs have worked, virtually exclusively,
with individual pupils identified with SEN, as part of what Gerschel (200&)ger
Okwypyrkerdo system. This is characterised by
individual children withStatemerd (DfES, 2001). Justification for this approach is
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that TAs provide pupils with the individualised academic support required to work
confidently OfES, 2003).

However ,-wdrmhlkerd&eyyystem has been criticis
Thomag(2005). They argue that this system frequently results in TAsswmgrorting
the children (usually identified with SEN) that they support, précit at i ng 0 SEN
Velcros yndr o me . 6 &bstanthbfecesame.n t he child in the
(Shevlin, Kenny & Loxley, 2008, p.147). Consequently, some children become reliant
on the support that individual TAs provide and lack confidence during indeftende
working,termeda s Ol ear ned hel pl essnWhilsgthisig Hopson &
concerning, it should be noted that in recent years, TAs have increasingly assisted
children in small group workings within primary classrooms (Gerschel, 2005). This
redues the instances ofdividual support, ther®re precipitates the avoidancé
0l earned hel plessnessd amongst children id
research projects have shown that thesalggnoups continue to primarilgonstitute
pupilsidentified with SEN, raising concerns as to whether independent working is
actually occurring (Moran and Abbott, 2002).

In 2009 Lamb undertook a review of parental confidence in the Special
Educational Needs Code of PractiE#KS, 2001). He conductenterviews and
focus groups with parents and school professionals in eight English counties,
involving just over 3400 participants. Lamb conclud#dtht as a consequence of the
O kaypr k er 6dos masychkildien with SEN are missing out on the core
beref i ts of qua(piBQ).ye identifiednat muah af thé teackgng of
children identifimrdeadvidwhe ISE&Nt dtheBbakee elne adian ¢
Teachers t each({paxThSE particutarly dpparentsidring the
Plannng, Preparation and Asssment (PPA) time ofekchers; rany HLTAS are
givenresponsibilityfor whole class teaching duringlac her sé PPA ti me, as
discussed later in this chapt@dditionally, large scaleresearch by RubiBavies,
Blatchford, Webter, Koutsobou and Bassett (2010 i nt o TAs 6 rol e i n ma
Englishprimary schools concluded that As do not provideadditionalsupport but
alternatives u p p(p.430).6

This notion of TAs providing alternative student suppegumeJAs to be
camble of engaging in the act of teaching. Hoerewhether or not As areable to

undertakea pedagogical rols questionedThis is a complex issue to address and is
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important n effectively investigatingherole of TAs; as sucht is explored below
(Butt and Lance, 2009; Gerschel, 2005; Moaza Abbott, 2002; Quike, 2003).

To what extent do TAs undertake a pedagogical role?

In order to effectively address how far TAs undertake a pedagogical role, it is
necessary to identify the difference betweerggedy and teaching. The distinction
between these twetmswad i r st e x pl ai n eMPhilithesistSaddler,r e sear c |
2012) It is referencedbelowand will bediscussed later in this thesis, in relation to

the data gathered.

Alexander (2004) defirepedagogy agywhat one needs to know, and the

skills one needs to command, in order to make and justify the many different
kinds of decisionsfo whi ch t eac h(p.hly Thersforesioordet i t ut e d
to undertake a pedagogical role, specific knowdedigd skills are required to
develop the capacity to make informed, responsible decisions about the
teaching process.

Incot r ast, t eac htherag of using rde¢hbxitoreeatle paslto o6
| e a r(ibid, p.12H TAs may engage in the actediching, as they have

often builtthe knowledge and skills to implement a given strategy to enable
learning. However, TAs do not possess the understanding required to make
pedagogical decisions. Pedagogy is unique to the teaché&unttamental
differencebetween €achers and TAs. Teachers have responsibility for
decisionmaking about the teaching process for all learners: TAs have the
capacity to act on these decisions through assisting with teptchimprove
learning(Saddley 2012, p.9.

The DfES (2M3) statedthat TAs are requiredto support the delivery of
qualitytac hi ng and a m@.d)eThinclearlydemonstiratésu m. 0
advocation ofTAs engaging in the act of teaching to support learning, not undertaking
the responsibilities associatedth a pedagogical rol@dditionally, the DISS report
(Blatchfordet al., D09 foundt h ahe majadity of TASn Englanddo not have a
university degree and many hold no qualifications above a grade C in GCSE (General
Certificate of Secondary Educatld 12)pThis, along with there being low
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qualification requirements to undertake tlole of a TAjs likely to inhibit TAs from
building the skills to undertakan effectivepedagogical rol€¢Farrellet al, 2010)
However, it may be that some resporisi | i t i e solevaie tequirimyASté s 6
make pedagogical decisions, for example, idgtio planning and assessmeht o
pupil sbé progress. Yet, though this may be
decision making may not be informed, thi@re may not be effective, due to lack of
training and teachinfpcused qualifications. This study will aim to investigate
whether or not TAs are making pedagogical decisions that are traditionally associated
with the role of teaching.
As a result of th@roblematic nature of pedagogical decision making, it is
i mportant t hat |[professiohatsoecogrsse thaddchera possess a
overall responsibility for pupilsch | earni n:
TAsd teachingarcblee séngpgedangaodgTcal role begi
detemine. Consequently, this haslle® widespread blurring of roloundaries across
schools in England (Gerber, Finn, Achillies & Begdcharis, 2001)The views of
one participanin Blatchfordet alé6 €006) DISS study highlighs this problem:

Trhe expectations of TAs6 own abilities
changed. Original support staff were a
welfare activities in class. Now they are expected to deliver ELSFASS,

Springboard (all catch up programmes) and lack of academic ability creates

problems within school. Their salaries are insufficient and fail to reflect the

demands of their very useful support role. They are not teachers yet they are

expected to teaob(Headteacher, Primaryp.101).

The above quotatiohighlights the tersions often experienceuh identifying
thedistinctresponsibilities within the roles dkachers and TAs in mainstream
primary classroomdLAs often view their role as similar toatof Teachers,
especiallyduring@ ac her s 6 p lateonamd assgssmept (PEA) &ime, when
they can be expected to teach whole classes, as will be discussed in the following
section of this thesisiowever, Bachers generally view their role as pssiondy
dissimilar to that of TAs; @achers have academic qualifications stetuldallow

them to makeducategedagogical decisions and TAs do rinteed, TAs are often
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viewed as noiprofessionals, which further depresses their status.tensions often
a threat tavorking relationships betweeredchers and TAs (Williams & Connor,
2012).

TAs having access to mospecialist trainingelated to SENhan Teachers
can often lead toole-blurring. TAs can be choseio attend courses on specific areas
of SEN povision related to the needs of the children with whom they are warking
This is due to théigh contact tim¢hat TAs working in individual structuresften
experience with children identified with SENe specific needs of those childeerd

the cost implicatiog TAs are cheaper telease from the classroom thagathers

(Burgess& Mayes, 2007)This may mean that, in some cases, TAs find themselves to

be moreknowledgeable regarding the specifieeds of some of the children with
which theywork than the teacher, further contritmg torole-blurring between
Teachers and TA@owat, 2009.

In order to implemenrgffectiverole boundariebetween €achers and TAst
is suggested thaiolicy makers produce clear role descriptors that highlige
fundamental differences lyeten the responsibilities thaedchers hold, in
comparison with those of TAs. Building on theshoolsshoulddocument clear
contractual job descrijpns for both Bachers and TAs, detailing thepecific
professional @sponsibilitiesn that schoallt is acknowledged that this problematic,
aspractical flexibility in working arrangemenisrequired, due to the ndmer nature
of the learning process. However, defining role boundaries between Teachers and
TAs wouldat least ensurthat all educationgdrofessionals in the school weaware
of theirspecificresponsibiliteswi h r egar d t o (Bdch, Kedstere& 06 s
Heron, 2006).

This systernrallows for flexibility at schoolevel but also ensures that

fundamental differences between schoolfpres si onal s & atpolice s ar

level.Sc h 0 o | s oriptjores bartakestise specific needs of individuals in that
schoolintoaccourand t her ef ore, conceptuali se
theseT As & ccontracteaiolh descriptions require researanprder to discover
how far they specify the fierences between the roles afdchers and TAs, yet allow
for flexibility . Competence of the sien management team is vital reachinghis
balarce However, a is discussed later in this chapt@anagement of TAs is

acknowledged as being particularly poor (Gerschel, 2005).

28

e

ear:t

cl ¢

profes



The introductiorof HLTAS
The role of Higher Level Teaching Assistant (HLTA) was introdunezD03

Therole was devisedybthe government in response to research undertaken by Price
Waterhouse Coopen 2001, which identified thatéachers wereverloaded by
professional responsibilities. Thus, the HLTA role wearoduced in order to relieve
Teachers of some of these respibilities, by delegating them to HLTAGnlike
TAs, HLTAs are required to hold educatiomgialifications, namely level 2 or above
in English and Mathematic
HLTAs are formally assessed against 33 profess&taaldards, derived from
the professionaltandards for €achers (€achefTraining Agency 2003). These
standardsincludeesponsi bilities in planning, moni:t
work, thus affordindtHLTAs pedagogical responsibilitie8dditionally, HLTAs are
often stated thold6 | imanagemeridresponsibilitieswhichwill be discussed later
in this sectionUntil August 2012 the @vernment funded an external body to assess
HLTAs®6 fulfill ment of the professional st al
withdrawn This has lefHeadteacher® undertake the responsibility of assessing
their school ds HLTAs internally.
Burgess andlayes(2009) identified that over 21,000 TAs acquiredTiA
status up to 2009yith numbers continuing to riselowever,research undertakdry
Emira (2011) determad that the introduction of HLTA status has done little to
clarify the ambiguity surr MangldliTAsg TAsO6 r ol
undertake the same responsibiliéesLevel 1 TAsas bothremain under theame
guidance and management afatherand Headteacherand often have not been
promoted due to lack of available roles at HLTA lefidiyniewicz, 2013. Howe\er,
where there are differences betwées responsibilities diLTAs and Level 1 TAs
theyfrequentlylie in leadership
The role of HLTAIs at National Vocatioal Qualification (NVQ) Level 4a
level at which leadership is mentioned as a specific responsikibtysequently
HLTAs may have leadership responsibilitegsschool levelsuch as leading TA
teams in regular meetings, organgstheir professional development and developing
effective communication within teams and with staff (Gerschel, 2005).

Fundamentallywhether or not HLTAs exercise leadershiphivi schools, they are
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trained to recognisand understand leadership styles Eadlership skills in order to
be fully qualified (Kamen, 2003.145).This is whatseparates the role of HLTAs
from that of Level 1 TAs.

Many research studieshaveo und HL T As 6 raspohsibilititeso 1 nv ol ve
overmanaging other school staff memhgagedominantly other TAs (Gerschel, 2005;
Townsend& Parker, 2005; Watkinson, 20p3However, Emira (2011) argues that
there is a fundamental difference between leadership and management and, crucially,
HLTAs are only qualified to undertake leadership resgmlities andnot
management responsibilitigsronn (2009 argues that leadership is the process of
envisioning tasks, whereas management is the accomplishment of these tasks.
Therefore, leadershipméye a r esponsi bi $rold yowevegrtheni n a mar
two are conceptually distincto relate this to the role of HLTAs, HLTAs may
determine the tasks thateam of TAs are required to undertake, however, it is the job
of the senior management team to delegate these jobs in managing the staffebody of
school.

In 2007, GoddardDbaderand Mowatpresented the results of thiireeyear
study into the impact ahtroducingthe qualificatioron HLT A gabe descriptiongand
job satisfactionThey found that HLTAs identified increased pay, increasedsstat
respect from other staff members and promotion to be direct benefits of the
qualification. HoweverGoddard Obaderand Mowatalso found thadf the HLTAS
who gained the status in 2004, only half were employed at Le@Garkequently,
someHLTAs wereangered and frustrated at the lack of immediate career progression
as a result of gainintpe qualification Goddard Obaderand Mowatfound that the
lack ofadvertised HLTA roles kkto staff with HLTA gatus being eployed in
increasingy varied job rols. These roles includgmhstoral heads of year, behaviour
interventon managers and Assistant SEN@©well as curriculum roles such as
unqualified teacher and cover for PPA time

Consequently, it is widely argued that the introduction of the HLTAhate
exacerbatethed i s par i t y,andrcausedfsribeole-biutriegbetween TAs
and TeachergHeardmaret al.2009;Hryniewicz,2008;Watkinson, 200B Thisrole-
blurring causes inherent gwofessionalisation of the role ok&chers, frequelyt
leading to tensions betweerdchers and TAs (Devecchi, Dettori & Doveston, 2011).

Mansaray (2006) describes TAsd® current rol .
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dransitional, incomplete, ambiguous and incohérgni74). He further argues that a
s e ¢ 0 n d adsfect toiTAs role concerns thpipfessional status. Although it is

wi dely acknowledged that TAs are pivo

tal t

currently constructed as peripheral to teaching and learning. Thus, there is an obvious

dispa ity here, bet wedewelahdi AG 6r o0loé¢ eolavela ap @lriacy

It is therefore necessary to exmalore
practicelevelto determine how policy makers should conceptualise the current role.

Thenf |l uence of TAs on pupilsé | earning

Table2.1reflects the caotentious findings of two higlprofile research
projects into the deployment of TAs in assisting with pupil learning; the toolkit of
strategies to improve learning peof (Higgins& Kokotsaki 2011) and the
Deployment and Impact of Support Staff (DI$8)ject (Blatchfordet al, 2008;
Blatchford et al., 2009; Blatchford et al., 2012 should be noted that the findings
emerging from the DISS study were released in stagesss four main repts,thus

a number of references the findings of this study are presauhin this thesis.

TAs b6

Table2.lHeadl|l i nes concerning TAsO6 influence on
Title Publication | Date

Teaching assistanéfail to improve school The 26" May 2011

results. o Telegraph

Teaching assistants dbtoost pupiléprogress, . "
. The Guardian 4™ September 2009
report finds.

TAs: Teaching assistants impair pupil TES 4™ September 2009

performance.

The 4™ September 2009

Teaching assistants blamed for poor results
Telegraph

Both reports announcda@nhllorroaffectsiomMs 6 support

att ai (Higgnsg, &Kokotsaki 2011, p.27). Additionallythe DISS report
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c | ai methose phpdstreceiving most TA support made less progress than similar
puplswhorecei ved | 1 tt | @latohford atal. 20080.333u Wiplst r t 6
these findings are of concern, it is important to note that thestramegly focusedn
academioutcomesas indicators of educational successwi t hout expl oring
inffluence on pupi | s(Balskaw,201@; FletahaCamphelm20%0;
Giangreco, 2010Moreover Higginsk Kokotsaki(2011) describe the evidence base
as Ol imitedd when determining eanathad i nfl uen.
their conclusions shudd be reviewed with cautigms they may not capture thede
range of influences relating to the efficacyloA s 6 . Higgiris& Kokotsaki
acknowl enagegesdattranust becdawmedetermine the best ways for
Teachers and Teachingg#istantstowr Kk t oget her 6 (p. 35).

Little acknowledgement, in eithexport, is given to the influenad TAs on the
process of social inclusiowhich, as has previously bemtentified is inextricably
l i nked to academic achi eveingstabefullyf TAsO i m
understood, thanfluenceof TAs on the process of social inclusion requires
investigation(Hancockat al, 2010.

This strong focus on determining school s
outcome alone is @ommon methodologicapproach ireducational research.
Smees and Thomas (19383plain theproblem with this approach

The majority of research into school improvement centres on academic

achievement as an indicator of school effectiveness. Although this is a vital

indicataa , it alone can tell wus Ilittle about
attitudes within # only whether or not the school is succeedimtgerms of

academic outcomep.7).

The guotatiorabovehighlights thateducationatesearch centering on acaue
outcomes alonkas been recognised limited That is not to say thétis a method
lacking rigot, only that it is not alwag/the best methodology to employ wi#search
rooted in school effectiveness. This argument is particularly pertinent ttudig as
the complex and wide rangi nganexpldratione of SEN
which a focus on academic achievement cannot fully capfifective methodology

in this study requires a focus on thecial irfluences operating withinthe rese c her 6 s
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area of interest.This furthersuggests that the current emphasis on academic
achievement as a schooiprovement indicatomgriginatingat policylevd, is not
alwayseffective.This will be explored further in chapter three, during the expiamat
of the current model of social inclusion in mainstream primary schools.

The limitations of astrongfocus on academic outcomisgarticularly
important to reognisewhen conducting research with children identified with SEN,
where academic achieventas generally lower, and often does not represent the
overalleducational experience of these childrEine methodological approach in this
thesistherefore centres on qualitative methodology that allows the researcher to gain
anin depthunderstandingfahe schml environment as a whole. The justification for
this approactwill be discussed furthen chapter five

The primary method of data collection designedtatchford et al(2009) was
guestionnairalistribution. An approximate total of 20,060estionnaires were
analysed, from primary, secondary and special schools across England and Wales
during strand pe of the researcindicating that a large nurabof participants were
involved in the studyThese questionnairesncentrated on determimgjrthe nature
and charact er i st guaitatively consiitatidg infoer@atiom y me n t
gathering on training, wages, hours worked and qualificatlargrand two of the
research, the authors employed a mulkithod approach, in which they conducted
surveys, observations asdhootlevel case studies, working in 76 schools with 2,528
pupils. These met hods blaegingadetaiedanén wi t h t he
integrated account of the deplogomt and | mpact of support st a
these quatative methods better lend themselves to gaining understandings relating to
TAsd influence on pupilsd social experienc
gualitative methods on gaining information
academic pro@ss over an academic year, based on National Curriculum levels and
Key Stage test results. Consequently, the strong focus on academic attainment as the
optimum measure of effective education remaitmedughout the studylhe authors
have been strongly ticised for failing togather substantial qualitatidata
concerning T Axiél procaskes of Earnimgndering their
conclusions, to an extent, unreliable (Balshaw, 2010; FletCaapbell, 2010).

Havinglistened to Peter Blatchford explang his choices concerning research

methodology at a seminar in the Faculty of Educaditctme University of Cambridge
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in 2012 it was apparent that academic attainment was paramount as an indicator of
success in the DISS research project. This isiogrta valid indicator of success,
however, it is argued in this thesis that
influence on pupilsd educational experienc:
be considered in methodological approaches. Fumihie, in the questionnaires
distributed, oly one open question was posed &adhers, by the researchers, as to
how t hey vi ewetdh €liArs O0p u priplasc@ loenar ni ng. Thi s
solely opinion based and relies on teaaleeall and an urear evidencdase
(FletcherCampbell, 2010).

Perhaps it would have been useful for the authors to have conducteechiitle
qualitativecase studies on pupilsadtified with SEN. This woulthave provided
access to fuller understandings regardingthé e ct s of TAsO6 presence
|l earning, in particular pupilsd soci al i nc
Additionally, it would have been useful for the authors to have taken account of pupil
voice in the design of their methodology, as childdare active agents in their own
learning and are entitled, wherever possible, to democratic participation in hesearc
pertaining t(Ravet, 2008p.234)iThistweutd dasve psoGiided the
researchers with a greater evidence base in addreseingth f i r st r esear ch a
determine TAsO i mpact on pupil sd ppsitive
2009).

T A gdstorakole
Most of Blatchford et al.o6s (2008) six

directly associated with supportitgaching and learninglowever, the third category

wasidentified as@irect pastoral suppot f o r(p.7p)uRedodnisidg A s 6
pastor al role is important in order to ful
responsibilities.

As has been discussed, coneegnave been raised as to the effectiveness of

TAsO6 support on pupHoWweyed itiaimpodantrto considettieai n me n-

(@)}

influence of TAsO6 pastoral role onnpupils
holistic pi ct urbebudtthatfakes accounnof moteehancaeademic

achievementalondf. As 6 pastoral role is particularly
Child Matters (2003) agenda: describediaslding rapport and relationships with
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students, effective working with oude agencies and creating a whebdool
approach t o(DES p14) Thadastocabrelatiahship commonly built
between TAs and pupils identified with SEN is important, due to reciptarstland
respect and the tirAatensive rapport built (Deecchi & Rouse, 2010)t, therefore,
follows that the strong pastoral relationship built between children identified with
SEN and TAs could be devel opaekpetiencesposi ti ve
within the learning environmenthis is discusseétlrther in chapter three
Equally, the strong links that TAs often have with the school community
ree nf or ce t hei iftheTAs ajeamell cpnoestedita the schoold
community, they might be in an excellent position topguppositive peer
inte r a ¢ (Minomdeebtal.2001, p.118)In addition research undertaken by Tucker
(2009)ident f i ed t hat T Aistpantefrcal fooprenesmequiringe , 06
information and advidip.294). This was particularly common with parents of
childrenwho were identified with SEN; parents felt that TAs had an increased
understanding of their child due to the time intensive rapport built between them
(ibidConsequently, researching dpécgvéalonenf | uenc e
can neglect to takecac o u n t pasforaiifldena@. This thesis aims to research
TAsO i nfl uence f raodihus, aimsacfill thel gappneexissiqge ct i v e
research regarding TAs6 influence on pri ma:

2.3The influenceofmra nage ment structures on TAsO® rol e

This section of theeview addresses the second of the three interconnected
literature bases identified in sectiorilf this thesis.fe nat ure of TAsO6 cu
management structuresexplored andhe influence oftee st ruct ures on TA
is addressed

TAsd® management structures arpamaggccept ed
sdhools in England (Minondo et,&2001]). Research undertakey Butt and Lance
( 200 9) theoorifusing range of managemsaradels lbought to bear othe
wor k o(p.226)Bsitband Lance also identified that the majority of TAs
involved in their study were unaware of who their manager was, whether they had
more than one manager or who indeed had overall responsibility for théir lwor
fact, numerous studies ai mi nrglehawnaed sent ang

the disparate natueef t he management structures 1invol
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(Higgins & Kokotsakij 2011; Blatchforcet al, 2009; Gerschel, 2005).

Ineffective mangement that fails ttake accountof As 6 knowl edge and
di mini shes TAsO0 support for pupill sé6 | earni:
Cable and Eyres (2010) argueh at TAs 6 rol e should be affor
both at policylevel and pacice-level. At policylevel it is important tallow
individual schools sufficierftexibilitytod e si gn T As Otherspetifie seeds 0 me et
of the children in that schooAt practicelevel, flexibility is vitalin order to respond
to both PAPO | cbda manithegevenchanging school day
Nevertheless, TAs require specific contractual job descriptions, detailing the
responsibilities within their rol&Consequently, a balance needs to be struck between
clear, manageable role descriptthrat ensureole-blurringis avoided and flexibility.

The following section disusses some prominent problems withihks 6 cur r ent
management systems, derived from various research studies. It should be noted that
the wide variety of management system®sstEngland limits the generalisability of
these arguments. However, this further highlights the disparity in management

systemsas discussed below

Who possesses overall responsibility for T.

Devecchi and Rouse (2010) identified thatfstaémbers possessing overall
responsibility for managing TAsd® role is wi
England. These staff members include Heachers, deputy heads, SENCOs,

Teachersd occasionally HLTAgas line managershs has previously bee

discussed, it is not within the HLTA job description talartake management, yet
thisisoftenseen t shoul d be noted that Devecchi an
in secondary schools, however, the findings resonate with those of Haeymersl

FletcherLowe & Pugh (2006)a s we | | a s prafessiomalesperiencee her 6 s

and prior research

The advice given i n DfESe2001)Sdemifie€Code of Pr a
SENCOs as having positional responsibilities relating to the management of TAs. In
mainsttra m pri mary schools, the SENCOs® respons
dmanaging learning support assistants (and) coordinating thisiprofor children
wi t h (iBid plZB). No guidance is given in this document, however, to inform

SENCOs about howotmanage TAs effectivelydditionally, much research has
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concluded that there is widespread ambigui:
well as over their status withsthool (Layton, 2005; Wedell, 200%)ayton (2005)
identified four main areas overthich SENCOs have positional responsibilities:
1. Strategic direction and delopment of SEN provision ischool
2. Teaching and learning
3. Leading and managing staff
4. Efficient and effective dgloyment of staff and resources (p.54).
These areas areprobil@at i ¢ when determining SENCOs6 st
body. Clealy, SENCOs are intended to hold leadership responsibilities; therefore
many schools find it useful to place SENCOs withingeior managemetgam.
However, SENCOsftenstill hold class teacher responsibiitiand thus often find
themselvesn aé mi dgblindbpart of the senior management team when required,
yet alsoexperiencinghe same status as the other clasadhers (Layton, 2005).
Indeed, Layton ao ¢ | u d eSENQOBda hot beli@ve that key people and agencies
see them im leadership role, even thougtostexpet t hem t o démanaged S
ma t t(g55) This suggests th&tE N C Gtatids ambiguity mginates at policy
level; requiringfurther researcht should benoted hat Laytonsds sampl e s
relativelysmall, having only a 25% response rate from their questionnaires;

consequently, generalisabiliby her results is problematiblevertheless, ambiguity

surrounding SENCOs6 rol e awhdged(Bugop&nsi bi | it
Goodman, 201,0Lewis, Neill & Camplell, 1997 Morewood, 2012; Robertson,
2012).

Despi te SENCrmsmagemergesponsibilitias,aesearch undertaken
by the NFER (2004) into the employment and deployment of TAs discovehednt , 6
primary schools, theleadteachewas mostil k el y t o | i ne (Pmtmage TASs
Whitby & Sharp, 2004, p.11); only 33% oA%$ were managed by SENCQOzhis
research involved a total of 2,668 TAs and school leaders from primary, secondary
and special schoqlgroviding a prticularly strong mechanism for generalisability
Whilst this is significat, it is recognised that somes&ldteachers may also undertake
the SENCO rold€the reason why the proportions cited above total over 100%ged
SENCOs may undertakmany positional roles within school structures; the validity
of this study is consequently problematic. Nevertheless, the results highlight the

importance of wholeschool staff awareness with regardferating management
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structuregButt & Lance, 2009)
As a focus of this study is on successful management structuseisnportant
to consider why, i rch, suthea highpre@dionof( 2004) r es e,
Headt eachers undertook the role of managi ng
suggested that the cghexity of the TArole requires particularly strong leadership to
manage. As thégurehead bleadership in schools is thesBidteacheheshe is the
obvious choice for managemasitTAs. It should be noted, however, that the size of
the schoolsnvolvedi n Ge r s ¢ h enknoven. This couddyaffect Béindings
considerably as ehdteachers typically undertake the rdISBENCO in small schools
(Devecti & Rouse, 2010).
Additionally, Gerschel found that when SENCOs did undertake management
responsilities with regard to TAs, those who possed##d current experience of
working with children identied with SEN resulted in problematmanagement, as
well as a lack of efficacy in their role more generalllgis further resulted in poor
day-to-daytimetabling, as well as ineffective pairing between TAs and children.
Gerschel, therefore, highlights the importance of SENCOs possessing relevant, in
depth knowledge and understanding relating to legislation and effective practice when
working with children identified with SENWearmouth, 2009). It should be noted
t hat Ger sials@sd bersceam ch may not reflect th
management. However, her findings resonate with many other research studies
conducted ationally (Collins & Simco2006 Hancocket al, 2010; Logan, 2006).
Research by the NFER (2007) into the deployment and impact of HLTAS in
English primary, secondary and special schools identified six quoted principles for
senior management teams to follow in engendering a sehdelmodel of good
practice:
1. Take a whole school review of staffing, including deciding on the number
of HLTA posts and matching the needs of
and skills.
2.  Consult with HLTAs about a specialist role, for examplelgesa,
pastoral, SEN or intervention role.
3. Allocate HLTAs to staff teams and develop teamwork, including
identifying a 6closed |ine manager.

4. Define role requirements and responsibilities, including differentiating
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HLTA from TA roles.
5. Raise awaness of the HLTA role among staff and parents.
6.  Support and develop HLTAs in their role, including continuing
professional development (CPD), performance reviews, resource allocation
(especially planning time) and role/career developr(es).
Deciding which school staff members are best placed to implement the above
six prindples is difficult at policylevel. This is as a result of the unique nature of
schools and the individuals withthem (FletcheCampbell, 201D Perhaps, as Bach
Kessl er and Heron (2006) suggest, decision:
undertaken on an individual school basis. Consequently, the specific strengths and
skills of individual professionals can be utlised. However, this may not be practically
viable, as nfonal guidance remains statutonysupporting schools to make sound
managerial decisions. Perhaps guidance documents should endeavor to strike a more
effective balance between prescription and flexibility, as their success has been
limited thusfar (Cremin, Thomas & Vincetg003). The guidance documeneferred
to are thaSpecial Edu at i on a | N e e d s(DfESo 2D@) darkindPwitta c t i c e 6
TAs: A good practice guid€DfES, 2003) andNational Occupational Standards for
supportingTeachingLearning (DfE, 2010) This thesis research€sAs 6 cur r ent
management structuresdepth in three schools; this should enable tentative

recommendations to be made based on effective practice observed.

2.4 Summary
This chapter has explored the literatpertinent to the first two literature

bases identified in chapter one: the current roles and responsibilities of TAs in

mainstream primary schools and the current management strumitdi&s, including

howthoe management st r ucdGhapershreemovissborte nce TAsO
explore the concept of social inclusion, as it relates to pupils identified with SEN in
mainstream primary schools. Two dess of social inclusion aresenteénd

explored which have beeinformed by the literaturgn ideaimodel and a current

model. Thisthen allows investigation ofhe third literature base pertinentttos

thesisin chapter four: the social inclusion of pupils identified with SEN.
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Chapter 3: Exploring Social Inclusion

In order to effectively exploreAs 6 i nfl uence on the
identified with SEN(the third literature base, explored in chapter fotiiy vital that

SOCI

al

a definitiomadf itnlké utse omSBaridledubionissvidelyi dent i f

recognised as a complexocess, invaling complex concepts (Kershner & Farrell,
2009). In order to clarify the process, tvasearchedevisedmodels of social

inclusion are presented in this chapter, which specifically focus on mainstream
primary communi t inegacurre@d modél.iRdveew of Gelevard d e |
literature has informed these models. Presentation of these models will enable the

current process of social inclusion in mainstream primary communities to be

compared with the 6i de als@ndpraaicesetsahieveT h u s

the O0ideal 6 process of soci al i ncl usi

explored later in this thesis.

3.1 Defining Inclusion

&chooliy has al ways p(Sleed20@lepdll8e x cl usi onod

The ter m 0 sediolepresantong &varietg of wiewpoints and
approaches, making it an elasigoal (Wilde & Avramidis, 20)1However,
inclusionis widely acknowledged to be a defining featafeffective educational
policy andconsequently successful schooli#gnscow, Booth & Dyson, 2006;
Kershner& Farrell, 2009; Vickerman & Hodkinson, 2009 s inclusionis interpreted
differently by educationalists, both on a macro and micro level, a spectrum of
approaches to the goal have been seen., Hmisiguity surroundinghe concept is
wi despread, (2@0ad)dssertign that@xclSsloread sbrme members of the
educational community is inevitable.

Historically, the inclusion of individuals was primaridgtermined byheir
school placement he Salamanc&tatemen{UNESCO, 1994)initiated the
placement of pupils witdiverse needs in a common, mainstream educational
environment UNESCO stated this to béhe most effective means of combating
discriminatory attitudes, creating welcoming communities, building dasive
societyand achi evi ng (Cadex gatagrapm?). Cansequaritly, many
professionals questioned the néexdspecial schooldHowever, in 2005Baroness

Warnockargued that mainstream provision for all was resulting in exclusion for
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many. Warnock cited high levels of bullying and victimisation of pupils identified
with SEN in mainstream schools. Thus, the place of special schools in an effective
educational systenvas again widely recognised.
Viewing inclusion in terms of placemenbak can be regarded as an
i ntegrationist attitude (Tutt, 2007). I n t
viewed as problems to be adapted to the mainstream environment rather than
accommodated through adjustment of the learning environmener€tininking
focuses strongly on inclusion being viewed in tewh participationsuggesting that
there is an inherent social focus withire ttoncept of inclusion (Koster et.2D09;
Vickerman & Hodkinson, 2009; Wilde & Avramidis, 2011).
However, Avranidis and Wilde (2009) argubatthis social focus is often
ignored when assessing inclusive educational developments. Assesgerarally
focus onstructures and practices, therefore neglect to address social and affective
outcomes of the developmen®onsequently, research into the social aspects of
inclusive schooling is lacking. In order to address this, social outcomes of inclusive
education are a strong focus in this teesiith a particular regard thildren
identified with SEN. In order to irestigate the social inclusion of pupils identified
with SEN effectivéy, it is importantthat he concept ofsddiredci al i nc
as it is used in this thesis.

3.2 Defining social nclusion

As with the term &6i nclnussconplexadd t he ter m
involvesmultiple interrelated concepts. In order to identify and explore these
conceps effectively, in relation to thareas of interegor this thesisa model of
social inclusion in mainstream primary schools has been developsdndtel will
be presented and discussed in relation to relditardture later in this chapter

The theory of learning to be addressed when exploring the concept of social
inclusion is that of social constructivism. This themgogniseshe inherentacial
nature of learning, involving definite interplay between the learner and the
sociocultural context in which the learner is positioned (Vygotsky, 1978).
Consequently, it can be deduced that the soeiaira of learning inextricably links
theconceptof academic achievement and socialusmn As BlackHawkins (2010)

explains,&he inclusion of a child in a school has little meaning unless s/he also
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experiences achievement, and that child is unlikelkieze unless s/he are
I ncl (p@8.dherfore, socially inclusive practices are necessary in order to
provide a holistic, chile&centred primary education that values both educational
achievement and social inclusion (Didaskalou, Andredtia&hou, 2009).
To extend this argument, it seems likéiat if a child is socially included
within a learning environment, their academic achievement will improve. Similarly, if
a child experiences social exclusion, perhaps through victimisation or bullying, it is
likely that their academic achievement via# lower than is possible. As children
identified with SEN are far more likely to experience victimisation and/or bullying
than their norSEN peers then it follows that these pupils will benefit most from an
inclusive educational environment (Frostad &8,R”2iP07). Consequentlyt, is
important to investigate thaclusivity of theeducational environmeifdr pupils
identified with SEN, wit bnthdsgrviconniepas ar egar d
prominent influence in the educational experiences pilpudentified with SEN.
However, as the processswicialinclusion wihin mainstream primary
schoolss complex and, to a degree variable, it is difficult to defhevertheless,
reviewing the literature has enabled a ¢ i ndodehdf sbcialnclusion to be
developed, seeigfure 31, which displays the interplay between the complex concepts
involved in defining the term. The literature that informs the model follows its
presentationThe model is discussed with specific reference to pupils foehtvith
SEN, to identify thespecificchallenges and difficulties to achieving th@cess of
social inclusionAdditionally, a second model of social inclusion has been developed
which reflects the current press, seeigure 32. Discussia of this modelfollowing
discussion ofigure 31, will aid exploration of the tensionsithin current
educational policy. These tensiomske the social inclusion of pugpidentified with

SEN problematic
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Figure 31 Ideal model of Social Inclusion in Mainstream Prign@ommunities

Theory Orientated
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A
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Social participation
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Positive social interactions
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Participation within the learning
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Socially Inclusive Interventions
A

v
Positive social relationships
A
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Active participation In the social dynamics
of the learning environment



Figure 3.2 Current Model of Saial Inclusion in Mainstream Primary Communities

Current Model of Social Inclusion in Maintream Primary Communities

Theory Orientated Policy Orientated Practice Orientated

Stage 1 Socially inclusive values and beliefs Focus on academic outcomes Heirarchical community valuing
A A academic achievements
! A
v v
Social competence i i i . v . .
Stage 2 . Pupil-managed social experiences Problematic social relationships
4 N
v : ;

o ¥ v
Social integration Pupil marginalisation

Stage 3 Social participation
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Explanationof Figqure 31

The model displays three primary influences on the process of social inclusion
of pupils identified with SEN in mainstream primary communitiespty, policy and
practice. All three are interlinked as, ideahly,a basic levaheory informs
educational policy, which in turn informs school practeed the same is true in the
reverseHence, tweway arrows are displayed between each ottregts within
thethreeprimaryinfluences. To further explore the relationships between the
concepts identified in the model, three stages havedme@aotedn the model It
should be noted that these stages, althoogyappeasomewhatinear, are multi
faceted and involve compléxter-linkages. Consequentlio take account of these
inter-linkages, two way arrows axésible betweernhe stages. The researcher deemed
it necessary to include the three stages inrtbdel so aso aidorganisation of the
model description Thethree stages will now be discussed with reference to the

literature that hamformed them.

Stage 1
Kershner& Farrell (2009) stat¢hat an inclusiveducation system depends

u p o identifying the cluster of values, beliefs and titts that succeed in

maxi mi sing chil dr en 0 sredacmghe magmalisationorn | ear ni |
exclusion of certaingroupsaridi vi dual s i n (pt5h).cComrsaguentlp, | syst e
freqguent r e fsocially indlusive vatues aral hessdirsdertakerby all

members of the school konunity, isimperative in developing a socially inclusive

educational environmei(Rix & PaigeSmith, 2011)Socially inclusive values and

beliefs can be thought to encompass three fundamental principledjeddnyi

Ainscow, Booth and Dyson (2006): the presence of all, the participation of all and the
achievement of all. These principles are intended as reflexive tools for use by schools

when nurtuing inclusive communitiesThey can be viewed as accumulativee

principle building upon another. Accommodating all children in a common classroom
environment (presence) affords all the opportunity to act within that environment

(participation), leading to gains in academic and social leafaittgevement)Thus,

the principles reinforce the strong relationship between academic achievement and

social inclusion.
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It follows that, from theseclusivevalues and beliefs, the design of socially
inclusive practices within educational polibg facilitated These praates should be
designed at policy level in order to engender social inclussam imperative within
the educational community. Once designed, these policy driven practices can then
inform the development of socially inclusiveenventions Mainstream ool
communities can use the poliaglvocated socially inclusive practices to develop
socially inclusive interventions that meet the specific needs of their pupils.
Consequently, it is at practice level that the specific needs of pupils identified with
SENcan be met. Interventions can be designed and implemented that promote the
soci al Il nclusion of mainstream school sd mo:

It should be noted thabcially inclusive values and beliefsot only allow the
developmenof, but are also informed Ispcially inclusive practiceand
interventions (Kershner & FarreR009) Thus, Stage 1 of themodel involves
interplay between socially inclusive values and beliefs and the socially inclusive
practicesand interventiongha they enable; hence the two way arrows between the
conceptsUltimately, howeverit is oftenthroughinitial recognition and
demonstration of thtéhree socially inclusiverinciples, amongst the school
commurity, that schocbased intervention® achiee them can be designed and
implemented (Hill, Davis, Prout & Tisdall, 2006).

Stage 2
Reviewing the literature has identified that the presence of socially inclusive

values and beliefs throughcan educational community suppopispils identified
with SEN to develop social competend®di t h regard to the childre
community, social competence is defined by Odom and Diamond (19%8hitdren
integrating cognitive, communication, affective and motor skills to nheat own
intrapersonal goal (p.10).Therefore, a child displaying social competence is able to
effectively manage his/her social experienteis.important to remember that the
intrapersonal goals, to which Odom and Diamond are referring, relate to both social
and academic leaimy.
From a policy perspective, opportunities for positive social agtesns need
to be provided attdge 2, in order that pupils are able to exercise their social

competence through interaction with atheMcLelland,Morrison and Holmes
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(200() idenify that, in order to maintain their social competence, pupils need to
practice theirgprosocial behavior, peer relations, apgpmpriate classro m behavi or 6
(p.308). Therefore, effective educational policy recognises the need to promote peer
relations ly facilitating positive social interactionstin the learning environment.
In practice, positive social interactions can be used as building blocks in
devel oping positive social relationships (-
social competencenables them to engage in positive social interactions, which then
enables positive social relationships to be built with members of the mainstream
primary school community. Problems with building positive social relationships are
commonly cited when focusg specifically on pupils identified with SEN (Frostad &
Pijl, 2007); this will be explored later in this chapter. Consequently, the importance of
providing opportunities for positive social interactions amongst mainstream primary
pupils identified with SE in particular neesito be acknowledged by policy makers.
Ultimately, providing opportunities for positive social interaction is vital in fostering
positive social relationships (Avramidis & Wilde, 2009).

Stage 3
Donnelly and Coakley (2002) state th@cial inclusion is about making sure

that all children and adults are able to participate as valued, respectashéiitliting

me mb e r s od.viii)s This defnition df social inclusion suggests that the

ultimate goal of providing a socially ihusive education system is to enable the

participation of its members in society. Therefore, squaalicipation is displayed as

the ultimate goal of the theory orientated process in the mibdelvidely accepted

that participation is a complex and gle term. Pirrie and Head (2007) statke

point, simply, is that participation is not a constant. The degree to which an individual

(or indeed a group) participates can vary
In addressinghe complexity associatedth the term, Sfard (199&)efines

participation metaphorically. She explains that the participation metaphor is

conceptually distinct from the acquisition metaphor, in which learning is viewed as

the development of concepts and the acquisition of kn@eledstead, the

participation metaphor suggests that the learner should be viewed as a person

interested in partaking in activities, rather than engaging purely in accumulating

knowledge. Sfard explains the difference as viewipgge o p | e @& i mrahttcd i o n
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peopl e ({mlR). Tharefore, fad the remainder of this thesis, the term

Oparticipationd will be defined as viewing

school community, and not passively das su
From an 06i de alefhe goallofisacigl ingdusioimsegueatian i v

translates to the social participation of all, battults and children, withilearning

environments (Kershner & FarreBl009) Socially inclusiveedicational policy

therefore prioritisetheachievement of alithin the learning environment of

maingream primary schoolfoth academically and sociallifhe following definition

by Ainscow and Booth (2002) is useful in addressing the concept of participation in

the context of a school community:

Participationin education involves going beyond access. It implies learning

alongside others and collaborating with them in shared lessons. It involves
active engagement with what is learnt and taught, and having a say in how
education is experienced. But participatadso involves being recognised for

oneself and being accepted for oneself. | participate with you, when you

recognise me as a person like yalfrsand accept me for who | afp.2).

This definition reinforces the need to view participation both in tedms
academic outcomes and social outcomes. Pupils identified with SEN are widely
accepted to be more likely to display poorer social competence than theSEMNN
peers (Frederickson & Simmons, 2008). Therefore, from a practice perspective, the
ultimate g@l of social inclusion, for pupils identified with SEN in particular, is to
take active participation in the social dynamics of the learning environment. The
positive social relationships that pupils build with their peers facilitate this
participation, apupils are able to engage effectively with each otreidthus engage
within the learning environment. This social engagement will necessarily benefit
pupil sé6 academic engagement, as the proces:
achievement are inextably linked (BlackHawkins, 2010).

For the purposes of this thesis, the stage of the model at which TAs hold
specific irfluence requires investigatiomAs are integral to theurrenteducational
experience of manyhddren in primary schoolsT hereforejt follows that TAs have

strong potential influence over the social inclusion of pupils, particularly those
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identified with SEN. Determining at whichstdgge i n t he model , TAsO6 p
most significant coulddid great benefits for the process ofiatlg including pupils

identified with SEN in particulaiAs has been discussed previoyshe concepts

presented in Figures 3.1 and 3.2 sirenglyinterlinked, hence the faded, dotted two

way arrows between them. Thus, dosthcomingassertions madergar di ng TAs 0
influence on a specific process within the model should be viewed with caution.

However,the model is useful in offeringn attempt to disentangle sometbé

complexites within the concepts explored for this thesis.

The current picture

The oO0ideal 6 model of social inclusion h.
However, the social and academic outcomes of children identified with SEN strongly
suggest that this model is not currently being achieved in mainstream primary
schools. Review afurrent literature has led to the guxtion of a second model, see
Figure 32, which reflects the current influences on the process of social inclusion in
mainstream primary schools. The literature that has informed this model follows its
presentation.Qopar i son of trdntanodels alens sothe diffitudtiesc u r
with the current educational system to be identified. These problems are then
investigated, with specifieeference to TAs, in this thesis. Figures 3.1 and 3.2 are

presented alongsideachother on pages 42 and #8 ease of comparison.
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Figure 3.2 Current Model of Social Inclusion in Mainstream Primary Communities

Current Model of Social Inclusion in Maintream Primary Communities

Theory Orientated Policy Orientated Practice Orientated

Focus on academic outcomes Heirarchical community valuing

A academic achievements
: A

Stage 1 Socially inclusive values and beliefs
A

;
Stage 2 Social competence

. . . v
Pupil-managed social experiences Problematic social relationships

4 A A

v

. Voo v
Stage 3 Social participation Social integration Pupil marginalisation
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Explanation of igure 32

Arrows between the theory orientated and policy orientated influences have
been mnitted in the current model of social inclusion in mainstream primary schools.
This is because current educational policy and resulting pracgcablydoes not
follow theoretical perspectives regarding effective social includ@omton, Bartlett &
Anderson de Cuevas, 2011; Kershner & Farrell 2009
Educational theory suggests that socially inclusive values and beliefs are vital
in underpinning the design of effective socially inclusive practikessher & Farrell,
2009) However, the currentgovernme® s v al ues and beliefs cen
achievemen(DfE, 2010) Smees and Thomas (1998) identify the problems with
emphasis on academic achievemargducational research

The majority of research into school improvement centres on academic
achievemenas an indicator of school effectiveness. Although this is a vital

indicator, it alone can tell us little about the school environmentlore pupi | s 0
attitudes within itonly whether or not the school is succegdmterms of

academic outcomgp.7).

Academic outcomes are regarded with paramount importarocerignt
educational policy, whichrguablynecessarily results in the devaluing of social
outcomes, thus the devaluing of the process of social incl(Baorell, 200%.

Therefore, his strong plicy focus on academic outcomisdikely to be hinderinghe
development of socially inclusive practid@sederickson & Furnham, 2004).
Consequentlycurrent policymay be neglectingp support pupils identified with SEN
in developing social competendupils are expected to seifanage their social
experiences with members of the school community, whilst often lacking the social
competence to do so.

Thus under the current educational policy, pupils are argued to be socially
integrated rather than safly included(Farrell, 200%. Policy that fails to provide
pupils with socially inclusive practices, fails to support pupils in managing their
specific |l earning needs. Therefore, pupil s
overcome and adapted to therteag environment, rather than accommodated
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through adaptation of the | ear natnigonrehvironi

being representative ot&)e 3 of the current policy influence on the process of social
inclusion, distinctly separate fromehultimate aim of social participation. Currently,
pupils are unable to participate in the learningimment because they are often
unsupported in developing the social competence to meet th{fNaiwicki, 2003)

As previously discussed, it should b&ted that the stages depicted in the model are
primarily for ease of explanation with regard to the concepts explored in the model.
These stages should not be regarded as absolute, due to the complakades of

the concepts explored. The twm@y arows between ththree stages identify their
inter-related nature.

Oneway arows are present between the policy and practice influences in the
current model of social inclusiodue to policynecessarily informing practice
regardless of whether or noktbry is takennto account in policy making. The arrows
arenottweway because it can be argued that
are not always taken into account by policy makBsson & Gallannaugh, 2010)

The high value placed on academibiagement in policy results in a hierarchical
school community in practice; those achieving highest academically are most valued
(Alexiadoy 2002).As a result of this, and of lacking&ally inclusive practices at
Stage one, tage two of the current priace orientated process is represented as
problematic social relationships. Pupils who lack social competandeare
unsupportedn building that competence through socially inclusive interventions,
often form problematic social relationshifggostad &Pijl, 2007; McLaughlin, Byers

& PeppinVaughan, 2010) These pupils are most often pupils identified with SEN.
Problematic social relationships between pupils identified with SEN and their peers
are widely recognisefAvramidis, 2010; Cooper, 2008; Frost&dPiji, 2007) and will

be explord in depth later in this thesis

The final stage of the current processocialinclusion in practice is shown
as pyil marginalisation This is demonstrative of the stark difference between the
0i deal 6 grlasion and thesurrent cuticometbé process of social
inclusion:social participation against pupil marginalisation. Whilst current
educational policy is championing academic achievement as the ultimate goal,
socially inclusive practices and interviemis will remain undervalued. Cosguently,

52

t e ac



pupils areoftenundersupported in developing the social competence required to
form positive social relationships with others in the learning commuikéyshner&
Farrell 2009. Ultimately, this is leading tmany pupils currently experiencing
marginalisationpossiblydue to perceived poor social competence by®BN peers;
this will be furher discussed later in this thesis
I't can therefore be seen that the 06i dea
being achieved under current educational policy. It is the aim of this theesetrch
andidentify the ways in which current educational policy could be altered to improve
the current process of socially including pupils identified with SEN in maiustr
primary schools. A specific focus on the role of TAs will be maintaihealighout,
so as to identi f yonimpareving tpesacial melusianiof printmfyl ue nc e
aged pupils identified with SENNow that the process of social inclusion in
mainstream primary schools has been furte&plored, reviewing further literature

pertinent to this thesis is possible.
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Chapter 4: Literature Review Il

In this chapterthe literature pertinent to the thiliderature base is reviewed.
The chapterbegirs by exploring the current literaturersounding the social position
of pupils identified with SENThe chapter then moves ondxploresocial nclusion
characteristics gbupils identified with SEN in mainstream UK primary schools, as
well as thenature of bullying and marginalisation thiey often experienc&inally,
it relates the social positioof pupils identified with SENo the role of TAsthree
current interventionthat specifically focus on social inclusion, whitAs are

involved in implementing are identified and explared

4.1 The social position of pupils identified with SEN

The social position of pupils identified with SENwslely acknowledged as
particularly poor (Frederickson, 2010; Hall & McGregor, 2000; McLaumgEyers &
PeppirVaughan, 2010Q. This can lead to a number of problems associated with
building and maintainingositivesocial relationshipss exploredater in this chapter
(Avramidis, 2010; Frostad & Pijl, 2007; McLaughlin, Byers & Pepyaughan,

2010; Wendelborg & Tossebro, 201However,in order to determine the

significanceof research inthisaree,bh e meani ng of t hnaustt er m & s oc
first beexplored It is important to recognise that the arguments put forward in this

section are gneralised; children identifiagith SEN cannbbe seen as a homogenous

group, therefor¢hese argumenthould be seeas a trend rather than an absolute.

However, these arguments are considered valid to this thesis duaezédssary

focus on childremdentified with SEN as group

Researching social position

In 2009, Koster, Nakken, Pijl andan Houten undertook a literature review on
the social dimension of inclusion primaryeducatioal researchThey noted that, in
the sixtytwo articlesthat hey r evi ewed, the term 6soci al
used interchangeably withanyother terms, including s o c i a | bsbegraédtion,
incluson®d Osoci al, @searctiatl a ppaciedn 6 scandoalocpaef er e |
nomination®Kosteret d. alsonoted that researchers often used theisad without
providingdefinitions d them; consequently, determinitfeeir significance in relation
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to other studies is difficuliVhen conducting thiterature review for this thesisck
of explicitdef ni t i ons f or t he tveluahstudiesvascfduradb posi t i ©
be widespread; many researchers k#&tted not to venture any kind of definition of
the term Kosteret al.concluded that in order for future research to be as useful as
possible pperationadefinitions of these, presently interwoven terms, must be
produced.

