Sheffield
Hallam
University

Special schooling, statementing procedures and gender : A sociological case-study
analysis.

HILL, John.

Available from the Sheffield Hallam University Research Archive (SHURA) at:

http://shura.shu.ac.uk/19794/

A Sheffield Hallam University thesis

This thesis is protected by copyright which belongs to the author.

The content must not be changed in any way or sold commercially in any format or medium
without the formal permission of the author.

When referring to this work, full bibliographic details including the author, title, awarding
institution and date of the thesis must be given.

Please visit http://shura.shu.ac.uk/19794/ and http://shura.shu.ac.uk/information.html for
further details about copyright and re-use permissions.


http://shura.shu.ac.uk/information.html

Sheffield City Polytechnic Library

REFERENCE ONLY

Shefl.eld Hallam University
Learning and IT Sen/ices
Adsetts Centre City Campus
Sheffield S1 1WB



ProQuest Number: 10697096

All rights reserved

INFORMATION TO ALL USERS
The quality of this reproduction isdependent upon the quality of the copy submitted.

In the unlikely event that the author did not send a complete manuscript
and there are missing pages, these will be noted. Also, if material had to be removed,
a note will indicate the deletion.

uest

ProQuest 10697096

Published by ProQuest LLC(2017). Copyright of the Dissertation is held by the Author.

All rights reserved.
This work is protected against unauthorized copying under Title 17, United States Code
Microform Edition © ProQuest LLC.

ProQuest LLC.

789 East Eisenhower Parkway
P.O. Box 1346

Ann Arbor, M 48106- 1346



SPECIAL SCHOOLING, STATEMENTING
PROCEDURES AND GENDER : A
SOCIOLOGICAL CASE-STUDY ANALYSIS

John Hill

A thesis submitted in partial fulfilment of the requirements for the
degree of Doctor of Philosophy

School of Education

Sheffield City Polytechnic
Collaborating establishments:

Sheffield Local Education Authority
Rotherham Local Education Authority

May 1992



ABSTRACT

The research here undertaken is a sociological analysis of special schools.
Part one has sought to describe the context of special education and to
explain how the dominant influence may be linked to medical and
psychological interests. This section also relates social theory to
sociological perspectives surrounding special education.

In part two, case-study analysis takes place in two special schools,
each in different local authorities. The research itself is located at the
'meso’ level and attempts to comprehend factors that underpin the
structure, power and rationale of the schools. In collecting information,
data is groundéd into a research design that uses both formal and informal
techniques, and incorporates both comparative analysis and democratic
evaluation. Finally, understandings centre on how the key structural
elements and processes within the schools operate and offers an
explanation of how important they are within the rationale of each school.

Part three of the research is in two parts and arises out of the initial
investigations of part two. Part A is aimed at an analysis of 50 statements
collected equally from the two collaborating L.E.A.s. This analysis has
offered explanations of why there is a differential between male and
female referrals to special schools. Part B returns to the case-study analysis
and presents an 'ideal model' of the special school and indicates ways in
which the key elements and processes within them differ from

mainstream schools.
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INTRODUCTION

My research interests are located within the area of special education.
They are a reflection both of academic theorising via an M.A. Sociology
and of school-focused research via secondment to a special needs diploma.
These interests have helped me as a practising teacher to understand the
difficulties I encountered coping with the established psychological
perspectives surrounding special education. They also led me to place
developments that had occured during my teaching career, e.g. The
Warnock Report, (1978) and the 1981 Education Act within a perspective
that took account both of socio-historical and the wider economic and
political contexfs of education as a whole. In order therefore to develop a
broader view of special education it became necessary to abandon an
individualistic perspective and to draw both on established sociological
insights within education generally and a growing sociological
involvement with concepts surrounding special education. Gradually
informed analysis led me to focus attention on the special school. In
generating this analysis however an overview of different commentators
highlights both a fluctuation in perspectives and a variance in

understanding. ,

According to Jowett (1988),

"Special schools are a major resource in the education of pupils
with special needs. For most of their existence, their contribution
has been made in relative isolation from the mainstream sector.
This has been partly for reasons of historical accident ... and partly
for ideological reasons - pupils with special needs, or handicapped
pupils as they were called, were deemed to require a form of
education that was quite different from that required by other

pupils.” (p 2)



Special schools as educational institutions were in fact initially established
during the nineteenth century and expanded alongside mainstream
provision. Their number (in England and Wales) nearly doubled in the
period 1945-1971, rising from 528 to 1019 (Jowett 1988), and again increased
rapidly following the transfer of the mentally handicapped from health to
education in 1971. e.g. between 1971 and 1972 and including hospital
provision an additional 482 special schools or special establishments were
made available, catering for an additional 26,833 pupils. (D.E.S. 1975).
Since that period the number of special schools has remained fairly static.
Thus, figures for 1990 (D.E.S.) show that (in England) inclﬁding hospital
schools there were 1397 special schools, with a pupil population of 97,141
and a teaching-force of 16,401. Increasingly, however, their position as
providers of a 'special’ education has come to be questioned. As Jowett
(1988) points out, "The traditional special schools face the danger of
becoming irrelevant, continuing in existence only because of inertia and
the difficulty of finding a better alternative." (p 141) Sewell (1982), indeed
outlines the traditional basis of remedial education, (and one which has
been applied to special schools) as one which characterises the pupil "as a
deficit system and the teacher as an expert who diagnosed his wants and
prescribed for them." (p 1) Moreover, a systems view of education
highlights the way in which special schools are treated as a segregated

sector. Dessent (1983), for example, point out that

"The tendency to segregate responsibility for children with special
needs is both cause and effect of a segregated special education
system. The tendency is maintained by the fact that advisory,
administrative and financial segregation also occurs in most Local
Education Authorities (LEAs). " (p 95)

A reflective, (and also pessimistic) view of special schools therefore maybe

as institutions which seek a unique population, provide a distinct



curriculum and ethos and are treated as a separate section within the

educational system as a whole.

