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Section one: Learning Area – how did I learn, how was I influenced by my experiences, how did I use the learning and how will this inform future research?
I have worked in education – mainly with school leaders and teachers - for twenty years. In that time, I have had the opportunity to observe and study how the professional skills and knowledge of educators are understood, developed, talked about and valued (or not). Education is always a political priority and/or a space for debate, contention and experimentation. A range of individuals, groups and organisations have a place and a say in the debate - those in the teaching profession themselves, local authorities and governments, university academics and commentators, parents and pupils. Some voices are considerably more powerful than others however. For the purposes of this assignment, I am going to focus on teaching assistants (TAs, also sometimes referred to as Learning Support Assistants (LSAs)).
I am particularly keen to focus on this group because the exponential growth in their numbers has coincided roughly with my professional career. When I began as Director of NAHT Cymru (a trade union and professional association representing mainly primary and special school headteachers and deputies) in 2004, most Welsh classrooms had a single teacher, sometimes supported by additional staff responsible for assisting a learner with special educational needs.
In 2023, Education Workforce Council (EWC) statistics show that the workforce profile has been transformed. Their latest report shows that Wales’s schools employ 35,837 registered teachers and 49,380 learning support workers – a 16% increase even on 2022 numbers.
There are significantly more TAs in our schools than teachers. This is not a feature of the education debate that has acquired much prominence. 
And yet, a job description for a TA can ask for a range of skills and abilities.
This example is typical:
 ‘As a Secondary Teaching Assistant with Tradewind, your roles and responsibilities include: 
• Providing support to teachers in planning and delivering engaging lessons. 
• Assisting students with their learning, ensuring they reach their full potential.
 • Adapting to various classroom environments, from Mainstream to SEN settings. 
• Tracking and monitoring student progress.
 • Supporting the inclusion of students with diverse needs. 
• Collaborating with teachers, parents, and other professionals.’
Source: https://www.google.com/search?q=teaching%20assistant%20jobs
This post asks for extensive expertise, and is not markedly different from the same recruitment website’s description of the roles and responsibilities required for a qualified primary school teacher post:
‘As a Primary Teacher with Tradewind, your roles and responsibilities include: 
• Planning and delivering engaging lessons to primary school students.
 • Creating a positive and inclusive classroom environment. 
• Assessing and monitoring student progress. 
• Collaborating with colleagues and parents to foster student success. 
• Nurturing young learners' curiosity and love for learning.’
Source: https://www.google.com/search?q=jobs%20as%20a%20teacher
Given the range of expertise expected, and the sheer number of TAs in the system, there is an obvious question about the extent to which we are valuing and developing TAs, and, equally importantly, whether we recognise their expertise and its potential contribution to the education workforce. 
This is particularly pertinent as we look at a recruitment crisis in teaching. I do not believe that we are using, recognising understanding or developing TAs’ skills and expertise well enough to support the system at a point of acute change. This serves the education system badly in that it effectively ignores a valuable contribution, and potentially denies a significant proportion of the workforce the opportunity to construct a career which takes account of the changing world of work.
I have been grappling with this dilemma since I started working in education though it took a while to recognise it. One of the first things I noticed about working for NAHT was how hierarchical a structure it represented. At the time I went there to work, it only accepted into membership headteachers and deputy headteachers. SHA (The secondary heads’ association), similarly restricted membership to secondary school headteachers. School teachers were represented by their trade unions NUT, NASUWT, Ucac, ATL. Unison and GMB represented most TAs and other support staff. 
The teacher unions, particularly NAHT and SHA representing leaders were routinely involved in policy discussions with Government, asked for views on the system, how to train teachers and offer them continued professional development through their careers for example. The engagement of bodies representing support staff was then routinely limited to matters of pay and conditions of employment. 
Even now, a comparison of websites is insightful. Unison (to which a significant number of TAs belong) lists the following top stories in its website relating to teaching assistants; all focus essentially on pay and terms and conditions of service.
· School staff face violent attacks from pupils, with some receiving death threats, new research finds. 
· Special educational needs provision won’t improve unless teaching assistants are valued.
Source: All articles about: teaching assistants | UNISON National



