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Abstract

What do we want to know?

What is the impact of adult support staff on
the participation and learning of pupils and
on mainstream schools? What are the support
processes that lead to these outcomes?

Who wants to know and why?

This information is helpful for the government

and local authorities, to assess whether the
employment of greater numbers of support staff
has been worthwhile. It is also of benefit to school
leadership and teachers, providing information

on the types of positive impacts support staff

have and how these are achieved. Other people
interested in improving the quality of education for
all children will also be interested in the impact of
support staff.

What did we find?

Pupils: Literature suggests that trained and
supported teaching assistants (TAs) can have a
positive impact on the progress of individual or
small groups of children, in the development of
basic literacy skills. In addition, ‘sensitive’ TA
support can facilitate pupil engagement in learning
and social activities, with the class teacher and
their peers; that is, sensitive TA support can both
facilitate interaction, and also reflect an awareness
of times when pupils need to undertake self-
directed choices and actions. Evidence suggests
that TAs can promote social and emotional
adjustment in social situations, but that they are
not very successful in undertaking therapeutic
tasks aimed at supporting children with emotional
and behavioural problems.

Schools: Use of TA support allows teachers to
engage pupils in more creative and practical
activities and to spend more time working with
small groups or individuals. Class-related workload
is somewhat reduced when working with a TA, but

the teacher role may become more managerial as
this workload may increase. An adult presence in
classroom makes teachers feel supported and less
stressed. The knowledge that pupils were receiving
improved levels of attention and support was also
reported to enhance job satisfaction for teachers.
‘Team’ teaching styles, involving TAs and work
with small groups, can promote learning support
as a routine activity and part of an ‘inclusive’
environment in which all children are supported.
TAs can act as an intermediary between teachers
and parents, encouraging parental contacts,

but care is required to ensure that appropriate
contacts with the teacher are maintained.

What are the implications?

The review suggests the deployment of the TA
workforce has been successful in providing support
for teachers on a number of levels and in delivering
benefits to pupils. To enhance these impacts, it

is necessary to ensure effective management and
support for TAs, including effective training and
clear career structure. Collaborative working is
required if TA support is to be employed to its best
effect. Teachers therefore need to be trained in
these approaches and the ongoing effect of this
emphasis needs to be monitored in professional
standards for teachers.

Progress was more marked when TAs supported
pupils in discrete well defined areas of work or
learning. Findings suggest that support to individual
pupils should be combined with supported group
work that facilitates all pupils’ participation in
class activities. The importance of allocated time
for teachers and TAs to plan programmes of work
was apparent. Support, embedded as ‘standard’
school practice, with the type and extent of
support provided planned on an individual basis,
has implications for the destigmatisation of
supported pupils.
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How did we get these results? Where to find further information

The systematic review identified 232 studies, of http://eppi.ioe.ac.uk/cms/Default.
which 35 were selected for in-depth review. aspx?tabid=2438



CHAPTER ONE
Background

This section of the report outlines the origins of the review emphasising its importance in
relation to the developing school workforce and recent policy changes that are reflected in these
developments. It also discusses the conceptualisation of the review and describes the definitions
used in searching for, and reviewing, the literature.

1.1 Aims and rationale for current
review

For some years, the issue of how to provide cost-
effective support to teachers and pupils in schools
has exercised the minds of government ministers,
local authority staff, teachers, parents, pupils

and researchers. The first EPPI-Centre review

on the impact of paid adult support staff on the
participation and learning of pupils in mainstream
schools was completed by the Educational Support
and Inclusion Group, at Manchester University in
2003 (Howes et al., 2003). Since this original review
was published, the National Agreement (Raising
Standards and Tackling Workload, DfES 2003) has
come into force, and the numbers of adults working
in schools has increased substantially (DfES and ONS,
2005). The original review, therefore, considered
data collected before the main thrust of workforce
changes came into effect and any subsequent
research into its impact on pupils and schools.

In addition, the original review was restricted to the
impact of paid adult support staff on participation
and learning. However, the presence of such staff
has arguably had a wider effect, and has impacted
on teaching approaches and teachers, as well as on
organisational and managerial issues. The original
review, therefore, needed to be updated to take
account of research on the impact of support staff
on the wider school setting. Hence, in addition

to updating the previous review in relation to the
impact of TAs on pupil learning and participation,
this review considers all relevant research on their
wider impact, some of which preceded 2002, the
cut-off date of the first review.

1.2 Policy and practice background

This review builds on the earlier review which was
conducted by two members of the present team (Dr
A Howes and Professor P Farrell). The rationale for
this ‘original’ review was devised by combining input
from research teams at both Manchester University
(as above) and Newcastle University (Alan Dyson

and Barbara Roberts). It also incorporated views
from a wide range of relevant stakeholders provided
through review and advisory groups. The current
review updated the original synthesis and expanded
its remit, as described below, in line with discussions
held at the offices of the Department for Children,
Schools and Families (DCSF) with representatives
from the DCSF Policy (Dominic Mahon and James
Rushbrooke) and Strategic Analysis (Stephen Witt
and Deborah Wilson) Groups, and members of the
EPPI-Centre (Mark Newman and David Gough) in
March 2008.

1.2.1 Policy directions

In the past 15 years, there has been a rapid growth
in the numbers of teaching assistants (TAs) working
in mainstream schools in the UK. Figures suggest
that initially the increase was due to the rise in the
numbers of pupils with special needs statements
being educated in mainstream settings. The 1997
Green Paper, Excellence for All Children: Meeting
Special Educational Needs (DfES, 1997), suggested
that there were 24,000 fulltime equivalent TAs
working in mainstream schools and that this
number was expected to grow. Indeed, the rise in
the numbers of TAs working in mainstream schools
mirrored schools’ and LAs’ growing commitment
towards inclusion. Building on these developments,
the subsequent Green Paper, Teachers Meeting the



Challenge of Change (DfES, 1998), referred to the
projected increase of 20,000 in the numbers of
classroom assistants who would provide general
support in mainstream schools: that is, not
restricted solely to pupils with special educational
needs. In addition, the Green Paper referred

to the need to recruit and train 2,000 ‘literacy
assistants’ to help in the implementation of the
Government’s literacy strategy. In 2000, the Centre
for Studies on Inclusive Education (CSIE, 2000)
estimated that there were as many as 80,000 TAs
working in mainstream schools. This was followed
by a Government consultation paper on the role of
school support staff (DfES, 2002) which indicated
that there were over 100,000 TAs working in
schools; this represented an increase of over 50
percent since 1997. The subsequent years have
seen the continued expansion in the numbers of
TAs with recent figures indicating that there are
now 176,900 support staff in schools, the vast
majority of whom, according to Blatchford et al.
(2008) are TAs.

Traditionally the work of TAs has almost exclusively
been associated with supporting the education of
children in special schools. In the 1990s, however,
they began to play a role in supporting mainstream
placements for pupils with statements of special
needs. In the last 10 years, their increasing
contribution towards assisting in the education of
all pupils has been recognised. These developments
have posed many challenges for the TAs themselves
and for those involved in employing, managing,
supporting and training them. In particular, senior
staff in schools and local authorities (LAs) are

now required to plan induction training for TAs, to
support their continuing professional development,
to prepare and review job descriptions, and to
deploy them in schools so that they can work
effectively with, and alongside, their teacher
colleagues.

For some years, the Government has explicitly
recognised the valuable and supportive role that
TAs can play. At the turn of the century, they
published the Good Practice Guide (DfES, 2000a),
a consultation document (DfES, 2002), and two
sets of induction training materials for newly
appointed TAs in primary and secondary schools
(DfES, 2000b; 2001). In addition, they supported
the work of the Local Government National Training
Organisation (LGNTO) which has devised a set of
occupational standards for TAs (LGNTO, 2001). Such
documents recognised the increasingly valuable
and supportive role that teaching assistants (TAs)
can have in mainstream schools. Indeed, this
guide referred to the most recent reports by Her
Majesty’s Inspectorate (HMI) that have ‘confirmed
the tremendous contribution that well trained
and well managed teaching assistants (TAs) can
make in driving standards up in schools’. A further
HMI report (Ofsted, 2002) suggested that the
quality of teaching in lessons where TAs were
present is better than in lessons without them.
This evidence supports the view that TAs can
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help the government to achieve its objectives of
raising standards for all pupils within an inclusive
framework. This was strongly endorsed by the
Government’s consultation paper on the work of
school support staff (DfES, 2002).

These reports provided a further impetus for an
increase in the number of support staff through
the introduction of the Workforce Remodelling
initiative which aims to focus teacher time more
clearly on teaching and learning, with other staff
taking on a wide range of supporting roles.

In January 2003, the Government, employers and
the majority of the school workforce unions (all
except the NUT) signed a National Agreement,
Raising Standards and Tackling Workload. This set
out proposals for the following:

» a series of changes to teachers contracts
designed to ensure that teachers spent their
time on tasks that needed the professional skills
or judgement of a teacher

« a reform of support staff roles
 a concerted attack on bureaucracy

These proposals were underpinned by a change
management programme for schools and driven
by a steering group, comprising signatories to the
National Agreement.

The contractual changes were implemented in
three phases, by amending the School Teachers’
Pay and Conditions Document as follows:

September 2003

Teachers can no longer be required routinely to
undertake administrative and clerical tasks.

Teachers’ work-life balance has to be taken into
account.

Teachers with leadership and management
responsibilities have a right to time in which to
carry out their duties.

September 2004

An annual limit on the amount of cover for
absent colleagues that teachers can carry out was
introduced (38 hours a year).

September 2005

All teachers are entitled to guaranteed time for
planning, preparation and assessment (PPA).

Headteachers are entitled to Dedicated Headship
Time.

Teachers can no longer be required to invigilate for
external examinations.



As a result of the National Agreement, new support
staff roles have been developed. These include
roles such as cover supervisors, who supervise
classes during short-term teacher absences,

and higher level teaching assistants (HLTAs) who
are able to lead learning with whole classes.
Regulations were introduced which allowed support
staff to undertake ‘specified work’ in certain
circumstances. Support staff increasingly take on

a range of roles outside the classroom that were
previously done by teachers, such as exam officers,
bursars, attendance and behaviour managers,
midday supervisors and a variety of pastoral roles.

Finally, the Every Child Matters and Extended
Schools agendas have brought a wide variety of
new adults into schools. Some of these, although
based in schools, may be employed by other
agencies, such as social workers, police and
probation officers. Others, such as school nurses,
may be employed directly by the school itself.

1.2.2 Practice issues

School support staff potentially impact on

both the pupils they are targeting and school
functioning more generally. In this review, the
impact of general and targeted adult support on
pupil outcomes is understood as part of a wider
question about how the participation and learning
of all pupils can be promoted and the impact this
might have on teachers and teaching. Schools

are encouraged, through a variety of schemes,
including reductions in special school placements
and disciplinary exclusions, to educate a wider
range of pupils. The employment of TAs has

been an attractive response to these initiatives,
because it is largely within the control of the
school management and avoids an increase in
teacher workload. However, the previous EPPI-
Centre review (Howes et al., 2003) and other
literature (see for example, Giangreco and Doyle,
2007; Giangreco et al., 2005) suggests that this
support is not always given to pupils in such a
way that, as a result, they are more included in
the school. Indeed, there is a potential tension
between the impact of TA support on supporting
individual learning and the impact on participation
with peers: for example, with the practice of
withdrawal from mainstream classrooms (Farrell,
2000; Fox et al., 2004). Therefore, although TA
support is a widely accepted response to the
inclusion of children with special educational needs
in mainstream schools, the way this is organised is
crucial to whether children participate effectively
in the classroom and school.

There are also questions about whether the
presence of TAs to support pupils has had the
desired impact on all pupils’ academic attainments,
including those with SEN. For, although there are
many reports on the work of TAs (e.g. Lee, 2002;
Neil, 2002, Butt and Lance, 2005; Gerschell,

2005), almost all of which express positive views
about their impact on pupils’ learning, there are a
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number of practical issues concerning the training
and support that TAs which need to be addressed in
order to ensure that pupils do benefit. As Farrell et
al. (1999) pointed out 10 years ago, simply placing
a TA, who may be untrained and with little or no
experience of working with children who have SEN,
next to a child with disabilities will not necessarily
result in a successful learning experience for the
child.

1.3 Research background

At the time of the first EPPI-centre review on the
impact of paid adult support staff, the rise in

the number of TAs working in schools had been
seen as a positive development, despite the
concerns expressed by some teachers’ unions.
Indeed, a number of publications had reported on
the benefits that TAs could bring to schools (for
example, Balshaw and Farrell, 2002; Farrell et
al., 1999; Lee and Mawson, 1998; Mencap, 1999;
National Union of Teachers, 2002; Smith et al.,
1999). Furthermore several books and journal
articles had reported on the developing work of
TAs (for example, CSIE, 2000; Jerwood, 1999;
Rose, 2000; Thomas et al., 1998). There were also
a number of books that were devoted exclusively
to ways in which teachers and assistants could
work together to support pupils. Of these, perhaps
those written by Balshaw (1999), Lorenz (1998)
and Fox (1993, 1998) had the most impact. There
had also been several reviews of literature on the
role and impact of paid adult support. Clayton
(1993) provided a useful historical overview of

a changing role over 25 years, from ‘one of care
and housekeeping to now include substantial
involvement in the learning process itself’. The
General Teaching Council had carried out a
selective literature review on TAs (GTC, 2002)
which included two studies of impact. This brought
together a useful range of studies on other related
topics, highlighting, for example, the demographics
of the TA workforce in the UK (predominantly
white, female and aged between 31 and 50 years)
and the general level of job satisfaction and
motivation of TAs which is consistently reported.

Since the first review, there have been other
numerous additional publications on the various
aspects of the work of TA both in the UK and
overseas (for example, Mistry et al., 2004; Werts
et al., 2004; Wilson et al., 2003). Furthermore
the work of teaching assistants in relation to
promoting inclusive practice permeates the
chapters of two recent books on inclusion and
special education (Florian, 2007; Ainscow et al.,
2006). The assumption underlying the rapid rise
in the numbers of TAs is that that TAs can help to
raise standards in schools. And indeed, although
HMI reports and other publications refer to the
vitally important role of TAs and other support
staff, at the time of the original review, Giangreco
et al. (2001a) pointed out that there had been
no systematic review of international literature
that had focused on the key question of whether
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the presence of support staff in classrooms had
an impact on raising standards. More recently,
Giangrecco and Doyle (2007) review their concerns
about the failure of TAs support to bring about
improved learning and participation reflecting
the need for further systematic reviews of the
literature in this area. To quote Blatchford

et al. (2008) ‘the general view in schools was
that support staff did have an impact on pupil
attainment, behaviour and attitudes; the problem
headteachers faced was proving it’. This reflects
ongoing unease among teachers and researchers
that, despite the rapid increase in the number

of TAs now working in schools, which has broadly
been welcomed, there remains continuing
uncertainty about the impact that they have in
raising academic standards, in helping pupils to
participate and on their wider impact in schools.

1.4 Definitional and conceptual
issues

Definitional and conceptual issues are described
below under two headings. The first defines the
context for the review and the second the types of
‘impact’ included for pupils as well as the school.
Finally, the definition of ‘process’ is described, that
is, the factors that deliver the impact described in
the literature.

1.4.1 The research context

The context for the review defines the parameters
within which literature searching was conducted.

1.4.1.1 Mainstream schools

Mainstream schools were defined as those schools,
in the UK and abroad, that cater for the education
of children of compulsory school age within their
locality. In most countries’ education systems,
many schools do not serve the whole of their local
population and are, to this extent, inherently
exclusive. The authors’ concern, however, was

to identify studies of schools which were broadly
comparable to the state primary and secondary
schools with which the majority of users of this
review will be concerned. Studies of schools that
serve a wide range of children in their locality (as
defined in that national context) are included.
These were normally mainstream (i.e. non-special)
schools in the state sector.

Selection of pupils on the basis of ‘academic
ability’ did not constitute an exclusion criteria, and
denominational and faith schools were included on
the grounds that they formed an integral part of
many mainstream state education systems.

‘Special’ schools - for children with learning
disabilities or with social, emotional or behavioural
difficulties - have a long history of adult support
staff within the classroom and are therefore
qualitatively different from mainstream schools. As
the main thrust of the current review is to examine
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the impact of new ways of working, special schools
were not covered in this review. In addition,
alternative schools, withdrawal units, off-site units
and other forms of ‘alternative’ provision were also
excluded.

1.4.1.2 Adult support staff

Paid or unpaid adults working, directly or
indirectly, to provide general or targeted support
to pupils within schools

1) PAID AND UNPAID SUPPORT

‘Paid adult support’ included those employed by

a school (or local authority), on a permanent or
temporary contract, to support pupils. The review
excluded studies of the impact of fully trained
professionals who offer support in relation to their
professionalism (educational psychologists, school
counsellors and other therapists).

‘Unpaid adult support’ included volunteers who
agree to share their expertise, in a structured

or regular way, to benefit schoolchildren. For
example, cricketers from the local team may coach
groups over several weeks to promote the game,
encourage fitness and provide an aspirational

role model. The definition specifically excluded
volunteering by parents on an ad hoc basis.

Support staff can be classified, using descriptive
groups generated in a study on the deployment
and impact of support staff in schools (Blatchford
et al., 2006). This classification derived seven
groups of support worker. The current review was
concerned with the first three of these groups, but
incorporated three particular roles within the first
two categories that are classified within the ‘Other
pupil support staff’ category in the Blatchford et
al. (2006) study, as follows:

1.TA equivalent: TA, LSA (SEN pupils), nursery
nurse, therapist, language assistant

2. Pupil welfare: Connexions personal advisor,
education welfare officer, home-school liaison
officer, learning mentor, nurse, welfare assistant
and midday assistant/supervisor

3. Technical and specialist staff: ICT network
manager, ICT technician, librarian, science
technician and technology technician

The remaining categories were not considered
appropriate to the particular focus of this

review . The justification for extracting the

roles highlighted in italics above was that these
represented pupil-focused activities likely to
impact on pupil outcomes of interest. The
remaining role categories could not be justified in
this way.



2) DIRECT OR INDIRECT SUPPORT TO PUPILS

‘Direct’ support workers included teaching
assistants, special support assistants, or
‘paraprofessionals’ (US), learning mentors, and
child welfare support workers, such as school
nurses. ‘Indirect’ support is provided by staff
such as librarians, laboratory technicians and
educational welfare officers. Type of support has
been defined by Blatchford et al. (2008) in a recent
report on the deployment and impact of support
staff in schools. They derive six types of support;
however, this review will only consider the first
four types outlined, as follows:

1. Support for teachers and/or the curriculum
2. Direct learning support for pupils

3.Direct pastoral support for pupils

4. Indirect support for pupils

The remaining categories did not appear relevant
to an adult support staff role focused (directly or
indirectly) on improving pupil outcomes.

3) GENERAL OR TARGETED SUPPORT
‘General’ support was considered to include:

« activities undertaken in the ‘classroom’ (widely
defined to include library and sports facilities) to
support the learning of all class members

« activities undertaken to provide ‘roving’ support
for the learning of individual pupils within a
teaching period aimed at whole group teaching

Targeted support was considered to include:

« activities undertaken within or outside the
classroom to support the learning of individual or
small groups of pupils aimed at increasing their
participation and achievement

« activities undertaken to support the learning
and participation of all pupils vulnerable to
exclusionary pressures, not only those with
impairments or any pupils who are categorised as
‘having special educational needs’

1.4.2 Impact
1.4.2.1 Pupil focus
1) IMPACT ON PARTICIPATION

At its most fundamental, participation constitutes
actual attendance both in school and in classes
within school. Naturally this physical presence
underlies any other conceptualisation of what
‘participation’ may constitute. Beyond this there
are, however, a number of other ways in which
participation may be described: that is, more
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specifically in terms of ‘engagement’ in learning
activities. These include the following:

‘Paying attention’ to the instruction given within
a class, without which knowledge cannot be
absorbed. ‘Paying attention’ in turn involves task
engagement, on-task behaviour and rejection of
off-task behaviour.

Opportunities and encouragement to ‘join in’,
not only with projects or activities within the
classroom (curriculum access) but with extra-
curricula activities; that is, opportunities are not
limited due to assumptions about abilities.

Opportunity to exercise ‘choice’ in learning
activities, an important lever to motivate learning
for the individual pupil

Opportunities to participate in social activities or
groupings (social access).

Participation involves three key aspects of schools:
their ‘cultures’, that is their shared sets of

values and expectations; their ‘curricula’, that

is the learning experiences on offer; and their
‘communities’, that is the sets of relationships
they sustain. Aspects of participation might

be indicated: for instance, by access to a full
curriculum, a sense of being welcomed and

valued or a contribution to decision-making. This
review sought evidence of the impact of adult
support on participation in these three aspects.

It was anticipated that some relevant studies
would focus on one or other of these aspects
(rather than holistically relating to all three) of
participation. For example, they might show the
impact of teaching assistants on curricular access,
or engagement in learning within the classroom;
or of learning mentors on the expectations of
disaffected pupils in a school; or education welfare
officers on school attendance.

2) IMPACT ON ACADEMIC LEARNING

The review sought studies which were concerned
to demonstrate impact on learning, defined here
in terms of the progress that pupils make. It was
considered important to conceptualise ‘progress’
broadly in relation to individual potential, rather
than solely in relation to centrally set targets.
Impact on learning might come about through
various strategies which were made possible by
adult support, such as greater differentiation with
a class.

3) IMPACT ON SOCIAL AND EMOTIONAL ADJUSTMENT

The review considered the impact of adult

support on non-academic aspects of pupil welfare,
conceptualised as social and emotional adjustment.
These are important factors both in terms of
facilitating academic learning and preparing the
pupil for adult life. The definition of social and
emotional adjustment included:
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« self-esteem (confidence, aspirations)

« relationships (successful group membership,
rejection of bully/victim identities)

» psycho-social factors (withdrawal, hyperactivity,
aggression)

1.4.2.2 School focus
IMPACT ON MAINSTREAM SCHOOLS

As noted above, the introduction of an array of
pupil learning support workers could impact widely
on the school setting. This could include impact on
the roles of teachers, but potentially also the way
schools are configured and managed. Changes in
pupil progress could ultimately impact on school
status. The current review sought studies on the
impact - positive or negative - of support staff on:

« teaching (curriculum, teaching methods and
assessment)

« teachers (role, workload, stress and job
satisfaction)

« leadership (senior teachers including
headteachers - roles, workload, stress and job
satisfaction)

» school climate (ethos, wellbeing, cohesion,
school status, parent/community engagement)

1.4.3 Processes leading to pupil and
school outcomes

In addition to the impact on pupil and school
outcomes, the review aimed to document
explanations of such effects. The review therefore
aimed to identify (where the information was
available) the processes through which positive
and negative outcomes were observed or measured
as a result of adult support within school. Taking
specific outcomes, the aim was to identify the
following:

» what support was given

» how the support was organised or delivered
» who provided the support

» facilitating factors in delivery of support

« obstacles to the delivery of support

Figure 1.1 summarises the conceptual issues and
their relationships as outlined above.

1.4.4 Conclusion
The original review looked at the ways in which

paid adult support contributed to or hindered the
participation and learning of pupils in mainstream

schools. Evidence included measurements of
pupil outcomes and perceived improvements by
those involved in their education (e.g. teachers,
support staff, parents or the pupils themselves).
This review aimed to bring these findings up to
date by finding new evidence produced between
2002 and 2008. In addition, the review searched
for data on the impact of unpaid support staff on
pupil participation and learning, and on the school
itself: that is, on climate, teaching methods, staff
morale, effectiveness and leadership. Finally, the
review also sought to provide information on the
processes that lead to these various outcomes.

1.5 Purpose and rationale for
review

As noted above, the signing of the national
agreement (Raising Standards and Tackling
Workload, DfES, 2003) and the transformation of
the school workforce that occurred in response,
has led to considerable research activity in relation
to adult support staff in school since the conclusion
of the original review. The purpose of this review
was to reflect this additional activity in relation to
the impact of adult support and how such impacts
were facilitated.

There is some speculation that support staff have
had a wider impact than that investigated in the
original review. It is suggested that there may be
direct and indirect impacts on teachers, leadership
and management within schools. The update of
the original review provided an opportunity to tap
research activity in this regard.

1.6 Authors, funders and other
users of the review

The review was conducted by the Educational
Support and Inclusion Group who undertook

the original review of the impact of paid adult
supporters on the learning and participation of
children in mainstream schools. This group is
based in the School of Education, University of
Manchester and is committed to working towards
equality of opportunity for all children within
educational establishments. It has a long history
of research into the factors that optimise learning
and participation experiences for disadvantaged
children, including those with special educational
needs and those affected by poverty.

The Department for Children, Schools and Families
(DCSF) funded the review, through the Evidence
for Policy and Practice Information Co-ordination
Centre (EPPI-Centre). The EPPI-Centre provided a
method and framework through which the review
was conducted (see EPPI-Centre, 2001b) and, as

a result, it contributed to, and was comparable
with, other reviews conducted through this centre.
The EPPI-Centre is building a valuable database of
studies that may be drawn on by a wide range of
users.
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Figure 1.1: The potential impact of adult support on pupil and school outcomes

Mainstream
school

School
Teaching \
Curriculum Climate
Teaching methods Ethos

Workload
Stress

Leadership
Satisfaction

Role
Workload
Stress
Satisfaction

The funders of the review wished to gain an
overview of research on the effect or impacts of
the recent changes in the school learning focused
workforce. The findings of the review may also be of
interest to school leadership and teachers, as well
as support services and local authority managers.
Parents and pupils may also be interested in these
developments, presented in a suitably accessible
format. It may empower parents to discuss the
support needs of their child(ren) in school with
teachers and encourage them to talk about support
with their child him/herself.

1.7 Review questions and approach

1.7.1 Review questions derived from the
rationale

1. What is the impact of adult support staff on the
participation and learning of pupils in mainstream
schools?

1.1. What are the support processes that lead to
impacts on pupils?

Support
Staff Role

? paid/ unpaid,
? direct/ indirect,
? targeted/ general

Assessment well being\ progress Choice
Cohesion Peer/teacher
Status Social and Interaction
Teachers Parent/community emptional
Role engagement adjustment

Pupils

\Partici pation

Attendance
Attention
Curriculum access

Academic
learning

Achievement/

Self esteem

Relationships

Processes
What?
When?
Who?
How?

Psycho-social

2. What is the impact of support staff on
mainstream schools?

2.1. What are the processes that lead to these
school outcomes?

1.7.2 Approach

Two aspects of each publication were considered:
firstly, whether the publication was concerned with
‘impact of adult support staff’, as defined above;
and secondly, given fulfilment of this first criterion,
whether it specifies what type of support produced
the impact, and in what circumstances.



CHAPTER TWO

Methods used in the review

This chapter provides an overview of the procedures underpinning the review. It provides the
reader with details on the rigour of the methodology and the impact of these on the search for
appropriate literature. Details of the number and type of publications identified are also provided.

2.1 Type of review

This review was conducted between May and
October 2008. It was systematic, following the
EPPI-Centre guidelines (2001a) and comprised five
stages: literature searching and identification;
selection of literature in accordance with inclusion
criteria; mapping and quality evaluation of identified
publications; data extraction; and final synthesis.

The review addressed the broadly defined question
on the impact of adult support in mainstream
schools as outlined above. It used a range of
searching techniques to identify relevant literature
to update the original review completed in 2003
and to search for additional publications to extend
the review. A map of keywords allocated to relevant
publications provided a descriptive structure through
which the review questions were delineated.
Finally, the evidence was combined in a complex
synthesis to answer the review question from a
range of perspectives and in depth. The review also
highlighted gaps in the literature.

2.2 User involvement

For the original review, extensive consultations were
undertaken with teachers, adult support staff and
others working in schools, as well as a number of
influential academics, to illuminate the issues of
importance for the review. Time constraints for the
current review prohibited this type of consultation,
although the team had the benefit of the earlier
discussions. However, detailed discussions were
undertaken with representatives of the Department
for Children, Schools and Families (DCSF), which
informed the conduct of the review. In addition, as
the team were based in the School of Education,
University of Manchester, a number of on-site
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experts were available to consult. As part of the
literature identification process, the team also
contacted a number of external experts in the field
(national and international - see Appendix 1.2),
with a view to identifying key publications, grey
(or unpublished) literature, and further important
contacts.

2.3 Ildentifying and describing
studies

Studies identified through a range of search methods
were subject to scrutiny, guided by comprehensive
criteria relating directly to the research questions
given above. In addition, the criteria reflected the
availability and accessibility of publications. These
are described in detail below.

2.3.1 Defining relevant studies: inclusion
and exclusion criteria

The inclusion/exclusion criteria were drawn widely
in a number of respects.

Time, place and language

Publications were sought in the English language.
Time limitations for conducting the work prohibited
inclusion of non-English language texts due to the
time it would take to gain a translation. However, no
other geographical limitation was placed on included
studies. In addition, no time limitation was set for
inclusion. Therefore, publications of any age were
included, provided they met key criteria.



Study type

Only studies that provided empirical data were
included. Any methodology was accepted,

provided it was conducted with sufficient rigour,
which was determined as part of the data-
extraction determination of ‘weight of evidence’.
Consequently, the publications needed to give
sufficient detail for the reviewers to be clear on the
strategies used in implementing studies.

Scope

All publications were required to address the
impact of adult support for pupil learning within
mainstream schools. As detailed in section 1.4.2,
‘impact’ was defined in terms of both pupil and
school outcomes.

Population

A focus on adult support for pupil learning within
mainstream schools, between the ages of 3 and 16,
was a primary criterion for inclusion in the review

Full details of these concepts are given above, and
the guiding inclusion/exclusion criteria are listed in
Appendix 2.1.

2.3.2 Identification of potential studies:
search strategy

Terms generated for the 2003 review, and more
recent reviews in this field (Cajkler et al.,

2006, 2007a, 2007b) were consulted to ensure a
comprehensive range of search terms encompassing
the teaching assistant (TA) role. Additional search
terms for unpaid adult support and school impacts
were generated through citations in key articles
(identified through research experience in the area).

A database of potentially relevant publications on
‘paid adult support staff’ existed from the original
review. This was supplemented by a search of
appropriate electronic databases covering books,
journal articles, conference papers and proceedings,
and reports. A search strategy was developed for this
part of the process. It involved the identification
and combination of sets of search terms by which
literature identified according to the protocol

as relevant to the review, was classified within
individual databases. Where databases had no such
classificatory system, such as ‘subject headings’ or
‘descriptors’, a set of ‘free text’ terms was devised,
agreed and tested out in individual databases. The
electronic databases and resources were searched
for relevant content (Table 2.1).

Chapter 2 Methods used in the review

Table 2.1: Electronic databases searched
British Education Index
ERIC
Expanded Academic ASAP
International Bibliography of the Social Sciences (IBSS)

Psycinfo

Social Sciences Citation Index (ISI Web of Science)

Sociological Abstracts
TESOL Quarterly
Zetoc: Electronic Table of Contents

Other sources which aided the identification of
potentially relevant studies included personal
contacts within the School of Education, University
of Manchester, and as indicated above. These
contacts identified a number of relevant and ongoing
research studies within this field of interest or
suggested sources of unpublished/grey literature.

In addition, a forum for teaching assistants was
accessed and searched for relevant publications.

The Zetoc alerting service was used for both a
keyword search of numerous relevant publications
and to provide current contents listings of key
journals identified for the review. This process
provided the equivalent of a ‘handsearch’ of key
journals.

A search was carried out of websites suggested

by members of the original review and advisory
groups, of national and international organisations
which commission and publish research in the field.
Given the time constraints for the review, copies

of Masters’ dissertations and PhD theses were not
sought. Experience has shown that these take many
weeks to obtain.

This strategy represented a wide-ranging search
designed to find a high proportion of the relevant
studies in the first instance.

2.3.3 Screening studies: applying
inclusion and exclusion criteria

The broad search strategy outlined above generated
a large number of related studies. However, many of
these were focused on support staff roles, training
initiatives or practice guidance, which were to be
excluded from the review. Screening was therefore
strict and comprehensive in establishing relevance
before further evaluation and mapping. This
comprised three screening phases for relevance: raw
(as generated by electronic databases); title and
abstract only; and full text. References screened at
the raw stage and considered potentially relevant

to the review were downloaded and saved into an
EndNote database. Conversely, references that

were indisputably irrelevant to the review were not
saved. This database was then used to generate lists
of titles and abstracts from the selected studies.
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Four independent reviewers, fully briefed on
inclusion and exclusion criteria, assessed titles and
abstracts for relevance to the review and made

a recommendation to their apparent relevance

for the review. Any studies that a reviewer was
unsure whether to mark as relevant were flagged
and discussed between the reviewers in light of

the inclusion and exclusion criteria. The reviewer
recommendations were compared and discrepancies
discussed. Where, following discussion, the
relevance of a publication was still unclear, the full
text was obtained. Relevant and potentially relevant
(or unclear) publications were obtained and the
status of all obtained publications was reviewed on
the basis of the full text to confirm their relevance
to the review before proceeding to the mapping
phase of the process. Hence all studies were
screened twice before inclusion in the review.

2.3.4 Characterising included studies

Studies identified as relevant to the review

were examined and described using EPPI-Centre
Educational Keywording sheet (EPPI-Centre 2002),
plus additional review-specific keywords (see
Appendix 2.3). The latter comprised keywords
used in the original review updated in light of
work by recent researchers, as described above,
and the additional areas covered in this review.
See Appendix 3.1, which describes key features of
mapped publications.

2.3.5 Identifying and describing studies:
quality-assurance process

1. The reviewers worked closely to ensure that the
inclusion criteria and keywording system were
used consistently.

2. The reviewers kept in contact with EPPI-Centre
link person with a view to ensuring that the
methods were applied correctly and consistently
with other review teams.

