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Executive summary

Introduction

The role of teaching assistants in schools has
been developing over a number of years. In
recent decades there has been a move
towards the increasing inclusion of pupils
with special needs in mainstream schools.
This has led to a greater need for additional
support in classrooms, a role often provided
by teaching assistants. More recently, a drive
by the Government to raise standards in
schools and tackle teacher workloads has
alsc changed the way teaching assistants are
being used in schools and has increased the
diversity and range of tasks that they carry
out. A National Agreement ‘Raising
Standards and Tackling Workloads’ between
the Government, local authority employers
and school workforce unions was signed on
15 January 2003. The Agreement has a
number of key features, which include
contractual changes for teachers and a
progressive reduction in teachers’ overall
hours which will inevitably lead to further
changes in support staff roles.

Key findings

The findings acknowledged similarities and
differences in the views and experiences
between the groups of respondents
(headteachers, teachers and teaching
assistants), and between respondents in the
different phases (primary and secondary).
Findings are presented on the characteristics
of teaching assistants, the employment of
teaching assistants, the ways in which they
are deployed in schools, their professional
and career development opportunities and
the impact of teaching assistants in schools.

Characteristics of teaching assistants

Based on the most frequent responses to a
number of questions, which asked teaching
assistants to provide background details, the
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following picture emerged. Teaching
assistants were most commonly known as
"teaching assistants’, they tended to be in the
age range of 41 to 50 years, they were
usually female, tended not to speak an
additional language other than English and
had caring responsibilities e.g. a child or
elderly relative. These findings reflected
responses from teaching assistants in both
the primary and secondary phases.

Employment of teaching assistants

e As may be expected, primary schools
tended to employ fewer teaching
assistants than secondary schools. The
average number of teaching assistants in
primary schools was six and in secondary
schools ten.

¢ On average, teaching assistants in
secondary schools received slightly higher
annual pay than teaching assistants in
primary schools, which may have been
due to the fact that teaching assistants in
the secondary phase were generally
employed for more hours than those in
the primary phase. Teaching assistants in
both phases were most frequently
employed on permanent contracts.
Permanent all-year contracts were more
common in primary schools and
permanent term-time contracts were
more common in secondary schools.

Deployment of teaching assistants

e Most teachers responding to the survey
reported that they worked with at least
one teaching assistant. This reflected the
fact that schools were advised to
distribute questionnaires to those
teachers who worked most frequently
with teaching assistants. However, some
teachers reported that they worked with
more than one teaching assistant.

e The support which teachers received
from teaching assistants tended to be on
a daily basis in primary schools and



slightly less often in secondary schools.
Teachers were mixed in their responses
about whether they were satisfied with
this level of support. Primary teachers
were slightly more satisfied with their
allocation of teaching assistant support
than secondary teachers,

Teaching assistants worked with a range
of year groups. In primary schools,
teaching assistants were more likely to
divide their time between year groups.
Teaching assistants in secondary schools
most frequently reported that they
worked with five year groups. Slightly
more secondary than primary teaching
assistants worked with pupils with
special heeds,

Generally, teaching assistants were not
required to cover whole lessons in the
absence of a qualified teacher. It
appeared that they were more likely to
provide short periods of whole-class
supervision whilst the teacher dealt with
an incident elsewhere.

Professional and career development

Schools were more likely to have in
place policies for the professional
development of teaching assistants and
less likely to have a career structure for
teaching assistants which outlined
criteria for promotion and/or increases
in their salary. c )

The majority of teaching assistants
reported that they were invited to
participate in various professional
development activities, such as whole-
school INSET and courses specifically
tailored for teaching assistants.

Barriers which prevented teaching
assistants accessing . CPD activities
varied between respondents. Teaching
assistants were more likely to highlight
school-based issues, such as not being
invited to attend CPD activities or that
the school could not afford to fund their
attendance. Headteachers more often
mentioned practical barriers such as
teaching assistants having family

commitments which prevented their
participation or that teaching assistants
found the times at which courses were
organised made them inaccessible.

The majority of teaching assistants
seemed happy to remain in their current
post, in the short-term at least, but were
less sure about their long-term career
development. Very few reported that
they could see themselves as qualified
teachers in either one year or five years’
time.

Impact of teaching assistants

®

The area in which teaching assistants
were felt to have the most impact was
the additional support they provided for
pupil leamming. This was identified across
both phases and by all three respondent
groups. The support they provided for
the teacher was also acknowledged.
Impacts on the reduction of teacher
workloads were not.as commonly
reported. In secondary schools, few

‘teachers felt that teaching assistants had

helped reduce their workioad.

Teaching assistants were identified -as
having many positive effects on pupil
performance. In particular, the fact that
they were able to deliver concentrated
levels of support to specific individuals
or small groups of pupils was
highlighted. .

The main difficulty associated with
working with teaching assistants was
the lack of time teachers and teaching
assistants had to prepare together, This
was identified by teaching assistants,
headteachers and teachers.

Respondents suggested a number of
measures which could be introduced in
order to make the work of teaching
assistants more effective. Teaching
assistants agreed that clarification of
their roles in schools and the introduction
of a career structure through which they
could gain promotion and/or an increase
in their salary, would encourage this.
Headteachers tended to agree with
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teaching assistants. However, teachers
felt that improved communication
between themselves and teaching
assistants wouid make the work of
teaching assistants more effective.

Condusions and recommendations

The differences in the views and experiences
of the three groups of respondents, and
between’ the primary and secondary phases
provided important insights into the current
use of teaching assistants in schools. The
findings identified 8 number of issues that
may affect the role of teaching assistants in
the future and some key questions to
consider.

¢ Teachers and teaching assistants said
there was a fack of time to prepare work
with each other. How could time for
teachers and teaching assistants to plan
work and share information be
facilitated?

e Many teaching assistants were unsure
about certain aspects of their
employment, such as whether their pay
structures were set at a local authority
level and, although many had job
descriptions, a large number of s¢chools
were without broader policy statements
on the roles and responsibilities of
teaching assistants. What opportunities
are there for new teaching assistants to
familiarise themselves with their school
and its structure? Do teaching assistants
have the same access to information as
other school staff?

e Although arrangements for the line
management of teaching assistants in
schools were clear, the arrangements
for organising their professional
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development were less so. Are day-to-
day line management activities and
responsibility for the professional
development of teaching assistants
carried out by different members of
staff?

¢ Although teaching assistants attended a
variety of training activities, invitations
to participate were not consistent. To
what extent are teaching assistants
aware of training opportunities
available to them? Do they have access
to advice about what courses to attend?
Should training opportunities for
teaching assistants take into account or
reflect whether they are employed in
the primary or secondary phases?

About the study

The research was based on a recent literature
review which focused on the current role of
teaching assistants in schools. The review
identified a number of areas for further
research which were followed up in the
current research project. These included
establishing the current working conditions
of teaching assistants, identifying the tasks
they were involved in, the impact they were
having in schools, and professional and
career development opportunities
experienced by teaching assistants. The
views of headteachers, teachers and
teaching assistants were obtained by means
of a questionnaire, distributed to a sample
of primary and secondary schools in
England and Wales. At least one
questionnaire was returned from 327
schools and in over 60 per cent of these
schools, questionnaires were completed by
the headteacher, at least one teacher and at
least one teaching assistant.



1 Introduction

1.1 Background

This research project is set in the context of
increasing debate surrcunding the role of
teaching assistants and other support staff in
schools whose role has been developing over
a number of years. An adult presence in the
classroom, other than that of a qualified
teacher, has been the norm for some time.
However, in special schools the role has been
more diverse, with support staff delivering a
much wider spectrum of support to both
pupils and teachers.

Over the past decade there has been a
gradual increase in the number of pupils with
special educational needs (SEN) receiving
their education in mainstream schools. This
increasing inclusion of SEN pupils into
mainstream education has necessitated the
provision of additional levels of support in the
classroom —a role largely fulfilled by teaching
assistants. More recently a drive by the
Government to raise standards in schools and
tackle teacher workloads (including the
establlshment of the General Teachmg
Counil in 2000) has also changed the way
teaching assistants are being used and has
increased the dlverSIty and range of tasks that
they carry out.

The signing of the National Agreement
‘Raising Standards - Tackling Workload’
(Workforce Agreement Monitoring Group,
2003), with the aim of raising standards in
schools and freeing up mare time for teachers
to focus on teaching and learning placed theé
role of teachlng assistants_ firmly in the
spotlights once more.  Signatories to the
Agreement consisted of a representative
cross-section of a nymber of key partners,
including the Government, local authority
employers and school workforce unions. The
signatories are currently acting together at a
national level in the Workforce Agreement
Monitoring Group {WAMG), to oversee
implementation of the Agreement.

The changes proposed in the National
Agreement include an increased emphasis on
providing more opportunities for support
staff to access relevant training opportunities,
remuneration that reflects levels of training,
skills and responsibilities and the introduction
of a new ‘higher-level teaching assistant’
(HLTA) role. Professional Standards for
HLTAs have been published by the DfES and
the Teacher Training Agency (TTA), and set
out what is expected of those who wish to
take on this additional role (see
http://www.useyourheadteach.gov.ukp). A
major  contractual change is the
acknowledgement that teachers should not
routinely carry out certain administrative and
clerical tasks that will increasingly come under
the remit of the support staff role. The
Agreement identifies 24 tasks, including:

e collecting money

e chasing pupil absences
e bulk photocopying

e classroom displays

e stocktaking

« cataloguing, preparing, issuing and -
maintaining egquipment and materials. -

Further information on the tasks and the
National Agreement can be found on the
National Remodelling Team’s website at
http:/mwwiremodelling.org/. A list of these
tasks is also set out in Annex 5 of the 2003
School Teachers’ ~Pay .and Conditions
document {DfES, 2003). In addition, The
National Joint Council for local government
services published ‘guidance on the use of
support staff in schools in 2003. This
publication provides guidance on training
and development, fixed-term contracts and
the development of local career structures
{National joint Council for Local Government
Services, 2003).
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A recent review of the literature on teaching
assistants (Lee, 2002), revealed a number of
key findings and areas for further research. In
particular, there was no definitive job title for
those involved in this particular in-school
support. Further to this, teaching assistants
were employed in a variety of ways, ranging
from taking responsibility for supporting
aspects of the curriculum through to carrying
out administrative tasks. They were also
increasingly working with small groups of
pupils, rather than. being assigned to one
particular pupil with identified needs. Lee
also identified the need for further research
to establish the availability and effectiveness
of training opportunities and the Continuing
Professional Development (CPD} of teaching
assistants, and to establish the effects of the
teaching assistant role on teacher workload.

The current project was carried out as part of
the Local Government Association’s {LGA)
Educational Research Programme to address a
number of areas of further research, as
outlined above. It also provided the
opportunity to gain a range of views, not only
from teaching assistants but also from their
colleagues who work alongside them.

1.2 Aims and objectives

The research project had a number of
overarching aims. Primarily, it aimed to build
on the recent NFER review of literature (Lee,
2002), in order to deliver a concise and
comprehensive  overview of current
developments in this area. In particular, the
project aimed to:

s describe the current working conditions
of teaching assistants

e identify the range of tasks carried out by
teaching assistants

o explore the impact that teaching
assistants have within classrooms

e  collect views on the opportunities for
professional and career development
experienced by teaching assistants.
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In addition, the research coincided with the
beginning of a major phase of school
workforce reforms. In recognition of this, the
project aimed not only to build on the
previous research but also to elicit opinions on
the likely impacts of the national agreement
on the role of teaching assistants in particular.

1.3 Methodology

The method of data collection was a
questionnaire survey to headteachers,
teachers and teaching assistants in primary
and secondary schools, The NFER liaison
officers in each LEA were sent information
about the project’s aims and requirements, in
order to provide confirmation to approach
schools within their areas. The questionnaire
was piloted in 6 schools (primary and
secondary) in May 2003. From the responses
received the questionnaire was amended as
necessary.

Subsequently, invitations to participate in the
questionnaire survey were sent to a random
sample of 500 primary schools, 50 of which
were in Wales and 300 secondary schools, 20
of which were in Wales. The samples were
selected from the NFER's register of schools in
England and Wales. Nationally, both primary
and secondary school samples were regionally
representative. In the primary school sample
infant/first schools were slightly over-
represented and primary/combined schools
were slightly under-represented when
compared nationally. The number of junior
schools in the sample was representative of
the national number of junior schools. LEA
type was also broadly represented, the only
exception being County authorities which
were slightly over-represented in the sample.
The secondary school sample was broadly
representative by type of secondary school
and LEA. The only exceptions were the
London Boroughs, which were slightly under-
represented in this sample,

Independent, nursery and ‘speciall schools
were not included in the sample. The decision
to exclude special schools from the sample



was based on the acknowledgement that the
use of teaching assistants in these schools
would be very different from their
deployment in mainstream schools, which
was the main focus of the study.

