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Challenging behaviour in schools

The emotional impact of difficult and challenging behaviour in schools has never made it easy for professionals to respond in a calm and considered manner. This applies equally to teachers, senior staff in schools, support services and administrators. Yet the pressure to respond effectively continues to grow.

Challenging Behaviour in Schools describes effective practical approaches which have been developed by schools and support services, it acknowledges that, in dealing with difficult behaviour, it is necessary not only to consider techniques but also the support processes that accompany them.

The editors have each had extensive professional experience in this field, and are the organisers of the annual ‘New Directions in Behaviour Support’ courses at the University of Nottingham, which have encouraged and disseminated new practice over recent years. All the contributors have led seminars and workshops at these courses and their accounts will be of direct value to senior staff, special needs coordinators and governors in schools, educational psychologists, support teachers and all those involved in policy and planning.

Peter Gray is Principal Educational Psychologist for Nottinghamshire, and has been the editor of the journal Educational and Child Psychology. Andy Miller is Course Director in Educational Psychology at the University of Nottingham. Jim Noakes is Head Teacher of the Northern Area Education Support Service, Warwickshire. All three editors have been classroom teachers, covering between them both primary and secondary mainstream schools and special schools for pupils with moderate learning difficulties, and emotional and behavioural difficulties.
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Chapter 1 Challenging behaviour in schools: an introduction

Peter Gray, Andy Miller and Jim Noakes
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Ask any teacher what makes their job so difficult and they will point to the problems presented by pupils with challenging behaviour. They will of course also identify other causes, such as increasing curriculum demands, expectations from parents and increasing pupil-teacher ratios. However, challenging behaviour has a particular salience. Why?

By contrast to other problems faced by teachers in schools, challenging behaviour tends to be perceived as a direct and personal threat to the teacher's authority. And the greater the sense of threat, the more likely it is for a number of things to happen. First, it becomes more difficult for teachers (without support) to maintain a dispassionate perspective. Second, teachers can become defensive of their own position and develop negative attitudes towards the pupil, parents or others (including outside agencies). Finally, attitudes can become more hardened, with a loss of flexibility or willingness on the part of teachers to consider alternative approaches (on the basis that flexibility might imply a weakening of their own position or an admission of fault).

All of these emotions are natural enough and arise from the fact that teaching is an intensely human profession. These kinds of emotions have always been there, as long as challenging behaviour has existed. We sometimes tend to hold a romantic view of a ‘golden age’ in education when such problems did not exist and teachers were able to respond, without distraction, to pupils' enthusiastic search for knowledge. This view is not supported by history. The Hadow Report (Board of Education 1927), for example, was, like Elton (DES 1989), initiated as a response to rising concerns about declining standards of behaviour in schools. Humphries (1981), in his oral history of education in the 1920s and 1930s, also provides evidence of incidents comparable to if not worse than some of the more extreme difficulties that teachers currently experience.

Yet, there is no denying the level of current concern among teachers and schools about challenging behaviour. This is evidenced by the rising numbers of exclusions from schools reported nationally. While these may result in part from increases in the level and intensity of difficult behaviour presented in some schools, arising from changes in social conditions, other factors are also relevant.

First, teachers' traditional professional autonomy has been challenged by the developing climate of educational consumerism. Government and media coverage of the teachers' industrial action in the early 1980s has also contributed to an erosion of teachers' public credibility. The political thrust of the National Curriculum has been to give further credence to the view that teachers cannot be trusted to teach effectively unless methods and content are centrally prescribed. In this context, challenging behaviour poses an additional threat to teachers' professional self-confidence and morale.

There has also been a shift in public attitude during the last two decades, away from a therapeutic and tolerant approach to difficult pupil behaviour towards a more retributive and punitive stance. The public outrage that followed the murder of Jamie Bulger, for example, revealed a reluctance among many to accept the legal status quo on the age of criminal responsibility. There is a current tendency to see even young children as ‘witting offenders’ rather than vulnerable individuals in need of planned and caring support.

Teachers' professional responsibility is educational not penal in character. However, as members of the public at large, teachers are not immune to influence from a predominantly punitive climate and negative beliefs can emerge when they feel most under threat and least able to achieve a professional resolution to the problem.

Another factor that makes challenging behaviour particularly difficult at the present time is the danger of teachers and schools becoming more and more isolated professionally. This leads to a potential lack of awareness of the broader picture. What happens to excluded pupils when they leave and who cares? How far are needs actually met in off-site or specialist provision? Local Education Authorities have traditionally held the responsibility for ensuring a corporate view (through policy, planning of provision and specification of professional development opportunities). However, these are very much under threat from new legislation. Schools have been actively encouraged by government to compete and the notion of ‘good’ and ‘bad’ schools has extended to ‘good’ and ‘bad’ teachers through the development of appraisal and the threat of performance-related pay. This encourages an individualistic as opposed to a mutually supportive culture.