This negative perspective of the special school however is not universally
shared, and the need to keep the best aspects of such schooling has been
endorsed amongst others by The Warnock Report (1978). The report did
however make critical reference to the relative isolation of many special
schools, noting that "there should be much closer co-operation between
ordinary and special schools including wherever possible, the sharing of
resources by pupils in both types of schools.” (p 123) Underlying this
suggestion was the notion of 'integration' whereby links both of an
educational ana social kind were encouraged in order to break down
barriers. i.e."wherever possible we believe that there should be some
sharing of educational programmes between special and ordinary schools.
Where this is not possible there should at least be opportunities for the
pupils to share social experience on as regular a basis as possible." (p 123)
Indeed this 'integration’ clause becéme ‘part of the 1981 Education Act, and
was reiterated in 'The House of Commons Education, Science and Arts
Committee' (1987) to mean either in terms of 'placement’ or "as a process
in which children with special educational needs mix with their

contemporaries in a regular and planned way." (p XII)

Swann (1988) however, suggests that the government has done little to
encourage integration, issuing no clear guidelines for L.E.A.s to adopt. As

he notes, (up to 1986)

"At secondary level there has been no progress towards integration
since 1982. At primary level there may have been but it is too early
to say. The only potentially integrative trend has been a drop in the
proportion of children going straight to special school at age five."
(p152)



These findings have also been supported by Jowett (1988) who in a study of
268 special schools found that only 200 teachers in 86 schools spent time
on a regular basis in a mainstream school, thus highlighting the relatively
small movement of teachers from special to mainstream. Moreover,
Berliner (1991) points to the fact that the movement towards integration
has generally failed and that in some authorities the number of children
sent to special schools has actually increased. The marginalization of
special school children evident from such analysis is also highlighted in
recent legislation and allows for special school children to follow one year
behind mainstream in applying the National Curriculum. Regulations in
the form of circular 5/89 also gives power to headteachers to disapply or
modify attainrhent targets, programmes of study and assessment
arrangements. Indeed whilst such arrangements may in theory apply to
any child, or group of children within the school system, it is in fact aimed
at special educational needs (S.E.N.) children generally and at statemented

(predominantly special school) children specifically.

Such commentary however, whilst pointing to the relative isolation of
many special schools does not imply that within such schools there is little

of value going on. Fish (1985) e.g. points out that

"with good leadership the staff of a special school can share
experience and develop a sound knowledge of the effects of
disabilities, and the educational, social and personal difficulties
which arise from them. At the same time, the school can develop
appropriate variations of the curriculum and methods and
materials." (p 68)

Fish (1984) further highlights what he considers to be the four major
strengths of special schools, namely a concentration of knowledge and

experience; curricula variations to deal with individual children; the



opportunity to develop multi-professional approaches; and a sensitive and

caring environment. As he summarises,

"the active, thoughtful, well run special school can be a major
resource centre for the group of special educational needs it is set up
to meet. It can develop methods and materials. Above all it can
provide a setting in which an individual's special educational needs
can be assessed, understood and met." (p 10)

Clearly, such description is not without foundation, relying heavily on a
humanistic perspective of special schooling. Indeed such a theme is
portrayed by some as central to an understanding of the history of special
education. As Pritchard (1963) suggested, the role of the special school is to
provide "a slow pace, a secure environment and an education based on
the practical needs of children of low intellectual ability." (p 215) The
D.E.S. (1965) also highlighted the view that a child required special
schooling if he needed, for his proper progress and development
something more specialised than his ordinary school could provide. That
something they suggest means embracing "the whole emotional, physical
as well as the intellectual life of the child." Gulliford (1971) indeed
reiterates this point, noting that the special school can offer "clearly
defined aims and a well-planned progression of education in all its aspects
including preparation for and supervision of transition to working life."
(p 10) Brennan (1971) further proxhotes such beliefs, and writing during
the period of rapid special school expansion points out what he considers
to be the dangers of allowing special school children to be integrated into
mainstream. In particular he notes that teachers in mainstream may lack
either the skill or experience to deal with 'remedial' children and as a
result "the backward child who does not enter a special school is left in the
most hazardous situation in the whole education system." ( p 11) Finally

Cole (1990) in analysing the motives of special educators over the past 100



years stresses the influence of liberal humanitarian motives, who shared
an accepted belief "that some handicapped children were most effectively
helped if placed in classes containing children with similar problems and

of a similar age, in schools staffed by skilled professionals with experience

of their client group." (p 105)

