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Critically reflect in order to write a rationale for the implementation of the priority area in one setting with reference to relevant literature and theory. 
The current Special Educational Needs (SEN) system in Wales is based on a model that was introduced more than 30 years ago (Welsh Government, 2017). The Additional Learning Needs (ALN) and Education Tribunal (Wales) Bill was passed by the National Assembly for Wales in 2017 and specifies a new legal framework for supporting pupils with ALN from 0-25 years, in school and in further education. Based on the new Draft Code (Welsh Government, 2018), the Local Authority have highlighted the following six priority area’s; Awareness Raising, Workforce Development, PCP and IDP, Early Years, Post 16, Pupil and Parent Partnership. I have decided to focus on ‘the Development of skills in Additional Learning Needs Co-ordinators, teachers and teaching assistants to support pupils with additional learning needs in my setting.’  In this essay, I will conduct a force field analysis and critically analyse driving and restraining forces in order to write my rationale to support the implementation of developing the workforce.
[bookmark: _GoBack]My setting, a primary school with around 380 pupils on roll aged from three to eleven over three sites, identifies around 34% of pupils with additional learning needs. This is higher than the national average of 22% (Welsh Government, 2019). The school also contains an Early Years Assessment Unit for up to 12 pupils with statements of special education needs, aged between three and five. The Early Years Assessment Unit assesses pupils with social-communication difficulties that require high levels of support and places them in provisions best suited to their individual needs. My current position is class teacher and Additional Learning Need Co-ordinator (ALNCo) for the Early Years Assessment Centre. 
Historical Context

In education, as explained by Alcott (1997), prior to 1970 children with additional needs were categorised as handicapped and considered ‘ineducable’. In 1978, The Warnock Report (DES, 1978) transformed the way children with additional learning needs were regarded in society. The report examined an extensive range of topics including the categorisation of SEN, education in mainstream and special schools, the relationship between schools and parents and teacher training. Spooner (2011) documented that integration was a strong feature in the Warnock Report. The Warnock Report (1978) also discusses that teachers should gain a specialist skill set to be able to work more successfully with children who have additional needs. This point is reinforced by the DfES (2004) who stated that all children should have the be provided with opportunities to achieve their full potential. All teachers should expect to teach children with additional learning needs and therefore this needs to be reflected in the way we train teachers. The findings of the Warnock Report (1978) encouraged educators to meet the social and educational needs of individual children rather than focusing solely on the medical model. This social model argues that disabilities only exist because society imposes barriers and prejudices and these barriers should be removed. The social model moves away from labels and therefore focuses on the strengths and needs of the individual child by identifying barriers and providing solutions. One of the solutions the social model identifies is to include the child rather than segregating them and this can be done by specific training for parents and professionals. The drive for students with additional learning needs to be educated in mainstream classes has been mirrored internationally, due to the Salamanca Statement (UNESCO, 1994) integration taken place on a world scale. 


It is imperative to consider the history of policy and legislation when writing my rationale for the implementation of workforce development to gain a historical context and understand where current policies and legislation have been developed from. It is clear from looking at previous legislations that the development of the workforce and teacher training to meet the needs of all learners including those with additional learning needs has been an important driving factor for success. 

Force field analysis 
Based on my identified priority area of workforce development, I conducted a force field analysis based upon the change ‘The development of skills in ALNCo’s, teachers and teaching assistants in supporting pupils with additional learning needs in one setting’. From this I identified driving forces and restraining forces. Based on my setting, the forces for change I found were; that staff would receive training on new and effective practices to meet the needs of all pupils that staff would be up to date with new and changing legislations, that staff, particularly ALNCo’s, would be effective leaders and support other staff, that staff would be able to educate parents and support when needed and that staff would be able to successfully collaborate with outside agencies. The forces against the change that I identified were; the cost of additional staff training, time for staff to complete up to date training, cover in schools – the cost to the school and disruption to the class, the interest of staff to want to change and the release time of ALNCo’s to carry out the duties required of them. 
To critically reflect in order to write my rationale for the implementation of workforce development in my setting, I have decided to use The Gibbs (1988) Reflective Cycle. Gibbs’ Reflective Cycle encourages a description, a consideration of feelings, an analysis, a conclusion to look at what else could have been done and an action plan to discuss next steps. This method encourages personal and professional growth by promoting development in professionals. (Jasper, 2013).



Force Field Analysis
[image: ]Each force is scored from one (weak) to five (strong) according to the influence they have. 

