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ABSTRACT

This thesis investigates the positioning of partnership in the process of
assessing a child’s special educational needs. It looks at partnership in
parent-professional relationships and in relationships between different
professionals. Two case studies provide the empirical basis of the research:

one of the first two years of an LEA parent partnership project, the other of a
child, David, whose ‘special educational needs’ were in the process of being
assessed. The reasons for choosing case studies, the kind of knowledge this
would be expected to generate, and issues of validity are discussed.

This thesis looks at whether an educational psychology service can act in
partnership with parents by analysing a variety of data from an LEA Parent
Partnership Scheme. It also investigates the meaning of partnership for the
stakeholders of a child’s statutory special educational needs assessment by
looking at the views of everyone involved in one child (David)'s statutory
assessment. The people interviewed are the child, the mother, the named
person, the head teacher, the class teacher, the special education needs co-
ordinator, the educational psychologist, the clinical psychologist, the senior
clinical medical officer, the occupational therapist, and the acting principal
educational psychologist. They are asked their views of the child’s situation,
what they think assessment is really about, what their role is in the
assessment, what kind of partnership they experience in the assessment,
what kind of partnership is possible, and where power is located in the
assessment. Two case studies raise many questions about conceptions of

‘professional’, ‘need’, ‘objectivity’ and ‘partnership’.

Five key areas are identified from the results of the two case studies for
further discussion. The first two areas each take a different unexpected
finding with the aim of an explanation: 1) David's Mother's achievement of
her aim of a statement emphasising David’s learning difficulties rather than
behavioural difficulties, despite the school’s insistence on the latter; and 2)

The discovery of David as lacking agency in the assessment process. The
explanation incorporates the descriptive and the theoretical. Engestrom’s
activity theory assists an understanding of the boundary crossing

accomplished by David’s Mother in the realisation of her goal.

The last three areas theorise about, respectively, partnership, power and
statementing. The basis of multi-disciplinary assessment is challenged.
Instead of one multi-disciplinary assessment in one case there are as many
assessments as there are participants. Statementing is suggested to involve
the painful negotiation of different discourse within a complex power structure.
Implications for professionals working with children deemed to have special
educational needs are discussed and policy changes are considered.
Methodological issues for the position of the researcher, as insider
practitioner, outsider practitioner and outside researcher is reflected upon.
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CHAPTER ONE

INTRODUCTION: ORIGINS, RESEARCH,
ASSUMPTIONS, AND LEGISLATION

1.1 Setting the Scene

This thesis originated in an interest in investigating professional practice as an
educational psychologist. The researcher's experience in holding three different
posts at the same time, that of an educational psychologist, a parent partnership
officer and a lecturer, led to reflections on her professional identity. One area of
reflection was her positioning in relation to parents when a child's special
educational needs were being assessed. The researcher found that certain parent
perspectives seemed to be available to her in her role as parent partnership officer
that were not available in her role as educational psychologist. Also, on occasions,
there seemed such a voluminous gulf between what the parent expected ana

wanted, and what the professional educational psychologist expected to provide.

There was a further professional interest. This was that despite the area of home-
school relations being so awash with literature (Armstrong, 1995; Bastiani, 1987,
Cameron, 1986; Chandler, 1986; Cullingford, 1985; David, 1993; Galloway,
Armstrong, & Tomlinson, 1994; Gascoigne & Wolfendale, 1995; Macbeth, 1989,
Pugh, 1987, Sandow, Stafford, & Stafford, 1987, Topping & Wolfendale, 1985;
Wolfendale, 1983; Wolfendale & Topping, 1996), there still seemed so many
unanswered questions. For example, it was still unclear what kind of parent

involvement impacted on achievement. In the area of special educational needs



assessment, relations with parents seemed quite problematic, and the researcher
wanted to look in more depth at reasons for this. Literature she considered at that
time did not seem to answer the questions she had. The researcher therefore

looked for the opportunity to consult the literature more widely and to carry out some

empirical research.



1.2 Thesis Organisation

The thesis is organised into five chapters. In this chapter, the first, the researcher
sets out for the reader the way the thesis is organised, and explains some key
assumptions underlying the approach taken by this thesis. The researcher gives
further founding ideas for the research by providing a framework within which to
begin to look at the literature around parent partnership in special educational needs
assessment. The framework is taken from John Bastiani's (1987) four models of
home-school relations. This is used in the current chapter to discuss the positioning

of parents in key reports and legislation

The second chapter looks at the way the relationship between parents and
professionals, when involved in the statutory process of assessing a child's special
educational needs, is positioned in the literature. It starts from a critical consideration
of the relationship between parents and schools generally, drawing again on
Bastiani's framework (Bastiani, 1987). This literature leads to an investigation of
literature about the role, not of the parent, but of the professional. Key issues are
identified for a particular professional group, educational psychologists, and the
implications of these issues for partnership with parents are discussed. The multi-

professional nature of special educational needs assessment, so far omitted from

explicit investigation, is then looked at in more detail. Literature looking at muilti-
professtonal working in all services is used to provide a context for that relating to
special educational needs assessment. The literature review as a whole leads to

the identification of the two research questions for this research:



Research question one:
Can an educational psychology service undertake parental

partnership?

Research question two:
What does it mean to the stakeholders to be "partners"? What

are the stakeholders' perspectives on partnership?

The third chapter explains and discusses the methodology chosen for this thesis as
that most appropriate to investigate the two research questions. Two case studies
provide the focus: one of an LEA parent partnership project, the other of a child,
David, whose "special educational needs" were in the process of being assessed.
The reasons for choosing case studies, the kind of knowledge this would be
expected to generate, and issues of validity are discussed at length. The

methodology is considered from a critical perspective. The fourth and fifth chapters

present the analysis of data from the two cases. These chapters assert the
importance both of the analysis of data and of giving the reader some access to the
raw data. Therefore a major aspect of the reporting of the second case study, in
Chapter five is a set of panels, in a separate volume of the thesis, containing key
utterances of interviewees on the main identified themes of all those involved in the
case. The reader is encouraged to look at the panels at the same time as reading
Chapter five. The final, sixth chapter, looks at five areas identified from the results of
the two case studies. The first two areas each take a different unexpected result
with the aim of giving an explanation. The explanation incorporates the descriptive
and the theoretical. The last three areas theorise about, respectively, partnership,
power and the statutory process of assessing children's special educational needs.
This sixth chapter also suggests possible practice aﬁd policy developments that may

lead from the research, and discusses avenues for further research.



1.3 Assumptions Underlying the Research Process

This thesis is based on certain assumptions about how people operate as individuals
and with each other, and about what research does, in its attempts to talk about the
world of people and their business with each other. Some time will be spent
discussing these assumptions and their relation to each other, since they inform

every chapter. The assumptions emanate from a range of different psychological,

philosophical and sociological paradigms.

Firstly, the researcher takes a generally post-positivist approach to research (Usher,

1996). Thus, she rejects a notion of there beiﬁg a world "out there", outside the
researcher, for the researcher to examine and to present to the reader in some

objective fashion. There is not a world separate from the researcher, from her

interpretation of it, and her action on it. This informs the general approach to
research, valuing the researcher's interpretation of the research data. However,
this also means that the researcher's perspective is made explicit at times
throughout the thesis. This becomes particularly important when looking at issues of

validity, dealt with in the discussion of research methodology in Chapter 3.

Minam David (1993) has produced a detailed analysis of the detrimental role played
by research from social scientists in relationships between parents and schools.

She finds researchers have made parents "objects" and "subjects". By using a
combination of “critical" paradigms, the researcher hopes to avoid such a

reproduction of power relationships.

Key to the research is the meaning attributed by those subject to, and of, the

research, and the perspective of the researcher herself. The action of individuals



can therefore only be understood by looking at the social context in which those

actions take place. Concern, in this research, is with meaning within social

interactions. The researcher therefore takes a fundamentally social constructionist

approach:

Social constructionist view of the self as continually shaped and reshaped
through interactions with others and involvement in social and cultural

activities. (Wetherall & Maybin, 1996, p220).

The cultural meaning of actions includes the historical antecedents (after Leont'ev

and Wertsch....):

the activities of human beings, at all stages of development and
organization, are social products and must be seen as historical
developments. (Holzman, 1996, p87).

A social constructionist approach has several implications for this thesis. The
literature review in Chapter 2 will reflect a concern to look at concepts like
"partnership" and "professional" from an historical perspective, and to analyse the
meaning of such concepts for parents and for certain professionals. The analysis
of the results will aim to look at the identified themes from the perspective of those
iInvolved in the parent partnership project or in David's case. The analysis of the
interviews of those involved in David's situation takes into consideration that the data
obtained reflects the subject's negotiation of the interview situation. A social
constructionist approach will direct the first part of the analysis in the discussion of
the results, in Chapter 5. Engestrom’s (Engestrom, 1996; Engestrom, Engestrom, &

Karkkainen, 1995) concepts of activity systems and boundary crossing, which
originate in Russian social constructionist psychology, is used to explain one of the
key unexpected results of the analysis of David's case. The researcher will

therefore focus on "human practices at the level of concrete interactions of



individuals acting in a meaningful social context” (Chaiklin, 1996, p378), but, also like
Chaiklin, will be motivated by a "premis that actions must be understood by issues
and factors that are not immediately present in the situation" (1996, p378). Another
word for this is "positioning”", a term which relates more to philosophical or
sociological disciplines. "Positioning" becomes a key tool of critical analysis, both of

the literature and the results. The researcher examines the way parents and

professionals have been "positioned" in the cultural world as the "the practices
provide systems of signs which are at once systems of classification, regulation,
and normalizaton” (Walkerdine, 1989, p204, referring to a different situation, the
teaching of mathematics in schools). In a sense, a key idea for the researcher is the

assumption that all is never quite how it appears.

This leads to a further paradigm, that of post-structuralism. The researcher takes a

structuralist approach by conceptualising human actions and attitudes in partnership
In special educational needs assessment in terms of structures in order to
understand them. She also looks at how the "structures" of partnership, by which
she means the concepts defining partnership, have been constructed. A
structuralist approach is taken in the literature review, applying a framework of
different models of home-schoo!l relations to research on different aspects of

parents' involvement in education. It is also taken in Engestrom's (op cit) activity
system applied to the discussion of the results. However, structuralism is used

throughout as a spring-board for post-structuralist analysis, deconstructing

important concepts. Key to this process is an investigation of the way language is

used:

Language is not a transparent medium for conveying thought, but actually
constructs the world and the self in the course of its use. (Wetherall &
Maybin, 1996, p220).



This research aims to identify the ways language is used to construct what is
understood by partnership, and the ways it is used to construct the other meanings
which seem to play an important role in facilitating or inhibiting partnership. For
example, in the literature review the ways concepts of "need", "professional”, and
"assessment" are constructed by language is discussed. These ways of using
language (researcher's italics) are what the researcher means, in this thesis, by
"discourses". Discourse analysis "addresses the ways in which language is so
structured as to produce sets of meanings, discourses, that operate independently

of the intentions of speakers, or writers" (Bannister, Burman, Parker, & Tindall,

1994, p92). The researcher

treats the social world as a text, or rather as a system of texts which can be
systematically ‘read’ by a researcher to lay open the psychological
processes that lie within them, processes that the discipline of psychology
usually attributes to a machinery inside the individual’s head.

(Bannister, Burman, Parker, & Tindall, 1994, p92).