Title and abstract screening: quality assurance

In order to establish whether inclusion criteria were
being applied consistently, two of the reviewers
completed a comparison of 207 citations. Complete
agreement on inclusion was achieved in 85% of
cases. However, a large number of disagreements
involved citations where the relevance was unclear.
The disagreements in this case were largely from
exclude to ‘query relevance’, or from a ‘query’

to exclude. When these citations were excluded
and straightforward agreement/disagreements
were analysed, an inter-rater reliability of 94% was
obtained. These levels of agreement were deemed
satisfactory.

Keywording: quality assurance
To ensure that keywording was being applied

consistently across publications, 10% of papers (N=5)
were scrutinised for keywording discrepancies in key
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fields of the ‘review specific’ keywording questions.
This scrutiny revealed that there was an acceptable
level of agreement (see Appendix 2.4). Given the
above, the Review Group were confident in moving
on to the next phase of the review process.

2.4 In-depth review

2.4.1 Moving from broad characterisation
(mapping) to in-depth review

The mapping exercise demonstrated that few
relevant studies described the impact of support
staff other than TAs, and, where they did this, was
in addition to, rather than instead of, TAs. A decision
was made, therefore, to focus the review on the TA
category alone (see mapping categories in Appendix
3.1). No identified study evaluated the impact of
support staff on school leadership and therefore this
issue could not be reviewed.

2.4.2 Detailed description of studies in
the in-depth review

Full reports of studies were interrogated at this
stage using a set of standard data-extraction
questions devised by the EPPI-Centre (2001a)
alongside review-specific data-extraction questions.
Studies were analysed thematically, by impact
keyword, with each of the four reviewers taking
responsibility for one or two themes. Data extraction
was completed administratively by the first thematic
reviewer and confirmed subsequently by one or
more reviewers, who accessed the publication

to extract data appropriate for their theme and
check the primary methodological data extraction.
Where a publication addressed a single theme
(overwhelmingly ‘academic’ impact), a second
reviewer confirmed the details of the extraction.

As noted above, the four reviewers were allocated
‘themes’. This was based on the coherence of the
area and number of publications relevant to the
theme. Key information from selected studies was
extracted. In particular, key findings from each
publication were recorded literally (in the form
given by the author(s)). Details of findings from
included publications can be found in Appendix
4.1. This enabled each reviewer to build a body of
knowledge relating to one or more ‘theme’. Literal
findings were then incorporated in the synthesis
according to their place in the conceptualisation
driving the review (see Figure 1.1).

2.4.3 Assessing quality of studies and
weight of evidence for the review
question

As in the 2003 review, the Review Group used the
‘weight of evidence’ tool (EPPI-Centre, 2001a), a
procedure for judging the weight of evidence of
each study to provide an indication of which ones
should be seen as contributing most significantly
and robustly to understanding the impact of paid



adult support. There are three key elements to this
judgement: trustworthiness, appropriateness of
design and analysis, and relevance of focus.

Weight of evidence A: Taking account of all quality
assessment issues, can the study findings be trusted
in answering the study question(s)?

Weight of evidence B: Appropriateness of research
design and analysis for addressing the question, or
sub-questions, of this specific systematic review.

Weight of evidence C: Relevance of the primary
focus of the study (including conceptual focus,
context, sample and measures) for addressing the
question or sub-questions of this specific systematic
review.

Weight of evidence D: Taking into account quality
of evidence (A), appropriateness of design (B) and
relevance of focus (C), what is the overall weight of
evidence this study provides to answer the question
of this specific systematic review? A, B and C were
considered equally in coming to this judgement.

Literature searching produced relevant data

using quantitative, qualitative and mixed method
designs. There are clear stipulations for the
conceptualisation of ‘quality’ for both these
methodologies and so the criteria relevant for each
design were adopted for its evaluation. This review
was concerned with evidence on the relationship
between specific aspects of educational provision. In
accordance with the EPPI-Centre weight of evidence
tool, the quality criteria used was concerned with
answering the following questions:

Is the chosen research method appropriate to the
research question(s)?

Is the sampling adequate?
Is the methodology adequate / clearly described?

Is the way the author(s) analysed their results
appropriate? Could there be an alternative
explanation for the result?

Is there honesty and integrity in the interpretation
of the findings?

What interests are served by the work: who funded
the research and how did they influence its findings?

How was the work reviewed, if at all?

Such questions formed the basis of a judgement
about the weight of evidence provided. The weight
of evidence reported in the tables in Chapter 4,
refer to the ‘Overall’ quality of the publication (WoE
D).

The studies were rated as high, medium or low on
each of the weight of evidence (WoE) categories
described above, as follows:
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High

WOoE A: Clear evidence that the study answered one
or more of the study questions or sub-questions.

WOoE B: The design and analysis used in the study was
entirely appropriate and robust for answering the
study’s research question(s)

WOoE C: The study addressed one or more of the
review research questions directly.

WoE D: The study is entirely relevant to one or
more of the review questions and is appropriate and
robust in terms of its design and analysis.

Medium

WOE A: Evidence that the study is relevant to one or
more of the study questions or sub-questions.

WOoE B: The design and analysis used in the study
was appropriate and robust in answering its research
question(s).

WOE C: The study addressed one or more of the
review research questions to some extent.

WOoE D: The study is of general relevance to one or
more of the review questions, and satisfactory in
design and analysis.

Low

WOoE A: Some evidence that the study related to one
or more of the review questions or sub-questions.

WOE B: The design and analysis used in the study was
unclear or not entirely appropriate and robust for
answering its research question(s).

WOoE C: The study indirectly addressed one or more
of the review research questions.

WOoE D: The study is of some relevance to one or
more of the review questions, but questionable in
terms of design and analysis.

The review addresses a number of themes, any or
all of which might be addressed in a study. However,
the weight of evidence supporting each finding may
not be equivalent. For example, a publication may
have a high weight of evidence in relation to impact
on ‘teaching’ but low weight of evidence in relation
to impact on ‘school climate’. Each of the sections
below, therefore, discusses the weight of evidence
in relation to the theme as opposed to the review
overall. Where a range of literature is available on
a theme that is not a primary focus of research,
similar findings across the range can provide some
legitimisation for reported effects. This type of
evidence was sought in relation to under-researched
themes.
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2.4.4 Synthesis of evidence

The synthesis of findings used the conceptual
framework outlined in Chapter 1. These key
concepts are interrelated in practice, and impacts
on one individual or process is likely to impact
further on related individuals or processes. For
example, TA support that impacts on teaching
practice (an outcome in its own right) can ultimately
impact on a range of pupil outcomes. This in turn
may impact on teachers themselves in enhanced

job satisfaction, or stress reduction. The framework
outlined here therefore provides a useful tool for
exploring this complex field.

The synthesis is therefore structured by the research
questions and within this by the coherent areas of

impact defined in the rational for the review and
identified in the literature.

RQ1: What is the impact of adult support
staff on the participation and learning of
pupils in mainstream schools?

THEMATIC AREAS

Participation in classroom activities
 attention

 curriculum access

» peer/ teacher interaction
Academic progress

» general

 reading

» mathematics

» reading/mathematics

» language

Social and emotional development
« self-esteem

« relationships

» psycho-social development

Sub-question: What are the support processes that
lead to identified impacts on pupils?

RQ2: What is the impact of support staff
on mainstream schools?

THEMATIC AREAS

Teaching
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« curriculum
 teaching methods
Teachers

» role

» workload

o stress

« satisfaction
Climate

» ethos

e parent engagement

Sub-question: What are the processes that lead to
these school outcomes?

2.4.4.1 Overall approach to and process of synthesis

Using the structure afforded by the expected
impacts of the adult support, as conceptualised in
this review, the literal and heuristic findings from
included studies were combined in a synthesis of
knowledge on the research questions.

Synthesis took place at the findings level. Approach
to synthesis was determined by the nature of the
literature identified and is discussed briefly at the
beginning of each section.

2.4.4.2 Selection of studies for synthesis

The question of quality of publication is significant
and in general only studies of proven rigour were
included in the synthesis. Relevant studies whose
quality was less trustworthy were not used to
support critical aspects of the framework if more
robust evidence was available. However, where a
study was of low quality on WoE B (design/analysis),
but tackled a particular issue for which there was
little relevant literature, it was included and its
limitations made clear.

2.4.4.3 Criteria for identifying important review
results

The review results were discussed in an ongoing
fashion among the Review Group at the University
of Manchester. This enabled all concerned to stay
abreast of emerging findings and evaluate the
overall direction of the review.

2.4.5 Deriving conclusions and
implications

The Review Group identified important results in
consultation with local experts in the field, and the
final conclusions and implications from the research
were derived from these discussions.



CHAPTER THREE

|ldentifying and describing studies: results

This chapter describes how publications were identified and the process adopted to select those
to be included. It gives a basic description of the included literature as a body of knowledge in
this field, including evaluations of quality and distribution across the conceptual model driving the

review.

3.1 Studies included from searching
and screening

As searching was likely to generate a large number
of publications, the inclusion/exclusion criteria were
applied rigorously from the outset. As noted above,
there were several stages in generating the sample
of studies to be mapped for inclusion in the review.
The inclusion criteria had been discussed at length
among the Review Group and clear guidelines were
set.

The initial phase of searching and screening involved
evaluation of ‘raw’ lists of papers generated through
keyword searching on electronic databases, websites
and other sources. Display lists of publication listings
were scanned to select only those which related
directly, or could relate indirectly, to support staff in
schools. In this way, 2,638 out of 3,574 publications
were excluded in the first phase because they were
clearly irrelevant to the current review. Details

of potentially relevant publications (N=519) were
stored in an Endnote database and then uploaded to
the EPPI-Reviewer database.

417 papers on adult support, identified for the 2003
review, were saved in an Endnote database. These
were uploaded to the EPPI-Reviewer database. The
latter were screened as part of the 2003 review, but
required re-screening for the current review due to
the additional inclusion criteria on school impacts
and wider definition of adult support staff used. The
two datasets were combined and 936 citations went
through the second phase of screening, evaluation
of title and abstracts. Of these, 319 were considered
to be relevant, or potentially relevant to the review.
Where reviewers were unsure of relevance, the full
text was sought to confirm status.
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The above publications were combined with 24
publications included in the 2003 review and three
articles added through additional handsearching;
48 duplicates were removed. The full text of the
remaining 298 citations was sought. However, we
were unable to obtain 66 of these in the timeframe
available for the review. Full document screening
proceeded, therefore, on 232 publications. A
considerable number of these were not relevant

to the review on inspection of the full text. The
remaining 48 studies reported in 52 publications
were included in the mapping exercise. Of these,
35 studies (in 39 reports) were subjected to the
in-depth review. This filtering process is outlined in
Figure 3.1.

3.2 Characteristics of the included
studies (systematic map)

The included studies comprised 39 publications
from five countries, although the majority
reported English/Welsh or US-based studies. The
overwhelming majority of studies examined TA
support in primary schools (that is age range 5-10
years), although a few conducted studies across
nursery and primary, or primary and secondary
schools. Most studies also addressed TA support
to pupils with additional needs, comparatively
few focused on general support to pupils in the
classroom. The methodologies employed were
also wide ranging. Those addressing impacts on
academic attainment tended to be quantitative
methodologies, whereas those addressing other
impacts largely employed qualitative or mixed
methods: that is, reported the perceptions of
teachers, TAs or, rarely, pupils themselves.
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Figure 3.1 Filtering of papers from searching to map to synthesis

One-stage Two-stage
screening screening
papers identified Papers identified where
STAGE 1 in ways that allow there is not immediate

immediate screening,
e.g. handsearching

screening, e.g.

laentification of electronic searching

potential studies

936 citations identified

Title and abstract
screening
24 studies from previous

review
3 additional citations hand
searched

= 27 citations 319 citations

346 citations

298 citations identified

STAGEZ in total
Application
of exclusion
criteria
Acquisition of
reports
232 reports
obtained
Full-document
screening
48 studies in 52 reports included
Systematic map
STAGE3 of 48 studies (in 52 reports)
Characterisation
STAGE 4 In-depth review
Synthesis of 35 studies (in 39 reports)

3,574 papers generated
2,638 excluded — not
adult support

Citations excluded
Not 3-16 years: 0

No empirical data: 28
Not mainstream school: 4
Not adult support: 333
No impacts: 242

Poor methodology: 0

TOTAL : 617

48 duplicates excluded

66 reports not obtained

Reports excluded
Not 3-16 years: 3

No empirical data: 34
Not mainstream school: 7
Not adult support: 81

No impacts: 53

Poor methodology: 2

TOTAL : 180

Studies excluded
from in-depth review
Not mainstream school: 1
Not adult support: 5

No impacts: 4

Poor methodology: 3

TOTAL : 13



Table 3.1 Characteristics of included studies
(N = 39, *categories not mutually exclusive)

Characteristic Number of
publications
Country of origin
England/Wales 15
Scotland 2
USA 20
Canada 1
Sweden 1
Methodology
Quantitative 14
Qualitative 5
Mixed 20
Educational setting*
Nursery 4
Primary 36
Secondary 12
Pupil focus*®
Underachievement 12
Behaviour 5
Disability 13
General 9

3.3 Identifying and describing
studies: quality-assurance results

Review specific publications were distributed
equally among the four reviewers, ensuring

that the publications allocated addressed the
reviewers’ theme(s) specifically. These reviewers
were responsible for primary data extraction

and completing EPPI-Reviewer Data Extraction
processes. Subsequently, each paper was passed to
another of the reviewers for extraction of findings
relating to their specific theme. This process
allowed theme leaders to read and comment on
each others’ data extraction, improving the quality
and coherence of the review.

3.4 Summary of results of map

Figure 3.2 summarises the distribution of studies
across the conceptual model used to underpin the
review.

Chapter 3 Identifying and describing studies: results
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Figure 3.2: Included reports on impact of adult support staff on pupils and schools (N = 39,

*categories not mutually exclusive)

Mainstream

school Support

Staff Role
paid 39 / unpaid 0
direct 37 / indirect 15
targeted- group 17/
individuals 25 / general 19

School Pupils
Teaching /
Academic
Curriculum 1 Climate learning
Teaching methods 9 Ethos 4 Achievement/
Assessment 0 Well being 0 progress
General 6
Cohesion 0 Reading 7
- Status 0 z\atgj 1 o Social and
Teachers Parent/community Lgﬁgugaetf e(rjn_ohonal
Role 5 engagement 3 adjustment

Workload 3
Stress 5
Satisfaction 2

Self esteem 4

Leadership Processes

What?
When?
Who?
How?

Psycho-social

Role 0
Workload 0
Stress 0
Satisfaction 0

\Partici pation

Relationships 2

Attendance 0
Attention 3
Curriculum access 3
Choice 0

Peer/teacher
interaction 16

5




CHAPTER FOUR

In depth review: results

This chapter presents the findings of the review, with the synthesis themed by impact: pupil
impacts (academic, participation, and social and emotional) are presented first; these are
followed by school impacts (teaching, teachers and climate). Following each of these sections’
findings, processes and gaps in the literature are summarised. Detailed descriptions of included

studies can be found in Appendix 4.2.
4.1 Synthesis of evidence

The quality of the evidence on which this review is
based varied with the theme (see Table 4 below).
Studies evaluated for the 2003 review retained their
original weightings.

A number of high quality studies were available to
consider the impact of support staff on academic
achievement or progress, and a smaller number

on participation characterised by academic
engagement. However, for other themes, and sub-
themes, the evidence relied for the most part on
the views and experiences of teachers and support
staff themselves. These qualitative studies were also
largely conducted in a rigorous manner. That is, they
provided detailed description of methods employed,
demonstrating their validity, and used techniques,
such as triangulation, to strengthen reliability of
findings. Data was clearly presented, using examples
illustrating the veracity of the conclusions drawn,
and any limitations of the research were discussed.
However, a few qualitative studies reviewed, or at
least their reporting, was of low quality. Most of
these studies were excluded from the review. In
these cases, this was due to poor methodological
rigour, lack of clarity in reporting, or because

they were based on the perceptions of a single
person. The members of the Review Group were,
therefore, content with the quality of the studies
that are synthesised in this chapter, and each theme
presents a brief analysis of the quality of the data
synthesised.

The publications reviewed used a range of terms to
signify the role of support staff. To avoid confusion,
the label ‘teaching assistant’ (TA) has been used
throughout the review, rather than the particular
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terms used in the original publications. In each

of the sections below, tables present details of
publications upon which that theme of the review
is based. Within these tables, columns describing
‘focus of support’ and ‘area of impact’ are theme-
specific. The information they contain therefore
varies depending on the review theme.

4.2 Impact of support staff on
pupils

The sections below review the evidence on the
impact of support staff on pupils’ participation in
class and wider school environment, their academic
progress, and personal development in terms of
self, relationships with peers and psycho-social
characteristics.

4.2.1 Impact of support staff on pupil
participation

There are 19 studies that consider the impact of

TA support on pupil participation. As referred to
earlier in this report, ‘pupil participation’ refers to
attendance, engagement in learning, interaction
with peers and adults and curriculum access. The
wide variety of intervention approaches, foci and
methodological designs of these studies precludes

a meta-analytical approach to review. Findings are
therefore synthesised by target group: that is, pupils
with special educational needs (SEN) and support to
all students in the classroom. A summary of these
studies is presented in Table 4.2.
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Figure 4.1: Weight of evidence analysis of included studies (N = 39)

Weight of evidence Trustworthy Rigorous Relevant Overall
WOoE A WoE B WoE C WoE D
Blatchford et al. (2001) High Medium High High
Blatchford et al. (2006) High High High High
Blatchford et al. (2007)
Blatchford et al. (2008) High High High High
Bowers (1997) Medium Medium Medium Medium
Boyle et al. (2007) High High High High
Broer et al. (2005) High Medium High High
Butt and Lance (2005) Medium Medium High Medium
Causton-Theoharis (2005) High High High High
Cremin et al. (2005) High High High High
Frelow et al. (1974) Medium Medium Medium Medium
French and Chopra (1999) High Medium Medium Medium
Gerber et al. (2001) Medium Medium Medium Medium
Giangreco et al. (1997) High High High High
Giangreco et al. (2001) High High High High
Grek et al. (2003) High High High High
Hemmingsson et al. (2003) High High High High
Lacey (2001) Medium Low Low Low
Loos et al. (1977) Medium Medium High Medium
Malmgren and Causton-Theoharis High High Medium Medium
(2006)
Miller (2003) High Medium High High
Moyles and Suschitzky (1997a) Medium Medium High Medium
Moyles and Suschitzky (1997b) Medium Medium High Medium
Muijs and Reynolds (2003) High High High High
0O’Shaughnessy and Swanson (2000) High High High High
Robertson et al. (2003) High Medium High Medium
Rose (2000) Medium Low High Medium
Savage and Carless (2005) High Medium High High
Savage and Carless (2008)
Savage et al. (2003)
Tews and Lupart (2008) Medium Medium High Medium
Vadasy et al. (2006) High High High High
Vadasy et al. (2007)
Vander Kolk (1973) Medium Medium Medium Medium
Wang and Algozzine (2008) High Medium High High
Welch et al. 1995) High High High High
Werts et al. (2001) Medium High Medium Medium
Werts et al. (2004) Low Low Medium Low
Woolfson and Truswell (2005) Medium Medium Low Medium
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Of the 19 studies, 14 focused on the relationship
between the presence of adult support staff and the
participation of pupils who have varying degrees of
disability, such as moderately disturbed, severely
disabled, intellectually disabled (Bowers, 1997;
Broer et al., 2005; Causton-Theoharis, 2005; French
and Chopra, 1999; Giangreco et al., 1997, 2001;
Hemmingson et al., 2003; Lacey, 2001; Malmgren
and Theoharis, 2006; Robertson et al., 2003; Rose,
2000; Tews and Lupart, 2008; Werts, 2001, 2004).
The remaining five focused on the impact of TAs

on the participation of pupils with a wide range of
abilities (Cremin et al., 2005, Blatchford et al.,
2008: Loos et al., 1977; Moyles and Suschitzky,
1997a,b; Woolfson and Truswell, 2005).

The majority of these studies involved mixed
methods designs, which typically combined surveys,
interviews and focus group data with structured or
unstructured observation. Two exclusively focused
current or former pupils’ views (Broer et al., 2005;
Tews and Lupart, 2008), while others (e.g. Lacey,
2001) incorporated pupils’ interviews into the data
collected from other stakeholders. Four studies
adopted experimental methods either involving
measuring aspects of pupil participation before and
after TAs received some training, or by comparing
the participation of similar groups of pupils who
were educated in settings with different levels of TA
support (Causton-Theoharis and Malmgren, 2006 ;
Cremin et al., 2005; Loos et al., 1977; Werts, 2001).

4.2.1.1 The impact of TAs on the participation of
pupils with SEN

The majority of ‘pupil participation’ studies focus
on the impact of TAs whose main responsibility is
to support pupils with SEN with a particular focus
on interaction with peers and adults. This has been
the aspect of the work of TAs that has been of
concern to teachers and researchers for many years
(for example, Balshaw, 1991 ; Balshaw and Farrell,
2002; DfES, 2000a; Lee, 2002; Neill, 2002). Much

of this concern relates to the extent to which the
presence of a TA to support pupils with SEN can
promote, or act as a barrier to, interaction with
pupils and teachers. Hence a key aim of this part of
this systematic review is to consider the research
evidence that can shed light on this issue.

A number of detailed qualitative studies of
classroom practice have focused on the ways in
which TAs work with pupils and adults so as to assess
their impact on pupil interaction with each other
and with their teachers. Giangreco et al. (1997),
for example, studied the support arrangements

for seven female and four male students with
disabilities, all identified as deaf-blind, although
each had some residual hearing and or vision. The
students ranged in age from 4 up to 20 years. All
these students were reported to have significant
cognitive delays and additional disabilities. Analysis
of this data suggested that the close proximity
between the student with disabilities and the

TAs was associated with, among other things, (a)
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interference with ownership and responsibility by
teachers, and (b) separation of these pupils from
classmates.

In a further study, Giangreco et al. (2001) focused
primarily on the issue of TA support on a one-to-one
basis with children with low incidence disabilities
and those operating in a programme-based
arrangement working with children with high-
incidence disabilities. The study draws attention to
the marked difference in the level of engagement
the general education teacher displays towards
pupils with disabilities which, it appears, is a

direct result of the method of TA service delivery.

It suggests that the more established or embedded
a ‘programme-based approach’ is within a school
setting, the more likely paraprofessionals operating
within it will receive on-the-job training, mentoring
and be given greater autonomy in the classroom. The
more collaborative the approach, the more likely

it is that the teacher shows a greater willingness

to interact directly with pupils with disabilities,

in much the same way they might interact with
non-disabled pupils. For those teachers who see
paraprofessionals as working more independently
on a one-to-one basis with a pupil, their preference
appears to be to let them get on with it and the
teacher’s interaction with the pupil is largely
peripheral. However, as becomes clear further in
the study, the impact on pupils with disabilities -
too much reliance on independent paraprofessional
support and/or too much interference on the task
in hand - can leave them feeling marginalised, even
stigmatised.

This impact on teacher and pupil interaction of

the proximity of the TA to children with disabilities
was also referred to in the mixed methods study by
Lacey, in which researchers asked parents, TAs and
teachers questions about the aims of inclusion. A
key finding was that TA support was more effective
in encouraging interaction when directed towards
groups of pupils rather than individuals. Individual
support of pupils may have been necessary for
academic learning, but did not necessarily promote
social interaction, as it may have further isolated
these pupils from the class and the classroom
teacher.

Three further studies also highlight the concern
that the presence of a TA might, in some instances,
and with some pupils, inadvertently but, adversely
affect a pupil’s ability to interact with pupils

and teachers (see Broer et al., 2005; Malmgren
and Causton-Theoharis, 2006; Tews and Lupart,
2008). In Malmgren and Causton-Theoharis (2006),
‘paraprofessional proximity’ contributed to fewer
peer interactions than expected for a pupil with an
emotional/behavioural disorder (EBD). In the Broer
et al. (2005) study, the experiences of ex-pupils’
TA support was overall mostly negative, with TA
proximity a contributory factor to this negative
perception. TAs were thought to offer too much
assistance, were over-protective, did not know
when to back off and inhibited social relations.



Although Tews and Lupart (2008) report that TAs
were viewed favourably by pupils they supported,
socialisation and peer networking was compromised
due to the amount of pupil time spent interacting
exclusively with the TA. These findings were also
evident in a study of the perceptions of teachers
(and from classroom observations) in a mainstream
school with a high percentage of pupils with

SEN who were supported by TAs (Rose, 2000).

The teachers appreciated the work of the TAs in
supporting these pupils and promoting inclusion,
and this work was rendered more effective through
teamwork and communication. However, they also
felt that the allocation of TA support can create a
culture of dependency on the TA and hence be a
barrier to participation.

This latter finding of TAs being viewed favourably
by one or more key stakeholders, but at the same
time perceived as acting as a barrier to peer and
teacher interaction, is reflected in a number of
other studies. For example, in two studies of
parents’ perspectives on the value of TA support
(French and Chopra, 1999; Werts et al., 2004), they
comment on the TA’s role as a facilitator in peer
interactions. However, in the French and Chopra
study, they also felt that this close relationship
can create barriers between supported pupils and
others where they become dependent on the TA.
In the study by Werts et al. (2004) study parents
stated that, on the whole, they were hugely
supportive of TAs. Where the teacher is usually
preoccupied with the rest of the class, the TA was
seen as the key facilitator to improving social
interaction for those pupils in need. However, with
that presence can bring dependence on an adult.

Other studies on pupil views on the impact of

TA support report similarly mixed findings. For
example, the major finding from the Hemmingsson
et al. (2003) study was that pupils felt that TAs
can both facilitate and hinder participation. The
telling finding appeared to be twofold: that pupils
would prefer to perform without help, so they are
like their peers, and secondly that they are willing
to accept help if again, it helps in their interaction
with their peers. Therefore, while pupils welcome
this TA facilitation, TAs may inadvertently
undermine opportunities for pupil self-
determination. Bowers (1997) also surveyed pupils’
views, in this case the views of pupils without SEN
about the role of TAs in their school. The majority
believed that pupils who received support from TAs
valued and appreciated that support. This finding
confirms a view of support staff as having a positive
impact on learning and participation. However,
some also expressed the view that TAs were ‘lower-
order professionals’ or as somehow stigmatising
pupils by supporting them.

In this review, only one study (Robertson et al.
2003) had no association between the presence or
absence of TAs in mainstream classrooms and pupil
interaction with peers and teachers. The focus
of this study was on the inclusion of 12 primary
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aged pupils with autism, of whom only six were
supported by a TA. In relation to this review, the
key findings were that there was no association
between the presence or absence of TAs, and the
quality of the relationship between the teachers
and the pupils with autism. Regardless of whether
a TA was present, the teachers reported similar
levels of closeness to the pupils with autism. The
authors expressed surprise at this finding in view
of contrary outcomes from other research in this
area. By way of explanation, they comment on the
excellent relationships between TAs and teachers
in the schools that took part in this study. Both
shared responsibility for teaching the child with
autism and in planning the IEPs. In addition, the
TAs did not stick close by the child all the time
and had received training in how to work with SEN
children, often alongside the teachers.

Clearly, in the Robertson et al. (2003) study, a
great deal of thought had been given to providing
high quality training and support to the TAs and
in making them feel fully included in the planning
and decision making in relation to the pupils with
autism. This may well have resulted in higher levels
of teacher-pupil interaction than was evident in
other studies. Indeed, both Bowers (1997) and
Hemmingsson et al. (2003) refer to the negative
consequences that can result from marginalising
the TA, that they report feeling isolated from the
teacher and teaching practices, and only develop
relationships with fellow TAs. French and Chopra
(1999) also refer to the poor training and unclear
roles of TAs which may be a reflection of the low
status afforded to them.

In order to counter the negative impacts on
participation that the presence of a TA can bring,
Causton-Theoharis and Malmgren (2006) designed

a study specifically to encourage and increase peer
interaction among pupils (with severe disabilities).
They devised a training programme to teach TAs to
facilitate peer interactions which led to a change
in their behaviour and a subsequent positive impact
on peer interaction.

An additional issue to consider is the relative
importance in a child’s education of social
interaction versus academic learning. Although,

on the one hand, the close proximity of TA might
impede social interaction, it may, on the other
hand, increase levels of academic engagement.
Werts et al. (2001) explored this area in their
study of three students with disabilities in a
primary school. They asked the question ‘Does
proximity of a paraprofessional have an impact

on the academic engagement of a student with
substantial difficulties?’. It was found that the
on-task behaviour was higher for all three students
when the TA was close to the student. Thus the
authors suggest that closer ‘proximity should be
followed when academic engagement is the desired
outcome’. This study suggests that teachers and
parents need to strike a balance between the need
to promote social interaction and the need to focus
on traditional academic tasks.
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4.2.1.2 The impact of TAs on the participation of all
pupils

So far, this chapter has considered studies on the
relationship between TAs and pupil participation
solely in relation to their impact on pupils with SEN,
the main focus being on impact on interaction with
peers and adults. Other studies have focused on

the impact of TAs on the participation of all pupils,
including those with SEN.

Two of these studies (Loos et al., 1977; Cremin et
al., 2005) refer to the impact of TAs in promoting
the academic engagement (on-task) behaviour of all
pupils. Loos et al. (1977) described how the output
of a whole class changed under three different
‘aide conditions’, (‘helping adult’, ‘disciplinary
adult’ and ‘fifth-grade pupil’) compared with the
no-aide condition. The type of aide behaviour
affected the percentage of on-task behaviour with
the ‘disciplinary adult’ achieving the highest ‘on
task’ score. In a more recent intervention study,
Cremin et al. (2005) focused on three models of

TA deployment with the aim of determining the
effectiveness of each model on pupil engagement
(i.e. on-task behaviour). Using a pre- and post-

test design and following training in each of the
respective models, all pupils’ on-task behaviour
increased, irrespective of the particular model that
was adopted. The authors suggest that it was the
collaboration between the teachers and assistant
which was associated with each model, and not the
model itself, that contributed to increases in on-task
behaviour.

Two mixed methods studies (Moyles and Suschitzky,
1997a; Woolfson and Truswell, 2005) investigated
the role and impact of TAs from a variety of
perspectives, with the focus primarily being on
services TAs provide for all children although, in the
Moyles and Suschitzky study, about half the sample
were also thought to have SEN. This study was also
interested in the impact of a training course on
changing TAs’ perceptions of their role, whereas

the study by Woolfson and Truswell focused on

the impact of the introduction of five TAs in three
schools over a nine-month period. In relation to the
impact of TAs on pupil participation, both studies
refer to very positive findings, indicating that key
stakeholders felt that TAs had a key role in helping
all pupils to participate: for example, through
helping them to participate in games, take turns and
help them to stay focused on academic tasks). There
were some minor caveats: for example, some of the
findings also suggested that perhaps, through lack of
training or guidance, TAs might inadvertently impede
a pupil’s creative process by taking over a task.

There are aspects of all the above studies that are
reflected in the outcomes of a major DCSF funded
study undertaken by Blatchford et al. (2008). This
substantial study is the only large-scale mixed
methods study that has focused on the work of
support staff in England and Wales. It follows on
from two previous studies, also funded by the DCSF:
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Blatchford et al. (2004 , 2005). However, the 2008
study addressed the issue of the impact of TAs on
pupil participation, an aspect that was not covered
in detail in the earlier reports. The findings from
this study, involving a large-scale teacher survey in
76 schools, case studies and systematic classroom
observations, yielded a number of findings. In
particular, they found that TAs are effective in
helping pupils to engage in academic learning, -
they are less distractible, better motivated, more
likely to complete work and follow instructions -
particularly if TAs are seated close to pupils whom
they are supporting. Perhaps as a result, these
pupils interacted more with their TA than with

the teachers. In relation to pupil interaction with
teachers, when TAs were present in a class, pupils
were more likely to have a passive role, listening
to them talk to the whole class and less frequently
involved in one to one interaction. Indeed, pupils
who were allocated support were six times more
likely to be the focus of attention from TAs
compared with teachers - especially those with more
serious levels of SEN. However, when the TAs were
absent, pupil-teacher interaction increased. Overall,
‘there are grounds for conceiving of interactions
between support staff and pupils as an alternative
as much as an additional form of support’. Overall
the message from the Blatchford et al. (2008) study
is that TAs help children’s on-task behaviour, but
that, for many, they are the adult with whom they
interact the most and that TAs’ presence in the
classroom may act as a barrier to teacher-pupil
interaction.

4.2.1.3 Summary
FINDINGS

Findings in relation to TA impact on participation of
pupils with SEN present a mixed picture. Fourteen
studies were identified, including six high, six
medium and two low quality studies. Of the 14
studies, seven (two high and five medium quality)
reported a negative impact where over reliance on
TA support, or too much support, hindered pupil
interaction with peers and teachers, undermined
opportunities for self-determination, or led to pupils
feeling stigmatised.

Four studies (two high and two low quality)
suggested that TAs had a positive impact on pupils
with SEN in relation to maintaining engagement

in academic activities, and, where appropriately
trained, in supporting communication with peers.
Two studies reported mixed findings which supported
those summarised above. One study reported a
‘neutral’ finding. TA support to pupils with autistic
spectrum disorders did not improve or interfere with
pupils’ interactions with teachers.

Five studies (two high and three medium quality)
reported on the impact of TAs on participation of all
pupils and four of these presented a positive view.
The presence of TAs in a mainstream classroom, was
found to help pupils engage in academic tasks and



activities. One high quality study reported mixed
findings supporting the above conclusion in relation
to engagement in learning, but suggested that,
where support was focused more intensely, this
could have a negative effect on interaction with
the teacher.