Driving forces
The first driving force I have decided to critically analyse is that teachers would develop their skills to meet the individual needs of all learners.
Description
On completing my force field analysis development of teacher’s skills gained a high score of 5. As stated in the Draft Additional Learning Needs (ALN) Code for Wales (2018), the ALNCo is not expected to be directly involved with the daily practice of supporting every child with Additional Learning Needs. The accountability lies with the class teacher in ensuring the individual needs of the learners are met. Based on my experience of university, there was no compulsory training for working with children with additional needs. As identified by the DfE (2017) typically, teachers receive minimal guidance on Special Educational Needs during teacher training.
Feelings
Prior to starting in my current role, I had little experience supporting children with ALN. Due to my lack of experience, I felt nervous and apprehensive about supporting learners with ALN and effectively meeting their individual needs. Although very open to inclusion, I lacked confidence. As Mintz et al (2015) found that many teachers were lacking in confidence and felt ill-equipped for teaching pupils with additional needs. However, I am fortunate to have attended several training days and various sessions to develop my skills in working with children with ALN. This has given me increased confidence and ability to teach and support learners. The increased confidence positively changed my attitude towards helping learners and as supported by Brown et al’s (2008) analysis, that outlined a positive correlation between additional training and confidence.
Analysis
A review of the available literature provides many examples of authors advocating the importance that teacher training has on meeting the needs of all learners. Warnock (1978) first raised the importance of developing teacher training to meet the needs of all children. It was recognised that specific training was needed to explicitly address additional needs when educating teachers. To increase teacher’s awareness and skills was regarded to be of utmost importance to meet the demand of integrating pupils with additional complex needs. 

As Marshall et al (2002) stated all teachers need to have the confidence they can teach all pupils including those with additional needs. The importance of educating teachers to meet the needs of all pupils is essential, as maintained by Ellins and Porter (2005) who found that the teachers who had the least positive attitudes to learners with additional needs, were those with no additional training in working with learners with increased needs and those with the greatest training were the most positive. This helps explain why Ellis et al (2012) asserts that to contribute to positive teacher attitudes and the ability to succeed when teaching learners with additional needs, teachers must have access to considerable, high quality training opportunities.  
Evaluation and Action Plan
There is consensus through my experiences and in literature that further teacher training is crucial in determining success of support of pupils with additional learning needs. Given the importance of teachers’ attitudes towards pupils with additional learning needs it is vital that this essential part of professional development continues to be challenged in schools. It is therefore, based on this, that additional training for teachers in supporting pupils with additional learning needs is an integral part of my rationale. 

Teaching assistants 

Description 
With the implementation of workforce development in my setting, as identified in my force field analysis, the increase confidence of teaching assistants to deliver interventions and support children with additional learning needs scored highly as a force for change. Within my setting, I am supported by 7 teaching assistants. The main role of the teaching assistants within my setting is supporting the pupils with their learning, managing behaviour and running a variety of different interventions based on the individual needs of the learners. Currently, the majority of the training that the teaching assistants have received surrounding additional learning needs has been in school training with the exception of the specific training required to run specific interventions. Blatchford et al (2009) found that support staff training was more often school based, and that just half of teaching assistants had attended non-school based training relevant to their post in their project The Deployment and Impact of Support Staff (DISS). 

Feelings
As previously mentioned, Brown et al’s (2008) conclusions showed a positive correlation between additional training and confidence when working with learners with additional needs. From my own experience, additional training allowed me to gain confidence in understanding the challenges and how to overcome these when working with learners with ALN. Without specific training, my teaching assistants will be unable to feel this confidence which could lead to a decrease in effectiveness. Within my setting, I have observed teaching assistants run interventions with children with additional needs that haven’t had the outcomes we expected. On speaking to them after, they said they felt conscious they hadn’t completed the work in the short time they had so quickly rushed through it. Also, when asked to reflect on the children’s progress they were unable to do so. This was due to not having received appropriate training on the theory and reasons behind the tasks leading to decreased understanding and therefore being unable to use the theory to inform their practice. 

Analysis 
“The huge and unprecedented increase in teaching assistants (TAs) is one of the most profound changes to have taken place in UK schools over the past two decades.” (Webster and Blatchford, 2012 p.77) I have experienced the increase in teaching assistants within my setting, increasing from 3 to 7 within the past 3 years. However, with this increase of staff has not come the increase of training. One concern found by Blatchford et al (2009) was the absence of training and professional development of support staff, which is likely to have a negative impact on pupil progress. A synthesis of research from Alborz et al (2009), Slavin et al (2009) and Howes et al (2003) concluded that that teaching assistants tend to have a direct positive impact on pupil outcomes when well equipped and provided with adequate training. 