Marks, Burman, Burman and Parker (1995) took a similar approach to the

investigation of a number of educational case conferences, and made the following

comments about the nature of the material they were to look at:

Discourses are socially produced rather than residing within an individual
parent or professional’s head. In other words, the way people speak in case
conferences draws upon a repertoire of meanings circulating within
contemporary social, educational and cultural practices. We are not
concemed therefore to identify or evaluate individual attitudes, but to explore

dominant themes preoccupying case conference discussion.
(Marks, Burman, Burman, & Parker, 1995, p42).
In the literature review, when the researcher is concerned with discussing the way
language constructs key concepts, she is also exploring discourses within the

literature relating to partnership with parents in special educational needs

assessment, and to all the areas which impact on this literature:



the focus is on the institutions within language rather than the language within
institutions. (Marks, Burman, Burman, &
Parker, 1995, p43).
The researcher looks at myths in the making by identifying discourses and
discussing their effects. She examines the difference between rhetoric and reality

by deconstructing the familiar. Nothing is safe from deconstruction, not even the

researcher's work. However, for the sake of being able to use the research
process to add to perceptions about partnership, a deconstructive approach to this

account, to the thesis, is left to the next piece of research, or indeed to the reader.

A final assumption, but one of crucial importance, is the identification of power in
any analysis of what happens between people. Discourses are not benign. Instead
the work that language does when used by individuals is that it conveys power.

Such fore grounding of power has its origin in the sociological thinking of Habermas,

but also been extensively developed by philosophers such as Foucault and Derrida:

Habermas advances the opposite view, that power is often exercised through
the manipulation and / or distortion of communication, in which different
groups have a different say in the construction of what passes for consensus
and in which communication is directed towards the achievement of ends and
not towards reaching agreement (....) In this way communication is directed
towards the achievement of the ends of those whose interests it expresses,
becoming the dominant ways of thinking and talking about issues. This
structuring of social relationship through dominant communication may be
summarised as discourse. So power, in this view, is exercised in the
structuring of the social framework within which interests, ideas and issues
are formed and known. Professional knowledge, skills and ways of talking
may form a discourse in this sense, expressing the interests of a profession.
(Hugman, 1991, p35-36).

Another sociological paradigm draws attention to issues of power, and is mentioned
here as the origin of the "critical" approach the researcher often refers to. Critical

theory has its origins in a critique of modemism (Caper, Hanson, & Huilman, 1993,



p337). Critical theory is an "array of theoretical and cultural work which exposes

and ruptures hidden, reified rélationships of power and dominance within society"

(Danforth, 1995, p139).

The researcher therefore draws upon several paradigms, which are all different but
highly related ways of making sense of the world. The paradigms originate from
seemingly disparate disciplines, psychology, sociology and philosophy. However,
as should be clear from the preceding discussion, the researcher's understanding of
individual psychology as essentially social suggests a rapprochement between
psychological and sociological paradigms. Both are needed. Social constructionism

seems to ignore issues of power. The latter is provided by the identification of

discourses and the analysis of the work being done by the discourses. However,
discourse analysis alone leads too quickly to issues of power. The richer picture is

provided by including tools of analysis from social constructionism (i.e. from

Engestrom, op cit).
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1.4 A Model of Home-School Relations: From

Structuralism to a process of deconstructing the
accepted

For many years any consideration that parents might be partners with schools in the
education of children was a discourse absent from the literature. Various writers
have identified different historical phases in the relations between home and school
(Bastiani, 1987; Mittler & McConachie, 1983) or levels of involvement (McGilp, 1991).
Bastiani (1987) has delineated the following models: compensation, communication,
accountability (rights), and participation. The following table closely paraphrases

Bastiani's (1987) models as he expresses them.

Table 1.1: Bastiani's (1987) Models of Parent Relationship to Formal
Education

‘Model @~ | Characteristics and Assumptions EXAMPLES

Compensation An underlying belief that inequality in education might | The Plowden
be overcome without structural changes, by Report 1967

changing attitudes.

Parental interest crucial for achievement

Teachers have a task to facilitate greater
involvement of parents, to make the least
"successful" families more like the most "successful'.
Deficit models of family life.

Parents passive and an undifferentiated group
Parents need the involvement of professionals.

The Plowden
Report 1967
Court Report,
1976

Taylor Report
1977

Communication | Parentinvolvement is dependant upon the level of

information parents have about the school and about

the progress of their child/ children.

Information understood to be largely un-problematic.

The need to look for opportunities for communication
and to develop them in their most effective form.

Attention to practical arrangements for
communication.
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EXAMPLES
Reports,
Legislation,

Model of Parent| Characteristics and Assumptions

Relationship
with Formal

Education Projects etc.
Accountability Parents as consumers of education. Parents a | Advisory Centre
major audience for education. Different models | for Education
of accountability: League tables in
parents an undifferentiated consumer group. national press

Within this a discourse of choice over school, a
concern for access to performance indicators
(league tables published in national press)

a discourse problematising home-school
relations, as suggested by the work of the
Advisory Centre for Education.

parents as a differentiated group and a
concern to hear the needs of different,
individual, parents.

Emphasises shared goals and complimentary
roles for teachers and parents - which
assumes a partnership of equals

An ideal to aim for, representing a radical
critique of home-school relations

Pre-school

playgroup
movement

Participation

These models were not seen by the researcher as either conceptually or historically
discrete. However, they are presented as a useful framework to facilitate an
analysis of the positioning of parents in the formal education of children. This
framework is returned to throughout the literature review. It represents a modernist,
structuralist classification of partnership. However, the researcher uses it to
deconstruct the legislation and reports they are applied to, and even to deconstruct

the models themselves. The aim is to make clear the positioning of parents in reports
and legislation. This provides a base from which, in Chapter 2, to apply the same

process to the literature, empirical and non-empirical, looking at the relationship

12



between parents and professionals in the process of special educational needs

assessment.
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1.5 Parents as Partners: Committees, Reports and
Legislation

From the late 1960s onwards various significant reports, many from government
committees of enquiry, and several pieces of legislation seemed to place parents as

partners firmly on the political agenda.

1.5.1 Committees.... and Reports

First was the Plowden Report (DES, 1967) looking at primary education:

Teachers are linked to parents by the children for whom they are
responsible. The triangle should be completed and a more direct
relationship established between teachers and parents. They should be
partners in more than name; their responsibility becomes joint instead of

several.

(DES, 1967, pt 1, ch 3, para 80).

and:

by involving the parents the children may be helped

(DES, 1967, pt1, ch4, para114, p43).
Chapter 4, of the Plowden Report, "Participation by Parents", looked at current
perceptions of parental involvement, at levels of involvement and at the ways
parents and schools could work together. The rationale for such involvement was

that this would bring better performance in school. Plowden found parents were

generally satisfied with schools, but schools were over-confident about home-
school relations. 'we were almost invariably told by heads that "we have good
relations with parents" however rudimentary the arrangements made' (DES, 1967,

pt 1, para 104, p37).

14



Recommendations to improve partnership were to do with information,

communication and choice. Improved information was envisaged to be information
on each school to facilitate choice, written reports on children's progress and
making children's work available to be seen. Improved communication involved a
meeting between the head teacher, teacher and parents before a child started
school, and the creation of further opportunities for formal and informal talks with the
teacher. Choice was about parents having a choice of school. Therefore, although
the report spoke of partnership, it was actually characterised by models of parent-

school relations based on the compensation and communication models (Bastiani,

1987).

The Bullock Report (1975), looking at teaching and leaming in literacy, endorsed the

idea of parents coming into school to help with language activities (Bullock, 1975, par

5.37 p70). In many ways it too endorsed a compensation model, with a slight nod

towards participation in the need to recognise parent perspectives:

Parents act as escorts on journeys and in environmental studies outside
school; they help in the school library, in the games period, in home studies
areas. In all these situations they are involved in the learning process. We
believe there is room for many more such initiatives, and our purpose in this
chapter is to consider what parents can contribute in the nursery and infant
school. It is no use pretending that the parent can easily slip into the learning
situation. There are adjustments to be made and sensitivities on both sides
to be respected. (Bullock, 1975, 5.37, p70).

Although Bullock emphasised parental involvement in the early years, reference was

made to other phases, though with less emphasis, and to the importance of parental

involvement when children are experiencing difficulties in reading:

There should be every effort to involve parents and help them to understand
the nature of their children's difficulties. Evidence from the Educational
Priority experiment and from schools themselves shows that lack of interest
on the part of parents can be too readily assumed. The more the interest of
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parents can be aroused, the more they are likely to play a constructive part in
helping their children at home. (Bullock, 1975,
18.12, p272). *

The Taylor Report (DES and Welsh Office, 1977), investigating the governance of
schools, emphasised that parents should have "a collective voice in the
development, management, and review of the educational service which was

provided" (in : Beveridge, 1992, p12). Parental membership of governing bodies

was seen as important for parental involvement in schools but not sufficient for

effective involvement:

We do not believe, however, that parent membership of the governing body is
sufficient in itself to achieve the full involvement of all parents in the life and
actlivities of the school. (DES and Welsh Office, 1977, 4.19, p27).

It is the individual parent who is in law responsible for securing his child’s
education and whose support in this task is vital. There should therefore be
at the individual level also a partnership between home and school. The
individual parent will want the school to be an open and welcoming place. He
will expect it to provide a framework within which he can communicate with

his own child’'s teachers, in a spirit of partnership, about the child's welfare

and progress.
(DES and Welsh Office, 1977, 5.26. p43).

Here we see an emphasis on a communication model, an assumption of a

compensatory model, and once again a nod towards participation.

The report of greatest significance to the focus of this thesis is that of The Warnock

Report (DES, 1978). Having placed this report within other key reports from different

aspects of education, it is clear that Warnock continued the trend towards
"partnership” with parents. Not only did it, throughout, stress the need for "the
closest possible involvement with parents in the assessment of the child's
educational needs and in the provision made" (7.18, p107) but an entire section
(chapter 9) was devoted to Parents as Partners "It is a partnership, and ideally an

equal one" (9.6, p151).
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The chapter stressed at length the importance of parents, and used the tem

partnership on several occasions, including a notion of equality (as shown by the
quotation above). However, the way that parents were framed in the body of the
chapter on parents suggested, once again, Bastiani’'s (1987) compensation and
communication models rather than participation. For example, many of the
recommendations were concerned with facilitating information between home and
school, but particularly from the school to home, and ways the parents could assist
the school in its task. There was also a strong sense in which the parent was
presented as in need (researcher's emphasis) - in terms of coming to terms with the
child’s disability, or in terms of requiring practical help. There was no sense In
which parents may have perspectives that the school or other professionals outside

school ought to take on board. The report urged a single point of contact for

parents, and suggested the need for a named person (a role discussed in Chapter

2).

Partnership was seen in the DES white paper, "Better Schools" (DES, 198%5), as

parents and schools in joint partnership in a shared purpose for the benefit of the

child.

The Elton Report (DES, 1989b), investigating behaviour problems in school, contained
a section devoted to the place of parents in the behaviour of children at school.
Once again there was an emphasis on Bastiani's (op cit) compensation and
communication models. The report recognised the stress many families were under,
but did not believe this absolved them from "their responsibilities for bringing up their
children properly" (DES, 1989b, section 5.12, p138). Teachers' picture of parents

was seen to be generally negative, and the report saw this as a distorted view:
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It also seems clear that there is a small minority of parents who cannot or will
not provide appropriate guidance for their children and who are positively
hostile to schooling. We are convinced, however, that the majority of parents
share and support the aims and values of the schools to which they send their
children. (DES, 1989b, 5.3, p133).

