Experiences of Post-primary School Communities Trasitioning to a

Settings-base for Mental Health and Wellbeing Promioon: The

Impact of Policy on Context, Competition and Care.

Maryanne Lowney Slattery

Submitted for Award: PhD

Supervisor:

Dr Angela Canny, Mary Immaculate College, Universit Limerick

Submitted to:

Mary Immaculate College, University of Limerick fimlfilment of the

requirements for the PhD in Education

December 2019






Declaration
| declare that this thesis is my own work and thktcitations and

references are correct and complete.

Signed:
Date:






Acknowledgements

| wish to acknowledge and sincerely thank a nundfgveople without whom this
research study would never have been possible.sl exé¢remely fortunate to be
awarded a Government of Ireland Scholarship froenlitish Research Council (IRC)
in October 2015. Hence, this research is conduateer the IRC Employment-based
programme and resulted in an association betweery Keducation and Training
Board and the Mary Immaculate College of Educaitidamerick. | wish to sincerely
thank a number of key people in both organisatwing encouraged and supported me
throughout this endeavour.

To Mr Colm McEvoy and Ms Anne Doyle for their asarsce with this study. | wish
to especially acknowledge the staff of the eiglhtosts involved in this research. To
the school principals who gave so willingly of theme and who engaged so openly
and truthfully in relation to their experiences. the career guidance counsellors who
assisted in the coordination of the student surieysach school. Thank you to the
many teachers that gave of their time and energiake part in focus groups. A
heartfelt thank you to the 319 students that gpeted in the survey component of
this research study. It is a testament to the @bl students and their desire to affect
change, that not one opted out of the process.

To Ms Ann O’ Dwyer for having the vision to see thaential of the research study,
backing it and agreeing to take on the role of Exypient Mentor. Thank you Ann for
always believing that | would bring the researcHrtition and for engaging with the
findings in order to affect real change within auganisation.

To my Academic Supervisor, Dr Angela Canny for hard work and perseverance

and belief in the substance of the research framthset. Angie, thank you for your

dedication and honesty and for constantly challepgne to do my best. You were a
truly excellent support to me on this journey. Yaliruistic guidance as a teacher and
supervisor was enlightening, empowering and hakledane to grow as a learner and
a teacher.

On a personal level, 1 wish to acknowledge those whve made the greatest
contribution to this research study. Le m'fheatezéliike, mar is tusa mo rdn is mo
ghra gealLenar bpaisti, Abi, Cian and Sara-JagegcuireDia ant-adh oraibh go
brach Thank you to my parents, PJ and Sheila and my ér&®hy and sisters Norma,
Ruth and Orna and to a dear friend and brotheninMike Quirke.

| wish to dedicate this research to the memoryiedd former studentBrian Devane,
Andrew O’CallagharandAlan O’Sullivan

Ar dheis Dé faoi shuaimhneas, go raibh siad



Abstract

This multi-case case study explores the experieottpest-primary school communities
as they transition to a mental health and wellb@irgmotion model. The research study
includes the voices of students, principals, tees;heareer guidance counsellors and
parents/guardians across a sample of eight pas@pyi schools in a region of Ireland
operating under the aegis of an Education and ifiBoard. The research examines the
impact of educational policy on the operationalteghof post-primary schooling.

The study examines a range of educational policsesy policy theories outlined by Ball
(2008) and a variant of Bronfenbrenner’s ecologdiahe as a visual mapping tool. The
study tracks policy trajectories from policy astie® interpretation, to enactment and
argues that the political economic and social cdnté our education system must be
explored in order to fully appreciate how meanihgftental health and wellbeing
promotion can be achieved. The study exploresahseqjuences of class-based schooling
in Ireland and the challenges this presents fooaeh particularly DEIS designated
schools, as they transition.

The mixed methods research approach employedsrstady allows for a triangulation
of qualitative and quantitative data gathered using@malgam of qualitative interviews,
focus groups and quantitative surveys. Data arsalyas conducted using grounded theory
and the constant comparison methods of analysishwhelded major thematic trends for
further analysis and exploration.

This research study argues that contemporary ¢igpitaand its impact on educational
reform and governance, has greatly impacted tlsd Bystem. This study finds that the
marketisation of the education system, within asslbased schooling model, has
developed an intense competition between many $shodhis intense interschool
competition stratifies the student cohort into thtisat are valued and less valued by the
education system. The author argues that to viewcan and educational provision
purely from the viewpoint of the market, and thiizein as a customer, loses sight of the
social and emotional needs of a population and aipphe Rational Economic Actor
model of the citizen. This research study exploreso (policy as interpretation) and
micro (policy as effects) level examples of thdui@ of neoliberal and new managerial
market values to accommodate care in our post-pyishooling system.

The author argues that the post-primary systemtwtudminates in a product-orientated,
competition-based assessment challenges a schefuliyy to be a settings-base for
meaningful mental health promotion. This researtiddys contributes to existing
knowledge by tracking the influence of the marketdel on the operational context of
Irish post-primary schools in terms of stratificati The study demonstrates the challenge
this creates for meaningful mental health promopanticularly in DEIS schools. The
recent positive developments in terms of univessdlool supports for mental health
promotion are recognised and the experiencesjddstand opinions of stakeholders are
explored. In terms ahe Health Promoting School (HPS) Framew¢{tR95), this study
argues that supports for students at risk are qette and that the importance of care
must supersede the importance of competition ifaneeto improve adolescent mental
health and wellbeing outcomes in society.
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Chapter One

Introduction

1.0 Rationale

Over the past two decades, the social and economsicof mental health issues for
young people in Ireland has reached the highe#tl lever recorded. Dooley and
Fitzgerald (2013, p.20) argue in thly World Surveyhat The number one issue for
[Irish] young people is their mental healthRegrettably, they argue that matters have
worsened since 2013 with a notable increase inegyaind depression among young
people (Ibid, 2019). The National Suicide Rese&mindation (2018) also warns that
self-harm is increasing across the adolescent ptpaland caution that the onset age
has decreased to the pre-teen age profile in rgeams. A Eurofound survey (2019)
indicates that 12% of Irish-based 15 to 24-yeas-aigport chronic depression in
contrast to an average rate of 4% across EuropedesSlental health difficulties in
adolescence are consistently associated with Bgsufable social and economic
outcomes in later life, placing an increased fimalngurden on State services into the
future (see Forgeard, Jayawickrerake al. 2011). Dooley and Fitzgerald (2013)
estimate that the Irish government need to spenti €hillion annually to
appropriately address the scale of youth mentdithessues. Indeed, suicide is now
among the leading causes of death among young e@oiteland (CSO, 2018). In
relation to European rates of adolescent suiciddarid has the fourth highest rate
among thirty-seven countries and ranks third placeong EU member states
(UNICEF, 2017). Moreover, Ireland has the higlsestide rate for female children
in the EU (NWCI, 2018) and the location of the s&enpas been identified as a suicide
blackspot (NOSP, 2015).

In tandem with developments regarding how Europestions view and respond to
population-wide mental health issues, there has l@eeshift to a settings-based
approach to mental health promotion, over the pastdecades. Multiple research
studies have led the World Health Organisation $2@d report that 50% of all mental
health issues present by the age of fourteen. Tdreregiven the scale and frequency
with which young people attend second level scimgadicross Europe, it is clear that

the critical role of the post-primary school in prating positive mental health has



been identified by the European Network of Healtbnkoting Schools (2002). Apple
(1998) and Sahlberg (2018) outline that teacheosildhengage in research activity
which will illuminate the reality of policy enactmeat the coalface. The researcher’s
position as an insider: a teacher, manager, pamhtstudent, renders her suitably
positioned to explore and appreciate the voicesakfeholders. The researcher argues
that voices from the microsystemic level must Is¢ehed to and heard in order to
record, review and evaluate the current experienbebefs and attitudes at the

microsystemic level so as to inform future policydgractice.

The author contends that the macrosystemic leeetification of schools, as a setting
for mental health and wellbeing promotion, doesautomatically result in enactment
at the coalface. She also argues that the efteethactment of mental health and
wellbeing promotion in schools is influenced by twmmtextual situation of each type
of school (case). The researcher explores the xionfethe sample cases using a
‘Policy Sociology Approachwhich is formed using the political, economic,tacél
and affective dimensions of egalitarian theoryioetl by Baker, Lynclet al (2004;
2009). The influence of the capitalist politicalbeomy on educational policy and
practice is examined through the experiences of-pamary school communities.
The researcher captures the stakeholders’ authattiticdes and experiences of the
transition to a school settings-base for mentalthead wellbeing promotion within
a competitive market model. This study illuminattes impact of such policies on the

mesosystemic and microsystemic level happeningsadthe multi-case case-study.

1.1 Research Objectives

This research study seeks to explore the expesieh@®st-primary school communities
regarding the transition to a settings-base fortahdmrealth and wellbeing promotion
policy and practice in their schodl$ie multi-case case study is founded on the premise
that the multi-layered policy context of post-pripnachools must be appreciated and
understood in order to examine the subject maftetke (2006) cites the importance
of the situational context of each case in the datection and analysis. The
researcher endeavours to capture the complex eollbglements that influence the
sample schools as a collectivén an effort to assist researchers to appreciate ho
multiple cases can feed into one comprehensive dioglgrk, Stake (2006) proposes and

defines the concept of a quintain as an overarchibgct matter within a multi-case case



study design. The quintain for this research sisidyentified as the impact of context,
competition and care on thexperiences of post-primary school communities
transitioning to a settings-base for mental healtld wellbeing promotionStake
(2006) illustrates that emphasis on the quintasnghls the researcher’s focus, from
seeking an individualised understanding of eaah tasin appreciation of how each case
contributes to understanding the quintain. Thexsgaeight separate cases enabled a
comprehensive exploration of the quintain whichriderpinned by five embedded
research questions, these are:

1. How has the post-primary schooling system affettedoperational context
of schools in the sample?

2. Does the socio-economic profile of the school/catent influence the scale
of need in terms of mental health promotion andtaldrealth supports?

3.  Whatis the impact of a performance-orientated pcodystem of assessment
on the context of mental health and wellbeing pribomoat post-primary
level?

4.  What impact has new managerialism had on the pahsiand teachers’
context and ability to champion mental health amdlbveing promotion?

5. How can policy makers ensure mental health promasianeaningful foall

post-primary students?

Each of the embedded research questions are eaptoee designated chapter from
chapter four to chapter eight. Chapter four aimes<eimine the first embedded research
question. It explores the class-based nature afgrasary provision and illustrates
the intensification of competition sintiee Education Ac{1998). The chapter argues
that this intense competition centred on a prodwentated, performance-based
model has stratified students in accordance weir bility to perform. The second
research question is explored in chapter fivexdingines if the socioeconomic profile
of the school catchment influences the level of alednfor mental health promotion
and mental health supports. The chapter argue®ti& school have a greater level
of students in thesomé and few’ categories and that DEIS schools receive no extra
resources in relation to mental health and wellpei@hapter six examines the impact
of a performance-orientated product system on tha#ext of mental health and
wellbeing at post-primary level. It argues thaistlcompetitive outcomes-based

context relegates care to second place in schbgalgates a hidden curriculum which



runs contrary to the overt messages of care oftatamed in mission statements and
other facets of documents associated with the aletacteristic spirit of schools.

Chapter seven examines the impact of new managemian teachers’ operational

context and their collective ability to championntad health and wellbeing promotion

from this position. Chapter eight seeks to provigl\ommendations to assist policy
makers to ensure that mental health promotion ianmgful for all post-primary

students, across all school types.

1.2 Personal Epistemology - Researcher as a ReflectilPeactitioner

In approaching this research study, the author masiful of the influence of her
socialisation and past experiences on her thin&mdyanalytical practices. Bernstein
(1991, p. 205) captures the potentiality of théuemce of our cultural and sociological
past experiences on our thinking and actions inptieeent.our concrete historical
forms of life are always shaped by traditions, abpractices and communal bonds
that are more concrete and complex than our ratiodacursive practices’
Therefore, an understanding of the position ofrsearcher in this research study is

essential in order to appreciate the perspectom fwhich she has emerged.

My personal experiences of education at post-pyrteel as a student, a teacher and
an Assistant Principal have greatly influenced news on post-primary schooling
system in Ireland. My primary schooling was reedivn middle-class suburbia on
the Northside of Limerick City. | attended primaghooling through the recessionary
years of the 1980s and given my father's publid@egosition, | remained largely
sheltered from the difficult economic circumstaneaperienced by many families
throughout that period. | remember, as a youniglcimfrequent and vague intimations
that corporation estates were dreadful places aedse that those who inhabited them
were the epitome of having failed, either educatilyror socially or both. | remember
my younger sister’s friend who moved from a nedrbysing estate to a corporation
estate in the mid-1980s following the separatiohesfparents and was never heard of

again in our middle-class setting.

My parents were both from rural agricultural backgrds as were most of the
inhabitants of our relatively new middle-class tstahich was established in the

1960s. Education was held in high esteem in ous@dn equal measure to honesty,



integrity and a strong work ethic. Education waderstood in our home as personal
enlightenment, the seeking of truth and meaninggiter order thinking and analysis
culminating in the emancipation of the human mirMy parents, identified as our
primary educators in Bunreacht na hEireann (193&pognised the multiple
intelligences of their children and great emphass placed on the arts particularly
music, drama and theatre. In hindsight | now sealhat perhaps unwittingly, in the
theoretical sense, my parents had instilled an nstaleding of education as a praxis
model and an appreciation for multiple intelligenicel'hat is not to suggest that my
parents were not acutely aware of the nexus betedecation and societal mobility,
for they were. My father having left the remotelaion of the Beara Peninsula in the
mid-1950s, aged sixteen and on a State scholatehiposts and Telegraphsh
Dublin’s GPO had borne witness to this fact, havavgided emigration unlike the
vast majority of his friends and peers.

My primary education was received in a Salesiamagkchn the northside of the city.
There my experience of the lived characteristicitspias one of Christian Socialism
which mirrored that of the order’s founder St. DBwsco. The school was situated in
and serviced a middle-class catchment, yet | glea@iember the Salesian Sisters
facilitating the attendance of a number of girtenirthe Travelling Community during
the late 1980s. The girls’ families had establishéemporary halting site on the main
Limerick-Ennis road on the periphery of the schea@atchment area. It was the first
time that members of the Travelling Community htderaded our school. I, by chance,
observed the Salesian Sisters’ discreet weeklynmewf providing the children with
freshly washed uniforms and books as well as tenttirtheir hair prior to the arrival
of the student masses. While the attendance cfetlyirls from the Travelling
Community did not endure, the memory has in my rsirgye, for the Sisters’
motivations resonated with the lessons instilledryyparents. | could appreciate that
the Sisters were loyal to the Christian ideals Whiaderpinned the work and legacy

of Don Bosco.

A short number of years later when my third andngest sister was diagnosed with
a moderate intellectual disability, | again witregghis loyalty. My parents had
enrolled my sister to attend a school for childweth moderate or profound special

needs across the city. Two Salesian Sisters ctdledr house to assure my parents



that there was a place for my sister in their sthidy parents declined the offer, but
the gesture had touched my parents’ hearts anthoily because at that time there
was noEducation for Persons with Special Education Ng&iBSEN) Ac{2004), no
resources for mainstreaming those with additiopac&l Educational Needs (SEN).
The sincerity of the Sisters’ inclusive characterispirit further shaped my formative
years and my understanding and vision for wldtication’is, should be and could
be.

| commenced my post-primary education in the néa@sool in our catchment area
as was the norm, particularly among my peers widinepts from agricultural
backgrounds in 1990. The school was a communitieg® run by Limerick
Vocational Education Committee (VEC) and was maliyncloser than the Salesian
Secondary School. The school was located betweemddle-class area and a
corporation estate. In fact, the front door opemméd middle-class Limerick and the
back door opened into a green area at the reldeafdhool with a highwall and a gate
leading into the corporation estate. | remembearY#eads’ making references to the
rear gate being locked in the morning once schowlmenced. However, this was not
the practice for those entering from the front eteen. Due to the high wall
encompassing the rear, a student would have tdelogéhy round trip of up to 3 kms
to the front entrance should they encounter thkdd@ate. The school at that time
was heavily subscribed with seven classes of tisitigents in my year group. The
classes were graded and streamed accordinghbibty’ following an Entrance
Examination the previous spring in English, IrishdaMathematics. The highest
ability class was named Al and it descended a sfals from 1 to 4 and then Bs 1
to 3. | observed that the first three ‘A’ classesre populated by my middle-class
friends from primary and other middle-class chifdfieom rural south east Clare. This
phenomenon has also been noted in the UK conteReay (2017, p.34), she argues
that streaming ensured that thpper streams were largely working-class freeezin

| had been assigned to the fourth A class whiclag imformed was for th'average’
and was mixed between middle-class and educaticuséal working-class students.
It was from that vantage point that | noticed ttieg children in the B classes were
predominantly from a working-class background.w#s as if an invisible wall or
divide existed between both sides, and given myitipoghg between the two

groupings, | had become conscious of it. | wae alscomfortable in my base class



as | was forced to see the reality of class divisioterms of its impact on individual
students rather than on a grouptifersas | had unconsciously categorised them prior

to that time.

This experience of class-division in school exposeel to the existence of class
inequality and the hidden curriculum within the sgling system as a whole. My
integration with both working-class and middle-slastudents at post-primary
provided an experience of what Bourdieu’s theorycoftural and social capital
conveys. | was experiencing a discomfort in teofimay sense of belonging. Bourdieu
and Wacquant (1992, p.127) explain this phenomeémaoine reverse'When habitus
encounters a social world of which it is the protlitcis like a ‘fish in water’: it does
not feel the weight of the water, and it takeswioeld about itself for granted’] was
conscious that | and my middle-class counterpaasi$ @reater currency with the
teachers in the classroom. There wédsdden subsidyto being middle-class and an
innate‘feel for the gameof education prevailed as outlined by Bourdieu8@)? I
observed a spectrum of reactions from the workiagsc students, the majority
appeared aware of the potential of education tastoam their socio-economic
classification but were largely unconvinced. A ngiigant minority displayed
persistent recalcitrant behaviour which Reay, Gmost al (2011) indicate is
commonplace. In my observation it resulted in ssttidents either conforming or
dropping out of school. Fagan (1995) illustratest iropping out in those times was
not unheard of and in the case of challenging stisdié was sometimes suggested to
them. However, a minority working-class groupingieir stimulated my critical
awareness were those who were socialised with ahee ssducational beliefs and
values as me but who lacked the economic, socialibural capital to achieve their
full potential within the system. These studentsankeeply invested in the educational
system and viewed it as a meritocracy which woadard their hard work and
perseverance. The perception of education as aaoety among working-class

students is argued by Reay (2017) in the UK context

My critical awareness of the post-primary educalaontext that | found myself in
was enhanced by my older brother’'s position in Adeclass in his year group.
Conversations with him and his peers made me agfdhe perception that the higher

the class, the better the teacher assigned. Tading of the teachers was entirely



based on grades achieved in the State Examinatidkisthat time there was a
developing extra tuitiongfind) culture and it was not unheard of for studentavail

of grindsif either they or their teacher were perceivetdeécstruggling. For the most
part those engaged in grinds were doing so in sesrén our context it would be
construed as a slight on the teacher’s abilityher dtudent’s intellect. Engaging in
grinds was not a common feature in the B clashespbservation has been supported
by Lynch and O’ Riordan (1998) who argue a highsiake of grinds among middle
class students in comparison to working class stisdamerged at that time in Ireland.
Lynch and Moran (2006) argue that the growth of ¢gnmds culture in Ireland
demonstrated the ability of wealthier middle-clpasents to convert economic capital
to create an educational market outside of thedtigpsystem which would seek to

advantage their offspring.

My time as a student and later a teacher in a pastary Delivering Equality in
Schools (DEIS) school has provided me with a contm of experiential learning. In
my time as a student (1990 to 19819 Education Adt1998) did not exist and middle-
class parental involvement in education was lessnge. Therefore, our school
catchment remained intact resulting in an amalgatheomiddle and working classes
to the tune of over one thousand students. Inyd#as that have followed the
implementation ofthe Education Act{1998) the post-primary school | attended
reduced to a third of its previous size. This attun in size occurred as a result of the
emerging phenomenon &farental Choiceincreased competition and the desire of
many middle-class parents to avoid schooling tttaldren with certain working-class
students. The post-primary school | attended hadead catchment in terms of social
class and gradually middle-class parents beganhtmse to send their children
elsewhere. This phenomenon was exacerbated bgrélagion of waiting lists and
problematic selection criteria. It was documeriigdhe Limerick media in the mid-
2000s when the issue @hoft barriers’ for less desirable students became politically
charged. CouncillorJohn Ryan stated in theémerick Leader{May 15th, 2004) that
the termeducational apartheidtharacterised the selection policies of some Licker
post-primary schools.

In 2016, the post-primary school | attended waslgamaated with another formerly

large school in my area which had also become bieziaThis second post-primary



was the post-primary school run by the SalesiareOttdhad exercised the same open
enrolment policy and practices | had witnessedhe Salesian primary. It is
noteworthy that this school was located in onehefrhost affluent areas in Limerick
yet had steadily declined in terms of middle-clasmke which was its natural
geographical catchment. Both these schools had epeIment policies which did
not place'soft barriers’ in the way of those with less social and cultwagpital and
this resulted in the steady decline in enrolmenithi the marketised model of
education introduced in 1998. The Salesian postoy school closed in 2017 having

operated from that site since 1925.

My personal motivation for conducting this reseastidy and the subject matter are
inextricably linked, because my passion and voaaiio life is working with and
supporting adolescents at post-primary level. viehgeventeen years’ experience in a
Delivering Equality In Schools (DEIS) context iretpost-primary system and in that
time, | have acted as a teacher and mentor tosaies. | have encountered and dealt
with many student-related challenges and obsemedcaease in mental health issues
among an increasing number of adolescents. Amisa iearlier onset of anxiety and
other mental health issues among adolescents leas ghlighted in research by
Fitzgerald and O’ Reilly (2019). The impact of smxonomic context became clearer
to me as my role expanded into the area of stuslgspiort which coincided with the
economic downturn (2008 onwards). My emerging ob& various Boards of
Management (BOM) increased my capacity to obsenvelment trends and patterns
across a number of schools in relation to the mesesiic and microsystemic level
interpretations and enactmentgteé Education Adt1998) andhe EPSEN Ad2004).

| therefore believe that a study of attitudes axkeéences of mental health promotion
in post-primary schools cannot be conducted incawa without acknowledging and
understanding the competitive context in which eaworary Irish schools operate.

My biggest regret, in the course of my career te da the death by suicide of three
former students. These students died in their tieemnd although they had left our
school, | believe that due to social and environi@esircumstances in their formative
years, they did not receive appropriate life/ cgpskills. | believe passionately that

the current education system could do more to dopvéke skills as well as academic



skills. This is particularly poignant in some cagéhere it is exclusively schools and
outside agencies that provide such skills to yop@gple. | believe the meaningful
promotion of mental health in primary and post-@iynschools is crucial and will
reduce adolescent alienation, self-harm, attemgiédide and death by suicide. My
motivations are driven by a sense of moral oblagyatand an innate sense that a
teacher’s duty is to realise they are teaching leethyat matter and not merely a subject

matter.

The contextual experiences of school communitessitioning to a settings-base for
mental health and wellbeing promotion has yet tsthdied in the Irish context. This
study looks at policy implementation from a fresgfrgpective giving a voice to all
stakeholders in the school community: student#, gtarents and management. This
research study looks at schools’ experiences ofem@ntingthe HPS Framework
(1995 and highlights the operational challenges whiadstex

1.3 Structure of Thesis

Chapter One

Chapter one outlines the rationale for conductimg tesearch study by presenting
statistics in relation to the scale of youth mehelth in the geographical location of
the sample, and nationally. The chapter identifiesEuropean-wide movement to a
settings-based approach to mental health promatidithe recognition of schools as
a significant setting in the lives of young peoplgie chapter identifies key research
objectives in relation to the overarching reseaqtlestion and the supportive
embedded questions. The personal motivations ofrésearcher as a reflective

practitioner are outlined in addition to the sturetof the thesis.

Chapter Two

This chapter commences with a discursive and vigtedentation of the theoretical
framework which underpins the entire body of researlt outlines two approaches
which combine to form the theoretical frameworkisty, the researcher created a
visual hybrid frame using Ball's (1993) policy tsohnd Bronfenbrenner’'s (1979)

ecological frame. The chapter presents two sucakalfsames which overlap in a Venn

! TheHealth Promoting Schools Framewanlas first outlined in the World Health Organisatio
(1995) Global health School Initiative, Helping $ols to Become Health Promoting Schools
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diagram (see figure 2.1). The two separate frarepsesent two separate policy
trajectories. The first represents policy whiclgimates from the political, economic
context. The second originates from a health agltbeing promotion context. These
frames enable policy to be explored throughouttréeous stages in its trajectory: the
chronosystemic stage, the macrosystemic stage, ettusystemic stage, the
mesosystemic stage and the microsystemic stage.

Figure 2.1 was created to demonstrate the conveegaha meso and microsystemic
level, of both educational paradigms representethbytwo circles. Chapters four,
five, six and seven examine the convergence of hg#hadigms through the
experiences of school communities transitioninh®oHPS Framework (1995The
framework underpins recent policy documents suchhag-ramework for Junior
Cycle (2015) andthe Junior Cycle Wellbeing Guideling2017). Within these
chapters, four central themes emerged organicalhimthe data collected from each
of the stakeholders. These are: the effects ofctimepetitive market model on the
operational context of schooling; the impact of $hhools’ socioeconomic profile on
transitions to a settings-base for mental heabbimpttion; the impact of the high-stakes
gatekeeping system of assessment at the end epposiry; and the challenges for

principals and teachers as agents of mental hpadthotion at the coalface.

Secondly, the researcher adopted Ball's (20Q&)licy sociology approach’,
incorporating various sociological theories andagpts, to advance discussion. The
policy sociology approach is created using the iplelsystems of inequality proposed
by Baker, Lynchet al. (2004; 2009). These are: the economic systempaiigcal
system, the cultural system and the affective sysfEo begin, the economic and
political systems are combined and theories rejatim economic reproduction,
hegemony and the role and function of curriculuredacation are outlined. Secondly,
the cultural system is examined using Bourdieudtzory. Bourdieu’'s (1986)
thinking toolsidentified an individual’'s agency dsabitus and capital which are
contextualised withifieldsor social structures. Lastly, inequality is outtinfitcom an
affective perspective using arguments made by Bakerchet al (2004; 2009) and
Noddings (1984; 2002). Their arguments suggedstitieguality results from being

denied love, care and solidarity.
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Chapter Three

This chapter details the methodological approachhis research study, discussing
the merits of a multi-case case-study researclydedihe rationale for the usage of a
mixed methods approach to data collection is eggl@ong with an overview of the
qualitative and quantitative data collection methaded. The gatekeeping role of the
employment partner and the associative agreemehtiae researcher is discussed in
the context of the researcher as an insider. Tdiet sample schools (cases) are
profiled in terms of socio-economic catchment. Magious components of data
collection from instrument design to data collectaoe explored. Finally, the process
of analysing the data in accordance with the canstemparison method is outlined.
Chapters four, five, six and seven examine the atjfmeral context of post-primary
education and schooling in Ireland. The chaptefdoee the microsystemic level
context in which the stakeholders are experienthegtransition to a mental health
and wellbeing promoting school.

Chapter Four

Chapter four examines the influence of the politeeonomy on the operational
context of post-primary schooling in Ireland. tgaes that key government policy
documents such as ti8chools for Health in Ireland Framewo(KSE, 2013-2014)
claim to be underpinned by the following core vatuequity, sustainability, inclusion,
empowerment and democracy; yet the organisatioth@fpost-primary schooling
system provides a spectrum of school types fornvapei fee-paying to DEIS
schooling. Cahill (2015) refers to this as a clbased schooling model. His argument
identifies the nexus which often exists betweeariiial, social and cultural capital.
The context and implications of a stratified posiqary schooling system within a
competitive market model are outlined. The contad implications of a stratified
post-primary schooling system within a competitmarket model are outlined. To
this end, particular focus is given to the tendietween DEIS and non-DEIS schools
in areas of high inter-school competition. Thiggter argues that the current system
creates a hidden culture of stratification, segiegaand relegation of students with a
habitus ill-matched to those in positions of greamnomic and cultural capital.

The chapter explores trends of stratification agtegation within the sample location

arguing that the focus on competition has relegesed to second place. The chapter
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uses a Bourdieusain lens to highlight the obediaicearious stakeholders to the
unwritten rules of the game. In this regard, daiating to certain practices is
highlighted, such as: the tracking and monitoshglents in the primary school; the
creation of soft-barriers to enrolment by princgpahd senior management in some
schools; as well as parents segregating their dwidren in accordance with their
perceived suitably for the DEIS/ non-DEIS conteXtse chapter therefore outlines
the inequality that exists in the post-primary eational system which is attempting

to transition to a mental health and wellbeing potion model.

Chapter Five

The chapter highlights that the post-primary scimgosystem has limited in-school
supports for students in theomé and ‘few’ categories of the HPS framework. This
chapter builds on chapter four which details tresidstratification and segregation of
students from lower socioeconomic profiles and gppeople with a SEN, within the
competitive outcomes-based product system of eauncailhe recognition of social
determinants for mental health and wellbeing dedimggests that a higher percentage
of students in ‘disadvantaged’ schools (DEIS) witsent with or be at risk of mental
health and wellbeing issues. Indeed, the dataidtes that DEIS schools sampled are
experiencing greater challenges, as the perceofateir students in thsome’and
‘few’ categories are higher in comparison to the nonSDéthools. The student data
indicates that DEIS schools cater for a greaterlrarmof students presenting with self-

harm and suicidal ideation.

The chapter explores the reasons for the highes @it DEIS students presenting in
the ‘somé and ‘few’ category by exploring the impact of the primaryeckbcation
(home) on students. The chapter explores studatitgides to, and experiences of,
their primary care locations and demonstrates eeladion between a compromised
primary care location and a greater level of meh&allth issues. The data suggests
that DEIS schools cater for a greater level of stadents in comparison to non-DEIS

schools in the sample.

Chapter Six
This chapter argues that there is a perceptioheoEeaving Certificate as the measure

of the worth and value of all the teaching andreay which took place throughout
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second level schooling. It demonstrates the gafekg role of the Leaving Certificate
in terms of access to prestigious progression patbwassociated with a higher
standard of income and living. This in turn radbses why parents, student and
society are invested in this performance modelsseasment for social mobility or
maintenance of the status quo in many middle-adasss. The ability of the Leaving
Certificate assessment to precipitate the enticers®level educational experience is
discussed in relation tthe Framework for Junior Cycl¢2015). The views of

stakeholders indicate that the ability to transitio a mental health promotion model
is challenged as non-examination subjects arevkdsed. Therefore, it is argued that
the performance-based, product model of gatekeepssgssment impacts on the
schools’ ability to champion mental health promntioThis is because performance
and high-status progression to a HEI is viewedhasrole and function of the post-

primary education system is at odds with educa®a human right.

Chapter Seven

This chapter defines and explores the concept of meanagerialism as an
organisational instrument (see Lynch 2012; Lyethal, 2012) which projects the
logic of market principles into the oversight arm/grnance mechanisms of the public
service structures. This chapter explores the anp&new managerialism on the
terms and conditions of post-primary teachers edbntext of economic recession
and a decline in international standardised tesilte (PISA, 2009) as outlined by
Conway (2013). The chapter recognises that thee aotl function of teachers and
principals is also changing in line with the traiasi to a mental health and wellbeing
promotion model of schooling. Simmie (2014) argined the reforms at Junior Cycle
are aimed at increasing control, accountabilitficiency and surveillance on teachers
and schooling. Her arguments support those of 8al2007) who identified the
Global Educational Reform Movement (GERM); Lynchiu@mellet al (2012) who
detail the progression of new managerialism andeRif1993) in his analysis of the
McDonaldisation of the public services. The chameplores the experiences of
teacher and principals as they transition to a ocavdel within a competitive market
context of education. The chapter presents datelaion to the challenges created
by this context for these school-based adult stalkleins. It explores their experiences

and attitudes towards balancing care with competiti

Chapter Eight
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Chapter eight concludes the research study by suisingathe main findings and
making a series of recommendations. The recomniendasuggest how the current
operational context of post-primary schooling canrbodified to create a system
conducive to meaningful mental health and wellbgirgmotion. The chapter makes
recommendations which align with the visual thdoattframework outlined in
chapter two. It identifies recommendations whickrt@in to the post-primary
education system on a macro, meso and microsystewat It is envisaged that these
recommendations could be implemented on a micresystlevel in schools, on a
mesosystemic level across the ETB scheme and oaceosystemic level by policy
makers in the Department of Education.
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Chapter Two

Theoretical Framework

2.0 Introduction

This chapter outlines two theoretical approachashwtombine to form the theoretical
framework. Firstly, the researcher created a hylsethe using Ball's (1993) policy
tools and Bronfenbrenner’s (1979) ecological fraBecondly, the researcher adopted
Ball's (2008) ‘Policy Sociology Approach’ to advanaiscussion. The policy
sociology approach is created using the multiplstesys of inequality outlined by
Baker, Lynchet al (2004). These are: the economic system, theigallgystem, the
cultural system and the affective system. Eacthe$é¢ approaches are discussed in

detail in this chapter.

2.1 Configuring a Conceptual Lens for Education PolicyAnalysis

This research study examines the impact of conteampeducational policy on post-
primary school communities’ transitioning to a nediealth and wellbeing promotion
model. The chapter highlights that educationaicyabver the past five decades has
impacted on the operational context of schooliBgll (2008, p.7) argues that policy
by its very nature is ever evolving and therefoubjasct to constant change and
therefore must be viewed as an organic, multifatated ever-changing entity. He
argues against objectifying policy but instead weit as a continuum which is
subject to change over time and sp&a®a process, something ongoing, interactional
and instable’. In order to analyse policy as a continuum, Ball9@9proposed three

policy analysis tools: policy as text, policy asatiurse and policy as effects.

This study applies these policy analysis tools uglo the creation of a visual
framework. This is achieved by merging Ball's pwlidools (1993) with
Bronfenbrenner’s ecological frame of child develgmin(1979). Bronfenbrenner’s
original ecological frame was developed to illusr&ow influences in a child’s
environment affect the child’s growth and developtmeThe frame placed the child
in the centre of a multi-layered framework depichgdfive concentric circles which
circumference one another. Each of the five cirotggesents five socially organised

subsystems: the chronosystem, macrosystem, exosgstmesosystem and the
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microsystem. The combining of Ball (1993) poliopls and Bronfenbrenner (1979)
creates a variant framework which places the sc{asoa microsystem) in the centre
and adds the chrono and macro systems to the ekoy(@as text), meso (policy as
discourse) and micro (policy as effects) systemghis newly formed variant
theoretical frame depicts educational policy asoatiouum and illustrates the
interrelated dynamic between the chrono, exo, maneso and microsystems.

This research study argues that educational politneland is rooted in two separate
educational paradigms: a market-orientated paradigaducation and a social justice
paradigm of education. Therefore, the variant alismiame is created twice to
represent the separate educational paradigms whegbe contemporary educational
policy. These two visual frames are illustratedigure 2.1. The independence of
both circles at the chronosystemic, macrosystemicexosystemic levels depict the
existence of two separate educational paradignne I§ft represents the influence of
the political economy on educational policy and tperformance-orientated
operational context of post-primary schooling. Tigat circle represents the transition
to a mental health and wellbeing promotion modaslahiooling. The visual framework
illustrates that recent mental health and wellbeatgted policy has created an overlap
of both educational paradigms at the coalface hoals. The convergence of both
circles at a mesosystemic and microsystemic legpiats the operational context of
contemporary post-primary schooling. The researahgues that this has become a
site for tensions which relate to context, compmtiind care.

