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Recent OECD reports emphasise ten key steps tdyeiquieducation, with concrete
targets related to low attainment and early sche@ling. Such steps, however, neglect
the importance of emotional dimensions to earhyostleaving and the consequent need
for system level emotional supports. The currentdtinvolves qualitative research
interviews with senior government officials and @edary school management
representatives across eight European countriéls, anparticular focus on school climate
and emotional support issues. Issues raised byviateees for students at risk of early
school leaving include supports for withdrawn cteld, for those at risk of suicide and
those being bullied at school affecting their ntavadance. Other emerging themes
include alternatives to suspension and teacheragiducfor improving their conflict
resolution skills. Some interviewees explicitly ebge the dearth of emotional support
services available in practice in their countriBlse pervasive policy gaps across nationa
levels for a mental health and emotional suppautegy, as part of an early school
leaving prevention strategy, requires serious amdéadiate attention.

Keywords: early school leaving, prevention, school climatenial health, alternatives to
suspension

Introduction

Recent OECD (Organisation for Economic Co-operatiaod Development) reports (Field, Kuczera
and Pont, 2007; OECD, 2010) have identified a raoigkey steps to equity in education. These include
limiting early tracking and streaming and postpgnatademic selection, managing school choice do as
contain the risks to equity, offering second chartoegain from education, as well as provisionystematic
help to those who fall behind at school and redytigh rates of school-year repetition. They alspleasise
the need to strengthen the links between schoohante, and to respond to diversity through providiar
the successful inclusion of migrants and minoritigghin mainstream education. Other issues empaddy
the OECD are related to fair and inclusive resogcinamely providing strong education for all, giyi

priority to early childhood provision and basic saoling, and directing resources to students anbmegvith
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the greatest needs. Their key steps conclude h&meed to set concrete targets for more equityicpkarly
ones related to low school attainment and earlpaideaving.

It is arguable that while these key steps are iapt, they neglect the importance of emotional
dimensions to early school leaving and the cons#gneed for system level emotional supports (Downes
2010). It is well recognised that there is not egtogualitative research on the experience of theattbn
system (Cohen, 2006) and that emotions are diffiuimeasure (Cohen, 2006; Downes, 2007; Desjardins
2008). Any exploration of key, often interrelatdtemnes, concerning emotional dimensions to earlpach
leaving, such as mental health, school climatelyimgl, and substance abuse, must operate agaiast th
backdrop of a recognition that there is not just @arly school leaving problem, and not just onteo$e
motivations for leaving school. Even a view of antbouum of risk of early school leaving, requires
acknowledgment that sudden traumatic life eventshs&s rape or bereavement) render a person’snidike
less static along such a continuum (Oireachtag f&tommittee on Education and Science for their st
early school leaving, 2010), while a systemic foteisds to move beyond a framework of static risé an
protective factors to an analysis of pathways jetemic change, as part of a prevention focus. diso to be
fully recognized that many other important issueggining to early school leaving are not beinglesqd in
this article, such asnter alia, the experience of discrimination in school, t@ors barriers, specific learning
difficulties, curricular reform (Warnock 1977; Kell999), community development and voice (Frei6¥,2),
fear of failure (Glasser, 1969; Kellaghan et aBAp fear of success (lvers and Downes, 2011) amttd
effects of social inequalities and poverty uporyesechool leaving.

This article examines the question as to what gapsystemic supports constitute a missed
opportunity to meet the needs of students at risgady school leaving in eight European countrigsdoing
so, it will focus, for current purposes, on a lieitrange of themes pertaining to emotional suppairts
systemic level as part of a wider strategic focmsearly school leaving prevention. Sometimes called
pedagogical wellbeing (Pyhalt&oini and Pietarinen2010), there is increasing recognition of thedha®
combine health and education contexts, where 'mdmalth prevention and promotion meets education
reform' (Aber et al., 2011, p.411). Downes (200fighlights a need for conceptualisation of earliosd
leaving prevention as an issue pertaining to memtalth in a Baltic States context (see also Dovares
Gilligan, 2007 on this issue in an Irish conte@)milarly, in a US context, Freudenberg and Ru@&07)
strongly advocate the importance of interpretingyeschool leaving as a health related issue. Ferbdrg
and Ruglis (2007) emphasise that although evideosevs that education is an important determinant of
health and that changes in school policy can impmeducational outcomes, public health professiomale
seldom made improving school completion rates dtihgaiority. They observe that, with a few importa
exceptions, health providers have not developeihtapartnerships with schools in a US context, nave
researchers provided the evidence needed to impoveplicate health programs that can reduce dchoo
dropout rates. They argue that simply reframindyesthool leaving as a health issue has the paiewntbring

new players into the effort — parents, health togtins, young people, civil rights groups — and to
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encourage public officials to think of this probles central to community health and as a long-soiution
beneficial to population health. Freudenberg andliRi2007) cite a range of international studiasihg that
education helps people to acquire social supptengthen social networks, and mitigate socialsstes
(Ross and Mirowsky, 1989; Ross and Wu, 1995; Caihel Lleras-Muney, 2006).

Mental healthissues, including depression, anxiety, disruptieddvior, eating disorders, or post-
traumatic stress disorder, can negatively impactaahild’'s school success, as well as general betig
(World Health Organization, 2003; Kessler, 2009hil@en living in low-income families are especyall
vulnerable to mental health difficulties (US Depaent of Health and Human Services, 2001; Annie &5e@
Foundation, 2009). The huge socio-economic didgpariin levels of illness across the lifespan ardl we
documented (Townsend and Davidson, 1992; Aches®®3)1 Children in the child welfare system, who
come primarily from poor families, have a greatervalence of mental health problems compared \hiblse
in the general population (Leslie et al.,, 2004; €02005). Graham and Easterbrooks (2000) found that
insecurely attached children at higher economic mizd higher levels of depression than insecurétiched
children at lower economic risk. Poor and minodhjldren are more likely to report that they expaded or
witnessed violence at home (Finkelhor et al., 2086) children from families in poverty are repdrte have
greater lifetime exposure to physical abuse, seabake, and witnessing family violence (Turnerkeihor
and Ormrod, 2006). Social anxiety is associatech veithool avoidance and refusal, suicidal ideation,
substance abuse and conduct problems (HarrinBlatter, and Fombonn&996).

The mental health implications for early schaaJing and exclusion from the education system are
evident from Kaplan, Damphousse, and Kaplan's (198¢th American study of 4,141 young people tested
in 7" grade and once again as young adults. They fosigh#ficant damaging effect of dropping out of tig
school on mental health functioning, including atyj depression and coping. This effect was alsdeev
when controls were applied for psychological mehtadith as measured &t grade. Moreover, the significant
damaging effect of dropping out of school was asaent even when controls were applied for gender,
father's occupational status, and ethnic backgrotitwvever, it needs also to be acknowledged thdy ea
school leaving can have different effects acrosmtrees (Van Alphen, 2009).