In this context, teachers and schools are bound to be more defensive in the face of challenging behaviour, with schools feeling under pressure to reject difficult pupils in order to improve their competitive image and teachers seeing less value in achieving success with such pupils, as this has relatively low ‘market-value’.

Finally, the flexibility that teachers have always needed in order to improvise and develop ways of meeting individual pupil need has been reduced by the narrower view of education imposed by the National Curriculum. While this may have broadened the range of subjects offered formally (e.g. primary school science and technology), it has diminished the importance of personal and social education. It has also reduced the flexibility in organisation of the school day, which has helped many schools lower the incidence of behaviour difficulties overall.

Teachers and schools now face potentially more difficult problems in a context which is less supportive than in the past. The need therefore for effective support both from within schools and from outside agencies is greater than ever. However, the task of providing support is beset by the same contextual factors that teachers and schools themselves are facing. Support services find it equally difficult to focus their attention on the most troublesome youngsters when they are under pressure to secure their own professional survival (services which are complex in client orientation and potentially challenging to schools are not easily marketable). In this context, a major emphasis within both schools and support services on professional and ethical values is called for to ensure that good practice can occur.

Teachers and schools need a number of things: opportunities to develop skills where appropriate, without having existing skills devalued (and morale further diminished!); opportunities for reassurance that, despite possible slow and painful progress, they are doing the best they can and that, at least professionally, their efforts with difficult pupils are valued; opportunities to have their beliefs challenged where appropriate, together with support and guidance to assist them in making a professional response.

The chapters in this book offer a number of strategies and ways of thinking to help schools and support staff in this process. Several were first presented as sessions at a series of conferences organised by the editors over the last few years, under the general heading ‘New Directions in Behaviour Support Work’, which have been attended by delegates from both mainstream schools and support services.

A major emphasis within the book (and within the conferences that have led up to it) has been the need to assert a professional response in this area of educational support, rather than letting market forces operate for children and young people whose behaviour may be provocative but whose needs for high-quality planned intervention are as great as many others with more ‘acceptable’ special educational needs. Support in this area is more prone to both professional and personal tensions, and the direct needs of the ‘customer’ (teacher/school/parent/LEA) and the individual needs of the ‘client’ (pupil) may sometimes start from opposite extremes. The aim of this book is to consider ways in which both pupil and teacher achievements in the resolution of challenging behaviour can be encouraged, supported and valued.
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Chapter 2  Supporting effective responses to challenging behaviour: from theory to practice

David Lane
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NOTHING WORKS!

There have been increasing demands in recent years for special provision for children and adolescents who present behaviour difficulties in school or in the community. The impact on the public of the visual images of young children defying the authority of the police, racing cars, killing the innocent, has been dramatic. There is an increasing sense of outrage at the thought that there is nothing that anyone can do. In part the outrage is directed at those in the caring professions who seem to refuse to do anything.

This sense of hopelessness in the face of the onslaught on the public conscience is aggravated by the competing concerns that appear when stories surface of the outrages perpetrated on some young vulnerable people in care. Scandals give way to concern, and then a new story of a child's defiance of accepted conventions washes over the concern and converts it back to outrage. Many people have been left confused, seeking answers to a situation they simply cannot understand. In that set of circumstances, someone is sought to blame, and solutions, the more instant the better, are demanded and funded.

Yet this situation is not new. Each generation expresses shock at the unreasonable ‘immorality’ of the young. Since the 1950s, new schemes to work with difficult children have emerged. The 1970s in particular saw a dramatic increase in the number of services for ‘disruptive pupils’. (ILEA 1978; HMI 1978). Gillham (1981) has argued that there ‘was a point in the early seventies when it seemed as if many secondary schools in the major urban areas were heading for breakdown’. Current concerns about exclusions from school and the evidence that disruptivebehaviour is a major reason given for exclusions reflect very closely the issues raised during the 1970s (ACE 1992; NUT 1992)

Various theoretical perspectives have been brought to bear on the problem, and not inconsiderable levels of funding have been devoted to politically popular projects. Yet in many ways, the sense of hopelessness felt by the public was shared by the professionals. The optimism of the 1950s and 1960s that psychology had the answers began to wilt under the impact of an increasing number of studies which seemed to indicate that children improved or did not, and that the psychological interventions to which they were exposed had very little influence on the outcome. The idea that nothing works became the theme of a number of key literature reviews during the 1970s and 1980s (McGuire and Priestley 1992).

The public and professionals it seemed, shared the view that we had no answers.


Some Things do Work, Sometimes!