The invitations to schools were sent at the end
of the summer term of 2002/03 with the aim
of sending questionnaires to responding
schools at the start of the autumn term of
2003/04. The invitations to schools yielded
fairly low response rates. In order to improve
participation rates, the survey was sent out to
those schools that had replied to the initial
invitation (Group 1) and to those that did not
respond (Group 2), in order to provide a
second opportunity for them to take part.
Questionnaires were not sent to schools that
indicated that they did not wish to participate
in the survey. The response rates for both
groups are shown in Tables 1.1 and 1.2

The distribution of questionnaires reflected a
multi-perspective approach whereby teaching
assistants, teachers and headteachers were
invited to participate in the survey, in order to
provide as complete a picture as possible.
Within each school, the headteacher and a
maximum of three teaching assistants and
three teachers, with whom the assistants
worked most closely, were invited to respond.
Schools were asked to consider a number of
elements when deciding who should
complete the questionnaires. These included:

o different year groups
e different subject areas

e levels of responsibility.

In order to ensure schools were clear about
which school support staff the research was
aimed at, they were provided with a
definition of ‘teaching assistant’. This was
defined as any of the following most
commonly used terms, as established in the
previous study by Lee (2002):

e classroom assistant

e leaming support assistant

s  special support assistant
e special needs assistant

e specialist teacher assistant.

The research referred to teaching assistants as
those individuals who were in paid
employment in support of teachers in schools,
who were not qualified teachers themselves.
This terminology reflects Government
guidance (DfEE, 2000). In addition, they may
have had a general role or more specific
responsibility for a particular child, subject
area or age group.

13.1 Group 1

The response rates for schools that agreed to
participate in the research are shown in Table
1.1.

Table 1.1 Response rates for schools that

agreed to participate
e R e T e e o e A T T Pl R o T e Vg o =g =
Questlonnalre Primary Secondary
type schools schools
o8 fegee o
et R e G
Headteachers 162 67 57 53
Teaching assistants
ptothreeperschod) 309 43 161 48
Teachers
(up to three per 295 4t 137 42
1.3.2 Group 2

The re'spoh.se rates for schools that did not
reply to the invitation to participate are
shown in Table 1.2

Table 1.2 Response rates for schools that did

not reply
S R e S Y R T TR e
Questionnalre Primary Secondary
type schools schools
I g i
TRATH
Headteachers 36 18 15 14

Teaching assistants
{up to three perschodl) 60 12 38 12

Teachers _
{up to three perschoodl) 61 12 42 14
i - e . T S B2 B R s

' Response rates include a small number of questionnaires which were returned without identification. These were

not induded in the analysis.
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As would be expected, the response rates
from Group 1 were an acceptable level,
ranging from 41 to 67 per cent. Response
rates were highest from headteachers. A
possible reason for lower response rates from
teachers and teaching assistants may be
because the questionnaires were distributed
to them from within the school, whereas
headteachers received them directly from the
NFER. Ancther reason for the lower response
rate from teachers and teaching assistants is
that we were seeking up to six responses per
school. Response rates from Group 2 were
considerably lower than Group 1, ranging
from 12 to 18 per cent. Again the
headteacher questionnaire had the highest
responses. The overall instrument response
rate was 32 per cent. At least one
questionnaire was returned from each of 327
schools.

The instructions to distribute questionnaires
to various members of staff yielded different
combinations of recipients. Figure 1.1 shows
the number of questionnaires returned from
secondary schools and Figure 1.2 shows the
number of questionnaires returned by
primary schools. Each circle shows the number
of schools where a particular recipient group
returned a questionnaire, Where the circles
overlap, the figures reflect the number of
schools in which combinations of different
recipient groups returned questionnaires. For
example, we can see in how many schools
questionnaires were  returned by
headteachers alone, where they were
returned by headteachers and teachers or
headteachers and teaching assistants or by all
three groups of respondents.

Figures 1.1 and 1.2 show that in most schools,
all three respondent groups returned
questionnaires. This was the case in 60
secondary schools and 143 primary schools.
Fewer schools returned questionnaires from
only one or two groups of respondents. Over
sixty per cent of the schools we received
questionnaires from provided responses from
all three groups of respondents.

4 the employment and deployment of teaching assistants

Figure 1.1 Combinations of respondents from
secondary schools

Headteachers
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Figure 1.2 Combinations of respondents from
primary schools
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1.4 The structure of the report

The report is structured around the themes
identified in the questionnaire. In addition, a
number of key questions are identified by the
research team, arising from the introduction
of the National Agreement. These are
presented in the relevant sections, providing
a contemporary context within which to
iflustrate the findings and ensure their
relevance to a professional audience.

Throughout the report comparisons are made
between the findings from each of the
primary and secondary phases. However,
schools within each of the phases operate
differently and structural differences such as

the size of school and the way the school day
is organised need to be borne in mind when
making such comparisons. It should also be
noted that comparisons are also made
between the groups of respondents. When
making these comparisons percentages are
stated and these do not indicate that the two
groups have been compared by the use of
statistical significance testing.

More questionnaires were sent to primary
schools than secondary schools in order to reflect
the national spread of schools in each phase. This
means that there are greater numbers of
respondents from primary compared to
secondary schools (Tables 1.1 and 1.2).

the employment and deployment of teaching assistants 5



2 Characteristics of teaching assistants and the
schools in which they work

This chapter Vlustrates the main
characteristics of the schools, teachers and the
teaching assistants who replied to the
questionnaires, [t aims to provide a context
within which to locate the subsequent
sections of the report by outlining details such
as the gender and age profile of teaching
assistants and the numbers of pupils in the
schools in which they are employed.

2.1 Teaching assistant
characteristics

Teaching assistants were asked to provide a
number of background details, such as: age,
gender, job title, whether they spoke an
additional language to English and if they
held any caring responsibilities outside school
e.g. care of an elderly parent or relative.
Tables 2.1 and 2.2 illustrate the highest
responses provided by teaching assistants in
each of the information categories.

Analysis of the most frequent responses from
teaching assistants told us that they were
usually female, aged between 41 and 50, did
not speak any additional languages and had
caring responsibilities outside of school. They
also mentioned a wide range of job titles. The
most frequent response was teaching
assistant. The second most commonly
reported job title was learning support
assistant (28 per cent), followed by classroom
assistant (8 per cent). in total, 48 different job
titles were reported.

Almost half of teaching assistants were aged
41-50, just over a quarter reported that they
were aged 3140 and 18 per cent were aged
51-60. Fewer teaching assistants were aged
18-30. Most respondents were female,
although this varied according to school type:
in the primary schools one per cent of
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respondents were male and at secondary level
4 per cent were male. Although the majority
of teaching assistants did not speak an
additional language, 13 per cent of primary
teaching assistants and 25 per cent of those in
secondary schools said they did. French was
the most frequently reported additional
language (55 per cent) followed by British
Sign Language (BSL) {23 per cent) and
German (10 per cent).-

Table 2.1 Characteristics of primary teaching

assistants
"""""""""""""" Most  Percentage
frequent response

Characteristic type response %
Jobtite  Teaching assistant 40
Age group (years) 41-50 48
Gender Female 99
Additional language
other than English No 85
Caring responsibilities Yes 71

N 3

s il

Source: NFER teaching assistant survey — teaching assistant questionnaine

R s el R T e s R SRR

Table 2.2 Characteristics of secondary teaching

assistants
o e s S e A R L R s e e
Most Percentage
frequent response

Characteristic type response %
lob title Teaching assistant 34
Age group (vears) 41-50 47
Gender Female 96
Additional language
other than English No 70
Caring responsibilities Yes 76
N =201

T e e e S T, e T s

S 23 e T S5

Source: NFER resd;iragmmww— teaching assistant questionnaire

Teaching assistants were also asked to identify
any additional responsibilities they held
within their school. A variety of



responsibilities were reported, further

information is given in Appendix 2.

2.2 Teacher characteristics

Teachers who responded to the survey were
asked to provide details of the subjects or year
groups which they taught and any school
responsibilities they held.

2.21 Primary teachers

In primary schools, teachers who completed
the questionnaire were most likely to teach
reception (14 per cent) or year 2 (14 per cent).
However, we had responses from teachers
ranging from nursery through to year 6.

In primary schools, the teachers most likely to
complete the questionnaires were subject
coordinators (69 per cent). The second most
frequent responsibility held was deputy head
(14 per cent), followed by Special Educatlonal
Needs Coordinator (SENCO) (12 per cent). |
addition to these, a wide range of other roles
were also mentioned. Each of the following
was reported by less than ten per cent of
teachers: early years coordinator, class
teacher, senior teacher and assessment
coordinator.

2.2.2 Secondary teachers

In secondary schools, the teachers who
responded to the questionnaires most
commonly taught English (19 per cent),
followed by mathematics (18 per cent) and
science (14 per cent). Although these were
the main subjects teachers said they taught, a
wide range of subjects was mentioned. These
included: art and design, modern foreign
languages, religious education and design and
technology. Each of these was mentioned by
less than five per cent of teachers.

In secondary schools, 27 per cent of teachers
reported they had subject coordinator or
head of department responsibilities and 15
per cent said they were the SENCO. These
were the most common responsibilities

reported by respondent teachers in secondary
schools.

2.3 School characteristics

Headteachers were asked to provide various
details about their schools. These included:
number of pupils on roll, numbers of Full-
Time Equivalent (FTE) teaching staff, how
many FTE staff worked as teaching assistants
and the total number of teaching assistants
they employed in their school. This
information was requested in order to
contextualise the findings from the remainder
of the questionnaire. Table 2.3 shows the
averages for each of the characteristics. The
median average is used wherever averages
are referred to throughout the report. It
provides a’ more ~accurate measure of
averages as it is less influenced by very smali
or large numbers within the data.

Table 2.3 Characteristics of schools

=3 "'-".';Tﬂ"-"':‘l‘;'.f‘—:f_‘_ﬁ'é R g R O e TRE—— TR
Headteacher responses
{median)
Characteristics: Primary Secondary
Number of pupils on roll 192 995
Number of FTE-teaching
staff in school 8 60
Number of FTE staff
working as teaching assistants
in schools 4 8
Number of people
\wrkmg as teadmng assustan's
in schools 6 10
WA R R c-u-v-'rm.aam.r.-h--ia-mm T B M B S B T
N 192 N 72

RN = x

Source: NFER teadmgmsmm‘smey headnead:squsnonna:re

As would be expected, secondary schools had
more pupils, employed more’ teaching staff
and tended to have more people working as
teaching assistants. In addition, headteachers
were also asked if their school had Investors in
People status. This was more common in
secondary schools. Just over a third of primary
headteachers and just under three quarters of
secondary school headteachers said their
schools had been awarded Investors in People.
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3 Employment of teaching assistants

This chapter outlines the employment
conditions of teaching assistants. In particular,
it explores the employment contracts and
salary levels of teaching assistants and the
existence of schooHevel policies which outline
their roles. In addition, it provides details on
the line management of teaching assistants
and the existence of job descriptions.

This chapter will consider the following
questions.

%Wﬁga&ﬁmﬁw m%&& m@t
Mﬁmﬁ*&%&. msngmé

ckm&em R ds e Es:xﬂh i
me usa Mmma@mm

3.1 Number of teaching assistants

Headteachers were asked to provide details
about the number of teaching assistants
working in their school. Overall, primary
schools employed fewer teaching assistants
than secondary schools. The median number
of teaching assistants was six in primary
schools and ten in secondary schools.

Combining this information together with
information headteachers provided about the
median number of pupils in primary and
secondary schools, the ratio of teaching
assistants to pupils was calculated. in primary
schools this averaged as -one teaching
assistant to every 25 pupils and in secondary
schools there was an average of one teaching
assistant to every 99 pupils.

3.2 Local authority pay structures

According to both primary and secondary
headteacher respondents, the majority (90
per cent) reported that their local authorities
set out a pay structure for teaching assistants.>
Of - the overwhelming majority of
headteachers who said their local authority
did have a pay structure, 96 per cent reported
that they used it in their school. Responses
from teaching assistants highlighted that they
were less sure about the existence of pay
structures within their local authorities. Sixty-
three per cent of teaching assistants replied
that their local authority set out a pay
structure for teaching assistants and 91 per
cent of these reported that their school used
this structure.

Many of the teaching assistants who
completed the questionnaire commented on
the inadequacy of pay structures: ‘My job
description grew, the workload doubled... my
salary stayed the same’; ‘Different levels of
teaching assistants [should be] linked to
different pay structures’; and ‘In restructuring
the new salary bands, why have relevant
qualifications and experience not been taken
into account? It is evident from such
accounts that some teaching assistants feel
that pay structures lack clarity and would
benefit from clearer guidance and definition.