Bornstein,Hahn, and Hayne$2010) provide a portrait of behaviour adjustmenderlining the
consensus in the international literature: 'Behaliadjustment in young children is generally aggted with
two broadband factors. Externalizing behaviors udel problems with attention, self-regulation, and
noncompliance, as well as antisocial, aggressive,cgher undercontrolled behaviors; internalizimdpdviors
include depression, withdrawal, and anxiety, ad aglfeelings of inferiority, self-consciousneskyrsess,
hypersensitivity, and somatic complaints' (p.7I8)ese are very much a continuum. In the words eféll-
known child development psychologists, Rutter anoufe (2000), there is a need to ‘realize thatviddials
cannot be subdivided categorically into the vulb&raand invulnerable’ (p.266). Such a mental healthis
would be cognisant of a range of children in needupport for early school leaving prevention, hayond

those with clinical levels of emotional problemsorFnstance, there is a correlation between emation
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difficulties and lower school grades (Fergusson ldndvood, 1995), and such difficulties are far froeing
at a clinical level of being a disorder (cf. Cooped Jacobs, 2010).

Reinke et al.’s (2009) focus in the US context ombining school and family interventions for the
prevention of disruptive behaviour problems alsildes the gap between a public health approachaand
educational one. They highlight the need for sygtemmultidimensional interventions with regard to

disruptive behaviours though not as part of aryesnthool leaving strategy specifically:

In addition to targeting malleable risk and pratextfactors, successful programs tend to be
multifaceted ecological models aimed at multiplemdins changing institutions and

environments as well as individuals (p.34).

Emotional supports are protective supporting camatit to potentially counteract risk factors forlgachool
leaving. Emotional support services need to operat®nly at the level of the individual studentt blso at a
systemic level of both the teacher’s interactiothwtudents and also at a family support level (Besy 2004;
2010; 2011a).

Supports require configuration across a range miedsions of prevention. A preventative focus on
early school leaving needs to distinguish betwédwaet widely recognized prevention approaches idipub
health, namely, universal, selected and indicatesgmtion (Burkhart, 2004; Reinke et al., 2009)ivégrsal
prevention applies to school, classroom and comiywwide systems for all students. Selective preieent
targets specialized group systems for studentslabf early school leaving. Indicated preventiomg&ges in
specialized, individualized systems for student \wigh risk of early school leaving. A preventfegus with
regard to equality in education needs to be coghishthe OECD ten steps to equity in educatiorel¢ki
Kuczera and Pont, 2007), including Step 9: Diresburces to students and regions with the greagests.

In their study carried out in the United Statemriinger and Lee (2001) discovered that teachezebas
social capital, - the extent to which teachers suppupils’ efforts to succeed in school -, helpededuce the
number of early school leavers and proved espga@#fibctive in a case of pupils from socially digadtaged
backgrounds and those who had experienced acad#ffiaulties in the past. In general, teacher-sttde
relations characterised by control, domination,
managerial rather than pedagogical focus, lackooiection or mutual respect may be perceived byesom
students as constraining and can lead to disengageand rebellion against school culture (Lingarécle
2002; Keddie and Churchill, 2003; Martino and P#loChiarolli, 2003).

A positive school climate has been associated Wtter behavioural and emotional problems for
students (Kuperminc et al., 1997). Additionally,esiiic research on school climate in high-risk urba
environments indicates that a positive, supportare culturally conscious school climate can sigaiitly
impact upon the degree of academic success expedeby urban students (Haynes and Comer, 1993).

American and Australian adolescents cite a sengsotztion and lack of personally meaningful redaships

ISSN 2073-7629
© 2011 EDRES/ENSEC Volume 3, Number 2, November 2011 pp 6



at school, as significant contributors to acadefailcire and to their decisions to drop out of sdHdmstitute
for Education and Transformation, 1992; Hodgsor)72Mcintyre-Mills, 2010). Power (2006) and Meier
(1992) cite personalised, caring relationships wéthchers as a prerequisite for high school-lesfrm, to
avoid students becoming ‘eased out’ (Smyth andafgt2004) of school.

In their longitudinal study of 14-15 year old Irigstudents, Smyth et al. (2006) observed the
importance of the informal school climate and tlature of teacher-student interactions. Being gisento
frequently was associated with negative attitudeschool, both of which in turn were more commoaoela
among boys (Smyth et al., 2004, 2006). Child-cehtessearch in Irish primary and postprimary schaols
socio-economically disadvantaged areas also higtslighat authoritarian teaching alienates students
heightens the risk of early school leaving (Dowrg304; Downes, Maunsell and Ivers, 2006; Downes and
Maunsell, 2007). Hodgson (2007) calls this processnowing’, a process of heightened alienation ethi
ultimately leads to early school leaving.

The need for emotional support services in educdio the prevention of suicide at selected and
indicated levels, particularly in contexts of higiness associated with poverty and social exclusias been
highlighted in an Irish context for those at ridlearly school leaving; sleep disturbance relatedrixiety was
also reported by a sample of students experienstjp-economic disadvantage (Downes and Maunsell,
2007). Lack of availability of such emotional suppservices are a clear strategic gap in Irish-postary
school provision (Downes, 2008), while studentgisk of early school leaving explicitly drew a link
gualitative research between their nonattendansehaiol and being the victims of bullying (Down26804).

The key role of school principals in contributitigthe school climate and organisational culturthef
learning institution must also be recognised (Gdh, 2002; Downes, 2004). Furthermore, researdiars
found that positive school climate perceptionsgective for boys and may supply students at higfh of
early school leaving with a supportive learning ismvment promoting healthy development and prewenti
antisocial behaviour (Kuperminc et al., 1997). Dewr(2009) highlights the need for continuity betwee
school and community subsystems with regard toptieenotion of a positive school climate, as commynit
level stresses will impact upon school climate ssla holistic approach to intervention occurs intexts of
social-economic disadvantage.

Pyhalté,Soini and Pietarinen’{2010) research in six schools in Finland of St&lents in 9 grade
highlights the importance of a peer interactionuiéor factors associated with early school leavaugh as

bullying prevention and a sense of belonging atidfaation in school:
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Collaborative investment in developing pupils’ p&geractions within the class and school
community is likely not only to promote the pupit&nse of belonging and satisfaction, but it
may also provide a tool to promote more functiopapil-teacher relationships, hence
facilitating teachers’ work-related well-being a®llw.Functional relationships with peers
were reported to be a major source of satisfactidrile destructive friction in peer groups

were considered a core source of anxiety and distrg the pupils (p.217-218).

The interrelated nature of learning and well-beisgeferred to as experienced pedagogical well-
being. Results showed that critical incidents fedagogical well-being reported by the pupils weneased

all along their school career. Pyhal&nini and Pietarine(2010) observe that

pedagogical well-being could be seen as a crusja@et of pupil’s resilience and coping with
various kinds of developmental ruptures during rttseihool career. On the other hand, in
negative cases the action orientation and copirgiegfies adopted by the pupil, such as
avoidance or defensive strategies, may graduallgean inability to connect with the school
community, resulting in exclusion from the learniagd the protective social-psychological

well-being generated in class (p.210).