PROCESSES

Close TA support enhances pupil engagement in
academic tasks. However, TAs need to be aware of
their effect on pupils’ interactions with peers and
classroom teachers, ensuring that the supported
pupils’ opportunities for self-determination are
maximised.

There is some evidence that training can enable
TAs to achieve a beneficial balance between
support for academic engagement and for social
interaction.

Collaboration between teachers and TAs in the
planning and delivery of lessons can assist in the
facilitation of pupil engagement.

GAPS IN THE LITERATURE

Very little literature was found on the impact of TA
support on curriculum access. The small amount
identified was raised with hindsight in discussion of
the research findings.

Almost all the reviewed literature related to pupils
with learning difficulties. Literature on the impact
of TAs on the participation of normally developing

children was missing.

4.2.2 Impact of support staff on
academic progress

There are a large number of papers (19) that

are reviewed in this section. In order to help the
reader to navigate through the text, the papers
have been classified into the following four groups,
reflecting measured versus perceived impact on
academic attainment, and interventions targeted
at individuals or small groups versus non-targeted
interventions:

1. Targeted intervention studies, in which TAs
were selected to work with a specified group
of pupils with an identified problem in learning
and where the impact on their attainments was
measured, usually through a test of some kind,
before and after TA involvement.

2. Non-targeted intervention studies, in which the
mere presence of a TA in the classroom is linked
to the measured academic achievements of all
children in a class, school or group of schools.

3. Targeted intervention studies, in which TAs
were selected to work with a specified group of
pupils with an identified problem in learning and
there are indicators of perceived impact - for
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example, teachers’ parents’ or pupils’ views.

4.Non-targeted intervention studies, in which
the indicators of perceived impact on academic
outcomes across a class, school or group of
schools are associated with the presence of a TA.

Studies that fall into each of these four sections
will be discussed separately.

4.2.2.1 Targeted intervention studies (measured
impact)

Ten high quality targeted intervention studies
referred to in Table 4.3 adopt quantitative
methodologies while two used mixed methods.
Despite the quantitative data, meta-analysis was
not considered feasible because studies differed
in fundamental ways. This included the nature
and duration of the intervention, and age group
targeted. In all the studies, the attainments of
pupils (typically, years 1 and 2) were tested before
and after the introduction of TA support. In order
to aid the interpretation of targeted intervention
studies, in this section and the one that follows,
a summary of the methodologies used and the
outcomes is presented in Table 4.3; this table
also provides information about the age of the
pupils, the length and type of the interventions.
Full details of interventions used in each of these
studies is presented in Appendix 4.2.

Apart from Grek et al. (2003), intervention group
findings were compared with pupils in a comparison
or control group, where there was no TA support

or where TAs undertook other work. In all these
studies, the support offered was targeted at

pupils who had an identified problem in basic
attainments, either early literacy skills (Grek et
al., 2003; Miller, 2003; Savage et al., 2003, 2005,
2008; O’Shaughnessy and Swanson, 2000; Wang and
Algozzine, 2008; Vadasy et al., 2006; Vadasy et al.,
2007), literacy and numeracy (Welch et al., 1995),
numeracy (Muijs and Reynolds, 2003) or a more
general language delay (Boyle et al., 2007).

The overriding conclusion from eight of these nine
studies is that trained and supported TAs, either
working on a one-to-one basis or in a small group,
can help primary aged children with literacy and
language problems to make significant gains in
learning when compared, in all but two of the
studies, with similar children who do not receive
TA support. This is an encouraging finding and one
which has major implications for the planning
and delivery of services to children with learning
difficulties in mainstream schools.

The studies themselves, all but three of which are
rated as ‘high’ on the weight of evidence indicator,
are methodologically similar in a number of ways.
First, they all used direct and well known measures
of pupil attainment at pre- and post-test. Second,
the TAs received training in how to deliver the
intervention and they were supported throughout

25



26 The impact of adult support staff on pupils and mainstream schools

SandY4Lp

paxiw Soljewaylew pue gulpeay Aoeisswnu pue Adeiall Arewid paxiw ysiH (G661) 1D 12 Y21oM
ALISOd Sulpeay sa1nNoyyLp Adeualn Arewid dAllRIIIURND ysiH (8007) 2u1zzo8)y pue Suepm
SA1}ISOd suipeay SaNdYLp Adelayl Arewnd | aAneInUEnd UstH (£007) 1 30 Asepep
SA1}ISOd suipeay SaNdYLp Adelal Arewrd | aAneIUGND UstH (9007) *1v 39 Asepep
SA1}ISOd Suipeay SaNdYLP Adesayi Arewrd | aAneIURND USIH (8007 ‘5007 ‘€007) “I 39 S5eARS
SALNSOd Sulpeay sa1noyyLp Adeualn Arewrid aAllelIIueND ysiH (0007) uosuems pue Assauysneys,0
9A1}1S0d soljewayew Sa13NdYIp AdeJawinN Arewid aALIRIIIURND ysiH (£0027) spioukay pue sfiny
SA1}ISOd Suipeay SaNIYLP Adesail Arewrd | aAne3IUGND USIH (€£007) JonW
SA1}ISOd Suipeay SaNdYLP Adesair Arewnd | aAneIURND USIH (€0027) *1v 32 %219
SALSOd S)1s @8engue sa1)nNdu4Lp aengue)] oyldads Arewid paxiw ysiH (£007) "I 10 9)A0g
(@ 30m)

1Joddns

Jo oeduw joedwl jo ealy Joddns jo sndo4 Jooyds jo adA| | Apnis jo adA| | Aijenb jjesang Jaded

(sa1pn1s 0 = N) S2WO0DIN0 dLWSpeDd. Uo S3LPNIS UOLJUSAIUL pa3asie) Jo 1dedwl painseaw

UO S3LPNIS Papn|duL Jo Alewwns v :g "y ajqeL



the process. Third, they included fidelity checks
to ensure that they carried out the interventions
in the correct way. Fourth, the intervention and

control groups were carefully selected and matched.

Despite their overall methodological rigour, only one
of these studies (Savage et al., 2003, 2005, 2008),
included a longitudinal follow-up of the students’
progress after the intervention period had ceased.

Given the similarity in the methodologies used in
these studies, one might have expected the same
positive outcomes to have occurred in all of them.
Why then did the study by Muijs and Reynolds
(2003) yield a different finding, indicating that the
children in both intervention and control groups
made the same amount of progress? There are a
number of minor differences in the methodologies
that might go some way to explain this unexpected
finding. First there were differences in the length
and intensity of the interventions. Although the
intervention in the study by Muijs and Reynolds
(2003) lasted for a year, the average amount of TA
support offered to the experimental group was less
than an hour per week. This is less than the pupils
in the other studies, where the mean was one and a
half hours per week. Another possible explanation is
that the TAs were recruited from within the school
and were not, as in the majority of other studies,
recruited from outside solely for the purpose of
carrying out an intervention. However, the most
likely explanation is that the pupils in the study by
Muijs and Reynolds (2003) were not withdrawn from
class during the intervention sessions as they were
in most of the other studies. Hence the pupils and
TAs may not have viewed the intervention as being
particularly ‘high stakes’ or unusual and this might
have inadvertently reduced their investment in its
success. This issue may also have been a factor in
explaining the mixed findings from the study by
Welch et al. (1995), in which all the pupils were
taught in their mainstream class. Although pupils
from two year groups in this study made progress in
mathematics and reading following the intervention,
children in other year groups did not. Hence, the
introduction of TAs was not an unqualified success.

A major conclusion from the remaining studies is
that TA intervention can help children experiencing
difficulties in early literacy and language skills

to make significantly more progress than similar
pupils who did not receive TA support. This is an
important finding, but it does not tells us anything
about whether pupils with learning difficulties who
are taught by TAs could do as well or better than
similar groups taught by class teachers. Put simply,
for pupils who experience learning difficulties,

are TAs as successful as teachers in providing
effective support? If they are, then schools and
local authorities should have no concerns about
appointing TAs, who are less expensive to employ
and less well qualified than teachers, to support
children who are experiencing problems.

One further distinguishing feature of these studies
is that in only three of them was the performance
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of a ‘qualified’ group (teachers - Grek et al., 2003;
Miller, 2003; or speech and language therapists -
Boyle et al., 2007) compared with the performance
of the less qualified group (TAs or speech and
language therapy assistants (SLTAs)). The fact that,
in all three studies, there were no differences in the
progress made by pupils taught by the TAs or SLTAs
when compared with those taught by their qualified
colleagues, suggests that trained and supported
interventions from TAs (or SLTAs) for children

with literacy or other difficulties might be just as
effective as support provided by teachers. This
suggests that, if class teachers (CTs) carried out the
interventions reported in the other studies, rather
than TAs, the pupils would have made the same
amount of progress when compared with a control

group.

However, before claiming that these three studies
show that TAs can be as effective in delivering
interventions as teachers, it is worth bearing in
mind that TAs and SLTAs in the studies by Boyle et
al. (2007) and Miller (2003) were more qualified

and experienced than is often the case. For
example, the majority of TAs in the UK do not have
a university degree and many hold no qualifications
above a grade C in GCSE (Blatchford, 2006). In

the Boyle et al. (2007) study all the SLTAs had a
psychology degree and experience of working with
children. In the study by Miller (2003), four of the
seven TAs were certified teachers who were working
as assistants. It is possible that the higher than usual
level of qualification and experience of the TAs and
SLTAs in these studies was the key factor in enabling
them to be just as effective as teachers or SLTs in
helping the children to make progress. However, this
conclusion is tempered by the outcomes of the study
by Grek et al. (2003), in which only one of the eight
TAs had a degree and the profile of the remainder
was similar to that found in the study by Blatchford
(2006) and similar studies.

In the study by Miller (2003), the two interventions
were very different: the teachers used Reading
Recovery and the TAs used a tailormade intervention
programme; whereas, in the studies by Boyle et al.
(2007) and Grek et al. (2003), both the teachers or
SLTs and the TAs or SLTAs used the same programme.
Furthermore, no information is provided in the study
by Miller (2003) about the length of the intervention
by the teachers. These reporting issues suggest that
the findings should be treated with a certain amount
of caution.

An additional and intriguing aspect of the study
by Grek et al. (2003) concerns the fidelity of the
interventions. Although all three studies included
robust checks to determine the quality of the
interventions, in the studies by Boyle et al. (2007)
and Miller (2003), no concerns were raised about
the ability of the TAs or SLTAs to deliver the
interventions. In the study by Grek et al. (2003),
however, although fidelity checks on the teachers
and the TAs provided high scores (above 80%), the
quality of the intervention delivered by the teachers
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Table 4.5: A summary of included studies on measured impact of targeted intervention studies

on academic outcomes (N = 5 studies)

Publication Overall quality | Type of study | Type of school | Focus of Area of impact | Impact of
support support
(WoE D)
Blatchford High Mixed Primary and All children General Negative
(2001) secondary
Frelow et al. Medium Quantitative Primary Children in the | Reading and Positive
(1974) first quartile mathematics
for attainment
Gerber et al. Medium Quantitative Primary All children General Mixed
(2001)
Loos et al. Medium Mixed Primary All children General Positive
(1977)

was judged to be significantly better than that

of the TAs on five of the eight quality indicators.
Hence, teachers were judged to be better than

TAs in delivering the intervention. However, there
was no difference in pupil outcome between the
two groups, indicating that TAs and teachers were
equally as effective in raising the literacy levels

of these students. The authors offer possible
explanations for this finding, one of which is the
suggestion that the high level of scores on fidelity
checks for both TAs and teachers (above 80%) might
have been sufficient to ensure pupil progress and
that scores above that level might be more cosmetic
in relation to delivering better outcomes for the
children. Furthermore, the difference in the quality
of the interventions was mainly explained by the
poor performance of only three of the eight TAs who
only taught 16% (30) of the students. The quality of
the interventions delivered by the remaining five TAs
was similar to that of the teachers.

One final comment about all the targeted
intervention studies concerns the possible impact
of the Hawthorne effect. In all the studies, except
0O’Shaughnessy and Swanson (2000), there was no
‘Hawthorne’ group. This is a common problem with
research that attempts to evaluate the impact

of an intervention. Specifically, it is not known
whether it is the techniques that the TAs used in
these intervention studies which led to the children
making progress, or whether it was because they
received some extra time in a small group or on a
one-to-one basis from the TA. O’Shaughnessy and
Swanson (2000) deal with this problem by allocating
some of the children with literacy difficulties

to a mathematics group, in which they received
mathematics support from the same TA who was
also working with two other intervention groups on
early literacy skills. They found that the literacy
levels of the pupils in the intervention groups were
significantly better following intervention, than
those who attended the mathematics (Hawthorne)
group. Hence, in this study, one can claim that it
is the TA implemented intervention that made the
difference. It was not due to the TA spending (non-
literacy focused) time with the children.

4.2.2.2 Non-targeted intervention studies: measured
impact

There are four non-targeted intervention studies, of
which two are large scale studies (Blatchford et al.,
2001; Gerber et al., 2001) that focus on the impact
of TAs on the academic attainments of all children in
a number of primary schools. The studies by Frelow
et al. (1974) and Loos et al. (1977), however, focus
on the impact of TAs in one school. As with the
targeted interventions data above, this data was
not suitable for meta-analysis due to differences

in study focus. Studies are therefore synthesised at
the findings level and salient details are included in
Table 4.6.

The studies by Gerber et al. (2001) and Blatchford
et al. (2001) are part of larger projects that have
investigated the relationship between class size and
pupil attainment. The main findings of these studies
are that the presence of TAs in a classroom has no
clear and consistent effect on attainment of the
class on average. Any differences found were judged
to be idiosyncratic and possibly due to a chance
combination of other factors.

The study by Blatchford et al. (2001) adds a note
of warning about interpretation, emphasising

a weakness, whereby the categories used for
classroom support were too broad, and where there
was no attempt to classify TAs in ways that might
relate to effectiveness. This was seen as a possible
explanation for the lack of clear, overall evidence
from multi-level modelling of the benefits of
classroom support on pupils’ educational progress.

There are several important caveats to the message
that TAs can have little impact on pupil attainment.
First, unlike the targeted intervention studies,
neither of these studies attempts to look at the
impact on particular individuals or small groups of
children within a class, who may be the focus of the
support given. Gerber et al. (2001), for example,
suggest that TA support may provide important
attention and support to specific students, affecting
individual but not class test scores, and this finding
is supported in the previous section.
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Second, the precise nature of the TA support was
not described in these studies, and so they do not
say much about the impact of TAs who undertake
prescribed tasks. Correlations of teacher duties
with student achievement suggest that ‘more
direct contact between teacher aides and students
is associated with poorer student performance,

and second that when teacher aides perform

more clerical or administrative tasks, student
achievement may be advanced’ (Gerber et al.,
2001), but ‘contact with students’ remains as a very
broad category, which does not distinguish between
all the ways TAs can work with students.

Third, there is an issue of the difference between
qualitative and quantitative findings in these
studies. Qualitative data in the study by Blatchford
et al. (2001) indicated that teachers considered that
the presence of TAs resulted in increased attention
by pupils, effective support for pupils’ learning,
increased teacher effectiveness and increased
children’s learning outcomes.

The findings discussed above, suggesting that TAs
have no impact in non-targeted intervention studies,
are contrasted by Frelow et al. (1974) and Loos et
al. (1977), whose studies of the impact of TA support
in two separate schools indicate that the presence
of TAs had a positive outcome on academic learning.
The study by Loos et al. (1977) looked at the impact
of TAs in two open plan classrooms containing four
class bases. The findings indicate that the presence
of a TA had a positive impact on academic learning,
particularly when the TA was assigned a ‘helping’
rather than simply a ‘discipline’ role. In this study,
data was collected by trained, non-participant
observers who were present in the classes
throughout, and the authors do not acknowledge
the possible confounding effect on the findings that
might have resulted from their presence.

Although the study by Frelow et al. (1974) focused
on changes in academic learning over a one-year
period for children with difficulties in literacy (in
the lowest quartile), it has been classed as a non-
targeted intervention study as the TAs were not
specifically directed to work with this group. They
were unaware that the study was taking place

and there was no control group. (Pupils’ progress
was compared with figures for similar groups in
previous years.) As in the study by Loos et al.
(1977), the findings indicated that the presence of
the TA resulted in the pupils making more progress
in literacy and numeracy than they had done in
previous years when TAs were not present. Despite
some methodological weaknesses in both studies
(unacknowledged observer effects and the lack of a
control group), the overall findings from both studies
suggest that locally based, non-targeted intervention
studies might yield more positive findings in relation
to the impact of TAs than larger studies of the type
reported by Gerber et al. (2001) and Blatchford et
al. (2001).
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4.2.2.3 Targeted intervention studies (perceived
impact)

Two contrasting studies were reviewed and
synthesised at the findings level. They considered
data on the perceived academic impact of TAs in
targeted intervention studies and the findings from
each are positive. The study by Boyle et al. (2007)
collected perceived impact measures from parents,
teachers and speech and language therapists (SLTs)
or speech and language therapy assistants (SLTAs),
based on rating scales of perceived impact and

on qualitative data from questionnaires and focus
groups. The key findings were that all stakeholders
felt that the pupils made progress in language
skills, irrespective of the groups in which they were
placed (that is, with an SLT or SLTA). There were no
comments from parents or teachers whose children
were taught by SLTAs, suggesting that the children
would have made more progress had they been
taught by a qualified SLT.

The study by Broer et al. (2005) is the only one
which sought the views of young people with
learning disabilities about the impact of TAs. In
relation to academic impact, a view emanating from
the 15 former pupils who were interviewed suggests
that the TAs helped them with their work, or had

an impact on their learning (for example, in reading
and in managing money).

4.2.2.4 Non-targeted general intervention studies
(perceived impact)

The series of studies (Blatchford et al., 2006,

2007, 2008) contain some survey data, mainly from
teachers and TAs, which refers to the impact of TAs
on academic outcomes. Although this element was
not the main focus of their research, the findings
broadly indicate that school staff consider that

TAs make a positive contribution to the academic
attainments of pupils. However, they also comment
that many teachers tended not to refer to ‘pupil
learning and attainment when addressing the
benefits and effects of support staff’.

These generally positive findings are reinforced
strongly by Woolfson and Truswell (2005), who
sought the views of parents/carers, school staff

and pupils about the impact of TAs. In relation

to academic outcomes, the findings indicate that
70% of parents felt that TAs had ‘played a part in
improving [their] child’s learning’, a view which was
reflected by the school staff.

The findings from both these studies are in line with
other literature, which has not been included in the
final synthesis of studies (for example, Farrell et al.
1999; Lee, 2002). Taken as a whole, they indicate
that key stakeholders perceive the presence of TAs
in classrooms as contributing to improved academic
outcomes for children, although, as Blatchford

et al. (2006, 2007, 2008) indicate ‘the problem
headteachers faced was proving it’.
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4.2.2.5 Summary
FINDINGS

Of eight high quality studies on targeted support
for literacy to individuals or small groups, seven
suggested that trained and supported TAs have a
positive impact on pupils’ progress. The remaining
study reported mixed findings, with improvements
in reading enhanced in those year groups where
reading is emphasised.

Only two studies, also of high quality, addressed
targeted support for numeracy; one of these found
no impact on numeracy skills, while the other found
mixed evidence. The former adopted a notably
different approach from that described in studies on
literacy support, which may account for this finding.
The latter study found positive impacts only in year
groups in which skill development in nhumeracy was
emphasised.

One further high quality study evaluated the
effectiveness of a language intervention and found
a positive impact of suitably trained speech and
language TAs on language skills.

Two studies on targeted support (both high quality)
and three on general support (two high and one
medium quality) reported positive perceptions on
the part of teachers, parents/carers and pupils
themselves regarding the impact of TAs on academic
development.

PROCESSES

TAs are effective when trained and supported to
deliver specific literacy interventions to individuals
and small groups. However, there appears to be a
critical length of implementation period required for
such interventions to succeed. This appears directly
related to the design of the intervention, rather
than to the performance of TAs.

GAPS IN THE LITERATURE

The evidence reviewed here related largely to
literacy initiatives. There is a clear lack of evidence
on the impact of TAs on the wider curriculum.

4.2.3 Impact of support staff on social
and emotional development

There are six studies that have been included in
this section of the review, all but one of which
(Vander Kolk, 1973) is also referred to in other
sections of this report. The data from these studies
is synthesised under the theme of psychosocial
development and a summary of these studies is
presented in Table 4.9.

The methodology in four of these studies (Broer
et al., 2005; Blatchford et al., 2008; Moyles
and Suschitzky, 1997b; Woolfson and Truswell,
2005) focused mainly on the perceptions of key
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stakeholders (e.g. teachers, pupils, parents) about
the impact of TAs in relation to bringing about
changes to social and emotional adjustment,
although Blatchford, (2008) also added case studies
and classroom observations. The papers by Frelow
et al. (1974) and Vander Kolk (1973) report on
intervention studies in which the behaviour of pupils
was assessed before and after the introduction of
TAs.

4.2.3.1 Impact of TA support on psychosocial
development

Although the findings from the surveys of
stakeholders yield a whole rage of comments
about TAs and their work in school (see Broer et
al., 2005; Moyles and Suschitzky, 1997b; Woolfson
and Truswell, 2005), comments about their impact
on the social and emotional adjustment of pupils
were general and not, on the whole, supported
with detailed examples. For example, in the study
by Moyles and Suschitzky (1997b), headteachers
felt that there were improvements in pupils’ self-
esteem and that they were more independent as

a result of TAs’ support. Woolfson and Truswell
(2005) refer to TAs providing emotional support to
build confidence and positive relationships. The
young people interviewed in the study by Broer et
al. (2005) had mixed memories of the support they
received from their TAs. Despite, or perhaps because
of, their presence, the pupils had memories of being
friends with their TA and happy to be with them,
although they did not help them to develop their
self-confidence in relation to making friends with
their peers.

The study by Blatchford et al. (2008) collected

a range of data from questionnaires, classroom
observations and case studies. Teachers consider
that TAs had a positive impact on pupils’ overall
behaviour and social skills; in particular, for primary
aged pupils and, in relation to children with SEN, on
levels of disruptive behaviour. They also comment
that placing TAs close to the students they support
can reduce incidences of ‘negative’ behaviour.

The two ‘experimental’ studies yielded contrasting
findings. Frelow et al. (1974) introduced TAs to
primary aged classrooms and focused in particular
on changes in the behaviour of lower quartile
children (i.e. children whose attainments were in
the bottom 25% for their class). The overall findings
after one year’s intervention were extremely
positive, with all pupils in this group being viewed as
‘free of behaviour problems’ in all aspects that were
measured. Inevitably there were some individual
differences and the authors also suggest that many
of the target pupils had few, if any, behaviour
problems at the start of the intervention. However,
there were marked improvements in those that were
a cause of concern.

In contrast to the Frelow et al. (1974) study,
Vander Kolk (1973) focused on improving the self-
esteem of pupils who were described as moderately
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Table 4.8: A summary of included studies on perceived impact of non-targeted intervention
studies on academic outcomes (N = 3 studies)

Paper Overall quality | Type of study | Type of school | Focus of Area of impact | Impact of

support support
(WoE D)

Blatchford et High Mixed Primary and Range of General Positive

al (2006, 2007) secondary problems

Blatchford et | High Mixed Primary and Range of General Positive

al. (2008) secondary problems

Woolfson and | Medium Mixed Primary All children General Positive

Truswell (2005)

Table 4.9: A summary of included studies on impact of support staff on pupil social and
emotional development (N = 6 studies)

Paper Overall quality | Type of study | Type of school | Focus of Area of impact | Impact of
support support
(WoE D)
Blatchford et [ High Mixed Primary and All pupils, Psychosocial Positive
al. (2008) secondary including SEN
Broer et al. High Qualitative Secondary Learning Self-esteem, Mixed
(2005) disability relationships
Psychosocial
Frelow et al. Medium Quantitative Primary Low ability Psychosocial Positive
(1974) pupils
Moyles and Medium Mixed Primary General Self-esteem/ Positive
Suschitzky relationships
(1997b)
Vander Kolk Medium Mixed Primary Moderately Self-esteem Mixed
(1973) disturbed psychosocial
pupils
Woolfson and Medium Mixed Primary Early years Psychosocial Positive
Truswell (2005) learning self confidence

disturbed. TAs were trained in how to construct
helping relationships as therapeutic agents and then
individual meetings between TAs and a treatment
group of 20 children were set up. The meetings were
‘of two general types: verbal interaction almost
exclusively, or games-walk-talk in combination.

The number of meetings ranged from 5 to 25 per
student with an average of 11 meetings, the length
of meetings varied from 15 to 55 minutes’ (p 240).
The anticipated change in self-esteem for the entire
group did not materialise. However, the self-esteem
of those students who were given 5.5 to 9 hours of
paraprofessional time was seen to develop more
than those given less time. Hence, the disappointing
finding may have been related to the limited
amount of time the TAs were given to deliver the
intervention. Indeed, the support staff themselves
perceived that the withdrawn children became more
self-revealing, while the children with behaviour
problems achieved greater self-control.

From the limited number of studies that have
been included in this chapter of the review, the
overall conclusion is that TAs are perceived by key

stakeholders as having a positive impact on the
social and emotional development of the pupils they
support. In particular, they appear to offer help

to teachers in classroom management and general
classroom behaviour and that, for the pupils they
support, they make a difference to their self-
confidence.

4.2.3.2 Summary
FINDINGS

Four of the six studies reviewed (one high and

three medium quality) reported positive impacts of
TA support on psychosocial development. The two
remaining studies (one high and one medium quality)
presented mixed findings. There was a general
perception on the part of teachers, parents and
pupils with learning difficulties that TAs can promote
social and emotional development in children.
However, perceptions of pupils with learning
disabilities suggested that they recalled developing
friendships with their TAs rather than with their
peers.
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One medium quality study also found that TAs
were not successful in undertaking therapeutic
tasks aimed at supporting children with emotional
and behaviour problems. It was suggested that
the intervention may have been too brief to be
effective.

PROCESSES

The mechanisms at work in promoting positive
outcomes in relation to social and emotional
development are not clear in the literature.
However, those studies reporting positive outcomes
suggest that these are largely gained as a
consequence of support for academic learning.

GAPS IN THE LITERATURE

Few studies have addressed the impact of TAs on the
behaviour and adjustment of pupils as a whole.

4.3 Impact of support staff on
mainstream schools

This section of the report describes the literature
on the impacts of support staff on the school itself.
This includes impacts on teaching, on teachers
themselves and on the wider school climate, as
characterised by its ethos and engagement with
parents.

4.3.1 Impact of support staff on teaching

Nine studies consider the impact of TA support on
teaching. This area of impact was seen potentially to
include effects on curriculum (the range and nature
of the topics that teachers addressed, for example),
teaching practices (the approaches that teachers
took to organising the classroom and facilitating
learning), and assessment (the way teachers
employed assessment as a tool within the classroom,
for example).

No studies in the review focused to any significant
extent on the impact of support staff on assessment.

This section of the review organises the literature on
the impact of support staff on teaching under three
headings relating to the impact of support staff

on teaching practices, and then to how they may
facilitate or present a barrier to the effectiveness of
teaching.

4.3.1.1 Impacts on teaching practices

The categorisations of the function of teaching
assistants made by the researcher in Hemmingsson
et al. (2003) and by the pupils interviewed in
Bowers (1997) have strong similarities. Both are
based on observation, by the researcher and the
pupils present in classrooms where support was
being provided, respectively. Hemmingson et al.
(2003) highlight diversity in classroom practice:
for example, in terms of how close TAs sit to the
pupils. It was discovered that the TAs’ position in
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the classroom was related to specific characteristics
of the help provided. The following three TA types
were identified:

« the TA as stand-in for the pupil
« the TA as help-teacher
« the TA as back-up resource

Pupils’ comments and observations in Bowers (1997)
create a similar classification, whereby children’s
explanations for the presence of additional adults in
the classroom were grouped into the following five
main types, in order of most frequent:

« help for the teacher(i.e. teacher inadequate to
cope with whole class)

» the disciplinary function (i.e. help calm the class
down; an overlap with the first category)

« pupil-focused attention/help for the child (i.e.
purpose of additional adult is to help children
in general through getting more attention and
encouragement)

« differentiation by ability or need (i.e. purpose is to
support children with difficulties)

« the support teacher as lower-order professional
(i.e. not the proper or real teacher, but there to
watch or to get work experience)

Bowers (1997) additionally shows how the perceived
role of additional adults varies with the age of
children. Younger children tended to see the role

as mainly about helping the teacher, whereas older
children saw it as focused on pupils.

Both these categorisations of the TA role are similar
to that explored in Loos et al. (1974).

4.3.1.2 Impacts on teaching effectiveness
POTENTIAL FACILITATORS

Blatchford et al. (2001) report on teachers’ positive
perceptions of the impact of support staff on
teaching. Specifically, TAs and other adults are

seen to positively contribute in terms of increased
teaching effectiveness and effective classroom
management. The most common reason given

by teachers for this greater effectiveness is the
opportunity for pupils to work in smaller groups,
while still being supported by an adult. There was
also evidence of teachers’ perceptions of enhanced
curriculum provision, in terms of more opportunity
for creative and practical activities. In addition, by
taking administrative duties away from teachers,
support staff reduced the burden of classroom
management, leaving more opportunity for teachers
to engage in ‘actual teaching’ (p 36).
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Table 4.10: A summary of included studies on impact of support staff on teaching (N = 9 studies)

Paper Overall quality | Type of study Type of school Focus of support | Area of impact
(WoE D)
Blatchford et al. | High Mixed Primary General Curriculum
(2008) Teaching
methods
Bowers (1997) Medium Qualitative Primary Disability Stress
Secondary
General
Butt and Lance Medium Mixed Primary General Teaching
(2005) methods
Cremin et al. High Mixed Primary General Teaching
(2005) methods
Giangreco et al. | High Mixed Primary and General Teaching
(2001) Secondary methods
Disability
Hemingsson et High Mixed Primary and Disability Teaching
al. (2003) Secondary methods
Lacey (2001) Low Qualitative Primary and Disability Teaching
Secondary methods
Loos et al. (1977) | Medium Mixed Primary General Teaching
methods
Moyles and Medium Mixed Primary General Teaching
Suschitzky methods
(1997a)
Moyles and
Suschitzky
(1997b)

Cremin et al. (2005) aim to understand effective
processes of collaboration between teachers and
support staff. The focus is on three models of
collaboration between teachers and support staff.
Reflective teamwork involves greater communication
and sharing of understanding, and led to more
empowered TAs with greater insight and knowledge
of learning processes, but was relatively demanding
in terms of time. Zoning the classroom between

the two adults felt ‘natural’ to teachers, and had
the consequence that the teacher was able to
spend more time working intensively with small
groups of pupils. Room management had more of

an administrative, than pedagogical, impact. Some
evidence is provided that planning with TAs enabled
teachers to focus more on needs of individual
pupils, and to think more deeply about planning and
adapted teaching following conversations with TA.

POTENTIAL BARRIERS

Two potential barriers to effective teaching are
described in the literature; these are discussed
below.

(1) Distancing the teacher from children, young
people and parents

Giangreco et al. (2001) focus on how the practice
of support affects teachers’ engagement with
children and young people with disabilities.

‘General education classroom teachers were more
engaged with students with disabilities when those
students were supported by a programme-based
paraprofessional. Conversely, classroom teachers
were less engaged with students with disabilities
when those students were supported by one-on-

one paraprofessionals’ (p 78). In effect, where TAs
were seen as part of the class ‘team’, a resource to
be deployed by the teacher, pupils with disabilities
were not distanced from their teacher. However, TAs
closely supporting an individual student placed a
barrier between pupil and teacher. Depending on the
relative experience and expertise of the teachers
and TAs concerned in relation to (in particular)
severe disabilities, this may at best mean that the
pupil is not taught by a fully qualified teacher, and
at worst that they are not taught at all but merely
‘occupied’ within a mainstream school classroom.

This potential distancing effect is also observed

by Lacey (2001) where TAs are involved in direct
support to individual pupils, and daily recording and
writing in home-school diaries, rather than teachers.
In this study, those who had the most direct contact
with parents reported to them regarding the
progress of the pupils that they support.

(2) Diluting the focus on learning

Moyles and Suschitzky (1997a, b) highlight another
difficulty for teaching that can be created through
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support. They express it in terms of the focus

of attention: teachers work towards learning
processes, whereas TAs focus heavily on the
completion of children’s activities. The result is
that there is an additional emphasis on completion
of activities in a classroom with support,
potentially at the expense of skill growth. Even so,
teachers felt ‘supported’ with a TA in the classroom
and most of them wanted fulltime support. Moyles
and Suschitzky (1997a, b) view the teachers in the
study as experts who, however,

often do not recognise their own skills and rarely
articulate this higher level of understanding. The
implications of this are that they expect CAs to
understand almost intuitively the teaching role and
therefore have expectations of them that CAs cannot

fulfil. (p 24)

This notion that effective teamwork requires
something different from teachers is evident in the
study by Butt and Lance (2005). 87% of teachers
agreed that working with TAs allowed them to
spend more time teaching, and, through the
Pathfinder project, there was greater recognition
of TA skills and the need to work more closely as a
team. However, TAs taking responsibility for classes
remained a contentious issue. Pupils interviewed
suggested that TAs cover teacher absences, but do
not take on all the responsibilities for teaching.
Senior managers identify massive resistance around
these changing roles, while recognising the need
for teachers to be a ‘leader of teams... with a part
to play in the vision’ (p 147), rather than solely
having responsibility for an individual class.