17



Figure 2.1  The Theoretical Framework — A Visual Frane

School communities do not operate in a vacuum but are shaped and moulded by contexts
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The researcher uses Ball's (2008, pRolicy Sociology Approachih order to analyse
where the separate educational paradigms overldye achool level. Ball (2008, p.4)
argues that this approach usssciological concepts, ideas and researdb’ aid
discussion in relation to how policy is interpretadd enacted at the meso and
microsystemic levels. Therefore, the researchanslion sociological concepts, ideas
and research, which have originated from an egartaperspective, to discuss
stakeholders’ experiences of challenges as theyganeThese concepts and ideas
emanate from economic, cultural and affective theord are expanded upon later in

this chapter.

The author uses two broad educational paradigniimmoe aspects of contemporary
educational policy in this research study. The gigras are explored in the next

section.

2.2 What is Education? Exploring Contemporary Understandings of
Education
The right to education is recognised in Irelandiiticle 42 of Bunreacht na hEireann
which acknowledges the primary and natural eduaaftdine child as the family and
therefore guarantees to respect the right of patergrovide for thaeligious, moral,
intellectual, physical and social education of thehildren’. Education is also
recognised internationally as a basic human rightdrious legal agreements which
have been ratified by Ireland, such asUimged Nations Convention on Human Rights
(1948), theUnited Nations Declaration of the Rights of the I@h{1959) and the
United Nations Convention on the Rights of the «C(i989). Tomasevski (2001)
argues that the right to education has been resedras a multiplier of other rights.
To fulfil its obligations to recognise and suppediucation as a human right, the State
is obligated to provide appropriate formal educgatmd schooling for young people,
and this has been progressed particularly in redecdades with the introduction thie
Education Act(1998),the Education and Welfare A¢2000) andthe EPSEN Act
(2004). This study argues that while the rightethucation has been upheld, the
construct of education has changed significantlgr dvne.

This research study argues the subjectivity of atloic and what it means to be

educated cautioning against objectifying educatiom reductionist sense; yet the
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objectification of education is evident in educatigystems operating in capitalist
economies. In recognition of the dangers of objy@ng education, Lynch (2016)
describes rather than defines education. She nésmEgythe potential of education as a
public good because as well as acting for the gddtie individual it can augment
life, socially, politically and economically. Shargues that education has many
potentials for individuals to shape and changertisecial context such as the
realisation of personal freedom, emancipation fmuio-economic oppression and
mobilisation of participation in society. Lynch (@8 identifies four positive
potentials which can be achieved through equatibpp$ed education. These are: its
ability to play a defining role for an individuat terms of educational and personal
identity; its ability to define what is of culturahlue; its ability to provide a voice and
parity of representation; and its ability to tralgre for and nurture the learners. This
concept is explored in relation to the number aing people in Ireland that become
inactive NEETs. Power, Clarket al (2015) define inactive NEETS as citizens who
are not seeking employment, education and/or trginThe fact that the majority of

these young people have dropped out of second éeluslation is significant.

Similarly, Apple (2006, Foreword) highlights thengrs and inconsistencies involved
in objectifying education.Debates rage over what is to count as 'officialwleaige’,
over what counts as good teaching, over what caamtsvidence of success, and over
who should ask and answer these questiddge’argues that the construct of education
is influenced by the societal, political and ecommontext which shape school
communities resulting in debate as to the form d&maction of education in

contemporary society.

The crux of the argument is explained by examirtiregetymological foundation for
the word education. [s noteworthy that it derives from two differing tira roots
‘educare’ and‘educere’as noted by Craft (1984). Educare means to moutdain
whereas educere means to lead out or guide. &kisreated a binary perspective on
the meaning, role and function of education. Theaty perspective relates to two
distinct educational paradigms: the constructiegtistemology and the realist
epistemology. Freire (1972) argued the coexistefbeth opposing epistemologies,
explaining that education is never neutral in jpditterms as it is, he argues, either

used for emancipation or domestication. Bekerm®@§® supports this by arguing
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that the function of education is either a modaarfess to participation as citizens and
workers in a democratic society, or a means ofada@eproduction where access to
wealth and power is controlled and rationalisecbrdtrecently, Bathmaker, Ingrash

al. (2016, p. 2) argue that Higher Educaticemn be viewed as an instrument of social
justice, or conversely as a tool for elite reprotloc’. This theoretical argument is
explored in chapter four of this research studycWwhargues that the class-based
schooling model of educational provision in Irelassists in the perpetuation of the

political economy.

Bekerman’s (2006) identification of education an@de of access to participation as
citizens and workers, is the essence of educasi@yaaxis model. In the last century,
Dewey (1916) described education as a social psocestral to living and not in
preparation for future living. He argued that teag should be viewed as a continuum
‘the object and reward of learning is the continaagdacity forgrowth’ (Dewey, 1916,

p. 100). Dewey'’s philosophy of a shared meaningpstts collaborative practice in a
shared process between teacher and students ctihgimaa personal understanding
of the subject. Gramsci (1971, p.40) argued thade who were truly educated could
‘rule as well as be ruledthus creating an equality-base for democracy. 8¢b894,
p.13) argues the importance of a constructivisgxisr approach to pedagogical
practice. She argues that to educate is an inelysiactice which is inherent in
teachers thabelieve that there is an aspect of our vocatiaat ik sacred; who believe
our work is not merely to share information butdoare in the intellectual and
spiritual growth of our students’This concept is explored further in chapter seven
which illustrates the pressure on school leaded twachers as they balance
quantitative performance indicators with the moueldative caring aspects of their

roles.

In contrast, is the latter function of educatioogmsed by Bekerman (2006) which
views education as a means of social reproduati@dontext where access to wealth
and power is controlled and rationalised. Arct#0g, p.7) has argued that despite
the recognition of education as a fundamental hungnt, it is infringed upon by
governments globally. Blackmore (2000, p.134) sufgpthis argument by citing
countries where education has been transformecdetonbe‘the arm of national

economic policy’'viewed simultaneously as both the problem andstblation in
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tandem with the fluctuating economy. This condspéxamined in chapter seven
where a decline in PISA results (2009), in tanddth vecession and austerity, created
the ‘perfect stormfor educational reform as outlined by Conway (201Blackmore
(2000, p.34) highlights that the product systensdtiooling, within the neoliberal
capitalist competitive context, has shiftékde emphasis from input and process to
outcomes, from liberal to the vocational, from eatian’s intrinsic to its instrumental
value, and from qualitative to quantitative measuoé success’Ball (2008) argues
that such an education serves the needs of theoegoand not the needs of the
individual or society. Harvey (2000, p.103) sugpahis point arguing that capitalism
places a paradoxical demand on the educationaéreysis capitalism depends on
workers’ ability to think independently regardingsagned workplace tasks, but it does
not require workers that can critically evaluate glystem in which they function. He
adds twhile the education of the labourer appears importa cannot be the kind of
education that permits free thinking'.

Harvey (2005, p.2) defines neoliberal capitalism'Ralitical economicpractices
which suggest that the advancement of human wegliloan be achieved liperating
individual entrepreneurial freedoms and skills witran institutional framework
characterised by strong private property rightedrmarkets and free tradeln the
Irish context, Lynch, Grumme#t al. (2012) argue that neoliberal capitalism alters
the context, rationale and reason for the learndrcharts a new and unique function
for education that is contrary to education as mdmu right. They argue that the
application of economic/market ideals and termg&dacation objectifies education
presenting it as a marketised product and not & b@snan right. Ball and Nikita
(2014, p.83) argue that the market model is basethe principle of supply and
demand’'causing schools to act like business entitiesoarthe demand side, resulting
in learners and their parents/guardians acting ti&esumers. This argument is
explored further in chapter four which argues suath a supply and demand model
has augmented inequality as students’ currendyeimtarket depends on their cultural
capital and habitus. The impact of this alteredarstanding of the role and function
of education is explored later in this researchsi{ighapter six) in relation to the over

emphasis on the product model of assessment.
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This is contrary to education as a human righta@ess to the market is subject to
inequalities. These inequalities can be viewed anderstood from a number of
different perspectives and these are outlined @swlsgised later in this chapter. The
next section examines the emergence of two separhteational paradigms and

therefore establishes a context for this reseadtatys

2.3 Mapping the Theoretical Framework to Policy Developents in
Education and Schooling
The theoretical framework visually depicted in figl2.1 illustrates two competing
educational paradigms. These paradigms emanatetivo competing positions on
education and schooling: education as a produchatimg from market theory shaped
by the political economic context (left circle) amdlucation as a praxis emanating from
integration theory and shaped by the affective dongaght circle). The visual
framework allows the researcher to view the chrgs@sn, macrosystem and
exosystem as historical components of the policytinaum. It enables the
contemporary nature of the meso and microsysterbs tmderstood by analysing the
current happenings at the coalface across the sasopbols. Therefore, it is logical
that this theoretical framework chapter will exgorthe chronosystemic,
macrosystemic and exosystemic levels in ordertabésh a theoretical foundation on
which to build the meso and microsystemic analyBisthis end, this section explores
both largescale circles (see figure 2.1) separatsigg Ball (1993) policy analysis
tools.

2.4 Understanding the Capitalist Political Economy andts Influence on

Contemporary Education

24.1 Introduction

This section explores the chrono, macro, and exesys levels of the policy
trajectory outlined in the left circle. Tldlaronosystenfor the left circle encompasses
political and economic shifts, in line with the gression of capitalism, over the past
century to the present day. It demonstrates thaysation of free-market principles
and international trade which have evolved cagitalacross the globe since the 1970s.
The merging of Ball’s policy tools and visual asiseaf Bronfenbrenner’s frame create

a macro-level prelude to the initial policy as tpkiise proposed by Ball (1993). This
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macrosystemidevel represents what Foucault (2002a) arguehagolitical and
social influences which instigate debate which tag#he impetus for policy creation
or modification. Foucault (2002a, p. 49) proposer the object of policy is created
through political discours@bjects of which they speakhich in turn becomes public
discourse and subsequently creates the need fioy pdall (2008, p. 63) argues that
macro level educational policy ruptures are a respoto shifts in the political
economy. He argues that viewing the language lafypover time enables patterns to
be identified which expose theontradictions and incoherence’slhich exist within
policy. For instance, this research illustrated the ideology of choice and equality
contained in the text dhe Education Acf1998) was not translated into educational

practice at a mesosystemic level in the urban esrsampled.

This chapter explores the nexus between rtrecrosystemicshift to neoliberal
economic policy and the role of education in suppgrthis shift. It examines the
influence of the neoliberal economic and politicahtext, which sought to transition
education and schooling to a competitive market ehodall (2008) connects the
macroeconomic policy shifts wittupturesin education commencing in the US and
UK in the 1970s. He outlines that each historsteft within the UK political economy
had brought with it a rupture or change in the atioa system. Ball (2008) and Lynch
(2012) outline distinctive hallmarks which signifjne influence of neoliberal
Capitalism on education. Thexosystemidevel focuses on the construct of Parental
choice, in the Irish educational system, underpinmgthe Education Ac{1998),the
Equality Legislation2000) andhe EPSEN Aa2004).

2.4.2 The Chronosystem for the Emergence of a Neoliber&@apitalist
Economy

The chronosystem for the educational policy tragctnfluenced by the political
economy aims to objectify neoliberal capitalismtime and space. This allows an
exploration of its origin, intention and impactrelation to educational policy in the
Irish post-primary schooling system. Ball (2008)spions neoliberal capitalism
clearly within the historical trajectory of capitah. He illustrates that viewing
historical policy developments, through the lensaifial class, yields a chronology of

four distinct historical capitalist policy epochoiin 1870 to 2007, these are: The
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Modern State; the Welfare State; the Neoliberaie€saad the Managerial State (Table
2.1).

Table 2.1 The Four Stages of the Development of Cisgdism

Shift (UK) State
1870-1944 (first liberalism)

Political problems of management of urban working- | Modern (or interventionist)
class migrations and imperial industrial development State
and trade

1944-76

Post-war economic growth and the expansion of the | Welfare State
middle-class

1976-97 (Thatcher and Major/ Conservative Party)

Economic crises, mass unemployment, and shift from | Neoliberal State
Fordist to post-Fordist regime of accumulation and
the first stage of deindustrialization

1997-2007 (second liberalism)®

Assertion of the knowledge economy and new forms | Managerial or competition
of work state

(Source: Ball, 2008, p. 8y

The shifts which determined the four main policyépms outlined by Ball (2008) are
explained, in economic terms, by Frijters (20138p. He explains that within

capitalism, governments have two choices in ratato the management of the
economy. They can either intervene or allow a fregket to prevail. This study is
primarily concerned with the third and fourth pgliepochs outlined by Ball (2008).
These policy epochs, the neoliberal capitalist éStahd the Managerial State,
developed under a free market political economit spresent the context of our

contemporary existence.

2 Ball expanded this period to cover the presentidds subsequent work.
3 Table 2.1 has been modified to remove the edutat@spect which is discussed as part of the
macrosystem later in the chapter
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Frijters (2013, p.28) explains that capitalist idgy is underpinned by competition
and that the aggregate view of mainstream econsnsighathumans are primarily
motivated bygreed, and competition betwegreedy individuals leads each of them
individually tospecialize in doing what thelp best’.Frijters (2013, p.28) outlines that
a movement to neoliberal capitalism was propelledribeconomic perspective which
viewed competition as the key to efficiency in protion which‘would produce an
optimal outcome for society as a whole ... and tloeegshould be encouraged on the
grounds of social surplusThis shift in economic perspective was advangea &hift
which Ball (2017) argues was underpinned by a $@md political narrative that
highlighted the failures of the State, particularythin a context of decreased

economic performance and the OPEC oil crisis 0f3197

Ostry, Louganiet al (2016) illustrate an unequivocal global shift ieoliberal
capitalism since the late 1970s and the early 1980®y outline that the neoliberal
policy agenda involved policies of deregulationrtcrease domestic competition: the
privatisation of State services and utilities; tnggmentation of global trade; the
attraction of foreign direct investment as wellthe movement of capital between
countries. Griffin (2002) outlines that the neelidl perspective viewed the market
model as the antidote to the societal and econdeficits caused by the welfare State
system. Ball (2008, p. 75) argues that, in the Ukatcher and the new right critique
of the welfare State sought to replace ineffecbueeaucratic State institutions by
applying market forces, deregulation, and the redocof State intervention in
concurrence witHaissez-faireideology. Ostry, Louganet al (2016) illustrate a
global movement to neoliberal Capitalist policigsthe 1980s. They detail these
macro polices which included deregulation and mao@mof capital between
countries, the augmentation of global trade throgipbalisation, foreign direct
investment, privatisation of State services anliities and the reduction of trade union
power and influence. In the lIrish context, the pplepochs which signpost the
development of capitalism in broad terms over #s tentury also exist. However,

the context was different to that of other courstrie

In the Irish context, the political and economi@giices began to shift from a
protectionist model to a liberal economic modelthe late 1960s as outlined by

O’Hearn (1998). This shift in policy was signifidagiven Ireland’s historical reliance

26



on agriculture. McCabe (2011) outline Irish economolicy in the 60s and 70s was
to sell natural resources and reduce protectiofisnmdigenous industry. O’Hearn
(1998) argues that this resulted in a vulnerabildly indigenous firms which was
compounded by Ireland entering the European Econ@uammunity (EEC) in 1973.
A plethora of issues challenged the governmenheftime: ranging from industrial
relations disputes, to inflation cause by oil csis# 1973 and 1979, to increased
taxation and an economic downturn in the late 1%tis 1980s. It was within the
context of high unemployment and mass emigratiat ttooperation between a
minority (FF) government and the main oppositiorrtypgFG) developed. The
‘Tallaght Strategy’ (1987ensured that Ireland’s political leaders adoptathided
political and economic vision which allowed polE@ntredon economic openness,
deregulation, innovation and flexibility to developln an effort to stabilise the
economy and promote growth, Foreign Direct InvestnieDI) became a key priority
for the Irish government from the 1970s and comtthunder théTallaght Strategy’
as outlined by O’Hearn (1998).

The government developed an attractive tax and lkegaework and nurtured its
strong historical diasporic ties with the US. &mell became largely dependent on FDI
which was in turn dependent on the variable glelsahomy. O’Hearn (1998) argues
that Ireland’s increasing economic dependency omh méZessitated an education
system which would produce an appropriately skillextkforce to meet the demands
of the global economy. Ireland’s ability to attr&®I| was dependent on the provision
of an effectively trained workforce. This econonubjective gradually shifted
societies collective view of the citizen’s role dadction to a utilitarian model. Lynch
(2016) argues that this utilitarian economic pecsipe views the ideal citizen through
the lens of the Rational Economic Actor (REA) mod€&his model measures human
activity and value in accordance with the contrilmutmade to measurable economic
prosperity. Rooney (1998) outlines that societiesceptions of education began to
shift and those who were uneducated were increlgsingved as a liability. Equally,
Ireland’s increasing dependence on FDI necessitgtetitical leaders and
policymakers who could predict and project econogriewth and workforce skill

needs.
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2.4.3 The Macro and Exosystemic Level Impact of NeolibedaCapitalism on
the Irish Post-primary Educational System
This section illustrates how macro level neolib&apitalist policies reconfigured
societal perspectives regarding the role and fanabf education and schooling.
Ball (2008) argues that economic shifts throughbet progression of capitalism
have yielded ruptures in the education systemtalite 2.2 the researcher maps
Ball's (2008) UK-based template for the economiitstand resultant ruptures in
the educational system, to the Irish context. Drag Lynch (1993) argue that the
Ireland’s colonial past underpinned by religiousisiens ensured that the
experience of school choice differs here in congoerito other marketised
jurisdictions such as the UK. Lynch and Moran (20@@ue that choice in the Irish
context originated through religious differenceheatthan market-led ideology but
that the outcomes are class-based in both caséstty\nd Power (2000) argue
that the Irish schooling system is a privatised oeinational one which has
become state financed over time unlike the expeeienf other countries. The
introduction of free education in 1967 marked tbsmmmencement of a universalist
welfare state education system. Prior to the intetidn of free educationin 1967,
most church-run schools serviced the wealthierselssvho could afford to pay for
education. The introduction ofree’ education offered existing denominational
schools the opportunity to volunteer to opt in whiesulted in them being
categorized assbluntary secondary schooldJnder the terms of the arrangement,
the voluntary secondary schools would remain invgie ownership and
management but would be subsidised by the goverimenovidefree’ education
to qualifying citizens. This increased post-primacgess to education significantly.
However, as Raftery et al. (1993) noted exclusiveape schools could opt out of
the free education scheme thus, ensuring they enaet an offering of privileged
education to the wealthiest families.

An appreciation for the historical links betweewiabclass, education and the
church in Ireland is important in order to expltne reasons for the type of class-
based schooling system evident in the Irish contexich (2016) and Canny and
Hamilton (2017) argue that education is the mastesy of transferring capital in
Ireland as a post-colonial nation previously unatamed to a tradition of inherited

economic wealth. Historically, Ireland in contr&sjurisdictions such as the UK did
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not have a distinctive capitalist class instedwhd a strong agricultural dependency.
McCoy, Byrneet al (2019, p. i) note therucial role played by upper secondary
grades in access to Higher Education (HE)'d the more lucrative employment in
Ireland. This has made examination performance-tidorogression a central
objective and measure of educational success. idddlty, the role of religious
denominations particularly the Catholicism in theH schooling system and assist in

understanding the delineation of class structurégsh society.

The newly formed Irish free state emerged frompbigical and societal tensions
that followed the Civil War and was underpinnedabyeak economy and resulted
in a recurrent trend of mass emigration duringdiff economic periods. The
existence of a denominational schooling systemreqsilat religious persuasion
was a factor in school access and social capited.Fowis Commission (1868-1870)
acknowledged the ownership and management of pyiswooling in Ireland was
largely in the hands of the Catholic church anddfoge it recommended the
acceptance of the defacto denominational statpsimiary schooling in Ireland.

This recommendation was palatable for the statdareconomic context of the
times, asthis deferral of authority left the government tfé hook in terms of
funding schoolsas outlined by Irwir{2009, p.3). This persisted well into theé™20
Century. Thus, the state support for the Cathdlicch and the dominance of the
church within education provision ensured that etioa and religion became
intertwined in the Irish cultural psyche. Indee@nkedy (2001) outlines that the pre-
welfare context of the time ensured a convergeet@den church and state as the
conservative church values of chastity and marraggired the protection of title to
family farms, assets and homesteddsd, family and church form a trinity which
dominated much of Irish life at least until the 0962001, p. 4).

The state’s first attempt to establish state rust4poimary education was the
Vocational Education Act (1930) which created aeysof vocational education
nationally. The Act established Vocational Edumadi Committees (VEC$hich

provided vocational education through a systenectnical schools. O’

#Vocational Educational Committees were replaced by Education and Training Boards in 2012.
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Raifeartaigh (1958) argued that despite initialgoess, the vocational educational
model did not advance as successfully as othergearonations, as Ireland was less
industrialised and therefore resources were dilotext large areas of rural
population (1958, p. 48). The establishment atestun vocational educational
provision created a binary system of educatiometahd with academic education
remaining the remit of privately-owned secondatyosds. O’ Raifeartaigh (1958)
illustrates that in Ireland vocational educatiorswat held in the same parity of
esteem as other European countries such as Germaeydesire for armcademic’
education and the social mobility it offered waglenced by the continued growth
of voluntary secondary schools the 1940s and 195@keed, secondary schools
were thriving independent of the state and maiethithe right to severe their
‘connection with the state at any momeg@’ Raifeartaigh, 1958, p. 44). He
illustrates that in the academic year 1921-192¢ethesre 20,776 pupils in
denominational post-primary schooling and by 198He number of students had
exceeded 66,000. Tormey (2006) argues that themysf locally managed church-
run schools existed was essentially a market mofdediucation because wealth was
necessary to afford a place due to dearth of &tating. This also ensured
economic reproduction in Irish society which reafied the position of the voluntary

secondary sector with those from higher socioeconpnofiles.

In the UK, the post war period from 1944 onwards aa expansion of the middle
classes and the emergence of a welfare state(1B88) illustrates that unlike much
of Europe a coherent welfare state did not develdgeland after the Second World
War. However, the post-war expansion in the USldkdn the 1940s and 1950s

did create an emigration pathway for many IristenKedy (2001) outlines that
challenging economic circumstances continued theal950s with emigration
peaking during this decade. Emigration from adtical, unskilled or unemployed
profiles, to the UK increased significantly dueatdemand for the reconstruction of
infrastructure in the post-war era. Thereforejcadion was reinforced as the means
to a greater sense of financial security and stalaigainst the threat of a weak

economy.

30



Table 2.2 An Application of Ball’'s Diagram ‘Shifts, Ruptures and the State’
to the Irish Context
Shift (Ireland) Rupture State
Pre-1960 Modern (Interventionist
State)
1960-1980

Move from protectionism of

indigenous industry
Entry to the EEC 1973

FDI attraction and
dependence

Post-war economic growth
and the expansion of the
middle-class

Move to universalist welfare
State education ~ (free
education year 1967)

Skilled workforce needed by
economy

State education- national

system locally administered

OECD report Tnvestment in
Edncation’ (1965)

A shift from a traditional
liberal educational system to
one which meets the

economic needs of the State

Welfare State

1980-1999

Economic instability, mass
unemployment, and shift
from Fordist to post-Fordist
regime of accumulation and
the first stage of
deindustrialization

OECD report Reviews of
National Policies for Education:
Ireland’ (1991)

Utilitarian and individual
focus to education

Breaking from emerging
comprehensive national
system and the end of
professional autonomy for
teachers and schools

Welfare State

2000-2007

Economic upturn, Celtic

Tiger era

Benchmarking
NLN

Public Private Partnership

Neoliberal State
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Knowledge Economy- new

forms of work

2007- ongoing

Recession- fiscal deficit
reduction through a
programme of austerity
Continuing knowledge
economy and new forms of

work

Progression of
GERM/McDonaldisation

Need for skilling, reskilling,
upskilling to become

Changes in work practices in
line with ‘reform of the public
services’

Establishment of Teaching
Council

Reform of JC via Framework
for Junior Cycle (2015) and
the introduction of the
Wellbeing Guidelines (2017)
underpinned by HPS
Framework (1995)

Neoliberal State and the
progression of new
managerialism as an
instrument of governance
in the Neoliberal State
(Lynch, 2014)

IAdvancement towards a
Competition State

normalised across the lifespan

Need for a resilient workforce

(Modified from the original source: Ball, 2008,5¥)

Kavanagh (1993) highlights that the Organisation Economic Co-operation and
Development (OECD) became a key influencer in i@tato Irish education policy
since the late 1960s. The organisations influemcethe evolution of the Irish
education system is visible in educational repsitge the 1960s. These reports
include: The Investment in Educatior{1965) report andReviews of National
Policies for Education: Ireland(1991), which cite theories and concepts such as
Human Capital Theoryand theKnowledge Economy. Human Capital Theory
promoted government investment in education anditig in order to enhance the

potential and value of the workforce.

Clancy (1996) argues that following tHavestment in Educatioméport (1965), Irish
education policy shifted away from a traditionddellal model of education to one
which would meet the prevailing economic needsis Tesulted in a major shift in
Irish educational policy (exosystemic) with theraauction of a universal system of
free post-primary education in 1967. The policjtstought to ensure greater numbers
of citizens received post-primary education in otdeaugment the profile of the Irish

workforce and Ireland’s reserves of human capfiadm a social welfare perspective,
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this policy shift was positive in so far as it od post-primary education to citizens
from poorer backgrounds for the first time in Irisistory. Cabhill (2015) illustrates
that The Investment in Educationéport therefore also led to the first attempt to
address educational disadvantage in Ireland, as {@il967, post-primary education
was fee-based. It indicates that in that time spate there was a convergence of the
desires of the economy and the human rights feris.

In the 1990s, Ireland began to experience an ecmnopturn and FDI into Ireland
steadily increased. Irish graduates began congpé&inhigher paid and more skilled
jobs in pharmaceuticals, computers and electrobusiness etc. The increasing FDI
resulted in an increased demand for a semi-skileckforce. The OECD report
‘Reviews of National Policies for Education: Ire#n1991, p.69) outlined the need
for a utilitarian education system which would sopipthe economy by either
developing & stronger vocational system or restructuring sectevel education’
This report influenced the Green Paper entitieducation for a Changing World’
(1992, p.3-5) which outlined the need to reformedeacation system in line with the
development of an enterprise culture and the needgure the workforce could meet
the demands of increasing industry. Clancy (19088) argues that this intensified
the product model of education, within the Irislueation, by developing‘atilitarian

and individualistic’focus.

The policy movement in the 1990s was paving the i@y increase parental
involvement and choice in education. A series diljgations, such as tieducation
for a Changing World(1992) document and the Irish White Paper on Hiluta
‘Charting Our Education Future{(1995), precedethe Education Ac{1998). The
Education Act(1998) was a legislative watershed in Irish edooaas it provided a
statutory framework for the Irish education sysemprimary and post-primary levels.
The Act proposed to provide equality of educationdil, irrespective of status. The
Act placed statutory responsibilities on the DE8 aducation system as a whole in a
number of key areas, such as: to provide appr@pedtication for every citizen up to
adulthood; to include persons with a disabilitySpecial Education Need (SEN); a
requirement for the educational system to be adeblm to students,
parents/guardians and the State for the educat@mnded in its institutions; a respect

for diversity within the educational system andphemotion of a spirit of partnership
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between the stakeholders. In addition, parentaicehin relation to enrolment for
schools was legislated for and post-primary scho@se required to disclose their
enrolment policies and the criteria used in sebgothildren for enrolment to allay any
fears of discrimination. Similar to the US and U#ueational systems a decade or
more previously, the Irish government legislated garental choice in relation to
school enrolment applications. It is provided farthe Education Act1998), through

the following statement:

‘It is open to parents to seek to send their childieea school of their choice...post-
primary schools should disclose their enrolmentiqqes and the criteria used in
selecting children for enrolment. Parents will $hioe fully informed on the selection

procedures which will help allay any fears of disgnation against their children’.

This provision for parental choice was viewed asaagmentation of the earlier
Constitutional recognition of the role and rightparents with regard to the education
of their children. Cahill (2015) illustrates thatrtisles 42 and 45 of the Irish
Constitution were adopted by proponents of pareailce in relation to school choice
and became central to the argument for the eshabdéiat of a legislative framework
to support the ideology of parentddoicein relation to school enrolment applications.
Articles 42.3.1 and 42.4 state:

“the State shall not oblige parents in violation tfeir conscience and lawful
preference to send their children to schools esthbd by the State, or to any
particular type of school designated by the Stated“when the public good requires,
provide other educational facilities or institut®mwith due regard, however for the
rights of parents, especially in the matter ofgelus and moral formation”
(Bunreacht na hEireann, 1937)

Cahill (2015) argues that contemporary supportdrsnepliberalism became
advocates of theisionof our forefathers and promotetoicerather than viewing
the Constitution in the context of the time andspgit which permeated all aspects
of the document; to promote equality for all citize Cahill's arguments are
supported by the views of Orfield and Frankeni@@3, p.255) who argue that
the construct ofchoice’ can be underpinned Bynarket theory’or ‘integration
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theory’ which yield contradictory results. They arguet ttee ideology of choice
rooted in integration theory’has objectives rooted in social justice and inolus
or, in contrast,choice can be founded inmarket theorywhich has been shown
by researchers to augment social segregation agdiatity. This study argues that
the Irish education system is as rooted in mahetity now as it ever was and that
the parental choice outlined in the Education A89R) is merely a construct which
has not yielded equality of access rather repratdiucequality. Indeed, this is
supported by an OECBpotlight Report for Irelan@@012, p.13) which argued that
‘providing full Parental choice can result in segeating students by ability,
socioeconomic background and generate greater itieguacross education
systems’Indeed, Smyth, McCogt al (2004) indicate that half of the post-primary

cohort do not attend their nearest school.

The ideology ofchoicehas emerged as a cornerstone for the reform afatidn
systems within a neoliberal capitalist economy. Di€CD (2012) notes that school
choice has become a feature in 66% of OECD cousnimi¢he past two decades.
Similar to the US and UK contexts a decade preWousorard and Fitz (1998,
p.393) outline that Parental Choice, in conjunctioth the idea of good parenting,
saw an increase in Parental involvement and cotigefior enrolment ingood’
schools. The phenomenon of parentocracy increasdde market model of
education. Parentocracy refers to parents’ rotkiafluence in the selection of
schools for their children. Ball and Vincent (1998382) argue that the selection
process is influenced by what they teégrapevine knowledge’ The grapevine is
a social network of parents/guardians through whiata is informally gathered
and exchanged regarding schools and school retatdters. They argue that
certain middle-class parents/guardians go to desaiths to collect grapevine
information to maximise their market knowledge, dontrast to working-class
parents/guardians who tend to rely on their owtinoss or theirchild’s affective
responses’Indeed, the OECD (2012, p.4) recommended thatitsie government
improve access to information about schools andattn system knowledge for
families from disadvantaged profiles.

The introduction of parental choice resulted imead of moving further away from

community education and into a competitive andviatialistic modelThis utilitarian
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focus has been identified by Ball (2008, p.8) wiguas that since the 1970s education
has been fundamentally reformed ogirmagined’in line with an economic view of
education. He argues the role played by discousrdssh create a need for certain
educational policy goals. The construct of a knaolgkebased economy within
contemporary capitalism positions knowledge asnie driver of productivity and
economic wealth within a global market. Ball (200813) argues that the constructs
of the knowledge economy and globalization havemégured the education system
to respond to economic needs as its main objedtigeargues that this reconfiguration
‘privilege particular social goals and human quag and currently give
overwhelming influence on the economic role of etan’. Ball (2008, p.81)
identifies six hallmarks of educational reform viftimeoliberal capitalist economies.
These are: parental choice, per capita fundingerdity of provision, inter-school
competition, league tables and new organisatiooalogies (new managerialiSin
The role of the construct of parental choice inréferm of education is significant in
jurisdictions where education has been marketisee Ball and Reay 1997; Sahlberg
2007; Ball 2008; Lynch 2016).

The six hallmarks outlined by Ball (2008) are ewithe the Irish context and have
been described also by Lynch et al. (2012). Fstaimce, the construct of parental
choice in terms of selection is provided for in Baucation Act (1998and

discussed at length in section 2.4.3. A systeneotppita funding operates via the
student capitation grant. Diversity of provisionstx in the Irish context with private
fee-paying schools, non-DEIS and DEIS schools. iBimv is nuanced further by
denominational influences and patronage. Competlietween schools for students
and parents’ preferences is argued and is explareation to the sample for this
study. The provision of league tables which regata from examination and test
results have been blocked in the Irish context. el@w, the national media have
established a yearly pattern of publishing thirgelgorogression rates resulting in
defacto league tables. And finally, the phenomesfamew organisation ecologies is
listed by Ball (2008) and explained as an apprasgaich involved modelling
schools on a business model concerned with maxiimmsaf resources, budgets, and

5 New managerialism is discussed independently aptehr seven
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measurable outcomes. This approach has been obsertre Irish context by Lynch
et al. (2012) who named it ‘new managerialism’.

Just a decade aftdre Education Ac€1998), Lynch and Crean (2008) argued that
liberalism had prioritised choice over equity aunstice in education. Smyth (2017,
p. 4) argues thathe interaction between Parental choice, patteamsl school
admission (where they are oversubscribed) has doetsd differences in
composition between school sectors and among tuhvischools.This concludes
the education policy continuum represented by dfiedircle in figure 2.1. The
chronosystem, macrosystem and exosystem are bat@spects of the frame
which have been explored in order to establish dbetext of the meso and
microsystems. The mesosytemic impact of this eduralt paradigm is examined
in chapter four. The microsystemic level impacttbé neoliberal capitalist
economy is discussed in the remaining analysistehgfchapters five, six and

seven).
The next section of this chapter explores the ackaents in relation to mental

health and wellbeing promotion in contemporary @fion. This is represented in

the right circle of figure 2.1 previously presentedhapter two.
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2.5 Exploring Advancements Relating to Mental Health ad Wellbeing
Promotion in Contemporary Education (the right circle)

25.1 Introduction

This section focuses on the right circle of figdr& and examines the mental health
and wellbeing paradigm exploring advancementsinglab education and schooling
in Ireland. On ahronosystemitevel, the development of societal understandirigs o
mental health is explored, particularly the shiémh a historical focus on illness and
curing illness, over the past three decades. dretlrly millennium, the WHO (2001)
recognised that in addition to biological and psyjobgical causes for mental health

disorders, social factors could also play a role.

On amacrosystemitevel, significance of the European movement tolwar settings-
based approach for mental health promotion in dasaexamined particularly in the
context of recession and austerity. This sectidlir@as that advancements in mental
health theory and wellbeing perspectives have edrin developing an appreciation
for additional causative factors relating to humaaxial environment. Indeed, the
World Health Organisation and the United Nationghendorsed this view and argued
that improving mental health outcomes corelateh @écreasing social injustice and
inequality. In recognition of the impact of soctdterminants, such as poverty and
inequality, this chapter explores the impact of theession and austerity on young
people in Ireland. It argues that recession antkatyswas experienced profoundly by
Irish young people on a material and emotionallleVeose who were infants and
toddlers during the onset of recession and augtanit now the adolescent population
of our post-primary schools. Others who were pes$eand teens have now finished

their post-primary schooling.

