Enhancement of Learning Support

The training and development needs of learning
support assistants

Findings and Recommendations

Alison and Kevin
O6Bri en !:ﬁ"

April 2010



Flexibility and Innovation funding

Contents
F ot [0V =T Lo g =T o £ 5
EXECULIVE SUMIMATY ..ot e e e e e e et e e e e e e e e e e e et e e e e eeeeeennes 6
Introduction to the Enhancement of Learning SUPPOrt............ovvieeiiieeieeeeeeiiceee e, 9
Scope and Methodology .........coooeiiiii i 10
SUIVBY ettt ettt e et et e e a e 11
Section 1: Learning Support Assistants - their role and impact.....................ceeeeees 13
TEIMINOIOGY ...cciiiiiiiiiiiie et 13
LACK OF FESEAICK ... 13
Impact and iIMpPOortanCe Of LSAS ... oo 14
The Profile of the WOIKIOICE .........ooviiiiiieee e 15
ROIE OF LS AS .ttt 16
Support for Independence - grappling with the contradictions ..............cccceeevvvnnnn. 18
Section 2: What learners want / say about the role of LSAS..........ccccccciiiiiiiiiinnnnnnn. 20
The role of 1earning SUPPOIT........ccoviiiiiiiiiiiiieeeeeeee e 20
The importance of personal QUalitieS ... 21
Knowledge, understanding and training NEedS..............uuuviieiiieeiieieiiiiiineeeeeeeeeeenns 21
The promotion of independence and personal autonomy ..............cccevvevvvvvieeeeeennn. 21
The right to be involved in defining own SUPPOIt..........ccoovviiiiiiiiiie e, 22
Practice and skills associated with effective support ............cccoeeeiiiiiiiiciiei e, 23
Section 3: The Training and Development Needs Of LSAS ..........cccvviiiiiiiiiiiiniinnnnns 25
The Information defiCit..........oooviiiiiiiiii 25
IPVAUCTION L.t 27



Qualifications: A Galaxy of Qualifications but no Guiding star!..............cccceevvvnennn. 27

= Tl Qo) H O T =T ] (U o (0 = N 29
The Range and Effectiveness of Continuous Professional Development............. 33
LSASs views and experiences Of CPD .............uuuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiieieiieeeeeees 34
Joint Training and DevelopmMENt ..........coiiiiiiiiiiiiiiiiieeeeeeeeee e 35
Training fOr tEACNEIS........veii e 36
Personal Qualities and ValUES..........coouuiiiiiiiiiii e 37
Access and barriers to trainNiNg ..........oiiie e 38
My college can release me, but NOt MY LSAS .....coooviiiiiiiiiiiiiee e 39
Effective development methods and approaches ..............cceevvviiiiieiiiiiiiiiiiiiiiinnnns 39
Implications for Effective Practice in CPD.............uuuiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiiee 40
The case for E-l@arning ......ccoooo oo e 43
SUIMIMIATY ettt e e e et e e e e e et e e e e e e e et n e e ea e e e ea e e e ea e e eaaeeeanneaennnaaes 44
Section 4: Leadership and Management............ccooeeeeiiiiiiiiiiiii e e e eeeanns 45
Training and professional development for managers of LSAS .........ccccccceeeeeee. 45
The use of performance management and improvement ..............ccccovvvvvvieneeeennn. 46
SUIMIMIATY ittt e et e e e e e e e e e e e e e e e et e e et e e e ea e e e ea e e eeaee et eaesnnaees 48
Section 5: Networks and Partnerships ................ueueeeiimiimiiiiiiiiiiiiiiiineeees 49
o Tor= LN E 1 0 1= 50
Section 6: RECOMMENUALIONS .......iiiiiiiiieeeiiee e e e e e e e e e e 52
T 10T ¥ T1 1 o I 52
Making the SyStemM "LEANEI"....... .. ittt 52
=T oT o] 0 01 0 T=T 0o F= U1 o] o 00 SRR 54
RECOMMENUALION 2.....eeiiiii e e e et e e e e e e e e eeaaeann e e e eeeeeenenes 55
RECOMMENAALION 3. e e e e et e e e e e e eeeeees 57
Further Recommendations ............uiiiiiiiiiii et 58
Y gl S (=T=T ¢ oo I €T (o 10 o USSP 62
Annex 2: Contributing OrganiSatioNS..........ooeiiiiiiiii e 63
ANNEX 3: CONTIDULOTS. ...cciieeeeeei et e e e e e e e e e e e e e e e e e eeesnnnnnnes 65



Annex 4: Learner Focus Groups -ContribUtOrS............uueiiiieeeiiiieeiiiieee e e e 66

Annex 5: Sample Of INTEIVIEWS ........cooiiiieeii e e 67
ANNEX 6: PrOJECE IEPOIS ....coiiiiiiiiiiiiiieeee ettt 68
F N oL Lo QA o o =T ox S == o SR 69
Annex 8: Semi structured interview schedule for LSAS ..., 70
Annex 9: Semi structured interview schedule for LSA Managers............ccceeevvvvvnnnn. 72
ANNEX 10: INTEIVIEW QUESTIONS .....ccoiiiiiiiiiiiiiiiiiiiieeeeeeee ettt 74
Annex 11: Semi structured interview schedule used to explore networks................ 77
Annex 12: Session plan for use with learner foCUS groups........ccccccvvvvvvieiiiieeieeeeennn. 78
Annex 13: Offender Learning QUESHIONNAINE ............ciieieeeiiiiiiiee e 80
Annex 14: Learning Support Practitioners Online questionnaire............c..cccccceeeen..... 85
Annex 15: Managers of Learning Support Practitioners Online Questionnaire. ....... 91

Annex 16: Copy of documents developed by Farleigh FE College Frome
(FFEC) to support the observation of Learning Support Assistants .............cccceeee.e. 97

ANNEX 17: GlOSSAry Of TEIMIS.....cciiiiiiiiiiiiiiieeeeee e 100



Acknowledgments

Our thanks go to the Steering Group which has supported and guided the project
(Annex 1) and to the organisations, providers, representatives, learning support
assistants, managers and (Annexes 2 and 3) who have so generously contributed
their expertise and ideas. We are profoundly grateful to the learners who contributed
their views to this report with such enthusiasm and eloquence. Information about the
learner focus group contributing organisations is at annex 4. Summative information
about the interview sample and the other reports which form part of the project
documents are at Annex 5 and 6 respectively.



Executive Summary

This report summarises the findings ofthe@ nhancement of lIprejectr ni ng

which explores the training needs of learning support assistants and those who
manage them, across the lifelong learning sector, scope existing work and expertise
and makes recommendations for future training and development activities.

The methodology adopted a mixed methods approach including desk research, an
online survey, visits and focus groups and draws on interviews with176 individuals
from 86 organisations across the sector and an associated literature review, together
with the views of 374 LSAs and 138 managers who responded to the online survey.

Findings

Although Learning Support Assistants (LSAs) play a highly significant role in
widening participation, facilitating inclusion and broadening the capacity of local
services to support learners with additional needs, their role, impact and training
needs are hugely under researched in the lifelong learning sector. The role and
workforce profile is very diverse and this has implications for future training and
development. Further research, particularly with respect to WBL and OL, would be of
value.

Learners' Views

The views and experiences of learners are of critical importance in developing
practice.

1 Learners identified that personal qualities and values were key in determining
the effectiveness of support, as wel
space, and promote independence and personal autonomy.

1 Learners want LSAs to have the specialist skills, knowledge and understanding
they require to provide effective support.

1 Learners feel strongly they should have more say in when and how much
support they require, and that their views are not always listened to sufficiently.

The views and Experiences of LSAs and their managers

1 A substantial amount of training materials and resources exist. There is
currently no central point which stores and disseminates information
effectively across the sector.

1 Practice in relation to induction and CPD is variable, with significant emphasis
on compliance issues as opposed to the core role of supporting teaching and
learning and promoting independence.

as
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1 Respondents identified a perceived lack of appropriate qualifications for LSAs,
resulting in a focus on Care and Literacy and Numeracy and/or to encourage
LSAs to take teaching qualifications.

1 LSAs want something which recognises the value of the role of LSA as a
profession in its own right.

1 No clear national qualification for LSAs set within the framework of the NOS is
currently available, although one is in development. Nor is there a recognised
career structure within which LSAs work and progress.

1 There is a need for more joint training and specific training for teachers in
relation to working effectively with LSAs.

1 Training for Managers of LSAs is underdeveloped.

1 Time and employment status are significant barriers to training and
development.

1 LSAs value the opportunity to mix with others doing the same role. There are
however barriers to training and the networks which exist do not typically
operate at LSA level. There are therefore significant advantages to locally
based training.

1 LSAs need to be involved in the development of any programmes of training
or professional development

1 An organisational culture whose values and ethos promotes inclusion at all
levels is vital for effective development.

Recommendations

The conclusions from the project research illustrate that the biggest impact is likely to
be made from interventions which can be broadly described as "systemic".
Therefore, the recommendations are chiefly concerned with the development of
organisations and systems in which LSAs work.

Recommendation 1 Develop a web based portal to provide a common location for
information and resources for LSAs and their managers. This will also support the
development of a collective identity for LSAs and should improve practice by
supporting the sector to share information more efficiently. This is likely to involve the
development of a national organising body.

Recommendation 2 Building on effective practice, develop an approach and related
resources to support the planning of customised training and professional
developmentwhichi s directly derived from LSAs6 and



methodology is exemplified in the Coventry Adult Service case study. Consideration
could then be given to wider dissemination and national rollout.

Recommendation 3 Develop a Locally Based Network to coordinate CPD activities.
Recommendation 4 Develop an organisational audit tool.

Recommendation 5 Develop a profiling tool which individuals and organisations
could use to assess skills, competencies, confidence and training needs against
NOS and range of knowledge sets.

Recommendation 6 Undertake research and develop systems to provide and
maintain accurate workforce data.

Recommendation 7 Develop a virtual centre of specialist expertise.

Recommendation 8 Develop a career structure and progression pathway for LSAs
in lifelong learning with relevant nationally recognised qualifications from Levels 2 i
4. Information about qualifications should be published on the LSA portal.

Recommendation 9 Review Initial Teacher Training and CPD specifications for
teachers to ensure that they include working with support staff.

Recommendation 10 Research and review training and CPD for managers of LSAs
to ensure that management development includes their role in organisational
development and managing change.

Recommendation 11 Collate, develop and publish guidance and protocols on
alternative CPD approaches such as shadowing, buddying and mentoring.

Recommendation 12 Encourage the development of e-learning resources for LSAs
and LSA managers. Existing resources should be identified and signposted on the
LSA portal.

Recommendation 13 Develop resources to support organisations in involving
learners in identifying their own support needs.

Recommendation 14 LSIS and its partners to undertake further research to identify
how existing structures and systems influence the provision and nature of support
and potentially discourage independence.

Recommendation 15 Explore the potential of technology for further promoting
independence and identify best practice within the sector to reduce reliance on
physical support.



Introduction to the Enhancement of Learning Support

This report summarises the findings and recommendations of the Enhancement of
Learning Support project, commissioned by the Learning and Skills Improvement
Service, (LSIS) and undertaken by the Association of National Specialist Colleges,
(Natspec). The overall aim of this project was to explore the training needs of
learning support staff and those who manage them across the sector, scope existing
work and expertise and use the resulting information to make recommendations for
future training and development activities. A literature review has been undertaken in
support of the project and the learner view report is available in an easy read
version. It is clear that there are many resources and materials available to support
the professional development of Learning Support Assistants and their managers,
and some of these are included in a separate report, fOpportunities and Resourcesa

The project was conducted by a team of seven researchers and a project
administrator (Annex 7) who have worked closely together to share information and
discuss implications for future work. The methodology used adopted a mixed
methods approach including desk research, an online survey, semi structured
telephone and face to face interviews, visits and focus groups. Data was gathered
across a limited period (January 7 March 2010), timescales were tight and we
recognise that the resulting information could not be comprehensive. It is clear there
is a good deal more to find out. Although small in scale, we believe this is
nonetheless an important piece of research, as it expands our understanding of a
significant and valuable part of the workforce which we know from the literature
review has been hugely under researched until now.