3.3 Salary levels

The questionnaire contained some simple
questions regarding salaries. Teaching
assistants were asked to indicate their
approximate annual salary and the number of
hours they worked per week. The guidance
which accompanied this question was: ‘This

*  In line with official guidance, all local authorities set general pay structures for school support staff.
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should be the actual salary you receive for the
number of hours you work'’.

Generally, teaching assistants working in the
secondary phase received slightly higher
annual pay than teaching assistants from the
primary phase (primary teaching assistants
received a median average of £6978, whilst
teaching assistants in secondary schools
received a median average of £8568). As
would be expected, teaching assistants who
worked longer hours received higher salaries.
Teaching assistants in secondary schools
generally worked more hours than their
colleagues in primary schools and tended to
report higher salaries. Forty per cent of
primary teaching assistants were employed
for more than 25 hours per week during term
time compared to 58 per cent in secondary.
schools. Twenty-two per cent of primary
‘teaching assistants were employed for 15
hours or less a week, during term time,
compared with six per cent of teaching
assistants in secondary schools.

The nature of the information requested
about salaries and hours worked makes it
difficult to analyse the data further. The fact
that the information about hours worked was
provided in bands e.g. 15 hours or less, 16 to
25 hours etc. meant that we could not reliably
correlate hours worked against earnings.
However, there was a general pattern that
the more hours a teachina assistant worked
the more their salaries increased.

A number of comments from teaching
assistants highlighted the general issues
which surrounded the issue of salary levels. A
teaching assistant in a primary school said
‘Isn't it about time we were appreciated and
not paid to the level of the catering or
cleaning staff?’

In a secondary school, another teaching
assistant made the following comment:

Our pay is deme,anirig, embarrassing and
engenders poor self-esteem combined with
lack of status both within the school and in
wider spaces. We are too often perceived as

“failed teachers’. Are all nurses ‘failed
doctors?

A teaching assistant in another primary school
said simply: The salary does not equate with
the workload and responsibility’.

A number of teaching assistants also spoke
about the additional, unpaid time they
worked. The questionnaire provided several
opportunities for teaching assistants to
express their views and several of them were
concerned about this issue. A primary
teaching assistant said: ‘All teaching assistants
do much more hours than they are paid for
and in another primary schoo), the teaching
assistant confirmed how she felt about the
additional hours she worked:

I [should] work 27 hours a week but | always
work 30 and it is almost expected of me. If |
say | am leaving on time I get some strange
looks.

Teaching assistants’ concerns about low pay
were echoed by teachers and headteachers
who completed the questionnaire. In one
primary school, the headteacher said ‘The
DfES needs to introduce a National Pay and
Progression structure with an incremental
scale and suitable career progression’. And a
primary teacher explained: ‘I feel so
embarrassed that they are paid so little for all
their skills and in a smail school have no
chance of a career structure’.

Salary levels are a complex area, which was
only touched on in the survey. The findings
from simple questions contained in this
questionnaire cannot in any way reliably
correlate salary level with the skills, training
and responsibility which teaching assistants
possess. Nevertheless, low pay was clearly an
issue. The comments above are representative
of the types of issues which are prevalent in
schools in regards to teaching assistant pay
scales. These issues are highlighted across
both phases and by all groups of respondents
i.e. teaching assistants, teachers and
headteachers. The desire to see salary scales
that recognise variations in skills, training and
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qualifications and different levels of
responsibility, seems to be of paramount
importance amongst those who responded to
the guestionnaires.

3.4 Employment contracts

Teaching assistants were asked to provide
information about the type of contract on
which they were employed in their school.
They were provided with a number of
response options and the opportunity to
provide any extra details or information
about additional types of contracts which
were not listed. The findings are shown in
Table 3.1.

Table 3.1 Employment contracts

e P e e e e e R e

Teaching assistant responses
%
Type of contract: Primary  Secondary
Pemanentalyesr 38 31
Permanent term-time only 27 39
Temporary term-time only 14 10
Temporary all-year 13 12
Casual - - 1
Other 6 7
No response 1 1

N=373  N=201

AR R e T R e T T W R TR AR e T R

A single response ftern
Due to rounding errors, parcentages may not always sum 1o 100
Source: NFER teaching assistant survey — teaching assistant questionnaire

Teaching assistants reported that they were
most commonly employed on permanent
contracts either on an all-year or term-time
only basis. Thirty-six per cent of all teaching
assistants were employed on a permanent all-
year contract and a further 31 per cent were
employed on permanent term-time contracts.
As Table 3.1 shows, permanent all-year
contracts were slightly more common in
primary schools and permanent term-time
contracts were more likely in secondary
schools. '

Fewer teaching assistants were employed cn
temporary than permanent contracts. In some
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cases, teaching assistants provided additional
information  about their  particular
circumstances. One primary teaching assistant
who was employed on a temporary basis
wrote; ‘[There is] no security. Hours can be
reduced at any time during the school year.
Hours can change each year’. Teaching
assistants who were employed on term-time
only contracts also said they lacked security.
As one primary school teaching assistant
explained:

Teaching assistants are unhappy with the
term-time contract, which effectively
renders teaching assistants -.unemployed
fand] without pay for a large portion of the

year.

if such statements are representative of a
wider audience then the issues of the
employment of teaching assistants on
contracts which are not permanent may be an
area which merits consideration in the future.

Few respondents provided additional details
of their contract of employment. Six per cent
of teaching assistants reported that they were
employed on contracts which were in
addition to those options provided in the
questionnaire. These included fixed-term
contracts and contracts where the teaching
assistant provided support to a particular
pupil whilst they remained in that particular
school.

3.5 Existence of job descriptions

Both headteachers and teaching assistants
were asked whether all teaching assistants in
their school had written job descriptions.
Eighty-seven per cent. of all headteachers
surveyed said that the teaching assistants
employed in their schools had written job
descriptions. Eleven per cent said that
teaching assistants did not have a written job
description and two per cent were not sure.
Not surprisingly, this finding was mirrored by
the teaching assistants surveyed, 80 per cent
of whom replied that they did have a written
job description, 15 per cent did not and four
per cent were not sure.



3.6 School policies on the roles of
teaching assistants

The survey asked headteachers and teaching
assistants if their schoo! had a policy or
written guidance on the roles of teaching
assistants. Table 3.2 shows the responses to
this question.

Fifty-four per cent of all teaching assistants
reported that their school had a policy or
written guidance on the roles and
responsibilities of teaching assistants. Just
under half of headteachers agreed with this
(42 per cent). If teaching assistants identified
such policies they were also asked whether
they felt these were applied consistently
throughout the school, 71 per cent thought
that they were. This opinion was more
common in primary than secondary schools.
Eighty-one per cent of primary teaching
assistants felt that such policies were applied
consistently throughout their school, but only
just over half (54 per cent) of secondary
teaching assistants agréed with this.

Table 3.2 The existence of whole school
policies on the roles and
mspons:bllltles of teaching assmtanis

e i B N S RS B

R PR A

Existence o'l‘ pollclesl madnng assistant responses
written guidance: %

RS N, RO M RR e A5 R T R e R 1 R R RER Rt

=

Yes 54
No 26
Not sure 18
No response 2
N— 574

A single response itern
Due o rounding errors, percentages may hot aways sum 1o 100
Sounce: NFER teaching assistant survey — teaching assistant questionnaine

The difference between the primary and
secondary phase may be attributable to
secondary schools being larger institutions and
therefore making it harder to apply a policy
such as this consistently throughout the school.

Schools were invited to return copies of their
policies with their completed questionnaires.
Eight policy documents were received and
contained a range of information on teaching

assistants’ roles and responsibilities. Further
details are given in Appendix 1.

Where schools did not have a written policy
which defined the roles of teaching assistants,
they were asked whether they felt it was the
responsibility of teachers and teaching
assistants to work together in order to
establish effective working strategies. The
majority of teaching assistants (89 per cent)
asserted that it was the responsibility of each
teacher (and assistant) to decide how they
would work together. However, finding the
time to do this was often difficult. This is
discussed further in Chapter 6.

3.7 Line management
responsibilities

We were interested to know who had line
management responsibility for teaching
assistants. Both headteachers and teaching
assistants were asked to indicate who held
this responsibility in their school. Table 3.3
shows the pattern of responses.

Table 3.3 Line management of teaching

assistants
o Haadteacher and
teaching asdstmt% responses

Line manager: Primary  Secondary
Headteacher 81 13
SENCO 33 84
Deputy/assistart headieacher 30 21

Head of key stagafyear group 15 6

Other senior teacher 7 9
Senior teaching assistant 4 8

Other 6

No response - 2
e e M-N: ;,85 ik KM:ZO?
B e S S g o

More than one answer cowid be given so perceniages do not sum o 160

Source: NFER teaching assistant survey = headteacher and teaching assistant
questionnaires

In primary schools, the headteacher was most
likely to line manage teaching assistants (81
per cent) and in secondary schools it was more
likely to be the SENCO (84 per cent).
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The differences in line management between
primary and secondary schools could be due
to different ways of deploying teaching
assistants in the two phases or differences in
the organisational structures of the schools.
For example, the research found that
teaching assistants in secondary schools were
more likely to work with pupils with special
needs (Section 4), therefore it would follow
that they would be line managed by the
SENCO. In primary schools, where there are
fewer members of senior staff, it is more
likely that the headteacher would undertake
this role.

A tfew teaching assistants took the
opportunity to comment on their particular
experiences of line management, making
comments such as ‘line managers [are] not
utilising teaching assistants’. In some cases,
respondents made recommendations for
improving the effectiveness of the line
manager role. A secondary headteacher
explained:

12 the employment and deployment of teaching assistants

1 would like to see us employing a few more
Learning Support Assistants (LSAs) and the
team being managed by a senior LSA. This
would increase opportunities for planning
and CPD and relieve the SENCO of the day-
to-day management of LSAs.

The evidence from this survey would seem to
indicate that the line management of teaching
assistants could benefit from further
clarification. Section 133 regulations issued
under the Education Act 2002 (England and
Wales. Statutes, 2002) state that qualified
teachers should not necessarily undertake any
line management of support staff. However,
line management responsibilities can range
from dealing with day-to-day matters to
undertaking performance management. What
is unclear from the questionnaire findings is to
what extent qualified teachers, other than
senior managers, are undertaking some line
management responsibilities for teaching
assistants. This issue Is discussed further in
relation to the professional development of
teaching assistants in Chapter 5.



4 Deployment of teaching assistants

This chapter focuses on the ways in which
teaching assistants are allocated to work in
schools. This includes: the pupils they work
with; their distribution throughout the
school; responsibilities for whole-class
supervision; and the tasks which they carry
out. In addition, opinions on the role of
teaching assistants in relation to the National
Agreement on workloads are also discussed.

This chapter considers the following
questions.
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4.1 Use of teaching assistant
support in schools

Teachers were asked to indicate the maximum
number of teaching assistants who generally
supported in their class. Table 4.1 shows how
teachers responded to this question.

As expected, the majority of teachers
surveyed (70 per cent) said that they had a
maximum of one teaching assistant present in
their class. This finding reflected the fact that
the questionnaires were sent to schools with
the request that they were distributed to
those teachers who worked most closely with
teaching assistants. Interestingly, some
teachers indicated that they worked with
more than one teaching assistant. As Table 4.1
shows, 19 per cent of primary teachers and 22
per cent of secondary teachers said that they

received support from two teaching
assistants. Further to this, in<lass support
from three teaching assistants was reported
by four per cent of teachers in primary schools
and eight per cent in secondary schools.
However two per cent of teachers in primary
schools, and the same in secondary schools
reported that they did not work with any
teaching assistants at all.

Table 4.1 Number of teaching assistants
providing in-dass support

T S N = i
Teacher responses

Number of teaching %
assistants per class Primary Secondary

0 2 2

1 72 66

2 19 22

3 4 8

4 1 -

5 1 -

No response 2 2

N =359

N = 180
e e ity i -
Due to rounding erors, percentages may not always sum to 100

Sevince: NFER teaching assistant survey — teacher questionnaire

e e R s e

Teachers were also asked how often they
experienced teaching assistant support in
their classes, The results are presented in Table
4.2,

Secondary school cdlasses were most often
supported for ‘some of the day some days’ (54
per cent), whilst primary school classes were
most often supported ‘some of the day, every
day’ (41 per cent). However, as already
established, the teachers responding to this
questionnaire were those experiencing the
most contact with teaching assistants in their
schools. It foliows that responses such as
'occasionally’ ‘rarely’ and ‘never’ would be
low. An interesting point to note is the
difference in the frequency of teaching
assistant support between primary and
secondary schools. Primary teachers were
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more likely to receive some support every day
whereas teachers in secondary schools were
more likely to receive support less frequently.