In order to help parents support the aims of schools, the report recommended:

advice from LEAs, Govermment, governors and head teachers about the ways
parenting influenced behaviour; parenthood to become a cross-curricular theme in
the National Curriculum; advice to parents to take full advantage of channels of
communication available between school and home to develop good working
relationships; and parents to make every effort to attend parents evenings. It aiso
recommended that: "the government should explore the possibilities for imposing on
parents civil liability for their children’s acts in school" (6.35, p141). The report urged

schools to recognise school-based factors in disruption, and to do more to be

positive to children and welcoming to parents. However, the general discourse was
one of discipline and control. There was an absence of authentic notions of
partnership despite a section entitled "Partnership with Parents”". Parents were
urged to become involved in the endeavour of schools. The agenda was set by
schools rather than by schools and parents in partnership. Furthermore, there was
an intrusion of institutions, from government to head teacher, into the way families
operate. This included advice on parenting to existing parents and teaching about
parenting skills to children, with the assumption that they would be parents in the

future. Here were the beginnings of notions of cycles of deprivation.

Partnership was a discourse in reports of other services. Even before the Plowden
Report, the Seebohm Report (1968) looking at the organisation of social services had
noted that consumer interests were not the same as service providers and that
social services departments should consider how clients could be more involved in

decision making.
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The report of the Committee on Child Health Services (DHSS, 1976), known as The
Court Report, was an investigation into the way child health services should best be
organised in order to ensure the health, in its broadest terms, of children. This report
was ahead of its time in the ideas espoused and the recommendations it made. In
relation to the current thesis, it spoke of partnership with parents, that health

services should:

see their task as not usurping the responsibility of the family but as
encouraging it, so that families are better able to exercise their responsibility
for their children. They should see themselves as partners with parents:
prepared and willing to give them explanation and advice about their health
(....) The need is for a service that is geared to ensuring that parents are well
informed and increasingly involved in their children's development and health,
and which from the start will enable them to feel confident in their ability to

care for their children.
(DHSS, 1976, 5.6, p86).

The Court Report also stated that the balance of professionalism should not

undermine the role of the parents:

The growth in the number and variety of professions connected with child-
rearing, however necessary in our kind of society, has in some measure
undermined the self confidence of parents... The role and importance of the
professional must not be undermined; the issue is how professionalism
should be delivered to and, on occasions, shared with the layman.... We feel
especially keenly that services for the very young child must not be allowed to
become over professionalised; instead they (referring to health, education
and social services) should seek to work through the family encouraging its
strengths and helping its short-comings. There is evidence that measures

that do not involve parents achieve only short-term gains.
(DHSS, 1976, p22-23).

The report stated that parents of "handicapped" children had a need to:

be treated as participants and not by-standers in the process of assessment
and decision-making (....) We think parents should have the right of direct
access to the district handicap team and others concerned in the treatment of
their child. It is usually thought that to open professional doors to parents
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might lead to problems of overlapping responsibilities and uncoordinated
care. But the possibility of such administrative difficulties should not be an
excuse for denying parents access to the help they feel they need. It should
serve only to underliine the importance of each professional, when
approached, accepting a personal responsibility for co-ordinating any action
he may advise or take with that programmed by the team. We are aware that
some parents may ‘shop’ their handicapped child around, seeking for what
professionals might regard as an unattainable cure but this is a
manifestation of unmet need that should not be suppressed but recognised,
and supported with the best advice and guidance (DHSS, 1976, section
14.51).

Once again the articulated discourse was one of participation. However, the details
of the report seemed to be located in a communication model, in, for example, the
need for professionals to ensure parents are well informed. Nevertheless, it was
unusual to find in a government report the recognition that professionalism, meaning

professional power, might require limits to be placed upon it.

There has been a claim to endorse "partnership”, in several major reports, and
indeed an emphasis in some on "equal" partnership. However, a close look at
assumptions underlying the language used about parents suggests the reports
discussed have all, to a large extent, assumed Bastiani's (1987) compensation or
communication models of parental involvement in schools. Partnership was clearly
on the agenda, but realising it in anything more than name seemed to be problematic.
With some exceptions, a strong discourse of deficit parenting was seen to underlie
the recommendations of many of the education reports. The story now moves to
consider legislation, particularly educational legislation, in which the rhetoric of

government policy preceding legislation included partnership with parents as an

explicit aim.

1. Legislation

Before the 1980s, parents had few rights to equal participation in education:
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Parent rights, under the 1944 and the 1980 and the 1981 Education Acts,

amount to a grudging appeals system to which few parents will actually have

recourse. (Tomlinson, 1982, p108).
Five successive Education Acts, 1980, 1981, 1986, 1988 and 1993 all attempted to
bring the parent relationship with formal education into the legislative sphere. They
were characterised primarily by communication and advocacy models of parent
relations with formal education. For example, the 1980 Education Act gave parents
rights to be elected by fellow parents onto a school governing body, to be given
information about the school, to be consulted about choice of school, and the right to
see minutes of governors' meetings. Despite Tomlinson's (1982) disparaging
remarks about the 1981 Education Act, it has been hailed as a major step towards
partnership with parents in the assessment of children's special educational needs.
It will be considered in more detail in the next section. The 1986 Education Act built
upon the 1980 Education Act with other rights: to an annual meeting between
parents and school governors, to information about the school's financial affairs,
and to appeal if their child was excluded from school for more that five days. The

1988 Education Act further delineated parents role in the decision making of schools

through the governing bodies and outlined parent rights to information.

The Education Act 1993 was concerned with a very wide range of aspects of the
management of education. Its various provisions included: changes in the funding

arrangements of schools: the requirement of admissions policies for schools; the
provision for the establishment of grant-maintained schools; orders for action when
children failed to attend school; and provisions for the inspection of schools and the
identification of "failing" schools. Parents were mentioned in several places. They
were governors, and procedures for their appointment were set out. They were to

be consulted about the placement of an excluded child in a particular school and
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they were to be balloted on whether a school was to change status to, or from,

grant-maintained. The Act also included greater parental involvement in special
educational needs assessment, and the details of this will be considered in the next

section. The 1993 Education Act therefore seemed to strengthen the consumer role

of the parent, in line with Bastiani's (1987) "accountability” model.

One of the fundamental principals of the 1989 Children Act was that "parental
responsibility” was preferred to that of "parental rights". Parental responsibility was
defined, in terms of whom it applied to. Partnership was not a concept used in the

Act, although some commentators have described it as an act emphasising parent

partnership. Certainly, under the 1989 Children Act the obligations of parenthood

could not be taken away or abandoned, and children were to be kept in touch with
their families. However, there were limits placed on parents independent actions

with children and the state could not obtain compulsory powers over a child without
applying to the court when parents would have rights to make representation.
Fundamental principles which were new at the time in childcare law, included the
duty to "ascertain the wishes and feelings of the child". There was also a clear duty

to work across agencies when children were in need.

Legislating for the Assessment of Children's Special Educational
Needs

The 1993 Education Act and its associated Code of Practice (DFE, 1994) concerned

itself with the assessment of a child's special educational needs, and is therefore of
‘central importance to this thesis. Rights of parents to be involved in their child's
assessment were formalised in several ways. The Act required information of
various kinds to be given to the parents. This included the LEAs intention to make an

assessment, the results of the assessment, the name of a "named officer of the

22



LEA", and a draft of the statement. The Act required parents to be consuited about
their child's special educational needs, and required LEAs to consider any

representations made by the parents. It also gave parents the right of appeal to a

committee.

The Code of Practice on the ldentification and Assessment of Special Educational

Needs (DFE, 1994) associated with the 1993 Education Act stated the need for

parental involvement at every stage of assessment. An early section of the Code,

entitled, "Partnership with Parents”, stated:

Children’s progress will be diminished if their parents are not seen as
partners in the educational process with unique knowledge and information to
impart. Professional help can seldom be wholly effective unless it builds

upon parents’ capacity to be involved and unless parents consider that
professionals take account of what they say and treat their views and
anxieties as intrinsically important. (DFE, 1994, Chapter 2,
para 2.28, p12).
The Code provided a quite detailed list of ways a school should make arrangements
for parents of children with special educational needs. Partnership was
conceptualised in various ways: as acting on a parent's concerns; in terms of
procedures for involving parents when a concern was first expressed within

school; and in terms of arrangements for incorporating parents' views in
assessment and subsequent reviews (DFE, 1994, 2.33 pi4). A quite
comprehensive amount of information was to be made available to parents. Various
strategies were advised in order to provide access, such as information in a range
of different languages, information on tape, and "a parents room or other
arrangements to help parents feel confident and comfortable" (DFE, 1994, 2.33,
p14). An investigation of the language used in the Code of Practice, in the
description of actions, roles and responsibilities at every level, suggested that

parents were to be "consulted" at stages 1 and 3 and "informed" of a move from
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stage 1 to stage 2. It was not clear how such consultation was defined. However,
there was a suggestion that parents might contribute more than information, such as
their knowledge of the child, and might have views of the child's needs. At stage 1,
information was to be requested from the parents. This included views of the child’s
development, and perceptions of performance, progress and behaviour. It also
included views of contributing factors to any difficulty and action that the school

might take.

With respect to special educational needs the 1993 Education Act, stated that
parents were to be "informed" of several matters, similar to those outlined in the

1981 Education Act. Thus, parents were to be informed that an LEA proposed to

make an assessment of SEN, of the procedure to be followed and of the name of an
officer of the LEA from which information could be obtained. Parents were to be

told of their rights to make representations and to submit written evidence to the
authority with 29 days notice. They were also to be notified of the LEAs decision to
make (or not to make) an assessment (and reasons), and if a statement was not to
be made. The act stated the conditions under which a parent "may” appeal to a

tribunal.

1.5.3 Legislating for Partnership: is it possible?

Partnership has occupied as ambiguous a position in legislation as it did in the
reports discussed earlier. As partnership was embraced in some ways, Iin others it
was confounded by the continuing presence of other constructions of parents'

relationship to education (Bastiani, 1993).
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Much of the "parental rights”" legislation can be seen as reinforcing a consumer

discourse (Bastiani's 1987 accountability model) rather than - or even at the same
time as - one of partnership (Bastiani's participation model). Although both give
parents more agency in the education of their child than does the client discourse
implicit in a compensation model, they are not identical. The consumer discourse

was gradually reinforced in the 1980, 1986 and 1988 Education Acts. Being

positioned as consumers invests in parents the right to make demands and choices,
and implicitly assumes the ability and interest in doing do. It is arguable as to
whether or not this means a relationship of partnership. It seems to suggest a

movement of power towards the parents. A participation model, absent from the

1980, 1986 and 1988 Education Acts would, however, clearly have suggested a

balance of power based upon some kind of equality.

Bastiani's (1987) "communication” model also seemed easily identifiable in legislation,
but perhaps this is the area about which it is easiest to legislate. Perhaps a
"communication" model translates more easily into practical arrangements than a

"participation” model.

There seemed to be a connection between the "communication" and "accountability”
models. Since the early 1990's there has been a focus on the provision of
information booklets to parents (DES, 1991a; DES, 1991b; DES, 1992), Bastiani's
"communication" model. Greater information can also be seen to be part of the
"accountability" model, since it may enable parents to fulfil their role as consumers of
education, in being able to assert their entitiements. However, responsibility comes
hand in hand with such entitlements, and parents also seem to be expected to play a
role in following suggestions in curricular booklets in order to "support the education”

of their children (DES, 1991a). The particular view of educational "support” is that
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defined by the government, rather than by individual parents. Whilst this can be

viewed as asking parents to support "good practice" in education, it can aiso be
viewed in an alternative light. It is as if parents are being asked to enter into a
contract: the government allows parents to have a certain degree of "choice" and
information about certain aspects of education, but in return parents are expected to

assist in the carrying out of government policy.

The same legislation purporting to champion parents' rights also carried a discourse
of discipline and control (see Fulcher, 1983). The 1988 Education Reform Act
effected the most extreme movement of power from schools to central government
this century: it took the designation of the curriculum from the teachers and imposed
a National Curriculum. This discourse has continued throughout the 1990's, with the
imposition of testing for children and the inspection of schools. If teachers are being
asked to be partners with parents, they are being asked to relinquish power in a

situation in which power has already been taken away by the government.