4.3.1.3 Summary
FINDINGS

Four high, four medium and one low quality
study provided evidence on the impact of TAs on
teaching.

Studies (one high, two medium quality) suggested
that the impact of support staff on teaching
practices varied enormously. In many cases,
teaching was not substantially affected by the
activity of the support staff, who provided back-up
resources. In other cases, support staff were

seen actively to facilitate teaching through their
actions.

A high quality study reported teachers’ perceptions
that TAs enabled the implementation of a more
‘active’ curriculum, particularly in relation to
creative and practical topics. Where they took

on classroom management responsibilities, they
enabled teaching to progress more smoothly.

Strategies, such as ‘zoning’ the classroom, were
felt to be an intuitive approach to teamwork
between teachers and support staff, and one
that facilitated more small group and one-to-one
teaching by that team (high quality study).
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More intensive, one-to-one relationships between
TAs and pupils were suggested to create a barrier
between teachers and pupils with SEN in one high
and one low quality study. Teaching for these pupils
was sometimes impeded by the presence of support
staff who inadvertently created a barrier between
the teacher and the pupil.

There was some evidence (medium quality)

to suggest that TAs’ relatively strong focus on
learning task completion diluted the focus on skill
development in teaching.

PROCESSES

Support appears more effective when used by the
class teacher as a resource to support pupils with
disabilities within the classroom, rather than as an
enabler for individual pupils.

There was some evidence that time for planning
and discussion regarding the implementation of
lessons enhances the teacher/TA relationship. Such
discussions will potentially address the learning
task focus issue highlighted above, in that TAs

are alerted to the intended learning outcomes of
lessons.

GAPS IN THE LITERATURE

Very few of the studies, with a focus on pupil
impact or on the role of support staff, elaborate on
the impact of support on teaching in any detail.

There is comparatively little research which
attempts to describe and identify the processes
through which support staff impact on teaching.

4.3.2 Impact of support staff on
teachers

Eight studies consider the impact of TA support

on teachers. The literature comprised qualitative
studies, or the qualitative part of mixed method
studies. Findings were derived from interviews with
TAs, teachers, pupils supported, or headteachers.
The overall quality of these studies tended to be
variable, as noted in Table 4.11.

Studies mainly reported on the impacts on the
teachers’ role in relation to targeted support

for the education of children with disabilities
generally, and more general support within
particular sessions. The available information
allowed synthesis along the themes postulated in
the conceptual framework for the review. These
are therefore used as subheadings in this section.

4.3.2.1 Role

Two studies reported on targeted TA support to
individual pupils with learning disabilities within
mainstream classes and found a reduced role for
teachers in the education of these pupils. Teacher
impact was not a primary focus for either paper.
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Table 4.11: A summary of included studies on impact of support staff on teachers (N = 8 studies)

Paper Overall quality | Type of study | Type of school | Focus of support | Area of impact
(WoE D)
Blatchford et al. (2006, High Mixed Primary Under- Workload Stress
2007) Secondary achievement Satisfaction
General
Blatchford et al. (2008) High Mixed Primary Under- Role
Secondary achievement Workload Stress
General Satisfaction
Bowers (1997) Medium Qualitative Primary Disability Stress
Secondary General
Butt and Lance (2005) Medium Mixed Primary General Workload
Role
Cremin et al. (2005) High Mixed Primary General Stress
Giangreco et al. (2001) High Mixed Primary General Role
Secondary Disability
Lacey (2001) Low Qualitative Primary Disability Role
Secondary
Moyles and Suschitzky Medium Mixed Primary General Stress
(1997a) Role
Moyles and Suschitzky
(1997b)

Lacey (2001) reported TA perceptions of their own
impact in classrooms in England. She also reports
comments from some TAs that they had been given
responsibility for the learning of disabled pupils,
with no input from teachers. These comments
suggest that the presence of a TA, who knew

the child well, allowed the teacher to delegate
responsibility for the pupil’s learning. Giangreco et
al. (2001) provide some corroboration for this point
of view in their research in the USA. They found
that ‘less engaged’ teachers (that is, ‘those who it
appeared did not want to, thought they were not
supposed to, or did not know how to include and
teach pupils with disabilities’) left the TA to be

the primary instructor to the child they supported.
As in the Lacey (2001) study, TAs were given
responsibility for home-school communications.
Again, the implication here is that the presence

of the TA to support children with substantial
disabilities allowed teachers to disregard the
education of these children. Giangreco et al. (2001)
conclude that these teachers ‘relinquished their
roles as teacher and classroom leader to one-on-one
paraprofessionals’.

It is difficult to ascertain the extent to which this
situation will pertain in mainstream schools at

the present time. It must be appreciated that the
studies above were undertaken prior to important
legislation and policy initiatives for disabled
children, such as the Special Education Needs

and Disability Act 2001, the Disability Equality
Duty (Disability Rights Commission, 2005) and
Removing Barriers to Achievement (DfES, 2004).
Such initiatives are likely to have had an impact on

practice; however, there was no literature post 2005
found for review on this issue.

In other studies, there was an indication that the
teacher role might be becoming more ‘managerial’.
Senior management expressed the view that
teachers are increasingly expected to take a whole
school, rather than individual classroom, perspective
(Butt and Lance, 2005). This more managerial role
was confirmed in a study by Blatchford et al. (2008),
who noted that teachers had acquired additional
responsibilities for TA management. However,
Moyles and Suschitzky (1997b) commented that
none of the headteachers they interviewed had
considered the expansion of teachers’ roles into
‘team management’ as an issue to be covered and
monitored through appraisal processes.

4.3.2.2 Workload

Butt and Lance (2005) reported that 80% of teachers
in their study agreed that working with a TA had
reduced their workload. This was a large study, using
data from the Pathway Project, which collected
questionnaire data from more than 180 teachers.
Blatchford et al. (2006/7) support this finding,

with over half of teachers surveyed agreeing that
their workload had reduced mainly as a result

of additional administrative support. However,
Blatchford et al. (2008) describes some increases

in workload, reflecting the greater managerial
responsibility noted above. It is unclear, therefore,
whether this shift has left teachers better or worse
off overall in terms of their workload.
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4.3.2.3 Satisfaction

Blatchford et al. (2006/7; 2008) report that
teachers surveyed were overwhelmingly positive
about the impact of classroom-based support staff
on their job satisfaction. This stemmed from the
benefits of having a good working relationship with
another adult, and secondary impacts of reduced
workload and stress levels. Teachers felt that the
additional support enabled pupils to have increased
levels of attention, or achieve more, which
increased their own job satisfaction. Conversely,
where teachers were dissatisfied, conversely, this
related to poor working relationships with a person
who was not well trained, or lacked initiative. In
such circumstances, the teacher’s workload was
arguably increased due to the management of the
additional adult in the classroom.

4.3.2.4 Stress

A large study by Moyles and Suschitzky (1997a,

b) described a number of teacher outcomes.
Teachers reported ‘feeling supported’ with a TA
presence in the classroom. This was corroborated
by headteachers, who reported that teachers were
‘less stressed’ when they had the support of a TA.
Where a TA had undertaken training to become a
senior or higher level TA, heads commented that
their ability to take over some activities - such

as preparation of resources - enabled teachers

to undertake a wider role within the school.
Blatchford et al. (2006/7) also report that up to
62% of teachers surveyed felt that their stress
levels had decreased as a result of the assistance
from support staff. This finding on reduced

levels of stress was repeated in a later study by
Blatchford et al. (2008).

A further study (Cremin et al., 2005) reported that
where support across groups of children was evenly
distributed across teachers and support staff
(zoning), they felt less stressed. They described a
class in which this regime led to shared support to
a group of less able children who were not always
willing to co-operate, which had a positive impact
on stress levels. The ‘reflective teamwork’ model
forced quality listening time between the teacher
and the TA, which they reported strengthened their
relationship.

A study of pupils’ perspectives suggested that the
TAs helped the teachers by enabling them to cope
in the classroom. Responses suggested that they
perceived that their teachers could not manage
either the number or behaviour of the children as
well on their own (Bowers, 1997).

4.3.2.5 Summary
FINDINGS
The literature identifying impacts on teachers

comprised four high, three medium and one low
quality study. Evidence from one high and two
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medium quality studies suggests that one impact of
support staff has been for a shift in the teacher’s
role towards more managerial responsibilities.

Two studies (pre SENDA 2001), one high and one
low quality, suggest that individual support to
pupils with disabilities may hinder teachers in
assuming a full role in relation to the education of
these children.

There is a perception on the part of teachers,
reported in one medium and two high quality
studies, that TAs have reduced their workload.
While much of this has been due to the removal of
clerical tasks to administrative staff (high quality
study), classroom-based TAs have also contributed
towards this impact (high quality study).

There is some evidence, from three high and one
medium quality studies, that the presence of
motivated support staff increases satisfaction, and
reduces stress levels of teachers in mainstream
classrooms.

The additional support, perceived by teachers
to have a positive impact on pupils’ learning
experiences and progress, was also noted to
have an effect in increasing the teachers’ job
satisfaction (two high quality studies).

PROCESSES

Arguably, support with workload relieves some of
the stresses experienced by teachers. The above
studies hint that these relate to both preparatory
tasks, and to even the distribution of responsibility
for support for cooperative and uncooperative
groups of pupils.

The study by Blatchford et al. (2008) provided the
best source for elaboration on the processes that
lead to positive impacts for teachers. As noted
above, these stem from good working relationships.
Particular personal attributes that teachers
highlighted were connected to a positive outlook
on the part of support staff, both as individuals
and in their approach to providing support in the
classroom.

GAPS IN THE LITERATURE

The impact of support staff on teachers is not a
well researched field. Although eight publications
provided information to support this aspect of

the review, impact on teachers was not the sole
focus in any. Indeed, reporting on this impact was
confined in some instances to almost ‘throw away’
comments made in the course of gathering views
on related classroom-based impacts of support
staff on pupils.
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Table 4.12: A summary of included studies on impact of support staff on school climate (N = 6

studies)
Paper Overall quality | Type of study [ Type of school | Focus of support | Area of impact
(WoE D)

Cremin et al. (2005) High Mixed Primary General Ethos

Giangreco et al. (2001) High Mixed Primary General Ethos
Secondary Disability Parental

engagement

Lacey (2001) Low Qualitative Primary Disability Parental
Secondary engagement

Loos et al. (1977) Medium Mixed Primary General Ethos

Tews and Lupart (2008) Medium Qualitative Primary Disability Ethos
Secondary

Woolfson and Truswell Medium Mixed Primary General Parental

(2005) engagement

4.3.3 Impact of support staff on school
climate

Six studies report findings that reflect on the
impact of TA support on school climate. The

studies synthesised in this chapter of the review -
comprising three high, three medium and one low
quality studies - varied widely in quality. However,
none of these studies is ‘about’ school climate.
Nevertheless, studies focused on other purposes
have derived some implications for aspects of school
climate. The literature is therefore synthesised in
relation to these sub-themes, but considered of
‘low quality’ for this purpose because the issues are
a by-product of research focused elsewhere. The
studies are listed in the table below

4.3.3.1 Ethos

Giangreco et al. (2001) noted that, where TAs
worked in a one-to-one fashion with disabled pupils,
their teachers appeared less engaged in their
teaching and in routine communications with their
family. This suggests the classroom environment
reflected an ethos of ‘integration’ in the setting,
rather than inclusion among peers. However, where
TAs were deployed in a ‘program-based’ fashion,
teachers used them to provide additional support
as they saw fit. They were comfortable declining
support they felt was unnecessary. Giangreco et

al. (2001) report that these teachers interacted
equally with pupils with and without disabilities in
instructional periods.

Three different classroom arrangements that
involved teacher/TA team approaches to teaching
were tested by Cremin et al. (2005). This study used
observations of on-task behaviour (see Appendix

4.2 for details). Comments from interviews with
teachers and TAs supported the observational data.
In terms of climate, comments suggested that
‘zoning’ allowed less able children to be better
included within the class, rather than being seen as

a separate, supported group because all pupils were
receiving small group support.

Students in the Tews and Lupart (2008) study made
a number of comments that suggested that support
from TAs engendered an ‘inclusive’ environment

in the classroom and for some in the playground.
Inclusion was made possible by facilitation, as
reflected elsewhere in this report, by TAs who
mediated between student and learning tasks, as
well as between student and their peers.

4.3.3.2 Parental engagement

Three papers included descriptions of the impact of
TA support on parental engagement levels. None was
entirely clear on the extent of such impacts across
schools involved in the research.

Lacey (2001) reported enhanced parental
engagement levels as a consequence of TA support
to children with severe disabilities. The TAs
interviewed were in regular contact with parents.
Their role included daily feedback on the child’s
activities and, where there was direct contact, a
report on the progress of inclusion. It was unclear
in the paper whether this was the case for all TAs
interviewed. However, this issue is confirmed in a
study by Giangreco et al. (2001), which also found
that ‘less engaged’ teachers, that is those whose
TA worked on a one-to-one basis with a pupil with
disabilities, tended to defer communication with
parents to their TA.

Another study (Woolfson and Truswell, 2005)
described perceptions of impact of general support
provided by TAs on school climate, in addition to
other review foci. In particular, improved parental
engagement is noted. Details of this engagement
are not clearly described; however, the paper notes
that TAs ‘encouraged parents to be more involved
in their child’s learning’; they were more accessible
to parents and that they operated parent workshops
(for example, in mathematics). While these
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activities suggest greater involvement with parents
in school, no specific examples of impacts of these
activities were described.

The papers highlighting this issue suggest that TAs
may be regarded as ‘more accessible’ than the
class teacher. However, the full meaning of this is
not entirely clear. For example, this could mean
that they are regarded as being less busy, and
therefore literally more available, or, that they are
‘socially’ more like the parents than the pupils’
teacher and therefore easier to relate to on a one-
to-one level. Certainly, where TAs run academic
skills workshops (as suggested above) that are
taken up by parents, a stronger and closer link with
parents may be forged.

4.3.3.3 Summary

The findings are tentative (see note above on
quality). The literature in this area is scant and the
issues highlighted have been taken from studies
whose main focus was elsewhere; hence the quality
of data on which they are based is low. However,

it was considered important to include whatever
information could be gleaned on the impact of
support staff on school climate. Below study
quality ratings for their main themes are reported.

FINDINGS

Two high, three medium and one low quality
study provided some evidence on issues of school
climate.

Two high and one medium quality study offered
some evidence that TA input appeared to

generate a more inclusive ethos. Using teacher/

TA teamwork to support small groups within whole
class activities was seen by researchers and TAs

to promote a ‘more inclusive’ ethos in two high
quality studies. Children with learning difficulties
were not singled out as being in receipt of ‘special’
attention using this approach. This was also
reflected in a study (medium quality) that reported
comments from pupils with learning difficulties
themselves. They suggested that TAs facilitated
their inclusion in mainstream classes.

There was some evidence (in one high and one
low quality study) that TAs could have a role in
promoting parental engagement in school, both in
relation to their child’s daily activities and, where
appropriate, in developing their own numeracy
skills.

PROCESSES

Where the teacher and support staff work as a
team targeting support towards small groups of
pupils, all pupils receive support to some degree.
The more intensive level of support provided to
those with particular learning needs may not then
be regarded as ‘special’ or humiliating. Learning
support is perceived as normal practice.
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The literature suggests a role for support staff as
intermediary between the teacher and parents,
particularly those who have sons or daughters with
severe learning difficulties.

GAPS IN THE LITERATURE

There were no primary sources of literature on

the impact of support staff on school climate.
Those impacts reported above were derived from
data reported for other purposes. For this reason,
they could have been just as easily excluded as
included in this review. However, it was considered
important to report them tentatively as an
indication of what these impacts are likely to be.

The data reviewed above suggests that there may
be significant impacts of this type worthy of the
focus of research initiatives.

4.4 In-depth review: quality-
assurance results

The thematic approach taken to review ensured
that the majority of publications were reviewed
in depth by two or more reviewers. This enabled
a detailed discussion of the publications to be
undertaken to ensure a common view of the
nature of the particular study and interpretation
of findings. In this way, the four reviewers were
able to align their understandings in relation to
terminology, methods and findings.

4.5 Summary of results of
synthesis

The review sought evidence on the impact of
support staff on pupils and mainstream schools.
Support staff were defined as adults performing
teaching assistant or equivalent roles in
mainstream schools - in this report, referred to as
‘teaching assistants’ (TAs). Impacts were defined as
pupil impacts (participation, academic or social/
emotional) or school impacts (teaching, teacher,
climate). The findings from 19 high, 14 medium and
2 low quality studies are summarised in the points
below.

4.5.1 Pupil impacts
4.5.1.1 Participation

The findings in relation to TA impacts on
participation of pupils with SEN present a mixed
picture. Fourteen studies were identified, including
six high, six medium and two low quality studies.
Of the 14 studies, seven (two high and five medium
quality) reported a negative impact where over
reliance on TA support, or too much support,
hindered pupil interaction with peers and teachers,
undermined opportunities for self-determination,
or led to pupils feeling stigmatised.

Four studies (two high and two low quality)
suggested that TAs had a positive impact on pupils



with SEN in relation to maintaining engagement

in academic activities, and where appropriately
trained in supporting communication with peers.
Two studies reported mixed findings, which
supported those summarised above. One study
reported a ‘neutral’ finding. TA support to pupils
with autistic spectrum disorders did not improve or
interfere with pupils’ interactions with teachers.

Five studies (two high and three medium quality)
reported on the impact of TAs on participation of
all pupils and four of these presented a positive
view. The presence of TAs in a mainstream
classroom was found to help pupils engage in
academic tasks and activities. One high quality
study reported mixed findings, supporting the
above conclusion in relation to engagement in
learning, but suggesting that, where support was
focused more intensely, this could have a negative
effect on interaction with the teacher.

4.5.1.2 Academic

Seven of eight high quality studies on targeted
support for literacy to individuals or small groups
suggested that trained and supported TAs had a
positive impact on pupils’ progress. The remaining
study reported mixed findings, with improvements
in reading enhanced in those year groups where
reading is emphasised.

Only two studies, also of high quality, addressed
targeted support for numeracy; one of these
found no impact on numeracy skills, while the
other found mixed evidence. The former adopted
a notably different approach from that described
in studies on literacy support, which might
account for this finding. The latter study found
positive impacts only in year groups where skill
development in humeracy was emphasised.

One further high quality study evaluated the
effectiveness of a language intervention and found
a positive impact of suitably trained speech and
language TAs on language skills.

Two studies on targeted support (both high quality)
and three on general support (two high and one
medium quality) reported positive perceptions

on the part of teachers, parents/carers and

pupils themselves regarding the impact of TAs on
academic development.

4.5.1.3 Social/emotional

Four of the six studies reviewed (one high and
three medium quality) reported positive impacts

of TA support on psychosocial development. The
two remaining studies (one high and one medium
quality) presented mixed findings. There was a
general perception on the part of teachers, parents
and pupils with learning difficulties that TAs can
promote social and emotional development in
children. However, perceptions of pupils with
learning disabilities suggested that they recalled
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developing friendships with their TAs rather than
with their peers.

One medium quality study also found that TAs
were not successful in undertaking therapeutic
tasks aimed at supporting children with emotional
and behaviour problems. It was suggested that
the intervention may have been too brief to be
effective.

4.5.1.4 Processes supporting positive pupil impacts

TAs appear effective where trained and supported
to deliver specific interventions to individuals or
small groups. However, the intervention itself
should be robust: that is, for example, delivered
appropriately and implemented over a sufficient
period of time to have an effect.

Support to individuals needs to be finely tuned

to their needs to provide sufficient support

with learning or communication as necessary,

but to promote pupil self-determination and
social interaction wherever possible. Support

for participation therefore requires TAs to be
acutely aware of the individual needs of the pupils
they are supporting and to make finely balanced
judgements as to the possible impact of their
presence in encouraging/discouraging learning and
participation.

The type of balanced TA support suggested above
can provide supported pupils with experiences
that enhance or improve their self-esteem or
confidence, and may impact on behavioural issues.

4.5.2 School impacts
4.5.2.1 Teaching

Use of TA support allows teachers to engage pupils
in more creative and practical activities.

Teaching with the support of a TA allows the
teacher to spend more time working with small
groups or individuals.

4.5.2.2 Teachers

The literature identifying impacts on teachers
comprised four high, three medium and one low
quality study. Evidence from one high and two
medium quality studies suggests that one impact of
support staff has been for a shift in the teacher’s
role towards more managerial responsibilities.

Two studies (pre SENDA 2001), one high and one
low quality, suggest that individual support to
pupils with disabilities may hinder teachers in
assuming a full role in relation to the education of
these children.

There is a perception on the part of teachers,
reported in one medium and two high quality
studies, that TAs have reduced their workload.
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While much of this has been due to the removal of
clerical tasks to administrative staff (high quality
study), classroom-based TAs have also contributed
towards this impact (high quality study).

There is some evidence, from three high and one
medium quality studies, that the presence of
motivated support staff increases satisfaction, and
reduces stress levels of teachers in mainstream
classrooms.

The additional support, perceived by teachers

to have a positive impact on pupil’s learning
experiences and progress, was also noted to have
an effect in increasing teacher’s job satisfaction
(two high quality studies).

4.5.2.3 Climate

Two high, three medium and one low quality
study provided some evidence on issues of school
climate.

Two high and one medium quality study offered
some evidence that TA input appeared to

generate a more inclusive ethos. Using teacher/

TA teamwork to support small groups within whole
class activities was seen by researchers and TAs

to promote a ‘more inclusive’ ethos in two high
quality studies. Children with learning difficulties
were not singled out as being in receipt of ‘special’
attention using this approach. This was also
reflected in a study (medium quality) that reported
comments from pupils with learning difficulties
themselves. They suggested that TAs facilitated
their inclusion in mainstream classes.

There was some evidence (in one high and one
low quality study) that TAs could have a role in
promoting parental engagement in school, both in
relation to their child’s daily activities and, where
appropriate, in developing their own numeracy
skills.

4.5.2.4 Processes supporting positive school
impacts

Support appears more effective when incorporated
into a ‘team teaching’ approach, where the

TA is used as a resource to support individuals

or groups within the classroom. Planning and
evaluation within ‘team’ meetings act to improve
facilitation for pupils and enhances the teacher/TA
relationship.

Assistance from TAs in providing some of the
support to less cooperative individuals or groups of
children helps to reduce teacher stress levels.

Using a team approach to supporting small groups
of children within the class as a whole can make
the support to children who are underachieving
or who have disabilities, part of routine teaching
practice with all children, and hence less
stigmatising.
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TAs can provide a useful link with parents, through
informal or routine contacts, to promote their
engagement in school and learning.

4.5.3 Gaps in the literature

Any review can only represent the literature
identified within the timeframe for the work,
seen through the values and experiences of those
conducting the review. The value of systematic
review such as this is the transparency with which
the evidence is presented, allowing the reader
to evaluate the processes that have led to the
synthesis of literature. In this review, there were
a number of significant ‘gaps’ in the literature,
as defined by this Review Group. These gaps are
detailed below.

4.5.3.1 Pupil impacts
ACADEMIC

The strongest evidence available in relation to
pupil outcomes concerned progress in literacy

for children who are underachieving. There is
therefore a lack of evidence of the impact of TA
support on the wider curriculum, and on normally
developing children.

PARTICIPATION

There was a dearth of information on the impact of
TAs on curriculum adaptation. As this is arguably a
major role for TAs, particularly in relation to pupils
with SEN, more research on the impact of TAs in
this area is required.

SOCIAL/EMOTIONAL

The literature on the impact of TAs on social

and emotional development was very small.
Despite some indication in the literature that a
consequence of some of the ‘academic’ support
for pupils impacted on social and emotional
development, in the view of parents or teachers,
there was no substantive appraisal of the impacts
of TA support in relation to pupils’ self-esteem

or confidence, their relationships with others or
regulating their emotions.

4.5.3.2 School impacts
TEACHING

Although a number of studies were identified in
relation to impacts on teaching, none provided
detailed analysis of the mechanisms involved. In
order to disseminate good practice, it is important
that such studies should include details of how
outcomes were achieved in addition to measures of
their benefit.



TEACHERS

The impact of TA support on teachers is not a
primary focus of research in much of the wider
literature at the present time. While the work of
Blatchford et al. (2001-2008) has made important
inroads here, additional direct research is needed
on the mechanisms of TA support that impact

on and have implications for role, workload,
satisfaction and stress, to ensure that teacher
training, career paths and support can be
appropriately configured.

LEADERSHIP

No research was identified on the impact

of TA support on school leadership. In the
conceptualisation for this review, it was conceived
that additional numbers of staff in mainstream
schools and the implications for management

of this wider workforce would have emerged in
the literature. That the Review Group identified
none at all, despite exhaustive searches, suggests
that this has not yet surfaced as an issue within
the research community, if not within schools
themselves.
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CLIMATE

The impact of TAs on school climate is not a
current focus for research, despite a high profile in
educational discourses. This appears a significant
oversight.

The points above summarise the key findings

from the review. Echoes of these issues are
discussed elsewhere in the literature (see for
example Giangreco et al., 2005). The Review
Group therefore concludes that, although many of
these findings are not new, nevertheless, bringing
them together in the form of this review may be
helpful to the wider audience with an interest in
promoting personalised learning to pupils, effective
teaching practice and an empowered workforce.
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CHAPTER FIVE
Implications

This section discusses the strengths and limitations of the review and points to the implications to
be drawn from this body of literature for policy, practice and research audiences.

5.1 Strengths and limitations of this
systematic review

Any research in the field of education practice
needs to respond to a range of complex challenges.
School contexts are constantly evolving in response
to changing legislation and policy guidance. Hence,
against this backdrop of competing priorities, it is
not always possible to conduct rigorous definitive
studies. The literature reviewed here reflects this
issue. Traditional experimental studies were, for
the most part, employed in relation to academic
outcomes for pupils, although some were apparent
in relation to the participation (engagement) of
pupils in their classwork; these were, on the whole,
of high quality. The rigour of the qualitative studies
was much more variable, although some were also
rated overall as being of ‘high weight of evidence’
(WoE D). Many of the remaining studies were not
rated as highly in relation to their overall quality;
however, in most cases there was a consistent
message which permeated the findings and therefore
added credibility to the overall conclusions.

The main data was obtained from UK and US studies.
This may reflect the surge in use of TAs in these
countries, not apparent in other countries in the
world. However, the members of the Review Group
were surprised not to find relevant studies from
Australia where the use of TAs is also common.

It is unlikely that the database searches missed
Australian studies; however, as with any review, it
must be acknowledged that this review synthesises
the literature which the reviewers were able to find
and collect within the short timeframe for the work.

The majority of studies were based in primary
schools, so the findings ostensibly have more limited
relevance for TA impacts in secondary schools.
Nevertheless, many of the issues highlighted are
likely to have equal importance for secondary
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schools, and, in terms of peer interactions among
young people, these are arguably likely to be
amplified. Studies were generally focused on the
impact of TAs on students who were underachieving
or who had a disability. It was also clear that the
impact of support staff on school leadership has
not, so far, been a focus of research. Nor was the
unpaid voluntary support provided within schools
a particular focus. A single study was identified
and clearly did not provide a sufficient ‘body’ of
knowledge for this review.

Particular strengths of the review were the wide
ranging literature searching strategies, and the
extensive collaboration among the four reviewers.
Co-location, within the same institution, was key
in this ongoing contact; it allowed the reviewers to
consider the emerging literature with a clear vision
of the parameters within which it was set.

5.2 Implications

The findings of this review complement and add
further depth to the findings of the earlier review on
the impact of paid adult support on pupils (Howes et
al., 2003). In addition, it provides evidence on the
wider impact of support staff on aspects of schools
themselves. The main implications of the review for
policy, practice and research are described below.

5.2.1 Policy
Pupils

The studies reviewed here suggest that TAs play an
important role in supporting policy initiatives as
they are rolled out across mainstream schools. Well
trained and supported TAs can effectively support
the learning and participation of pupils at the whole
group level, in small intervention groups, and on

a one-to-one basis where necessary, working with



normally developing children, those with learning
difficulties, and those with the most complex
disabilities. This finding, therefore, has implications
for policy on TA deployment, which needs to
promote and require effective programmes for this
group to enable them to support pupils with a wide
range of abilities appropriately and in the full range
of learning interactions (1:1, small group and whole

group).
Schools

Policy driving the deployment of the TA workforce
has been successful in providing support for
teachers on a number of levels and in delivering
benefits to pupils. To enhance emerging TA impacts,
it is necessary for policy to promote effective
management, training and mentoring of these staff
in clearly delineated roles.

Within teacher training policy, it is important

to communicate the nature of the collaborative
working required if TA support is to be employed to
its best effect. Teachers need to be appropriately
trained in team working approaches during initial or
postgraduate training programmes. This includes,
for example, teachers acknowledging the knowledge
and important perspective that TAs bring on pupils
and their responses to classroom activities. It will
be important to monitor the ongoing effect of the
emphasis now given to collaborative working in
professional standards for teachers.

5.2.2 Practice
Pupils

Findings suggest that, where properly trained and
supported, TAs can have a positive impact on pupil
progress. It was clear, however, that progress was
more marked when TAs supported pupils in discrete
well defined areas of work on particular aspects of
learning. There is therefore a strong case for the
deployment of well trained TAs to support pupils
(individually or in groups), in collaboration with the
class teacher. The evidence reported here suggested
that support for literacy may be a particularly
productive area.

As in the earlier review on support staff, the findings
suggest that support to individual pupils should be
combined with supported group work that facilitates
all pupils’ participation in class activities. The
implication here is that TAs should not, normally,
work on an exclusively 1:1 basis with pupils. Pupils
with particular learning needs may require this

type of support at times, but their learning and
participation are facilitated where this is kept to a
minimum and provided within the context of support
to groups.

Schools

Similarly this, and the earlier review, found evidence
emphasising the importance of allocated time for

Chapter 5 Implications

teachers and TAs to plan programmes of work. It is
important that, in this way, support is embedded as
‘standard’ school practice to overcome notions of
‘difference’ engendered in the past by provision of
support to pupils with SEN.

Where TAs are used to support participation in

the classroom, TAs and teachers need to work as a
team, with the type and extent of support provided
being planned on an individual basis. TAs should

be deployed as part of the class teacher’s wider
strategy for achievement of learning objectives
across the whole class, and not assigned exclusively
to a particular individual.

Within the school environment, TAs are more
effective if they are part of the staff team, where
their contribution to whole school decision-making
is valued, and where the complementary roles of
teachers and TAs are more clearly delineated to the
benefit of these professionals, parents and pupils
alike.

5.2.3 Research

As noted above, the literature included in this
review employed a wide range of methodologies
and was of variable quality. Those studies with
unacceptably poor methodologies were excluded
from the review, while more moderately rigorous
studies were included. The Review Group
acknowledges that the challenges of conducting
rigorous research within service settings, such as
schools, will continue to be an issue. However,
an accumulation of modest studies supporting a
particular finding over time will lend strength to
issues that are particularly difficult to capture in
school-based educational research.

It was evident, however, that the research literature
was not evenly spread across the areas considered
important for this review. Those areas that are in
need of additional research attention are highlighted
below.

Pupils

Although there was a considerable literature

on the impact of TAs on progress in literacy for
children who were underachieving in this area,
there was little on their impacts on wider academic
achievements. This is a potential area for further
research, bearing in mind the finding that support
with discrete areas of the curriculum by specifically
trained TAs appears to have the greatest impact.

No substantive literature was found on the impact
of TAs on adapting the curriculum to make it more
accessible to pupils. With increasing numbers of
children with disabilities included in mainstream
schools, TAs are likely to have some role in adapting
learning materials to making learning activities
accessible. In addition, in relation to those with
complex disabilities, differentiation between TA
support for physical access (physical and medical
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needs) and TA support for learning requires
disentangling. Research on this role is therefore
needed.

Similarly, few studies addressed the impact of TAs
on the psychosocial adjustment of pupils. With the
emphasis on resistance to exclusionary pressures in
relation to children with emotional and behavioural
disorders, the role of TAs in supporting this aspect
of the curriculum is an under-researched issue, and
worthy of more attention.

Schools

Although a limited amount of literature was
reviewed concerning the impact of TAs on
teaching, the studies identified did not elaborate
on the impacts in any detail. More often, these
‘impacts’ were incorporated into studies where the
main focus was on pupils. Research, in the form of
ethnographic or detailed case studies, is therefore
required specifically focused on the impact of

TAs on teaching in mainstream classrooms, so

that effective practice is understood and can be
adopted more widely.

Similarly, there is little specific research on
the processes whereby TAs impact positively on
teachers. The message that teachers want and
appreciate support from TAs is clear, but the
mechanisms operating to maximise benefits to
teachers have not been extensively explored.
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Notions of ‘climate’ are prevalent in discourses

on schools. The atmosphere of any school clearly
impacts on those who work or study within its
walls; however, research that specifically addresses
‘climate’ is absent from the literature. The few
studies included for review under this theme
mentioned aspects of ‘climate’, without engaging
in an exploration of the wider implications of
identified aspects, such as ‘inclusive’ classrooms
or ‘parental engagement’ in school or their child’s
learning. There is therefore enormous potential for
further research in relation to these issues.