In 2001, Gest, GrahafBermann and Hartup undertook a quantitative research
project in order to determine the conceptually distinct dimensions that comprise a
chil débposisbicomad in a mainstream primary cl
Gestet.ald mesearch was conducted in the United Stat@sekier, the ageange
researchedits with thearea of interest in this thesis. Additionally, the research was
extensive, 239tsidents across a Midwestesanburbarmetropolitan school district
participated The authors determined that there are thoeeeptually distinct aspects
that comprisea definitionofa c hi | dd s O snmaiostream primarys i t i on 6 i n
classroom: number ofmutual friendships, social network centrality and sociometric
statusThe authors sinlpi f y t hes e alapmgriends, dtoppyisgaat i ng: O
central position in the network of informal peer groups, and being liked or disliked are
three conceptuallydit i nct aspect spoosfi tcihoinl dirne ntéhse scol caisas
(p.23).

Gestetal.(200)s uggested that, in order to resea
effectively, all three aspects must bexsinlered when designing theethodology.
They advised thaihumber of mutual friendshipsouldbe researchebly asking both
non-SEN andchildrenidentified with SENwho share the same classroom to name all
of the children in that classroom whom they regard as friéids.way, the number
of reciprocatedriendshifs can be determineResearchingso ¢ i a | net wor k cent
wassuggested to entail asking the class cohort to name groups of children that spend
time together sociallyand those who often spend time alone/do not form part of a
group. This gives the resecherinsightssinto thepositions that individualkold within
a peer group. Finally, researching dédsoci om
individuals within the same class to identify children that they like most and those
whom they likeleasT hi s al |l ows the researcher to det e

individuals arawithin a class
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Most recent research into the social position of children identifitdSENIn
mainstream primary schools haslisedsociometry as the main research method
often combined with other researcltsigned research todigonchy, Pijl &
Zandberg, 2004 rostad & Pijl, 2007; Nowicki2003 Symes & Humphrey, 20)2
Although this methods useful inresearchingn aspect atudentésocial positions in
mainstream pmary schools, methodological criticisms have been raised against it.
Avramidis (2010)argues thaasking children to report their negative perceptions of
peers raises ethical issu@tismethodmaynegati vely i nfluence chil
interactions, as the searcher may prompt a child to voicerayiously unrecognised
and/or unspokenegative perception of anothevhich could influencesubsequent
interactions between these childremorder to avoid these ethical issues, Avramidis
recommends application tfe Social Cognitive Mapping (SCM) approach, first used
by Cairns,Gariepy, Kindermann, and Leuing1997.This technique results in a
6composite soci al ma p throumh qudstioming thé chikiren bei ng
regarding the friendship groupstnh e cl ass. Chil dren are askec
hangs around t oget heintheclassiticationsof poplilsaoses 2 6 Thi s
of four types of network centrality: Nuclear, Secondary, Peripheral,sahaité.
Nuclear describes pupils who are ripated in a high frequency within their peer
cluster, £condary describes pupils who are nominatedverage amount of times,
Peripheral pupils are nominated at low frequeany kolate are pupils who are not
identified as belonging to a cluster (ibid).

The SCM approach is based upon the premise that children are expert observers
and their knowledge about the social dynamics of a school catilibedin effective
research. This approach could be employed to research all three et &és€2001)
agects of social positiom.he dumber of mutual friendshipsould be determined
via examiningwhether naming of students in personal friendship groups is reciprocal.
@ocial network centralifjis essentially the aim of SCM. Avramidis ( 201 0)
methodologyincluded a complementary technique to SCM in order to determine
pupislosxcd odne t dhe studyitilised eigist peerassessed social behaviour
indicators to determine the composition of the identified peer clusters and the pro
social or antisocialc har act er i st i (pgl150This aloavedihe me mber 6
researcher to determine tpepularity of individuals in the class
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All researcpapers reviewed that ekxgwd ore chil d
identifiedrelationships between low social posit@amd marginalisation and/or
bullying. It is clear thathe vast majority of research considering social position and
marginalisation/bullying have found a positive relationgiepveen the two; if a child
haslow social position within a class, he/she isrenlikely to be bulliedThis is even
moreprevalentwhen research is carried out with children identified with SBavis,
Howell & Cooke, 2002PidaskalouAndreou &Vlachou, 2009Frederickson, 2010;
McLaughlin, Byers & Vaugan, 2010 Nowicki, 2003 Symes & Humphrey, 201)2
There is, therefore, a strorimk betweerpupils identified with SEN occupyingw
social position anéxperiencing marginelation and/or bullyinglt is necessary to
explore the reasons why pupils identified with SEN often ocooyysbcial positions,
as argued above. Thereforiee hextsectionin this chaptepresents receémesearch
which highlightsspecific characteristics relating the social inclusion characteristics
of pupils identified with SEN.

4.2 Social Inclusion charateristics of pupils identified with SEN

Research undertaken by Speech and Language Therapist Alex Kelly (2011) in
mainstream secondary schools in England led her to identify eight categories of non
verbal communication skills, which she found to be caests/ underdeveloped in
children identified with SEN:

1. Eye contact

2. Facial expression
Gestures
Distance
Touch
Fidgeting
Posture

® N o AW

Personal Appearance

(Kelly, 2011, p.15)
Kelly used these categorisations to devel o
(1997; 2009; 2011; 2012), providing a wealth of intervention materials with which
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schootbased professionals can build on the social skills of the pupils identified with
SEN that they work with

Interestingly, it is often the case that pupils identifiechvVEN are unaware

that they are experiencing difficulties with their regrbal communication skills.

This lack of self awareness often also extends to social competensyaald

positioning amongst peershisrelates to the findings of Friedmanetat ( 2 00 3)
research into the impact of social interventions on children/adults identified with
Attention Deficit Hyperactivity Disorder (ADHD). Friedman et al. recognised that
both children and adults involved in their research displayed a lack -@veaténess

with regard to specific newerbal communication methods, particularly related to
facial expressions. This, consequently, led to frequent problematic interpretations
during conversational exchanges; the problem further precipitated by the

chil draedrud ¢ & 6-awameress ofdhkeir sabsdguent misinterpretations.

Lacking selfawareness with regard to social positioning was also identified in
SemrundCl i kemands (2001) research exploring t|
who have experienced dumatic Brain Injury (TBI). He recognised that many of the
children who had experienced TBI were no longer socially accepted by their
previously made friends, and often lacked insight into why this may have occurred.
He further identified that these chitr often, as a consequence, resorted to social
withdrawal or aggressive behaviours in order to attempt to regain social standing
amongst the group.

Numerous research studies hal@suggested thathildren identified with
SENfind the conventions of &dctive use of humour particularly difficult to
comprehend (Roy et &009; Reddy, Williams & Vaughn, 2002; Samson &

Hegenloh, 2010)Specifically, both children and adults identified with ASD often

have difficulty with developing abstract understandiafjsoncepts, thus their
conceptual understanding is usually conidependent. Additionally, those identified
with ASD also typically struggle to integrate information into a new concept (Samson
& Hegenloh, 2010).

Bertil sdotter RosSnpASDs tdéesnt (i X0 led) treeesnaagrea
humour concluded that children and adults identified with ASD not only struggle to

conceptualise and implement the socially accepted conventions of humour, but they
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also frequently find themselves part of a humour ithdisabling or denigrating
(Reid, Stoughton & Smith, 2006). This is characterised by those identified with ASD

frequently finding themsel wenerinbalandes he butt

often characteristicdhe6 a s y mme t r i c a ltionship oonstructa forthedr e | a
by pupils identified with SEN and their nBEN peergas will be discussed later in
this chapter)
Investigating appropriate use of humour is difficult, as a result of a vast array
of humour forms and of subjective humour iptetationsHumour can be
represented as jokes, puns, riddles, sarcasm, physical antics, nonverbal behaviours,
cartoons, and onrkners (Wanzer, 2002). Additionally, successful study of humour
invokes the assumption that the researcher his/herself cdifyidiee
effective/ineffective use of humour, thus understands the socially acceptable
conventions of humour.
Relatively few research studies exist, which have focused on the use of

humour in building effective social relationships. However, althoughlinettly in
line with the topics of interest for this study, there are a number of studies that have
investigated the effect of teacHaumour on student participation and/or attainment
(Aylor & Opplinger, 2003; Bryant, Comisky, Crane, & Zillmann, 198anzer,
2002; White, 2001). These studies have, in the main, neglected to define what is
meant by appropriate or effective use of
research categorised both the instances of effective and ineffective use of humour that
they studied. They identified four distinct types of effective humour:

1. Related (humour relevant to the context in which it was used)

2. Unrelated (humour nerelevant to the context in which it was used)

3. Selfdisparaging (humour directed at oneself)

4. Unintentonal (humour that was spontaneous and unplanned)
Wanzer et al. (2006) identified three distinct types of ineffective use of humour:

1. Offensive (humour offensive in nature)

2. Studenitargeted disparaging humour (directing humour at a student)

3. 60t haegetédd i sparaging humour (directing
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For the purposes of this thesis, the above conceptualisations of both eHieactive
ineffective humour will be used, as/when appropriatentlyse the instances of

humour observed by the researcher.

4.3 Bullying and marginalisation of pupils identified with SEN

For the purposes of this thesis, bullying is defined usin@tpartment for

Children,Schoolsandcda mi | i e s S DESF ) L elmhavicur bgani danc e:

individual or group, usually repged over time, that intentionally hurts another
individual or group gher physically or emotionkl &007, p.11)A large-scale
literature reviewinto the researcboncerninghe bullyingand marginalisatioof
children with special educationa¢eds (&EN) and/or disabilities was undertaken by
McLaughlin, Byers and Peppiviaughen in 2010.A total of 260 papers were
reviewed in thistudy;all werepublishedpost 1990 andesearch involvegrimary
agedchildren identified with a wide range of SE. The reults of this review a&
therefore pertinertb the interestsvithin this thesisMcLaughlinet al concludel that
pupils identified with SEN werat greater risk of marginalisati than their peers.
They statd: &hildren with SEN and/or disabilities as@gnificantly more likely to be
bullied orvictimizedthan theirnond i s a b | €pdd7)Aedeianaly) Frostad &
Pijl 6s (2007) resear ch i fiedwithtSBENeconsluded a |
t h gtipils wibh special needs are less popuiaxe less frieds and participate less
o f t (p.XbpH Whilst this study is Norwegian, it was conducted in 15 mainstream
primary schools, involving 27 classdiserdore is conducive with the ages of children
and school type focused upon in this studgreover this finding is consistentith
other studies into the social position of pupils identified with SEN (Avramidis, 2010;
Davis, Howell & Cook, 2002; McCoy & Banks, 2002 endelborg & Tossebro,
2011).

It can therefore beoncluded thaprimary-aged bildren identified with SEN
are disproportionately at ris bullyingwhen canpaed with their nofSEN peers,
within mainstream school environmentécLaughlinet al.(2010)further identified
thatpoorsocial skills andlifficulties with communication energefrequently as
characteristics of pupils who experiermélying and/or marginalisatiolhe authors
identified that many children identified with SEN display poor social competence, as
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a result of underdeveloped social skills and/or communicatiols.skilis poor social
competencenakesthese children particularly vulnerable to bullyi@pnsequently,
McLaughlinet al.r e ¢ 0 mme rthe sotidd aspects of education should have a
central role in the curriculum for pupilstiv SEN and/or disabilitie®articular
emphasis should be given to peer education, peer support areléhepmnent of
socialc o mp e t(EM. This @flectsthe findingsof Kelly (2011), as has previously
been discussed, ahdo wi ¢ k i )aesealctRirioxi social competencelofdren
identified with SEN. Nowicki identified that poor social skills angrianary
contributing factor irthe bullying of pupils identified with SEN. However, Nowicki
also identified that there are many other contributing factors in the marginalistio
these pupils; further research into these factors is necessary in order to tailor effective
support and prevention for bullying.

Nowicki identifiedthe importance aimplementingsocially inclusive
interventionsspecificallytailored to improvingsocial skills, thusmproving the
social competence of many pupils identified with SENwever, muclprevious
research into socially inclusive interventions to support social skills improvdrasnt
concluded that they have generally been unsuccg$sfiess & Kavalle, 1996;
Pavri & Luftig, 200). A study into socially inclusive interventions, undertaken by
Swanson and Hoskyn (1998)ggested that variations between studies in content,
intensity, and measurement techniques contribigt¢lde poor overall @tcome of the
interventionsFurther research into the nature of the socially inclusive interventions to
support pupilsd social skildl devel opment

bullying and marginalisatioaf pupils identified with SEN.

4.4 Modelsof relationships constructed withchildren identified with SEN
It has beendentified in this thesithat childrendentified with SEN are

experiencing higher levels of bulhg and marginalization than their rR&EN peers.
However, it is still widelyaccepted that these pupds still form relationships with
their peergDavis, Howell & Cooke, 200ZFrederickson, 201(rederickson &
Simmons, 2008rostad & Pijl, 2007)Exploring the mascommon relationship
construcs that these pupils form is us#in determiningthe successful and/or less

successfutomponents of thegelationships;His will then inform future research.
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Much research on primary studentsoé soci .
preference to build relationships with similar peerss s named by McPherson,
Smith-Loven & Cook (2001) aé h o modarndiistlefined by Currunai, Jackson &
Pin (2009) as(a tendency of various types of individuals to associate withtiieo
are si mil ar(p.10@3). Homaphilg can be basethwarious pupil
characteristics that include age, gender, race, educational attainment, insduests
and/or beliefs. @Gildren identified with SEN often@pe ar o6di f f eriant dé to t
many of the characteristics previously listed. Thisnsethapeers often fail to find
any common grounaith pupils identified with SEN, preventing relationships to be
built between themAdditionally, research indicates thetildrenprefer tobefriend
others who have visible, relatable difficulties in accessagiing, rather than those
with nonvisible internal difficultiegGuralnick ConnorHammond, Gottman &
Kinnish, 1996.

Hartup (1989) identified two major types of relationships formed between
di fferent member s bdrizomal aaviicalodlaGosishipso mmuni t y:
Vertical relationships are those formed witlividuals with more (or less)
knowledge and power. Childreéypically have these relationships
with parents or @achersdue to the imbalance of power between the individuals
Horizontal elationships are formed with partners with more equal status, generally
peers. Thesequal statuselationshipsare of great value in the development of
chidrerbs social competence, due to ghimed soci al
from them(Schafer, 1996) However, children identified with SEN often fail to form
horizontal relationships with their peers, instead, when a relationship is formed
between a child identified with SEN and a peer, it tends to be vertical. This is
because children idefigd with SEN often display poor socie@dmpetencetherefore,
there is a resultant power imbalance betwibenindividuals leading to vertical
relationships. These relationships are less helpfsiipporting pupils to build social
and communication shkd, thus, less helpful ithe development afocial competence.
Consequently, the building of relationships between children identified with SEN and
their peers can be regarded as negatiggtyical; vertical relationships are formed,
which oftenfailtoo mpr ove pupi | s pfurtkeoleadirgltothe o mpet enc e

formationof vettical relationships.
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Mostresearch into the moded$ relationships constructed with children
identified with SEN have concluded thhey largely involve power imbalaes,
consistet wi t h Har t u(prédsricksdh @01 redescksanr&c h
Simmons, 2008)-rederickson (2010) identifigtiat the most common relationship
amongst pupils identified with SEN and their peers is the asymmetrical communal
relationship. Thisischarace r i sed by pupils identified wit
by their empathetic peers without SEN.

In 2008,Fredericksa and Simmonsonducted a study that researched
relationships formed by pupils identified with SEN and their-B8&N peers. Their
reseach involved giving 142 children, aged between 9 and 11, stickers to divide
between classmates. They found tidetjldren with SEN and best friends were
treated generously and rewards were likelytsbear ed e qu a(p.10§9). wi t h t h e
A 0 c h a rtitudedowards pupis with SEN was shown through-8&N peers
sharing a greatemrpportion of the stickersThe children with the stickedid not
share them with children identified with SEN out of fdship but empatheticallyt
should be noted thatis study defined pupils with SEN as childrémith a Statement
of special needs who had previouslgbe educat ed i (bidg.1@8p.eci al sc
Therefore, the 6charitabled model present e
identified as having lessevere and/or complex needs.

It shouldalsobe noted thafErostad & Pijl (2007) found, in their previously
discussed studyhat, @upils without special needs can be accepted by their peers
without having a friendship, and can have a friendship witheing a member of a
subgroup, whereas this doesnotholdficw st pupi |l s w@ER3) special n
Therefore, it seems that, pupils identified with SEN require friendships in order to be
accepted by their peers and must be part of aysuilp in ordeto build that
friendship. This could explain the high levels of marginalisation and bullying that
pupils identified with SEN experience; Frostad and Pijl (2007) argue that they are
marginalised unless they have weditablished friendships with peers anel @n
acknowledged part of a sugwoup.
Thepoor social competen@nd lacking selbwarenesthat pupils identified

with SENoftenexperience means that friendship building, therefore actively

participating in a sugroup is problematicConsequently, ger acceptance of these
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pupils is challengingRelating the findings in this chapter to the two models of social
inclusion in mainstream primargisools, presented in chapter thrisenow helpful in

identifying the areas in which current educational pohad practice are lacking.

Relating the marginalisation of pupils identified with SENd t he o6i deal 6 and

models of social inclusion

Review of the literature haabledhe suggestion that children identified with
SENare at greater risk dfullying and/or narginalisation than themon-SEN peers.t
is suggested that the readbis groupof children isat greater risk is due fmor
social competence. This poor social competence is often as regatirafocial skills
anddifficulties with multiple interrelated communication skilldicLaughlinet al.
2010) t is helpful to relate this finding to
social irclusion presented in chapter thrégs will enablethe areas in which
improvements to curremiolicy and practice can be maitebe suggested, thusuld
reduce the instances of bullying and marginalisation with children identified with
SEN.
When consideringifure 32 on page49 (the current model of social inclusion
in mainstream primary schis), it is suggested thatany children identified with
SENare currently experiencing difficulties atcessing theecondheoryorientated
| evel of s eoccial eompetemcedhisuisspreventingdthese chikeh from
successfully reachingt&ethree of the theorgrientated element of the model,
6soci al p Bhe literaturie puggestsat this i§ a a result of poor social skills
and difficulties with communicatiorAcademically orientatepolicies are resulting in
many pupils managintpeir own social experienseThis,teamedwith poor social
competence, is resulting in teecial experiences of pupils idengifi with SEN being
poorly selfmanagedin practice, this is leading to these pupils forming problematic
social relationshipwith their peers, often resulting in the marginalisadod
bullying of these pupils.
When consideringigure3 1 (t he ¢6éi deal 8 model of soci
mainstream primary schools) it can be seen that the stage in which pupils identified
with SENrequre additional support, not pregen the current model, is in&ye 1 of
the polig/-orientated elemenRu pi | s require the support of
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practicesd in order to experience positive

are lacking scial competence require specific, tailored socially inclusive
interventions in order texperience positive social interactions, thugd positive
social relationships with their peers. This shdukehenable these pupils to
experience active participan in the learning environment, without experiencing the
marginalisation associated with pupianaged social experiences.

It can be seefrom the modethat socially inalisive interventions are a
mechanism by whicpupils, who are currently experiemg bullying and
marginalisationcanbe supportetb actively participate in the social dynamics of the
learningenvironmentConsequently, it is necessary to examine the current socially
inclusive interventions that operate in mainstream primary schogisgland This
should enable successes and problems with existing interventions to be identified

informing the methodology of this thesis.

4 .5 Current socially inclusive interventions implemented by TAs

This section draws together the literature bagaoring the role and influence
of TAs with the literature base examining the social inclusion of pupils identified with
SEN.It is useful to identify interventions thparticularlyinvolve children identified
with SEN,andthat often involvel As in ther implementationThis will further
clarify theinfluence that TAs currently have on the social inclusion of pupils
identified with SEN and will highlight areas for further research in this thesis.

In 2005 Groom and Rose researched the role of TAs ppstting the inclusion
of pupils with social, emotional and behavioural difficuli8&BD)in 94 mainstream
primary schools in England. They presented a tiaieidentifieghe range of

interventions, involving TAs, that support pupils WBEBD (see Bble 4.]).
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Table4.1: The range of socially inclusiv@ipport methodsivolving TAs

One-to-one supportin
school

Home schooliaison

Small group work

Mentoring

Curriculum support

Lunch time support

Reward system

Nurture groups

Time out/wihdrawal

Peer support

Pastoral care

Playground support

Circle time

Self esteem programmes

(Groom & Rose, 2005, p.24

The methods in dble 4.

laremainly undertakem s

part

of

TAs O

responsibilities and not as additions to theiseng role.This means that the majority

of Groom and

R o stieednethadslagerotcurring as gart sfarp p o r

unstructured and nemonitoredapproachmeaning that many methods opem@tean

6ad
perceived to

met hods

be hel pful

by

school

methods are nalwaysdesigred to meet the specific needsiadividuatlevel,

h o @and thebimpaci af such methods is not suead Therefore, although

s 0

soonial gpmpetencesrglativelyunknown.Additionally, these

meaning that their influence @ocial inclusion othese individuapupilsmay be

limited.

educat

It should be noted that there is very little in the way of guidance or support on

either a National or a Local Authority level, in relatiorprtogrammes thaim to

i mprove pupi l

evidence on indid u a |

s 0

school sé6

approaches

e X p €This studyovidl aim to athero c i a | i

t o

inclusion.This should enable good practice recommendations to bewniesgard

t o

with; predominantly those identified with SEN.

Most research evaluating interventions implemented by TAs focuses on

interventions that aim to develop Literaayd/or Numeracy skills with pupils.

Research evaluatingannednterventionsvhich are specificallyailored to

improving the social inclusioof pupils identified with SENis lacking However,it

is possible taeviewresearch intéthethreemost commorinterventionswhich do not

focus predominantlpn Literacy or Numeragymplementedn the primary age
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phaseA total of 52 papers evaluating interventions focused on the development of
social competence were reviewed; 17 focused on Circle Time, 12 @otial
Emotional Aspects of Learning (SEAL) programme and 12 on Nurture Groups.
Therefore, theeminder of this sectiopresents brief evaluation ofhe SEAL

programmeNurture Groups and Circle Time.

Social and Emotional Aspects of Learning (SEALQgmamme

TheSEAL programmewad e si gned t o develop childrend
behavioual skills in the primary school. Was part of the Primary Behaviour and
Attendance Pilot funded by the then Department for Education and SKHS) and
piloted in25 Local Authorities irEnglandbetween 2003 and 200bhe SEAL
programme is based on curriculum materials which aim to develop the underpinning
qualities and skills that help promote positive behaviour and effective lealning
focuseon five socal and emotional aspects of learning: selfareness, managing
feelings, motivation, empathy and social sIES, 2003) The materials are
organised into seven themes: New beginnings, Getting on and falling out, Say no to
bullying, Going for goals, Gabto be me, Relationships and Changes.

The largestcale review of the SEAL programme was conducted by Hallan,
Rhamie & Shaw in 2006, and focused on i mpa:
emotional and behavioural skillEhe researcinvolved78 schots and
approximately 10,000 students, demonstrating reliabigtlamet al.noted that
SEAL was primarily taught on a wholdass basis; therefor@as not specifically
tailored to the needs afdividual pupils identified with SEN. However, the
programne didimplement and evaluate small group interventions for children
needing additiondocused help in developing social, emotional and behavioural
skills. It is assumed that many of the pupils with whom these interventions were
undertaken were identifiadith SEN; therefore SEAL does fit within the parameters
of this review.

Hallamet al. (200% found that the school professionals implementing SEAL
varied widely across the8%&chools researched. However, Twere named among
the school professionals whadbeen found to holgositionalresponsibiliiesover
managing the interventioithe questionnaires that Hallahal.distributed to school
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professionals showed that 48% adalchers asked acknowledged that SEAL had
reduced the instances of bullying iretr school. Howevef74% of the non teaching
staffindicated that it had reduced bullying, 9%&portecthat ithad promoted the
emotional welbbeing of pupils and 84%tatedthatithad mpr oved pupil sd s o0«
skills. Hallamet al. further statdit is interesting that those staff ressdrie for
supervisingthechdlr en6s behaviour out of tdre cl assr
impact on bullying than theekchers. This may be becadsellying behaviour is
more common in the playgroundathintheclassoom env (pRBi8nThient 0
finding reinforces the potential influence that TAs could hold over the social inclusion
of pupils identified with SENT As spend much more 6out of «cl
pupils, therefore, they are well placedmakeudgmerts regarding the social
competence of individualgiallam, 2009) Consequently]T As may bewell placed to
implement nt er venti ons focused on developing pu
particularlywith pupils who require additional assistamteeveloping soail
competence.
The SEAL programme ran successfullyder the Labour governmeintthe
majority of primary schools across England from 2003 until 2012. However, in 2012
the Coalition government decided to withdraw the funding for the prograriimis.
could perhaps be as a result of a paper published bypHrey, Lendrum &
Wigelsworth, in 2010, which presented a range of problematic findings relating to the
efficacy of the SEAL programme. These findings included the programme being
utilised asxeacosieclanboxde i mplementation b
due to unstructured delivery of the programift@s has meant that the
implementation of th&EAL programmen English primary schoolsasrecently
declined. However, many schools are still ugimg materials that were previously

provided by the government in current practice.

Nurture Goups

The first Nurture Goups(NGs)were established over 30 years ago, however,
their numbers haviecreased exponentially over the lastyB@rs (Boxall, 208). The
theory behind NGss that many children who exhibit emotional and behavioural

difficulties often experience emotions and exhibit behaviours that are
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developmentally inappropriat€ooper & Whitebread, 200./upils who often
benefit from NGshave dificulties in identifying with the feelings of others and
acknowledging those feelingih order tamprove the social competence of these
pupils, anurturing process undertakenwhich equips them with the ability to meet
their individual psychologicaleeds through social interaction.

NGsare often used as a bridge between special school provision and
mainstream provision, therefore, are particuléaiiored to meet the needs of student
who have quite severe and complex behavioural, social andairomal poblems.
However, NGsare often placeth mainstream schools and involVAs, therefore fall
within the parameters of review within this thedike traditionaimodel of NGds
call edathé ®mBdex!| anlk 46 gearold gupssn a mainstle@m t o
primary schoglled byone teacher and erif A (Howes, Emanuel & Farrell, 2@

Four specific ppers evaluating NGsoncluded that they were particularl
successful with pupils who were identified witbhavioural, social and/or emaial
difficulties, in terms of improving their social competence and decreasing the
instances of marginalisatig@ooper, Arnold &oyd, 2003 Cooper & Tiknaz, 2005;
Cooper & Whi t EdmoegaCblywell,2@0R Howevé,dGhe success of
the intervetion was variable when considering pupils identified with SEN as a
homogenous groupn fact, Cooper and Tiknaz (2005) found tidGshad a negative
impact on the academic achievement ofghpils in their sample.

Circle Time

Circle Time (CT) is definedby Lown (2002 as,éa way of approaching the task
of teaching children and young people personal and social skills. Moré salégiit
is a period of class activity, in which pupils and teacher sit together in a circle
formation, to share ideas, feajfmand games/activities about one or more
sci al / emot i onal (p.24uCGraating auclltare dfustsaisdare associated
willingness to discuss feelings are seen peegequisite for the discussiomn sensitive
issues and activitiedesigned tdacilitate sociadevelopmen({Blatchfordet al.,
2009. ConsequentlyTeaclers and TAsesponsible for facilitatinghese discussns
require training regarding the creationeofulture of trust with the pupitiuring
Circle Time sessiondVith an estalished culture of trustpupils learn how to
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articulate their feelings in a safe and supportive environment. These sessions can also
act as group problersolving events, in which procedures fontdang challeaging
experiences, such as bullying or testiatyx can be explored and resolvgboper,
2008)

CT has been determined to be particulathgcessful with children identified
with social, emotional and/or behavioural difficult(&EBD). Cooper (2008)

explains why this is the case:

There is often nonore important strategy for dealing with patiel or actual

SEBD than tallng the issues through in a calm and sympathetic way, with a
view to encouraging children to recognise the range of behavioural choices that
are available in a gen situation, anthen encowging them to iderfty which

choices are preferable (p.19)

Consequentlythrough discussing the issues that pupiith SEBD are stiggling
with, those pupils can gambetterunderstanding of the optioms how to deal with
the issue explad This will build their social and communication skills, thogrove

the social competence of pupils identified with SEN.

4.6 Summary
The literature review undertaken for this thesis has addressed three key and

interconnected literature basesinaeswi ng t he overarching resea
what extent can the management of teaching assistants promote the social inclusion of
pupils identified with SEN i literatueeibasst r eam p
reviewexamined the current roles andpensibilities of TAs in mainstream primary
schools. The second investigated TAs® curr.
i nfl uence ohethifdiewed explarddieesurrent literature associated

with the social inclusion of pupils identified thiSEN.The key themes to emerge

from all literature review chapters presensed summarised under the headiofjthe

three literature basdsr the remainder of this section
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TAsd role and responsibilities

TAsO rol e i s tr adingpumplswath they learnmgitisesd i n sup
primarily throughindividual or small group workings, predominantly with pupils
identified with SENHoweverTAs 6 r elvel lm@® dd i n a.mhisad hoco
has meant that TAsO® r oldfferanacemplesw ol ved t o c o
responsibilitiescollectivelyconsidered problematigithin the time constraints of a
primary schooldaydi st ori cally, the 6key workeroé sys
employed, as described in more detail in chapter 2. However, @/kstiten years,
the TArole has changed to involemall group workings and teacHée
responsibilities, rather thaxclusivelysupportive tasken a one to one basis
Additionally, over the last five yeatbe levels of qualifications that TAs hold
appear tdhave increased, yet the roles available to them have remained at similar
levels, with the vast majority of TAs being employed at Level 1 &eBearchvas
undertaken by Devecchi and Rouse (2013) into the qualification levels of TAs in
Northampon LA. A survey of 243 TAs and 23 CPD managerthaborough
revealed that 22% of the TAs had undertaken the HLTA qualification, yet there are
far fewer HLTA positions available than are required for all those qualified to be
working at HLTA level Additionally, 10% of the TAs surveyed were BA degree
holdersthe equivalent of a level 6 qualificatiamost of whom were working at
Level 1 or 2.
The introduction of HLTA status is argued to have had little positive influence
on the compl e many HLTAs fre stilawor&ingsLevelel or ZTAS,
which suggests th@bs to complement the intradtion of the role have not
materialisedibid). Resear ch i nto TAsO i nfdeterreimed e on puj
that some TAsre thought tmegatively infuencep upi | sé6 academic achi e
however, theefficacy inmethodology of these studissquestioned. Puipvoice
requires acknowledgemeintr e sear cher s 6 me tfulyaudderstamdy y, i n o
the influence of TAs o@ammpupil sd social exp

TAs® management structures

TAs O management structures ar e accepted

mainstream primary schools in Englabespite the SENCO having policy
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determinedpositional responsibiltiee ver TAs® managethent, it is
Headt eacher 1 s mo sroleandr résgohsipilitiescBnglaadTiaegee T As 06

IS a recognised tension between prescription and flexibility in the management of

T A gade. TAs require clear, documented job descriptions in order to detail their

specific positional responsibilitieand to avoidole-blurring between TAs and

Teachers. Howevef, | exi bi Il ity in TAs® responsibiliti
effectively respond to changes in the needs and interests of both pupils and TAs

themselves

Social inclusion of pupils identified with SEN

The social position of pupils identified with SEN is widely accepted to be
particularly poorAll research papers reviewed have identified a strong relationship
between poor social position and bullyingdéor marginasation. It has been
suggestedhathigh levels of bullying and/or marginalisation of pupils identified with
SEN are primarily due to the poor social competence that these children often display,
resulting from poor social skills andffetul ties with communication.

It has been found that pupils identified with SEN commonly form asymmetrical
communal relationships, which involve power imbalances. These relationships are
thought to be less helpful, to pupils identified with SEN, in developauggl
competence. Thus, relationships are viewed as cyclical; pupils identified with SEN
display poor social competence thus form relationships characterised by power
imbalances. These relationships failrtgprove the social competence of these pupils,
thus lead to the forming of fumér asymretrical relationships

In relating the role of TAs to the social inclusion of pupils identified with SEN,
threecommon social competenéecused interventionsave feen identified SEAL,
Nurture Goups and Circle ime. These interventionsave been tentatively suggested
to have gositive influence on the social inclusion of pupils identified with BSED.
However, here is an obvious lack of research into specific, planned socially inclusive
interventions that involv&As. This is either because the reshdras not yet been
undertaken osimply dueto the lack of these interventions in mainstream primary
schools inEngland This requies further research within the methodolagyhis

thesis.
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This studywill aim to identify whethewor notTAs are currentlyndertaking any
socially inclusive practicewith the children they work with, predominantly those
identified withSENT hi s wi Il then enabl eoledret t er under
relation to the process of sociatiasion thus enabling good practice
recommend@ons to be made in this regafdow that the three interconnected
literature bases pertinent to this thesis have hdnexplored, the methodological

approach and research methodologgsercan bepresenéd and justifiedn the
following chapter.
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Chapter 5: Methodology

The aim of this chapter is to identify, explain and justify the research process

undertaken in addressing the research questiewised for this thesis. The over
ardhing research question of this project, along with the threggastionsarere-

statedbelow:

To what extent can the management of teaching assistants promote the social
inclusion of pupils identified with SEN in mainstream primary schools?

Q1 How areTAs currently managed and who has overall responsibility for defining

their role within mainstream primary schools?

Q2 What is the current influence of TAs the social inclusiorcharacteristicef
pupils identified with SEN?

Q3 What strategies can beplemented to effectively allow TAs to promote

successful inclusion of pupils identified with SEN?

This chapter begins by explainhgh e r esear cher 6s epistemol
theoretical perspective. The multiple case study approach thatdeptedm this
studyis then explored angdstified; leading toan introduction to the three case
schools chosen. The sampling method employed in selecting the cases is also
describedThis dgpter then moves on to discuse pilot study undertakefor this
reseach, the aims of it and the resulticanges to themethodology of this study
Thisthen enables explanation and justificationhaf research methods choseart
participant observations, sestructured interviewsdocumentary analysand multi
sensoryresearch with childrelThe sampling methods employed in selecting the
partidpantsin each case schoate also discussedsttical considerations pertinent to
this thesis a then identified and explored, leading to an evaluation of the validity and
reliability of the study. Finally, a description of the data analysis technique employed

in this research is provided.
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5.1 Researcher Stance

Although this section has a strong literature focus, it is presented in the
methodology chapter of this thesis besmit informs the methodological approach
adopted in this researchhis research project has a particular focus on exploring the
social nature of learning. Consequently, it is deemed that the most appropriate
epistemological stance tmderpin this studys that of social constructivisnthis
perspective centres on the idea that people play an active tbkriawn meaning
making, informed by the acceptsdcialcultures withina specificcontext (Vygotsky,
1978.
It is possible to argue that the masgipropriate perspective to underpiis
research is constructionig\ socialc onst r uct i o nplases anpmphasip ect i v e,
on the power of relationships over individual minds, multiple worlds over singular
realities, collaborative interdependencerandividual herosm, and dialogue over
mo n o | ¢Ggrgem, 2003, p.185)hus, social constructionists view meaning
making as constructesblelythrough social interacti@nthis fits with the perspective
underpinning this thesis. However, a constructibmiewpoint is primarily concerned
with the emergent, socially constructed character of the meaning making, thus focuses
on the meaning that is constructed as a result of the process. This resej@atis
specifically concerned with investigating thecess of meaning making that occurs
(constructivist) and not the actual meaning that is mémmstructionist{Schwandt,
1999. Thus, it is determined that the most appropriate epistemological stance to
underpinninghis study is that of social consttivism.
The focusof social constructivist theory thatof cognitive development,
leading todegper understanding; this is understood as constructions of active learner
reorganisatiorfVygotsky, 1978; Fasot, 2005) Social constructivists view learrgras
a nonlinear process, which is primarily influenced by the social context of the
learner.Thus, the position that a child holds within the social context of a school is
the primary influence in their cognitive development. This highlights the immartan
of research that expl or etheiracademipi | 6s soci al
achievemenDet er mi ni ng school edademicautcoynesi n t er ms

alone encompassasconstructionist perspective, however, exploring the influence of
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a p u migue dosial experiences within school enatie outcomes to be better
understood. This is situated within a social constructivist perspgEigot, 20095.

Vygotsky (1978) argues that learners can often be assisted to master the
concepts that theyr@ unable to make sense of independently through social
interactions with others. He states that this collaborative development of
understanding takes place in a )défihedddéds Zon:
as,dhe distance between the actual depaiental level as determined by
independent problem solviramd the level of potential delopment as determined
through problem solving under adult guidance or in collaboration with more capable
peerd(Vygotsky, 1978, p. 86)This perspectiveiews dialgue as key to the meaning
making process; dialogue engenders higirder thinkng to promote learning that is
not possible without collaborative interventi¢iosnot& Perry (1996 specifically
relatethis concept to educational settings by describiegémstructivist classroom
a sa contmunity of discourse engaged inattiyi, refl ecti o@34and conv
Thus, observing the dialogeecurringin the three case study schools in this study
enablegheresearcher to forrdeeper understandiagegading the perspectivesf the
school communityspecifically with regard tthe role of TAs in enabling the social
inclusion of pupils identified with SEN mainstream primary schools

The ontologicaperspective that underpins this research is that of
interpretivism.The interpretivist paradigm emphasisesithportance of social
interaction as th basis of knowledge buildind)e individual and society are regarded
as inseparable etits( O6 Do n o g h 8take (20B)&Githglifies the interpretivist
perspectivespecificallyfor researchers y st ating, Oo6conflicting pr
any label. It is important for us to recognise that others will not use the words or the
methods as wead (. fheiBterpretivistparadigmfits with a social construistist
perspective; both are concerned withitifuence ofd ear ner 6 s imoci al con
his/her meaningmaking¢ onsequent |l y, i n t hsrequieetudy, par
i nterpretation and under st &ngodial paglicswi t hi n t h.
(Usher, 2002 Fundamentallyinterpretivists endeavor to explore the meanings that
phenomena hold for participants in their everyday set{i@saiklin, 2003. Thus, this
study has endeavored to explore the meani n
inclusion of pupils identified with SEN.
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It is important to recognise that there is a significant assumption identified
within an interpretivist perspectivit.is widely acceptethat meanings are
constructed t lonexiugdxpeiiencdsiith scltbal practcés,
however, everyday soci al Il nteractions betw
meaning making. Thumdividuals not only give meaning to their own actions but
also those of others wiin a mutual enviroment.As Blackledge anéHunt (1985)
identify, Opeople mutually interpret the b
i nteract . 't follows from this that subseq
(p.236).Consequently, to directly relate this to research in schools,at isnty the
educational context that influences an ind
but also the social interactions between others in a common educational context.
Thereforepehaviour of the participants in the three case study schools isnoéd
not only by the practices in the schools considered, but also the behaviour of other
participants in the same schditid).
Additionally, individual participants interpret the behaviour of others
differently; thereforeinterpretations by the resechercannot beegardedas absolute.
Whilst thesecriticisms of an interpretivist approach are importantonsiderit
should be recognisdtatthe very nature of interpretatiemchangeable. People
modify their interpretations over time, regardle$she influence of social
interactions between actors in their everyday activity. Times, e s ear cher 6s
i nterpretat i dehaviour fire \alahrthatispedifipcantext and at that
specific time perioqUsher, 200p

5.2 Qualitative reseach approach

A qualitative approach was thought to be the most applicable to this research
project, due to the aim of determining ind]
TAs and the social inclusion of pipidentified with SEN. Data werequirel that
| ocated participantsd perceptions within t
research allows the researcher to achieve. Defining what is meant by qualitative
research is problematic due to the complexity of and variety in practices and methods

inferred by the term. Qualitative research has no theory or paradigm that distinctly
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constitutes the approach; this makes it particularly difficult to both conceptualise and
define (Denzin & Lincoln, 2008).

Nevertheless, Schostak (2002) ventured a defmof the qualitative research
approach: oO6exploring ways in which a O6sel f.
imaginative graspinrelato t o ex per i e(pi8e Eiscahbedurtheral i t y. 6
conceptualised as a methodological approachsmaieg methods and collecting
data that locates the researcher in the social world of the research context, his/her aim
being to understand individual sd6 percepti o
2010). To relate this conceptualisation to gtisdy specifically, a qualitative
approach allowed the researcher to desigthats, including observation,
interviewingand multisensory research with childrethat located the researcher in
the ocial world of the participants. This allowed the researt better understand
par t i @ergemions regarding the role of TAs and the social inclusion of pupils
identified with SEN.

Qualitative research has been criticised due to its frequent, necessary emphasis
on the si ngul aandintepretatiansThis leas réssiltedirk dlaims of
researcher subjectivity with regard to both the collection and analysis of the data
gat hered. As Denzin and Lincoln (2008) st a"
lenses of language, gender, socialsls, race, and ethnicityod (p
researcher subjectivity are relevant to this study in that the researcher necessarily
brought her personal and professional views and experiences to the role, resulting in

unique decisiommaking regarding the rearch methods employed and the data

analysed.
Stake (200b, however, argues that, O6subjecti\
needed to be eliminated but as an essenti al

suggests that the constraints of singisearchedata gathering and analysis make for

effective research. Through a qualitative research approach, researchers are able to

i mmerse themselves in participants®d soci al

a greater wunder st anullithouhts deliefs and opwmiond.ual sd c o
Additionally, employing reflexivity througbut the research process enabled

the researcher to recogeithe influence of many of hpersonal and professional
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opinions and beliefs on the research prodeefiexivity was employedby Davis

(1998), who identified that a researcherds
concerned with the influence of academic paradigms, for example, theory, ethics and
research methodology. The second is concerned with theacaatenic life

experiences, otherwise known as their cultural prejudices. Davis argues that effective
researchers both recognise and investigate
research process and meaning making. In this way, the negative effiessarcher

subjectivity are minimised (Campbell, 1995). Keeping asfléxive diary

throughout the research procestowed the researcher to identify her existing

6voicesd and determine their influence on

5.3 Pilot Study: MPhil research

In 2012 an MPhildegree research project focusing on perspectives relating to

special and inclusive education/ educational leadership and school improveasent
completed by the researclathe University of CambridgéSaddler, 2012; Saddle
2013) Theresearclprojectservedas apilot study forthis doctoralresearchThe
project was successful in clarifying areas requiring further investigéitiongh
doctoral studythe methodological approach and methods utilised alsmeefined.
This sectiorreviews the MPhil pilot researclundertakerand presents the consions
drawn from theesearchalong with specific recommendations pertinent to this
doctoral research.

A singlecase tudy approach was undertakerttve MPhil research in der to
i nvestigat e t hHowcae BAs Bemanaged ta ganbté thensucdessiul
social inclusion of pupils identified with SEN in this sch6éol? T h estudyscioe
was purposefully sampledrd¥ious teaching experience had identified goodtmec
with regard t o TAso(apSeidenynisdobatednDurhamRi ver dal e
Local Authority and isa mainstream, voluntarily controlled Junior school (Years 3 to
6). An overview of the key findingef this studyjn relation to the research quests
posed is presented in Tablek The findings presented in Tablel3ed to the
formation of recommendations for future research, which have informed the

methodology of this doctoral research.
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Table 5.1Key Findings from MPhil research

Research Question Posed Findings
1 TAs primarily worked with children identified with SEN, in small groupinegsndividually.
Q1 How is theole of TAs currentlylefined in mainstream primary f TAs were found to undertake a wide variety of tasks within their role at Riverdale. The
schools? analogyofb changing capsd® was used to descri
different tasks.

T TAs6 role was found to change between t
particularly in the conceptualisations that they had of their primary role; HLT Asedi¢heir
role in terms of promoting pupilsodé | ear
TAs viewed their role in terms of behaviour management.

Q2 What are TAsO cur raedwhohasan a g e|f TheHeadteachewas viewed as the figurehead of management at Riverdale.

overall responsibilityfor their management?

The senior management team undertook timetabling of TAs, performance management

meetings and professional development meetings collectively.

1 Ri ver da lsienals papiaularly erphasised the difficulties associated with timetabli

due to the 6échanging capsd of TAs and t

T 2keyfatc or s were found to promote efficacy

Q3 What is the influence of TAs on the social inclusion of pupils 1. Xills, knowledge and interests of individual TAs were utilibgdhe senior management
identified with SEN? team

2. TAs are timetabled according to the needs of individuals or groups of children in the ¢
TAs O nfl t he

be in the design and implementation of socially inclusive practices.

particul ar i uence on proces

(Saddler, 201p

08



Two keyrecommendations were made, whidve influenced the
methodobgical design of this doctoral researthFurther case studies were
recommended, in order to determine the var|
management structures, operating across primary schools in Enbteniierature
suggests thatthereisgg at di sparity between TAs® manag
however, indepth research exploring the structure and efficacy of management
approaches is lacking.
2. A recommendation was madath  Bpesifid influence on the process of social
inclusionat Riverdalebe tested as a hypothetisough further case studi€ghus,
investigating the role of TAs, with specific emphasis on the design and
implementation of socially inclusive practices, is undertaken in this research. In this
way, the hypothesihatéor As & parti cul heprocessdfsonig nce over t
including pupils identified with SEMNes in the design and implementation of socially
inclusive practicedis investigatedn this doctoral research

The above hypothesis was formed as a redulata analyseffom seven
professionals and ten childremhich specifically place$ As 6 parti cul ar i nfl
over the learning of pupils identified with SEN at Rivéedas rooted in socially
inclusive practicesParticipants interviewed consistentyv e al ed t hat TAs®6 r
Riverdale was most helpful in building social relationships between chil@nen.
following quotations from the MPhil thedmsghlight this perspective:

hat 6s the way we supp®TAB, 201.em, we get to |
®he(TA)t el I's you i f youbre nasty to pmeople. T
(Pupil, 2012).

drhey (TAs) can pick up on friendships and can see how the children interact socially.

They will often feed back to us and inform us of children who are havinigiéro

making friends or who are having problems with existing friendé(iipputy Head,

2012)(Saddler, 2012).

The data collection mlebdsthat wereemployed in answering the pilot study
research questiampresented in Table. bare identifiedn Table5.2. The literature
underpinning the use of these methods is discussadriehis chapter, in sectiontb
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Table 52 Data collection methods employed in the MPhil study

Method Participants/Documentation Research questions
addressedby method

Year 5

1 Observation 1 (Numeracy)
Non-Paticipant ! Observation 2 (Literacy)
observations (6, 1 Observation 3 (Numeracy) QL, Q3
hour long) Year 3

1 Observation 4 (Numeracy)

1 Observation 5 (Literacy)

1 Observation 6 (Numeracy)
Semtstructured 1 Heateacher
interviews with 1 Deputy head/SENCO
staff 1 TAl

1 TA2 Q1,Q2,Q3

1 TA3

1 Teacher1

1 Teacher 2
Focus group Year 5
interviews with 2 T Focus group 1 Q3
groups of 5 1 Focus group 2
children
Documentary 1 Ofsted report
analysis T TAsé contract (¢Q1Q2

descriptions
1 SEN and AntBullying policies

(Saddler, 201p

The data collection methods employed in the MPhdigtwere deemed to be
successfuin effectively answering the research quesiposed as discussed in
section 56. However, a limitatiorto the validityof the stug was found to be in the
focus groups conducted with children identified with SEN. The focus groups
conducted were found to more strongly resemble group interviewing. Children were

often reluctant to build on e aterbentot, her 6 s ¢
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despite reminders that they did not need adult permission to speak (Vaughn, Schumm

& Singabub, 1996). Additionally, some chil
talkers, o6 | eaving others requirineg moderat
1998). Consequently, thdata gained from this method weret as richas expected.

This has resulted in the modificationresearch methods witthildren for this

doctoral researchTwo differentresearch methods involving children werepiieted

in Riverdale in June 2013, the results of which informed the methodology of this

thesis. This isliscussed in the following section

Re-piloting of the research methods with children

As was identified in the previous sectitine focus group interviews
conducted with childrem the pilotresearch were not as successful as expected.
Consequently, two alternative research methods idertified through reviewing
literature pertinent to this researapproachthis literature is discussed in sectio®5
These two methods wepdoted with children in Riverdale in June 202% a result
of this repiloting of the research methods with children, the method of photography
was chosen for implementation during the main study. The reasomhssfare
discussedn section5.6 under -stemes o mu Imteit hods wi th chilc
As the pilot studies have beerploredthe methodological approach and methods
employed within this doctoral study ar®w identified and justified. These will now

be further detiled,commencing with the multiple case study approach.

5.4 The multiple case study approach

The importance of designing a metlological approach originating frotne
research questions poseds reinforced to the researcher during the MPhil research
in 2012(Somekh & Lewin, 200¢ Consequently, enultiple case studgpproach was
adopteddue to itsefficacy in providing the resarcher with methods that allon+
depthinvestigation of the research questions, presented at the beginning of the
chapter.
A qualitative research approach is predominantly sméthod in nature
(Flick, 2002). This involves triangulationofnh o d s, wi t h tidoe r esul t
breadth, complexity, richness, and depth t
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p.7).Arguably, the most effective way of combining research metl®tsrough a
casestudy.Defining what is meant by a case study is problematic, due to the inherent
multi-method nature of the approach. However, this is taken into account by Robson
(2002), who definre t he case study as, ©6a strategy fa
an empirical investigation of a particular contemporary phenomenon within its real
|l i fe context wusing mul tlnthi$doctosabresearcle the of evi |
contemporary phe@menon under investigation is that of the influence of TAs on the
process of socially including children identified with SH¥Xe reallife contexts
investigated are thremainstream primary schools in the North of England, and the
multiple sources of evaehce employed includ&n-participant observations, semi
structured interviewsnulti-sensory research with children and documerdasalysis

Much has been written explogrtypes of case studies and the motivations for
their selection (Bassey, 29; Stke, 2005Stenhouse 198%in, 2013). Havingfully
reviewedthe literature identifying types @fise studies, it waketermined that the
three case studies undertaken in this rese
case study identified by Stentoe ( 1 985) and t btedyidentifieslt r u ment
by Stake (2006 St enhouse defines the 6devaluativebo
Oprovide educational actors or decision ma
judge the merit and worth of police s, pr ogr ammes .Mmthisi nsti tuti c
study, the cases sampled enabled the researcher to judge the merit of the deployment
of TAs in each case schomdnsideredparticularly with reference to the interventions
TAs were involved inSt a K206)§ nstrument al &6 study invol ve
or more particular situations in order to try to understand an outside concern. In this
way, Owe start and end wThistesearchsthsartss domi nan
and endsvith the issue of need to déermineeffective management af A gade to
identify theirparticular influencever the process of socially including pupils
identified with SEN the case studies chosen invoyaghering data that allow for the
formation of conclusions with regato the issue explored.