Significantly, Swearer et al.'s (2010) review ofemmational research on bullying highlights that
studies have demonstrated that children who adebtwre more likely to avoid school (e.g. Olweli893;
Kochenderfer and Ladd, 1996) or even leave schary €-ried and Fried, 1996). Evidence also suggtbstt
the effects of bullying are exacerbated for thobeaay at risk of early school leaving. Beran (2008
concluded that preadolescents who are bullied aserae risk for demonstrating poor achievementoaigh
this risk increases substantially if the child alsoeives little support from parents and is alyedidengaged
from school. Surveying 3,530 students in Grades 3 (Glew et al. (2005) found that victims of bidly and
bully-victims were less likely to be high achievéansschool than students who were bystanders.study of
930 sixth graders, Nansel, Haynie, and Simons-No(&903) found significantly poorer school adjustine
(e.g., doing well on schoolwork, getting along wilassmates, following rules, doing homework) among
students who were bullies, victims, or bully-vicimas compared with students who were not involved.
Swearer et al.'s (2010) review also observes thdlies’ and ‘victims’ are at risk for short-termé long-term
adjustment difficulties such as academic probleBatdche and Knoff, 1994; Fonagy et al., 2005), and
psychological difficulties (Kumpulainen, Rasanem &enttonen , 1998; Kaltiala-Heino et al., 2000;e8ver
et al., 2001).

In the European Commission public consultation t®ds for the 21 century’, tackling bullying,
violence and intolerance in schools was an emertdiagie. Moreover, van der Wal, de Wit and Hirasng’
(2003) large scale research on 4811 children agedl3 in schools in Amsterdam, observed that cssoe
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and suicidal ideation are common outcoraedeing bullied in both boys and girls. It is grsficant step
forward that the European Commission proposal f&ueopean Council Recommendation on early school
leaving (2011) observes the need for ‘developintrdalence and anti-bullying approaches’. Howe\ielis

of concern that of the sixteen cross-curriculamibe examined in 27 European countries by Maes.et al
(2001) at secondary school level (and cited in an@ssion staff working document 2008, p.16), nohe o
these engaged explicitly with emotional and perb@awsareness. This important institutional space for
engaging with emotions has only been partly op¢hexigh Key Competences Framework at EU level which
includes social and civic competences, and cultgreness and expression. The European Commission
Communication on Early School Leaving (20highlights that only few Member States follow a s@tent

and comprehensive strategy to reduce early sclealirig. It now recognises the issue of mental healt

dimensions to early school leaving:

Networking with actors outside school enables stshtmosupport pupils better and tackle a
range of problems that put children in difficultyhich can include drug or alcohol use, sleep

deficits, physical abuse and trauma.

Experiences of Member States, comparative dataaalytical research suggest that the key issues
for successful policies include the cross-sectoasiire of collaboration and the comprehensivenéss
the approach. Early school leaving is not justteoetissue and its causes need to be addressess @range
of social, youth, family, health, local communigmployment, as well as education policies.

It is important to incorporate a focus on substaabase related issues as a key dimension to the
prevention of early school leaving (Downes, 20031@DDA, 2003; Burkhart, 2004). O'Connell and
Sheikh’s (2009) analysis of a large US sample ard5,000 eighth grade students from over 1,000 US
schools, observed the relative importance of dsdlyool preparation and smokingter alia, as variables
associated with early school leaving. Daily schar@lparation was a composite measure based on aviiing
to school with necessary equipment and having hwor-completed.

Burkhart's (2004) EMCDDA (European Monitoring Cemfor Drugs and Drug Addiction) review of
selective prevention programmes in the pre-enlaegerBU, examined family intervention programmas f
truancy, social exclusion and drug prevention (smbply with an explicit drugs intervention focus).
Burkhart's (2004) report made the following comnseon outreach difficulties in Greece and Luxembourg
- Greece: Although prevention professionals report that tHeawve difficulties in approaching parents,
universal family-based prevention is quite widegpren prevention practice in Greece. As the emghagut
on the implementation of universal family internvens and there is little experience regarding tmde
interventions, it suggested that the needs of famit risk must be assessed in order for targeted/entions

to be gradually developed.
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- Luxembourg: Parents who come to the parents’ meeting are gl&dadte an exchange. Parents have mostly
the feeling of being alone with family conflicts decisions concerning juveniles. In the exchangé wie
others, they get the understanding, that theselicenfare normal developments and concern alsor othe
families. The most difficult point is to motivatefents to come to a parents’ meeting. Thereforeting=e
with low thresholds concerning the topic and dwmtire needed at first to get them.

Burkhart's (2004) review also observed that in Gamy compared to school intervention
programmes, the family as a place for preventivasuees is neglected, underlining the need for resend
practice in this area. Burkhart's account of s@kegprevention in Denmark and the UK implies aghim need
for improved outreach support for marginalised fawsiand for early intervention to engage childweth
school attendance:

- Denmark: It seems that the knowledge and intervention fromsery teachers and school teachers at the

earliest stage possible is crucial. These profaatsooften see very early signs of things startingo wrong

and have good knowledge of the abuse situationangithese professionals better possibilities &kirig

action might save some children from getting irgdaus trouble later in life.

- UK: Parents should be considered as a target groupein own right...There are some examples of
successful work with families which is already takplace within UK, but more needs to be done susn

that the development of family-based interventisriaken seriously.

The European Commission (2011) advocates the esdiai@nt of national early school leaving

strategies in every member state by 2012:

It is proposed that the Recommendation should sebramon European framework for
effective and efficient policies against early sahleaving and that Member States should
adopt comprehensive national strategies againist &rool leaving by 2012, in line with

their national targets.

The EU Commission Staff Working Paper (2010) odyeschool leaving similarly adopts a holistic apgech

to early school leaving, giving cognisance to thedfor emotional supports:

Difficulties at school often have their roots odtsi Solving problems at school cannot  be
done effectively without tackling the range of pierhs that put children in difficulty, which
can include drug or alcohol use, sleep deficitysmal abuse and trauma. Some of the most
successful measures have been those which providiséc solution by networking

different actors and so support the whole persamtnBrships at the local level seem to be

highly effective ways of doing this.

It is notable that the Working Paper explicitly ogaises that early school leaving ‘can be part of a
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situation of serious social, academic and/or ematiadistress’. Significantly, this is reiterated the

Commission Proposal for a Council Recommendati®i 12 on early school leaving:

Targeted individual support integrates social, ffizial, educational and psychological support
for young people in difficulties. It is especiailpportant for young people in situations of

serious social or emotional distress which hindeesn from continuing education or training.

The current study involves qualitative researchririews with government officials and post-primary
school management representatives across eighp&amocountries. Participating countries for thiseegch
are Austria, Bulgaria, Estonia, Hungary, Lithuarfimrway, Russia, and Slovenia. Consistent with kég
underlying goal of social inclusion, the overalinadf this research project is to analyse the rbleducation
institutions in promoting access to education, ipaldrly of students coming from backgrounds ofiabc
marginalisation. The focus of this research is lo& post-primary educational institutions and goxrent
policy rather than accounts of individual motivatid-or the purposes of this paper, more focusdsqu on
the responses from senior management at post-pris@rools, government officials and teachers with

regards to school climate and emotional suppoueiss

M ethodology
Participants

The in-depth qualitative research interviews inedlva sample selected according to convenience
sampling in relation to the post-primary schoolaléo adopted a criterion sampling (Miles and Huoizer,
1994) based on the position of the interviewedédchool or government department.

All school institutions included an interview with senior school management official, typically a
school principal or member of the board of manageni®ee Table 1). Each post-primary school ingtitut
examined involved interviews with two different scih representatives. The second interviews in thedl
were with a teacher selected by the school. Soreegonary schools also offered classes for adetigning
to education. At least one government official imiewed in each country was directly working in ttha
country’s Ministry of Education.