There was, however, something missing from the literature reviews, something that is always missing. This was the work of those practitioners, striving to provide high-quality services, who were not writing papers for scientific journals but who were concentrating on the needs of the client groups. Their ideas were not unknown and were being shared as a number of groups began to emerge to help practitioners to look at each other's work and learn from that experience. Groups such as the Association for Behavioural Approaches with Children grew up to meet that need, faded and then died. The Islington Seminar series from the mid-1970s brought many hundreds of practitioners together and encouraged networking activities (eventually transmuting into the Professional Development Foundation) to spread good practice. The Behaviour Support Conference, as an informal grouping of practitioners working in similar fields, enabled many ideas to emerge and helped people to question their own practice. Little of this work ever found its way into print and, therefore, into the literature reviews. Some of this practitioner-based work has, of course, always found its way into the literature (Lane and Miller 1992; Miller and Lane 1993), but the trend towards publications which recognise this experience is reflected in this current volume.

It was possible that something might work. Certainly, reviewers in the UK began to see evidence of effective programmes (Topping 1983) and a revision of the earlier ‘nothing works’ philosophy emerged. Partly this was in response to new, more hopeful studies, and partly it was from a re-evaluation of the earlier work. There was, it was argued, too crude a grouping of the research in earlier ‘meta-analytic’ studies. Buried within the general negative findings were examples of projects that did have an impact. With careful selection of client, problem and technique, it now seemed possible to be a little more optimistic (Callias 1992).

Some things did work, sometimes. Not by throwing money at the problem, not by massively increasing one type of provision, be it a child guidance clinic or school for the maladjusted, but through the judicious use of carefully focused ideas children's lives could be turned around.
 

What are these Things that Work?

Now that is the question that this author dreads. It is, of course, a perfectly legitimate question, but unfortunately it implies that because something works that there is an answer. There is not. There are many different answers, each of which has worked in different situations. Making sense of them is not easy. Recently there has been a move towards the careful evaluation of ideas and the selection on interventions which can draw upon research support. However, traditionally this has not been the method by which programmes have been selected. Interventions for challenging behaviours have been driven by considerations outside the specific service demands of the client group. Programmes have tended to emerge from two traditions: those driven by theoretical concerns, and those focused on specific problem categories. A more focused service-oriented approach was supposed to be the outcome of the Individualised Plans in the USA from 1974, and the Statementing procedures in the UK from 1981. As Widlake (1993) has pointed out, resource availability rather than need has often been the determining factor in the content of the plans. The varying traditions have produced distinct approaches, which still impact on service provision today. A sense of these traditions, therefore, is useful. The analytical tradition, being the oldest, will be considered initially.


Ideas adapted from analytical theories

The child confronts us with unacceptable behaviour, but for the analytically-oriented practitioner that behaviour is not itself the focus of interest. Unconscious anxieties, conflicts and fantasies are believed to provide the key to understanding. Behaviour is seen as the manifestation of the underlying processes and therefore is open to modification only through exploring the child's inner world and the relationships between that inner world and the child's interaction with significant factors in the external world (Callias et al. 1992). The theories of Sigmund Freud provided the initial impetus to the development of the understanding of childhood, but it was primarily the work of Melanie Klein (1932) and Anna Freud (1966) that led to the application of analytic ideas to the treatment of children's behaviour problems.

For Klein the first year of life was critical; the psychological processes that arose for the child during that period were crucial to understanding later development. Anna Freud disagreed, stressing the resolution of the Oedipus complex, between the ages of three and five, as the key determinant of the emotional health of the individual. In spite of these fundamental differences, both theorists emphasised the importance of early experience. These ideas greatly influenced the development and provision of child guidance services as a mechanism for resolving conflicts within the child. Prior to the Second World War the main influence on the provision of services came from Melanie Klein and Anna Freud. The settings for therapy have changed, and the child guidance clinics which provided the home for much of the individual therapy offered to children have adapted to the criticisms levelled at them, but key concepts from those theorists remain (Howarth 1992).

The most fundamental of the concepts relate to the provision of a safe setting in which the intervention takes place, the transference relationship between client and practitioner, the use of interpretation to bring about change in the client's inner world, and the containment of anxiety. Following the Second World War, evidence on the effect of separation on children led to an evolution of these ideas. Bowlby (1951, 1969), in particular, contributed a perspective in which he placed attachments at the centre of the clinical considerations when dealing with a child. The traumatic effects of earlier separations on later development were described. These ideas were later challenged (Rutter 1971) and amended (Bowlby 1988) but have remained influential.

One example of the influence of these ideas was the development of part-time provision for ‘maladjusted’ children in the form of tutorial classes (Rabinowitz 1981). This provision attempted to create a safe place in which anxieties could be contained. In part, that safety was expressed through careful systems for referral and discharge. Tutorial classes focused on educational issues, but it was the emotional issues behind the educational difficulties that marked the distinguishing feature of this, compared with a remedial class, which might deal with difficulties through analysis of the learning itself or neurological process.