1]

The Enhancement of Learning Support project initially used t h e tlearning
support practitionerd (LSP) to reflect the terminology present in the National
Occupational Standards (NOS) currently being developed by Lifelong Learning UK
for this group of staff. However, both field research and the on line survey
undertaken as part of this project have clearly revealed that this is not a term which
is widely used or indeed recognised by many of those working in the sector.
Accordingly, t hroughout tlebrnilsg sup@qrtoassistantice U s e
(LSA) to refer to those staff who have direct and regular contact with the learner (or

group of learners) and whose role is to facilitate their access to identified support,

within the learning process. These staff are not on a teaching or training contract;

rather they work under the direction of the person(s) leading the learning. We
recognise that providers use a wide variety of titles for staff supporting learning,

which may include; learning support assistant, teaching assistant, learning support

worker, learning support practitioners, learning facilitators, educational support

worker and enablers and other terms not listed here.



It i s perhaps hel pful to make the disti
supporto. ALearning supporto i s esamewthi ally

the learning programme and providing personalised, identified support that will allow
learners to maximise their independence, to achieve and to progress. This project
focuses on learning support and the role of the learning support assistant as defined
above. It does not cover learner support, which is about enabling the learner to
participate by overcoming potential barriers. Learner support provides funding (e.g.
for childcare, transport) and services (e.g. guidance, benefits information,
counselling) which enable the learner to access the appropriate learning
environment. The project does not therefore cover the staff who support these
functions, nor those such as librarians and technicians whose work does not focus
on providing this support to individual learners.

This report summarises the findings of three other research reports, and a literature
review associated with the project listed in Annex 6. It seeks, albeit in small scale, to
identify the development needs of learning support assistants by talking directly to
learners, to LSAs, to those who manage them, and to representative and other
related bodies and organisations about the training needs of LSAs, and their
managers, and how best these might be supported. The research evidence and
findings form the basis of a series of recommendations which are intended to
improve practice across the sector.

This research has benefited greatly from the time given by LSAs, their managers,
learners and representatives of a wide range of professional bodies across the
sector. The project has uncovered a good deal of very effective practice which is
highlighted through case studies in the report. Whilst the findings will highlight that
which is good, more emphasis will inevitably be given to considering what is working
less well and what actions could be taken to further enhance learning support across
the sector.

Scope and Methodology

The scope of this report is learning provider organisations in the lifelong learning
sector; these were predominantly Further Education Colleges (FE) and Independent
Specialist Colleges (ISCs), but also included Adult and Community Learning (ACL),
Work Based Learning (WBL) and Her Maj est y & gieldPreseasch
included interviews and focus groups undertaken with 176 individuals from 86
organisations (Annex 5). In determining the scope we recognised that information
relating to the training needs of LSAs had already been gathered in part of the South
West region for a Learning and Skills Council funded project to develop training
materials http://swwdp.org.uk/contents/supporting-the-learner-journey.html. We also
acknowledged that significant research exists in relation to the role of teaching
assistants (TASs) in the schools sector.
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This report has therefore largely focussed on providers in the North West, adopting a
hybrid form of opportunity sampling which has led to the inclusion of providers from a
wider geographical spread. It incorporates the views of LSAs and their managers
elicited through semi structured interviews, and the findings from the on line survey
and the literature review commissioned to support the wider project. Field research
has been undertaken with 37 LSA managers and senior managers from 31
organisations from across the sector. Focus meetings were held with a total of 53
LSAs, and 54 learners. We were keen to ensure that the approaches for gathering
learner views were as interactive and accessible as possible and adopted a multi
modal approach to capturing this, using video and audio recording as well as written
comment. Seeing and hearing learners talking about their experience and views is
very powerful, and so, in addition to this report, we have produced a short DVD of
learner voice, based on video and audio recordings taken through-out the focus
group meetings. Information was also gathered through telephone interviews with 12
representatives from 16 professional and membership organisations. Copies of the
semi structured interviews used in the project and the session plan for the learner
focus groups can be found at annexes 8, 9, 10, 11 and 12 respectively. Follow up
from these interviews and meetings led to further internet based research. In addition
to interviews, significant information was provided through email contact. A short
report on Offender Learning (OL) isi ncl uded as part of

Support Assistantso Information was gathered from representatives of 8 HMPs and

a representative of Offe nder s 0 Learning 40LASS) Sukingl d s

guestionnaire, a copy of which can be found at annex 13.

We recognise however that further work to explore the specific training needs of both
the work based sector and Offender Learning would be beneficial.

Survey

An online survey was conducted throughout the duration of the project which elicited
374 responses in the LSA questionnaire and 138 responses from that aimed at LSA
managers. Copies of the questionnaires can be found at annexes 14 and 15.
Although there were a total of 374 respondents to the LSA gquestionnaire, some of
these clearly fell outside the workforce group we were seeking to identify.
Accordingly, responses were filtered by those who used the word "support” in their
job title. Responseswhi ch cl early indicated that
learning support were also excluded. This produced a subset of 247 responses who
clearly differentiated their role as being learning support, and it is these results we
have used to interpret findings. It is worth noting here that the vast majority of LSAs
completing the questionnaire were from Further Education Colleges (79.70%),
followed by ACL (9.60%), ISCs (5.70%) with work based learning making up the
smallest proportion at 5%.
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The survey included a mix of open and closed questions, for which respondents
were required to select from a predetermined list. Although there was some element
of interpretation in ascribing responses to categories, the main purpose of the survey
was to increase the capacity of the project to capture the voice of practitioners within
the sample. Although arguably the results included in this report should only be seen
as indicative, the direct quotations provide a powerful exposition of the key themes
and issues facing this group of practitioners.

12



Section 1: Learning Support Assistants - their role and
impact

Terminology

It is interesting to note that although the term Learning Support Practitioner is used

within the National Occupational Standards (NOS) for learning support staff, the

research has clearly demonstrated that it is not the mostly commonly used term to

describe those staff who support learners with learning difficulties and disabilities in

the learning and skills sector. This was confirmed by both the interviews and the
guestionnaires completed by LSAs, with the
46% foll owed by Awor ker o at 40 %. The tern
accounted for only 4% of those surveyed. In a work based learning context, the role

of staff performing this function is quite different, as is the terminology used, which is
typically nt wWailstntimaygbe thalcade shatrthe official nomenclature

has moved ahead of current practice, if one of the aims of this research is to support

the development of a professional identity for this group of staff, it is arguably
important to get such things as terminology right from the perspective of those
undertaking the role.

Lack of research

Learning Support Assistants (LSAs) play a highly significant role in widening
participation, facilitating inclusion and broadening the capacity of local services to
support learners with additional needs. We know, however, that the role, impact and
training needs of learning support staff in the lifelong learning sector is hugely under
researched. It has proved difficult to secure accurate information about numbers, the
workforce profile, their qualifications and/or their employment characteristics .With
one exception, the Learning and Skills Research Centre (LSRC) study by Robson et
al (2006)!, no substantial research studies were found. In addition, very little
research was identified which relates to learning support within Offender Learning.
The voice of the learning support assistant, and indeed the learners they support, is
also noticeably lacking amongst existing research.

. The findings from the research are stark.

"Although this was a small scale review that cannot claim to be
comprehensive, the lack of attention paid to this important segment of the
lifelong learning workforce in research is both astonishing and shocking"
Faraday S, 2010

! Robson, J., Bailey, B. Mendick, H. (2006) An investigation into the roles of learning support workers
in the learning and skills sector. LSRC.  www.Isneducation.org.uk/pubs/pages/062568.aspx
(accessed 3.03.10)
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This lack of research becomes even more shocking given that in practice it is the
LSA workforce who delivers the most significant part of the learner facing contact
time, particularly for learners with the most complex needs. In one ISC included in
the project, for example, 50 learners were supported by 10 tutors and 35 full time
LSAs if you ignore non contact time this is equivalent to 1665 hours of total contact
time of which 370 (22%) is delivered by tutors whilst 1295 (79%) is delivered by
LSAs.

Impact and importance of LSAs

Given the lack of workforce data, it is perhaps not surprising that there is limited
research to evaluate the impact of what LSAs do (Robson et al (2006)°. Even the
substantial evidence base in the schools sector, which was drawn on heavily to
inform this project, contains limited hard evidence about the impact of learning
support. Anecdotal support for their role and impact is however overwhelming.
Robson reported a widespread view that LSAs were effective or very effective in a
range of ways in improving learner retention and achievement, a finding which was
confirmed in this small scale piece of research. The managers of LSAs were
overwhelmingly positive about the contribution of LSAs to effective learning. As one
principal put it:

ALSAs are such an integral part of wh at
promote that role and recognise the compl

The availability of learning support, and the availability of funding to sustain it, is
possibly the single most important reason for the progress made towards the
inclusion of learners with learning difficulties in post 16 learning opportunities.
Arguably the absence of learning support in work based learning illustrates this point.
Levels of participation of this group of learners are far lower in WBL than they are in
the further education sector, whether mainstream or ISC, in spite of a policy drive
which has championed their inclusion.®

The provision of learning support for learners with learning difficulties and disabilities
has facilitated a significant increase in participation. LSAs play a key role both in
making organisations more inclusive and opening up access to learning for groups
previously excluded. Their wider strategic importance should not be under estimated
within a policy context which promotes widening participation, particularly for
learners with the most complex needs. The learning support workforce provides the
means by which organisations meet their commitments to inclusion. It follows
therefore, that their role, status, training and development is a priority, if we are to
maintain and extend progress towards a more inclusive and effective sector.

% Robson, et al (2006) op cit
® Through Inclusion to Excellence, LSC, (2005)

14



The Profile of the Workforce

It has been very difficult to ascertain reliable numbers for LSAs employed in the
lifelong learning sector. The LSRC* research in 2006 indicated numbers in Further
Education Colleges at 10,000, although this did not include staff working in either
WBL or ACL. The most recent data from Lifelong Learning UK> records the total
learning support assistant workforce in further education as 15,128. This figure is
based on a sample of the Staff Individualised Record (SIR) dataset, which includes
predominantly general further education colleges. It is not fully representative
because it includes data from only 6 ISCs, and as a result it is likely to underestimate
the total workforce.

Whilst workforce data is limited, it is clear from both the literature and the project
research, that the workforce profile is incredibly diverse. Learning support teams are
often a mixture of full-time staff, hourly paid staff and in some colleges, bank/agency
staff. Whilst the lack of workforce data has prevented us from confirming whether
this is typical across the sector, the research undertaken for this project suggests
that a significant number (just over half) of LSAs are hourly paid, and many are paid
on term time only contracts, with implications for, and indeed impact, on access to
training.

The workforce profile of the LSAs is very different from that of almost any other
professional group in the sector. It is arguably closer to that of the care sector, where
the support worker role is characterised by a similar mix of hourly paid staff with high
turnover and use of agency staffing. Some of the broader approaches to workforce
development could be shared across sector and there may be advantages in
exploring the scope for a greater alignment between activities of agencies such as
Skills for Care and Lifelong Learning UK. This is particularly true as the field
research illustrates that with the focus on personalisation and the introduction of
Individual Budgets, learners are increasingly bringing their own support with them
into the classroom. In the ISC context, the role is often integrated to provide a
consistency of approach across the working day and into the residence.