The timeframe for the interviews for the nationgorts was between April and September 2009. All
national reports were completed in 2010. The ingésv8 were semi-structured in scope, organized ukeer
thematic headings. This provided flexibility fortemviewers to add relevant follow-up questions @oinit
factual questions already answered elsewhere. VMenrepresentatives from one institution were being
interviewed, the answers from the first interviewght also have influenced the emphasis within #soad
interview. All of the interviews were part of a wid European Commission Sixth Framework Programme

study on access to lifelong learning (Downes, 2@4) involved a wider number of countries.
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Table 1: Interviews conducted regarding post-primary education

Country Number of Institutions Number of Interviews

Austria

Formal 29 Level 1
Government Officials
Bulgaria

N NJW N

Formal 2° Level
Government Officials 1
Estonia

N

Formal 2° Level
Government Officials 4
Hungary 2

Formal 29 Level 2
Government Officials 1
Lithuania 2

Formal 29 Level 2
Government Officials 1
Norway 4

Formal 29 Level
Government Officials 2

Russia 4

Formal 29 Level
Government Officials 2

Slovenia 2

Formal 2° Level %
Government Officials 1

Measures

The interview templates were structured througlarege of key themes agreed by the participating
research teams for the national reports. Theseviate templates were part of a number of otherrinésy
templates carried out for each of the national rspall explicitly within a social inclusion, lifeng learning
and access to education framework.

The thematic headings for the post-primary schotdrviews were: Supports for students to enable
them to stay on at school, Alternatives to suspmewskpulsion, School climate and Inservice/Preservi
training for teachers. The thematic headings fer gdbvernment officials interviews were: Structussues,
Strategic issues. These thematic headings infopreskntation of the results for the relevant natioeports.
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The interview schedules contained a mixture of tioes on (a) factual information, (b) factual
information about plans/intentions, (c) perceptiohkading organisational figures. Whereas thd-pdmary
school interview questions directly addressed #wue of emotional supports, the government offitial
interviews were focused more directly on accesdiacation issues, though there was potential fatiemal

support issues and themes to emerge in the colitse mterviews.

Data analysis: A hermeneutic approach

Some background frame or ‘horizon of understandfhiggidegger 1927) for an empirical observation
is inevitable. This scope for interpretation of énaal data is aptly described as ‘the hermenestiglus of
interpretation’ (Teo, 2008, p.51). Feyerabend ()%28&tes:

Scientific education...simplifies science by sirfylig its participants: first, a domain of
research is defined. The domain is separated fr@mest of history...and given a 'logic' of its
own. A thorough training in such a 'logic' then ditions those working in the domain; it
makes their actions more uniform and it freezegdararts of the historical process as well.

Stable 'facts' arise.... (p. 11).

This account highlights, not only the need foerptetation of data, but also that a domain of
relevance is inevitably constructed, within whicdlerpretation of observations and data takes ptacselect
certain aspects as being more pertinent than otfdis similarly occurs in this analysis of the inatl
reports. It is not being claimed that the selecpomcess to prioritise a range of issues for eschool leaving
is the only possible one to emerge from a reviewhefse reports. However, it is being argued that th
selection process engaged in, does identify domafngelevant issues concerning emotional needs and

supports for early school leaving prevention.

Another related point with regard to the identifioa of domains of relevance is that the accounts
being provided for current purposes are intendeoktdlustrative of relevant issues and practi@har than
being complete and exhaustive. These illustrativengples from the qualitative research interviews an
national reports are neither intended to summarise,comprehensively describe, the current sitnatio
every participating country, nor to give a quanitia account of the frequency and prevalence ohsuc
practices across a given country. Rather theyaigentify key problems and gaps pertaining toyeachool
leaving and emotional support systems to inforrariisystem level reform.

Elsewhere, this dynamic balancing of principles gmefspectives is recognised as being the
hermeneutic circle of interpretation (e.g., Heidagdl927). In cognitive psychology, van Dijk andnt&ich
(1983) describe such textual interpretation asdbkotha top-down ‘macrostructure’ process influenced by a

prior theoretical framework, and a bottom-up ‘matrocture’ process based on the detail of the texts
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produced. It is a dynamic balanced interplay betwbeth approaches. Scardamalia and Bereiter (1991)
similarly discuss this interaction between abstsigitegies and concrete context in their reseamabxpertise

in cognitive psychology:

What goes on at the most general level in expexttfoning is an interaction between domain
knowledge and immediate cases...domain knowledgesésl wo interpret or deal with the

immediate case. In turn, the immediate case yigftsmation that may be used to modify

domain knowledge, sometimes in a major way. We ttalprocess ‘dialectical’ because of
this two-way influence. Note that the process maythtgough a number of cycles. One may
do something with the immediate case that leadeformulating the domain knowledge,

which in turn results in a different idea about wttado with the immediate case and so forth
(p.175).

Interpretation of narrative texts is a dialecticaérplay requiring contextual sensitivity.

A consistent focus was held throughout on the iowiof a critical analysis that would highligheth
gaps in current practice and policy in each coumtmnglation to early school leaving prevention amdotional
supports, while affirming positive examples, whgressible. This critical approach gives cognisanze t
Gergen’s (1994) words, ‘In specifyingghat is the caseother accounts are suppressed’ (p.xiv). It was
considered important to adopt a scrutiny on systegaps as part of both the national report accoamdsthe
comparative report in their accounts of emotiongdmort issues for students at risk of early scheaVving.
Further hermeneutic principles include the needhitghlight key points of significant contrast betwee

institutions or countries.

Results
Availability and Gaps in Provision of Emotional $apts

The Slovenian national report provides a notabkmge of systemic emotional support for students
in schools. The school has established a schoahselling service which is funded by the Ministry of
Education and Sport and regulated by the law orafisgtion and Financing of Education. It makes igion
for:

« vocational guidance and counselling before enrotnierschool, at the time of enrolment and

before enrolment in tertiary education;

» analysing enrolment and following progress of psipil

« dealing with pupils of foreigners and organisingu@ne language courses for these pupils;

e various prevention activities related to drug ahagmgressive behaviour, workshops on guestions

regarding sexuality;
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« workshops on independent learning and learning tadearn;
e counselling on personal and social development;
e dealing with social issues of pupils and with otlpoblems related to learning, discipline
(Ivanci¢, Mohoki¢ Spolar and Radovan, 2010).
This is evidence of a combined selected, indicatediuniversal intervention approach. The following
Russian educational system example and quote frointarviewed teacher, concerning a student atafsk
early school leaving, illustrates an important cdtrmant to emotional support provisioDirect quotes from

interviewees are in italics. The other quotes amenfthe relevant national report based on a sumrmfigterviewee
responses and/or national policy documents.

First it's necessary to pay attention not to... tieps in the knowledge but to prove that he
CAN do something — and since he can, then he’ssopality.

This work is conducted by the Support Service: tbeganize art-therapy and psychological
training aimed at the realization of the creativipptential, development of personal
responsibility and to some extent to the promotibactive citizenship position...Art-therapy
classes presume organizing drama performancesresteel students take part in the
production of drama performances based on thetsasifitten by the head of this studio. The
performances are devoted to the “issues topicalstadents (e.g. drug addiction, game
addiction, suicide). During the production of therformances the participants and the head of
the studio also discuss these topics; discussioma@ntinued inside classes after the first
show (Kozlovskiy, Khokhlova and Veits, 2010).