Table 4.2 Frequency of teaching assistant
in-class support

A e e R o SRR i
Teacher responses

How often teaching . : £

assistants supportindass  Primary  Secondary

Some of the day, every day 41 BT

All day, every day 34 2

Seme of the day, some days 14 54

All day, some days 7 i

Occasionally 2 21

Rarely 1 4

Never <1 1

No response 1 2

" N=359  N=180

e
A series of single response items
Due to rounding errors, percentages may not always sum to 100
Source: NFER teaching assistant survey — teacher questionnaire

In addition, teachers were asked whether
they felt their allocation of teaching assistant
support was appropriate. Around haif the
teachers (53 per cent) felt that their allocation
was ‘about right'. This was more often the
case for primary teachers (56 per cent) than
secondary teachers {47 per cent), Fifty-one per
cent of secondary teachers felt that they did
not have a large enough allocation of
teaching assistants for their current classes.

4.2 How teaching assistants are
allocated to work

Headteachers were asked to indicate the ways
in which teaching assistants were allocated to
work in their school, for example with
individual  pupils or particular year groups.
They were provided with a set of possible
response options and the opportunity to
provide additional responses.

Headteachers in both phases most frequently
reported that teaching assistants worked with
an individua! specified pupil or pupils. This
was more prevalent in the responses from
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secondary headteachers. Almost all (99 per
cent) secondary headteachers said that
teaching assistants in their schools worked
with individual specified pupils, compared
with 93 per cent of headteachers in primary
schools. Headteachers reported the second
most frequent way. in which teaching
assistants were allocated within their schools
was to work with a specified class or teacher.
This was indicated by 86 per cent of
headteachers and was more commonly
reported in the primary than secondary
phase, 91 per cent and 75 per cent
respectively.

When headteachers were asked whether
teaching assistants in their school worked
with a particular or a variety of year groups,
the responses varied. Similar numbers of
headteachers in both the primary and
secondary phases reported that teaching
assistants worked with particular year groups,
just over a half of respondents in both phases
indicated this. However, working with a
variety of year groups was more prominent in
the secondary phase. Headteachers in
secondary schools were more likely than
those in primary schools to say that teaching
assistants in their school worked with various
year groups. Seventy-six per cent of secondary
headteachers reported this to be the case
compared with 53 per cent of those in
primary schools.

4.2.1 -Pupils with whom teaching
assistants work

We also wanted to ascertain the range of
pupils with whom teaching assistants worked.
Teaching assistants were asked to provide
information about which year groups they
worked with and if they worked with pupils
with special needs. Teaching assistants were
able to provide more than one answer.
Figures 4.1 and 4.2 illustrate the range of
different classes and year groups to which
teaching assistants in primary and secondary
schools were allocated. The percentage of
SEN pupils is presented as a separate bar in
each figure, as it was provided as a separate
response option in the questionnaire.



However, this group of pupils couid fall into
any or all of the year groups in both primary
and secondary schools.

From the graphs it is apparent that a large
number of teaching assistants in both primary
and secondary schools worked with pupils
with special educational needs. This was
particularly pronounced in the secondary
schools (69 per cent) compared with the
primary schools (46 per cent). The high level
of support for pupils with special needs,
particularly in secondary schools, also ties in
with the findings from Chapter 3 which
reports the tendency for line management
responsibilities to be undertaken by the
SENCO. In addition, Figure 4.1 shows there
was a high level of pupil support in the
Foundation Stage (year 1-2). Support was also
high in the transition period {year 7) and key
stage 3 {year 9) as shown in Figure 4.2.

The fact that teaching assistants indicated
each of the year groups they worked with

meant that this information could be
manipulated further, in order to provide
information about the total number of year
groups teaching assistants supported. Table
4.3 presents these findings.

Table 4.3 Number of year groups with which
teaching assistants work

S O S e e
Teaching assustant% responses
Number of year groups Primary . Secondary
1 28 8
2 35 8
3 5 21
4 12 16
5 42
6 3
No specific year group 13 i
No response - 1
N 373 N 201

More than one answer qoulid be given so percentages da not sum to 100
Source: NFER teaching assitant survey - teaching assktant questionnaire

Figure 4.1 Year groups with whom teaching assistants worked with in primary schools

20
E 80
g 70
a &0
]
@ 50
o
£ a2 :
=
E " 30
¥ 20
® 10
Year 1 Year 2 Year 3 Year 4 Year 5 Year 6
Year groups

Figure 4.2 Year groups with whom teaching assistants worked with in secondary schools
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In the main, teaching assistants tended to
work with more -than one year group. This
was particularly evident at secondary level.
Forty-two per cent of secondary teaching
assistants worked with five different year
groups compared with two per cent of
primary teaching assistants. Teaching
assistants in primary schools were more likely
to divide their time between year groups.

4.2.2 Areas supported by teaching
assistants

Headteachers and teachers were asked to
provide examples of any ways in which they
felt that the use of teaching assistants had
had a positive impact on pupil performance.
These were open-ended questions which
elicited a wide range of responses. In addition
to providing information on the impacts of
teaching assistants on pupil performance
which are presented in Chapter 6,
respondents outlined how teaching assistants
had contributed to these impacts and the
areas of work in which they were involved.
These included the following:

e curriculum support
- literacy and numeracy support

- help with handwriting and letter
formation

- supporting pupils to remain on-task
- helping pupils with coursework

e behavioural and emotional support

- offering praise and reinforcement of
positive behaviour

- provision of pastoral support
— mentoring/counselling

- family liaison

- improving pupil self-esteem

e special needs support

- helping manage the delivery of
differentiated work

- supporting pupils with special needs
e.g. Asperger’s Syndrome

- supporting pupils with physicai
impairments.
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4.2.3 Whole-class supervision

Headteachers, teachers and teaching
assistants were asked how often teaching
assistants worked with the whole class in the
teacher's absence. Table 4.4 shows the
responses of teaching assistants from both
primary and secondary schools.

Table 4.4 How often teaching assistants work
with the whole class in the teacher’s

absence
Teaching assistant responses
%
Frequency Primary ~ Secondary
Occasionally | ' 50 | 40 '
Never 32 48
Sometimes 12 7
Regularly 6 5
No response | 1
N=373 N =201
T 0 S TS T B T AR T e e

A single response item
Due'to rounciing errors, percentages may not aways sum to 100
Source: NFER teaching assistant survey — teaching assistant questionngire

The table shows that the majority of teaching
assistants felt that they provided occasional
cover for teachers or were not called on at all
to deliver whole-class support in the absence
of the teacher. Only six per cent of primary
teaching assistants and five per cent of those
in secondary schools said that they reguiarly
worked with whole classes in the absence of a
teacher,

The responses provided by teaching assistants
were then compared with those of
headteachers and teachers. In both primary
and secondary schools, headteachers and
teachers were largely in agreement with
teaching assistants in maintaining the view
that teaching assistants were not regularly
cailed upon to work with whole classes in the
absence of a teacher. Whereas teaching
assistants most frequently reported that they
provided occasional cover, the responses from
headteachers and teachers in both phases
were more likely to refer to teaching
assistants never providing cover for whole
classes in the absence of-a teacher. Eleven per
cent of secondary headteachers and nine per



cent of teachers in secondary schools said that
teaching  assistants provided cover
occasionally. This is compared with 40 per cent
of teaching assistants in this phase. Eighty-five
per cent of headteachers in secondary schools
and 88 per cent of secondary teachers
reported that teaching assistants never
provided cover compared with 48 per cent of
teaching assistants in secondary schools.

Responses within primary schools also
reflected similar differences between the
respondents. Again, fewer headteachers and
teachers than teaching assistants felt that
teaching assistants were occasionally asked to
provide cover. Thirty-eight per cent of
headteachers and 32 per cent of teachers
chose this option compared with 50 per cent
of teaching assistants, And, as reflected in the
secondary  school responses, more
headteachers and teachers than teaching
assistants felt that teaching assistants never
provided whole class cover in the absence of a
teacher. Fifty-five per cent of headteachers
and 58 per cent of teachers stated this
compared with 32 per cent of teaching
assistants.

The discrepancies between the views of the
different respondents mainly surround the
issue of teaching assistants providing
occasional cover or providing no cover at all.
Headteachers and teachers were more likely
to state the latter option, especially in
secondary schools, where aimost twice as
many headteacher and teachers than
teaching assistants reported this. These
discrepancies may be attributed partly to the
design of the questionnaires and partly in
acknowledging the various perspectives held
by each of the different groups of
respondents. The questionnaire did not ask
respondents to provide information on the
length of time that teaching assistants
worked with a whole class without the
presence of the teacher. Therefore, a teaching
assistant may cover a dass for 10 minutes at
the start of a lesson and hence tick the
‘occasionally box’, however the teacher may
not view this 10 minute favour as cover and
therefore tick the ‘never’ box. The definition

of what constitutes ‘occasional’ support may
be quite different between headteachers and
teachers and teaching assistants. The issue of
teaching assistants taking a class without the
teacher present is a contentious one. The
National Agreement provides extensive
guidance on the strategies which schools
should adopt to deal with cover for teacher
absence.

Respondents were also asked to state the
circumstances in which teaching assistants
took a whole class. Table 4.5 shows how
respondents answered.

Table 4.5 Circumstances in which teaching
assistants take the whole class

o e T iy e} =g 0
Teaching assistant responses
%
_Clm.lnstame Primary Secondary
While teacher deals with
incident elsewhere 85 87
Unplanned teacher absence 49 55
While teacher attends
meeting 33 10
While teacher conducts
pupil assessment 32 7
Planned teacher absence 22 11
Other 12 "
No response 1 1

N =251 N=103

More than one answer could be given 50 percentages oo not sum to 100
Source: NFER teaching assistant sunvey - teaching assistant-questionnaire

%

The table shows that the majority of teaching
assistants said that they provided cover while
the teacher dealt with an incident elsewhere,
Headteachers and teachers agreed with this.
The circumstances under which teaching
assistants in primary schools were called upon
to provide whole-class supervision were
slightly more varied than in secondary
schools, Teaching assistants in primary schools
reported that they were more likely than
those in secondary schools to ‘cover a class
whilst the teacher attended a -meeting’,
‘whilst the teacher conducted a pupil
assessment’ or in the case of ‘planned teacher
absence’,
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Some respondents took the opportunity to
express their concerns about teaching
assistants working with the whole class in the
teacher's absence:

All the teachers, teaching assistants and
governors of this school are extremely
concerned about the appropriateness and
the practicalities involved in teaching
assistants having whole-class teaching
responsibility.

P S (primary headteacher)
Teaching assistants are not teachers. | would
not be happy to leave my dass in the sole

charge of a teaching assistant.
{primary teacher)

The teaching assistants seem reluctant to
take whole or even half classes for varied
reasons (i.e. discipline, lack of subject

knowledge, confidence).
(primary teacher}

It must be reiterated however, that the
responses to the questionnaire suggest that
teaching assistants are not regularly called on
to supervise a class in the absence of a
qualified teacher for a significant amount of
time. What the findings appear to suggest is
the occasional reliance on teaching assistants
to supervise a class for a short time whilst the
class teacher deals with an incident
elsewhere.

4.3 Tasks teaching assistants
carry out

All respondents were asked to identify which
tasks teaching assistants carried out. A list of
tasks was provided, which respondents could
tick or they could provide an additional
response, if they wished, in the space
provided. Only a small number of
respondents provided any additional
information.

For reporting purposes, the tasks that
teaching assistants carried out have been split
into five areas; teaching support, monitoring
and assessment, pupil support, and
administrative tasks. Each of these areas is
reported separately in the following sections.
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4.3.1 Teaching support

Three tasks were assigned to the category of
teaching support because they were deemed
to be tasks which involved teaching assistants
in the teaching process. The tasks were: team-
teaching of the whole class, pre-lesson
discussion/planning and post-lesson feedback.
The findings are presented in Table 4.6.

Table 4.6 Teaching assistant tasks which

support teaching
M e R e S e M e e e
Teadhing assistant responses
R .S
Task Primary  Secondary
Pre-lesson discussion/
planning 89 65
Post-lesson feedback 83 63
Team-teaching of
the whole class 72 41
N=373 N =201
R e R e AT R e e O s 2 S
A sevies of single response items

Percentage of respondents who said they did that task
Source: NFER teaching assistant survey = teaching assistant questionnaire

Teaching assistants working in primary
schools reported that they were involved in
the three tasks which were designated as
supporting teaching in some way more
frequently than teaching assistants in
secondary schools,

Generally, responses from teachers reflected
those of the teaching assistants. However,
there was slightly more agreement between
teachers and teaching assistants in the
primary than the secondary sector. The
tendency for fewer secondary teaching
assistants to participate in pre- and post-
lesson discussions may be due to their greater
mobility within schools. As reported earlier in
the section, teaching assistants in secondary
schools are more likely to work with a variety
of year groups and teachers. This
characteristic of the secondary schoo! day
combined with the timetabled structure, may
limit opportunities for teaching assistants to
participate in these particular tasks.