Evidence thus presented offers conflicting insights into special schooling.
What emerges from such insights however is that despite notions of
change and adaption the special school remains as ever, an
institutionalized part of the education system. Over recent years however
a critical analysis of a more sociological nature has emerged and has
allowed the debate to become more responsive to structural factors. Thus
commentators such as Ford (1982) and Tomlinson (1982) see special
education as responding to vested interests and social control. Oliver
(1988) suggests that is is necessary to examine special education not in
terms of the individual but in terms of "social construction" and "social
creation." (p 13) Bart (1984) describes special education :as an agency of
sorting and containment for regular education and society." (p 87) In
summarising such challenging approaches to special education Barton

(1988) therefore proposes that

"A critical analysis of power, control, vested interests, choice and
decision-making must be constantly called for and developed.
Explanations or analyses that focus their consideration on
individual factors will fail to understand the complex and wide-
ranging nature of the issues involved." (p 6)

In relating such concerns to the special school in particular thus poses a
number of questions about their nature, ideology and structure. As

Dessent (1989) notes



"There is a need for greater 'openness' and frank discussion about
the issues which currently impinge upon the special school, the role
of the special school teacher and the pressures which LEAs are
confronting and will need to confront in the future." (p233)

Mittler (1985) further points out that despite the attention given to
complex issues relating to the ordinary school, research into special
schools has been scarce. What he suggests are needed therefore are
"organisational studies that will throw light on the changing role of
special schools ... and ... detailed studies of the organisation of the special
school itself." In attempting to develop such insights however it is
necessary to be aware, as Corrie and Zaklukiewicz (1985) suggest in a
critical review of the type of quantitative, psychologically based research
historically undertaken in relation to special education, that there is a
need to move away from the idea that research in this area is useful only if
it concerns 'hard facts' and had 'practical implications'. As a way forward

they suggest that

"a greater use of qualitative studies would allow a sufficiently
detailed and accurate picture of the processes of special education to
be built up. Work of this kind is likely to be of direct relevance and
interest to practitioners as well as making a useful contribution to
informed decision-making." (p124)

Whilst accepting such advice what I have attempted to show in this
introduction is that there is a variance in both historical perspectives and
assumed value of special schooling. By adopting a sociological analysis I
am placing this study within a model that generates a critical awareness of
the processes surrounding special education. The aim of the research
therefore will be to provide a theoretical understanding of the special
school at the macro level whilst at the same time seeking to uncover fhe
key structural elements influencing its organisational approach based at

the meso level. It is my wish to offer assistance in adding to the



contemporary debate surrounding the role of the special school and also to

add to the knowledge of professionals who work within them.

In undertaking the research I have adopted a case-study approach
covering two special schools in different local authorities. School one is a
'mild learning difficulties' establishment with an integrated language
resource and an age range of 5-13. School two caters for children
designated as having behavioural difficulties with ages between 11 and 14.
The adoption of differing schools in two local authorities is an attempt to
contrast and compare data whilst illuminating similarities within the
disparate ends of the special school sector. In conducting the research over
a two year period I spent one day a week over a school year in school one,
and one day a week for half a year in school two. I further extended my
time in each school by attending a number of staff meetings, case
conferences, annual reviews, and out of school activities. As a qualified
teacher I was able to spend some time teaching children within each
school either on a voluntary or supply basis. During this research period
school one allowed me to cover in depth a variety of issues whilst school
two enabled me to focus in greater detail on information I had uncovered
in school one. Finally, in approaching the case-studies I have operated
theoretically within a structuralist framework thereby influencing both
the selection of data and limits to the enquiry. Nevertheless, within these
boundaries I have attempted to generate theory from data, therefore being
able to pursue new avenues of enquiry whilst at the same time keeping
order to the research. As a consequence of this approach I was able to
illuminate one aspect of the research in greater depth, namely the
relationship between special education and gender and in particular the

role 'statementing’ plays as a medium of gender differentiation.



In developing this project I have divided the analysis into three parts. Part
one will focus on historical and sociological insights into special

education. Thus Chapter One is concerned with establishing an up-to-date
assessment of the socio/historical factors influencing the development of
special education. Chapter Two relates special schooling to sociological
analysis by examining the link between education, special education and
sociological theory. In particular, this chapter will attempt to trace the
development of the sociology of special education as a sub-discipline of the
sociology of education. Finally, in this section, Chapter Three will
highlight sociological paradigms as applied to special education. Part two
of the research centres on the two case-studies of special schools. Thus,
attention will be given in Chapter Four to the theoretical assumptions
underpinning the research. A detailed description of the methodological
basis of the studies will also be undertaken. Chapter Five will present an
analysis and discussion of the case-studies and will highlight the key
features that underpin the schools as functioning organisations. Part three
of the research derives from evidence generated in the case-studies. Thus,
Chapter Six focuses on gender differentiation in the process of selection for
special schooling. This involves a detailed analysis of 50 'statements'
across the two local authorities in which the case-studies were conducted.
The aim of the analysis is to examine if, and how gender stereotyping
takes place within statementing procedure, and how this may be
understood within a perspective that is related to the wider sociological
contexts of gender. Chapter seven concentrates on the outcomes of the
research as a whole and attempts to relate parts to the whole by presenting
an 'ideal model' of the special school and subsequently placing that model

within a wider sociological context.