This section examinegxosystemicpolicy developments which have enabled a
settings-based approach to mental health and virgdjipeomotion in Ireland. It argues
that the shift is a reactive response to risinglestent mental health issues and
increasing associated costs to the State. It examnthre rationale for the inclusion of
schools as a setting for mental health and welthpimemotion and explores the policy
shift at post-primary level in Ireland. It iden&§ that a policy-led transition to a school

settings-based approach to mental health promationrrently underway through the
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incorporation of the Health Promoting Schools (HR®)del into theJunior Cycle
Wellbeing Guideline$2017). These guidelines are being implementgahasof The
Framework for Junior Cyclg2015). It illustrates that the school settingsdih
approach to mental health and wellbeing promot®nransitioning from a non-

statutory basis to a statutory one

Figure (2.1) illustrates that the microsystemicelewf post-primary schooling is

attempting to facilitate two separate educatiomahgdigms. The right circle represents
a mental health and wellbeing promotion (care-adat=t) educational paradigm and
the left circle represents a competitive marketperformance-based educational
paradigm. The diagram illustrates that both paradigconverge at a meso and
microsystemic level creating a site for conflictiaducational objectives. This study
argues that analysis of the reported happeningseaheso and microsystemic levels,
illuminates the contextual challenges which schouolsst navigate in order for a

transition to a meaningful mental health and wetiggoromotion to occur.

252 Advancements in the Mental Health and Wellbeing Pespectives: An
Altered Paradigm

Over the latter half of the last century, the diéfim of mental health evolved from a

historical scientific definition which prevailedsie the enlightenment period. Under

the terms of the historical definition, a persorswlaemed healthy in the absence of

a diagnosable physical or mental iliness or dise@seelopments in psychology

yielded the concept of health promotion in conttaghe historical focus on illness

and curing illness.

Barry & Jenkins (2007) identify that effective hisgbromotion shifts the focus from
individuals and prevention, to health actions drewider social elements that
promote and maintain health. Thornton (2001) @rplthat two major perspectives
in relation to positive mental health and wellbeaxgst; a hedonistic approach to
wellbeing and an eudemonic approach. The hedompproach is temporary in
nature inducing transient pleasure, whereas a emgierapproach is underpinned by
Aristotelian theory and the concept of ‘human flshing’. Aristotle argued that
human flourishing could be achieved, over timeliting a virtuous life. The

Aristotelian perspective has prevailed in the westeorld due to the formative
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influence of Judeo-Christian tradition. In parteylas O'Brien (2008, p.100)
outlines, the concept that life is a journey in pluesuit of happiness, in an eternal

afterlife.

Thornburn (2018, p. 53) argues that contemporaajtihéheory draws on Aristotelian
theory and recognises humans as psychosocial Ipgiggs. He terms this perspective
‘salutogenic health theory’. A salutogenic pergpecargues that reaching personal
goals is a lifelong continuum rather than a defieitendpoint. In line with the
salutogenic perspective, mental health and welthées been reconceptualised as a
continuum which focuses on mental health and wedtbpromotion, as a preventative

measure, rather than the historical singular fasureatment.

The World Health Organisation has taken a eudemamicsalutogenic perspective
and defined mental health asstate of wellbeing in which the individual realidgs

or her own abilities, copes with the normal stressé life, works productively and
fruitfully, and makes a contribution to his or kmmunity(WHO, 2001, p.1). This
illustrates that mental health is not merely thpagite of mental ill-health but that it
has far-reaching ability to developsychologically, emotionally, intellectually,
socially and spirituallyy(Barry, 2009, p.6). A salutogenic perspectives is endoirsed
the Junior Cycle Wellbeing Guidelin€17, p.12) which uses the above WHO (2001)
definition and states that schools neettctmsider wellbeing less as a state of being
but more of a process of well-becoming’hese guidelines are discussed later in this

chapter.

2.5.3 The Recognition of Social Determinants for Mental tealth and
Emotional Wellbeing

In tandem with advancements in our understandingheftal health, a refocus in
relation to the causative factors for mental heal#tline has also occurred.
Kinderman (2017) outlines a shift from a singulacds on the biological and
psychological factors, to an appreciation of socsalsative factors for health decline.
The World Health Organisation (WHQO) (2001; 2015)s hacognised poverty,
inequality, discrimination and other issues peitajrto social justice as significant

social determinants of mental health and wellbeiagine.
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The recognition of social determinants as a factonental health decline has led to a
re-examination of responses and treatment pathwaydeveloped countries. A
growing momentum to shift from an overreliance drannaceutical responses, to a
mental health promotion model underpinned by sqggdisiice, has developed. The
United Nations (2017, p.23) have advised membdesti shift their focus from
chemical imbalanceto ‘power imbalance’to meaningfully tackle mental health
problemsThis crisis in mental health should be managedawoa crisis of individual
conditions, but as a crisis of social obstaclesahinders individual rights’ This is
supported by Winter (2018) call for social justtoechallenge the prevailing culture
where inequality and discrimination exists. (Sem&inderman 2017; Jenkies al,
2008; Patett al, 2010).

The social challenges experienced over the pasidédtave illuminated the demerits
of certain neoliberal capitalist policies in terwissocial injustice and inequality in
society. Ostry, Louganget al. (2016) and Hearne (2016) who argues that theaa is
increasing realisation that a political and ecormpulicy agenda based on equality
and sustainability is needed to restore a senpeedictability and harmony. McDaid
(2017, p.10) argues that recession and austeritg bantributed to mental health
decline in Ireland. He argues thatonomic uncertainty, unemployment, a decline in
income relative to local ways, unmanageable dehe, threat or fear of home
repossessions, job insecurity and business dowgsinay all increase the risk of
suicidal behaviour, especially for those who exgece socioeconomic disadvantage’
This contention is supported by Stiglitz (2017) wdrgues the significant social cost

of neoliberal laissez faire economic policy sinve 1970s.

Over the past two decades, the social and economsicof mental health issues for
young people in Ireland has reached the highest lever recorded. Researchers
Dooley and Fitzgerald (2013, p.20) argue tAdE number one issue for [Irish] young
people is their mental healthindeed, Ireland has the fourth highest adolesegate
rate among thirty-seven countries and ranks thadgpamong EU member states as
outlined by UNICEF (2017). Mental health difficiel$ in adolescence are consistently
associated with less favourable social and econontimomes in later life, placing an
increased financial burden on State services irte future (see Forgeard,

Jayawickremeet al, 2011). Notwithstanding the emotional and psyafical costs
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of mental ill health, there is a robust rationabmamic argument for investment in
mental health. Indeed, Perou (2013) illustrateg thantal health disorders rank
amongst the highest cost to the State. Dooleyrazderald (2013, p.20) argue that
upward of €118 million annually is needed to appiaiply address the national scale
of youth mental health issues. Moreover, UNICEF1@0highlight that there are

aggregate costs associated with youth mental heattine due to an increased risk of
early school leaving, negative encounters with lgn&, custodial sentences and
reduced capacity as adult members of society. THighlights the symbiotic

relationship between poverty and reduced mentdttheatcomes for many citizens.

The next section examines the effect on the costomnomic decline and austerity on
the social context of Irish young people and raldles to a decline in mental health

and wellbeing.

254 The Impact of the Political Economy, Recession andlusterity on the
Social Context of Irish Young People
This section illustrates the impact of the neolberapitalist political economy,
recession and austerity on the social context @fpibpulation of Irish young people.
Allen (2000) argues that the neoliberalist ageraththree core principles: a reduction
in public expenditure; tax reductions to encouragdrepreneurial talent and
enterprise; and the reduction of wages and unievepand influence. Stiglitz (2013)
and Reay (2017) illustrate the correlation betwdendiminishing power of unions
and the resurgence of precarious employment congitifor instance, casualisation
and zero-hour contracts. This point has been stggbby Bissett (2019) who argues
that there has been a decline in decent paid watlaa increase in zero-hour contracts
and casualised and low-paid work in Ireland overghst decades. The OECD (2015)
identifies an increase in income inequality acrogsst OECD countries since the
1970s. A comparison of historical and contemporatgtistics illustrate this
phenomenon in the Irish context. OECD (2015) dtatisshow that 10% of the
population own 53.8% of the net wealth and 1% o®# bf net household wealth and
that the richest 10% of the population of Irelar@ine9.6 times the income of the
poorest 10%. It is important to note that markebme in Ireland is highly unequal

but the tax and benefit system has a strongly trialigive effect.
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Lynch and Cantilloret al (2017) explain, these figures fail to truly illumate the
financial implications for families in Ireland. &k argue that the figures are calculated
using the GINI coefficient which provides an aggtegfigure not specific to socio-
economic profiles. They argue that analysis oftexity measures shows thahé
government disregarded the needs of some of itd wubserable and powerless
citizens’(2017, p.10). Indeed, OECD (2015) data showsttieatge profile of those
at risk from poverty has shifted from the eldedythe young. In fact, it is young
people and families with children that experierfoe greatest poverty in the majority

of OECD countries including Ireland.

The impact of austerity on Ireland’s youth was algy two-fold, impacting them on
a material and emotional level. On a materiallleere is evidence to suggest it was
experienced as direct cuts to supports and serfocg®ung people. In terms of cuts
to services and supports for young people, the OEXDD8, p.2) report that Ireland’s
expenditure on education has not increased inwviitlke the rise in student numbers.
Indeed, since 2010 spending on education reduc&8%yat primary and post-primary
level, while the student population increased by $dditionally, from 2010 to 2015,
youth work services were cut by just under 30% f&#8.1 million to €51.4 million.
Meanwhile, community groups in working-class aremgerienced a 72% budget cut.
Traveller education experienced an 86.6% cut ireeggure from 2008 to 2013, and
accommodation budgets for the Travelling Commuexyeriencing a cut of 85% over
the same period. On an emotional level, it was e&peed vicariously, by young
people, through the financial distress of parentsfdians in many homes. Gilligan
(2018, p.8) argues that one in ten children inaldl will endure a mental health
difficulty serious enough to warrant specialistecand intervention. He argues a
correlation between austerity and anxiety in yopegple. He reports that children and
adolescents who were babies and toddlers duringritysare displaying increased
levels of anxiety as they hatlearned the importance and integrated the impocen
of trying to achieve to make sure that they do wetheir lives.... this is a reality of

living in Ireland in the year 2018’

Recession and austerity have affected governmemtsstment in mental health
support services. The UN Human Rights Council £0dentified that insufficient

and ineffective public spending on children wasamobstacle to the realisation of
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the rights of the child in Ireland. A strategicmted health policy entitletA Vision for
Change'was published in 2006 but has remained underfungiedier resourced and
unrealised. In 2010, four years after the poli@svadopted, the UN Committee on
Economic, Social and Cultural Rights recommended government expedite the
implementation of the policy through the provisioh appropriate resources and
funding. More than a decade after the policy wasiphed, Kelly (2017) supports the
Mental Health Reform’s call on the Oireachtas Jddummittee on Health for
appropriate funding to implemef Vision for Change’ given that a €20-million
shortfall and a staffing level 21% short of theormenended level prevails. He argued
the importance for appropriate care for childrerd adolescents;There is no
alternative to A Vision for Change needed. Wemestd to implement the policy that

we have’

In relation to the role and function of the homeagzimary care location for young
people, research indicates that adolescents wenersaly affected by the financial
hardship experienced by their households. Thesgersel effects can be categorised
into material and emotional effects. On a matdeakl, Murray, McNamar&t al
(2019) show that at nine months post-recession, df3&émilies indicated a ‘difficulty’

or ‘great difficulty’ making ends meet. This inased to 21% at the three-year mark
and 25% by five years. One-parent families werewerage twice as likely as two-
parent families at each stage. UNICEF (2017) riefhat one in five Irish children live
in a household where no adult is employed, a figiangble the average of other high-
income countries. The report indicates that 1808%hildren in Ireland live in relative
poverty and 23% live in multidimensional povertydaihat 17.9% of young people
under fifteen live with an adult who is food insezu These figures have remained
static according to 8ocial Justice Ireland (2019¢port which states that one in every

five children live in a household with an incomédvethe poverty line.

The emotional impact of inequality on young peaplgst be considered in relation to
mental health and wellbeing decline. This reseatatly argues that the impact of the
recession and austerity, on the adult populatiaag Bn effect on the younger
generation. Numerous studies and reports havimedtthe human cost of inequality
in the context of the austerity. McDaid (2017, paéyues that during the recession

there was a 0.54% increase in suicides for everynt¥ase in debt across the EU20.
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Multiple studies cite an increase in substance seisund risk-taking behaviour in line
with economic and social inequality (see Ivetsal, 2010). The National Suicide
Research Foundation (2012) found that the rateaté suicide by the end of 2012 was
57% higher than it would have been if the recessiath not occurred. CSO (2012)
figures for that period, indicate that there w&¥@increase in the suicide rate in 2009
on the previous year. Worryingly, McDaid (2017y@es that suicide risk remains
high for people whose economic profile has not mnpd post-recession. These
contemporary statistics are reminiscent of Bourdie(l998, p.41) empirical
observations on the long-term human and finan@atscof increasing inequality.
policy cost in the long term in lost jobs, sufferisickness, alcoholism, drug addition,
domestic violence, etc., all things which cost aafrdeal, in money, but also in

misery?’.

The negative impact of recession and austerityitaens, particularly young families,
has been highlighted by UNICEF (2017) who arguedide in children’s wellbeing
since 2008. Gilligan (2018, p.8) argues that oneen children in Ireland will endure
a mental health difficulty serious enough to watrgpecialist care and intervention.
He argues a correlation between the impact of atystnd anxiety in young people.
The impact of austerity-related cuts to educatimyth services and supports for
young people has arguably negatively affected mdga Not in Employment,
Education or Training (NEET) rate which increaseadrm austerity and has remained
generally static (see Figure 2.2) despite the emondmprovements. The impact of
the cuts to career guidance and counselling hoursgl austerity are particularly
relevant to this argument. Smyth and Banks (20&2f)ie that enhanced and timely
career advice could support and augment careeraisps of students from lower
socioeconomic profiles. Gardner, Dermaatyal. (2017, p 8) explain that the NEET
indication was developed to measure young peopteamnot accumulating human
capital through formal channels such as participatiin the labour market or in
education. The OECD (2016) indicate that one third of INBETSs were early school

leavers.

The disassociation with education and the socislesy experienced by some Irish
adolescents is evident in the inactive NEET ratéil®Mreland has a relatively low

NEET rate in the EU, it has a significant inactNEET rate. Those classified as
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‘inactivé are as these young people who are not activegkisg employment,
education or training. In the context of his arguainé is noteworthy that the (2015)
level of inactive NEETS is higher than pre-ausyeeiels (Figure 2.2).

Figure 2.2  NEET Rate by Activity Status for Ireland 2005-2015
B Unemployed NEET OInactive NEET
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The OECD report highlights that Ireland has a d$igant percentage of inactive
NEETs who are not seeking employment, educatiorioarichining (see figure 2.2).
This high NEET rate is a concern from a mental theaérspective and an economic
perspective. In terms of mental health and wellpesnseries of research studies
indicate that NEETSs are at an increased risk dy garenthood, criminal offenses and
substance misuse (see McGinnity, Russelal, 2014). From an economic and
societal perspective NEETSs are estimated to cgebapnately 1% of Ireland’s GDP
according to the OCED (2016). Power, Cladteal (2015) found that NEETs are
seven-times more likely to experience suicidal tid@athan non-NEETs. The
manifestation of diagnosed mental health disordershildhood or adolescents are
four-times more likely in NEETs. They also demoat& that NEETs are twice as
likely as non-NEETSs to have an anxiety disorder arelthree times more likely to
have a mental health disorder or suicide attemyes their lifespan.
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The Mental Health Action Plan for Europe (WHO, 2piécognises the social and
economic costs of rising mental health issues,iaggthat positive mental health is
essential to societal cohesion. Clarke (2010)esghat mental health is fundamental
to social, cultural, educational, economic and emmental stability across
communities. The identification of schools as tisgs-base for mental health and
wellbeing promotion is a significant developmenthe effort to combat the decline

in young people’s mental health and wellbeing.

255 The Identification of Schools as an Appropriate Seing for Adolescent
Mental Health Promotion and Intervention
In the Irish context, the identification of schoas settings for mental health
promotion occurred a decade after @ttawa Charter(1986). Indeed, the concept of
school as a setting for health promotion is reteriee in the Education Ac{1998,
section 9(d)) as among schools’ functions is thikgabon to ‘promote the moral,
spiritual, social and personal development of siiseind provide health education
for them, in consultation with their parents, hayiegard to the characteristic spirit
of the school’ Internationally,The Egmond Agend@002) recommended a whole
school approach to mental health promotion andespently the school-based model,
for mental health and wellbeing promotion, beganirtftuence strategic policy
documents across State-run and voluntary ment#hheganisations (see Appendix
1). The government formed an expert group for merealth policy (Department of
Health, 2004) which identified the imperative foemtal health promotion among
school-aged children. Subsequent®gach Out: The National Strategy for Action on
Suicide Prevention(HSE, 2005-2015) recommend that mental health ptiom
should become a core strand of schooling. Fron® 202 whole school preparation
and implementation of these guidelines will be sufga by the School Development
Planning (SDP) process, already established byp#® and monitored by the DES
Inspectorate, as outlined by McGowan and McHughi 920

However, a barrier to the provision of mental Healtd wellbeing supports via a
school-based model in Ireland is the existenceesafth and education as separate
government departments with separate organisatstnaitures and personnel.
Schulz (2019) argues that in many EU countriesgiral challenge exists in

attempting to realise a health promoting schoot Glhallenge pertains to the divide

a7



between the Department/Ministries of Health anddation in most EU countries.
Schulz (2019) argues that making health promotierrémit of the
Department/Ministry of Education is more favourahiel leads to more continuity
less complications for schools. The Irish systesifolowed a dual-department
approach which has resulted in mental health lptdicy emanating from both the
Department of Health and a separate Departmendwcdiion. This challenge was

evident in the comments of stakeholders. One Rrai@ommented:

“There can be a disconnect between schools [edugtand the mental health
services provided by the HSE as sharing informatiand data can be a major
issue. | thought when | heard they [the governmemtgre establishing TUSLA,
that they would have a co-ordinated role. There anany agencies doing great
work, but the co-ordination function is not therenal this burden increasingly falls
on schools particularly in cases where parent(shtananage”.

Principal (DEIS)

The last decade has seen a complete reform ofrJGgae education in line with a
HPS model. Irish education policymakers have resagl and explicitly stated the
critical need for the positive mental health‘alf students if they are to participate
fully in society and achieve their full potential school’ (DES, 2015, p.2). The
Framework for Junior Cycl€2015) andJunior Cycle Wellbeing Guideling2017)
have laid the policy foundations for a transitiana mental health and wellbeing
promoting model, at Junior Cycle, in the Irish ppstary schooling system. The
Guidelines for Wellbeing in Junior Cyd|2017) are based on the settings-based model
of mental health and wellbeing provision. The Giirdes (2017, p.v) state that schools
are critical to supporting the mental health of ygypeople and that adherence to the
HPS Frameworl(1995) is critical‘to support a whole-school approach to mental

health promotion and well-being’.

Parallel to developments in Ireland, a school sg$tibased approach to mental health
had emerged in Europe since the mid-1980s. Thigazgence of mental health and
wellbeing promotion and schooling was legitimise¢y the World Health
Organisation’®©ttawa Charter(1986) which recognised the nexus between everyday

settings and citizens’ health and wellbeing. Tharter identified schools as an
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appropriate setting for mental health promotion. significant accelerant of the
recognition of schools as a settings-base for nhdm@alth promotion was a joint
research project in 1995, funded by the Europeanrission, WHO-Europe and the
Council of Europe. The research project conclutiatischools are effective sites for
health promotion interventions. The WHO develoges Health Promoting School
(HPS) FrameworK1995)which promotes a continuum of care approach offean
three-pronged approach to provision. The appraathdes: universal programmes -
aimed at all categories of students; targeted Rrogres- aimed at some; and indicated

Programmes- aimed at few.

Cassidy (2018) notes the role of the Schools faltHien Europe (SHE) over the past
two decades, in mental health and wellbeing proongtcross the education systems
of European nations. Schulz (2019) identifies eiginciples for a whole school
approach to mental health promotion. These aeadéivelopment of coherent policies;
the creation of a healthy physical school environitnthe development of a social
environment/school culture conducive to health pybom; the creation and nurturing
of partnerships with families, communities and treaervices; the professional
development of staff to ensure quality health prbomoand education; the need for a
holistic curriculum which balances test results afedskills; and the need for school
leadership which promotes professional collaboraimnong all stakeholders. The
WHO Health Promoting Schools Framewo(k995) has been depicted in many
diagrammatic formats but are essentially the sa&chulz (2019) explains. In figure
2.3, itis represented by an inverted pyramid, cor@inuum of care, which subdivides
the school’s functional role in mental health préimo into four strands. These are:
the school environment, the curriculum for mentaalth education, targeted early

intervention programmes and professional intereenti
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Figure 2.3  The Health Promoting School Framework (MO, 1995)

Entire school community Create environment conducive to promoting

. h _ Whole school environment
social/emotional wellbeing

Mental health education —

All teach d student: . .
eachers and students knowledge attitudes, behaviour

Part of general curriculum

Psycho-social

20% - 30% of students . "
interventions

Students needing additional help in school

Referral
and
Treatment

3% - 12% of students Students needing additional mental health intervention

The model seeks to support all students via thdendahool environment represented
by the green section at the base of the inverteaihpy. This relates to the creation of
an inclusive and caring environment which promat@sal and emotional wellbeing.
The creation of an environment conducive to meméalth and wellbeing is at odds
with the findings of chapter four where Parentabich and competition has resulted
in stratification, segregation and relegation witthe sample. Chapter five examines
the impact of this inequality in school contextsfbgusing on the intensification of
mental health and wellbeing needs in many of thgpda schools. Chapter six focuses
on the impact of a performance-orientated produsmdehon the ability of the school
to create a meaningful setting for mental healtti aellbeing promotion. Chapter
seven explores the impact of new managerialisnriocipals and teachers’ collective
ability to champion mental health and wellbeingrpation and care. The next layer
of support for all students is accessed throughcthreculum, for instance, mental
health and wellbeing education, which forms parthe& general curriculum.The
framework for Junior Cycl€2015) andJunior Cycle Wellbeing Guideling2017)
address this curricular support by creating ringéeh hours for wellbeing,
commencing with 300 hours at Junior Cycle in 2046 CA) and moving to 400 hours
by 2020. These hours have prescribed componenichvare Civic, Social and
Political Education (CSPE), Physical Education (RBY Social, Political, Health
Education (SPHE) and schools are afforded choideflaxibility to decide on other

areas of learning related to wellbeing to complle&etime allocation.
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The HPS Framework (1995upport for'some’ are centred around psychosocial
interventions and cater for a predicted averag#db 30%. These interventions are
largely the remit of the schools and are faciliatey inhouse career guidance
counsellors in conjunction with the SEN co-ordimatdhere appropriate. The State
services available to support schools in this ameathe NEPS, the NCSE and the
NBSS (which was subsumed by the NCSE in 2018).s&sepports are requested by
the school usually on a case by case babis.HPS Framework’s (199p)ovision of
supports for afew’ are represented in the pink apex of the triangge figure 2.3).
This category is estimated at between 3% and 12tecdverage schools’ population
and this cohort require outside additional menéllth intervention. These students
can be referred for intervention, by the schoolthie parent/guardian. Chapter five
illustrates that stratification and segregation reslted in intensification of mental
health and wellbeing issues in DEIS schools. lustlates that the rate of students in
these categories is higher which is compounded tyasth of external services and

the reduction in ring-fenced career guidance cdlingéours.

The relevance of the model in the everyday runmihg school was highlighted by
one of the principals. He spoke of the importantéhe HPS Framework’s (1995)
continuum of care model for his school, identifyingental health as a continuum

rather than a fixed position. He stated,

“We try to promote positive mental health in ouelexperiences, we work
towards that, but then sometimes life gets on fqpeople because of family
circumstances and mental health gets challenged, kymw and then it's
about trying to put structures in place to makehgdeficit and trying to get
people through the various levels of the continwfmsupport [the HPS
Framework (1995)]".

(Principal, DEIS)

The willingness to adhere to thiee HPS Framework (199%)as evident across the
sample of principals and staff, however the contéxthe market model arose as a
factor which worked against the full implementatadra care paradigm. Stakeholders’
data referenced the challenges created by the mamkelel of education and

schooling. The sample indicated that inequalitistsxwithin the competitive post-
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primary schooling system which impacts on the mgstesnic and microsystemic
level context of education and schooling with repssions for the transition to a
mental health and wellbeing promotion or care-daeted model. This argument
reinforces the challenges for schools attemptingrtwvide care in the context of
competition. It highlights the weaknesses assediatith introducing policy without
structural change to the existing competitive systehich exists in the post-primary

system.

The thematic impact on education and schoolingecdmelates to the stratification of
schools, the intensification of mental health anellbeing issues in socio
economically disadvantaged schools; the conseqeencke a gatekeeping,
performance-orientated terminal assessment; thedmpf new managerialism in
school leaders and teachers as champions of nteealth and wellbeing promotion.
These themes are discussed in chapters four ta.sé&/@olicy Sociology Approach’
as outlined by Ball (2008) is used to analyse thibsenes. The Policy Sociology
Approach for this study centres on egalitarian tiesowhich emanate from the four
identified systems of inequality: economic, pohlficcultural and affective as outlines
by Baker, Lynchet al (2004).

2.6 Forming a ‘Policy Sociology Approachising Egalitarian Theory

The HPS Framework (1998ims to transition Irish post-primary schooling @o
settings-based approach for mental health and aieliijppromotion. The application

of thethe HPS Framework (1996curs at the mesosystemic and microsystemic level
and this section aims to analyse the happeningshwdtcur there using Ball's (2008)
‘Policy Sociology Approach’.The application of egalitarian theory to educationl
schooling has yielded a range of theories whiclstissframing the ‘policy sociology
approach’ used to analyse and discuss post-priedugational policy in this study.
This section explores theories such as those thahate from perspectives grounded
in the four main systems of inequality (see tabB.2These are: the economic system,

the political system, the cultural system and tifiecéive system.
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Table 2.3 The Four Key Dimensions of Equality/Ineqality

Systems of Dimension Dimension |Dimension Dimension
in/equality Re/distribution | Respect and | Representation | Relational
(resources) recognition |(parity in power |justice
and Affective equality=

participation) equality in doing
and receiving of

LCS
Economic system XX X X X
Political system X X XX X
Cultural system X XX X X
Affective system X X X XX

(Source Baker, Lyncht al, 2004; 2009).

The intersectionality of egalitarian perspectivegsiemonstrated in table 2.3, which
illustrates the four key systems of equality anefjunality and maps them to the four
key dimensions of equality/inequality. Baker, Lynethal (2004) and Lynctet al
(2009) concur that these social systeoperate intersectionallyto exacerbate or
ameliorate the impact of injustice. Traditionakigalitarian theorists have proposed
theoretical arguments based primarily on the firsee systems. Many of these
theories are explored later in this section. Wiitiie economic and political systems,
the Neo-Marxist critique of education and schoolmgxplored. The cultural system
has yielded a body of theoretical work from Bouudian scholars which are also
explored and used to analyse emerging phenomenénalags within the research
data. Baker, Lynclet al. (2004; 2009) argue that equality is a centrainelet to the
realisation of education as a human right. Theyppse the affective context in
addition to the economic, cultural and politicaintexts for exploring egalitarian
theory. O’Brien (2018) highlights the interrelatdghamic of economic reproduction
through schooling and the implications this credtsstudent mental health and

wellbeing.
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2.6.1 Egalitarian Theory - Neo-Marxism as an Economic andPolitical
Perspective
Egalitarian theory can be explored from an econamit political perspective using
the Neo-Marxist critique of education. Haralambhasg Holborn (1991, p.790) argue
that Neo-Marxism is an ideological perspective thas developed and evolved
conventional Marxist theory to create a greatereusidnding of capitalist societies.
Neo-Marxism, as a movement, has theorised grehatiytaeducation and the use of
the education system in the maintenance of a middieg upper-class monopoly within
the system and in society. Apple (1979, p.1) asghe potential of Neo-Marxism as
an analytical tool to critique education and ediace provision. Indeed, he states that
‘it appears to offer the most cogent framework doganising one’s thinking and
action about education’O’Brien (2018) points out that this perspecis/particularly
relevant to this research study as the schoolistesy plays a role in reproducing
societal inequalities and this creates a challemdjee transition to supporting mental

health and wellbeing.

The Neo-Marxist critique of schooling argues thegt primary objective of education
in a democratic society should be to prepare ciize participate consciously in the
democratic process. The theoretical frameworkiisrresearch study explores several
education-based theories which have contributedhé Neo-Marxist critique of
schooling, these are: economic reproduction thetirg, construct of educational
meritocracy and hegemony, pedagogy as productaoagpand the role of curriculum
on economic reproduction. These are analysedearctmtext of providinghe HPS

Framework (1995)vithin a competitive model of education.

2.6.2 Economic Reproduction Theory, Hegemony and Schoolin

The Neo-Marxist critique of schooling is a lensotigh which the construct of
education and arrangement of schooling can bealtitiobserved and discussed. The
critiqgue argues that the provision of education Ibe@sn influenced by the capitalist
economic context in which we live. Indeed, Irisispprimary education has emerged
as a product delivered in diverse school typesnthee desirable of which are more
favourably disposed to middle-class habitus antupel This section examines the

use of hegemony to maintain inequality by creathng perception of a meritocratic
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system. The gatekeeping role played by the Lea@egjficate assessment process in
relation to accessing higher education is raised.

Marxian economics recognisésconomic Reproduction Theorgs the cyclical
reproduction of society in social and material terfiarx, 1859). Using historical
materialism as a methodological approach Marx explehe historical development
of human societies and ideological systems. Hidiss noted observable tendencies
in relation to capitalist economies. He illustchtbat such political economies create
a ruling class (the bourgeoisie) and a subordiokgs (the proletariat) to reproduce
the capitalist political economy. Marx also lookat the different strata of the
working-class such as the nomads, the paupersintti@ployed and the skilled. He
maintained that the capitalist system created thebeategories within the working-
class. He argued that all systems, be they palliiegal, familial, or educational, were
rooted in the class nature of our society andwlais produced in accordance with the

political economy.

The notion of human consciousness and awarenesspafriences of power and
control are the basis for the concept of hegemd@namsci (1971) defines hegemony
as the maintenance of positions of power througims$oof social control through the
creation and dissemination of public knowledge. ®&e’'s work argued that the
school’'s role as a State apparatus is to suppditicaband economic reproduction.
He divided institutions into two categories thdsattwere overtly coercive and those
that were not. The coercive were overtly suppgrtime status quo, i.e. the police
force, army and the judicial system, whereas the-coercive were more subtle as
churches, schools, unions and family. Althusseir8) supported this categorisation
of institutions or State apparatuses as RSAs anddh-coercive ones as ISAs. Both
RSAs and ISAs were needed to ensure the reproduotidhe political economy.
Lynch (1998, p.161) supported this argument by fhajout thatschools create and
recreate forms of consciousness that enable scoiatrol to be maintained without
the necessity of dominant groups having to resootert mechanisms of domination’.
This is evident ithe Education Agt1998) or policy as text which purported to suppor
parental choice but has failed to ensure equaticprling to examples provided by
the sample. This misinterpretation of the polisytext phase athe Education Act

(1998) as it passes through the policy as discopinsse indicates that schools can
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reproduce the established patterns of privilegesupports the assertions of Bowles
and Gintis (1976, p.104) that education merelyetf rather than corrects inequality.
This research study argues that recent educatmmialy as text, underpinned llge

HPS Framework (1995has been more favourable to middle-class studentbey

can privately resource mental health and wellbaingports which are beyond the
financial means of many working-class students. eréfore, schools serving a
predominately middle-class catchment can oftenssoaderrals to private services via

the parents/guardians.

In the Irish educational context, Baker, Lynehal. (2004) illustrates the role of
schooling in middle-class reproduction through thexzognition of the value
orientations of certain groups in society. He ides the gateway role of schools
which redistributes social and economic capitaludy and Lynch (1993, p. 49) argue
that schools, as agents of the State, encode aséndinate a nationally devised
curriculum. The State therefore uses schools mwioce people that capitalism is the
fairest and most normal way to construct a progresmnd free society. The construct
of an educational meritocracy in capitalist ecoresriias become an effective method
of ensuring most citizens stay invested in the atlanal system. Reay (2017) informs
us that this is effective as the majority of workidlass students remain invested in
the education system despite a body of researstiggest it is not a meritocracy. In
the Irish context, the prevailing societal perspecbf a meritocratic post-primary
system centres on the Leaving Certificate Stateneation and the points system.
The Leaving Certificate terminal examination catéggs students ranking them in
order of performance by awarding a set number oitpdor specific results achieved.
Studies have shown that middle-class students ginperform better in this type of
assessment as they are encouraged and supportethfaemcy to perform within the
educational system in order to achieve status pssggns and higher paid careers.
Broadfoot (1996, p.32) highlights that such a sysensures the social order in the
country is maintained as certification hagate keeping’role in society.

Following the introduction of free education in l&ned in 1967, educational
policymakers have come to focus on the need foalagwof access and participation
for students across the education system. Bakeichet al (2004) argued that this
type of approach to educational policy distraciliegyians by merely identifying the
effects of inequality but fails to investigate tbause. The focus on access and
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participation has rested on the premise that iek &ducation system at post-primary
level is meritocratic in nature. While this premisrgely prevails in the psyche of
society this study examines the evidence whichcetds that the Irish education
system is not a meritocracy, indeed the provisioedoication and schooling in itself
Is within a class-based schooling model which ptesifunding for private fee-paying
schooling on one side of the spectrum and DEIS dshimr disadvantageon the

opposite end of the spectrum. The spectrum of prawiis discussed further in chapter

four.

The Neo-Marxists critique argues for critical pedggto enable the student to dissect
power relations and understand the process of escn@production. Giroux (1994,
p.30) argues thaPedagogy in the critical sense illuminates the tietaship among
knowledge, authority and power Gramsci (1971) argues that the function of
schooling was to prepare the student for their @haf career but also ensure the
capability to study and think critically and indeylently. This section explores the
role of pedagogy in either creating critical consi@iness or reproducing the economy

through hegemony.

Pedagogy as praxis is underpinned by a constrattimethodology whereby
knowledge is sought by both the teacher and tlteestiand constructed in partnership.
The freedom required for a praxis model is ideadifoy Warnock (1986, p. 182) when
the praxis model as a dialogical form of educatiather than a curricula form, is
illustrated. Grundy (1987) argues that it requieschers to be critically aware and
conscious of their surroundings, thus enablingsthdent and teacher to negotiate the

world around them together and learn from eachrothe

In relation to the Irish post-primary curriculumyrich (1998) maintains that equality
theorists must realise the role of curriculum irpoting cultural inequality. She
argues that curriculum is not neutral but biasetkims of class, gender and race and
that education through current schooling systemscecaate a sense of inferiority in
students irrespective of their academic succegschLargues that the system fails to
respect all participants by projecting certain utgds and traditions as more valuable
than others in society. Lynch (1989) argues thstemce of a parallel, or covert or

hidden curriculum. The hidden curriculum of edumatwas first referred to it as
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collateral learning by Dewey (1916). Lynch (1989) explains it as iuolet or
unintended messages transmitted in schools andieéddxy the learner. This concept
of a hidden curriculum is evident in the schoolgygtem which is governed hige
Education Ac{1998) which speaks of inclusion and equalityaliws stratification
and segregation to occur in practice. It is alisoubsed in chapter four in relation to
theFramework for Junior Cycl€2015) which allows schools to opt into the pravis
of L2LPs (Level Two Learning Programmes) for studemith SEN. It is further
demonstrated in chapter four where DEIS schoolsatexing for higher levels of SEN
in areas of high inter-school competition samphaghin, compounding discrimination
and stratification of students with a SEN.