ASCL’s (formerly SHA) online news section, on the other hand, focusses on policy and its clear conviction that its members have the prestige, professional expertise, status and knowledge to influence the debate, not just defend its members. Its latest press released cover the following topics:
· ASCL responds to NFER report on post-Covid learning gap
· ASCL comment on Rishi Sunak’s ‘Advanced British Standard’
· ASCL comment on Education Select Committee’s report on school absence crisis
Source: ASCL - Our news and press releases
At the beginning of my period working in education, this evaluation and representation of professional expertise and contribution seemed to me perfectly normal and expected – I.e that system leaders, and employers and teachers  would set the agenda, determine how and what was to be taught. They were the bulk of the workforce at that point. Over time, I recognised that far greater numbers of support staff were being employed in schools and that their expertise was not explicitly valued nor used; neither was it clear that they had access to professional learning.
A report published by Cardiff Metropolitan University in 2019, Research into the deployment of primary school support staff in Wales, crystalized these concerns. The reports notes, in relation to professional learning that:
 Undertaking professional development is critically important if support staff are to be appropriately and effectively deployed as it enables them to improve the impact they have on pupils and to develop their own profile, confidence and self-worth. 
 The low pay which many support staff receive, their self -perception of being low status and the nature of their contracts, sometimes inhibits their desire to engage in professional development. 
 Opportunities to access professional development are often dependent on the attitudes of individual school leaders. 
 Whilst support staff often report positively on training opportunities available to them, higher levels of professional development (which they sometimes require for the roles they are asked to perform) are often not available to them including those which would offer a career pathway and the chance to acquire higher levels of qualifications.
Two key learnings and experiences further clarified for me the need to take a broader view of the education debate, the influencing structures and the collaborative learning culture that we need to cultivate.
The first was a Welsh Government policy initiative, the Foundation Phase for pupils of 3-7 years. This was introduced in Wales in 2008. It promised a new pedagogical approach which Early Years specialist, Professor Jane Walters described as a ‘radical overhaul of early years education in Wales … in which play and experiential learning are the pedagogical priorities.’ (Waters, 2016). 
The Foundation Phase mandates a staff-student ratio of 1:8 for 3-7 year olds and 1:15 for 7-11 year olds, requiring schools to be ‘heavily reliant on support staff’, as Gareth Evans, then Education Editor of the Western Mail newspaper noted in a 2013 article.
This was a period when significantly higher numbers of TAs entered the Welsh education system but, as later reports would find, insufficient work was done to support their professional development.
In an article for the Welsh Journal of Education in 2007 reporting the findings of an evaluation of the Foundation Phase pilot, Professor Iram Siraj-Blachford and colleagues noted that:
‘ Although there was overwhelming support from the maintained sector for the proposed ratios of one adult to eight children for Nursery and Reception classes, with respondents feeling that it had made a difference to the experience of the children they teach, many respondents found it difficult to give specific examples of these benefits and invariably gave examples about how classroom management and organization had improved. This was reflected by the research observations where the biggest change identified was that some aspects of teacher workload (e.g. planning, assessment and teaching for a set number of children) were being redistributed to the additional adults rather than having those adults provide higher-quality learning experiences and interactions with the children.’ (my italics).
The potential educational contribution that could be made by these additional adults (TAs) was not being considered or developed therefore. They were largely considered only in terms of the support they offered in reducing bureaucratic burdens.
Professor Siraj later conducted an independent stocktake of the Foundation Phase in Wales Final report September 2013 – March 2014, which recommended:
‘that Teaching Assistants (TAs) benefit from continued professional development (CPD) processes and support within maintained schools and that literacy and numeracy training is available for those that need it. Develop a career path for those practitioners working in the funded non-maintained settings and for TAs within maintained schools. Promote these opportunities and review the terms and working conditions of TAs to attract well qualified staff.’
There have been some improvements in this space – some of the professional development programmes and opportunities offered by the regional school improvement bodies in Wales now offer training and development programmes to learning support staff.
They are however clearly designed to offer instruction. The language used focusses on learning from others. An example from the Central South Wales consortium (school improvement service) offers:
‘Practising Teaching Assistant Development Programme.
The programme will provide information on the professional standards, current relevant strategies to support practice and a range of ideas and strategies to inspire professionalism back in school.’
There is no mention here of recognising existing TA expertise or in any way building on it or using it more widely. This seems to me to miss an opportunity to build on and utilise skills and experience that is already present in the TAs teaching workforce.