Bastiani (1993) discussed obstacles to partnership in terms of contradictions in
government policy in the arena outside special educational needs. For example,
partnership was affirmed by parental involvement in boards of governors, but
weakened due to funding difficulties reducing home-school initiatives. Notions of
parental choice of school have been turned, amongst other things, into competition
between parents for scarce places (Gewirtz, Ball, & Bowe, 1993; McGeorge, 19995).
And finally one can argue that we now have a notion of schooling dominated by
control and regulation in which parents have no say over what and how their
children learn. Conversely, Hogg and Salter (1989) claim that the introduction of the

National Curriculum, as legally binding, should enable parents of pupils in maintained
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schools to keep in touch with what their children are being taught and how they are

progressing.

Minam David (1993) reviews the relationship between parents and education since
1944, and she also reviews the interaction between research and policy in parent/

school relations. Her detailed analysis reveals the inability of policy or research to

take into account the complexity of social and economic reforms and their effects on

family life.
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Special Educational Needs

Despite the rhetoric of parent partnership in the language used by Plowden and

Warnock, and various enabling acts of parliament, parents were often forgotten
during the 1980's. The Select Committee on Education, Arts and Science (1987)

demonstrated a focus on parents by reporting on progress in the position of parents

since the 1981 Education Act. However, two HMI reports on services for children
with special educational needs failed to even consider the quality of parental

involvement as an issue in the evaluation of services (HMI, 1989a and HMI, 1989b).

The 1981 Education Act, far from legislating for parent partnership, can be seen to
embody discourses that act counter to a notion of equity and mutuality in home-

school relations. Booth (1983, p184-194) drew attention to an appeals‘system

structured towards LEA representation, lack of parental access to records and
decision making power firmly in the hands of the LEA. Fulcher (1989) demonstrated
that the 1981 Education Act retained discourses of segregation, deficit, disability,
resources and bureaucracy which ran counter to the claims made that the Act
would signal moves towards looser categorisation, greater integration, and equality
of access (s'ee also Kirp, 1980). Whether these discourses run counter to parental
involvement is debatable. However, it seems likely that moves towards further

bureaucratisation are likely to strengthen the professional role in assessment, rather

than the parental role. Parents are likely to hold very differing views on the
segregation/integration debate, so disability and segregation discourses may have

an unpredictable impact on partnership.

The Code of Practice (DFE, 1994) brought optimism for change in the way LEAs

dealt with children’s difficulties. Russell (1994), a major voice in this area, greeted
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the Code with cautious optimism. She suggested the new procedures could bring
"greater clarity and consistency about how children’s special needs are identified,
recorded and met" (Russell, 1994, p48), but feared that the combination of tribunals
and schools not catering adequately for SEN would lead to statements being
considered as "dowries". Warnock has been assumed (Wolfendale, 1989) to be a
champion of parent partnership. It was indeed one of the first major reports to
emphasise partnership, but a reading of what partnership was to involve actually
suggested other models, that of compensation and communication. Russell saw a
danger that "The spirit of ‘parents as partners’ - a cornerstone of both the Warnock
Report and the 1981 Education Act - could be turned into parents as protagonists”
(Russell, 1994, p48) if they went to tribunals in increasing numbers, rather than
being involved in "joint working to meet children’s individual and changing needs."

Russell ultimately saw that the "challenge is now for all those whom the Code

affects to see it indeed as a ‘living document’ and to use the framework to develop a

more dynamic, interactive and consumer-sensitive approach to special educational

needs" (Russell, 1994, p52).

The system for appealing against LEA decisions, the tribunal, was now independent
from the LEA, and parents had greater access to reports and files. However, the
discourses identified in the 1981 Education Act by Fulcher (1989) of segregation,
deficit, disability, resources and bureaucracy could also be identified in the 1993
Education Act. The discourses of bureaucracy, control, deficit, and resources could
be seen in the Code of Practice (DFE, 1994). Although rarely enforced (never, to the

knowledge of the researcher) there has been a provision in both the 1981 and 1993

Education Acts for parents to be fined for refusing to allow their child to be

assessed. Such discourses, particularly those of discipline, control, bureaucracy
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and deficit, seem to call into question any notion that such acts can empower

parents.

1.5.4 Concluding Comments

Bastiani's (1987) typology of parental involvement found four different models
underlying the ways in which parents related to schools: compensation,
cdmmunication, accountability and participafion. These models have been used to

position the assumptions underlying legislation and key reports. The major models

underlying reports were found to be "compensation" and "communication”, whilst
those underlying legislation were "communication" and "accountability".
"Participation” was the subject of many headings in influential reports and was a
major motivation for much of the legislation, but was suggested to amount to little of
substance in the text. Key assumptions of the researcher's approach to this thesis
led to the examination of discourses around reports and legislation. Discourses
running counter to participation were identified in both reports and legislation, such
as professional power, deficit and bureaucracy. Other discourses are likely to make
achievement of partnership unpredictable. The same framework, from Bastiani
(1997), will be applied in Chapter 2 to literature looking at the range of ways parents

and schools have related to each other.
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CHAPTER TWO

LITERATURE LOOKING AT PARENT PARTNERSHIP
POSSIBILITIES IN MEETING CHILDREN'S SPECIAL

EDUCATIONAL NEEDS

This chapter considers how the notion of partnership in the process of meeting
children's special educational needs, particularly parent partnership, has been
conceptualised in the literature. Chapter 1 analysed particular pieces of
legislation and key reports for the positioning of parents in social policy in general
and educational policy in particular. Bastiani's (1987) typology of parentai

involvement found four different models underlying the ways in which parents

related to schools: compensation, communication, accountability and
participation. These models were used in Chapter 1 to place the assumptions
underlying legislation and key reports. These same models are applied to the
literature in this chapter, empirical and non-empirical. Literature until and
including 1996 is considered, since this is the year in which the main data
collection for this research was carried out. Key literature since 1996 is

included, as appropriate, in following chapters.

This chapter aims to be a developing story in finding out what the literature has
to say about partnership, particularly parent partnership, in meeting the special

educational needs of children. It considers a range of different areas of

literature. The first literature considered is that relating to education in general, in
order to see the significance of parents' relationships to schools where special
needs is a factor. To understand partnership, there are further layers whose
literature needs separate consideration. This includes looking at professionalism

and within this the professional role of the educational psychologist in particular
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and inter-agency collaboration- in general. The professional context of

partnership has further layers. One cannot consider a partnership without
looking at the conceptualisation of the role of each of the partners - the parents
and the professionals. The corollary of the role of parents in schools is the role
of professionals. Looking at this role involves making connections with the
literature concerned with professional identity, and extending this to literature
looking at the way different professions work with each other, inter-agency
collaboration. The connection between inter-agency collaboration and parent
partnership is rarely made, but both involve working outside traditional

professional autonomy. The particular case of the profession of the educational

psychologist is considered in a little more detail than others. There are two
reasons for this. The first reason is that this is the main professional group
outside school concerned with children deemed to have special educational
needs and with whom parents will interact as part of the statutory process of
assessment. The other is that this is the professional background of the
researcher, which gives her insight into professional issues and possibilities for
partnership. The professional space in which the educational psychologist
operates is currently dominated by the assessment of special educational needs.
This context is unpacked looking at the assumptions underlying the concepts of
both "special educational needs" and "assessment”. This involves consideration
of the way "special educational needs" have been theorised. Models of SEN
have changed over the years and are likely to have influenced, and been

influenced by, notions of professionality and partnership.

This chapter involves a review of the large amount of literature in some areas
(particularly in the area of parent involvement in education) and much smaller
bodies of literature in other areas (such as the perspective of different

professionals on partnership). It also reviews the few empirical studies

avallable, and refers to methodological limitations. However, in the context of
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this study it is valid also to view texts as "data", and to provide a commentary on

what was being said about parents and professionals at different times and

from different perspectives. The perspective of professionals on partnership

can be found by looking at research carried out by those professionals in which
the parent voice has been present, but we can also find information from

research in which the parent voice has been absent. There has been only

limited research directly asking professionals about their relationships with

parents.
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2.1 The Broader Educational Context

An historical approach is taken in order to unravel the different themes
contributing to the construction of the relationship between parents and schools.
The immediate post-war atmosphere was an optimistic one inkwhich education
had the potential to change society, contributing to the wider social development
of society, and acknowledging a collective responsibility towards those
experiencing leamning difficulties (Armstrong, 1995, p12). The much broader
educational context was one in which the concept of compulsory education was
a relatively new idea and a selective system operated. A major belief at the time
was in the supremacy of the effect of home background on intelligence and
attainment: what happened in schools made little difference. This was
underlined by the Coleman Report (Coleman, et al., 1966). However, large-scale
research in the 1970s and 80’s of Rutter et al (1979) and Mortimore et al (1988)
found that schools did make a difference - and the school effectiveness and
improvement movement was started. In a different context, Head Start
programmes (Zigler & Valentine, 1979) were suggestihg compensatory

education could make a difference to children’s later educational progress and
key research commentaries also gave the same message (Mortimore, 1982;

Woodhead, 1976; Woodhead & McGrath, 1988). The 60s and 70s were also
categorised by debates over the effects of the selectivity of education, leading

to a move to a "comprehensive system”, and a discourse against selectivity
(Fulcher, 1989). The last fifty years has also increasingly seen the rise of the
view that state assistance inhibits the responsible and independent actions of
individuals and communities. The face of school education has changed
dramatically in the last twenty years, with government centralisation of control
over curriculum and the delegation of funding away from local education

authorities. A major move towards accountability has brought testing of pupils

and the inspection of professional practice. The testing of children at regular
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intervals and the regular national reporting of results at a school level have

enabled comparisons to be made of schools and LEAs. A number of regulatory

mechanisms have meant a complete change in the professional atmosphere in

education: from an emphasis on personal professional responsibility to
accountability to external bodies. The "Ofsted" inspection of schools, local
education authorities, and training providers, but also other initiatives such as
"Best Value" have particularly effected this. There has been a meeting of two
movements, the school effectiveness and improvement movement, largely
coming from educational research, and the accountability movement, largely
coming from government policy. However, it is unlikely that either would have

gained ascendancy without the existence of the other.

This background is important since it exerts a strong influence on possibilities for

the relationship between parents and schools. Moves towards a view that
school makes a difference were followed by a belief that parents could assist
schools in their endeavours. This contributed to the creation of a climate for
closer involvement of parents in schools. Such a background also includes
notions of responsibility: whether educational achievement is seen as a personal
achievement or a collective responsibility. Notions of accountability
strengthening the idea of parent as a consumer of education also push the

balance of responsibility a little in the direction of parents.
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2.2 A shift of emphasis

A variety of conceptualisations of parents seemed to coexist in the late 1980's
and early 1990's, as underlined by Bastiani's (1987) models summarised earlier
and by Munn’s (1993) title “Parents and Schools: Customers, Managers or
Partners?" However, the balance of conceptualisations also seemed to shift:
from an emphasis on Bastiani's (1987) "compensation" and "communication”
models, to the strong embrace of "accountability” and "participation models". The
emphasis seems to have been different at different times in history, and in
different educational contexts. However, what we seem to have now is all four
models operating in varying ways across and within different educational

contexts, making parent-school relations confusing and unpredictable.

In this section the researcher gives a brief overview of the positioning of
Bastiani's models in three main areas, pre-school education, delivering the school
curriculum, and meeting special educational needs. The aim is to demonstrate
key issues in each area. These areas are returned to, in section 2.3, as the
researcher looks in turn at four themes that illuminate the difficulties experienced
in home-school relations. These are the lack of an agreed definition, the
continuing deficit discourse, unintended outcomes of partnership, and the

assumption of parents as an homogenous group.