The Irish post-primary educational system operagg®duct model of curriculum and
assessment which originates from a behaviouralcobgparadigm. This paradigm
views curriculum as knowledge to be imparted, teeglas all-knowing and students
as knowing little or nothing. Within the producbdel, the curriculum (knowledge
worth knowing) is transmitted by the teacher, andsgquently received, processed
and stored by the students. Freire (1972) hasreef¢o this process athé banking
concept! He argues that the banking system can placaigestudents that do not
share the culture of the system or teacher at additage, mainly because the
message of the lesson is transmitted from differtural perspective. Indeed,
Fromm (1976, p.37-38) argues that education asugtddrns students int@assive
receptors’in a ‘having modeunlike pedagogy as praxis which createlsarigmode’
where students can..listen, they hear, and most important, they reeecandthey
respond in an active, productive way praxis model of educational curriculum and
practice has been supported by Gramsci (1971,)pvH@ stressed that learning needs
to be active and relevardactive and creative, just as the relation of thekeos to his
tools isactive and creative’.This is particularly relevant to the discussiegarding
the implementation of theramework for Junior Cycl¢2015) as the terminal end of

cycle State examination is valued at 90% whichrsteogressive outcome.

In addition to the adoption of a product modeladieation, the Irish educational model
has relied on a limited view of intelligences: thgical mathematical and the verbal-
reasoning. Lynch (1999) and Baker, Lyrathal (2004) argue that this created an

unequal system where participation, attainmentamsg¢ssment was more difficult for
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learners with alternative intelligences. Many sledrners have been viewed through
a ‘deficit’ lens as outlined by Brooks and Grennon (1993)e O&aving Certificate
has created a deficit view of students who do patpete for HEI places as discussed
in chapter six. Gardner (1983, p.12) argues ftbgical thinking, for example, is
important; rationality is important; but they areotthe only virtues’He identified
eight intelligences: verbal linguistic, logical-rhatnatical, visual-spatial, bodily-
kinaesthetic, musical, naturalist, interpersonal emrapersonal and argued that these
forms of intelligence should be recognised andraked within educational systems.
The inequality created by this binary view of itiggdnce is perpetuated by product
orientated pedagogical practices within the postigry educational system and the
restrictive entry requirements of some Higher Etiooalnstitutes (HEI), in some
cases, which stipulate certain entry requiremeihisiware not relevant for the course
in question for instance, the requirement of a Raam language for certain courses.
Inequality is also evident in the H-Path assessmvlith was originally introduced to
soften the points race for third level universiyucses in Medicine. However, the
assessment has created another market with maagitpgraying for supplementary
private courses to assist their children to perfevall and secure their University

place.

2.6.3 Egalitarian Theory - Cultural Perspective

Pierre Bourdieu and Cultural Theory

The cultural perspective in relation to egalitarieory is discussed in this section by
means of Bourdieusain theory. Bourdieu and Pasg&@y7) integrated the two main
intellectual sociological traditions of structusah and existentialism to develop a
theory of practice or thinking tools. These toodsre ahybrid of the structuralist
perspective which proposed a socially shaped sgiat@nd the existentialist
perspective which was foregrounded by individuadich and personal freedom
decision making. Grenfell (2008; 2012) illustratieat Bourdieu’s theory of practice
recognised the coterminous nature of both perspectin relation to the social
behavioural patterns. Bourdieu (1998 p. 65) statiésy thinkingstarted fromthis
point: how can behavioube regulated without being the productaifedience to
rules?’ The Bourdieusian thinking tools that followed, recited theagency of the

individual (habitus and capital) and social stroesu(fields). Bourdieu (1986) argues
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that these three tools must be used in tandem teffbetive. Heexemplified the
relational interconnectivity of the tools throudtetfollowing equation:

[(Habitus) (Capital)] + Field = Practice

Bourdieu’s thinking on the link between behaviond aules is applied to this research
study in chapter four. That chapter explores épeaduction of the political economy
in and through our contemporary approaches to ¢idncand schooling. It is
particularly evident in relation to the middle-das parents who recognise the
gatekeeping role of education in society and tloeesfeek to reproduce and perpetuate
the cycle of middle-class culture and standingtieir off-spring. This is achieved by
going to great lengths to ensure that their childoerform and succeed within the
educational system. Further evidence of the réignlaof economic reproduction
through rules lies in the shift of blame from tlystem to the student and their parents.
In this regard, poor educational outcomes andémméinued cycle of disadvantage or
poverty are viewed as the fault of the individuather than the (See Reay and Ball
1997; Lynch and Crean 2008; Lynch 2016; Reay 20Ilhis phenomenon is also
supported by the segregation of certain types oflestts through a class-based
schooling system at post-primary. Studies inditfzd student cohorts matter and that
a concentration of middle-class students resultsigher educational outcomes (see
Berliner 2017; Smyth, Banlet al, 2015). Yet, the structure of the educationatey
allows for high concentrations of the most vulnézaid students to be segregated into

schools which ar@esignated’to cater for their needs.

The Concept of Habitus as a Thinking Tool

Bourdieu (1986) identifies that there are two tliadss in relation to cultural studies:
the structural tradition and the functionalist tteeh. The structuralist tradition views
culture as the communication of a set of shareiéfisednd values grounded in a shared
worldview. The functionalist tradition views huminowledge in terms of the social
organisation. Bourdieu (1998, p.170) theory ofitumbattempts to reconcile these
traditions to create a theory of structure. Boewd{1993a, p. 86) explains that the
term‘habitus’ was coined from the terrhabit’ as they are closely aligned. However,

rather than a recurring action, habitus indicates#rical‘genetic modef thought'.
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Bourdieu (1998, p.170) definésabitus’ as a structured and structuring structure’
for social actors on an individual level, group dewr institutional level. It is
‘structured’ as it is founded in the past experiences ofaitter for instance his/her
socialisation, domestic life etc. and itssructuring’ in both the present and future as
the ‘disposition’ acquired from past experiences wilfluence the structure of the
present and future. The researcher’'s personal mptddive journey and reflexivity
regarding her own sense of self, values and halbtesliscussed in chapter eight.
Maton (2012, p. 48) explains thatabitus is intended to transcend a series of deep-
seateddichotomies that shape waysthinking about the social world’ He views it

as a tool through which empirical explorations aaalyse théworkings of the social

world’.

Habitus is relevant to this study and arises incihretext of the students’ attitudes to
the Leaving Certificate in chapter six. In thispter it is clear that the habitus of the
majority of the stakeholders was structured froneirthprimary socialisation
(home/family) which appeared to value the Leaviegtiicate as a gatekeeper to
higher education and economic status. The majofigtakeholders were guided by
this understanding. However, many of the DEIS-basecipals, teachers and career
guidance counsellors displayed evidence that hab¥tas a structuring structure for
them. Much of their narrative demonstrated thaythad come from a middle-class
habitus and therefore a structured position reggrtihe importance of the Leaving
Certificate assessment as a gatekeeper in Irisitgod¢iowever, they were structuring
in that their own education experiences and pradciE educators, operating at the
coalface, had prompted reflexivity. This reflexyis evidenced by comments which
reflected the inner conflict between tlaithentic’self care about and the plastic’
self which isperformanceorientated (see Ball, 2001). This reflexivity dgpkored in
chapter six in relation to the impact of a prodonctdel of education measured by a

terminal assessment.

2.6.3.1 Bourdieu and Cultural Capital Theory

Bourdieu (1986, p.90) analysed social inequalitgnicfying human networks of
privilege and power. He argues that these netwafrkennections must be constantly
worked upon to ensure long lasting relationshipgiwban be used to yielthaterial

or symbolic profits’.Bourdieu (1986) proposes a theory of cultural epitentifying
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it as the currency needed to succeed within theseanks. Bourdieu (1984) examines
the way in which cultural signifiers are encodedl @ecoded to ensure position in
society is maintained. Bourdieu and Wacquant (199P19) define social capital as:
‘...the sum of the resources, actual or virtual, thatrue to an individual or a group
by virtue of possessing a durable network of moreless institutionalised
relationships of mutual acquaintance and recognitio

Bourdieu and Passeron (1977, p 487) argued thatralkapital is underpinned by
family socialisation and a schooling system whichintain the power structures
between the socioeconomic classes. The powertsteurs reproduced through the
structure of distribution of cultural capital amotigese classes. Bourdieu (1991)
focuses on the significance of education, languageé symbolic power in the
maintenance of social inequality. Bourdieu’s tlyeafrcultural capital recognises that
academic success within a class-based schoolitgnsyepends on the acquisition of
domestic cultural capitain its earliest conditions of acquisition ...throughore or
less visible marks they leav@ourdieu, 2004, p.18). Bourdieu’s theory of ctdiu
capital refers to a combination of symbolic sigeméi of social class belonging such as:
tastes in clothes, music, food, beverages, custanads mannerisms, posture and
credentials as outlined by Longhofer and Winche¢216). This sharing and
appreciation of similar elements creates and sustaisense of group identity and
position in the social landscape. Bourdieu arghespotential of cultural capital to
positively influence a person’s social status amditity. Conversely, he argues that
a deficit in cultural capital can potentially himdsocial mobility. This is evident in
cases where students and their parents encoursgiteobrriersto their enrolment in

post-primary.

Bourdieu (1986) classifiecultural capitalinto three forms embodied, objectified and
institutionalised. The concept of habitegers to embodiment of cultural capital or as
Bourdieu (1986) metaphorically explained‘at feel for the game’ The concept
embodies our way of thinking, behaving and beingabse of our lived experiences
and the transfer of cultural capital in our formmatyears. Bourdieu appreciated that
habitus was culturally imbued in a person’s psyahd that it could be mistakenly
interpreted as a natural disposition rather thamlturally constructed one. Maton

(2012, p. 61-63) states thdtabitus cannot be viewed empirically but instead the
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resultant practices and beliefsivhich it generates. He argues that if the conoépt
habitus is cognised as Bourdieu intended, ttienking in terms of habitus becomes
part of one’s habitus. When the concept is in ®im@ellectual marrow in this way it

achieves the ‘metanoia’ Bourdieu hoped to enable’

The habitus can be matched or ill matched withed#ifit social settings for example,
Bourdieu and Passeron’s (1990) exploration of thecational system in France at that
time suggested that it perpetuated middle-clagsieul Canny and Hamilton (2018)

suggest that the work of Bourdieu and Passeronges\wa lens through which patterns

in the Irish education system can be understood.

Bourdieu aligned potential educational succeskedransfer of economic, social and
cultural capital within families. This is evidentthe Irish context where middle-class
students outperform working-class students congigtan State examinations. Canny
and Hamilton (2018) illustrate the gatekeeping wafl¢he Leaving Certificate points
system for access to higher education. In a catyeetlass-based schooling system
this results in Leaving certificate points becomfagemost socially accepted school
success criteria. Canny and Hamilton (2018, p.Huearthat that economic
reproduction is evident in the Irish context. Thiflystrate that schools with a
propitious orientation towards middle-class servidéachieve greater success in the
competitive education and schooling mark&ticcess is most powerful when both are

successfully reproduced’.

Brooks and Waters (2009) argue that middle-classiliss and their offspring
constantly seek and discover new methods to maitttair advantage over the poorer
socio-economic classes. Findlay and Kehgl (2006) argue that mobility of students
in relation to education was the domain of socioretnically advantaged students to
the exclusion of students who were less socialignemically and linguistically
advantaged. Bourdieu (1997, p.47) illustratesctireelation between social class and
educational achievement, he argued the existenpedific profits which children
from the different classes and class fractions a@htain form the academic market’
Kingston (2001, p.88) argues that the socially ifgged achieve better in their
schooling which leads to higher status educatipnadjression and in turn increases

the likelihood of economic success. A similar fimgliwas outlined by Smyth and
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Banks (2012b) who indicate that there is a strang between social class and
attainment in Ireland. Chapter four argues thahynstudents from disadvantaged
backgrounds are subjected to inequality in the atiical system and also the health
system and this has implications for mental hgaitimotion. Bourdieu and Wacquant
(1992 a, p.127) illustrate the complex interdepecgeof habitus and field. They

argue that habitus influences interpretation andggion of the field, yet the field or

fields structure the habitus. They argue that tigband fields are in a state of
evolution and are therefore continuadlyucturingover time. They reason that as our
human dispositions or habitus evolve over time,t@@ do the social fields in

accordance with prevailing logic and perspectivesr &ime. They conclude that the

habitus therefore unifies the inner (personal) lwedouter (social).

2.6.3.2 The Concept of ‘Fields’ as a Thinking Tool

Bourdieu (1971a) proposed the concept of socilddierhereby he identified that the
social world could be classified into a seriesudbaomous, but sometimes converging
areas of practice or fields. Bourdieu frequenged football as an analogy through
which he could easily convey his thinking toolse identifies the field as the social
space or area where the game occurs, the playata@s, the rules or regularities of
the game as doxa and the players’ individual dective habitus as the practical logic
or ‘feel for the game’ Bourdieu (1998, p.63) stated that habiigsthe social game
embodied and turned into second natur&he doxa of school enrolment practices is
explored in chapter four which outlines that mamayemts and teachers followed an
unwritten role in relation to school enrolments stidents with SEN. The data
discussed in chapter four indicates that some pmegppeared to be party to practices
of collusion or informed discrimination. Meanwhiteere was empirical evidence of
some primary school teachers and principals trackand steering students to
particular post-primary schools.

In the application of the concept of fields to eatimn, Bourdieu (1998) recognised
the exploration of schools as social spaces aslecgahg arguing that such
explorations must include multi-layered perspedittecomprehensively examine the
complexities of the subject. He suggests the uUsé&i® ‘thinking tools’ as an
appropriate lens through which the cultural aspettsocial fields can be analysed

empirically. Bourdieu’s theories allow inequality be explored from a social and
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cultural perspective. The fourth dimension of éiyautlined by Baker, Lynclet al.
(2004; 2009) is the affective dimension which isaded in the next section of this

chapter.

2.6.4 Egalitarian Theory — Affective Perspective

The neglect of the affective dimension in relatiorrish education research has been
argued by Baker, Lyncét al (2004) and Noddings (2003). Lynch (2009) arghes

in the Irish context and the wider European contaxull citizen’ is defined as an
autonomous person and that special emphasis i®dlan financial autonomy.
Therefore, citizenship has become synonymous widid pemployment and
contributions to the State. She argues that depmyds questioned and increasingly
caring or being cared for are not viewed as cishgn despite dependency and
interdependency being pervasive to human existehles.research study analyses the
intersectionality of the political, economic andtatal and affective systems within

the'field’ of a class-based, non-meritocratic post-primahpsting system.

In more recent decades the significance of thectfe perspective in relation to
inequality and social justice has come to the foFeijters (2013, p.27) provides a
relevant body of work which relates the affectivain to economic perspectives
and practices. He considers the principles of si@am economics &gace value’
and relates this to the affective domain. Frijt€2813, p.28) explains that the
dominant capitalist economic policy perspective cemages competition so as to
‘produce an optimal outcome for society as a whaoléerms of productivity and
efficiency and therefore should be encouraged ergtounds of social surplusHe
reasons that this economic principle is logicahineconomic context, but this does
not necessarily translate to an affective contaxtiqularly in relation to public service
provision of human rights such as education. Indeedargues that a balance must be
struck between the benefit to society and individoaterial benefit. The application
of market principles and values via policies aratpices is evident, in Ireland’s public
service provision, over the past two decades dmedtby Barrett (2004). Ball and
Junemann (2012) illustrate that private companiesrereasingly assuming contract
for heretofore State-run public services, shifting government role from governing
to governance. Frijters (2013) highlights thas ttiieates a dilemma for the affective

domain, in terms of equality. He argues that gevaonopolies will claim that they
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are positive for society, but due to a lack of s@arency, this continues to be
guestionable. He argues that to counteract trosnaly governments have shifted to
governance by established regulators, but Fri{20%3) asks who are these regulators
and can they be trusted? In other words, canterivasiness and enterprise be trusted

to put the affective needs of society before pPofit

Nationally, where services cannot be fully outsedrsuch as education and health,
partial outsourcing has occurred. These publivises have been transitioned to a
performance-related form of governance under Newddarial practices as detailed
by Ball (2008) and Lynch, Grumme#t al (2012). This study discusses the
application of economic principles to the Irish ppemary education system and
explores the impact on the schools’ role within dfffective domain. These negative
consequences to date involve the stratification exalusion of certain students and
are outlined in chapter four. Mooney Simmie (204djues that education reform at
Junior Cycle is a structural shift from a governtdexd model to a governance model
of education. She also argues that it is a cuaicstift what will reinforce inequality
in the schooling system. It is the researchersertiun that this will see DEIS schools
offeringLevel Two Learning Programm@8s2LP) in conjunction with Level three (see
NFQ) programmes whereas non-DEIS schools will hesior refuse to opt in to the
L2LP provision. The tension between the affectioendin and the competitive market
model is particularly relevant to this study andllisstrated in figure 2.1 using two
distinct yet converging circles. The tensions lestwboth circles, particularly as they
overlap in the mesosystemic and microsystemic Bystes explored in chapters four,
five and six. The educative function of the edigcatind schooling system has come
to be measured in measurable performance indicat@is as examination points and
progression rates to HEIs, whereas the affectivdenis less easily measured. The
affective model is more concerned with the conceptistance travelledover
destination or praxis over product. Turunen andnfmen et al. (2017, p.182)
illustrate that an overfocus on quantitative mealsier outcomes over qualitative has
become a challenge in existing mental health relditerature, methods and
frameworks developed to evaluate school-based gnoges and strategies. They
argue that two options exisi) either the programme is delievered as planoeaot
and (ii) either it delivers expected outcomes, at’.nrhey call for a move away from

linear thinking towards a multi-layer and nuancedleative perspective.
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Baker, Lynchet al (2004) explain thaaffective equalityneans equal access to love,
care and solidarity and an equal sharing of theldns and benefits of love and care
work. They argue that affective equality challenglee contemporary thinking in
relation to social justice by viewing citizens akational human beings in need of love
and care. Baker, Lyncht al (2004) argue that most egalitarian political tlyeo
equates citizenship with the public sphere rathantthe private sphere by focusing
on equality and inequality in economic, socio-cdtwr political terms. The affective
perspective enables analysis and discussion ochiddeenges experienced by leaders
and teachers across the sample schools as theytmaveettings-based approach to
mental health promotion within a marketised contpetimodel of post-primary

education.

Noddings (2002(a), p.283) has written extensivelytlee role of education in caring
for and nurturing learners. She defineducationas ‘a constellation of encounters,
both planned and unplanned, that promote growthodugh the acquisition of
knowledge, skills, understandings and appreciatioNoddings’ (2002) definition
recognises the role of the home environment aprih@ary location for education and
the primary caregiver as the primary educator. &gaes that care is the foundation
of education as it is a basic requirement for hutgand that all humans desire care.
Baker, Lynchet al. (2004) also argue that affective inequality iglemt when people
are deprived of the love, care and solidarity (LGS9y need to survive. This
perspective is particularly relevant to this reshastudy and figure 2.4 outlines the
interrelated dynamic between the primary, secondauy tertiary care relations in
providing support for young people. This studygesgjs that in circumstances where
there is disruption to the primary care relatiothiea home, the secondary care relations
provided by the school become instrumental in suppp the young person.
However, as chapter five outlines, there is a Heaft services available to the
overburdened DEIS post-primary system. Equallyehsra lack of services to all
DEIS profile students whether they attend a DEI&ar-DEIS school.
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Figure 2.4  The Interrelated Dynamic of Primary, Seondary and Tertiary

Care Relations

Tertiary Care Relations
— solidarity work '

Secondary Care Relations
— general care work

Primary Care Relations
— love, labour

Source: Lynch (2007, p 550-570).

Baker, Lynchet al (2009) argue that love, care and solidarity ajeaéty issues
because humans are relational beings that depehd&8rfor survival. They argue
that human flourishing depends on LCS and thatlifC® provides positive outcomes.
Lynch argues that caring is work and the ethiosapé needs to be aligned to a rights-
based approach to justice. She argues that then@BEconomic Actor (REA) model
of the ideal citizen, which commenced as an arayframework, now prevails in
contemporary neoliberal economies and involvesirgetinaximum advantage for

minimum cost irrespective of the moral charactethefgoal.

Noddings (2002(b), p.13) explores the phenomenocébgiature ofcaring’ arguing a
reciprocity in the caring process between the peodiering the care who iseéceptive
and attentive in a special waghd the recipient of the care recognises thaother
person cares about them. She argues that thesalmlities must be developed in the
home progressing outward to affect our contextardtan the reverse view. Noddings
(2002, p.22-31) differentiates betwearing-for’ and‘caring-about’ arguing that
one must experience and learn what it means tatszldor, before the skills to care
about others can be developetlearning first what it means to be cared for, then
care for intimate others, and finally to care abdlibse we cannot care for directly’.
Noddings (2002, p. 23) argues that the capacity‘daring about’ others is the
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foundation for social justice if it converts twar€ and caring actions. She argues that
‘those who care about others in the justice senst kaep in mind that the objective
is to ensure that caring actually occursHer argument illustrates that the objective
of caring in relation to social justice is to erestinat the sentiment converts to real
action or using Ball's (1993) policy tools, thatipg as text coverts to policy as effects.
hooks (1994, p.13) describes how true teaching briahderpinned by caréy teach

in a manner that respects and cares for the soutgipstudents is essential if we are
to provide the necessary conditions where learmag most deeply and intimately
begin’. This study questions if teachers can really caréhfe souls of students when
they are being measured against the points systaohws underpinned by Freire’s
(1972) banking concept and the product system. digd suggests a more spiritual
rationale and mission for teachers’ role in therea process which ties in with a

constructivist, reflexive model of learning andifiéating learning.

Noddings (1992; 2003) is concerned with the conoecbetween happiness as a
construct and education which can be overlookeahdyy in contemporary education.
She argues that school systems have become oweefdcon assessments and
performance indicators to the exclusion of an ethicare and therefore it is arguably
not truly focused on mental health and wellbeingdtiings (2003) argues that such
an outcome-orientated, utilitarian education systggates a context which is not

conducive to seeking and finding meaning, whicieéentral component of wellbeing.

2.7 Conclusion

This chapter sets out the theoretical frameworkt@ research study which aims to
explore the experiences of post-primary school camities transitioning to a
settings-base for mental health and wellbeing ptamo The research study explores
the impact of Irish post-primary educational polioy the operational context of
schools using Ball's (1993) policy tools: policytagt, policy as discourse and policy
as effects. The chapter highlights that educatipobcy over the past few decades
has served two distinct educational paradigms.sé&iparadigms view education from
two opposing perspectives: one viewing educatiaa lmsman right and an instrument
for social justice; the second perspective viewscatlon as a means of economic
reproduction which is heavily influenced by theipohl economy. The conflicting

perspectives regarding education and their resmectnfluences on policy
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development is central to this research studyordier to illustrate the position of the
study, the researcher constructed a visual theatdtamework which maps the two
policy trajectories separately. To illustrate tiie researcher created figure 2.1 which
tracks the policy trajectory of these two separatkicational paradigms on a

chronosystemic, macrosystemic and exosystemic.level

The first educational paradigm is represented enleft circle in figure 2.1. It begins
at the outer layer with thghronosysterwhich encompasses the political and economic
progression of capitalism over the past centutydidcusses the catalysation of free-
market principles and international trade whichehavolved capitalism across the
globe since the 1970s. Thwacrosystemidevel notes the political and social
influences which create the impetus for policy ticeaor renewal. In this case, the
macrosystem examines the shift to a neoliberal @oonpolicy agenda and the role
of education in supporting this shift. The infleernof the OECD in the evolution of
the Irish education system is explored by examiredgcational reports since the
1960s. These reports includ&he Investment in Educatiorf1965) report and
‘Reviews of National Policies for Education: Ire#in(1991) cites theories and
concepts such asluman Capital Theoryand the Knowledge Economy. The
exosystemitevel explores the impact &farental Choiceon the reform of education
to a marketised model. The introduction of thestarct of choice iThe Education
Act’ (1998) is identified as a watershed and examingegnms of its impact on the
post-primary education system. Indeed, the idgolofy choice emerged as a
cornerstone of the reform of education systemsiwitkeoliberal capitalist economies,
resulting in a trend of moving further away fromnuounity education and into a

market-led, utilitarian and individualistic model.

The second educational paradigm is representé@ inght circle in figure 2.1. Again,
the outer layer represents ttieonosystemwhich explores the development of societal
understandings of mental health over the past theeades. Onraacrosystemitevel

the significance of the European movement towao®as as a settings-base for
mental health and wellbeing promotion is examined discussed. This discussion
takes cognisance of the social determinants whaske lbeen identified as causative
factors in mental health issues. To this end ctiegpter recognises and explores the

impact of recession on Irish adolescents who weafants and toddlers during
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austerity. Theexosystemidevel examines policy developments which envisage
school settings-based approach to mental healttwatideing promotion in Ireland.
It identifies the significance othe HPS frameworK1995) in underpinning the
‘Framework for Junior Cycle’(2015) andthe Junior Cycle Wellbeing Guidelines
(2017). The HPS framework is identified as theeated framework for health
promotion in schools across the globe as outline8dhulz (2019).

The visual frame (figure 2.1) illustrates the comgemce of both paradigms at a
mesosystemic and microsystemic level. This coremrg represents the operational
context of schools in the sample and this is theefer data collection across a range
of stakeholders. The analysis of experiencesaddlat the coalface is conducted using
a ‘Policy Sociology Approaclds proposed by Ball (2008, p.4). TRelicy Sociology
Approach’allows a series of analytical devices to be useskfdore findings as they
emerge. Inthe case of this research study d@riméd using multiple theories from an
egalitarian perspective. The variety of egalitasteased theories are framed using the
four key dimensions of equality/inequality: the ifoal, economic, cultural and

affective systems as outlined by Baker, Lyetlal (2004).

The ‘Policy Sociology Approachherges the political and economic dimensions into
one. It employs key elements of the Neo-Marxigiqre of education and schooling
such asEconomic Reproduction Theognd hegemony, in order to analyse data
collected. The researcher selected these theawig®y provide a perspective through
which the construct of education and the arrangémiachooling can be critically
observed and discusse&conomic Reproduction Theoiy relevant to this research
study as chapter four identifies that the orgarsaif the Irish post-primary schooling
system is class-based and that this has implicafamnequality within a competitive
market model. These implications manifest as adndculture of stratification,
segregation and relegation of students in accosaiiit their perceived value in the
market place. Economic Reproduction Theory is alsed as an analytical device in
chapter six, where the over-focus on the Leavingif@ate points system is discussed
along with the implications this has for the prommsof care in post-primary schools.

The cultural dimension centres on the work of Ri&ourdieu regarding habitus and

cultural capital theory. It outlines Bourdieu’986) thinking tools which reconcile
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the agency of the individual (habitus and capigad)l the social structures (fields).
Bourdieu’s theories are used to analyse chaptemibare perceptions gbft barriers

to enrolments are discussed. The concept of tehbitd cultural capital are used to
explain why such a phenomenon occurs and is alldwedoccur. Additionally, the
role of some of the stakeholders in upholding‘tbkes of the gameby contributing
to segregation and stratification, are analysedguBiourdieu’s concept of fields.

The affective dimension is broadly explored in terof the significance of providing
love, care and solidarity to citizens in order ts@e equality. Here, the work of
Baker, Lynchet al (2004) is employed as an analytical tool. Theya that affective
equality challenges contemporary thinking in relatto social justice by viewing
citizens as relational human beings in need of land care. This has particular
relevance to schools transitioning to a settingseldar mental health promotion. The
affective perspective discusses observations aguhegnts made by Baker, Lyneh

al. (2004), hooks (1994), and Noddings (1984; 199922 2003; 2005). The affective
perspective enables analysis and discussion ochiddeenges experienced by leaders
and teachers across the sample schools, as they tmavsettings-based approach to
mental health promotion within a marketised contpetimodel of post-primary

education.
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Chapter Three

Methodology Chapter

3.0 Introduction

This chapter commences by discussing the reseasibrdas a multi-case case-study
consisting of eight cases. The perspectives 06®8a£1999), Stake (2006) and Yin
(2003) are included. The considerations of theaesher from a position of insider
and outsider in the research process are alsodedlu The chapter discussed the
selections of the sample stakeholders which inclpdecipals, parents, teachers,
students and career guidance counsellors. Thé saghple cases are profiled, and a
methodology timeline is outlined. This chaptertiights and discusses the ethical
considerations of the researcher. These includetpkng deliberations, informed
consent and assent, confidentiality and anonymiggnder sensitivity and the

minimisation of risks, particularly regarding theiusion of young people.

The data collection phase is grouped into two staayel the logistics of each are
explained. The process relating to the data aisapfsase is outlined with reference
to the identification of thematic patterns and tien These themes are then used to
illuminate the quintain. The chapter concludes doefly outlining the ongoing

dissemination process as a reflective tool througtiwe research study.

3.1 Research Design - Multi-case Case-study

The central objective of this research study icapture the voices of education
stakeholders in relation to mental health promotiathin the Irish post-primary
system.The acquisition by the researcher of an Irish Rese@ouncil scholarship
and an associative agreement with her employerigeedvaccess to eight ETB
post-primary school communities in a specific regiolreland. The researcher’s
desire to capture the range of stakeholders’ vieara a variety of samples at a
microsystemic level was suited to a case-studygdesall and Borgt al. (1996)
argue that the case-study design is most suitald@dture perspectives of subjects
at a microsystemic level.Bassey (1999, p.62-68) highlights that the caseystu
design is a comprehensive frame for the study otation systems or institutions as

it allows the’how’ and‘why’ research questions to be answefeesswell (2013)
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identifies case-study design as existing in singatad multi-case format where
detailed multifaceted perspectives and data ateegad and reported thematically.

The researcher considered whether to conduct a singake case-study to explore
the ETB scheme as an independent case in its @k or to conduct a multi-case
case-study encompassing each of the eight postprischools as caseStake (2006)
critiques the singular case study arguing thaiilg fo offer the same level of detail and
depth of a multi-case case study. He contendshaxploration of gunctioning or a
policy’ is best achieved by a multi-case case-study designexplores how the case
interacts with other cases. Yin (2003) supports t#rgument, advising that
combined cases can explore and describe a phenamexamine and explore
guestions, and illuminate the reasons or causgplbénomenon. The researcher’s
insider status and experience of the ETB scheneeiadienced her decision to
pursue a multi-case case-study. The researcheatifidd that a multi-case case-
study would enable a comprehensive examinatioheo€ontextual influences and
perspectives and understandings of mental headthqiron in line the Ball (2008)
policy trajectory. Yin (1993), Baxter and Jack@@pargue that multiple case studies
can increase the validity of the emerging trendgpatterns by using more than one case.
The conditions of the IRC scholarship and the #tsae agreement with the employer
resulted in the sample cases being situated irortkeETB scheme. Therefore, the
researcher acknowledges that the findings arefisgedhe schools of this ETB scheme
in this particular region and this is reflectecadlein the title and research questions. The
sample does not draw on schools from the commandycomprehensive or voluntary
secondary sector. While the researcher envisagemany of the findings and themes

may be relevant to other sectors, it is an areehwhould require further exploration.

Stake (2006) explains the concept of a quintaiara®verarching subject matter to
illustrate how multiple cases can feed into oneprettensive body of work. He explains
that emphasis on the quintain changes the resesrdbeus from seeking an
individualised understanding of each case to areaigion of how each case contributes
to understanding the quintain. Therefore, Stak@§2 explains that the emergence of
several research questions feeding into the quinsaexpected in a multi-case

research study. The quintain for this researaflysttas identified as the attitudes and
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experiences of school communities transitioningatonental health and wellbeing
promoting school. The following embedded questmnerged under the quintain:

1. How has the post-primary schooling system affetitedoperational context
of schools in the sample?

2. Does the socio-economic profile of the school/catent influence the scale
of need in terms of mental health promotion andtaldrealth supports?

3.  Whatis the impact of a performance-orientated pcodystem of assessment
on the context of mental health and wellbeing pribomoat post-primary
level?

4. What impact has new managerialism had on the pahiand teachers’
context and ability to champion mental health amdibeing promotion?

5. How can policy makers ensure mental health promasianeaningful foall
post-primary students?

Yin (1993) identifies that the validity and relitgi of the multi-case case-study is
dependent on the ability of the researcher to ajgpeghe interaction between cases. He
proposes that case selection is underpinned bgatmh logic which comprises of two
elements: literal and theoretical replication.etat replication involves the selection of
cases which the researcher predicts will produngasiresults. Theoretical replication
allows the researcher to anticipate conflictingultesout for anticipated reasons. He
illustrates that replication logic assists by pdowgy external validation to the case study
findings which are largely analytical. Therefaa@ses can be used to confirm conclusions
or illuminate reasons for variations across cadiss and Huberman (1994) support this
argument and propose that researchers ensuraritielgdar cases in order to avoid setting

the scope of the study too wide.

Replication theory was a factor in the selectiod analysis of cases for this study.
The DEIS designated schools are the literal rapba where similar results were
expected whereas the non-DEIS schools were indlas@ theoretical replication.
The researcher noted that the management of thes iiban) schools in
particular felt they were catering for a greatermber of students from
socioeconomic disadvantage and those with a SENtHeother schools in their

catchment area. The school management felt thathi$terical provision of
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technical education by its ETB school (formerly VEfIayed a role in the psyche
of the community to this day where the ETB schoalsvassociated with less
academic education and the voluntary secondaryotsheere associated with a
more academic education. The inclusion of the D&il8 non-DEIS schools in
ensured the researcher was mindful of the potefaigheoretical replication, in
this case the lesser scale of mental health issress the non-DEIS student body.
The researcher was mindful to allow the data torgm& an organic fashion, in

order to ensure a comprehensive and robust exgorat the subject matter.

Yin (2003) explains that case-study design is tbstisuitable design frame when context
is included in the study. This research studyeterdogeneous in its design in that it
explores the development of capitalism dmbstic’ macrosystemic global phenomenon
while also exploring‘embedded’ Irish phenomena within the mesosystemic and
microsystemic levels of the educational systdrhe inclusion ofa variety of multi-
layered contexts within this research study enathlegesearcher to explore the
political, economic, social and affective contelatt shape the existential and
operational contexts of Irish schooling and edweati This research study is an
‘instrumental’ multi-case case-study as it goes beyond individasés as outlined
by Yin (1993). It seeks to explore the nexus betweause and effect in relation

to the experiences of mental health promotion st4poimary education.

3.2 Employment of Mixed Methods (Methodological Trangulation)
Approach
Yin (1993) argues that case study researchersdheutonversant with multiple
data collection techniques in order to yield rolarsd reliable dataThe work of
Merriam and Kim (2012) illustrates the need for pindosophical perspective, arising
research questions and the nature of the phenomermnconsidered when deciding
on research methods. This research study examinemplex quintain, constructed
through a range of research questions and decoterusing multiple perspectives
from various stakeholders. The researcher coreid@mguments for a mixed method
approach to data collection underpinned by methagichl triangulation. Proponents
of methodological triangulation have argued itdigbio provide depth and scope to
research rendering it more comprehensive and rdten, Mannioretal., 2000;
O’Donoghue and Punch, 2003). Bogdan and Bikle@{2@nd Knafl and Breitmayer
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(1989) illustrate that triangulation is an effeetivool which allows data to be verified

using more than one source.

Heale and Forbes (2013) cite the origingi@hgulationin navigational lexicon where
a physical position can be established and verffigth two or more known reference
points. Theoretical triangulation transfers thisn@ple to sociological research.
Thurmond (2001, p.254) illustrates the power afrtgulation toincrease confidence
in research data, creating innovative ways of ustirding a phenomenon, revealing
unique findings, challenging or integrating theaieand providing a clearer
understanding of the problemThis is supported by Tashakkori and Teddle (2003
Thurmond (2001) and Denzin (2006). Olsen (200dues that triangulation assists
the researcher to deepen their understanding ofstifsgect matter and supports

interdisciplinary research particularly well by ateag a dialectic of learning.