A second piece of key learning occurred as a result of serendipity. A colleague with whom I had previously worked become a senior leader in a special school in Hertfordshire. I had already introduced him to UWTSD’s work-based learning approaches in my previous role, when I had invited the head of the then Work-based Learning Institute at UWTSD to talk to headteachers in the region about the opportunities offered by work-based approaches. When my colleague moved to his special school role in England some time later, the make-up of the school staff there made him think again about the opportunities offered by work-based approaches to professional development and qualifications. While TAs are still relatively new in mainstream schools (certainly at the levels we now see), this is not the case in special schools where staff: student rations have to be significantly higher to respond to profound and multiple learner needs. 
When my UWTSD colleague and I visited the special school in February 2020, the school had 720 members of staff, two-thirds of whom were support staff working in a range of capacities. Many of these had worked there for decades, some since they themselves had left school, accumulating a wealth of skills and expertise that were largely unrecorded and undocumented, and, because the school catered exclusively for learners with epilepsy and other complex needs, very highly specialised. The school leaders told us that the skills of these members of staff were at least a significant in contributing to the success of the school and its learners as the teaching qualifications of the professional educators there. 
We (UWTSD) proposed that we develop a whole school approach to recognising these skills on through a variety of options including:
· Accrediting their in-house training programmes
· Jointly developing certificated programmes
· Accreditation of prior experiential learning (APEL)
· Franchise and other partnership options
Unfortunately, the pandemic and a series of lockdown (particularly important in the context of a special school with a large extremely vulnerable community of learners) intruded a very short time after our visit and the opportunity could not be taken forward at that time. 
It has stayed with me however. All the options that we presented to the special school have value and would have been interesting. Subsequent engagement with TAs and other external factors have however encouraged me to look at this with a wider lens. Cost – in time and money – is associated with all these options.
One final, entirely personal, reflection also influenced me. In 2005, my first son was born followed by two more in 2008 and 2010. All three went into full-time nursery provision before their first birthdays. From that moment, support staff in preschool settings and subsequently in primary school became key influencers in my children’s lives. It became very important to me to consider how they might be better supported and recognised for their contribution on the one hand; and on the other to build and enhance the confidence of parents, teachers and leaders in the skills and professional attributes of a suddenly burgeoning workforce.
In conclusion then, how I learn is still heavily influenced by my previous role dealing with policy (with Plaid Cymru) in that l tend to source information from a wide range of sources – academic research, media reporting, how organisations prioritise their work (represented in what they foreground on their websites for example), and then synthesise these into an argument and a plan of action. My own personal experiences as a mother living in an economically challenged area is also increasingly influencing how I learn and how I use that learning: focussing on TAs is now informed by having encountered a large number of them and observed them at work, both with my own sons and in schools more widely. I also live in a poor community where financial challenges faced by many families is clearly evident, in the increased numbers of rough sleepers, and my direct knowledge of families that really struggle to buy food and pay energy bills at the end of each month - that TAs (as will be shown below) tend not to earn a ‘living wage’ offers additional context for my work.
Learning Outcome 1: Critically analyse recognition of learning policies and flexible learning models and procedures; evaluate in light of prior experience.
The field of recognising and accrediting experiential learning was entirely new to me in 2018 when I invited Professor Fillery-Travis (then the head of this area of work at UWTSD) to meet headteachers in central south Wales. I was familiar with cycles of enquiry and reflective models in the context of teaching – these had been a growing feature of the professional learning landscape for some time, but support staff tended not to be included in this activity.
My own professional experiences – the sequence of reports on the Foundation Phase, the experience of the special school and the purely instructional approach to TA professional learning illustrated by the courses on offer in the education consortium – has amply demonstrated this.
I have thought a great deal about why this is so. There are several possible answers: the hierarchical structure that I observed when I began with NAHT for example. At that time, TAs were rarely mentioned in relation to their potential contribution to pupil learning. Their role was simply to offer support to the teacher and carry out duties as directed by them. The second factor was the speed at which the number of TAs in the system grew. It gave very little time to consider how they might be included in a school’s professional learning calendar. The disparity in the professional language teachers and TAs could readily access is possibly the most significant factor in this context. Teacher are graduates and have access to a wealth of professional language and agency not open to TAs. Some form of mediation is required to enable them to access ongoing professional learning together.
The explicit inclusion and recording of previous experiential learning could, I realised, bridge this divide.  As demonstrated in the special school example above, a large majority of TAs will have a wealth of previous learning – possibly unregarded by themselves and others – to offer. The UWTSD model of recognising experiential learning to develop an understanding of reflective practice and apply critical analysis skills to identify experiential learning – and being accredited for it – is a method both of building the confidence of teaching assistants to recognise their accumulated expertise, and to give them access to the kind of professional learning model, and language, more commonly accessed by teachers. 