2.2.1 Overview: Pre-school Education

This area is indicative of multiple models of partnership operating concurrently.
Pre-school education has always had, throughout its history, some notion of
compensatory ideology as far as children's development is concerned. Head
Start parent programmes (Fuerét & Fuerst, 1993; Zigler & Valentine, 1979) gave

parental involvement in compensatory pre-school education a foreground
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position. However, the playgroup movement in the UK is a lone example of
organised, national, long-term parent agency in education. It was created by
parents as a response to government inaction, post-war, in providing nursery
education (Crowe, 1973). In this way it can be seen as an early example of both
the "accountability" and "participation” models. It was unusual to find these
models at this time. However, even here a compensation model was applied to
certain groups of parents who might need playgoups to assist them in parenting.
A compensation model underlies another initiative in pre-school education, the
Portage programme (Cameron, 1986). This is a programme supported by
peripatetic teachers for parents to use with children who have special

educational needs. It is referred to again in the section 2.2.3 on the meeting of

special educational needs.

Gillan Pugh has been one of the main voices calling for partnership in home-
school relations in the pre-school years (Pugh, 1989; Pugh, 1996, p26). As an
example of the embrace of other models, her concern for the quality of
information for parents in pre-school education, and accessibility in terms of
translation into ethnic minority languages, was indicative of the move to a
communication model (Pugh, 1987). The 1990s saw further interest in
participation and accountability models of parent involvement in pre-school

education (Rennie, 1996).

However, the move in the 1990's to professionalise pre-school education is
challenging the position of parents. An inspection review of education for the
under fives defined a successful partnership between the home and the school
as one that "enables parents to understand how they can best contribute to
their children’s education”. It recommended that one of the teacher's roles was

to "explain to the parent what the school is seeking to achieve", but also

recognised that "teachers benefit from sharing the parents' greater knowledge
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of the child as an individual and from learning something of the child's home

background" (DES, , p7).

New accountability mechanisms are threatening the survival of parent-led
provision in pre-school playgroups. For playgroups to be considered
educational provision, which enable parents of children attending them to receive

free places (subject to certain conditions), they are required to apply government

defined standards of training and practice, and to submit to the OFSTED

framework. The pressures of such standards are leading to the resignation of

many playgroup leaders from their posts. There is evidence that this is changing
the nature of playgroup provision. This seems to suggest government

difficulties with a participation model, in as much as a parent led provision seems

to have been taken from the parents.

Whilst pre-school provision has an element of "care", or even of "socialisation",
there seems to have been a clear role for the parent. Such a role seems to have
spanned Bastiani's four models. However, the more provision has moved

towards "education”, the more the participative role of parents seems to have

been compromised.

2.2.2 Overview: Delivering the School Curriculum

The 1980's and 90's saw a further increase in the range of ways parents might
contribute to schools. There was a major development in different ways to
involve parents in reading, both as an intervention for all children as part of the
school's literacy policy and as a compensatory programme for children
experiencing difficulties in reading (Topping & Wolfendale, 1985). Involvement in
literacy represented the first important curricular involvement of parents and

many similar local projects were developed. Since then, curricular involvement
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has moved into mathematics (Higgens, 1996; Merttens & Vass, 1990; Merttens &

Vass, 1993) and science (Solomon, 1994). Parental contribution to the
curriculum has involved schools making parent rooms, parents involved in the
setting up and running of after school clubs, parents being invited to curriculum
meetings, parents involving parents in baseline assessments, parents assisting
in the classroom and on outings, and parents helping to organise parent teacher
associations (Brito & Waller, 1993; Easen, Ford, Higgins, Todd, & Wootten, 1996;
Munro, 1993). Parental support of the literacy development of their children has
been broadened to include a focus on improving the literacy skills of the family
and on improving the home leaming environment for the child (Wolfendale &
Topping, 1996). The OFSTED inspection framework sets out requirements for
inspectors to ascertain parents' views on their children's schools by sending out
a questionnaire as well as by holding a parent meeting as part of the inspection

process. Parents have also been seen as important in the school effectiveness

and improvement movement (Stringfield, 1994, p161).

Most ways parents interact with schools involve the locus of control being with
the school (Border & Merttens, 1993, p121). Today's market economy has
extended to education. Although Gallagher (1995) demonstrated that parent
partnership sits well in a market economy, as a consumer one may have the right
to complain, but not to change the buying policy, or the organisation of
production. The various different ways to involve parents in school, or to
support parents, all seem to be aimed at supporting the teachers in delivering the
school curriculum. Often the rhetoric of studies is one of parent agency, but the
substance of the parent scheme being described or planned firmly places
agency with the school (National Commission of Education, 1996). However,
Hannon (1993) analysed the nature of leaming at home and at school, and

suggested benefits in the flow of ideas being two-way, rather than one-way,

between home and school.
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2.2.3 Overview: Meeting Special Educational Needs

In the area of special educational needs parents found hardly a mention in
Pritchard's (1963) history of the education of tﬁe "handicapped”, covering the
period 1790-1960. Prior to the 1970s parents were primarily regarded as a
"problem" (DES, 1955, p77). For many "mental retardation was associated with
degeneracy, moral turpitude, incest and pauperism" (Sandow, Stafford, &
Stafford, 1987, p16; see also: Thomas, 1978) - so it is not surprising that
problems experienced with children were seen to reflect directly on the parents.
Parents were either viewed as in need of psychiatric counselling to cope with
grief from the birth of a child with severe leaming difficulties (Read, 1985, p17/;
Sandow, Stafford, & Stafford, 1987, p12) or they were required to change,

being seen as the main influence on their child's response to school (DES, 1967,

Evans, 1975, p14).

In the 1970s parents started to be viewed in guises other than "problematic™. as
teachers in a compensation (Barton & Moody, 1981; Thomas, 1978), or
“transplant” model (Jeffree, 1980, quoted in Mittler & McConachie, 1983, p9;
Topping, 1986). As clients, parents were allowed an honorary role of teacher in

order to provide information and to carry out the advice of professionals, to

enable professionals to use parents as change agents. The Newsons were
also influential in involving parents of children with special educational needs in
assessment, as informants to help professional decision making (Newson,
1976). However, parents were still likely to find that the structure of the
professional's role with them transformed their relationship to a kind of patient

(Gliedman & Roth, 1981, p231).
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A major writer and researcher in the area of parental involvement, Sheila
Wolfendale, suggested stages within the "compensation" model (Wolfendale,
1985, p4). She saw a movement from the "inoculation of special programmes"
for those deemed to be at risk, to careful matching of teaching methods to
educational objectives, to the application of "pedagogic principals of optimising

human potential to all children" (Wolfendale, 1985, p4). There have been notable

examples of the involvement of parents in carefully constructed and targeted
programmes when their children have special educational needs. This has
included devising pre-school programmes at home with peripatetic workers as
part of the Portage Programme (Cameron, 1986; Daly, Addington, Kerfoot, &
Sigéton, 1985). The Hester Adrian Research Centre, Manchester University,

was responsible, in the 1970's and 80's for giving strong leadership to parental

involvement in the education of children with severe learning difficulties. This

consisted of a series of projects, research and books for teachers, parents and
other professionals (Clarke, 1982; Cunningham & Davis, 1985; Cunningham &
Sloper, 1978; Mittler & McConachie, 1983; Mittler & Mittler, 1982). Parents have
been involved in interventions to reduce children's behavioural problems in the
form of behavioural programmes initiated by teachers and educational
psychologists (Miller, 1996, chapters 9&10), but they have been noticeably
absent from other writers (Blyth & Milner, 1996; Chariton & David, 1989). Such
involvement comes fully within the compensation model, casting parents both as

a part of the problem and as professional aides.

Research suggests the relationship between parents and professionals in the

meeting of special educational needs has had a difficult ride. Piper and Howlin
(1992) discovered that parents of children with "developmental disorders"
experienced professionals as often asking for information that had already been
given. Other source§ suggest that dissatisfaction with professionals has

remained a common experience over the last thirty years (Piper & Howlin, 1992;
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Sandow, 1994; Thomas, 1978). Whilst there has been little evidence of an

"accountability”" model, a "consumer” focus has been in evidence in the last ten
years or so in the spawning of investigations of parent views (Armstrong, 1995;
Bartlett & Dean, 1988; Dawson & Kierney, 1988; Galloway, Armstrong, &
Tomlinson, 1994; McCarthy, 1991; Sandow, Stafford, & Stafford, 1987), and
more latterly of children's views (Armstrong, 1995; Cooper, 1993; Davie &
Galloway, 1995; Galloway, Armstrong, & Tomlinson, 1994; Gersch & Nolan,
1994; Gibbs & Stoker, 1996: Lewis, 1995; Tisdall & Dawson, 1994; Wade &
Moore, 1992; Wade & Moore, 1994). These investigations have often shown
parent dissatisfaction, and a lack of inclusion of the child's voice. Differences
between parental perspectives and professional perspectives are looked at in
more detall in the following sections (2.5 on the work of educational
psychologists with parents, and section 2.7 on multi-professional work in the

area of special educational needs).

In recent years there has been a serious, funded attempt by central government
to develop greater partnership with parents. The Department for Education and
Employment (DFEE) enabled Local Education Authorities (LEAS), through the then
GEST (Grants for Education, Support and Training) scheme, to bid for funds to
develop Parent Partnership. Such schemes aimed to involve parents more in
SEN assessment. All those who put in a bid were given funds. A key aspect of

such schemes was the recruitment of named persons. It is worth looking in

some detail at this role, since it is a key aspect of the research of this thesis.

The Named Person: The Need for a Link-Person between Parents
and Professionals

A possible way forward for the 1990s has been the development of parent
partnership schemes in LEAs and the associated creation of a role for a "named

person”. It is possible that this role, by empowering parents, will fulfil some of
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the solutions suggested by researchers in the preceding paragraphs of this

chapter.

The role of the named person, mentioned first in the Warnock report (DES, 1978),
did not actually become mandatory in the 1981 Education Act. Wamock's

conceptualisation was for parents to have someone to support them through the

assessment process. The need was identified due to Warnock’s observation

that;

Even if information about supporting services is readily available, many
parents will be unable to make the best use of such services without
help.

Named persons are to be designated to every parent as a point of contact,
to ensure concerns about their child’s development are followed up, to
provide a single point of contact with the LEA and expert counsel in
following their child’s progress through school. (DES, 1978,
0.27).

According to the Warnock report, the person to fulfil this role was envisaged to

be most usually the head teacher (9.27), or a health visitor in the early years
(9.26). There was no element of choice and parents were to be informed as to
the identity of the named person when they were informed of the results of one
of the school-based stages of assessment. Warnock seemed to recognise
some potential difficulties in selecting an appropriate named person in her
designation of alternative people to take on such a role In particular

circumstances. For example, for parents unhappy with the provision allocated,
Warnock stated that the named person should be the person who completed the
LEA advice - the advisor in special education or the educational psychologist

(9.33).

The named person role is offered informally through many voluntary

organisations. For example, the role of parents as supporters of other parents

has developed mostly through voluntary organisations and through legislation.
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Hornby (1988) described the operation of "Parent to Parent" schemes - in which

volunteers, usually parents, are trained to staff a telephone help-line for other

parents. ltis interesting to note that the training is by professionals rather than

parents. Other organisations such as MENCAP, SCOPE, CONTACT-A-FAMILY,
and IPSEA (Independent Panel for Special Education Advice) all involve parents
to different degrees acting in a support role to other parents. The report of the
1986-87 Select Committee drew attention to evidence received from the National

Council for Handicapped Children of a

greater use of members of voluntary organisations and community groups
to act as befrienders to help parents in their dealings with schools and
LEAs. Voluntary organisations have indicated that with quite limited

financial support they could provide better help to parents
Report of the Select Committee (1987, p.xi).