Olsen (2004) cites the historical tensions betwssene proponents of qualitative and
quantitative research methods. Pole and Lamp@@P(2.4) explain that quantitative
data is numerical in nature, whereas qualitativia dafers to thedfuality of the
experience’ Dey (1993, p.14) outlines that qualitative datdiection techniques are
more language focused. The researcher’'s naturahtation was to engage in a
constructivist qualitative research methodology dapture the‘attitudes and
experiencesof the school community regarding mental healtbhnpotion. Crabtree
and Miller (1999) argue that an advantage of tpisreach is the development of a
collaborative relationship between the researchértle participant as the participant
can illustrate their reality allowing the reseancteappreciate the circumstance and
rationale for their actions. However, considetimgdepth and scope of the theoretical
framework, which includes the impact of macro les@tiological happenings on the
mesosystemic and microsystemic levels in educatrahschooling, it became clear
that qualitative methods alone would be inadequake researcher felt that to include
quantitative surveys would gather additional data time effective manner. It was
also felt that a mixed methods approach would pi®gcale and depth to the research
which could not be achieved by one method alonee dombination of qualitative
and guantitative research methods also enableddltection and collation of what
Sahlberg (2018) refers to a small and large dita.argues that small data refers to

the teachers’ professional experiences and opindnish may not be the subject of
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large-scale scientific research. Large data rdtetke latter. Sahlberg (2018) argues
that in order to enhance, improve and regeneraiehieg the divide between these
positions needs to be address&ilby (2001) supports a mixed methods approach to
data collection and methodological triangulatiomguang that it eliminates the

emergence of aepistemological chasnbetween the disciplines.

Tashakkori and Teddle’s (2003) argument that combimixed methods leads to
three possible outcomes, these are: results wbitherge (represented by the fixation
point triangle), results which diverge (the yelland blue perspectives minus the
fixation triangle) and results which are complenagnto each other (represented by
the green area). Therefore, the researcher caetlticht the use of triangulation of
qualitative and quantitative data collection tecfusis would fully capture a diverse

range of data leading to a greater understandintigeofubject matter.

3.3 Considerations of a Researcher as an Insider dran Outsider

This research study has been grant-aided by am Research Council scholarship
under the Employment-based Programme. Therefoeeseholar had an associative
agreement with her employer that she would invagtiger research topic across their
post-primary schools. The researcher is a resegpriactitioner who has worked as
a teacher for seventeen years and more recendly Assistant Principal in one of the
sample schools. Therefore, given the context of thsearch study the researcher
initially considered herself to be an ‘insider @sher in the research process.
Kanuha (2000) defines the insider researcher asearcher who engages in research
pertaining to a grouping of which she is a membavyer and Buckle (2009) argue
that this provides the researcher with the advantdgacceptance among the group
being studied. They argue that the commonality betwresearcher and participants
provides access that might otherwise have beereddni those from outside the
organisation or group. Asselin (2003) illustratiesttthis can result in a shared set of
experiences, language and identity between theamdser and the participants.
Moverover,Stake (2006, p. 31) highlights the advantage oéggptial knowledge
has been highlighted bByrhe qualitative researcher relies partly on comitgg
know personally the activity and experience ofdase’.

Indeed, the advantages of being an insider reseaprhved beneficial especially in

terms of initial access to the sampled stakehold¢osvever, as the research process
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progressed the researcher began to self-reflebepexperiences of being an insider
researcher and realised that her experience wasas@implistic as the insider
researcher perspective might suggest. She begaewoher research position as a

fluid one.

This realisation prompted her to consider an emegrgody of work that suggests the
roles of insider researcher and outsider reseaesbdtuid and overlapping rather than
entirely separate entities. Dwyer and Buckle (2G82port this argument suggesting
that instead of a dichotomous perspective regardesgarchers as insiders or
outsiders, researchers can alternate between tberdsearch positions. Indeed,
multiple researchers argue a more complex fluithégween insider and outsider
research roles (Fayard and Van Maanen (2015); Westnd Van Maanen (2011)).
The researcher could relate to the experienceayadrl and Van Mannen (2015, p.18)
regarding the fluidly of their research positidmey explain:None of these roles were
fixed or static but were rather fluid, continualbeing restructured, retained and
abandoned in the course of our interactions wittsthin the companyfn the course
of this research study, the researcher grew impereciation and understanding of the
interchangeability of the insider/outsider posisomhis growth resulted from the
experience of conducting the research study incihisplex multi-case context which
included a range of eight separate cases anditiaa stakeholders’ perspectives. In
navigating this context, the researcher alternatteveen a position of insider and
outsider throughout the process.

Initially, the researcher identified as an insidesearcher given that she was employed
by the organisation for which she was conductirey rdsearch. Additionally, as an
ETB Board member, the researcher was nominated &JB representative on the
Board of Management on three of the eight schddls enabled a positive working
relationship with the principals in the three sdsquior to the commencement of
the research project. A fourth Principal was d&sown to the researcher through
membership of the same trade union and mutualdster® at monthly meetings and
annual congressAdditionally, the researcher attended regular Imfation and
Communications Technology training (ICT) trainingnda Junior Cycle for
Teachers (JCT) training in 2015 and 2016 which at#snded by all principals
and deputy principals in the scheme. Thereforegetiveere many opportunities to
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establish trust and good working relationshipsmwothe commencement of the
research and while the research was underway. Howes the research
progressed the researcher experienced an alterri@iaveen the role of insider
and outsider researcher when dealing with eacheoétakeholders including the

principals.

The alternating role of insider/outsider researataer be explained using Alder and
Alder’s (1987) theory of membership roleShey propose three ‘membership roles’
for researchers studying an organisation or a groegearchers who remain on the
periphery and are not directly involved in grouphates; researchers who are actively
involved in the activity of the sample; researchel® are already members of the
grouping under study. The position of the researoh¢his study embodied each of
the three types of membership roles identified lljeAand Adler (1987) and a focus
on this enables a greater understanding of howrdles of insider and outsider

researcher became fluid during the research process

The first experience of an alternation from insider outsider researcher was
experienced early in the study when permissionseaght to engage with each of the
eight sample schools. The layered permissions meduon a macro and meso level
from within the ETB, to commence the field worlsignificant in that it demonstrates
the interchanging insider/outsider status of theeaecher. The researcher’s position
on the board of the ETB was an insider positioregithat the ETB is the patron of
each of the sample schools and was therefore fehtais holding the gatekeeper
function. Therefore, in addition to the associatagreement, the researcher sought
official permission to access the required schesspnnel. The Chief Executive and
Director of Schools of the ETB were identified d® tabsolute gatekeepers and
permission was sought from them directly. This wgaanted verbally on the
understanding that each principal’'s permissiornhadegitimate gatekeeper, would be
secured directly by the researcher. On reflectiom hacro level permission was
secured with much greater ease than the mesopeweilission to enter each school.
This is arguably due to the researcher’s insidguston the ETB board but her outsider
status in relation to seven of the eight individsthools. In order to secure access to
the individual schools or the mesosystemic leved, researcher had to approach the

schools and present her case. It was in this chraiee realised she was in the position

80



of an outsider. She presented an explanation amiew of the proposed study to the
ETB’s monthly meeting of principals early in thel®2016 academic year. A formal
information document reiterating the purpose of #tady and other relevant
information followed this initial contact. The foml document aimed to put the
principals’ minds at ease regarding ethical comsitlens and explained in writing the
role of the participants and participating scho@&sonymity and confidentiality were

guaranteed to the school and its participants.

In phase two of the data collection, the researekperienced what Adler and Alder
(1987) described as being a peripheral membernasma She experienced this when
she interviewed ETB principals as she was outdidegrouping, given that she had
never been a principal. In recognition of this theearcher decided to use a semi-
structured interview as a data collection tool.sTéllowed the interview process the
freedom to move and be guided by the answersedicédther than the questions. This
process of interviewing principals displays the miraenon of being an insider in
terms of membership of the ETB organisation buteility being an outsider in the
context of understanding the role of principaleffect the researcher benefitted from
being an insider in terms of access to the prirsif® interviews, however once in
the interview process the experience was argudldlydf an outsider researcher. For
instance, when principals spoke of the pressurésstnresses associated with their
roles. However, the researcher found that her tHcéxperience in the area under
exploration resulted in her asking more questiamsotider to ensure she fully
understood the principals’ responses. Similarly, @296, p.20) argues that being a
member of the group being studied is not necedsagyder to ‘know’ the group’s
experiences. He argues that having had an experismot enough but that one must

be able to identify, detail and explain that expece to others.

The researcher also experienced the second menybeosh outlined by Adler and
Adler (1987) which is a researcher who is activielyolved in the activity of the
sample. The researcher experienced this concept steeconducted the focus group
session with parents. This session again provideddsearcher with the experience
of a combined insider-outsider role. For instante, researcher is a parent and
therefore could appreciate the experiences ofdhents as they spoke of their children
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and the schooling system. However, the researcidenat have children of post-
primary schooling-going age and therefore was awWaeshe was an outsider to this
experience. The researcher benefitted from an dmrtgosition with many of the
stakeholders as it ensured that she listened digrédutheir perspectives in order to

represent them accurately.

The third membership role identified by Adler andlléx (1987) outlines the
experience of the researcher as she conductedotins fjroup with teachers. The
researcher was also a teacher within the orgaorsatd therefore she assumed she
would feel like an insider in this context. Howeyvieer positioning was not as simple
as this in reality. Indeed, the scale of the casekthe variety of case contexts meant
that the researcher became aware as the procedslaththat she was alternating
between insider and outsider researcher. For exgrtgachers engaged in Transition
Year subjects or the teaching of practical subjsbtaed their experiences that were
completely different to those of the researcher #ngs opened up entirely new
perspectives to the researcher as to the expes@ideachers within the context of
the research study.

The experiences of the researcher support theatemgument by Dwyer and Buckle
(2009, p.5) that insider/outsider status is legmirtant than their ethical underpinnings
and an ability to self-reflect in an open and homeanner. They suggestthe core
ingredient is not insider or outsider status butadmlity to be open, authentic, honest,
deeply interested in the experiences of one’s rebgaarticipants, and committed to
accurately and adequately representing their exgeae’.In keeping with Dwyer and
Buckle’s (2009) argument, the researcher was mindfansure she ensured that she
addressed any challenges she encountered whictl baué affected the integrity of
the research process. In this regard the reseaveaeralso mindful of the power
dynamic which was at play in relation to her reskawithin the organisation.
Anderson (2013) argues that the researcher mustdampolitical issues which may
emerge in the course of the research processnmidtier was considered at length and
particularly in the context of the role that therdaitor of Schools had as the

researcher's Employment Mentor. It was felt tha thw data should not be shared
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during the data collection or analysis processsstogreserve the anonymity of the
sources. This was agreed between the researchéfmaplbyment Mentor and was

respected by both parties throughout the process.

The recognition of the alternating role of beingiasider and an outsider in this
research endeavour placed an onus on the resety@reure that her position did not
compromise the integrity of the research. It waganant that she maintain a position
of impartiality and openness throughout the pracéssorder to achieve this, the
researcher employed the support of a critical &iemth whom she would share her
experiences and thoughts throughout the process wids beneficial in that it caused
the researcher to think about her own biases andhieo experiences might influence
her interpretation of raw data collected. Additibyathe researcher’s academic
supervisor provided a similar support as the @ititiend but from a different
perspective. In hindsight, it would have been biersfand useful if the researcher
had kept a written diary of her experiences thrauglhe process. This process would
have assisted her in further analysing her ownghtsuas she progressed her research

study. It would also have supported the self-otite process further.

This level of insider status ensured a number aitpe factors for the researcher.
These factors related to the pre-established exq@l knowledge of the case and to
building trusting relationships with gatekeepersrtigipants and stakeholders.
However, it also presented challenges to the reseaFor instance, theesearcher’s
seat at ETB Board level was advantageous in relatoo making contacts and
disseminating information to the absolute gatekeefgBoard executive) and the
Board members. However, from the outset, the reseawas mindful of a potential
conflict of interest and was careful not to let Ipesition on the Board of the ETB
place pressure on the interviewees in this regdrd.assurance of confidentiality and
anonymity was imperative as too was building trbstween herself and the
interviewees and focus group participants. Thennesue for the researcher as an
insider was the creation and maintenance of relships with gatekeepers,
participants and stakeholders. The researcherseebhthe imperative to protect the

identity of the sources of the qualitative data ckhivas collected particularly in
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relation to school personnel. This involved usamgencrypted identifying code for
participants and also ensuring that the final dddfthe thesis was reviewed for
identifying factors. The researcher spent a mimmaf twelve months establishing
links with each Principal and creating a trustimgationship with them, this was
particularly important for the four principals thekere not as well known to the
researcher. This was imperative given the insstlus of the researcher and the fact
that the ETB were open to considering the implead@nt of the research
recommendations. This process commenced wheresisarcher contacted each of
the principals in October 2015, following the offic commencement of her
research study, and explained the stakeholder samgdjuired from their school.
The researcher outlined that phase one of dataatiwh would not take place until
October/November of 2016 but that she would endaatm build up a rapport
with each of the principals and career guidancensellors (CGC) and Social,
Personal, Health Education (SPHE) teachers overdhreng year.

The insider knowledge held by the researcher askibe honesty and openness of the
process, as the principals were aware that shal @appreciate the context of each
individual case and the overall ETB scheme. Thisieated the need for principals
to overexplain minor points or practices as theyenadready known and understood.
The researcher’s insider understanding of the EdlBerme and the mental health
support services available in the region, enabéeddbore deeper into the experiences
of each Principal and elicit significant informatio An example of this is contained
in chapter five, where a Principal recounted a ads® student admitted to an adult

psychiatric ward due to a dearth of appropriateusses.

The researcher’s personal experiences of the adoncatstem and her position as a
teacher and a member of three Boards of Managenaaging from DEIS contexts to
more affluent middle-class catchments, meant thatsas practiced in viewing policy
from a class-based perspective. While this wasemgth, it was also a challenge,
particularly throughout the interview process. rRrthe outset the researcher was
mindful of the selection and phrasing of her questiand therefore she took feedback

from her Academic Supervisor and a critical frigénd ensure the questions were

6 The critical friend was an experienced teachenfeovoluntary secondary school in another
catchment area.
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neutral and appropriate. When the questions weadided, the researcher had to be
careful during the interview not to let her ownwgeand perspectives influence the
tone of the questions, her behaviour and body laggu It was imperative that the
researcher maintained a distance when key issues veéng discussed, particularly
where the researcher had an opposing view or expeiof the subject matter. In
such cases, the researcher was mindful to mairiteam composure, allow the
interviewee to voice their opinions and not to gade her dissention by word or
gesture. While this practice is challenging, tsearcher’s insider status allowed her
to anticipate where such issues might arise andrerghe was composed and in a
peaceable, diplomatic frame of mind going into eacterview process. The
researcher had also engaged in much critical eifation in the first year of the
research study (October 2015-2016), commencing gamgant in mindfulness
practice and yoga, which augmented her innatetabililisten without judgement and

immediate reaction.

The researcher had concerns that principals mightot filter their attitudes and
opinions on the education system, in which theyrateel, given her position on the
Board. She confronted this issue directly by agkedging to the interviewee that
firstly she had been elected to the position amf iepresentative and that she was
committed to staff welfare and wellbeing. The egsker also thought it best to name
the concern and ask the principals if they feltuess of their confidentiality and
anonymity prior to commencing the process. Allicated that they felt assured by
this and that they trusted the researcher in tleegss particularly in light of her
position as a staff representative on the ETBthénprocess of certain interviews, and
at particular moments of disclosure, the intervieweiterated that she was the only
person who would listen to the recordings, foranse when a Principal spoke about
what he perceived as unethical enrolment practrcagarticular town.

The student surveys were less challenging as wwareher was not known to the
students in seven of the eight schools. Theretbeeresearcher was viewed by the
students as an outsider coming in to conduct aesu# challenge relating tonsider

status’also arose in one school where the researcher diéedarvey students she had
taught in the past. Nevertheless, the researam@ipated that a teacher/student

dynamic could affect the survey process and thezgfecautionary efforts were made
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to ensure these respondents did not feel obligetgoarticipate. For instance, a
colleague from the ETB who had not taught the sitglan a formal manner but had
engaged with them on a pastoral level was preseetjlain the survey process and
issues of confidentiality and anonymity; and towrasthat the students did not feel
obligated to participate. The researcher was miraffthe potential sensitivities of the
areas explored through the student survey andftirershe established herself as a
neutral third party who was there to listen andordcbut was not there to make
judgement or influence. The importance of esthbig this type of role in such

delicate circumstances is outlined by Schwarz (2p02).

In order to ensure a student perspective, the isaddeen a subject of discussion with
the YAP prior to conducting the survey. The YAP wéashe opinion that the students
would not feel compelled to participate in the yrand would understand their right
to opt out if desired. The YAP outlined that a atdt of student voice and student
autonomy had existed in the school over many yeaadsthat students were well-
accustomed to participation in surveys and quessimas such as the My World
Survey, Drinkaware Alcohol Awareness Programmetpliod various other local
studies. The YAP expressed the view that the ntgjofistudents either understood it
was a voluntary process or were capable of conartgis understanding. The YAPs
view proved true as 100% of the student cohortdpbeparticipate in the survey

process.

In addition, the researcher understood that estahty positive working relationships

with teachers was also critical to the progressidnthe research study. The

researcher’s experience in the field had informexddf a tendency by many teachers
to be guarded about their opinions. The reseafehdhat the teachers and the CGCs’
attitudes, opinions and experiences were centrtéaesearch study and therefore
worked significantly on building up a rapport withese stakeholders prior to the
commencement of the research study and data ¢ohedBiven the researcher’s role
in her own setting as a Year Head and School Dpwatmt Planner, the researcher
had built up positive working relationships withmyaCGCs across the ETB scheme.
For instance, in 2014, the researcher had voluyptaret with a number of CGCs to

draft a template for a whole school guidance ptanss the eight schools. In order to

bring the plan to fruition, the researcher alonghva team of Guidance Counsellors
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and teachers established a working group to devilepplan within a specified
timeframe. This opportunity allowed the researdioeestablish a positive working

relationship and a trust-basis with teaching stléfvant to her desired teacher sample.

The parents/guardians from the focus group didknotv the researcher previously
which eliminated any issues which may have arisem fthe researcher as a teacher.
However, they were aware of the researcher’s posin the ETB as a Board member.
Therefore, time was spent discussing the motivdtorthe research, the concepts of
anonymity and confidentiality and the right to vdthw at any time. The
parents/guardians were reassured that they woulbdenmlentified, and all consented
after reading the information sheet provided attthe of the meeting. The focus
group was organised around a pre-scheduled parfenish meeting which ensured

representation from each of the eight sample sshool

The researcher’s insider status proved criticagpreciating and understanding
the quintain. Once the researcher had established positive,imgprielationships

with the principals, teachers, students and palgudsdians and they came to
understand that this research was not motivated dgsire to collect data on them
personally but to listen and hear their voiceseiation to their experiences regarding

their school communities transition to a settingseofor mental health promotion.

Additionally, in 2019 the researcher took on thie ras a Junior Cycle for Teachers
Associate. Although this was after the data ctilbbecphase it assisted her in her
understanding of the policy as text phase (exosgtéewel) of Junior Cycle reform
and more insightfully the policy as discourse (nsgstemic level) phase and the
policy as effects (microsystemic level) at the t@mad. These insights assisted the
analysis of chapter seven in relation to teacheperences othe Framework for
Junior Cycle(2015).

3.4 Selection of the Sample
The researcher identified the stakeholders for eask as: the principals, students,
teachers and parents/guardians. She commendesidiverk by conducting interviews

with each of the eight principals. She conductexhtitative surveys with all of the fifth-
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year students across the eight sample schools thsasvea sample of teachers,
parents/guardians and students from all schotieiqualitative focus group sessions.

3.4.1 Sample of Principals

All principals in the sample ETB schools (n=8) wereluded in the data collection
phase. In terms of gender, there were six malecipals to two female principals.
The principals’ teaching and management experienitlastrated in table 3.1. All the
principals had ten years or more teaching expeeiefice had over twenty years
teaching experience. Three of the principals k@l {DEIS schools and five led DEIS
schools.

Table 3.1 Principals’ Teaching and Management Expéence Across the

Eight Schoolg

YEARS 0 0-5 | 6-10 | 11-15 | 16-20 | 21-25 | 26-30 | 31-35 | 36-40
Teaching Experience 1 2 4 1
Prior Senior
Management 1 6 1

Experience
Prior Experience as a

L. 4 3 1

Deputy Principal
Y fE i

ears of Experience 4 4

as a Principal

The interviews commenced in September 2015 andwided in December 2015. The
broad areas of focus for the principals’ interviamsluded: the role and function of
principals and schools in contemporary communities;scale of mental health issues
presenting in schools; the existence of interscleoaipetition and a need for public
relations and marketing; issues around enrolmethipaogression of students and the

Framework for Junior Cycle in schools.

" The survey was conducted in the academic year/201%
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3.4.2 Sample of Students

The researcher considered the most appropriatertcohstudents to sample and
decided to concentrate on Senior Cycle studentsadie sensitive nature of some of
the questions and the need for the sample to haperienced state examination
pressure in order to answer a selection of thetagunss The researcher felt that a sixth-
year sample would be distracted from the data cindle phase by their Leaving
Certificate examinations, particularly as the odilen of data was scheduled for
March and April (2017) which would coincide withepexaminations, language orals
and practical examinations. It was decided thatotoduct the survey with fifth year
students at that point in the academic year méwmyt had completed almost half of
Senior Cycle but were in a less stressful placewhiould allow for a more measured
and meaningful engagement with the survey. Adaditly, as the fifth-year sample
included students that had recently completed thasition Year programme, it was
felt that this would enhance the scope of the saraplthese students may have a more
considered opinion on teaching and learning wisicimooling, having experienced this
holistic programme. The student sample includedettitire fifth-year population of
each of the eight sample schools. The averagerafie of the sample was 16 years

of age.

Figure 3.2  Breakdown of Student Response Rate by ®ale School (case)

Breakdown of Student Response Rate
by School (n=319)
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The entire sample was randomised based on attemdsnthe scheduled date which
was decided by the researcher in consultation satiool Principals and CGCs. The
inclusion of all students in the fifth-year grougssured a spread of socio-economic
backgrounds and cognitive ability. In some cafessample size was relatively small
for instance, Baile an Droichead and Newtown Comitgu®olleges. These samples
were reflective of the smaller size of these sch@wid as the data is predominantly

presented scheme-wide this was considered appt@pria

The researcher recognises that a significant nurobestudents with lower SES
profiles attend non-DEIS schools as outlined by ®m{2004). The practice of
students from a more affluent background atten@B&4S schools is less common as
schools maintain their DEIS status based on theepéaige of students who qualify for
a medical card. However, the study acknowledgessitiltan occur in a minority of
cases usually pertaining to students with a spedactational need. This study seeks
to explore the responses of school communitieshen dample. The analysis of
responses yields data which suggests that ineal&di the more serious mental health
iIssues, there is a greater level of need in DEI8ests. It is acknowledged that the
scale of more serious mental health issues sushieislal ideation and self-harm are
also significant among students sampled in non-DEet®ols and that therefore the
system fails to provide additional supports fordstuts from lower socioeconomic

profiles that choose to attend non-DEIS schools.
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Figure 3.3  Categorisation of Respondents by SociocBnomic Profile of
School

Respondents by Socio-Economic Profile
of School(n=319)
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The fact that each of the eight sample schoolscareducational ensured a gender
sensitivity. The selection was equitably recruitedhat it was voluntary with no
incentives given. The sample was motivated to fze as it was explained that a
summary of their schools’ individual sample woudddhared with school management
to assist SDP and therefore younger students dncefatudents would benefit from
their insights. Three hundred and nineteen stsdeonk part in the survey which was
100% of those present on the scheduled dates &dde potential sample as 7%
were absent on the data sampling dates.

3.4.3 Samples for Adult Focus Groups

The researcher established four stakeholder foausipg in total, the adult
stakeholders included: parents/guardians, teaamet<CGCs. This was achieved by
identifying the focus groups and liaising with tygpropriate personnel in the ETB in
charge of scheduling each of the stakeholder gtanpliannual meetings. Once the
schedule had been established, the researchergedram meeting with the co-
ordinators of each group and sought permissiorstasgie to arrange a focus group

with members of the preestablished groups. Thsfadhcoming in all cases and the
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researcher viewed the annual schedule of meetmdjsdantified an appropriate date
to meet the potential participants, for each faguasip session, in advance.

The researcher contacted all groups and outlineddsearch and the purpose of the
study. She distributed information sheets and eainfrms and requested that the
potential participants read them and take the tiemessary to decide whether or not
they were willing to participate. The focus gralgie and time was agreed with each
group and an arrangement was made whereby potpatiatipants could make direct
contact with the researcher in the event of anyeis®r queries arising. The researcher
indicated that the consent forms would be collegigalr to the commencement of the
focus group proper. Any potential focus groupipgrants that were not in attendance
at those pre-meetings were emailed the informasibeet and consent forms in
advance of the proposed focus group date. Adadilipnall focus group members
were reminded of the impending focus group, onekie@dvance, by the researcher
and/or the co-ordinator. The information sheet$ @nsent forms were reissued via

email one week in advance also.

3.4.3.1 Sample of Parents/Guardians (n= 15)

The inclusion of parents/guardians in the stakedrokbhmple yielded rich data in
relation to the parents/guardians’ perspective o itnpact of the education and
schooling system on their children. The parentfdjans were accessed using the
structures in existence in the ETB, for instana@ghepost-primary school has an
established Board of Management and Parents’ Cburi€ach year two or more
representatives from the Parents’ Council of eadtoal are invited to attend and
contribute to the ETB Parents’ Forum on issuedirgldo school matters. There is a
gender balance in that each of the eight Paremish€lls must nominate one male and
one female and additional representation must bdeggoroportionate. The Parents’
Forum therefore comprises of a minimum of 16 pargotardians, at least two from
each school in the scheme. The researcher used e8tablished forum of
parents/guardians as the focus group sample. dtesfgroup lasted for ninety
minutes. The main objective of the parents/guaslifocus group was to establish
the opinions of parents/guardians in relation te fimdings from the principals’
interviews and student survey data. Aspects ofptese one data findings were
presented in pictorial format on an overhead ptojeand the parents/guardians were

asked to offer their perspectives. This methodcassfully gathered alternative
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opinions on issues such as pressure on studen@ntgpguardians’ attitudes to
progression and the teaching of, and for, wellbeinghe parents/guardians’
perspectives added a richness to the data colegiltases and gave an adult
perspective from outside the school setting whielcame important in the data

analysis phase.

3.4.3.2 Sample of Teachers

This research study focused on the attitudes apérinces of a cross section of
teachers. The existing structures within the ET&dgd a number of teacher-led
communities of practice to choose from. Howevemynaf these were bound in terms
of subject area, gender and teaching experienaeldre, the researcher chose two
specific teacher-led communities of practices dsisle focus groups; these were the
Transition Year teachers and a group of teachatsitere newly appointed to the ETB
scheme. Both communities of practice were selebtarhuse they had a variety of
participants in terms of age, gender and teachipgreence and the groups of teachers
were not bound by subject area. The focus groupi@eslso explored teachers’
attitudes to wellbeing as a curricular area inNlegv Junior Cycle. These groups were
already formed in Community of Practices and thseaecher approached the
coordinating teacher of each group in January 201r@quest that she could access
the group at their next meeting to recruit intezdgiarties to take part in a focus group.
The coordinators were positive to the request anthjpted the researcher to address
the group. The researcher outlined the naturbettudy and provided the teachers
with an information sheet and consent from. Tlechers present indicated their
willingness to take part and the focus group wagduled for their next meeting. The
teachers were mixed from different subject areasclhwhadded a breadth of
perspectives in relation to the new Junior Cedifcin particular. The teacher focus
group explored teachers’ perspectives regardingetheational system’s ability to
ensure meaningful mental health for students. ys®al data collection during phase
one with the principals and students was preseaiotesgt the focus from discussion.
Teachers focused their attention on several sganfiissues such as the structure and
implementation of the new Junior Cycle model widierence to wellbeing as a
curricular area. The teachers also focused otattieof space on the timetable and
the tensions which were emerging between subject$he orientation of the

educational system towards viewing points as ‘ssEa@iteria’ was identified and

93



explored in relation to the effects on teaching #&wtning at the coalface. The
teachers’ focus groups added an insider perspemtitiee ability of the current system
to support students’ mental health and wellbeitigalso raised several significant

questions in relation to the meaning and constitudif wellbeing.

3.4.3.3 Sample of Career Guidance Counsellors (CGC)

The career guidance counsellor focus group waslestad by contacting the CGCs
network in the region where the study was conduciligte researcher held a meeting
with the coordinator of this network and outlinde tnature of the research. She
requested that members would be favourable togaken a focus group prior to their
next meeting as a group. This request was sumpdnyethe coordinator and all
members were invited to attend the focus groupewnil, they were also provided
with an information sheet and consent form andcthrgact details of the researcher.
The focus group was scheduled for April 2018 agtteCGCs were present, and half
of these were from ETB schools with the reminingdehin voluntary secondary
schools, this added an interesting dimension apthde the focus group particularly
in relation to progression and what was deemed@g@ssion in different types of
schools. The purpose of the career guidance cbhangscus group session was to
focus on their experiences of mental health proomodit the coalface. It explored the
types of mental health related issues presentirigam offices as thego to’ person

within the school. The focus group lasted one hiototal.

3.4.3.4 Sample of Students

The student focus group sample were selected isuttation with the Employment
Mentor. The researcher was made aware of the hnalédar for meetings of the
student forum. The author acknowledges that théest forum representatives
presented as students who were relatively intedesttheir studies and in progression
to third level or further study and that this maydi the expense of students who were
less engaged. This reality could be considered @Esential limitation to the study.
The student forum was scheduled to meet three tidoesg the academic year
2017/2018 and hosted students from each of thelsasopools at each meeting. It
was decided that the researcher would attend ttendestudent forum meeting of the
year and request participation from those presdrite study was explained to the

students and information and consent sheets wetghbdited. The interested students
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were asked to provide their email addresses andeearcher provided hers in return.
The researcher then followed-up a week later amdnded students that there was no
compulsion on them to participate but if they weiidling that they should have their

Parental consent forms signed and return thenmetoetbearcher via their Student Council

Liaison teacher.

The student focus groups aimed to ascertain tliests’ reactions to the data collected
during the student surveys in phase one. The stsidaterpretation of a number of terms
was explored, for instance, self-harm. Additiopalthe students’ reaction to the
guantitative data was interesting during the fagnasip. The statistics in relation to self-
harm and suicidal ideation appeared to be geneembepted by the students. The
students’ perspectives Guccesswithin the post-primary system provided greatgatde

to the quantitative data. The combination of datiie and quantitative data collection
methods in relation to the student voice, led bvaad and comprehensive understanding

of the student voice.

3.5 Overview of the Eight Cases (Samples)

This section details the eight cases included isrttulti-case research study, providing
an overview of their status, catchment and positorelation to progression to Higher
Educatio. A comprehensive overview of each of the eight céseiols) are outlined in
Table 3.2. The sample consisted of eight indaliost-primary schools operating under the
aegis of the ETB; five of the eight schools aregiedged DEIS (cases 1,2,3,6,7). The eight
individual cases sampled span a diverse geographiocd socio-economic region.
Geographically, the sample traverses the entinetg@ampled, encompassing rural and urban
areas. While six of the eight schools samplednauéiidenominational (cases 1-6), it is
noteworthy that two of the schools operate underjdimt trusteeship of the ETB and a
religious trustee. In both cases this was due smadgamation process which occurred in the
1980s. The schools were given pseudonyms in tw@eicourage the stakeholders to disclose
fully their attitudes and experiences of attemptogreate a mental health promoting school.
Additionally, the researcher felt that the datavjgted from some of the sample schools could
have the potential to negatively affect enrolmemtd therefore pseudonyms were used to

protect the school’s identity.

8 Overt league tables are technically banned immekl However, a defacto league table system exists
based on HEI progression rates and these prognefsgioes are detailed in The Irish Times annually

95



Table 3.2  Detailed Overview of the Eight Coeducational Sampl€ases
Statistics as per DES
Location/ Religious Special | HE progression .
9 .
Name Designation affiliation Classes ratings"’ SNA ratio | 2018/2019 database;
5 NCSE database
Baile an Droichead Non-
cC DEIS denominational 2 Not ranked 13.5 2018/2019
Newtown CC DEIS Non-denom. 3 Not ranked 8
Scrahan CC DEIS Non-denom. 1 22M of 24 6
Bluebell CC Non-DEIS Non-denom. 0 9" of 24 3
Greenvalley CC Non/— D FIS (Gacl- Non-denom. 0 6" of 24 0
cholaiste)
Mountview CC DEIS Non-denom. 0 14" of 24 9.5
Sunnyvale CC DEIS Non-denom. 0 24" of 24 2
Rosemount CC Non- DEIS Non-denom. 2 14" of 24 5.5

9 Sobriquets have been used in order to safeguaathtimymity of the sample schools where possible

10 Statistics based on data from the Central ApptioatOffice (CAO) and State Examinations Commisg®EC) under Freedom of Information request and are
defacto league tables. The rankings represent é@sunable data in the public domain. A total op@4t-primary schools are ranked in order of maerit i
accordance with the scale of students progressingcbgnised Higher Education Institutions in teegyraphical area of the sample. Please note: baltop 24

are listed out of a possible 26 post-primary school
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351 Case One - Baile an Droichead

Baile an Droichead Community College is a co-edaait post-primary school located
in an urban centre. The school has a populationehundred and ninety-eight students;
46% are female and 54% are male. The schoolignéésd DEIS (urban, band one) and
serves a catchment area which is categorisedaalvdigaged to very disadvantaged on
the ‘All-Island HP Deprivation IndeX.. Baile an Droichead Community College opened
two special classrooms for students with ASD inabademic year 2014/2015 and it
employs 13.5 Special Needs Assistants (SNA). Theas did not feature on the Irish

Times list of feeder schools in 2618

3.5.2 Case Two - Newtown Community College

Newtown Community College is a co-educational postary school located in an urban
centre. The school has a population of sixty-sbudents; 34% are female and 66% are
male. The school is designated DEIS (urban, bagjpamd serves a catchment area which
is categorised as disadvantaged to very disadeahtagthe ‘All-Island HP Deprivation
Index. Newtown Community College opened three speciaidams, two for students
with ASD and one for students with an emotionaludi@nce in the past decade. The
school employs 8 SNAs. The school did not featurg¢he Irish Times list of feeder
schools in 2018.

3.5.3 Case Three - Scrahan Community College

Scrahan Community College is a co-educationalgosiary school located in an urban
centre in the county. The school has a populafitimee hundred and sixty-nine students;
54% are female and 46% are male. The schooligndésd DEIS (urban, band one) and
serves a catchment area which has a mixed prathie¢lve majority of the catchment area
ranging from marginally above average to marginbéow average with significant
pockets of disadvantage interspersed accordingtéoptovided by the ‘All-Island HP
Deprivation Index’ Scrahan Community College opened one specialfaastidents
with ASD in 2016 and employs 6 SNAs.

11 (SourceThe All-Island HP Deprivatioindex is compiled by the All-Island Research Obatary
(AIRO) in association with NUI, Maynooth.)

12 The Irish Times list of feeder schools is relevianthis research study and to the description of
schools as it has become a defacto league tathe imish context. This is further discussed inptba
five.
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354 Case Four — Bluebell Community College

Bluebell Community College is a co-educational yposhary school located in an urban
centre in the county. The school has a populafitevo hundred and thirteen students;
50% are female and 50% are male. The schoobis-®E&IS and serves a catchment area
which is categorised as disadvantaged to margiballyw average with a significant
proportion of the catchment classified as veryddigataged according to the ‘All-Island
HP Deprivation Index’ Bluebell Community College has no special classsamoloys 3
SNAs.