The research also indicated a huge variation in the level of qualifications, skills and
experiences of LSAs both on entering the profession, and as a result of ongoing
Continuous Professional Development (CPD) once employed. A number of colleges
for example, reported a significant proportion of LSAs are qualified to degree level
before they start work, and are seeking to gain relevant experience before moving on

* LSRC An Investigation into the roles of learning support workers in the Learning and Skills Sector ,
LSRC, 2006

> Further Education College Workforce Data for England: An Analysis of Staff
Individualised Data 2008- 2009 ( Lifelong Learning UK)

15



to related training. A number of interviewees within the sample, however, reported
limited and/ or poor experience of formal education prior to starting work as LSAs.
This is confirmed by the findings, which indicate a significant and common focus in
training on the achievement of literacy and numeracy qualifications to level 2.

The project research also suggests that for many, the role of LSA is a lifestyle
choice, with a number of respondents indicating they do not want to become
teachers, but chose their role, in part because it fitted in around their life and family
commitments. Respondents, were however equally clear that they view themselves
as professional and effective practitioners and would like to be valued as such.

Role of LSAS

What has become clear is that the formal role of learning support is most often found
in the further education sector. In other sectors the role of learning support was less
well developed, particularly in work based learning and offender learning. In a work
based learning context, the role of staff performing this function is quite different, as
is the terminology used, w h ibuat the forshal molg ofi cal |y
learning support is not common place. The evidence from both the literature and the
research support the conclusion that this is largely a product of the differences in
funding that exist between the sectors, in particular the absence of an obvious route
to fund additional learning support in work based learning. The following case study
illustrates how learning support staff may be deployed in a work based learning
context, in this case Pure Innovations. The role name is, not surprisingly, different
here it i s @Emm@dopposeedtaltSA.Of fi cer o

Individualised SupportLearning in an supported employment setting

When someone is referred to Pure Innovations employment service they are linked t
designated Employment Officer (EO) who providesiratividualised service that is

based on person centred approaches. The EO finds out what a person is good al
then matches these skills to the right job. This is typically done over a period of a |
weeks, and results in the creation of a work devetmmt plan. During this period as the
EO gets to know the client, s/he begins to look for an appropriate job.

When a suitable job is identified, the EO ensures that the job is safe by working with
employer to identify any risks involved. Once this msx is complete, a working
interview is arranged and the client is supported to undertake this and demonstre
their suitability for the job. Where appropriate, Pure Innovations will work with al
SYLJX 2&SNJ { 2ajobdcxidespediy skils®Candividual.

Pure Innovations provides a support package to help employers to understand

16



importance of identifying work colleagues who can offer assistance as and when
need arises. Training is also arranged to address any relevant areas oftgispitific
to the individual, such as epilepsy training.

The EO provides training for clients in their work place. In addition, s/he ensures t
the job is made easier to learn by breaking it down into small steps. This is ca
training by systematienstruction (TSI) The amount and nature of training provided
subject to review to reflect need. Continued training and/or updating previous trainir
may be required, due to absence through holiday or illness. In addition, ongoing trair
may be requied when new elements are introduced into a job.

¢KS adzlJll2 NI SR SYLX 2eYSyid VY2RStf RSaONJ
0 KNRdzZAK R2AYy3IAQ® t dzNE Lyy20FGdA2ya o6St A
that learning is most effective when the taskbroken down into smaller components,
ensuring that each stage is learned thoroughly and embedded early.

The content of training is very much determined on an individual basis. In the cas¢
one young man, for example, in addition to work related trnagniinput was provided to
support him to learn to travel to and from work using a bus. Additional support in ti
workplace was also provided to ensure that he was prompted to take his breaks at
correct time.

By comparison with the general population, the prison population contains a
significantly higher proportion of people with poor basic skills, low qualification
results and a history of unemployment. Where a need is identified for learning
support to enable the offender learner to make progress, this is in the Individual

Learning Plan (ILP) devel oped by t he Of fender so Lear
(OLASS) provider, whose contract includes the delivery of learning support as
appropriate to the individual 6s neaduary An Of ¢

2009 on the delivery of learning and skills to offender learners with both short and
long sentences commented however that:

firhe provision of additional learning support is too variable. In prisons,
learning support assistants are not always available and there is no
automatic offer of support for those identified as having dyslexia or severe
l earning Gifficulties. o

The research for this project found a similarly varied picture regarding the availability
and style of learning support to offender learners, with a general consensus amongst
survey respondents that learning support whilst, valuable, was in far too short

® Ofsted, Jan 2009, Learning and skills for offenders serving short custodial sentences
17



supply. One Head of Learning Support commente d fAwe just need much,
of ito and another wrote the following:

fl used to work in schools. In a typical school you would have a large SEN

department with a senior manager plus up to 20 Learning Support

Assi stant s. I n prison, where the percent
is probably 10 times as high as that in the typical school described above,

there is very little provision. This needs to change.&

Support for Independence - grappling with the contradictions

The research undertaken and the literature reviewed identified one common theme;
that all organisations, individuals and learners described the practice of learning
support for learners with learning difficulties and disabilities as being first and
foremost about promoting independence. This role, of supporting independence,
came out clearly in the project research and it is an assumption, both explicit and
latent, which permeates much thinking and practice about learning for learners with
learning difficulties. The issue for learning support assistants is how to make sense
of this concept, when it is laden with contradictions and tension. Whilst learning
support assistants are encouraged to support independence there is often not
enough clarity about how best to combine support and independence; how to
balance activity which is enabling with that which is necessary support. This is not
simply an academic argument or one about semantics. LSAs in the context of
provision for | earners with | earning diffic
that their interpretation of the notion of support for independence goes to the heart of
how they approach their work. This research has highlighted that in their professional
practice, LSAs face a number of tensions which operate at Individual, organisational
and system level

1 At the individual level, this research has found that there is often no clear
understanding, consistently applied in practice, about the role of LSAs in
supporting independence. Whilst the ability of LSAs to stand back at
appropriate times to enable learners to be more independent in their learning
was identified as an important skill, both by learners and staff alike, the
evidence also suggests that in practice it is not always implemented
effectively.

1 At an organisational level, the evidence suggests that the role of LSAs is
undervalued generally, and this is reflected in all aspects of working practice
including access to training and development

1 The systems underpinning the delivery of support sometimes run contrary to
the stated objectives of promoting independence. The model of support is
typically still one that is focused on supporting the individual, an approach
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which is often sustained by systems and structures of assessment, resource
allocation and management. The voice of the learners in this research clearly
demonstrates a preference for support that is more holistic, flexible and
inclusive. Practitioners note however that systemic issues often make this
difficult to deliver.

The array of names used for LSAs perhaps reflects the diversity of the role, which is
very much determined by the context and the needs of those being supported.
Within the sample, it was clear that the focus of activity was hugely variable, ranging
from providing one to one and group support, a key aspect of the role, to the
provision of specific support such as signing for a deaf learner, or interpreting for a
learner whose first language is not English. LSAs also often played a key role in
providing guidance to main stream tutors about the needs of learners with learning
difficulties and disabilities. This variation in role has significant implications for the
design and content of training and it is clear that no one size will fit all.

The development of programmes of support to develop the knowledge, skills and
understanding that LSAs need to be effective is, however, only a part of the picture.
The inclusiveness, culture and ethos of the organisations within which they work, the
roles LSAs fulfill, their position within the staff team and the capacity of teaching staff
to work with them successfully, are all themes explored in this review.
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Section 2: What learners want / say about the role of LSAs

The research team considered the views and experiences of learners to be of critical
importance to any recommendations around the enhancement of learning support.
Consequently, a series of focus groups took place in March 2010 to seek the views
of learners from a wide range of providers. Over 50 individuals, ranging in age from
15 to 50+, participated in the focus groups and interviews, from 7 organisations. The
sample included people with a range of disabilities, including generalised learning
difficulties, complex needs, and visual, hearing and physical impairments. The focus
groups revealed that learners have very clear views about what constitutes effective
support, and about how they would like to be supported. It is disappointing to note,
however, that the views of learners are grossly under-represented in the literature
around learning support in the lifelong learning sector, and indeed more widely. As
well as listening to their experiences of learning support, their views were sought in
relation to:

1 the qualities they associated with effective support,

1 the type of support they would like to be available for them

1 the importance they attached to being involved in determining their support
arrangements.

The team was keen to ensure that the approaches for gathering views were as
interactive and accessible as possible and adopted a multi modal approach to
capturing this, using video and audio recording as well as written comment. Seeing
and hearing learners talking about their experience and views is very powerful, and
so, in addition to this report, a short DVD of learner voice has been produced, based
on video and audio recordings taken through-out the focus group meetings.

The role of learning support

It is perhaps not surprising that when asked about the role of learning support that a
centr al response was around Ahel ping you to
linked to achievements judged to be of value to the learner, such as in a work
context, and also in terms of accessing community and social activities. This is
clearly linked to raising aspirations and improving confidence iis howi ng me t ha

obstacle should be in my wayo.dbyassociatonr s t ho
learning support, should be enjoyable. They saw it as being chiefly associated with

Afenabilemag® i ng activities to take place, ena
deci si onso, promoting acti ve pedsupportThpsat i on a

themes of enabling choice and control have clear relevance for delivering a
personalised learning experience.
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The importance of personal qualities

It was clear in talking to learners that personal qualities were key in determining the
effectiveness of support. When asked about their views of effective support, learners
typically talked in terms of personal characteristics, citing for example, the need to

Abe friendly, understandi ngo, Aent husdasticdc
Implicit in these comments is something around the underpinning value of respect.
As one | earner with a hearing i mpairment wry

no different and should not be treated as such, same eyes, same mouth, and same
brain. o

Knowledge, understanding and training needs

In addition to these personal skills and qualities, learners also highlighted the

importance of knowledge. Whilst it was clear that knowledge was an issue, the

requirement for this to be subject specificdid notfe at ur e hi ghly in | ear:Ht
They highlighted instead the importance of understanding and knowledge in relation

to the impact of a disability not only on learning but in relation to the individual. This

ranged from understanding medication regimes, to specialist understanding of

assistive resources and technology. Learners also wanted to be consulted about

their support needs, rather than having assumptions made based on what is known

in general terms about a disability.

It is interesting to note that when asked about training needs, learners identified
some of those elements typically associated with compliance, such as health and
safety, first aid and medication. Despite the vast range of skills, personal qualities,
knowledge and understanding they identified were needed by LSAs, learners did not
typically link this to training. There were however some clear training needs
associated in supporting learners with specific disabilities, such as skills in mobility
for staff supporting learners with a visual loss and signing skills for those working
with deaf learners. Here too, however, learners noted the importance of associated
personal qualities such as patience, empathy and communication in the practical
application of such skills. A Supp o rreedwutstakdeng communication to be
able to do more than just interpreto

The promotion of independence and personal autonomy

In listening to learners, a central theme emerged around the importance of LSAs

respecting | ear ne rarsddronpoing sndepemdences gné peesonal

autonomy. The detrimental effect of being over supported was acknowledged, and in
particul ar of being fAfoll owed around?o, al tt
related to | earnersd experi enexelbearmefsndedpport

that sometimes inappropriate support is driven by the system, such as the
identification of support needs in statements which do not apply in the FE sector.
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Research could usefully be undertaken to identify how existing systems and
structures in the lifelong learning sector influence the provision and nature of
support. There might be potential to review or adapt these, in order to create greater
flexibility to adjust support, and/or to promote the reduction of support dependence
where appropriate. Learners feel they should have more say in when and how much
support they require, and the experiences of a significant number of those
interviewed suggests that they feel their views are not always listened to in this
regard. Learners also identified the perceived "social st i g ralated to being
supported by an LSA. This was not just about the provision of support, per se, but
the way it was provided. Learners valued the skills involved in providing unobtrusive
support, and recognised the capacity this had to reduce the stigma of being
supported amongst their peer group. At the same time, they recognised the
contribution appr opmakingime feed safef-airating komesonei n i
always there is reassuringa

It is interesting to note, that while the views of learners are widely underrepresented
in the literature, the comments they make chime very effectively with the findings
around effective practice, as the extract below from the literature review produced in
support of this project amply demonstrates:

Aln a review of evidence on the {mpact
concluded that the way in which support was provided led to either inclusion
or exclusion. Where support was provided for a group and for an individual in
the context of the group, promoting interaction between disabled and non-
disabled learners, it led to inclusion. In contrast, where support was provided

in isolation to an individual, where a T
described as the @\2e05)¢&itocndd learbta dependénGye r s h
exclusion and stigmatisation. 6 Far aday, S 2010.