Particularly conspicuous by its absence was
literature on the impact of support staff on
leadership within schools. Give the rapid and
relatively recent rise in the numbers of TAs working
in schools, the Review Group had expected to find
some literature on the impact of this development
on the leadership and management structure in
schools, particularly secondary schools. As some
schools have now promoted TAs to become non-
teaching special educational needs co-ordinators
(SENCOs), this is also an area in which the Review
Group expected to find some research. There is,
therefore, a good deal of room for research into
these issues.
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Appendix 1.2: National and international
experts responding to contacts

Contact Supplied

Jim Boyle, University of Strathclyde Report

Graham Butt, Birmingham University 1 ref; 2 contacts
Michael Giangreco, University of Vermont Weblinks

Helen Gunter, University of Manchester 3 Contacts

Tommy MacKay, Psychology Consulting Services, Cardross, Dumbartonshire |2 Refs; 1 contact

Jim Pugh, Staffordshire University 4 reports/ publications

Gary Thomas, Birmingham University 2 Refs
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Appendix 2.1: Inclusion and exclusion

criteria

Inclusion

Exclusion

Review period

No date - 30 April 2008

N/A

National/ international
scope

English language

Non-English language

Type of data

Empirical

Personal views
Training initiatives
Best practice accounts
Methodology

- not reported

- incoherent

- unsystematic

Age range

Pre-school and compulsory schooling
(3-16 years)

Further education
Higher education

School type

Mainstream

Special schools

Other ‘alternative’ or non-
traditional educational
establishments

Adult support

Paid and unpaid adults who provide
support in school - unpaid support

being structured or regular in form and
imparting the particular expertise, or
‘quality’ of the adult concerned; support
may be direct or indirect, general or
targeted

Parent volunteers

Paid support workers whose role
is primarily undertaken away from
the school premises

Professionals, such as educational
psychologists or support
‘teachers’ with particular
expertise

Impact
- Pupils

- School

On participation (attendance,
engagement), academic learning
(progress/ advancement)

Social and emotional adjustment (self-
esteem, relationships)

On one or more aspects of the school
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On school budgets

On support worker/ teacher
career



Appendix 2.2: Search strategy for

electronic databases

BEI
ERIC

Expanded Academic ASAP

IBSS

PsycInfo

Social Sciences Citation Index (ISI Web of Science)

Sociological Abstracts

TESOL Quarterly

Zetoc: Electronic Table of Contents

Overall strategy
Pupil impact

Or pupil attainment

And pupil mentoring

Or pupil achievement

And mentors

Or pupil participation

And school mentors

Or pupil engagement

And special support assistants

Or pupil behaviour

And support staff

Or pupil outcomes

And support assistants

Or pupil self-esteem

And paraprofessional

Or pupil learning

And paraprofessional personnel

Or pupil attendance

And teaching assistants

Or pupil aspiration

And teaching aides

Or pupil progress

And teacher aides

Or pupil confidence

And facilitator

Or pupil voice

And hearing support

Or pupil development

And behaviour support
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Appendix 2.2: Search strategy for electronic databases

Or pupil independence

And general assistant

Or pupil choice

And companions

Or pupil perceptions

And assistant educators

Or pupil relationships

And personal educator

Or pupil interactions

And support worker

Or peer interactions

And voluntary helper

Or pupil assessment

And volunteer

And support staff

And meal-time assistant

And classroom assistants

And school nurse

And learning support assistants

And community nurse

And support assistants

And early literacy support

And learning mentors

And pastoral support

And mentoring support

And literacy support

And non-teaching staff

And cover supervisor

And school support staff

And curriculum support

And instructional aides

And personalised learning

And pedagogues And special educational needs support
And paraeducator And SEN support
And pupil support staff And EAL support

And interventions

School impact

Or school outcomes

And supportive environment

And learning mentors

Or school ethos

And mentoring support

Or school cohesion

And pupil mentoring

Or school climate

And mentors

Or school perception

And school mentors

Or school status

And special support assistants

Or school leadership And support staff
Or staff role And support assistants
Or teacher role And paraprofessional

Or staff workload

And paraprofessional personnel

Or teacher workload

And teaching assistants

Or teacher stress

And teaching aides

Or teaching methods

And teacher aides

Or teacher assessment

And facilitator

Or school community

And hearing support

Or curriculum access

And behaviour support

Or social access

And general assistant

Or inclusion

And companions

Or social inclusion

And assistant educators

Or inclusive curriculum

And personal educator

Or targeted intervention

And support worker

Or mainstream inclusion

And voluntary helper

Or learning outcomes

And volunteer

Or social skills

And meal-time assistant
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Or parent perceptions And school nurse

Or community perceptions And community nurse

Or league tables And early literacy support
And support staff And pastoral support

And classroom assistants And literacy support

And learning support assistants And non-teaching staff
And support assistants And school support staff
And instructional aides

And pedagogues

And paraeducator

And pupil support staff

And interventions

And cover supervisor

And curriculum support

And personalised learning

And special educational needs support

And SEN support

And EAL support

And supportive environment



Appendix 2.3: EPPI-Centre keyword sheet,
including review-specific keywords

General keywords

1 Identification of report
1.1 Citation

1.2 Contact

1.3 Handsearch

1.4 Unknown

1.5 Electronic database

2 Status
2.1 Published
2.2 In press

2.3 Unpublished
3 Linked reports
3.1 Not linked

3.2 Linked (details - identifier)

4 Language (Please specify.)

4.1 Details

5 In which country/countries was the study carried out?

5.1 Details
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6 What is/are the topic focus/foci of the study?
6.1 Assessment

6.2 Classroom management

6.3 Curriculum

6.4 Equal opportunities

6.5 Methodology

6.6 Organisation and management

6.7 Policy

6.8 Teacher careers

6.9 Teaching and learning

6.10 Other topic focus

7 Curriculum

7.1 Art

7.2 Business Studies

7.3 Citizenship

7.4 Cross-curricular

7.5 Design and Technology
7.6 Environment

7.7 General

7.8 Geography

7.9 Hidden

7.10 History

7.111CT

7.12 Literacy - first language
7.13 Literacy further languages
7.14 Literature

7.15 Mathematics

7.16 Music

7.17 PSE

7.18 Physical Education

7.19 Religious Education

7.20 Science



Appendix 2.3: EPPI-Centre keyword sheet, including review-specific keywords

7.21 Vocational

7.22 Other curriculum

8 Programme name (Please specify.)

8.1 Details

9 What is/are the population focus/foci of the study?
9.1 Learners

9.2 Senior management

9.3 Teaching staff

9.4 Non-teaching staff

9.5 Other education practitioners

9.6 Government

9.7 Local education authority officers

9.8 Parents

9.9 Governors

9.10 Other population focus

10 Age of learners (years)

10.1 0-4

10.2 5-10
10.3  11-16
10.4 17-20

10.5 21 and over

11 Sex of learners
11.1 Female only
11.2 Male only

11.3 Mixed sex

12 What is/are the educational setting(s) of the study?
12.1 Community centre

12.2 Correctional institution
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12.3 Government department
12.4 Higher education institution
12.5 Home

12.6 Independent school

12.7 Local education authority
12.8 Nursery school

12.9 Post-compulsory education institution
12.10 Primary school

12.11 Pupil referral unit

12.12 Residential school

12.13 Secondary school

12.14 Special needs school

12.15 Workplace

12.16 Other educational setting

13 Which type(s) of study does this report describe?
13.1 Description

13.2 Exploration of relationships

13.3 Evaluation

13.4 Evaluation: naturally occurring

13.5 Evaluation: researcher-manipulated

13.6 Methodology

13.7 Review

13.8 Review: systematic review

13.9 Review: other review

14 Have keywords been applied in all categories (1 - 10) and reason why (e.g. no information in text)?
14.1 Yes

14.2 No (Please specify.)

Review-specific keywords
16 Pupil focus (intended beneficiaries of support)

The use of these categories reflects current conceptualisation in much of the literature, and the revised



Appendix 2.3: EPPI-Centre keyword sheet, including review-specific keywords

SEN Code of Practice.

16.1 Under-achievement: for example, including ethnic minority under-achievement, boys, girls, etc.,
pupils who are still learning English as an additional language, gifted and talented pupils

16.2 Behaviour: for example, behaviour, emotional and social

16.3 Disability: pupils whose disability gives rise to a need for support (e.g. physical and sensory, including
epilepsy; communication and interaction, especially specific language disorders; cognition and learning, i.e.
dyslexia, MLD/ SLD)

16.4 General: pupils who benefit from additional support not as through any particular characteristic or
experience

16.5 Not clear

17 Data on impact

17.1 National tests

17.2 Group tests

17.3 Individual assessment
17.4 Personality tests

17.5 Teacher rating scales
17.6 Classroom observation
17.7 Sociometric data

17.8 Pupil records

17.9 Not clear

18 Data provided by

18.1 Teachers

18.2 Support staff

18.3 School leadership

18.4 Governors

18.5 Parents

18.6 External services (LEA personnel)
18.7 External evaluator

18.8 Pupil receiving support

18.9 Other pupils

18.10 Not clear
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19 Data on perceived impact
19.1 Questionnaire

19.2 Semi-structured interview
19.3 Diaries

19.4 Anecdotal accounts

19.5 Not clear

20 Categories of adult support
20.1 TA equivalent (including TA, LSA, nursery nurse, language assistant)

20.2 Pupil welfare (including Connexions personal advisor, education welfare officer, nurse, home-school
liaison officer, learning mentor, welfare assistant and midday assistant / supervisor)

20.3 Technical and specialist staff (ICT network manager, ICT technician, librarian science technician,
technology technician)

20.4 Other (coaching/unpaid roles not listed above)

21 Type of support

21.1 Support for teachers/curriculum
21.2 Direct learning support for pupils
21.3 Direct pastoral support for pupils

21.4 Indirect support for pupils

22 Focus of support

22.1 General classroom support (to all class members, or roving support)
22.2 Targeted support for groups

22.3 Targeted support to individual Pupil

22.4 Not clear

23 Impact on pupil

23.1 Academic (Progress attainment)

23.2 Participation - attendance (in school, in class)

23.3 Participation - attention (engagement - teacher/task)

23.4 Participation - curriculum access (appropriate differentiation)
23.5 Participation - choice (motivational learning)

23.6 Participation - social access
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23.7 Social and emotional - self-esteem
23.8 Social and emotional - relationships

23.9 Social and emotional - psycho-social

24 Impact on school

24.1 Teaching (curriculum, teaching methods, assessment)

24.2 Teachers (role, workload, stress, job satisfaction)

24.3 Leadership (senior teachers/heads - roles, workload, stress, job satisfaction)
24.4 Climate (organisation, ethos, wellbeing, cohesion, status)

24.5 Parent/Community engagement

25 Processes

25.1 Type of support given (Please specify.)

25.2 Amount of support given (Please specify.)

25.3 How was support organised (individual/group/withdrawal)
25.4 How was support delivered (team/individual, etc.)

25.5 Facilitating factors (specify)

25.6 Barriers to success (specify)



Appendix 2.4: Levels of agreement on
keywording categories

Keyword category and subcategories

Level of agreement

Pupil focus
Underachievement
Behaviour
Disability

General

Not clear

In all the cases compared, there was complete
agreement on the coding of this item.

Data on impact
National tests

Group tests

Individual assessment
Personality tests
Teacher rating scales
Classroom observation
Sociometric data
Pupil records

Not clear

In all the cases compared, there was complete
agreement on the coding of this item.

Data provided by
Teachers

Support staff

School leadership
Governors

Parents

External services (LEA personnel)
External evaluator
Pupil receiving support
Other pupils

Not clear

In most cases, there was agreement on the coding
of this item. Analysis of the discrepancies suggested
a slight difference in emphasis in the case of
‘classroom observation’. One reviewer suggested
that data was provided by an ‘external evaluator’;
that is, the researcher coding the activity. Another
researcher suggested that data was provided by
teachers and pupils receiving support; that is, those
‘actors’ being observed. This discrepancy was not
deemed to have a significant impact on the current
review.
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Data on perceived impact
Questionnaire
Semi-structured interview
Diaries

Anecdotal accounts

Not clear

In the cases compared, there was complete
agreement on this item.

Categories of adult support
TA equivalent

Pupil welfare

Technical and specialist staff
Other

In the cases compared, there was complete
agreement on this item.

Type of support

Support for teachers/curriculum
Direct learning support for pupils
Direct pastoral support for pupils
Indirect support for pupils

In the cases compared, there was agreement on
this item. However, in one instance, a reviewer
added a second subcategory in addition. The paper
concerned addressed the second sub-category

but it was not a key finding. The discrepancy was
therefore not felt to be ‘fatal’. It was concluded
that, if significant, the issue could be picked up
again in in-depth review.

Focus of support

General classroom support
Targeted support for groups
Targeted support to individual pupil
Not clear

In the cases compared, there was complete
agreement on this item.

Impact on pupils

Academic

Participation: attendance
Participation: attention
Participation: curriculum access
Participation: choice

Participation: social access

Social and emotional: self-esteem
Social and emotional: relationships
Social and emotional: psycho-social

In most cases, there was complete agreement on
this item. In the case where a discrepancy was
identified, it was clear that one reviewer had
highlighted issues of significant focus within the
paper, while the other had, in addition to these,
also flagged up other issues mentioned that were
not a primary focus of the paper.

Impact on school

Teaching

Teachers

Leadership

Climate

Parent/community engagement

As above, in the cases where there were any
school impacts mentioned, the reviewers agreed
on the main issues. The second reviewer, however,
also coded minor or side issues discussed in the
publication. As above, this was not felt to be
problematic at this stage.
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Appendix 3.1: Selected keyword mapping
of 52 studies identified as relevant to the

review

Keywords

Number of publications coded*

Educational setting(s)
Nursery school

5

Post-compulsory education institution

Primary school 38
Secondary school 17
Other educational setting 3
Pupil focus 21
Underachievement

Behaviour 8
Disability 16
General 13
Not clear 1
Categories of adult support 46
TA equivalent

Pupil welfare 5
Technical and specialist staff 9
Other 4
Type of support 19

Support for teachers/curriculum
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Direct learning support for pupils 44
Direct pastoral support for pupils 15
Indirect support for pupils 9
Focus of support 19
General classroom support

Targeted support for groups 20
Targeted support to individual Pupil 30
Not clear 2
Impact on pupil 28
Academic

Participation: attendance 3
Participation: attention 13
Participation: curriculum access 13
Participation: choice 1
Participation: social access 8
Social and emotional: self-esteem 7
Social and emotional: relationships 15
Social and emotional: psycho-social 5
Impact on school 17
Teaching

Teachers 16
Leadership 0
Climate 11

* Publications may be coded under more than one keyword in each category.

69



70 The impact of adult support staff on pupils and mainstream schools

*9NSSL SIY3 YILM 240w 95eSUd 03 S|00YdS 104 pasu ay3 s3ysiiysly Adwis Ing jtejap Joyeals
03Ul 05 J0U S0P 3J0dal SIY ] “SOA)OSWSY) SuluLes} Ou PaALIal pey Aayl ysSnoyy usAa ‘jjels 3uoddns utesy 03 pajdadxa 9JoM SWaas 1 SI9ydea| ‘Aem Siy} Ul 93eIioqe]|0d 0} 4jels
140ddns pue si1aydea) 03 USALS Sutureuy ou Jo Jood Jo uoL3d3)yal e 9q 0sje Aew siy] *Sjooyds jetdads pue AIepu0das Ul UdsIom 0} pateadde uolienits siyl pue jjels yuoddns ym

awiL} ydeqgpasy Jo utuueld ysnous dAeY Jou pLp SJaydea} jo Ajliolew oYy 3eyy 31s988ns ssulpuy Ay ay3 ‘siaydea) uo joeduwl JO SWId) Ul pue spodal OM} ay3 4O 1S4y Y3 U]

*sjidnd pue siaydea} uo 3doedwi pue yoddns
Aoyl moy pue ‘uorjesyljenb pue Sutuley ‘uorjualal ‘yusawninidal ‘Auejes 03 guije)as 1ioddns Jo $103dse |1e JO MILAISAO SALSUSYDIdWOD e SALS 03 s1dwaiie 3| “dwl) JSA0 d5ueyd
9593} Moy pue Sutuied) ‘Sutydeay uo 3oedull 41y} pue ‘sjooyds ut jjels 3oddns jo JuswAhoydap pue solistialdeIRYD 3y AJl3USPL 0} SY%93s 34odau ay] :sSulpuy dYLI9ds-MaLADY

*sJaydea) pue jje3s Joddns sjooyds 03 900z PUR 007 Ul P3dNpuod SASAINS dJreuuolisanb jelsod :ASojopoylaw

*S9)eM pue pue)3ug ul sjooyds Arewrd pue Asepuodas ‘Jerdads ul jjels 3oddns jo JuswAoldap pue so13sLI91ORIRYD SY] JO SILPNIS 9)edS 95.18] OML
SJ9yded) ‘OlWapedy :spJoMAdy 1oedw)

ysiH :Ayenb jjesanQ

(9007 ‘T dAeM ‘) puealS) SI9YdE3) pue
Jye3s 31oddns ‘sjooyss jo A9Auns auteuuolisanb jeuoljeu puodas ay3 wouj ssulpuy uo jiodad :sjooyds ul jjeis yioddns jo 3oedwt pue JuswAholdaq (£00z) *jp 79 piojydie|g

(£00Z ‘1 dAeM ‘| pue.lS) SI9YdES) pue
Jjeis yoddns ‘sjooyds Jo AsAIns adreuuollsanb jeuoryeu e wouy ssulpuy 9yl uo 31odau :jooyds ul yyeis yioddns jo 3oedwi pue JuswAholdap ayl (9007) *Jp 19 piojydie|g

*S9W023N0 Sutuled) Jidnd uo $3109449 {JUSWSSRURW WOOISSR]D DAL (SSOUDALIDDLID Sulydeal pasealdul (sulules) Jo) 1ioddns pue uoljualle pasealdul 03

uoLINGLI3UOD dALSOd B Supjew 9J9M Sy “11BJ9A0 SUlydea) JO) SWL} SS9 SeM 3J4aY) ‘pasea.dul SIZIS SSB)D Sy "W} WNNJLLIND pue Sulydesa) uo 30349 Jed)d e aAey 0} Jeadde jou
PLP }jB3S BJIXD JO 9dUdsaId Sy} ‘SL Jey) :}jels edIxd uey) Joyied 9ZIS SS)D JO 3INsaJ e se sem ssau50.1d jeuolyeonpa jidnd uo s3094)9 9)qeadtiou 3oy ° | 95e1S A9y JO sieak 934y}
ay3 jo Aue ul ssa4504d 11dnd uo s3jnpe pue jje3s JeuoLILppe JO $3109}49 Jed)d ON JeaA uol}dadal ay3 Ul 919M SZIS SSB]D 404 $31I9}J9 JUedULUSLS Isow ay] :sSulpuy dYldads-malaay
*S955R)D JO 9)dwies-gns uo SaLpN3s 9se) “Uol}drjsiies

pue WselsnYud ‘ssauls Jayoea) ulinseaw sajeds f1ioddns wioousse)d uo s3iodad UsSydes) {uoljedolie sawl) JO S9)eWLISS U9ydea) (AdeUall) pue Sdljewsyiew Ul SJUSWSSIsse

1tdnd ‘spunousydeq jidnd fuoryew.ojul 3oddns JInpe pue 3ZIS SSe)d :UO0LID10D eleq 7 Jedk pue | JedA ‘uolidadal ygnoiyy pamo)o4 ‘Sjooyds €| /sasse)d z1z/sidnd przy =
340Y0D pue S)00Yds 66 /Sasse)d pgg/s\idnd ziy L/ = | 140yo) °s3ioyod Jidnd ajesedas om) ‘sieak 934y3 404 pamo)o4 syoafoud olyes ynpe jidnd pue azis sse)d oy :ASojopoyiaw
*$9559204d WO0.SSL)D JO Jaquinu ay3 paldajse 3ioddns wooisse)d Jaylaym (ssaasoad jeuoryednps sjidnd

uo 34oddns WOOISSE]D JO S1394)0 9)qeINSeaW DI9M 313U} JSYIBYM {SIZIS Sse)d 0} 93e)aJ 953y} moy pue Jioddns woolsse)d Jo sadA} pue siaquinu UO UOL}eWLIOJUL SSSSAIPPY

8ulyoeay ‘oLwapedy :spiomAsy joedw)
USIH A3rjenb jjesaaQ

| 95e1s A9y pue uonydadal 19A0 ssauoud Jeuoliednpa pue sa3ua431p onyel ynpe jidnd (100Z) °Jp 78 piojydielg

MaLA31 Yidap-ul ayj uL papnjoul saLpnis JO S|lelaq ¥ XIANAddy




71

ew

included in the in-depth rev

Details of studies

Appendix 4.1

sgulpuy du109ds-MalAdY

*suo13daduad s,uaJp)Lyd ul Sa2UIS4LP 5. Sulutwexa AqQ Siy3
utyim sdiysuotje)as Jo uotyeojdxa awos sa0q ‘NIS YItm uaip)iyd Surioddns 1oy woolsse)d sy} ul S})Npe Jeuolllppe Jo 3104 ay3 jo uolydadiad s,ualpiiyd saqrosaq ASojopoyiaw

sJ19ydea) ‘Surydea) ‘uonjedidilied :spiomAay 3oeduw)
wnipaw Atjenb jesaAa0

3]04 3]npe 9y3 Jo suol3dadiad s,uaJpjiyd :WO0ISSe]d weallsulew ay3j ul spasau jerdads Sunyioddng (£661) siomog

*PaJa}JO SSI3LALIDR/SYSEY/WNNDLLIND 3Y) 12394)e pue ‘sjidnd oyldads uo aye)y ‘aded

9.} 03 Sulydea) aJow Mmoye ‘diay Isherdads SuLiq SSa43s pue SPROIYJIOM Jaydea] 9SBaID9P {S]9A)] uolideysiies qol si1ayoea) asted jjels ioddns ‘st yeyy :aA13sod st 310das ayy
‘8ulyoeay uo jdoedwt Jo swid) u| *(sSpN3ILIe pue nolreyaq ‘quawuterie 1dnd uo 3oedwl ue aAey pLp jjels 34oddns Jeyy sem MalA 1euauas) sawodino jidnd pue {(Aj3uspuadapul
supiom ‘uoryeAannow ‘Aiigqrdesistp tdnd Unotaeyaq sitdnd ul syuswaaoadwl) Sutuies) oy yoeoidde sjidnd {(dyay 3sierdads Sutiajjo pue sjidnd oyidads uo Suiyey Aq)

Sutuiea) pue unotaeyaq 1idnd {(s})npe YiLm SuOL3deISIUL UL 9]0 SALIDR SJ0W B 3)qeud jjels Joddns) Jusawasesus jidnd uo jjeis ioddns jo 3oedwt ay3 £()043U0D WO0ISSe)D pue
uo1jUa}Ie JO UOLIesHeNpLALPUL Pa43}jo Jjels uoddns) suorjdoesalul jidnd pue 3npe :3uUlMo))0) 9y} sassalppe Jiodau ay) ‘3oeduwt jidnd jo swua) u| :sSulpuy dYLdads-malAay

*S1ISIA UOLIRAISSO UL pajedidilied g pue siisiA Apnis ased ul pajedidilied sjo00yds /¢ *90/5007
sulnp Q) pue 7 ‘¢ ¢} steah ut s)idnd uo pasndoy 3 “syusuodwod Apnis ased pue uolyeAsasqo “Aaauns juoddns jidnd ssurquio) aAllejljuenb pue aAllejnen) :ASojopoylaw

*34e3s Joddns pue siaydeay ‘sjidnd uo jJusawaaudy JeuolieN ay3 jo 3oedwt ay)
pue {inotAeyaq pue Sututed) Jidnd pue ‘Sulydesl pue siaydea) uo jjels yoddns jo 3oedwt ayj {4jels 1oddns Jo saLI0§931eD 1B Jo JuswAo|dap ay) uo sSuLpuy saqLIdsap 1oday

slayoea) ‘Jeuorjowd/erdos ‘uotjedidiyied ‘olwapedy :spiomAay oedw)
ystH :A3tjenb jjesanp

90/S007 - | ARM T pPUE.IS WO} S} NSaJ :Jusawaalse jeuolieu ay) jo 3oeduwit 8yl pue sjooyds ut jyeis 31oddns jo 3oedwt pue JuswAholdaqg (800zZ) °Jp 12 piojydielg

*9J1) 100Yds Jo ainjesy jusuew.ad e se papiedal ASulseadul aie
Aay3 se 1euauas ul jje3s 3ioddns spaemoy 331ys aARIsod e Suljeaud st sjooyds ul jye3s 3oddns jo Aytnbign Suiseauout sy s3sa88ns 3u0dau ayy ‘suonydadiad Ss1aydeay Jo swidl uj

‘11eJan0
JJe1s 11oddns yiim 3oe3u0D alow SulduaLiadxa aJe siaydeal jeys sieadde 1 ‘sjidnd uo 3oedwit jo swuay ul “utewsal Aed pue sarytunyioddo JaaJed punoJde sanss| “(Wo0Isse)d ay)
UL P9AJOAUL G 0} A1y1) 240w aJe oym) Jioddns JuajeAlnba y] uey) Jayied ‘UoLIdNPaJ PROIOM SIY) 03 JOINGLIJUOD SIS 3y Sem eyl 1oddns SAleIISIULLIPE SEM 1L INg
‘s1aydeal Aq pawiofiad sysey aALeIsIULWpe Syl Ul UoL3dNPaJ panuliuod (Al) ad13oead poos Sutuiwuapun ))13s sutuueld Jo yoe) (1it) ‘3ioddns Juajealnbs vy Aq paonpau ssauls
Jayoea) pue uolydejsiyes qol pasealtout (1) ‘jye3s 3ioddns urely 03 siaydeay Joj uoisiroad Sututedy ut Juswaosdwt 91331 AJaA (1) siaydeal uo 3oedult Jo swia) ul JusawAoldap
J19Y3 9ouls 95ueyd dljewelp Aue Usaq Jou Ssey aJay) 1s983ns ssulputd *}jels yoddns Jo saLi05a3ed |1 ul pako)dwa jje3s JO JIaquiNu SY3 Ul SSBaIdUL JURDYLUSLS e U93q Ssey
243y eyl pue ‘Ajpuedyludils paroiduwt aaey o3 sieadde jjeis noddns jo (uonndudsap qofl) uoiuyap 3)oJ pue jestesdde ay3 1eyy aJe nodal puodas ayj Jo sulpuy utew ay |

*sanlLqestp aAey sjtdnd ayj jou Jo Jay3aym Jo oq ystw siy3 yoddns jo adAy yeym

1tejap 03 Jeadde 3,usa0p 3| . JnOLARYSQ pue Suludes) jidnd uo jjels 3ioddns Jo 12949 SALISod Sy3 IN0ge Jea)d aaMm SIaydeal, jey)y 3dadxs ‘sjdnd o) Sule)ad 3iodad ayy ut pres
sL 91331) AUSA *SBu13}Ss JeuolIedNpa Jerdads Jo Asepuodas “Auewrid ul paAlddal st 34oddns Y3 Jay3aym uo juapuadap ualo st siy3 49AamoH sitdnd Surjioddns swily JLdayy e Jo
Isow juads Aay) ‘Sullas wealdjsutew e ut jjels yuoddns JuajeAinbs y] Suowe Ing ‘Ajqetapisuod 93inb Asea ued joddns Jo 19A3) ay3 1eyl 1s9838ns synsad ay] :sjidnd uo 3oedwy

*J4e3s Joddns jo dnoud Jejndtysed siy3 Jo JaAouany Ysiy ay3 ul pa3dalyal st uolssalfoud J1aa1ed ou 4o 91331 pue Sututely ayenbapeul jeyy sieadde osje 3| *9104
ay3 Yyam pajerdosse Aed pue sinoy Jood ua3ljo ay) 109))94 0} SWSS pue SJ0oyds Joj Sulsua)eyd paroid jyels 3uoddns JuajeAlnba vyl Jo Juswiinidal ayj Jo sjooyds uo 3oedwt sy

*JUSWIUOIIAUS
Sulusea) ayy apisino Surjesado asoy) ‘sueldluYda) pue SIojeJISiuLWpe 3q 03 A13)1) 2J0W SBM SPeOJJOM SuLdnpal 03 J0INGLIIUOD 1591R3UIS Y] USASMOH ‘INOLARYSQ pue
Suluiea) ‘Suiyoea) Jidnd Jo swa) UL JeldOYaUQ OS|e Ssem 3duasald ULy *SSaJ3s SuldNpal Jo SWIa) UL uotidejsiies qof Uiyl 03 painguiuod 4eys yoddns jeyy pajiodal siaydes|




72 The impact of adult support staff on pupils and mainstream schools

‘suoyelonb sjidnd Suisn ‘rejsp ut yoes Suiyedisnt 940499 ey, Jeuolssajoideled jo sadAy unoj AJ13Uspl 01 SI9YDIe3SaI 3Y3 paMo)e ssad0.d ay |
*s8uLy3} Yyons pajyepowiwodde A3y3) Jeyl MaLA Jo jutod ,SI9YDJeasal Y3 WOJ) pue Wayl JO payse Sulaq Sem Jeym pueisiapun 03 3)ge aJam ‘ALjLgestp J1ayl jo j3unodde uo ‘sjidnd
3Y3 ey} SuLinsud ul ssa20.4d ay3 Jnoge uol3dLIdsap JO 0] B SL 949y “Sallllqestp 1en3da))aiul yim sitdnd jo jooyds ut 3uoddns jeuolssajoidesed jo 9oustiadx] :eale 395.4e]

*S1eak 9AY SnoLASId BY3 ULYIIM 100YDS 3J3) 118 ApNnis ay3 Ul s}npe asay] :3ul}3as Arepuodas :3oedwl idnd
A3n1qestp 1en3031)93Ul YILM SJ00UDS JUSISHIP || Woly synpe 9|

sSulpuy dy1dads-malaay

(340ddns yiim auo Inqg 1) SMALAISIUL J)Npe :2AlRILenD :ASojopoyiaw

Jeuoniowsa/e1dos ‘uotieddied Olwapedy :spiomAdy 3oeduw)

ystH :A1jenb jjesanp

14oddns jeuoissajoidered yim saouariadxa 119y3 Jnoge saliljigestp 1en3da)|ajul Y3IM sjuspnis Jo saAlldadsiad (G00zZ) °jp 12 Jaoag

‘Aieingedoa aAlndadal Jo

a5ensue] aA13dadau ul Jou Ing ‘O8ensue) aAlssaIdxa uo dnous 1043uU0d dy3 UL 3soy3 ueyy ssaudo.ad asow AjjuedyLusis apew sdnous uoljuaAlalul 11y ‘Adessyy dnois pue jenplatput
uL 950y} U9aMm1aq Jo sdnous Adesayy (V11S) 3224ipul 40 (17S) 312241p 9Y3 Ul 3soyl Aq opewl ssa450.4d Sy3 UL 9DUDISLILP OU SBM 313Y] USASIMOH “dNn-mo0))04 UO paulejulew oM
Jey) saunseaw awod3no Atepuodas pue Atewrid ay3 uo ssaiSold apew sdnoaS UOLIUSAISIUL JNOJ Y3 UL USJP|LYD ]1B Jey) pajedipul sSulpuy ay] :sSulpuy dy1dads-malAay

*(Arepuodss) SAdg

pue (Arewtid) YN €-473D e Uo ‘poriad dn-mo1)0) YIuow-aAY e Ja3je ‘pue ‘s1sa) 3sod pue ald "(dnoiS yoes ul £€-1£=N) SUOLILPUOD paledo)je Ajwopuel ‘I1d YItm uaJp)iyd ayl
*SUOLSSS 9INULW Of-0E UL SYOOM G| J0J YO9M B SaWIL) € UOLJUSAIDIU| "9SIN0D Fululel} Aep-OM] B PaALIaJ SY|TS Pallnidal aAl4 *Adeiay) a5engue) pue yoaads paseq-Ajunwwod
Jewuou ‘dnoJd joJ43uo0d e (9) fy1S ue wod) sdnodd jjews aAU ul Juoddns 3dauipul (p) fy11S ue wod) oddns |3 12a41put (2) {175 ue wou sdnods ))ews SAL Ul UOLIUSAIDIUL 1D34Lp
(9) {175 ue woJ) uoryuaAIUL || 32241p () :sdnouS aALq V1S wouy Adeaayy 3daJiput Jo (17S) 1stdelayy adendue) pue ydaads e woud) Adeiayy 310al1p - uostiedwo?) *SI9pIosip
agengue] 419y} 9Wo0219A0 03 (|1d) Juawuredwt afengue) Arewrid yum sjidnd Surdiay ut (sy17S) siuelsisse Adeusyy agendue)] pue ydaads jo 1oedwl - snd04 :ASojopoylaw

Jlwapedy :pJomAsy 1oedu
ysiH :A3yenb jjessnp

juswutedwt agensue] Asewrid yyum uaapiyd 1oy
Adeiay) aSenSue] pue yoaads Jo soapow dnois SNSISA |eNPLALPUL pUeB }J3J1pUl SNSISA }D3U1P JO UOLIEN]RAS JLWOU0DS pue jeLi} pa]joJiuod pasiwopuel y (£00Z) °)p 12 9)hog

*19]3®] 93 SE 3L MBS U3IP]LYD J9P]O Se

9J9UM USW.0} dY3 Se 31 935 03 PapUS] USIP]LYD J9BUNOA "985k 0} pajeial sem sjtdnd ayj Joj diay Jo siayoea) ay) Joj d1ay Sse s}npe Jeuol}lppe Jo 9101 U9aM3aq uoldulistq (g
‘Aem styy ulL paylsse)d sasuodsal