Research by Sharples, Westford and Blachford (2010) found that support staff can have a positive influence on attainment when they deliver short, structured, time-limited interventions. Conversely, they also found that those learners who received increased support from teaching assistants made less improvement than their peers who received little or no support. Glazzard (2018) explains this using his research, who found that often teaching assistants were more apprehensive about completing the tasks rather than developing pupils understanding. Having experienced this exact phenomenon within my setting I now realise the importance of teaching assistant training on the understanding of the interventions not just how to deliver them. 

Conclusion and Action Plan 
Most schools provide some form of the ‘on-the- job’ basic training for support staff however, a much smaller number provide opportunities for teaching assistants to develop pedagogical knowledge appropriate to the increased pedagogical tasks they undertake. (Welsh Government, 2008) This knowledge is essential to me and my rationale for the implementation of workforce development because although we provide some training for teaching assistants when working with children with additional needs, it is not specific enough to be successful. 
It is important to remember that the responsibility of the learners still lies with the classroom teacher as emphasised in the Draft Additional Learning Needs Code for Wales (Welsh Government, 2018). Teaching assistants are able to spend increased time working closely and getting to know individual children (The Department for Education, 2017) and therefore it is essential that teaching assistants work as part of a wider team of professionals to ensure the correct support for learners with additional needs. This is relevant in my setting due to having a high level of adult support. Having analysed the available research and reflecting on my own setting developing my teaching assistant’s skills to support learners with additional needs is a fundamental part of my rationale to maximise the support for learners with additional needs. 
Supporting Parents

Description
The next force for change I will critically reflect on is that the increased training and the development of skills, will lead to staff feeling more confident in educating and supporting parents.  Working with parents and having strong home school links is essential for supporting children especially children with increased needs. As stated in the Draft Additional Learning Needs Code (Welsh Government, 2018) parents need to be offered help and guidance on ways they can support their child with additional needs. Currently within my setting, we do not offer any additional support to parents on how to support their child with additional needs. For this section, I would like to reflect on an experience whereby a parent asked for assistance on how to support their child in developing their speech and language skills. Due to having received no training surrounding speech and language therapy, I was unable to provide support to this parent. 


Feelings
I am aware of the importance of parental partnership and the benefits of this to support children with additional needs. When the parent asked for support, I felt panicked as I had no prior knowledge to draw upon. This situation could be mirrored in any aspect of additional learning needs that staff have received little or no training around. After leaving the parent, I educated myself around the topic and was able to feedback to the parent at a later time. 
Had I received the appropriate training surrounding supporting children with additional needs and to support my rationale, I could have confidently explained strategies and games to the parent that they could undertake at home to help their child. 

Evaluation 
This incident was challenging for me. I regret not being able to help the parent however, I was pleased that I was able to go away and educate myself on the topic in order to provide support. In future, I will feel more confident in educating myself nevertheless, I feel it would be extremely beneficial to receive increased training opportunities.

Analysis 
The importance of strong partnerships with parents is highlighted in many relevant literatures. Desforges and Abouchaar (2003) maintain that school-parent partnerships have a significant positive impact on pupils attainment. Children with additional needs are more likely to make progress when parents are actively involved (Welsh Government, 2018). The Department for Education (2010) found that one barrier to engaging parents was absence of teacher experience and knowledge how to encourage parents to participate in their child’s education. Furthermore, Estyn (2009) reported that parents feel increased confidence if they know that staff have received basic training. How parents feel is fundamental in the success of increasing involvement. Outdated but still relevant, De Acosta (1996) identified that teachers often lack the knowledge needed to support families which leads to weak school-home partnerships. With the implementation of my priority area, staff confidence and understanding will develop, leading to increased support for parents and a positive impact on learners with additional needs.

Conclusion and Action Plan 
To conclude, it is clear from relevant literature the importance of parental partnership to support learners with additional learning needs. In future, I will continue to educate myself, when needed, to support parents. However, I feel that the additional training and the development of skills is needed for staff to be able to educate and support parents confidently. 

From this experience, I have decided, to hold termly coffee mornings. I will invite parents of learners with additional needs and the outside agencies that work with them. This will allow me to develop a rapport with parents whilst educating them and myself. As school staff, we are the main point of contact between parents and other agencies so a comprehensive knowledge base is fundamental. 


Forces against Change 
Cover for staff/ Money 
When looking at my forces against change, there were many that were out of my control. To train the ALNCo, teachers and teaching assistants there would be a large financial output. Although this is not something that I could control, it is stated in the Draft ALN Code (Welsh Government 2018) that ALNCo’s should be co-operating purposefully with the senior leadership team and school governors. Within my setting, the ALNCo is part of the senior leadership team and this will be beneficial to convey the importance of training staff to support children with additional needs.  
Description
The force against change that I have decided to critically reflect on is cover will need to be provided for staff to complete additional training. Currently, cover within my setting is provided by the teaching assistants in my class. 

