ECGE4001- Portfolio Assessment Tasks

Part 1
In countries such as Iceland outdoor play is seen as very important. Government officials state that playing outdoors is good for children. Norodahl and Johannesson (2013) claim that curriculum guidelines emphasise on outside as a learning environment, a place for children to discover the natural world and as a place to exercise and live healthily. 
The emphasis on the outdoors has happened for a long time. In Iceland, children aged one to six play play outside everyday in schools, whilst children aged six to sixteen only get to play outside with their friends when it is playtime. Little is known about what teachers do outside to help learning however that can differ from teacher to teacher and school. There are signs that teachers in Iceland are using the outdoors more than they used too. In Reyjkavik, seventy percent of schools say that outdoor education is used often (Oladottir, 2008). 


Part 2a 
A definition of Forest School as stated by the Forest School Network says that “it is an inspirational process that offers children, young people and adults regular opportunities to achieve and develop confidence and self-esteem through hands on learning experiences in a woodland environment” (Murray and O’Brien, 2006). Murray and O’Brien write about how people worry that young children do not play in woodlands or greenland as their parents did because there is a worry that something will happen to them, and children can do so much indoors now. Other research tells us that children who do not play outside miss out on the physical and emotional benefits of the access to nature (Ward Thompson and Aspinall and Bell and others, 2004). Welsh government are encouraging teachers, especially in foundation phase, to learn in an outdoor environment. 
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Part 2b
· You could be accused of plagarism if you fail to acknowledge the source of your information in academic writing. It is really important that students avoid this because you will face serious concequences such as failing an assignment, the course or even dismissal.

· “You only have to reference when you use a direct quotation” is a false statement. You should reference when referring to a source of information within the text of your assignment to show where it has come from. 

· Wikipedia is not a good place to search for information for your academic assignments because it is not a reliable source. Anybody can edit Wikipedia at any time meaning that the information could be someone’s opinion or just plain incorrect.

· A long quotation would be a quote that is longer than 30 words or 2 lines. Follow these steps to reference a long quote correctly:

· Enter the quote as a separate paragraph.
· Indent the paragraph
· You do not need to enter quotation marks
· Follow with the authors surname and year of publication and page number or URL in Brackets (). 