" In conclusion this research will attempt to add sociological insight into
what has been for many years, the closed world of the special school.
What I hope to achieve is both a reinterpretation, and a new insight into

aspects of special schooling that have been until recent years both

neglected and ignored.
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CHAPTER ONE

A Socio/Historical Analysis of Special Education

According to Ford (1982)

"Each particular type of special education provision has a place
within the total network of services, the whole system has a
rationale for its existence, and the formulation, creation and
continuation of the present state of affairs is dependent on social,
political, economic, historical, cultural and administrative
determinants.” (p 1)

In accepting this interpretation what this chapter will attempt to do is trace
the development of special education by referring, not simply to
landmarks in legislation but also to those factors that influenced change.
In conducting this enquiry it is worthy of note that until recent times the
last thorough investigation of the history of special education was in the
1960s (see Pritchard 1963). It is also evident that since then additional
explanations for the development of special education have added to our
knowledge. By also including evidence from more recent commentators
it is therefore the aim of the study to both illuminate and focus on the key
influences of change. Moreover, by seeking a critical understanding of
events this analysis will promote a context which makes sociological
interpretation easier to relate to in the following chapters. Finally, in
developing this summary and despite the questionable nature of a linear
description (see Webster 1989) it may be possible, as this chapter attempts,
to divide the analysis into four generalised periods i.e. pre-1870; 1870-1914;
1914-1944; 1944-1990.

11



1) Pre 1870

Special education may be seen as having emerged from a set of beliefs
about society that had arisen before the nineteenth century and was
influenced by attitudes about poverty and its suggested link with mental
and physical disability. Such beliefs as highlighted in legislation via the
Poor Law Amendment of 1834 (see Hurt 1988) left the least able in society
facing an often uncertain future as provided by the workhouse. Here,
what education was given to pauper children relied, according to Lawson
and Silver (1973) on "inculcating moral and social discipline, providing
semi-skilled industrial training, and much less important - some
instruction in the rudiments of literacy.” (p 128) Hurt (1988) also points
out that the chief concern of the workhouse, reformatory and industrial
schools was to prevent the spread of pauperism, i.e. their dual function
was "to protect their charges by segregating them from adult
contamination ... and ... at the same time the schools protected society
from the young delinquent, beggar or vagrant child." (p 11) Digby and
Searby (1981) support such a view noting that the class antagonism of the
1830s as witnessed in the 'swing' riots, anti-poor law agitation and
Chartism led to an atmosphere whereby means were sought by the
governing classes of controlling the lower orders. Conformist attitudes

were thus initiated as part of elementary education. As they note

"of all educational institutions in the mid nineteenth century,
workhouse schools for pauper children, industrial schools for the
very poor and reform schools for youthful offenders displayed most
obviously society's desire to impose social control on its recalcitrant
members." (p 27)

Evidence of the state's desire to play an active role in promoting

elementary education can be seen in the £20,000 grant shared between the

British and Foreign School society and the National Society. The grant

12



was increased to £30,000 in 1839 and inspectors were appointed to examine
schools. Moreover 1839 also witnessed the establishment of the
Committee of Council for Education under Dr James Kay, and through
this the beginnings of teacher training. Alongside this increasing state
intervention the church also sought to influence events by aiming to
secure rights over school inspection. The motives for such control
however reflected an attempt not only to save the lower-classes from

illiteracy but also from moral degeneration. As Lord Russell (1939) wrote,

"There is a large class of children who may be fitted to be good
members of society - I mean paupers, orphans, children deserted by
their parents, and the offspring of criminals and their associates. It
is from this class that the thieves and housebreakers of society are
continuously recruited. It is this class, likewise which has filled the
workhouses with ignorant and idle inmates. ... In all such
instances, by combining moral training with general instruction,
the young may be saved from the temptations to crime, and the
whole community receive indisputable benefit." (Maclure 1965)

(p 44-45)

Clearly such evidence points the way in which elementary education was
perceived both as a means of controlling the poor and also as a means of
raising their moral standards. In this way those least able to look after
themselves emerged as a particular grouping and one that required special
help.’ The special help provided however varied. Thus, schools for the
blind and deaf had been evident from the turn of the century mainly

operating as profit making training centres. As Warnock (1978) indicates

"These early institutions for the deaf, no less than those for the
blind, were protective places, with little or no contact with the
outside world. The education that they provided was limited and
subordinated to training. Many of their inmates failed to find
employment on leaving and had to recourse to begging." (p 9)

13



Warnock also notes that provision for the physically handicapped was
scarce and little was provided until 1890. For the mentally defective,

however, initial care as indicated, was in the workhouse.

With the onset of industrialisation however, and the expansion of the
capitalist mode of production attitudes emerged that concerned the need
to separate the least useful and potentially less productive elements of the

growing population. As Scull (1984) indicates,

"although workhouses ... institutions to remove the able-bodied
poor from the community in order to teach them the wholesome
discipline of labour, they swiftly found themselves depositories for
the decaying, the decrepit, and the unemployable, ... . More
specifically, it rendered problematic the whole question of what was
to be done with those who could not or would not abide by the rules
of the house - such groups as criminals, orphans, and the mad. The
adoption of an institutional response, therefore, greatly increased
the pressures to elaborate the distinctions amongst and between the
deviant and the dependent." (p 29)

What we witness in the mid nineteenth century therefore was the special
provision of the Asylum of which Warnock (1978) notes there were five
by the year 1870. Moreover, as Scull (1979) also points out, the idea of
institutional life was uncontroversial in that the workhouse had for a

long time harboured a whole range of disabilities i.e.