Ideas adapted from developmental theories

Analytical theories contained specific developmental phases, but the impact of work from developmental psychology has been slow to generate interventions for problematic behaviour. Recently, developmental theories have begun to influence other perspectives (Yule 1990; Herbert 1991) and specific models have also emerged. (Christie et al. 1992; Newson 1992). Developmental theories have a long history and have influenced thinking in the fields of learning disorders. Similarly, some phase-based ideas of development have impacted on work for emotional disorders. Herbert (1991) has made the important point that some problematic behaviours are characteristic of a particular developmental stage and are often transient, while others may be exaggerations of age-appropriate behaviours, or transitions between stages. Given the reality of this position, any attempt to understand childhood problems that does not take account of developmental ideas seems overly narrow.

Yet it is only in the last fifteen years or so that the call for a more active consideration of developmental ideas has emerged (Achenbach 1974, 1982; Cicchetti 1984; Herbert 1974; Lane 1978, 1990; Sroufe and Rutter 1984). The child is faced with developmental tasks which emerge at different stages and these remain influential, or critical, as the child adapts to them and then faces new issues. The resolutions adopted at one point may structure the resolutions available at a later point. The balance of resources that the child can bring to bear on any problem is thereby tilted.

Models for intervention that build upon understanding of the developmental status of the child, or which explicitly use developmental theory, have been demonstrated to be successful in dealing with a wide range of difficulties. Christie et al. (1992) have used such an approach in work with non-speaking children. Newson's work with multiple problems in the context of play therapy (Newson 1992) and programmes for children with severely challenging behaviours (Jones 1993) make use of a mixture of ideas including developmental frameworks. Early attempts to work within a structure informed by this framework were found in the ‘nurture groups’ run by the ILEA (Boxall 1976). These programmes carefully assisted the child to face key tasks. A programme of supported learning enabled the child to progress through various developmental tasks.


Ideas adapted from behavioural theories

The application of behavioural approaches within education stems largely from a classic study by Madsen, Becker and Thomas (1968). As Burden and Miller (1993) point out, a number of demonstration projects followed, and in the UK during the 1970s several applications were reported (Lane 1973, 1974; Harrop 1974; Presland 1974). By 1977, Yule, in a review of behaviour modification in education, was able to point to a wide variety of applications focused on specific problems or settings. Merrett (1981) was able to add several further examples. McNamara (1988), however, added the criticism that in the UK, like the USA, many studies were carried out under circumstances which were most favourable to a successful outcome. This applied to a number of the published demonstration projects, but could not be said to apply to those which emerged as service-led interventions (see Lane 1990; Gray and Noakes 1993). As behavioural approaches became more prominent during the 1980s a number of elaborated packages for the application of behavioural ideas came onto the market place. The most important of these included The Behavioural Approach to Teaching Package — Batpac (Wheldall and Merrett 1985) and Preventative Approaches to Disruption — PAD (Chisholm et al. 1986). Some practitioners avoided the packaged approach and argued that a more individualised analysis was necessary (Lister 1993).

The analytic, developmental and behavioural have been the most influential of the theoretical frameworks, but there have been ohers (Callias et al. 1992).
 

A problem-oriented focus on challenging behaviours

Criticism of the models influencing provision for problem behaviour developed from the 1950s onward. Eysenck's (1952) initial attack on the effectiveness of adult psychotherapy, was extended to interventions for children by Levitt (1963). By the 1980s the child guidance movement was under attack (Tizard 1973), but there was an increasing awareness that remission from problems varied between types of behaviour (see Lane 1990 for a review) This led to increased interest in issues of causation because, as Rutter (1972) has argued, family features do significantly differentiate types of disorder. Subsequently, a broad range of additional features have been found to correlate with difficulties. Thus, if we are able to group behaviours and identify features which relate to their occurrence, we might be able to design interventions which take account of them. The search for such features has been very active.

There is now a vast literature devoted to explanations of why individuals develop behaviour disorders. Explanations available tend to fall into broad divisions, which see behaviour in terms of either cultural or individual difference.


Delinquent neighbourhoods

The assumption that delinquent behaviour relates to the existence of poverty and neighbourhoods that generate anti-social behaviour is one of the earliest of cultural theories. The studies of Burt (1925), Thrasler (1935), and Shaw and McKay (1942) consistently emphasised the relationship. Unfortunately, inroads into dealing with poverty have not resulted in a reduction in deviance. Indeed, the rising trend of delinquency noted by Durkheim has continued and delinquent behaviour is very widespread among the young (Rutter and Giller 1982).

Cohen (1955), Merton (1949) and Cloward and Ohlin (1961) in different ways saw juvenile crime both as a reaction to working-class youths' frustration and as a part of a working-class sub-culture, thereby serving an adaptive function. Halleck (1967), however, has argued that while the delinquent behaviour of adolescents is certainly incongruent with the goals of middle-class adults, they are also alien to the working classes, who are similarly disturbed by the unreasonable nature of juvenile crime. Robbins (1966) has pointed out that anti-social behaviour in childhood is equally predictive of adult disturbance in all classes, and therefore its so-called adaptive function must be questioned. The fact that in the long term most working-class youths do not remain delinquent, and the remarkable similarity in the type of offences committed by working-class and middle-class youths (Nye 1958; Herskowitz et al. 1959) makes cultural transmission theories less tenable than they used to be.
 