Respondents were ako provided with the
opportunity to indicate which of the tasks was



of most benefit to pupils and which benefited
teachers the most. Teaching assistants and
teachers from both phases felt that post:
lesson feedback was of most benefit to
teachers, whilst team-teaching and pre-lesson
discussions. were of most benefit to pupils.
Comments such as ‘lesson plans [should] be
given to teaching assistants in advance, as a
matter of policy’, were common amongst
respondents and highlighted the strength of
support for the combined efforts of teachers
and teaching assistants in carrying out these
tasks.

43.2 Monitoring and assessment

Two tasks were .identified as providing
support for pupil monitoring and assessment.
The responses are shown in Table 4.7.

Table 4.7 Tasks undertaken by teaching
assistants which support monitoring
and assessment

R R R R 554 = e re

B R

Teaching assistant responses
' %

Task Primary Secondary

Assessment of pupils a5 ' 66

Contributing to IEP

development and/

or monitoring : 81 75

N=373 N =20

e Y TR R e e e e

A serfes of single responge ftems

Percentage of respondents who said they did that task
Source: NFER teaching assistant susvey — teaching assistant questionnaire

In the main, teaching assistants working in
the primary sector reported more frequently
that they were involved in supporting
monitoring and assessment than was the case
for secondary teaching assistants. Primary
teachers supported the responses of the
teaching assistants in primary schools;
however, teachers in secondary schools felt
that the teaching assistants in their school
were less likely to be involved in supporting
pupil assessment (49 per cent) or contributing
to the development of Individual Education
Plans {IEPs) (66 per cent).

Teachers and teaching assistants from both
phases felt that assessment of pupils was of

most benefit to teachers whiist contributing
to |EP development and/or monitoring was of
most benefit to pupils.

4.3.3 Preparation and displays

The provision of support for preparation and
display work was separated into two separate
tasks as shown in Table 4.8.

Table 4.8 Teaching-assistant tasks which
support classroom preparation and

displays
Teaching assistant responses
- %

Task Primary  Secondary
Preparation of materials/

equipment 97 75
Constructing displays 88 . 40

N =373 N = 201

R N Y 3 Ry e e o e s o ErSniise - S

A series of single response items
Percentage of respondients who sald they did that task
Source: NFER teaching assistant survey — teaching assistant questionnalre

Teaching assistants working in the primary
sector were more likely to be involved in
classroom preparation and displays than
secondary teaching assistants. The difference
between the two sectors was particularly
noticeable in providing support to construct
displays.

These differences may be due to teaching
assistants in primary schools being depioyed
more often to work with individual specified
teachers or classes and therefore more likely
to be based in the same classroom. In
secondary schools, the greater movement of
teaching assistants between classes may limit
such - opportunities. Although primary
teachers generally agreed with teaching
assistants, secondary teachers were less likely
to agree with the teaching assistants they
worked with about the level of support they
received in preparing materials and displays.
Fifty six per cent of secondary teachers said
teaching assistants helped prepare materials
and equipment and a further 29 per cent
said teaching assistants helped with display
work.
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4.34 Pupil support

There were seven tasks which provided
support directly to pupils. The results are
presented in Table 4.9.

Table 4.9 Tasks undertaken by teaching
assistants which support pupils

AT R e TR e
Teaching assistant responses
%

Task Primary  Secondary

Work with groups of

specified pupils g7 89

Work with individual

specified pupilis) 91 95

Work with groups of

pupils outside

the classroom 88 71

Work with pupil(s)

outside the classroom 81 87

SEN support ) 76 83

First aid/administer

medicine : 76 21

Playground duty 74 14

N =373 N = 201

L N T R T e e el e

A serfes of single respanse iterns

Pencentage of nespandents who said they did that task
Source: NFER teaching assistant suney — teaching assistant questionnaire

In general, teaching assistants working in
both primary and secondary schools
supported pupils in a variety of ways.
Working with specified pupils, either in
groups or individually and working with
pupils outside of the classroom was common
in both phases. According to the responses
from teaching assistants, they were involved
in mostly similar tasks which supported pupils,
in both the primary and secondary phases.
However, teaching assistants in.secondary
schools were less likely to provide playground
duty or administer first aid.than those in
primary schools. This may be due to pupils’
ages and increased responsibility amongst
pupils for their own personal conduct at
secondary school level. A few teaching
assistants questioned the appropriateness of
assisting with playground duty ‘schools
should not insist on your working as a mid-
day supervisor — | think this devalues the role
which they want to make more professional’.
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When responses from teaching assistants
were compared with those from teachers
there were a number of discrepancies,
particularly at secondary level, but in general
teachers’ and teaching assistant’s responses in
primary schools were fairly similar. in
secondary schools, teachers tended to feel
that pupil support provided by teaching
assistants was mainly classroom based. They
were less inclined to say that teaching
assistants provided pupil support outside the
classroom, than teaching assistants
themselves reported. For instance, 71 per cent
of secondary teaching assistants stated that
they worked with groups of pupils outside
the classroom compared with 47 per cent of
secondary teachers. Fewer secondary teachers
also felt that teaching assistants provided less
special educational needs support than the
teaching assistants themselves indicated.
Eighty three per cent of teaching assistants in
secondary schoois compared with 65 per cent
of secondary teachers reported that teaching
assistants carried out this task.

These reoccurring discrepancies between
secondary teachers and .the teaching
assistants they worked with may be the resuft
of less opportunity and time to develop these
working relationships in secondary schools,
and ultimately less awareness on the part of
teachers as to the day-to-day tasks and
responsibilities in which the teaching
assistants in their school are involved.

43.5 Administrative tasks

All respondents were asked whether teaching
assistants carried out a number of
administrative tasks: photocopying, collecting
money, ordering resources and pursuing
absences, all of which are highlighted in the
National Agreement. Table 4.10 shows the
responses.

Teaching assistants reported that the most
common administrative task they carried out
was photocopying, which occurred more
extensively in primary than secondary schools,
93 per cent compared with 79 per cent,
respectively. In addition, teaching assistants



working in the primary phase were slightly
more likely to assist with ordering stock and
much more likely to help with collecting
money than their secondary school
colleagues. About a quarter of teaching
assistants in both phases said they were
involved in pursuing absences.

Table 4.10 Administrative tasks carried out by
teaching assistants

B R e S R e TR R Y}
Teaching assistant responses
%

Task Primary Secondary
Photocopying 93 79
Ordering stock/resources a1 30
Collecting money 41 12
Pursuing absences 23 26
A serfes of single ftams

Percentage of respondents wha said they did that task
Sousre: NFER teaching assistant survey — teaching assistant questionnaire

Teaching assistants appeared to be deployed
in a variety of ways throughout primary and
secondary schools, in tasks which supported
many aspects of teaching and learning. A
teaching assistant in a primary school
encapsulated this finding ‘we see ourrole as a
profession in itself, a unique blend of
counsellor, teacher and motivator’.

4.4 The most important skills

Teaching assistants and teachers were asked
what they felt were the most important
personal and professional skills teaching
assistants needed in order to support pupils.

441 Personal skills

The three main personal skills which were
identified were: patience (57 per cent of
teaching assistants and 49 per cent of
teachers), skills in working with children (55
per cent of teaching assistants and 52 per cent
of teachers) and communication skills (48 per
cent of teaching assistants and 41 per cent of
teachers). Also identified were: flexibility,
organisation skills, enthusiasm and confidence.

44.2 Professional skills

The three main professional skills identified
were: subject specific knowledge (48 per cent
of teaching assistants and 51 per cent of
teachers), pedagogic knowledge (identified
by 45 per cent of teaching assistants and 47
per cent of teachers} and communication skills
(identified by 33 per cent of teaching
assistants and 32 per cent of teachers). Also
identified were: flexibility, enthusiasm and
understanding child development. .

It is interesting to note the similarities
between teachers and teaching assistants in
their views about which skills they felt were
important for teaching assistants to possess.
The combination of softer skills, such as
communication, teamed with more
knowledge specific skills, such as child
development and understanding the
processes involved in teaching and learning,
seemed to be key areas where skills were
valued. Other skills mentioned, such as
flexibility and enthusiasm, were highlighted
as both personal and professional skills,
stressing the Importance with which such
skills are viewed.

45 Respondents’ views on the
National Agreement

The questionnaire invited headteachers: and
teachers to say if they thought the role of
teaching assistants in their school would
change from September 2003, with the
introduction of the National Agreement on
Raising Standards and Tackling Workload. The
questionnaires were sent to schools at the
same time as the first phase of reforms within,
the Agreement was introduced. It seemed a
timely opportunity, therefore, to gain opinion
on the perceived impacts of the Agreement
on teaching assistants’ roles.

Half of the headteachers surveyed (49 per
cent) thought that the role of teaching
assistants in their school would change from
September 2003 with the introduction of the
National Agreement on Raising Standards
and Tackling Workload. Slightly fewer
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teachers (36 per cent) felt that the role would
change. Responses were very similar between
respondents in both the primary and
secondary phases. '

4.5.% The effects of the National
Agreement on teaching assistant
and teacher roles

Respondents were asked to explain how they
felt the National Agreement may affect the
roles of teaching assistants and teachers in
their school. A variety of responses were
elicited, which included a mixture of positive
and negative suggestions.

Teachers and headteachers felt that some of
the positive impacts of the National
Agreement would be to:

e affect teaching assistants’ pay, working
conditions and training positively

o facilitate an increase in responsibilities
for teaching assistants

e improve communications between
teachers and teaching assistants

e provide teachers with more time.

Comments which reflected these positive
views included: ‘the whole teaching practice
will change with a better status for assistants’
(primary headteacher), ‘the flexibility should
reduce -stress and workload for teachers’
(primary teacher). .

Where respondents felt the National
Agreement may affect the roles of teaching
assistants in a less positive way, this tended to
include: - removing teaching assistants from
pupil support and placing pressure on school
budgets. Comments provided by respondents
included: .

Our téaching assistants have taken on
additional responsibility within the school
to move on to the next grade on their pay
scale, but this work is to be undertaken
during the school day which means class
teachers will have less help. '

- {primary teacher)
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LSAs will spend less time helping supporting

individual children.
{primary teacher)

Teaching assistants will be expected to do
more... however this will be during the
existing time as we can‘t afford to pay any
more time for them, or pay for more

teaching assistants.
{primary headteacher)

There doesn‘t seem to be enough money
available . to support the National
Agreement on Raising Standards and
Tackling Workload. We need more money
to ensure that existing support for children
continues whilst support for teachers is
improved.

(primary headteacher)

The teachers {55 per. cent) and headteachers
(49 per cent) who did not think that the role
of teaching assistants would change as a
result of the National Agreement were asked
to explain why not. The most common
response from this group was that the
teaching assistants in their school were
already well deployed (38 per cent of teachers
and 62 per cent of headteachers). Other
responses included: teaching assistants can
not take on any more work, and budget or
time constraints would prevent changes
taking place.

Although teaching assistants were not
specifically asked a question about the
National Agreement, a number of teaching
assistants provided additional comments
about the National Agreement. This was a
typical response: ' ‘

The new workplace agreement has put
back the cause of teaching assistants
greatly. Now we have all the jobs the
teacher wants to rid himfherself of - mainly
unskilled labour, too, such as photocopying
and collecting money. We don‘t mind this as
part of our role but this is beginning to
supersede our usual work. Will we have a
teaching assistant to help us?

(teaching assistant)



5 Professional and career development

This chapter explores the existence of policies
and structures in schools to support the
professional and career development of
teaching assistants. It will also highlight the
extent and uptake of professional
development opportunities that are available
to teaching assistants and any difficulties that
teaching assistants experience in taking up
such opportunities.

This section will look at the following
questions.

5.1 School-level policies

Just over half of headteachers (58 per cent)
reported that their school had a policy for the
professional development of teaching
assistants. in addition, airmost a third said they
would be Introducing a policy in the near
future. The responses were similar for both
primary and secondary schools.

A second question asked headteachers and
teaching assistants about the existence of a
formal career structure for teaching assistants
in their school. Nineteen per cent of
headteachers reported that their school had a
career structure for teaching assistants
whereby they could gain promotion. This
could be in the form of increased
responsibility for an area of work and/or an
increase in salary. The existence of such a
career structure was reported slightly more
frequently by headteachers in secondary
schools.

Nine per cent of teaching assistants in both
primary and secondary schools agreed that
their school did have a career structure in
place. Further to this, 24 per cent of teaching
assistants in primary schools and 14 per cent
of secondary teaching assistants were unsure
of whether their school had a career structure
or not. A teaching assistant in one secondary
school reported 'l have been on Scale 1 for
over ten years. [I have had] no training or
incentive offered to improve’.