"If one could overlook the powerful deterrent factor of the cost of
building and maintaining asylums, then on most other grounds it
was plausible to assert that at least those lunatics who had formerly
starved and rotted in workhouse cellars would be better off in
asylums." (p 92)

Scull also highlights the way in which the institutions presented

themselves as a specialised agency providing human care and offering the

possibility of 'cure' noting that if asylums did not cure, it was because the

14



public did not send lunatics to them fast enough. Further, the degree to
which such institutions had become accepted can be seen in the report of
the Metropolitan Commissioners (1844) which laid down guidelines for
asylums in terms of a classification of insanity. As Jones (1972) notes, the
effect of the report was to link mental and physical disability in terms of
the need for segregation, i.e. it "stressed that the insane was a sick person,

urgently in need of specialised treatment." (p 144)

By the mid-nineteenth century therefore we witness the beginnings of a
national system of education catering for the 'mentally ill'. Its inception
incorporated four basic ideologies, offering to society in its treatment of
this group a) social control, b) the possibility of cure c) increased specialism
and humane treatment, d) limited costs to the nation. Indeed the latter
point was to become central to the whole debate about the future of the
education system witnessed, for example, by the government's
unwillingness to accept a proposal of the Newcastle Commission (1861)
that money for education be collected from the rates. Moreover, in its
attempts to provide for a growing industrial economy it became evident
that educating a workforce to at least a minimum standard would be
costly. As a result the education of those least able became problematic.
As Tomlinson (1982) suggests, "both commercial and political groups had

interests in the selection of all 'defectives' out of state schooling." (p 42)

2) 1870-1914

By the late 1860s a number of factors merged to prompt the liberal
government of the time to introduce a national system of elementary
education. Ford (1982) describes the influences for change as surrounding
views on education seen "first as a good in itself, second as an economic

investment, third as an antidote to social upheaval, and fourth as a

15



protection against political unrest." (p 11) Forster, the architect of the 1870
Act clearly stated the same in his address to the House of Commons
(February 17th 1870) i.e. "Upon the speedy provision of elementary
education depends our industrial prosperity. It is of no use trying to give
technical teaching to our artizans without elementary education ... Upon
this speedy provision depends also, I fully believe, the good, the safe
working of 01;1r constitutional system." (Maclure 1965, p 104). The Act
itself provided for school boards to be established in areas without schools
and to 'fill up the gaps' left by the voluntary societies. Under this system
school boards were empowered to seek compulsory attendance for all
children in their district from five to twelve, and they were also given
responsibility for providing free schools in areas where parents were
unable to pay fees. Thus by 1880 the number of voluntary schools rose
from 8,000 to 14,000 and over 3,000 schools were established or taken over
by the school boards. (Maclure 1965). Finally the Education Acts of 1876,
1880 and 1891 provided for compulsory attendance up to the age of 13 and

the establishment of free elementary education.

The expansion of elementary education, however, also meant, according

to Cole (1989) that

"thousands of children with special needs became the responsibility
of the board school teachers. Classes became overburdened with
children with learning difficulties who could not pass the annual
examinations and whose failure lowered the pay of their teachers
until the virtual ending of 'payment by results' in 1890. This
produced pressure for these children to be excluded from the
ordinary school." (p11)

Thus, voluntary institutions for the deaf and blind continued to expand

as a distinct category of 'handicap' and mainly in institutional form.

16



Education of children with other difficulties however remained

problematic. As Cole (1989) indicates

"There remained much confusion about definitions of the degree of
handicap, although increasingly the lowest grade, idiots, were
distinguished from the more able imbeciles, who in turn were
recognised as different from the feeble minded. Limited ability was
frequently confused with mental illness, as was epilepsy. Similarly,
the physically handicapped, for whom there was virtually no
appropriate provision at this stage, were often confused with the
feeble minded and were occasionally placed in these institutions.”

(p21)

That the mentally handicapped constituted an educational problem in a
period of growing universal education was highlighted by the inclusion in
the terms of reference of the Egerton report (1889) alongside the blind and
deaf, "such other cases as from special circumstances would seem to
require exceptional methods of education.” (p 1) These, the report
suggested, were made up of the feeble-minded, idiots and imbeciles. Both
idiots and imbeciles the report felt would benefit from residential training,
and importance should be given to physical improvement alongside
speech and perceptive faculties rather than the 3Rs. Also they were not
allowed to remain in the workhouse or lunatic asylum and as far as
possible the 'educable imbeciles' were to be taught by ordinary teachers
(Pritchard 1963, p 106) (In fact as Potts (1982) notes "until 1971 these
children remained thé responsibility of the health authorities, were not
taught by ordinary, qualified teachers, nor regarded as educable." p 24)
Finally, the report concluded that the feeble-minded pupils should be

given special instruction in separate provision from ordinary children.

Towards the end of the century we also witness within the development
of special education the growth of medical interests. As Tomlinson (1982)

notes,

17



"The medical profession, struggling for professional recognition in
nineteenth century Britain, developed an interest in mental defect,
and the profession of medicine was considerably enhanced by
medical claims to care for and control the mentally defective."