355 Case Five - Greenvalley Community College

Greenvalley Community College is a co-educatiormat-primary school, operating
through the medium of Irish in an urban centrén@region where the study is located
The school has a population of three hundred aedtywstudents; 51% are female and
49% are male. The school is a non-DEIS and streesame immediate catchment area
as Baile an Droichead Community College (case dr@$.data is previously represented
in figure 3.2. However, it must be noted thatabtial catchment spans the majority of
the county where prospective students are notrwiitla proximity of an Irish medium
school or Aonatf but wish to attend an Irish-medium school. Gratigy Community
College has no special class and does not emplsilAn The school was ranked 6th of
24 schools in the location of the study accoradiige Irish Times list of top feeder schools
in 2018.

3.5.6 Case Six - Mountview Community College

Mountview Community College is a co-educationahlrynost-primary school located
near a small urban centre in the county. The $ttasca population of two hundred and
seventy-seven students, 46% are female and 54%adee The school is designated
DEIS (rural, band two) and serves a catchmentdneh is categorised as disadvantaged
to very disadvantaged on the ‘All-Island HP Depgivalndex. Mountview Community

College has no special classes for students withe®id it employs 9.5 SNAs.

13 Aonad is the Irish word for unit. This describeslash-medium provision within an English-
medium school
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357 Case Seven - Sunnyvale Community College

Sunnyvale Community College is a co-educationdahpamary school located in a rural

catchment area in the county. The school haswdatmm of four hundred and sixty-eight
students, 48% are female and 52% are male. Thelssllesignated DEIS (rural, band
two) and serves a catchment area which is catedoas disadvantaged to very
disadvantaged on the ‘All-Island HP DeprivationdrdSunnyvale Community College

has no special classes for students with SEN anchiboys 2 SNAs.

3.5.8 Case Eight - Rosemount Community College

Rosemount Community College is a co-educationatgoaary school located in an
isolated, stand-alone rural catchment area indhietg. The school has a population of
four hundred and sixty-nine students; 46% are feladl 54% are male. The school is a
non-DEIS school and serves a catchment area veheategorised as disadvantaged on
the ‘All-Island HP Deprivation IndexRosemount Community College has two special
classes for students with SEN and it employs 5AsSN'he school was ranked™dut

of 24 schools in the location of the study accgrdmthe Irish Times list of top feeder
schools in 2018.
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3.6 Methodology Timeline
Table 3.3  Visual Timeline for Methodology*

Phase One - Ethical Approval - October to December 2015

Pilotinterview
Youth Advisory Panel (YAP)

Development/ designing and pileting the qualitative and quanfitafive instruments:
surveys (x2) and principals'interviews

Phase Two - MIREC Completion and Instrument Design Finalisation - April to September 2016

Finalisafion of qualitative and quanfitative insfruments for MIREC MIREC - Ethical Considerafions, approval submission and approval granted

Phase Three - Instrument Design, Data Collection & Analysis (Principals’ Voice) - September to December 2016

Conducting of inferviews, recording and franscripion. Preliminary Analysis and

Timeline for interviews, surveys with eight principals Key Word Coding. dentification of Themaic Trends

Phase Four - Data Collection& Analysis (Students' Voice)- July 2016 to August 2017

Student data collection via survey (5th year cohort in each school). Preliminary | In-depth analysis of student data using SPSS. Presentation of preliminary finding
analysisof data (Excel) to Employment Mentor and Academic Supervisor

Phase Five - Focus Groups & Analysis (Multiple Voices) - January 2018 to May 2018

Timeline for focus groupswith 5 cohorts (parents, students, teachers x2, career
guidance counsellors). Conducting of focus groups, recording and franscription.

Preliminary Analysis and Key Word Coding
Identification of Thematic Trends

Preliminary Analysis and Key Word Coding
Identification of Thematic Trends

Detailed analysis of all data sets and merging into one coherent whole

3.7 Ethical Considerations

The research study involves human subjects andftrerit required ethical approval
from the Mary Immaculate Research Ethic CommittdéREC). The terms of the

IRC scholarship funding dictated that ethical apptdrom the MIREC had to be

secured within three months of the commencementhefresearch study. The
researcher was committed to observing ethical staisdset out in legislation and by
MIREC. To this end, the researcher engaged initrgiand learning opportunities

14 The overarching timeline for the entire projecttie form of a Ghant Chart is attachetbpendix 2
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presented by the employer and the HEI in conjunat¥gh her own research into the
area. For instance, the HEI offered an ethicaassh training programme offered by
the Epigeum online platform. The Employment Parprevided training in relation
to the Data Protection Act§1998-2003), th&eneral Data Protection Act&998-
2018), the Freedom of Information Act$1997-2003) andChild Protection
Proceedure$2011; 2017).

The researcher was guided by several documentsastiod Nuremburg Cod@ 947)
which indicates fundamental principles such as enty$roportionality, necessity and
the right to withdraw. The Nuremburg Code emergedhe post WW?2 era and
challenged historical rights perspective by comferrights directly to the subjects
rather than solely concentrated on the obligatmfrthe researcherThe Declaration

of Helsinki(1964; 1989; 1996) underscored the concept ofiméal consent in relation
to children as research subjecthe European Charter of Fundamental Rigl2813)
recognises a range of personal, civil, politicabreomic and social and was enshrined
into law under the Lisbon Treaty (2007). The chiagbntains several principles which
impact on research: Article 3 protects the rightniegrity of the person; Article 7
respects private and family life; Article 8 protepersonal data and Article 13 protects
the freedom of the arts and sciences. The protecti human rights provided lie
Constitution of Ireland1937) andhe European Convention on Human Rigi$53)
andthe European Convention on Human Rights(2603) were observed throughout

the research study.

3.7.1 Sampling Deliberations

It was imperative that the application for ethicapproval recognised the
vulnerabilities and risks associated with sampliiogng people but also focused on
the benefits for mental health promotion. An assest of risk and benefit were key
considerations for the researcher particularlyh@ tase of the student survey and
focus group. Similar to Daley (2013) and Carted0@), the researcher found that
calculating and balancing risk and benefit of inlohg young people in the sample as
challenging. However, after careful considerasbe felt the inclusion of the student
voice would greatly enhance the research Daley3p@dgues that there is an over-
focus on reducing risk to young people which caraa@ barrier or restriction to their

participation in research. Carter (2009) argues $ich practices are silencing and

101



excluding the voices of young people and childrdmctv need to be included and
heard. Additionally, the development of the thé&iced framework reinforced the
imperative to examine experiences and attitudeallaftakeholders. Therefore, to
exclude the student voice would exclude a key msigstemic level player. This point
has been highlighted by Kellett (2011) who arguest tyoung people should be
recognised for their potential to produce valuab$tghts and knowledge in their own
lives and context. Subsequently, the student we@e included through qualitative
focus groups and a quantitative survey (n=319)thisddata considerably widened the
scope and depth of the research study. Similtreyexclusion of parents/guardians
was reconsidered as it was felt that the inclugibparents/guardians ensured the
research accurately reflected the entire schoolnwanity. In the final plan, all

stakeholders were included to ensure a fully ineugoice of the school community.

The researcher considered Article 12tbé United Nations Convention on the Rights
of the Child(1989) which recognised the right of children godng people to have
their views heard on matters which relate to thewh far their views to be afforded

appropriate weight in proportion with their age dewkl of maturity.

3.7.2 Informed Consent and Assent

The researcher created information documents amskod forms for each of the adult
participating groups such as principals, parentsftjans and teachers. All adult
participants were presented with the informatioeuwtoents in advance of the data
collection phases and were asked to return theedigansent forms should they wish
to participate in the study. The proposed datedhe data collection phases were
made known to the participants and they returnedstbned consent forms at these

sessions.

In relation to young people, the acquisition ofoimhed consent or/and assent of a
young person in conjunction with the consent ofirtHearent/Guardian where
appropriate, is an acknowledged ethical standAiderson and Morrow (2011, p.23)
define consent athe legal means of transferring responsibility fask-taking from

the researcher to the participantThe fifth-year student sample consisted of students
aged from 15 to 17-years. Parental/Guardian cangas required for any students in

the sample under eighteen years of age. Writtemnred consent was obtained from
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a Parent/Guardian of each student/minor along thighassent of the student. This
was introduced as a safeguard to ensure thatubterss did not feel obligated to take
part because their Parent/Guardian had conseniéd consent process involved
creating information sheets and consent forms &wemts/guardians (see Appendix
3&4) and students.

The need for appropriately worded and reading-pgeogriate information sheets for
minors (students) was imperative (Appendix 5). Témearcher devised information
sheets and consent forms at an appropriate readi@gnd level for the age of the
target audience (approximate reading age of ténetve years). This was confirmed
through the feedback from the researcher's Youtligaty Panel (YAPY. The
researcher arranged a pre-meeting with each sanddhe student information sheets
and consent forms were read and explained to theests who were also asked to
bring a Parental/Guardian information and consambfhome for discussion with their
parent/guardian. It was felt that this would eeswgreater engagement from
parents/guardians and their child would be fullgfed and aware of the rationale for
the study and the data collection process. Thosgss was repeated in each of the
eight schools involved. The consent forms outliméshrly to students and their
parents/guardians that they couight out’at any time without reproach or penalty and
no reason or explanation would be required. Caomtetails for the researcher were
also contained on the information sheets and carfsems. The collection of the
signed consent forms took up to two weeks in eanitDEIS school, delays were
experienced with a minority due to forgetfulnedssemteeism and misplacement of
forms. This challenge was successfully overcoméadwng the link teacher in each
school to collect forms and support students whemlad supplementary forms etc. In
a minority of cases, the teacher contacted thenB@&weardian by telephone to remind
them of the form and to ensure they would retyrmdicating whether they consented
or not. Additionally, the researcher was mindféltlee additional challenges, that
conducting research with young people in a DEISedncould create in relation to
Parental/Guardian consent. Five of eight scho@sewdesignated DEIS and there
were cases where parents/guardians did not reagsige in the consent process due

to having English as an additional language andkwere literacy deficits. In

5 YAP refers to a Youth Advisory Panel. The YAP fois study is explained on page 42.
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anticipation of this challenge, the researcher @alisted the support of the career
guidance counsellor in each school. The CGCs Igaeed to follow up with the

parents/guardians of any students under sixteers yéage with a telephone call to
explain the researcher study information documedtraquest consent. The CGCs
had to follow up on about 5% of cases in the DHI&dn) schools. The CGCs
reported that on contacting the parents/guardiadseading the research information
over the phone, the parents/guardians indicatetl tthey would consent. The

information sheet and consent form were resentand ltopy and in all cases was

returned by the student.

The researcher consulted the YAP prior to the suageministration days. The YAP
suggested that the researcher explain the conoéptmnsent verbally to students at
the beginning of each survey session and chedkrfderstanding. The YAP felt that
some students would not properly read the inforomasiheet or consent form, others
may not fully comprehend the terms ‘confidentiallyid ‘anonymity’ and more would
still be sceptical unless they heard it directlgnfr the researcher on the day of the
survey. Additionally, the YAP were of the opinitimat some students might feel
obligated to complete the survey if their schoohagement were present. This point
has also been argued by Anderson (2010). Theroksansured that no management
were present during the survey process in eacheotight schools. All the points

raised by the YAP were acted upon by the researohlbe survey process.

3.7.3 Confidentiality and Anonymity

Confidentiality is connected to a participants’ sent or assent and is underpinned by
a participant’s right to privacy. The right toyacy refers to the basic human right of
protecting an individual’s worth, dignity and sekitermination. Anonymity in the
context of this research study refers to the cdnomat of a participant’s identity to all
parties, with the exception of the researcher. Mynaty and confidentiality were
guaranteed by the researcher, verbally and inngritising the information sheet and
consent form. Respondents’ confidentiality andrgmaity were respected, and the
identity of the schools was protected using solats|in place of the real names.

The principals’ pro forma or interviews were coniacon a one-to-one basis in their

own offices and therefore issues relating to pgvdici not emerge. Great care was
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taken throughout the transcription process. Thicatapes were transcribed by the
researcher and were identifiable only by number iartls; they were stored in a
secure locker in the researcher’'s own home. Silpjlan transcription of data, care
was taken so that participants could not be idiedtif In the case of principals and
CGCs, the number was finite and therefore codificatvas used to remove the most
obvious identifiers such as the name and schoohtimt. @ Whereas for
parents/guardians, students and teacher partisipgmbnymisation was used. A
coded, encrypted system for respondent identificatias created and all data was and
continues to be stored securely. The transcrigidbe destroyed once the study and
retention of records period is completed.

In relation to the focus groups with adult stakelleos, participants’ requests for focus-
group contributions to be anonymous and confidemtere met with a reiterated
guarantee by the researcher. It was made clearihves ascertained as part of a focus
group would not identify any one contributor persiyn It was also agreed by all
contributing teachers that the content of the fogusup sessions would remain
confidential and that individual’s comments wouddnain confidential outside of the
focus group setting. All participants in the foagi®up sessions were offered an

opportunity to opt out at any point in the process.

Student group online interviews were conducted@lpoked school-based computer
rooms where each student had access to a privatputer space to protect the
students’ privacy and anonymity. All the data eoled was submitted through
Microsoft forms anonymously. The researcher ertktire privacy of the participants
was protected by encrypting the data collectiotrimsent and ensuring anonymity
and privacy was respected, no unique informatios megorded such as names and
addresses. On completion of the survey the reseaensured that all students logged
off the computer and closed the computer down cetalyl to ensure a third party

could not access their submission.
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3.7.4 Minimising the Risk of Harm (Wellbeing) — Young pe@le and
Vulnerability
This research study was guided by the principlé ‘th@ greater the vulnerability of
the community, the greater the obligation of theesrcher to protect itas outlined in
AOIR (2012, p.1). The researcher considered hewnsight minimise risks to student
participants, she was mindful that given the semsihature of the subject matter
particularly the questions relating to self-harnd asuicidal ideation that it would
minimise the risk if the student sample was seteftem the Senior Cycle classes
rather than Junior Cycle classes. The researchadet to sample the fifth-year
cohort as these students were Senior Cycle stidenlid not have the pressure of the
Leaving Certificate until the following year. The&nge of ages was broadened by the
amalgamation inSyear of students who had progressed directly fdamior Cycle

and those that had completed the Transition YeagBmme.

This raised the age-profile of participants to Ibykars of age. While this reduced an
element of the risk, it did not eliminate it. Thek associated with surveying 15-17 years
olds about issues of concern to them in their livas considered on probability and scale.
Given the sensitive nature of the research toperésearcher was mindful of the potential
vulnerabilities which could not exist with the stud sample participating in the study.
For this reason, the researcher entered dialoglie@rsultation with the career guidance
counsellor in each school well in advance of thia dallection phase. Therefore, the
researcher was aware of the vulnerabilities ofstineent cohort pertaining to each case
prior to the survey process. A spectrum of memtalth issues from low level anxiety to
self-harm and suicidal ideation existed among soaf®rts. As well as the contextual
challenges such as single-parent families, houdshah poverty, living with
parents/guardians and/or siblings with substanseiseiissues, self-harm and/or suicidal
ideation of family members, occurrences of deatsuigide of family members or close
friends etc. Barriers relating to culture and lamge were evident in some cases
particularly in relation to asylum seekers and m@ngs. This was encountered in the
administration of the survey in two of the DEIS ambschools. On each occasion there
were two students with language deficits. In thosses, the students were permitted to
use an online dictionary on their mobile phoneshe Tesearcher also made herself
available to them throughout the survey processalodated them additional time to

complete thesurvey.
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The data collection phase of this research stutigrad fully to the nationally agreed
Child Protection Guideliné& In line with arguments by Alderson and Morrow12)
the researcher was mindful that research of thisreacould pose a significant
intrusion into the personal or private lives ofiindual student participants thus it had
the potential to cause distress. Therefore, folhsaeration was given to the
guidelines, arrangements were made in advancestoethat in the event of a student
disclosure during the process the Designated Lnaierson (DLP) or Deputy DLP
would be on-site in accordance with the guidelinékhe presence of the career

guidance counsellor provided support to students.

The researcher ensured that adequate provisionmaae for the monitoring and
support of the participants as they engaged in dalflaction. The researcher had
ensured that the career guidance counsellor waemréor the survey as a familiar
face for the students to offer support to them.e $tudents were informed that the
career guidance counsellor was present should whely to discuss any issues or
concerns which arose for them during the coursthefsurvey or afterwards. The
career guidance counsellor also reiterated thenvaty nature of the survey process
and that there was another teacher present in@ngd#dssroom to supervise those who
wished to opt out. The students were repeatedigstaed that to opt out was fully
acceptable. The students were also reminded oéf®archer’s contact details should
they or their Parent or Guardian wish to make adntethe future. The students were
advised that these contact details were also ipaksession of the Principal for future
reference. It is noteworthy that no student reggbfeeling distressed or upset by the

survey in the short, medium or long-term aftermath.

The focus group session with students took place meutral venue away from the
school settings. It was felt that students migigak more freely in this environment
and this is what transpired. The focus groups \wereffective method of revisiting
any response trends which arose in the surveysder o explore what the students’
interpretations might be. It also created an opmity to explore what students felt
were the meanings of concepts suchsadf-harm and suicidal ideation’ The focus

group added a qualitative perspective to muchepttterns which emerged following

16 The Child Protection Guidelinesere updated in 2017 after the data collectiorsphveas
conducted therefore the earlier guidelines wereviad.
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analysis of the raw quantitative data. Howeveregithe nature of some of the topics
discussed the researcher ensured that there wprepajate personnel from each
school on site to ensure that students could eseetbeir right to opt out or in the event
of a student becoming upset or making a disclositach of the school personnel
were briefed prior to the focus group session aagkw@ware of their roles. In addition,
the ETB Youth Officer was present on the day ireoitd further support the students

and reiterate and reassure them of their rightitodraw without question or penalty.

3.7.5 Gender Considerations

Gender sensitivity is a key consideration for thére research study process. The
researcher sought to include male and female petrgee across all samples and data
collection modes. The perspectives of both sexa® wought, treated equally and
without prejudice. The sample schools have mate famale managers, teachers,
students and parents/guardians. The gender pobflach sample is presented in table
3.4. The researcher was mindful to ensure geralanbe where possible. However,
it must be noted that there is an unintended geindealance in the sample of school
principals, parents/guardians and CGCs. While sna@presented the majority (6:2)
of the sample of principals. While this is notdraded it reflects the national ratio of
more males to females in senior management rdi@sngto educatiolf. In total 319
students completed the online survey, represeffg of the entire population of the
potential sample of 347 students. Interestingly4% (161) of the sample were male
and 49.5% (158) were female.

17 Lynch, Grummelkt al (2012) argue the challenge the ‘care ceilingspras to gender equality in
senior management positions in higher educatiditutisns. While their research is concerned with
HE, it is noteworthy that this post-primary basedearch yielded a sample of 8 principals s and
within that sample, a gender ratio of 6 males fer@iales.
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Figure 3.4  Gender Profile of Student Survey Resporahts
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The composition of the student focus groups wasfibaited using the pre-established
and operational Education and Training Board Stu@®num comprising of up to
thirty-two students, four from each school in tbbeme. There is a gender balance in
that Students’ Council must send forth two male tmaol female representatives to

attend student forum meetings. The student focogpgwas composed of thirteen

male and fifteen female participants as four sttglemre absent on the day.

Table 3.4 Gender breakdown of all stakeholder sampk

Profile type Male Female |Data collection tool
Principals 6 2 Interviews/pro forma
Students 161 158 Survey

Students 13 15 Focus groups
Teachers (1Y) 8 9 Focus Group 1
Teachers (NQ) 4 5 Focus Group 2
Career Guidance Counsellors 0 8 Focus Group
Parents/guardians 5 10 Focus groups
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The two teacher-based focus groups observed aveetginder balance with a ratio of
eight males to nine females in focus group onefamdmales to five females in focus
group two. The sample of CGCs was entirely femdlbis reflects national trends
where more women than men engage in soft skill ntaied post-primary
gualifications. The parents/guardians were twodthfemale to one-third male despite
a gender balanced Parents’ Forum as previouslynedtl Care was taken to ensure
that interview and focus group questions were gems@asitive to elicit required
information from all respondents. This researcimsoders the similarities and
differences of male and female perspectives amibaiits equal value to both. The
write-up phase of the research study was constamtlyitored for gender sensitivity

in the data presented.

The researcher approached the student focus gesgpa with a sense that the male
students may be less comfortable airing theirgalin relation to issues of a sensitive
nature. In the early stages of the focus groupiseghe female students were more
vocal, and the researcher had to invite a maleppetive. However, the male voice
quickly became as strong as the female voice olgmdicipants had fully relaxed
into the process. As the focus group progressedesearcher found the male students
were uninhibited about offering their opinions aihik is reflected in the findings

chapter where the male and female voices are gqegliesented.

3.8 Data Collection

Given that multiple stakeholders from the eightesasere to be included in the data
collection phase. It was decided that it shouldliveded into two stages. Stage one
involved the in-depth interviews with principalsdestudent surveys conducted across
the fifth-year population of each of the eight salsqn=319). This data was analysed
and used to focus stage two of the data collegirmtess. Phase two of the data
collection process involved the establishment niimber of focus groups to capture
the voices of the remaining stakeholders, namelgtters, parents/guardians, students
and CGCs. The sample stakeholder groups and dee ior which they were sampled
are outlined in the flowchart in figure 3.5
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Figure 3.5 Flowchart Detailing Sequential Order of Data Collection
Instruments and Sampling

Principals’ pro forma &
interviews

MACRO/EXO |:> MESO - Stage One

Literature

—

MICRO - Stage Two MICRO - Stage Two MICRO - Stage Two
Teacher Focus Group Parents’ Focus Group Students’ Focus Group

MICRO - Stage Two

Career Guidance
Counsellor Focus Group

3.8.1 Data Collection — Principals

A pro forma was issued to the principals priortte interview. This document aimed
to gather data in relation to the participants’ rgeaf previous experience and to
ascertain their qualifications. The pro forma asthered numerical data around the
level and frequency of mental health related issaresng the student populations
within each case. The pro forma assisted the reserain appreciating fully the scale
of mental health issues in each school. The paisiwere offered the option to
complete the pro forma online or on paper, priahwinterview. All eight principals
in the sample, opted to complete the paper versidime pro forma immediately prior
to the interview proper.

3.8.1.1 Interviews with Principals

Interviews are conversations with a specific puepeghich can vary from highly to
loosely structure. Silverman (1997, p.141) arghasinterview need to be recognised
as a social instrumenin which knowledge is actively constructed suggesie
possibility that the interview is not so much atnguconduit or source of distortion,

but rather a site of, and occasion for, producirgportable knowledge Seidman
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(1998) argues the efficacy of interviews at a nsgstemic level to elicit qualitative
data from people who are directly experiencing thatter under investigation.
Creswell (2013) supports the argument noting tipacidy of the qualitative interview
to enable interviewees to use their own words @reskheir stories, perspectives and
experiences. The researcher considered these anggilsnd understood the need to
pose well-structured, appropriate and suitable tiues in order to elicit accurate
information. Equally she comprehended that to viesvinterview process as a linear

process of questions and answers would oversimibléytask.

In preparation for the interview process questimese developed regarding mental
health promotion and the role of education and slihg in mental health promotion
in recent decades. The interview questions wenai-sguctured with potentially
suitable questions grouped under specific theriiée. flexibility of a semi-structured
designed allowed specific answers to be exploretthiéu through open conversation.
Silverman (1997) outlines that the real challermyetlie interviewer is the elicitation
of information without interfering with the purityf the participants’ answers. The
researcher responded to this challenge by constgucipen questions and using
neutral language. In addition, the researchersfegsional experiences in a
management role, assisted the composition of gquesthat captured the principals’
experiences of their role and explore their atBsaidnd experiences of mental health

promotion at post-primary level (see Appendix 6).

3.8.1.2 The Pilot Interview

The researcher adhered to advice regarding pilasmects of the data collection
proffered by Yin (1993). The pilot was conducteddetect flaws and/or ensure
unforeseen issues were discovered and addresdedein The pilot interview was
conducted at the end of January (2016) with acalifriend employed as a Principal
outside the ETB scheme. It allowed for assesswiethie interviewing questions and
pace and style of the interview. Arising from thiot process various amendments
were made to the structure and pace of the int@rvi@ number of questions required
modification before the interview process begam, ifstance one of the original
questions was leading and hence the language afulstion was neutralised. The
researcher realised during the pilot interview thatas too rigid, and more flexibility

was required. The pilot interview identified theea for familiarity with the process
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and ability to be flexible in questioning. For taisce, the researcher noticed that
interviewees responses could address more thaissureat a time and not necessarily
in the expected order. Therefore, greater fanitjiawith the questions was needed
and a check system to avoid repetition in tandeth grieater flexibility was required.
Pole and Lampard (2002) illustrate that less ngstructured interviews can often
result in greater disclosure as the interviewee mterviewer develop a closer

relationship through conversation.

The researcher reflected on the pace of the pitetview which was too lengthy due
to question repetition. The pilot interview lasteger an hour but on analysis and
reflection it was anticipated that the modificaBdo the questions would result in the
interview duration reducing to between 40 and 60utds. This also shortened the
transcription process considerably without redudimg quality of the elicited data.
After the pilot interview schedule was receivedd anterviews were initiated in

September 2016 and completed by December 2016.

3.8.2 Data Collection - Students

3.8.2.1 The Student Survey

The development of the student survey was chalhgngiven the sensitive nature of
the subject matter and the wide range of areasedearcher wanted to explore with
the sample. The researcher began constructingttitkent survey in July 2016 and
completed the first draft by late September 2016.

The student survey aimed to capture students’ viewslation to an extensive range
of areas which rendered it a complex survey to sieeiffectively. The survey was
conducted under broad thematic areas guided blténature review, the principals’
interviews and surveys anthe Health Promoting School@HPS) Framework
developed by the WHO (1995). ThE’S Frameworlprovides a continuum of care
around three central pillars of support for allngoand few. The student surveys were
lengthy in order to capture a holistic sense ofcibieort’s attitudes and experiences of
mental health promotion within their personal catgend within the school context.
In order to ascertain the students’ personal cési@series of questions in relation to
their socioeconomic, familial and socio-culturabfiles were posed. The questions

used were devised to be focused on particular imgasere posed in an open fashion.
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The student survey was subdivided into ten keysané#ocus illustrated in (Appendix
7). The survey commenced with a section whichaegl the respondents’ personal
context in terms of their familial circumstances)kations and religious and cultural
orientation. The second section explored the sippeailable to the students in their
personal lives in relation to mental health antddsues and concerns they might have.
The third section explored students’ attitudes exypkeriences of counselling and the
areas of self-harm and suicide. The fourth ardaafs centred on the school supports
for mental health and explorébde HPS Framework’s (199%pntinuum of supports
for all, some and few. The fifth area of focus lexgd the students’ experiences of
student voice within their school settings. Thdlsiarea examined student worries
and sources of stress in their lives. The areaunicular supports for mental health
promotion was also investigated as well as the anphcertain external factors such
as social media, sleeping habits and exercise. slineey examined the students’
attitudes and experiences of the support servicasdasle to them and concluded on

their hopes and aspirations for the future.

The researcher recognised the key role principasldvplay in requesting and
motivating the school community to participate ne research study. Therefore, a
system to alleviate the potential ongoing burderesponsibility on the Principal was
devised. The system included the Principal in itigal stages and enabled the
researcher to continue her work with the school momty independently. The
researcher and the Employment Mentor discusseidghe and decided that the career
guidance counsellor could play a key role as am@mperson in each school for the
student survey process. The researcher felthleatdreer guidance counsellor would
be the most appropriate person to assist as traa@ee Counsellors have weekly class
contact time with 8 year students and would also be used in the lliging and
collecting consent forms, as it is a requirementlie RSE element of the Senior Cycle
in all schools. The researcher made contact dijredth each of the CGCs requesting
them to act as an anchor-person on-site with whoenrésearcher could liaise and
progress the process. Once contact was establigligd the anchor-person,
information and Parent/Guardian consent forms wks&ibuted to them in each
school. This ensured that all students and theiends/guardians were aware of the

requirements of the study and what it would eritaithe participants. These consent
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forms were later gathered by the in-school anclessgn and collected by the

researcher.

Mindful of the risk involved with including minors the research, the researcher
established a Youth Advisory Panel (YAP) within leevn school and recruited a
group of 10 students (5 male and 5 female) tog@p#ie. Their function was to review
the initial draft of the survey and offer feedbackhow it might be improved in terms
of language, clarity and suitability of questioifie YAP consisted of a group of sixth
year students who slightly older than the age |erafi the target sample group df 5
years and were separate to the sample proper.reBearcher requested the YAP to
complete the survey in December 2016 and welcohmidfeedback. The main issues
which arose from this pilot were the continuitytieé questions and ease of navigation
through the questions. A number of words in thgioal survey caused confusion for
respondents and these were replaced with simplersfor explanatory notes. It was
noted that repetition had occurred in two sepagagstions, so these were condensed
into one. The students on the YAP expressed aatish with the questions and all
agreed that the questions were relevant to thes land the lives of their friends. The
YAP indicated that they were more comfortable rjiout an anonymous survey
online than a verbal discussion or a paper survgglwmany indicated would make
them feel uncomfortable and fearful that they wdagddentified or ridiculed by their
peers. This feedback was helpful and greatly &sbihie researcher in ensuring that
students were comfortable participating, given ghasitivity of the subject matter.
The inclusion of the feedback from the YAP assisteddata collection process greatly
and there was a 100% completion rate with all 3Lflent present opting to participate
and completing the survey. The online survey waglacted on-site in each of the

eight schools in March and April 2017 (see Apper)ix

3.8.3 Data Collection - Parents/guardians, Teachers, Caez Guidance
Counsellors and StudentsFocus Groups

Focus groups are a discursive form of group ineanand this data collection method

was used to gather qualitative data from paree#ghers, career guidance counsellors

and students. The five individual focus groupsenenducted in the first five months

of 2018 (January to May). Each group was sessias allocated a month for

completion, transcription and analysis purposes f&ggendix 2). Krueger and Casey
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(2009, p.1) define focus groups as a seriesafefully planneddiscursive episodes
designed to elicit participants’ perceptions on pecfied subject mattelin a
permissive, non-threatening environmentohen, Manioret al. (2000) illustrate the
advantageousness of focus groups as a qualitattaecdllection tool. They cite focus
groups as effective for getting feedback, develgpinemes or areas for further
exploration, generating and evaluating data fromr@up or community. Cohen,
Manion et al. (2000) highlight that focus groups greatly assistthodological
triangulation when used in tandem with other teghes. The ability of the focus
group to complement other data collection methadh |s interviews and surveys
made it an attractive option for this researchstud

The direction of the focus group session was franmdg the data elicited in the
students’ surveys (n=319) and principals’ pro fointarviews. This ensured that the
student voice was a central force influencing tkemm@nation at a microsystemic level.
The researcher was mindful of the time constraastociated with focus groups and
that a session of 90 minutes was the upper tinexatibn she could achieve in
consultations with the co-coordinators. The redsar was cognisant of the three
focus group progression strategies proposed byhS@tl1), these are: encouraging
exploration, engaging with the subject matter amabéng a conclusion. The need for
progression stages one and two to be achievednagtHimited timeframe led the
researcher to create an outline, in order to sestene and focus participant on the
main topics for exploration. The key data from shedent surveys was prepared in
statistical pictorial format on slides suited toedwad projection. In an effort to
include all student participants equally, the resleer augmented the focus group
sessions using visual slides in order to caterthar varying learning styles of
participants. The slides were presented to erseydopics would be explored from
the perspective of the cohort (parents/guardi@asters, career guidance counsellors
and students) participating in the focus groupwdtld also ensure that focus groups
were following similar thematic areas while allogiscope for individual and groups

perspectives and interpretations of the data.

The location of the focus group session was devisecbnsultation with the co-
ordinators of each group. The logistics of orgagisan appropriate venue was

simplified by the researcher's Employment Partnertteere was ready access to
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regional locations such as the Education Centre,rédgional College of Further
Education and the Institute of Technology, Tral@ée career guidance counsellor
focus group was the only focus group to be conduicteéx non-educational setting as
the participants of the focus group encompassegecajuidance counsellors from
across the county. This focus group took placelocal hotel. In preparation for the
focus groups the researcher also ensured thatwezesappropriate resources for each
focus group irrespective of the venue; these iredudip charts, overhead projection,
markers, audio recorders and pens and paper. drtieipants were again informed
that the session would be recorded on an audiodshce. The confidentiality and
anonymity guarantee in relation to the audio recogsl was reiterated, along with

ethical transcription and storage arrangements.

Each of the venues were examined in advance byetearcher to ensure the rooms
offered were conducive to a relaxed, non-threatgraordial atmosphere. This was
achieved by placing seating in a circular frame nehpossible and positioning
participants beside one another in a collegialitash Additionally, the researcher
ensured that all participants were provided wifreshments prior to the focus group.
All participants were encouraged to enjoy the #reents and were afforded an
opportunity to introduce themselves in a relaxedasphere prior to the focus group
commencement this ensured an informal, non-thresgeatmosphere prevailed
throughout. The focus groups were sixty to nimeigutes long as the researcher used
the initial fifteen minutes for introductions araldéxplain the nature and objectives of
the research study. The researcher also colléstedonsent forms and ensured that
the ethical principles of anonymity, confidentialind the right to withdraw were
reiterated verbally and understood by all partisipa To this end, the focus group
participants were asked to sign an agreement hieatliscussions of the group were
not to be reiterated or discussed with third partie

The researcher ensured that each group felt freff¢o their views and experiences
in a confidential, non-judgmental setting. Theeasher stressed the importance of
all participants’ views and opinions and establisigeound rules with participants
prior to engagement in the focus group. Thesesrimeluded: one voice at a time,
respect for all views and attitudes and that théeradiscussed were confidential to

the group. The researcher sought permission twvaehe focus group and guaranteed
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that she and her supervisor would be the only psrémlisten to the content and that
no participants would be identified in the writepnocess or thereafter. The researcher
was mindful of the role and function of a focuspdacilitator as argued by Schwarz
(2002, p.42). He argued that facilitators neetbéoviewed as a neutral, third party
with a mediation function and not a judgmental atharitarian function. The
researcher was also mindful of the potential of s@tnong personalities to dominate
the feedback in group sessions. The vocalisatioth@r views can sometimes
influence the others to agree where they mightilngiestioned individually. This
issue was considered in the focus group designeph@gpportunities for less vocal
individuals were created where they were asketdy tagreed with the sentiments
particularly where conflicting opinions had beeigiedd. This created an opportunity
for all participants to be heard. The researchsy amployed athink, pair, share’
strategy to create a relaxed and equal opportdartyall participants to have their
voices heard. One issue which arose in the parfrdss group session was the
reluctance of the group members to respond to dl smmber of questions. The
researcher felt that the parents were disinclinezhgage on issues specifically related
to mental health as they did not wish to suggedfisclose their child’s personal
information or medical history. This is a limitati of the study. It is worth noting
that one student approached the researcher adtéodhs group to discuss his interest
in the content discussed. Two of the points heediin this post-focus group
discussion were noted by the researcher as okstteiOne related to his perception
of one of the DEIS schools which had been includettie sample. This occurrence
is noted here as it pertains to the methodology thel content of his comments is

included later in the research study in relatiosttatification (chapter 4).