Z1=N (92uaLiadxa }I0M 3135 0} JO ydjem 03 a3y} ‘1aydea} Jead jo Jadoid ay3 Jou 9°1) 1euolssajoid J9pJo-1amo) se Jaydea) ioddns ay) ‘Aem SLy3 ul paylisse)d sasuodsal GE=N
(S2131N2Y41p Yam uaap)yd 34oddns o3 st asodand *o°1) paau Jo Alige AQ uolleLIUSISLILP {AeM SLY3 UL payLsse)d sasuodsal 68=N (JUsWaseinodus pue uolualie alow Sulllas
ysnouy3 1eldauas ut uaip)yd djay 01 st J)npe jeuolitppe jo asodind *3°1) pityd ay3 Joj d)ay / uoliualle pasndoj-1idnd {Aem siyy ul payisse)d sasuodsal goL=N (A10893ed ISy
Yim deyusno fumop sse)d ayy wied djay *a°1) uorouny Areundidsip ayy {Aem styy uL payisse)d sasuodsal 9f =N (Sse)2 9jo0ym yitm 2dod 03 ayenbapeul Jaydesy *a°1) Jaydeal
ay3 Joj d)ay :(3uanbauy 3sow Jo 19pJo ul) sadAy utew SAY OIUL PULSSE]D 9g PINOD WOO0.SSR)D Y3 UL S}Npe Jeuolllppe jo asuasaid ayj Joj suolyeuridxa s,ualpiy) (eg)
sjooyds

*(s49yoea) ayy 10 “IN0 pajBuls uaIpILtYd ay3 JaYiLd) uoneldiuap ,dnol3-1no, Jo JUSPIAS MOYS sasuodsal Jeyy $3s983ns Joyine ay] *(smd Q| pase)

UaJpILyd J9p10 Suowe U340 dJ0W PaJInNdd0 s3iodal asay] “IN0 pajduls Sulaq a1am poddns yans SulALeIaJ USIPILYD Jey) 3194 A9Y) Jey) pajlodal Ajioutw Jua3sisuod v (qz)

*UDALS aJoMm Aayy Joddns ay3 anjea Jo aieaidde ‘Aofus 03 syinpe Jeuolitppe wod) 31oddns jo syuatdidal ayy paAslaq Asy) eyl payiodal uaapiLlyd jsow ‘jesauas uj (ey)

*Siy3 paisodaa dnou§ +1 | 9yl uL 9Soy3 JO pJiyl-auo Ajuo seataym ‘1ioddns siyy Suialedal palsodal / 03 9 pase
uaJp)Iyd 1. AjJeaN (SaA19swayy uaapityd syl Aq paliodal se) age YilM pasealdsp ualpiiyd AQ paALadal WooIsSe)d ay3 Ul synpe jeuoljippe wouy yoddns jo yunowe ay] (1)

sjidnd




73

ew

included in the in-depth rev

Details of studies

Appendix 4.1

*SUOLIRIWIL] UMO S)L S95pajmouyde osje Apnis
9yl "paqLidsap os)e aJe Ajiqenal pue AjiplieA “awwel3old ay3 JO UOLIeN|RAS S3RINDDR UR S}epowwodde 03 utulely Jo ss904d ay) Jo uoldiidsap 4o 30) e St 913y} ‘uol}de.ajul
19ad ay3 pue swweagoud ayl yloq SuLjen)eA st 1L 9oUlS “elep UOLIUSAIIUL-1s0d pue aul)aseq st 94ay] "dAllejljuenb pue aAlzeinenb yyoq st 3| :5u3as Atewtld :3oedwt jidnd

*JOAO SBM UOLJUDAIDIUL SY) J93je paulelulew 91aMm sjeuolssajoidered ayj Jo s)ys Sueitjioed (i)

*}JO Pa)19A3) uoLjelLLOR) Jeuolssajoldeled se sasealdul uoLldeIalul 199 (1)

*uolydelalul 49ad uo 1oeduwlt 51q e 01 pa) (4notaeyaq jeuolssajoideled ul d5ueyd *a°1) awweldold ayy jo 1oeduwt jews v (1)

sSuLpuy dyLd>ads- MaIADY

*papJ0d3alJ aJe Ajjiger)al pue AJLpLieA 10} SY29Y)

9]eds Uol}dRIUL |eLDOS /SUOLIeAISSqO Jeuolssajoldeled pue jidnd / Suluteuy Jeuolssajoideleq :9Al3e3l3URND pue SALIRINEND

(340ddns auo-uo-auo pue paited) sanligestp 949A3s Ym sjtdnd unoj pue sjeuolssajoldeded unoy ‘sjooyds Atewrid Om] :UOLIUSAIDIUL UD}je puR 210)9g

*suoljoelaluL
193d uo sjeuolssajoidesed JO SSBUSALIISYSD aU3 (1) pue SuoL}dRISIUL S3e)L|IDR) 03 Sjeuolssajoldeled Sulydea) uo swwelgold Suluied) e JO SSQUSALISYS ay] (1) :ASojopoyiaw

uonjedidiyied :pijomAay 1oedw|
ystH :A3tjenb jjesanp

Suluteuy Jeuolssajoideled BIA SS1ILLQRSIP 9J9AS UYIIM SJUSPNIS 104 suolldetajul Jaad Suisealdu] (gooz) stieyoay] -uoisned)

‘Op 0) POMO)|E JOU puR PaMO]Je aJe S| Jeym A))njaJed )puey 0} pasu pue eapl 0] 9IUR)SISDI DALSSBW SIALDJad JaFeurw JoLuas s 1ad ydoea) 0} J0U - 9dUasqe Jaydea) e St
91331 UayMm AJUo J9A0 Supje] se ] 93s sjtdnd "ansst SNOLIUa1U0D B Sulydeal, Y "Wea) e se A)9s0)d aJow SupJom pue SIS V1 JO uoliusodal aiow “12afold Japuyyied ysnoiy
*8ulyoeal awly aJow puads 01 WaY)} PaMO]]e SYL YIIM SUIIOM Jey) paaJse siaydeal Jo %/8 :Sulydes] "WwooUsse)d J1ayl I3snl Jou pue ‘910ym e se J00yds 10} UOLSIA SulAey JO
SWJ9} UL )04 SulSuRYD SARY SJ9YDE3] Jey) JUSWWO0D JOSeURW JOLUSS ‘PROIOM JISY) PAINPal V1 B YIM SUDJOM Jey) paalde siaydea) %08 :J1oydes] :ssulpuy dyrdads-malAay
*SJI9YDBa] WOJ) BIRP MILAIIUL SWIOS pue (Juswajlels uo Sutpuadap L8l ‘081 ‘8/1=N) SsaJieuuorisanb wouy

SJUSWISIRIS JO Jaquinu uo syiodal Jaded *$j00yds dAY JO Apnis ased yidop-uL pue (SMaLAISIUL pue Ssalleuuol}sanb) sjooyds zg “eyep ,129l0ld Jopuyyied, uo paseqg :ASojopoyisaw
Sulyoeay ‘siayoea] :spaomAay 3oedw

wnipaw :A3jenb jjelaAQ

uorjouny SutSueyd ‘sndoy Sutsueyd :sjooyds Atewrid ui jje3is uoddns jo sajol ay3 Suiziuisapow (G00Z) ddue pue 3ing

"Ud.Jeasal ay3 Jo suolyellwl) ay3y saysiysty Apmis sty

winNJL1IND JO uoliedylpow  sjeuolssajoldeded (1A)

S)J0MIaU 193d Jo ¥oe) Sulsassns ‘Jeuotssajoidesed uo aduspuadaq (A)

Jayjow Jo/pue puallj se paylauapl jeuolssajosdeled (Al)

8uLA))\ng wo.y 103129304d se jeuolissajoidesed (1LL)

SSB]D uol1edNpa JeJauas ut Jaydeal Arewwnd s, idnd ayj se Surloe jeuolssajoideded (1)

9DUR]SISSE Ydnw 003 SULISHJO (4J0 Ydeq 03 UM Suimouy jou :sjidnd Joy Suniiqiyut 9q ued Ajtwixoad jeuolssajosdesed (1)

:8uLmon)0) ay3
pauliuapl Apnis ay| ‘payiodal sem ‘Il JO ysnw 003 ualjo pue ¢ Ajwixoud jeuolssajoidesed, Jo ansst Y3 ‘UleSY "3UL}IDS WeISuUlewW B ULYILM DUDISLP JO s3ulod) s)tdnd-xo
3y} 93enjuadde 03 paseadde aouasaud J1oy3 ‘Diowsyling *(uonyesiyewslys ‘uol3dafal Jeay ‘ssauljauo) ‘Juswisselsequid ‘Juawastydueljusastp) siidnd-xa asayy Joj aouariadxa

dA11eSaU Jayjel e uaaq sey ied 3sow ay) 4oy 1uoddns jeuolssajoidered jeyy 1s985ns 01 WSS sSuLpuy utew ay] :3oedwi sdiysuolle)al/woa91sa-}19S :|eUOL}OWS pue 1eLdos

‘Aouow Jiay) aeuew 03 pue Sulpeas Yyim way) Suidjay 03 uolie)al ut Joedwil DIWSPEDE JO SDUSPLAS SWOS :DIWSPeIY




74 The impact of adult support staff on pupils and mainstream schools

*Syeauq suLinp a8Jeyd ul
9JOM SJURISISSE puUR SU0SSI) SuLinp Al1)1qisuodsal pue aALIRLILUL RUOLIRINPA Y3 Y00)] SIaydea] 'JaJed)d Yydnw aJ9M jueisisse dn-ydeq pue Jaydeal ay) U9amlaq saliepunoq ay |
*op p)nod jidnd ay3 Jeym Aj30eXS pue Sulylawos pauled) pey saliljlqestp

yam idnd ay3 Jay1syMm uLe1Iadun sem Jayoeal ay) SaWLISWos Jey) Jueall pue juelsisse ay) 03 3104 S,1aydea) 2y} JO SWOS pallajsuel) swexa aAljeulalje sulsuelie pue
sjuawusisse surydepy “J1aydsea) ay3 Ym uorjediunwwod s,idnd ayy asealdap 03 pawaas jidnd ay3 yim pajoelajul Jayoea) ayy uaym aduasaud s,juelsisse dayoeal-diay ayl

*sa13hiqestp yim Jidnd sy 03 ueyy Jayjes quelsisse ay)
0] SUOLIDNIISUL DALS PINOM 13ydea] Syl 1BY) UOWWOD SeM 1L ‘UOLILppe U] “JurlsISSe ayl 01 UDALS Sulaq JnolAeyaq ,sjtdnd ayl uo sjusawwod Ym ‘uosiad awes ayy aq o1 jtdnd
3Y3 pue jurISISSe Y} SUlALDJad SaWIIBWOS Jaydea] 3yl YIM Uaydeal ay3 Yilm uoljdelajut Joj satytuniioddo sjidnd ayj ¥20)1q 0] pawaas SaWL}aWwos JURISISSe Ul-puels ay

3J1] 100YdS UO 3dUSNYUL SIURISISSY

‘uoljedidryed jeldos pajell)oey) 1oddns ayl JSYIBYM Sem J103oe) Sululwialap e ‘diay paldande AjSulim sitdnd USYM “JUSIS4JLP Se US3S SUldq PLOAR 03} pajuem Aay) asnedaq
9q 0} pawdas YoLym ‘diay Jo wnwituiw e yum Jo djay INoYMm SalilALIoe wioyiad 03 patuasald ualjo Ayl ‘asooyd 03 aiqe auam sitdnd pajqgestp usyp :uotiedidiyied jeidos

*UDALS sem Jioddns Moy pue UsyMm JIAO 0J43U0D 3)311] pey pue paplaold asuelsisse Jo 9dA) ay3 JOA0 9ouaNuL ydonw ARy j0u pLp s)tdng :9ouanyut jo yoe) sidngd

‘papiaold sem d1ay ayy Moy pasuanyjutl pastjeal 3s9q

9q pInod SutuJea) ut uorjeddiysed moy Jo aAlDadstad (siaydeal ay3 Ing ‘Sutuled) ul uolyedidiyred ajowold 03 pasiuesio sem poddns “essauas ul Jeyy pajedipul ssulpuy syl
‘8uljes pue Sunlodsue.y

3U139110] Se Yons ‘SalILALIOR S4ed-413S 404 Joddns jedrydoeld 9AeS se 119m se ayoea) Jo idnd ay3 wody 3sanbau e uayye diay papiaoad Aj3sow 921nosau dn-ydeq se juelsisse ay|

“11dnd ay3 pautasuod Ajedyidads ey Sulyihiaas Sutuueld pue Suistuesio
‘a1dwexa 10j :A11Lqisuodsal 1)1eI9A0 ¥001ISpuUn pue ‘suossa) SuLinp jidnd ay3 pue Jaydea) sy U9aMlaq 9104 Alelpawialul Ue SARY 0] pawaas Jaydeal djay se jueisisse ay |

*djay paienitul Ajsnoauejuods jueisisse a3y asnedaq 14oddns papasau Aay] JL 410 usym asooyd 03 Ajtunlioddo pajiw) pey

1tdnd ay] °suordnuisul ay3 uo paseq ‘Ajojelpawuwit d)ay pajenytul pue jidnd ay3 se A)19A13US13R S SUOLIdNJISUL S,J9Ydea) ay) 0} paualsl) Jidnd ay) 4oy ul-puess se Juelsisse ay|
924n0saJ dn-ydeq se juelsisse ayy ¢

Jayoeay-djay se jueisisse ayy g

1tdnd ay3 104 ul-puels se juelsisse ayy ‘|

:paylauapl a1om sadAy Jueisisse 924y} ‘Siy3 Jo 3nsal

e sy ‘Sutday Joj aALlelIIUL BY] Y00} OyMm pue ‘salljiqisuodsal urew s, jueisisse ayi ‘jidnd ay3 01 9)ge)leAR 219M SIURISISSE SU) SJ9YM pue usym ‘a)dwexa Joj :jueisisse ayl 0}
A31)1qISsa00R 9Y) Se PaylIuapl aI9M SDLIsHIDIdRIRYD 353y "papiroid d1ay ay) Jo sdlisLialdeIeyD dYLdads 03 Pale)al Sem WOOJSSe)D Y3 Ul uotlisod  Sjuelsisse U3 eyl paIaAodSip
SeM 3| "WOO0JSSe)D 3U3 UL Pa1RaS Sem JURISISSe U3 2Jaym 03 SulpJodde paLieA adueisisse Ing ‘day jedtydead papiaoid sjuesisse )y “sjidnd jo dnous ay3 apisino jes sjueisisse
19430 ‘Aeme sysap ma} e Jes skemje Jaylo seasaym ‘siidnd ayy 01 350)2 Jes sAem)e sjueISISSE SWOS eyl sem Apnis p1ay ay3 WoJj uolieAlasqo juelsodwt uy :30edwit jooyds

‘paulejulewW 9J9M pue pasealdul suoldeIajuL s3sa55ns 3oedut

1tdnd “1J0 19A3] pJNOM uoLjeILloR) Jeuolssajoldered Syl 9)lym ‘9sealdul 03 SNULIUOD PINOM UOLIDRIIUL 193d ‘alowlayling “uolidelalul Jaad uo 1dedwt §iq e 03pa) swwessod
3y} Jo 1oeduwlt 11ews ay3 eyl 3sa83ns 03 swads Apnis 3y "suolidelalul 49ad ay) jo Ayrpuenb ut aseaudul syl pue sjeuolssajoideded ayj Jo JnolARYS] Sullelioe) Y3 :SSULY) OM)
1noge si 3| *sjtdnd ay3 uo sjeuolssajoidesed ay) (1) pue sjeuolssajoidesed ay3 uo swwessoud ay3 (1) Jo 3oedul jenp ay3 3e s)00) Apnis ay] :sdiysuolle)al :Jeuoljow pue erdos

*suoljoeualuL J9ad Suyeinioey sjeuolssajoldeded uno4 sjidnd pajqestp Yilm SUOL1DRIDIUL 193d :ealde 195.1e|




75

ew

included in the in-depth rev

Details of studies

Appendix 4.1

-dnoJ§ ajeledas e se Usas ueyl Jayied SSe)D SJ0YM ULYIIM pajeiSaiul Uapjlyd a)ge Ssa) - uolsnidul Joj poos Sutuoz 1134 (| 9)npayds) Y1 :Sutuoz :ayewl))

*awily Sutuaist) Ayjenb pasio4 “diay uayisuails 03 anp sad13deld Supjom ul JuawaAocidwt 1134 (LYdS) VL/1D HMJomwea)
SA1309}3Y (1 9)NPayYIS) passalls $s3) Jjels Jueaw ‘a1etado-0d 03 Sulim SABMIR JOU S8 OYM UJP|LYD Sulpuewap/a)qe SS3] YILM YJOM JO uolinguiisiq :Suluoz :siaydeal

*utuue)d sse)d-9)0yMm UL PaAOAUL 3G 03 1n4d1ay punoy v

*snje)s Jeuolssajold pue Sutulel) JUSI9HLp USALS ‘309dxa pjnom Auew ueyy Jejlwis SJow sasuodsal pue 3ySnoyl SMOYS JUSWWOoD sioyine

- uiny 43y pey ays 91049q AeS 03 PaIUBM 3YS JBYM PLeS US3J0 V] Iy} PaIUSWWo?) V1 YIIM SUOLIBSISAUOD SUlmO]104 ‘Sutydeay paidepe pue Sutuue)d 3noge Ajdsap aJow Sulyy
19y apew ‘s)idnd jenplAlpul JO SPaau a3 UO 2J0W SNJ04 0} I3y pajgeus Y1 Yim sutuueld 3194 (Z 91npayds) Jaydes| *95pajmouy pue sjysisul 9sn 03 I patamodwiy ‘A)19A1309449
aJow 9A)0s-wa)qo.d 03 31qe way) pajqeud 3134 (1 3NPaYDS) V1/1D Jomwea) dA1323)49Y “Apdinb alow d)ay paALadal uaJp)yd 11 3194 V1 "V1/1D wod) Indut Jo uolnqLiistp
USAS 9J0W PaMO]Y "uol1e}dadxa/awod3No AQ UOLIRIIUSISHHIP ING SWES ¥Se} USUM 3S9q PaYyJOM - Sulydeay Ajlige paxiw pajqeud 394 (Z 9)npayds) Jaydea] “dnois jjews

SUO Yded} 0] Joyded] S95ea19Y *A19A1309)49 S40W Y] SISN - UNOLARYS] pue 3IoM Sjtdnd 103luow 03 JSISeD SeM ]I puB WOO0ISSe)D Y} 9siuesio 03 AeM jeanjeu ay3 Sem sLyl 3194
Jayoea| 'sa)qel ay3 usamiaq Sutweod ] pue 1) AQ wa)qoid pase] *,S9u0z, JO PapULWSI 3] 0} pey pue pasnjuod Ajjelitul a1am uaJp)yd ay) ‘AjJeinsas paeay sem dnots yoea
Jey3 painsua pue ‘sdnoJs Sulpuewap oMy Jo aduasaid ay3 03 anp (] 9Npayds) uialed ojul 395 03 S)IYM B 00| :Suluoz ‘suorrdniiajul Maj Yyiim dnols yoes uo 93es3uaduod
0] 9)ge 2J0W 3194 “}JOM Bul1313s Jayjoue 03 dnoJS SuUOo Wod) Sutweod ‘, SUlllSIA, paliels 0s - dNoJS SUO YIIM SUBIOM | USUYM 3SLOU UL 3SLY "Y1 uo Ajljiqisuodsal yonw 003

nd N3y (Z 3Npayds) Joaydes| *asedald 03 papasu swl} SY3 IN0Ge pautaduod) "Y1 JO 3sn Ysnoayy spasu jetdads Yyym uaipiiyd Joj 34oddns uo aiow 303))9J 03 paeinodud

3194 ‘Suluue)ld pajleiap aJow Ysnodyy SuLpur}SISpUN PaJeys “UOLIBIUNWIWOD 19)eals - SUlydea) pasiiewalsAs syuodal (| 9)Npayds) Jaydes)] :juswaseuew Wooy :gutydes]

‘Juswaoidwt Joj Ajunyioddo ssa) 0s ‘Sa4nGy dulaseq MO] AJISA YIM USJP]LYD OU 9J9M 3J3Y3 Jey) JUSWWOod

sloyine - JUSWSSeSUS U0 1094J9 1SB37 :MJOMWED] DA1I3))3Y ‘Aj3uspuadapul 210W YJOM 0} 9)qe pue SULPURWSP SS3) 9J9M UIP|LYD d1qe ST *S)\s sutdijay dojaAsp 03 siayjo
pa)geus pue Sj9pow 9)0J JeJdnolAeYyaq 9A131S0d oW UIP|LYD WS aARS 1L 119} (7 9)npayds) Jaydea] -unoiAeyaq paroidull 910j913Y) pue ysel uo pagesSus uaJp)iyd ajow ul
pannsaJ 31 3134 (7 9Npayds) V1 “diay aJow paALadal sauo Jalood jey) Jueaw walsAs ayj 3194 (1 9)Npayds) Jaydea] :5uluoz °,uoljualle jeuostad, payde] Ing Ysel uo pakels
uaJpILyd 1ey) paliodal vl ‘3ioddns SuLALEI31 SOUO AJUO SY] 10U S19M UIP)LYD SULASLYDR MO] - 9duspuadapul pagelnodul *y] wod) asueping pue noddns SulAlada. sdnoas
aJow palsodal (| 9npayds) Jaydea] *3sod pue aud safeiaAe Ou ING ‘USALS SD1ISIIRIS 31591~ - (YSel JJO/uo) Jusawasdesua ul JuswaAolduwl - Judwadeuew Wooy :uotjedidllied

sSulpuy oyldads-malaay

*(pasn 19pow Ag padnoJ§ $100yds) smalaIiuL dnoas pue JenplAlpu] “AjlLger)ad J93ed-133ul ou - (P)iyd Jad suoleAlasqo 09) 0} J9A0 Q) 404 JUSWSFe5UD
J0 19A3] pasdnes - jidnd yoea uo pasndoj ‘yy Juspuadapul Aq pasAjeuy yJom dnous SuLinp sse)d yoea ul uaJdpjiyd ))e - uoljusAlaluL-1sod pue -aud jJuswaesus paoapIp

*POYISW JO SSDUDALIDIDSJD JO JUSWSSISSE / uolydadiad jjeis pue (¥se) 440/uo) juswasesus tdnd Jo uoleAIasqo
- uollen)eA3 "dA10s wa)qo.d/Sulstie ,sansst AjLie)d, 03 sY9aM 9aJy) Jaje Sututes) dn-mo)04 Inoy Adeuall] Jo 34ed yJom dnolS SuLinp %93M/UOLSSIS SUO UL 19pow pajuawaduwl
A2retpawiwil - Sututesy Aep-jjey e uaALs Jred v /1D “SYL JO suolyedyljenb ayj uo uorjewlojul oN “19pow Jad om| *AjLioyine Jed0] SUO UL SJO0YIS XIS JO DB UL SSB)D 7 IO | Jesdj

‘(19319501 yJom 01 SAem adueApe pue dojoASP ‘SSNISLP }1BIS) HJOMWIED) SALIIS)a] pue £(IN0AR] WO0ISSR)D
U0 paseq $2]0.J S91LDJ0)|R) SULUOZ ¢(WO00SSR)D Syl Ul SUYJOM SIINPe U9aM1] SYSe) SOPLALP) JusWaeurWw WOOJ :SUJOM Y] /19ydea] Jo Sj9pow 234y3 Jo Jell] :ASojopoyisw

alewl)d ‘siaydeal ‘Sulyoeay ‘uorjedidllied :spiomAay joedw

ystH :A1jenb jjesanp

pajen|eAa sjapow 9a.y) :sjue)sisse Suiyoeay Yum supjdom (S007) °)p 18 uiwal)




76 The impact of adult support staff on pupils and mainstream schools

1aA0uIN) Yysiy ‘(2A0qe ayl 01 anp) acuepualie Jood ‘Aed sood ‘qol snsiaa Agqoy Surpaedau sanss| (1A)
*3uluteuy Jo yoeq ‘pagualieyd adus3adwod jeuolssajodeded (A)

*SPaau DLWapedR pue |RIIPAW US3MIS] 1eIIUISLLP 03 3)qe 10U {(UMO J1dy) uo) wnindLInd Sutydepe sjeuotssajoideled Inoqe aALjeSaU syualed (Al)
*(uolIeIIUDIDIP 3104 SBUIIABW dT| ‘Uolsn)dUL JO yIr) f3dadsal "a°1) Jaquiaw wea) jenba se AySiy papJesal jou ale sjeuolssajoldesed 19181 sjualed (1)
*Jooyds pue Ajunwiwod ‘sjyuated U9IMISQ SUOLIDDUUOD 93e3D sjeuolssajoldeled (1t)

*sjeuolssajoadeded yjim pagyauapt siayiow (1)

Joedw)

ssulpuy dy1d9ds-malAay

*(Apn3s-aud auteuuorlsanb juaied) sdnoud sndoy Jualed :dAL3RINENYD *|00YDS YSLY Wol) palenpelsd
peY OM) ‘€7 9Y3 JO {SIDLIISIP 100YDS JUSIDJLP Sulu wod) umelp siidnd N3S €7 JO sJaylow ¢ ‘A1epuodas pue Asewlld ‘sjeuolssajoidered uo saAldadsiad sjuaied :ASojopoyisw

uolnjedidlyied :splomAay 1oedwy

wnipaw :A31enb jjesarQ

sjeuolssajouadeled Jo s8]0 9Y3 UO sAI3DadsIad juaued (6661) eidoyd pue youa.4

*s1aydea) ay3 pip ueys s)idnd jo 3135 J9p)o YIm swayqoad paje)al-100yds 0w
paliodal ,s1aydea) Juelsissy, "JUSWSASLYDR pue INOLARYS( UL 03 SDUSPIAS OU SeM 213y *SaNsst 1e1d0s/A1euosiad Jou pue JUSWSASLYIR MO) JO Jey] st pakeidsip JnotAeyaq
‘st ey fJooyds ojut Suriq s)idnd jey) sadURGINISIP URYY JOYled (SUOLIDAILP J9ydea)/JusWaSeurWw WOOISSe)D *3°1) 100yds ay3 03 91e)aJ 0} Jeadde swajqoud jeinoireyaq ay |

(*anoiAreyaq paAoadwil ou / SuluasIom pajiodal Jaquinu JuedyYLUSISU| *3SOW 10} SpeJS Pyl pue puodas ylog ut paliodal aueyd Inotaeyag)
*sdnoJS ayy usamilaq JnotAeYSq UL S9DUIDLLP JuedYLUSLS ou pue ‘sjtdnd ‘)je Jou Inq ‘“Auew 03 JuswsaAoidwl Jnolaeyaq pallodal siaydes] :Jeuoliows pue erdos :uoliedidilied

*$19A3) Adue)dadxa puoAaq spew 91om suled ‘sased awos u| “sdljewayjew pue sulpead ul ssa4gold apew sajllenb Jamo) ut sjidnd oLwspedy

“INOLARYS( OS|e {SDljewsayiew pue Sulpeay :eale }a51e|

‘(dwweloud juelsisse Uaydea) e Uspun) ,SI9Ydea) JueISISSe, JO UOLIONPOJIUL Y3 J9}Je PpuR 21049q PasAjeue elep 359} SeM UOLIUSAISIUL 9Y] :5ullas Asewlld :3oedwt jidnd
sSulpuy dy1d9ds-malaay

*(4notaeyaq) aeds surjed idnd ¢ sioydeal jueisisse, JO UOLIDNPOIIUL Y] U91)e pue 91049q elep 1591
Jo sisAjeue {1$3] JUBWSASLYDY :9AlIRIIIURND °S|tdnd 3)134enb 1amo *opeld pag-1s) St 1eyl ‘(sieah ¢-8) /G ‘(s1eak g-7) /9 :Aiewlld "UOLIUSAIDIUL 191je pue a10jog :A8ojopoylaw

Jnotaeyaq idnd (1) ‘(soryewsayjew pue Suipead / sjidnd Ajiqe J1amo)) dtwapede (1) :uo ,siaydea) juelsisse, jo 1oedw|
Jeuollowa/1eld0s ‘OLWapedy :sSpIomAaY 1dedw|

wnipay :Ajjenb jjeuarQ

sjidnd SuiAslyoe moj ut sesueyd jeinolAeyaq pue ssaiSoid drwapedy (F/6L) ‘|e 3@ Mojal4




77

ew

included in the in-depth rev

Details of studies

Appendix 4.1

*]0J43U0D Jeuosiad Jo sso) pue ‘suor}delaiul Jaad uo 1dedwt (synpe
uo 9duapuadap {sajewsse)d woJj uoljesedas Jejnorlied ul $9310 Apnis ay3 pue sjidnd 03 JejusWILIIdP 9 PINOD UOLIUS}IE YdNW 00} U9ASMOH *(JuswaSeuew yljeay ‘suordeiaiul
JeuolydnJIsuL ‘SuLugls a)130e) *3°1) SLY} 03 SIYBUS(] 3)1qesLusodal a49M aJay) pue ,3ulosuo, sem sjidnd 03 Atwixoad 95012 ayy ‘Apnis SLy3 u| :ssulpuy dY1d9ds-mMalAdy

*suoljisuely sse)d ‘youny ‘siaad pajqestp-uou pue pajgestp Yilm suoljdelalul ‘a)dwexa Jo) ‘Sulpnioul ‘saljtAllde jooyds 1edtdA) papn)oul suoljeAlasqQ *(SJojeJistullupe Jooyds
‘syuated ‘sjuejsisse jeuor3onJisul ‘yoddns Ajtwey ‘sioyeonpa jerdads snd sisijerdads a5endue) pue ydaads,/Aljiqow/jesp/punq/ ‘Sutieay ‘sysidesayy ‘sasunu *a°1) pajediolyed
SJ9QWISW Wea) JeuoLIednpa ¢ ‘sweal J1ayl pue(pl L=N) SaLiLjtgestp Ym sjtdnd Jo suo1jeAIasqo wooUasse)d 9ALSUSIXa uo Ajrewrid Sutkjas aanelen) :ASojopoyiaw

*SWOO0JSSe)D UOLIRINPS 1eJauad ul pade|d aJe oym sanliqestp 91d1jinw Ym SJuspNnis UO SJURISISSe 1euol}dnJisul Jo Aywixoad ay3 Jo $32949 ay) uo ejep sjuasald Apnis sty
uoljedidlyied :plomAay 1oedw|
ystH :A3nenb jjesanQ

sajljIgesip Yjm suapnis uo Ajpwixoad jueisisse |euol3dNIIsul Jo 303443 ;Sutiaaoy Jo Sutd|aH (£661) °JD 19 0d3a5ueln

‘Y1 B 9ARY S955R)D U95.1R] 959Y] 10U JO JOYIdYM ‘sasse)d Jadie) ul s19ad paydjew Jiayj ueyl ssaasoud dlwapede alow

9YeW SaSSBD J)|eWS Ul UaJP)LYd Jeyl St Sulpuy 1eJaA0 3y “juswutelie jidnd uo azis sse)d JO 32949 93 U0 SL Snd0j ay3 se Sulpuy A3y "awil} J95U0)] e 10j sse)d aAljeledwod e
UL US3q pey VL B jI USAS 1423139 Jey) pLp (S3sse)d YL Ou) Jjews ul UaJpityd 3eyl punoj osje Apnis ayl *(g¢) d) ,So9ouaiayjip JuedYLUSLS-uoU Auew J0 3X33U0D 3y UL 9S0Je S}NSJ
aA131s0d dlpeuods 9say) ‘awly swes ay3 Jy ‘paziseydwa st Sulpead Ydlym Ul sapedsd oyl SuLinp 1sea) je, :$2402s sutpead sjidnd uo 1oedwi sawos aAey Aew awly jo poriad Suo)
B 10} V1 9WIIN} B 9ARY OYM S3sSB]D 15958NnS *(g€| d) ,ople ue INOYILM S3SSB]D ZIS |)N} POPUSIIR OYM SIUSPNIS JO 1Byl WO} ISP J0U pLIp 9ourwLIo)Iad a5eiaAe U1y} ‘sieak
JN0J 10 93JY) puUe ‘OM]} ‘SUO JOJ SSB]D Sple-19ydea] B Ul U93q pey SIUSPNIS JOYIaYM Ja11ew ON "€ apelo Aq pateaddesip S9OUaIaLp JURDYLUSIS 1Y, :SBULpUY dY1o9ds-MalAY

*(9Z-77) VL B UMM Sse)d Jeingad e Jo (9Z-77) SSe)d Jejngad e ‘(£1-€1) SSeID 11eWsS B :$9SSB]D 924Y) JO SUO 0} pausisse alam ualpiy) (g€ apedo
0} Ua1JeSIapury) siseq paziWOopuel B UO SISSB]D 03 Paled0]|e 9JaM Sy pue UaJp)yd YdIym Ul ‘ysn ‘@assauus] ul Apnis Jejuswiiadxa ‘JeutpnitSuo) ‘ojeds-a8.e :ASojopoylaw

JLWapeDY :SpJoMAdY Joedw|

ystH :A1jenb jjesanp

‘YL B 9ARY SISSR)D J95JR] 953Y) JOU JO JOYIdYM ‘sasse)d Jasdue] ul s19ad paydjew Jiay) ueysy ssaso.ud dlwspede alow