(p 39)

(Foucault 1967) in fact traces the influence of the doctor back to the
Asylum where he wielded a moral authority rather than the power to
cure). Ford (1982) also highlights the growing influence of the medical
model during this period, noting that there had been a clear attempt to
look for physiological explanations of mental defect. Moreover he
suggests that the growing discipline of psychology was still at this time
dominated by doctors, and consequently gave them a high status within
the field. Hunt (1988) further notes that at the level of diagnosis medical
‘experts' were themselves unsure of the nature of mental disability unless
there was some perceived outward appearance, e.g. cretinism, Down's
syndrome or hydrocephalus. Consequently while the 1898 Elementary
Education (Defective and Epileptic children) Committee recognised three
general categories, idiots and imbeciles, the feeble-minded or defective
children and those who could cope within the ordinary school, the

problem of assessment remained i.e.

"Apart from the difficulties of determining whether an individual
child was merely backward, mentally defective, or an imbecile,
other considerations must have included the poor prognosis
usually offered for all forms of mental defect and, in particular,
epilepsy.” (Hurt 1988, p 134)

The general uncertainty of definition therefore, combined with the
financial implications of training teachers for such a large number of
children and, coupled with the doubt as to the teaching of the mentally

defective led the resulting Act of the following year (1899) to empower,
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rather than direct school authorities to provide or the new classes of
defectives. Cole (1989) notes that in fact whilst many local authorities had

undertaken the powers of the 1899 Act

"the value of the new classes and schools ... came to be doubted in
some quantities, while a greater section of opinion which more
clearly distinguished between the low-grade ineducable and the far
greater number of trainable feeble-minded, wanted permanent
colonies to supplement the work of special schools." (p 43)

Consequently it was the nature of special provision, rather than its
existence that was being debated. Indeed it can be argued that by the end of
the century special education had become so well established as to serve a
number of vested interests, and as such its future was ensured. As

Tomlinson (1982) summarises,

"Economic interests were being served by the manual and trade

- training emphasised at all schools and institutions for defective
children .... The interests of political ruling groups were being
served by the placement in separate schools and institutions, of
children who might eventually prove troublesome to society ... and
... medical interests were supreme in that doctors had control of
selection and assessment procedures for special education.” (p 44-45)

As the 1870 Education Act witnessed the development of a national
system of elementary education, the 1902 Education Act saw the move

towards a unified secondary school system, i.e.

"The local education authority shall consider the educational needs
of their area and take such steps as seem desirable to supply or aid
the supply of education other than elementary and to promote the
general coordination of all forms of education."

(Maclure J. 1965, p 149)

Thus School Boards were abolished and Local Education Authorities

(LEAs) took over their powers. The new LEAs were given powers to
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spend up to two pence in the pound from the rates on secondary
education, and many LEAs now began to provide their own schools. The
development of special education however was delayed in that the Royal
Commission on the Care and Control of the Feeble Minded was appointed
in 1904. Its report of 1908 gave local mental deficiency committees control
of special schools, and advocated institutional care over day special

schools. As the commission reported,

"the educational system of the country, established for the teaching
of the normal child, in our opinion, unsuitable for the child, who
unlike the blind and deaf, can never reach the mental health of the
normal." (Vol 8, p 120)

The enactment of the report however did not take place until 1912, and yet
during that period the advocacy of separate special education had
encouraged provision in some 177 schools catering for 12,000 children

(Pritchard 1963).

A major philosophical influence in the development of special education
generally at this time and on the 1908 report in particular may be found in
the Eugenics movement. Initially formed at the turn of the century by
Galton and popularized by Mendal and Weismann it established in 1907
an Education Society. Based on the idea of Social Darwinism the
movement offered an ideology stressing the nature of differential mental
and physical abilities gained through hereditarianism. The movement
gained widespread popularity both in the public domain and government

circles. As Brown (1988) indicates,
"The proposition that mental as well as physical characteristics were
inherited was in the ascendent throughout the Edwardian period

and became accepted as almost axiomatic in the years after the First
World War." (p 245)
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The ideology of the Eugenic movement may be seen to have thrived as a

result of a general concern with national efficiency. Woodhouse (1982)

notes that
"By the early twentieth century the idea that Britain was a nation in
decline had become an accepted maxim. The collapse of Britain
from her position as the leading industrial nation coincided with a
supposed weakening of her manpower. Social commentators such
as Booth and Rowntree illuminated the misery and squalor of the
urban slums; reports of School Medical Officers revealed the sorry
state of the future generation, while the Boer War highlighted the
appalling physical condition of recruits to military service. In such
a climate, when the fear of racial deterioration was a nation
concern, Eugenics flourished. It offered to many not only an

acceptable explanation of Britain's decline, but also a scientifically-
founded means of recovery." (p 128)

The result of such explanations led therefore, within education, to the
acceptance by the 1908 Royal Commission of Eugenic ideas. This was also
quickly followed by the influential book ‘Mental Deficiency' written by A.
F. Tredgold (1908), a 'medical expert' for the Commission and a leading
Eugenic. Moreover, in response to the lack of government action over the
1908 report, the Eugenic Education Society launched a political campaign
aimed at securing the principle of segregation as a means of preventing

the continued deterioration of the British race.