Where LSAs were effective at providing appropriate support as discreetly as possible
this was not only valued, but recognised as being a significant skill by the learners
they support.

It is also clear that learners value being supported in a way which actively
promotes independence; learning to do things on their own with guidance when
required, as opposed to being constantly directed or told what to do.

The right to be involved in defining own support

Perhaps the most significant finding relates to the importance of learners playing a
key role in defining, contributing to and owning their own support packages. The

" Howes, A. (2003). Teaching reforms and the impact of paid adult support on participation and

learning in mainstream schools. In Support for LearningA Vo | uAmeNumtle r2 00 3-158p 14 7

® Gershel, L. (2005) . The speci al educational needs
assistants: the Greenwich perspective. In Support for Le@0niAndNukhb@6DBmerp
69-70
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relationship between an LSA and a learner was powerfully described by one

contributor as being fia partnership arrangen

In looking at what learners have said about the role, personal qualities, training
needs, skills and experiences of both effective and ineffective practice, it is clear that
they are skilled in understanding their own support needs and what that means for
those who support them. The majority of those spoken to could identify what they
personally found difficult, and what support they required. Whilst learners with more
complex communication difficulties found it more difficult to articulate, they were, for
example, able to clearly state they did not want to be followed around, with an LSA
attached to them at the hip. They also noted that they were often assigned support
without consultation. The overwhelming consensus was that learners wanted to be,
and felt they should be, consulted about the way in which support is conducted.

Practice and skills associated with effective support

In addition to the personal qualities, knowledge, understanding and the capacity to
promote independence and personal autonomy previously noted, learners were
asked to identify the key features they associate with effective practice. These can
broadly be broken down into the following areas:

Effective time management

Getting the level of challenge right
Providing learning in an appropriate context
Communication skills

Supporting behaviour

Developing and using resources

= =4 4 -4 -4 5

Ineffective support was, not surprisingly, characterised by the absence of personal
gualities, over support and a lack of knowledge and skills related to the use of
specific equipment or software

It is clear that learners value the support that is provided to them but also that they
are very clear about what and how it should be provided. The list of personal
gualities, skills, knowledge and understanding required, as identified above is
testimony to both the complexity, and the responsibility, associated with this role.
Whilst this has clear implications for training, there is a sense that it is more than
t hat . As one | earner put it i Mo st of
disclosing barriers that prevent learning and acting on these with learners to instil

this trust while promoting independence.
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lllustrated model of an ideal support worker produced by one group
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Section 3: The Training and Development Needs of LSAs

As noted previously, one of the most significant findings to emerge from this project
is the sheer complexity and diversity of the roles LSAs fulfill in a vast array of
different contexts. This has huge implications for future training and development
planning, in that one size does not, and will not fit all.

The Information deficit

In talking to LSAs and their managers, about the training and development provided
for LSAs, it was clear that the issue is not simply a lack of materials, CPD or
gualifications, although this is a concern. As the findings summarized below
illustrate, there are a lot of training resources available. The issue for providers is as
much about how they access information about what is available, nationally and
locally, and how they identify what is most suitable for their context and needs. The
biggest issue is that there is no central information point and a lack of easily
accessible information for LSAs and those who manage them. In the schools sector,
there is the Training and Development Agency website, with its comprehensive list of
information for Teaching Assistants. Similarly, there is no professional membership
association for LSAs in lifelong learning, such as the National Association of
Professional Teaching Assistants (NAPTA) for TAs in schools which is a central
resource.

The National Association of Professional Teaching Assistants (NAPTA)

NAPTA is membership organisation that works chiefly with schools and local author
to realise the potential of support staff, whatever their role. It developed in dir¢
response to a group of TAs needs, and now provides a web based location for TA
their managers to find news, information, advice and planning resources.

NAPTA is run by education specialists, with a number of experienced teaching ass
on its executive. It works in close partnership with the Cambridge Institute of Technc
(INTEC)and the Pearson Publishing Group, including its founding company Peé
Information, so is able to pool expertise in the development of products and resource
support its members.

NAPTA initially grew out of a project undertaken by Regent Collegecester designed
to support an underrepresented group, Bangladeshi women, into programmes
employer based learners. Leicester has a high proportion of ethnic minorities, and
result, schools were experiencing difficulties in obtaining language supmochildren

for whom English was a second language. There was a clear coincidence of
between the schools need for fluent Bangladeshi speakers, and the skill set of the
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be workforce. The project was a great success. All 38 women moved ortqg and a
significant proportion then progressed to a teaching qualification. The cohort contin
however to need support and advice, and so the association was established.

With the advent of workforce development in schools, and the associated eerdaiote
of the teaching assistant (TA), the membership quickly increased. The value of the
training needs analysis which NAPTA developed to take account of the NOS
recognised by schools and Local authorities alike as valuable. Today the atigariss
over a hundred thousand members in thousands of schools.

The technology is without doubt invaluable, because it can pin point individual trai
needs. Typically it reveals that individuals do not necessarily need an entire cour,
programme, but have small and specific areas for development, many of which
STFFSOGAPSte 6S dal2LIISR dzLX @ hyOS 3l Lk
used to link individuals with locally based training opportunities, many of which {
place in heir own work situation.

The success of the organisation does not however reside wholly in the online pro
tool, although this is clearly effective. It is the fact that the programmes are delivered
to face in school to which the Chief ExecuttddNAPTA attributes its success.

We have acknowledged elsewhere in the report that the LSA workforce is diverse,

and the same is true in the school context. N A
workforce to undertake local training, often in their own school, targeted directly at

individually identified need, so relevant, and as a result uptake is high.

Existing knowledge and resources could be leveraged more effectively and have
greater impact, if LSAs and their managers were provided with a facility which
allowed them to navigate the full range of existing information. In practice, much of
the training and development activities provided are often "path dependent”, that is
providers typically offer programmes based on historic patterns and custom and
practice.

The impact of this is reflected, in the following sections, which explore the options
open to LSAs at induction, through formal training and qualifications and through
ongoing CPD. The evidence indicates a fragmented picture overall, with some
effective practice but wide variation in what is offered and significant barriers in
terms of access. The following findings are drawn from the views and experiences
of the LSAs and managers who contributed to this project.
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Induction

The research evidence from the LSAs interviewed and those that responded to the
online questionnaire is that typically the induction programme for new LSAs was the
same as for all other staff, there was little specifically on the role of the LSA and
almost no content on how to support teaching and learning within induction. Indeed
the overwhelming majority of the survey respondents (80%) reported a series of
training activities that couldbebr oadl y cat egori sed ,aoserifigc o mp| i
areas such as health and safety, safeguarding, equality and diversity. This finding
was confirmed by LSA managers. It is worth noting however, that shadowing
colleagues which most LSAs had undertaken for a period of between two and three
weeks as part of their induction, was generally perceived to have been of value by
the majority of respondents, with a typical comment being;

At he shadowing |l ed to a good inductionbo

Whilst all LSAs interviewed indicated there was an induction programme for new
LSAs, the degree to which they felt this adequately prepared them for their role was
variable. Whilst some were positive about their experiences:

AThe i npmravided allathe information | would need to fully understand
my role within the college and to what my

the majority of respondents, in both interviews and the survey, were ambivalent.
When asked to rate the extent to which induction was effective in supporting them in
their role from 5 Highly Effective to 1 Ineffective the overall satisfaction response rate
was only just above average at 3.3. It is important to note here that a number of
LSAs interviewed had been in their role for many years and could not easily
remember their induction. This may affect the validity of aspects of the information
supplied and the degree to which it is representative.

A number of the LSAs spoken to thought the use of DVD materials showing good
LSA practice would be very useful at induction.

Qualifications: A Galaxy of Qualifications but no Guiding star!

The most notable characteristic about the pattern of the formal qualification results
from the research was the absence of any real pattern. The field research and
guestionnaire produced a galaxy of qualifications and accreditation routes, but very
often there was not a clear rationale why providers chose one route over another.
For those supporting learners with sensory impairments, disability specific
qualifications were more homogenous and reflected some formal expectation.
However, whilst a formal qualification is the gateway to a teaching role, nothing
comparable exists for LSAs. As one LSA manager commented:
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AOne of the criteria in selection for

qualified- this is relaxed for LSAs. The majority are not, and do not become
qualified. And this is partly because we are not sure what they should do or
what i s appropriate for their role.

The chart below illustrates the results when LSA respondents were asked to list the
nationally accredited training they had completed or were expected to achieve
Nationally Accredited Training

Nationally Accredited Qualifications

3%

B NVQin Learning Support

B NVQ?2 or 3in Health and
Social Care

m Certificate in Learning
Support

M PTLLS

W Teaching Assistants level
18&2

m Others

This clearly shows that NVQ 2 or 3 in health and social case was the most common
gualification reported (35%), closely followed by NVQ 2 in Learning Support (30%). It
is interesting to note that there was a noticeable lack of correlation between the
responses provided by LSAs and those of their managers when asked about the
gualifications LSAs are expected to get. Whilst NVQ Level 3 in Care and Level 2 in
Literacy and Numeracy qualifications were the most common qualifications identified
by the LSAs interviewed, almost half of the LSA managers interviewed indicated
there were no requirements in their college for LSAs to gain specific, or indeed any
other qualifications. All LSA managers were however concerned about the perceived
lack of appropriate qualifications for LSAs working in the learning and skills sector.
Many indicated that the qualifications for Teaching Assistants in schools are readily
available but they are not appropriate for LSAs working in colleges.

i T h are a lot of national qualifications at) Levels 2 and 3 and some foundation

degrees at Level 4, but these are mostly for staff in schoolsandar endt r eal

relevant for our setting"
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No single qualification was identified as being the most appropriate or popular.
Indeed a number of respondents pointed to a lack of an appropriate qualification
route, with one respondent commenting:

ANone because nothing suitable is availab

Another commented;

"l find it difficult to find to find a suitable course that is aimed at providing
support at FE level. Course are either aimed at schools or adults"

There was a strong consensus that finding accreditation that was relevant and
matched the job description and what LSAs did in practice was a real challenge. As
a result, many LSAs were encouraged or expected to take teaching qualifications,
whether or not they saw their career pathways leading them in that direction

In the online survey respondents were asked to rate their satisfaction with national
gualifications and although broadly positive at an average of 52%, an analysis of the
comments accompanying the survey data, and supplied at interview provides a
somewhat different picture. There is in the anecdotal responses, a strong sense that
many LSAs do not feel the qualifications currently open to them meet their needs, or
accord their role sufficient professional status or value. Rather than being forced to
go down the route of acquiring a teaching qualification, LSAs want something which
recognises the value of the role of LSA as a profession in its own right. As one
respondent put it;

AThere is not a | ot for people who want
adult learners with special needs. The accreditation seems to push you down

the teaching route. Supporting should be just as valued as teaching. You

need to be just as skilled as the teacher to be an effective support. There

doesn't seem to be any clear route for qualifications in this field."