5.2 Qualifications

Teaching assistants were provided with a list
of qualifications and asked to indicate which
they had completed or were currently
undertaking. The most frequently cited
qualification was the City and Guilds
Certificate in Learning Support. This was
reported by 31 per cent of secondary teaching
assistants and 15 per cent of primary teaching
assistants. In addition, 55 per cent of primary
teaching assistants and 61 per cent of
teaching assistants in the secondary phase
provided details of qualifications they had
undertaken which were not included in the
list of qualification options previded.

Of those teaching assistants who provided an
additional response, 23 per cent of primary
teaching assistants said that they had
completed the NVQ in Early Years Care and
Education and 14 per cent of secondary
teaching assistants cited the NVQ Level 3 for
teaching assistants. These were the most
frequent responses within each of the
phases.

A wide range of additional qualifications was
highlighted in this response category,
however the number of teaching assistants
which were undertaking each of these
qualifications was smali.
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Around a quarter of teaching assistants
reported that they had not completed or
were not currently involved in any accredited
courses. The responses were similar in both
primary and secondary schools.

The comments made by teaching assistants
revealed some concern about the lack of
recognition surrounding non-accredited
courses in which they had participated or
qualifications they had gained prior to their
current role. As one teaching assistant in a
primary school said:

Surely there must be a way to fast-track
people like me through the system and give
us credit for what we have accomplished
already and acknowledge that our skills are
transferable?

5.3 Training

Headteachers and teaching assistants were
asked a number of questions about the
training opportunities which were available
to teaching assistants. The questions focused
on: access to training and the training in
which teaching assistants had participated.

5.3.1 Access to training

Table 5.1 shows how teaching assistants
responded.

Table 5.1 Training activities that teaching assistants are invited to attend

As shown in Table 5.1, almost half (45 per
cent) of teaching assistants who responded to
the questionnaire, revealed that they were
always invited to attend whole-school
training activities, such as INSET. This was
more common in secondary than primary
schools. Fifty four per cent of secondary
teaching assistants said that they were always
invited to whole-school training compared
with 39 per cent of their primary school
colleagues. When looking at training
opportunities tailored towards the specific
needs of teaching assistants, 34 per cent
reported that they were always invited to
attend. Responses were higher among
teaching assistants in primary schools (38 per
cent) than was the case for secondary
teaching assistants (28 per cent).

Responses from headteachers provided a
slightly different picture. In particular, 71 per
cent of primary headteachers reported that
teaching assistants were -always invited to
attend specific courses that were relevant to
their role. A similar proportion of secondary
headteachers agreed with this.

This difference in perspectives may, in part, be
explained by the fact that responsibility for
organising and coordinating professional
development activities for teaching assistants
may not necessarily lie with the headteacher.
Therefore, the headteacher responses may

PE R T R R T T 0 U S e R s R T T R AT
Teaching assistant responses
%
Training activity: Always Mostiy Sometimes Rarely Never No response
Whole school training
(e.q. INSET) 45 16 23 6 7 3
_Year group/departmental ’

training 17 9 19 12 25 18
Specific courses for
teaching assistants 34 16 29 9 8 -4
Other 2 <1 3 1 92
N =574

= L e o S L e e e T S T T R e A e T e N T e e S e TR e
A series of single response items

Dhue to rounding errors, percentages may not aiways sum to 100
Source: NFER teaching assistant survey — teaching assistant quéstionnaire
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reflect a more strategic viewpoint which
encompasses the aims and objectives of
whole-school CPD policies. It may also be a
matter of perception: school managers may
feel that CPD activities are open to all staff,
but teaching assistants may not feel that they
are included.

In the main, it is the responses from the
teaching assistants themselves, which
highlight the differences in opportunities
they experience in attending training courses
at their schools. Despite a general paucity of
invitations to always attend training, very few
teaching assistants reported that they were
never invited to participate. Seven per cent of
teaching assistants stated that they were
never invited to attend whole-schoo! training
activities and eight per cent reported never
participating in specific courses for teaching
assistants. This suggests that on the whole,
teaching assistants did experience
opportunities to participate in training
activities and that the issue is more about the
frequency of these opportunities.

5.3.2 Participation in training and
professional development
activities

We were interested to find out more about

the nature of training courses attended by

teaching assistants. This is shown in Table 5.2.

Table 5.2 shows a different pattern for
primary and secondary teaching assistants.
First Aid courses were the most popular type
of training undertaken by teaching assistants
in primary schools. CPD activities which
centred around gaining expertise in working
with pupils with leaming and/or behavioural
difficulties were equally attended by primary
and secondary teaching assistants (54 per cent
and 55 per cent, respectively) while
developing expertise in particular subject
areas was slightly more common at primary
than secondary level (48 per cent and 34 per
cent, respectively). In addition, 45 per cent of
secondary teaching assistants reported that
they had participated in induction training

compared with 37 per cent of teaching
assistants in primary schools.

Tabie 52 Participation in training and CPD

activities
S = B T TR TR
Teaching assistant responses
%
CPD activities Primary  Secondary
First Aid 71 30
Development of expertise
in pupils with learning and/
or behavioural difficulties 54 55
Development of expertise
in particular subjects 48 34
Induction training 37 45
Personal and professional
development 35 47
Health and safety 34 27
Child protection 33 30
Assessment, recording
and reporting 24 24
infarmation on school,
LEA and national policles 17 2

R R R R R e L R
A series of single response items
Souwrce: NFER teaching assistant survey — feaching assistant quastionnaire

Teaching assistants were also asked to identify
those activities they had participated in which
had been of most help, The training which
primary teaching assistants found the most
helpful was first aid (64 per cent), whilst for
secondary teaching assistants the opportunity
to develop skills needed to work more
effectively with pupils with special needs was
most important (52 per cent).

We also wanted to know in what activities
teaching assistants might want to participate
in the future, Teaching assistants, at both
primary and secondary levels, most frequently
said that they would like the opportunity to
participate in CPD activities that focused on
child protection (36 per cent). Where teaching
assistants had reported that they had not
attended induction training, only nine per
cent, in each phase, felt that it was something
they would like to do. However, this response
may have been influenced by the fact that
these teaching assistants had been in their
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role for some time and therefore would not
find a course of induction helpful at this
stage.

Teachers were also asked to identify whether
they had received any training on how to
work effectively with teaching assistants. In
the cases where teachers had received
training, 41 per cent of those in secondary
schools had undertaken such training
compared with 36 per cent of teachers in
primary schools. Almost every teacher who
attended the training felt it was useful. In
addition, teachers were also asked to identify
further training they would find helpful in
relation to working with teaching assistants.
In some cases, they highlighted specific areas
of training, such as how to delegate
appropriate tasks to teaching assistants or
how to use them more effectively and in
other cases they highlighted more pragmatic
needs such as having access to the job
descriptions of teaching assistants.

A teacher gave an example of the practices
employed in her school which supported
effective teacherfteaching assistant working
relationships. This comprised a combination
of the following methods:

e there was no formal training but the
school had produced a guide to working
with teaching assistants

s. hew teaching assistants were
encouraged to attend induction training

o information acquired through
attendance at courses in connection
with effective teacher/teaching assistant
working was cascaded to other members
of staff. |

A small number of teaching assistants were
also keen to highlight the two-way process
involved in the transfer of knowledge, in that
not only should teaching assistants be the
recipients of training and. professional
development acti\ri‘cies but in many cases
they themseives had se_verél years of
experience and expertise to deliver to others.
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A teaching assistant in one secondary school
said ‘We have a wealth of knowledge that is
not often used, we are looked down upon’.

5.4 Professional development

54.1 Responsibility for professional
development

Both headteachers and teachers were asked
whether teachers were responsible for
lead*ng or organising CPD opportunities for
teaching . assistants. In general, teachers
reported that they were not responsible for
leading or organising CPD opportunities for
teaching assistants. Only 18 per cent of
primary teachers said they held this
responsibility, compared with 21 per cent of
secondary teachers. However, headteachers
answered slightly differently. Fifty-two per
cent of primary headteachers completing the
survey said that teachers did hold this
responsibility, compared with three-quarters
of secondary headteachers.

This may be due to the fact that the teachers
responding to the questionnaires were not
responsible for the line management of
teaching assistants or did not have any
professional development responsibilities for
them. As referred to in Chapter 3, it may also
be the case that the day-to-day aspecis of line
managing and the responsibility for
professional development are held by
different members of staff, therefore it would
be of interest in future research to target
more effectively line managers and/or
members of staff with professional
development responsibilities for teaching
assistants, in order to obtain a cleérer picture
of the structure of this particular area.

5.4.2 Views on the benefits of
professional development
activities for teaching assistants

Teachers were asked to identify which they

felt were the most beneficial activities for

teaching assistants to attend. Table 5.3 shows
the findings.



The most common response by teachers
across both phases, was the development of
expertise in working with pupils with learning
and/or behavioural difficulties. This was
reported by more than half of primary
teachers and almost three-quarters of
secondary teachers. As highlighted in Chapter
4, this is an area in which teaching assistants
were already experiencing training. One
explanation for this may be the move towards
educating increasing numbers of pupils with a
range of special needs in mainstream
classrooms, therefore placing a greater
demand on schools to tailor and deliver
individual pupil support programmes in order
to reflect an increasing diversity of learning
needs. The fact that teachers identified this
need, which is concurrent with the activities in
which teaching assistants were most
frequently invoived, highlights the value of
gaining these skills.

Table 5.3 Beneficial CPD activities for teaching
assistants

CPD activities Primary - Secondary

O R et Tt T RN TRRRR - QL1 R T RAREAR SIRRARIREIRS T T - R

Development of expertise

in working with pupils

with lkeaming or

behavioural difficulties 58 73
Development of expertise

in particutar subjects 45 65
Personal and

professional development 42 34
Assessment, recording

and reporting 30 21
First aid 25 13
Child protection 25 29
Health and safety 18 18
induction training 1 21
infarmation on school,

LEA and national policies 1 17
Other ‘ 5 5
No response 3 1

N =359 N = 180

SR R 0
More than one answer could be given so percentages do not sum to 160
Sourge: NFER teaching assistant survey — feacher questionnaire

Teachers in both phases agreed on the CPD
activities they felt were most beneficial for
teaching assistants. The only discrepancy
appears to be the importance of first aid
training courses, which were favoured more
highly amongst primary school teachers. This
is in line with the findings in Chapter 4, that

first aid courses had a higher uptake amongst

primary than secondary teaching assistants.

5.4.3 Barriers to teaching assistants
attending professional
development activities

In order to discover what, if any, barriers

existed which might prevent teaching assistants

participating in professional development
activities, headteachers and teaching assistants
were asked to indicate any reasons which they
felt could explain low or nor-attendance at
such events. The responses from teaching
assistants are presented in Table 5.4.

Table 5.4 Difficulties attending CPD activities

T S I L Lt W R e T it — - e Rl e oo 4
eaching assistant resporises

School cannot afford
courses for me 23
Not invited or expected
to partidpate 20
Do not get paid for
CPD activities 13
Child careffamily-
commitments 13
Cannot manage
after-school sessions 12
Sessions are irrelevant/
not appropriate 1
School has problems finding
courses for me 7
Cannot manage/afford
trave! to off-site sessions 5
School will not let me
go during the day
Not interested in participating 2
Do not have the time 2
Other 15
No res;ionse 37
N =574
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Source: NFER teaching assistant survey — teaching assistant questionnaire
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As the table shows, teaching assistants
reported that the main difficulties they had
experienced included: not being invited to
participate by their school and difficulties
finding funding for them to attend courses.
Difficulty in funding courses for teaching
assistants was reported slightly: more
frequently by teaching assistants working in
secondary schools. Thirty-two per cent “of
secondary teaching assistants compared with
19 per cent of primary teaching assistants
cited lack of funding as a problem.

On the whole, headteachers felt that
teaching assistants had or were participating
in CPD activities. Almost three quarters of
secondary headteachers and just over a half
of primary headteachers expressed this
opinion. However, where headteachers did
acknowledge low participation in CPD
opportunities amongst teaching assistants,
they generally expressed different views from
teaching assistants about the difficulties
which prevented some from accessing and
attending  professional  development
activities.

Headteachers were more likely to identify the
difficulty as the time at which activities were
scheduled and child-care and family
commitments. Indeed, such activities were
more likely to occur outside school hours.
Teaching assistants, on the other hand, feilt
their non-attendance was the result of
insufficient funding or because they were not
invited to attend professional development
activities by the school. On the basis of the
responses from teaching assistants it seemed
that the main issues for them were school-
based and related to problems providing
courses rather than more practical barriers.

Teaching assistants were also asked to provide
examples of changes that could be made
which would encourage and support them to
participate in CPD activities. Increased
funding for courses was cited by teaching
assistants as the change which was most
needed to encourage and support their
participation. Twenty-three per cent of
teaching assistants said this. In addition 16 per
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cent of teaching assistants commented that
the provision of an improved career structure
in which their involvement in such activities
was acknowledged, would encourage them
to participate in CPD. A further ten per cent
felt that the accessibility of courses could be
improved by arranging them at more
convenient times.