Further, evidence from America by Goddard (1917) in his study of the
Kalikak family sought also to highlight the link between intelligence and
social fitness. As a result of their campaign therefore, with the support of
such parliamentarians as Churchill, the Mental Deficiency Act was passed
in 1913 stating that the Feeble Minded would be both detained and
segregated. Thus LEAs had to assess children between the ages of 7 and 16
with a view to separating the ineducable who would then come under the

responsibility of mental deficiency committees. As the Act was not an
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educational one, however, it did not give LEAs specific instruction
regarding the provision for feeble minded children. Consequently the
powers of the 1899 Elementary Education (Defective and Epileptic
children) were made obligatory in 1914. As a result LEAs had to provide
instruction for feeble minded children, and controversially,
administration was to be under the auspices of the medical service, with

selection for special schools given to doctors.

By 1914 therefore there were some 13,563 children in mentally defective
schools (Pritchard 1963) and certain precedents had been established for
their care, namely that feeble-minded children were to be educated in
special schools, institutional care was acceptable for the mentally defective
and finally they were to have the services of the newly emerged ‘medical

expert'.

3) 1914 -1944

The inter-war period was one of economic depression and the nineteenth
century model of provision generally remained. Chief amongst the
developments of the period, however, was the continuing debate about
the relationship between hereditary and environment; the use of mental
testing; and the growth and influence of psychology. Thus, the Eugenic
movement continued to be prominent; its main influence coming from
America where tests were conducted on immigrants establishing the
supposed percentage of feeble-mindedness amongst them. Although
these findings were later to be challenged it did help to establish the idea of
psychometrics as a form of assessment. Clarke and Clarke (1985) indeed
noted that the acceptance that human behaviour could be examined |

scientifically occurred during World War One. i.e.
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"It became obvious that people recruited to work in munitions
factories must not include the accident-prone. Industrial
psychologists therefore developed simple hand-eye co-ordination
tests which could detect those whose activities might prove
hazardous. And in the United States 1,750,000 conscripts were
assessed for intelligence between September 1917 and January 1919."

(p 268)

The idea of clinical assessment thus spread to Britain with the
appointment of LEA psychologists and child guidance clinics. Cyril Burt
was appointed in 1913 as a psychologist for London county council with a

remit amongst other things to investigate

"cases of individual children, who present problems of special
difficulty and who might be referred for examination by teachers,
school medical officers, or care committee workers, magistrates or
parents.” (Pritchard 1963, p 193))

Much of this work centred around intelligence testing where he
advocated the standardisation of 'mental’ tests, also introducing a cut-off
point of IQ 70 as the basis for intervention and as a means of offering a
specialist education for those below that point. In advocating the notion
of predetermined intelligence therefore he gave support to the separation
of children into different schools in order that they may receive an
education appropriate to their powers (Burt 1925). Burt further
established the view that special schools should incorporate a special
curriculum, have special timetables and adopt special teaching methods
(Burt 1917). In turn such influences led to increasing facilities for
processing and isolating children for special provision, e.g. psychologists
were appointed to other LEAs, child guidance clinics were imported from
the U.S.A., numbering twenty two in England by 1939 (Pritchard 1963) and
the terms 'maladjusted' and 'educationally subnormal’ were newly

introduced.
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Following the appointment of Burt to London County Council systematic
intelligence testing was pursued among a number of LEAs using the tests
devised by Binet and Simon in the early years of the century. Burt himself
carried out surveys in both London and Birmingham promoting the view
that general intelligence developed only up to the age of eleven, after
which time more specific talents may emerge. In this way he generated
the idea of predictability in intelligence arguing that education provision
should respond to such differences. Alongside such developments,
educational psychology also provided a broad progressive influence on
education through the promotion of the child-centred approach to
teaching. It was also influenced by the work of Montessori, and the
growing number of schools and nurseries adopting methods of practical
and individual learning. Such techniques also promoted the idea of
sustaining a child's emotional and expressive needs and highlighted the
role of teachers in the primary school as being adaptable to the child's self
activity. In these ways 'progressive' classroom methods challenged
traditional orthodoxy. Amid the growing educational debate of the inter-
war years however, both economic and political restrictions acted as a
buffer to reform, the financial problems of the 1930s squeezing ideas of
change. What did emerge however were a number of reports that
advocated the use of intelligence tests as a basis for selection to different
types of school. The Hadow report (1926) on 'The Education of the
Adolescent' for example, recommended selection at 11+ from primary
education to secondary education in either a secondary Grammar or
Modern school. Its willingness to accept psychological evidence
surrounding the effectiveness of mental testing was later to be reaffirmed
in the Spens report (1938) in whose evidence it was noted that mental
differences between children required differing types of school. For special

educators the influence of such ideas was both philosophical and practical
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in that it became established that children should be identified as requiring
a specific type of education, and that once identified 'special’, children
ought to receive an education different from their mainstream

counterparts and relative to their needs as a distinct grouping.

Meanwhile, within special education itself, the 1921 Education Act had
consolidated the idea for five categories of disability i.e. blind, deaf,
mentally defective, physically defective and epileptic, noting that
following certification of their condition they should be educated in
special schools. However, the economic constraints affecting mainstream
education also hit special education and few new schools were built. Cole
(1989) thus notes that the number of children in special schools rose by less
than 0.3% in the period 1920 to 1938. Against this background the Wood
committee examined between 1924 and 1929 the education of the feeble
minded. The report advocated the abolition of certification and the need
to incorporate within an enlarged special education sector both feeble
minded children and those children who because of their retardation were
failing in mainstream. The report also suggested the need for the ordinary
school to offer specialized provision. In this way special education was to
be expanded, although in fact it was not until 1944 that the proposals were
adopted.

