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Campbell (2011) states that ‘pupils whose parents actively engage with school attain more’.  Therefore, pupils whose parents are reluctant to engage with school probably do not attain in the same way as their peers.  The Welsh Assembly Government (2016, p.29) suggests that ‘Most schools will have had experience of families that appear (in the eyes of the school at least) to be persistently refusing to engage, or who may engage in an inappropriate or aggressive way’.  This could influence the pupil’s relationships within an educational setting but could also impact on the support and provision that each child receives.  The aim of this assignment is to explore how increased parental engagement can help to overcome barriers to inclusion.  Parental engagement will be discussed in general terms, but emphasis will be placed on parents of children who have Special Educational Needs (SEN).  Throughout this assignment, reference will be made to the ‘Face the Challenge’ guidance booklet and toolkit, which was published in 2016 by the Welsh Assembly Government.  This assignment will also reflect on both current and historical legislation and policies that have helped to change inclusive education within many school settings.  There will be reference made to theories of parental involvement such as Bandura’s Social Learning Theory (1977) and Ecological Systems Theory which was introduced by Urie Bronfenbrenner in 1986.    
With regards to policy and practice, The Education Act 1944 was one of the first pieces of legislation to provide education for all (Battleground, 2007).  The Education Act 1944 devised eleven areas of ‘handicap’ and suggested that children should be educated according to their ability.  As a result of this, children were educated in relation to whatever category they fitted into but wishes of parents and carers were not considered regarding their children’s placement.  The Warnock Report 1978 called for a change of attitude towards children with disabilities.  As well as using more positive language to describe their disabilities, Baroness Mary Warnock suggested that educational settings should adapt themselves to help children access an education rather than the children fit in wherever they could.  The Warnock Report of 1978 introduced the term ‘Special Educational Needs’ (SEN) as an alternative to labelling children as ‘handicapped’ or ‘retarded’, and according to Webster (2018) it ‘remains the most comprehensive review of SEND [Special Educational Needs and Disability] to be commissioned by a UK government’.  Findings of The Warnock Report 1978 were that 2% of the school population may need support above that which a mainstream school could provide and therefore specialist provision was needed to cater for these children.  Even so, 20% of children in the school population with SEN could be adequately supported within a mainstream setting (Douglas Silas Solicitors 2015-18).
As a result of The Warnock Report 1978, The Education Act 1981 stated that Local Education Authorities (LEAs) were required to assess pupils with Special Educational Needs and make suitable provision for these children.  Parents were given permission to appeal decisions made by the Local Authority, but this did lead to problems.  Following this, the Education Act 1993 established a Special Educational Needs & Disability Tribunal (SENDIST) to deal with issues regarding pupil placement (Douglas Silas Solicitors.2015-18).  The Education Act 1996 set out a Code of Practice which gave all Local Authority schools guidance on how to cater for children with SEN requirements.  A revised SEN Code of Practice was then introduced in January 2002, as a result of Special Educational Needs and Disability Act (SENDA) 2001.  SENDA set out the Governments commitment to include children with SEN in mainstream ‘unless it is incompatible with efficient education and the wishes of the parent’ (Douglas Silas Solicitors, 2015-18).  SENDA also gives parents increased rights to appeal against the LEA with regards to placing their children in specialist schools.   
Even as early as 1981, parents were involved in making decisions about where their children were to be educated.  More recently, they have become involved with all aspects of their children’s education.  The UNESCO Salamanca Statement 1994 called upon all governments to ‘ensure that organisations of disabled people, along with parents and community bodies, are involved in planning and decision-making’ (CSIE, 2008-2019).  According to Logsdon (2018), it is extremely important that parents are part of the decision-making progress in SEN, as parents and carers have the most knowledge about their children and will be part of the child’s life for the longest time.  They also have the most time to spend individually with their children and so the quality of care is usually higher than that which the children receive at school.  Parents are also a useful source of information about their children and can keep staff members up to date with incidents or events that could affect the child’s time at school.  In these instances, a good relationship between home and school is beneficial for all parties involved in the care of a child (Uddin, 2017).