I hope to be able to study this more deeply as part of my research. This is not at all an easy proposition because, in this context, getting it right is fundamentally important to the education system and for the learning of all those involved in it – staff and pupils. David Kolb’s introductory description of the challenge involved – and how important it is to get it right - was somewhat sobering.
‘Truth is not manifest in experience; it must be inferred by a process of learning that questions preconceptions of direct experience, tempers the vividness and emotion of experience with critical reflection, and extracts the correct lessons from the consequences of action.’ (Kolb, p.xx.1.)
Learning Outcome 2: Critically consider the barriers to new ways of thinking and the impact of these.
I will consider two barriers – those that I consider most significant here. One is cultural and the other structural.
Teaching is a graduate profession. It has fought hard to gain and maintain that status in the teeth of ongoing debates about whether teaching is a ‘craft’ or a ‘profession’. This is evident even in the language used to describe the journey to become a teacher. In England, where university (and therefore research-based) involvement in offering programmes to would-be teachers has been diminished over several years, the balance has moved definitively towards school-based ‘training’ - the expectation that new teachers will learning from observing more experienced teachers. The term used for this in England is ‘Initial Teacher Training’. In Wales (and in UWTSD), universities continue to be involved (and must be if the programmes they provide are to be accredited). The term used here is ‘Initial Teacher Education’ which ‘combines the expertise of the school sector and all its practical, hands-on experience with the expertise of the higher education (HE) sector, from the understanding of careful research design and delivery to the highly-skilled practice of teaching teachers and would-be teachers.’ (Taken from the UWTSD’s mission and values statement which informed its 2018 accreditation documentation).
If teaching is understood as a profession, then the professional learning associated with it and offered to its practitioners must also conform to ‘professional’ expectations. In the case of teachers  that means higher degrees, facility in using research and applying this to practice.  How we develop the recognition of TAs professional contribution will need to be understood in that context too – which is why I think that the model of universities supporting the formal recognition of experiential learning is so important. David Kolb is again helpful here: ‘learning is best conceived and a process, not in terms of outcomes’ (Kolb, p.37). And learning as a process is increasingly the language of Curriculum for Wales, the hugely ambitious curriculum now being implemented in all Welsh schools.
UWTSD is involved in a research project jointly with Glasgow University, Camau i’r Dyfodol, which looks at the issues facing schools in relation to curriculum realisation. The Phase One report noted that: 
‘Fundamentally, Curriculum for Wales required reconsideration of how learning happens and how learners progress their learning. It also necessitates a review of established ways of working – a new vision of education in Wales demands that the system does things differently, provided that there is an educational case to do so. How to recognise, support and enhance the aptitudes, capabilities and talents of all learners…is of primary concern here.’ (p.10). (my italics)
It seems to me that if we could apply this to all practitioners and well as all school-age learners, this would provide an optimum opportunity to engage TAs much more effectively than we have achieved to date.
The second barrier is structural. Professional learning takes time and gaining formal qualifications costs money.
The Careers Wales website advises that the pay for an LSA (Learning Support Assistant) role ranges (for full-time equivalent) from £21,500 to £24,00 for the most experienced. Given that most LSAs work term-time only, the actual salary is more likely to range from £16,250 to £18,000.
A Resolution Foundation briefing on behalf of the Living Wage Commission calculated that, ‘ A single person needs to earn £25,500 a year to reach a minimum acceptable standard of living in April 2022.’ 
As things stand therefore Learning Support Assistants – TAs – do not currently earn enough to achieve an ‘acceptable standard of living’. 
This is echoed in the Cardiff Metropolitan University report quoted above which noted that low pay and low status inhibited TA participation in professional learning. While low status concerns could in part be addressed by formally recognising and awarding credit for TAs’ professional expertise, addressing the pay and conditions deficit will require more creative solutions. 
Learning Outcome 3: Articulate models of engagement to support co-construction of new ways of supporting and recognising learning.
Creating coalitions is the key here, and drawing in as much context, supporting data and social trend data – indeed any data – that will help build an argument.
Much of my working life, especially before I joined UWTSD, was focussed on policy work and lobbying. In that context I learned the importance of framing an argument effectively. The example below will serve to illustrate the point.
In 2012, the Welsh Government was implementing a system to measure schools’ performance via a ‘banding’ model. A series of metrics were used to place schools into numbered bands, 1-5 (1 being the most effective and 5 the least). NAHT members opposed this on the grounds that it was crude and inexact. As the Director, I also knew that opposing this without explicitly committing the union and its headteacher members to the important work of improving school standards and measuring these, was not likely to get a hearing from Government. In arguing against the banding system, I therefore also proposed a more sophisticated ‘report card’ approach (reported in the TES December 2012). This helped create an atmosphere of scepticism around the banding system but also maintained NAHT’s status as a constructive and responsible contributor to the debate. In this context – that of TAs – I am using this previous knowledge to inform the approach. 