MeW SISS)D J)|RWS UL USIP)LYD Jey] St Sulpuy |)eJaA0 ay] -juswutelie jtidnd uo ozis sse)d JO 109449 dU3 UO SL SN0} 9y} Se Sulpuy Asy awly J95U0) e o) sse)d dAlesedwod e
UL U93q pey VI B jl UDAS 1U9339q Jej PLp (S9SSe)D Y[ Ou) Jjews ul UaJpityd 3eyy punoy osje Apnis ay] “(8¢) d) ,S9ouaiayjip JuedYLugLs-uou Auew Jo 3X33U0d dY3 UL 9S0Je S}NSaI
aAlIsod oipelods 9say3 ‘awly swes ay3 3y ‘paziseydwsa St Sulpeal YdIym ul SSpeds ay3 SuLinp Isea) e, :$9402s sulpead sjidnd uo 3oedwi swos aAey Aew swly jo poriad Suo)
B 10} VI SWILIN} B SARY OYM S3SSBD 315355NS *(8€| d) ,Ople ue INOYIM SISSB]D SZIS )N} POIPUSIIR OYM SIUSPNIS JO JBY) WOJS ISP JoU PLp duew.o4iad a5eiaAe 1ayy ‘sieak
JNoj JO 934y} pue ‘OM) ‘dUO J0} SSe)D Sple-1dydea} B Ul Ud3q pPey S3udpNiIs JaYlaym Ja33ew oN ‘€ apedn Aq paseaddesip S9OUSI944LP JURDYLUSIS |1V, :SBUlpUY dY1d9ds-MaLASY

*(92-77) VL B YUM sse)d Jengal e Jo (9Z-77) Sse)d Jejngad e ‘(£1-€1) SSBID 1|eWS B :S3SSB]D 924Y] JO SUO 0} pausisse alam ualpiy) (g€ apeo
0} Ua)JesIapury]) Siseq PazZIWOpUeL B UO SISSE]D 03 PaJeI0]|e SJ9M Sy Pue UJP|YD YdIYM Ul ‘ySn ‘9assauus] ul Apnis jejuswiiadxa ‘jeutpnitsuo) ‘a)eds-ag.e] :ASojopoylaw

JlWapedY :SpJoMAdY Joedw)

ystH :A3tjenb jjesanp

JUSWSASIYDR DLWSpede. ,SJUSPN)S pue sapie Jaydea] (1007) °)p 18 19q4a9




78 The impact of adult support staff on pupils and mainstream schools

*P910919p 10U 9J9M SIWOIINO dlWSpede

JUDIS4LP “SI9YDdeI] Se )19M S 1dnJisul Jou pLp sjeuolssajoldesed ysSnoylly ©,Yimolds Sulpead Sulienwils Ul 9A1323449 Ajjenb3, :sjeuoissajoidesed pue siaydes] :3dedw)

*SY1 9Y3 Jo 9343 AqQ 10} pajunodde AJulew Sem Siy) J9AIMOH °(Jusawadesus) sSauaALjualle JUsapnis

SULPNIOUL UOLIUSAIDIUL DALIIDS)D JO SIUSWD)D PAsSSISSe JYSLd SY3 JO SAY UO S| UeY) 19339q SULOP SI9YDE3) YIM UOLIUSAIDIUL 33 JO AIL|SPY SY) UL SDUDIDHILP SWOS I9M 343y
*USLSOP Y3 UL SSaUYeaM e - dnouS 10J3U0D OU SeM a13Y3 ySnoylje ‘ssaJdold jo Junowe awes ay3 apew sdnots yiog ‘$3s93 JUSWSALYIY pJojuels pue

}202POOM Y] UO paJnsesaw sem ssau50ad dtwapede sjidnd *S92459p S1Je pey oMl yshoyjje ‘siaydeal paylienb jou a1am syl *A11)19py 24nsud 03 IN0YSNOIY) POAISSHO SI9M V1
pue siaydea| ‘sieutwas dn-mono0) Ajyjuow pue doysyiom Aep-om} B JO Pa3SISUOD Sululel] “Sulpeay SALIDR0I4 S UMOUY wnndLLnd e guisn ‘aAnduinsald Aysiy sem pue sdnoug
1J_WS UL USALS SEM UOIJUSAIDIUL Y] "UOLJUSAIDIUL BY3 J0J SSB)D WOJ) UMBIPYIM a1aMm s)idnd ayi Jayiaym Jeajdun st 3| *(8=N) SYL Pue (y=N) SJoyoeal paulely wodj ydiey 0}
1900320 wou} ¥oam Jad shep aAy Aep uad sainuiwl Qp Jo) UOLIUSAISIUL Sulpead aALldLIdsald AYSLY B paALDIaL SaI13NDULLP ADRJS1L] YILM SJuSpnls apeds-isiy g1 :3oedwt j1dng
sSulpuy dy1dads-malaay

‘ApN1s 10j padojaAsp wnnoLUIND Sutpead AjJes aAlldLidsald “(passiw

ARy Aew UOLIBAISSCO dALIRIIIUBND JRy) 1BISP JRUOLILPPE 10)) UOLIRAISSAQ :9ALIRIEND *(UOLIRAISSGO pUR) JUSWSASLYDR Sulpeal 3s93-3s0d pue -aid Jo sisAjeuy :aAl3ellIuend)
‘Apn3s Jeak-oM| 7 Jeak ul uedaq sjeuolssajoidered mau saay] ‘7 JeaA 0juL panulauod oMm) ‘| Jeak ul sjeuolssajoldeded oAl ‘(7 pue | JeaA 10j) SI9yded] UN04 “SJ00YdS

AL UL $3J0Yod OM| *ApN3s Ul UoLSN|dUL Jeuy paulwalap D] pue s1s33 Jidnd “(s)tdnd p1o-aeak /-9) sispeus 3siy X 8] “Alewlld "UoLIUSAISIUL J9}4e pue 210499 :AS0j0poyIaw
*(s)tdnd pa3asuel) ,siopead 3ul)88nJls, 0} UOLJUSAIDIUL Sulpeal e ul sjeuolssajoidered Yiim siaydeas Jo uostiedwo?)

JLWapedY :pJoMAY 1dedw|

ystH :A3tjenb jjesang

sisAjeue JeuoljeAlasqo ue :sjeuoissajoldered paulel) pue siayoea) pasusliadxa UsamMlaq S9OUI4LP pue saljLiejlwLs (£00Z) °JD 18 a1

‘A)3uaJa4)Lp JeyMawos pajealy aJe 3sed) A1aA ayy Je ‘Alysiy ssa)

papJesal jou i ‘ase swweusoud e apisino Sulyesado sjeuolssajoidered ey uoLIsasSNS e SL aJayl ‘ApNnis SIYl ULYILM “Sjeuolssajoidered mo)) usamlaq sdiysuorle)ad Josuodls
doyaAsp pue sadiydoead 3ulyoes) pue Jsyodesl ay3 wouy pajeiost Sulas) 1odaa Aem siyy ul Surjesado ‘saAjasway) sjeuolssajoldeled pastieWwSS USAS ‘pastjeulsiew Sulj9s)
WISy} 9ABI) UBD - puey UL }SB)} 9Y3 U0 92U3194193Ul Yydnw 003 Jo/pue Jioddns jeuoissajoidesed juspuadapul Uo aduel)a4 ydnw 00} - satjigestp Yyim sjidnd uo 3oedwt ayy ‘Apnis
Y3 UL Jayin} Jed)d SaW023q Se UI9AIMOH ‘sjeuolssajoldeded 03 sjuated YILM UOLIRILUNWIWOD USAD SuLiidjap ‘Jedayduad £195.e) st jidnd sy yam uorloelalut siaydeal ay) pue
I UM U0 395 Widy) 33) 03 9q 03 steadde aduauayaid J1dy) ‘Iidnd e yiim siseq auo-03-auo e uo Ajjuspuadapul a1ow SulyJom se sjeuolssajoidered a9s oym siaydea) asoyy Jo4

*s)idnd pajqgestp-uou yiim 3oeaaiul Jysiw Asyl Aem awes ay3 yonw ul ‘sanjjigestp yim sjidnd yiim Aj3oautp 1oeiaiul 03

SS9USUL|IM 1918315 B SMOYS J3ydea) ay3 Jeys st 3L A)1ayL] alow ay3 yoeoidde ay3 aA13RIOgR]|0D J0W 3y *SI9ydead) pue sjeuolssajoidesed jo saliljigisuodsal pue sa)oJ 9y} auyap
0} J91Sed )1 S9Yew SULYJOM SAIIRI0R]10D JeY] IX2IgNSs B 9 0S|e Aew 249y ] ‘WO0.ISSe]D dy3 ul Awouoine 4a3eals pue SuLiojusaw ‘Sututety qol-ay3-uo SAL9I4 1IM I ULYIIM
8uryelado sjeuolssajoidesed AjayL) a1ow oyl “Bulllas Jooyds e uLtyim st yoeoudde paseq-awweasold e pappaquid 0 paystgelsd 240w a3 1ey) $1s988Ns 1| “AISALIOP 9ILAISS
jeuolssajoidesed Jo poylaw aY3 Jo 3NsaJ 103lIp e ‘sieadde 31 ‘se sanigestp Yyim siidnd spaemoy sAedsip Jaydea) uoliednps 1eJauss ay3 JUSWS8eSUS JO 19A3] SY3 UL 9DUSISIP
payJew ay3 03 uoljualle smelp Apnis ay3 ‘(310ddns jeanotaeyaq,/etdos ‘uolsialadns ‘yioddns aued jeuossad ‘uoldniisut) 9104 utew s,jeuotssajoidesed e Sulhjauapl wouy jredy
sgulpuy du1>9ds-mMalAdY

*(sJ0jeaysiutwpe ‘sjeuotssajoidered

‘s103e0Npa 1eads ‘siayoeal) 1auuostad Jooyds €01 0 SaduUaLIadxa pajiodal pue paAIasqQ Ssjeuolssajoidered paseq-swwelsold se 1o suo-03-auo se sjidnd 3uoddns 03 pausisse
9J9M S)00YDS IN0J 3y} UL sjeuolssajoldeled “Z)-6 SOPeIS ‘SIUapnis QL | SULAISS 100UdS UY1INo4 SY3 PapuUalIe SIUSpNIs JSP10 "97G 03 0 wouy paLieA siaqunu jtdnd pue 31o113sIp
100UDS §-) B 9JOM S100UDS 93U "SDSS]D UOLIeINPS 1eJauUds Ul salljigestp jo asued e yum sjidnd Sutpnydut jo A1oisiy e pey ysiym ‘sjooyds Jnoj ut pa3dnpuo) :ASojopoyiaw

‘Juswasuelie paseq-awweldold e ul Suijesado 9oy} pue siseq au0-03-auo e uo 1ioddns Jeuolssajoidesed jo ansst ay3 uo Ajrewrid sasndoy Apnis siyl
alewl)d ‘siaydea] ‘guiydeal ‘uolyedidllied :splomAay 1oeduw)
ysiH :A3yenb jjessnp

sjoapow AISAL9p 231A13s |euolssajoldesed USaMIS] SSOUSISYP :SILILGESIP YIIM SJUSPNIS YHM Juswasesua Jayodea] (1007) *J0 19 0d3l8ueln




79

ew

included in the in-depth rev

Details of studies

Appendix 4.1

*31esuadwod 03 sueaw se ST Suisn pue S)iys 40 %oe) sanduwit - 3L YIm uo 398 yS 13) Isn{
siayoes| "siayoeal Aijenb 03 adualayaid ut pakoydwsa aq Aew sysT sanduwt ‘Aed Jood pue yJom jo Junowe ay) 03 NP ‘SIaydea) 03 1eaJyl e g URD JUSWWOD SYST :SIaydDa|

"SPaau U3IM ,auny UL, 10U SJaydeal JenplAlpul - @15 Yim sjidnd axey 01 $100yds 195 03 1)NDUJLP PaluswWor)
‘uolsn)dul Jo ssaiSoud uo wayy 0} Ajendas paliodal pue juated YM 1DRIUOD ID3ULP UL SYST SWOS “SILIRLP 100Yds-awoy SuliLimM pue Sulpiodal Ajlep UL paAjoAuL Auey :33pwi))

*J13ew>a)qold sem ‘paldels i J13un uajuod UO0SSa) IN0ge Ajuleliadun INg SSLHNDYILP SNOLISS dARY J0U pLp Auew *,S)9pow InolAeyaq

Jood, papiaoid sdnoug Ajniqe mo) ut Juswadeld - ySiy 003 SL YJOM JO 19A3) SY3 SSWILIDWOS *SIaydea} Yim ueid pue yje3 03 Ajiunyioddo pue awil} JO ¥oe) U JUSWWOD SYST]
*SalLLgestp xa1dwod yons Yyim sjtdnd Jo Spasu 193w 03 MOY MOUY J0U PLp Jaydea} asnedaq ,|dea) 03 3], 3194 - 24Nsun awos *ydeay pue sutules) 1oddns pinoys 3194 Isow
*sJ9y3o d1ay 03 JusM uay3} 2dod pInNod PILYd patnsud - Joddns paprroad ,swos, “qol jo jsed jueriodwl se (SSe)d pa2inosad 10 100yds jeLdads) Jaydea) Jeingal 03 yoeq sutjiodal
papJesal syS7 ISOW, *PIN0d A3y} 3s9q 9y} ul paulol Jo ue)d J9ydea) pamMO)|04 SWIOS ‘JUSWSAIOAUL 11NJ SWIOS - A13eal5 paLieA uoljesedald pue Suiuueld ul JUSWSAI0AU| :SUIYIDI]

*91qtssod aduspuadapul wnwixew sutyowold
passaJls syS7 "uossa) ul sdnoJ§ Jaylo Sutyioddns osje adod ued ‘auns uaym fuossa) ut dnoug jo ped se Suluiea) @7 Yum piyd Surysoddns ys jo saydwex3 uoipdidi3ipd

*uoLIedLUNWWOD 3D341p SutSelnodus Aq punoJsAe]d o sse)d Ul uolydelalul jetdos surjowold yST JO eIep JRUOLIRAISSQ :)DUOLIOW T/ )DII0S
sSulpuy dyl1d9ds-malaay
payiodal suorydaniad ys

*SJ00YdSs Wealjsutew
ut sjidnd a1aym suolssas uo ejep 1odas 03 sieadde saded "awl) ay3 Jo SwWos Jo ‘Isow ‘)1 jooyds Jo ied utew ay3 ut papn)dul TWd Yim siidnd auaym sjooyds jetdads awos
S9pN)dUL BIR( "SJ9YDJeasal JO suolieialdiajul AJLIA 03 Payse 249M S100yds Apnis ased Unoj aY) WO} SYST “SMILAISIUL Judied O /SUOLIRAIDSCO SUOSSA) 0G / POMILAISIUL pue
PaAJ3SQO SJSYDRI) G7 / PIMILAISIUL PUR PAAISSCO SYST € / POMAIAIRUL €1 (QTWd €1 QTS OF) PAISSQO 9J9M €6 "SJO0YDS INOJ Y3 UL SMILAIDIUL/SUOLIRAISSCO BIIXD + {7 UO

paseq aq 03 steadde Jadeq *)le3ap UL PaLpN3s S$)J00YdS N0y Jeuy ‘ad13oeld poos pallodal-19s pue ao130e.d Jo a5ued Juasaidal 03 pPa3da)as 7 ‘S100yds 09 Ul dd13oeld Jo ASAIns

auoyd jemtu] *sasse)d urew ul (gIWd) S913Ndu4Lp Sututed) a)diynw pue punojoid pue ‘(Q1S) SSNJUILP SuluIed) 9J9AS UM USJP]LYD JO uolsn)dut uo Apnis :ASojopoyisw

alewl)d ‘siaydeal ‘Sulyoeal ‘uorjedidllied :spiomAay joedw
Mo :Ajljenb jje1aAQ

sa13INduJLp Sututes) punojoud pue a19A9s YUM sjtdnd jo Suruaes) aALsn|duL 9y3 ul sjuelsisse 3ioddns Suiuies) jo ajoa ay] (L007) A9de

‘uonyedidllied etdos Sulualealyl INOYIM Sutuied) ut redidilsed o3 Ajtuniioddo (sjidnd pajgestp ay3 asealdul 0) pausisop ASa1eJls e sem Siy] °salllLqestp

yam tdnd ay3 03 palayjo alom suotinjos jetdads uaym siidnd apnjdut 03 pawiy uorjedidiised oy uolydelaiul 19ad Jo aoueliodwil Sy JO SJeme SI9M OUM SueISISSe Joydea)
-d1ay 9y "salllAl}OR SuluIed) 9SBaJIDUL USAD puR ‘SaljlAlde Suluded) ul uorjedidilied Yiim 1)19M 931B]2410D PINOD UOLIDRISIUL JBLI0S JBY) PAMOUYS 0s|e ApNis ay) JO SHNSaJ ay L
*dnoJs 49ad e uL papnioul

pue pajdadde §ulaq jo swal ul uorjedidrlsed jedos asiiioud 03 pawasas salliqestp YIMm s)idnd “9A13oNpoadialunod Ssem 11 49ASMOY “UoL1DeISIUL |BLD0S JO SA13dadstad ay)
woJ} fuolstdap YsL Y3 9q 03 pawaas Syl ‘9A11dadsiad Suluaed) e wold 3oddns ay3 Jo 95uUsNbasuod e sem pue JeUOLIUS]UL JOU SBM SLY] “uolldelalul Joj santunlioddo s)idnd
3Y3 padnpaJ sawlawos Yoiym ‘Sutuiea) ul uotjedidilied ajeiljioe) 0] pastueSio sem aduelsisse ‘Jeuauas ul “dnous Jaad e ul paldadde pue papnjoul q 03 sattuniioddo sjidnd
93U} pue Syeauq SuLINp 341 1BLI0S YILM PaldLyuod Sutuied) ut uotjedidied a31ejlide) 03 $110}49 sawilawos :uoljedidryied Jetdos yjim ulldljuod uotiedidilied jeuoljeonpy

*SIY] ploAe 01 Sda3s Y001 pue ‘AAUD 199} JYSIW S9)RWSSR]D SWOSs eyl pue uorjedidilied

1e1d0s 104 uoldeJIUL J193d Jo 9oueliodwl Y JO SJeme USYJ0 Sem Jaydeal-djay ay] °uorldelajul Joj sartuniioddo s)idnd ayy paseasdap osie jidnd syl 03 jueisisse ay)

Jo Ajwitxoud os)y “sjtdnd uayio wouy Asnojeal Jo suSls ul paljnsal sawiawos 1oddns SALSUSIU| “uoLIDRISIUL U9ad paduanjul osje uaALS d)ay Jo adA) ay] :uoldeIaluL 199d
3oeduwt j1dnd

sSulpuy oyldads-malaay

*SMAIAJ9]UL Pa4N3DNJIS-LWSS pauue|d pue SMILAISIUL RWLIOLUL ‘SUOLIRAISSCO P1aL. :SMALIAIDIUL dN-MOY104 YILM APN]S JeUOLIRAISSAO UY :ASOjopoylaw

Sulyoeay ‘uoryedidilied :spiomAay 3oeduw)

ystH :A1jenb jjesanp

sanljigestp yum sjidnd oy sa)oeisqo pue sapiuniioddo Surjeaud sjueisisse jooyds :jooyds ut uotjedidilsed (£007) °J0 79 UOSSSULWIWSH




80 The impact of adult support staff on pupils and mainstream schools

*SUOLIRAISSO pUR SM3ALAIDIU| :9ALIRILIeND “(Salaigestp Yim g) siidnd G Yitm sse)d ut g3 Yitm tdnd (plo-Jeak g-7) apeus-puodas X | ‘Arewlld :A8ojopoylaw
‘Jeuotssajoidesed e Aq palsoddns sse)d ul idnd g3 Yitm suolloeaaiul 19ad paldajje suolsidap jed1sosepad/JUSWUOIIAUD WOO0ISSR]D MOH

uonjedidiyied :pJomAay 1oedw|

wnipaw :A3jenb JjelaAQ

SI9pPJOSIp JeanOLARYS] YIM
JU3pNJs e JO suol}deIdUL BY) UO suolsLdap |edisosepad Jayjo pue Ajwixoud Jeuolssajoidesed jo 309149 :9)qqnqg ay3 ut Aog (9007) SL1eyoay | -uoisne) pue uaiswieyw

*S9WO0DIN0 JLWSPERIR YIIM UOLIR)2.110D ou Ing ‘Indino pasealdul Japie apels-yijy pue Jnpe Aseundosiq (1)
* . 9ple ou, pue npe Suldjay, usaMlaq SdUaID44Lp 1595519 (11)

* Ople-0u, SNSISA aple o4 1931399 Aysns (1)

Joedw)

*SUOISSSS 9SaY) SULINP 1Uasa.Id SISAISSGO OM] JO SNSSL SSAIPPE 10U S0P ISASMOH *WO0Isse)d uado
3y3 Joj aNsst ue g 10U AeW 10J3UOD WOO0ISS]D JeY) S31eDLPUL UOLILPUOD SpLe OU SUuLINp JNOLABYS( %Se1-UO UL 9SBIDap JURDYLUSLS JO ¥2e) sandly *sndoy Asewtid e JoN :810Wi))

‘uoljdeJaluL J0U I ‘,9oudasaud, 3npe Sulpirodd ‘Ajgensuy ‘suol3Lpuod

Sple-0u SULINP SI9AISSO OM] JO 9dUasald ay3 01 anp Sulpunojuod 3)qissod Uo JusWWO0D ON “(%08-0/) S19A3] 31qeidadde e |11 SeM INOLARYS(] }Se1-UO “I9ASMOY ‘AJ3ualjiwialul
Juasaud sem Jaydeal ay3 ‘SUOLIPUOD SpLe-0U SulINg *9)eJ Paseatdul ue Je Suluies) 9JNsud JoU S0P INg Hsel-uo, syuapnis doay Aew a40ja1ay) auldidsip eyl JUSWWod
sJoyiny ‘syndino drwapede 1saysLy 9yl YIM pale]a.4i0d 10U 3J9M 33yl INg INdIN0 paseatdul Yilm pajeldosse sem aouasald saple 1aad, pue Aseurdiostp, eyl puno4
*SUOLILPUOD Sple OU SNSISA SpLe 10} 191199 %01 AUo Ing (£Z°€ “Ip ‘G0°0>d) aoualay)ip JuedyLusis A)jeo3siels :uotjedidilied *suolllpuod aple ,Jadjay, pue aple ou Usamlaq
9DUI4Lp 39564 "ople-ou Yim patedwod (£Z€4p ‘10°0>d) Indino diwapede paseatdul YilM paIelIoSSe 919M SUOLILPUOD SpLe 334y} ‘VAONY S2Jnseaw pajeaday :diwapbiy

sSulpuy dy1d9ds-malaay

*syuapnis A5010ydAsd ajenpeasiopun auom saply “aple ou {1ad)ay Jnpe se awes ‘(apeds yijy) Jojusw 4aad ‘aundiosip urejutew padiay isnf djay ou - Areurdiosip

‘aundiostp urejutew padjay pue ualpilyd paisisse - Jadjay ,apte, :sadA) 2ady] ‘pasiwiopuel ,UOLILPUOD, SpLY *SAep 7 AI9AS Sa3nuLW O JOj papJodal pityd yoe3] *(sainuitw G X
9) s9INULW QF J0} POAISSJO P)LYD "UOLSSS S} 9Fenue] paldallp-}19s ‘9InuLW -G Sulinp polad yoea sjusapnis #1-€| O SUOLIRAISSQO - SSB]D UDdea UL SI9AISSJO OM] *PIAISSQO
0S)e INOoLARYS( ¥Sel-}40/¥se1-uQ *A)a1esedas palods yoea pue paplALPgNS 3JOM Ja5uoT *2391dwod %0 ‘SILuUN JUSWSSISSE JO JOQUINU :S9JNSeaW OM] "dfueyd p)nod Ing ,)ess
awloy, pey uaJp)lyd "2319 ‘sdurzeaw sse)d sydafoud jetdads o) ealde 243U3D YILM S3LILLIN UMO YILM W00 JO J3UJ0D UL ydea - walsAs ,pod uado, ut Jnoj JO IN0 OM] SWOOISSe))
*Syjuow G SsJeak Q| 03 syyuow Q| SJeah 7 *saljl)ige JO S5uel SPIM - (JUSWISSISSE WOPURI) SISSR]D OM] UL SJUSPNIS 9peIS-PIiyl #G “W004sse)d 9)A)s uado ul Syl JO asn passassy

*SJI9YDE3} YIIM SUOLJRINSUOD) *SSPLR JO SUOLIBAISSAQ :YSRI-UQ ‘(VAONY) P9IUNOD SILUN SJUSWISSISSE :JUSWIASLYIR :ALeIIIUBND pue aAnelen) :ASojopoyisw
*INOLARYD( ¥SBI-UO (11) pue JUSWIASLYDE (1) U0 UOLIUSAIDIUL ,Sple ou, YIIM patedwod saple Jaydes|
jewl)d ‘Bulyoeay ‘uorledidiied ‘Olwapedy :SpJoMAdY Joedw|

wnipaw :A3jenb jjelaAQ

woolsse)d 3)A3s-,uado, ue ul saple 1ayoea} JO }23}43 dY3 Jo SisAjeue Juawa)a-NW vy (£/61) °Jp 13 SO0




81

ew

included in the in-depth rev

Details of studies

Appendix 4.1

*s)tdnd Joj 9ouatiadxa Suluaed) 19139q e 03 93ngLIIU0D JySiw uoljesedald uossa) jutof ul ssauaseme

193ea43 1eyy aq ysiw uorjesnjdwt Y| ‘way) wod) sjow SutylAue jo uoleydadxa 91331 AISA sem aJayy ‘ssadoud Suluueid uossa) ay3 ul Indul 91331 0S YIM eyl pue sjuelsisse
40 uol3dUNy utew ay3 aqg o} paJeadde s)ys diseq ,s)idnd Suuoddng ysey e uaAo Supe) Aq ssado4d aAl3eald s,\1dnd e apaduil Aew sjuelsisse ay3 3eyl 3s955ns 0s|e $3NSaY
*98paimouy Jo uonistnboe ayy 1oy )qisuodsal Sem Jaydeal sy} sealoym ‘pa3ajdwiod sem ysel e eyl SuLINSud Jo A31Lqisuodsal Y3 Y003I19pun SIURISISSe Jey] ‘St Jeyl :JuSI94Lp
9JOM SJURISISSE pUB SI9YDR3] ‘OM) 3U3 JO $9104 aY3 Jey] 3s955Nns sSulpuy ayl ‘910ym B Se WwnndLLIND 3y} pue Sutuied) jo Ajenb ayy 03 uone)ad Ul :sSutpuy dy1dads-malAy

‘suorysanb

03 sasuodsal s,ualpityd Joj sydwoud se asn 03 Aep ay3 Ul JaLJea usye] Udaq pey SaljIALDR S, UaIpilyd pue vy ‘1 ay3 jo sojoyd proaejod 1YSLo pue AL USaMlag “1asuells
9A1R)3. B YIIM 1330 yoea Jioddns 03 ‘sited ul pamalAIDIUL SJ9M USIP]LYD “(SUOLIDBISIUL JO OSPLIA PUR S9I0U P19y ‘SUOLIDRISIUL WOOJSSe)D Jo Suljdwes awl) ‘siaydealpeay
Sy ‘sJaydeal ‘uaJpityd Sulpn)dut) saAl3dadsiad juedidllied ‘SMILAIDIUL PUB UOLJRAISSCO WOOISSR)D ‘SaJleuuot}sanb uo paseq ‘SMalA Jo ASAINs e AjLewlld :ASojopoyisw
*9104 A1ay3 Jo suorydadiad sjueisisse

Wwo0.sse)d pasueyd 9s4nod Sututed) 1S 10)id e JO uUolIdNPOJIUL BY3Y JI pPUB SIURISISSE WOO0JSSE]D puUR S1aydea) | a5e)s A9y Jo sdiysuolje)al pue $910J SULJOM 3y} S91eS1ISOAU|
sJ1aydea) ‘Suryoeal ‘uonedidilied :spiomAay 3oedu)

wnipaw :Aj1enb jjesarQ

SUOIJePUSWIWIODIa] pue AJewwns :Sasse]d |LSY Ul SpuelsISse Woosse)d :sapedy J1e Jo s)ir (8266 1) AYZlyosns pue sajiow

‘sjue)sisse

WI00JSSB)D JO Suliojluow pue 3dueplng 3uloguo pue 3utuleu) Jeriul ut 9q 03 3194 dwayds Y|d 9Y3 4O $$920NnG 1ioddns SULOBUO SALSUDIUL PA3U SISpeal Speas-1siy Sul13snJls
1UOISN)DUO) *|00YDS B3 UL SIUSPNIS ISOW JO S)O9A) 95RISAR SY) pulysaq pasgse) 1)13s soduew.oad ,S3uspnis paloiny 49Aamoy ‘suted ayidsaq “paute}ad 9q 03 A19yL) $S9) Je) 9I9M
pue ‘(uolsusyaidwod pue uoLILUS0I3] PIOM) $ISDIGNS JUSWSASLYDE UN0J 3] JO OM] UO dNOJS 1043U0D SY) PaW.I04I2dIN0 SIUSPNIS YY PUeR Y|d ‘OpeJs puodas ayj Jo pud ayl Iy
*9peJs 1S4y Y3 JO pud ay3 Je sainseaw 5ul))ads 1e3usawdo)dAap pue UoLILUS0I3 PIOM SY3 UO SIUSPN]S 1043U0D PawI041adino s3uapnis (YY) A19A003l Sulpeas pue y|d Yeal

3y} Jo SuluuL5aq ay3 e sainseaw 5ul))ads 1e3uswdo)dASp pue UOoLILUS0I3. PIOM UO JudleAlnba a1am S340yod Yyrog wodj sdnodd 934y3 ay3 ysSnoyly :sSutpuy duy1d9ds-malAay

‘syjuow g steak gL 03 syyuow Q| sJeak 7 *salllige Jo a8ued SPIM - (JUSWUSGISSe Wopuel) SISSeD OM) UL SJUSPNIS apel3-pliyl G :ASojopoyisw
JLWapeIY :plomAay 1oedw|
ysiH :A1jenb jjesanp

slopeal apess-3siy Sul§8nijs 03 adue)sisse |erion) apiAoad 03 sjueISISSe WO0O0Isse]d Sulsn :Sulpeal-ul-sidulied (£007) 1911IW

‘uoydeIa1UL 193d paydajse Ajasiaape :Ajlwixold jeuolssajoideled “)NJSSEIINS 1SLI) PaINIdNIISUN :24N3DNUIS YSe|
*padnpoJlul a19M ASa3ells Sulajos-wayqoud sse)d (1) pue walsAs jutod dnous (1) USYM JNJSS9IINS JUSWIUOIIAUSD WOOISSe)D)

*(synpe yim asow) paldadxa

uey} suoljdoelalul 19ad Jama4 :3oedw| ‘uoleAIasqo siyy 34oddns Jeyy s3xa3 Jayjo 03 julod sioyine ay) ‘dduasqe s, euolssajosdered ayy ul idnd ay3 yum uondesalut 19ad jo
19A3) JaysLy B Sem 249Y] :Suoljdeaalul 493d JO swud) Ul dA13dNpoud-193unod sem Ajlwixoad jeuolssajoidesed eyl s3s955ns 0sje eiep pap.odal 9y ‘pautaduod jidnd aya oy
sAemie J0U Ing ‘ISISeS SUOL}DRISUL WOOISSR]D Spew 9A3119q A9y UdIYM (34n3donais ysel ‘walsAs syutod ‘BulAjos-wayqouad) saigarelis 9q 03 Jeadde aqLidsap sioyine ayl Jeym
ao10y) :uorjedidlyied

*U01323]102 B3RP 40 POYIdW JO UoLIeINSURLI} SINSUS 03 SYISUS) JeaIS 0}

QU085 aARY SJoyine oy ‘paltodal aiom (eade Aed Jueineisas ‘owoy s,Aoq) sSULIDS 1S40 OM] 1B puR J00UDS SpLSUL SUOLIdRISIUL 9SO0Y] JO Joedwl a3 U0 SMIILA sallied |je ‘Aoq
3y} SuLpn)duL (9A0qge Se) pauaduod salyled J1e Yim SMaLAID)uUL feuolssajoldeded pue siaad yim jidnd g3 oy JO suolldeajul (1egaaA-uou/1eqlaA) 1eldos ay3 4O SUOLIeAIaSqO
‘1tdnd @g3 yam suordeaalul 1oad Sulpuelsiapun :eaJde 1954

‘@93 yim idnd e oy Jeak dlwspede a413us ue 104 ‘3ulllas 931440 Ut Jayjow s,)dnd snyd (jeuolssajoidesed
U0 ‘s1aydea) 924y} PapN)dul YdIym) Sulllas (WooJ weal) woodsse)d 954e) e ut uoddns jeuolssajoidered auo-uo-sauo yonw AJaA st siy] :5utiyas Asewtld :3oedwt jidnd

sSulpuy oyldads-malaay




82 The impact of adult support staff on pupils and mainstream schools

“Juswasesua Jaydeal-jtdnd yim a1a4193ul Jou pip wsiine yum sitdnd 03 v jo Aywixouad 9s0)) :sSulpuy dyLdads-malaay

*2JNSeall UoLSN)DUL 1eldos e pala)duiod sajewsse]) ‘PamalAIDiuL 919M pue alleuuol}sanb ‘@1eds diysuolie)al Jaydoeal-1uapnis pala1duwiod s1aydea) Woo4sse)d uoLjednps jelausn
*91eds Suljed e pa3a)dwod pue 9dusLIadxs Sulydeal JN0ge PIMSIAIDIUL D19M Siaydes] uolssiwiad jejualed yim sajewsse)d dlstine yim siidnd e papnjout syuedidiyied
Jeuonltppy ‘sjidnd onysiine auam 7| /81 9yl JO “pajedidiiied S1OLIASIP J00YIS URGIN OM] WOU) SWO0ISSR])D SALSN)DUL SpeJS-paLy) pue -puodas wodj sitdnd 78| :A8ojopoylaw

uoljedidlyied :pJomAsy 1oedw
wnipaw :A3enb jjesaA0

wISIINe Y3IM sjuapnis papnjoul Yim sdiysuolie]al s1aysea) uolesnpa jelauan (£00z) *J0 78 uosiyiaqoy