In some fieldsfor example anthropology and political scienttes multiple
case study approach is consideredrioompass an entirely different madblogy
from single case studi€¥in, 2013. However, Yinconsiders multiplease studies to
be within the same methodological framework as single case studies. He identifies the
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major difference to be in the sampling method chosen for selection of cases in the
study, due toalternativeselectionmotivations.Yin suggests that seiton of two or
three cases should be madeongheounds of &6d(p.59.elhisanvolvese pl i cat i
sampling of caselsecause they are believed to haxemplaryoutcomes in relation
to a theoryenablingransferencef research methods between caseshis research,
three case schools were purposively sampled due to their idebgsegracticen
relation to the phenomenon researched similar research methods were employed
in all three cased he sampling method employed will bether discgsed in this
section.
Yin suggestsesearchers be mindful thihie cases chosen are independently
holistic, therefore, variation betweemases is not eliminated by this approach. It is
recognised that multiple case studies afford comparisons to be ngadeimg a
r es e ar oserephed@nenom nevertheldbge unique nature of a case prevents
complete similarity Each case can be viewed as a 6bol
unigue complex of interrelated elements or characteristics operate withiifiadbéz
boundaries (Stake, 20p%owever,Yi n al so suggests that, Ot he
having two (or more) cases may bésuut ant i ddodmof ponchusdons. canlbe
drawn from two or more cases, rather than one, the external generalisabiléy of th
findings are immeasurably expandd@arrance, 2008
Generalisability of thease gidy is howeverpne of the most frequently
challenged aspects of this approach. For example, Creswell (2007) claims that the
conclusions of case study research arendbo specific to the single case studied,
therefore any generalisations made are coloured by the unique nature of the case.
However, Verschuren (2003) argues that claims of low generalisability are often made
by researchers who view the case study estidy of a single object, rather than a
met hodol ogi cal approach or a research str a:
approach then its usefulness in generating knowledge is more clearly understood.
Simons (1980) argues that the strength of #s® study approach lies in its
attention to the complexity and subtlety of an aspect of a case in its owrAsgh
St ake (20 0 the real bdsinesst of aseestsidy is paldiczation, not
g ener al(p8z Additiomalty6Flyvbjerg (200bargues that formal generalisation
ofthecaseisoveral ued; the o0force of exampled that
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frequently underestimated. Therefaresearcherare best placed to seek an accurate
but limited understandingf the phenomenon studi€@illham, 2000; Yin, 2008).

Bassey (1998) suggests that the tension between particularisation and
generalisation may be addressed though wha:
argues that the application of thdreobe O6f uzz
varying contexts is important, so that recommendations from one school can be
applied to others. The aim of this process is explained by Simons (2009): by
understanding 6a school & we can increase o0
this has tk potential to contribute to our collective knowledgb o ut O THe School
relate this analogy to this reseapject specificallythe MPhilpilot study research
undertaken ir2012identified effective practice in managing the role of TAs to
support he social inclusion of pupils identified with SENGna s cThi®emdbledda
hypothesis regarding effective deployment of TAs tddomed.In this doctoral
research, the hypothesis has been apptittttee6é ot h e r inomdrto ol s 6

determine generalbiltyt o 6 The School &8 as an entity.

Sampling of the case studies

Purposive sampling was employed to select the ssitalhich the case
study was conducted. Denscombe @0defines purposive samplinghe researcher
deliberately selects particulaases because they are seen as instances that are likely
to produce the most uable daté(p.17). This methodvas employed due the
evaluative nature of thistudy. Purposive selection of the sclsowhs necessarin
order to evaluate the meritamdo r t h o f tahagemermtd¢f ©Aml 6 s m
promoting the social inclusion of pupils identified with SEN. Therefore, the sampling
method employed directly relatenl the research aims (Stake, 2D05

In purposivey sampling theesearctschoos, the resarcher was able to select
schoos in which good practice with regard to the research phenomena was
acknowledgedinitially, areas of the country in which the researcher had access to
accommodation were focuel on:these includethe Local Authorities of ork,
Durham, Wolverhampton and London Borougliswas decided early on that the
researcher would chooséherone of York or Durham in which to conduct research
as geographically, the areas were taoitar and the researcher sougistdiverse a
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geograplcal sample as possibl€his diversity allowed the researcher to gain access
to differing communitybased challenges &ach of the schools chosen, as discussed
further in chapter @xploring a range of commun#yased challengexfforded
tentativegenealisationof the conclusions and recommendations of this study
regarding optimum deployment of TAs, national primary schoals

The sampling procedsegan bythe researcheccessing Ofsteithispection
reports ofprimary schools thatad an overall effgiveness ratingad Ot st aindi ng o
York, Durham and Wolverhamptpm order to select the first two research schools
When6o Ot st andingd reports weseparatedthased i f i ed, tF
reports in which the schools had higher than averagdsle¥ children identified with
SEN, higher than averadiee school meal allocation and, preferablgstin which
TAs were mentioned in the text. twas alsopf er abl e i f the area of
moral,sociaiand cul tur al distmeli ogméntashediiisi §Ocat ego
thesocialresearch aims.

Higher than average levels diildren identified withSEN wererequired due
t o t he sfecsseon absetviagrTAs working with these children, as well as the
research method with childreaquiring participants that were diagnosed with a
special educational need. Higher thanrage levels of free school mealas
preferred duetothed di t i onal income that these schoo
premium; 6 t he r e tessianalexperienceshadmshodatthis us pr o
money was often spent on more creative -traditional forms of provision for the
pupils; consequently, the researcher may observe increased numbers of TAs at work
or implementation ofmore creativesocial basediterventionsFinally, it was
important to the researcher that each school had a different particular community
based challenge to their pupilsd education
of conclusions drawn regarditige effectiveness of TA3he school chosen in
Durham had a particular challengehogh levelsof ChildrenLooked After (CLA)
the school inNolverhampton had pupils from a large number of different cultural
backgroundsind the school in London hadrary high number of childrehiving in
social housingT hese di fferences in the schoolsb co

coll ection regarding TAs6 influence on the
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In March 2014the researcher relocated to London in order to undertake an
ESRC Internship, linked to the PhD scholarship, for 4 months at the Cabinet Office.
The researcher undertook the role of Policy Advisor in the Youth Policy Team and
predominantly worked on a project to support impact evaluatignuth based noen
cognitive skl focusedprogrammes. As the researcher was living in London, it made
sense that the third research school be Lo#mm®dThe process of purposively
sampling the third school was slightlifferent to the first two. In September 2014,
thereseardrwas pr ovi ding some consultative suppo
Youth Team in Greater London Authority, Ci-
Clubdé of hilLgndon pchool$, consmtingiaf 106 primary and secondary
schools at the time. The reseher used these schools as a basis for purposive
sampling of the third research school, reading through the Ofsted reports of the
primary schools in the Gold Club addtermining which met theamplingcriteria
previously described and then contactedrappate schools, with the first school
contacted consenting to take part.

The three schools chosen for research in this study are introduced to the reader
in chapter6. Information is given regarding tipeipil make up of each school, as well
as the surnending community in which the schaeadresituated. 8mpling of he three
schoolscollectively,aims to provide as rich a picture as possiéh regard to
management of the role of TAs with particular focus on the social inclusion of pupils
identified with SEN.

5.5. Data collection methods

In this sectiorthe data collection methods that waoptedoothwithin the
pilot studies and doctoral reseasnte presented, explained and justifi€dis section
begins by addressingpnparticipant observatigriollowed by sembtructured
interviewing,leading to documentary analysis ardling with multisensory research
with children.The sampling methods adopted are discussed within each method
described. The documents used and procddillosved in undertiing documentary
analysisarealso discussed.able 53 presents aaverview of the data collection
methods that the researcher planned to emplegch case soolin this study. A
sampledata collection schedule is also affixed to this thesis in therajipessection
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(see Appendix 1L A total of two weeks was spent conducting research in each of the
three case schaol23 childrerwere involved in the researctather than the planned

24, as one child sampled was absent on the day of thegpaphy tak. Two further
semistructurednterviews than planneavereundertakerat Cherry Blossoras the
researcher deemed them important to maximising the quality of data gathered in this
study. Moreover, one fewer interview was undertaken at Birchwood, due tofdhe
sampled class teachers also holding the Assistant Head/SENCOtrol@uctions to

all participants in this study apgesented in chapters 6 andfghis thesis;lese

introductionsalsoserve as rationales for involving teampledparticipants

Table 5.3 Data collection methods employed in each case school

Method Participants/Documents Research
guestions
addressed

Introductory meeting Headteacher N/A

Non-Participant 5x Observations across 2

observations Headteachechosenyear group Q1, Q2

classsin each of the research
schools (n=30)

Semistructured interviews | In each schophs appropriate
with staff i Headteacher
1 Deputy head/SENCO
T TA1l

1 TA2 Q1, Q2,Q3
1 TA3

1 TA4

1 Teacher1
1 Teacher 2
(n=2)

Photography with children | Sample4 Children identified with
SEN in 2 classes each research
Followed byRese&ch school(n =24) Q2, Q3
conversation on an
individual basis with
children

Documentary analysis 9 Ofsted report
1 TAsd contract u|Q10Q2
1 SEN and AntiBullying policies
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Non-participant observations

Tenhourlong observations were undertaken in each case sahwala
period of two weeksObservations were based in Key Stage Two as the researcher
required children of Key Stage Two age to take part in floéograply task as is
explained later in this sectiolt was important to the researcher that the observations
took place in the classrooms in which children chosen to undertake the photography
task were based, so that the researcher became familinoatitteatening to these
chidrenThi s al so all owed the researcher to ob:c
peers and gai n i ns ialgdsitiosingrwihgheir pegarsnwhichp upi | s 6
informed the photography task undertaken with the children.

During the ntroductory meetings with the Headteachers of the three research
schools, the researcher asked eldeladteacher to identify two classrooms in which
the observations would be most wuseful, wit
researber asked for classrooms in Key Stage two, in which there were large numbers
of children identified with SEN, preferably those who may be experiencing socia
inclusion difficulties, and more than one TA regularly working with the children in
that classThus, the participants involved in the observations were purposively
sampled by the Headteachers of the case schools.

The TAs in the two Key Stage Two classrooms that the researcher was based
in across each school were the main focus of the observatimmebservations were
nornparticipant in nature due to the researcher maintainingengagement in the
classroom activity whilst observing (Cohen, Manion & Morrison, 2007). The key aim
of the observations was to watch the Toh®sen in their working envinonents the
observations enabled the resdmar to determine the variety talsks undertaken by
TAs and the social interactiobgtween TAs and pupils. Théhaled data to be
gathered that wadirectly pertinent to both the first and second redeaesion
posed in this studyrhe observations took plaeg different timetabled periods and of
different subjects in each school; this enabled the researcher to observe the activities
of TAs under different teacher direction, with various students andfertedtit
sections of the school day.

It could be argued that participeobservations would have better suitied
study as this approach allowe researcher to become an active member of the
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classroomand t hus gain an i nsianenmstudigder specti ve
(Angrosino, 2012, p.166However, it was decided that nparticipant observations
in which the researcher decidedly takes an inaatie in the classroontiscourse
weremost appropriatdn order to answer the research questjposedn this study
most effectively, it wasital that the researcher observeflsi n as Onaat ur al i st
context as possible (Edwards & Westgate, 1994). In this way, the actions most
representative of TAS8 nor mal c¢ | as s rbeobserved Thasmostr coul ¢
appropriate observanal method in this study was deemede unobtrusive and
nonparticipant.

As the nature of observation places emphasis on the skills of the singular
researcher, researcher bias is ofterd@asethe greatest failing of timethod
(Angrosino, 2012; Gillham, 200@apatheodorou, Luff & Gill, 201 Bimpson &
Tuson,2003)Thi s is described by Edwards and Westt
paradoxo6 (p.77). Researchers and their rec
which leads to participants detecting that they are being watched, therefore, they may
well talk more, or talk less, or simply tal
paradox results in the obsations undertaken lackingfdln at ur al i st i c 6
representatio of the phenomenon studied. This necessarily has a negative influence
over the reliability of the conclusions dma from the method.

However, Gillham (2000identifies that this problem can be minimised by
employing the method of observatans anabi phased tnghishni que (p
way, observation is used by the researcher to gain initial understandings retading
issues that comprigae phenomenon studied. These issues can then be further
explored by employing alternative research methbdthis study, lte majority of the
observations took place before implementing other research methods in each school.
Thedata gathered from the observatiovere then able to inforine other research
methods employe(Simpson & Tuson, 2003Yhis approaciprovided the researcher
with i mportant contextual wunderstandings r
with pupils, which werenstrumental in the design of interview protocols.

It is often argued that titene-consumingnature of observations megthem
a less effective method for use in case study research (Simpson & Tuson, 2003).
However the researcher deemed that therow focus of the observations justified
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their use. Thactions of TAs were the primary focus of the observatithis
minimised the data gathered, therefore increased manageability of the method
(Edwards & Westgate, 1994)dditionally, as was previously mentioned, the
observations were employed in conjunction with other methods isttidg,allowing
for careful management tiie volume of data gathered

The researcher recorded the observations via-seattured narratives

method in which notes are made around set observation foci. However, these foci can

be deviated fronto record data pertinent to the wider reseaiafis,as the researcher
deems appropriate (Simpson & Tuson, 200B)itten notesvere madehroughout
the observations on the followirigci:

1 Which children the TA was working wittind where

1 Types of ommunication between the TA and teacher

1 Types of ommuncation between the TA and the children

1 The role/s that the TA undertook throughout the lesson.

1 The intervention that the TA was involved in durinige lessons.
Therelativelyunstructured nature of tledservations could be criticised for
lacking a systmatic approdt(Mercer, 2010). However, aseviously explained, this
method waprimarily employed to inform additional research methods.
Consequently he unstructured natucd the observations was necessary in affording
theflexibility to note down isues/events that bore significancétteresearch
guestions, whickvereinvestigated further through subsequesstearch methods
(Gillham, 2000). The researchsat on a tdke in each classroafstudy spacelose
enough so that the activigpuldbe seen and head, yetsuitably far away so thaion
participant statusould be maintainedrherefore, the researcheas provided with
direct access to the social interactions between the TA and the other mentbers of
room, yetresearcheinfluence on these iatactionsvas minimiseds far as possible
(Simpson & Tuson, 2003Y.here were instances in which TAs exited the classroom
with some children in order to work on something specificquiater space. In these
instances the researcher followed the@ddd s er vat i on of TAs®

communication was the focus.
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Semistructured interviews

The researcher undertook 7 sestriudured interviews in Birchwood, i&
Mountford and 10 in Cherry Blossom. Chapter 6 gives backgrounds of the staff
sampled to partipate in the semstructured interviewslhe foci of thanterviews
was t o de tcermennmamagemEm sttiires operating the schoolnd the
role that the staff perceived TAs to be undertaking, Additionally, the researcher was
interestedinelict i ng bot h TAs® an dpectvesregarding thea f f
currentand potential influence of TAs on the socradlusion of pupils identified with

SEN.The interview protocols used and the main research question focused on in each

interview quesobn arepresented in Tables 5.4 and 3uestio 11, written in blue in
Table 54, was posed exclusly to the Htadteacherand Deputy ldad/SENCG.
Question 12, written in red, wgosed exclusively toebchers.

Theresearcher purposively sampled thetipgants interviewedThis wasn
order to ensure that staff membeh®serto participatevere able to give specific
insights pertinent to the research questions of this th&&f members interviewed
represented both those part of the senior manageteam and those not, in order to

include members of all hierarchical groups within the area of study (Rubin & Rubin,

2004). This ensured that the researcher gained a full range of perspectives in relation

to the chosen phenomendteadteacharwerechosen because thewere albe to

provide the researcher with insights and opinions basedewing the school
holistically. This meant that theyavespecific insights into the hotis management

of TAs in their schoolSENCGs werechosen for interview beaaetheywerethe

only namedstaff member with statutogyositional responsibilities relating to the
management of TAs and the social inclusion of pupils identified 3&N, thus they
wereable to provide the researcher with insgyglated to both poljcand practice.
Teachers were chosen to be interviewed because they were able to discuss their
experiences of TAsO0 input and the infl
classrooms. Finally, TAs themselves were interviewed in order to gain acctkss t
conceptualisations of their role. Interviewing TAs also gave the researcher insights

regarding their specific professional needs and interests.
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Table 54 Interviewprotocol used when interviewinge@chers

Research Question

Question Addressed
1. Can you tell me a little bit about your professional background? How long have you worked in this
school/class? What is it about this school that attracted you to working here? N/A
2. What is your idea of what the term O6social in Q3
3. How doyou think pupils identified with special educational needs are socially included in your school? Q3
you give me some examples?
4. How would you describe the role of the teaching assistant in this school? What are its main features? Q1
Examples?
5. Inthsschool, are some aspects of TAsO6 role are Q1
6. How do teaching assistants influence the social development of the pupils in the classes they work in’ Q3
7. How do you think the skills of the teaching assittan your school can be used to their full potential, to a Q3
the social inclusion of the pupils they work with?
8. Who has responsibility for managing the teaching assistants in your school? Why do you think this is? Q2
does the management structurekldike?
9. What do you perceive to be the strengths and limitations of the management of teaching assistants in Q2
school?
10.How do you think the management of teaching assistants could be improved? Q2
11. Are there any issues that make the managenieghed As in your school difficult? If so, what are these? Q2
How do these difficulties influence the social inclusion of the pupils that they work with?
12.How do you work with the teaching assistant based in your classroom to ensure that his/her Bkillgjare Q1

used effectively? How do you use his/her skills to aid the social inclusion of the pupils that he/she wor
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Table 55 Interview protocol used when interviewing TAs

Research Question

Question Addressed
1. Can you tell me a little bitmout your professional background? How long have you worked in this
school/class? What is it about this school that attracted you to working here? N/A
2. What is your idea of what the term O6social in Q3
3. How do you think pupils identified whtspecial educational needs are socially included in your school? Q3
you give me some examples?
4. How far do you think your role relates to the social inclusion of pupils with special educational needs i Q3
class?
5. In atypical lesson, what wouisbur role be? For example, what is your role in a daily literacy/numeracy Q1
lesson?
6. How far do you find, if at all, your role differs from that of the teacher in your class? Q1
7. Which children in the class do you work with? Does this vary at all? Q1
8 Wha i nformation are you given in terms of you Q1
9. To what extent do you think your skills, knowledge and expertise are used in the classroom? Which s Q2
any, do you think could be used better?
10.Do you know who hagesponsibility for deciding what your role is in school? Does this vary from-today Q2
day basis to termly or yearly?
11.What do you think are the strengths and limitations of the way your role is managed in this school? Q2
12.1s there anything that you walithange to improve how you are managed? Q2




Semistructured interviews were undertaken due to the need to investigate the
values, beliefs and motives behind individ
exploring the research questions of this gt(febddy, 1993)It is argued by Siedman
(1998) that interviewing is most effective
and provides access to understanding their
interviewing following on from notparticipant obsemtions allowed the researcher to

gain understandings regarding participants.

undertaken inside the schoolsd buildings,
This was deemed to be conducive to effective dataccollé on as, Opeople ta
freely on their own groundd (Gill ham, 2000

interviews were chosen based on the availability of rooms at the time of the interview
and/or where the participants stated they would feel oursfortable.
Wengraf (2001) argues that the greatest advantage ofsserciured
interviewing as a research method is its relative flexibilitye relatively unstructured
interview protocol enables both the researcher and the participant to exest coait
the direction of th interview. Not only does this encourage interviewees to follow
their interests within the parameters of the issues exploutdt, alsourges the
participants tshare their stories and extend their answers, due to the Sugpor
culture that flexibility providegKeats, 200Q)Thus, semstructured interviewing is
conducive with the r es efsocaltastrocivism,pi st emol o
discussedinsectidn 1; Vygotsky (1978) statés that,K6K ¢
telling their stories is a microcosm of t h:
When conducting interviews, the researcher undertakes the role of the research
instrumentTher ef or e, thiases, angess daans antd enthidsiasms
influencequestioningt yl e and how what is heard is int
2004, p.12)Although this is recognised as a limitation of the method chosen,
ensuring reflexivity throughout the research proecessmises biagDavis, 1993.
The researcher kept a sedfflexive diaryfrom the commencement of methodological
planning to the end of the process; this h
processedt alsoaided recognition of the influence that personal values,fbelied
experiencesave had on the remeh process.
Whilst it is widely accepted that interviewing produces rich dathham,

2000; Siedman, 1998; Wengraf, 2001), its time consuming nature should not be
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ignored. In order to afford effective daaalysis interviews require transcription,
which is very time consuming, particularly for a single researcher. For this reason,
guestionnaire distribution was considered as a way of gathering numerous data
regarding the role and management of TAs. However, the literature suggests that
guestionnairegypically induce a low return rate and fail to provide access to

i ndi vidual s moti vat i ons,thugrandenirdythe da@i r
gathered to be less rich in comparison with that gathered through intervigeiais,
2000).Consequeny, interviewing was determined to be the most effective method,
both in terms of richness of data gathered and time taken, to meet the needs of this

research.

Documentary Analysis

Educational policy makers and professionals are recognised as major
prodwcers ofdocumentary materials in providing rationales for their instihai
approaches (Silverman, 2006hus,anal y s i s dofuments sao tevea & 6 s
greatdealinrelaton t o a r efinteeestAthineon énd Coffay €604
however jdentify a fundamental limitation of this research meti@d@ o c u me nt s

not neutral, transparent reflections of organisational or occupational life. They

t hou

ar e

actively construct the ver yAtkinsom&ni sati ons

Coffey, 2004 p.78).Consequentlyit is suggested that documents are unable to
accurately regesent the nature of school lifEhus,effective analysis of these
documents requires a focus loow organisational realities are represented through
textual conventionsAdditionally, documentary analysis should be used to

conmplement other research methods to ensure that data accurately representing school

life is gathered.

In this studythe following documents were analysed in each case school:
most recent Osfted inspection reép&EN Policy,Anti-b ul | yi ng Pol i cy
contractual job descriptior{f available) The aim of the analysis was to compare the
rhetoric ofthe practices stated in the text with tteality of thedata gathered from
other research methods in thisdstuT his allowed for schoebased comparisons
between policy and practice to be matiee broad conclusions drawn from the

analysed data gathered from the other research methods in this study were applied to
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the documents analysed as codes. This ensuaedrly data relevant to the research
guestions posed in this study was analysed.

Multi-sensorymethods with children

In this section, the methods chosendonducting research with children
during the MPAhil pilot study, reiloting in June 2013t Riverdaleand themain
doctoral study are identified and critiqued.
Focusgroup interviewsvere choseifor use withthe participatinghildrenin
the MPhil pilot studyFocus groups were chosas the literature suggestdtt the
informal rature of the gyup environment wsaconducive with greater participant
disclosure one of thanost commonly cited barriers to effective research with
children(Vaughn, Schumm & Singabub, 1996). A focus grougeiined by Krueger
( 1 9 9 43 carefuly, plarihed discussidesigned to obtain perceptions on a defined
area of interestin a permigsinont hr eat e ni n gp.6¢ Rarticipaostsianee nt 0
prompted to articulate their perspectives through building on the contributions of their
fellow participants and/or the reseher. Consequently, the researcher can gain
valuable insights into the motives behind
behaviours (Morgan and Krueger, 1993).
In conducting focus groups the role of the researcher, as moderator, is highly
influential (Litoselliti, 2003).Greenbaum (1998) likens the moderator role to that of
an or chestr al setsthedaneforthe sessibneahddineets itdn such a
way thatthee s ear ch obj ec (pi78).dfshe maderatoais difectve, thel 0
discwssion throughout the focus group should be predominantly participant focused.
The moderator uses his/her skills to prompt participants when required, but primarily
promotes discussion between the particip@@teenbaum, 1998; Krueger, 1994
Litoselliti, 2003; Morgan, 1997). Vaugtet al.(1996) suggest that this is both
particularly challenging and especially important when conducting focus groups with
children, due to childrenés tendency to wal
Havingconducted the focus groups, tlesearcher dichdeed find that the
children were often reluctantto buildoneach her 6 s contri buti ons wi
intervention, despéreminders thathey were not required to wait fpermission to
speak. @ildren spoke more freely when encouragedhae their storiesparticipants

give the researcher greatest access to their motives through the medium-of story
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telling (Morgan, 1997). &ne childrenhoweverclearly undertook the role of
6domi nant talkers, 6 | eavi ng paerticipaterasall r equi r i |
(Krueger, 1994 As a result of the high level of moderator input into the focus groups
with children, they were deemed to be less successful than anticipated. Thus,
alternative research methods for use with children requirpdatng for this
doctoral thesis.

Review of recent methodological literature led the researcher to identify that
the choice of methods emplkey with children largely depended theindividual
researcher s per cept i(Rumh, 2002)Thidisediscussédur e of ¢ |
extensively in the next section of this chapter, as it specifically pertains to the ethical
considerations of this studyhrough broad e adi ng on this subject,
view of the nature of childhood was determinede in viewing children as similar to
adults, yet possessing different competencies, which require alternative research
met hods t o apecepttPundn,2008)This vievof the nature of
childhoodis shared by mangesearchers artbs led to glethol of multisensory
research method&r use with children, beindeveloped over the last ten years
(Buchwald, Schanttaursen & Delmar, 20Q€oad, 2007; Einarsdottir, 2008
Gabhainn & Sixsmith, 200&1orrow, 2008;Schiller & Einarsdottir, 2009). These
have included photography, diaries, drawings, sentence completion and writing, the
draw and write technique, childd tours and radio workshops (Punch, 2002). These
methods hae been developed to complemd#re perspective that children are able to
divulgeas much relevant, idepth information to researchers regarding their chosen
phenomenoias adultshowever, they require variedulti-sensorymethods in order
to express theraffectively (Morrow & Richards1999)

As discussed in section 518vo of the @ove alternative methods wereqtéd
in Riverdale in June 2013, childd tours and photographgoth dild-led toursand
photography were usdxy Mossand Clark (201 ) as part of their 6mo
to eliciting the insights of children through resga This approach involves a variety
of research tool s, chosen t o, 6play to you:
active, accessible amobt reliant on the written or spoken wo(@.13).Having
chosen a method that relied exclusively on the spek@d during the MPhil pilot
study(focus group interviewsMo s s a n d20X1)reaaarkhdaols highly

engaged the researcher, as they attbildren to share their views and experiences
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through a method that plays to thgecific competencieShisis particularly

relevant when considering the competencies of the children with whom research is
conducted in this study; children identified with SEN often display uddeelopé
literacy skillsfor their agethus selection ahethods that do not sojetely on the

spokenor writtenword is important

Child-led tours

Child-l ed tours are similar to O60transect

international development; they allow people who have uddeelopediteracy

skills to convey their local knaedge about their immediate surroundings (Hart,
1999).Clark and Moss (20Q5elate this method specifically to educational research
by stating:6The physicality and mobility of this technique lends itself to being used

by young children. This tool plays their strengths as natural explorers and

knowl edgeabl e guides. The O6normal &8 power

children are in control of the content
Photographs are taken of specific areas of dehtbat children view as important,
which can then be used as stimuli for
feelings relating to the places photographed (Punch, 2002).

At Riverdale, he researcher adapted this method slightly by introduan
additional, visual element to the chileld tours conducted. Stickers that displayed
smiley faces and sad faces were given to children when they stopped at particular
areas of the school whist leading the tdtiildren were asked to stick eitherappy
face or a sad face in the area #aick a photograph of th{€lark, 2005) Photographs
of interest to the researcher were then printed offused as stimuli for further
di scussi on on abdutplagesirpschoditer thé teue Thishogexl
the researcher to gain richer data on the phenomenon of interest: the social inclusion
of pupils identified with SEN and TAsO

Photography
The photography method was also piloted in June 2013vatdRile. Although

phobgraphy wasncluded within the childed tours method, the researcher
determined that piloting it assolitary method was necessaryexploring an

approach thagxcludeddialogue and allowed the child to exert total control over the
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method (Punch, 2002Punch (2001) used photography in educational reseatich
children aged 44 inBolivia. It should be noted that although the educational context
of Punchodés research is different to that o
with this doctaal study, thereforavasdeemed to be relevaiunch used the
photographs as stimuli for subsequent discussigti the children on her
phenomenon of interegheir perceptions of autonomy at school.
At Riverdale, bildren weregiven a digital cameraf their own andasked to
take photographs t halifeatrsehqor G semreedir &érm day i |
afforded totabutonomy over the metho@hey were asked not to give the camera to
any other pupil or adult at the school whilst undertaking theatadkvere allowed to
take an unlimited number of photograpRench(2002)undertook a similaapproach
in herresearclandconcluded hat chi |l drendés enjoyment in u
stimulated their motivation to complete the research task. This allowedtfor
subsequent discussiqres there were many photographsalk aroundHowever,
Punch also notethat children often became over excited when presented with
responsibility over the cameras and this led to a reduction in the relevance of many

p u p photegéaphs.

Pilot findings
Having piloted both methods at Riverdale in June 2013, the researcher

determined thgbhotographyvas most effective in meeting the rasgh aims of this
project. Thuphotographyfollowed byresearcltonversations with ingiduals
around their photographaas implemented asresearch methad the three case
schools.Theresearcltonversations that took place with pupils who undertook the
independent photography method were of significantly higher quality than those
arisig fromthechild ed t ours met hod. As with Punchos
were visibly excited when their photographs were revealed to them for the first time
during the conversations and were eager to discuss the meanings behind them.
However, thechildren with whom the researcher had conducted the-kgdltburs
method were visibly less enthusiastic about the pictures that had been taken and
required more researcher prompting in order to discuss their meaning.

Perhaps the complete autonomy ower camera that the children with the

photography method experienced, afforded stronger engagement with the subsequent

101



conversation. Additionally, the vast majority of the independent photographs taken by

the children were during playtimes and lunchtiniésgs afforded the researcher a rich
understanding of those childrends friendshi
regarding the social experiences of those children particularly fruitful. These

conversations were much more difficult to navigai#n children who had

participated irchild-led tours.

The photograpphmethod was conducted with four children in each of two
year groups, across the three research schdolgeer, it was only conducted with
severchildren at Cherry Blossom due to the abseri@me sampled child on the day
that the data were collectedonsequently, this method was conducted winty-
threepupils in total.The children sampled for involvement in this method were
primarily thase who were on the SEN registeeview of the lierature in section 4.3,
enabled the suggestion that children identified \BiiN are at greater risk of bullying
and/or marginalisation than theion-SEN peers Thus, these children were identified
as best placed for involvement in addregghre researchuestion for thistudy.

Having fully explored the justification for the research methods with children
that were employed in this study, the ethical considerations that underpin them are
now considered. Ethical considerations were paramount throutffeprocess of this
doctoral study, particularly as children identified with SEN vetrenglyinvolved in

theresearch.

5.6 Ethical considerations

This section explores the ethical considerationsplgtin to this particular
researchwhich have mformed theanethodological design and analysis of datthis
study(Stutchbury & Fox, 2009). This sectidmeginsby exploring thespecificethical
considerations wheconducting research with children. The issues of informed
consent and voluntary parfi@tion are then addressed. Finally, confidentiality and

anonymity are investigated.

Conducting ethical research with children

Deciding to involve children in research involves particuthical
considerations, specificallyhen involving children idefifted with SEN asthey are

often viewed as being moéeulnerabléthan their noFfSEN peersThe debate
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surroundingchildren holding @& v u | n @asitiohih sedety is one of the major
currentinfluences in the ethics of conducting research with oildFreeman &
Mathison, 2008). Fundamentally, the way in which a researcher views the nature of
childhood and the atus of children in society, that lpw vulnerable they aiia
relation to adultsinfluences their approach to researching childrendPu2002).
The extent to which children are viewed as similar or different from aladlasts
implications for the whole of the research methodological approach, incjuding
6design, methods, ethics, participation an
Historically, two major perspectives on the nature of childhaedeld; that
children are essentially indistinguishable from adults (Morrow & Richards, 1996) and
that children are entirely distinct from adults (Hill, 1997 researcher holds the
perspeate that children are indistinguishable from adults, he/she will use exactly the
same methodological approach as if research was conducted with adults. However,
Punch (2002) argues that this approach doesecognise the inevitable influence of
the powelimbalance between the adult researcher and the chilfleeresearcher
holds the view that children are entirely distinct from adults, he/she will often take an
ethnographic approach to research;jtnes t i f i cati on being that ct
only be interpreted by the adult researcher infiltrating these worlds in order to gain
contextual wunderstandi ng$lowevergPancid(20029 chi | dr
suggests that this approach fails to effectively research the world of the child due to
the irevitable barrier between the reality of the reslear and reality of the child;
adults can never truly perceive childhood again.
Consequently, &hch has developed a third perspective; in this perspective
children are viewed as similar in nature to ésluhowever, they possess different
competenciesThis mears that researchers are required to design research methods
thatal | ow expl oration of the phsewariedmenon of i
competenes.As discussed previously in this chapteundy 6 s per specti ve on
nature of childhood has been adopted by many recent resedihehnsvald,
SchantzLaursen & Delmar, 2009; Coad, 2007; Einarsdottir, 2@¥hhainn &
Sixsmith, 2006Morrow, 2008; Schiller & Einarsdottir, 20099nd has led to the
emergence of a plethora of alternativeilti-sensoryresearch methodsrfase with
children Punch suggests that in orderdor e s a dversityhof childhoods and take

into account childrenés varied soci al comp
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rageof di fferent met ho diBus,@ombining e @igaafimjwi es 6 ( p.
sensory research methods allave i | drend6s di fferent competen
accommodated by adult research@&rss is the approach followed in this study.

Itisacknowledgdth at t h e rcheisesdetly tolneolvedchildren
identified with SEN raises ethical issues. By working exeklg with these children,

i denti fyi ng Owdsenavoidablehidienvgerechosprspecifically
because of their requirement ftditional support in accessing learning. This was
particularly difficult to manage ethically; the researclvas aware that ghchildren
themselvesnay havadentifiedthat their involvement was elicited purely because
they were identified with SEN. In der to try and minimise the negative efteof the
groupingsall childrenwere spoken tat playtimes and aund the school to ensure
that the researchdid not demonstrate a sole interest in children identified with SEN.

Whilst this aspect of theesarch design was problematic, the benefits of
eliciting pupils6é voices in research that
(Christensen & Prout 2002; Clark, McQuail & Moss 2003; Greene & Hogan 2005;

Tangen, 2008). Hill (1997) argues that if you fail teiélchiidre n 6 s per specti ves
r e s e gau dask mispérceiving the wishes, needs and interestiof cd (p.&¢ 7#8)0

Additionally, it isarguel that this research has the potential to benefit directly the

childrenwith involvement therefore their involveent was deemgdstified.

Informed consent and voluntary participation
BERA (2011) defines ol unt ary i nf theocomgidonimwohick ent as,
participants understand and agree to their participation without any duress, prior to the

research gettingt n d e r(pv 8) yitere argoarticularrecognised difficulties with
gainingtheinformed consent and voluntary participatwfrchildren, specifically
those children identified with SE{frarrell, 2005; Fraser & Meadow&008 Freeman
& Mathison, 2009). It is often difficult to determine chid r anddyssandingf the
research that they are being asked to participate in; this pertains to children identified
with SEN particularly (Holt, 2004).

Additionally, children frequently consent to pelte in taskshat their adult
Teachers suggestue to recognised power imbalances between adults and children
(Christensen & James, 2008). Consequetitky adult researcher has an unavoidable

influence over childrenés decithestdyny maki ng
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(Freemar& Mathison, 2009) . Further more, the researcher
qualified teacher may hawecreasedhe power differentialThis is particularly
pertinent in the MPhil pilot studschoo| at which the researcher had taughiruy
herfinal teaching practicddowever,none of the children included indlpilot study
had been taught lihie researcher and the researcher had not taught in any of the three
case shools researched for the doctastldy. The researcher also madesdor
discuss herole as a researcher with the children before gaining consent.
In order to ensure #t all participants were abte give informed consg and
voluntarily participate the researcike si gned a Oparticipant i nf
Ovolrywconsea f or m; 6 ( s e e). Ehe gariapdnt icfensatio sheeh d 3
was shown to all adult participants, before asking them to sigrvtiientary consent
form. Thert adt eacher signed the voluntary conse|
for thechildren with whom research was conducBERA, 2011;Fraseret al.2004).
The researcher ensured that, before signing, the Headteehéilly aware that
some of the photographs would be displayed in the writd thpsostudy, which
would bea publicdocumentAdditionally, the school sent outrasearchedevised
parental consent form to all parents of children in both of the classes in which the
researcher was basdukfore the researcher arrivedfa case schoolg copy of the
parental consenbfm isprovided in Apendix 5 This formclearlyexplained that
phot ographs would be used i nOnlytweparrss ear c h e
across the three scho@sgpressed that they were unhappy for their children to take
part in the researckhese children were therefore never approadbegarticipation
by the researcher and all photographs including these children were deleted before
data analysis occurred.
Before conducting the photography methath eachsamplecchild, the study
was lriefly explainedto the childby the researcher apérticipation waexplained to
bevoluntary Individual children werasked to giveheirverbd and writtenconsent
beforeany researchvas conductedChildren were asked to tick a picture of a smiley
face, if they were happy to take part, or a sad face, if they were unvidltade part.

The consent form completed by theldren is provided in ppendix 4
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Confidentiality and anonymity

The issues of confidentiality and anonymity are particulaniyartant in
undertaking ethical research with chddr(Freeman & Mathison, 2089 The
researchehad to be prepared for the children to disclose safeguarding issues,
although none materialised (Christensen & J3r608) On entry to each research
schoo] the researcher made sure to identify the designated safeguarding professional,
in case of any disclosure by a chigfjuiringfurther safeguarding suppoiito ensure
anonymity, pseudonyms were given to sithoos and all participants involveid the
reearch method$?hotographs depicting the faces of participants and other children
attending the research schools are presented in this thesis, however all other
identifying features have beamonymigd, for example school badges, to protect
anonymity(BERA, 2011).

When addressing confidentiality, dilemmas between respect for the quality of
research and respect for the parshould be consideredafficularly strong motives
for gathering quality dataere held by the researchas thigesearch is integl to
successfully completing a doctoral stuthpowever, the researcheas also obligated
to ensure that the participants were treated with respect throughout the research
processBERA, 2011). For thisreason,he cont ent o fewswasdot vi dual s
discussedvith other participantsespite the benefithat doing so may have had for
data qualityln addition, Fill ethical approval was gained from the University of York

before undertaking this research.

5.7 Validity and Reliability

In thissectionthe internal and external validity of the research proisess

discussed. This is followed an analysis of the reliability adhe methodology
employed in thistudy.The generalisability of theonclusions drawn from thease
studies undertaken ithis research is aldartherconsidered.

Internal and external validity
Validity is defined by Hamnmmsley (1 9 9h@ gxtesat #0 whioh an account

accurately representsthesodi p henomena t(pb7)wlonsequentlyt r ef er s
this research iregaded as valid if it accurately peesents theole of TAs and the

social inclusion of pupils identified with SEN @ach of thecase schoolsesearched
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In determining thevalidity of this study holisticallyit is important to consider both
the intenal and eternal validity of the research undertaken

Internal validity refers to the extent to which the data generated by the
research relates to the research aims, within a singular piece of rg§&areh,
Manion & Morrison, 200Y. Lincoln and Gubal(©85) argue that triangulation of
research methods promotes internal validity in qualitative reséaftalst it cannot
be claimed thatriangulation alone ensures internal validthe multtmethod nature
of thisresearch design does promote validityta$ study. Observations, semi
strucured interviews and muisensory research with childrerere employedavith a
variety of participants, across all three case schdalss, tiangulation ensured that
large amounts of rich, relevant data were collectéé. methods were carefully
designed to specifically relate theresearch questions posekis ensured internal
validity of the data.

In determining the external validity of a research project, the generalisability
of the conclusions drawn to other texts must be considered (Cresswell & Miller,
2000). The generalisability of the case study, however, is highly contaste@s
discussed in section 5(€resswell, 2007; Flyvbjerg, 2006; Verschuren, 2003).
Cresswell (2007) argues thainclusions drawifrom a singular case study solely
pertain to the unique nature of that casensequently, the inevitable differences
between the unique environments of the three case sekdalsethe external
validity of the conclusions drawn.

However, Stake (20Q%rgues that generalisation of conclusions is not the aim

of the approach. He presertse &t nutbityi, ®n safatt

case is of interes inallitspar ti cul ar i t yp.286). hereforelthaa ar i ne s s ¢

unique complexities ad singular case are paramount ia tdase study approach,

reinforcing its usefulness (Simons, 1980). Furthermore, Flyvbjerg (2006) identifies

that the O6force of exampled that singular

they often lead to theedrelopment of new knowledge and understandings that can be
testedn subsequent case studies. This was seen by the resemehegsult of the
MPhil pilot study; Riverdale acted as
that the specific influeze of TAs on the process of socially including pupils identified

with SEN lies inthe implementation of socially inclusive interventiohbis
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hypothess has been applied tloe multiple case study approach in this doctoral

research

Reliability
Reliahlityisdefine d by Kir k & tdededreetowlfich®e86) as, 0
findings of a study are independent of accidentalciu mst ances of their p
(p.26). Therefore, the reliability of a study deals with its oghlility. As hasalready
beendisaussedthe strong emphasis on the skills of the individual reseaoftesr
means thathe conclusions drawn from tlcase study approaceiiesubject to
researchebias However reflexivity was employedhroughout the research process
to minimise this effct as far as possible (Davis, 1998).
In order todetermine the reliability of the research methods employed, all
were piloted as part of an MPhil study in 2012. The research methods employed with
children were piloted twice, having found the initialthreel to bdess effective than
intended . Thisrigorous piloting allowed the researcherdetermine whether
participants understood the concepithin the questionaskedasintended.
Additionally, Omember <checki naqiéstruotiredt he tr al
interviews was undertakd@reswell & Miller, 2000).This consiste@f taking the
transcripts back teome otthe participant#n the pilot schooto confirm the
credibility of the informabn and narrative account that was produced.
In order to maximise the reliability of the data, all interviews and
conversations with childreand adultsvere recorded and transcribédsample
transciption is provided in ppendix6Sei dman ( 199®Wworkemogiues t hat
reliably with the words of padipants, the researcher has to transform those spoken
words i nto a wri(tpt &7 )t e Htowteowv egst,udyd doi ng so,
responses may have beefeafed (Rubin & Rubin, 2004). The researcher was aware
that the presence of the recordecasonally distracted the childreat the beginning
of theindividual follow up discussionsConsequently, their answers werther
visibly more carefully conseted than later in the discussjam lacking detail and
clarity as a result of particular intetes the dictaphoneAdditionally, transcription of
the data was highly timeonsuming (Holstein & Gubrium,0®3). Nevertheless, the
perspective o¥Wengraf (2001)s agreed withthat these limitations were outweighed

by the richness of datgained, whiclyreatly aided thelata analysis process.
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5.8 Data Analysis

Smit(D02) def i nes agracess of esolwihgyatairsitsas, 0

constituent componesitto reveaitscharat er i st i ¢ el en(e66k s and st

Analysis of qualitative data is tygdly an iterative process framework of specific
codes to be imposed on the data is not devised. Instead, codes and conceptsnarise f
the data as they aoentinuallyanalysed $rivastara and Hopwood, 2009)hus, a
combination of inductive and dediva anaytic processes/asimplemented.

The researcher approache analytic process witthe hypothesis formed as

r

a result of the MPhil pilot studff As 6 particular influence ove

including pupils identified with SEN lies inetldesign and implementation of socially
inclusive practicesAdditionally, broad themesvere identifiedas ideas that had
arisen from theeview of the literaturand the pilot studysee Bble 5.1) However
these ideas were nwanslaté into specific cades to be applied to the data. Much
literature reviewed on the analysistpfalitativedata concluded that analysis was
most effective when codes ardsem the data themselveshus the hypothesis and
broad themes that had emerged from the pilot studgydaver e kept i n the
mind throughout the analysis but ragiplied to the data as codes; this would have
beenoverly constrainingo theanalysis.

It was decided thahe constant comparative method of data analyasmost
appropriate tahis research, fitting with the iterative nature of qualitative data
analysis. This method required repeated comparison and contrast of new codes,
categories and concepts as they a(Bsmnscombe, 2010). Theocess began with
adultinterview one, drawing outotles to compareith interview two. This
comparisorcontinued untill interviewshad been analysethd definite themes
running through the dataad been identifiedThus, the researchesas able to cross
check individual p ar tsitodetgunane sirsilaritiesand pons e s
di fferences between their experiences of
influence on the social inclusion of pupils identified with SEN. The same process was
then completed with thieanscriptions from theesearch corersatiors with children

regarding the photographs takdinis approach allowed organisatiortloé data into

W |
TA

common Ot hemes, 6 but atesoia¢howkey daevarebaetr

into the themes drawn and investigate these anomAlgendx 7 provides a sample

interviewtranscript having been codlieluring the analysis procedure.
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Thenarratives produced from the nparticipantobservéions and thoughts
written i n Selhreflexiveediary aeareedd ehronofogicallyjgomparing
them with the themes identified from analysis of the inésvs and conversations
with children Additionally, oncethe themes from the data gatheveste identified,
these themesere impose@s codesn the following documentation: the most recent
Ofstedreport fortheschosl TAs 6 contractual job descript
and AntiBullying pdicies. This analysis allowed the researdoerompare the
perspectives of s cshcohoolosl s 6p rfoofrensasl i odnoaclusmewitta
the role ofTAs and the social inclusion of pupils identified with SEN. The themes
identified through theanalysis of the data are presented and discussed iolltweirig
chapter of this thesis.

The use of computer software in aiding data analysis was consideegt, du
its capacity to support effective data management. Computer software is able to
analyse large amounts of raw data within short time penad$ more effectively
than a singular researci®ademakerGrace & Curda2012. Miles and Huberman
(1994)identified, however, thatomputers are incapable of discerning the meaning of
particular words or phrases (Smit, 2002). Therefore, it is impossibéeifbors to rely
on software for independent analysis of the data gathieeed 1996 arguedhat this
is positive, however, as it avoids researchers developingreilrance on the software
for analysisNevertheless, the language limitations of software significantly reduce its
reliability (Lewins & Silver, 2007)

Davis & Mayer (2009suggestedhat one othe most problematic
consequences of reliance software programmes, such@3QDAS/Atlas.tiis that
it often results in qualitative dabeing analysed quantitativethjs increases
homogeneity in methods of data analysis. However,(1886) argud tha t their 6
[CAQDAS] ability effectively to manage data may be a considerable improvement
over the ad hoc procedures we suspectfrequey under pi nned manual e
(p.23).The data analysis procedure undertaken in this study, howeagplanned
and executedaccording to atructured method that arose from reviewing the literature
(as described earlier in the section). Consequently, it was determined that the
structured nature of manual analysis was most suitable to this study, as opposed to

relying onthe limitations of softwaranalysis
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In order to conduct the research conversations with children, it was first
necessary to undertake preliminary analysis optie@ographs that the children took
during the photography method of data collectldndetaking analysis of data
gatherednvolving children is by naturproblemati¢as decisions regarding which
data to use and the interpretati@fishat data are made by the adult researcher
(Punch, 2002)Consequentlyparticular care should be exercisedenhnterpreting

the views and opinions of children, as Mayhall (1994) identifies:

However much one may involve children in considering data, the presentation
of it is likely to require analyses and interpretations, at least for some
purposes, which do dema different knowledge than that generally available

to children, in order to explicate children's social status and stalict

positioning(p.11).

The described problematic nature of adults
views and opinionsrasmitigatedin this study by affording children the opportunity
to partake in the analysis proceshildren were giverthe opportunity to explain their
rationales informing the photographs taken during the research conversHtisns.
supported the reseamhto access the influence ofthen i | dr ends soci al wol
data gathering process, thus supported better interpretation of the data analysed
(Harden et al., 2000

The researcher conductekfiminary analysis of the photograpihsorderto
identify the photographs that were likely to fostgrality discourse during the
research conversatioriBhis process undertaken was similar to that of Sharples et al.
(2003), in their study expl dheresegrcherhi | dr en o
printedout he chil drends photogr aphdaddhemt he day
al | out t o i dent wheryviewirngohelotodrapley dataénsts o od out 6
entirety, for example dark areas of the playground with no children preseat; or,
storage cupbodrin the hall Thosephotographs were then chosen as a focus for the
research conversatiotise following daythe researcher directed the discourse to
those photographshen the children required prompting.

The photographs t ha everptisetexclosi/e focustofthewer e n .
discourse; children were encouraged to talk around the photographs that they wished
to at any time. Thignsured that the researcher encouraged the children to express
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their thoughts and opinions as freely as possible,remig their willingness to
communicate and the richness of the findings (HBQ7). Once the research
conversations had taken place, they were transcribed and coded according to the

constant comparative method, as described earlier in this section.

5.9 Summary
This chapter has exploreahd justifiedthe methodological process undertaken

by the researchén completing the research for this doctoral study. The chapter began
byexpl aining the researcherodos epiesThemol ogi ¢
multiple case study approadiat was adopted in this study wasn explored and

justified, leading to an introduction to the three case schools chdssrchapter then

movedon to discussing the pilot study undertaken for this research, thefinand

the resulting changes to the methodology of this stiidgresearch methods chosen

in this study were then explained and justifigthical considerationgertinent to this

thesis were theaxplored, leading to an evaluation of the validity aslehbility of the

study. Finally, a description of the data analysis tepmemployed in this research

wasprovided.

The next chapter of this thesis will present the key themes to emerge from the
data analysed in this study. These themes are distwitbespecific reference to the
models of social inclusion in mainstream primary schools presentd@dpier3. This
allows the current process of social inclusiobedurther explored ipractice,

enablingcomparisons to be drawn between current eithrga practiceandpolicy.
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Chapter 6: Introducing the research schools

Before presenting and discussing the key findings that have emerged from the
data gatheredt is important to introduce the reader to the three aishibat sampled
for involvementn this study. Agpreviouslydiscussedn section 5.3the researcher
aimed to sample the three research schog@saaidedataas generalisablas possible
relating tothe influence of TAs on the social inclusion of pupils identified with SEN.
To do this the researdr sampled the schools to represent different regions of the
country, each with particular communitased challenges to teducation of their
pupilsThese differences in the school sd commu.
re@r ding TAs6 influence on the social chall
It should beacknowledgd that researcher bias inevitalaffects the reliability
of the conclusions drawiinom this researctAs has previously been discussduh t
researcher has agdessional background mainstreanprimary teaching. Thus, it
should be noted that thee s e a interpretatiéns and meankmgaking with regard
to thedata analysed wasfluencedby previous experiencess a mainstream primary
teacher Additionally, tis is trueof the professionals with whothe interviewsvere
conductedWalliman, 2006)Professionalé6 pr evi ous experiences ne
informedtheir perspectives regarding tbleosen phenomenaéherefore, it was
deemedmportant that some backgrouraiit h e ex peri ences of the th
professionals, informintheir views and opinions, be presented to the reasler

introductions to each school are given.