Feelings
Within my setting, the use of teaching assistants to provide cover currently works well. The activities for the day are planned by the teacher who has sound pedagogical knowledge and delivered by the teaching assistants. This is effective within my setting, as the teaching assistants have an in-depth understanding of the individual needs of the class and can manage these efficiently. Due to the high level of need within my class and features typical of Autism Spectrum Disorder, many pupils do not respond well to change so having a familiar face to cover the lessons is beneficial to the consistency and therefore the positive outcomes of the class.   

Analysis 
The use of support staff to cover lessons receives considerably less research in literature than other aspects of the teaching assistant’s role. However, Hancock et al’s (2010) research found that many teaching assistants report covering classes as within the role of their job. Houssart (2013) supports this and found that in England and Wales teaching assistants are expected to have an increasing pedagogical role.
Succeeding a document recognised as the National Agreement (Association of Teachers and Lecturers et al., 2003) changes were presented to schools in England and Wales regarding working practices. The National Agreement allowed for teaching assistants to be left in charge of lessons although guidance is distinct that overall responsibility for pupil progress still rests with the teacher. Hammersley-Fletcher & Strain (2008) comment that teaching assistants are expected to cover a diverse number of roles and increased responsibility, including taking responsibility for whole classes.
The Department for Education (2019) reported that teaching assistants are an economical resource for covering lessons. Stewart (2004), however, identifies that some schools may lack an enhanced pay with increased responsibility. His research expresses the concerns felt by teaching assistants, that increased payment rates do not come with increased responsibility. Comparably, an increase in pay to match responsibility is not the case within my setting. 

Wilkinson (2005) supports the use of teaching assistants to provide cover as he denotes that knowledge is needed at the planning phase, rather than throughout the delivery of the lesson itself. The NEU (2019) concur that teaching assistants can be an asset within the classroom to cover staff absence however maintain that teaching assistants should only cover lessons for the ‘short term’. 

Conclusion and Action Plan 
When reflecting on my own setting, I could identify many positives of using teaching assistants to cover staff attending additional training. The most important factor that I was able to identify was the use of teaching assistants to cover staff allows for consistency and predictability, which is essential in my setting due to the various needs within my class. 
In the future, I will continue to deploy my support staff to cover staff receiving additional training, as it is effective within my setting. However, I am aware this should only be used in the short term. In my opinion, I believe that the positives of additional training for staff outweigh the challenges of using non-teaching staff to cover lessons.  

Rationale and Conclusion

By critically reflecting, looking at literature, theory and my own practice and experiences, I am able to write a rationale for the implementation of workforce development in one setting

Currently, there is no compulsory additional training required to work with children with additional needs. For teachers and teaching assistants, the training is usually learning on the job with the exception of training to run specific interventions. From looking at relevant theory, I identified that this lack of training leads to teachers, teaching assistants and ALNCos not feeling confident when supporting children with additional needs. This can have a negative impact on the learners as staff are not suitably trained to meet their individual needs. Without the relevant training teachers, ALNCo’s and teaching assistants will not feel confident and consequently will be unable to provide advice and support to parents. To overcome this, the change I identified was to develop the skills of ALNCo’s, teachers and teaching assistants in supporting pupils with additional learning needs in my setting. On the completion of the force field analysis, I identified reasons for change and reasons against change. I then used my experiences and relevant literature to critically reflect. When critically reflecting on the reasons for change, I found that my experiences could be analysed by looking at literature and this allowed me to give reason and gain understanding. Based on my own experience of lack of teacher training prior to working with children with additional needs and also gaining confidence after completing supplementary training, I was able to identify that it would be a positive change. Within my setting, I have a high level of additional teaching assistant support. By using my experiences developing my skills and observing my teaching assistants, I feel that for the high level of staff in my setting successful, additional training would be essential. Finally, using my experience of parental interaction, I am able to reflect that increased training directly leads to increased support for parents. As outlined in literature, increased parental involvement leads to increased support for children with additional needs.

Consequently, using my force field analysis, I was also able to identify forces against my change. The cost of additional training would be out of my control, however, with a direct point of contact to the Senior Leadership Team, I believe this could be overcome. Finally, due to the high level of adult support within my setting, the benefit of increased staff training outweighs the concerns with using teaching assistants to cover lessons. 

In conclusion, although unable to reflect on the entire force field analysis, based upon my reflections and using relevant theory and literature, I believe I have provided a strong rationale for implementing staff training in my setting. The implementation of my priority area will lead to increased support for pupils with additional learning needs and therefore is a positive change. 
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