Another commented:

The role is not consi der e @ndihere shdulel bes i onal
gualificationst o undertake to achieve recognition

Lack of Career Structure

The galaxy of qualifications reflects the fact that to date no clear national qualification
for LSAs set within the framework of the NOS is currently available, although one is
in development. Nor is there a recognised career structure within which LSAs work
and progress. Within the schools sector, the workforce reform agenda has had a
significant impact on both the professionalisation and skills of the workforce.
Teaching Assistants in school have a clearly identified entitlement to both induction
and annual CPD. The role has further developed to include that of the more senior
Higher Level Teaching Assistant, whose role includes working with groups and
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whole classes for a certain period and providing supervision for pupils in the absence
of the teacher normally timetabled for that class. There are clearly identified
gualification routes to support both roles and also an obvious career structure for
those seeking progression within the role of the TA. Without either framework,
providers in the lifelong learning sector use whatever training is available with
varying degrees of success. In some cases providers have established their own
very successful programmes tailored very much to their specific needs and have
partnered with a range of organisations, some within the higher education sector.

Weston College, (FE) and Beaumont College (ISC) have both worked with local
universities to develop a Foundation Degree in learning support for their LSAs.

Weston College ¢ KS NRtS 2F (GKS a{LISOALFtAAG { dz

Weston College was fully inspected in January 2008, when it was judged to have |
boutstanding arrang®¥ Sy (1 a T2 NJ y&Rozs#addlingli educational and social
Ay Of diaya® LS @i 2 Adiitionallea®iRyg Sapport is very effective. Additione
learning needs are identified promptly; take up rates for offered support arechigh. Y|
perhaps most worthy2 ¥ v 2 sugpart hasdadsignificant impact on success ratds
More recently (Spring 2010) the college has been visited as part of the current OFS
survey, due to report in June 2010, focussing on learners with learning difficulties i
disabilities, vihen again its practice and approach has been deemed to be exemplary.

Weston College has developed an innovative approach to the provision of Additic
Leaning Support (ALS), with clear benefits to the learners it supports. The coll
recognised that ithad a number of skilled and enthusiastic LSAs, whose only natu
progression route was into teaching, and yet for many, this was not what they want
To address this, the college has developed a two pronged response. It has creat
structure within ALSwhich includes different levels of support including the post c
G{LISOAFfA&G {dzlILI2 NI LyadNHzOG2NRE YR
West of England to develop a Foundation Degree in Inclusive Practice.

The college has a high levdl@ammitment to training. When new LSAs are appointec
they typically shadow other practitioners for a period, to become familiar with th
provision. The college is careful to match the roles and curriculum areas staff work ii
reflect their skill set, @ if an individual member of staff is, for example, skilled in art ¢
autism, s/he will provide support in that area. The majority of staff come to colle
without related qualifications and experience. New staff undertake a full Level 2 cou
initially and then progress onto a full Level 3 in supporting people with learnir
difficulties and or disabilities run by the college. The ALS manager noted t
qualifications do not adequately cover all the key areas of knowledge and understanc
necessary, andypically require supplementation. In practice, the training LSAs
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Weston College receive is much broader and more comprehensive than is reflecte
the awards staff gain, and in particular involves a specific focus on the developmen
independence.

In addition to level 2 and 3 qualifications in learning support, and ongoing CPD,
college has developed a Foundation Degree in Inclusive practice, to which staff
progress. The Foundation Degree is practice based, and enables participants to de\
their knowledge, skills and understanding within the context of their everyday work a
experience. This is a full time 2 year programme delivered in the classroom 1 day
week, with professional practice being observed through the working week. Partisipa
have the option to convert to a BA Hons, if a third year is undertaken. Specialist Sup
Instructors complete this course, which is also open to staff from other organisations.
GKS yIFYS AYLIX ASasx GKS a{ LIS OA |rdabfspeciaistzl]
This might for example be autistic spectrum condition, dyslexia, visual impairme
hearing impairment, attention deficit hyperactivity disorder or mental health.

The Specialist Support Instructors will provide specialist assessmenguadance to,
and about, learners from the point of referral onwards, undertaking observation
reading related documents, and providing guidance to delivery staff about how best
YSSi GKS fSINYSNRa ySSRaod -alkdughthé Specialist C
Support Instructor may do some in class support, the bulk of their work is arou
supporting tutors to work effectively with learners, and also working directly with th
learner to develop strategies to support their learning. This is ahhigffective and
innovative approach to providing support, which promotes effective partnersh
arrangements between tutors and LSAs, and targets specialist support effectively.
only does it result in significantly improved achievements for learnetd limialso highly
efficient, making the best use of experienced and talented staff to maximise learn
and develop inclusive teaching practice. The college is clear that that the initial cost
this commitment to training, are recouped because of @msociated benefits in both
retention and achievement. The quality of support ensures that learners are given
opportunity to be as independent as possible. By supporting tutors to adopt strateg
and approaches which meet needs, for example, such aking use of assistive
technology, or adjusting delivery style, learners are able to access the curriculum \
f Saa AGLKEeAAOIf &adzLlR2NIéd !'a + NBadz
effectively preparing learners for life beyond college, andmany case, into higher
education.

In the example of Weston College, the role of the Specialist Support Instructor, is
focused on the provision of specialist knowledge and guidance to support tutors to
work effectively with learners. The case study below is from Farleigh FE College
(FFEC). Although FFEC is an independent specialist college (ISC), it is clear that its
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model of support for learners with autistic spectrum conditions is a very effective
one, which could usefully be applied in a range of contexts and arguably for learners
with a wide range of needs. This case study also illustrates the importance of high
quality training in developing the specialist skills, knowledge and understanding to
effectively support learners, and the central role of the LSA in facilitating learning.

Farleigh FE Collegehow specialist LSAs support learners with autistic spectru
conditions to access mainstream provision.

FFEC is an ISC located in Frdorestudents aged 16 to 19 plus with Asperger's Syndrom
and autstic spectrum conditions. It was judged to be good in all areas when inspected
Ofsted in 2010. The student population at FFEC is diverse, in terms of both ability
interests and the vast majority of learners have previously attended special sahools
experienced difficulty at mainstream schools or colleges. Approximately a third of leav
successfully go on to university.

The college is in many respects an unusual specialist provider, in that for the majorit
learners, the bulk of their formalearning takes place in mainstream colleges, witl
support from highly trained learning support staff provided by FFEC. The college has
established partnerships with Wiltshire, City of Bath and Strode Colleges of Furt
Education which enable it to pvade a greater breadth of curriculum options than it coulc
realistically offer as a single provider. This model of providing specialist learning sup
G2 SyroftS fSIFENYSNAR (2 adzailAy YIFAyaiN
commitment and innwative approach to training and development.

In recruiting LSAs, the college does not require specific qualifications, as it provide
depth training on appointment. Typically, it is looking for personality characteristics st
as the ability to stay dm, be patient, receive and respond positively to training and wor
effectively with young people, characteristics which chime well with those identifie
above by learners. FFEC is part of Priory Education Services. The college has succ
overcome bariers to training by blending face to face training with an effective onlin
training service, "Foundations for Growth", developed by the parent organisation. T
RSEtAGSNRE | aA3IyATAOl yid and v addioaenablEs the Kdige O
to monitor all aspects of trainindt is interesting to note it also featured positively in the
2YyEAYS ljdzSaidA2yyl ANB NS i LIEord&iens fordGiowtK is &
very good and interesting-learning facility. Unfortunately it is naecognised outside of

t wLhw, ®¢

Staff are allocated specific time to undertake it and the colleges has systems to eni;
staff to access it from home. The college has also produced a DVD to provide trainint
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LSAs in relation to supporting the developrien 2 ¥ € S| NJ S NE QAsingtddlS
elsewhere in this report, it is perhaps the value which is ascribed to LSAs which is 1
central to supporting their effectiveness, not only in determining for example, access
training, but more importantlyrecognising the value of the role. As the Principal fron
Farleigh College commented, when speaking of the contribution of LSAs in his college

Gl {'a INB adzOK |y AyaGdSaNrf LI NL 27
that role and recognise the compleA G A $& Sy Gl At SR Ay A

The on line training service "Foundations for Growth", was praised by inspectors,
when Farleigh College Swindon was inspected in January 2010.

AExcel |l ent use I s made -leafning poreal toppaoviden t coim
external and in-house training to ensure that staff are well equipped to teach
and support learners appropriately ....... The take up of learning is very high.

The system is used effectively to record the extensive external training that
staff undertake and provides easy monitoring of the progress of staff against
timely target's. o Ofsted 2010

The impact of this training on learning support is demonstrated in the subsequent
comment, taken from the same inspection report:

Al ndi vi dual s u pnpliwingtskills and supportdneghe elasstamm is
good. Learners receive well-informed and constructive support from key
workers and learning support workers, which contributes substantially to their
progress. 0

Whilst valued by the organisation and clearly impacting positively on quality,
AFoundati on for Gr owt ho i §he meed forraeforma ni s e d
qualifications framework into which nationally recognised professional qualifications

can be set is urgent. However in taking forward a national framework it is important

that those providers who already have their own highly effective bespoke
programmes are accommodated within the new national framework and the highly
contextualised training that already exists and that the evidence suggests LSAs

really value is not lost.

The Range and Effectiveness of Continuous Professional
Development

The challenge LSAs and managers reported in identifying appropriate qualifications,
also extended to finding continuous professional development that is relevant to the
LSA role. As with induction, respondents indicate that CPD typically focus on the
mandatory training and there is insufficient focus on supporting teaching and

° Ofsted Farleigh College Swindon Inspection Report published February 2010
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learning. As a consequence, some providers have developed their own training
packages and this is often relates to the specific needs of learners in their college.

The field research indicates that some providers do provide a broad range of CPD
opportunities for LSAs. In the South West, the South West Workforce Development
Partnership (SWWDP) has created an extensive CPD framework designed to share
effective practice across the further education sector. This framework has been
accredited by Open College Network South West (OCNSW) and the units are
mapped against the NOS.

Practice across the sector is however variable. There appears to be no mandatory
aspects of CPD for LSAs, nor is there any entitlement to training. There is limited
evidence of systematic training relating to how to support teaching and learning and
/or to promote independence, which are arguably the central elements of the role.

The following section, which explores the views and experiences of LSAs with regard
to training opportunities, illustrates the key themes.

LSAs views and experiences of CPD

1 One of the key findings from the research was that CPD for LSAs does not
always include sufficient emphasis on how to support teaching and learning.
In both interviews and within the survey, respondents typically highlighted the
need for specialist training, and the impact of specific disabilities on learning.

1 Where training was provided, this was often focussed on compliance related
issues, and yet, when asked about gaps in training and/or training needs, the
main need LSAs identified related to specialist training to support them to
work more effectively with learners. The following comment is typical:

"I would like more specialist training in areas of behaviour issues and health
conditions/diagnosis that could impact on learning and how to support the
learner most effectivelyo

The impact of well trained staff with specialist skills and understanding is clearly
reflected in the following extract from an Ofsted report for Thornbeck College, an ISC
for learners with autistic spectrum conditions, judged outstanding in September
2009;

i Sff a&re skilled in meeting the individual needs of learners with ASC; they use their
expertise well and regularly share best practice. Support assistants are effectively
informed about their role. Outcomes from regular lesson observations, validated by
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external specialist providers, demonstrate that teaching and learning have consistently
i mproved fsed2009 me. 0

1 LSAs perceive that their role is not always fully understood by teachers and
this can be problematic

1 A training need to support effective joint working was identified as common to
both teachers and LSAs. There is value, not only in the focus of training, but
that it is undertaken jointly, to promote shared understanding and effective
joint working.