6.1 School 1: Birchwood

Birchwoodis an average sized primary schaityated in Stocktondcal

Authority (LA), situatedbetweerthe counties oburhamand North Yorkshire.

Bi rchwoodds manspectionreporewas in Mafcts 20E3,dn which it was

rated as Ooutstandi ngé wherdportrspecificallyy ar eas f
mentionghe excelleninfluence of TAsn meeting the unique needs of individuals.

The pupils that enter Birchwood at Nursery typically dispéanguage and

communication skillshat are well below the national averagdditionally, the

proportion of students vahare looked after by the LAr have families who are being

supported witlparenting by the LAs well above the nationalveragelt is for this

reason that Birchwood was chosen by the researcher; the particular challehtes tha
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school face witlpupil safeguardingnake it a rich source of data with regard to the

r e s e asfoc im thisdctoral study.

Birchwood is commended for erlady pupils to make rapid speech, language

and communicatioprogress, resulting in their pupils meeting national aves &g

this respect by the time that theyveaSee Table 6.1 for inforation onthose

membersoBi r ¢ h wo o d fparticipated ih this redearchn introduction to

t he

Table 61 The prokssional background of Birchwodds

Bi

rchwoodbés pupils peahaptel i pating i n

staff

Participant and
Pseudonym used

Professional Background

Head teacher

Louise has been at Birchwoddr 6 years. She has beenthe teaching

Louise(HT) profession for 17 years and has always wanted tatié@cherShe has taught in
number of challenging schools across the countdycame to Birchwood as a
young Head, when the school was in special measures. Over the past 6 yeg
Louise has beededicated to the school reaching a ratinguibtanding, Wich
they achieved 1 1/2 years ago.

AssistantHead/ | Sharon has been teachifog 38 years. Shéas spent all of those years working
SENCO at Birchwood. Sharon is dedicated to her job and has no plans for retiremer
Sharon she enjoys her jobo muchSharon works 3 days a week in her Year 5 classr

(AH/SENCQ | and in her office 2 days a week in her senior management role.
Teacher 1 Heather has worked at Birchwood for @ars.She did a PGCE after completir

Heather(T1) a Philosophy degree the North East and came to Birchwood immediately

afterwards. Heather is on the senior management team and is responsible 1
Gifted and Talented children. Heather is the Year 6 teacher.

TAL (Level 2)

Kath has been a TA for almost 20 years ara$ the first TA ever to work at

Kath (TA1) Birchwood. Kath originally became a TA because both of her daughters we
Birchwood.Kath is an HLTA, although is employed at Level 2, and works
mainly with Year 6 children.

TA2 (Level 2 | Annehas workedat Birchwood since 2002 and became interested in the role

Anne(TA2) because her son is dyslexic and she wanted more information on hay to he
him. Anne supports individualg the moment and her artistic l&kare used
creatively by the ldad in running many sociskill based interventions.

TA 3 (Level 9 | Claire has been working at Birchwood for 15 years and became a TA becal

Claire(TA3 both of her children attended the schaotl wanted to be able to support her s
who had speech and language difficdti®he volunteered initially and then
undertook her TA course at the local college. Claire mainly works with smal
groups of children and mainly delivers acadetmsed interventions.

TA4(Level) |\ Nj cola says she bedaBbeawdd abyi Al
Nicola(TA49) | work and the job centre encouraged her to undertake a TA course. She init

worked in her dau tpiBitckewoadl $o werkcimdiwidublly b
with a child. She has been at Birchwood for 2 years.
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The propotion of pupils who are eligible for the pupil premium is nearly
double the national average at Birchwoalibwing for the allocation of additional
funding to the school, imeeing the needs of those vulnerable childradditionally,
the number of pupil&lentified with SEN at Birchwais high The school achieved
the I nclusion Quality Mark (Gold) in 2011,

on inclusive practice.

6.2 School 2 Mountford
Mountford is an average sized primary school in Wolverhtampocal

Authority in the West MidlandslChe school was visited by the researcher in January
2014; at that time the most recent inspection reportfreas November 2011, in
which the school was judged to beltstandingin all key areas. However, a month
after the researcher left the school the school was agairciadgey Ofsted and found
to bedGoodbin February 2014with behaviour and safety of pupils judged as
outstandingThe TAsat Mountford were directlynentioned in the new Ofsted report
ard ther work wasp r a i Bisalded pupils and those who have special educational
needs generally make similar progress to other pupils as a result of goed, well
thoughtout activities that interest and motivate them and good support from well
trained teaching s si st ant s 0Thé fdfesstomalkrelatioashifpisdbgtween
TAs and Teachers were also deemed to be positive in making sure all pupils receive
the help they need.
The proportion of pupils eligible for support through the pupil premium is above
thenational average in Mountford, as is the number of disgtlgils and those who
have SENAImost three quarters of the pupils at Mountford come from minority
ethnic backgrounds, and the proportion of pupils who speak English as an additional
language isvell above the national average. This means that many of the parents of
pupils at Mountford have little or no English, posing particular problems with parental
engagement with the school. The specific |
community presens the main reason why Mountford was chosen by the researcher.
SeeTable6.2 or i nfor mati on on t Istafbwhho member s of N
participated in thisresearcA.n i nt roducti on to Mountfordos

this study is given ichapter8.
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Table6.2ZThe professional background of
Participant and Professional Background
Pseudonym used
Head teacher | Samuebegan hi s career as a banker,

SamuelHT) | years ago. He has always taughthe LA of Wolverhampton, but this is the firs
school in which Samuel has taugttiere there i rich ethnic diversityHe has
been Had of Mountford for 9 years.

Deputy Lisa has been teaching at Mountford for 6 years;ighher third teaching post.
Head/SENCO | She has known Samuel since she did her NQT year. He was the Deputy He
Lisa her first school. Lisa is mainly an out of class Deputy Head, although she d¢

(DH/SENCQ | take groups of gifted Year 6 students out of class in the mornings to d
Numeracy interventions with them.

Teacher 1 Sanijithas been teaching for 8 years. He has spent all of those years teachir

Sanjit(T1) Mountford. Sanjit has become a Maths specialist after Samuel picked up or
enjoyment of the subject. He feelsry supported by Samuel and enjoys the
ethnic diversityof the schoolHe teaches Year 5.

-Lzerl&hdeerei) This is Parmdgep_@s second year of
(T2) year atMountford last year. Shieves in the local area drieaches Year 8t

Mountford.

TAL (Level 2)
Lara(TAl)

Larahas been a TAor 18 years. Prior to this she worked in the NHS as a Nu
Lara first became interested in supporting teaching because she has a son
Autism. She wanted to learn moreoabhow to support him and the school
recommended that she come in &eth, which then eventuallydego a TA role.
She worked across 5 different schools in Wolverhampton before going full t
at Mountford 12 years ag8he currently supports Year 5.

TA2 (Level §
Becky(TA2)

Beckyhad a long career as a police officer before becoming &Mhé supported
her children, who attended Mountford 10 years ago, on a school trip and w4
asked i f shedd | i ke to hel p e.Shetook
2 years out to work in a specialist behaviour school, but then returned to
Mountford. She holds a foundation degree (Level 5), but is employed at lev
Becky is timetabled all across the school, but primarily worked with SEBD

pupils.

TA 3 (Level 2
Janet(TA3

Janet has worked at Mountford for 7 years. She trained as a Nursery Nurse
came to the school for two of her placemeStse struggled to find work as a
Nursery Nurse so when Samuel offered her a job at Mountford she toakat. |
works as aonetoone TAforaboyinYear3Sheds been wo
years.

TA 4 (Level 3
Lorraine(TA4)

Lorraine has only been at Mount f of
one support for a boy in Year 3 who is experiensi@gere SEBD difficulties an
is not accessing the curriculubrorraine used to work as a Mortgage Advisor
and then in Textile design. Once her children were of school age she starte
training as a TA and has reached Level 3 stan@ird.is employed at kel 2.
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6.3School 3 Cherry Blossom

Cherry Blossoms an average sized primary school in the London borough of
Greenwich.The overall percentage of children identified with SEN at Cherry
Blossomstands at 30%yell above the national averageherry Bossom serves an
ethically diverse community, yet almost all pupils live in the immediate vicinity of the
school. The school is situated in the centre of a large social housing estate, which
means that the direct school commupitiytually exclusively, hae strongoersonal
relationshipswhich can pose challenges as welbaportunities for the school.
Engaging with the whole school community is challenging for Cherry Blossom.

The researcher visitatle schooln November 022014. At that time, the
schml wasratedoverallby Of st ed asgt & Gaintldamredgdft 6 O
effectiveness of care, guidance and supaodthe effectiveness of partnerships to
promote learning and welleing.Si nce t he researchero6s visit,
visitedagainby Ofstedandvas rated in January 2015 as 00O
0 0t st ainallkey gréasOfsted specifically mentioned the academic progress of
children identified with SEN to be exceptioralCherry Blossom

As discussed briefly in seoh 5.4,Cherry Blossonwas purposively sampled
by the researcher through links with the Greater London Auth@ityA). At the time
of research in the third school, the researcher was living in Londotesmded it
appropriate to sample a Londbased sabol with challenges distinct from the first
two research schoolés the researcher had been working closely with GLA during
her ESRC Internship, she was well placed 1t
Clubd schools. TheseedOfforschGoll ¢ @Gladb ® eetnat
of their strong academic performance, proven over a number of GLA defined
variables. The researcher searched through
identify those with particularly high numbers of children iufged with SEN.With
30% of the children identified with SEN, Cherry Blossom was well placed to be
purposively sampled.

In February2015 Cherry Blossom was identified by the Department for
Education as one of the top 100 performmnignaryschools inEngland They are
awarded £1000 as recognition for ffregresshat their pupils make between Key

Stage 1 and the end of Key Stag&ee table 6.3 for information on the staff
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members at Cherry Blossom who participated in the reseancintroduction to

Cherry Blossombés pupil s,

cleapteBi ci pating 1 n

Table6.3The professional background of Cherry

Participant and
Pseudonym used

Professional Background

Head teacher

Jayne has spent her whole wokkiife in teachingShe will be retiring at the en

Jayne(HT) of this academic yea&he has always worked in the Londondaagh of
Greenwich and has beere&étl of Cherry Blossom fdrl years.

Teacher 1 Helen has been working at Cherry Blossom for 9 y.&re was originally

Helen T1) employed as a TA, working as one to one support. However, she complete(
GTP in 2005 and then began working as a Teacher the followingH&lan
teaches in Yeds.

Teacher 2 Ciaran is in his second year of teachin@herry BlossomHe is completing his

Ciaran(T2) NQT year this year, as he moved over from Ireland to take the role at Cherr

Bl ossom and requires 2 Yy élateashésin Yea 4
where there are 3 TAs present at all times of the day.

HLTA (Level 3)
Briony
(HLTA)

Briony is the only HLA at Cherry Blossor8he used to work as a Legal
Secretary, but began workingasadA ce s he 6d hShabedame
an HLTAwhen the post was first introduced in 20B&ony has her own
classroom irthe school and mainly works with Yeachildren.

TA1L (Level 2)

Casey is employed as an ASD specialist TA at Cherry BlosAtier.becoming

Casey(TAl) a young Mum, Cadl&estowordk astTAd/leen hersdaughber
started school. She undertdoér Level 2 qualificatiomndworks with children
across the school, mainly implementing social skill based interventions.

TA2 (Level 3 | Gillian has worked at Cherry Blossom for a term. Previously, shewas

Gillian (TA2) childminder and has a Levell3ploma in Early Yearsral ChildcareGillian is
employedat Level 2to work as a one to one TA with a boy in Year 4.

TA 3 (Level 2 | Maria has always worked &herry Blossomhaving started working in Nursery

Maria (TA3 when her youngest child was ah®ol age. Maria is qualified to Level 2 and is
currently working towards her Level 3 qualificatic@he works as a one to one
TA with two children in the school, one in Year 1 and one in Year 4.

Gina (TA4) Gina has worked at Cherry Blossom for 2 ye&tse has worked as a TA in
various schools across Greenwiolier a period of 11 years. Gina is from
Cyprus and worked as a bilingual TA for 9 years before working at Cherry
Blossom.She works as a general TA in Year 5.

Li (TAD) Li has been wrking at Cherry Blossom for g§ears. Shéegan training as a TA

once her eldest child was of school age. Li originates from Vietnam, having
to Englandat the age of 8 with no English. Li is qualified to Level 3, and is
working towards heachieving @&oundation DegredLevel 5) Li works as a
general class TA in Year 4.

Learning Mentor
(Level 3
Tina (LM)

When Tina was growing up she wanted to be a nurse. Tina has worked in s
for 19 years, 12 of which as a TA in a mainstream school in Greenwdictinemn
2 as a TAin a PRU. She has been at Cherry Blossom for 5 years now, emg
as a Learning Mentor.
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Chapter 7: Data Presentation and Andysis: TAs

This chaptesimultaneously presenénd discusssthe key findingghat have

emerged from thdatapertinent to research question 1:

RQ1: How are TAs currently managed and who has ovezapansibility for defining

the responsibilities within their role mainstream primary schools?

As the data collected in this study are qualitative in naturtajosel
organisatiorof codes under chapters asulxheadings are requireth order to make
the relationships identified clear and manageable (Swetnam, A0@&lIhost
appropriateorganisation of chapters asdbbheadings for the data presented and
analysd in this study are deemed by the researcher to be the research questions.
Thus,thecodes thahave ariseifirom the analysis of data relevdotthe research
questions are addressed in sepathéptes. This approachffordsin-depth
exploration of th&key themes relevant eachresearch question.

The dataelating to the firstesearch questias presented and disssied in
this chapter. Aresearch questions two and three relate directly to the model of social
inclusion(presented ichapter threegxploringthe data pertinent tguestiongwo
and threeseparatelyrom question onenables more focusethta analysisThus, the
data relating to questions two and thege explored in chapters 9 and after
introducing the pupils participating in thiesearch in chapter 8.

This chapteexploresthe key themes to emerge from therviewdata
collected in the three research schowiselation toresearch question The themes
are presented under shbadings TA: o6Jack of odl Inotnreg dbe sT Aasn d
Leaders in learning; Importance of experience; Accountability versus responsibility;
Inadequacy of pay and contradByemualification of TAs; Status and resg;
Importance ofijureheads of managememhese sutheadngs emerged duringe¢h
comparative data analysis process, in which codes were formed, revisited and
compared in order to gain full access to the meaninigeofiata collected (see section
5.8). Information on the background of the staff participants was presented in chapter
6, and provides a lens through which the readerccasider the key themes to
emerge in this chaptebirect quotations from participants are presented in italics for

ease of distinction.
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71TA6Jack of al | t r a dJanet, TAS) Mountfarg)t e r of nonebod

0l tds just so ingrained t [Raspongibilitieswitgnui t e ha
TAsOOrdlLeui se HT, Birchwood
6l wouldnét know where to start nbecause |

(Claire, TA3, Birchwooll
0Generftody !dd giagCheray Blossom

0J ack ded$ananhabterof nonewasJanet i ni ti al response
thequestion6l n a typical |l esson, what would your
similar to that of o&échaegiged ¢apssm, ®d hehirebk e

MPhil pilot study data; it describes the miticeted nature of the role of TAs. The
Headteacher of Riverdale (the pilot study school) articuldtieely (TAstan change
caps without even thinking about it; first aid cap, HLda)p, intervention cap,
different intervention cap, everythidé@Caroline,HT) (Saddler, 2012).

The quotations at the beginning of thigrsectionrepresent data gathered
from the professionals all éhree research schools. They strongly reinfahenotion
that TAs undertake muifaceted roles, made up of responsibilities requiring a range
of skills. This concept presents a difficulty in identifying all responsibilities that
comprise TAsd role. All staff mgmbers inte:
number of duties and responsibilities undertaken by the TAs in the school on a daily
basis. This finding resonatesth those of Blatchforet al.(2009) Collins & Simco
(2006; Farrell (2005) and Hancock & Collins, (2005).addiion to this, thedaa
suggest that the duties and responsibilities of TAs are not only numerous, but difficult
to define. Often TAs interviewed spoke of the constantly evolving nature of their
roles, many aligning with the vidowpoint of
things without Thus,ithe dta gathered in thia studugdest that
both defining and monitoring thresponsibilitieghat comprise the role of TAs in
mainstream primary schools is challenging.

It is interesting to note thatdut of he 12TAs interviewedwere positive
about the wide varietyithin and changeability aheir role Kathstatedd am
always up for having a change, | 6ve no pr o

probably be boring otherwi§€TA1). Those TAs also expresspdsitivity about the
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flexibility in their roles. Indeed, flexibility was seen as a defining characteristic of

T A gade with all but onef theprofessionals nt er vi ewed wusing the wc
to describe the role. This concept of flexibilitywasstn gl vy r el ated t o chi

changeable needs; TAsd role often needed t
needs that children presedbn individual school days. As Tin&earning Mentor,

School 3) putitpl candt possi bl y sewbokkows howthesd i met ab |
children come into school in the morning. My day is based on hoghtldeen are

f eel i ng Thisadata lkghlightsythe problematic natureohievingeffective

timetabling of TAs.

This finding contradicts those of Devecetmd Rouse (2010), Gerschel (2005)
and HancockHalL,Cabl e and Eyres (2010), as well as
of an innefLondon primary school. Mansaray found that TAs were generally
unsupported and overwhelmed by the constant change of pacgpFlerha 6
responses to the varietytimeir role are affected by the qualitydilogue between
staff, or the confidence that TAs display within their rofedditionally, the degree to
whichT As 6 r el at thexlass Bachers at Birichwbod are supipee will
l i kely influence the degr e AstlefchobldAwete s at i sf .
purposively sampled, withone ofther i t eri a bei mng sta@ankhe ngadt &g
Ofsted, it is likely that good practice will have been observed by feareher with
regard to effective professional relationships.

Becky (TA2, Mountford) was not as positive about the wide variety and
changeability withipuberdoondoe. kbbew what kdry
going somet i mes. lledhe@and thereoaway drarhyout tonetdbke p u
all the time because youdbdbre not getting to
Beckwdemeimt r el at s @006)bndinghhat TAbavers cdtena y 6
ove whel med by t he c btatemgnealso Suggests that fletiae c k y 0 s
her timetable did not refleché¢ realities of the school day.

Additionally,Janed s us e of)atctke oghradde td&6 ades and |
suggests that she not only acknowledges the +fadéted nature of heole, but also
feels that her skillare not sufficiently developed, or indeed valued sufficietlyae
abl e t othedesparsibilgies ithin ilaned statements particularly

interesting as later in her interview she highlights her confkein leading the
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learning experiences of the children she works with. This is explored further in the

following section

7.2TAs: Leaders in learning

Orhey [TAs] are leaders in learning in their own way, they are leading learning with
their small group§(Samuel, HT, Mountfo)d
All but two (n = 12, 866) of the TAsinterviewed stated that theyitfe

confident in their role. 50%n = 7)of the TAs inteviewedalso explained that they
would be confident to lead whole class teaching, whichiresjwery diferent skills
to supporting a grougdnterestingly, these 7 TAsere the participantsith the

highest number of years in the role, which suggests that confidence in the role is

linked to experiencelLi (TA4, Cherry Blossom) articulated her level of colefice in

her ski |l |whenbme hasetsapphfeTaghebs in | keep thinki.
wor k here, 6 | mo gAtf ast et |t vosTAsoi mt ér vi ¢
they felt confident to lead the learning of the whole class when tbleeeavas unable
to do so. This suggests that many of the TAs interviewed believed they have the skills

and knowledge required tead learning, responsibilitieghich traditionally sit

exclusively within the role of the teacher. Additionally, many TeacaedsSenior

Leaders interviewed in the research school
were capable of leading learning, as is demonstrated by the quotation at the beginning
of this subheadingl'he observations undertaken in the case schooleremthis
viewpoint, as all but tw@83%) TAs observed led learning via interventions either in
small group or one to one working structures.

Perhaps one of the reasons why most TAs interviewed felt confident in their

role is as a result of treutonomythatmost wereafforded with regard to their work
with children.All TAs interviewed were responsible for planning and assessing small
groups of children in both Literacy and Numeracy, with some TAs planning and
assessing interventions outside of discsetigiect teaching (this will bexplored
further in chapter 10 These TAs most often withdrew between 4 and 8 children from
the classroom, during the discrete subject teaching, and supported them
independently. All TAs were given an overview of the weelhple-class based
planning for these sessions, but were very often expected to plan for their groups

independently. Anne (TA2, Birchwood)entified that her role related the
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assessment of the group of children with which she works dhkyow exady
where the children start and when they finish | kn@acdy where they are
finishing6Additionally, those TAs who were not responsible for group work
frequently panned activities for individuakorking with a child, which were often
undertaken durinteachetled work.
However, although most TAs were openly confident about their planning and
assessment abilities, they did not view their plag as similar to that of theeachers
in the school. Kath (TA2, Birchwood) described it@® planalittlebi t but it és s
ofsubpl anning to the main planning | woul d se
taughto This is indicative of a widespread concern from TAs that their role not be
equated, both in terms of status and skills, to that of the teachey. & were
visibly uncomfortable with stating that they felt they had the skills and knowledge of
a teacher, usilmgn mtortavd L ws mgh fEpskypdn t r umpe
TA2, Mountlféor ch)otarbce i & g (LipbTA4 Gheraydlessomh ut é 6
This modest confidence displayed by TAs is interesting when addressing the
debate regarding that ability of TAs to undertake a pedagogical role (see section 2.2).
According to Alexander (2004) pedagogy is a skilique to eachers, afforded by
their higrer-level training, enabling themo develop the capacity to make informed,
responsible decisions about the teaching prot¢tissiefinition of pedagogy igwhat
one needs to know, and the skills one needs to command, in order to make and justify
the manydifferent kinds of decisionsfo whi ch t each(bhly i s constit
Most TAs have not accessed the sdewel of training as €achers, thus, it is
likely thatmanyTAs have not been encouraged to foster pedagogical tkitlsgh
education Yet, by talkng responsibility for planning and assessment tasks, TAs are
clearly making autonomous decisions regarding the leaprizess of their students
andarepossiblymaking pedagogical decisiarladeed, the skills that bothe@chers
and TAs attribute to theole of TAs suggest pedagogical decisimoaking.This
suggests that Al exanderds assertimayn of ped
not represent the realitWhen asked to discuss the skills that the TAs at their schools
possess, many staff equaitbem to those of a teacher; Heaifiel, Birchwood)
replied,do be honest, | think they need to be like a teabhiéis response is virtually
identical to those of four other&chers and suggests that Trase the potential to

fulfill Al e x a n drationtobpedagodyi However, it is obvious from previous
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research that not all TAs are capable of making decisions that can be attributed to
pedagogical understandingdditionally, whether or not these potential pgdgical
decisions are informed or indkeffective is not knowriBurton & Goodman, 2011).
Furthermoresenior leaders in each scheaplained that not all their TAs halge

skills of a teacher. Clearly, determining what has convinced some TAs and Teachers
at the research schools that TAs dike @40 make ptentially pedagogical decisiors
importantin highlighting improvements to the current management and deployment

of TAs nationally.

7.3Importance of experience
d |l ove Year 6, I know wifKath, d4l, Bocowod).n g , Il  kn
df 1 6m stromdgthnggs$sofor a child then | jus

used before. You get used to knowing what will work for some children and what
w o ro@mnne, TA2, Birchwoqgd
d didndét foll ow a s c idetmgglewithid(Claie tTAAA new t hal
Mountford.

The above quotations, from TAs acradighree research schools, highlight
the perceived vakiof their experience in demonstratsigccess in their role. All TAs
mentioned the importance of experience nahe newest TA interviewed (Gillian
TAZ2, Cherry Blossorjiwho explained that her previous role as a nursery leader had
greatly influenced her practice in her telong role atCherry BlossomThis is most
likely due to the inadequacy in training that TAseive; it is often of short duration
and insufficiently prepares TAs for the wide variety of tasks undertakéeimnrole
(Burgess & Mayes, 2009; Butt & Lowe, 2QTRucker, 2009).

Many TAtraining courses are offaten distance learning formaasd,of
those requiring attendance, most are of approxignétenonth duratiodTES, 2009).
Li (TA4, Cherry Blossom highlighted the extremely short duration of her coudise:
did an NVQ Level 3 TA qualification, which was 6 weeks | think, a one off intense
coursedThis shot duration results in minimachool experiences, forcing TAs to
build 6on the jobd skills. This, perhaps, |
up experience i n i mpr ov Margnegdsitp beldendto!l ear ni n.

improve the initial training experiences that TAs have access to, so that more TAs
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enter the role with adequ agparicularyimrelatient andi ng
to children identified with SEN

It should be notechowever, that staff members in @iltee research schools
spoke of available training opportunities for TAsce in rolealthough these were
variable by school and staff membat Birchwood, d staff members, including
TAs, wereable to request a visit to @ducational provider or aess a training course
tha met their interestKath described it ag¥Ve get an email of all the training
courses that are available for TAs and if we are interested we just say and they sort it
out. We can also ask to go somewhere. So lastyearlwaslong aft er a Downod
and | went to a special school to see what theyndidt h  Down @A2, chi | dr en
Birchwood. Louise (HT, Birchwood) explained the rationale behind the training
opportunities@ hey dé6ve got to be open ningandvbeirgi t i ng o
reflective in their practice. |l 6s about s
Loui seds description highlights the value
clearly demonsttes that TAs are as valued aathers in terms of thgrofessional
neeeaemppwednd st aff i s only a priority if they
suggests that national professionalisatid the role of TAs could be effectivim
valuing their contribution to pupilsd educ.

The etensive training that TAs have access to at Birchwood is not typical of
the average primary school in Englamdhich isgenerallymuch more limitecand
often notrelated to the skills, knowledge interests ofndividual TAs (Burgess &
Mayes, 2009Saddér, 2012. Extensive training opportunities at Birchwood were
l' i kely avail able as a result of the Headt e,
discussed with the researcher airtiviformal first meetingThe training
opportunities available to staff Cherry Blossom and Mountford were fewer and
more sporadicwith preference often given to staff who displayed most motivation to
attend As Casey (TA2, Cherry Blossom) explainédur old SENCO used to put the
booklet for the borough on the table, buh at dondét Menompen anymor e
leadership now go through and choose, which is fine, but | think everyone needs to be
given the same opportunitié3hereforep ar t i ci p a n withdhe rdseascben s si ons
regarding training highlighted varying experies@# training opportunities.
Additionally, the training opportunities provided seemed to vary in quality and

relevance, the highest of which was identified by TAs to be when the training had
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been requested by therowever, his only serves to strengthdretargument that
T A dndial training isofteninadequate and leatts overreliance on building up

experience and o6l earning on the jobd met ho

7.4 Accountability versus responsibility

When asked interview questions which adrto identify the respaibilities
withinTAs®é roles, staff members adle all three
blurringg bet ween TAs and Teachers. This blurri
using the akirimst y@& cz o dAlhdgdaff membersirgerviewet i t y . 6
noted the pressure on the whole staff to perform and raise standdrcisting shared
understandings within the professional workfor8haron highlighted thisse 6 ve go't
to remember that everything is about impacting on stand@@fd4/SENCO,
Birchwood) Heather also notes the accountability of the TAs in the sctibel are
held accountable and they do fdetlk6(T1, Birchwood. Additionally, 50%(n=7) of
the TAs interviewed spoke of pressure to raise standards, some using the term
accountabl e. 0

The datagathered consistently indicateat staff members across the three
research schools perceive the fundamental difference between the role of the teache
and that ofTAs to lie withresponsibilitylevels As Anne puts itd think the main
differenceis in responsibility, at the end of the day whatever happens, Heather is
responsi ble for the children in @his c¢class
(TA2, Birchwoog. This suggests thaas a member of school staff, TAs are
accountable forimprovin t he c¢ hi | dut ®&acbess hdldeuimatei n g ,
responsibility for the achievement and safety ofdhiédren.Documentary analysis
indicated thalf As have certain contractual responsibilities within their role, which
render thenaccountable, but noesponsiblé or chi | dr e n Gsplaihsear ni ng.
this by statingdJltimately, you know that the responsibility of the children will fall
on the class teacher, and it shoaetash, but t
responsibilities on T#(T1, Cherry Blossom This perceived difference between
accountability and responsibility perhaps reflects the different levels of training
between Teachers and TAs; the responsibility for meeting academic standards is not a

typicalpa t of Td #&iéfortTeachersr i n
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7.5Inadequacy of pay and contracts

All TAs interviewed at all three research schools stated that they viewed their
pay to be inadequafter the role that they undertookhis is in line with other recent
research by Devecchi, Deti and Doveston (2012) into the status of TAs in Italy and
England. However, contratg the above research, wh€As mentioned poor pay
this did not seem to the researcher to be adyawitheir effective workingt was
noted as something that would changed in an ideal world but was, as Anne put it,
gust something youdve got t o(TAZcept. Youdv
Birchwood. However, pay was a more significant issue at Mountford. The week
before the researcher entered the school, We r hampt on LA announced
pay would be cut by 2%. This was obviously negatively perceived by the TAs of
Mountford, who viewed the cut as particularly unfair to a profession which is already
widely acknowledged to receive low pay for the wdréyt undertake. This lack of

perceived fair payment for the role magveresuledin TAs feeling demoralised and

exploited, as Lararticulate: 6 he pay just shows a | ack of a
not given any about anything while the pay is likethip.pr eci ati on, that &s
want at the end of the dagTAl, Mountforg . Larads viewpoint is p:

problematic when its consideed that it may lead texperiences for the pupils with
which TAs work (ibid).

Poor pay was not oniypentioned by As, but also by &achers. Heather
explained the difficulty with TAs covering whotdasses, as opposed to supply
Teachers coming irSometimes | do think, you know, Kath is taking on this class and
doing a better job than somebody who would be gettind) gpéot more than her. That
al ways, thatdéds one thing | dondot(THind fair
Birchwood. This further problematises the previously discussésblurringin
terms of pedagogical decisionaking between Teachers andsTA

Additionally, both Teachers and TAs also mentioned the lack of job security
for many TAs across all search schools. ManyAs hadjoined the research schools
to provide individual support for one chilcho hadbeen awarded &tatemenof
SEN;thus;th e f undi ng ObfterrlinkddAosndividual ¢hikdren. Bhis means
that job security is only guaranteed while the individual child is attendangdhool.
33%of the TAsinterviewed vere on permanent contracts, the majonigre on year

long contacts. Of those TAs who were on permanent contracts, they had frequently
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waited a number of years before their contracts were made permanent. This creates a
pressure on TAs to build a strong bond with the child with which they aremgorki

which can be prgematic due to resulting difficulties with SEMelcro syndrome and

often ineffective, forced working relationskipetween TAs and children.

This further highlights the previously discussed pressure on TAs in terms of

accountability in improving standds. Louise describedanidce nt of one TAs©®

insecurity:0Me had a TA last year that was on a one to one contract and she just
didndét gel with that chiblLda, DHESENGOt 6 s pi
Mountford). This example highlightstheeed t o r esear ch ways i
contractual job descriptions could become more stable.

7.6 Over-qualification of TAs

Perhaps the inadequacy ofactthaf8%0f pay
the TAs interviewedcross the research schowksre qualifiel to a higher level than
they were employed an some cases the gaps between employment level and
qualification level vere quite large, for example Becky (TA&)Mountford had
obtained a Foundation Degree (to Level 5) and was employed at Level 2.
Additionally, two other TAs (Li and Lard)ad achieved HLA status, and were also
employed at Level 2. What is more surprising is that in all three cases the schools had
encouraged their staff members to improve their qualification levels, with some
subsidising e costs of the training. This has led to some dissaimfia@mongst the
staff; they hadip-skilled, but wereunable to access promotional roles. Perhaps more
needs to be done to ensuhat schools encouragitigeir TAs to access higher
qualifications nake promotional positions available réayly. Otherwise, TAs will be
less likelyto exercise their improved skills, and schanksy not see the benefits of
this.

ForBecky, Li and Lara, thelecision to takemain in a role that required
lower level ofqualification than they held/as due to the lack of availabyliof HLTA
rolesin their local areasHowever, Kathactively chose not to put helLTA status

into practice at Birchwood:

d 6ve al so done an HLTA, whi dnto | 6ve

c ki

n wh

S

got

n

c

practice. That 6sy myhacthdosi,c & haenadk f atichtlaugadl slw i
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fine. It was just one of those things, | did it, | loved doing it, | thoroughly

enjoyed doing the course, but | didnodét
do liketo work in small groups, | like the idea of working with a certain

number of children, rather than taking whole classes. Although we do do that,
because we are | evel 3s, so we do step |
do that all the timé(TA1L).

Kat hés viewpoint suggests that her pri ma
small groups is most rewarding. Indeed, when asked what they enjoy most about their
role, all TAs interviewed stated working with children; they spoke of the satisfaction
of really getting to know the pupils that they work with as individuals. Ba&tk @nd
Teachers noted that it wasuch more difficult for Bachers to build as strong
relationships with children than TAs, due to the time intensive rapport built. Heather
(T1, Birchwaod)voicedthak at h 6 s r ewlthahe chiadres $he wosks with
werestronger than those thstie could buildd think they have that closér
especially with that group they are working with they do have a close bond and they
do nurture them reallyeally well6(T1, 2013).
Additionally, it is possible that Kath was not motivated to work as an HLTA
due to the increased level of planning and assessment associated with the role; these
taskswere stated by alfAs interviewed as reasons not to purawgreer in teaching.
Claireexplainedd t 6s very different in that | can g
loads and loads of planning. | can leave it at school and just plan for my little group
where Sharon has all of her SEN, you know, and a lothefr dhings. | know that

someti mes at weekends shedd be up till 12
to have. So | think I ém quited(TARRppy with m
Mountford).

However, TAs i nlteearvei eiwasdadick imddt.hAbdoAE 606
told the researcher that they spent a proportion of their unpaid time working. Many
TAs often marked when they arrived at home in the evenings and planned their
Literacy and Numeracy lessons at weekends. Additionally, all TAsdin the
morning before their paid wotommenced and stayed later than their paid hours in
the afternoon. When it is considered that

from this research, there is a real sense that efficacy dfthe 6 lieedne r e
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goodwill. If this is to continue, is important that the current government recognises
the goodwill that TAs are offering towards their role, and rewards it accordingly.

7.7 Status and respect
&oudre not a TA, youd®loasemHaBirthwand t he t eac
Anything thatoés staff related, wedbre al way
(Claire, TA3,Birchwood.
Heather refers tall of us in the classroom agdchers, which | like because it puts
us all on the same lewdKath, TA1,Birchwood.
d always feel that, | mean we dondt say tF

are not a teacher and | hate that if anybody ever say$ tHatther, T1Birchwood.

The quotationgbove reflect the strong sense of perceivedkty in status

between TAs and Teachers at BirchwoAd staff members worikg with children

were caddlar £, T6 which I mmedi ately created &

pupils, as well as a strong sense of teamwork across the staff. This ethaalitf aqu

terms of respeds, perhaps, the reason why mpapils of Birchwood viewed the

TAs with as much respect as theathers. Claireertainlyfelt that was the case:

Orhere is more respect from the childieecause thedachers treat us in the same

wayd(TA3). Additionally, Nicole reifiorced this viewpointd think they [the

childrenlk now webdre teaching assistants but | t|

dondét think that theiroé(TAd4)nchti me assistant:
However, uniform notios of equal status were nagpresent at Cherry

Blossom or MountfordAlthough most staff spoke of children viewing TAs as

professionals who commaedrespect, there was most disparity in status between

staff members of different positional respiiigies. Lara (TA3 explained her

perception on status amongst the staff at Mountford:

OWNel l, sometimes they do pull the card,
sometimes | object to that because | 6m
I j ust dad. Iwdntedto dooma Gardening course recently and |

wastoldtheravas ndét any f usiyduimsgme wadyhlzetausglr i e v e
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was doing something beneficial for the children, and thepdbeand buy 60
ipads, and the Teachers get one each, so gswehof things grate on nie.

Thedatathereforehighlightedthe importance of creating a culture and ethos
of respect for TAs, stemming from the senior management team, in order that children
view TAs as professials who command respect. Recegearh suggests that a
culture of equalitypetween TAs and Teachers is often lackinghainstream primary
schools amss England (Burgess & Mayes, 200fumphrey & Lewis, 2008 Perhaps
educational policy should focus on ways to engender equality, to proquak e
respect between TAs and Teachers in mainstream primary schools. Ultimately, if TAs
are not experiencing social inclusion within their working environment, they will be
less likely to effectively facilitate the social inclusion of the pupils with wihely
work (Devecchi, Dettori & Doveston, 2012).

7.8 Importance of figureheads inmanagement

The staff member chosen to manage the TAs differed somewhat across
Birchwood, Mountford and Cherry Blossom. However, all staff members interviewed
ateachschml wer e aware of who TAsO6 manager (s) \
structure across the scheol herefore, it can be identified thasible figureheads
were presenn theresearch schoold.is likely that this willhave resulted in more
effective manageent of TAs, as TAs were able to identify which staff mentber
approach when experiencing difficulties relating to their management.
All participants at Birchwood identified Sharon (AH/SENCO) as having
overall responsibility for the management of TAsisIiB in line with policy
docunentation DfES, 2001), which namdhe SENCO as havingpecific positional
responsibilities relating to the management o6 {As was discussed in sectibB).
Shar onds r es p dleaslingmorthiy meetngs wWiffAg; inamapieg the
school 6s buddy system for new TAs, timetahb
formal observations of TAs. However, this is not in line with findings from other
studies into the management of TAs in English mainstream primary schoath, w
have identified the Headteacher as most commonly taking overall responsibility for
managing TAs$mith, Whitby & Sharp, 2004, p.11l} should be recognised that

Sharon is employed as both SENCO and Assistant Head at Birchwood, therefore, it is
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unclea as to whether she is taking on management of the TAs as part of her SENCO
role or her Assistant Head role.

However, there were some tasks within T
participants at Birchwood stated were undertaketnbyHeadteacher, LowsThese
included yearly O0job chats6 with TAs on an
known as professional development meetings, as well as organisation of training for
TAs. Ths structure was similar at Mountford and Cherry Blossaith the
Headteaber playing an integral part in performance management of TAs in the
school.Yet, at Cherry Blossom the Headteacher delegated a number of management
responsibilities t@riony, an HLTA, who had significant positional responsibilities
rel at ed t aomentAnslu@ingmaintengnee of performance management
records andimetabling of TAs.

The performance management and pradess development meetings that
wereemployed across the researchschquad i cul arl y r el psixt t o NFEF
principle foreffective management (see chapter 28)pport and develop HLTASs in
their role, including CPD, performance reviews, resource allocation (especially
planning time) and role/career development (pt&eemghat membersf the senior
leadership team undeokthe managementof TAst Bi r chwood as a 0t esc
The iterature suggeststhth e compl exi ty of TAsO6 role req
leadership to manage (Gerschel, 2005). Consequently, it may have been deeted
effective to share the respsibility amongst the senior leadership team adiuss
schools.

All TAs spoke very positively of their management, and voiced a willingness
to approach senior management with difffcult issues they faced in their roles. This
suggests tfhoatt 6a aptpaaomcenf t o TAsS management
in mainstream primary schools. None of the TAs interviewed identified anything that
they would changabout their managemeratpart from the already discussed
difficulties for some in accessing efteve training Claireat Birchwoodsummed up
the benefits of a team work approach to staff managerdientd6 s mor e | i ke a f
here to be hone3{TA3).
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7.9 Summary
This chapter has presented and explored the key themes to emerge in relation

tothemaagement of TAs O rieslithinig actbsstalhtlteeer e sponsi t
research schools. The themesto emergeindiddd: 6 Jack of all trade
of none; 6 TAs: Leaders in | earning; | mport .
responsibiliy; Inadequacy of pay and contrad®;erqualificationof TAs; Status and
respect; Figureheads of management.
Thesethemeshaveidentified that there are a numbercoifrrentsignificant
barriersto the successful management of TAs across the three lesehools Some
positive approaches to TAsO management, as
in this research, have also been identiflddntification ofboth the positive and
negative appr oach éaasenabbethd deelopmenaof Bue &.ine n t
Figure 71 presents themes directly related to the amsw of research question 1 in
this study:How are TAs currently managed and who has overall responsibility for
defining the r es ponnamaibsirdam primarysschaois? hi n TAs 6
Figure 7.1 presents the key approaches likely to be successful with regard to
the management of TAs at the three case study schools participating in this study. It
should be stressed that these characteristics pertain to the schools involved in this
studyonly, therefore are not widely generalisable to all mainstream primary schools
across England. Additionally, it is important to note that it is not known whether or
not these approaches result in high quality learning experiences for pupils; therefore,
Figure 7.1 should not be viewed as a tool by which quality teaching and learning can
be assured, rather as a tool by which a successful management culture could be
engendered. Yet, these approaches are in line with the findings of many other studies
thathave esear ched TAs® manadé&okatsaki205Lt ruct ur es (¢
Blatchford et al., 2009; Gerschel, 2005). It is appropriate to translate these findings to
what Bassey (1998) terms a 6fuzzy generaldi
regarding effetive management of TAs from this studyyderstandingo f 6 ot her
s ¢ h ocarl be improvednd this has & potential to contribute tollective
knowledgea bout ef fective approaches to TAsO6 man
1980).
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Figure 7.1 Successfl approaches to TAsO management ac

Autonomy

Consistent
figurehead of
management

Experience

Successful

approaches to €ontracts
' taking
Status & TAs account of
Respect management high level
cross research —-aulifications
schools

Clearly
defined role
descriptors

Access to
training

Culture of
high
expectation

Figure7.1 identifies that the following gpoachesre likely to result in
successfumanagement of TAs across the three schools involved in this study:
Autonomy;ExperienceStatus & Respecticcess to Training; Culture of high
expectationClearly defined role descriptgr€ontracs taking account of high level
qualifications and Consistentifjurehead of management

It can be seen from Figure 7.1 that the circles contamipgp r oac hes t o TA:
management are overlapping. This indicates that these approaches aedatedy
and can inform the success of each other; for example, contracts taking account of
high level of qualifications are likely to engender a culture of bigbectation, as the
high level skills and abilities of TAs have been recognised and are more likely to
i nform senior managerso6 expectations. Addi"
to management are unshaded. This indicates that barriers werkedémtrelation to

these approaches, to differing degrees, across the three schools participating in this
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study. These barriers presented significant challenges to the effective management of
TAs.
The data gathereshabled the tentativ@iggeson that TAs experienced
higher levels otonfidence in their role&ehenautonomy was afforded to thdoy their
managementt appeared that many TAs appreciated being given the autonomy to
plan and deliver interventionwith minimal input from the teacher and is@ace
independent from the main teaching occurring in the classrébimcould be as a
reault of thetrust showrby teachers towards TAs adlowing themto take ownership
over the mplementation of interventionslowever, it appears that for this TA
autamomy to result irhigher confidence leveld,should perhapbe coupled with
extensive experienc&As with extensive experienagere most likely to speak
positively about taking ownership over planning and delivering interventions. TAs
who were relativel new to the role generally spoke less positively about autonomy.
Consequently, the overl|l apping |lines betwee
OExperienced have been r ewshiplbetvdenthéeno i ndi cat
As was discussed eatiin this chapter,re ofthe greatest barriete
effective management of TAsS the research schools appeai@teOver
qualificationof TAs, leading to difficulties in rokdlurring between Teachers and
TAs, as well as a culture of high expectatiaonsit er ms of TAs O abi |l i ti e
role, not afforded by their current pay ratdl.TAs voicedthat they sperd
significant amount of their unpaid time at home working, most commonly either
marking or preparing lessonhis mayhave contributed tvhatthe datadentified as
problematic levels of job satisfaction amongst some of the TAs intervi€vieatly,
there was a culture of expectation in all three research schools that TAs would give
more to their role than their payd hoursn schoolafforded. This was made
particularly difficult to challenge by the general inadequacy of contracts in defining
TAsO role and responsibilities.
A culture of high expectatiois regarded as an effective approaciitd s 6
management, in encouragimés to achiee their potential within their role
However, schools should be mindful that unreasonably high expectations can result in
lowlevelsoff ob sati sfaction and excessive pressu

for pupi ITbud, Whurea higheespetation is unshadeid the modeto
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highlight the barrier of excessivelygh expectations, whictvas identifiedn some of
the research schools.

Additionally, the data presented in this ptex havadentified that TAs were
not always given adequateitrag to prepare them for the wide variety of tasks
undertaken within their role. Although TAs in all three research schools spoke of
availabletraining opportunities, they were variable by sdrevad staff member.
Furthermorevirtually all traning oppotunities that TAsaccesedwere aimed aand
chosen by th&eachers, thus were often of limiteelevance and support to TAs
their role.A lack of access to relevatraining opportunities for TAs in mainstream
primary school$ias been widely acknowleed across& number of studies (Burgess
& Mayes, 2009; Butt & Lowe, 2012; Tucker, 2009As were likely to speak more
positively about their management if/when they had accessed training opportunities
that aligned with their personal interests and/or wédrect relevance to the
responsibilities that they undertook within their role . It seems likely that, in the
contexts researched in this study, a combination of autonomy, backed up by extensive
experience, and access to training requested by TAs wlenlote successful
approaches to TAs®6 management .

Thedata informing this chapter hauelicated that some TAdid not perceive
their statusasequa to teachers in their school, arfilisfelt that their role was not as
well respectedThisis depicted as barrier tceffective management of TAs ingure
7.1, asit often prevented As fromengaging in dialogue with thee@chers to support
optimal learning experiencésr the pupilsworked with.Finally, TAs spoke
positively about their management if theras an obvious figurehead of management,
for example, Sharon (AH/ SENCO) at Birchwoo:
management across the three research school
appears important that a figurehead was present, so that TAxae of the staff
member they should approach when experiencing any difficulties with the
responsibilities within their role.

As the data pertinent to the answering of research question one has been
explored, it is now appropriate to present and anahsseéata relevant to research
questions two and thre€hapter 8ntroduces the pupils partmating in this research,
which supportghe presentation of datalatedto research questions two and three in

chaptes 9 and 10
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Chapter 8: Introducing the participating pupils

This chaptemprovidesinformationon the pupils samplei undertakeéhe
photography task and followp research conversation, in each of the three research
schools As with the participating staff members, pseudonyms have been used
throughout this section and the remainder of this th@sis.information presented
was gathered from conversations with Teachers, TAs and pupils themselves, as well
as fr om dmividual Rdugation Fdas (IER)Y Statemenbf SEN, if
applicable Thus,it should be recognised that mughwhat is presented in this
chapter, lp way of decription, is opiniorbased, originating frorthe professionals
working with the participating pupil$dowever, it is still important to include, as
prof essi osathsn@edoobindividuatsmve informed the suppagivento
that pupil,andarethereforeéimportant in understanding altif | uences on a pupi
education
tisimppor t ant for the reader to form an und
particular needs, blotacademic and social, from the point of view of the child
his/herself and the educational professionals working with him/her. This will allow
the reader tbettercontextualise theonclusions made with regard to the pupils
involved in this studyAdditionally, it is usefuto acknowledge the existing
influences on each pupil, in terms of expectations and assumptions, in order to

optimally analyse the data gatled, and the conclusionsade with regard to that

pupil.

8.1 Birchwood

The researcher was base Year 5 and Year élassrooms throughout the

two-week research perioBour children from Year 5 and four children from Year 6

were choseto undertake the photography task and follow up research conversation

with the researcherThis method wasdiscissed in detail isection 5.5The

researcher haidtended to sample studemtscording to their SEN status, with

children identified with SEN best placed for involvement in this sthidyvever, as

was discussed ichapter4, the heterogeneous natureafinvi dual sll magés o0l a
of children undetheumbrella categorpf (SENdproblematic.Thus, the researcher

found that each child considered for involvement in this study presertted wi

number of characteristieglevant tathis study thatvere not av a ylabellédd a s
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60 S EONdditionally, there were some instances in which childrendid fall within

the labelof GENdappeared to displayell-developedsocial skils and were not
experiencing profounteachetidentified difficulties with social inalsion in their

school. Thus, the researcher deemed it inappropriate to involve children in the study
whomay have SEN statubut who were displaying wetleveloped social skilldt

was often the case that these children did not work for significantgesfdime with

a TA, this was also a reason for Aorolvement in the study.

As the sampling of children was a more problematicgss¢han had been
anticipated when formulatindpe methodology atis study, the researcher had a
greater number of comysationghan anticipateavith staff members who worked
closely with the children under consideration for involvement, such as Teachers, TAs
and/or Senior LeaderAdditionally, the researcher made sure to be in as many
lessons as was possibledan the dservation method, so as to observe which oénd
were experiencing problemasocial inclusion within the schoa@nd those working
with a TA regularly. This ensuredahthe children chosen welbest placed to provide

data relevant to answering the tregnt research questions for this study:

Q2 What is the current influence of TAs the social inclusio characteristicef
pupils identified with SEN?

Q3 What strategies can be implemented to effectively allow TAs to promote

successful inclusion ofypils identified with SEN?

Pupil 1: Brad
Day to day, his Teacher (Heathé&ldf) f i nds Bradés behaviour

challenging of the pupils in héfear 6classroomBrad frequently struggles with
anger which make it difficult for him to complete work the classroomBrad works
in a small group of six pupil®utside thérear 6classroomwith Kath (TA1) during
daily English and Maths lessondntil this academic year, Brad frequently soiled

himself at schoolHe isparticularly friends with Jami@upil 2).
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Pupil 2: Jamie

Jamiei s I n é&)¥¢ah6eclassreom. Jamimas been diagnosed with
Attachment Disorder and isGhild Looked Ater (CLA). Jamiehas a moderate
learning delay and works with Kath (TA&very morning, in a small group of 6
children, working on English and Maths based interventidasiieis often disruptive
in a classroom setting and finds it difficult to form and maintain relationshijgkeins
the classroom. However, Jangiees appear to form gooelationships on the
playgrourd, with the other boys who spend their break times playing fooHbalisa
particular friend oBrad (Pupil 1)

Pupil 3: Simon

Simon has been &irchwood for 5 academic termafter being bdied in his
previous school he wanted to experience a naw@mmentHe i s i n(TlHeat her 6 s
Year 6 class and works witkath (TA1)in a small group out of the classroom for
Maths every morningsi mon has not Ibheled Wi agbnasgdpartd
additional need, however, it is the professional opiwioall those who work with
him, and & the researcher, that Simon displays many characteristististic
Spectrum DisordefASD). He is currently undergoing assessment for ASIimon
finds it very difficult to build relationships with other childrenschool and is almost

always alone on the playground at lunchtime.