However, this is not to say that poverty does not lead to deprivation, only that the cultural infection theory lacks support. In a major report based on ten years of accumulated research, Brown and Madge (1982) concluded that all the evidence suggested that cultural values are not important for the development and transmission of deprivation. They also quote West's (1979) research for the same project as concluding that the role of delinquent sub-cultures can be largely discounted.

Cultural theories probably have little to offer as potential models for the design of intervention programmes, in spite of the popularity of the idea. A number of early intervention projects did operate with the idea that it was important to take the child out of the delinquent sub-culture. The problem has always been that a return to that culture followed any intervention. (Similar problems have influenced thinking in areas such as drug abuse; see Lane 1972, 1973.) However, research into bullying behaviour has pointed to the role of peer groups and power/affiliation issues (Askew 1988; Roland 1988). A narrower focus on such factors rather than the broader cultural theories may be fruitful.


Delinquent families and socialization

Alternative theories are those which see anti-social behaviour as arising from patterns within families. The early pioneering study was that of the Gluecks (1950), in which they compared 500 delinquent youths with 500 non-delinquent youths. There were a number of problems with the study but many of their conclusions were reflected in later studies. Argyle (1964), reviewing the main results of a number of studies, pointed to the role of parental discipline, the absence of a parent or parental conflict and delinquency in the parents as important. A major emphasis on the role of the mother in early studies (Bowlby 1951) gave way to consideration of the role of the father. Andry (1960) implicated the inadequacy of role relationships between father and son in delinquency. Family pathology models represent, in part, a recognition of the importance of the models to which an individual is exposed in shaping behaviour patterns. Extensive reviews (Ellis 1988) have lent credence to the idea that a range of features of family/social construction do impact on behaviour.

Trasler (1964) attempted to integrate sociological and psychological models. He argued that experience within the family constitutes the opportunity to learn skills and confidence in interpersonal relationships and is also a means of acquiring social and moral training. Individuals whose early experience is unsatisfactory, inconsistent or unrewarding will be deprived of opportunities for acquiring either social anxiety and other motives or the techniques of social interaction. An individual whose social skill learning has been deficient will be comparatively invulnerable to social pressure and therefore will remain under-socialised.

The impact of ideas from family therapy (Burnham 1986) on work with challenging behaviour is increasing. Much has been restricted to the confines of clinical settings, but more recently has in adapted forms found its way into the practice of social workers, teachers and psychologists based in the community. The emphasis in family therapy on the patterns of interaction within natural groupings does provide a potential framework for behaviour support teachers. However, some of the pioneers of the family therapy movement have recently recanted much of the theoretical framework and now propose models which have more in common with cognitive and social interactionist approaches.

These newer models concentrate on the 'stories’ used to explain events, and the construction and reconstruction of explanations as the model of behaviour change (McNamee and Gergen 1992). They are likely to have greater appeal to many working in the field of behaviour support than the more dominant family therapy ideas. Taken together with Trasler's earlier work a combined model seems viable, one which explores the views of the world that influence the child's response and involves a process to help the child acquire social skills in which there is a deficiency.

Many working with challenging behaviour would argue that their practice already reflects such a combined position. Within a number of settings the emphasis has been to help the child to restructure the way they view events and to provide the skills to act differently in respect of those events. This is an area in which practice precedes theory.


Delinquent schools

During the 1960s there was an increasing emphasis on the role of the school in promoting anti-social behaviour or low expectations in pupils (Willmott 1958; Musgrove 1964; Partridge 1966; Hargreaves 1967). Power and his associates (Power et al. 1969) pointed to differences between schools in fostering delinquent attitudes. This study in particular was influential and led to a spate of interest in the role of the school. Schools, in the way they are organised, through conflicts of role, the weight placed on achievement, attitudes of teachers in promoting conflict or cooperation, the content of lessons and the operation of rewards, can greatly influence behaviour, attendance and the learning that takes place (Lane 1973, 1976, 1978).

The role of the school has recently received far more attention. The work of Reynolds (1982), Rutter et al. (1979), and Mortimore et al. (1988) has been very important in refocusing the debate on the role of the school. From our perspective, however, the studies by Galloway and his associates (Galloway et al. 1982) are highly relevant in their concentration on disruptive pupils. They point among other things to the way in which organisational problems in the school contribute to disruptive behaviour and how some forms of support for the child may actually increase difficulties.

Support groups may function as ways of removing the evidence of tension within a school. The relationship between schools, disruptive behaviour and delinquency is a complex one worthy of attention, but much of the data is difficult to interpret. It does appear, as a Home Office research review indicates, that some practices in schools influence the progression from minor misbehaviour to delinquency (Graham 1988).