A different secondary school in Russia, a vocali@ehool, however, does not offer any emotional

support service as such:

There are 15 orphan students studying at the setdbe moment. However, the school does
not have its own Support Service for the studemas would provide psychological help and
consultations. Special measures, aimed at the atitaptof students who belong to
traditionally disadvantaged groups to the educatipnocess and the student community, are
also not undertaken (Ibid.).

Such contextual variation in support services fitates the need for a more systemic strategic
approach to policy in this area at a national leneRussia. The Estonian national report also ciatsenior

government official’s account of emotional suppganavision for students:
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Estonian larger schools, including adult secondaghools, have a psychologist on their
payroll. We also have counselling centres in cambffering the services of a psychologist
and a career councillofTamm and Saar, 2010).

A number of other national reports manifest a dddtilack of provision of emotional support for
students, a problem which is accentuated for stgdanrisk of early school leaving. Thus, for exéanphe

respective Bulgarian and Hungarian national repsigte:

The College does not have a specialized unit tfatigles emotional support to the students.
There is a Career Development Center at SWU, waisb renders its services to students
from the Technical College... SWU has no institutimead forms of providing emotional

support to students (e.g. a specialized unit, pdgcfists (Boyadjieva et al., 2010).

Emotional difficulties are treated in an informahyv coordinators in the local secondary schools and
educational centers try to encourage students mtince@ their studies and they often discuss thdestts’

private problems with them. There are some typidféitulties linked to special disadvantaged graups

There is a very serious problem in case of Romaemoihthey start studying, their husbands
may not tolerate it and unfortunately | have studewho have got divorced or who were
beaten because of this, and they suffered frorardiff atrocities and in these cases | feel so
helpless, | don't see how | could help them bedidening to them and discussing with them,

and | try to give them some advice, something frgnown experiend@alogh et al., 2010).

From the account in the Bulgarian national regor evident that career guidance is prioritizeo
emotional support and may tend even to be regaadaezmotional support counselling, thereby obscuitieg
lack of availability of adequate emotional suppatvices for students’ complex needs.

It is apparent that gaps in emotional support miowi are a systemic feature of the educationaésyst
in Lithuania:

There are no emotional support services or stafbarsible for this area. Students receive
emotional support, according to the managemenin fifve teachers and staff members and
their fellow colleagues. This is based on persoslationships.

No, we do not have a psychologist at school. lktiifhe is needed. Then it would be easier for
us to understand why students behave the way #tevb(Taljunaite et al., 2010).
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These gaps are corroborated both in the accoutttegbost-primary school management official and
that of the interviewed teacher. The Lithuaniariamat report offers conclusions which paint a staidture

about current practice:

At the moment there is no unique strategy for sguthis problem [of early school leaving].

The model of how to encourage school leavers tcechack to school does not exist:

* The system of monitoring early school leavers dus®Xist;

e There is no data on how many school students dattertd schools and which proportion
of them do not have a school leaving certificate;

e There are no alternative schools for early schemyérs and drop-outs;

* Negative teachers’ attitude towards students whoad@ttend school regularly;

e Teachers lack of psychological and counsellinglskithen communication with those
students;

» Psychological support is unavailable. It is difficto get this support, the quality and

efficiency of support is insufficient. (Ibid.).

These problems, highlighted in Lithuania, are motich a disjunction between policy and practice,
but rather a systemic vacuum across both policymaacdtice levels regarding early school leaving.
There is a clear need for emotional support sesvezeerging in Austria. This is the response of an

Austrian Education Ministry official to this issue:

In another part of our research almost half of risspondents of ISCED 2 level participants
stated that personal or emotional problems keep fhem pursuing their education. Are there
plans on a national level to introduce supportiffers in Austria? In your opinion, how could
this situation be improved on a federal level?

This brings me back to the working group of fedegallernment and federal provinces’
governments and the plans concerning the lower relny diploma. We have a strictly
calculated size of pedagogical support becauseaigiss not working properly without...It
is starting with the “visiting” education work, whe we want to approach the target group
proactively instead of waiting for them to comettmselves. There must be somebody here
for them permanently and a certain amount of titmgutd be calculated for this kind of care
(Rammel and Gottwald, 2010).

The need for provision of emotional supports isereited in the Norwegian national report:
11 percent of the same group... stated that fandlsted problems were a problem for

participating in educational activity. We asked mformant how he thought public policy in
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this area could contribute to offer guidance sa&withat go beyond the subjects taught at the
institutions. Our informant responded:

Many students have mentally related problems andesits have a high suicide rate. For
many, being a student is a lonely affair. It goatheut saying that the healthcare services

must be equipped with a professional st@fensen and Ure, 2010).

Integration between Early School Leaving PrevenBtrategies and Emotional Support
An explicit link is drawn in the Slovenian natidmaport between emotional counselling services and

its role in the prevention of early school leaving:

A counselling service is established at school tlestls with problems that may lead to early
leaving of the education system but there is aebétiat class teacher is the one who is first
responsible for dealing with such problems. He/ghéhe one creating the class climate,
recognising early signs of individual problems dmeing able to react before their full
escalation. The school thus heavily invests isstaeachers.

| believe the class teacher is a key person couminl to class climate... also other teachers
are important but the centre is emotionally stablass teacher who takes care for good
climate which significantly contributes to integoat of individual pupils in the class

environmen{lvanii¢, Mohoki¢ Spolar and Radovan, 2010).

The counselling supports are perceived, by theniolig interviewed teacher, as complementary to
the key role of the class teacher as a providesoofal and emotional support to help prevent esclyool

leaving:

You see that he needs help, he needs a hand. k. altalvever... If there were any one to talk

to. ... A single teacher may retain a pupil in scherud this often happerftoid.).

Yet significantly the Slovenian examples recogrisat some emotional problems are sufficiently
complex that there is a need to go beyond theafolke class teacher (see Downes, 2003a). In atbads, it

is important to introduce another layer of refegraluch as counsellors either within the schoelxternally:

[The] Institution does not have any particular guide related to emotional or behavioural
problems. Most often, their staff in student seggioffice detects those kind of problems and
advice students to whom they should turn to, mdésthe time to an adviser within their

institution, sometimes to external experts (lbid.).
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With regards to school referrals, it is importamtaicknowledge that the emotional support needs of
more withdrawn students tend to be missed by teacbempared with students displaying externalizing
problems such as aggression (Doll, 1996; Downe@4R0This interviewee’s quote in the Estonian oradi
report illustrates both the need of some studemtsemotional support and that this can be quitdow s

process:

The school is making an effort to include those wlawe problems but these attempts have
not been very successful.

It is difficult to deal with them... it is difficutven to talk to them. They are... they are not
open. They are withdrawn and often have commumwigairoblems. (.... ) The psychologist is

trying to help such childrefamm and Saar, 2010).

The Estonian national report also reveals bothrided for emotional support for those living in

poverty and experiencing personal problems:

Some young learners (who have dropped out of tbeainer school) come from problematic
or disadvantaged families or have lost contact witikir families and therefore lack
elementary life skills, such as managing one’s ngpeéc. They also need support to cope
with personal problems — someone to talk to. Sugipart can be provided by teachers. All
schools teach family studies but these are notgindsuch students need extra support and an
opportunity to turn to somebody — the school heatbacher, a psychologist, etc. — outside
classes. Such conversations improve students’ caneation skills and the skill of solving
problems. They acquire positive behavioural moftels a positive example. An opportunity
to live in dormitory increases the sense of segurit

Sometimes they simply want to talk to somebody ttregt, to pour out their heart. The
teacher of family studies is in great demand alatside the curriculum: Sometimes the
students come and ask: ,Has she come yet? | netdktto her.” Even those who have no
classes on that particular day come to schoollkadaher.