Pupil 4: Cole
Col e i s i(Tl)Yéhetactads.eHe i6 surrently looked after by his

Grandmother, having come fronhame struggling witldrugs and alehol
dependency.labdlled hag blkeens éhoolearnmgdelayavi ng a
and is supported by Anne (TA@h an individual basisvery morning. Coldas a

Statemenof SEN, whichprovidesthe funding required for Anne to support ham

an individualbasis every mornindvost playtimes, Cole plays football with other

children in his year and the year below.

Pupil 5: Lewis
Lewisisaveryqui et member of Syea5classréomHe AH/ SENC
has aStatemenbf SEN, which diagnoses himith adoderateLearning | ay . 6
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Lewis finds it difficult to interact with other children, both inside and outside the
classroomHe has one particularly good friend, as identified by him and the
professionals who work with hinthey frequently play footbatbgetherat break
times.Lewisd Statemenprovides the funding required for one to one support from
Nicola (TA4)for 20 hours a week. This affords support during daily Maths and
English lessons in the mornings.

Pupil 6: Fred
Fred is a pupil in SharonélashegnH/ SENCO)

diagnosedishaving Behavioural, Emotional and Social Difficulties (BESD). Under

the reforms to the SEN system, the Children and Families Act (2014) terms this
category of need as OEmotional or Behavi ou
EBD manifests itself mst prominently as angefred frequently becomes angry, both

inside and outside lesson time, when he finds a situation difficult to deal with. This

has meant that Fred haaddifficulty in forming effective relationships with other

children in school, due to aggressaed domineering behaviouls the mornings,

Fred works with Claire (TA3), in a small group of 5 pupils, on English and Maths

based interventions.

Pupil 7: Mark
Mar k has only been recei y(AHISENGJdi ti onal

Year 5 class this academic year. He is a very quiet child and the professionals

working with him suspect that he has quite severely underdeveloped speech, language
and communication skillESLCN). Mark has recently begun workingth Lewis

(Pwil 5) and his TA (NicolaTA4) most morningsluring English and Maths lessons.

He appears to form reasonablyccessful relationships with other children on the
playgroundthrough football however, is very quiet during lesson time and

infrequently speakt other children.

Pupil 8: Rebecca

Rebecca is one of the quietYe% chil dren
classroomRebeccaarely speaks to other children or the professionals working with

her unless she is spoken to. She has been diagnosed blydbkeaschawvig delayed
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speech; therefore her difficultiesqgod aced wunder the SEN categor
Language and Communicatidleed®(SLCN). Rebecca works with Claire (TA3) all
morning, out of the classroom, in a small group of 5 pupils on EnglisMattts

interventions.

8.2 Mountford
The researcher was basadwo classrooms at Mountfor®ear mdeep ds ( T2)
Year 3 and Sa nlkoerehildies in éathlo) Year & and Yeér 5

classrooms were chosen to undertake the photographaretke fdlow up research

conversationsProfiles of these children are provided below:

Pupil 1: Paul
Paul 1 s i n Sanj eleisthesbrothdr @Vill (Pamla)rnin 5 cl| ass.
Year 3. He is on the school 6s SEN register

targets were Literacpased, howevdrom July 2013 the targets became more social

skill focused. Will has difficulties with having negative thoughts and displaying poor
selfesteem. There have beenipds of time when Palilas been unable to sleep at all

and hears voices in his head. Peadeives a 3@ninute one to one session a week

with a TA, during which time he completes
intervention that the school has dedgor Pauland is discussed more detail in

chapterl0. Paulfinds it very difficult to form relationships with other students at

Mountford, mainly spending playtimes on his own or with his brother and/or gister.

is suspected that Paul has ASD, and is being assedsedt he ti me of the r e

visit.

Pupil 2: Zane
Zane is in Sanj eet 0 statenieddjSEN,evhiach 5 <c | as s.

affords funding for him to have Physiotherapy for his CerebralyPZhne also has

SLCN, which particularly display thdemselves
understanding emotions. Zaisenot currently timetabled to be supported by a TA,

however, when in class, Lara (TAdlwayssits next to Zane anglipportshim, on

what would usu®y be an individuabupport structurgp complete teachded tasks
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during whole class teaching. Zadees not appear to have any difficulties making
friends in school, despite his language difficulties.

Pupil 3: Demi
DemiisinSapeet 6s ( T1lDemMsmar Mpualtdogs.ddébs SEN r

at School Action Plus, as a rdsaf her learning delay with English and Maths

particularly. A | | of Demi 6s Emlisgand Mathabased, lsowaver,e nt | vy

the professionals working with her cite her behaviour asitgebt current barrier to

her successfuéarning.Sanjeet (Tland Lara (TA1) describe Demsis 6 moody, 6 as
result of her difficulty wit haligneddithr t aki ng/
her interestsDemi finds it difficult to maintain friendships; it seems that other pupils

become disinterested in maimiag a relationship with her due to her extreme

emotional reactionstoeveritsh at ar end6t within her control
goes in the middle of a game she is playing Demi will become very andrgirects

this towards other children.

Pupil4: Taleq
Taleq is in Sanjeetod6s (T1l) Year 5 cl ass

Mountford, she was informetidt Taleq was just commencingeriod ofemergency

intervention as a result of him displaying particularly problematic behavidiuthe

time the researcher visited Mountford, Becky @)Avas supporting Taleq within the

classroom during all lessons in the mornings, and approximately 50% of the lessons in

the afternoonHer main role was observed as kegplraleq on task, tolavel at

which he ould complete tasks assigned by Sanjeet (Tdleq had been displaying

particularly disruptive behaviour, which was making it difficult for Sanjeet (T1) to

teach the whole class effectivelyaleqi s on t he school s SEN reg
Action Plus, as result of his Emotional and Behavioural Difficultiels targets

i ncl ude :huwrntotor upset ot hhagddficultieswithi ch sugges

displayingappropriate behaviour towards other pupils.

Pupil 5:Robert
Robertis in Parnd e e p 6 ¥ear(3 €l&3$. Robert hasStatemenbf SENfor

Severe Learning Delay, which entitlesrhio full-time individualsupport from a TA.
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His individualsupport is currently provided by Janet (TA®ho has been working
with him for 3yearsRo b e r t 0 scompéer ahd a dagnesis of them has proved
difficult to make.His Individual EducationPlan (IEP)focuses on communication
needs, with his targets arising from Speech and Language Reports, having been
provided by a Speech and Language Therafislessans are differentiated for
Robert, as he is unable to access the learning atttiee pupils in the clasRobert is
awell-liked member of Year 3 amsbcialises well with other children, however, he

finds it difficult to spend time away from Janet (TA3).

Pupil 6:Destiny

Destiny is in Par mdeespoosn (tTh2e) sYcehaoro |36 sc IS
register at School Action Plus, as a result of her problematic behabiestinyis
currently being assessed for Oppositional Defiance Disorder as she findsutitdif
follow instructions given to her by Parmdeep and/or the TAs she worksAintlost
all of her targets oher IEPare behavioubased and TAs are specifically mentioned
in supporing her to reach her targetsrfo e x a mp ksupport by hifasigd
conversation with hgDestiny]6Destiny finds it difficult to build elationships with
other pupils; most playtimes she burstsintotealrse n chi | dren dondét f ol
instructions Destinydoes not receiveémetabled support from TAs, however, iseoft
supported on an ad hoc basisJayet (TA3), during lesson time.

Pupil 7: Will

Wili s 1 n Par mde e p s strgggles)withantmotlingBis c | as s .
emotions, particularly when he feels angry. Most days Will shakes with anger at
something occuimng unexpectedly/against his wishes &odsts into tearms the
classroom. Will does not have any timetabled support from a TA, however, is often
supported tananagehis emotions after an outburst by Janet (TA3) during lesson
time. Will finds it particulaly difficult to form relationships with other children
schooland usually plays on his own at playtime, occasionally playing with his brother
and/or sister. Will is on medication for ADHD, which affects his energy levels; he
often falls asleep during@$son time and finds it hard to sleep during the niddts
also suspected tifaving ASD, for which he was being assessed at the time of the

researchero6s visit.
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Pupil 8: Zion

Zion has only been at Mmtford for one academic term (2eks)He has
bee placed in Pa md e e p) ¥ear 3(clasg, however, as he is 10 years old he should
be in Year 6Zion has &Statemenof SEN,entitling him to20 hours of individual
support from a TAThe professionals working with hibelieve ttat Zion requires
more indvidual support than th&tatemenaffords, thus are looking at applying for
more funding for him and are looking at Special School alternativé® sscurrently
not coping well with mainstream provisiafion is supported by orraine (TA4), who
began weking at Mountford 12 weeks ago, employed to support Zgnm has been
diagnosed with Foetal Alcohol Syndrome and displays séeareing delays and
difficulties forming relationships with others. Zion believes that he ¥ear 3 to
support the othezhildren, thus this is his focus during lesson time and Lorraine finds

it very difficult to support Zion to complete any planned task at all.

8.3 Cherry Blossom

The researcher worked with pupils in two classrooms at Cherry Blo¥ssan,
4 and Year 5Ciaran (T2) taught the pupils based in YeandHelen (T1) taught
those in Year 5The researcher undertook the photography taskadiogv up
research conversations with three pupils in Year 4 and four pupils in Year 5.
Originally, the researcher had intéed toinvolve four pupils from Year 4, however,
one of the participants selected was unfortunately absent from school on the day of
the photography task, therefore he could nankelvedin the researchlhis means
that a total of seven pupils were @ived in this study from Cherry Blossom, one less

thanoriginally intendedn the methodology.

Pupil 1: Alison

Al i son is in Hel en$hecaeltdGherry Blassombnec | as sr
academic year ago, as a result of wanting to move sctinelto tle bullying that her
Mothervoiced was occurrinlAl i son i s on the school 6s SEN
Action Plus, as a result of her Emotional and Behavioural DifficulBes. als has
difficulties with English,struggling with her writing particularlyAli son is supported
by Gina (TA4),in a group of 6 children in the nmungs, during the English hour.

Gina also sometimes takes Alison out of the classroom in a small group setting during
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the afternoons, on an ad hoc basis, if deemed to be uskdoh finds it difficult to

control her emotions, often getting angry and disrupting the whole class during lesson
time.She frequent| (apenaefdiree aday fromehe maintclass)

the reading corner to successfully get though a legdmon struggles to form

friendships in school and often plays alone during break times.

Pupil 2: Farouq

Farouq is of particularly high ability in $iclass, working at a levabove that

expected nationally in all subjectareaa.rouq i s a Ocleealy cl ass n
described by his Teacher Helen (T1). He of"
workingand wi | | refuse to complete work i f he

Farouq finds it difficult to form lasting friendships in school, although he ean b
observed playing football with a large number of boys at playtiamuq is at
School Action Plus fohis Emotional and Behaviouralifiiculties, however does not

have any timetabled support from TAs.

Pupil 3:Denis
Denis is in Cilaasasn.0 sHe Twas YdeiaagmMosced wi t
Muscul ar Dystrophy shortly after Dbirth. Thi
and his learning is delayed. Denis h&tatemenbf SEN for hiscondition, which
affords individualsupport for him throughout thehole school dayDenis is
supported by Gillian (TA2) in the mornings and Maria (TA3) in the afterndoasis
is a well liked member of the class, and often plays with a variety of children during
playtime.

Pupil 4: Alan
Al an i s i n Heclass.rHassatS¢hdolActioryRgaas a résult of

SLCN. Alan finds it particularly difficult tounderstand, follow and remember
instructions. This means that he rarely completes work set during whole class
teaching session&ina (TA4) frequently works wh Alan toensure that he
understands the instructi®given to him by Helen (T1) artd encourage him to
complete tasks seblan is working at a level much lower than that expected at his

age in both English and Math&lan frequently works in a small gup, led by Gina
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(TA4) for Maths and EnglistAlan plays football with other children at playtimes, but

does not appear to have any particédi@nds.

Pupil 5: Harry

Harry i s a puearl5class Hdiregwas diagrosed With )
Autistic Spectum Disorde(ASD) two years ago. He finds the noise of the classroom
difficult to handle and frequently spends timesimall groupsociatskill based
interventionswith Casey (TA4)Harry is working at expected levels in Maths and
English.He struggles wh forming friendships in school and will often play

independently at playtime.

Pupil 6: James
James is in Ciaranodos (T2) year 4 cl assr .

register, however, over the past two academic terms, concerns have been gised in
number of areas about J athechabacteristiospf ess. Jam
ASD, disliking noisy environmentslisplaying obsessional behaviamdSLCN.
Additionally, significant conflaggedndamesabout J.
does notappear to have any friends in school and has expresdethgd e s i re t o O0ge
s 0 m&ames also has a relatively problematic home life; his Mum is struggling to

cope with his aggressive behaviour towards her, none of which he displays in school.

He frequently hitshis Mum and pulls out her hair when she is sleginhis room,

which she does every night as James is unable to sleepAldhe.time of the

resear ch efanlgwereieceivirig supgott feom Tina (LMj their home.

Additionally, lames was receiving some support from Casey (TA4) in the same small

group as Harry (Pupil 5which focused osocial skill development.

Pupil 7:Kain
Kaini s a pupil i n Ci Kanasra®hdd LgoRed Afteryear 4 c |

(CLA), having been exposéd the effects of drugs and alcohol abuse from a young
age. He is one of four children, only now living with one sibling, as therstare
being looked afteelsewhereKain is atSchool Action Plus as a result of his
Emotional BehaviourdDifficulties, with the professionals thaelworks with

suspecting that he also displaificulties associated witAttachmentDisorder
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Kain can be quite aggressive towards other childrdmch has resulted in him

finding it difficult to form lasting relationships i othersHe lacks empathy and can
often upset other children without understanding the cé&l@e.and his carers work
with Tina (LM) on a regular basis, to supp#in with his emotional needs.
Additionally, Li (TA5) often works withKain in class, suporting himwith his below

averageEnglish and Maths abilities.
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Chapter 9: Data presentation and analysis: Pupils

This chapter presents data pertinent to the answering ofcespeestior?:

RQ2 What is the current influenad TAs onthesocial inclusiorcharacteristicef
pupils identified with SEN?

As with data presented in previous chapters, the data presentedcimebisr
weregathered andnalysed according tosacial constructivist approachhis
perspective press that learning is primarily influenced by the social context of the
learner (Fosno& Perry, 1996). Therefora, dent i fying pupil sdé soci a
vital in fully appreciating ekperencesoff | uence
social inclusim. Consequently, the researcher endeavored to place herself in the
social contexa of the pupils involved in this study, with the aim of identifying
characteristics relating to their social incluswithin a constructivist classroom.

Chapter 7of this thesisidentified the characteristics relatingtterole and
responsibilities of the TAs involved in this diu This chapter explorease specific
social inclusion characteristio$ the pupils involved inthisstudy t o enabl e TAs©®
influenceontheproses of pupil sd social .Machl usi on to
previous research has identified that pupils identified with SEN experience greater
levels of bulying, marginalisation and victimisatiphoweveras was discussed in
chapter 4few have reseahedt he char acteristics of pupil sé
inclusion (Frostad & Pijl, 2007; McLaughlin, Byers & papVaughan, 2010;
Nowicki, 2003. Thethemesexplored in this chaptenclude:lacking selfawareness;
ineffective use of humour in verbadbmmunicationunderdeveloped notverbal
communication skillsimportance of homéased relationship buildingelfmanaged
social experiencespnsistency irplaytime routines and lack of relevanoeverbal
communication

Understanding the current sakinclusion experiences of the pupils involved
in this study wil/ t hen aff or dinchdpter expl or a-
10. Chapter 1(resents data pertinent to defining the characteristics od TAsimo | e
promoting pupi.lltslatessopi B$ 61 & ochawaatiisice,nc | usi on
presentedh this chapterto the data regarding A scudrrent influence on the social

inclusion of those pupilsChaptes 7,9 and 1Qogetherthen enable good practice
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recommendations to be made thapter 11with regards t@ptimisingT As 6 ando | e
responsibilities withirmainstream primary schoolBhe data analysed in this chapter
were gathered throughe following research methodsemtstructured interviews
with staff, observations, photograpand follow up research conversations with
children.
Although the heterogeneous natofehildrenhas been acknowledged and
discussed in previous chaptettse childrerinvolved in this studynust be considered
as a homogenous groftgr the purposes dhis thesis. This thesis aims to make
recommendations with regard to good practice in deployment of TAs; this requires
identifying similar characteristics amongst the children that TAs predominantly work
with, whilst continuing to acknowledge that chédmare, by nature, different
The conceprnclodsiéocsoadc ivads Ildefined in chapt
an idealprocess via igure 3.1 which isagainpresentedn thissubsectionfor ease of
referenceTo further explain the relevancettie definition to this chapteiin relation
to Hgure 3.1 the characteristics presedtin this chapter aetermined to have an
influence onthe practiceorientated aspect of social inclusiaihis may be a positive
or negative influenceThecharacteristicexploraincludepupi | sé6 positive sc
interactionsand/or resultardctive participation in the social dynamics of the learning

environment.
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Figure 3.1ldeal Model of Social Inclusion in Mainstream Primary Communities

Ideal Model of Social Inclusion in Maintream Primary Communities

Theory Orientated Policy Orientated Practice Orientated

Stage 1 Socially inclusive values and beliefs Socially inclusive practices Socially Inclusive Interventions
v Y | H
Stage 2 Social competence Positive social interactions Positive social relationships
A A A
I v v Acti rticipati ; h ial d i
Stage 3 Social participation Participation within the learning Ctive participation in theé social dynamics

of the learning environment

environment
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9.1 Lacking seff-awareness

Eight of the twentythree (35%) childremvolved n this studyverbally
articulatedthatthey did notunderstandavhy they werainableto neither form nor
sustainrelationships with othechildren.A furthereleven childrerf49%)who were
identified asexperiencingsocial inclusiordifficulties were unable to verbally
articulate an awareness of thighus, in totalnineteen of théwenty-three(83%)
children involved in this study werdentified asexperiencing social inclusion
difficulties, all of whom were experiencing some form of lackssd-awareness in
relation to these difficultieS’here ppear to behreelevelsof understandingtwhich
selfawareness wdacking forthechildren involved in this stud Childrenappeaed
to displayalack of self-awareness in relation tme or moref thefollowing
researcherdentifiedunderstandings:

1. Understanding that he/she had not forrhyguical relationshipswvith other
children in schogl

2. Understanding that he/she did not possess the soomdatence required to
form friendships

3. Understandingvhich social skills he/she is lacking, in order to identify

techniques/approach&simprove his/her soci@lompetence.

To furtherexpand this point wittspecific examplg Paul (Ripil 1) and Will
(Pupil 7), brothersat Mountford andKain (Pupil 7 at Cherry Blossomgreexamples
of children whoexperienced similadevels ofsocial exclusion at school. They
predomirantly spent their playtimes alorsmdwere identified by other children
taking part in lhis studyas children who had difficulties in forming friendships.
However, their selawareness regarding their difficulties experienced differed.
Excerpts from their research conversations are presented below and, where
appropriate, the photographs reée to have also been inserted.

During the reearch conversation with Will (pupil 7), beticulated the

following to the researcher:
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@Gometimes dondét even Yyiwidt anyPomdgt itmeplla donodt

friends, I 6d | ilkep ohtoyindhaad/l eevel geDangwifrienels) Id s
justlostfriendsl j ust dondét know how to get them. L
with some help, butmoh e 6s | ot t hem all

Paul(pupil 1)was able to articulate the following during his reskaronversation:

01 somet i me §oirgsltoa pictureiinselted belom Somet i mes we do
play with each other. But sometimes when h
play with him coz some chbolsbmetmesjistay 1t os f

wander around on my own at playtie.

ResearcherdOk, how do you think children can make friends in schibol?

Paul : OErrrré rangaghk) t he Art cupboard! o
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Kain (Pupil 7) at Cherry Blossom indicatesignificant seHawareness in relatioto

his lack ofrelationship building

ResearcherdHow do you think a new girl or boy could make friends with children in

this school®

Kann@dust sit down in a corner and clry becaus:s
have no friends now. | was jusitting there crying the other day and they just stared

at me and hurt my feelings. I would say 6c
woul dndt &ay anything

é

R e s e a rDo koe like schindKain?6

Kain: dNo. People are always annoying me and | hagdiyany friends. 6 m al way s

nervous to ask people to be my friend in case they say no.

Both Will andKain indicated that they hagbod sefawareness irelaion to
understanding 1; they weckearly dle to articulate that they haabt formed their
desirednumber of friendships with other children in the school. Howeva, did
not verbalise thigt is likely thathe did not have the sedfivareness required to
understand that he had not formgplical relationships with the other children in the
scltbol,He coul d not see that his dédwandering ar
typical of other children his ag&hat is not to say that his spengitime alone is
necessarily perceived as negative to,asiPaul might prefer to spend his time that
way. Nevertheless, his speech does indicate a lack of understanding as to his poor
social positioning in the school.
Willd6s speech i n daveanunslerstahdimglating to éeved2; d
he appeared to understand that he lagsng the social compence required to form
relationships withothec hi | dr k®eepdon trying and | never
just dondét knoHwvwewe rt,o igteti st haetm. loe v e | 3 t ha
awaeness becomes apparent. Will wasible to understarnwha he wasdoing
wrong, which sbhws that he wasnaware ofvhich of his skills were lacking, thus

could notidentify appropriatéechniquespproaches implemenin order to
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improve his social competenckhis is simiar toKaind s -avaréngess in

undersandingthathewdsac ki ng t he skill s PReepleched t 0 mak

al ways annoying me and | hardly get any fr

be my friend in case they say@¢aindb s admi ssi on thatt he cri ed

havingany friends indicates that he wasmawvare of what he needé¢d do in order to

improve the likelihood of his foning friendships with his peersidHexasperatin

with his current situationwas b vi ous wh dustsihddwnsantazdrnerdand 0

crybecase | dondédt know how to have friends. 6
Additionally, gx children (23%) involved in this study were observed

engaging in aggressive behaviours, perhaps in an attempt to either gain or regain

social standing amongst their peers. Pupil 4 (Taleq) at Modnga good example

of a child who was displaying particularly aggressive behaviours towards his peers

and adults in the school, however he was lacking theasglfeness required to

acknowledge that it was having a negative influence on his existingshgs. The

researcher observed a number of instances both in the classroom and on the

pl ayground, in which Taleqbs behaviour res:

by his peers, for example not being picked for football captain when previously he

had been chosen; not being allowed to play on the team in which he usually played;

being a less attractive choice for his peers during paired or group work.

9.2 Ineffective use of humourin verbal communication

All but six (74%)childreninvolved in ths researchlisplayed use diumour
when presented Wi a situatiorduring their research conversatidhat they either:

1. Did notunderstangor

2. Were uncomfortable tengage with.
Children either gave what they perceived to be a witty verbal responsgiéstzon
thattheyd i d n 6t Jourdl encanfodabler answered witkvhat could be
descr i be dlawhterddhe msearahadentifiedexamples of humour used
both effectively ad ineffecively by the children involved. Effective use of humour
appearedtobgé et er mi ne d understardiagor lack lfiuhddrétamding, of
thesocially acceptableonventions ohumour.Thus, those who were using it
effectively were conforming to the socially accepted conventions of humour; those

who were ot displayed humour atypical to social norms.
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This research has indicated th#eetive or ineffective use of humour appears
to have a strong influence avthe social positioning of ehild within the classroom
and wider schoatontext The children wb used humour ineffectively
overwhelmingly experienced greater difficulties with social inclusion than those who
used humour effectivejyheywere much more likely to play alone during break
times and were able to identify fewer children who they couldte ¢ for ideunrdisn g
the research conversatioi® givean example, Alan (Pupil) at Cherry Blossom
described his use of humour during his research conversatierphotographs
referred to have been inserted within the dialagugive the reader contebdr the

conversation:

Researcher: 60k. Letds have a | ook at S ome

Alan: ¢rathis6

Researcherds he your friend@

Alan: Nadl wanted to make a joke of hém.
ResearcherdNhy®

Alan: bBwas laughingd

Researcherdk , | et s have a | ook at people on th
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Alan: Olo I was making a joke of him (points to a boy in Year 6). | play football every
day. There, there, there (points to pictures of footlall).

Researcherdoes anyone evealf out playing football®
Alan: Sodnetimes | joke. | copy him (points to pictaibevea
Researbdestt: amnoy people, do they | augh?56

Alan: iNopeb

As can be seen from the dialogue above, and as was observed by the
researcher hilst in CherryBlossom, Alan waattempting to use humour to eigga
with his peers, however he wisling to use humour ira socially acceptableay.
Alan saidh emadk e s af othjerockildrén frequently; thigs with Wanzer et ab s
(2006)ineffective use of humeo categoryo f 6 sd iurdeeentted di sparaging
andwaslikely employedn ordert o g a i attergiann ianatsemptto gain their
approval to stimulateslationships to formHowever, Aan wasgaining the attention
of his classmais for negativeeasons; they didotlike being copied by him, nor did
they like it when hé ma k e s6ofghem Tolkkee r e s adéhocolbservations on
the playground supported thassertionpeerswould frequentlymove away from
Alan and attempt to ignore himwhbne at t emmpk e dafitthem ke dn 6 s

ineffectiveuse ofhumourindicates a lack afocial competen¢andthushe found
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himselflackingtheskills needed to form relationshipsth his peersThis links to a
lack of seltawareness, as exploredsection 9.1Alan was uaware that this use of
humour wasneffective;he did not have sufficient insight into his own skills to be
able to identify this.

The children involved in this studyost frequently used humosipecifically
when laughing in regmse to a question that theither did not understand, or were

uncomfortable with. For example:

Pupil 6 (Fred) at Birchwood

Researcher(Points to picturebelow) GAre they all your friends or just people in the
class®

Fr e dAll mydriendsd
Researchr: 6T hat 6 so nyacwe .f e | | i ke Youdve got | ots
Fred: (laughs).

Researcherd/NVhat would you do in school if you felt like you wanted to make more
friends?d

Fred: d don @t know.
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Pupil 1 (Paul) at Mountford

ResearcherdOk. If youwanted to make more friends in school what do you think
children would do®

PauéThey6d go around &nd ask people (Il aughs)

Pupil 3 (Demj at Mountford

DemiMr s C hel ps me with stuff, she helps me
just comes oveand helps mé.

Researcherél hat 6 s ni ce, what kind of & hings does
Demi&Sheéhmmmm, (|l au@hs). She doesé.

é

ResearYehRoryoufaboutwit peopl e | ots in school or 1
Demt (laughs hysterically)dVh at 6 aut?6f al | o

Researcherd/Vhen you have an argument with somewne.

Demt (Points to picture belowd.ook, Esme is walking away when Ruby was talking
to her(laughs)o

158



é

ResearchertSomet i mes you get a bit angry and fru
you?d

Demt (laughs).
Researcherd/Nhy do you think that i§?

DemidDonodt Oknow.

Whenanalysing instances of laughtarresponse to researckguiestions, it

can be identified that most instances were after the researcher had asked a question
focused orthefollowing threetopics as the excerpts above indicate

1. The nature of support for academic work that the pupil receives

2. The relationships/friendships that the child may/may not have formed

3. Emotional and/or éhavioural difficulties that he/she may be expecirg.
Consequentlyit seems likelythat children attempting to use humour in conversations
are doing s@o mask their lack afinderstandingliscomfort with regard to the three
topics listed above specificallWhen the discussion covered other topiashsas
gener al pl aytime routines or activities pu

common a response from the pupilbis suggest®Va n z e r s(2006)eféettived
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0 u n r edatagoyeoflh@mour was used ineffectively in this stu8yudents were
usingdé u n r eHuradurevtied it was irrelevant to the context of the conversation,
this was not perceived as humorous by otpartakingin the conversationmainly as
a result of lack of understandiraj the origins of the humourous comment.
Interestingly, despite children frequently using humour ineffectively, t
research conversations clearly indicated thatils perceiveeffective use of humour
asone of the most significant deteining factors of high social positioningcross all
three resarch schoolsAs Fred (Pupib) at Birchwood identified t he f unni est on
getstobé¢ he f oot bal | Tha@dreamnamy oteeyvexamplesdhaty . 0
indicate good humour as being a recognised positive quality by the children involved

in the esearch @nversationssome of which are presented below

Pupil 5 (Lewis) at Birchwood

Researcherd/NVho are usually captain§?

Lewis®Gometi mes it changes. Scott is always t
funny thougtd

Pupil 2 (Jami®at Birchwood

Reseacher. ds it easy to make friends here or hadd?

Jamie &Easy. All you have to do is be funny and you make friends. When | first

started one of my friends said, O6whatds 2
yeah, youbr e f ungagesdiththenulikg hidesand seek.kyeu kiiow

what | actually think, this whole school and outside, it would be a good paintballing

map. | f I 6m a teacher | would get a school

not being a teacher anyway.

Jamieis an example of a child who used humour effectively, thus experienced
fewer difficulties with social inclusion than most other children involved in this study.
Like many other childrenJamieused humourwhene di dndét wunderstand
or when he wa uncomfortable with it. fie difference with Jamie use of humous
that he understoadihe conventias of using humour effectively; he laughed when it
was socially acceptable to do so and made remarks that most of his peers found witty.
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Jamieu s e d rbedtaht e6ddd i aparagehigd examples of hum
observations and the research conversgtanzeret al, 2006) Thus, Jamidad
identified,conceptualisednd then contextualiseéde socially acceptecbnventions
of humour Consequently, Jamaisplayed effective social agpetence withregardto
humourand was able tase this skill tdorm relationshipsvith his peers
Conversations that the researcher hati whildrennot directly involved in
the researchuring playtimes indicated that dtien identified withSEN were more
likely to be accepted, and evenlikeds t heir peers i f they were
Whenthe researcheasked why children whdid not lacksocial competendéeed
those who didthose children almost exclusively aresed with some variation of
O0becaus e h elhdsed ahe researdher ientfieddhat effective/ineffective
use of humour appeared to be the most influential characteristie sutcessful (or
not) forming and/omaintaining of relatioships forthe pupils directly involved in
this study Thus, it could be argued thfatture interventions should focus on teaching
children who are experiencing social inclusion difficultise conventions of
effective use of humour, to enable thenuse this uderstanding tdetier form
relationships with their peers.
Of the fourstudentsdentified withundergoing diagnosis f@&xSD who
participateddirectly in this study(Simon, Birchwood; Paul and Will, Mountford;
Harry, Cherry Blossom}hreedisplayed usef humour whith was deemed to be
ineffective.The most common circumstance in which theyua#d humour was
laughngat what was per ceiuwrerde |tayihgahdhéesearck sear cher
conversationsThe following examples indicate children pasted/identified with

ASD using humour inr@é u n r é | @ ta gldted tonhe contexif conversations:

Pupil 1 (Paul) at Mountford

ResearcherdOk. If you wanted to make more friends in school what do you think
children would do®

Paul T b e y 6 dundjamd azk people (laugh®).
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Pupil 3 (Simon) at Birchwood

R e s e a rigtliere anyonéon the playground that you would go to who is your
friend?

Simon:Er m, we |l | [ donot have much friends.

Milly and Chloe, somtimes | like to give my friends man hugs (laughs).
Researcherdo they like that@

S i moYeah (ladighs). At least some of thenddo.

Pupil 5 (Harry) at Cherry Blossom was the only child identified with ASD
involved in this study who did not use hoor against socially acceptable
conventions. Harry was identified by many children in his class, both during research
conversations with other students amiwrmal conversations with other students in
the school on the playground, as a frileden one othe most selective students
when forming relatioships with others, Farouq (Pugil Cherry Blossom), gave the

following view of Harry during his research conversation:

ResearcherThi s i s Harry isnot it? Do you get
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Faroug Y e a h, okdsmiey).0 s

Observations in their classroom identified that Harry and Farouq sat alongside each
other on a table at the fibof the classroom during all lessoiibe researcher

observed seven instances in which Harry made Farouq laugh, accordiag to th
conventions of effective use of ,mamour,
disparaging mannefhese observations andrbalvalidatiors from his fellow peers
indicate that Harry hasluccessfully conceptualised and contextualised the socially
acceptale conventions of humour, and walsle to implement these understandings to
form friendships with his peers.

9.3 Under-developed nonverbal communication skills

100%of thechildren involved in this studgonsistently displayed under
developedislisin relationtoK e | | y 0 snult{pl2 rd®vérpal communication
categorieswhich were explored in the literature review of this thdsis.however
expected that afrimary-agedchildren would display sonwifficulties with the
communicatiorcategoriesidentified asthese skillshould be in continual
development at the primary age phdsewever, thenotabledifference with the
children involved in this study is that they consistently displayed difficulties with
regard to multiple communicatidrehavioursAdditionally, not only did the children
fail to display appropriate behaviours themselugselation to one or more of the
categorisations, they also failed to identify many of those behaviours in their peers.
Most of the data pertinent toishassertion originated from the observations

undertaken in the classmms, an example of which jsesented below:

Observatior¥ (Birchwood)

TA1(Kath)working with a group of six children out of the classm, implementing a

Literacy it er v e nteican Xo For o |

9.25am TAL1 notices one chil(Bimon, Pupil 3)s disengaged and is fidgeting with

his pencil. Moves over to child and reinforces behaviour expectations on the wall.
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Gives encouragement to him and a starting point for his writing. No eye camtact f
student.

9.45am Children working in paif [one of the pair is Simon (Pug@l)]. Simon leaning
over his partnero6s book, talking very c¢cl os.
cl ose t o sfadewhemptalking abeut tbeir plan to build aghespace ship

with their coloured pieces.

The observation above clearly indicates that Simon is displayuitple
underdeveloped noiverbal communication skills, for his age, in the following
categories as identified by Kel{2011) Eye contact, Gésres, Distance and
Fidgeting Simon also provided an example of his poorly developed Distance and

Touch skills during his research conversation, an excerpt of which is provided below:

Pupil 3 (Simon) at Birchwood

R e s e a rigther anyonéon the piground that you would go to who is your
friend?

Simon&r m, wel | I dondt have much friends. Bu
Milly and Chloe, sometimes | like to give my friends man hugs (ladghs).

Researcherdo they like that®
Simon:d¥eah (laighs). At least some of themdlo.

Harry (Pupil 5) at Cherry Blossomwas the only child identified with ASI
this studywho presented particularly wetleveloped norverbal communication
skills, in line with those expected for his age, as his Indiviégication Plan (IEP)

indicatesHarry was clearly able tonderstanénd interpret a range &dcial

expressios, as the excerpt from his research conversation indicates:

Child 5 (Harry) at Cherry Blossom

ResearcherdVh at 6 s your f ahingtodoiattséhooRubj ect or t

Harry:d doowt 6 kn
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Researcherél hat 6 s o0k .

Harry: Right this one was the trickiest of them all. | was right outside the door and |
had to zoom in. She was smiléing as wel

The previous exarptindicates that Harry is able to interptieait the facial
expression of smilingignifiesthat that individual is experiencing a positive emotion.
This suggests that Harry may be able to interpret a range of facial expresgions
their underlying emiions effectively, something which is widely acknowledged to be
challenging for mawy children identified with ASOdGrossman &agerFlusberg,

2012; Peterson, Wellman & Slaught2012 Weigeltet al.,2012). Indeed, the
researcher 6s o0 bdassroomasuggestthat Harry is Bbée tordetdtts
when a peer is experiencing a range of both positive and negative emotions by
interpreting their notverbal communication, most probably be interpreting their

facial expressions.
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Per haps Har ywelddevelppadietbal and hoaverial
communication skillare due to his successftiihgnosis with ASDHarry was
diagnosed with ASDand had been awarde&tatemenbdf SEN,two academic years
before the researcher worked with him, thus had been regeiupport which was
tailored to his specific needs for a significant time peridds is longer than all other
children identified with/under assessment for AiBiolved in this studyThe
interventions that the researcher observed Harry taking pagraa¥ particularly
high quality in terms of content directly
explain hiswell-developed skillsThese interventions will be explored in greater
detail in the next chapter of this thesis. Additionally, as exploredqusly, the
heterogeneous nature of childrere sul t s i n each chil dds needs
acquiring skills taught to them being different. Therefetegy r r y 6 s communi cat i
characteristics cannot be generalised to represent all children identifiedlSth
neither can those of the other three children identified with ASD involved in this
study. However, they provide a use$aimple with which to makeontextdependent

conclusions.

9.4 Importance of homebased relationship building

Of thenine out ofthe twentythreechildren(39%)involved in this research
who were identified as having successfully built and/or maintained one or more
relationships with otherhildren,six (26%)had originally begumplaying with that
friend outside of school. It appesdhat a relationship initiated outside of schad a
result of parents being friends or of living in close proximity to each other, strongly
increases the likelihood bbth effectiverelationshi forming and maintaining

The excerptbelow,from research coversations with two pupilgrovide

pupi | s0& d e siotratiopdf their hosneoriginatetdrélationships:

Pupil 5 (Lewis) at Birchwood

Researcherdk, lets have a look at the ones at playtane.

Lewisdr hat 6 s one o fotbaleMy fritnd Rilpylisaory thah ane witlo the
thing that he made. My two other friends a
wor ki ng. T(protogiaph insertadrbelavd)
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Researcher How did you become friends with Lennén?

Lewis d 6 v e n hinmsinee | used to live across the road from &im.

Researcherdk, do you play with him at homte?

Lewisd go to my Nannaébés because my Nanna | iv
out and play thereany Nannaods. My bNeacnanuasees my tyd smornv e d
friendd6s house.

Researcherof hat 6 s good, you musth get on well wit
LewisdWel | we do have a fight when |1 0m at min

even though heds got probl ems dhootan still

beause we get told offtA home we dondt , my mamo6j ust goe
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Pupil 8 (Rebeccaat Birchwood

ResearcherdCan you tell me about who you play with at playtithe?

Rebeccad t 6s nor mal Iy me and Naomi

ResearcherdOk, why do you thk you two are friend€?

Rebe®Bra:aue her Mam came to my Mamds weddi
webve beendo |l ittle babies.

Pupil 2 (Farouq) at Cherry Blossom

Researcherdo you live around here?

Faroug Yeah, in aflat. | play with Faris, myebt friend, every single day at a

football tournament ©&uod Daeddse go thet Bampul

Theexcept s above indicate that parental/ ot
precipitators of pupil relationshipghe observationsna research conversations
further suggested that parental/relational influences on pupil relationship forming
appear to be most important at two distinct phasésenidship forming

1. Initiating first contact

2. Maintaining established friendships
Parental fiendships provide aonthreatening method by which childreanbe
introduced to each other, requiring minireéfiort on the part of the childrghlowes,
1996) This is particularly useful to a child who experiences difficulties with forming
relationshipswith his/herpeers these childremften as the excerpts presented in
section 9.Jhighlight, struggle with knowindhow to initiate first contact ifriendship
forming. Additionally, childrenexperiencing poor social positioning frequently
struggle to maitain effective relationship®nce they are formedrhefollowing

excerptshighlight this:

168



Pupil 1 (Alison) at Cherry Blossom

ResearcherdVho do you normally play with at playtime, on your own or with other
children®

Alisort | ptay with Katiebutste 6 s not | etting me play, | ast
| asked her and asked her but she kept saying no, no, 1§o, no.

Researcher dVvhy®d

Alison Do@no6t 6 know.

ResearcherdHave you asked anyone aboutit?

Alisort dNo, justkeepittomyself.1ddrt | i ke tal kidg to peopl e

ResearcherdOk, what do you thinkyoumight do then@

Alison®ondt know. Say O6can | md doucheoset h you?ad

another pictured

Will (Pupil 7) at Mountford

Will: [when discussing his braghr 6 s f r d_aestriYdas Faul gos Some friends,
with some help, but now heds |l ost them al/l

It seems likely that maintainede | at i onshi ps bet ween pupil
conditions under which it is easier for children who experience social pasition
difficulties to maintain their established relationshipparents maintain effective
contact and seeach other regularly, then their children will often necessarily see each
other regularly, thus maintain good levels of contact. Additionally, pareay
provideeffective intervention support if/when incidsmiccur between their children
in which relationshipsould be threatened.
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Previous research has indicated {hetnts may have the potential to exert
significant influencaupon theirchilden6 s f r i end teimsgfdirect bot h i n
instruction andsupervision, as well as supporting theircrelb s devel opment of
appr@riate peenetwork Researclundertaken byrankel at al(2010) into the
effects ofparenta s si st ed Chi |ITdhiniegr{GF$)onkhein penmadegddi p
childrends f r arumlksohpogtiseffactd af patemtel inveleement

Frankelet al.were particularly interested in instigatingtherelationship
betweemumber ofplay dates (parents meeting uprftheir children to play together)
and peer interacti@on the school playground. They identifishthosed play dates
showed significanpositivecorrelation with two important indices of peer acceptance:
joint engagement and positive peer responsleganitiationsof children with lower
social positioningAdditionally, US-basedesearch undertaken by Sime¥srton
and Crump (2003) into the influere o f par ent al i nvol vement i
adjustment and engagement ideatlfthat parentahiv ol ve ment I mproves p
social competence, leading to improved school adjustment and engagement, to a
greater extent with girls. However, thesearchers did natefine what they
conceptualisea s Opar ent al itesdifficulgte determie wilicht h u s

parental approaches directly result in improved social competence of their children.

9.5 Selfmanaged social experiences

Of thetwenty-threestudents involved in the photography task and follow up
research conversations, only eigB6%)children indicated thathey would speak to
an adult iffwhertheyexperienced a probleon the playgroundor if they wanted to
make more friends in schodihis indicates thdifteen (65%)children decided that
they were more comfortable seifanagingheir so¢al experiences than ask for an
adult to assist them, even when this-sefnagement was of minimal succelse
excerpts below, from theesearch conversations conducted with the students, identify
p u p ladk sf@erception that TAs are ablestgppot them in managing their social

experiences:

Pupil 4 (Cole) at Birchwood

A

Researcherdl hat 6 s good. I f a child in school di d
think they would go and see aboubit?

170



Cole:Er mé nobody. 6Just ask them.
Researcherdo youthink any Bachers could help thed?

Cole: ANopeb

Pupil 1 (Paul) at Mountford

ResearcherdOk. If you wanted to make more friends in school what do you think
children would do®

PautéTheydd go around &nd ask people (|l aughs)
Researcher®oyuth nk t hey 6d eachdstahelythed? t he T
Paut&r , some of them might. o

Researcherd/Nhich teacher would you ask if you had to chodse?

Paul: &r é . | dodn Ot k now.

Pupil 6 (Jamelat Cherry Blossom

Researcher:dVhat would you do Jamésa new boy or girl started in school and they
wanted to make friends. What would you tell them to do you think?

JamesdVe l | , you can ask him émaéant hepdbadysaytady
you can Jamelut be careful because MrdlOs g ot a ubaaawayssay. 6 Yo
thato

Researcherdo you think everyone has lots of friends in schdol?

James@Gome peoplebs got school uni form | i ke |
dressing up, ités just a bit bHBoring you kn:
é

James6 | 6ve done my homewor k. 6
Researcherdo you ever get angry at school or stressed out about things?

James Hmm, maybe. A bit angry because sometimes the children carabdifle.
tsoundske a bit of a struggle with it.o

Researcherdo you calm yourself down o&?

James 0Yeah, yeah, yea.
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Researcherdo you think any of the adults could help you witl it?
James GGupposé
ResearchertHow?

James Dondét knbow reall y.

The excerpts above air@eresting given the strong pastdnale that TAs
have widely been accepted to undertake, particularly with children they work closest
with. Thislinks to the discussion ichapter2, section 2.20f this thesis regarding the
val ue of TAObBlaxkisdetald €£008) sbocheegor i es of TAs?©O
in school, most are directly associated with supporting teaching and learning.
However, the third category is identified .
Clearly, this strong pastoral relationship built between scmidren identified with
SEN and TAs has the potential to positivel:"
within the learning environment, particularly when TAs and children are working
together as part of an individuglipport structur€Devecchi & Rouse2010; Tucker,
2009) Additionally the strong connections that TAs often have with the immediate
school community can further strengthen this potential. Thise@gnisedy
Mindondo et alin their (2010) research the role of TAs in inclusive practdfahe
TAs are well connected to the school community, they might be in an excellent
position to support positive peer interact]
However, the data gathered in this study sugdes$tsa t poteAtialtd
support children in managing their slexperiencess not currentlyreachedn the
case study schawsampled for this researchhis could be as a result of ineffective
management of TAs, as was discussed in chapter 7, and presented in Figure 7.1.
However it could be the case that somepps were responding with some variation
of 61 would tell the teacheré when asked w
school, as a result of that being the taught response to such a question. It was the
impression of the researcher that childreayrhave responded in what they deemed
to be the correct way, yetight not have responded as such if the discussed scenario
were to occurHowever, this is gupposition on the part of the researcher and should

be treated with caution.
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Further researcto identifythe barriefsto students accessing support from
TAs in managing their social experieneesuld be usefylto further clarifyoptimum
design of TAsO® rolltesi anldi kelsy otntsatbi dtiuderst. s
potential support &fm TAs in managing their social experienceadssa result of TAs
neglectingo implemeninterventions that specificallgach the skills obuilding and
maintaining relationships. Instead, as will be explored further in the next chapter, TAs
in the resexh schools spent the vast majority of their time implementing Literacy or
Maths focusedhterventions.

It is important to note that this study was conducted in scinaigld good or
outstanding byDfsted, and whose Ofsta@tspectionreports specificallynentiored
thestrengthofs pi ri tual, moral, social and cultura
(2011; 2013; 2015)rhus, it might be the case that pupils attending the case study
schools are experiencing lower than average levels of bullying, victinmsatid/or
marginalisationas a result of effective suppsstistemsn place, successfully
supporing children in managing their social experiencBsus, theneedfor adultsin
the research schodis support pupils with their social interacticcmuld belower
than average. Howevas discussed in section Sthhedata gathexd identified that
nineteen of the twenty three stude{@3%)involved in this study were experiencing
significant social inclusion difficultiespanifesting as difficulties with bbtforming
and maintaining relationships with their pedrsus, many of the childrenwolved
were clearly in need of accessisigpport to better manage their social experiences in
school.

Of the eight(35%)childrenin this studywho expresedthe viewthat they
would speak to an aduit they had a problem on the playgroumdten asked who
specifically,all except oné88%)identified that they would approach the TA that
they worked with most fragently. Additionally, six of thoseeight(75%) children
who were open to approaching an adudire receivingsupport from a TAas part of
an individualworking structure It is therefore likelythe frequency and intensity of
the supportive relationship built up between children andi$Aaspredictor o Asd
postively supporting children with their social interactions and experiefi¢es.
excerpts below, from the research conversatimonducted with the stedts, identify
thes t u d gerceivedole in managingheir socialrelationshipof the TAsthey

work with on an individuasupport basis
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Pupil 2 (Zane) at Mountford

ResearcherdOk. If you were outside at playtime and you had a problem who would
you go and see about @?

Zane:AMly teacherd

ResearcherdAny teacher or some more than othérs.

Zane:l he teacher who is outside.
Resarcher: @Ok, what do you think they would say?

Zane:@Just sort it oudH

Researcherd f there was a child in school t hat d
think they could da®

Zane &ind a friend, ask them. Justay O6can | be your friendd a
6yes. 6

Researcherdood idea Do you think that any of thee@ichers could help with tha?

Z a n eep. Mi&sYM TA] but anyone really

Child 3 (Denis) at Cherry Blossom

Researcher Widat would you do & new boy or girls started and they wanted to
make friends@

Denis 6foucanrak e fri ends by talking to them. o

Researcherél hat 6 s ri ght . I f you had a problem in
to?0
Denis:AMiss W there she is (points to pictuod TAinserted. 6
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Researcherd/NVhat do you think she would séy?

Denisdonodt 6 know.

The above excerpts identify that some chitdneorking on an individual
support basis with a TA woulgel comfortabldo go tothat staff member if they
needed supportith managing a social relationship. However, when asked why they
would go to that adult, and/or hawat adult could help them, all children were
unable to articulate a clear reason/method in their resp@adeaps these children
wereso used to theif A supporting them in lesson time thay, éxtension, they
perceived thaTA as being able to support thehtough out of classroom difficulties.
This could be a consequence o¢thapeSZEA Vel cro
situation in whichTAsbecome 6 constantly focused on the ¢
(Shevlin, Kenny & Laley, 2008, p.147). Thusome children become reliant on the
support that individual TAs provide and lack confidence during independent working,
termed as 61 ear nomé& Scallg,|1981)Reehaps theseschildréntdre p s
experiencing a lack of confidence during independental experiences, thus are
relying onthe support of theif A in navigating these challengeget, the children
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involvedin this studyare unable to adulatethe ways in which TAsupport them in

forming effective sociat el ati onshi ps with their peers. 7
implementation of inclusive interventions could support pupils with articulating their

social inclusion needs. If TAs implented evidenced, highly structured interventions
systematically, then pupilsé communicati on
time. This would then support pupils with articulating their social needs, thus

i mproving TAs® abi |Inmabagingtheir sscialexyperiences.pupi | s w

9.6 Consistency in playtime routines
Of thetwenty-threechildren involved in this research| Bt three(87%)

spoke ofand/or were observed as having similar routines during playtimes. These
playtime routines appeead toconsistentlyencompass onef the following activity
structures
Spending time alone, in similar areas of the playground
1 Spending i me pl ayi ng wodusubllyptayingthedshneest f r i e
games
1 Playing football with the same group of children
There are a number daftudies thabaveinvestigatdc hi | dr ends wuse of
school playgrounds. However, there is a lack of research into the experiences of
primary-aged children identified with SEN on school playgrou@ise such study
was undertaken by @bleyet al.(2006)with studentsvho were identified with a
physical disabilityin mainstream primary schools in Yorkshis&ooleyet al
identified thathe mostcommon har act er i st i cwasthatt he student
followed specific, consisterrbutines.This was deduced to be as a result of high
levels of riskfelt by the studentsvhen changes tiheir existing routinesccurred
However, it should be noted that the researchers also found significant variation in the
playtime characteristics of theuglens involved in their study, dependent upon the
childrenthemselves and their age, personality, nature of their SEN, and also on the
attitudes of their peers.
This highlights the previously explored fitulty with making generalisatins
based upon tagorisatiorof SENs, due to the heterogeneous nature of childites.
following playtime activity structureshould therefore be weed with caution athey

are not widely generalisable, howeteeydo reflectappopriate céegorisaton of the
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playtimesof the pupils involved in this stugfrom across the three case study
schools

Spending time alone

Of thetwenty-threestudentsnvolved in this research, sevé0%)either
verbalisedduring the research conversatiansvere observed as spending nafst
their playtimes alone. This wastheras a result of them wanting to spend time alone,
or struggling to fornrelationships with their peers. To explore this activity structure
further, it is useful to discuss one of the children involved in the résspecifically,
that of Simon Rupil 3,Birchwood). Simon was able to verbally articulate his
thoughts and feelings regarding spending time alone on the playground particularly
well. Additionally, Simords playtime behaviours wetgpical of the othesix cildren
whose playtimegppeared to consistently encompass this activity strychurs are
likely generalisable to thexperiences of some of the childisampled for
involvement in thistudy As was exploreth greateretail in chapter 8,
Simon displgs many characteristics of Aistic Spectrum Disorder (ASD) arfishds it
very difficult to build relationships witbther children in school; he @most always

alone on the playground at lunchtime.