118



Figure 3.6  Visual Summary of Qualitative and Quantiative Data Collection
Methods in Relation to the Sample

A sample of eight
ETB post-primary
schools
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6 Male / 2 Female 49 5% Female (47.2% Male /
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3.9 Data Analysis

The use of a mixed methods approach allowed thitafisge and quantitative data to
be integrated to ensure that the participants goinere grounded in their
experiences. The integration of the qualitative quantitative data during the
analysis phase was particularly challenging giwestale and scope of the sample.
The process of analysis was informed by Guest, Mae@ et al. (2012) and Thomas
(2003) who suggest the effectiveness of an indadhematic approach to data
analysis whereby the researcher interprets androeis the emerging themes from

the raw data.
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3.9.1 The Principals’ Interviews - Analysis

The data analysis methods used w@pen Codingand theConstant Comparison
Method (CCM) which supported the development of a grounttesbry Strauss
(1987, p.22-23) argues thdhe focus of analysis is not merely on collectimg
ordering a mass of data, but on organising manyasdeshich have emerged from
analysis of the data’ Maykut and Morehouse (1994) support the CCMralgsis
reasoning that the majority of people make sensieedfworld using words. Creswell
(2013); Yin (2009) argue that such analysis yieldsad patterns in terms of
similarities and differences between cases. GhaseiStrauss (1967) detail the use of
‘coding’ which prompts the researcher to hypotheses intioelato emerging

categories.

In line with the Constant Comparative Method ofedamalysis in the development of
a grounded theory, the researcher first transcrdaett of the eight interviews with the
principals within two days of the recording of eaakterview. This involved the
researcher listening back and transcribing the dem@ by line. This took
approximately 6-8 hours per interview. This endutleat the researcher was fully
reminded of the contents of each interview she paviously conducted, and it
provided a second opportunity to become fully faamilwith the views of each
principal. Although it was a time-consuming methofdanalysis, it enabled the
researcher to construct a detailed model of cone¢mlata. Thematic analysis is a
multi-step process involving the interpretation @rduping of raw data in order to
develop themes from the data collected (Braun alak€ 2006). Given that the
interviews were semi-structured they were framedgubroad, overarching response
areas. The first three interviews were conductil principals operating in a DEIS
context which accounted for some similarities iaitlexperiences. Immediately after
each interview was transcribed, memos were idedtdéind added. These memos were
cross compared with previous interviews. During thview and analysis of the
interviews a number of general themes began to gamfar the researcher. The
principals spoke of the changes to their role oter past few years and they
highlighted repeatedly a sense that they were ictedl by elements of their role
within a competitive model of education. This praetpthe researcher to explore
existing research relating to the role of conterappeducational managers by Ball

and Lynch, Grummell et al. (2012) and Ball (2000his theme was further explored
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in the data collection that followed. The prinicgainterviews also illustrated the
challenges associated with the provision of in-sthoental health supports for
students, particularly those in the ‘some’ and ‘feategory identified by the HPS
Framework (1995). This was to become another genleeanatic area for further
exploration during the data collection phase. Thedct of the performance-orientated
points system was identified as a further themermwthe principals’ responses were
analysed, and this ensured that the data collegilmases gathered stakeholders’
experiences and views in relation to the systemalby, the interviews with the
principals illustrated a sense of exasperation thidhr role and the changed perception
of the teaching profession in general. This themas unanticipated by the researcher
and warranted large scale exploration of literatureorder to appreciate the
phenomenon they described. The attendance of \sadonferences and particularly
presentations by Kathleen Lynch (2016) and DiareyR2018) guided the researcher

in her appreciation for existing literature in trea.

The emerging pattern of responses in relationgsthuctured questions were re-coded
using a key word or phrase. These three intervierere analysed together and a
memo using a keyword or phrase was used to codesfiearcher’s initial thoughts.
This phase forms the first part of data analysi®atiined by Corbin and Strauss
(2008). Hatch (2002) argues that establishing pastéom codes and memos is an
intuitive process and this was the experience efrésearcher in this study. Key
themes arising from the qualitative transcriptsevelentified and refined to ensure
they were subdivided so that each subtheme wasrexpto the point of theoretical
saturation; namely the point where no fresh infdromwas forthcoming. These
themes and subthemes were then categorised uiiegsaon quotations to formulate
a narrative coding system. The researcher use@@M to observe the codes and to
collapse the codes into robust thematic concéptan emerging patterns colour codes
were created to group ideas and concepts undergamgethemes, this process
developed organically and with relative ease asrésearcher had become familiar
with the data. Strauss (1987) argues that theegeahallenge is how to correlate all
data sets and analysis and to ensure it culmimatascoherent piece. Within each
colour-coded pattern a series of representatiamatiagjons were selected and copied,
retaining the colour codes) to a new document. itakecorded and transcribed the

data from the principals’ sample, the data thatrgetkwas coded in accordance with
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the emerging themes which were directly relatedh® semi structured areas of
questioning.

The insights provided by the principals providedbmad context in terms of
information and issues pertaining to each schodegre used to shape and guide the
formation of the survey questions for the studemgle.

3.9.2 Student Survey and Focus Group Data - Analysis

The student surveys (n=319) collected on Micronfhs were analysed using SPSS.
The raw data was first transferred from the origioemat to an Excel spreadsheet and
from there to SPSS. This process of transferalachafienging to complete as ten of
the original questions had offered multiple ch@oswers on a dropdown menu where
more than one answer could be selected. The odsraecognised that this enriched
the collected data, however it also complicatedesferral process from Microsoft
forms to Excel. To facilitate the transferral sggp@ columns had to be created for
each answer, whether it had been selected or ftbtawes/no provision. To ensure
the cumulated data could be separated out intmdistsable answers, a formula had
to be designed and applied in Excel. Once this agdseved, and the information
separated and treated as individual answers,léhkedd almost doubled in size. It was
necessary therefore to create a system of coladingdo enable the researcher to
distinguish data more easily. The importatiorhef Excel file to SPSS was conducted
manually and therefore all data could be labellgalapriately to ensure clarity going
forward. This also offered an opportunity for ralata to be refined in terms of
grouping similar or duplicate answers into one alminating superfluous data. This
process assisted the researcher to familiariselievgh the yielded data. Once the
data was transferred and appropriately labellesl ptlocess of analysis proper could

commence.

In order to ensure familiarity with the data, tkeee@archer conducted each focus group
session at least one week apart allowing adeguagetd transcribe the data from each

session. This enabled data trends to be ident#ret coded accordingly and later

merged with similar points from other data sets.al$o enabled observations and

opinions which were contradictory or less commootfered to be highlighted for

further consideration.
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3.10 Merging the Data Analysis and Findings to lllminate the Quintain

The merging of data analysis in order to guidewvinige-up phase of this researcher
study was a complex undertaking due to the multpkes and multiple stakeholders
in the sample. Stake (2006) identifies a key emgé as &ase-quintain dilemma’
This concept refers to the challenge for the resesrof keeping a balance between
the case of focus at any given time and the rem@icases which continue to vie for
the researcher’s attention. This necessity forcdi balancing was experienced
consistently by the researcher throughout the reBestiudy from the planning phase,
to the data collection phase and on to the anapfsase. The researcher considered
the most effective method to deliver the data amdirigs from each case, would be to
combine the literature review at a mesosystemicraiedosystemic level throughout

chapters four, five, six and seven.

This style of written delivery of combining datadaliterature supported the concept
of delivering the qualitative data as a narratiBaxter and Jack (2008) support the
use of narrative to deliver data. The author eclibecgirgument by Well (2004, p. iv)

that ‘everyone, even a scientist, thinks in narrativehd therefore she interspersed
quotations from the qualitative interviews and f@guoups to frame relevant sections.
They illustrate that comparative analysis of ergtiiterature is necessary in order to
ensure linkages between existing knowledge and krewledge generated by the

research are established and discussed.

3.11 Dissemination as a Reflective Process

This research study explores how economic, poljtisacial and affective contextual
elements surrounding the school community can itn@athe school stakeholders’ views
regarding mental health promotion at post-primaxel. For this research study to be of
benefit to society it must be disseminated effedyiv Dissemination must take place on
a multitude of levels for this research to becon@ree for positive change. Through the
dissemination process the challenges and expes@f@®st-primary school communities
in promoting positive mental health is explored.ddiionally, recommendations for
enhancement of provision based on experiencesnoinra systemic level. This research
study will be disseminated to all educational stetéers: policy makers, academics,
teacher educators, school leaders, teachers, ssudgerents/guardians and the wider

community; on a local, regional and national level.
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The local level involved circulating findings amosghool communities starting with
the eight principals as part of the ETBXveloping Schools Enriching Learning
(DSEL) initiative. This process invited feedbackdaconsultation regarding
recommendations arising from the data. The curstrdtegies for school-based
Mental Health Promotion can vary from school to asth Therefore, the
dissemination of research was a two-way procesgjubie concept of &nowledge
exchange’ Successful practices and outcomes are syntloeaizeé detailed in the
study. Free and open discussion about mentalhhaatt MHPS strategies developed
a co-operative approach throughout the school camitgnand between schools. The
findings and recommendations were distributed aff gt an in- service format. The
information was disseminated to parents/guardianisstudents via the ETB Student
and Parents’ Forums. The relevant findings wessaininated to students’ and
parents’ representatives at these meetings and &lofeedback and discussion in
relation to the themes which had arisen in the datdysis process. This process of
feedback and discussion guided the research caoabigein that it offered an
opportunity for the emerging themes and findingbd@resented to stakeholders and

a measure of their responses to be considered.

The regional level of dissemination involved thesgimination of data, findings and
recommendations to the board members of the ETig nktional/international level
involved disseminating the research and findingaeabus national conferences. The
process of dissemination throughout the reseangllystvas symbiotic in that it

propelled the research forward.

3.12 Reflections on the Methodological Process

The methodological process for this research stuelgled a number of challenges
which had to be overcome in order to bring the wtiadfruition. The subject matter
for this research study proved to be expansivelims of its reach as it elicited an
extensive range of views from the different stakébis concerned. The researcher’s
desire to include all stakeholders was complicdtgdhe inclusion of eight sample
schools operating under the auspices of the Educatid Training Board. However,
as this was included in the terms of the asso@atgreement between the Researcher
and the Employment Partner it was unavoidable. stiaée of data from stakeholders

across such as broad geographical spread of schaat that the data collection
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process was very labour intensive. Additionallpc® the data was collected, the
thematic analysis of the data required more tinam tthe researcher had originally
planned for (approximately one year). Indeed, &liile range and scale of views
expressed provided a comprehensive exploratioheostakeholders’ experiences, it
was at times challenging to navigate the directbthe study. In future studies the
researcher would be minded to either reduce thehraad scale of the subject matter
or the size of the sample, unless she had eittsestasce from another researcher

and/or access to greater administrative facilities.

The sample of eight principals included in the gtigl noteworthy as three of the
principals led non -DEIS schools and five led DEt8ools. During the data collection
phase many of the DEIS principals made similar nia®ns in relation tcsoft
barriers used by other non-DEIS schools within competitm@chment areas.
However, it is a limitation of this study that ttieee non-DEIS principals were not in
a position to provide counter data from a non-DpEspective as they were not
operating in the catchment area of a DEIS schoetdtheir geographical or linguistic
profiles. Therefore, there is scope for a furtbterdy to explore the experiences of
non-DEIS principals operating within close proxiynaf a DEIS school.

A limitation of this research study relates to fhet that the Framework for Junior
Cycle (2015) is not fully on stream in terms of jgabs and assessments until 2022.
Therefore, while midway experiences of the framéwvawe discussed in chapter seven,
the researcher is conscious that the future camnptedicted with absolute certainty.

A further study would be warranted in this regard.
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3.13 Conclusion

Chapter three outlines the methodological jourrrayelled by the researcher, it
illustrates the reflexivity of the researcher ageass of the research were considered
and key decisions were made. The chapter exploeeselection of the research design
and the rationale for following a mixed methods rapgph. It also explores the
selection of the sample and highlights that the@asive agreement with the ETB as
Employment partner bound the researcher to inckight sample schools. This
coupled with the researcher’s alternating insidésider position, influenced her
decision to explore a case study approach to thieadelogical design. On reflection,
this greatly influenced the selection of a multse&ase study design which would not
have been the researcher’s natural research dr@ntdndeed, prior to the allocation
of the scholarship the teacher was consideringthnographical research design.
However, the need to facilitate the Employmentriarand provide a comprehensive
exploration of the subject matter led the researttheonsider and adopt a case study
methodology.

The researcher’s understandings of the merits optaty a case-study design was
informed by an exploration of the work of Basse999). He highlights the suitability
of a case study design for education systems titutisns. Bassey (1999, p.62-68)
outlines that this methodology allows thew and ‘why’ research questions to be
explored. This was particularly relevant to thesi@cher as she had a methodological
choice to consider. She could conduct a singwdae study which would centre on
the ETB scheme as an independent case or sheamddct a multi-case case study,
encompassing each of the eight post-primary schamseparate yet complementary
cases. The latter option was selected as it veascalmplementary to the researcher’s
desire to capture the enactment of policy at treface. On reflection, this was a
positive decision as to examine the transition tonental health and wellbeing
promotion model from the ETB perspective would nate allowed for investigation

at the coalface and would in fact have placeddkearcher at the mesosystemic level.

The researcher’s decision to pursue a multi-case study supports Stake’s (2006)
critique of the singular case study. He argues ithéails to offer the depth of
exploration offered by the multi-case case stutliye researcher’s desire for depth of

exploration prompted discussions between the releaand the ETB regarding the
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scale of the sample. The researcher and the ET8 wrested capturing a range of
stakeholders’ views across all schools. This éikdtdecision to conduct a multi-case
case study led the researcher to consider Stak@d6] concept of aguintain’ or an
overarching subject matter which illustrates howitipie cases can feed into one
comprehensive body of work. The concept of a @irnenabled the researcher to
include several embedded research questions whiobiae to illuminate the subject
matter. The rationale for the inclusion of qudiMa and quantitative research data is
also explored in this chapter. The ability of axed methods approach to provide

scale and depth to the data collection phase imedt

This chapter discusses the considerations presdaytdte researcher’s alternating
insider/outsider position. Indeed, throughout tbeurse of the research the
researcher’s alternating status posed challengks@ortunities. The researcher had
support from the absolute gatekeepers in the ETBtla@refore access to the sample
schools. However, the researcher was consciotishisaaccess would be figurative
if the legitimate gatekeeper (the Principal) and #taff did not see the value in
engagement with the process. In other wordstliesgchool-based respondents would
give ‘the party line’ instead of their actual exieaces of the transition to a mental
health and wellbeing promotion model in line wite HPS Framework (1995}t was
the development of professional relationships buoitt trust that ensured the
engagement and participation of stakeholders. tihgigelationships between the
researcher and stakeholders were underpinned byraige of confidentially and

anonymity.

Chapter three profiles each of the eight samplesasd outlines the categories of
stakeholders. The scale and reach of the samgdleases created challenges for the
researcher in the data analysis phase. The ddkactmn process across the
stakeholder samples was satisfactory for the magt pHowever, critical ethical
considerations and decisions arose, particularlfeims of the inclusion of young
people. Indeed, the student sample presenteddbeamallenges due to the age profile
involved and the sensitivity of the subject matt@hallenges arose around ensuring
that the students understood the subject mattesrundestigation and their role in the
data gathering process. There was a need for taareansent and for additional

therapeutic supports to be made available befanéngl and after the data collection
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phases. Additionally, the researcher had to bg aware of ethical considerations
and patrticularly her duties and obligations undaildCProtection legislation. This
chapter discusses the creation of a Youth AdviBanyel (YAP) in order to circumvent
many of the potential issues around student uralelstg. Indeed, the YAP were
involved in the process of drafting the informatisimeets and consent/assent forms.
They were also consulted in the design of the stigl&vey and focus group questions.

This chapter explores the data collection and amlphases in detail, noting in
particular the efforts made to ensure gender baltmoughout the data collection and
analysis process. This was largely accommodatdtebfact that the researcher used
existing ETB structures which are already consedietith gender sensitivity in mind.
The instances where a gender imbalance arose west&dered and tended to reflect

previously identified national trends.

The researcher decided to include a range of vancasler to give a holistic overview
of the realities of transitioning to a HPS Framewaiithin a neoliberal capitalist
context. The voices of principals within the ETygtem are included to demonstrate
the impact of inequality within the schooling systand the resulting implications for
mental health and wellbeing promotion and suppbtti@ coalface. The teacher and
career guidance counsellor’'s voices support muctthef data provided by the
principals and raise additional points of concefie voice of the students is central
to this research and is represented qualitativedycaantitively via the survey (n=319)
and the focus groups session. The qualitative quahtitative data collection
techniques chosen to play a complementary roleathaging a student voice which
has scale and depth. The parents’ voice givepdhspective of stakeholders who are

invested in the system but operate outside itefoee holding a varying perspective.
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Chapter Four

The Influence of the Political Economy on the Opergonal Context of Post-

primary Schools: A Hidden Curriculum of Stratificat ion.

4.0 Introduction

This chapter explores the influence of the politesanomy on the operational context
of schools and the effect that this has on theipimv of mental health and wellbeing
promotion. The author commences the chapter byiraggihat reproduction of the
political economy is ensured via an unequal classet schooling system. Following
this the author presents and discusses the rel@elthgs. The analysis of
stakeholders’ data has yielded a number of pewhish are presented and explored
systematically. The points relate to the followiegidence in the sampled schools to
suggest that enrolment patterns in some instanggsog economic reproduction in
the location of the study. A perspective amongaterstakeholders in the sample that
DEIS schools are sites of stratification, segregatand relegation. The role of
informed discrimination in the process of unequaho®ling and economic
reproduction and the stratification of studentdweiertain behavioural difficulties and

special or additional educational needs.

The movement toward educational policy which sdekscorporate mental health
and wellbeing promotion in the Irish post-primachsoling system is commendable.
The historic chronosystemic and macrosystemic d@veénts at a European level
shifted the focus from cure to prevention and hasueed a commendable series of
policy as text documents such as Health Promoting Schools FramewofR013)
and theGuidelines for Wellbeing in Junior Cyq|2017) which are underpinned by the
HPS FrameworK1995). In this chapter the author argues thabtierational context
of schooling is a critical consideration in theeiqretation and implementation of
mental health and wellbeing policy. The authomuaggthat policy makers have not
robustly explored the challenges that our curréagszbased education model creates
for the mental health and wellbeing policy contimuult argues that the transition to
a settings-based approach to mental health antbeusdj promotion at post-primary

must consider the political/economic, social/cudtuand affective inequalities that
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exists in the system. The recognition of the sodetbrminants which contribute to

mental health and wellbeing decline is especialgwant to this research study.

There is a strong body of evidence which indicdlted positive adolescent mental
health and wellbeing correlates with inclusion tiggration and equality in schooling.
Indeed, theSchools for Health in Ireland FramewdrkHSE, 2013) cites its core
values as: equity, sustainability, inclusion, empowent and democracy. The
Framework (2013, p.7-8) explaifeqjuity’ as follows, The HPS seeks to ensure equal
access to, and participation in, the full rangeediicational and health opportunities.
In this way, schools have the potential to reduealth inequalities. Inclusion as a
core value is explained as follows in the documd&dgath Promoting Schools
celebrate diversity and ensure that schools arernanities of learning, where all
members of the community feel trusted and respeclidtese documents (policy as
text) identify the critical importance of equity damnclusion in Health Promoting
Schools (HPS).

However, the context of stratification within thésh post-primary schooling system
is outlined by Cahill (2015) and therefore it i®dts with the core values of inclusion,
participation and equality cited in educationaligpbocuments such éise Education
Act (1998),the Framework for Junior Cycl@015) andhe EPSEN Ac2004). The
chapter argues that this failure to acknowledge ¢bintextual reality renders the shift
to a mental health and wellbeing promotion modakade which serves to perpetuate
inequality as Bowles and Gintis (1976, p.104) arglietakes a realist perspective
recognising the difficulty in rectifying inequaliiy the short term; it suggests that the
implementation othe HPS Framework (1998)ust be appropriately resourced in the
context of the inequality of which prevails in teehooling system. O’Brien (2018,
p.155) also argues against basing a universal iesdidth and wellbeing approach in

schools on false assumptions of economic and sacdhtultural equality.

The chapter argues that the context of inequdlitatts the intentions of social justice
related policy. Therefore, it explores the impdch competitive marketised model of
schooling on the interpretation and enactment efipus policies rooted in social
justice and egalitarianism. It draws on the DE2806) programme and tiePSEN

Act (2004) to demonstrate the distortion of intentiohgolicy as text by context of
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the policy as discourse phase and how this cantrn@sacompromised effects at the
microsystemic level. These examples combine tavshdistorted interpretation and
implementation of social justice and care-relatedicg at a mesosystemic and
microsystemic level. Indeed, DEIS and EPSEN hasealted in the stratification of

students within certain urban area of the samplation, leading to a perpetuation of
inequality and discrimination at post-primary level

This chapter uses the concept ofPalicy Sociology Approachas outlined by Ball
(2008) to discuss the key issues and findings eg #nise. ThdPolicy Sociology
Approachdraws on a range of egalitarian theorists outlindtie latter half of chapter
two. In particular, it supports the Bourdieu’s 869 thinking tools which reconcile
theagency of the individual (habitus and capital) andial structures (fields). This
chapterargues that the habitus and social capital, of-postary students, combined
with a class-based schooling model results in adaty context which is subject to
inequality. This research study explores the @fili an unequal schooling context to
meaningfully support mental health and wellbeingnpotion at post-primary level.
4.1 The Existence of a Class-based Schooling Systenthe Irish Post-
primary Schooling System
The class-based schooling system at post-primagnsal to this research study. The
class-based model offers a spectrum of school typegprivate fee-paying school, the
non-DEIS schools and the DEIS school and they gélgenrrespond with three broad
socioeconomic profiles; namely the upper, middlé knver classes. The schooling
spectrum in Ireland is further nuanced by a langgertion of denominational status
schools operating in a quasi-private-public cagaaqitin by religious orders, yet
funded by the State.

The schooling spectrum offers private affluent peging schools on one side with
disadvantaged DEIS schools on the opposite endatBrfee-paying schools account
for 7% of post-primary school and exclude the migjaf the general population with
fees averaging three to seven thousand euro per yghen examining private fee-
paying denominational and non-denominational sa&hasl a collective, the rate of
third level college progression is higher per aagiitan from non-fee-paying schools.
Indeed, fee-paying schools sent four times as nséungents to Trinity College than

non-fee-paying schools in the academic year 2016/20id fee-paying students were
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twice as likely as non-fee-paying students to altténeland’s seven universities.
Mooney (2018) analysed the progression figurelation to higher points courses,
defined as programmes in universities, collegesdication, the Royal College of
Surgeons in Ireland (RCSI) or the Dublin InstitoteTechnology (DIT). He argued
that eighty per cent of school leavers in affluBatlin 6 went on to one of these
institutions, compared with four per cent in disataged areas such as Dublin 17.
His observations are supported by Courtois (2018) argues that a small number of
private schools assist in reproducing social inéges by maintaining and enhancing
the privilege enjoyed by the ‘elites’. These trem@ae comparable to those identified
by Reay (2017, p.44) in the UK. She argues thaaf@ schools are centres of power
which prepare the upper- middle and upper-clasdesiis for positions of power and
influence. Courtois (2015, p. 70) argues a paldicirony in the Irish context, in that
private fee-paying schoolsclaim to instil moral values and principles, whighll
prevent their students from adopting arrogant, gieer corrupt behaviours. Their
discourse distances the schools and their studenis the turpitude of the wealthy
and from the immorality of global capitalism, whig@sonates with the Catholic ethos
they promote. They are even legitimated as poteagjants of social change. This is
highly problematic given the role they continuepiay in the preservation and

reproduction of privilege’

The issue of fee-paying schools did not emergeimwttie parents’ focus group which
was anticipated given that the sample schoolscaxaéd within the ETB sector, and
the impact of fee-paying schools would be low irs tlegion as outlined by Smyth
(2009). The general popularity of private schoolingthe location of the sample,
similar to the rest of the country, remains rekjow with the majority of students
and their parents opting for non-private seconellechooling. Doris, O’'Neilét al.
(2019, p.22) illustrate that this has intensifiedpetition among parents and students,
for schools which secure high average raw scor&dtate examinations and that these
schools areésignificantly more likely to be oversubscribedhdeed, Mooney (2018)
indicates that the progression figures for DEIS osth in relation to the
aforementioned higher points courses, have remateghant at fifty-seven percent
since 2012.
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Non-DEIS, non-fee-paying schools are positionethas middle of the spectrum of
Irish schooling provision. It is among these no&®, non-fee-paying schools that
competition has intensified under the market modal.order to attract enrolments,
schools publicise their performance rates in thavirey Certificate examination and
progression rates to Higher Education. Sustaiaedurable statistics enable schools,
in direct competition with others, to maintain aadgment their market share of
enrolments. Evidence suggests that the mainterarugh-performance statistics is
achieved in some cases by attracting students hugh levels of cultural capital
(middle-class) and limiting students with low levef cultural capital (working-class).
Indeed, this symbiotic relationship between thelatd and the school is reflected in
work by Smyth and Banks (2012b) illustrate thatwal capital and school context
can play a major role in students’ educationalraspins and indeed, their choice of
Higher Educational Institution. This has ensuredt thon-DEIS schools can vary
greatly in terms of their socio-economic profileaocordance with the level of social

capital schools can attract among their enrolments.

Lareau (2003) using Bourdieu's theoretical framdwargues that middle-class
children arécultivated’ to attain and achieve in the education system trarearliest
age. This cultivation involves the intrinsic deyginent of a habitus which matches
the middle-class doxa of the educational systemmétous studies have shown how
the middle-class culture is synonymous with edocatl attainment and achievement.
Reay (2017, p.67) argues that the responsibility éolucational attainment,
performance and success has beerast’ as a parental role, predominantly relating
to mothers rather than acollective social responsibility{(See also Ball and Reay
1997; Reay 2017; Lynch 2014; Lynch 2016; Lynch @mdan 2008). Th&rowing
Up in Ireland survey key findings for 13-year-olds (2018) indéesathat 34% of 13-
year-olds whose primary caregivers had degreegtezpbking school ‘very much’.

In contrast, to 24% of students with primary cavegs who had a lower secondary
education. In earlier research, Smyth and McCoY9%92@lustrate that mean literacy
scores (calculated out of 50) are higher for sttgldrom higher professional
backgrounds. They found that at the end of prinsaiyool children from higher
professional backgrounds had a mean literacy sob#8, those from semi or un-
skilled manual backgrounds had a score of 28, lamgEtin households where parent(s)

were unemployed had a mean score of 25. Gtaving Up in Irelandsurvey key
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findings for 13-year-olds (2018) shows that 67%hoke whose primary caregiver had
obtained a degree expected to follow suit, in @sttto 34% of the cohort whose
primary caregiver had a lower secondary educatidess. Cahill (2015, p.302) argues
that the class-based system post-primary systerscbboling in Ireland yields
outcomestipped heavily in the favour of the middle-classéglditionally, Doris, O’
Neill et al. (2019, p.7) argue that schools are permitted tek seoluntary
contributions’from parents and guardiaisshools with better off students can request

and are more likely to receive voluntary contrilomts’.

On the other end of the spectrum are 27% of scheithsa DEIS designation, these
schools predominantly cater for students from seconomically disadvantaged
profiles. The ability of the DEIS model to addresscietal disadvantage is
guestionable when one examines the available @selmta. TheOECD Spotlight
Report’for Ireland (2012, p.6) highlights a notable vada in the PISA performance
of 15-year-olds between DEIS and non-DEIS schodisnotes that disadvantaged
schools tend tdreinforce students’ socioeconomic inequalities’Cahill (2015)
supports this argument by noting thia¢ DEIS Action Plan for Educational Inclusion
(DES, 2005) referencedraultiplier effect wheralisadvantage begets disadvantage.
Smyth, McCoyet al (2015) highlight the complexity of need in DEI&t§an) band
one settings given that the profile has a greatellof children from the Travelling

Community, migrant children and those with a SEN.

In the most recent review of DEIS, Smyth, Mc@mwal (2015, ix) also highlightdata
gaps’citing the lack of a control group as disablingerms of definitively establishing
the effectiveness of the DEIS programme. Whilgdhe evidence to suggest that
DEIS designation and subsequent targeted resoumegs improve outcomes in
Mathematics and English literacy. Smyth, Mc@bwal (2015) highlight that the DEIS
model which designates schools as disadvantagedatsan create a cycle of
disadvantage resulting itsaturation’ where the student profile is predominantly
disadvantaged. McCoy, McGuinnestsal (2016) note that urban DEIS schools have
a higher concentration of disadvantage and a grestale of need due to an
overrepresentation of students with an SEN, migdhiitiren and members of the
Travelling Community among the student cohort. Bo®’ Neill et al (2019)

reinforce this finding, they found that schools lwitudents from areas of high
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unemployment ranked lower in raw data scores (Judastificate scores) and value-
added scores. The study outlines that studentsEIS 3chools have an increased
likelihood of originating in a non-employed houskhaowith limited maternal
education. Hargreaves (2000, p.812) argues tbdels, such as DEIS, can relegate
‘disadvantaged’ and disenfranchised students by keeping them iceataand
occupied ifa warm but welfarist culture, where immediate corhthat makes school

a haven for children can easily occlude the longrteachievement goals and
expectations that are essential if children arentake their escape permanent’.
Research by Cabhill (2015) and the OECD (2012, al$8) supports this perspective.

In the US context, Berliner (2017) argues thathorts matter’ and exposure to
students from a lower socio-economic profile witlwér than average aspirations,
motivation, ability and means has a negative imfageon students for the most part.
His arguments are supported by Devine (2004) inJKecontext who illustrates that
positive peer pressure from academically able dchimmds and interactions with
teachers with high expectations of their studentsates the desire for Higher
Education in students. Findings from Smyth, Mc@bwl (2015) appear to support
this argument. They note a decline in DEIS-profitadents’ engagement as they
progress through the post-primary system. Theyligigt a notable difference
between the numbers of students taking higher Isubjects in schools of affluent
socio-economic profiles in contrast to DEIS schpotespective of reading ability.
Doris, O’ Neill et al. (2019) indicate that students from affluent baokipds have a
greater likelihood of higher Junior Certificate uks. Canny and Hamilton (2017)
argue that the existence of a system of privatetyito augment daily classes, has
been prevalent for decades and results in an itigg@mnong students based on
financial means. This trend has long -term conseges for DEIS students as outlined
by McGuinness, Bergiet al (2018, p. 96) who argue the gatekeeping funabibn
post-primary examination results which determinatigi@ation in progression
pathways conducive to future fulfilment and achreeat. One Principal commented
in relation to the grinds culture which has emergiede the late 1990s.

“The notion of getting grinds became really prevdlen the late 1990s and

early noughties. It would be something that stuslemith high ambitions

would definitely consider, it is also common amstigdent who would be
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struggling with a particular subject. To say it isa major feature of non-
DEIS schooling would be way off the mark”
(Principal, Non-DEIS)

4.2 Evidence of Trends of Economic Reproduction iBchool Enrolment
Practices: Competition Versus Care
This research study argues that the competitiveéegbrof schooling can alter the
equality-based intentions of policy as text atdlseourse and implementation phases.
The ability of the policy intention to be manip@dthas been argued by Noddings
(2002, p.23) who cautions that the objective ofntgam relation to social justice is to
ensure that the sentiment converts to real acti®adl (1998) identifies the failure of
social justice orientated policy to translate frpolicy as text to effects in the UK
context. He refers to the philanthropic arm of gaweent which is seen to attempt to
address social justice or inequality issues, besdhattempts fail to convert to
meaningful policy enactment. In the Irish cont&@drmey (2007, p.178) argues that
efforts by the Irish State to address educatiomdvantage have beepolitically
conservative’ This is the antithesis to a systemaafring about’ others as Noddings
(2002, p. 23) championed.

In the contemporary Irish post-primary schoolingntext, Lynch (2016) argues that
market accountability in education overrideemocratic accountability’and this
leads to the prioritisation of certain people ovtrers. A market model of education
creates competition among citizens for entry ihi@ ¢ducation marketplace. Peters
(1994, p.66) captures the inequality of this sitirain his argument that ‘. the plight

of the individual under Neoliberalism: the indivadus free, free to compete in the
marketplace’. In this situation, a lesser value is placed onestt&l who come from
disadvantage for cultural, economic or cognitivasans and reproduces the political
economy. Statistics from the DES (2013-2014) itate a pattern of segregation with
80% of immigrant children attending 23% of schotig, majority of which are DEIS
schools. Darmody, Smytst al. (2012) report that 44% of primary schools had no
enrolments from an ethnic minority status in costtta 9% of schools which had one
fifth of the student body from an ethnic minorityatsis. Doris, O’ Neill indicate that

students with a Principal carer from Ireland scadnegher (.08 standard deviations)
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than students without. Duncan and Humphreys (20épdrted that two schools
located in the same town had contrasting enrolrpegitles: 86.1% of the population
of one school was of non-Irish origin in contrastlt1% of the other. These patterns
support Bourdieu’s thinking tools by clearly digpldne role of cultural capital and
habitus in enrolment polices at post-primary levécaptures Bourdieu’s (1993, p. 8)
central argument in relation to habitus, cultugbital and field. He staté® enter
the field one must possess the habitus which @m@ades you to enter that field and
not another, that game, not another. One mustgsssat least the minimum amount
of knowledge, or skill or ‘talent’ to be accepteslalegitimate player’ It also suggests
that the habitus of the middle-class studentgrms of their nurtured desire to succeed
in the competitive market model of education, masckthe needs of post-primary
schools which are also competing within the contpetimarket model. This study
argues that this has compounded inequality at pastary level in a system of
segregation and stratification where the princiglegposed by Baker, Lyncét al.

(2004) of love, care and solidarity are relegategecond place.

A qualitative interaction of significance followdtle student focus group when a
student participant from a non-DEIS school comnetihdethe researcher that he was
surprised at hownice’ the students from the other ETB school in the towene as he
had‘heard some awful things about it [that school]datine kind of people that went
there’. When asked whakind of peoplehe meant. He explained that the perception
of the students that attended the DEIS school hatsthey weréall foreign or paves
[derogatory term for members of the Travelling Coumity]” or ‘not very good at
school. When asked where he got that perception, hega that the students from
his primary [a large urban primary with a behavawmit] that wereénot very bright

or always causing troubldiad applied for that school and that his friemdenf other
primary schools in the town had the same views.

The cultural capital evident in his comments intkdathat he was aware of the class
division of post-primary schooling in the town wadre lived. It also indicated that
he had perceived a shared middle-class habitusthatihesearcher and therefore had
not realised that he hasthered’the types of students he perceived to be the weaegoh

of the DEIS schools.
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A recognition of exclusionary enrolment practiceshe current focus on Admissions
to Schools aspect dhe Education (Admission to Schools) A2018). This has
attempted to create a more open and fair systeradujring schools to create fair and
transparent admission policies which includes amd&crimination statement. The
market model in itself creates the challenge toegmality-based post-primary
enrolment system. The fact that 33% of post-pynsnhools are oversubscribed
undermines certain efforts to combat inequalitgdoalise the enrolment system. It
is noteworthy that of the 33% of oversubscribedposnary schools in the State, over
50% are voluntary secondary schools (church-rud)afurther 20% are fee-paying
(Darmody, Smytlet al, 2013). Reay (2017) argues that church-run dshonthe UK
have placed enrolment restrictions which have festthe middle-class students over
working-class students. Similarly, the large prajor of denominationaVoluntary
secondary schools in Ireland enjoy a degree ofragpa from the State which enables
them to apply selection criteria particularly whes@hools are oversubscribed (see
Doris, O’ Neill et al, 2019). In the Irish context, Hamilton (2014 ptiaes certain
facets of school enrolment policies and cultures thay increase segregation such as
elitist sporting culture, the expectation of a hRgarentatvoluntary’ contribution as
well as expensive uniforms and equipment. Sheatss the application of waiting
lists and selection criteria in some oversubscridtols. Pavee Point (TRC, 2011)
argue that adding a past pupil clause, favourindgesits whose parents/guardians or
close relatives historically attended the schoak @&xamples of institutional

discrimination.