The school in its turn has tried to compensatetfar family studies teacher’'s extra work.
(Ibid.).

School Climate and Relational Skills of Teachefse Role of Inservice Training

School climate effects on early school leavinghaghlighted in the Russian national report:

The interviews showed that each group of studeaenfgers and adults) was attracted to the

school by different factors. For example, the nra@iason for teenagers to come to the school
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and keep studying was the positive attitude oft#aehers to them. The survey conducted at
the school demonstrated that teenage students Xpatienced lack of attention in their
former schools, where teachers had shown verg litterest in students overall.

Why did children leave a usual school? If you takguestionnaire of the surveys that have
been conducted, what was bad? The answer is: Teaene wicked — they don’t need us
(Kozlovskiy, Khokhlova and Veits, 2010).

A different secondary school in Russia revealefédiht attitudes and practices:

The inservice trainings of all teachers includitgss supervisors are carried out regularly by
the vice principal for extracurricular work. Thasainings are aimed at personal development
of students, psychological support of studentsyelbas constructivist teaching methods. The
informants state that the amount of the inserviegning provided at the school is quite
enough and fully meets the needs of both the teached the students. Based on the
information about their psychological support fardents and extracurricular activities aimed
at personal development, one may say that the amafuthe training is quite sufficient.
Besides, both informants say they are always emgézarn more and exchange experience
with their colleagues from other city schools (lpid

School climate issues and teaching style also esmasy impacting upon student motivation in
secondary school in Lithuania:

The secondary education system in Lithuania, a@egrdo the management, lacks the

integrity of humanistic and pedagogical ideas.

The attitudes towards students have to change lagrd they will feel better at schools. [...] at
the moment students are selected under the critgdad’ and ‘bad’ and those who get the

‘bad’ label do not want to stay at such school eytleave i{Taljunaite et al., 2010).

In the Lithuanian national report, there is notyodlittle evidence of emotional counselling suppairt

secondary school level, there is also a view liegistuch supports beyond those provided by thes ¢ésecher:

The teacher's and management’s views on the avéifatf a counsellor for students with
emotional problems, including bereavement issuearge. While the management thinks that
counsellor-teacher-psychologist should be a thmemae option, the tutor thinks that a

counsellor or psychologist would be needed:
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Teachers have to study psychology and be themsedyedologists. It is a nonsense when
after the conflict in the classroom the teachent® the student (the spoilage of their work)
to be consulted by psychologist or someone elsié abeounsellor. The teachers have to learn
how to deal with students’ problergibid.).

Inservice professional development could servedbamly increase teacher self-efficacy regarding
their own relational skills but also to clarify thmitations of their role regarding emotional sopp

In contrast with Lithuania, the Estonian natiorgart points to the prevalence of inservice courses
for teachers regarding emotional supports and imbméisolution skills:

Teachers are offered training on various topicsication, problems of young people (e.g.

prevention of drug problems), how to cope with dtgh with behavioural problems. Some

courses last for several weeks and are providetthenschool by specialists from Tallinn

University. Some courses are provided by our ovaichiers. Teachers have also participated

in courses provided by the Ministry of Educatiord &esearch, the National Examinations

and Qualifications Centre, professional associatiéior three years the school participated in

an EU project 'School for training’. All teacherarficipated.

In view of the big number of pupils who drop outgeheral educational schools we are

offering courses for teachers on teaching pupilhwpecial needs. We are also developing a

new programme concerning conflict management amgingoin a situation of crisis. This

course was triggered by increasing school violemsohool shootings in other countries. The

course is developed in cooperation with the potind social services. We hope to complete

the work by next autumn. The Ministry of Educatiod Research has also made suggestions

for teacher training courses and has funded sucirses.(Tamm and Saar, 2010).

Alternative Strategies to Suspension
A multidisciplinary team plays a key role in dewigi alternative strategies to suspension in this

example from a Russian school:

The school does not practice expulsion or susperdictudents. Instead, the psychological
support service team regularly conducts preventieetings and conversations with students
who have discipline or study problems. Each scHwd a Preventive Council aimed at
dealing with ‘problem’ students and the eveningosth#5 is no exception. The school police
inspector is in charge of young students and dedtls their discipline problems. The

psychologist and social teacher conduct converssitand meetings with adult students in
case their discipline or studying practices areroppr. Use of preventive measures as an

alternative to expulsion shows that the schoolf stains to keep as many students at risk of
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early leaving at school as possible, which provew Imuch they are indeed interested in

students and care for them (Kozlovskiy, Khokhloud &eits, 2010).

The problem of school suspension is, however, d@autéhuania:

According to management and the teacher interviesygmtoximately 10 percent of students
are expelled from school in each year. The reaaomsisually behaviour problems, bullying,

harassment, and aggressiveness i.e. non-acadeasaneeprevail. The teacher mentioned that
there were no expelled students for not attendiagses. The statistics, according to the

management can be collected, but this will notestihe problem (Taljunaite et al., 2010).

This figure is in addition to their estimates obsle who ‘drop out’ from school which also reaches
approximately 10%. The other national reports offttee account of alternative strategies to susp@min

their interviewed school.

Interventions to Prevent Bullying
The need for system level interventions and ematicgupports, specifically regarding bullying

prevention strategies at post-primary school, emargparticular, from the Estonian national report

Most students come from ordinary secondary schbelsause they had problems with
learning or discipline...The majority of those whave dropped out of or left their previous
school are lower secondary students. They hadictsfith teachers or other problems and
could not continue in their old school.

Lower secondary students are younger than 17 yelts They are referred to us by the
Department of Education; we cannot admit such sitsleithout the Department’s approval.
They could not cope in their old school. (...) S@uokools (in particular those that have a
social worker) refer their problematic studentsusa The main problem is bullying. This year
we have two such students and they are doing @all.students are older and bullies cannot
dominate(Tamm and Saar, 2010).

The fact that the theme of bullying in school afiteg early school leaving does not emerge in the
other national reports does not necessarily meainttis a lesser problem in their national cordeiktmay be

that bullying is still a hidden problem in many echcontexts.

Substance Abuse

A focus on substance abuse related issues is a@ik@nsion to prevention of early school leaving
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(Downes, 2003; EMCDDA, 2003, 2003a). Yet it is giviiitle emphasis by interviewees in the different
examples from schools across the national rep@tge exception is the Russian national report which
observes the following important approach:

Some students in the School have experience of-tdiigg: either once or twice or on a
regular basis. In order to help those pupils anevgmt them from developing a further
addition, the School (and mostly the Support Seljvicooperates with a number of
organizations such as Crisis Centre, Children'sRisyry, Institute of Psychology and Social
Work. This is a two-way cooperation: the Schoolspades parents to address to the Crisis
Centre and Children’'s Psychiatry in cases of néigesand specialists from these
organizations come to the School for consultatems discussions. Students consuming drugs
and alcohol are considered to be in need of primieakhelp at School.