The excerpts below are from the research conversatidaertaken with

Simon andfocus onhis verbalisedhoughts/opinions on his playground routine

Child 5 (Simon) at Birchwood

Researcherd/NVhat do you usually do at playtime, do you like it or ot?

SimonnErm, i f ités a verty pgloaylt ipmayno mel fori @ad
like to erm, you know, get a few sheets of paper,beédire | do that | ask Mrs (01,
Heather)if | can do some drawingeni de because wel | , my body ¢
heat. It likes a decent bit of heatmdttao hot . 6

Researcher o tell me about where you usually go at playtime. Who do you usually
talk to®
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Simon ANell | like to talk to my Teachings8istants and my friends.

ResearcherdOk, what would you do of you had a problem on the playgraund?

Simm: dGo to a Teaching Assistant or a Teachber.

R e s e a rigtlesanyone®dn the playground that you would go to who is your
friend?

Si moEmr:m,6 wel | I donot have much friends. Bu

Milly and Chloe, sometimes | like tovgimyf r i ends man hugs (|l aughs

Researcherdo they like that®

Simon:dreah (laughs). At least some of thenddo

Researcherdave you ever helped anyone out at playtiine?

Simon&r m, well, my memory isndt theljged great b

people in the pad.

Researcherd®on 6t worry, what i sd your favourite t
Simon My favourite time of day is golden time, actually, a Friday night, | mean the
darkness and the sky and the linsghodls, itods
now in the Nursery here and on his first day | was really worried &hiou making

friends and thingd, mean on my first day hereused to plg by myself, in Newport

Primary[ Si monbés pr&vious school ].

Researcher did you choose to do tha?
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Simon We | | |l didndét chooseéewell, ités just tF
got all of this to myseld@ .06 Itbds just that

Researcher did you not know how to play with them that well?

Simon No.®

ResearchertHaveyou learned a bit more heré?

Simon: Ye8. Sometimes when | go downstairs | like to see if | can spot my brother

and if heds out playing I |Iike to have a |
is | want to be there for him so that if someoneibglls hi m | can say, Ohe
bullying my |ittle brother? Thatodés my | itt

not beb happy. 6

The above excerpts froBli mon6és research chehaser sati on
clearly experienced some difficultisth social inclusion at playtimes in his current
and previouschoos. However, his perceptions on whether or not he has successfully
built and/or maintained relationships with other childappear to differ throughout
the conversation. When asked howspends his playtimes, Simon answereded |
l i ke to talk to my t élewevenlategomatiesi st ants and
conversation Simon statéd e | | |l dondt Bimoenalsomuch friends.
acknowledgedhat he has had difficulty with determining heevplay with other
children, both in his previous school and his existing school, but suggests that his
skills have improved since he began at Birchwood.
Interestingly, Simon was observed by the researcher as consistently spending
time alone during playmes and rarely playing with other childrérhis would
suggest that Simas still experiencing difficulties with forming and maintaining
friendships, pro@bly as a result of poaocial competenc@lthough his friendship
skills may have improved, it @s appear that they are still not at a level that enables
him to form friendships effectivelyHowe\er, it should be noted that Simn
undergoing assessment for ASD, a category of SEN in which the symptoms
frequentlyinclude students preferring to spetimde abne, rather than with others.

This is oftendue to annability to cope with high noise levels atieeactive
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imaginationf those with the diagnosighich oftenallows them to play well
independentlyandcontently(Kasariet al.2011). Therefore Simon may simply enjoy
spendingplaytimes alone, thus the infrequent interactions that he has with other
children may satisfy hipersonalrequirementselated tdfriendship building.

Childrenwho were categorised as spendmngst of their time alone dihe
playground frequently stated in the research conversahahshey had formed
friendships witheithernamedor unnamegbeers However, unstructuresbservations
conducted by the researcher at playtipewided evidence to the contraigdeed,
thistheme was identifiedmongst children in all three categories of playtime activity
structuresOf thetwenty-threestudents interviewed, eigf®5%)named students that
they were friends wit, yet observations indicatetthat this was not the case. Often,
minimal interactions were observed betweengtuelents who were supposed friends.
Additionally, many of the interactions observed included the children involved in this
study following the peer(sthey wished to formelationshif with. This indicates tha
many children involved in this stydnay havevantedto formrelationships with
particularindividuals, yet were unable to do. #dternatively, these studentgere
perhapainable to determine the characteristics of friendship, thus couttbrrectly
identify which members of their class were friends and which werduniotg the
research conversatians

Interestingly, of thesevenstudents who consistently spentithane alone at
playtimes five (71%)were either identified with or were in the prosed being
assessed for AS[&tudies exploring the communication patterns of children
identified with ASD havadentified that these children often spend a significant
amount of their time on the playgrouabne Chamberlairet al.,2007;Greenspan &
Wieder, 1997 Humphrey & Lewis, 2008Kasariet al.2011). This is frequenthas a
result of children with ASD regularlgxperiencing highevels of selabsorption,
often manifesting itself as obsessional behavavound topics of particular interest to
thatchild. Consequentlyinitiating or responding to communication with their peers is
particularly difficult for children identified with ASDandthusopportunities to build
and maintain relationships with their peersaften limited(Greenspan & Wieder,
1997)

This relates t@ wider characteristic within the playground activity structure

of spending time aloné¢hat of spading time in quiet place€f the seven children
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who verbalised that they spend time alone, or weserved doing so at playtimes,

four (57%)were frequentlyspending their playtime in quiet spaces of the playground.
Indeed, a number of the photographs taken by these children are of quiet lspidices,
inside and outside the classroamwhich there were few or no other children

presat. Some of these photographs and the accompanying sections of the research
conversations angresentedbelow:

Pupil 5 (Harry) Cherry Blossom

ResearcherdHarry, can ya tell me about thiphotograpl?d

Harry:6T hat 6 s wher e | pltahye raerbosu nad ttuhnen etly raensd ctot

l'ittl e spberend thkéedsowrun around. 0

ResearcherdVMh at 6 s ni6tce about it ?

Harry: dNell you can see, even if someone is in a hurry | can still look from there and

watchpeoplel t 6s ni ce tohbeeoangotuirkme®d  not t oo
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Pupil 1 (Alison at Cherry Blossom

Researcherdo which one do you like the mast?

Alison: 6T his one this is the fox hole because weovVv:«

take some more pictures tomorrgiv

Researcherd. et 6 s tal k about that & ater. Why do vy

Alison:d t s very nice and qui elttheishandexci ti ng t
someti mes the foxes. 0

e

ResearcherdOh, | like this picture, what is that af?

182



Alison: &Er, the eading corne

Researcherd 6ve seen you go in ®hat someti mes, w
Alison: laughs). Yeah. When | feel alittlebitad | 61 | go lelsmegoher e. Mi
in there (points to a picture of Miss)Mt calms me down because | can justasid

no one is annoying me

Clearly,as the above quotations indicategny children who are experiencing
difficulties with socialinclusion appreciate the availability of quiet spaces in which
they can elect to spend their time. This is likely to aeigularly useful for those
children identified with ASD and/or BHD, as both of those categorisatia@isSEN
involve the child being particularly susceptibleotcer-stimulation. These children
typically displaysensoryprocessing disorders, which medhat they often lackihe
ability to use the neurol ogical process to
the environment, thus making it possible to use the body effectively within the
environmend(Ringlandet al.,2014, p.817)Consequentiythe escape that quieter
environmers afford enables children who are easily esgmulated to remove

themselves from situations in which sensory overload could occur.
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Spendingtimewito ne 6best friend, & usually playing

Six out of thetwenty-three(26%) children involved in this study
predominantly spenttimewithn e O b edutingplaytimespdda al | y a Obest
f r i ehom they played with outside as well aside of school. To explore this
friendship structur@n detall, it is usefuld presenthedata gathered from the
photography task and follow up research conversationRétieccaRupil 8,
Birchwood. As was explored in greater detaildhapter8, Rebecca is one of the
quietest children in her class.
Sherarely speaks to othehitdren or the professionals working witler unless she is
spoken to antias been diagnosed by the school as having delayed spebelcca
has one O6best friend,d Naomi, with whom sh:
classroom, as well asside theclassroom when allowetid do soRebecca discussed
her friendship with Naomin her research conversation, relevant excerpts of which

are presented below:

Researcherd®k Rebecca, I dm going to I|Iie all of t

choose some to tatk me about, ol

Rebeccadyesd

Researcherd/Nhere do you want to stad?

Rebeccadrhat one, it was my best friend Naomi doing hopscotch at playtime. | play
with her every day. She was trying to act funny in that picure.

é

Researcherdan you tdime about who you play with at playtinge?

Rebeccad t 6s nor mal Iy me and Naomi
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ResearcherdOk, if you wanted to make more friends in school what would yau do?

Rebecca E 6 m, Il would go and talk to Naomi firs

| would go and ask people if | could be their frignd.

The above excerpts indicate that Rebecc.
her relationshiglecisionmaking at schoolThis is indicated by Rebecstating in the
research conversationthei®é d need to talk to Naomi first
another child with whonto initiate a friendshipindeed, the researcher gained the
impression from the ad hoc observations on the playground and in the classroom that
thefriendshipwasequallyimportantto Naomias Rebecca\either girl wasobserved
playing withchildrenapart from each othevhilst the researcher was at Mountford.
Re b e ommaed H b e glaytime aciivigyrstouctures similar to that of all other
five children identified as playingredominantly with one child at playtime
Additionally, aswasexplored in section 9.3 of thisthesisp st of t hese Obest
relationships were initiated out of school, as the parents of the two children were

existing friends.
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It seems likely thamany of the children involved in this research were
adopting a one O6best fr i esultodthepsbcalskils me act i
difficulties. Perhaps these children deemed it more productive to put all of their
efforts into maintaining theiestablished friendship with one of their peers, rather than
into forming additional friendship3his is likely to have beeas a result of parental
involvementin initiating first contacto form relatonships between their children.
Initiating first cantact information of a friendship is often the most difficult aspect of
building and maintaining relationships in schdelankel & Myatt, 2003)Thus,
pupils who have successfultyvigated making first contact, with the supprtheir
parentsare unikely to attempt thisask with another chilthdependently.

The importance of football

In all three research schodttball wasa strong influencing factor in the
social dynamics of the schopfzrticularly forthe boys involved in this studiluch
of the topic of discussion in the reseaccmversationgocused on football; it was
clearly the most important indicator of sociakpmning for some of the beyThe
below excerpts from the rearch conversations highlight the focusfootball d

manyofthest udent s6 di al ogue

Pupil 1 (Brad) at Birchwood

ResearcherdVher e do you want to start? &oubve go

Brad: O, | went outside to take this picture and | took lots of my friends. Bailey, |

know Baileyliked getti;p hi s picture took. 6
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Bradhi ® one | dondét know, but this one bec:
it was nice but now itdéds turned out not ni
the craps are on one team and all the goods areonttheer t eam so t heyor e

making it fair. Like Jake, he alwaysgbéti s own wayo6so itdos not f a
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ResearcherdOk, so are all of the people that you play football with your friends or
just people that play®

Brad Tbheydr e my f r i ethethshe pabseskté& m€oehrly all ofdne | o f
time. Jake, even though he doesnat do anyt|
Hebs my friend.

é

Researcherdk , right, have you ever had a probl e

speak to an adult about @?

Brad: Ore at football. | said how about me Mark, Cameron and Jake and Charlie
and Reece take all the other good players, because they are all the good players, and
they said no so they went how about this, all of us take Brad and then we had a go of
that and | was by myself with all of them taking on me, and they beat me I think it was
5-4.6

ResearcherVow, t hat 6 hard isnét it?

Brad: reah. Then | had to tell my Nania Lunchtime Supervisoh ecause | di dn:
| i ke 1 t, theyaussal dBroahd igtobts bjeuastt bbuetc it wasn
unfair.6

Researcherdres, who was it that you toldl?

Bradd 6ve forgotten because it was in Year 5
Nanna Thompson | think,amheostaid, S| Mit$hs niHe
was all mad at her and she put Me, Charlie, Reece, Cameron and Mark and then all

the others and then Jake started having a
she said, 6it was unfai rhefnort hBeryads atiod ,b ed6 bbuyt
he scored four goals.® She said that, o661 d
unfair. o6 Then Jake went o4 andhseored.Theer t eam .

problem is that Cameron chooses the teams, Jake alwa/bigetwn way, Riley
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doesndét really bother, Mark doesnodot really
only two that really dondot really Dbother.
that him being by hi ms e lojustlmecauseit wabmeahdher pl .
the others they got more players and then Jake said that was unfair so they put Jake

on the team and took me off so thatdos not

to get his own wag.

Researcher Ok . t h at Blave yau eseh sseen @nybody on the playground that
plays on their own or is a bit lonel§?

Brad &1 mon . | al ways play football l i ke ever)
play football, he just has no onwantt o pl ay
to play football ?6 He played for a little
went out and he came off. | don6ét know i f

kicked it to him and he went off the pitth.

Pupil 6 (Fred) at Birchwood

Resarcher: Ok, why did you take lots of photographs of footliall?

FreBeca&duse | play in the playground, 1|i ke,
together and thein itodéds | i ke Year 4 and 3

ResearcherdRight, how do the teams work?

Fred:O0Nelikehae captains and then they pick peopl
people they start a matéh.

Researcherd O k it usualyy faird

Fred: &Sometimes, not all the tinde.

Researcherd/Nho are usually captaing?

189



Fred: &Sometimes it changes. Scottis alsvayt he captain every singl
thougho

Researcherdo you all get on well or do you have arguments sometidnes?

Fred: Ve get on well | thirkk

é

Re s e a r Okh[Roryou usially play with the same people at playtime or different

people®

Fred: &Same people because they always play foodball.

Pupil 4 (Alan) at Cherry Blossom

ResearcherdWVho would you say your friends were at schéol?
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AlanndHe 6 s t he best at football. ltds too muct

(He thennamesl1 peoge pointing to the following pictujed

The importance of football in building and maintaining friendships was also a
theme to emerge fromesearch conducted by Jagjoal.(2009), which focused oithe
initiation and maintenance of friegldip groups through physicalc t i vi t ys Jago e
researclwas conducted with 10 and 11 year olds in mainstream primary schools in
England andthus falls within the agesf interestfor this study It is important to note
thatJagoetd s st uat gxclusieely conducted with children identified with
SEN consequentlgome ofthe findings from their resezh may not bedirectly
relevant to this studyHowever,it is likely that some children whose abilitifdl
within the SEN category were presanthe schools in which the research was
conductedthus the conclusions from this reseaach important to consider

Jagoet al.identifiedthatstrongphysical activity ability was perceived by
almost all boys as a desiralalearacter trajtwith increased abilitystronglyassociated
with bothpopularity and peer leaderst{f¥eiss & Smith, 20R). This assertion
clearly emergefrom the data gathered in this study, as the excerpts above indicate.
Bradd &Pupil 1, Birchwood)long explanation of the dynaos between the players of
football in his school indates the strong influence social positioning that football
holds. Brald s f o Isthtemerhighfightsthat footballalso has amfluence on his
personaf r i e n dsatieps :evéE n t do@nythihg fome in thatbalk bud t
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you knowH e 6 s my This statemenitidicatesthat Brad is more likely to regard
someone as a friend if they behave favourably towards him during football games e.g.
passing the ball to him, picking him to be beit team.

Jagoet al alsoidentified that physicahctivity ability was less important as a
predictor of popularity amongstgirls |t appeared that girlso fr
alsobasedaround their physical activity abilitieso some girls with stng physical
ability formed friendships n st i gat ed b wrsanmethirigcimiladnd | | clubéd
others who displayed poorer activighility formed friendships thaterenonactivity
ability based. Indeed, for those children who displayed poor acaibityy, their lack
of ability was often deemed essential for memiiprso their friendship groups.
However,unlike he boys, girl sé separate friendshi)
Opopul ard membatrkeofthae sabnddipjgrotphas O6f oot b:
withtheboysThus, girl sé popularity was spread ac¢
groupings, rather thgnstone, activity ability lased grouping, as with the boys.
Nevertheless, girls did acknowledgead hoc conversations with the researctieat

theydeeme d me mber s hi pgrogda st men 4G frpotriialnlt f act or

popularity
The I ack of girlsoé participation in spo
many barriers still exist that ma&ke girl so

result of a problematic disjunction between sport and femininity (Roth & Bascow,
2004).Girls often verbalise their desire to play football, but are hindered by gender
specific barriers to their participation. Research undertaken by Newman, Woodcock
&Dunham (2006) into childrenbds perceptions
of the primaryaged girls they interviewed wanted to play football but found the boys
who playedoo physically and verbally intimidatingp approachlt is likely that

children who have poor social competentay feel even higher levels of intimidation
at the prospeaif approaching those who displggod physical activity skills.

Newman et ab 006)researchused photography as a method to stimulate
conversation durinthe interviews with the children that were involved in the study.
However, unlike this study, the researchers took photographs of the children, rather
than gave the children the autonomy to take the photographs them$akes.
researchers did, however, cambé that the photographs enabled greater engagement

in conversation from the pupiinvolved, predominantly through the mediumstdry
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telling. Further conclusionsegarding the use of the photography methogdleyed in
this research are presentater n this thesis.

Football is historically e cogni sed as bwathtradgionally 6 boyds s
maleassociated characteristiobmasculinity and strengtstill strongly associated
with footballing ability. This may make it particularly difficult for ¢tifen identified
with some tpes of SENs to be acceptedpasficient footballes, for exampldor
those whaexperiencehysical or motor dficulties, as their strengthnd masculinity
may be deemed inadequdatetheir peersThereforejt may bemore difficult for
these boys$o hold good social positionirig schoo] as paying football has been
seen, both in this study and many oth&ryde a strong predictor bfgh social status
(Clark & Paehter, 2007; Jago et.&2009;Renold, 208; Swain, 2000).

It appearshoweverthat some boys involved in this study have been able to
mask their social competence difficultieg displaying proficiency in football
playing. The research conversations and observations conducted in this study
indicatal thatall boyswho displayed good physical activity ability were respected by
their peers, thus were given higher social status amongst their peers and were better
placed to form relationships with their peers. Howewdrether these relationships
result in the formatio of friendships is uncleafhree of the boys who stated that
their football proficiency was high, and was observed as such, still were experiencing
difficulties with forming friendships

It seems likely thathildren identified with SEN are able itmprove their
social status by engendering respect from their peers for their high footballing
proficiency. However, thesehildren are still experiencing difficulties with forming
andmaintaining friendships; thesocial competence difficulties aoftendetected by
their peers during classroom activity and when not engaging in fookhak, the
teaching and learning @fiendship skills is stilcritical in enabling these pupils to
effectively form and maintainhe friendships that they desire

9.7 Lack of relevance in verbal communication

Six of the twenty thre€26%) pupilsinvolved in this study displayed a lack of
relevance in their verbal communication at various times during the regesicti.
Irrelevance in verbal communication was identifigdtire researcher during

communications with seven of the twenty th{8@%) pupilsinvolved in this study,
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four of whom were iéntified with ASD, andhe othetthreeof whom were identified
by their Teachers/TAs as having some formaaditionalspeech, laguage and
communicatiomeedqSLCN). Some excerptBom research conversations in which
pupils displayed what was perceived tarpelevance in their verbal communication

are displayed below:

Pupil 5 (Robert) at Mountford

Researcherd s Mi s &, DB/SENCQjLabs t he same or differen
(Janet TA3)D

Roberté6res. The same. This is going to be in t
Ok | e& 6s go.

Researcher&6voub6ve already had |l unch Robert. Il s |
day?6

Robert®©Ok, i tds time for |l uwnch | ets go! (ent hu
Researcherd t 6s not | unchti me R6ébert. Would you

Robert (lodks atpicture of the drawings he did at lunchtirbelow). But my baby
chair I lost him. | lost my baby chaim here but | lost this one Migs.
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Pupil 7 (Will) at Mountford

Researcherd/Nhat about in the classroom? Does somebody helpdyou?

Will: 8hat do you thinkds up here in the brain
Researcherl dondot 6know Wil |

Wil:d t 6s something beginning with,6ités a ty
Researcherdl' Rex, got it. So who helps you to calm down the @ost?

Will: d dondét know, |l 6ve forgotten.

Researcher6 That 6s ok. 0

é

ResearcherdOk, so what do you think wil help you to not get frustrated in the

classroom®d

Will: dres, give me a dinosaur picturetocsloui n and t o do ori gami v

ResearcherdOk, but what about when you have to do your normal véork?

Will: (pauses)&hall | tell you something abbhiow they look? Look dlheir coats,
theyodore the same. 0

Pupil 6 (James) at Cherry Blossom

Researcherdo you think everyone has lots of friends in schdol?

James&Gome peopl ebdbs got school uni form | i ke |
dressingp, i tdés just a bit boring you know, pe
wear my tracksuit bottoms, but someti mes t|
school trousers on instead. Wait a minute,
matter] 6 ve got my plimsolls instead. Guess ho

One minute, sometimes two minutes. Sometimes you know about 10 éninutes.

The above excerpts from research conversations indicate thapspitse
involved in this research preded what were perceived to be irrelevant responses to
guestions asked by the researcher, for exampleansliveringshall | tell you
somet hi ng ab ouwhentasked the duestiahWwihatk @b out when vy«
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have to do yoandJamesan®sa i snagpadkPdopl eds got sct
uni f 6r méen as ke doyoulhink ayaryere hais lots of fhiends in
s c holotl ?7vbas apparent to the researcher that
that had occurred immediately preceding theaegeconersation. James was
frequently last in getting changed for spartd had been that mong, which had
resulted in higeacher sanctioning hirRerhaps James was unable to separate his
thoughts around the preceding incidantl the questions asked by teeearcher in
the research conversation.
Yet, all of these children displayed relevance in their verbal communication
throughout the majority of answers given to the questions posed in the research
conversations. This suggests that these childrenwegze ablo det ect t he r ese
intention when posing the majority of questions asked in the conversations, therefore
perhaps were able to detect the I|literal me,
most of the conversatiofurther analysis of the instegs in which irelevance was
displayed indicatethat pupilsmost often answered with an irrelevatdtementvhen
a guestion was posed that was of a more sensitive nature than had been asked
previously. This suggests that either students found the sensdiure of the
guestion more difficult to interpret than
unable to conceptualise relevant answers, or, students answered irrelevantly as a result
of their discomfort with the sensitive nature of the question.
This relates to the discussion on pupil
9.2. Children were identified as using humour inappropriattlen presented with a
situation during their research conversations that they either:
1. Did not understand; or
2. Were uncomfortable to engage with.
These two potential causes of ineffective humour appear to translate to irrelevance in
verbal communicatiorHHowever, the difference with irrelevance in communication is
that there is no effective use of irrelevance, asgtappeared to be with humour.
Additionally, as with effective or ineffective use of humour, irrelevance in
verbal communication appears to have a strong influence over the social positioning
of that child within the classroom and wider school confExé pupilswho answered
some researchgrosed questions irrelevantly overwhelmingly experienced greater

difficulties with social inclusion than those who answered all questions relevantly;
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they were much more likely to play alone during break times anel pexceivd as
omor e di f f er-8BNpders.dlyis peréeptionrbecante mpparent to the
researcher during 6ad hocdé conversations t
pupilsin the classrooms iwhich thepupilsparticipating in this researahere based.
Words such as O6weirdé and O6stranged were u:
pupilswho displayed irrelevance in their verbal communication, strongly indicating a
lower social positioning of these children.
When analysing instancesiofr r el evance in childrenbs Ve

the same three topics as were predictors of laughter appeared to be predictors of
irrelevance:

1. The nature of support for academic work that the pupil receives

2. The relationships/friendships that the child vimagy not have formed

3. Emotional and/or behavioural difficulties that he/she may be experiencing
This further highlights the need to teambpropriate responseswat could be
perceived as sensitive questions by the child identified with SEXaagchildren
are clearlyemploying what they perceive to be appropriate responses to sensitive

discussions, yet are displaying a lack of social competence in their responses.

9.8 Summary
This chapter has identified and explored a number of themes to emerge from

the data gathered, relating to the social inclusimaracteristicef the group of
children involved in this study. These themes include: lackinggsedieness;
ineffective use of humour in verbal communication; urdkareloped notverbal
social experieces; consistency in playtime routines and lack of relevance in verbal
communicationThe number of children in this studgentified with the abve
characteristics isummarised in dble 9.1.

Table9.lindicates that high proportioms the pupils involvedn this study
are experiencing multiple challenges to their social inclusion in the schools at which
they attend. Only four pupils, of the twerityee(17%)involved in this study, are not
thought to be experiencing difficulties with social inclusiondgignally, it is
striking that all pupils involved in this study are identified as experiencing consistent
difficulties with multiple norverbal communication skills, as identified by Kelly

(2011). Perhaps the four pupils who did display-merbal commuitation
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difficulties yet were not identified as experiencing social inclusion difficulties, had
empl oyed strategies by whi ceverbat hey coul d 6 m
communication skills.tlappears that, for sonoé thesepupils, effective use of
humourwas the vay in which this was achieved.
Furthemore, it appears that the characteristitsocial inclusion difficulties
for the pupils involved in this study are complex, and encompass a multifaceted
interplay between specific communication skills,ibeerbal and nowerbal. Thus, it

appears that there is not one spedkit! which is apredictor of difficulties with

Table 91 Number of children identified with social inclasi characteristics in this

study ( by descending number of pupils

Characteristic Number of % of

Pupils (n=23) pupils
(n=23)

Experiencing consistent difficulties with multiple | 23 100

nonverbal communication skills

Experiencing difficulties with Social Inclusion at | 19 83

school

Selfmanaging social experiences 15 65

Successilly built/maintained a relationship with 1 | 9 39

or more child

Lacking self awareness 8 35

Ineffective use of humour 7 30

Spending playtimes alone 7 30

Displaying lack of relevance in verbal 7 30

communication

Displaying aggressive behaviours 6 26

Seending playtimes with|6 26

playing the same games

Friendships initiated at home 5 22

Predominantly spending time in quiet places of | 4 17

playground
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social inclusion. Consequently, it seems likely that an approach by whide prepi
encouraged to develop a range dfedtent sociakkills, could be effective in

overcoming the challenges to social inclusion that these pupils face.

9. 9 Pup.idclasion chamacteristits and the process of sociahclusion

It is possble to link the findings in this chapter to tlteratureinformed,
researched e vi s ed oddceulr roefnts ont i a B.2)/firatpresansedion & ( Fi g1
chapter 3:lte model is again presedtm this section for ease of referenchis
chager has preented data that aligns with the practcentated sectioof Figure
3.2, particularly in relation t&tages two and three of that sectiondantifying
pupil sé O6problematic soci al rel aAsihasns hi pso
been previasly discussed, the stages depicted in the model should be viewed with
caution, as they are strongly irderked. However, they do provide a usetobl by
which the data gathered,n r el ati on to pupilsd soci al I n
TAs 6 i rothepmwaess ef social inclusjaan beanalysed angresented.
It is clear thamanypupils are electing not to involve TAs, or indeed any other
adults, in supporting them with their social experienttds also cleathat the vast
majority of paricipating pupils in the three research schools are experiencing
difficulties in forming social relationships with their peers, as on{$®%) of the 23
pupils involved in this study had successfully builtr@intained a relationship with
oneor more chitl in schoolConsequently, it is apparent that many of the pupils
attending the three schools involved in this study are experiencing marginaliaation
identified asStage 3 in thgracticeorientated section ofiure 3.2 This is
particularly surprisig given that the schools inwad were purposively sampled
accordingo their inclusive ethos.
It is consequentlypossible to make what Bassey (1998) terrdsfau z z y
generalisationp u p i |-mahagedesdcifl experiences eoatributingto pupilsd
experenced difficulties irforming sodal relationships with their pe It is
important, therefore, toonduct further research ientify whether or not adult
supportin managing social experiencean engendegoupilsdbuilding of social
relationships wth their peersDatapertinent to addressing this aisopresented in

chapter 10.
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Figure 3.2 Current Model of Social Inclusion in Mainstream Primary Communities

Current Model of Social Inclusion in Maintream Primary Communities

Theory Orientated Policy Orientated Practice Orientated

Focus on academic outcomes Heirarchical community valuing

N academic achievements
i A
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v v
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Stage 3 Social participation

N
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Additionally, chapter D will investigate whether, asdure 3.2 predits, the
current lack of support afforded to pupils in managing their social experiences is as a
result of a schoelevel lack of focus on socially inclusive interventions, stemming
from a policylevel focus on academic attainment. This will enable recamlatens
to be made in chapter 11, relating to TAs©®
SEN in their social experiences. Finally, recommendations for further research will be
made in chapter 11, which specifically focus on reducing the difficuitigssocial
inclusion that the pupils involved in this study have been identified to be facing.
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Chapter 10: Data presentation and analysisT A scé@renti nf | uenc e

social nclusion

Chapters 7 and Baveexploredthe datapertinent to the roles and

over

responsibilities of TAs involved in this study, and the social inclusion of thespupil

involved inthis studyrespectively This has enabled the identificatiand exploration

of themegelating to the research questionsiforestigation in this studyrable 10.1

presents a remindef the themegxplored in chapter7 and9.

Table 10.1 A summary of théindings presented iohaptes 7 and 9, relating to

characteristicsof TA&r ol e s

and

pupil so

soci al

T A s Oes and tesponsibilities

(as discussed in chapter 7)

Pupil sdé soci al i
characteristics

(as discussed in chapter 9)

TA: Jack of all trades and maste

of none

Lacking selfawareness

TAs: Leaders in learning

Ineffective use of humour in verbal

comnunication

Importance of experience

Underdeveloped noiverbal

communication skills

Accountability vs responsibility

Importance of homéased

relationship building

Inadequacy of pay and contract

Selfmanaged social experiences

Overqualificationof TAs

Consistency in playtime routines

Status and respect

Importance of figureheads of

management

Lack of relevance in verbal

communication

ncl

This chapter wilbring the two previously explored evidence bases together to

present data that identifyAs6

current

| prbcess ebac@lenclusiore r  t

usi

h e

pu
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for the pupils involvedn thisstudyT hi s chapter expl ores aspect

responsibilities whiclare thought talirectly influence the characteristics identified in
chapter 9, imelationtop u pi | s & s o The thdmesiexploredirsthisacimapter
include: TAs: behaviour management specialiBfssimplementednterventiors;
Pastoral relationshipand,Role-blurring. This chapter presents data primarily
gathered through serstructurel interviews with TAs, Teachers and Headteachers
and observationsf TAs. The datgresented predominantly relategégsearch

questions two and three, presented below:

Q2: What is the current influence of TAs on the social inclusi@aracteristicef
pupils identified with SEN?

Q3 What strategies can be implemented to effectively allow TAs to promote
successful inclusion of pupils identified with SEN?

10.1 TAs: Behaviour management specialists

All TAs observed in théhree case study schools spenigaificant proportion
of their timewith pupils reinforcing behavioural expectatiohsall observations
undertakerfor this study, TAs spent the majoribf their time eitherreinforcing
behaviourexpectations with pupilsr scaffoldinglearning.Thetem &éscaf f ol di ng
lear ni ngdé i s utsrepdesengnu itdhiinsg tedimangaradkrre n 6 s
development by a more knowledgeableladStone, 1998). In this chapter
6scaffol di ng Itheacademioarepts studiadsireaggivem session. It
is accepted that scaffolding learning can focus on social skills concepts, hdaever,
the purposes of this chaptéris assumed that the focus deasonis on a
Maths/Englishconcept, as this was most frequently observed

TAsd f ocus ehaviourexpectatonssimilargothb findings of
Trevor Kerry Q005), whaodentifiedé b e h a v i 0 uas a keywcorapgremt idis
typology of TAs. Kerry defines the role adnvolved with behaviour support with an
individual or with groups, includinghonitoring and control, and dealing with parents
in issues of pupil behaviodfp.21). In this studytwo distinctcategories of behaviour
managementpporoaches were identified, whiclan be separated accordioghe

setting in which TAs were based
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Whole classesBehaviour focused

TAs undertaking a classroebased role, workingvith a varied group of
pupilsin the same classroom in whiathole-class €aching was occurring, were most
likely to spend their time reinforcing behaviour expectatidiese epectations
were, virtually exclusively, set by the teacher present in that classidosrapproach
manifested as TAs autonomously identitymhichpupilsto work with, in supporting
them to manage their behavioural reactions to the learning task set teather.

TAs wouldtypically support a range of studemsa given lessgrattempting to
anticipate any c hhatcqld sigger ohallengipgidispgags ofmo o d s
behaviourTAs would the attempt to mitigate theshanges so that whole class

teaching could continue without the Teacher having to intervene and tackle
problematic behaviouihe excerpbelow, from & observation at Cherry Blossam

Year 5, provides evidence for the above assertion.

9.50am: Literay

Student Teacher undertakingim teaching, TA4 (Gina) supporting

10.09am: Alison and Tyrone working on a teaeassigned taskyriting words on

flipchart paper. They turn the paper arounddahl i son asks O6do you wan
t o me?0 Fawaypcdearly Uncomflertable ardirugs his shoulders. Alison

begins to go red and starts fidgeting with her emotion cards.

10.11am: Gina is working with Alan as heods
concentration. She scans the room and sees Alison looking upset, assigns Alan a task
and moves across to Alison to ask what the probleBujgports her teaalm down

and assigns a task ftwer to complete independently.

10.17amFar az <call s out t He @sruptingtte athersmrghish e 6 s st
table bymaking them lauglGina noves across to sit with him to explain the task.

10.20am:Tyrone is laughing loudly and distractimghers. Gina calls to him fdris
attention and points to her eyes to show s/
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10.25am: Alison is in the reading corner playing with adwhime, whichs

disrupting the lesson. Gina moves over to her and removes the wind chime before
moving her back to her desk and assigning her another@sk.reminds Alison to
use her emotion cards sagnifyh o w sdfdelmg@rather than leave hersleand

wander around.

10.28am: Tyrone r e finsguctiorgo géeton withohiswarkw Teac her
Gina moves over to him and discusses the 0.

move him back to his seat and calm him.

The above extract indicatée significart proportion of time Gina spennh managing

behaviour compared witscaffolding learningn a given lessarGina movecder
attentionbetweemupilssix timesin al7 minute perioaf the lessopworking with

four differentpupils All instanes were in an attempt to either prevent or reduce

p upi $playd of dhallenging behaviowsually rooted in loss of concentration/lack

of understanding relating to the teachssignedtaskc hi s suggests that Gi
priority during whole class teachimgas to ensure th#éte teacher waable to follow

her lesson plan and that pupils were able to engage in the lesdeed, when

interviewed,Gina explained her method of support during whole class teaching:

Gna:d think ito6s e xgoaenanygears, and bhave moticedkoven g f or
the years that a child who is misbehaving, there are a number of ways that you can
deal with it. | try and deal with ias much as | can, without disturbing the class, so

itds Jjust &dactics |Iike that.

ResearcherdOk. Do you always work with the same children or does that vary @ bit?

Gnad t 6s mainly those children who are | ow
behavoural problems. Like with Farate needs to move all the time, and you know,

once you get to knoachild you will know what he needs, if he needs to move then

you have to find a wajystwardthdteatherkoiberebletbt 6 s ha
teacho
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(TA4, Cherry Blossom2014)

Gi n a 6 sidentity that ker priority during whole class teachfoguses on
supportinggt he t eac her .dThis fiodeng isdiilae to that of Bust@en& h
Goodm@old)st udy i nto SENCOsd perspectives on
The authors suggestétat manyadditionaladults in agivenclassroons learning
envronmentwered ¢ r o wd  céinrhis apprlodctd As sitilisetheir strong
understanding of individual pupil sé behavi
enabler of the qualitfirst teaching of the teacher, theisdeavouring to allow as
mary pupilsas possible to access the teaching at any given However, he
authorsargued that this approagrasoftennot effective increating a nurturing
environment in which pupils fekupported to leatrPupils werefrequentlynot
exposed to situaihsin which theirlearning wasscaffoldedoy additional adultsas a
result of thea d u fo¢usod behaviour maagementandconsequently pupils were
oftennot supported to become independent.

Small groupsLearring focused

TAs undertaking a role supging pupils as part of small group arrangement
or on an individuabasis outside of the main teaching classroaere most likely to
spend their time scaffolding learninthus,it appeared thananaging bleaviour did
not demands much timdor TAs working with small groups or on an individual
basis, than for TAs workin a whole clas®ased rolelt couldbe argued that this is
as a resulof fewer children being present within small grouprking arrangements
resulting infewer instances of prodinatic behaviour occurrirand less time
demandedor TAs to resolve thesdt could also be argued thiwer instances of
problematic behaviamay have occurredue to change in contexhe TA was the
most prominent adult in the small groupad thus ommanded more respect from the
children,whereas in the classroom the Teacher was the most prominent adult.

However, there were significant differencedbehaviour management
strategieemployed between TAs working with small groups and those workiting wi
whole classesAdditionally, observations identifiethat similar displays of behaviour
occurred from pupils both in whole class s&i and in small group settingeet they

were fewer in number during small group workifi@is suggests thdtAs may have
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employed more effective behaviour management appro&mhtee pupilsinvolved
in the small groupsenablingmoreopportuwities for scaffolding learning.
As was identified in the previous sugection thebehaviour management
strategieemployed dung whole class teaching focusedremforcement of teacher
set expectations. Howevatr out of the 478%) TAs observed, whavere employed
mostlyin small group workings, devised and implemented their log&raviour
management approachéssummary of hee approaches is provided iafle 102.
The behaviour management strategies identified in Table 10.2 identify a wide range
of approaches to overcoming problematic displays of behaviour. However, the
common feature of these approaches is that TAs havéogedethem to utilise only
with the small groups that they support outside the main classroom, and thus they are
separate from the teacha@eveloped whole class behaviour management strategies.
Consequently, these approaches can be argued to be persiawalieesmall number
of children with whom they are employed.
When looking in greater detail at the behaviour management techniques
presented in Table 10.2, strong examples of personalisation can be identified. An
example of this is with the raffletiekt st r at egy that Lorraine er
small groupings were particularly male dominated, with many of those boys being
interested in playing an ararglated game on the playground. Thus, there were many
afimyr el at ed pri zes i thehoystorctoose feod g/wherhtteg b ox f or
won at the end of the week, for example small soldier figures, paper parachutes and
khaki coloured pencils. Lorraine had identified personal motivations of the pupils in
her small groups and had tailored her behauieamagement technigues to take
account of them. Informal conversations with Lorraine indicated that she ensured the
interests of individualsdé in her small gr o
her raffles. Consequently, pupils could be arguedtober e r esponsive to L

techniques, as they understood and identified with the rewards.
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Table 102 A summary of théoehaviour management strategléss devised and

implemented with small groups

Behaviour management approach

Description

Stickas

4 TAs(Lorraine, Lara, Gillian & Li)had
personalised sets of stickers that they had
purchased for use with small groups. They
wereused as rewards for good pieces of w
and good displays of behaviour.

O6Perfect Partner s

Lara created thig/all chart, which she
displayed on the wall of the classroom in
which she was working with small groups.
She had the names of letudents on one siq
and would put ticks next to one set of
partners at the end of every session, to del
the pair that hadiorked most effectively
together throughout the session.

Raffle tickets

2 TAs(Lorraine & Gillian)in different
schools gave out raffle tickets to students f
good pieces of worknd/or good displays of
behaviour. At the end dhe week the raffle
was dawn and winners were able to draw
something out of the prize boxes.

Pebbles in a jar

Nicole had different jars that corresponded
each intervention group that she supporteg
She would carry the appropriate jar to each
session and pebbles would be pufar good
work/good behaviour. When the jar was ful
the whole group would be rewarded.

Names on a whiteboard

Claire wrote pupils
of whichever classroom she was in to
highlight problematic poor displays of
behaviour. These namssrved as warnings
for the pupilsShe would rub them off if
pupils showed good behaviour later in
sessions.

Playtime helpers

2 TAs(Maria & Nicola)rewarded pupils, at
the end of sessions, who had produced go
piece of work/showed good behaviour with
helping them to put equipment out during
playtimélead the classroom out to the yard.

It can be identified h a t TAsO

personalising of behaviour management systems. All TAs involved in this study were

respomsible formanaging the safety of pupils on the playground at break times, with

many TAs also spending time on the playground at lunchtiliasy studies into
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TAs O r ol e atiesthave identpieplayground duties as a kepmponent
of their day-to-daytimetable Groom, 2008. Thisrole on the playgrounenables TAs
to gainunderstanding@fupi | s6 rel ationships with their
social ineractions and tparticipate in TA to pupil interaction$As can then utilis
these undrstandings in designing their behaviour management systems.
Indeed, as can been gsae Table 102, Maria and Nicoldoth clearlyutilised
their understandings from thewle on the playground to support their behaviour
management techniquddoth TAsrewarded pupils for examples of what they
deemed to be good work or appropriate behaviour by allowing those children to
support them with playtime resources@tead out their classes to the yard for
playtime.Thisindicates that Maria and Nicolsoth identified an opportunity for their
role on the playground to support their behaviour managestrategies
This finding relatestdo hat i denti fied as a result of
conductedn support of aiMPhil degree. A TA at Riverdalgtaed, 6T hat 6 s t he way
we support them, we get to know tidé¢B8addler2014). The high level of contact TAs
typically have with the students they work closely wiibth in the classroom and on
the playgroundenablesnh ol i st i ¢ under seedsto dascertpinedlf a pup
This understandingvas discussed in chap®2, when exploringhe pastoral role that
TAs often undertake with the pupilgth whom they workTAs oftenform
understandings ateeper leve than is possible fofeaches to ascertai, due to the
higher number of sidents whom &achers usually work witfbevecchi & Brown,
2013. Consequently,itcabe ar gued t hat TAsO bghavowonal i se
management may be more effective in some casedftbse ofTeachersFurther
research intthese systems would be useful in identifying characteristics of effective

behaviour management systems in different contexts.

10.2 TA-implemented interventions

As was discussed in chapter 4, the majority of papers evaluating TA
implementd interventions explore interventions which focud daaracy/Numeracy
relatedconcepts. Of th&5 sssonsin which TAs were observed implementing
interventions with small group&1(73%)were focused omrmplementing
interventions that supportguaipilswith conceptexclusivelylinked to English or

Maths However, 4interventions observeidcused specifically on building social
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competence with pupils, thereforere deemed by the researcher to be particularly

related to the areas of interest for this iheEhese 4 interventions can be strongly

l i nked t o pupichasderisios,@s irfdrmal congersatienis with the

school sé6 staff me mbleeensemployedy toesth@bwititheh at t hey
broadaim of improvingp u p expesiéncesf social inclusionHencethe data

explored in this sectionan be analysed in relation to the ideal and current models of

social inclusionpresented in chapter 3.

It should be noted that none of the schools were gathering longitudinal data to
measurehte impact of the interventions presented in this section, therefore, their
influence on pupilsédé social inclusion and/
Nevertheless, it is relevant to present these to the reader, as they pertain to the
answering of RQs and 2. The implementatiasf these interventions relatesToA s 6
responsibilities within their roles at the three research schools and TAs were asked to

I mpl ement these interventions with the aim

Observation 1: Hppy Book

TA (Sarah)is working on an individudbasis with PaulPupil 1, Mountford
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1.10pm Paul and TA workingndividually on a table outside of the classrodAaul
is drawing a picture. TA sayds Iloiyloas ywawm tcmlt

me two things that have made you happy thi:

Paul gets a book for TA to show her and shows her his reading journal, which he has

been writing in.

TA asking questions about book Paul has be

owht did you I ike about it?0

1.15pm: TA explains to researchbiat sheand Paul share a love of Star Wars.

1.18pm: TA asks if Paul has any stickers left to get this week, oh#sheeceived any

raffle tickets from another TA.

1.20pm: TAgoestowet t he date in Paul 6s Happy Book ¢

and write down some things that he is happy about this week.

1.25pm: TA asks Paul if he is ok with her
dates and writes about what they have been doitige session. TA then asks

guestions about Paul 6s homelife: dédhow is E
w e e k ePaud tell§ a story aboutis Mum knitting jumpers for him and his siblings

for Christmas.

1.30pm: TA writes |jtalinglPauekadtly whatestee dsiwmtigg. Recor d

1.33pm: TA says 01 6m goi ngoPaubgroars.kTheyy ou b ac

then have drief discussion about how Pakin ows t hat Santa isnoét r
that i1t isndét kihmd .t dHet alels potnhdesr wd itihl, d réehmimm
| 61 | Paultalcekn 6dr aws a picture in his book the
see and she says O6tPhat 6 afyisne 66 6de lii kegit@g

mysel f i n my magkpiflanybodycelke has ahyespetiahpens and TA

replies oO0no. 0
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1.35pm: TA tells Paul that the session has endedak@$ Pauback to his main

classroom.

Observation 1 presents data relating to aifalemented intervention
programmeindependent im discretesubject teaching and not linkédectly to any
National Curriculum objective§.he TA implementing the programme (Sarah) was
not chosen to partake in a sestiiuctured interview for this study, as she wats no
basedn either of the classrooniis which the observations took pladéowever,
discussions witlsarahindicated to the researcher tishedevised thisntervention
independentlySarahhad beerasked by Lisa (DH/SENCO) at Mountfoial take Paul
out of the main classroofior half an hourl week on an individuabasis, to focusn
improving his seHesteem. Paul had been experiencing negative thoughts relating to
his selfesteem and hddequentlydiscussed feeling worthlesSarah had supported
Paul at various times across the 3 yeaas ltle had attended Mountford and had built
up a good relationship with him, hence LisaiaglSarah to work with him on an
individual basis.

The intervention that Sarah devisgds nota planned and prescriptive
intervention programme, nor was it reseabeised or the impact of it measured.
However,measurement afs success was monitored according to how far it
supported Paul 6s | EP target of O6Paul can i
hi msel f wlhvesclear$rdmethe obServation tigaul enjoyed the sessions;
his groan whém Sariralh ¢$ai taé didentiiedthdthec k t o c
would rather have been partaking in the intervention than whole class teaching.
Additionally, it was clear that a culture of trust and nalit@spect was built up
between Paul and SardPaul talked freely about his home life, even with the added
0reseaffftqhetr6 as a result of reefGdhamesear cher
2000).Additionally, Paul felt confidat enough to voice that ltkd na want Sarah to
see one of his drawingajthout fear of sanctiorfurther reinfacing the culture of
trust, espectand autonomyuilt between them.

This observatiomlsohighlights theautonomy that Sarah was afforded by Lisa
in developing a prgramme to support Paul with his social competeh@dso

hi ghlights Sarahds skills and knowl edge r e
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as she was able to devise and implement a prograndependentlyAlthough the

i mpact o fogratdme cultl liage bgen better assesgbhd clear enjoyment of

Paul during the segns could be argued to be an indicator of sucéedditionally,

Paul 6s I EP review indicated that he was 06g¢g!
possiblybe linked tathe influenceof S a r sartedventionFurther research would be
recommended to i dent itdrventowlmad a gostive inluencen ot Sar .

onP a u | BGesteemant Wivhether or not this influeneas sustained over time.

Observation 2tego Therapy

Casey (A1) atCherry Blossom wasmployed as an ASD specialist at the
school. Fer timetable was exclusively fosed on implementing social skftbcused
interventions. During the researcheroés ti m
implementing a Lego Therapytervention witha small group of threpupilson a
table outside of whole class teachiAg. excerpt from the observation transcript is

presented below.

130pmTA starts by expl ai ni imgtheit legpgamehey ér e go
today, where thewill all have a job and they have to keep that job and let others in
the group do thir job. She explains that theylMhave to work together the build a

lego model on a picture card.

1.35pm: TA hands out the job cards (builder, distributor and engin8be then
explains that the engineer has to start by describing which brick they need first and

where to put it.

1.38pm Engineer looks at TA and doestispeak so TA models how to ask for the
brick he needs, O6David, O6aBngi haee Bwheprdr &
after TA.

1.42pm: Thegroup isworking together to build the Lego structure. The child who is

taking the part of Distributor becomes agitated amgfe t s . She says to TA.
build the boat. 6 TA hestabuidit. Remeenbehtauche t o wor k
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your playdoh when you start to feel upset

this and returns to her role in the game.

1.45m Structureis nearly built. TA eplains to the group that there akeminutes
remaining of their session. She getsgarkly lava timer out of her lgaand puts it in
the middle of the table so that all children can ge8he then turns it so that thener

has started.

1.50pm:The child playing the part of Engineer indicates that thret has run out.
TA says Oyoubre right. What does that mean
ready for next |l esson. 6 TA plays 30 second:

and children know to have everything put away by the end of it.

Over he past 10 yearthe number of schools implementing Lego Therapy
anintervention programmig primary schoolfas significantly increasedufport
staff have predominantly been responsible for its implementatiith,the aim ofthe
programme being tonprovep u pi | s & s o c Atavdod (A998 gesctibedh ¢ e
Lego therapy as having a basis in O6constru:
of the programmaetilisi ng pupi | s & temotivate leamimg experieecese st s
and changes in behawur. This can lead to improvementshath academiattainment
and social skill competencumerous research studies indicduat Lego Therapy,
when i mpl emented effectively, has the pot el
competence, particularly in relatido teamworkskills, verbal communication skills
andin frequency and duration of social interactigheGoff, 2004;LeGoff &
Sherman, 2008)wens et al. 2008 Reichow & Volkmar, 201
Caseyb6s i mplementation of the Lego Ther
encairagement and modelling. The observation indicatedsti@inodelled verbal
communication when pupilsere lacking the confidence skills to communicate
independentlyWWhen thechild undertaking the part of tlengineer dichot contribute
to the sessiorCasey modelled the phraseDavi d, can | have a red
p | e aThis theh gave that chilthe confidence anskills to be able to contribute.
Once Casey was confident that all pupils were able to undertake the roles assigned to

them in the sessigshe chose to take a more passive role in the discourse, rather than
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the required active role at the beginniAg.the session progressed, Casey facilitated
the discourse as and wheaguired but focused on allowing thmupilsto work as
independently apossibleCl ear |l y, Caseyds knowledge of hc
throughout the course of the session, coupled with her strong knowledge of verbal
modelling, albwed the session to progress as planned.
Additionally, Casey worked with a number of theldten involved in the
observed_ego Therapy session, across a rangdiftdrentintervention programmes.
This enabled herto gainagooch d er st andi ng ahdabilitiesangd i dual s o6
thus supporteter toidentify appropriate situations in wiii¢o intervene in the
discourseHerstrong knowledge af n d i v i d wahkilitiesalawpd her $oddentify
optimal ways in which to frame her verbal modelli@gseywas sampletb partake
in a semustructured interview fothis study. An excerpt froné transcript of this
interview identifiesCas ey 6s ability to identify the su
a result of the time intensive rapport built between herself and many of the children in

Cherry Blossom

ResearcherdOn a day to day basis whwould your role be®

Casey:dts changed quite a bit, | will be timetabled across about 5/6 children. There

are someStatemergd chi |l dren with ASD who | dono6t wc
one to one support. | can offer advice, or if I have resoureaskhow they can come

to me for whatever they need but there are some children without a diagnosis that get

left behind. So | was timetabled across about 7 children | think it was; in the end |

take groups of them out in the afternoons and we do activitiesthen just before

hal f term, a gir/| in Year 2 was flagged up
15 hours, so basically every morning. So |

been catching up with her from half terdn.
ResearcherdOk, so do you plan for the children that you work wiah?
Caseydr e a h it oall depends. I |l i ke to keep th

managi ng. Obviously, i f, | kbhotv ehatta say tontleetn mana g i |
and | take them out and we may edersomething completely different, it depends
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how their mind is at that time. So most of them tend to stay in class a lot more with the
one to one support, which has proved to be really gBadt when t hey donodt
what their triggers are and | can githem activities that I know will work for them,

either on their own or in a grou.