Although the majority of parents are willing to work in partnership with educational settings, some parents and carers are less eager to interact with school staff.  There could be many reasons for this; a language barrier could prevent both spoken and written communication and parents with a disability could be embarrassed about their situation or believe that the school environment is not accessible for them. Sometimes, both parents work full time and so are not available to meet with school staff at required times.  Social media is an increasingly common method of communication and an ideal way to share information with large numbers of people (Uddin, 2017).  More personal exchanges of information can be sent through computer programs such as Class Dojo, which allows parents and carers to message school teachers directly.  Class Dojo automatically translates messages into 35 languages and so this is an ideal way to bridge communication barriers between educational settings and families who may not speak English as a first language (ClassDojo Inc, no date).  
Class Dojo and similar forms of technology can provide an easier method of communication for some parents.  However, Traveller or Roma families may not have access to the internet.  ‘Only 38% of Gypsies and Travellers (33% if housed) had a household internet connection, compared to 86% of the general population’ (Scadding and Sweeney, 2018).  In these cases, a home visit is recommended to try and form a relationship with children and their parents.  ‘A home visit is time-consuming, but it has real benefits’ says Mockbill (2018).  Meeting a family in a place that feels secure to them is much more likely to put them at ease and be more willing to communicate with school staff.   
Some parents may still feel anxious about speaking face-to-face with school staff, even with various strategies put in place.  Parents themselves may have had difficult experiences in school and so will not feel comfortable communicating with a school setting regarding their children.  These negative reactions to school settings could influence children’s views about education.  ‘Children’s interaction with their family members in the community is so important for their learning and development since their first teacher is the family and their first learning takes place in the community’ (Tekin, 2014, pp.5).  This idea seems to be loosely based on Banduras Social Learning Theory of 1977, which suggests that children learn from observing behaviour around them and imitating actions and language they see and hear.  If this behaviour is rewarded, it is more likely to be reinforced and repeated (McLeod, 2018).  Therefore, if children perceive their parents or carers speaking negatively, or behaving in a negative way towards the school setting, it is likely that these children will learn to behave in the same way.  
Bandura’s Social Learning Theory may also form the basis of Ecological Systems Theory, introduced by Bronfenbrenner in 1986.  Bronfenbrenner suggests that children’s development is affected by environmental factors such as politics, economic conditions and ‘interactions with people, objects, and symbols in “proximal processes” across multiple settings, contexts and environments’ (Prior and Gerard, 2007, as cited by Tekin 2014).  Bronfenbrenner describes a series of ecological systems that involve children in different ways.  A microsystem affects the child most as it consists of daily interactions between the child and his or her physical environment.  An exosystem, as described by Bronfenbrenner, does not involve the child directly but does influence the child through indirect means.  Exosystems include the media, school board and even extended family members.  
The Face the Challenge toolkit (Welsh Assembly Government, 2016, pp.17) ‘recognises the reluctance of some parents/carers resulting from their own bad experiences at school and provides positive ways for them to be involved at a level they are comfortable with’.  This suggests parents or carers can volunteer for various activities within the school such as sports club, craft, cooking, gardening activities or help with fetes and other fundraising measures.  Parent volunteers allow the school to benefit from extra skills and interests that may vary from the skills of staff members physically employed by the school.  ‘This is particularly the case in multi-racial schools, where parents are an essential resource for enabling teachers to provide a multi-cultural curriculum’ (Tizard, Mortimore and Burchell, 1981, pp.176).  
According to Athey, 2007, as cited by Tekin, 2014, ‘Children learn best when they have opportunities to interact with their environments, and particularly with their parents, who are a vital part of children’s environments’.  There are many instances in practice where parents and school staff work together to provide a pleasant experience for some children.  One school holds a ‘Super dads Group’, where children attend with a positive male role model and play games or work on projects together.  The aim of this group is to promote the importance of male role models but also targets an under-represented group of parents and carers.  Tizard, Mortimore and Burchell (1981, pp.16) suggest that ‘not only must parents learn more about schools, but schools must understand the families and environments in which their children lived’.  In support of this, The Family and Community Engagement (FaCE) toolkit for schools in Wales (2016), states that ‘Good two-way communication is a key ingredient’.  
One strategy suggested by the toolkit to encourage communication with parents is to ‘make a range of communication methods that are appropriate to families’ needs and preferences…making use of the day-to-day opportunities to contact parents/carers informally, at the school gate…’  In response to this, one school has introduced a ‘Meet and Greet’ session on the school yard every morning.  The Wellbeing Officer and one Teaching Assistant are available every morning from 8.30am in order to chat to parents who may feel anxious about physically entering the school.  Any issues that need to be resolved are recorded on a clip board and then communicated back to the parents later in the day, either face to face or via telephone call.  This strategy allows all parents to have their concerns dealt with in a way that is preferable to them.  