Joint Training and Development

Both LSAs and their managers identify the relationship between the LSA and
teachers as being very important .There was, however limited evidence that joint
training is a widespread feature of provision across the sector. Little formal joint
training for LSAs and teachers takes place in relation to their respective roles and
responsibilities, although the value of this is widely recognised in the literature.

ACentr al to the success of professional

collaborative culture where there was a strong emphasis on working together
across the organisation to share good practice and to develop problem
solving strategies to improve teaching and learning. Thus, effective
professional development was likely to have a direct relationship to classroom
practice and to build on LSAs existing skills and experience. Opportunities for
reflection on practice, self appraisal and the sharing of ideas, expertise and
knowledge with others would build and foster a culture that was essentially
focused on developing and improving learning. Ofsted (2010)** confirmed
that in effective organisations the ethos was one where teachers and support

staff were determined to | earfFaradayrr@ih and w
Although the literature review in the lifelong learning sector is limited, the experience
in schools sectorist hat teaching assistants | earned a
t he j obo and I n consul tation and coll abor

organisations support networks. The experience reported in the literature from
schools correlates well with the findings from LSAs in the research undertaken for
this project. The common theme was their concerns about having limited time for
preparation and joint planning with teachers, which often left them feeling
unprepared. The importance of joint training with teachers and allocated time for
joint working in general, was a key theme:

"Any amount of training cannot suffice without the opportunity to discuss
situations with somebody more experienced who can advise on a 'best
approach' and this is not always possible due to time constraints."

19 Ofsted Thornbeck Inspection Report published October 2009
' Ofsted (2010) op cit
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Many comments alluded to the lack of time allocated for teachers and LSAs to work
together. Very often, LSA time is only allocated to direct support, leaving little if any
time for LSAs and teaches to liaise. Involving LSAs in a dialogue about lesson
planning, for example, would not only inform the LSA of the session objectives and
the design of the session, but would ensure that they were aware of their proposed
deployment and the nature of the support they were to provide. The value of shared
understanding and joint planning was recently identified in an inspection report for
Beaumont College, an ISC, judged outstanding in December 2009.

"Rigorous transdisciplinary assessment processes successfully inform the
detailed person-centred learning plans.....Teachers provide very clear
guidance for learning support workers and direct their work well." 2

Increased opportunities for both to engage in shared professional development
programmes, was also identified as an activity that would enhance the effectiveness
of the support team.

Training for teachers

In addition to an identified need for joint training, there was considerable evidence of
the need for support and professional development for the teachers with whom
LSAG6s wil | Naay ofmierLBAS nnterviewed, indicated that they felt that
teachers did not fully understand or appreciate their role. Comments included:

Aithey dondét understand the intensity of s

fteachers can think an LSA presence is an imposition and don't always
understand why they are thereo

Ateachers need to be aware of the @®dange o

LSAs reported that they sometimes find it difficult to explain to tutors why they are
standing back and noted that for some learners, particularly for those who have
mental health issues, the mere presence of an LSA is a stabilising presence and a
crucial part of the support process.

The need to provide training to support teachers to work effectively with LSAs was
also identified by managers and senior, with one commenting

AThere iIs a need for more effective work
donodt al ways ma n a g ei itscanpbe guit¢ dawmnting. fThey we | |
(LSAs)havegot the skills and can add to the |

The need for teachers to receive effective training in the deployment of support staff
is also highlighted in circumstances where LSAs take on too much responsibility.

12 Ofsted Beaumont College Inspection Report Published January 2010
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ALSAs are someti mes bnsibility. Thay aré leftttoorecoranu ¢ h ¢

learning - highly technical skills T many record only what they see, which is

activity only, already in the | esson

their role, they are given too much

This further underlines the need for joint training to ensure there is clarity across the
organisation about roles and responsibilities.

Personal Qualities and Values

A key finding from the | e a r rviews svés that even above skills, knowledge and
understanding, what learners really valued were the personal qualities which
individuals bring to their role. They want to be treated with respect, and be supported
by someone who has the personal qualities to listen, be calm and patient, and
communicate effectively. A number of managers, when asked what they were
looking for when recruiting LSAs, similarly identified personal qualities as a key
factor.

Perhaps not surprisingly, when LSAs were asked about the skills and training they
felt it was important for their managers to receive, in order for them to be able to do
their job effectively, their responses again focussed on the importance of having and
developing good interpersonal skills.

This finding presents a significant challenge in terms of training. Knowledge and
skills can be taught, but teaching the behaviours which characterise high quality
interactions between individuals is arguably more problematic. One organisation has
endeavoured to address this challenge and to formalise it within both the recruitment
and CPD processes. The case study below illustrates their approach.

Great Interactions

Macintyre, a national charity working with young people with learning disabilities a
autism, has recently developed a new approach to workforce recruitmemd a
development. Their aim was to try and answer the questions;

owWhat makes a great support worker? How does it feel to be supported by some
who is making a positive impact on your life; giving attention to the small persol
details that really mattereach day, every day"?

Maclntyre was keen to identify what it is about the most effective support workers th
set them apart from others? The workers were typically described by their manag
IyR O2fftSI3dzSa | a ayl (dzNJ fstnétidely bod @®lwdrk it

a way that maximised each person's independence. Internal quality data suggested
support staff without these qualities often defaulted to an approach which could
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characterised as "naive parenting”; interpreting their pag role as parental and
protective, rather than enabling the young person to become more independent.

tKSe O2yOf dZRSR (GKSNB Aa az2YSOGKAy3a AYL
works with an individual which impacts positively on the qualily o 4 KS A y |
experience, and it was this Macintyre were keen to capture and develop in all staff.
1Se OKIFfeXydHS YdN&Baa |l ayl G dzdhhstructQhe weayL id
GKAOK ayl (dzNIytezmel AGFRNI3 212yRR aRIBILIZ NI 0 SKI ¢

To aldress this, Macintyre initially worked in partnership with a specialist Hum:
wSa2d2NOS O2yadz Gl yoes G2 O2yaiNdza |
which were then used to create a competency based framework for recruitment.

An analgis of video clips was then undertaken, to identify the main behaviours that le
to great interactions. This resulted in the identification of a range of skilled behaviol
which included observation, responsiveness, reflection, personalised communicati
appropriate eye contact, touch, posture, good listening, and being creative. These sk
behaviours have been incorporated into interactive learning tools and are taught to
staff as part of their induction and ongoing training. They have also be#edded into

I GDNBFG LYGSNIOGA2yas LRtAOE GKAOK d
0KS 2NBFIYAAlI GA2YS YR Ada &dzZLIR2NISR oe@

day training programme.

The values which underpin approaches are arguably implicit in the personal qualities
which characterise high quality interactions, and yet it is worth noting that a focus on
core values is often lacking in training. When asked about the priorities for training
for the LSAs in her organisation, an LSA manager made the following comment,
which illustrates beautifully the importance of values in supporting effective practice:

Atdés about et-lwehlavea litte wayttotgo ih sedirg the learner
as an independent autonomous person, and having genuine respect for them
and what they have to sayo.

Access and barriers to training

A key factor, in terms of access to training appears to be related to the employment
status of the individual. This is particularly worthy of note, since, as previously
identified, the sample suggest that a significant number of staff are on hourly
contracts. The findings from both LSAs and managers suggest a clear difference in
the quality of experience for staff who are permanently employed by providers, who
typically reported good access to training and felt well supported by managers, and
those who were not. Whilst a small proportion of staff contracted by the hour
reported they were paid to attend training, the vast majority were not, and this had a
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huge impact on up take. Respondents also indicated that agency staff do not
typically attend training. As well as employment status, broader issues relating to the
status of LSAs within the organisation appears to present barriers to access. One
LSA commented that training and development was not available for LSAs because
they were not teaching staff. A group of LSAs in another college said they were not
allowed to have the same training as teachers:

Ateachers had training recently on
we could go but were told the training was only for teachers and yet we work
with profound and complex | earners

Another focus group reported,;

Athere is lots (of training) for <cu

Prof ou

every

rricul

business supportstaff and t hey dondt get trainingo.

Given the small sample survey of the research there has to be some caution about
the degree to which this is representative of the sector as a whole but it is indicative
of findings more generally and the wider literature in the schools sector

My college can release me, but not my LSAsS

The comment above is a quote from a college Principal, and it illuminates perfectly
the fundamental barrier to training and development for LSAs. Responses from both
interviewees in focus groups, and survey respondents, overwhelmingly demonstrate
that the single biggest barrier to development for LSAs is related to time. The
barriers identified revolved almost entirely around LSAs not being able to be
released for training because of hourly contracts, the lack of time available for
training and the lack of training opportunities linked to their low status within the
organisation. In addition, as the quote above illustrates, these difficulties are also
compounded by the fact that organisations struggle to cover LSAs i they simply find
it hard to release them. As one Local Authority Area wide coordinator put it, when
referring to some Foundation Learning Training which was being provided for LSAs
within the authority:

AWe provide t,raamd ngvdmnrt Herre,e provi
them. They say they are short staff

der s
ed, S C

course, we havenodét got as many people se:

problem is, they haven't got anyone to take their place if they let LSAs come,
so they candét release them even whe

Effective development methods and approaches

The field research and literature supports the importance and value of the role of the
LSA. It also points to a diverse and fragmented workforce where access to
development is variable and where time and resources are limited. In this context,
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Learning Support Assistants were asked to draw on their experience of training and
development to identify approaches which they feel are, or would be, most effective
in supporting their development. The most popular are summarised below;

1 Training incorporated into, and reflected by, their working practice and not just
be theory based.

1 Shadowing, mentoring and peer observation

1 Meeting others doing the same role to share experiences and learn from each
other

1 Group interactive learning
1 e-learning for some elements but not for all the training

1 Tap into the skills, understanding and knowledge and experience that LSAs
have

Whilst a blended approach is clearly supported, it is interesting to note that these
responses overwhelmingly support context based training which is grounded in
practice, involves liaising with others doing the same role, and includes joint training
with tutors. This conclusion is also supported by the literature. The everyday
experience of LSAs reported in the research is often, however, quite different.
Limited evidence was found to support the use of shadowing or mentoring outside
induction, and yet this features strongly as a valued approach, and as reported
previously, a number of LSAs reported they had limited access to any form of
training as a result of their contractual arrangements.

Implications for Effective Practice in CPD

A number of key factors emerge from both the research and the literature review
which support effective training and development for LSAs. These included:

1 An organisational culture whose values and ethos promotes inclusion at all
levels.

1 The inclusion of LSAs in the process of developing programmes for
professional development.

1 The provision of opportunities for teachers and LSAs to work together to plan,
prepare and review learning.

1 A clear emphasis on the primary functions of supporting teaching and learning
and promoting independence in training for LSAs

1 Effective training for teachers to prepare them to work effectively with LSAs.

One particularly strong finding was that training alone was unlikely to produce the
benefits necessary if it was not located within a consistent and coherent
management structure. Without a whole organisational approach, with clearly
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identified roles and responsibilities training is likely to be poorly targeted and lack
impact. Indeed this lack of relevance of some professional development
programmes was identified as a common barrier. As an interviewee suggested, quite
s i mpwhgre thefie is a problem with the relevance of the training for LSAs, include
LSAs in the team. o

The following case exemplifies such a holistic approach. In addition, it provides a
useful practice based example of how one organisation, Coventry Adult Services
working in collaboration with some tutors from a University, was able to develop a
highly relevant customised programme derived entirely from LSAs' and teachers'
identified needs.