“(#£7 d) suonyusaaiajul Sulpeal paseq-ydaeasal Juswajdwt A))nyssaddns pinod sjeuolssajoldeled jeyy pamoys Apnis sty3 ‘uolsialadns SuloSuo pue gututely ayenbape yim,
Jey3 apn)du0d sioyine ay] “dnoJ§ soryewsaylew ay3 ul sjrdnd ay3 uey) 193399 AjauedyLusis pue 1)19m Ajjenba pip sdnou§ juawieauy yyoq ut sjtdngd :ssulpuy dy1dads-malAay

salinseaw om| :ASojopoylaw
JlWapedY :plomAay 1oedw|
ySiH :A3nenb jjesano

saljljLqesip Sulpeal Yim USIp|LYD 104 SUOLIUSAIIIUL Sulpeal oM} Jo uostiedwod y (000Z) uosuems pue Assauysneys,o

‘opew
Aay3 1ey] ssau50ad sy} pue dnous UOLIUSAIDIUL DY) UL UIPILYD 93U} AQ PaAL9IaJ Jioddns JO Junowe usamlaq diysuolie)as ou 0sie sem 19y *sdnoJs uoLjuaAIS}UL IO 10J3U0D SY}
UL 950U} US9MID( SIDUDIDJLP OU 3I9M 3133 Ing 1S9} pastpJepue)s e uo ssau50.4d apew ‘1043u0d pue jejuswiiadxs ‘sjidnd ayj J1e ey pajedtpu| :sSulpuy dy1dads-malAay

*WaY3 Y3IM 108IU0D 03Ul SULWOD 3S0Y)

40 pue ‘Apn3s ay3 Jo $323[gns ay3 Jo salllAl}de pue suolidadiad ay3 uo Blep JO S92JNOS SE SIIRUUOLISIND pue suoLIeAISSqo ‘SMalAIUL Sulsn ‘udLsap pajeinguell] :ASojopoylaw
JLWapedY :pJoMAY 1oedw|

ystH :A3tjenb jjesanp

Jooyos
Atewrid ul sjidnd SurAsiyose Moj Jo JuswaAalyde soljewayjew ayj Sutroidwl ul syueisisse juoddns Suruies) Jo asn Y3 JO SSAUSALIIDYS 3Y] (£007) SPjouAay pue sfiny

*]00YDS ULYILM SD13LLQLIsu0dsal JopIM UO SYe) 03 Pa)qeud aJaM SIaydea) eyl Jueaw (yiH)
VLS Ue awo2aq 01 Suturedy suLinp sy) Aq padojaAap S)1ys jeuolltppe oyl 1eyy Addey auam siaydeajpesy ‘sjesteddde siaydeal ayj Jo JJed se 1oped) wea), se sIayded) o)
9]0J PapUaIXa SLY] JO suoredljdwl ay) palaplsuod pey speay oN "9]0J Surlioddns e Ul ¥ B UM Passalls SS3) 9J9M SI9UDea] Jey) PaIusSwWWod Siaydealpeay aaly] :SJayipa|

sSulpuy du109ds-MalAdY

*sa10110d 100YDS IN0ge POMILAIDIUL DIOM SISYDRDIPRIH
*POMIIAISIUL PUR PIAISSO ‘PIASAINS DIOM SYD PUR SISYDRI| ‘SMIIAISIUL PUR SUOLJRAISSFO “ASAINS aireuuonsanb Suistudwod ‘youeasas pajeinsuell] :ASojopoylaw

‘saduaLIadxa Suiuiea) s,idnd jo Ajenb ayy Joy suoryedndwi ay3 pue sy) jo JuswAoldap pue juswAoldwa ay) 91eS11S9AUL O]
sJayoea) ‘Sulyoea) ‘Jeuoljowd/|eldos ‘uolyedidlyied :spiomAay 1oeduw
wnipay :Ajjenb jjeuarQ

s9A1dadsuad (siaydealpeay :jje3s juoddns woousse]d jo JuswAoldap pue jJuswAhojdws ay]y (q2661) Azityosng pue sajhow




83

ew

included in the in-depth rev

Details of studies

Appendix 4.1

(6£€ d) (S1994J9 WLIS]-8U0) SARY pue spaepue)s Adeuall) Sulsted 03 91NqLIJU0d ued A14ea)d SUOLIUSAISIUL Sulpeas PaISALSp (VL)

VD, 38yl 9pN|du0d sioyine ay] ‘Spjo-Jeah / 1o} wJou 3y} pulysaq 91331 B 1)13s sSem aduewoad siapuodsal ay3 ‘0s USAI ‘Ing ,siapuodsal-uou, ay3 ueyy 193399 Aj3uedylusts
paw.oyiad Apnis dn-mo104 9y3 Ul Ssiopuodsal, ay3 ajoym a3yl uQ (1 1z d) ,siopeau uood pio aeak 9 uoj Juswdolaaap Adelall] Syl adueyud ued (sy1) syST, eyl apnjdouod
SI0YINE Sy ‘SIUSWDASLYIE S,UDIP)LYD 3SSY3 UL 9DUDIDHIP SY3 9)eW 0] Pawass Jeyy ‘uolyoniisul Adelall) Ajaes Jo sydoadse oytdads ayi Jeys Jayied ‘vl ayl Aq patajjo diay
BJIXS 9Y3 St I 3eY) Sul3sassns ‘sdnoJS uoLIUSAISIUL 9343 SY3 JO Yoea Ul UJP|Lyd ay3 Aq paulelqo S90S 9y} UL S9DUIIDHLP OU 49M 343y "dnods 1043U0d 3y} Yim patedwod
uaym sdnoJug uoLIUSAISIUL 934Y3 |18 UL UIP]IYD JO) SSINSESW SWOIINO 18 U0 SIDUSIHLP JURDYIUSLS 2J9M 313Y3 1Ry} 93eDLpul SAIPNIS OM] ISIY a3y :SsSulpuly dyldads-malAsy

* sAep / AJSAS S9INULW O 10) POPI0DAL SeM INOLARYS] S,PILYD Yyoed “(SINULl G X 9) SIINULW S 10} PAAISSTO P)IYD "UOISSIS S1ie
asengue)] pajdallp-418s ‘9INULW-GH SuLINp potiad yoea sjuapnis ¢1-E| JO UOLIRAISSCQ "SSBJD DB UL SI9AISSCO OM] AQ PAAISSJO OS|e INoLARYS( YSel-4J0/3sel1-uQ :A8ojopoylaw

JLWapedY :pJoMAY 1oedw|
ysiH :A3jenb jjeuano

sjuejsisse juoddns Suruies) Aq paJaAlsp Sulyoea) paseq-awauoyd pue -awLl Jo $333}49 9Y] (£007) °JD 10 d5eAes
7 Je3A JO pPuS 9Yj Je JusWuLle}Ie UO SJURISISSE WOO0USSR]D AQ PaIaAL|Sp SUOLIUSAIalUL Sulpeal AjJea jo Joedwt ay] (8007) SS9]4e) pue a5eAes
*USJP]IYD MSLI-Je, 10J SUOLIUSAIDIUL SULPRA DAL}D})D JSALSP ued sjuelsisse juoddns Suluiea (gooz) ssojde) pue aSeAes

*syS1 Aq sjtdnd N3 03 9dueping jeuorjestuesiQ (1A

InolAeyaq peq suojoud 03 Ajay1 se sem idnd gg3 404 34oddns Sutuiea) Jo uolstAoad-19AQ (A

*V¥ST 40 9sn jualdyys ue jou st sjidnd jenpiatput 03 uoddns ‘sjidnd N3S JO siaquinu YLy SAeY S3SSe)D 49U (AL
*sse)d 910ym ay3 sutnioddns se sys mes sjidnd 1y (1

*s)idnd jenplALpul uo ueyy Jayjed sse)d ajoym ay3 3Joddns 03 wayy pajqeus sysT Jo Juswhoydap juadyy] (1

= o O o o O

*S3I11AL}DR SSB)D UL papn)oul q 03 sjtdnd Sulgeus Ut Jed1ILID Se SYST MBS PaMILAISIUL S1aydea] |1V (L
Joedw|

*SUOLIRIWIL] UMO S11 S95PaJMouyde ApNnis 9y "SUOLIUSAIDIUL JOLIQ 9Yew 0] JaLig SULAOJ B USALS pue SUOLSLIap ayew 03 pa)jys Alysly ale
SyS1 9yl ‘(92e)d ut suo sL 919y ‘AIeSsad9u pue SULSSIW SJe SUOLIRIOgR]10 SS9 9pN)dU0d 1BY3 SALPNIS JSYl0 HLjUN) ‘uoLyenieAd pue AIsaALap ‘Sutuue)d uL paAJOAUL SJe SYST

‘Aressadau a1aym sty3 3oddns siayoea) pue ssed ajoym 1ioddns 03 9)qe aJe syST SIS955NS 9dUspIAg
3oedwt jooyds

*110ddns au0-03-auo Sulyed0))e
03 pasoddo jooyds *3s0ddns ssed-ul 03 paydeije ewslys Aue Sulonpad sdeylad ‘sse)d ajoym ayy sutpioddns se sys oyl mes sjtdnd 11y :$s930e wnnoLIn? tuokyedidilied

*s)idnd a)1dwies Jo UOLIRAISSQO pue SAL523RIIS IN0GR SISYDRS) YIM SMILAIDIU| “SYST 01 19)3J Uay) sSulpuy ayy ‘siaydea)
01 Aj3sJy s4jaJ 3] “Jea)dun st suisaq Jayio ay3 pue sdois auo Yyoiym e jutod ay3 INg ‘satpnis omy 03 SJa4al 3L :ApNnis Suisnjuod e st siyl “sjidnd Xis paAjoAU| :8ulas Arewiid

joeduwt j1dnd
sSulpuy oy1dads-malaay

*SUOL1eAI3sqo Ldnd pue syST /SMaLAISIUL J3yDea]
:9ARINEND “sJayoea) g “sjidnd N3S XIS Jooyds Jowun( auQ ‘Ajaietedss palods oea pue paplAIpgns YJom Jasuo *239)dwod %0g SIlun JUSWSSasse Jo JaquinN :A8ojopoylaw

'SVST J0 uoljenieAy
uoljedidiyied :piomAay 1oedw
wnipaw :Aienb jjessA0

Apn3s ased jooyds 9)8uls e :jooyds Arewrid e ul uoddns woousse]d Suisn (000Z7) 950y




84 The impact of adult support staff on pupils and mainstream schools

*(0zG d ‘2007) .S419peJS pJIy) pue puodas pPaIlys-MO) 10} ‘s1oIn) Joyednps eJed Aq papraoad se ‘uoldnaisul jejuswa)ddns Jo S3109)49

JeLdyauaq ay3 ut sdutpuy snotaaad ano spuaixa Apnis juasaud ayy, *(9/€ d 9007) .S1geuterie st uorrejuawaidwl Jo A3apy ystym Joy 3dope 03 sj00yds Auew ul 9)qLsesy st Jey3
1020304d pJepuels e sjuasaidad SaLpn3s 3say) Ul S103ednpa eied pautely AQ PaJdALISP UOLIdNJIISUL Y] S]|IYS SULpPeaJ PJOM UL 19A3] SpeJS Je wio}iad 394 30U Op OYM S3UapNIs
SpeJS pJIy3} pue puodas 104 UOLIdNIISUL Sulpeas woousse)d Juawalddns A19A1309449 ued si10jednps eded jeyy 93edipul 9oy pajuasald sSulpuy ayl, *Sa1NduLp Adeuall) Yyim
U3JPIYD YM A)1NJSS9IDNS YJIOM 03 pauled) 9q Ued Sy Jeyl MOYs SaLpNis 934yl 1. Jeyl wie)d sioyine ay] *ssalgoud juedytudls spew sdnous yioq Apnis /007 Y3 Ul “(6Z=N)
sdnoJS UOL3USAIDIUL-UOU SY3 UL 350y} ueY} ssaJ5oad aiow Ajauedylusls sapew (£z7=N) SdnoJS UoL3USAISIUL Y3 UL USIP]LYD 118 ‘S3LpN3Is 9007 Y3 U| :sBulpuy dy1d9ds-malAay

*syuapnis A3010ydAsd ajenpeupeldiapun 919M SapLy “dple ou ‘uadiay 1jnpe se awes (apeJs Yyiiy) Jojusw 12ad {aundidsip
utejurew padiay 3snl diay ou - Areundiosip ‘aundiosip utejutew padiay pue uaJp)iyd pajsisse - uad)ay ,opte, :s9dA) 99y *pasiwiopuel uol}puod, aply :ASojopoyiaw

JLWapedY :pJomAay 1oedw|
ysiH :A1rjenb jjesanp

swa)qo.id Suipeal 1oy ysLJ Je sispels pJiy} pue puodas Joj 3o13oead Suipeal 3533 YIm sisAjeue |einioniis ut uor3dnaisul pajuawsajddns-iojesnpaeled (9007) °)p 12 Asepep

s199d AQ A1qeinoAR) POMSIA 11eJDA0 Sjeuolssajodeled (1L)

sjeuolssajoidesed yjim uotidelalul alow Aq pastwoldwod Surjiomiau Jaad / uoljesteldos Jo uorjowold (1)

Joedw)

*JUSWIUOIIAUD ,DALSN)DUL, Ue S3ellioey sty 3eyy sandwi ¢3ioddns Jerdos pue uoisn)dul Joj 1 Jo A3LSS929U SY3 U0 PajuSWWOD SIUSPNIS USASS :33DWI])

*19yDea] pue Y] B YlLM aWl] JO syjunowe jenba juads om] Jayjoue Syl ay3 Yilm awll alow juads A3y] 1eyl pauswiwiod Syuspnis aAL4 “sysel payldwis

Aay3 1ey] Jo SsSulyl Jaquiawal 03 Juapnis ay3 padiay Sy1 3eyl papNIdUL SJUSWILIOD) *HJOM dlwapede yim ioddns o) AIessadau a1am Sy| eyl PaIuaWWod SIuapnis :Sulydna)
*w)ed ulewsaJ 03 Juapnis ayj Sulsisse pue ,poow Surye|ngad, ut djay Suipnidul

110ddns JeanotAeyaq JNOge SIUSWIWOD SWOS *SUl}}ds ULlyIm Ajhiqeded 03 payul] JUSWWOD SI0YINY ‘paLIeA Ajwixoud, y1 9S0)d 40} aJisaq ‘9jetidoidde usym juspuadapul

9q 0] Way) paMO]Je pue pagelnodus Y| J1ayl eyl paliodal siaylQ juspuadapul g pinod Asy) 1194 AaY3 uaym paisisse alam Aayl eyl 319} syuapnis awos “payljdwe jou
19111) ‘uo1daloud Joj/AlIAL1DR UO SND0J - UOLDRIDIUL S]eIL|IDR) 0] AJessadau sem d1ay V1 1.yl 119} SIUSPNIS 934y VI SPJemol ,ualp)iyd, Jaylo jo suolydadiad Agq pasuanyjul
9q 0] ples sem A5a1e.ls SLY3 JO SSDUDALIDDLSD ay] “Aliqestp SulpJaedal siaad ,Sulyeonpa, Sulpnpoul ‘sajewsse)d Yim sdiysuolie)al Yitm aoddns pajou syuspnis Xi§ :3S

‘v1 Aq patuedwodde

2U0 ¢{dnoJS 100YDS UL POAJOAUL SJUSPNIS OM] AJUQD *9DURISISSE | INOYIIM SSB)D WeaJlsulew J1dy) pudlle 03 9)ge g J0U PJNOM Jeyl paIuSWWod dWos :uoi3pdidilipnd

sSulpuy oyldads-malaay

*pPapn)duL ydJeasal

JO suolyejlwl) pue uonendueLy ‘Ajniqer)ay “aouasald Jnpe juelsuod Yyim Addey aq 03 A1ayl) SS9 s195eU393 pue SHNPY "a5e 0} payul] 9q Aew aouasaud Y] JO 9dOUeIS|0) 0}
Sulye)ad ssulpuy ‘uoleyaudialul Ul $309}49 5 JO UOLIRISPISUOD OU SeM 243y 343y pa3Jodal Jou SMIIAIDIUL - V] /J9Yded]/I24ed UM SMIIAISIUL YIIM paleinSuels) eieq Ino
paLiied sy2ayd AljLger)al SuLpo?) ‘pagLidsuel) pue pap.Jodal SMALAISIU| “JUSPNIS JO SPasu 199w 03 Alessadau se paselyd-aJ suolsany ‘awoy Ajlwe) ay3 ut (suotysanb papus
-uado) SMaLAIIUL PaIN]DNIIS-LWSS JBNPLALPU| "S|00YDS JednJ pue ueq.n 31jds USAT "SWOIPUAS L)IM-BPRId duo ‘{Ainful utelq ‘Quo ‘{awoJpuAs sumoq ‘auo ‘sAejap jejusawdo)aAsp
‘s1idnd om3 onasiane ‘siidnd aauy] *0€-81 (Z1-€1 ‘Z1-Z ‘9-€ dnouS o8e yoes wou) oM] ‘syuapnis JYsio Jo ajdwes aAlsoding $J00ydS USaMIDQ PaLIRA SIY) ING ‘Sawil) yealq je
pue sse)d uL adue)sisse paplaoid Syl Syl "epeur) UL SaLILLQeSLP Sululea)] Yilm sjuapnis AQ paAtadlad se (Syl) Siuelsisse Jeuoliednpa jo 1oedwt pue a)oJ jo Apnis :ASojopoylaw
* ,9dualIadxa uoledNpa aAlsndul, sitdnd ay3 uo 3oedwt syt pue Jeuolssajoldesed ay) Jo 9104 ay3 jo suolydadiad sjdnd

uonjedidiyied :piomAay 1oedw|

wnipaw :Atjenb jjeuasnQ

s8u1339s uol1ledNpa dALsN|dUL UL sjeuolssajoidered jo j3oedwi pue 3)0J 3yY3 Jo saAl3dadsiad  saltjigestp Yym suapnis (800z) 3edn pue smal




85

ew

included in the in-depth rev

Details of studies

Appendix 4.1

*S9JNSeaw 1soW Uo 191199 Ajpuedulusls palods dnous juswiealy syl Ing ‘sisal Adeuall) pastpJepuels uo ssaigold sapew sdnous yyog :ssulpuy dyLdads-malAdy

*pa1dLIds 9J9M SUOSSI] SY3 JBY) UL ‘UOLIdNIISU| 31D341J JO UOLSISA e Fuisn ‘Aep Jad sajnuiw GL-0) Sullse) yoes ‘suossa) QL) ‘siseq
JeMBIPYILM B UO USJP)LYD JO SANOJS 11ewsS 03 UOLJUSAIDIUL Y3 JSALSP 0} pauled) 919M sy1 YL “(8E€=N) $]041U0D 3J9M SJ00YDS J3YI0 OM} 3y} UL UdJIPIYD “(L0L=N) UOLIUSAIDIUL
ay3 ul 14ed Y003 sa13NdYLp ADeIS1L] PaUIIUSPL YILM SJO0YDS IN0J WO USIPILYD U0 Jeaj “sjooyds Asewrd ,paydjew, Xis ut Apnis UoljuaAIaluL palasie) e st siy] :ASojopoyiaw

JLWapedY :pJomAay 1oedw|
ySiH :A3njenb jjesanQ

SJUSPNIS YSLI-Je JO S||1Ys Adeudll] A]Jea uo uoljuSAISUL PaIasie) JO 10947 (8007) dUlzZOS|Y pue Suepm

‘PanieA aJow )9} sjeuolssajoldeled (AL)

*9)1qe1Jojwod/paxe)al 199} sjtdnd ey 1oedwt aAne)ndads (iit)

‘ures JysL)s e pasnpo.d jeuotssajoidered yim juads swiy jidng (1)

JnotAeyaq jtdnd ut Juswaoadwil 1eaus ; 91eISpOW paALadIad sjeuolssajoideded (1)
1oedw|

"SUOLSSaS 9say) SuLINp uasald SI9AISSJO OM] JO BNsSL Y} SSSIPPe 10U S0P SIYY ISASMOH
‘wooJsse)d uado ay) Joj ansst Ue g 10U Aew ]0J3UO0D WOOISSE]D 3Ry} S9ILDIPUL UOLILPUOD Sple OU SULINp JNOLARYS( 3Sel-Uo Ul 9SeaJdap JUedULUSLS JO Yoe) e Jey) sansie 3

*9]1qe1J0JWOoD/paxe)al 199} Aew Py ay3 ‘st 3eyy :30edwil aA13RINDAdS 0S|e Sem 213U "Spew 2J9M SULeS |euOoLIoWS eyl SNSUSSUOD Jeau e padnpoud sasuodsal pajloljosun
eyl payiodaa Apnis ay3 ‘uorledyljenb Jajeals Jo4 aJreuuol}sanb paialstulwipe-4)as B YSnodyl sem siyl “4aaamoy ‘inotaeyaq sitdnd ul Juswaroadwil Jeals ol ajelapow
paALa2.ad sjeuolssajoideded UsaAamoH “ures 1ysis e paonpouad jeuolssajoidered e yiim juads swily aJow oy 1ey) paliodal 3| :1e1dos oydAsd/wa3sa-419S :]euoljow pue 1eLdoS

INOLARYS(Q WOO0USSR]D/WD1Sa-4)9S (eale 195.4e]

*$3102s 3593-150d UL 95URYD 9)qeaD1]0U OU SeM 3J3Y] Jey] Pa3sassns sSULpUL SY) pUe UOLIUSAISIUL J91je pUe 21049q B SeM Siy] :Sulllas Asewlld
3oeduwt j1dnd

sSulpuy oyldads-malaay

*su3oaw |idnd pue saply ‘swweldold ajenjeAs 03 saple 1o} aiteuuol}sand) ‘(sitdnd o) sajeds Sulied Jaydes] ‘AIOJUSAUL WSI)SD-419S :dALRIIEND pue aALeIIIUBND * ,PagJNISIP
K@1eiapow, Y1e sjidng “dnous jo13uod ut 07 "dnous Juswieasy ul 0z “(9pets yiiy) 1e303 ul siidnd of “sjooyds Atewiid oM UOLIUSAISIUL J91je pue aJo)jag :ASojopoylaw

‘uotyenits d13nadelay) ul JnotAeyaq (1ll) pue JnotAeyaq woousse)d (1) ‘waalsa-4)9s idnd (1) uo sjuasde d1ynadelay] se (sapie) sjeuolssajoidesed Jo 109443
Jeuoljow3/|eLd0S :splomAay Joeduwj
wnipaw :A3tjenb jjesang

ua.p|Iyd pagunistp Ajojesapow yum syuase oranadesayjoydAsd se sjeuoissajoideled (£261) 410) Jopuep

*S2I1INDU4LP ADRISIL] YIM USIPILYD UM A]JNJSSEDINS HIOM 03 paulel] aq ued sy MOYS SaLpNIs 924y} 1. wie)d sioyany “ssaigo.ud jueoylusis sapew sdnois yjoq ‘Apnis /007 343
U] *(6Z=N) sdnoJg uoruaAIaIUL-UOU BY) UL 3SOY) Ry} ssai50.d asow Ajjuedyiusis apew (£Z=N) sdnois uoljuaAIaluL ul uaipiyd e “Apnis 900z 2Y3 U] :S8ulpuy dy1dads-malady

‘pasn sem
USLSSp J9A0SS0JD e “ApNlS /00T Y3 UL ‘D1tym ‘(Apnis 900Z) 1ensn Se UOLIUSAISIUL PaALSIJ SANOUS UOLIUSAISIUL-UOU UL UIPILYD "SY99M (7 03 dn o) yaam Jad sAep unoy ‘Aep Jad
S91NULW OE J40J USJP)LYD JO sdNoJS J1eWS SULMBIPYIIM PSAJOAUL SULIOIN] “S)|IYS Ade1a]l) dIseq ul pulyaq (€/Z sopeds) uaipityd 03 SuLioiny 1enplalpul paplaoid ‘yioddns dn-mopoy
sa3nulw g 03 dn pue Sululel) SINOY 931y} PaALIaI ‘Sy| Pa3da)as Ajjerdads “salpnis ajeledss 931y) JO S9W023IN0 3y} uo Juodau saded aroge a3 pue sty :ASojopoyisw
JLWapedY :pJoMASY 1oedw|

ystH :A1jenb jjesanp

SIS SuLpodap diseq puoAaq :uolldn.aIsul jenpiAlpul pajuawsjddns-iojeonpaeled Jo sSUSALIIDYT (£L00T) *ID 19 Asepep




86 The impact of adult support staff on pupils and mainstream schools

(9¢ d) ,quapnis oyl 01 9s0)2 sem jeuolssajoidered syl USYM SIUSPNIS 32441 9Y] JO YDBD U0} JOMO] SeM Juswasesud

-UOU JO S]eAJd3UL JO 95eIUaDJad pue JaYSLY Sem JuSWaFeSus dLWSpeIR JO S|eAId3UL JO 95ejuadiad, ay) Jeyy 3sa88ns sydess ul pajuasaid s3nsal ay] *(9¢p d) ,jeqlan Auewnd
919M Jred juapnis pue Jeuolssajoideled yoes o) UOLILPUOD 350]D dY) SULINP SIOLABRYSQ SAL3DRIDIUL, A)puodSs {Juswadesus Juapnis J03oey e St SALILIGeSLP YILM JUSpNIs 3y}

01 jeuolssajoidesed syl jo Atwixold ayy ‘s8uL1as aAlsn)dul ut sitdnd pasde-Arewrdd yitm ‘A)3say :s3nsad oYl WUy papIaLA ade sgulpuly utew om| :S8ulpul dUL1D9ds-MaLAdY
SWl) JO S)eAJSIUL Pa))10J3UOD 0) SULpJOdIR paJinseaw SI9M JUapnis pue jeuolssajoldered usamiaq

uoldelaul Jo adA} pue jeuolssajoadeded Jo AJLwix0dd *SILILALIDOR dlwapede Ul pagesus AjjedtdA] a1am sse)d ay3 ul sjuspnis 9)tym Juasald osje sem pue ‘Jeuolssajoldeled e Aq
USALS 9DUR]SISSe JO W] 9y} 1k pue 1aydea) Sse)d ay) e AQ USALS Sulag Sem UOL3dNIISUL SWIL) SY3 Je SSe)d ayl ul AJ1iqestp B Yiim Juapnis e pajuasaldal palda)as s)idnd aauyy
33 JO yoe3 "YJoMaulel) |eUOLIRAISSQO SWes dY3 Sulsn paLpnls aJe SIDLIISIP OM) UL SJooYds 924y3 Ul sjeuolssajoideded JLayy pue (z-)) SIuspnis JejLwls 2a4y]  ,Wayy Isisse 0}
pausisse sjeuolssajoideled pue saLL|LeSLP 1RIIURISGNS YILM SIUSPNIS USIMIS] SUOLIdRIUL JO ADuanbal) pue ainjeu ay) pue: - Juawasesus dwapede uo (Juspnis ay) Wod}
199} G UeY} 2JOW pue JUSPNIS 93 WO} 3934 7 ueyl ss3)) suonisod omy e Ajlwixoud Jo $1094)9 Y3 91eS511S9AUL 0] Pash Ssem (£=N) USLsap sjuawiealy Suljeudale 12algns-9)5uls
V °salll)lgesIp Jeliueisgns Yilm syuspnis pase Atewrid jo uotidoesaiul jo 9dA} pue juswasesus olwspede uo jeuolssajoidesed e jo Ajwixoud Jo 5309449 saulwex] :ASojopoyraw
uonjedidlyied :piomAay 1oedw|

ysiH :A3yenb jjessnp

swioo.sse]d page Asewrid ul saljljIgesip Y3IM sjuapnis jusawasesus slwapede pue Ajiwixoud jeuolssajoidered (1007) *)0 79 SHOM

*S92UD124U0D Juated pue sSulLawW 43|
pua3)3e pue panjea Ajjeuolssajold aq piNoys oym ,siaydeal, se siojednpaeled aAlad4ad osje sjualed jouuosiad j00yds pue sjuaded U9IMISQ UOLIBDLUNWIWOD 19)39q ‘Sulurely
9Jow J0oJ paau ay] ‘Sl Jey) :SUOLJRPUSWILLIODDI |RIDASS SpeW Sjudled “siojednpaeled s,ualp)iyd J1ay3 Yim paseald aiam sjuaded eyl 1s955ns S1NSaY :sSulpuy dy1d9ds-malAay

uolydridsuely Jo sulpo) *(uostad ul oM} 3dadxa) auoyd Aq pamaLAISIUL SJUSIed “INOY SUO 10} SAep Jua1aip 934y} Uo
PaAJasqQ ‘(2)213Je Ul papN)dul JOU SUOLIRAISSJO WOy SSULpUL]) *PaAIasqo pue (sjualed se 1020)0.d Swes) pamalAIalUL SI0JedNpakIRd :9AL3RIeND "Wed) Jojednpaeled,/ . aydes)
%67 “Joyednpaesed SUO-U0-3UO %/ *(SpeJs Yy 9°1L ‘sueak 7- pasde s\ 9/shoq zz) s)idnd €€ jo sjuaued gz “siojednpaeded €€ “SuUl})aS UOLIRINPS SAISN)OU| :ASojopoylaw

9)04 s,Jojednpaelted ay) Jo suonydadiad sjualed
uoljedidlyied :plomAay 1oedw|
Mo :A31jenb jje1aAQ

siojeonpaeded jnoqe sn 133 syuated Jeym (£007) ‘10 19 SHIM

*wo0.sse)d 3y} ul Sututed) jo Ajnenb ayy Sutaoidwi AQ uolIngLiauod SU0IIS B SYew Ued Sy Jey) apnduod Asy ) Soustiadxs Sulules) s,uaJpiiyd ayj jo Aijenb syl pasueyus
9ARY SYD 1By} WIYUOD Wwead) YydJeasas AQ uolieAlasqo juspuadapul Wwoly pue s1apjoyayels A9y wod) eleq "19W d49M swie A9y 934y3 Jey) s3sa55ns :Sulyoes) :3oedwi jooyds
ssulpuy dY1d9ds-malAdy

*W00.4SSe)d uoljesnps

1eJ9Ud3 B UL ‘SIDIAIDS UOL3edNPa 1e1dads 104 31qL8119 9soy) pue ¥siJ Je s)idnd 03 paJaALISp SJe SUOLIUSAIDIUL JeuOl}dNJISUL Se Jeuolssajoideled e Yyim opLs-Ag-apLs SHJOM JaYded)
e ‘lapow ddv) au3 uj ‘siidnd $06 Yilm 100yds A1ejuswiald 9-y e St J0oyds dy] *100yds AJejuawa)d ue je uoljeiuswalduwl st pue 19pow ddyD Y3 jo uondiidsaq ‘pajuasald aue
S9DIAISS 1eUO1}RINPS 1e1dads 104 S|e.LISJS4 JO Jaquinu Sy} pue sawodino jtdnd ‘sapnjliie Joydea) ssasse 03 pausisap uoljen|eAs aAllellenb pue aAlelijueny :ASojopoylaw

*S9l3L|Ige dLWapede pliw YIm asoyy pue sjtdnd ysi 3e SuLAIs 104 ¢, ddVD, Se umouy ‘diysiauled jeuoryednpa 03 yoeoudde pLgAy e jo 3oedwit ay3 sassasse Apnis ay
JLWapeDY :SpJoMAdY Joedw|
ySiH :A3njenb jjesano

uoljoeysijes Iayoea} pue SaWO0dIN0 JUSpN3s uo 1iodal e :AI3ALSP 321AI3S JO WIsAs ul-[|nd Jeuolssajoidesed pue uolje3Nsuod v (G661) *I0 19 Y219M




87

ew

included in the in-depth rev

Details of studies

Appendix 4.1
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The results of this systematic review are available in four formats:

Explains the purpose of the review and the main messages

SUMMARY from the research evidence

Describes the background and the findings of the review(s) but
REPORT without full technical details of the methods used

TECHNICAL Iy background, main findings, and full technical
REPORT details of the review

Access to codings describing each research study included in

DATABASES | (. rcview

These can be downloaded or accessed at
http://eppi.ioe.ac.uk/cms/Default.aspx?tabid=2438

First produced in 2009 by:

Evidence for Policy and Practice Information and Co-ordinating Centre (EPPI-Centre)
Social Science Research Unit

Institute of Education, University of London

18 Woburn Square

London WC1H ONR

Tel: +44 (0)20 7612 6367

http:/eppi.ioe.ac.uk/
http:/www.ioe.ac.uk/ssru/

The Evidence for Policy and Practice Information and Co-ordinating Centre (EPPI-Centre) is
part of the Social Science Research Unit (SSRU), Institute of Education, University of London.

The EPPI-Centre was established in 1993 to address the need for a systematic approach to the organisation
and review of evidence-based work on social interventions. The work and publications of the Centre engage
health and education policy makers, practitioners and service users in discussions about how researchers can
make their work more relevant and how to use research findings.

Founded in 1990, the Social Science Research Unit (SSRU) is based at the Institute of Education, University
of London. Our mission is to engage in and otherwise promote rigorous, ethical and participative social
research as well as to support evidence-informed public policy and practice across a range of domains
including education, health and welfare, guided by a concern for human rights, social justice and the
development of human potential.

The views expressed in this work are those of the authors and do not necessarily reflect the views of the
funder. All errors and omissions remain those of the authors.

This document is available in a range of accessible formats including large
print. Please contact the Institute of Education for assistance:

telephone: +44 (0)20 7947 9556 email: info@ioe.ac.uk
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