Parents of children with Special Educational Needs may feel particularly reluctant about engaging with the school setting, as they may not know enough about their child’s difficulties to share with school staff.  The FaCE the challenge toolkit (Welsh Assembly Government, 2016, pp.16) states that schools should ‘make particular efforts to engage with some groups of families, such as…those with additional learning needs (ALN)’.  There is specific reference made to key transition points, which can include a child moving from Nursery to Reception, moving from Year 2 (Foundation Phase) to Year 3 (Key Stage 2) or even leaving Primary School and going to Comprehensive School.  Oxfordshire County Council (2017, pp.7) suggests that a child’s transition between school settings can be an anxious time but particularly ‘if there are additional needs regarding their development of speech and language and communication’.  In order to make the transition process as smooth as possible, education professionals must acknowledge the importance of parents and carers.  Children may discuss any concerns about transition with their parents, and so for this information to be shared with the school setting, communication should be mutually respectful and positive.  According to Hayward (2006, pp.82) ‘close liaison with parents at this time is essential to gain their confidence and trust’.
Brodie and Savage (2015) state that ‘most families believe that full inclusion is an ideal situation for all children’.  Full inclusion suggests that all children are educated together in a mainstream classroom and taught the same curriculum at the same point in time, but this may not be achievable in practice.  However, ‘good, effective inclusive practice often hinged on preparation and the family being kept informed’ (Brodie and Savage, 2015, pp.81).  Most schools employ Teaching Assistants to support children with ALN, and often these staff members are the main point of contact for parents and carers.  With regards to Key Transition points, it is important that the family is included in the process too.  Children often visit new classrooms several times before they move up a stage and so families should also be given the opportunity to visit new settings and chat with the new staff members about ongoing care of their children.  Family members should also have the opportunity to discuss ALN provision with the ALN Co-ordinator (ALNCo).
The amount of support each child requires at Key Transition points will vary according to the needs of each child.  Some children will manage quite well with a few visits to the new school setting whilst other children may need photographs of the new setting and maybe new staff members to visit them in their current classroom.  In some instances, spending increased amounts of time in the new setting will help the child to feel more settled.  Adapting strategies to support individual children is known as equitable support and is defined as ‘an environment wherein individuals are provided with what each personally needs in terms of resources and support rather than receiving equal portions regardless of need’ (Linton and Davis, 2013, pp.1-16).
In some instances, parents and carers pressurise medical professionals for their children to receive an unnecessary diagnosis of Special Educational Needs, as ‘labels’ give the family additional support such as benefits or special considerations for tests and exams (McKee, 2017).  This is an example of how parents and carers can act inappropriately within a school setting.  However, a revised system for SEN was introduced by the Children and Families Act of 2014 which threatened to reduce parents’ rights.  Previous Statements of Special Educational Needs were divided into six sections, of which only three were legally bound.  These have now been replaced with Education, Health and Social Care plans (EHC), which have twelve sections that vary between local authorities (Harris, 2015).  The confusion created as a result of this change means that information could be passed incorrectly to schools, parents, carers and young people.  Even so, this could initiate a need for all families to fully engage with educational settings and work together to provide sufficient support for all children, but especially those with Special Educational Needs.     
This assignment has looked at the history of policy and legislation linked to SEN provision; from the Education Act of 1944 providing education for all, to SENDA encouraging schools to cater for children with additional needs in a mainstream setting.  Parents have been involved in decision making since 1981, but the Salamanca Statement 1994 united governments in their view of parental involvement and inclusive education.  Many parents engage appropriately with school settings, but issues such as language barriers, disability or work shifts can provide parental barriers to engagement.  Parents who have had negative school experiences may be reluctant to engage with school settings and this can be explained by Bandura’s Social Learning Theory 1977.  The Welsh Assembly Government’s FaCE the Challenge toolkit provides many strategies to communicate with and involve parents in school life, from using social media as an alternative method of communication to speaking with parents outside of ‘official’ school times.   With regards to key transition points, parents should be involved throughout the whole process.  The support children should be given throughout transition depends on their particular needs and this is known as equitable support, or support which is fair to all.  Some parents act inappropriately and push for unnecessary SEN diagnosis, but recent changes to statementing means they may need more help and understanding from school settings to provide enough support for their children.
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