Coventry Adult Serwes Developing customised training from identified needs

Coventry Adult Services approached a group of consultants from the University
of Cambridge Faculty of Education for support to develop a training programme
for its teachers and learning support staff. The external team began by carrying
out a series of observations and discussions with staff and managers to identify
priorities and then together they drew up an action plan. A delivery team of 3
worked with Coventry staff to develop the training aspects of the plan. The
training programme spanned two years, with joint termly sessions for tutors and
LSAs.

The delivery team recognised the value of developing a shared agenda for the train
and so began by inviting staff to take part in a student sivdadg exercise to help shape
the course content. These student shadowing observations were mostly undertaken
LSAs, an experience which they found to be very empowering. The outcomes from
shadowing observations resulted in the following content arbaing identified:

¢CKS AYLRNIFYOS 2F @l fdzhiy3a SIFOK 20KSNRA3
Collaboration and team working

Role descriptions

Pedagogy and support for learning

Communication (including the importance of augmentative & alternativ
communication stratgies , the communication environment, development & use ¢
communication dictionaries & passports)

Person centredness, and person centred plans

The role of LSAs in the management of break times / outside formal class sessions
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One of the main aims of thi&aining was to foster an atmosphere of trust and mutua
respect in which LSAs and tutors felt free to exchange their personal views «
experiences. Implicit within the training, was a recognition of the value of learnil
support staff in contributing toenhanced learning opportunities. An innovative
I LILINBF OK g1 & RS@OSt2LISR (G2 3IFGKSNI [{! a!
job effectively and what approaches could further collaborative working and planning

Both LSAs and tutors were asked indialijpy and anonymously to complete the
following memo:

MEMO*
To my classroom partner

What | think works really well abou:

|l think you are really good at ééécée

What | think we should do to make sure all our individuabkilosWpdgese is used w

,,,,,

i séééeeé.

OQur planning would be more effectiyv

When we reflect about our work toge:

Qur training and professional devel

13Adapted from original text in Balshaw, M. (1991) Help in the Classroom London ; Fulton
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MEMO
To the leadership team
The best thing about working in the

| would be really pleased i féeééeéééé

The completed memos were then shared anonymously with mixed teams, who worl
in small groups to discuss their reactions to the memos and to begin to ident
respanses and strategies to resolve the issues described. The whole staff team t
agreed ideas and strategies at course, centre and whole service levels, in relatio
both valuing the knowledge and expertise of LSAs, and promoting team work.

The approach wa highly effective. The use of anonymous memos enabled staff to fe
confident about identifying the issues which they felt affected their everyday work. T
culture of the organisation, in facilitating this, is importarit does require a training
environment where there is trust, confidence, and safety. The memos identified a rar
of practical issues such as how to manage support staff employed by learners thro
direct payment, uncertainty about the role and expectations of LSAs in assessment
lack of clarity about their role in general. By identifying practical stumbling blocks
effective working, the external team were able to work with the staff team to identif
their training needs and take practical steps to address issues. For examplecé#he |
authority had a standard job description, which in practice, did not adequately refle
the actual or perceived roles of the learning support assistants. As part of the train
activity, people developed their owmole descriptions, a process whichlearly
demonstrated that LSAs wanted their specific skills included, as well as their m
generic roles. For instance, one individual wanted her job description to recognise
role in interpreting for some students from ethnic minorities. This processamly
produced more accurate role descriptions, but it substantially enhanced the value ¢
NEO23aAyAlAzy |GdFOKSR G2 [{!'&aQ 1yz2eftS
mechanism for acknowledging it.

During formative evaluations staff reported that sitve strides had been made in
improving collaborative working

The case for E-learning

As part of the research both within the focus groups and the survey responses
respondents were asked for their experiences and attitudes to the use of e-learning
as a development tool
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E-learning is a potentially useful tool for CPD although it was not that widely used -
our survey found slightly more than a third of LSAs and less than a half of LSA
managers had experienced e-learning. The benefits were in offering convenience,
greater flexibility and the opportunity to work at your own pace, although some
drawbacks were also reported. The effectiveness of e-learning approaches
depended on access to the IT infrastructure and skills in using technology and some
people prefer more interaction and experiential methods. There were some
interesting and innovative developments'® and there was support for these being
encouraged and disseminated.

The mixed response to e-learning reflects the need to differentiate information and
knowledge. It also partly reflects the relatively recent implementation of the
technology and the inexperience and lack of confidence amongst some staff in using
it. It may not be a platform that can deliver the more nuanced aspects of knowledge
and understanding implicit in supporting learning for those with learning difficulties
but where it was well thought through staff reported it as effective. One provider has
developed an e-learning module that provides an introduction to the role of the LSA
which was very effective in the way it set the information within a context which
promoted the values and personal qualities necessary to deliver effective support.

Summary

It is clear, both from the literature review and the field research undertaken, that
there are a number of factors which influence both the access to and effectiveness of
training and development activities for LSAs in the lifelong learning context. There is
a significant need to improve the flow of information, support opportunities for joint
training and development and promote a culture which recognizes values and
supports the role and contribution of LSAs to enhanced learning opportunities.

There is also a strong message about the need to include LSAs in the development
of any programmes of training or professional development.

4 Enhancement of Learning Support; Opportunities and Resources, Faraday S ( 2010)
44



Section 4: Leadership and Management

It is not surprising that the research confirms that arguably the single most important
variable in the promoting the effectiveness of learning support and the associated
professional development activities is the values, ethos and management of the
organisation. In the best organisations, the management culture reinforces the value
and status of LSAs and this improves outcomes for learners.

Literature from the schools sector supports the finding that encouraging a climate
which allows learning support staff to become confident and exercise their own
judgment is crucial. How LSAs are valued is a fundamental management issue and
impacts directly on the impact of any training. In describing effective practice, Ofsted
(2010)*® confirmed the importance of a supportive professional culture that
encouraged all staff to have high expectations of their work and to be held
accountable for individual s6 | e gorensureatgat Thi s
all the staff had clear professional status, were well trained and were deployed
effectively. The lack of value attributed to the role, will have implications not only for
the confidence and self esteem of the LSA workforce, but, as one senior manager
pointed out, also for those they support.

Al f LSAs ar e s esedorundervdiued, thedeargershay wiork with
wi || be too. 't is an integral part of the

How LSAs are valued is arguably as significant as how they are deployed, and the
main point of contact through which they experience this is through their direct line
management. The next section will therefore focus on the role and development of
LSA managers.

Training and professional development for managers of LSAs

A key finding is that training to support LSA managers in their role is underdeveloped
generally. The majority of those interviewed and surveyed indicated that they had
received little, or no, induction training to their role. To illustrate this point the
following comments were typical:

Al | earnt on the jobod

The same applied to ongoing CPD. Typically training offered focused on issues such
as funding and inspection, but there was little related to the specific role of managing
learning support. The comments indicated that this is an area where managers feel
more training would be beneficial.

ASame as everyone el se with no real professi

1° Ofsted (2010) op cit
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AThis is a weak area at the moment o
ANot hatdr ainyi ng needed i n managing peopl ebo
It is perhaps the comment which follows, which is most significant:

ALSA managers are not seen as manager s,
do not have the same opportunitieso.

It is this perception, by managers and by those around them, which is so important in
influencing a culture that can actively promote change and ongoing improvement. It
is clear that if the aim is to engage LSA managers in this process then there is a
much greater need for consistent access to appropriate training. In the schools
sector, the value of middle managers is acknowledged in programmes such as
"Leading from the Middle" which are offered by the National College for School
Leadership (NCSL). Findings from the field research would suggest that LSA
managers, as a group, have not participated sufficiently in management
development activities of this type, and yet the research clearly points to the potential
benefits of this.

Where managers do receive management training it is often concentrated within the
domain of functional tasks such as performance management and administration.
What appears to be lacking is training on the central role of the manager in creating
an environment which is self reflective and improving. The key to achieving a culture
of continuous improvement is at least in part related to how managers perceive the
role of management. The following, very illuminating quote, effectively illustrates this

"The problem is not seeing themselves as managers of change, but as
administrators and trouble-shooters. They need to understand what brings about
change and to have strategies to help them do it"

The use of performance management and improvement

The field research indicates that the formal observation of learning support is
widespread. This is typically undertaken as part of the college formal observation of
teaching and learning, although a number of providers specifically focus
observations on learning support. The following case studies provides extracts from
the documentation one specialist college has developed, in consultation with its GFE
partners, to support this process.
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Farleigh FE Colleg@®bservation of Learning Support Staff

Farleigh FE College (FFEC) is located in Ffomstudents aged 16 to 19 plus with
Asperger's Syndrome and autistic spectruonditions. Although it is a specialist college.
the majority of its learners undertake the bulk of their formal learning in mainstrea
colleges, with support from highly trained learning support staff provided by FFEC.
college has well established paership with Wiltshire, City of Bath and Strode College
of Further Education to facilitate this. The role of LSAs is to support learners from
college to access mainstream provision, and to provide specialist knowledge
information to tutors to enake them to work effectively with learners on the autistic
spectrum.

The introductory guidance produced by the college, to support the observation of L
recognises both the complexity of the role and the contextual factors which mig
Ay Ft dzSy O Bilityltojunderfake @& |

G SEFNYyAYy3I &adzlJLl2NI A& | O02YLX SE | yR RS
[ {!& FNBY FtSEAOAfAGET LIGASYOSs Ay
effectiveness is dependent on a range of interacting factors jwdrie not always within

GKS [{! Q& O2yiNRftzX So3ad G(GKS S| NYSNRa
guidance and skill in using support, the learning environment, including the conduc
20KSNJ £ SIFNYySNRAR®E

The documentation also recognisebat the individual needs of the learner will
determine the nature and level of support provided. The guidance produced has be
developed with the involvement of experienced senior LSAs, and includes contributi
from mainstream lecturers. The resultingaumentation is;

dgntended to help us all agree the qualities, which contribute towards making ¢
support effective. It is also part of us striving to be the outstandingly good provision
FAY G2 0S¢

Learning support staff are observed once a year. gilidance to support this process
provides general guidelines for LSAs about supporting learners in FE colleges, as w
criteria for judgements. These include:

FGGSYyiA@gSySaa G2 GKS fSIFNYSNDa &dzldi2 NI
ability to blend with/contribute to the group

may F 3Ay3 GKS fSINYSNna | yEASGE@
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being able to balance support with developing self reliance
dzy RSNE G YRAY3 GKS fSFENYSNRaE 26y OSNEA?2

It is interesting to note that comments from mainstream tutors reiterate the importanc
of the inclusive pproach identified as effective practice within the literature review
undertaken in support of this project (Faraday 2010);

Go2N] Ay3d awrfoStagh azyral yad | fglea KSE LITd:
can in fact hinder rather than help. (ib®sé to watch the whole group and interact with
the whole group. The class dynamics are greatly improved and this helps Farl
students to develop greater independence. It also means that they are not seen t
'special or singled out'.

The guidace produced includes practical tips and pointers for LSAs around prepatr
the leaner and liaising with lecturers. For example;

Ensure beforehand that your student is prepacedet him/her know that you will be
supporting them that day; ask them what the Q@S 06SSy O2@FSNAY:
they have the right equipment and that theyS I @S G KS o6l aS NR2Y
good time! Warn them at least 10 minutes before they have to legvihis should
minimise any anxiety and give them a chanceKdcscO]1 SYI Af axX FAYAZ

A copy of the forms used can be found in Annex 16.