The 1944 Education Act, the major act of the period must be viewed
against both the changes in the philosophical debate about the nature of
education and also the economic and political upheavals of the period.

An interpretation of the Act according to Ford (1982) is that it was

"a logical and natural extension of the educational thought of the
1920s and 1930s ... and ... was the creation of psychologists and
administrators who thought they could identify dispositions, and
the general public which wanted a system to reflect the unity of the
'nation as one at war'." (p 23)
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It may also be viewed as the acceptance of the collectivist approach to
social issues under which there was a growing pressure for equality of
opportunity. As Butler (1973), the architect of the new act wrote "The
challenge of the times provided a stimulus for rethinking the purposes of
society and planning the reconstruction of the social system of which
education formed an integral part." (p 3) The Act itself attempted to create
a continuous educational process in successive stages i.e. primary,
secondary and further. It was moreover approved mainly in consensus by
the wartime coalition government, and was based on the 1943 white paper
'Educational Reconstruction'. Basically the Act provided for education
appropriate to a child's age, ability and aptitude with provision for
tripartite or selective arrangements to be left in the hands of LEAs. The
school leavihg age was to be raised to 15 (and eventually 16) and all fees to
state maintained school (i.e. grammar and technical) were to be abolished.
Clearly The Act marked a watershed in the developing British Educational
system in that it gave expression to an outlook, that education was
beneficial to those who received it, and that its universal provision was
one of the great social improvements that were to mark the end of the

war.

For special education the recommendation of the Wood committee (1929)
that special schools should be incorporated within the national
educational framework was adopted and it became a part of the duty of an
LEA to ensure provision appropriate to age, ability and aptitude.
Certification was therefore removed and the Act also allowed for
provision not only in special schools but dependent on disability, in any
school maintained or assisted by the local education authority. The
general duties of LEAs also referred to all pupils with a "disability of mind

or body" instead of being restricted to the five specific categories previously
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laid down. Moreover, although the Act did not name categories of pupils
requiring special education, it did require the new Ministry of Education to
issue regulations. Accordingly The Handicapped Pupils and Special
Schools Regulations (1945) created eleven categories of handicap i.e.the
blind, partially sighted, deaf, partially deaf (changed to partially hearing in
1962), educationally subnormal, maladjusted, epileptic, physically
handicapped, delicate, diabetic (combined with delicate in 1963) and speech
defective. Finally, the 1944 Act provided for LEAs to ascertain which
children required special education, i.e. "any officer of a local education
authority authorised in that behalf by the authority may by notice in
writing served upon the parent of any child who has reached the age of
two years require him to submit the child for examination by a medical
officer of the authority." (p 27) In essence, therefore, as Sutton (1981)

concludes

"The 1944 Act made the provision of 'special education treatment'
dependent upon a hierarchy of responsibilities that should ensure
that all children requiring it received their entitlement. These
responsibilities were shared by the Minister of Education, the LEA,
professionals and their parents." (p 6)

4) 1944 -1990

According to Warnock (1978) official guidance suggested in 1946 that
between 14% and 17% of the school population may require special
education. The achievement of this target, however, was slow initially
not only because of the effect of bombing on schools but also because of the
scarcity of building supplies. However, between 1945 and 1955 the number
of special schools increased by 41% and the number of pupils by 51%. It
was the 1950s and 1960s moreover that witnessed a period of rapid
expansion in special education. An examination of the figures (Fig 1),

however, point to the unequal growth of specific categories. Thus despite,

27



and perhaps because of the advances in medical science in recognising and
treating disability, the number of children regarded as physically
handicapped grew, as did those of the partially sighted, partially hearing
and those with speech defects. The relatively static number of those
categorised as blind and deaf and the reduction of those deemed 'delicate’
were however, attributable e.g. improved perinatal services; advances in
audiology and the use of hearing aids; and more general improvements in
diet and health care. Such specific advances may indeed be witnessed in

the reduction of hospital places during the period. (see Fig 2)
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Fig1
Special schools in England 1950 - 70 Full-time pupils and disability

Year
Disability 1950 1960 1970
Blind ' 1079 1300 1099
Partially Sighted 1558 1792 1960
Deaf 3252 3463 3363
Partially Hearing 964 1453 1963
Physically Handicapped 6396 7049 8830
Delicate 10753 10620 6450
Maladjusted 587 1742 - 6093
Educationally Sub-Normal 15173 32815 51768
Epileptic 745 743 1025
Speech Defect 36 122 828
Total 40,543 61,099 83,342

Source: DES. Statistics of Education 1970 Vol. 1 Schools HMSO.

Fig 2
Hospital schools in England and Wales 1950-70 Full-time pupils
Year
1950 1960 1970
Number 6576 4851 3505

Source: DES. Statistics of Education 1970 Vol. 1 Schools HMSO.

Some provision however increased dramatically. Thus the newly created
Educationally sub-normal (ESN.) category more than trebled in the period.
The reasons for this centred around the ambiguity of the definition of the

term, i.e. whereby it was accepted that special schools should ideally cater
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for those with an IQ below 70, it was also suggested that special education
could be offered to children 20% below their peers in attainment.
(Ministry of Education 1946) Cons