The main goal of the psychological support serigc® provide favorable conditions for all
students, build up trustworthy relationships betwdbhem and the school and provide

psychological help for those students who lach thieir families.

They often come here with their spirit broken. Taeyoffended at the world and intimidated,
so it's very important for us to help them formteosg, stable and harmonious personality,
who is fully aware of his/her desires and ambitiov¢e want to bring up a person who
understands that s/he is not alone in the world #mat there will be many problems on
his/her life path so we teach them to be readytliose problems and be able to overcome
them(Kozlovskiy, Khokhlova and Veits, 2010).

The need for a family support dimension
It is evident also that a family support dimensinay be necessary rather than simply focusing on the
individual student. As this Estonian example iltagts, a key role here is for the State to incladamily

support dimension in an early school leaving préwverstrategy:

The school also tries to work with parents bus idifficult because students often come from
problematic families:

It happens that a student gets a grant and his ardttkes the money ... What can a child do
if his mother takes the money he gets from us?spedds it on booze. How can a child learn
if his mother is in prison? What can we do? We;tal& offer them a place in the dormitory.

They can study and live here. But they need lodeattention of their parents.
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These are social problems that cannot be solveldébgchool alone. The school cannot concentrate on
parents:
This is the state’s responsibility. Unfortunatelyese problems have a huge impact on

children and their future.(Tamm and Saar, 2010).

Again, across the national reports, there is Igtl@ence at national policy level of a family sopp

dimension to early school leaving prevention fonilees most in need.

National prevention structures and strategies
An Austrian Ministry official provides the followp account of somewhat informal structures and

strategies for early school leaving preventionatamal level:

What regards social inclusion, people with disadeges, we don’'t have any committees, but
it is nevertheless a main focus in our work. Wevkmdhere the problems are from several
research results, experts consulting and evaluatiavhich have been carried out. We know
what needs to be done and discuss this also whirotoncerned groupgRammel and
Gottwald, 2010).

In contrast, the Hungarian national report revéiads there is a central driving committee at natlon

level focusing on those experiencing disadvantage:

Within the Ministry [of Education and Culture] tleeis a Directorate of Equal Opportunities
with responsibilities of programme planning for tilig disadvantaged population. This
functions according to The New Hungary Developnlain. This Directorate mainly deals
with professional planning of Social Renewal Operal Programmeme, also deals with
preparing laws and legal works, and manages theatipeal tasks of implementation of

legislation. (Balogh et al., 2010).

However, there is little evidence that this strgtegcompasses a mental health dimension. It would
seem that much of the impetus for conceptualisadfosocio-economic disadvantage in Hungary has come
from EU initiatives. A Hungarian Ministry officiadutlines that most of the key strategies in the afesocial

inclusion have been based on EU funding:

There are a lot of strategies in relation to soielusion: strategy for integration of Gypsies,
women and men social equality strategy, and stydtagthe elderly. Each strategy displays a

variety of training in several relations, on theedmand, professional trainings, on the other
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hand trainings for the target group itself

We want to support the training of disadvantagedppe specifically from state and EU
funds...For all other strategies the key aspect & disadvantaged feature (unemployed,
woman returns from maternity leave, gipsy, the mydedisabled, etc.) And are these

programmes mainly realised by EU funds? Yes, they arébid).

The Russian national report points to the needafaroherent set of obligations, strategies and

structures at national level to drive reform:

Enhancing access to education for socially disahggt groups is a complex problem

containing social, cultural and personal aspet&gadin shows that the question of improving

access to education has to be addressed fromatfitf@erspectives and on different levels.

Such approach presumes:

*  Better communication and cooperation between gowem departments dealing with the
issues of education, social policy and employment

e Creating a governmental strategy aimed solely aronement of access to education for
socially underrepresented groups, which will have

e set of determined priorities;

e concrete plan and timeline of implementation;

» each department responsible for conducting its agtivities aimed at achievement of the
common goal.

« improved communication between the government deygauts and the educational

institutions (Kozlovskiy, Khokhlova and Veits, 2010

Though there are no national, nor even major @tell committees for social inclusion in Russia,

there is some evidence of driving committees atnhocal levels:

Despite the fact that there is no committee inatiministration of St. Petersburg that would
solely deal with social inclusion, access to edooaffor traditionally underrepresented
groups, lifelong learning, literacy, the non-formeducation sector, etc, there are special
departments at some committees that are in chduthpese mentioned aspects. Some of them,
such as social inclusion and integration of tradgilly underrepresented groups, are dealt
with by the Committee for Social Policy. The isswédifelong learning, access to education
and professional orientation are dealt with byGlmenmittee for Education and the Committee

for Labor and Employment of the Population of SitePsburg. The Committee for Education
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does not have a special department dealing wittesscdo education of traditionally

underrepresented categories (Ibid.).

Financial barriers to such central driving comngitet national level are adverted to in the Lithaan
and Estonian national reports. In the words ofldtteuanian official interviewee:

As there is a crisis now, | don't think that we sghibcreate new structures; we should
coordinate the existing ones better. We don’t neee more structure that would help to
implement a life long learning strategy that yountiened. What we need is that each level
according to its competence would concretise itsvéies in this range(Taljunaite et al.,
2010).

An Estonian official interviewee uses finance aatéonale to advocate a laissez-faire approachiq t
area of socio-economic disadvantage and early $tdadang:

What problems have occurred in creating relevantaitral units? Is the ministry planning to
create any structural units responsible for thevabuentioned areas (Social inclusion, access
to education for traditionally underrepresentedugs) lifelong learning, functional literacy,
non-formal education?

If we wished to create such structural units weudthachange the present division of work.
Greater centralisation means more officials. We re@nafford that at the moment so the
answer is no — the creation of such structural siigtnot on the agenda right now...Speaking
about long term development — maybe one day thidreavsome structural changes as well
(Tamm and Saar, 2010).

It is of concern that according to this view, théseto be little state role for stimulating natibna
structures leading to informed decision-makinglmrieeds for socio-economically disadvantaged group

Another barrier to a strategic approach to soagialuision in education is the reluctance of some
countries to distinguish students on the groundstioficity — sometimes data collection based omieitty
differences is even prohibited by law. The Bulgarigational report highlights that ethnicity is lzzdiy
perceived as a confidential private matter of tidividual:

no information is officially collected on the etbnbackground of individuals... This is considered
personal information of confidential charactetislassumed that all ethnic communities have Budgari
citizenship, the separate groups having their owymie, religious and cultural identity or family
preferences, which do not fall within the priordtief the state (Boyadjieva et al., 2010).
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Discussion

These exploratory qualitative research findingsea number of issues that require further detailed
investigation. The findings underline the need darotional supports for a number of students expeirig
poverty and who are at risk of early school leavifige interviewees drew attention to the followirgpds of
students at risk of early school leaving: suppfmtsvithdrawn children and young people, for chélid at risk
of suicide or who have experienced bullying in sthdhe suggested supports go far beyond the iaggef
those with emotional disorders at a clinical levidemes such as developing alternatives to suspeasid
expansion of teacher inservice training to imprakeir conflict resolution skills, also emerge fraime
findings. Substance abuse as an issue requiriategic intervention in educational contexts waslieitly
referred to by interviewees only in the Russianoma report. Family related and family support deavere
observed by interviewees in the Estonian, HungaahRussian national reports in relation to sttglanrisk
of early school leaving.