Observation 3: Sensory room

Caseyo6s oab ivigpupily admdaies that | know will work for them,
ei ther on t hei wasagamhigblightedybanother apservatignd
which involved Casey working withupilsin a £nsory roomWhilst the researcher
was conducting an observation in the Year 4 classroom at Cherry Blossom, Casey
(TA1) entered the classroom and asked to remove James (pupil 6) fiberaention.
The researcher followed CaseyJamesand another Bupilsfrom various year groups

to a sensoryaom in the school. An extract from the observation is presented below:

2.15pm: Casey has picked up 4 children from different year groups iohhbels
including amesand has taken themto the Sensory room. Items in the room
include: lava lamps, bubbling water lamfight up plastic ballssoft play items,
backlit floor, blackout blinds, beanbags and cushions.

Casey tells the group that thbegve 20 minutes to play in here. She staies 6 | | be

here i f you need anything but this is your

2.20pm: One child in the grpucomes up to Casey and asks her to play with him. She
says Owhy dondt vy toplayavghkyouhrdyemll?d f hedd | i ke

2.23pm: Same child returns to Casey and as'
over to James, kneels down to eye level with them and ma#lglg aomeone to play

with them: 6Mar k wweonk dmes dolkoa thinkoyouiMark wi t h s
could play together with his bal/l on the b
ent husiastically, takes Markés hand and | e.

The above observatia@xtractindicates that theesisory room was used to prdei

opportunities fopupilsto learn through play. The extract highlights that Casey was
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able to use the sensory room to scaffold positive social interactions between the pupils
in the room. When Mark approached Casey to ask her to play with him, iteeas cl
that he did not have the confidence to agleer. Casey responded by modeling
positive social interaction between the two boys; she got dowreir eye level,
demonstrated appropridbedy language and googerbal communicatioskills when
posing tke questionp J ames, do you think you and Mark
bal l on the beanbags?6

The researcher asked Casey how she chogmifiisto take to theensory
room, once in the intervention had finish€asey responded that she gaugibcth
pupilswould benefit by listening to the TAs and Teachers at break times and
lunchtimes, to hear whighupilswere strugglingvith their academigvork, behaviour
or a problem they may be having at ho®ke explained it as identifying pupils who
weravidhlg a bad day. 6 Casey was pupiisen free t
she idatified would benefit from theemisory room and agk take them outor 20
minutes. Almost alléachers agree®n average, Casey conductemsory room
sessions three tilmeat week at Cherry Blossom.

Caseyb6s rationale for choosing pupils t
indicates that her implementation of this intervention was faidlg@xin nature.
Casey was not implementing an evidebesed strategy for choaosgj the childrerand
appeared not teample the children according to particular social competence
characteristicsAdditionally, & has previously been discussed, no longitudinal data
was being gathered by the school to identify any positive impactgsohtarvention
on pupilsd soci al i nclusion, thus the succ
However, it does appear that Casey was well placed to implement such an
intervention; she displayed excellent modelling skills and clearly had a good
under standing of i ndi vkudheramtre the pepilsinvdivedh g s o c i
demonstrated clear enjoyment at having accessed such an intervéntisaquently,
further research is recommended to assess

scacial inclusion and academic attainment.

Observation 4: Circle Time

A Circle Time sessiomook place during anbservationwith Year 5pupilsat

Birchwood Circle Time was discussed at length in section 4.4 of this thesis and is
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def i ned as roachirmgthevtask of tedchireg ghildrand young people

personal and social skills. More specifically it is a period of class activity in which

pupils and teacher sit together in a circle formation to share ideas, feelings and
games/activities about onemore social/lemotiona/ cur r i cul ar Jjssuesodo (
p.94).

The lesson duringrhich the circle time session took place waginally
planned as a Mathiesson. However, an incidentcurred on the playgrodn
immediately before thiesson, which thesacher fellneeded immediate attention; two
boys had fought over the outcome of a football mat¢hen all of thepupilswere
seated on the carpet after coming in from byesdather (T1explained that the boys
involved needed to spend some time reflectingheir behaviours. Heather then
asked Claire (TA3) to take a group of 6 boys out of the classfoothis lesson and
conduct a Circle ine session. Thus, the CirclenTe session thahe researcher
observed was unplannedd ad hoc in naturén excerp of the observation record

for this session is provided below.

10.20am Claire has moved the tables in her room to create a large space of carpet in

the middle of the room and has asked the boys to sitin a clielee:ve 6 r e goi ng
tospend halfandhur di scussing the problems that vyo
football mat ches. 6 She emphasises that the:

with others outside of this group.

10.24am Going around the group, Clarasks everyone to give one @trat shows
their feelings about the sifedtupbd. adbAnabliy

given by the boys.
10.35am Claire invites the boys to individually share their thoughts on why so many
disagreements are occurring during their footballtoees. They go around the group

buil ding on each otherdéds contributions, wi"

10.41am Chris starts to speak when Fred is havimg turn. Claire stops the boy. She

says@e ac h p énewepeakmustberespecwdmui st ndét b6i nterrupt
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10.53am All boys who wish tdo sohave now spokelaire hands out pieces of
paper and pens and asks each of them to wr:

to avoid disagreements in the future.

10.58am Claire asls boys if sh can read their pledgesit to the group. They say
they woudl like to do it themselves so they go around the circle and read out their
pl edges. They include O mathuwalthebestplaydise capt a

on one team. 0

The prevalencef Circle Time sessions in primary schowlas dscussed in
chapter 4.4. In thatection, the importance ofeating a culture dfust and an
associated willingness to discuss feelings identifiedIndeed, they arseen as a
prerequisite for the disca®n of sensitive issues and activitiessigned to facilitate
socialdevelopmen(Blatchfordet al.,2008).The above extract of the circle time
observation highlighted Claireds understan
characteristics of a successfiitcle Time sessiorC|l ai r e6s ver bal emphas
need to keep what was said within the grouprastdo discuss it with pupils outside
provides evidence forthis Addi ti onally, Claireds respons
b o ytitne to speak indicatesspect as a key characteristidtod Circle Time
observedClaireusedt he word Orespectd in her verbal
session: shetatedee ach personés time to speak must b
interrupt6lt was clear that all pupils inheed felt respected and safe witlihe
culture of trust built, as they all contributed to the discussion at various points
throughout the session.

The Circle Time session observedabled the pujs involved to problem
solve,as well agliscuss the compt ofmanaging feelingRupils were able to reach
an agreement as to how they would tackle the specific problem of disagreements
when playing football, both on an individual level and at a group I&belir written
pledges ad subsequent discussion pided evidence of this. Pupils spent a
significant proportion of the discussion focusing on how to manage their anger and
frustrationwhen the game did not go according to plan. Many of their pledges

described strategig¢bat they would employ to manage itheroblematic reactions to
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fed i ngs of anger and frustréati wn| | fobuakatmp

in my head before speaking when |1 d6m annoye

Summary of TAimplemented interventions

This section has explored fospecificexamplef TA-implemented
interventiors, which were employed by the schsalith theaim of improvingp u pi | s 0
social competencdhese four interventions had been devised as a response to some
pupils experiencing difficulties with social inclusion, thus were éatirelevance to
the areas of interest for this thesis. However, as has been previously discussed, none
of the schools were gathering any longitudinal data to identify the impact of these
interventions on pupil sdé | ecatonswareg. Addi ti o
implemented on an daoc basis, withouemployingspecific sampling criterion to
identify children who would benefit from thefaurthermore, the unstructured nature
of t he r esear mdkesithé data gadbhsredrav extent, onnelble.Yet,
it did appear that the children experienced great satisfaction fretalpag in the
interventions and there was some IEP evidence to suggest that the interventions may
have been successful. Further research is recommended to identify wheibter o
TA-implemented interventions that focggecificallyon i mpr ovi ng pupil so

inclusion are having positie | mpacts on pupilsé outcomes.

10.3 Pastoral Relationships

The social competendecused interventions presented in the preceding
sectionhighlight the strong pastoral role that TAs were obse undertaking with the
pupilsin the case study schooEAs 6 pastor al role was discus
defined as, O6building rapport and relati on:
outd de agencies and creating a DiH502008, school
p.14).The pesonal nature of the social competefmeused interventions that TAs
were observed facilitating requiredstong pastoral relationship to have béerit
betwea the TA and the pupil(s) involved.

Anexampt of TAs O p as tsndgabcbmpetentideusesin hanci ng
interventionds the Happy Book intervention, undertakenhaPaul and facilitated by
Sarah (TA, Mountford). Sarallearly demonstrated a strongundet andi ng of Pau
relationships, not only in school baiso outside of schodPaul wa comfortable in
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answering Sardhs questi ons about &Ghewfiami Eyel yh®eod
0 Wat did you do at home at the weeked@&ulresponded by tellinge8aha story
about his Mum knitting jumpers for hiand his siblings for Christmas, showing that
he was comfortable in sharidgtals of his family life with SarahPaul was not
observed havinguch personal conversations with other rhers of the staffta
Mountford.

Additionally, observation of the discourse during thrvention highlighted
that Saratand Paul habecome familiar witteach® her 6 s | i kes and di sl
stated to the researchdurring the intervention that slamd Paul had a sharéve of
Star Wars. This indicates that tredationship built between Sarahd Paul was one
of mutual trust and respect, as they shared details about their likes and dighkes
each other, going beyond trequirements of thioci within the intervetion. Paul
elected to tell Sarapersonal details about his life, as a result ofrépgport built
between themThis suggests that Sarbhd built a pastoral relationship with Paul.
This pastoral relationship may have been a significant enabler of ttesstid
implementation of the interventigevecchi & Rouse, 2010)

Similarly, thediscourse that Claire (TA3, Mountfortjcilitated during the
Circle Time observationrpsented earlier in this chaptemas of a personal nature.
For the intervention tprogress effectively, the pupils involvetlst havdelt
respeatdand safe within the culture of trust built, as discussed in sectionAtBe
intervention was ad hoc in nature, it is particularly surprising that the culture of trust
wasbuilt to an atent that theupils were able to engage in a discourse of such a
personal nature. This suggests that Clairegradiouslybuilt pastoral relatinships
with the pupils invtved, at an extent to whigbupils were happy to contributéhe
researcher did gerve Claire working with 4 of the 6 boys involved as part of small
group workingson separate occasigraeliveringLiteracy and Nimeracy focused
interventions outside of the classroohhis could explain why some of the boys felt
comfortable to discusieir problematisocialrelationships with Claire.

Perhaps Claireés frequent and regular p
to support a pastoral relationship with some oflibgs.As was discussed earlier in
this chapter, all As involved in this sidy were responsible for managing the safety
of pupils on the playground at break times, with many TAs also spending time on the

playground at lunchtimes. This role on the playground enables TAs to gain access to
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pupil sbé6 rel ati onsratpusr ewiadafh puhpeiilrs ¢ eseacsi,alt hi
participate in TA to pupil interactior{&room & Rose, 2005)Thus, it is likely that
TAsd role on the playground has enabl ed t h
manypupils across the school. TherefoFés could be best placed to facilitate
whole £hool approach to pastoral care.
The observations of Caseyods (TA1, Cherr:
highlighted the pastoral relationships that she had built with the pupils she worked
with. Cagy knew wha to intervene imiscourse to suppbpupils who were
struggling. Herstrongk nowl edge of i ndi vnicahliteblsad soci al
been developeds a result of the timmtensive rapporbuilt between Casey and the
pupils she worked withC a s e lyililyso 6 i v € pupil$) &ctinities that | know
will work for them, either on their own or in a grqépould only have been supported
by the pastoral nature of the role she undertook at Cherry Blossom.
It may be that other members of the stathat casestudy schoolgould have
built such pastoraklationshipswith the pupils involved in this studparticularlyif
they were given the opportunity itmplement timeintensive interventions with them
Thus, it is not appropriate to suggest that BResthe only staff memberspable of
building suchpastaal relationships with pupil$dowever,as TAs most frequently
work with pupik as part of a small group structure, oramindividualbasis, it can be
argued that TAs are the best placed membestafffto build effectivgpastoral
relationships with pupils across the school.
Consequentlyas has been observed in all three case study schiosliskely
that TAsare well placedo utilisetheir potential to build pastoral relationships with
pupis and facilitate social competenfizusednterventionsThis may supporpupils
to achieve the overall goal die process of social inclusi, as presented in chapter
3.1:active participation in the social dynamics of the learning environnarg.
finding alsosupports the hypothesis presented in chapter 5.3, which arose from the

MPhil pilot sudy for this research

TAsO particular i nf | uleintlodng pupileidentificd withpr oc e s s

SEN lies in the design and implementation ofalycinclusive practices
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10.4Role-blurring

Significant rok-blurring was identified between TAs and numerous staff

members across all three research schoothis study, roleblurring wasparticularly
apparent between TAs atitbse withroles reldéed to family liaisonand SENCOs
Therefore, this section examines the characteristics obt&dlurring observed
between TAs and tlsestaff membersThe key characteristiof therole-blurring
identified between TAs and family liaison staff membetfatesto contact with the
immediate school communitWith regard to SENCOs, rolglurringwas observed in
relation to management, development of SEN provision in school and pedagogical
skills.

TAs and the Familyiaisonrole

All three ofthe case studgchoolshadcreated nosteachingpositions within
their staffng structurewith particular responsibilities ovlaomeschool liaisonThis
section explorethe characteristicsf the thredamily liaisonroles observedwith the
aim ofidentifyingschool® r at i onal es bse dtaff membersmapditooyi ng t h
highlightways in whichtheir responsibilities relati® T A gabe.

InclusionOfficer (Mavis): Birchwood

Birchwood employed an Inclusiddfficer (Mavis), a position shared with another
primary schobin the local area. Mavisad an officeat Birchwoodin which she spent
3 days a weekl'he semistructurednterview that the researcher conducted with
Louise HT, Birchwood) identifiecthe rationale behind employing Mavis. A relevant

extractfrom the semstructured interviewranscriptwith Louise is presentdaelow.

Extract from interview conducted with Louise (HT of Birchwood)

Researcherdso vhy did you choose to employ an InclusiOfficer?

Louise:dNhen | first became Head here, there wereitmmediate problems that |
needed to solve. The first was the finance issues and the second were the meetings
scheduled for me. When | arrived | h&1.04,000 in my main budget, so | had to

make redundancies and no one volunteered so that was quite taigitt@ally, long

223



term wise, it did me a favour because it made my staff stroBgethe biggest drain
on my time was that | had 91 meetings with parents in the diary for my fist term in
post. It was just unachievable! | knew | had to bring someone anal lbeho could
manage the meetings with parents and with other ragkincies, because we had so

many kids on the SEN register that matjiency meetings were happening every day.

So, | made the decision to employ Mavis because she has a Social Workunzatkg

and was used to working with families leading chaotic lifestyles. We share her with
another school because she was too expensi:
employing her. She thatbridge between teaching staff and parents. The parefts tel
herthingsthat her eé6s no way ftheclgacéhers. The TAswarke or any
closely with Mavis because the parents tell them all sorts, probably because a lot of

them know each other because they live in the local@rea.

Inclusion Manager (Jul)e Mountford

Mountfordemployed Julieonaparti me basi s to undertake the
Ma n a goeirmg h&r semstructured interview, Lisa (DH/SENCO) gave details

about the responsibilities withinptJuli eos

with Lisa is presented below.

Extract from interview conducted with Lisa (DH/SENCO at Mountford)

Lisa;6r he parents really | ove her, I mean shebd
parents evening and parents swéme |dominnd 6u B
recogniedt hat . |l t6s because sheds not a teacher
think so | ong as they trust her and sheds
other side. So anyone you have a concern about, any singll #he can go and look

in to it, and it might be nothing, but act
about it. Because you do worry that youdre
with everything goi ng odaadeverychislatavery eal ask -
time. But she works well between staff as well, all of those little anecdotal things that

you can go to her with she will investigate.
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Learning Mentor (Tina): Cherry Blossom

Cherry Blossom also created a rteaching positionn their staff, with the title
6Learning Mentor. o6 The Learning Mentor (Ti:
An extract is presnted below, in which Tina gaweformation about her role and

responsibilities wthin it.

Extract from interview conducted thi Tina (Learning Mentor)

ResearcherdSo on a day to day basis, what kind of things would you be dbing?

Tinaa®i ght , it wvaries. | candt possibly work
these children come into school in the morning. My day is basédw the children

are feeling basically. So | always start the day with going to breakfast club. Then | do

the | ates, monitor the children who are co
know where | am if ther e teedeatrapuppod.It e m. Il t h
might be a day when v a little friendship group,&acher s wi I I say o6t hi
arenodot getting on in school.d | could be c:
So I 6m first port of cakéatchildpmteciomyt hi ng r ea!
meetings, safeguarding now, child in need,
professional. Webve got family | iaison wor

and family liaison, | work with them drdo the referrals. So we caarsl people into
the home if they agree to it. The list goes on and on.

Manyparallels can be drawn between thkes of TAs andFamily Liaison
staff membersLinking family liaison rolego the findings presented in chapter 7, in
rel ati on t mentdcossdhe treeresgarch schaalghlightsautonomy
and experience a»mmon a common feature lodth roles.

Informal dscussions with Tina, Julie and Mavis identified that they had all
worked with children and their families for a minimum of Hags before taking up
their posts in the case study schqoixlicative of high levels ofxperience in
working with children Tina had been a TA for 14 years before taking up her post as a

Learning Mentor in Cherry Blossonfihe researcher was not ableagrertain the
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particulars of Julie and MavisO previous e
involvement in the interviews conducted for this thesis.
The researcher ds i nf thatatithree fammbbydasanv at i ons |
staff members were affded a great deal of autamg within their roles. None was
timetabled to support specifpupilsat particular times; all threfamily liaisonstaff
membersvere expected to use their initiative to identify whitiidren and families
required support whes Tinaexplainedd candédt possibly work to
because who knows how these children come into school in the morning. My day is
based on how the children are feeling basicéllisis similar to the finding
explored in chaptef.2 many TAs wee taking responsibility for planning and
assessmerasksthus were making autonomous decisions regarding the learning
process of their students.
With regard to responsibilities within the family liaison ®lhen compared
with TAsO 1, thelsteondevel of contact thahefamily liaisonofficers hadwith the
immediate school community is similar to that of TAs in all three case study schools.
All 14 TAs interviewed in this study lived in the immediate local a@mmversely,
none of the Teacherstarviewed in this study lived in the immediate local aidas
presented both opportunities and challeng@sA®in their rolewith regard to the
research area interest inthis study.T A sstéong links with the immediate school
community resulted imany of the TAs having built relationships with the parents of
the pupils attending the school in which they workids supported them ipuilding
strong understandings with regardhe se@ i a | dy namhomslives.fitBs@ upi | s 0
provided the schoalith a usefuimethod of conveying messages, as TAs could often
have informal conversatiorm the playgrounavith parents about issues that the
school were concerned about.
This study indicated that parents often veWAs as lessntimidating and
therefore more approachabihen compared with TeacheWhen interviewed,
Jayne (HT, Cherry Blossom) described the i
d h eeyhé link betweethe learning and the child, the teacher and the paréhtss
wasparticularlyfound to be the case at Mountfpwehere the ethnic diversity of the
pupils washigh. As was discussed in the introduction to Mountfordhapter6,
almost three quarterd the pupils at Mountford canfeom minority ethnic

backgrounds and the proportiohpupils who spok&nglish as an additional
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language wawell above the national averade.his interview,Samuel (HT,
Mountford)revealed that head made a conscious decision to employ TAs who
represented some of the ethnic minority backgrounds gfitpis in the schooAn

excerpt in whicisamuel explained his decision is given below:

d know this is stereotyping, but one of the issues that we face is that with

Paki stani heritage childrenéthey perfor
across the cantry, not just in this school. Linked in to that is that parents

dondt necessarily prioritise | earning a
their part. Other Asian groups will make a concerted effort to promote

education within their children from agarly age. But with Pakistani families,

most will speak Urdu within the home, which does create a barrier and an

i ssue with regards to childrends access

Also one of the other things that we need to work on is, a lot of \aiwgging

to a Mosque school and fltheweaelkforBg t he Qur
hours i todés a big undertaking, and itds fr
formalised learning. That is given, rightly or wrongly, a higher priority than

the learning thawe do here im lot of familiesSo we decided that we needed

to do something to reach out to Pakista
in the |l ast two years who are of Paki st
difference because they can speak Urdi wie parents on thdgyground,

|l et us know if anything is bothering th

becausew donét understand Motmordcul ture. d& (S

The above quotation highlights the crucial role that some Téxe w
undertakimg in Mountford, insupporing the links between home and school for many
of the pupilsSamuel had identified that language differences were a sufficient barrier
tohinderparents n bui | di ng | i nks VW onsdguentiyh @seemsc hi | dr
likely that some TAs at Mountford were undertaking a crucial responsibility within
their role in forming and maintaining the links with the immediate school community.

However, T A gdbationships with parents outside of gsohalso posed some

challengesto #irrole.Some TAs 0 f r i e nplased themsin awliffidth par ent
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position when the schoolwasn happy with a pupil 6s behavi

investigate the family structur&ina (TA4, Cherry Blossomipformed the researcher

o

that she had feltuncomfr t abl e when onenwasstoppedfromr i endads

attending achool trip; she had been asked by the mother to change the decision but
was unable tdo so.Additionally, Tina (LM, Tina) spoke of heregative reputation
amongst the immediate schaammunity as a result of the decisions that she had
made in her roledThere was a bitof areputatin - of 6 don 6 because!l k t o
shedll take your kids away from youd but
difficult because they are suclckse knit community out there and when people fall
out they can come and tell me things and sometimes you just have to shut your ears
offtoitbecas e you canét d@flina tM €rerryBossamy.t hi ng

It is clearthat some of the difficulties ith role-blurring between Teachers and
TAs, presented in chapter 2.2, could be extended to those betweendfaman
liaisonstaff membersin order to implemengffectiverole boundariebetween
Teachers and TA$#t wassuggestee@arlier in this thesithatpolicy makers produce
clear role descriptors that highlight the fundamental differencesebkatthe
responsibilities that &chers hold, in comparison with those of Tsvas also
suggested that schools document clear contractudigstriptionsyhich address the
differences in the roles of TAs and Teach®ach, Kessler & Heron, 2006)

Building on this schoos employing a&amily liaisonstaff member couldlso
producegob descriptions thagpecify the ways in which the role holdeorks with
families to support pupils. Perhaps a focus on identifying specific responsibilities,
within each separate role, with regard to liaising with the immediate school
community would help to reduceole-blurringin schoolsit may also help to reduce
the numbe of responsibilities exgcted of TAs within their role. As discussed in
chapter 7.1TAs frequently think of themselves ékack of all trades and master of
noned(Janet, TA3, Mountford)Perhaps clarifyingxpectations with regard to
supporting the schéeommunity wouldhelp in reducing theroblematic number of
tasks undertaken by TAs on a daily basis.

Chapter 9 highlighted th&ibomebased relationshipuilding was particularly
important for pupils identified with SEM developing and maintaining effieve
friendships with their peer€onsequently,urther research into the positional

responsibilities undertaken by staff members, with regard to supporting the school
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community is recommended. It would be particularly interesting to identify the
numberof English mainstreamrimary schools employingfamily liaisonfocused

staff member, as this role appears to have a significant positive influence over the
process of social inclusion for not only the pupils attending school, but their families

as well.

TA/SENCO

In all threeschools, some TAs were undertaking responsidiwithin their
role, which could be argued to constitute the responsibiisegned to the SENCO.
As was discussed in chapter 218 advi ce given in the O6SEN C
(DfES, 2001) identifies SENCOs as having positional responsibilities relating to the
management of TAs. I n mainstream primary s
are stated to includénanaging learning support assistants (and) coordinating the
provisionfor pupilswi t h (iBi& plZD). No guidance is given in this document,
however, to inform SENCOs about how to manage TAs effectivelgitionally,
much research has concluded that there is widespread ambiguity over what constitutes
S E N C Os ,@as wdlas ower their status within school (Layton, 2005; Wedell,
2005).

However, as was discussén sectior/.8, the staff member assigned the
responsibility of managing the TAs varied between the three research schools.
Perhaps most surprisingly, Brionghe HLTA at Cherry Blossom was assigned
positional responsi bi |l i Briongladrespdngabiliiesrg t o TA:
relating to areas 1 and 3 of Laytonés (200
responsibldor timetablingCh er r y Bl o sutsalsonfdr snplémarding a b
performance management system with them. Thus, with regard to management
responsibilitiesyole-blurring was observed between TAs and SENCOs.

Additionally, many TAs across the research schaolstributed tasupporting
thediret i on and devel opment of SEN provision i
SENCO responsibility categorisatiordl except two(86%) TAs in the school were
invited to I EP review meetings, as their i
the targets setas deemed valuable by the senior management Tdamis likely as
a result of the time intensive rapport built between TAs and the pupils they worked

with,gi ving them a strong understanding of pu
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academicFurthermore, As themselves explained to the researcher that they were
accountable for the progress of the psipiley worked with regularlgiscussed in
detail in chapter 74 et , TAs 6 responsibilities with re
development of SEN provision aggred to lie exclusively in relation to individual
pupils, rather than the school as a whole. Strategic decisions affecting the whole
school approach to meeting the needgugdilsidentified with SEN appeared to be
undertakerexclusivelyby the senior nmaagement team.

The second of Laytondés (2005) SENCO resp
andlearningg as 1t rvwa$ distussed intcloaptdr A2widely
acknowledged debate exists as to whether or not TAs are capable of undertaking a
Otceha ngd r ol e, or whtainingegualificatidng theirtoleist hei r | ac
exclusivelyina s up p or t i lexander, 2Q@4ltcappeans thdt by taking
responsibility for planningrad assessment tasks, TAs waraking autonomous
decisiongegarding the learning proces®f their students. Thus, TAs are argued to
have been making pedagogical decision®lationt o st udent 6s | earni ng.
Consequently TAs can be argued to have been fulf
definition ofnepeedstdgrmy, pwnd thé skills arte needs to
command, in order to make and justify the many different kinds of decisions of which
teaching i s cHoweser, whether @ dobthepeplagdgitatiecisions
are effective is not known, thereforefa her r esearch into the nat
pedagogic decision making would be recommended.

The teaching role that TAs are argued to have undertaken in the research
schools can be particulardiyked to the social skills interventions presentediearh
this chapterAs was discussed in section 10T4s were exclusively responsible for
planning and implementing the social skill focused interventions observed with the
pupils in all three research schodltws, they were inevitably making pedagadgjic
decisions in relation to studesbtearning of social skill conceptddditionally, TAs
undertookiormativea s sessment of pupilsd abilities wi
concepts taught.

However, this agssnent was on an ad hoc basis and most &etiy

undertakeno inform IEP review meetings, therefore was not systematically
addressedAdditionally, aswasdiscussed in section 10i2should be noted that the

data gatheredn relation to the efficacy of the social skill focused interventions
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observed, is limited in generalisabilit@nly four out of the fifteer§27%)

interventions TAs were observed implementing focused on social skill development.
Thus, the sample size of observed interventions is particularly $ragtthermore

none of the schals sampled wagathering longitudinal data to identify any longer
term effects of these interventions on
given the aehoc nature and lack of striwred planning involved in sonud the
interventions obseed.

Yet, it does appear that TAs were making pedagogical decisions in relation to
pupilsdéo | earning, with specific regard
competenceThis demonstrates that many TAs have the confidencsialhsl
required to undertaka teaching rolavith small groups opupils Further research is

recommended to determine the efficacy

I mproving pugiilssaolue ar nihregn. i denti fy which

decision making are effecevand which require additional training to improve.
Perhaps the identification of extensiade-blurring between TAs and other
staff members at all three research schools is contributing to the difficulties in
designing effective job descriptions foeie staff memberdRole-blurringmay also
be cont r i b unotiomaofhetrae adlack of al Gasles and master of nédne
(TA3, Mountford, 2014). This concept was explored in detail in section 7.1,
where it was identified that a very high numbé&duties are widely accepted to be
undertaken by TAs on a daily basigtchfordat al, 2009; Collins & Simco, 2006
Farrell, 2005; Hancock & Collins, 2009lore needs to be done at both policy and

practice levels to disentangle the complexities sumding the responsibilities within

TAsd role. Currently, the responsibilities

management systems arahoot be undertaken skillfullyy all TAs acrosschool

communities

10.5Summary

This chapter has exploredpges o f T As 0 c9pecificallprelateto | e
thefacilitation of social inclusionvith pupilsidentified with SEN.The themes
explored in this chapter include: TAs: Behaviour managenpadialists; TA
implementednterventions; Pastoral relationshjand, Roleblurring. Thefindings

relating to these themes arew summarised

231

pup

t

of

(0]

t hat

1

T A



TAs: Behaviour management specialists

All TAs involved in this study were observed spending a significant
proportion of their time working with studesreinforcing behaviouexpectations.
However, the extent to whidiehaviour management was focused on and the
strategies employed varied between the TAs observed. TAs based in whole classes
were more likely to spend their time reinforcing behaviour expectations than
scaffoldinglearning. These behaviour expectations were often set by the Teacher in
the classroom, with the aim of allowing tfieacher to be able to tea@{Gina, TA4,
Cherry Blossom)However, TAs working predominantly in small groups outside of
the main teachinglassroom were more likely to spend their time scaffolding
learning. They were also more likely to employ their own behaviour management
techniques, which were often reward based andpealised to th@upilsin their
small groupsThis personalised, rewds based approach to behaviour management

appeared to be most effective.

TA-implementednterventions

15 TA-implemented intervention sessions were observed across the three
research schools.af these sessiongere chosen for discussion in this theasthey
were employed in response to pup.tl sé6 showi
appearedhat TAs may be well positionetb implement social competenfoeusel
interventons due to their strong underwstanding o
However,he ef fi cacy of these interventions in
competence could not be deduced, due to latdngfitudinaldata.Nevertheless
pupils were observed engaging willingly in
IEPs sugestedthatte sessi ons may have had a positiyv
outcomesFurther research is suggested to identiyimpact of TAimplemented
i ntervention programmes, whiexperiescgsofci fi cal |

social inclusion.

Pagoral relationships

TAsd pastor al role with pupils identifie

research schools.t can be defined as, Obuilding rap
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st ud OIS, 2003, .14 Much of the discourse obsed between TAs a@h

pupils insmall group contestindicated that a culture of trust and mutual respect had

been built between all participan&udens were comfortable in discussiagpects of

their personal life and identifyg their likes and dislikedt is suggestett hat TAs 0

role on the playground may have supported building pastoral relationgkipsupils

across the schools, as TAs can draw upon t
experences and friendships to bupdstoral relationshgwith them.TAs were

observed knaing how and when to intervene in discourse to support pupils who

were stuggling with a given situatiort; hi s i s | i kely as a result
understanding of both pupilsd soci al and a:
Role-blurring

Role-blurring was idenfied between TAs and multiple staff members across all
three research schoohll three of thecase study schools had created-teaching
positions in their staff, with particular responsibilities over hetieool liaisonMany
parallels could be drawmetween the responsibilities withimetfamily liaisonstaff
me mberod ®@s and t hos e These pamailels indlutee th&datsnomyr o | e .
afforded to these staff memberssiu ppor t i ng pequplityinstatuswighar ni ng
the Teachers in thcae study schools; and high levels of contact with the immediate
school communityParallels weralsodrawnbetween the responsibilitiegthin both
TAsO and SHMCQOsed artoloen t o LaytodSEBNGO (2005) f
positional responsibilitiest is recommended thatore needs to be done at both
policy and practice levels to disentangle the complexities surrounding the
responsibilities within TAs6 role. Current|
afford effective management systems aadnot be ndertaken skillfully byall TAs
across a school

10.6T A srade in the process of socialnclusion

This chapter has presented data relatingtimeentresponsibilities within the
role of the TAs to the social inclusion of the pupils invalwe this studyThese
findings indicatehat TAs may be well positioned to overcome some of the current
difficulties associated with the process of soamluision inmainstream primary

schools, as presenteddhapter 3 afigure 3.2. Data gathered hasteggested that
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schools with an inclusivetlgos can display attitudes thdd not present as a

hierarchical communytvaluing academic achievement alosemeschoolsappear to

bel i nking the role of TAs to ovegoneami ng pup

TA-i mpl emented interventions, utilising TAs¢

account of TAsO strong pastoral relationshi
However, as was identified in chapter 9, many pupils across these inclusive

schools are experiencing ngaralisation andremanaging their own social

experiences. Consequently, it can be suggested that there are a number of current

barriers preventing TAs from effectively supporting pupilth the process of social

inclusion A number of these barriers veaedentifiedin chapter 7, whicighlighted

many current difficulties associated with
Yet, data presented in this chapter suggests that, across the three research

schoolst her e is significant opporporingpupily associ

with social inclusionThis chapter has explored a ramgfadentifiedways in which

t he responsi bi | durrentlglink tonthe fprocess of 3oliad idclusiam.l e

These links can beelatedto the ideal model of sociaiclusion,first presented as

Figure 3.1.Thepracticeorientatedsection of kgure 3.1 has been amendedake

accountd t he | i nk solehrs thedeakprocess Afsdrial inclusion in

mainstream primary schools. This is presemieégure 10.4andis stbsequently

explored.
Figure 10.4ndicatesthat thecomplex and intelinked 3 stagepractice

orientateddealmodel of socikinclusion, as wafrst presented aSigure3.2, is

practicabldn mainstream primary schools. chapter 5.3 the hypothesis suaade

thatT As6 particul ar i nf | ulgimclodng pupileidentifidde pr oc e s

with SEN lies in the design and implementation of socially inclusive praclices

data analysed in this chaptentativelysupportthat hypothesighey indiatethat

many of the responsibilities within TAs® r

with the process of social inclusidn.t  a p p e a mpremiremtrald in tieAchdol

community, coupled wittheir strongpastoral role could suppdtie imgementation

of interventions which focus on building social compegeiibis may then equip

pupils with the skills to develop positive social relationshiipshould be noted

however that this assertion is tentativgiven that it strongly utilises dagmthered

from unstructured observatioasrosghree primary schooland, thusequires

234



further investigation in future searchThe end goal of thprocesf social inclusion
remains to allow pupils to actively participate in the social dynamicsedétrning

environment, as was deéd by Ainscow and Booth (2002):

Participation in education involves going beyond access. It implies learning
alongside others and collaborating with them in shared lessons. It involves
active engagement with what is teband taught, and having a say in how
education is experienced. But participation also involves being recognised for
oneself and being accepted for oneself. | participate with you, when you

recognise me as a person like yourself, and accept me foravhdp.2).

Figure 104T As 6 i nf | u eticeodentated ideahneodepaf Socialdiusion

Stage 1

Stage 2

Stage 3

. School Community . Effective Management
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However, this study has identified that a number of barriers need to be
overcome ircurrentpractice in order to facilitateTf As 6 potenti al positiwv
ov er pogid indlusidnFigure 10.4takes account of these barriers. The first
barrier lies in the lack of longitudinal data collected to deteentine link between
TA-implemented interventiorend longer term outeoes for the pupils involved.

This lack of data means that it is moirrentlypossible to identify whether pupigho
are gaining support to develop positive social relationsgdopgadeed develop these
relationshipsand then whether or not they lead ttivazparticipation in the social
dynamics of the learning environment. Thus, the astostween 8gesone and two,
and two and threaredotted to identify theurrenttenuous nature of theiaks.

Another significahbarrier to the ideal practiegrientated process of social
inclusionisthatoft he current probl ematijaswaaat ure of
explored in bapter 7. To take account of this, the oval of the mod#Hasledo
identify thateffective management of TAsust frame the process sdcial inclusion,
if TAs are to have an influence overTentative suggestions opproaches to
successful management of TAs, widgard tahe three research schoolgre
presentedn chapter 7as kgure 7.1

Additionally, this study has identifiethe importance of involving the school
community in the process of social inclusithereforethe model is framed by the
school community to recognise thidl three schools employed a staff member with
responsibility for family liaison, which resulted improving the links between the
school angarents. Many parallels were drawn between the role of TAs and that of
the family liaison staff membehus,it is possible that TAs have a strong potential
influence over supporting the school community in giawith the process of
social inclusion.

Now that the data pertaining to the three research questions under
investigation in this study haweeen analysed and presented, conclusions and
recommendationsan be madelhese are addressed in chapter 11faods
particularlyont he management of the responsibiliti
their potential positive influence over the process of social inclusion for the pupils

they support.
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Chapter 11: Conclusions and Recommendations

In thischaptera conclusion to this thesis presentednitially, an overview
of the key findings from this study presentedhe findingswill be summarisedn
relation to the three research qimss investigated fan this study. This then enables
recommendatos t o be made, with specific regard
taking account of their influence over the process of social inclésrigrupils
identified with SEN.The strengths and limitations of the research design in this study
are then condered, followed bypresentation ofherecommendations for further
researchFinally, this thesiends withh e r esear cher s I mpl ement at

recommendations for further research.

11.1 Overview of key findings

This section presents the key findirigeemerge from this study in relation to
the three research questsamder investigation in this thesis:

Q1 How are TAs currently managed and who has overgiiansibility for defining

the responsibilities within their role mainstream primary schait

Q2 What is the current influence of TAs the social inclusiorcharacteristicef
pupils identified with SEN?

Q3 What strategies can be implemented to effectively allow TAs to promote

successful inclusion of pupils identified with SEN?

The findings that have emerged froexploration of the data gathered in this
study are presentathder subheadings of research questions one and\talammary
of the conclusions drawn from these findings is presameeér the subhéing of
research question thrdsghlighting strategies to overcome some of the identified

barriers to effective practice.

Q1 How are TAs currently managed and who has overall responsibility for defining

the responsibilities within their role in mainstream primary schools?
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The pertientfindingsin relation to this research question wigtentified and
explored in chapter Thekey themes to emerge in relation to the management of
TAsd role and t he r esponrssedschschodlfcuded: wi t hi n
TA: Oklddk tofades and master of none; 6 TAs:
experience; Accountability versus responsibility; Inadequacy of pay and contracts;
Overqualificationof TAs; Status and respeetnd,Figureheads of management.
Exploration of theséhemes enabtkthe development aif model osuggested
successful approacheso Tmara@emenpertinent to the three research schools,
which was first presented &gure7.1in chapter 7Figure 7.1is again preseat to
the reader in this sectipto highlight the conclusions made in relation to research
guestion one. The model identifies folowing, potentially successfugpproaches
t o TAs® mAuilcaany; Bgearience; Status & Respeutress to Training;
Culture of high expectatiorgleaty defined role descriptors;ddtracts taking account
of high level qualificationsand, Consistent figurehead of management.
It can be seen from Figure 7.1 that the
management are overlapping. This indicates that thgseaches are inteelated,
and can inform the success of each other; for example, contracts taking account of
high level of qualifications are likely to engender a culture of high expectation, as the
high level skills and abilities of TAs have beenaguaised and are more likely to
inform senior managersoé expectations. Addi-
to management are unshaded. This indicates that barriers were identified in relation to
these approaches, to differing degrees, acroghitée schools participating in this
study. These barriers presented significant challenges to the effective management of
TAs.
The data gathered enabled the tentative suggestion that TAs experienced
higher levels of confidence in their role when autonorag afforded to them by their
management. It appeared that many TAs appreciated being given the autonomy to
plan and deliver interventions, with minimal input from the teacher and in a space
independent from the main teaching occurring in the classroomcobld be as a
result of the trust shown by teachers towards TAs in allowing them to take ownership

238



Figure 71Successf ul approaches to TAsO®O manageme

Autonomy

Consistent
figurehead of
management

Experience

Successful

approaches to €ontracts

: taking
Status & TAs account of
management high level

gualifications

Clearly
defined role
descriptors

Access to
training

Culture of
high
expectation

over the implementation of interventions. Howeverppears that for this TA

autonomy to result in higher confidence levels, it should perhaps be coupled with

extensive experiencAd di ti onal |l 'y, it is important to
children from the common classroom learning environment is per@mlways the

most inclusive approach.

FurthermoreTAs were not always given adequate training to prepare them for
the wide variety of tasks undertaken within their role. Although TAs in all three
research schools spoke of available training oppdrésnithey were variable by
schod and staff member. Furthermongrtually all training opportunities that TAs
did access were aimed at and chosen by the Teachers, thus were often of limited
relevance and support to TAs in their ralaus, this thesis amludes that more

opportunities be provided for TAs to accéggh quality, relevantraining and CPD

239



opportunities, which reduce the need for TAs to build up extensive expebeioce
feeling confident in their role.

One of the greatest barriersdtiective management of TAs in the research
schools appeared to Berqualificationof TAs, leading to difficulties in role

blurring between Teachers and TAs, as welaulture of high expectatiamterms

of TAsO6 abilities wighdéxpentationk aatennotrdmided by These hi

T A surrent pay rates. All TAmvolved in this studyoiced that they spent a
significant amount of their unpaid time at home working, most commonly either
marking or preparing lessons. This will have contribwteehat the data identified as
problematic levels of job satisfaction amongst some of the TAs interviewed. Clearly,
there was a culture of expectation in all three research schools that TAs would give
more to their role than their pay and hours in sclafforded. This was made
particularly difficult to challenge by the general inadequacy of contracts in defining
TAsO role and responsibilities.

It is acknowledged that a culture of high expectation caedarded as a
characteristio f e f f e c t igement, TnAcduragiriAs &0 achieve their
potential within their role. Howevethis thesis concludes ths¢hools should be
mindful that unreasonably high expectatiaosidresult in low job satisfaction and

excessive pressurebihitegr mMeorofoalpghs 8 6apc ogn:

expectations are likely texacerbat¢he finding that some TAs did not perceive their
status as equal to Teachers in their school, thus felt that their role was not as well
respected. This is depicted as a barriexftectivemanagement of TAs iniure 71,

as it often prevented TAs from engaging in dialogue thiéhTeachers to support

quality learning experiences for the pupils worked witimked to this, Bachers

working with TAs should have realistic expectatonr el at ed t o TAsO
f or p urpingl TAare Ina employed agdchers, thus should natercise sole
accountabilityfor aspects opupil progress; &achers hold positional responsibility

for the learning of the puggiin their classes.

The staff member with positional responsibility the management of TAs
differedsomewhat in the three case study schools involved in this research. In all
three schools the Headteacher was found to provide a strategic overview and
moni t or i n @ inthéir sdhdok Bowever,|differences in management

structures became apparent when looking at timetabling; at Birchwood the Assistant
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Head/SENCO undertook the timetabling of TAs, at Cherry Blossom and Mountford it
was an HLTA. Asvas identified in theiterature review for this thesithe COP

indicates that the staff member with positional responsibility for TAs manajesne

the SENCO. This thesis concludes thaupport and guidance document, published

by DfE, would be useful isupporing SENCOs taunderstand and implemethieir
positional responsibilities with regard ToA an@nagement. This woukhsure that
coherence ofmanagemerapproach and expectation is afforded As intheir role,

by an appropriate oO0figureheadd of manageme:

02 Whatis the current influence of TAs on the social inclusibaracteristicef
pupils identified with SEN?

The petinent data in relation to thiesearch question were idiéied and

explored in chapters 9 and 10.chapter Social inclusion characterissof the

pupils involved in this study we@esentedThe themes explored in thettapter
included: lacking selfawareness; ineffective use of humour in verbal communication;
underdeveloped notverbal communication skills; importance of hotresed
relationship building; selimanaged social experiences; consistency in playtime
routines and lack of relevance in verbal communication.

The findings presented in chapter 9 indicated that high numbers tfipiie
involved in this stug were experiencing multip challenges to their social inclusion.
Only four pupils, of the twentythree involved in this studfi7%) wereidentified as
not experiencing difficulties with sodianclusion. Additionally, it wastriking that
100% of thepupilsinvolved in this stug wereidentified as experiencing consistent
difficulties with multiple norverbal communication skill$t was suggested thtte
four pupilswho did display notverbal communication difficultieyet were not
identified as experiencing social inclusiaffidulties, had employed strategies by
which they coul d -$emalsokrbunitatioa skitls.tlhppearkd of non

that, for somef thesepupils, effective use of humour was the way in whilsis was

achieved.
Section 9.9 linked the findingslatingtop u pi | s 6 s oaodtha | incl usi ¢
literatureinformed, researchat e vi sed O6écurrent mo d e | of socCi

3.2), first presented in chapter 3. Datas presented which supportbeé practice
orientated section ofifure 32, particulary in relation to $ages two and three of that
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section in identifying pupilsd o6probl emati
mar g i n a Alihaught theserstages should be viewed with caution as the process

of social inclusion is acknowledgeal involve a number of complex, inténked

concepts.

It wasclear that manpupils wereelecting not to involve TAs, or indeed any
other adults, in supporting them with their social experierit@sasalso clear that the
vast majority of participatingupils in the three researshhools wer@xperiencing
difficulties in forming social relationships with their peers, as only 9 of th@2%)
pupils involved in this study had successfully built or maintained a relationship with 1
or more child in schoolConsequently, it wagpparent that many of the pupils
attending the three Bools involved in this study weexperiencing mayinalisation,
as identified astage 3 in the practieerientated setion of Rgure 3.2. This is
particularly surprising giverhtt the schools involved were purpadivsampled as a
result oftheir inclusive ethos.

Consequently, this thesis presenteldlat Bassey (1998)termad 6 f uz z y
generalisatio@ the lackof adult support thatanypupils currently access in
managingheirs oci al experiences, is contributing
difficulties in forming social relationships with their pedrsorder to explore this
assertion further,lapter 10 premntedan in depth exploratioofa s pect s eof TAs O
and responsilties which werghought to directly influence the characteristics
identified in chapter 9, . Theafindngslpraseritedn t o pu
in this chapter includedrAs: behaviour managemergexialists; TAimplemented
interventions; Pastal relationshipsand, Roleblurring.

T A sstéongpastoral role with pupils identified with SEN waecognisedn
all three research schoolswasd e f i ned as, O6buil ding rapport
st ud &S, 2003, §.14). Much of the discourdeserved between TAs and
pupils in small group contexts indicated that a culture of trust and mutual respect had
been built between all participants. Students were comfortable in discussing aspects of
their personal life and identifyintpeir likes and digkes. ltwass uggest ed t hat T/
role on the playground may have supported building pastoral relationships with pupils
acress the schools. Additionally, theersonalised nature of the rewdotused

behaviour management strategies thahyTAs both devedped and implemented
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independently from whole class strategaa®e thought to have reinforced the pastoral
relationshig betweem As and the pupils they support.

Four interventions werexplored which were specifically aimed at improving
pupi | sedcesokspokinclusioit.should be noted that longitudinal data on the
i mpact of t hese ioutconeesvasdanking azross allthree pupi | s 0
schoos. Thus, section 11.4 identifiasecommendation for future research that takes
account of ths. TAs were responsible for planningrganisingand deliveringhe
interventionspresentedThis relates to a specific debate woven througtasatthesis
regardingwhetheror notTAs have the capability to undertake the pedagogical tasks
historicaly as®ciated with the teacheiccording to Alexander (2004) pedagogy is a
skill unique to eachers, solely due to their higHevel training, enabling themo
develop the capacity to make informed, responsible decisions about the teaching
processHis definiion of pedagogy iswhat one needs to know, and the skills one
needs to command, in order to make and justify the many different kinds of decisions
of which teach(@hl) i s constitutedo

The data gathered this research reinforced the assertiongmeed in the
literature review thatnostTAs have not accessed thergalevel of training as
TeachersConsequentlyif is reasonable to assume thany TAs have not been
encouraged to foster pedagogical skills. Yet, by taking responsibility for planning,
organising and delivering social skill focused interventidifss are clearly making
autonomous decisions regarding the learning process of their students, thus, are
making pedagogical decisions.

Indeed, thelata gathered from sergtructured interviewsvith both Teachers
and TAs linkedthe role of TAs tedagogical decisiemaking. When asked to
discuss the skills that the TAs at their schools possess, nahgmiated them to
those of a €acher; Heather repliedp be honest, | think they needb® like a
teached(T1, Birchwood 2013).This response isimilarto those of four other
interviewedTeachers and suggests that THes/e the potential thulfill Al e x ander 6s
definition of pedagogy. However, it is obvious from previous research that not al
TAs are capable of making decisions that can be attributed to pedagogical
understanding (Burto& Goodman, 2011). Additionallyt is not known whether or

not the potential pedagogical decisions that TAs are making are effelie/éo
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lacking evidencen relation to thempactof the interventions observedn pupi | s 0
learning
This thesis concludes thttere may bsignificant opportunity for TAs to
undertake a pedagogical role in supporting pupils with social includmmever,
these pedagogical disions must be informed by appropriate training, to ensure that
the decisions made are ef f etleeteexistanamberpupi | s
of practicalbarriers tahis becoming a reality in current practice across mainstream
primary schoolsA number of thereviously identifieccurrentchallenges tohe
appropriatananagement of TAs will necessarily influence the potential for TAs to
undertakea pedagogical role. In particulaole-blurring between Teachers and TAs
and TAs andamily liaison Officersis likely to have a significant effect on both
identifying and taking &iocalypwhetheroorfotitisAs 6 ped.
appropriate to encourage TAs to undertake a pedagogical role is currently unclear, as
a result ofinsufficiert evidence to identify whether or not their pedagogical decision
making is effectiveA professionaliation of the role would need to occur in order for
pedagogical expectations to be attributed to the role of TAs.
It is appropriate to revisit theurrent and ideal models @&focial inclusionfirst
presented in chapter 3, to enable the findings of this studyreldied tahe
literatureinformed processes of social inclusidinese models are presented to the
reader a$igures 3.2 and 11.1The currenhmodel of social inclusion remains the
same as was presented in section 3.2, as the data gathered in this thesis support the
process originally esented. However, theeal model of social inclusioffirst
presented aBigure 3.1) has been amendedake account othis research. This study
hasi dent i f i ed infludnsedoveptbétdeal prdcessflsocial inclusionas
was presentednd exploredn section 107. Thus, the ideal model of social inclasi
presented in this chapt@figure 11.) takes account of this.
This thesis suggestsat, within the sampled school§,As 6 speci fic i nfl
over the idebprocess of social inclusiamay liein implementingnterventions which
focus on support i ndepipadmiglureld.l Bhisis asa | i ncl usi
result of TAs®6 strong |nkswithahelwdal r ol e and t h.
community. TAs were observed utilsing their pastoral relationships by working in
smal | groups, | mpl ementing interventions w|

competence. Although the efficacy of these interventions could not be determined, it
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Figure 111 Updateddeal model of Social Inclusion in Mainstream Primary Communities
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Figure 3.2 Current Model of Social Inclusion in Mainstream Primary Communities

Current Model of Social Inclusion in Maintream Primary Communities

Theory Orientated Policy Orientated Practice Orientated

Stage 1 Socially inclusive values and beliefs Focus on academic outcomes Heirarchical community valuing
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is possible to argue that TAs may be waHced to implement fute evidence
backed intervendbnpr ogr ammes, whi ch focus on i mprovi

competence.