Thus it is not just the school attended which matters, but patterns of interaction within it. Understanding those patterns may be essential if long-term impact from any intervention is to take place. The recognition of the importance of those patterns has greatly influenced 'school-focused’ behaviour support work (Lane 1975, 1978, 1990; Coulby and Harper 1983; Gray and Noakes 1992; Lister 1993). The struggle to balance the impact of the role of the school and that of the individual referred is central to many intervention projects.


Discrimination and language

Discrimination in society is clear and obvious, and whole groups can receive adverse treatment (Brown and Madge 1982). However, the possibility of selective labelling of children from different ethnic minorities, and the consequent placement of them in special education, has concentrated attention. A number of suggestions that black children were over-represented in units for disruptive children did raise questions about differences between groups in levels of difficulty (ACE 1992).

That language can have a powerful effect on how children are seen and labelled in schools was clearly established by Eggleston et al. (1986). The level of representation of pupils in groups labelled as especially difficult requires consideration in spite of the sensitivity of the issue. The possibility of pupils being referred for special education on grounds of racial differences rather than any objective difference in behaviour cannot be ignored. West et al. (1986) referred to the over-representation of pupils classified as Caribbean in centres for pupils with difficulties, and an under-representation of Asian pupils. Surveys by the Inner London Education Authority (1988) confirm this pattern. They argue for greater vigilance by teachers in referral. There is a wide range of ways in which cultural factors influence therapeutic services, and practitioners have learned to become more vigilant in recent years.

Intervention projects in many parts of the UK were faced with uncomfortable dilemmas when confronted by racially biased referral patterns. The argument that such services act as agents of social control has received less attention (Keise et al. 1993). Attempts to deal with the issue have found their way into the work of a number of practitioners, as Keise indicates.


The labelling of the child

As Becker (1963) pointed out, ‘Social groups create deviance by making the rules whose infraction constitutes deviance and by applying those rules to particular people and labelling them as outsiders’.

If we apply this thinking to our consideration of those referred to behaviour support services, it becomes clear that whatever it is that counts as challenging behaviour is not a simple quality present in the act of deviance itself, but rather the end product of a process of response by others to the act, which results in the gradual development of conflict between the child and the referring agent and the alienation of the individual from sources of support. Coser (1956) refers to the positive function of such conflict for the in group. Attempts to bring the individual back have the effect of strengthening existing bonds and values, but where the attempt fails the individual's exclusion serves as a restatement of the in-group values. A number of behaviour support teachers have seen this pattern when they have attempted reintegration from an off-site provision back into the school. Such reintegration needs very careful structuring (Gray and Noakes 1993).


Social learning explanations: aggression and anti-social behaviour

Traditional formulations of aggression focus on concepts such as inhibition, drive or guilt deficit: for example, the view of Dollard et al. (1939) that frustration leads to aggression. An alternative position (Bandura and Walters 1959) sees aggressive behaviour as normal behaviour that has been negatively labelled by some person in authority. Aggressive behaviour can be placed in such a view within the larger category of assertive behaviour (Patterson et al. 1967). So defined, it is normally occurring behaviour that may or may not receive a negative response. It is nevertheless governed by standard principles of learning and no elaborate pathological theories are needed to explain it. An individual learns to behave aggressively because it is reinforcing to do so.

There are numerous experimental studies supporting the value of such learning principles applied to behaviour problems (Ullman and Krasner 1975). For example, the experience of the individual might be one of severe punishment or punishment based on the adults' shifting moods rather than on consistent objective principles related to the child's behaviour. The result is that the individual learns that people are sources of punishment, to be avoided, rather than sources of reinforcement to be sought. The use of the personal relationship between the teacher and the child as the mechanism for promoting behaviour change is very difficult in such circumstances. A more pragmatic set of external reinforcers may need to precede the development of the relationship. ‘What's in it for me?’, the child asks.

Services operating within a behavioural model have attempted to address such concerns and have frequently turned to the use of external reinforcers as part of their response.


Genetic, individual difference and congenital explanations

Although the learning principles discussed above are well established, it is necessary to explain why some individuals respond more readily than others to some learning situations. There does appear to be some evidence to support the idea that individuals vary constitutionally in responsiveness to conditioning.

Theories of causation also include genetic and constitutional concepts. The early ideas that physical characteristics were important concomitants of deviant behaviours (Sheldon et al. 1949; Lombroso 1917) have largely disappeared. A modern variant, the concept of minor physical abnormalities, has appeared instead. High rates of MPAs have been found in various groups of children presenting behaviour problems, and these features are usually evident from birth (Quinn and Rappaport 1974). Genetic studies also point to inheritance factors playing a part in determining the level of disturbance (Shields and Slater 1960).