One of the biggest challenges facing schools today is recruitment into teaching, as evidenced in a series of reports and surveys, including a summer 2023 survey conducted by recruitment agency, Eteach, headlined ‘Education Recruitment in Wales is at the Brink of Crisis’, and detailing the difficulties schools experience in filling posts.

The entire profession needs to think more creatively about how to approach this – and supporting the professional development of a significant body of staff, TAs, who have already demonstrated a commitment to the education sector, seems a sensible place to start.

Articulating the importance of the argument and drawing on other policy priorities and existing enabling legal and policy structures is also part of the answer.

Wales remains the only country in the world to have a Future Generations Commissioner charged with making sure public bodies act in ways that do not disadvantage future generations. The Act that informs the Commissioner’s work is underpinned by seven well-being goals that speak of ‘allowing people to take advantage of the wealth generated by securing decent work’. It is challenging to locate progress towards this in the context of the Welsh Government’s own statistics which show that:
· Between financial year ending (FYE) 2020 and FYE 2022, 21% of all people in Wales were living in relative income poverty.
· The percentage of people living in relative income poverty has been relatively stable in Wales for over 17 years (my italics).
Given the salary averages for TAs I quote above, this context is important. Making it possible to support TAs to articulate their learning and build on it and to make a bigger contribution to a struggling education system should and must lead to increased professional recognition - and pay. The statistics for Wales in terms of poverty make this an unanswerable case but one that has proved difficult to make without any way of calculating the extent and the worth of TAs’ contribution. Looking at models of professional practice and explicitly recognising experiential learning can be a big part of that argument.
The final factor that I wish to consider in this context is the impact of longer lives.
Here, I have drawn heavily on The 100-year life: Living and Working in an Age of Longevity by Lynda Gratton and Andrew Scott. The book proposes a new way of thinking about life, one that recognises that many of us will live far longer than has ever been the case before in human history. They outline a ‘multi-stage’ life of two or three different careers, involving many more transitions than currently. The key consideration here is that making multiple transitions will become a key necessity – the ‘transformational skills’ required are ‘being flexible, acquiring new knowledge, exploring new ways of thinking, seeing the world from a different perspective, coming to terms with changes in power, letting go of old associates and building new networks.’ (Gratton and Scott, p.9).
This challenge is obviously not confined to TAs, but it is, as the book points out, especially challenging for those whose financial and educational resources are limited. ‘A long life requires resources, skills, flexibility, self-knowledge, planning and respectful employers…. the danger is that the gift of a long life will only be open to those with the income and education to construct the changes and transitions required’. (Gratton & Scott, p.19).
Interestingly, this ability to adapt, to recognise change and flex to meet it is reflected in Kolb’s words ‘we are a learning species, and our survival depends on our ability to adapt not only in the reactive sense of fitting into the physical and social worlds, but in a proactive sense of creating and shaping those worlds.’ (Kolb, p.1).
These concepts are not perhaps readily part of a conversation with, for example, a local authority on how we might work together to support the use of experiential learning to support the development of TAs. I recognise that I constantly draw on my background and learning in terms of lobbying and policy development to make as broad a case as possible, drawing on as many resources as possible. I learned with NAHT that when you are making a case, it will not gain traction unless you draw its parameters broadly enough to engage the interest of a wide coalition of people with different interest – educational, economic, social and political.

I hope I have shown how I have worked and how I have applied that learning to different contexts as my career has progressed, and how I might marshal these experiences to pursue my current policy priority but also begin shaping my future research in this area of adult learning.

Evidence to support learning:
Broadly, in the context of this assignment, I would split my learning into three areas:
1. Making a case. When trying to influence policy, the crafting of an argument is important – you can only hope to persuade people to support your stance/idea if you make an argument that those you are seeking to influence will find compelling, not just that you are persuaded by it yourself. An example of this from my own working life was the headteachers strike in 2011. Strike action is always difficult to communicate, especially when that action affects people (pupils and parents) with fewer resources than those who are striking (headteachers in this case). Recognising this, I attempted to cast the narrative in terms that wider society would appreciate, referencing the fact that in the period after the financial crash of 2008, the belt tightening was being applied to some people (public sector workers and those they serve) much more severely that those who arguably caused the crash in the first place. I am quoted in the Daily Post newspaper as below:

‘Anna Brychan, director of NAHT Cymru which has 1,300 members, said: “The teachers’ pension scheme is fair and affordable. Like everyone else, teachers have paid the price for the recession in taxes and pay freezes. Their pensions are now being cut to pay for the mistakes of the financial sector.
“Everyone is feeling the pinch now but, despite the rhetoric, we are not ‘all in it together’. Some are being asked to pay more than others, despite having already taken steps in 2006 to ensure our scheme is sustainable.”’

2. Building a better understanding of what learning can look like. This has expanded significantly since I began working at the university. Previously I had focussed on policy advocacy and implementation, but some experiences did give me pause even then. 

In a landmark speech in 2011, the Minister for Education, Leighton Andrews announced that all entrants into teacher education programmes would require a GCSE ‘B’ grade in English/Welsh and Mathematics. I was taken aback at the response of trade unions who objected strongly to this. I did not respond publicly on behalf of NAHT, deciding that it would not serve members’ interests if an impression was created that they favoured low grades for entry into a graduate profession – a hard-fought-for status.) Other unions did respond, however. The NUT, then the second-biggest teacher union was quoted in the TES newspaper in 2012 saying:

‘People who go into the teaching profession go into it for the right reasons and this has the potential to put good people off,” he said. “We want teachers to have good levels of literacy and numeracy, but being able to deliver that successfully in the classroom isn’t dependent on what grades you had at the age of 16. It doesn’t necessarily follow that a person with a higher grade at GCSE English is the best person to deliver literacy.”
It did make me think however and, on consulting members of the then NAHT executive committee – all successful and well-regarded headteachers – discovered that fully a third of them had not achieved ‘B’ grades at GCSE in Welsh/English and Mathematics. Under the new Andrews requirements, they would have been denied entry into the profession.
I was not entirely sure how to calibrate this information. Surely, I thought, I (and NAHT) should advocate for an education workforce that was significantly more academically qualified? That was a key part of protecting and projecting their professional status. But I also knew that the NAHT members who would fail the Andrews test were clearly effective educators. I began to wonder whether the way we judged learning and capacity to teach and contribute might need some further refinement.
It was much later when I returned to examine my thinking more closely. In 2018, I became part of a seven-university partnership to design and deliver a national master’s programme in education. This was directed largely at early career teachers, most of whom would have completed two level 7, 30 credit modules as part of their student-teacher programmes. Later, we agreed that it was unfair to limit access to this group and opened the programme to more experienced practitioners. These did not have the required level 7 credits, having completed their PGCE programmes before level 7 modules became part of student-teacher courses. At this point, it was agreed that a Recognition of Prior Experiential Learning process be introduced which would allow experienced practitioners to demonstrate experience equivalent to the three level 7, 30 credit academic modules. What was striking in observing this process was the enormous wealth of evidence that these practitioners could offer against the required learning outcomes. It was vey clear that what they had achieved was in no way inferior – and certainly more extensive – than that of their younger counterparts who had completed ostensibly comparable learning at university.
This then fed into my thinking about teaching assistants. A headteacher with whom I had worked closely, approached me to ask whether we could offer TAs a route into teaching. Her argument was simple: TAs are already familiar with the realities of school life, often they are very rooted in the community the school serves and have already committed to working in that environment. This, she argued, was a far more fruitful source of future teachers than the current practice of offering incentives to young people to enter teaching, many of whom have never exhibited any interest in education before. 
Drawing on my previous ‘making the case’ learning, I then set about crafting a proposition around this. I knew that some of my colleagues in education authorities were very worried about recruitment into the profession; I knew too that some of my university colleagues offered very flexible degree programmes, augmented by an approach to experiential learning that placed a proper value on the skills that TAs are likely to have.
The result of this (so far) is engagement with two separate local authorities, anxious to help build a case based on these models to present to Welsh Government, an approach that we hope will open a new avenue into teaching.

3. The added value of working across partnerships/teams/disciplines – what combined learning adds to the whole.

My policy and lobbying background are key here. That experience taught me to look for alliances and search out expertise that could coalesce around an agreed aim. The national MA design and delivery process is again a good example to illustrate this. When I was asked by the university to join the project in 2018, I had a team of three people in my Centre whom I line managed. The national MA team was tasked with developing, validating, and delivering, a total of nine modules and a dissertation module in Welsh and English. Team members would have to be level 8 academics (or working towards this). This was very daunting. I simply did not have the staff resources to do the work. I reached out to colleagues in other disciplines – Initial Teacher Education, Early Years and Social Justice and Psychology to try to make this work. I tried to excite their interest in what is a unique project but also make the case that UWTSD would add immeasurably to the richness of the national MA by taking this unusually multi-disciplinary approach.
This process brought a range of colleagues into a space where they could engage directly with education policy-makers in Welsh Government and allowed us, in the education discipline in UWTSD to describe our expertise in a much more expansive way as below:
‘UWTSD is a leading provider of accredited Initial Teacher Education in Wales; has an extensive network of 150+ partner schools across the country; is home to the Centre for Children and Young People’s Mental Wellbeing; leads the national MA Education (Wales) development team working on wellbeing, mental health, equity and diversity, and issues relating to the poverty-related attainment gap; led a recent Welsh Government project auditing the ACES and wellbeing resources housed on Hwb; leads (in partnership with Glasgow University) the WG-funded Camau i’r Dyfodol project which is designed to build new knowledge and understanding of learning progression linked to Curriculum for Wales; and works on a number of other funded research projects linked to equity, education and social justice. It also houses the Centre for Professional Learning and Leadership which develops and delivers career-long professional learning for educators.’
Source: Brief submitted of Welsh Government, February 2023. (Not published).
As a result of this work, we are now negotiating with Welsh Government how this expertise might be used to support all schools in Wales to implement effective, research and evidence-based approaches to developing the wellbeing of learners and school staff, based on the following brief:
‘To develop a suite of professional learning programmes to support the effective implementation of the Welsh Government’s statutory guidance, the Framework on embedding a whole school approach to emotional well-being, published in March 2021. The programmes will need to support the professional learning requirements of discrete groups of practitioners (leaders, teachers, wellbeing leads etc) and will also need to consider other stakeholders such as governors, parents and the wider community.’

Annotated (in green) Combined annotated CV and JD
Profile: 
I am Assistant Dean (Education and Partnerships) at the University of Wales Trinity Saint David. I work within the Institute for Education and Humanities and am responsible for providing strategic leadership and focus across the broad areas of Education, ITE (Initial Teacher Education) and PCET. (Post-compulsory Education and Training) and wider professional learning programmes for educators. I also coordinate and contribute to a range of research and other funded education projects.
Current role:
Associate Assistant Dean – Education and Partnerships (UWTSD) 2023-
I am one of three Assistant Deans in the Institute of Education and Humanities. I lead on:
· Partnership activity with a focus on the APLP network of Schools (150+ schools who work with the university to support teacher education. 
· Ensuring that Initial Teacher Education (ITE) and Post-compulsory teaching qualifications (PCET) align to all relevant external and internal validation and accreditation requirements.
· Ensuring that the learning experience of students enrolled on programmes of study within Yr Athrofa are of a high quality and promote the required professional standards for student teachers.
· Line management, mentoring and support of relevant Academic Directors (14 direct reports in all).