Part 3
This assignment is a critical response to an article titled “Yes, but…”: rhetoric, reality and resistance in teaching assistants’ experiences of inclusive education” by the author Suzanne Mackenzie. The article is informative, and is arguably written for those within the education setting to give Teaching Assistants a voice, and to encourage other staff teaching and non-teaching to reflect on their own experiences and to identify similarities within their own workplace. 
“Yes, but…’: rhetoric, reality and resistance in teaching assistants’ experiences of inclusive education” written by Suzanne Mackenzie (2011) seems a little negative in places due to the use of subjective language. Mackenzie intended the article “to analyse the tensions between the policy and the institutional frameworks of inclusion and TA’s experiences of contradictions, tensions, resistance and also pleasures of their work will be explored from their own perspectives” (Mackenzie, 2011).  
The article anaylses the role of Teaching Assistants working with children with special educational needs and their effectiveness within the inclusive education system, and acknowledges the unheard voice of the TA. Mackenzie was inspired by other writers such as O’ Brien and Garner who highlight and acknowledge the role of Teaching Assistants and the “important work that they do with children with very complex and challenging needs” (O’Brien and Garner, 2001). Mackenzies research emulates that of O’Brien and Garner who purposely interviewed teaching assistants about their experiences, and their views that teaching assistants can give valuable input into how inclusion can work successfully. The findings of Mackenzie’s research are presented in the article as five individual case studies from Jill, Jane, Angela, Una and Moira, and their stories give an insight into experiences of inclusion. 
Mackenzie points out that Teachers and TA’s often do not have congruence in how they view their roles in the classroom. There is almost an emphasis on the word congruence putting a focus on how teachers and TA’s often do not agree on what their role is in a classroom, and this could be the reason that generally collaboration between teachers and teaching assistants appears difficult to achieve. 
Teaching assistants were employed in primary classrooms to support the children with special educational needs. One of the teaching assistants interviewed by the author believed that working with children with special educational needs was not seen as having an intellectual job, Angela said “you are just classed as an extra pair of hands” (Mackenzie, 2011). 
[bookmark: _GoBack]Over the years the role of the TA has extended to managing challenging behaviour, planning, assessing and covering classes. Una, another teaching assistant interviewed by Mackenzie, described that children’s behaviour problems had more complex during the nine years she had been employed as a teaching assistant, but despite the role becoming more challenging due to the behavioural issues she found it equally as rewarding (Mackenzie, 2011). O’Brien (1998) expresses concerns for the ways that TAs are used in the management of  pupils with behavioural difficulties. He proposes that “teachers, who have received specific professional development in classroom management, are better placed to manage pupils with challenging behaviours than TAs who have often received little training”. He suggests that a teacher is better equipped to manage the behaviour of pupils whilst the teaching assistant deals with a less challenging group within the class. Mackenzie describes how some teaching assistants are often sceptical of qualifications and experience; Angela argued that althought students are taught the theoretical side, qualifications do not give them the hands on experience of how to deal with all of the different needs in a classroom. 
Roaf (2003) has also collected evidence from Teaching assistants about how they perceive their role. Several respondents refer to having a good relationship with a ‘difficult’ pupil with whom the teacher may have difficulties. “It may be assumed that in some cases the authoritative figure of the teacher could be perceived in negative terms by some pupils with behavioural difficulties, and in such instances, the mediator role of a TA could be critical”.
Clarke, Dyson, Millward and Robson (1999) suggested that the use of in‐class support was probably the single most important factor in enabling pupils with special educational needs (SEN) to be maintained in mainstream classrooms.
A recurring theme throughout the literature on learning support is that of promoting effective teamwork. Throughout Mackenzie’s article it is clear that communication problems were common, with TA’s not being invited to meetings about the children whom they have expert knowledge (Mackenzie, 2011).  The lack of communication and collaboration was a major concern for the teaching assistants in the article, especially Jane, she found it particularly difficult to work with teachers and felt that teaching assistants lack support and guidance. According to Clarke, Dyson, Millward & Robson (1999) many teachers have received little training in managing classroom teams. 
Cremin, Thomas & Vincett (2003) have identified three specific models for improving teamwork between teachers and TAs in classrooms. The study by Cremin and her colleagues is an important indicator that there are several approaches to using learning support but need careful planning and management if they are to be effective. Their research suggests that schools need to support staff in developing a range of models to improve the collaboration between teachers and TA’s and also to analyse when each is most effective to learning.
A claim in Mackenzie’s article is the lack of understanding of inclusion. “One area in which there has been a lack of shared understanding is in teachers’ and TA’s understandings of inclusion” (Lawson et al, 2006, Sikes et al, 2007 quoted in Mackenzie, 2011). Mackenzie’s article attempts to analyse the ‘yes, buts’ around inclusion, particularly around the tension of the tension between inclusive policy and actual classroom practice (Mackenzie, 2011). Mackenzie describes that the respondents were supportive for the idea of inclusion but then experienced ambivalent feelings about the practice. “There was a clear tension between the ideal of inclusion and their own subjective experiences and personal understandingsof inclusion” (Mackenzie, 2011). Jill was generally supportive of inclusion in her case study, but she felt that TA’s were ‘propping up’ inclusion because pressures on teachers to meet Government targets were leading to bad practice within the classroom and she believed that expectations that children with special educational needs could achieve were unrealistic. 

In conclusion, Mackenzie’s study did not find positive collaboration between teachers and teaching assistants. The relationships were full of tensions, misunderstandings and even antagonism (Mackenzie, 2011). Teachers and Teaching Assistant’s often do not agree on what their role is in a classroom; whether it is as ‘an extra pair of hands’, to support the children with special educational needs in their learning, or managing difficult behaviour, and this could be the reason that generally collaboration between teachers and teaching assistants appears difficult to achieve. Mackenzie’s article claims that where there is clarity between teachers and teaching assistants on the TA’s role, collaboration is improved. The teaching assistants experienced ambiguities and conflicts around inclusion. Having said that all of the teaching assistants included in the case study remained working with children with special educational needs. Some of the case studies were contradictory, the teaching assistants complained of the hardship but wanted to stay in the profession. For example, Una and Moira gave contradicting views-  Although the article held lots of truths it only reflects the opinions of a small sample of teaching assistants and the sample was unbalanced as it was majoritly female. 
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