The report recommended that projects to encourage this be facilitated and

funded by LEAs.

A survey of 100 parents who had a child with special educational needs and
who had contacted IPSEA between March 1890 and March 1991 in order to look
for advice concluded that “parents feel the need of an independent body from
whom they could seek unbiased opinions” (Simmons, 1992, p1). However, the
sample may have been unrepresentative, being only those who felt dissatisfied
with the LEA service. On the other hand, they are likely to be one of the groups
Warnock envisaged requiring a named person. Simmons (1992) found that 42%
of panel members met with parents at least once. The help they elicited from the

panel member was broken down as follows (p32):

25% involved some form of assessment of the child, followed by a written report
20% drafted letters

20% accompanied parents to meeting

15% visited possible school placements with parents
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Simmons (1992, p1) found great variation in panel members and some parents
experienced problems with them. Problems included panel members being

unhelpful, having irrelevant expertise, agreeing with the LEA, or being always

busy. The question of support for panel members was raised:

On another occasion, (Case22P) the Panel Member had agreed with the
school offer made by the LEA, which was not acceptable to the parent.
This case, like Case 84P, raised questions about the loyalties of Panel
Members. In case 84P, the parents wanted an integration placement,
while the Panel Member did not share their view. The mother commented
‘Not everyone agrees with inclusive education”. Given the wide range of
aspirations reflected in the parents contacting IPSEA, it is clearly
problematic, on occasion, to match Panel Member with parent. In a few
cases where Panel Members and parents did not share ideologies, then
parents felt disappointed.

(Simmons, 1992, p33).

Rather than look to volunteers, Hegarty (1993) saw the need for teachers to act

as the link person between the parents and other agencies:

help(ing) them to find their way around the system, explain(ing) their
rights to them and interpret(ing) official information and reports. They can
also assist in practical ways such as facilitating appointments, helping
with transport and securing allowances. (p128).

However, the 1993 Education Act and its associated Code of Practice bought
about an increase in the use of volunteers to support parents through the

statementing process. The "named person" appeared in a quasi-statutory status

In the Code of Practice (DFE, 1994), which defined the role as:

the person whom the LEA must identify when sending the parents a final
version of a statement. The Named Person, who should usually be
identified in co-operation with the parents, must be someone who can give
the parents information and advice about their child's special educational
needs. He or she may be appointed at the start of the assessment
process and can then attend meetings with parents and encourage
parental participation throughout that process. The Named Person
should normally be independent of the LEA and may be someone from a
voluntary organisation or parent partnership scheme.
(DFE, 1994, p128).
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The role was, therefore, to be someone identified in co-operation with the

parents, not solely selected by them, or solely by the LEA. The remit of support
also extended to the giving of advice to the parents on their child's special
educational needs, which seems a very broad remit. Questions occur as to the
boundary between the named person's role and that of one of the professionals,

particularly the educational psychologist, involved in the child's assessment.

Voluntary agencies were keen to be seen to be involved in providing support to

parents, as "befrienders"”, until it became clear that no further funding would be

available and the voluntary agencies were expected to provide volunteers for

LLEA parent partnership schemes which might detract form their own activities.

In 1994 Mencap carried out a survey of LEAs to evaluate the first year of
operation of the Code of Practice requirement to identify a named person. |
found that of the 75% of English LEAs who could articulate how they saw the
role of the named person, most saw the role as befriender (90%), also advisor
(70%) and advocate (60%), a significant minority saw the role as acting as a

professional (20%) (Mencap, 19995, p2).

The role of the named person in Scotland (see Kerr, Sutherland, & Wilson, 1994)
has a different focus to that of the named person in England. A succession of

circulars, which all have the effect of statute to those to whom they apply, set

out the role of the named person, most recently summarised in Circular 4/96. The

circular states:

Named Person: a person specified in a Record of Needs who is available
to assist parents or young persons with advice or information about the
child’s or young person’s special education needs, including what is set
out in the Record of Needs. While the Named Person should be able to
participate in, and help parents with, all aspects of the Record of Needs,
the Named Person has no formal role in the provision of education for the
child or young person concermned (section 62(2)(c) of the 1980 Act and
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requlation 2(1) of the Education (Record of Needs) (Scotland)
Regulations 1982) (see paragraph 121).

It is noteworthy that the named person in Scotland may have a role to support

the child rather than the parent, and it is also important to note the limitations that

are put on the role.

The named person scheme can be described as a microcosm of the debate over
Bastiani's models of relationships between home and school. The discussion
about the precise role - befriender, advisor, or advocate - seems to mirror the

debate over what kind of partnership is possible between parents and schools.

Conclusion

The reductionism, here, of parental relations to a typology of four different
models is in itself problematic. The reality is more complex. The researcher has

shown that overlaps occur between different models and has suggested
complexity within particular models. The additional notion of the parent as
customer has been introduced. Whilst the customer was under-theorised by
Bastiani (1987), Woods (1993) proposes five different models of parental
involvement based on just one of Bastiani's (1987) models, accountability. These
are the qompetitive market Imodel, the personal control model, the quality
assurance model, the participative model and the consumer citizen. All have
some credence, and underline the complexity of discourses operating on
parental involvement. ‘Solomon broadens the area considerably, taking in a
myriad of cultural features in showing how, in a home-school science education
project, "conceptualisations of science and of education were different in every
home, yet linked to a web of meanings and intentions already existent in the

home" (Solomon, 1994, p565) and presumably the school.
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2.3 Four Problems with "Partnership”

Bastiani's "participation", or partnership between parents and professions, has
been the least visible of all models. Parents were able to be in control only in an
area omitted from government attention, that is, pre-school education in the post-
war decades. Parents have been enlisted to support the work of teachers in
delivering the curriculum, but have been given no voice in curriculum design or
pedagogy. And in the area of special educational needs, the focus of this
thesis, parents have been primarily regarded as having useful information to give
the expert professionals in the exercise of their role, and in assisting the experts
in carrying out activities at home. Professionals have viewed parents as
consumers in order to evaluate the professional role. But partnership itself has

been a goal visible in rhetoric but absent in action. Teasing out reasons

partnership has been so difficult to achieve "in reality” further illuminates this

story. Reasons are looked for in four areas: in the problematic implications of a

clear definition of partnership, in the continuing deficit discourse underlying many
parent-school relationships, in the lack of attention to unintended outcome of
partnership, and in the assumptions of an homogenous group of "parents”. The

literature review now turns to consider each of these four areas.

2.3.1 Partnership: Problematic Definition

Part of the difficulty in achieving partnership has been the assumption that its
definition Is understood and agreed by those involved. Most moves towards
partnership either fail to define it, or fail to think through the implications of its
own definition, as pointed out by Easen et al. (1996). Many writings in
education in which there is a mention of parent partnership do so without any

definition, and with an assumption that it is both an accepted and an
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unproblematic relationship. For example, an earlier investigation of ways to

manage pupil behaviour stated:

when a pupil presents a serious case of indiscipline, work with all who
can help. The most important of these are parents, with whom the school
IS Inevitably in partnership. (Jennings, 1979, p20).

However, some writers have been consistent in clear definitions of partnership.

For example, Wolfendale has consistently emphasised:

parents are active and central in decision-making generally and its

implementation;
parents are perceived as having equal strengths and equivalent expertise,

parents are able to contributes to, as well as receive, services;
parents share responsibility, thus they and professionals are mutually

accountable. (Wolfendale, 1985, p14).

Similarly, Gillian Pugh has consistently emphasised shared purpose, mutual
respect and the willingness to negotiate (Pugh, 1989). Cross (1989) defines
partnership as exchange of knowledge, common purpose and joint decision-
making. Shaeffer (1992), in his exploration of the role of parents and the
community in school improvement, provides one of the most detailed definitions
of partnership in the literature, similarly based on mutuality and equity (p278-
279). However, all such definitions bring challenge to the embodiment of the

professional as expert.

Taking these definitions further into educational practice has proved problematic.
Part of this has been the difficulty in delineating the characteristics of each
partner in order to assess what each brings to the situation. Some writers
emphasise the overlap in role and have difficulties in defining a distinctive role
(Mittler, 1979). Mittler (1979, p111) observes the parenting in professional roles,
which he defines as: controlled emotional involvement; considering the needs of

the whole child; and building on their relationship with the child. He notes that, in

partnership with professionals, parents are leaming technical, presumably
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professional skills - mostly to do with the application of behaviourism to the

teaching of children with severe learning difficulties.

Other writers emphasise the differences between parents and professionals.
Hegarty (1993, p119) compares teachers and parents on dimensions of the
nature of involvement. This includes having a professional relationship vs an
emotional one, differences in length of involvement, number of children related to

(few or-many), and the basis of expertise (i.e. skill common-sense, emotional

commitment):

parents and teachers inhabit very different worlds and view the child from
different perspectives. Unless there is a deliberate sustained effort to
bridge the two worlds, the likelihood is that the child’s education will

suffer. (Hegarty, 1993, p119)

Similarly, Gascoigne (1995, chapter 2) suggests several possibilities for conflict

In the dimensions on which parents and professionals differ:;

e Unpaid/paid

e Compulsory/voluntary

e Permanent/part of career development

e Continuous/sporadic (evening off, weekends off, holiday entitlement)
e Untrained/trained

e Inexperienced/experienced

e |solated/networked with colleagues

e Subjective, passionate, emotional/objective

e Whole child focus/focused on one aspect

Roles may be more easily understood not so much on the basis of
characteristics but by differences in cultural capital (Lareau, 1989). However,

most definitions have rarely encompassed such complexities, neither have they
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recognised the possible problems, for the professional role of equity notions in

"partnership” notions. Perhaps the main problem is that use of the term
"partnership"” obscures the implications of enabling parents to have a degree of

agency in situations. This will be taken up later in this chapter, when the story
turns its gaze on the history of the role of the professional in general and the

educational psychologist in particular.

2.3.2 The Continuing Deficit Discourse

A deficit discourse was supreme pre-Plowden. This states that parents are
lacking in interest or ability to help and support their children. Such a discourse
includes the idea that parents need to change in some way in order to do this, or

to be compensated to make up for their own deficiencies. A deficit notion of

parenthood runs counter to any kind of "equality" assumed in a relationship of

partnership. However, this discourse how seems to appear at the same time as
notions of partnership. Most writers have been slow to recognise such an

inconsistency.

A compensatory ideology is identified even in Plowden (1967) (Bastiani, 1987,
p91; Wolfendale, 1983, p23). Wolfendale (1983, p23) points out that Plowden
(1967) follows her chapter "Participation by Parents”, with one on Education

Priority Areas, in which she advises on the need to look at the effects on
children's learning of disadvantaged homes and neighbourhoods. This leads one
to ask what kind of partnership is possible if parents continue to be viewed as

part of the problem.

The confusion of deficit notions with those of partnership is not restricted to

major reports lke Plowden. Many programmes purport to be based on

partnership when a compensatory ideology is clearly visible. In a case study
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(Dawson & McHugh, 1987) of a programme for teachers to work directly with
parents of children experiencing behavioural and emotional difficulties the
authors claim to avoid blaming parents and make explicit the recognition of

parents as partners:

It has been our experience as teachers using a family systems approach
that even the most unpromising situations can be changed by working

with parents as partner. (Dawson &
McHugh, 1987, p121).
However, it is difficult to see in what way their programme involved partnership

when it was defined by the professionals. Moreover, the programme assumes

parents need to change in some way, and states that problems are seen to be

located in "family relations”. It could be argued that this is parent blame by a

different name.