It is also commonly argued that there is a relationship between gender and aggression. Physical aggression (for example, bullying) is more common in boys (Roland and Munthe 1989). This is partly the result of learned sex roles, but, since even young children vary on this dimension (Sears et al. 1957) and since animal research has indicated that injecting male sex hormones into animals makes them more aggressive (Suhl 1961), it may be partly constitutional. Nevertheless, it is apparent that aggressive fathers will serve as models to their sons. Parents who do not generally permit aggression, but who also do not punish it when it occurs, produce less aggressive children than parents who do punish aggression (Sears et al. 1957).

More sophisticated studies, based on brain-wave activity, have shown that delinquents in general do not differ from non-delinquents, but certain groups who often commit offences do differ on such measures (Michaels 1955; Volavka 1987). Of interest are the increasing number of studies which link arousal levels in the brain with response to punishment (Hare 1971). It is argued that some individuals do not change their behaviour in anticipation of punishment in the way that other individuals do, and thus the threat of punishment has no impact. Ellis (1987), in a review of numerous studies in this field, argues strongly for the link with arousal. Studies of the relationship between congenital factors and behaviour problems such as Stott's data (Stott et al. 1975), make it difficult to ignore the possibility of some congenital explanation and therefore the health of the pupils becomes a factor to take into account.

These factors may be ignored in a programme focused specifically on behaviour problems, but, where differences in patterns of arousal or neurological factors are present, effective programmes will need to take account of them. There have been few attempts to take account of individual difference factors in the design of interventions, but calls for such an approach have appeared in work for bullying (see Tattum and Lane 1988; Roland and Munthe 1989) and delinquency (see Eysenck and Gudjonsson 1989). Specific attempts to adapt programmes to deal with the influence of individual differences were illustrated in the early Islington Series in work for learning programmes (Lane 1976), truancy (Lane 1974) and behaviour problems (Lane 1978).


Service perspectives on challenging behaviours

During the 1970s a few voices were heard appealing for a more service-oriented approach. It was argued that a focus on the individual problem or a single theoretical perspective was ineffective or less efficient. The impact of the context within which problems occurred, school-community-family, and the rights of the client had been neglected. These criticisms emerged from a number of sources and with different targets. Thus Tizard (1973) pointed to the ineffectiveness of the child guidance clinics (see Howarth 1992 for a more recent discussion). Others (Lane 1973; Lawrence 1973; Hart 1979; Miller 1980) pointed to the impact of context and argued for a more systems-oriented approach, in which not the individual but rather the context might be the focus for a programme of change. These views slowly gained credence during the 1980s, helped substantially by the publication of the work of Rutter and his associates (Rutter et al. 1979). The impact of this later report was made possible by the gradual change in climate that preceded it. The ideas within it, that schools matter, had been flagged in a pioneering study by Power and his colleagues in 1969 (Power et al. 1969). Power had argued that schools might create delinquency, and pointed to possible features of the way a school might be managed. That research was cut short by its sponsors, the message being too radical for the times. Only later was the team led by Rutter allowed by the same sponsors to answer some of the questions first raised by Power. However, in the interim, the Warnock Report (DES 1978) had appeared, and the categorical approach to labelling the child was in the process of being abandoned. Those practitioners who were struggling to present a service orientation with the emphasis on a flexible approach incorporating clients' rights, in the years prior to Rutter and Warnock, were relieved to have powerful allies (see Lane 1990).

Three important themes emerged in the 1980s:

	
The emergence of a focus on the context in which difficulties occurred

Several practitioners were working towards the development of services which placed the emphasis on understanding behaviour in context. The earliest full service which combined a range of provision — from programmes specifically with the individual child to attempts at whole-school policy — was the Islington Educational Guidance Centre (Lane 1974, 1975). This scheme under the auspices of the Inner London Education Authority was widely copied, although it remained controversial. The ideas were shared by many practitioners and, increasingly, service provisions based on these and complementary ideas appeared throughout the UK. In Southwark and Tower Hamlets in Inner London and Waltham Forest, and Barking and Dagenham in Outer London, services appeared that embodied a flexible approach to individual and system change. Outside London, important services developed in Manchester, Hampshire, Knowsley, and under the influence of Exeter University in the South-west. By the mid-1980s a new professional began to appear, ‘the Behaviour Support Teacher', and a regular series of programmes to share ideas emerged, based at Nottingham University.

The ideas influencing these provisions were varied, but the emphasis on looking at the behaviour in context was shared. Many had a behavioural orientation, but it was a more flexible approach than had marked the earlier experiments with behaviourism in education (Yule 1977).


	
The move towards statements of need

The 1981 Education Act and the 1989 Children Act share an emphasis on the idea that it is possible to devise an individual plan to meet identified need. The advantage of both lay in the move away from categorical labels. The disadvantage lay in a philosophy which equated with ‘children in need’ rather than ‘contexts which generate problems’. Thus the child or family has the problem, to which professionals (in partnership!) have the solution. That the professionals might be contributors to the problem, or may even be the primary source of the problem does not feature sufficiently in either piece of legislation. Some very elaborate manuals designed to take practitioners step by step through an assessment of need have emerged to support the Children Act. The contrast between a philosophy which purports to value partnership, with assessment models which dictate the questions, pace and structure of the data-gathering exercise seems to have passed by the exponents of the models. Systems of assessment are now in vogue that depart from everything the last decade has taught us about listening to children, helping them to assert their own position and have it respected. A move back to referralled systems is perhaps inevitable. It will be ironic if legislation intended to take us forward to partnership in fact provides the mechanism for the re-emergence of the professional's power to ‘place’.