Personal learning: This is a challenging role at the moment. The area I lead is facing two critical deadlines – one to reaccredit the Initial Teacher Education programmes; the other to respond to the findings of a recent year-long inspection by the education inspectorate, Estyn. It is further complicated by significant team tensions. I have persuaded the university to invest in professional coaching capacity to facilitate better team working. It is a testing process and makes me feel rather uncomfortable: I am simultaneously directing the design of the coaching and deciding which personnel will be supported when and how, and receiving 121 coaching myself as a participant. I am currently focussing on some leadership strategies to make sure I communicate with absolute clarity. This means assuming a rather different professional persona than that which comes naturally to me. I am more intuitive and unstructured normally but am learning to be direct and highly structured, and to remember that, as Brene Brown puts it in Dare to Lead, ‘Clear is kind. Unclear is unkind’. (Brown, 2018). Rather to my surprise, I find that I can put myself in this new space, and already see some benefits in terms of the team’s understanding of requirements.

I am also the Director of the Centre for Professional Learning and Leadership (2018 - ). In this capacity, I am responsible for:
· The education research programme, ensuring that career learning in education has a sound research base, that applied research permeates these programmes and that career learning in education contributes to relevant research and action groups.
· Developing blended learning and digital competence throughout professional learning and leadership in education programmes.
· Developing sustainable income-generation scheme for career learning and leadership in education.

Personal learning:  I have grown this team from four in 2028 to 15 today. I am proud of the work it does. The team is not easy to describe as it is does not engage in any single area of activity. We have spent time in the past year agreeing a description of our work to share with others (especially important at a time of significant leadership change at senior levels in the university). We agreed on this description: ‘Where research, programme design and delivery, policy and practice all come together.’ I am particularly pleased with this as it enables me to access huge expertise that can be drawn into a range of ideas and projects, like the wellbeing programme referenced in the ‘evidence to support learning’ section of this assignment. 

Previous work history: 
Senior Lead for Leadership, Strategy and Workforce Reform (December 2016 initially interim; made permanent March 2017-November 2018)
Central South Education Consortium
I was one of a five-member senior management team at the Central South Wales Education Consortium. The consortium is responsible for the school improvement service for five local authorities – Bridgend, Cardiff, Rhondda Cynon Taf, Merthyr Tydfil and the Vale of Glamorgan. It serves 396 schools. I was jointly responsible (with four colleagues) for the delivery of the region’s business plan. The region had an annual budget of £7.5 million to exercise its school improvement functions. Each member of the SMT had specific responsibilities. I was responsible for:
· Leading the region’s work on workforce development with a specific focus on school leaders from middle leadership roles to executive headships, in line with Welsh Government’s professional learning milestones.
· Developing a strategic approach to realise the 2050 target of growing the number of Welsh speakers to 1 million.
· Leading CSC’s work with the other three education consortia and HEI partners to develop a consistent professional learning offer across Wales and submit the resulting programmes for endorsement by the National Academy for Education Leadership (NAEL).
· Taking the lead role for CSC in the design team (with colleagues from other consortia) developing the professional learning programme for the new cohort of NAEL associate headteachers.
· Working with groups of schools to develop and evaluate new pilot school-to-school support models, one a group of Welsh-medium secondary school and the second group comprising all the region’s special schools and Pupil Referral Units (PRUs).
· Leading the region’s engagement strategy with its stakeholders, particularly elected members at all levels.
· Leading the region’s work to develop a training programme for school governors, focussing particularly on mirroring some of the most effective collaborative school models and adapting these for governing bodies.
· Supporting the region’s Delegate Headteacher Panel which was responsible for representing the voice of practice in the development of a self-improving school system in the region.
· Direct line management of four officers within a wider team of a further thirteen involved in the areas of work described above.

Personal learning: I found this role very difficult. It was very hard to identify what success looked like – largely because the funders (there were five plus Welsh Government), were not of one mind about the aims of the organisation. Despite this, the organisation attempted to carve out some space and agency for schools (the focus of the work) to move ahead with their own school improvement priorities. It was in this context that I was tasked with offering support, structure and funding.
I found it particularly challenging to work in an environment where the stated vision of the organisation was constantly challenged – often by those in leadership roles within it. It made it very hard to make a contribution confidently; everything felt like a risk.
Memorable achievement: I supported the development of two professional learning communities – one of Welsh medium schools and another made up of special schools. These then developed business plans and proposals to secured funding and other support to focus on their joint improvement priorities (effectively taking control of their own professional development needs rather than relying on non-context-specific generic support offered by the organisation).


Policy and Strategy Officer
(November 2015-December 2016)
Central South Education Consortium
· Responsible for developing a stakeholder engagement strategy, supporting and promoting new school leadership models such as federations.