5.4.4 Future career development

We were interested to find out the views of
teaching assistants on their future career
development. The questionnaire included a
question asking teaching assistants V\(hefe
they thought they would be working in éne
and five years time. The findings are
presented in Table 5.5.

Table 5.5 Future career development

LRSS et et e .'.,95.'."""‘6"-'-‘"1--."..-'W:._W.'?.'.W.'.'.‘(.&'.\‘ %

Teaching assistant responses
%
Employment status One year Five years
In the same teaching _
assistant post as now 75 18
Don’t know 7 29
In a more senior
assistant post- 6 20
Other school-based
employment, ,
e.g. learning mentor 2 4
Employed, but not
in a school 1 8
Qualified as a teacher
at the same school <1 2
In a similar position to now,
but in another school <1 2
In a more senior assistant
post in another school <1 2
Retired : <1 5
Quialified as a teacher
at another school - 3
Not employed . <1
No response 6 7
N =574
S B e T e R Ly s Aagr o SRR
A series of single response items

Sounce: NFER teaching assistant survey - teaching assistant questionnaire

Three quarters of teaching assistants
anticipated that they would be in their
current posts in a years time. This'was slightly



more evident amongst primary teaching
assistants (79 per cent) than teaching
assistants in secondary schools (69 per cent).
These findings seem to imply a general
consensus that respondents felt content in
their current posts, for the short-term at least.
in the longer term, in five years time, 15 per
cent of secondary teaching assistants reported
that they would remain in their current posts
compared with 19 per cent of primary
teaching assistants.

This decline in figures needs to be
contextualised by the fact that around a
quarter of teaching assistants simply were
unsure of their career plans in five years time
and may indeed remain in the profession. It
must also be noted that more than half of the
teaching assistants who responded to these
questionnaires- had been in post over three
years and that almost half of respondents
were in the 41-50 years age bracket.

When asked if teaching assistants envisaged
themselves in a more senior assistant postin a
years time, ten per cent of secondary teaching
assistants thought they would have been
promoted compared with four per cent at
primary level. When compared with teaching
assistants’ expectations about whether they
could see themselves in a more senior
assistant post in five years time, 19 per cent of
secondary teaching assistants and 20 per cent
of primary teaching assistants said they could.
Whilst this suggests that some teaching
assistants do anticipate progressing to more
senior assistant levels, approximately three
quarters of respondents did not consider this
as a likely long-term option. In addition, very
few teaching assistants who responded to the
survey could see themselves as gaining
qualified teacher status, either in a year or
five years' time.

The findings described in Chapter 4 about the
existence of a career structure in schools for
teaching assistants may provide, in part, a
possible rationale behind the reticence of
teaching assistants, that responded to the
survey, to outline their long-term career plans.
Over half of teaching assistants reported that
their school did not have a career structure in
place for teaching assistants through which
they could gain promotion and a fifth were
unsure whether their schools had one or not.
Schools seemed more likely to have in place
policies for the professional development of
teaching assistants but were less likely to have
developed a structure which outlined clear
routes for progression and promotion.

Respondents were also invited to provide any
additional information or comments at the
end of the questionnaire. Some of the
responses focused on career development.
One secondary teaching assistant explained:

! sometimes feel undervalued and
frustrated as there is no scope for
promotion. | feel different levels with
different responsibility points would be
useful.

Other responses highlighted the desire
amongst teaching assistants to gain
professional acknowledgement of their role,
in particular:

it is important that the job of teaching
assistant becomes recognised as a career,
rather than its current status as a bit of
pocket money for housewives or a step on
the ladder to being a teacher.

In considering these findings, it is interesting
to note the introduction of the Higher Level
Teaching Assistant role with its associated links
to Qualified Teacher Status (QTS). It will be
interesting to see whether it may help to address
some of the issues raised by the NFER survey.
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€ Impact of teaching assistants

This chapter explores the areas in which
respondents felt teaching assistants have had
the most impact within schools. In particular,
it describes the benefits and contributions
which teaching assistants have made. The
chapter also outlines difficulties faced by
teaching assistants and the areas where the
work of teaching assistants could be made
more effective.

This section will consider the following
questions.
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6.1 Areas of impact

All respondents were invited to provide
information about the areas in which
teaching assistants had impacted most. The
question listed a number of possible
responses together with space for additional
comments. The responses from teachers are
shown in Table 6.1.

Teachers reported that the most noticeable
impact of teaching assistant support was the
provision of additional support for pupil
learning. . This was highlighted across both
phases and -also supported by the responses
from headteachers and teaching assistants.
A further key impact was the support
teaching assistants provided for teachers.
Headteachers, in particular, felt this was
important. Almost all primary headteachers
and over three-quarters of headteachers in
secondary schools stated this. This finding was
similarly reflected by both teachers and
teaching assistants.
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Table 6.1 Impact of teaching assistants in the
classroom

,,,,,,,,,,,,,,,,,

Areas of impact Primary  Secondary

Additional support for

pupil learning 98 97

Support for the teacher 77 62

Presence of another adult

in the classroom 65 65

Additional support for

pupil behaviour 62 73

Reduction of

teacher workload 53 18

Reduction of teacher stress 45 36

Cther .10 8

No response <1 2

N=359  N=180
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Source: NFER teaching assistant survey — teacher questionnalres

Teachers in secondary schools were slightly
more positive about the impact of teaching
assistants in providing additional support for
pupil behaviour than those in primary schools,
but this may be attributed to the greater
prevalence of behavioural Issues in the
secondary phase, such as truancy or exclusions
and the consequent need for additional
support to deal with such issues. Headteacher
and teaching assistant responses about the
additional behaviour support that teaching
assistants provided were equally favourable
for both phases.

The presence of another adult in the
classroom was also cited by teachers and
headteachers, in both primary and secondary
schools, as a key impact of teaching assistants.
Overall, the views respondents held on the
impacts of teaching assistants were very
similar. In particular, the ability to target
teaching assistant support at both pupils and
teachers and the benefits this creates appears
to be acknowledged and well received.



The reduction of teacher workloads and levels
of reported teacher stress were considered by
teachers to have had less impact than other
areas, in both primary and secondary schools.
This was more noticeable in secondary
schools. Just over half (53 per cent) of primary
teachers considered that teaching assistants
had helped reduce their workloads compared
with under a fifth (18 per cent) of secondary
teachers. '

There are .a number of possible reasons
behind this particular finding. Firstly, earlier
findings in the report (Chapter 4) outlined the
differences in tasks carried out by teaching
assistants in each of the phases. If primary
teaching assistants are more focused on
administrative tasks this may influence
teachers’ perceptions of the impact of
teaching assistant support on their workload.
Secondly, teaching assistants in secondary
schools are more likely to work with a variety
of teachers and this may dilute the impact on
any one particular teacher. Thirdly, the line
management responsibilittes may also
influence the findings. If additional
management responsibilities are accrued by
teaching staff in their work with teaching
assistants, this may add to teacher workioads.

6.2 Benefits of teaching assistant
support
In addition to asking respondents to identify
the impacts of teaching assistants, we also
asked headteachers and teachers to provide
examples of any benefits that they had
personally experienced in their work with
teaching assistants, or any contributions
teaching assistants had made that had had a
positive effect. Not surprisingly, the main
benefits of teaching assistants shared some
similarities with their main areas of impact.
Almost half (49 per cent) of the teachers
that respended to the survey felt that
support for specific pupils was the main
benefit -of teaching assistant support which
they had experienced. This was followed by
the opportunity to share classroom
responsibilities (33 per cent), sharing

professional opinions (32 per cent) and
improving teachers’ professional morale (19
per cent). Teachers were least likely to identify
support with administrative tasks as a benefit
(six per cent).

Responses from headteachers were similarly
favourable towards the contributions
teaching assistants had made in providing
support for specific pupils. Forty-one per cent
of headteachers cited this as contribution
made by teaching assistants, which had had a
particularly positive effect within their school.
However, headteachers were more likely than
teachers to report curriculum support as an
area in which teaching assistants had made a
positive contribution. This was cited by 26 per
cent of headteachers compared with only six
per cent of teachers. These differences may
simply reflect the different experiences which
are characteristic of people taking different
roles within schools. The greater strategic and
policy-driven overview of headteachers will
offer a much wider, whole-school perspective
on the contributions of teaching assistants,
while the teachers are more likely to have
first-hand knowledge at a classroom level,

Teaching assistants were also asked to provide
examples of any positive contributions that
they or a colleague had made. They were
most likely to report curriculum support (31
per cent} and pastoral support (20 per cent) as
contributions that were particularly positive,
These findings were reflective of the views of
teachers and headteachers, in that support
for pupils was seen as a key contribution that
teaching assistants make within schools.
Overall, the pattem of findings reflects how
each of the respondents acknowledged the
contributions of teaching assistants that were
particular to their circumstances.

6.3 Impacts on pupil

performance
All three groups of respondents were invited
to provide examples of the ways in which
teaching assistants had had a positive impact
on pupil performance. The format of the
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question was open-ended which elicited a
wide range of responses. In the main,
respondents outlined how teaching assistants
were able to deliver concentrated levels of
support to specific individuals or small groups.

For example, a secondary school teacher
commented:

teaching assistants can build students’
confidence and allow them to get involved
in the lesson whilst providing a safety net.

A secondary teacher in another school said:

they [teaching assistants] can develop a
slightly less formal relationship with pupils
and sometimes this encourages pupils to be
more cooperative.

A general theme which. emerged from the
teachers’ responses was the improved levels
of support, which could be directed at
individual pupils or smali groups of pupils as a
result of teaching assistants’ contributions.
For example, in one secondary school a
teaching assistant had been working with
level 3 pupils in-years 7 and 8. The teacher
reported that this had resulted in pupil
attainment increasing to levels 4 and 5. In
another school, a teacher explained how a
teachmg assistant had been working with a
pupll with Asperger's Syndrome The pupil
was in a'class of 32. In the teacher’s opinion,
the pupil would not have reached level 7 at
key stage 3 without the support of a teaching
assistant. The pupil was now in key stage 4
and was able to work independently.

An example provided by a primary school
teacher. demonstrated how the teaching
assistant in her class had supported pupils in
remaining ‘on-task during’ whole-class
teaching. The “teaching assistant -often
supported small groups or individuals,
enabling the teacher to focus on other
groups. In another primary school, the
teaching assistant had been working with a
group of children to provide them with early
literacy support. The teacher reported that
the group had ‘made rapid progress and
achieved average to above average scores in
their Standard ‘Assessment Tasks (SATs).-
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6.4 Difficulties using teaching
assistant support

All respondents were asked if there were any
difficulties associated with the use of teaching
assistants. Table 6.2 shows the responses from
teaching assistants.

Table 6.2 Main difficulties associated with
working with teaching assistants

R P R R S R BT R R T iyt
1bachlng assistant responss
%
Main difficulties Primary  Secondary
Lack of time for teaching
assistants and teachers
to prepare 73 89
Salaries too low 1 83
No proper pay structure/
opportunities for prometion 53 6l
Different attitudes teachers
may hold in working effectively
with teaching assistants 34 71
Heavy workload A 34
1ack of training and
CPD opportunities 26 3
Emational stress from
working with pupils
with difficulties - 25 48
Lack of information
about schoolyear: ‘
group issues 24 38
Unclear status and
extent of responsibilities 22 43
Teachers' reluctance’
to delegate 8 27
Other 8 13
. No response . , 6 1
N= 373 CN=201
2 R R R o T e Y e £ LA i S Y

Moreﬂ:anmeanswercouldbegwenwpermm‘agsdonotsummrm
Source: NFER teaching assistant survey — taachmgasdstamqusﬂwwe

As may be ‘expected, the blggest dlfflculty
identified by teaching assistants was a lack of
time to plan and prepare work with- teachers:
Just over three quarters of teaching assistants
reported this to be an issue, with a slightly
higher incidence at secondary than primary
level. Responses from headteachers and
teachers reflected a similar-concern about the
lack of time for teachers and teaching
assistants to plan and prepare together. Over
80 per cent of headteachers and teachers felt



this was one of the main difficulties they
encountered in working with or directing the
work of teaching assistants in their school,

Teaching assistants reported that low salary
levels was the second most common difficulty
they encountered in their work. This was
slightly more prevalent amongst teaching
assistants in secondary schools. Headteachers
and teachers were more likely to cite
variability in the skills and experience of
teaching assistants as one of the main areas of
difficulty which they faced in working
effectively with teaching assistant colleagues.