Some interviewees explicitly recognise and emplatiat there is a dearth of emotional support
services available in their countries. This pemneagpolicy gap for a mental health and emotionalpsup
strategy in educational contexts impacts even éurdim students at risk of early school leaving. Thisra
need to move fromad hoc examples of supports and practices at local let@ls systemic vision at
international, national, regional and local levitat integrates a strategic approach to early ddeawing
prevention with the provision of emotional suppsetvices at selected, indicated and universal ptere
levels. From the limited sample interviewed, ibhcg so much a case of national policy for earlyostieaving
not being implemented in practice, but more a lagale void in policy making for early school leayi
prevention. This conclusion appliasfortiori to the void in strategic policy-making to integragarly school
leaving prevention with emotional supports in AisstBulgaria, Estonia, Hungary, Norway, and espbgia
Lithuania, whereas at least some evidence of gegitaapproach is in place with the multidisciptypndéeams
in Slovenia, and with some good practice evidest & the Russian national report.

These examples of the need for engagement witlethaions of students, at least at the level of
support services available at the institutionakleoffer what Glasser (1969) would call the emagilobridge
to relevance in education. In doing so, they chaike a traditional bias in Western culture of
compartmentalising reason and emotion in Cartefiahion. Factoring out emotions from the equatiébn o
relevance in the educational system is no longstaswable or justifiable for the post-primary ecima of
traditionally marginalized groups and individua#gdopting Marcuse’s (1964) somewhat limited distioct
between ‘high’ culture and ‘mass’ culture, it igaable that giving a central role to emotions imcadion
imports ‘mass’ culture into the traditional domaih supposedly ‘high’ culture in the education syste
Emotions of love, grief, sadness, anger and joyexygerienced by all. Emotions are a great demaenati
across social groups (Downes and Downes, 2007)aamdethered to a democratic institutional culture
education. For post-primary school institutionsetggage meaningfully with the experience of marggedl

individuals and groups, their emotions must be migesystemic institutional space for potential eggion.
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This also requires adequate investment by stategstemic emotional supports as part of a stratggroach
to early school leaving.

In US national surveys, at least two-thirds of s@baeported providing the following services for
students’ mental health concerns: individual collimgg crisis intervention, assessment/evaluation,
behaviour-management consultation, case managenaéatrals to specialized programs, group counmsglli
and substance use and/or violence prevention (Bridtetindale and Weist, 2001; Foster et al., 20@&ijido,
Friedrich and Michalowski (2010) discuss the supports needed for provisibra continuum of tiered
intervention services, including prevention andversal intervention (e.g., school wide positive dgbral
supports, school climate promotion), targeted imptions for students at risk (e.g., social skilisl anger
management groups, classroom management strategies)intensive individualized interventions with
community support (e.g., therapy, implementatiobetiavior intervention plans) in schools’ (p.334)s this
continuum of care that needs further attention @exklopment across national contexts, with an rated
focus on mental health promotion and early scheaVing prevention supports. For this integratedisoio
occur, departmental structures at national levelg need substantial reconfiguration to challengaditional
bifurcation between Ministries of Education andHgfalth.

A US wide three-tier model for providing a contimiuof supports for positive behavioral
interventions and supports (PBIS) estimates th&t5P6 of students will not respond to universal sdiwide
interventions, but will benefit from increased stiure and contingent feedback (Reinke et al., 200B¢
PBIS model across a range of over 6,000 US schalfisit focusing on disruptive behaviour rathemtlearly
school leaving, estimates that 5% of students doespond favourably to universal or selected irgrtions
and thereby require intensive intervention suppbet, indicated prevention (Reinke et al., 2008)is
important to acknowledge, however, that given thaical divergence in early school leaving figuresoas
EU member states, the percentages for each targap ¢or selective and indicated prevention to bgaged
with, can be expected to differ in a major way asrdifferent countries, whether in Europe or beydhd
broadening of scope is also needed to move beyngdgement with students’ behaviour to also centrall
engage with their experiences. Recognition of theripy need to engage with students’ lived expeces,
both in and out of school, challenges a reductiortisat tends to treat students as mere congloroastf
behaviours.

As the interviews with school and governmentalaidiis involve self-report methods, a concern arises
regarding social desirability factors (Crowne andridwe, 1960) in their responses. In other wordfgials
representing a school institution or governmentadepent may tell the interviewer what they thinksne
wants to hear. Given the qualitative and explosasmpect of this research and the fact that usoally one
school institution was interviewed in each courgrgat caution must be taken in generalizing thpareses
from the interviewed institutional representativies other institutions in the same country and beyon
Nevertheless, interviewees were asked to docunheitt perceptions as to the typicality of their ington

regarding engagement with marginalized studentfurfher feature of this qualitative research ist tihas

ISSN 2073-7629
© 2011 EDRES/ENSEC Volume 3, Number 2, November 2011 pp28



documenting, at times, perceptions as much as. fates this is not a clear cut dichotomy as periosst of
leading institutional officials can affect the faat reality of practices within an institution, wdifactual
accounts are invested with theory-laden assumpftiBogpper, 1957; Kuhn, 1962; Feyerabend, 1988; Eiser
1995).

Across the eight European countries examined tieeeg is a predominance of countries from Central
and Eastern Europe, and apart from Slovenia, ntcjpamts from Southern Europe. These findings are
further limited as they are not student-centred joint to the need for more detailed engagement wit
children and young people's voices regarding tbeiotional and educational needs for early schaoliteg
prevention (Downes, 2004; Downes and Maunsell, R0BWancipatory research methods emphasise the
importance of treating ‘objects’ of research agjeats’, and thereby giving voice to those beingl&d so
that they are centrally involved in generating valg research questions and hypotheses. In theswaifrd
Oliver (1992):

The issue then for the emancipatory research garad not how to empower people but,

once people have decided to empower themselvesisehe what research can then do to
facilitate this process. This does then mean thaisbcial relations of research production do
have to be fundamentally changed; researcherstbaearn how to put their knowledge and

skills at the disposal of their research subjdaisthem to use in whatever ways they choose
(p.111).

This emancipatory focus is on the changing of thaas relations of research production - the plgcin
of control in the hands of the researched, notdisearcher (Oliver, 2004). Oliver (1992) suggesss there
are three key fundamentals on which such a paradigst be based; reciprocity, gain for and empowatme
of the research subjects.

Future research in this area needs to extend te retailed examination of students' voices in
relation to their experiences of school and to im¥ahem directly in devising the questions and owoly
responses informing their experiences. Such a phenological research focus would also require
exploration of their needs for emotional and menidlth supports linked with the education systéhe
current research is limited to a number of Europealtural contexts, and requires expansion to Soath
European and wider international contexts. Issueh as teachers’ conflict resolution skills anéraatives to
suspension require systemic national level strategiponses, as is also the case with developrheational
level strategies for mental health in education eady school leaving prevention. Further reseaschlso
required at national and international levels anghale of children’s and young people's needsrwational
supports in the education system to help sustagir tatngagement with school. Such research requires
recognition of the need to adopt a systems leveldoto interrogate multiple levels of descriptiomda

intervention, such as at the level of the studgmtyip, class, school, family, local community, asdlas wider
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macro structural societal dimensions. A challengeoi reconcile individual voices and experiencethwi

systemic level analyses, as well as to adopt ardifocus on pathways to system level change.
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