Whilst LSA observation appears widespread, there was less evidence that its impact
on outcomes for learners was evaluated and reviewed, or that findings were used
systematically to support effective practice.Given the evidence gathered so far about
the variability in access to training, particularly for hourly paid and agency staff, it is
clear that the link between observation and training to support development is at best
inconsistent, and, our findings would suggest, overall, underdeveloped across the
sector.

Summary

The role of leadership and management is central to the effective development of
learning support staff. Organisational values and ethos are key in shaping not only
access to training, but impact and effectiveness. To achieve this managers of LSAs
need access to a wider range of professional development, beyond task and
coordination, to better enable them to fulfill their role in leading change and
improvement.
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Section 5: Networks and Partnerships

In addition to exploring the relationships between LSAs and teachers, and
opportunities within organisations for staff to network, the field research also
explored the networks which exist at national, regional and local level. The previous
section has established that the provision of joint training for teachers and LSAs to
work together is limited, and that, whilst LSAs value opportunities to mix with others
doing the same role, lack of regular access to training and the impact of hourly and
agency contracts inhibits their ability to do so. The next section outlines what
learning support assistants, their managers, and member organisations had to say
about networks.

The most significant finding is that although networks do exist, these do not typically

operate at LSA level. The majority of related networks at national level are attended

by senior managers and principals, and at local and regional level are attended by

LSA managers. The field research suggests that access to these is patchy, with
comments from LSAmanager s i ncluding il am not i n a
practiced and AThere are no | ocal net wor ks w
they exist, the value of these is clear, the potential for access and rolling out training

direct to LSAs is less so. The survey data in particular, suggests that opportunities

for LSAs to network even within their own organisation were often limited. One LSA

for example, commented;

"I am not aware of any local or regional networks. My only (brief) contact
would be with Agency workers and occasionally another LSA from a different
branch of the same company”

There are examples of active regional networks that include FE colleges and
Independent Specialist Colleges but all of them are for learning support managers
and not LSAs. A network of Learner Support Managers has also been established in
the South West. This has been running for 3 years and is attended by at least 10 FE
colleges and one sixth form college, although it does not currently include I1SC
representation. It meets once a term and is clearly valued by those attending. More
than one manager spoke positively of the network meetings as an important means
of reducing their own sense of isolation by providing a support network of like
minded colleagues:

fit is really good to talk to people doing the same role and to have the
opportunity to share practice. 0

In addition to the opportunity to meet formally, the networks have fostered more
personal connections to support the sharing of practice and information on a more
informal level. One learning support manager commented
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fit (the network) could be used to deliver training but challenge is to get LSAs
together in one placeo.

The geographical size of a region can limit attendance for managers let alone LSASs.

One manager said that he had to think carefully about the value of travelling two

hours each way for a network meeting even if
from Cheshire to Blackpool fora2hour meet i ngo Where providers
with other organisations to share expertise and experience, this is reported to have

worked well and is something managers would like to see more. The following

comment perfectly illustrates the value of more locally based training:

Al would |Iike to see more needs based | oc
put together with other colleges, being able to learn/link into different
environments with other people doing the
come in with a lot of experience, so if we are not careful, what they know and

think will be based solely on their own college. What they need is wider

experience. Do it locally.

Local Authorities

Networks tend not to be formally linked to Local Authority (LA) structures. As a
result, typically they do not have any formal accountability or reporting and
communication lines to LAs through which to inform LA planning or strategy in
relation to 14-19 (25) year old learners with learning difficulties and/or disabilities.
Some LAs are developing holistic 14 7 19 (25) strategies and services for learners
with learning difficulties and/or disabilities that incorporate, develop and support
training for LSAs currently in the post 16 sector. Newham LA for example has
provided training in Foundation Learning for its TAs and LSAs. Sheffield LA, with
support from Yorkshire and Humber LSC Learning for Living and Work Pathfinder
Funding, is undertaking a three year project aimed at developing cohesive 14-25
provision for learners with learning difficulties and/or disabilities across the city called
My City Learning.

The field research suggests that networks within LAs are typically underdeveloped at
FE level at present. However, as the legislative changes begin to take effect and the
context for organising and funding FE moves from the Learning and Skills Council to
Local Authorities, it is clear that LAs could be a very relevant means of developing
local networks, particularly given what our findings are telling us about the value of
Al ocal o.

Whilst it has not been possible to research this fully within the scope of this project ,
it is clear that there are a number of national and regional professional organisations
which have the potential to support the delivery of LSA training and development.
These include the Professional Development Centres, which predominantly support
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the training and development of staff in Skills for life and teacher training
gualifications, the Karten Alpha CTEC Trust, and the National Association of
Disability Practitioners'® (NADP) for disability and support staff in Further and Higher
Education. The following case study illustrates how one such organisation, the CETT
for Inclusive Learning, has actively supported and promoted networks and the
sharing of best practice between organisations in the North East.

Centre for Excellence for Inclusive Learning

The Centre for Excellence for Inclusive Learning (CETTIL) is one of nelbvesl
Centres for Excellence in Teaching and Training (CETT), sepap aba government
initiative three years ago. CETTIL is a partnership organisation, whose lead partn
Northumbria University. Its members represent a wide range of providers includi
higher education, general further education, specialist collegésilt and community
education, work based learning and offender learning.

Unlike many other CETTS, the focus has always been around the inclusion agenda
in particular working with learners with learning difficulties and or disabilities. It hi
actively promoted networks and the sharing of best practice between organisations
number of interviewees for example, cited the value of training facilitated throuc
CETTIL around supporting teaching and learning. The CETT in many respects sees
toadld & | GaySiGie2NJI SN k FlFOAtAGEG2NE?
development needs in touch with other organisations with skills and resources in tl
area. In addition to the formal connections made through training events and so on
hasalso facilitated enhanced relationships between providers to such an extent that t
principal of one organisation was willing to attend a partnership meeting with Ofstt
inspectors to support the inspection process for another college. It has also gedeto
number of online frameworks and guidance to support organisations to share be
LIN OGAOS> adzOK |a a¢ALA FyR 1 Aydag |
following the hyperlinkvww.cettil.org.uk

'8 http://nadp-uk.org/
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Section 6; Recommendations

Introduction

The recommendations are in two sections. There are three key recommendations
and twelve further recommendations.

The conclusions from the project research illustrate that the biggest impact is likely to
be made from interventions which can be broadly described as "systemic".
Therefore, the recommendations are concerned with organisational development
and the systems in which LSAs work, rather than being directed at individuals.

Making the System "Leaner"

The recommendations all address organisational development issues, and can
perhaps be best understood as an approach which is aimed at making the delivery
system leaner. "Lean" in this context refers specifically to a system that focuses
activity on the creation of value for the end customer and the elimination of waste,
and is an operational and organisational management approach initially developed in
industry.’” There has been considerable interest in adapting "lean methodologies"
to service delivery across the public sector, but in the context of this project it is not
intended to offer a blueprint or tool, but only a way of framing the issue.

Very often the approach to improvement is t op ufis h 0 |l earning sol
organisations and individuals and hope they add value to learners. The "lean"
alternative is an approach where ultimately the needs of learners pull learning and
development support through a chain of value adding activities which personalises

workforce development. To achieve this, organisations need to understand what the

customer wants (the learner), create a flow of operational activities that can deliver

effectively against that so reducing wasted effort and improving outcomes.

The diagram below uses an adaptation of a value chain approach®® to illustrate this.

Y Womack, J P, Jones, D T, Roos, D (1990), The Machine that Changed the World,

Harper Perennial, New York
'8 porter, M (1985), Competitive Advantage: Creating and Sustaining Superior Performance.
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“The purpose of the system A Chain of Value Adding Activities
is personalised and inclusive Personalising Workforce Development
learning”

Commissioners
Learner /

.fihtemal learning
‘and development
activities

External Training Providers

PULL ‘|||

Each customer in
the chain Pulls Value
based on demands NOS / Qualifications

In the context of LSAs, the planning of individualised learning linked very directly and
explicitly to the needs of the people being supported is the key mechanism for
driving personalised workforce solutions. Focusing workforce development more
explicitly to identified professional development needs generated by the needs of
people being supported should create more value for learners, individual staff, and
organisations.

The issue that arises with LSAs from the literature and the research is that there is a
lot of very positive workforce development activity taking place across the sector with
commitment of considerable time and resources. However better alignment of tasks
and activities using a learner focus, combined with leaner systems and processes
can improve impact and value.

There are three components to making the system leaner.

1 Facilitate better information flow

1 Generate opportunities for more targeted context specific CPD focused on
the personalised needs of those being supported

1 Encourage face to face communities of practice which transfer and share
knowledge and good practice as well as information

This approach informs the recommendation which follow.
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Recommendation 1

Develop a web based portal to provide a common location for information and
resources for LSAs and their managers. This will also support the
development of a collective identity for LSAs and should improve practice by
supporting the sector to share information more efficiently. This is likely to
involve the development of a national organising body.

The research for this project found that the system for LSAs is fragmented and unlike
other professional groups within the sector there seems to be a significant deficit in
sharing basic information about practice, both within organisations and between
them, which is a significant constraint on sector wide improvement. The more
efficient at sharing information a sector becomes, the more one would expect to see
improvements in terms of | e a r @adahievendents. The rationale for sharing effective
practice can best be understood from the perspective of making organisations
responsive to new or relevant information and able to update their practice
accordingly. The aim of this recommendation is to ensure that practice, and hence
outcomes for learners, adjust to new and existing information rapidly so that for any
given level of resources, both financial and human, more organisations are operating
efficiently and effectively.

To be effective the research recommends that there should be a significant degree
of ownership of the web portal by LSAs. For it to have value, there must be "buy in"
from LSAs, and this can only be achieved if it reflects and is responsive to their
needs. The research has clearly shown that the voice of LSAs is currently under
represented. If the delivery of the portal is procured through an open process, the
specification would need to ensure that the governance arrangements include a
requirement to have oversight and advice from LSAs, and a representative sample
from across the sector.

The design and functionality of the web portal could include:

1 A format modelled on a hybrid of TDA and NAPTA sites available to
teaching assistants in the schools sector

1 A facility to collate all existing research and other documentation
specifically about LSAs in lifelong learning sector. It could build on the
literature review in this project and commission research to address

gaps.

1 Operate witha 6r ef erence groupd or groups of
shaping all developments related to LSAs

1 Undertake a national survey of a representative sample of LSAs to
provide useful information about this valuable workforce.
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1 Be a repository of all information about training packages that have
been developed and include a rating scale to enable users to leave
comments, and prospective users to find out more about what is
available.

The diagram below illustrates the web portal and its possible functions.

Recommendation 2

Building on effective practice, develop an approach and related resources to
support the planning of customised training and professional development
which is di rectly derived from LSAs® aldis
methodology is exemplified in the Coventry Adult Service case study.
Consideration could then be given to wider dissemination and national rollout.

To improve the effectiveness and responsiveness of CPD activities across the
sector, there needs to be a much clearer connection between the needs of the
supported learners and the LSAs own development needs.

The evidence from the research illustrates that context specific CPD is in many ways
as important to improving practice as formal qualifications and programmes. In some
respects the ability of any organisation to be inclusive is determined by the degree to
which it can respond flexibly to variations in demand. In turn this flexibility is
underpinned primarily by the quality and availability of CPD activity in enabling
organisations to respond effectively to learner needs. The lack of structure in CPD,
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