Lip-service is paid to the impact of culture and there is no recognition of the power imbalance in the process of assessment. Keise et al. (1993) argue that we must: (a) learn about our clients' experience; (b) learn about the processes which underline that experience; (c) learn to listen to children in a way that respects their experience; (d) learn that experience is embedded in culture; (e) learn to identify the links between sexism, racism, and disabling therapy; (f) learn to empower our clients.

Some of the structured assessment models appearing in official publications fail to take full account of the fact (Keise et al. 1993) that the context is one in which someone in a position of power is able to apply a prescriptive label to another, direct them to change and apply consequences if they do not. Power is an inevitable part of our role — pretending otherwise does not make it go away; recognising the nature of that power and how it operates does help the client to understand the limits and potentials of their own position and hence their rights. Widlake (1993) has argued that we find ‘professionals deciding what should be taught in ways decided by professionals just as if there had been no legislation, nor any tradition of parental involvement’.


	
The emergence of the rights of clients

A recently published method for classifying services (Callias et al. 1992) places the nature of the power relationships at the centre of the exercise. It is suggested that the assignment of services is based on three systems underpinned by three notions of causation. The child might be ‘placed’ in an off-site unit, on the basis of a professional decision, and the child is seen as the focus for change. The child might be ‘referred’ through a gatekeeper to a suitable provision. They may be allowed to influence this decision but power remains primarily with the professional. Or an ‘assessment’ based on partnership might happen with a joint decision emerging. These three models for structuring the decision process are matched by three models of service intervention, with the individual, a natural system such as the family or the peer group, being the main focus. The third approach has an ecological focus in which the service may be directed at a range of groupings, including the school.



Careful analysis of these different methods does reveal shortcomings in service provision. For example, the behaviour support teacher may prefer a partnership approach, but if the service model is based on ‘placement’ then establishing the partnership will be very difficult.

The increasing emphasis on the idea of partnerships has been fuelled by two features stressed in the Education Reform Act 1988. The local management of schools has introduced a market economy into provision of services. Parental rights and the role of governors have shifted the power balance within schools, a little or a lot! The ERA has, as Widlake (1993) pointed out, been a watershed in educational history. The market is now firmly and perhaps permanently a part of our thinking. Provision for children presenting with behaviour difficulties will now have to be justified in economic not just educational terms. The Act does emphasise that the feelings of the child must be taken into account when provision is suggested. There is, in principle at least, a move away from placement and referral towards assessment models. How far, in practice, the structures of statementing will generate the continuance of referral models remains to be seen. Widlake (1993) argues that there remain good and bad practices, with some educational psychologists receiving full marks from parents for their careful attempts fully to involve them and the child in the process. However, as comments from parents to the ILEA indicate (ILEA 1985), there is still a sense among many that professionals will do what they want anyway.

Some services have grasped the ERA philosophy firmly and have introduced charging for off-site services. Schools have to be prepared to spend part of their own budget on any places required. Some schools and specialist services taking the market seriously have added the pursuit of quality systems from industry to their agenda. They have sought and been awarded the British Standard for quality management (BS 5750). (See Woodgate 1993 for a discussion.)

Although it is certainly the case that the ERA appears to threaten many of the gains made during the last two decades towards a more integrated service (Widlake 1993), there are features that behaviour support teachers might welcome. The stress that quality systems and market forces place on effective work undertaken within the framework of a service agreement does favour those practitioners who are prepared to state the case for their service and deliver it. Clear aims, backed by a systematic implementation process do fit within the idea of a quality service.

Miller and Lane (1993) have argued that key quality questions are worth considering as we strive to provide services to our clients.


The clients' right to know

Do our clients have a right to know the basis on which the service provided operates?

Are they entitled to see evidence that the service is designed to satisfy their needs?

Is someone responsible for ensuring that a quality service is provided?

Are the principles on which the service is based made explicit?

Is there an appropriate system to document the service provided, open to the client, or even created with the client?

Is there a method to ensure that those providing a service do stay up to date with developments in the field and research into effective provision?

The new serviceled agenda will force consideration of these issues. But, many practitioners have been focusing on such issues for many years. Those who regularly attend the meetings of such groups as the Behaviour Support Conference are concerned with current developments in practice. Those practitioners working with the most difficult problems within the educational system are able to learn from each other.

They will, I believe, answer the questions above in the affirmative and strive to turn the questions into answers.
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