Programme Director Wales (2013-2015)
The Education Development Trust (then CfBT), an education charity was contracted by the Welsh Government to support schools to implement the statutory Literacy and Numeracy Framework. In the role of programme director, I was responsible for leading a team of 44 FTE delivering support to almost 1600 schools across the country to a total contract value of £10million. During that period, the programme delivered more than 9000 support units to schools.
Personal learning: During my time in this post, I supported a team of exceptionally committed people and my leadership of this team was recognised in 2014 when I was awarded am ‘exceptional’ grading, a designation awarded to a small number of EDT’s contracts each year.
Director NAHT Cymru (2004-2013)
I was responsible for leading the organisation (a professional association and trade union for headteachers) in Wales. 
Personal learning: I was 36 years old – very young for a post like this - when I was appointed. I lacked confidence in the first few years but was fortunately supported by a number of headteacher mentors who were generous with their time and expertise. It made me realise how important such support is, and I have tried to offer the same commitment to others as I have become more senior. 
My biggest achievement in this post was securing for NAHT a high-profile in the press and media and with politicians in Cardiff Bay. This was in the very early years of devolution and establishing a strong, influential link with elected members in a very young parliamentary body was important to promote headteachers’ influence and access. I learned how to do this effectively and not to lose focus on those outside one’s own circle/echo chamber who ultimately decide how organisations are viewed (there are examples of this in my assignment.)
Plaid Cymru – the Party of Wales (2000-2004)
Press Officer and subsequently Senior Communications Officer in the National Assembly for Wales (now known as the Senedd).
I was responsible for developing the (political) party’s press and media strategy, working up policy positions with lead politicians, promoting them to the print and broadcast media, organising conferences and developing and delivering media training for elected politicians.
Personal learning: Politics is a very fast-paced environment. The main things I took away from this experience (and referenced in my assignment) is to remember when you are communicating, who your audience is and to construct your messaging in light of this (again, I reference examples in my assignment.) 
Publications Officer – Royal College of Art (London) (1998-2000)
Managing all the College’s printed materials and online presence including contracting with artists and graphic designers to work up design proposals to represent the range of the College’s work; editing the annual Summer Show catalogue of student work.
Senior Account Manager, Surrexit Creative (Cardiff) (1994-1998)
Leading marketing and PR contracts for clients such as the BBC, S4C, the Welsh Development Agency, the Animation Festival, the Commission for Racial Equality.
Previously:
Bar work (holidays only (1987-1991)
Checkout operator 1986
Au pair in Germany (1985-86)


Education and other training:
2022: Began a Professional Doctorate, UWTSD
2022: 121 leadership coaching programme with Hub FE (ongoing)
2019 Postgraduate certificate in coaching and mentoring UWTSD (completed 40 credits; moved on to a doctorate)
2018 Facilitation training to support the delivery of the National Academy for Educational Leadership Associate programme (delivered by Maggie Farrar, EDT and previously interim head at the NCSL in England
2018 Change Agent training (delivered by Maggie Franklin, Agile Change Management)
2016 Team working and leadership programme (delivered by The ColourWorks)
2015 Programme and project management (delivered in-house by the EDT international programme management team)
2001 Time Management training (Time Management International)
1990-1993 PhD in German Literature (did not complete)
1990 BA Honours German Language and Literature 1990 (First class honours)
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how did I learn, how was I influenced by my 


experiences, how did I use the learning and how will this inform future 


research?


 


I have worked in 


education 


–


 


mainly with school leaders and teachers 


-


 


for twenty 


years. In that time, I have had the opportunity to observe and study how the 


professional skills and knowledge of educators are understood, developed, talked 


about and valued (or not). Educat


ion is always a political priority and/or a space for 


debate, contention and experimentation. A range of individuals, groups and 


organisations have a place and a say in the debate 


-


 


those in the teaching profession 


themselves, local authorities and governm


ents, university academics and 


commentators, parents and pupils. Some voices are considerably more powerful 


than others however. For the purposes of this assignment, I am going to focus on 


teaching assistants (TAs, also sometimes referred to as Learning Su


pport Assistants 


(LSAs)).


 


I am particularly keen to focus on this group because the exponential growth in their 


numbers has coincided roughly with my professional career. When I began as 


Director of NAHT Cymru (a trade union and professional association re


presenting 


mainly primary and special school headteachers and deputies) in 2004, most Welsh 


classrooms had a single teacher, sometimes supported by additional staff 


responsible for assisting a learner with special educational needs.


 


In 2023, Education Work


force Council (EWC) statistics show that the workforce 


profile has been transformed. Their latest report shows that Wales’s schools employ 


35,837 registered teachers


 


and 


49,380 learning support workers 


–


 


a 16% increase 


even on 2022 numbers.


 


There are signi


ficantly more TAs in our schools than teachers. This is not a feature 


of the education debate that has acquired much prominence. 


 


And yet, a job description for a TA can ask for a range of skills and abilities.


 


This example is typical:
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