03 What strateqgies can be implemented to effectively allow TAs to promote

successful inclusion of pupils identified with SEN?

This subheading serves to summarise the conclusions draawessit of this
study, as presented under the previous two subhea@iigggies to overcome some
of the identified barriers to effective practieei t h r egard to TAsO® rol e

of pupi | s0O ,asrethensadggestech c |l usi on

Management
Thefollowingappr oac hes t o h&vAkeén suggestadgosbene n t

successfulAutonomy, Status & Respect, Access to Training; Experience; Culture of
high expectation; Clebr defined role descriptors; anthntracts taking account of
high level qualificions. There are a number ofirrent barriers tthese approaches,
as identified in the research schodlle most significant barriergve been
identified agole-blurring between TAs and Teachers, as well as TAs and Family
Support OfficersQverqualificationof TAs leading to a culture of excessively high
expectations; varied staff members taking |
management and, crucially, inadequate training opportunities for TAs to reaching
their potential in their roldn overcomiry these barriers, this thesigggests three key
approaches, which will require further investigation in additional research in order to
identify the detail required within each approach
1. DfE, or awell-placededucationallyfocused organisation, should lpiish
guidelines to support schools with management of their TAsse guidelines
should provide support on drawing up effective contractual job descriptions
for TAs, implementing an effective performance management system for TAs
and identifying realist expectations for theirinfuence on pupi | s6 | e
These expectations would depend upon whether or not the DfE sees fit to
professionalise the role of TAS0 ensure that the guidelines tn@nslated
into practice DfE could work with Ofsted tguaranteethat current inspection

frameworks take account of the ways in which senior leaders manage the TAs
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in their schoolsasTAs are not mentioned in tloairrentd Sc¢ h o o | l nspecti c
Ha n d b (®f& k615).

2. Bettertimetabling of TAs shoultbe supported. Thishouldtake account of
the individual 6s skill s, knowledge and |
on pupilsé [ earning i s pyarscorffidencegand but al
experience job satisfaction. Much ofthd f i cacy of iSrAliemd curr en
upontheirgoodwill, in undertaking unpaid workyhich is not a sustainable
employment approaciCurrently, there arpractical and knowledgkased
differences between TAs operating across the three most common timetabling
approacheg;, 660semat © gnoupd and oOo6whol e c
ti metabling should take account of TAsb©®
the three modes of working and timetable them accordiftgh/often not
effective to have TAs working across all three oradydasis.

3. Moreand relevantrainingand CPDopportunities should be afforded to TAs,
to ensure that they have opportunitiegmprove theirskills andexperience
equal status and respect amongst the school commiuihége training
opportunities shod be aimed exclusively diAs, to ensure that they are
relevant andkill-level appropriate. It is not always effective to afford TAs
training opportunitiesimed at Teacher$he content of this training would
depend upon whether or not the governmerg fet professionalise the role
of TAs.

TAsd influence over the process of pupil séb

Only four pupils, of the twentythree involved in this studil 7%) were
identified as not experiencing difficulties with social inclusion. Addaidy, it was
striking that 100% of thpupilsinvolved in this study were identified as experiencing
consistent difficulties with multiple nemerbal communication skilldt was clear that
many pupils were electing not to involve TAs, or indeed any othédtsadu
supporting them with their social experiences. Yefs 6 strong pastor al r
pupils identified with SENvas recognised in all threesearch schools. Fosocial
competencanterventions, planned and implemented by TAs, were observed across
the three research schools. However, longitudinal data to identify the influence of
these interventi ons o hhefpllovang btratégyls ear ni ng wa:

recommended to take account of the findings inghissection
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1. A governmemnded professionaationof TAs isrecommended. This watd
serve to acknowledge TAs as having a st/
particularly pupils identified with SEN. Professionalisatconild alleviate
many of the managemerelated barriers to effective practj@es identified in
the previousubsectonTAs 6 rol e requires reconceptu
of their skills, sme of which have beaentativelysuggestedo be
pedagogicallt is likely that schoolsauld better tiliseTAs 6 past or al r ol
affording themspecificresponsibilities relateth plaming, perhaps in
pl anning interventions which f.ocus on b
This professionalisation would need to identify the specific differences
between the role of TAs and that of Teashtr mitigate some othe
acknowledged difficulties withole-blurring. It has been suggested in this
thesis that the differende roles can be conceptualisedrelation to
responsibility. Teachers should continue to holdaverarching
responsibiliy for the learning of all pupils in his/her class. However, TAs
could be held accountable for the learningmiall groups, in relation to

learningdb j ect i ves i de plannifg foetlibsewmall groups. T As O

11.2Strengths and limitations of the esearch design

This section identifieparticularstrengthsand areas for improvement with
regard to the research design adoptatii;mstudy.The areas considered include:
researcher stancethicalconsiderationsind method&volving childrer; non

paticipantobservations; andjeneralisability.

Researcher stance

As was described in chapterthe researcher approached this study with a
social constructivist perspectivEhis perspective presents that learning is primarily
influenced by the sociabntext of the learner (Fosn&tPerry, 1996). Therefore, the
researchemvestigatedhe constructivist classroom, one inialha community of
discourse enables constant engagement with activity, reflection and conversation.
This perspective is regadby the researchdo have been a key strength of this
study.A social constructivist approach to this study enabled the researcher to locate

herself in the social world of the paipants, unlocking irdepth insighg relating to
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the social interactions ofétween the participantdrguably, this approactvas

integral to the success of this studyaddressing the research questions required an
investigation of therocess of social inclusion. Thus, by its nateféectivedata
gatheringn this studyrequredthe researcher to make sense of theataworlds of

the participantsgliscoursevascentral to its methodology.

Ethical considerations and methods involving children

Anotherkey strength of this study is regarded tothat ethical considerations
were paramount to every decision made throughout the research pResgs=ct for
both the participants and the quality of the resear@$f maintainedt all times.
Particdar regard for the quality of thesearchensured thatich datawere captured
andrich description wapresentedvhen analysinglataanddrawing conclusions
This, thereforesupported the aim of this thesis, to enable the reaadermin-depth
understandings regarding tbleosen phenomena in the case study sstiGallham,
2000).

The researcher was chosen at randomeliewers from the Education Ethics
Committee at ESRQo participate in an ethics audit of this studliis process
occurred after the empirical research was undertaken in schodtbus provided an
excellent pl&#orm for researcher reflexivity on the ethical considerations within this
study.It prompted the researcher to ensure that files relating to interviews,
observations and photography with children wsseurely stored on her computer,
prompting her to devep two layers of password protection for such sensitive
information.

The ethics review also prompted the researcher to reflect upon the
involvement of children within this research desigith a focus on the benefits with
regard to datgatheredand tle ethical challengefsced Having conducte@nalysis of
the data gathered frothis researchstrongbenefits have been identified from
involving childrenin the methodologyThe inrdepth understandings that the
researchr was able to gajmegardingchild r ends experieng¢ges of soci
would have been very difficult to forrwithout the use of photography and research
conversations with children.

The candid nature of the discourse letw the researcher and the pupils

during research conversatigesabledhe researcher to identify common
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characteristics of pu phatbbsdvatiormatoneavbuldoat mpet e n

have affordedAdditionally, the age range chosen for involvement in this method
(Key Stage 2 pupils) was deemed appropriasesome of the pictures were of poor
guality due to pupilsd poor photography
with Key Stage 1 pupils, it is the opinion of the researchetthleafuality of the
photographsakenwould havebeen too pooto simulate a rch discussion during the
follow-up research conversations.

However, research involving children, particularly those identified with SEN,
did pose significant ethical challeng&se candid nature of many of the
conversations the researched léth thepupils resulted in manypupilsexpressing
their sincere desperation aexhsperation in not being ableftorm relationships with
their peersThe researcher felt both a moral and professiobladation to make the
school s a watuggeswith thip asgpect bf shéir learning. As ethical
considerations remaga paramount to all decisions made in this study, the researcher
determined that an appropriate oftrategy
f i n d to eaghsrésearch schoolblved.Thus, the researcher was given a 10
minute slot at the last staff meeting she was present for in each school, at which an A4
summary ofnitial findings was presented. An example of a summary is provided for
thereader ag\ppendix 8.This affordedthe researcher the opportunity to identify that
many children required support with building their social relationships, but ensured
that no names or detait$ individual childrerwere given to staff membersis
concluded that the ethical challengésnwolving children can be mitigated blye
researchemaintaining a respect for quality of Higrresearchwith safeguarding
paramount to all decisiemaking.

When designing the reseanctethods undertakean this study, the researcher
elected to foas on involving children identifiedith SEN, as the literature had
indicated that theseupilsdisplayed proportionally lower levels sbcial competence

thus were more likely to experience bullying, victimisation and/or marginalisation.

s k|

WO

The researcheofund this to be a helpful framework

could be sampled. Howevers was discussed in chaptett& researcher identified
that many of th@upilswho were working with TAs, particularly those who were

acessing the social comgance focusedhterventions, weré&equentlynoton the

SEN registerThis may havéeendue to their difficulties noaligningwi t h tde o1l abe
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of SEN chosen for consideration in this stuayd/or due to their assessment for SEN
not having been undertakat the time of research further research, the researcher
deems it appropriate to use categorisations of SEN as a framework by which to
sampl e pupi lestdhowever pupilsdismalyingalifficulties with social
inclusionshould not be excludefrom sampling simply becausieey lack a concrete
diagnosisAdditionally, a focus on sampling by difficulties with social inclusion may
afford in depth analysis of bullying and friendships as a wider school population

issue, which this research has gated would be beneficial.

Non-participant observations

The aim of the noarticipant observations undertaken in this study, as

addressed in chapter 5, was to obsetive TAs sampleth their working
environments.
Written notesvere madehroughout thebservations on the following:

1 Which pupilsthe TA was working wittand where

1 Types of ommunication between the TA and teacher

1 Types of ommunication between the TA and {hepils

1 The role/s that the TA undertook throughout the lesson.

1 The interventionshat the TA was involved in during the lessons
This aim allowed the researcher to identify the variety of tasks undertaken by TAs and
to observe social interactions between TAs and the pupils they workedtwitts
particulaty useful in gathering dat&rl at i ng to TAsd® responsibili
and aspects of their responsibilities whic
inclusion.

However, an exclusive focus on the movements of TAs somefiteast that

the students sampled for involvent in the photography taskerenot observed for
long enough to enable the researcher to gather a picture of lssgradinclusion
characteristics. Consequently, the discourse between the researcherpmpiishe
may not have been as rich as if thegarcher had observed more of their movements
within school.lt would, perhaps, have been more effective for the reseashen in
whole class teaching scenaritsfocus on both TAs and pupils sampled for
involvement from this study in the observasonhis could then have allowed the

researcher to build up a better understand]
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before the phatgraphy tasks were undertakéuaditionally, a focus on observing the

pupils sampled for involvement during playgmcould have mitigated this difficulty.

It should be noted that the relatively unstructured nature of the observations

conducted meant that conclusions could not be drawn in relation to the efficacy of

TAsO6 roles in rel ati othesdobserpatigns didprovidé ear ni ng
quality data that allowed the researcher to capture the range of responsibilities within

the roles of the TAs sampled in this study. They also enabled tentative tsutg)es

be made in relation to successipproachestowad s TAs &6 management .

Generalisability

As was discussed in section B#fthis thesis, generalisability of the multiple
casestudy methodological approachasnatter oflebate. Having conducted this
research, the rearcher deems that the case gtappgoachenabled successful
exploration of theesearch questiomosed The processf social inclusion and
investigation othe role of TAs involvanany varied yet inextricabljnked concepts.
Thus, an irdepthempiricalexploration of these concepts isgerative ingrasping
the issues studied in sufficient detaith whichto draw conclusionslhe researcher
acknowledges that the odaosions drawn in this study are liketpt to reflect those of
all mainstream primary schools acr&syland in partdueto thecurrentfragmented
nature ofeducation in EnglandConsequentlythe conclusions drawn should be
viewed with caution when reflectingpon the mainstream primary school system as a
wholeHowever, this study provi ciensshea useful 0
conclusions made can be translated to other settings with the amafraging
reflection on individual schoo)l™e® practice:
researcher aims to use these conclusions to follow the approach suggestadris/
(1980 : by wunderstanding 6a school 6 we can in
school sé and this has the potenabdutal t o con:
0The ®chool

11.3Recommendations for future research

This study has identifiedanumbef barri ers to TAs6 curre

social inclusion of pupils identified with SEN. It is appropriate to suggest areas of
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further research, in order to design policies and practicaltetoate a number of
barriers.This study presents fogpedfic recommendations:

1. The 6fuzzy d{Basseyrl@OBnadeavithin this stuyegarding
effective management of TAs in supporting the process of social inclusion
require investigation as hggheses in schools across Englaieddetermine
generalsability. A largerscale multiple case study approach could be adopted
to identify whether or not TAs® role ca
social inclusion for pupils identified with SENhis approach would benefit
from methods tha¢nable the ghering of longitudinal data, to identify any
| asting benefits of TAsO6 influence on p!

2. This studysuggests that the social competefomised interventionthat TAs
pl an and i mpl e me neaxpeneacegs ddoogtinclosereYep upi | s 6
little evaluation dat&xiststo identify theimpactof these programmeBurther
evaluationbased research dhe influence oéxisting social skill focused
intervention programmesn pupi |l sé& soci al inclusion i

3. Theliteraturesuggst s t hat TAs6 role differs sign
secondary schools compared to mainstream primary schools in England.
Thereforeinvestigatonob ot h TAsO6 rol e and managemen:
English secondary schools as well as primary scheoépired This will
allow the potential influence of TAs on the process of social inclusion with
regard tgoupilsin secondary schools to be explored.

4. Thi s research has identified that the r.
significantly when they are wrking as part of an individuatructure, a group
structure and a whole class structure. Further research is recommended to
identify effective pritlhethreesegraten r el ati o
working structures, to ensure that performance expextasare in line with

TAsd responsibilities.

11.4Implementation of recommendations

It had always been the aim of the researcher that this doctoral study had
significant and lasting influences on the practice of TAs in mainstream primary
schools. The min motivation of this study, for the researcher, was to ensure that the

conclusions drawn and recommendations made, be useful to the improvement of
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educational practice. Thus, in the final year of this doctoral study, the researcher

began to contemplateays in which the conclusions emerging and recommendations

made could be meaningfully translated to T.
chapter will be written in the first pgon, to reflect the personjaurney that the

researcher embarked upon.

The founding of Inclusive Classrooms

| was fortunate to be selected to undertakBE&RC Policy Internship in the
Cabinet Office,m the second year of this study. Whist undertaking this interniship,
decided that | would attempt to set up my aducationally dcused social enterprise
with the aim of offering researdtased training opportunities to TAs in mainstream
primary schools across England. Afithe Headteachers | had spoken to throughout
my data gathering phase highlighted the severe lack of traapipgrtunities that are
specifcally aimed at TAs. Most of the traininigat TAs accessiprimarily aimed at
Teachers, thus is often not directly relevamiad dentified an urgent need to provide
training opportunities that reached TAs exclusivelyerisure that their roles and
responsibilities wereaken account of anthatthey were givemelevantopportunities
to improve their skills

| foundeda social enterpriserganisatiordnclusive Classroonisn July 2014,
with the aim of attempting to tamy findings from this study into T#ocused
trainingand CPDprogrammes. | decided that the firstining programme | would
developwould be a social skills intervention programme. This was as a result of the
key finding from this study, that TAmayhave a unique, and currentbporly utilised
role, related tamplementingsocially inclusiveintervention programmes witbupils
whoexpeence difficulties with sochiRing i nclusio
opportunities | identifiedhat there werao current social skillsntervention
programmes that weamedat TAs in their implementationor indeed ayn
organisation that exclusively focused on training BAs n tbhe | ob

My first challengewas to gain some seed funding to enable me to register
Inclusive Classrooms and to build my first training programme. | drew up a case for
support and, with thpro-bonosupport of a social investment consultancy, began
identifying pitching opportunities. After two months | had set up a bank account for

the busines, built a website, identified trustees (of which my doctoral supervisors are
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two) and gained £20,000 in grant funding. | was then ready to build the resources for
the first training intervention programme.
The intervention programme was built betweeruday 2015 and August
2015. | named it O0Social Storytime,d due t
storytelling to teach social skills. The intervention programme would last three
academic terms and be accompanied by a full day of training for the TAs eulid w
be implementing it. A sample lesson plan is presented in Appendix 9 and an extract of
one of the six storybooks is presented in Appendix 10. The programme is currently
piloting in three primary schools across London.

Impact measurement

One of thekey recommendatioria section 11.4 of this thesislentified that
little rigorousevaluation dataurrentlyexistto identify the impacof social
competencéocusedprogramme® n pupi | s 6 s.dutheadvaluatomp et enc e
based research on the infhwe of existing social skill focused intervention
programmes on pupil sdé s o husdevisingaodl usi on was
implementing effective impact measurement systemarfgprogrammes/initiatives
thatl developed was integral to my approach

Having studied the few impact measurement methods undertaken in
programmes of a similar nature, | identified wh eel 6 approach to meas
skills (Kelly, 2011). The method required an adult to ratgtimlsinvolved in a
programme onascawhic h coul d be adapted to the progrt
interest Thisratingwouldor ovi de a baseline assessment of
the programme and at the end of the programme. However, it could also be completed
for each child at identified padis throughout the intervention that they are
undertaking, to track progress after each unit accessed. | found it to be accessible and
simple to complete, which wadeally suited for use byAs in their timelimited
roles.

lultimatelyd evel opesd Whe®$Kkidl If or Soci al Storyti
TAs to capture a pupi | s 0 sterbaughtiintSgciawi t h r ega
Storytime.The wheel would be completed at the beginning and end of the
intervention programme, and at three further poimtsiughout theluration of tke

programme. The skills wheel, with accompanying rating system isnpeest® the
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reader in Apendix 11

Next Steps
To date | hag been successful in gaining £880 in grant funding to support

the development of Inclusive &srooms. | am aiming to develop a second

programme of the organisation this academi
Practice for TAs. 6 | int enwitetamanuawhecht he f i n.
will provide goodpractice advice and suppootTAs in their role This will be

accompanied by a one day training workshop at which | will encourage TAs to reflect

upon their practice in supporting children:

11.5Final reflections

As a result of this research, | have developed as arass and a practitioner.
| have come tdurther understanthe importance of selieflexivity (Davis, 1998).
As a qualified teacher undertaking research in schouwlas required tgonstantly
reflect upon my rolas a researchetaving taken on theotes ofbothteacler and
researcher, haverealisedthat my views, opinions and biases about the sshtiod
staff members and thrupilsinfluenced my data gathering and interpretation
processesThis realisation has also informed my professional m@ctiam now
further aware of how my personal beliefs and interestsrinfay pedagogy andill
maintain my sekreflexive attitude in my future pre§sional practice and research
TAs are a particularly prominent and valuable asset to the current English
educatiorschool system. Therefore, it is important that their poteotiatributionto
c hi | dr e n 6 sreabksdduThia studyohadentifiedthat TAs have strong
potential to aidhe processf social inclusion foprimary aged pupils, particulgrl
those identified with SENSpeci fi cally, TAs® influence ha:
thedesign and implementation of socially inclusive practindbe sampled schools
However, TAs can only design and implement these practices if effective
managemergystems are in place to utilise their knowledge, skills and interests.
Further research is required to determine recommendations for national
structuring of TAs®6 management systems to
children, as well as the needf the TAs themselveBlowever,l hope tocontinue the

work of Inclusive Classrooms in order to dissemirtageknowledgehat | have
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gained fromundertakinghis study, regarding the importance of effective

maragement of TAs in mainstream primary sclsodlfeel very privileged to have

been supported in ensuring that the findings of this doctoral study hold the potential to
engender significant and lasting influences on the practice of TAs in mainstream

primary schoolscross England
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Appendices
Appendix 1:Sample dta collection schedule

Data collection shedule:Cherry Blossom

Monday 13' October 9.00am Numeracy loservation Year 5
- 10.3Gam Literacy bservation Year 5
- 2.00pm Interview with TA1 (Casgy

Tuesday 1% October- 9.00am Numeracy loservation Year 5
- 1.00pm Interview vith the Head Teacher (Jayne

Wednesday 1%50ctober- 10.00am Interview with TA2 (Gillian
- 1.00pm Interview with HLTA (Briony

Thursday 18" October 8.50am Gaveameras to Alison, Farownd Alan
- 9.00am Numeracylservation Year 5
- 10.30anLiteracy doservation Year 5
- 12.00pmSpent time observing on the playground
- 3.3@m Interview with Teacher 1(Helgn

Friday 179 October 9.00am Research conversation with Alison (P1)
- 11.45aminterview with Teacher 2 (Ciaran
- 10.00amSpent time observing on the playground
- 10.30am Research conversation with Faro@) (p
- 1.30pm Research conversation with Alan (p4)

Monday 20" October 9.00am Numeracy observation Year 4
- 10.30am Literacy observation Year 4
- 1.00om Geography observatiofear 4
- 3.30pm Interview with Maria (TA3)

Tuesday 2% October 9.00amNumeracy bservation
- 12.30pm Interview witlGina (TA4)
- 14.00pm Science observation Ydar

Wednesday 2% October 8.50am Gave cameras to Harry, Janbesjisand Kian

- 9.00am Interview with Tina (LM)
- 12.00pm Spent time observing on the playground
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- 2.00pm Art and Design observation

Thursday 2% October 9.00am Research conversation with Denis (p4)
- 10.30am Literacy observation Year 4
- 1.00pm Research ngersation with Harry (p5)
- 1.30pm Research conversation with James (p6)

Friday 24" October 9.00am Research conversation with Kain (p7)
- 3.00pm Interview with Li (TA)
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Appendix 2 Participant information shee

THE UNIVERSITYW

Participant Information Sheet

Study Title:

Management of teaching assistants to promote the social inclusion of pupils in
mainstream primary schools

Purpose of the study:

Through my research, | am aiming to understand what teaching assistarde

and how they are managed in your school. | am also interested in how this

i ATACAT AT O 1T &£/ OAAAEET ¢ AOOEOOAT 606 OI 1 A AE
identified with special educational needs.

Your participation:

Your participation is entirely vol untary . If you agree to participate | would

like to conduct a semistructured interview lasting no more than an hour. If

possible, I would like to tape record the interview. | am interested in asking

about your views concerning how teaching assistants amanaged in this school

AT A xEAO UIT O O1 AAOOGOAT A Au OEA OAOI OOI AEA
identified with special educational needs. For some teachers and teaching

assistants, | would like to come to be an observer of your duties in the classroom

This can be negotiated at your convenience to cause minimal disruption to you

and the children.

Confidentiality:

I will not name any individuals in my data collection process of my final
write up and will ensure that no participants are identifiable.

Use of data:
| will give you the opportunity to read through the transcripts of our interviews
so that you can tell me if there is something that you would like to change. All of

the transcripts will be stored on my computer, which is password locked osl
will be the only person that can read the transcripts, other than my supervisor.
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Appendix 3 Voluntary consent form

THE UNIVERSITYW

Participation Consent Form

Study Title:

Management of teaching assistants to promote the social inclusion of pupils in

M

Signed

mainstream primary schools

| have read and understood the attached study information sheet and, by
signing below, | consent to participate in this study.

| understand that | have the right to withdraw from the study without
giving a reason at any time durig the study itself.

| understand that | also have the right to change my mind about
participating in the study at any time.

HeadteachelOnly- | understand that | am acting as the gatekeeper of the
children that will be participating in this study. Therefore, | am signing on
behalf of the children as well as myself.

I understand that some of what | say might be used in researcher
conferences or published in a journal, however, my identity will remain
anonymous.If you do not want your words to appear publicplease tick
heren

Print name

Date
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Appendix 4 Voluntary consent form used with children

Voluntary Consent Form Children

Date

ID

If the happyface is ticked, | amhappyto take part. If thesad face is ticked, | ammot happy to
take part.



Appendix 5:Parental consent letter

THE UNIVERSITYW

Dear Parents,

| am a PhD student at the Universitpf York and am conducting so
OAOAAOAE OEOI OCEiI 6O OEEO OAOI E
OPAAEZEAAI T U AAAAOOGA ) Al AT1TAO
title of my study is:

Management of teaching assistants to promot#e social inclusion of pupils in
mainstream primary schools

OAETT18 ) xEI1l AA TAOAOOEI ¢ OIT A 1AOQGOII
more about what the Teaching Assistats do. My focus, in the observations, will
be on observing what the Teaching Assistants do, not your children, however, |

may note down some of what they say to help with this aim.

) Al ET OAOAOOAA ET 1 AAOTEIC AAI 6O OEA 4
O E

I would also like to conduct research with a small number of childremi
Ui 60 AEEI A6O Al AGO O EAI D i A xEOE O1 AAOOO
ET £1 OAT AA EO i1 DODPEI 06 1 AAdkekdme ET OEEO O
photographs of the school and/orinformally talk to me about how the Teaching
Assistants help themI would like to use some of these photographs and some of
the discussions in my write up for this project.

All children in the school will remain anonymous in my writeup of this
research and all information that I gain throughout the research processill
remain confidential. | have already gained permission from the Headteacher to
conduct my research in this school.

If you are happy for me to ask your child if he/she would like to take part
in my study then | would be very grateful. However, if yoare unhappy with o
Ui 60 AEEI AG6O ET OT1 OAT AT O OEAT bl AAGA Aili bl
class teacher by (date).
Thank you,

Helen Saddler

I am unwilling for my child (name) to be asked to take part
in this research.

Signed Name

(please only complete if you are unwilling for your child to take part)
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Appendix 6 Sample interview transcription

Transcript of Interview with Teacher 1 (Sanijit)

R- Can you tell me a lile bit about your professional background? Have you
worked here long?

-9 AAE OOOAR Oih Oih )B8OA AAAT A DPOEI AOU
OAAAEET C8 ) OOAOOAA AAAE ET c¢mny AT A )35
of opportunites 0T BOT COAOO ET 1T U AAOAAO8 )B80A cCi
, ET 608 31T h AAOI U 11T ET TuU AAOAAO EA ObBI O
| really enjoy teaching, so in my second year | was given the chance of

specializing in Maths. So | completed 2 year specialist Maths primary

qualification. It was hard work but I got there in the end! Along with that my role

ITiTx EO EETA T &£ 1 EEA A AEAIPEIT &£ O -AOEO
AAATT A -AOEO AT T OAET AOT Oerseéng MaHs inth©T ) 8 i
school and making sure that we have the right resources and making sure that
AOAOUAT AU O EAPPU xEOE OEAEO bl ATTEITC
AT A AEEl AOAT AOA TAEETC CiTA DPOICOAOGO
nex AOOOEAOI Oi xEEAE EO AlTiETC ET EIT 3
priority at the moment and amending what we currently teach so that, come
September, we are ready to start teaching that. So, you know, kind of, we need to

be hitting the ground running with that.

R- Ok, so have you always worked at this school then?

s A N

-9AOh ) OOAOOAA EAOA ET 1T U .14 UAAO AT A ) 8¢
R- Ok, what was it about it that you liked?

-y 660 A 110 1T /&£ OEET CO8 ) 1 AATA ) ABAIOS O ¢ Al
OEAO ¢cOO #ZAAITEI ¢ OEAO ) EAA xEOE OEEO OAET’
is but when | walked in to Merrygold | had a sort of warm, very positive feeling,

as | was being shown around. The children seemed very friendly. The chiégn

EAOA AOA OAOU CEOEIT ch OEAU Al i A £OTih OTIA
DOEOEI ACAA AAAECOI 01 AO AT A OEAU APPOAAEAOA
rather work in that environment rather than, say somewhere that was quite

affluent. You know, theyd 1 6 O Al xAUO ADPPOAAEAOA xEAO UI O
Uur 6 ETTxh xABOA A OAOU O1 00 1T &£ OECEO ETEO
together, you know, sharing ideas. Yeah it becomes a bit competitive at times but

we all like to share ideas and | thinkhe most important thing is my boss here,

iu EAAAOCAAAEAOh )B80A ci O A OAOU OOPDI OOEOA
)y 6O0A ¢1 6 ATu pOoi AT AT 6 ) AAT ¢i O EEI ATA

AT A Ol h Ul O ETT xh OOAEinkthalistf@ @airEthing®d CT ET ¢ T
xEEAE EAADPO I A EAOA AOO i1 Oid T &£# OEAO UI O
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O0PDPi OO OOAEE )60A ¢ci O A cii A OAI AOGEI T OEED
ETT x8 4EAT EO8O OEA AEEI AOAW.8 31 OEAOA8O N

R- Thank you. So my research is specifically about social inclusion of pupils A )
EAAT OEAZEAA xEOE 3%. h O )Y)8A EOOOoyamEA O A
and what it looks like here?

I- Well | think, my understanding of social inclusion ighat you accommodate

ET AEOEAOAI AEEI AOAT 60 T AAAO O OEA AAOGO OE.
needs whether they be very gifted and very able or whether they have seweer

learning difficulties. | mean sometimes when you try to include children acally

you can be excluding them in a way as well so just because, you know, like say an

SEN child, some children you try and cater for them but actually a mainstream

school is not the best place for them but you do the best that you can with the

resources hat you have. FoiStatemenA A AEEIT AOAT EO8 O COAAO OE/
AdOOA T Ai AAO T £ OOALELE OEAO AAT xI OE xEOE O
make really good progress who, without thaStatemenhh x1 O1 AT 60 EAOA8 " (
) 6 OA Al Ol ChildrenAvhd atStAtdn@net with dne support staff

i AT AARO AT A EO6O OAOU AEAEEEAOI O O1 AAOGAO 4
children in the class who also need my attention so it becomes a bit of a juggling

game in a way. So morally and from mgonscience | want to help every child,

ulr 6 ETTxh OEAOGEO iU EIA AOO DPEUOEAAI T Uh )
do that to the best of my ability but a lot of these children with SEN, they have

quite specific needs.

R- Ok, are those needs acaudnic, or social, or both?

I- 1 would say a mixture. | would say both are difficult but possibly more socially,

xEAT OEAU EAOGAT 60 ¢ci O OEA OI AEAl OEEI 1T O 1O
ETT xh OEAUBOA AARAET ¢ AEOOODPOEQAND UGEA GET)Is<MA
experience that, probably to like a minor extent. | would say that that would be

really difficult because it would disrupt your whole lesson and it would stop the

learning of allthe class. Whereas if a child iworking below a level, you krow,

you can find resources, you can find something, which they can do at their level,

you know. But then sometimes you will find that if | give something to a child

with SEN which | think is at their level they will still need some input from

myselforthed xEI 1T OOEI T TAAA £ O I A O OEO Al x1
ATl OEEO88 ) AAT 86O EOOO OAU OOEEO EO Ui 60 O
some input or some support, some adult input. So that sometimes becomes

difficult, it dependsonwe i ) 8 OA Ci1 O xEOE I A ET Al AOO8 4FE
iTi AT Oh OEAU AOA A AEEZEZEAOI O Al AOOh OEAUB O
AgAEOAAI A8 )60A AAAT ET A AEAx OEOOAOQEIT O x
Agbl AETET ¢ O A COI G&reskditbeclass goingoffthe AT ) 8 OA
OAEI 08 31 EZ )6i EI OEAOA AU [T UOGAI £# EO EO

R- Yes, so in that way then, how do you think that the TAs that you work with
specifically help with the social side?
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I-/ Eh OF OEAUGOA cCci O Aiisl ¢ 6l £1 ODAEANODOAT AA OEA
quite experienced members of support staff so, if children are having difficulties

socially, they will sometimes withdraw them from the class and just, having that

ITA O TTA AT 1 OAOOGAOQET T xEOEBEIGEROA WI O EAAI
AAAT ET ¢ Ol AAUed O(T x AT Ui & OEETE Uil O Al OI .
building that awareness with them. Perhaps keeping like a behaviour journal,
like a personal journal so that they can record their thoughts and feelings, you
know, having a feelings chart. You know, that kind of emotional aspect, | think
EAOET ¢ OEAO A@OOA AAOI O OEAO OAAI T U EAI PO
I OEAO AEEI AOAT ) xEIl OoOuUu Oi Ai EO AOO ) A
if I had an extra adult then they would probably do that better, do you know

what | mean?

R9AOh AAZET EOAT Uh OEAO8O COAAO OEAT E Ul O8
explain what the role of the teaching assistants were, what kind of things would
you include?

I- Ok, so in my opinion the role of the teaching assistant is to, yes support the

OAAAEAO ET OEA OAAAEEIT C AT A 1 AAOTET Ch xEOE
learning, yes the teaching assistant is there to support that and to support the

teaching with like preparing resources and all that. So making sure that the
OAAAEAO EO OAAAU O1 OAAAE A 1 AO0OIT AOOAI
OAOEO xEEAE AOA DPAOO T &£ OEA Oil Ah DPOOOEIT
AT ET ¢ OT )ty do that! But algd withid like whole school, having that
contribution to school as well. So they should be part of the decision making in
xEAOBO CiEITC 11T ET OEA OAEITTI1I ET 1AO0OIT Onh
need to be a part of that.

R- Ok, so are they in this school?

I- Yes, | would say they are. And also giving them responsibility as well so having

that trust with them. So for example at our school teAEET ¢ AOOEOOAT OO 1 A4
Write,Incd8 xEEAE EO A OAAAET C eviyhemb®&OET ¢ DOl CO
support staff has a small group which they teach and they are responsible for, so

they will plan and they will teach that group.

R- Do they assess that as well?

-%0i h xA1 1T OEAOAGO OEAO AAEI U AOCORODOAT O «x
O1 AAOOGOI T A OEAO OI AAU AT A UT O EAGAT 608 AOO
assessment where you level achild, tita EO AT T A AU GEA ADALAKDHS7 O
So they are in charge of assessment to a certain degree, in the day to day lessons,

EOS6 O E th& o0 kadelaQood dialogue with the teaching assistants, so that

CiTA OAI AGET T OEED O1T OEAO Ui 6 AAT OAuUh UT O
Ol AAUed UI O ET1Txh OAEA OEAU O1T AAOOGOATA 10
OEAOed OIF EAOE&EM,Go | diskicdmmiircAtibn isGrapArent. %

E

R- When do you find time to do that?
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I- So we try and do it at the beginning of the lesson, so when | get in | will say,

O, AOA xAd811 AA TTTEETC AO OEEO Ol AAU& 1T Oh
OOARAAOETTAITU )81l CEOA EAO OEA 1 AOGOIT bi
EAOA xAAEO xEAT )&6i1i 11 OA 1T OCAT EUAA OEAT 10
Maths intervention programme, so whenever | do Maths there are a few children

inthe classwhoareworki ¢ AAT T x A AAOOAET 1 AOGAI ET -AO

- AOEO AT 1T OAET AOT Oh )B80OA AT O6CeEO ET A BOIT COA

designed to cater for children who are just below the level expected for that age.

So she has got that, read it at hoay familiarized herself with it, and she has taken

responsibility to plan that, and deliver that, and she actually enjoys doing that. So

| think, having that trust and, you know, of the abilities of that teaching assistant

and that dialogue and trust, | tink they appreciate that. Cerainly Lara does |

think. I trust her enough to plan and teach, you know, to a group of children in

my class. | think that says a lot. But we do expect a lot from our teaching

AOOEOOAT OO0 ET 1 OO OA Eukioiv,ghis®impdacsidthebel O E O
8 )O

Qu O\

O
AOA T U AEEI AOATh UIT O ETTx OEAOGGO EO O
mean.

R- Ok. Yes. Do they all work together as a team?

-9AAEhR UI O ET1 xh EAITPEIC 100 EA xABOA Cci O «
we have staff insets, support staff will be part of that initial meeting but then

OEAU xEI1T AA AI1TAAOGAA ET A0 AT A OI1AOGh Ul O
AT A PAEOOh OAIT OI A UT O 01T 00 100 OEEO &#I O 00
too clearly (laughs).

R) 060 T Eh AOAOUTITA OAUO OEAOA 371 AT Ui O OE
important that another or not?

I- Yeah, I think in the classroom, erm, being approachable and having that good

relationship with the children. Also having the &ills and the subject knowledge

Oi EAI D i1 OA AEEI AOAT 60 1 AAOTETC &l OxAOA A
and working well with the teacher. | think those are most important.

R- Yes. So in terms of the children that they work with specifically, whatadyou

think that teaching assistants bring to their education?

-%0i h OEAO6 O AEAZLZEAOI 08 ) OEETE Oii AOGEI AOh
member of staff is useful for me because sometimes, especially the girls, they will

approach a female membeof staff perhaps easier than they could approach me.

31 OEAO0C8O Oii AGEET C )B80OA I 61T A OEOI OCE 1 U .
I GEAO AOGOEOOAT 66h ET Al OAET ¢ OET 6A OEAO )60,
want to talk to me about anything i EAOAGS Ul O) &notithath ) 61 OOOA
OAAOUA " OO )B0A &I 6T A OEAO OEAU AT c¢i O .

relationship with that small group who perhaps they have worked with for a

long period of time and who they have worked with most. We dbave, | mean

Lara worked with a group of girls right from Year 4 all the way until they left in

9AAO ¢ O1F O1T 1 AGEI AOG OEA EAO 1 AOGOAOO AAAE E
ci 0 A OAAI 1T U O0OOiIT¢c AiTA OEAOA AT A ) OEEITE
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R- Do you know if there are or have been any interventions in this school that o o
EAOA OPAAEAZEAAI T U &£ AOOAA 11 Oi AEAT AOPAAO

I- Yes we have. Believe to Achieve are an organisation who run mostly after

school sports clubs but, | think it wa two years ago, they ran some counseling
OAOGOEITO ET OAEITIh O EO xAO 1 EEA A OOAET.
in Year 4 we had a few children who had counseling over a number of weeks, for

a number of issues, some children had split familge you know quite difficult

backgrounds, others were not displaying the right behaviour you know, perhaps

issues around emotions and feelings, that kind of anger and not being able to

AEATTAI EO OEA OECEO xAus 31 xAgeA EAA OEA
ThenwhAT UT O xAOA ET 9AAO v EOOO xA EAA A 1A}l
"1 (-3 10 #)43h )8i 110 NOEOA OOOA AOO EOBO
for the council, think it might be something to do with the GEM centre, which is

part of the NHS and they help with the writing oStatemens for children with

3%. N Al OEAO AADPAOOI AT Oh O1T OEA8O ATiT A EI
AAAAOOA OEAU OOGA ci O Ail OEI OA AT O1 AAOEAON
calling out at times,and saying things to other children which they might not

realise is hurtful. Those kinds of issues have gone one for a long time so they

xAROA AT OE 100 O1 AAu AT A OEAOGBO AAAT CiETC

| remember | had a lad who came fromraother school so he came from Year 5,

AEAT 60 EAOA Ccii1T A OI AEAI OEEI |1 Oh OEAOAE OA
class that | had last year were not that great at being accepting of children that

were a little bit different. So sometimes childrercan be like that, so we hatbts

of conversations, youknonkD EAOS8 O 11 O EI x xA AT OEEI CcO EA
Al 601 Oou &£ O A xEEI A AOO EABA 1 OECETAIIT U AI
when it came to it he had picked up the language well, so | knowdtA 01 8 O OEAO
OEAO xAO OEA EOOOA8 'TUxAUh EA AEAT 80 EAOA
children picked on him, so we tried to deal with that the best way that we could.

We had parents in etc.

R- Were teaching assistants ever involved in those thgs or was it teachefded?

-4 AAAEET C AOOEOOAT OO xi1 O A O1T i AGEI AO «x
AT A O AEA OEEO OI *AAES AOA8 31 OEAUGI
would draw the particular child that was having problems wit social skills and

other children from the class, and to get them talking and sort of, develop their

O1 AEA1T OEEIT O AO xAi18 ) DPOODPI OAT U PEAEAA
that they would also, it would develop their social skilsaswelB T h  UAOh OEAO0B8 O
that.

R- The problem that we often have is with measuring the success of a social skill
based intervention. Is there anything that you use? Monitoring? Framework?

-y AT 160 OEETE xAGOA Ci O A OOASjlsAOAEUAA x A
monitoring, reviewing, dialogue between teachers and other staff and with

DAOAT 6068 7AG0A AipiTUAA A 7A1 ZAOA | EEEAAO
working since September and she has opened that channel of communication
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between parentsandtheOAET T 1 h O 1 EEA xA8OA EAAT OE FEA/
from that for a number of reasons, you know, split families again or not very

privileged backgrounds, difficult backgrounds, so erm, the welfare office will

phone home, speak to the parents, visitthe AO ET T A AT A EO60O EOOO

AAT 60 xEAOB8O0 CciEITC 11T ET OAEITIh ETx AAT x.
and difficulties that the children are having and just opening that communication

Of OEAO xA O1 AAOOOAT A | TdbrdorelofEnideB & O6 O Ci ET C
i AUAA xEAOGO CiIETC 11T AT A xEU OEAUBOA AAEA

x Al ZFAOA T £EEAAO A EAx OEIi AOGh OEAG8O0 ATIT A AT
Of AT A OIi 60 PAOAT OO AOAT 60 EADPDUIAAT OO OI1 I
OAAT Ui &6 AEAAE OEEOed ,EEA &£ O AgAIi PI A 4A0.
earierAO xAl 1 h 11O COAAO OI AEAlI OEEI 1 Oh EA EA
OAAAT 01U AT A 10Ii60 xiT OOEAA AAIT 606 EEI 110 O.
that helps. We had another issue where a girl had lost her grandfather and she

xAO OAOU Al T OAh O1T OEAOAGA AAAT A AAOAAOAIT
AEERAAOET ¢ OEAO AEEI AGO OAEITTITET C8 4EA xAl E
closely and put in things tohelp her through that time.

R- Great. So you have a very diverse student population. Are there any particular
challenges that that brings to the learning environment here?

I- Well yes, we do have a lot of EAL children but not in the sense that they are

new arrivals because most of the children that we have, they were born in this

country. However, not all of them have a good model of English back at home so

OEAOB8O O1I i AOCEET ¢ OEAO xA EAOA OF AAAl xEOE
through their wri ting, it comes through in their writing, for example not using

the correct tense on verbs for example, mixing up the past and present, purely

AAAAOOA OEAU EAOGAT SO0 ci O A CITA TTAAI T E£ %
Literacy and their reading and writing,whereas some parents are great, they will

work with their children at home, they will work with them every day and you

can tell the difference. Where the parents have a lot of input you can tell the

different with those children so yes it does bring soméatrriers as in the Literacy

EO i1 OA AEAZEAOI On AAAAOOA OEAUBOA 110 AAA
to kind of undo that and model that good example of English and that good

vocabulary, not all children have that. And with the cohort of childrethat we

have, mainly from Pakistani backgrounds, not all of them have wide experiences

I 600 T £ OAETT1T EOB8O NOEOA 1T AOOI x8 31T Ui O Al
then you go to the mosque for two hours, then you come home and do you
homeworkandyoud O AAA8 31 EO60O NOEOA OAPAOEOEO.
are not from a Pakistani background, they have wide experiences, things like

going to the local art galleryor going to the local museum, niball of them have

experienced that so | think having tlese cultural barriers is difficult.

R- Does that cause social barriers between the children at school?

-%0i h 11T ) Ai160 OEETE EO Ai A0G8 ) OEET E OE,
well with each other. | mean yesye do have occurrences of misbehOET O AOO E OB (
OAOU TETTO AT A YB8O0A xI1 OEAA ET 1 OEAO OAEI T 1
x] Ol AT6O0 OAU OEAO OEA AEEI AOAT ET OEEO OAE



x] Ol A OAU EOB80O I ETTO AT A )B80OA AAhkihe EOACAA
PAOO AT A O1 UAAERh ) 1T AAT 11 OEA xET1T A OEAU
that cultural background acts as a barrier, although most of them are from the

same background really. But those from a different background, they all gel

together well, which is nice to see.

y

R- Ok, who has responsibility for managing the teaching assistants here?

-y xT Ol A OAU EOG60 i1 001U OEA EAAA OAAAEAO |
no sort of specific member of staff, like a middle manager. They are very oflua

pair and they work very well together, so ultimately they are responsible for

managing the teaching assistants. The deputy head will do all the rotas and do all

the timetabling but if the support staff have a problem | would imagine that they

would go and see the head teacher. If it was something minor they might speak

to the class teacher but if it was something major they would go to the head

teacher.

R- Yes the headteacher is very visible here, how do you find that?

I- Yeah he is, when | first came here, that was unusual for me, because the last

OAEIT10 ))8A AAAT EOh EO xAOT 80 1 EEA OEAOS
mattered, do you know what | mean? Someone had bothered to come in and see

xEAO )81 AT EIC xEOEADEA VBEEGI RAOAUBOBT OIUAGNA
ATA ) AIT1T60 i ETA OEAO AO Aii 8 ) OEETE EO0B8O
they see the head and they respect that. You get some heads that are just locked

AxAUu ET OEA 1T £ZEFEAAHh OEAU A T1EG & xO Ok AORAK EARBD
TATAG ATA ) AT160 OEETE OEAOGGO cCii1As

R9AOh )60A 11 OEAAA OEAO EAOA8s )OO OEAOA AT U
the teaching assistants here difficult?

-/ Eh ) T AAT UT 6 AAT 60 Pi AAOGA AOAOUAT Aus 31 1
OAETT1 »mOIT I A [T ATACAT AT O PITETO 1T &£ OEAx AT A
about the decision, you know. Yeah there might be a bit of moaning going on in

OEA AAAECOiI OT A AOGO OiI OEi AGAT U AOGAOUITA CcAO
into a room and havre a moan and let off some steam but you get on with it.
0OAOOITAITU ) OOAU AxAU &EOiI i OEAOh UT O ETT x
involved and things get said but ultimately I think most people get on with it.

And if people do have issues they will go argee the head. | think they teaching

assistants respond positively when you try and involve them as much as you can

ET OEAO AAAEOEI T8 ) OEETE xEAT OEAUBOA 11 .
thing with experience, so more experienced teaching assants could be given

more responsibility, more of a role. AlImost like you know when you differentiate

for your class, according to their needs, in the same way, looking at your teaching

AOOEOOAT 6O AT A OAUET ch OOECEOhiskindof EO [ 1 OA
OO0PpPT OOh xEIT AT AOT 808 Al Ui O ETTx xEAO ) i
OAAAEET ¢ AOOEOOAT 6O AO 11T A AEC cOi O6b AT A x.
OOECEO xEAO AOA OEAEO OOOAT cOEOed " AAAOOA
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better than others, so | think maybe looking at them and seeing their skills set, |
think they would appreciate that.

R9AO8 ) OEETE )86i DOAOOU i OAE AiT A EAOA8 $
the yard at playtimes?

I- Yeah we always have a teacher aradteaching assistant on duty so there is
always two adults on duty during playtimes.

R- Ok, is that dinner time as well?

I- Not dinner time, the responsibility is with the dinner ladies to free up support

OOAELE A1 O AAAAI ET A O8acBer andddachingCassBtarh UOET AO E
AOGOET ¢ 1 O1T AEOEI A0 EOO AETTAO 1 AAEAOG8 ) 060

R- Brilliant. Do you want to add anything else?

I-%0i h Al1 ) xT Ol A OAU EO OEAO UAO xA AT 1
when | was atteachingpradE AA ) xAO Oi 1 Ah OAOAOU OAAAEE
AAOGAAOGET T AT 1TAAAO OAAAEAOE AT A ) OAOU 10
EAOET ¢ OAOCEO £ O A 101 AAO T &£ UAAOOKh ) xI
I xT h AAPATAET Cc 11 EI x @k bdeande ydbdethaE E1 AOA
one child who is very demanding and has a lot of needs, and you also have other

AEEI AOAT ET UiI 60 A1l AOO AT A EZ Ui O EAOGAT GO
OAOU AEEZAEAOI 608 ) x1 01 A Al O tatikatyoOEAO OI i
have parents on your side as well, so having the support of parents, and making

parents aware of what is best for their children because sometimes parents are

scared to perhaps take them off to a school that would perhaps better suit their

needs, for example, a special school. They want their children to be in a

mainstream school however that could be failing them, so form their point of

OEAxh UAO 1 U AEEIAG6O0 EI A | AET OOOAAI OAEITT
xEOE EEI 1 0 EADAI AOD OEANOAAAGOAI 1 U OEAUSOA
Uil 660A 11T O TTTEETC AO xEAO OEAEO TAAAO AOA
including a child is excluding them.

R- Ok, do you think the cultural differences in this school make that a bit more
difficult?

I- Some of our parents are great, but | would say parents from the Asian
AAAECOI 01 Abh OEAU AOA NOEOASBAAOAAOQOEIT EO O
getting high grades, high standards, so | think they sometimes find it difficult.

They are notrealistic AT OO OEAEO AEEI A8O0 AAEI EOEAOh xE/
01 OEAURIORE OEIA@®Oh OEAU AT 160 OAAIT EOA xEAO |
31 OEAO AAAI I A0 AEAEAEAEAOCI O £Ii O A OAAAEAO Oi
becomes difficult so you have to use the right terminology and you have to

approach it in a sensitive way. Whereas some parents are very open and they

totally understand what difficulties their childOAT EAOA O1 ) x1 O1 A OAL
probably more difficult with the culture.
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Appendix 7: Sampleoded interview transcrip
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