Assumptions of deficit parenting underlie almost any scheme to increase
parental participation in education, exceptions being the involvement of parents in
school governing boards, fund-raising parent teaching associations and pre-
school playgroups. For example, a project in Newcastle LEA which aimed to
raise standards in a particular group of schools was prefaced by a deficit model
of parenting. An evaluation report (Easen, Ford, Higgins, Todd, & Wootten, 1996)

asked how it could ever hope to raise standards through one of its actions,

parent partnership, when partnership was based upon an assumption which ran
counter to partnership. Similarly, Border and Merttens (1993) suggest that many
schemes involving parents in aspects of the curriculum, such as paired reading,
have the effect of camouflaging contradictions and conflict endemic in such
situations. For example, there is no evidence of attempts by schools to take on

board notions of family literacy.
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There were early attempts to counter such notions. For example, Tizard and

Hughes's (1984) research with pre-school children, comparing the interactions
between children and parents with children and teachers, demonstrated "higher

levels” of cognitive challenge in home than school, whatever the social class of

the home. Other key researchers (Bastiani & Wolfendale, 1996, p2; Pugh &
De'Ath, 1989; Wolfendale, 1983) have continuously argued for partnership
based upon mutual respect for different skills, between parents and teachers.
There have been attempts to counter the deficit notion in some education

documents, such as the Elton Report (DES, 1989a) and the Code of Practice
(DFE, 1994). In the latter, schools are asked not to

interpret failure to participate as indicating a lack of interest or
willingness. Parents may feel they are being blamed for their child’s
difficulties when the school first raises questions with them. (DFE,
1994, 2.29, p13).

Certainly, Hughes, Wikeley and Nash (1994) found "many of the assumptions
about parents which underlie the current reforms do not match closely with the
real views, experiences and behaviour of the parents most directly involved"
(1994, p206). Hughes et al (Hughes, 1993; Hughes, Wikeley, & Nash, 1994)
followed 150 children through key stage 1 (5-7yrs) of the National Curriculum
ascertaining the views of parents and teachers in regular interviews over two
years. They found evidence that parents’ interest and concern for their
children’'s education was not always being recognised by the designers and
providers of that education (see also:Wolfendale, 1985, p4). Those who do not
get involved directly in their child's education have often had well founded

reasons (Topping & Wolfendale, 1985, p4).

A key assumption in deficit notions is that it is legitimate for parent practices to be

subject to scrutiny. Conversely, "professional practices are treated as non-

problematic" (Barton & Moody, 1981, p135). The embedding of deficit notions in
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programmes purporting to aim for partnership suggests a need to look more

critically at conceptualisations of professionalism, the subject of section 2.4.

2.3.3 Unintended Outcomes of Partnership

It is rare for a scheme aiming to develop partnership with parents to make it clear

from the start that it might be difficult for partnership either to be achieved, or to

be effective for children or parents. The constant assumption is of the
unquestioned good that could come from partnership. However, the following

discussion questions such assumptions.

There has been very little attempt to evaluate different ways of parents being
involved in schools (as noted by Easen, 1996), exceptions being Widlake and

Macleod (1985) on reading intervention. Parent partnership, the buzzword of
parental involvement of the 1990s, has been assumed to be a given good. Brito
and Waller (1993) document significant strengths and opportunities, as well as
weaknesses and threats to partnership of sessions with parents of children
who were the recent intake of a primary school. Macleod (1996) looks again at
the results from three key studies (Tizard, 1982; Hannon, 1987; and Tizard et al.,
1988). She finds major methodological problems in all studies, and little

convincing evidence of favourable effects of parents hearing children read.

Sandow (1994), researching a different area, found that children whose parents
received frequent visits from professionals to advise on programmes to use at
home with children with severe learning difficulties made less progress than
parents who received infrequent visits. It was suggested that "any intervention
was better than none", but that parents who were visited less were
"empowered' rather than 'deskilled™. (Sandow, 1994, p143). Sandow (1994,
p145) also refers to a report by Cunningham (1996) evaluating his programmes

with parents of children with Downs's syndrome in which he found no evidence
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of any advantage to children or parent, except that the mothers whose children
had been included were more likely to seek help from professionals and to re-

enter employment.

Other literature suggests that efforts to achieve partnership with parents can

have the opposite effect (Bastiani, 1993a; Hegarty, 1993; Sandow, Stafford, &

Stafford, 1987). For example, home-school contracts have been seen by some,

such as Hegarty (in Woodhead & McGrath, 1988) and Macbeth (1988; 1993) to

represent a major advance in home-school partnerships. However, it is possible
that paper contracts may militate against home-school relations if they allow
schools to assume other methods of communicating need not occur. A contract
may bring a negative discourse of control, which could be claimed to be

incompatible with partnership. Research suggests it may not be the paper

contract that will facilitate partnership:

An important point is that we are finding the processes more rewarding
than we think the finished product will be. We know now that we will want

to continue with the dialogue each year. (White &
Smith, 1993, p17).
Similar contradictions between relationships and bureaucracy have been
documented in New Zealand. Sullivan (1992) suggests that a conceptualisation
of parent partnership in terms of community involvement was hampered by the
increased demands on teachers and erosion of the teacher's professional
position which has resulted in community involvement being fossilised into their

equivalent of our board of governors (Boards of Trustees):

Under the reforms, Boards of Trustees become an institutionalised
version of ‘community’, and their function of administration is far removed
from the notions of equity and educational improvement that originally
went hand in hand with the concepts of partnership and community.

(1992, p163)
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Parental representation on the governing board has therefore militated against

any definition of partnership that involves reciprocality, let alone notions of
equality. In the UK parental involvement on Boards of Governors has existed
now for many years yet has failed to achieve any substantial change in parental
representation (Robinson, Timperley, McNaughton, & Parr, 1994). Requiring

parents to be members of governing boards is likely to make little contribution to

partnership if parent members, or the boards as a whole, have little power.

These findings suggest there should be more attention to evaluating parental

involvement schemes and more investigation of the process of parental
involvement to make visible possible key variables. Some researchers have
made a start on this complex endeavour. In the area of literacy, Renshaw
(1994) started to analyse the many varied reading situations created by and for

children at home, and speculated on ways they could be valued by teachers as
a child makes the transition to school. Sally Tomlinson, David Galloway and
Derrick Armstrong (Armstrong, 1995; Galloway, Armstrong, & Tomlinson, 1994)

looked in detail at the process at the heart of this thesis, the statutory

assessment of children deemed to have special educational needs. This
research suggested that parents involved in special educational needs
assessments lacked the power to state their own views, and were likely
therefore to be disempowered by professionals attempting to bring them into
partnership (Armstrong, 1995). In other words, partnership might simply make it
more likely that parents go along with the professional’'s view of the situation.

The same research (Galloway, Armstrong, & Tomlinson, 1994) found parents
often felt their contribution was only listened to when they were confirming
professional views, and professionals seemed to direct them towards a

consensus.

If parents have not been disempowered, Brown (1994) argues:
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it has involved a constant challenge to change professional attitudes,
often at great personal cost. Progress has been made - but at what .
price? Repeatedly, parents have to prove their children's worth; rarely is
there wholesale acceptance of them as individuals with their own valued
uniqueness. Year after year parents struggle to change attitudes, beliefs,
misconceptions. Just as one teacher becomes attuned to a child's
needs, the year closes and the child moves on and more parent energies
have to be invested in educating a new teacher, even more so when a shift
of school involved. For many parents, nearly every ‘victory' has been
bitter-sweet, won at grealt personal cost, and demanding constant
vigilance and total advocacy for their child. Parents and professionals
need to realise that at the end of the day the most important advocates any
child can have are their parents (...) Schools need to realise parent
potential. (Brown, 1994, p237)

We do not yet know in detail the mechanisms by which parent partnership leads
to intended outcomes. Neither do we know the extent of any unintended
negative outcomes. Greater awareness is needed of the processes underlying
home-school relations in the different educational contexts. In particular, the

relationship between parents and professionals needs to be given much closer

attention.

2.3.4 Notions of Homogeneity

A statement of partnership seems to assume homogeneity within the parent
group. However, several features define differences between parents such as

cultural capital and the defined "difficulty” of their child.

Even if there were such a possible identifiable group of people called "parents”,
there is little evidence of attempts to base policy on actual parent needs and
views. For example, research by Hughes, Wikeley and Nash (Hughes, 1993;
Hughes, Wikeley, & Nash, 1994) suggests that the notion of "parents as
consumers”, as suggested by government booklets on "Parents Charter”, may

have little basis in reality. Official wisdom about parent needs and perspectives,

on which government policy may claim to be based, may not be correct. Hughes
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(1994) argues that "this central role (of consumer) has been developed without

any extensive consultation with parents themselves, and that it embodies a

number of assumptions about parents that have never been tested"” (1994,
p206). He further suggests that the evidence finds parent views at odds with
assumptions made by Government policy. Rather than parents who are critical
of schools, Hughes find parents who are generally happy with local schools.
Partnership is at least likely to be problematic if it is based on inaccurate

information about current majority construction of the role or of the diversity of

parents.

Several sources have underlined the particular perspectives of parents from
different ethnic minority groups, and the ways in which efforts to involve

parents, assuming homogeneity of need, might, at the very least fail to involve

them, and, worst, disempower them in their relations with schools (Crozier,
1996; Gregory, 1994; Shoho, 1994; Stoker, 1996). Parental involvement might
increase educational inequality by including an unrepresentative group of
parents, usually those confident in their relations with school and their role as
educators of their own children at home (Toomay, 1993, p131). Parental choice
of school seems at face value to underliie a model of accountability for all
parents. However, research has shown that choice of schools Is limited by
various aspects of cultural capital, particularly access to information on schools
and physical proximity to particular schools (Gewirtz, Ball, & Bowe, 1995; Reay,

1996). Equity of choice therefore seems to be limited to different groups of

parents.

In the area of special educational needs parent characteristics (such as level of
confidence and level of education) and characteristics of the child's learming
difficulty interact to differentially empower parents (Gascoigne & Wolfendale,

1995, chapter 2). An example of the latter, Chandler (1986) found differences in
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parent-professional relations between parents of children in different special

needs placements. Interviews were carried out with parents of children in four

different kinds of placement: schools for children with moderate leaming

difficulties, nurseries, residential schools for children with behavioural and
emotional difficulties and mainstream schools. The group who, when asked if
they felt partners in the assessment process, said they felt least involved as
partners, were parents of children in residential schools for children with
behavioural and emotional difficulties. Parents of pre-school children gave the
highest response to whether they felt they were partners. Parents were found
to be slightly more positive about the part played by the educational psychologist
than the teacher or the doctor. Most felt their own contribution was important,
but it was regarded as essentially passive. All felt mostly satisfied with the

outcome of the assessment, but all felt the process could have been improved.

The problems in this research were the small sample size. Also, the use of direct

questioning about partnership raised concerns about the validity of findings, due
to the varied understanding parents are likely to have about such a concept as

partnership.

Many parents of children with special educational needs are required, by the
need to liaise with teachers over the assessment and education of their child, to
have a relationship with schools that is different to that of other parents, and one
they may not wish to have. Tomlinson (1981a) distinguishes between parents
that have been "sent for and told” about their children's difficulties from those
who have been "consulted”. Parents of a child with severe leaming difficulties
(Sandow, Stafford, & Stafford, 1987, p25) are likely to have a very different
relationship to professionals from those with a child who has a reading difficulty
first discussed when the child is 6 years old. Parents also vary in the possibility

of drawing upon the resources of pressure groups. There is evidence that the

existence of powerful pressure groups behind certain types of special
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educational need has led to advantages in terms of securing scarce educational

resources (Riddell, Brown, & Duffield, 1994, p342). Other children, such as
those with moderate learning difficulties, have no powerful advocacy group to
promote their cause. One consequence of the variation between parents is that
partnership, by itself, may not ensure equal access to influence decision making.
it may go some way to redressing the power balance between parents and

professionals, if such a linear model applies, but it may also exacerbate that

between different groups of parents.