The fact that lack of time for teachers and
teaching assistants to prepare together was a
primary -concern expressed by ail three
respondent groups, is an interesting finding.
The Regulations made under 5133 of the
Education Act 2002 state:

Supervision arrangements for all staff
undertaking activities to support teaching
and learning should include time for
teachers and support staff to discuss
planning and pupil progress within the
contracted hours of the support staff.
(England and Wales. Statutes, 2002)

However, in practice, it appeared that schools
were finding it difficult to facilitate this time.

6.5 Making teaching assistants
more effective

All respondents were invited to provide
suggestions about how the work of teaching
assistants could be made more effective. The
question was open-ended and this elicited a
variety of responses. The responses that were
reported most often are detailed below,
followed by a selection of those expressed by
one or two respondents. This provides an
indication of the diversity of suggestions
given by respondents, .

Teaching assistants felt that clarification of
both their role and a career structure for
teaching assistants (19 per cent) were the

most important ways in which their role could
be made more effective. In addition,
improved communication between teachers
and teaching assistants (14 per cent) and
improved pay structures (i3 per cent) were
also identifled. Headteachers generally
agreed with teaching assistants that a clear
career structure and improved levels of pay
were fundamental in making the role m_bre
effective. The most frequent response from
teachers concerned the need to improve
communication between teachers and
teaching assistants. As mentioned in Chapter 5,
this was one of the main difficulties which
teachers said they encountered in their work
with teaching assistants. A teacher in.one
secondary school commented:

It would be better if we had more time with
them in the dassroom. Sometimes they
have to leave right in the middle of the
literacy lesson and we have no support
during the activities. Also sometimes they
arrive half way through a lesson and so they
miss the beginning. It makes their support
work much harder.

Examples of some of the other responses are
listed below. These included: ‘

e atimetabled structure detailing daily
tasks and responsibilities

e allocated space in schools for teaching
assistants to work with pupiis

e ensuring teaching assistants have job
descriptions

e provide further training for teachers and
teaching assistants to work effectively
together

¢ implement standard
framework/guidelines for the work of
teaching assistants

e increase opportunities for teaching
assistants to attend specialist training

e ensure a minimum entrance level
qualification for teaching assistants

e more teaching assistant involvement in
subject/departmental planning.
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7 Summary and future issues

This section draws together the findings from
each chapter to provide a summary of the
main points. In addition it identifies potentiat
future issues or areas for further research.

7.1 Summary

7.1.1 Employment of teaching assistants

In- general, fewer teaching assistants were
employed in primary schools than secondary
schools, typically because of the tendency for
secondary schools to be larger institutions and
therefore employ more staff. Salary levels and
hours worked also reflected the particular
phase in which teaching assistants were
employed. Teaching assistants were asked to
provide details of their salary on the basis of
the number of hours they worked and as
secondary teaching assistants tended to be
employed for more hours during term time,
their salaries were generally higher.

Headteachers reported that local authority
pay structures were currently in use in almost
all LEAs. However teaching assistants were
slightly less certain. In addition, many
teaching assistants reported that their school
either did not have, or they were uncertain
whether their school had, written guidance
on their roles and responsibilities. Where
teaching assistants knew such policies existed,
many said that they were applied consistently
throughout their school. This was particularly
noticeable at primary level, where access to
information and the communication of school
documentation may be easier to facilitate
than in the secondary phase.

Responses from headteachers and teaching
assistants indicated that teaching assistants
were generally provided with  job
descnptlons Findings suggested that schools
were more likely to have these in place rather
than broader policy statements, which
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outlined teaching assistants’ roles and

responsibilities.

Teaching assistants were more commonly
employed on permanent contracts, either on
an allyear or term-time only basis. A small
number of teaching assistants revealed
concerns about employment contracts which
were not permanent and the lack of security
they evoked for some members of staff.

Line management responsibility predominantly
lay with the headteacher in primary schools
and the SENCO in secondary schools. This
seemed to reflect the deployment of teaching
assistants, in that secondary teaching
assistants were more likely to work with
pupils with special needs and therefore would
fall under the line management of the
SENCO.

7.1.2 Deployment of teaching assistants

The level of support provided by teaching
assistants varied between primary and
secondary schools. Primary teachers tended to
have some teaching assistant support every
day. Teachers in secondary schools were less
likely to receive this level of daily support and
it tended to be more fragmentary. Teachers
had mixed views as to whether their
allocation of teaching assistant support was
sufficient. Teachers in primary schools were
slightly more satisfied with their allocation of
support than those in secondary schools.

Generally, teaching assistants were not
required to cover- whole lessons -in the

-absence of a qualified teacher. It appeared

that they were more likely to provide short
periods of whole-class supervision whilst the
teacher dealt with an incident elsewhere. The
research acknowledged that different
respondents would interpret this - question
based on their own perspectives and
interpretation of it.



Teaching assistants tended to work with
individual specified pupils. In primary schoois
they were more likely to support the same
class and teacher than secondary teaching
assistants who were more likely to be
deployed with a variety of year groups and
various teachers. Secondary teaching
assistants most commonly worked with five
different year groups compared with
teaching assistants in primary schools who
were more frequently allocated to one ar two
year groups.

Teaching assistants provided support in a
variety of areas. Typically this included
curriculum support, behavioural and
emotional support and special needs support.
Tasks within each of these areas usually
involved elements of supporting teaching,
pupil monitoring and assessment, preparation
and display work, pupil support and
administrative tasks. Skills which were valued
in carrying these tasks out effectively included
flexibility, good organisation  skills,
enthusiasm, confidence and an understanding
of child development.

Headteachers had mixed reactions about the
effects of the National Agreement on teacher
workloads. Positive responses included:
improved communication between teachers
and teaching assistants and the allocation of
more time to teachers. Common concems
included: deploying teaching assistants to
provide more administrative support, rather
than supporting pupils and extra funding
pressures on school budgets.

7.1.3 Professional and career
development

Many schools had whole-school policies for
the professional development of teaching
assistants. However, schools were less likely to
have a career structure for teaching assistants
which outlined criteria for promotion and/or
increases in their salary. In some cases,
teaching assistants were unsure of whether
such policies were in place or not. On the
whole, there appeared to be an
acknowledgement of the professional

deveiopment requirements of teaching
assistants. and less formal recognition of the
experience they had and their development
of new skills.

Teaching assistants highlighted a range of
qualifications and involvement in- training
courses. The majority of respondents reported
that they were invited to participate in
various professional development activities
such as, whole-school INSET and courses
specifically tailored for teaching assistants.
However, invitations to participate in training
were irregular and varied between teaching
assistants.

First aid courses were the most frequently
attended areas of training, followed by
courses which focused on developing
expertise in working with pupils with special
needs and those that provided the
opportunity for teaching assistants to gain
expertise in particular subject areas.
Invitations and inclusion in these types of
courses were well supported by teaching
assistants and by teachers who particularly
valued teaching assistant attendance at
training which developed their expertise in
working with pupils with special needs.

The findings suggested that although line
management responsibilities were held
mainly by headteachers in primary schools
and SENCOs in secoridary schools,
responsibility for organising or leading
professional development activities for
teaching assistants was often held by a
teacher.

Barriers which prevented teaching assistants
accessing CPD activities varied between
respondents. Teaching assistants were more
likely to highlight school-based issues such as:
they were not invited to attend CPD activities
or the school could not afford to fund their
attendance. Headteachers more often spoke
about practical barriers such as: teaching
assistants had family commitments which
prevented their participation or that teaching
assistants found the times at which courses
were organised made them inaccessible.
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The majority of teaching assistants seemed
happy to remain in their current post, in the
short-term at least, but were less sure about
their long-term career development. Very few
reported that they could see themselves as
qualified teachers either within one year or
five years.

7.14 Impact of teaching assistants

Without doubt, the area in which teaching
assistants were felt to have the most impact
was the additional support they provided for
pupil learning. This was identified across both
phases and by all three respondent groups.
The support they provided for the teacher
was also acknowledged. Impacts on the
reduction of teacher workioads were not as
commonly reported. In secondary schools,
few teachers felt that teaching assistants had
helped reduce their workload.

Teaching assistants were identified as having
many positive effects on pupil performance.
In particular, the fact that they were able to
deliver concentrated levels of. support to
specific individuals or small groups of pupils
was highlighted.

The main difficulty associated with working
with teaching assistants was the lack of time
teachers and teaching assistants had to
prepare together. This was identified by
teaching assistants, headteachers and
teachers. Teaching assistants also reported
that salaries were too low.

Respondents suggested a number of
measures which could be introduced in order
to make the work of teaching assistants more
effective. Teaching assistants tended to agree
that improved clarification both of their role
and a career structure for teaching assistants
would encourage this. Headteachers tended
to agree with this, but teachers, on the other
hand, felt that there was a need to Improve
communication between themselves and
teaching assistants.
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7.2 Future issues

Several of the issues raised in the findings
from the NFER survey are stated in the
National Agreement, such as:

s improved career development
opportunities for teaching assistants

e opportunities to take on extended roles
in support of teaching and learning

e recognition for the contribution they
make to raising pupil standards.

The following section considers any
additional issues for the future, raised by the
current research.

7.2.1 Communication

Teachers and teaching assistants highlighted
the lack of time they had to prepare with
each other.

e How can opportunities for teachers and
teaching assistants to share information
be facilitated?

e What opportunities are there for them
to attend joint training activities?

o Would teachers and teaching assistants
benefit from better access to
information about each others roles and
responsibilities?

7.2.2 Accessible information exchange

Many teaching assistants were unsure about
certain aspects of their employment such as
whether their pay structures were set at a
local authority level and although many had
job descriptions, a large number of schools
were without broader policy statements on
the roles and responsibilities of teaching
assistants,

e What opportunities are there for new
teaching assistants to familiarise
themselves with their school and its
structure?



e Do teaching assistants have the same
access to information as other school
staff?

¢ What opportunities are there for
teaching assistants to disseminate
information to colleagues in their
school?

7.2.3 Line management

Although it was clear who tended to line
manage teaching assistants in schools, the
arrangements for organising  their
professional development were not as clear.

e  Are day-to-day line management
activities and responsibility for the
professional development of teaching
assistants carried out by different
members of staff?

e What level of access do teaching
assistants have to their line managers?

e What training opportunities are
available for those who line manage
teaching assistants?

2.24 Training

Although teaching assistants attended a
variety of training activities, invitations to
participate were not consistent.

¢ To what extent are teaching assistants
aware of training opportunities
avallable to them?

e Do they have access to advice about
what courses to attend?

e Can teaching assistants participate in
courses which allow them to explore an
area of interest or increase specialist
knowledge?

e Should training opportunities for
teaching assistants take into account or
reflect whether they are employed in
the primary or secondary phases?

e Towhat extent are barriers which may
discourage teaching assistants from
attending courses identified and
overcome?
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Appendix 1 Analysis of policy documents on
roles and responsibilities of
teaching assistants

|

e gty At L Ry AR R TR T = 5 T — S —

School type - Document title information covered
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Primary Classroom support policy e roles during lesson time
e booster groups

planning

targets

whole-class supervision

extra-curricular activities

line managerent

e purpose of job

o roles and responsibilities
— supporting the pupil

— supporting the teacher
— supporting the school
— supporting the ESA

Primary A job description for a learning support assistant

line nianagenient
¢ principle duties and responsibilities

Primary Borough council education department job description

Primary Staff dévelopment : e training o
o staff development reviews

Primary The duties of learning support assistants o successfully fostering the participation
by comparative scale competency of pupils in the social and academic
practices of the school

e enabling pupils to become more
independent learners

« helping to raise standards of
achievement for all pupils

« training
¢ line management

definition of job title and role
supporting the child
supporting the teacher
supporting the pupils
supporting the school

supporting the classroom assistant
{training)

commonly asked questions

Primary LEA policy for adults supporting pupils with SEN

support for the children

support for the teacher

support far the school

personal qualities

appraisal, induction and training

Primary Support staff policy

Secondary Job description line management
support for teaching staff
support for pupils

s support for SENCO
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Appendix 2 Additional schooklevel responsibilities
of teaching assistants

esponsibility % of teaching assistants
1-1 support for statemented pupil/autism 1.0
Small group work for ALS, e.g. Springboard 10.5
General work with a particular class/vear 6.6
First aid 5.9
Administration 31
Administer PAT/other SEN programmes 28
teading team of teaching assistants 26
Reading groups/reading recovery 2.1
PlaygroundAunchtime supervision 2.1
IT support for pupilsACT 1.6
Using/making signs 16
Staff governor 16
Speech + language therapy 14
Run extra-curricular activities 14
Running the school lbrary 14
Plan with SENCO for SEN pupils 1.2
Mentoring 1.2
Own pupils to assess 1.0
Other . 15.9
No response 55.9
N =574
— - —_— — S—

More than one answer could be given so percentages do pot surn fo 100,
Source: NFER teaching assistant survey
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