Sandow, Stafford and Stafford (1987, p22) referred to "customers" and

"suppliers”. Customers mark out those parents who have some rights in
commenting on education, and are part of a consensus about the service on

offer. Other parents simply supply their child and have little agency in their

relationship with professionals. The identified discourse (problem, deficit, client,
teacher, partner) may mark out different types of parents, which is likely to
interact differently with the same discourse in legislation. Customers and
suppliers may both find partnership problematic. Customers may resent any

reciprocity suggested, and simply make demands. Suppliers may find it

impossible to even notice a suggestion of partnership.

Miriam David (1993) found that research and policy have, in the main, been silent

on the issues of gender and race. In most research reviewed she finds
"parents” are investigated as if they were gender-neutral and race-neutral.
David reviews research looking at mother's changing involvement in education,
and she looks at the implications of this for children. She finds women's
iInvolvement in education is generally different to that of men. There are other
silences: David finds social scientists have looked at how the family influences

education, but not at the complex ways in which education influences families,

or, in particular, mothers. "Partnership" requires mothers, as "unpaid teacher
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substitutes” to be responsible for reducing the "social dissonance between

children on the basis of school rather than home" (David, 1993, p168).
Meanwhile, schools seem to take little account of the varied and changing roles

in families, and demands upon them. David is one of the few researchers to
draw attention to the unspoken truth, and problems for research into "parents”

and "teachers", that teachers are also, often, parents.

Parental involvement has been suggested to present a caricature of middle class
family life as an ideal and to fail to acknowledge the diversity of parenting
practices (Bailey, 1993). Tomlinson (1982) suggests that professional attitudes
towards parents in the area of special educational needs have been shaped by
their social class status. A larger proportion of parents whose children are

formally assessed for special educational needs are from lower income groups

In relation to the professionals. This might explain the difficulties in achieving

partnership with parents in the area of special educational needs.

A recognition of the effect of the different kinds of cultural capital (Lareau, 1989)
brought to the relationship with schools by different parents could be recognised
by a conceptualisation of parent partnership which moves away from a focus

on the individual parent towards community involvement:

Throughout the 1970s and 80s (... in New Zealand ...), there was a
general move towards the empowerment of children, parents and the
community which was part of a drive for equity in education. Central to
this was the concept of ‘community’ which was considered important
because it could voice particular needs, whether they were cultural-
ethnic-, gender-, or ability- related. (Sullivan, 1992, p153).

Similarly, an ecological approach to families in the area of special educational

needs, recommended by Thomas (1992) would ensure a more complex

conceptualisation of parents in relation to schools. Tett and St. Clair (1996) look

for programmes which "genuinely reflect the lived experiences of children and
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their families" in order to give parents a "genuine ‘voice' in their children's

education” (p363).

There is little evidence that practitioners are aware that different actions might be
needed to enable different groups of parents to find partnership either
accessible or empowering (Gross, 1996). Neither is there evidence that
professionals are aware that they might need to reconceptualise partnership in

ways that avoid assuming parents to be an undifferentiated group.

2.3.5 Concluding Comments

The rhetoric of parent partnership has been challenged from all sides. It has

been revealed to be a problematic concept, even more so since there is an

assumption in educational practice that it is unproblematic.

Assumed definitions have made way for the realisation that mutuality and equity
in roles of parents and professionals rarely exist in practice. Parents have been
regarded as an undifferentiated group. However, the researcher suggests that
it is a group that, as such, does not exist. Positive educational outcomes of
partnership have been assumed with little supporting evidence, but there is
evidence that partnership can disempower parents. Partnership has been
suggested, in the preceding sections, to be compromised by professionals in a
lack of awareness of the form and effect of professional power, and how this

operates with different parents and in different areas of education.

The argument therefore shifts focus to look at the professionals. The
professional perspective on partnership has been implicit in the preceding

discussion. However, it is necessary to focus explicitly on the professional role
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in order to analyse further the way parent partnership has been positioned in the
process of meeting children's special educational needs. The discussion looks

first to the role, in general, of the professional, then to the role of the educational

psychologist in particular, and finally to the ways professionals work together.
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2.4 The Professional Context of the Assessment
of Special Educational Needs

The professional perspective on SEN partnership is considered by looking at the
extent to which working with others (parents or other professionals) is part of
the professional role. The researcher looks at two key areas in order to
lluminate the'context of this aspect of professionalism. The first, the changing
meaning of being a professional, is considered in the light of the pressures on
the professions over the last 50 years. The second, the particular professional
context of those involved in working with children deemed to have special
needs, is considered by deconstructing the meaning of -special educational
needs and the assessment process. It is in the light of these two areas that this
chapter then turns to the role of a particular professional, the educational
psychologist. The professional identity of the educational psychologist is given
particular attention since this is the major professional group involved in special
educational needs assessment. Implications for parent partnership are regularly
returned to throughout. Finally, this chapter looks at an aspect of professional
identity that impacts upon partnership with parents in special needs assessment.
This is the extent to which working with other professions, multi-professional

collaboration, is part of the professional context.

2.4.1 Being a Professional

The meaning of being a "professional" has been under continuous pressure over
the last 50 years. This section examines the complexities of this pressure and

suggests implications for partnership.

Johnson (1972, chapter 2) discussed different definitions of a profession (see

also: Freidson, 1994, chapter 2). A "trait" model of professionalism, popular in
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the 1960's, saw the characteristics of the first professions, medicine and law,

as including:

e aclaim to a distinctive body of knowledge, skills, and expertise

e independence of judgement and practice
e operating as an individua! practitioner, networked to colleagues

o the centrality of the professional-client relationship
e independence from the state

o offering a disinterested service to the public

e monopoly over practice, with control over access to expertise

e "policed" by an organised body by taking responsibility for entry and training,
Iicenée to practise

e ethical code of conduct, and standards of practice

Perkin (1996) claimed professions, during Victorian England, raised the quality of
life in all spheres by their uses of standards of practice. The entry of "new"
professions, such as teaching and socia! work, whose characteristics failed to
match those of law and medicine (for example, shorter courses and skills
difficult to define or to claim as unique) started a dilution of the definition of being
a professional. The power and privilege of the professions have, since then,
been repeatedly challenged in a number of ways. From an earlier role as
defenders of the less powerful against the bureaucratic state, the professions
started to be seen as sefving their own vested interests (Johnson, 1972;
Midwinter, 1977; Tomlinson, 1981b) and therefore as maintaining power which
needed to be challenged. Several challenged the claim of the professions to
expert knowledge. One writer (Larson, 1977) articulated it as professional
mystique by virtue of beihg part of a socially dominant group. Others, notably

Perkin (1989), saw the professions subject to a major critique in the 1970's and

80's, as an unproductive workforce in a time of economic recession, responsible
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for the growth of welfare services and high profile pay disputes, both of which
contributed to a further drain on national resources. In the battle between free-
market corporate business and the traditional professions, the latter were the

losers. A discourse of "nanny state" or "dependency culture" were illustrative

of the power of the former (Perkin, 1996, pXiit).

The different kinds of power noted by Hugman (1991, p5) as being able to be
exerted by the professions can be seen today as representing a major challenge
to the professions. This includes power within the professions themselves,
power of those who control the resources, power of those who use the
services, and power exercised by the wider social institutions, often the state.
At one level a simplistic analysis occurs. Power within professions continues to
provide an hierarchy with internal mechanisms of registration and control over
ethical practice. External sources can be seen to be exerting power in the form
of mechanisms of accountability required by the state and its agents. The
growth of continuing professional development has challenged the notion of
expert "knowledge". This is both an intemal requirement of continued
registration, but also an external, statutory requirement in medicine and law.
other professions, such as the teaching profession, state regulation has been
unremitting over the last 20 years, from the National Curmiculum to Ofsted.
Advocacy platforms represent a further level of critique and regulation,
representing the power of those who use the services. Clients have asserted
their right to a voice and have challenged the skills, perspectives and power of
professionals. Users have formed their own interest groups which provide
information currently relied upon from the professional. For example, IPSEA (the
Independent Panel of Special Education Advisors), and "Contact a Family" are
both organisations supporting families of children deemed to have special
educational needs. The internet provides information on all areas of disability at

the touch of a finger (assuming, of course, access to the technology).
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The exertion of external forces of power, from the state and from service users,

could mean a simple diminution of professional power. However, analysis of the
current situation suggests we are now in a time of great ambiguity in the
positioning of what it means to be a professional. Lukes drew attention to the
social construction of power (Lukes, 1974) and Hugman (1991) has applied this

to the professions:

what professionals do and do not do, what they see as properly their
concemn and not their concemn must be examined in relation to the

structural positions of those profession
(Hugman, 1891, p33)
The complexity of current structural positions is exemplified by theorising about
the operation of power within and on professions today. Professional
characteristics, suggested in 1970's sociological analysis to protect the

professional, in reality probably protects both client and professional. For

example, a code of ethics both protects the professional and can be seen to
advance their own interests, but also advances the interests of the client (i.e.
standards of service including values of equal opportunities and confidentiality).
The ambiguous position of the state can be seen as both a mediator between the
professions and their clients, and as a client of the professions (Hugman, 1991,

p18-19). It seems likely that during the times in which the interests of the state

are consistent with those of the professions, the professions experience a great
deal of power. However, the professions today seem to occupy a problematic
position, with both state and clients taking positions against them. Conversely,
with the rise of accountability mechanisms in every area of professional life, the
professions have also been seen as agents of the state. As agents of the state
they are relied upon to carry out government policy. This means accepting
prescriptive roles (i.e. the national curriculum for schools) and also acting as

accountability mechanisms for areas of state concern such as family life and the
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practice of other professions. Professions also put themselves in the position of

critics of the same policy. A more positive discourse was added to this
complexity as descriptors of professionalism as unproductive started to be

replaced in the 1990's with the realisation that "good behaviour can be good

business" (Perkin, 1996, pxvi).

Bastiani's (1987) models of the relationship between parents and education not
surprisingly mirror the power challenges to the professions. As society's view
of professionals has changed, so has the relationship between the professional
and his or her client. A compensation model seems to represent the traditional
role of the professional, described at the start of this section, with its emphasis
on the role of disinterested expert. The other models represent different

encroachments into the professional role by the user and the state. However,

the complexity of power available to professionals within each model means that
it is difficult to see any simple shift in power from professionals to parents. The
parent role can occupy a position of client in any of the models, positioning the

parent as relatively powerless:

Given the extensive and advanced nature of prior training and the
specificity of role, it is easy to see how the client concept (...) arose and
became an endemic part of professional practice. Clients, mostly
parents, became ‘dependants’ and ‘customers’ of services offered by
experts in children development, child rearing, psychopathology, and

procedure.
(Wolfendale, 1983, p134).

Concluding Comments

Some forms of accountabilty and participation represent major shifts in
professional power. The shift of power in accountability models is relatively
clearly articulated as the encroachments of the power of the user and the

power of the state into the arena of the professional.
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Fulcher (1989) defines professionalism as: "the historical struggle in which

occupational groups attempt to control areas of occupational life" (Fulcher, 1989,

p1569). This suggests control is, in fact, a central tenet of professionalism.

However, release of control was earlier suggested to be a requirement of
partnership. The future for partnership between parents and professionals may
be bleak. It is no wonder, therefore, that section 2.3.1 in this chapter
demonstrated difficulties in delineating different roles characteristics of parent
and professional, wh<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>