The issue ofoft barriersbeing used by schools has been further eviderined the
introduction ofthe Education Ac{1998) despite the social justice underpinnings
relating to the Act. In Limerick city, in the m@BOOs the issue @oft barriersfor
less desirable students became politically chargddCouncillorJohn Ryan stating

in theLimerick Leader{May 15th, 2004, p. 2) that the tefeducational apartheid’
characterised the selection policies of some pastgpy schools. He referred to the
selection process ascherry picking’ exercise which discriminated against applicants
from socially and economically disadvantaged awdathe city. More recently, in
August 2016, RTE News reported a case where afthifuthe Travelling Community
was refused enrolment in De La Salle Secondary @dhdBallyfermot. The child

had attended St. John’s De La Salle primary sciuath is a feeder school to the
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secondary. The case centred on the child’s enrdlisggplication having missed the
deadline for receipt of applications. The BoardMdnagement of the secondary
school had refused to accept his late applicatistating that it was his
parents/guardians’ responsibility to ensure thairtbhild receives an education, and
on the grounds that the school was now full. THeESDesponded that schools may
only refuse such an application when they are oNsribed. RTE News carried a
further story later that week which outlined the school had catered for 77 first year
enrolments in 2014, 67 in 2015 and 38 in 2016. déwsion to refuse enrolment was
subsequently reversed by the school managemethhabay transferred from primary
to second level. The case illustrated that dedmteg undersubscribed; the school
management employed a barrier to enrolment. UsiBgurdieusian perspective to
view the school as a field within the field of edtion, it is arguable that the
management did not wish to enrol a student fronravéiler background as their
habitus might be perceived to be incompatible Withdoxa of the competitive system.
It also indicates that under-subscribed schoolsthan marketplace, are open to
saturation of students deemed less desirable irotingetitive schooling system which
has the potential to create a downward spiral imseof enrolment numbers from
middle-class profiles. This suggests that in therk@t model of education, the
business principles of supply and demand prevaihibse performing and doing well
in the Leaving Certificate points system is whahsasured and projected through the

school’s public relations system.

One DEIS Principal in this study detailed similases where the Parent of a student,
who originated from the Travelling Community, wagormed that her child was
placed on a waiting list for a voluntary secondsefiool despite having attended the
feeder primary school for the school in questidrhe Principal was guarded in his
recorded response regarding his opinion on thensashy this may have happened.

He commented:

“It has happened and they [the parents/guardiansyariably would be
offering information that you'd prefer you didn'¢ar because of approaches
of other schools to enrolment, even though thatletould be from an official
feeder school [ for the school he was on the wailist for], there would be

some reason why...In some of the cases it would hestary of poor

139



behaviour in the primary school...in some of the sé@smight be a diagnosis
of EBD”.
(Principal, DEIS)

In this research study, five of the principals,dt®l in areas of competition, gave
examples of a reluctance by other competing scho@sceptless desirablestudents
seeking to enrol. Within the sample, principalsotented verbal reports from
parents/guardians and detailed examples of what pleeceived assoft barriers’
placed in the way of some students, but all nobeddifficulty proving such reports
from their professional position.

“I have encountered from communication with parertsey encounter
barriers in some schools when they identify thé¢ tfaat some students have
special needs. Because what it means to schatbiatig requires additional
administration work to actually go through the pess of making application
for additional resources, making application for ®A [Reasonable
Accommodation for Certificate Examinations]. Saigiht away there’s an
element that it will ... [interviewee sighs] persdgal believe that is [extra
administration work and accountability] one of thwain drivers for
encouraging parents to go elsewhere discreetly”.

(Principal, DEIS)

Many principals and teachers referred to their e¢hat other schools wetgaying
the systemitegarding enrolments but there was a sense frermtarviews that there
was nothing that could be done to rectify it. Thsue ofsoft barriersto accepting
students with SEN has been argued by Banks, McCal €016) and a subsequent
concentration in DEIS schools suggested. The is6B&N in relation to stratification
emerged strongly in relation to this study. Thisues of ethnicity did not arise as a
significant factor within the research. The authtbributes this to the fact that inward
migration to the geographical location of the saphd reduced greatly since 2008
(CSO) and equally the students from ethnicallyedéht backgrounds identified as
being part of the school communities involved. Tikiperhaps due to the fact that the

majority had been born in Ireland or had moved lat@eyoung age and had therefore
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attended primary school in the region and had ackaro post-primary with their

peers.

4.3 The DEIS School as a Site of Stratification, §eegation and
Relegation

This section illustrates that DEIS schools are la&tyviewed as the school choice for
students who are deembds desirabldoy many non-DEIS schools in areas of high
competition. However, there is also evidence tggest that many students from
disadvantaged socioeconomic profiles do not chtma#tend DEIS schools. Indeed,
the OECD (2012) noted a higher percentage of kislkdents from a disadvantaged
profile attending school with students from moruaint backgrounds, in contrast to
the OECD average. This suggests that a signifitamtber of parents/guardians from
lower socioeconomic profiles are choosing a non®Ethooling context for their
children, despite the fact that they do not quafiby additional DEIS supports
subsequently. A report by Barnardos (2009, p.28chthat!the difference between
DEIS and non-DEIS schools can be quite stark armglyimn increasing ghettoization
of those schools designated as disadvantagBadris, O’'Neillet al (2019) argue that
DEIS schools do not rank highly in raw data scpresided by the Leaving Certificate

examinations or HEI progression rates.

This perception of a stigma associated with DEISosts was catering for a
disproportionate number of students with behavilodifficulties was evident in the
remarks of a DEIS Principal who explained thatexilvely, as a school community,
they would keep their DEIS status secret so asmaftfect the public image of their
school. It was felt that to be overtly labellddadvantagedivould reduce the middle-
class or aspirational working-class intake. Whsked if she felt the school's DEIS

status was a hindrance or a help, she commented:

“It is funny you should ask that as we are a DEtB®I, but we have never
publicised it. If you ask one of our parents ‘are a DEIS school?’ First of
all, they might say, what is a DEIS school. Obsipuour parents on the
BOM or the PC would be aware of it, but it's justtsof something that we

see as ‘we are DEIS and we will take advantaghebenefits of being DEIS
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financially and in terms of support, but | am canses of being in competition
with other schools that are not DEIS, so | would m@mote it"™.
(Principal, DEIS)

The suggestion that DEIS schools could become @bkett or have a sense of stigma
attached, was evident in responses from the DEifgipals. Indeed, all of the DEIS
principals highlighted that they had a history afdents misbehaving in voluntary
secondary schools seeking to transfer into théipalc One Principal captured the
issue in the context of his school, which was ohthiee post-primary schools in a

medium-sized town. He commented:

“This school was always perceived as the third sthio the town, the first
two are the voluntary secondary schools whereadestis with behavioural
needs or SEN needs come here”

(Principal, DEIS)

A critical factor relating to the inclusion of stents with a SEN undéhe EPSEN Act
(2004) is the categorisation of Emotional Behavabisturbance (EBD) as a SEN
by the DES. Scanlon and Barnes-Holmes (2013) lgghthatthe EPSEN Aat2004)
refers to students with SEN as a collective senséhiat in reality this is not the case.
They illustrate that the DES categorises SEN furtlased on educational and resource
implications. Scanlon and Barnes-Holmes (2013parhat thémost demanding’
sub-categories of SEN include Emotional Behavioiaturbance (EBD), Attention
Deficit/Hyperactivity Disorder (ADHD), Opposition&efiance Disorder (ODD) and
Conduct Disorder (CD). The complexity of these-sategories is that they are not
solely defined or experienced as an impaired ixtéllal ability but by the presence of
challenging and difficult behaviour. Banks and Mg2012) found that some social
groups are over-represented categories of SENinE@nce, EBD was more prevalent
in boys than girls andlisproportionately/from one parent families aridconomically
inactive’ households. Banks and McCoy (2012) also notedDE#S band 1 (Urban)
schools had a significant proportion of studentthviBD. The challenge that a
concentration of EBD creates for DEIS schools ghlghted by a DEIS principal. He
argued that classifying EBD as a SEN raised sembafienges for his DEIS school
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particularly in light of the fact that the schoohasvalso catering for ASD with two

specialist classrooms. He commented:

“What is palpable, and | have discovered it on sal/eccasions that it’s very
difficult to match a child with EBD in the samesdesoom as other children
with special needs where the child with EBD setaiafhain of events that
other students can’t cope with. In a sense whahlsaying is that children
with EBD should not be placed in classrooms wheherochildren with a
particular diagnosis, such as ASD, are also presddow it may not affect
some children but in my experience, they shoulamin the same classroom.
Rest assured, I'm not the only school manager ifyemg that fact. | think
every schoolteacher who has experience will idgniti&t fact, they can see
the children with SEfhon-EBD]being victims where students with EBD are
placed alongside them. They are now compromisetgplately because they
struggled to go into a mainstream classroom anda tluken a disturbance is
caused by a student with EBD then that’s the stif@at breaks the camel’s
back”.

(Principal, DEIS)

It also emerged that among the schools situatedeas of high competition, there is
evidence of inter-school transfers from non-DEI®#IS schools for some students
whose emotional or cognitive ne€dsuld be better catered forh the DEIS school.
A teacher in a DEIS school commented on this phemam from her experiences in
her town. She added:

“Yes, some schools that are more academically drisen be dismissive of
students, they would be encouraged to move schemtheir needs would be
better met”.

(Female teacher, DEIS school, Focus Group One)

Another teacher from a different DEIS school agréedstated:

“We get all the badly-behaved kids that other s¢hawon’t or can’t deal

with. Many of these kids don’t even chose our alclirst day, but invariably
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they end up with us. If they are expelled fromtla@oschool, they will get
their second chance here, not at the school thpeléeed them. When you
think about it, it is so unfair on our students$’s b cod”

(Male teacher, DEIS school, Focus Group Two)

DEIS principals in this study argued that DEIS wdatan create a sense of a
‘receptacle’school in an urban centre, for example in respanse question which
asked principals if DEIS status had impacted to $@hool profile, principals agreed

that it had in some cases if it was known. Onad#pal stated,

“I think it has in the sense that some people thiiskis a panacea in terms
of looking after anyone with SEN and in the pakhdw people have chosen
our school from away outside our catchment becaweskave a DEIS school,
as if that is going to solve problems which we taalve”

(Principal, DEIS)

The three non-DEIS principals in the sample weilee@sabout the challenge of
stratification which were highlighted by DEIS pripals. Interestingly, the Principal
of Bluebell Community College (see table 3.2) comtad that in her opinion her
school should have been designated DEIS statbewsviere dealing with a significant
number of students from disadvantaged backgrouldsile her assertion may have
merit in terms of SES profile, it is interesting dompare this school with a DEIS
school (Mountview) with a similar catchment andadment number. The comparison
illustrates that the non-DEIS school had 213 stteland 3 SNAs in contrast to the
DEIS school which had 277 students and 9.5 SNAte Second non-DEIS Principal
in the sample explained that his school was seraipgninsula and therefore he felt
that issue of stratification of enrolments did apply as he was obliged to accept all
applications from his jurisdiction. The third n®IS Principal was leading a school
operating through the medium of Irish and theretogeargued that it had a unique
catchment which was linguistically defined rathieart geographically defined. He
also agreed that attending an Irish-medium schequired a particular cognitive
ability which greatly reduced applications fromdstats with certain SEN. This was
reflected in the fact that the school has no SNAleged it also suggests that language
could be viewed by parents as a barrier to enrainmesome schools.
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The issue of language as a barrier to enrolmesdnme Irish-medium schools has been
discussed by previous Education Minister Ruairif@un Dail Eireann in response to
a parliamentary question (2013). The Minister stdtes opposition to Irish-medium
schools limiting enrolments to households that splilsh. The Minister raised his
concerns regarding admission practices in someotigiven that they are financed
by the taxpayer, he stateéd:am concerned that in some cases, Gaelcholaiates h
indicated to some applicant parents that unlessdahguage at home is 'as Gaeilge'
that they would not be inclined to accept a pumild place in a GaelcholaisteThis
issue did not arise in the sampled school asuhtersubscribed and the practice was
not to refuse enrolment to students based on litigirlanguage ability but to impress
upon parents that the language might be a bagikrarning where students did not

have adequate proficiency.

4.4 The Role of Informed Discrimination: Obeying tre ‘Rules of the

Game’
The research data raises the role of soft baraedsinformed discrimination which
appears to exist in some cases. Data from the [PEiSipals suggested that some
parents of students with an SEN had not insistedamess to their school of choice
for their child and had accepted the soft barrighéch they encountered. It also
illustrated that some teachers and principals plage role in disseminating

misinformation which directed certain student gesfito the local DEIS school.

Schwalbe, Holdemrt al (2000) explain that acceptance of discriminatéien results
from the creation and maintenance of dramaturd@ehdes by dominant groups
through identity work They argue that this identity enables the member
individually and collectively present themselves wasrthy and superior to the
oppressed group. The dramaturgical fagade mayienring to the point that the
oppressed are admiring, trusting and sometimefufeafrthe dominant group. This
may explain why some parents/guardians in the samweke willing to accept the
reluctance of certain schools to enrol their cleifidr The researcher explored why the
parents seemed to accept discriminatory practicelation to enrolments. The
principals were asked why more cases of soft biarhiad not come to the attention of
the DES or the media, one Principal of a DEIS stfabthat parents/guardians from

poorer socio-economic backgrounds, or of studertis special educational needs,
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were unsure of their rights or reluctantrack the boat'regarding non-state schools.
He detailed anecdotal examplessdift barriers’ used by other schools in the area, by

commenting:

“Principals from neighbouring schools would refeanents that their needs
would be better looked after in this [intervieweasshool. In some cases,
simply by not responding to an application, igngrithe application in other
words. And | have had parents who've come intoame said ‘look we
applied last May, and we’ve never heard but all ¢tiger kids in the child’s
class have heard back and their place is secured”

(Principal, DEIS)

Non-DEIS principals in the sample were asked hosy tbelect their student intake,
and all indicated that they were under subscriloatharefore were not legally entitled
to turn applicants away. They did outline that thag to act in accordance with their
enrolment policy and procedures. They did howeeet that non-DEIS Voluntary

Secondary schools in their catchment were playiggrae regarding enrolments in

some cases.

“I don't think that they [the non-DEIS schools] domalways apply for the
resources as they don’'t want to be seen to be aqgplfor additional
resources, especially SNA support”.

(Principal, non-DEIS)

Another Principal commented on the implicationsath inaction. He explained:

“If they don't apply for the necessary support sashan SNA, what happens
is the child starts getting over-whelmed in classed socially and with the

pressure of school and life and in many cases kbsy the cool someday.
Then the code of behaviour kicks in and the cmldseup on a slippery slope
and then they apply to transfer into our schookeSthe first thing we do is

get them the support they are entitled to. But mdgmage is done to the
child’s confidence at that stage”

(Principal, DEIS)
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A DEIS Principal explained that usually parentstguans accept the situation and do
not tend to question the other schools which atengberceived asore academic.
This can be theorised as the doxa of the post-pyieducational field. Parents in most
cases appeared misinformed in relationtte EPSEN Ac{2004). There was a
widespread perception at the parental focus grbapwoluntary secondary schools
were not resourced to cater for SEN and therefere wot as welcoming to applicants
with a SEN. At the parents/guardians’ focus greepsion, a parent captured the
sentiment of the group when she explained tha&ff® school in her town was the
school that would care for students witbsues”. Her earlier comment captures the
misinformation around the provision of SEN supptotschools, when she stated the

following:

“We have 3 schools in our town and the ETB schedheé school of choice
for all parents who have issues [SEN issues] anduld say as a parent, that
the ethos is amazing. They are very welcomingllo$tadents and very
accommodating of all students, so | would say EGH®asls are exceptional”.
(Mother, (DEIS) Focus Group)

When asked why the ETB school was s@hool of choicefor students with SEN or
additional needs, the parents/guardians’ perceptionmelation to SEN was that the
ETB schools got greater resources and funding Wodumtary secondary schools to
deal the student with SEN and that was the reasdns ETB school were so
welcoming and successful in the area. One Pargidiaed the parents/guardians’

perspective by stating:

“It could be perceived as being the one [for stuslenth SEN] because they
have much better support. There is ho questiothalithe support available
to the ETB is far superior”.

(Mother, (DEIS) Focus Group)

However, the allocation model for SEN is appliedaty across all schools under the
current system administered by the National CoufacilSpecial Education (NCSE)
via the Special Educational Needs Organiser (SENKDe anomaly is the confusion

around resources which were made available vi®#I&S model to schools catering
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for students from a background of societal inedquabhich manifested in the school

setting as educational disadvantage.

Much of the parents conversation around SEN andsacto post-primary schooling

suggest that a collusion exists regarding schoaicehwhere parents fail to recognise
discrimination in the system towards children vatS8EN. Gramsci (1971) argues that
people appear blind to their support for and maiaee of an unfair system. When
asked by the researcher if she felt the denomimaltischools were perceived by

parents/guardians of students with SEN as unweltgnai parent stated:

“All I'll say is they [SEN] gravitate toward the E'schools. | know primary

principals that would be very pro the other schoatsl certain students

would be encouraged to go to the ETB School”.

(Mother (DEIS))

This parent’s view highlighted that the primary sols play a role in encouraging
certain students to apply for particular schoolsicwhhighlights a grapevine
knowledge that exists among primary school teacimerslation to where a student
with additional needs might be better served. his tegard, a resource teacher in
teacher focus group one recounted a situation skerécently encountered. She

stated:

“I had a phone call lately, asking what our methalsassessing students SEN
needs in first year? When | scratched the surfacealised that they had a
student that was presenting with possible dyslexid basically, the long and
the short of it was they didn’t want to use up asessment on him and they
wanted to know would he get assessed when he wowle into us in a year and
a half's time... | was horrified. So, he will bet lefthe system with no diagnosis
to plod along”.

(Female teacher, Focus Group One)
The fact that the teacher telephoned the ETB sergrsthool regarding an assessment

suggesting that the primary school was activelysatering allowing the student to

continue without an assessment while steering l@mitb transition to a particular
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secondary school. This supports the OECD (2012) report which fouhdt early
tracking and student selection to be a featuraelrish Schooling System.

DEIS principals acknowledged that in some casepdnents/guardians realised they
were not being welcomed or that soft barriers wised by some other schools in the
area. However, many principals acknowledged aetiecyl by parents to accept their
child might not be suitable for the voluntary sedary which was perceived as more
academic and geared towards high Leaving Cerfipaints and HEI progression.

Other parents/guardians were perceived by pringifmabe relieved to find a school

that welcomed them which made the transition froimary to secondary easier. This
point was echoed by parents/guardians at the fogtsup session. The

parents/guardians were unanimous in their prai&l& schools in the sample stating
that the schools weferelcoming’ and‘understanding’of such students. In response
to a question as to whether the non-ETB school#heir catchment area, were not

welcoming, one mother looked around and appearedmfortable. She stated,

“Well, all 'm going to say is ... | find the ETB swdis friendlier and no
matter what the disability or need [the student]lihsy are more welcoming.
They cater for all needs and offer a lot of supgort

(Mother, (DEIS) Focus Group)

The three non-DEIS schools were asked about thdicypregarding accepting
students with a SEN. All were unanimous that theyeaery open and welcoming. It
is noteworthy that one of these schools operatehiisolated geographical location
and therefore not an area of high competition. tAaoPrincipal felt that despite being
non-DEIS they were the only ETB school in the tommch, she suggested would be
more transparent and open that the voluntary secgrsthools in the town. This was
due to the fact that ETB schools are publicly madad he third non-DEIS Principal
commented that much of his enrolment policy waslgdiby the ability of students to
access the curriculum through Irish. This he drpldhad to be a requirement in order
to ensure the school was a functioning Irish-medsehool. He commented:

“I'll put it to you like this, | had a mother in &w years ago and she said,

‘I'd love to send my youngest lad to you as youiad all my kids here, |
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wonder could he come?’ | said sure why not? and lteéhad a right of entry
when his siblings came here, and she said, ‘theyelg one thing now, he is
exempt from Irish’. Could you credit that!”

(Principal, non-DEIS)

The issue of informed discrimination was nuancedthy trend of middle-class
parents/guardians segregating their own childresccoordance with their perception
of the schools. All DEIS principals, in the sampteareas of high competition had
experienced middle-class families that sent onenore children perceived to be
‘academic’to the voluntary secondary school in their town #mel child that they
perceive adess academically abler with a SEN difficulty to the DEIS school. The
principals felt that there was a certain irony whsme parents/guardians were
mainstreaming their child with a SEN with other pkes neuro-typical children, but

not their own children who did not have an SEN.

“It happens a lot, that middle-class parents maieatn their child with SEN
here and send the rest of their family (without $BN to the Voluntary
Secondary down the road”

(Female teacher, DEIS)

This could also be analysed as an adherence toBahatlieu (1986) termed aBoxa
or the'rules of the game’

The ratification othe EPSEN Act2004) legislated for the inclusion of studentghwi
a SEN in mainstream schools. This study argudsatpattern of DEIS schools being
the main provider of special classes in the locatibthe study which is contrary to
the spirit ofthe EPSEN Aq2004) andhe Education Acgt1998) where all mainstream
schools are expected to be inclusive of those @HN. The National Council for
Special Education (NCSE, 2016) statistical dataicatds that denominational
(voluntary secondary) schools were less likely &tec for students with SEN in
comparison to Education and Training Board (ETB)d a@ommunity and
Comprehensive Schools. State-run schools req@erore Special Needs Assistant
(SNA) hours and 40% more resource hours than thmtary (denominational) sector.

The data shows that the voluntary sector represards half of the post-primary
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schools nationally but only a quarter of the 100o&ds with the highest numbers of
SEN students. Conversely, of the 100 schools thighlowest levels of SEN, 70%
were voluntary secondary schools. One non-DEI&cRral, located in a town without

a DEIS school, made the point that applicants seeki transfer into her school
frequently had a diagnosis of a SEN but had nonhbeereceipt of appropriate
resources despite having an entittement. Shehelvoluntary secondary schools in
the town wereplaying the systently not being seen to cater for SEN. She explains

her perspective:

“I don’t think that they [the non-DEIS schools] aws apply for the
resources as they don’t want to be seen to be agplfor additional
resources, especially SNA support. As some paigigvould see a stigma
to having an SNA in the school. The public immagee again”

(Principal, non-DEIS)

Many principals detailed a developing view amongnsoeducational managers,
teachers and the wider public that diversity ideficit’ rather than adifferencé One
Principal made the following point:

“If there is a student with a lot of SEN diffice§ they may, and | know they
do, say the school down the road [our school] ikdyeequipped or better at
that than we would be, they have more resourcesl &mbw that they do
that”

(Principal, DEIS)

Interestingly, Archbishop Diarmuid Martin (2015) kaowledged the issue of
segregation and elitism in the Irish post-primagntext. He referred to the
‘temptation’ to view students with diverse cultural, social avgnitive (SEN)
backgrounds as‘threat to success’ He called on all Catholic schools’ managements
to examine their collective conscience by condgctin‘elitist check’which reflects
the earlier point made section 4.1 that there spectrum of non-DEIS schools in
Ireland some of which host upper middle-class cishoomparable to private fee-
paying schools. If this were not the case, why wWdrichbishop Martin raise the issue

publicly.
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4.5

into DEIS Schools

The sample for this study contained three urbanXehools located in areas where

there was high competition between schools. Traifstation of the students with

The Stratification of Students with SEN and Behvioural Difficulties

SEN to the DEIS schools is evident when DES and N@&a is corelated.

Table 4.1 Baile an Droichead Town — Evidence of Stification in Relation
to SEN Profile of Students in each School
Gael- ETB-run
Voluntary | Voluntary | Voluntary Cholaiste Post-
Secondary | Secondary | Secondary ETB primary
RC RC RC (Multidenomi | (Multideno
national) minational)
Socio-
economic Non-DEIS | Non-DEIS | Non-DEIS Non-DEIS DEIS
Designation
Co- Co-
Gender Girls Boys O, Co-educational O,
educational educational
Special No special | No special | No special | No special 2 special
Classes classes classes classes classes classes
Special
Needs 5ok 4. 5% gk 0 13.5%%
Assistants
Total
ol 584+ 621 1283 320+ 198+
population

(source*DES statistics AY (2018/2019)

Primary)

*NCSE 18/19 SNA Allocation Post

Table 4.1 illustrates that ‘Baile an Droichead’ totnas one DEIS school which is

under the patronage of the ETB. This school hib&®nly two special classes for

students with ASD in the town. Each of these das$ms a capacity of six students

which means that the host school for the specedsels has a ratio of twelve

mainstream students to each student with ASD.
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The stratification of English-medium schools in tiegvn, in relation to SEN, is

evident when the scale and ratio of Special Neestgsfants (SNAS) is examined.
In the ETB School, the ratio of SNA to student i®111.3 students. In contrast to
the denominational co-educational school in thentevkich has a ratio of 1 to 154
students. The denominational boys’ school hastia af 1 to 134.8 and the

denominational girls’ school has a ratio of 1 t@ 10his highlights the dramatically
higher level of students with SEN catered for by BYB schools. It is noteworthy
that the ETB-run, non-DEIS, Irish medium school madSNA at the time of the

data collection, which indicates that the perceataigthe student-body with SEN
Is low this suggests that language may be usedasiar in this regard.

In relation to the stratification illustrated byetDES statistics, the principals sampled

were well aware of the situation. All principalngpled outlined that they had an
obligation to provide for children with a SEN, howee they argued that a balance
had to be struck in everyone’s interests. One Rrahcaptured the sentiment of all

when he said:

It's about the image of the school, what is thegmavhat does the school
stand for? What is the reputation of the schoathésschool going to be
known as being good for SEN? Is that a good thiDg® it a bad thing? It
is good that a school is known as being good fd¥ 8Ht is it good when a
school becomes known as a school for SEN? It'stadpetting that balance
right, changing the perception and perception ish@bly one of the biggest
things in a school or in a community and it can mak break the school
and it can take for donkeys years to get rid of...

(Principal, DEIS)
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Table 4.2 Newtown Town — Evidence of Stratificationn Relation to SEN
Profile of Students in each School

Voluntary Voluntary ETB-run Post-
Secondary Secondary primary
RC RC Multidenominational

Soclo-economic Non-DETS Non-DEIS DETS
Designation
Gender Girls Boys Co-educational
Special Classes No special classes | No special classes 3 special classes
Special Needs . 5 .
Assistants
Total population 331* 260* 64*

(source*DES statistics AY (2018/2019) [*NCSE 18/19 SNA Allocation Post

Primary)

In ‘Newtown’ the co-educational ETB school hostistiaé special classrooms which
amounts to three. Two of these classes are AS&e&tawith provision for up to 12
students. The third class is for mixed specialcatdanal needs. When the ratio of
SNA to student is calculated, the ETB school heatia of 1 SNA to 8.8 students. The
denominational non-DEIS boys’ school has a rati@ &NA to 98.4 students and the
denominational non-DEIS girls’ school has a rafih 8NA to 77 students, illustrating
the concentrating of students with SEN in ETB sd$odt is also noteworthy that this
school has a total of 12 spaces, for students AM8D, across two special classes as
well as an additional special class for studentb wiixed special needs. In relation
to mainstreaming, the ratio of students with ASR)(tb neurotypical student is (64-
(6x3)=46) approximately one to four (1:4). Thigses questions as to whether this is

in fact mainstreaming.
The majority of principals expressed a belief tlaschools should cater for all types

of students and that all school should have spelaiates undéhe EPSEN Aq2004).
One SEN teacher captured the sentiment. He stated:
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“All schools should cater and be supported and tesed to include and
support students with SEN and additional needsinvitieir schools. At the
momentsome schools are shouldering all the responsibaitg its being
allowed to happen”.

(Male teacher (DEIS), Focus Group Two)

Table 4.3 Scrahan Town — Evidence of Stratificatioin Relation to SEN

Profile of Students in each School

Voluntary Voluntary ETB-run Post-
Secondary Secondary primary
RC RC Multidenominational
Socio- :
ocToTeconomie Non DEIS Non DEIS DEIS
Designation
Gender Girls Boys Co-educational
1 special classes
Special Classes No special classes (multiple 1 special class (ASD)
disabilities)

Special Needs g - .
Assistants
Total population 606* 768* 369*

(source*DES statistics AY (2018/2019) [**NCSE 18/19 SNA Allocation Post

Primary)

In the ‘Scrahan’ area, Scrahan Community Collegeides one special class for ASD,
the non-DEIS denominational school for boys haspacisl class for multiple
disabilities. The ratio of SNA to student in th€BEschool is 1 to 61.5. The ratio in
the voluntary secondary denominational boys’ sclie@dlto 85 and 1 to 151.5 in the
denominational voluntary secondary girls’ schodlgain, the repeated pattern of
higher levels of SEN in the DEIS school is evidekt.relation to including students
with SEN, each of the principals expressed com@epport for the sentiment tie
EPSEN Ac{2004) and the inclusion of students with SEN i@ mainstream school
community where it was in the student’s best irdesrand would not infringe on the
rights of the existing school population. Theyt tehat it was right and just, in a truly

inclusive society, which was centred on social ipgst However, the issue of
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competition between schools in the marketplaceeaassan obstacle to inclusion in
areas of high competition between schools wheirggsen to b#oo good’at dealing
with SEN would ensure you become the school inldality for SEN. Principals
cautioned that a balance must be observed in theests of mainstreaming and in the
interests of sustaining school enrolments giverlgtiel of competition in the market

model system.

4.6 Special Educational Needs Provision and the Rreework for Junior
Cycle (2015)
The Framework for Junior Cycl@015) policy document is underpinned by wellbeing
and inclusivity at a policy as text level. Theipglexplicitly states that it promotes
choice and flexibility to schools regarding theurgcular offerings. Noting Raffe’s
(2015) caution that schools may stratify their mwlum provision, with
disadvantaged schools providing vocational subjemtsl advantaged schools
providing academic subjects; lannelli and Smythl@O0query whether reform of
lower second level (Junior Cycle) in Ireland, vldfther stratify because schools will
offer the curriculum which best suits their cohtrus perpetuating the cycle of
stratification. The researcher argues that thigilishappen undethe Framework for
Junior Cycle(2015) and it will be the provision of SEN is theim driving force
behind stratification. The framework created.@el One Learning Programme
(L1LP) and aLevel Two Learning Programm@2LP) mapped to the National
Framework of Qualifications (NFQ) for Junior Cycttudents. However, the
provision of these programmes is optional. In pthwerds, it is optional whether
schools will provide for those with a SEN which dens them more suited to L2LP at

Junior Cycle.

The new Junior Certificate policy in relation teetprovision of L1LPs and L2LF%
suggests a disingenuous simulation of inclusionsscall mainstream education under
the EPSENAct (2004). Failure to act on this will ensure thiaé tstratification of
students with SEN (in areas of high interschool getition) will continue. This is
contrary to the inclusive vision tfe Education Agt1998) andhe EPSEN Adi2004).

The researcher argues that it will create a nevleayt segregating students with a

18 evel One Learning Programme and Level Two Leayfrogrammes correspond with levels one
and two orthe National Framework of Qualificatior{SIFQ).
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SEN into DEIS schools. Doris, O’'Nedt al (2019, p.195) note that NCCA and DES
documents indicate an understanding thatRremework for Junior Cyclg¢2015)
would generate three types of schodtswtious, exploratory and adventuroush
relation to their willingness to engage in refofithe researcher suggests that based on
the data from this research study, it is likelytthi@e DEIS schools will be the
‘adventurous’schools as they are already catering for a profilearners who may
benefit from L2LP. Therefore, they will have totap thus affording the remaining
schools in their catchment an opportunity to oft cLhe majority of the sample did
not realise that the L1LP and L2LPs would be iniiet on an opt in/opt out basis,
this was discovered by the researcher after the katl been compiled. She made
efforts to query it with bodies representing thievant stakeholders and received no

satisfaction.

The context in which the policies are interpretesk ta critical bearing on the
interpretation and implementation phases. Thipirallustrates that the provision
for ‘Parental choice’within the Education Ac(1998) consolidated the schooling
landscape in Ireland as marketplace where the meaduvalue’ would become
linked to performance and points obtained in theavireg Certificate terminal
examination. The ideology choiceprogressed the neoliberal educational agenda in
Ireland by establishing, and in some cases, augngeabmpetition among non-fee-

paying schools, thus marketising the system.

This research study found that among all the sanggleools in competitive
catchments, DEIS schools are catering for disptapuate levels of students with
SEN in contrast to denominational voluntary secopdahools. The trend of DEIS
schools hosting most of special classes leadgjtestion in relation to DEIS schools
and their exact function in terms of disadvantagjesuggests that DEIS schools are
becoming heavily subscribed by students with SEboimtrast to non-DEIS schools.
These trends are contrary to the visiorthed EPSEN2004) andhe Education Act
(1998). Analysis of these trends using Ball (198d)cy analysis tools highlight how
the EPSEN Acf2004) and DEIS strategy are altered in ‘thecourse’and‘effects’

phase from the social justice intentions in‘fiaicy as text'phase.
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4.7 Conclusion

This chapter examines the influence of the politeeonomy on the operational
context of post-primary schooling in Ireland. Mlustrates the influence of the
competitive market model of education on schooladand enrolment patterns across
the sample. It argues that a competitive marketeh@f schooling objectifies
education reducing it to a product rather than mdmuright. The product model of
education is dependent on the objectification afieng and the transmission of the
curriculum. The measure of a good school or aessfal student is equated to points
achieved in the points system and progressiotigla It argues that education policy
documents such as thleducation Act(1998), ‘The Schools for Health in Ireland
Framework (HSE, 2013),the EPSEN Ac2004), the Framework for Junior Cycle
(2015) andThe Junior Cycle Wellbeing Guidelin€2017) are underpinned by core
values such as equity, sustainability, inclusianpewerment and democracy in the
exosystemic level (policy as text). The chapteruasy that the negotiation
(mesosystem) and implementation (microsystem) eddhpolicies are compromised
by the class-based context of schooling operatiitiginva marketised system where
State examination performance is currency. Thaptdr employs Bourdieu’s (1986)
thinking tools to support an argument that theenirpost-primary system can create
a hidden culture of stratification, segregation egldgation of some students with an
habitus ill-matched to the majority. The chaptarsirates that this type of post-
primary schooling system challenges the realisatibequality and equity within

education.
Therefore, when thelPS FrameworK1995) is examined (see figure 4.1) it is evident

that the school-based nature of the framework msndepowerless to address the

stratification which may be a feature of the schzadthment area.
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Figure 4.1  The Health Promoting School Framework (295)

Create environment conducive to promoting

A A g Whole school environment
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knowledge attitudes, behaviour

All teachers and students

Psycho-social

20% - 30% of students ol .
interventions

Students needing additional help in school

Referral
and
Treatment

3% - 12% of students Students needing additional mental health intervention

The concept of Parentadhoice’ and the provision for inclusion of all studentghwi
SEN in mainstream education is provided for in Bucation Act(1998) andthe
EPSEN Act(2004) respectively. Yet the sample data fromept&r and principals
indicates a lack of understanding among parentardatg their rights in terms of
school selection. However, this is compounded H®/ quasi-private provision of
schooling which is offered by denominational scsodh many cases parents and
principals outlined that such schools were viewetharéacademic’and less suitable
for students with a SEN.

The data discussed in the chapter suggests thatlsglth DEIS designation operating
in areas of high competition enable economic reetidn by creating a receptacle
school for students who afess desirabldo other schools in many cases the less
desirable students are these with behavioural needh as Conduct Disorder,
Oppositional Defiance Disorder, Emotional Behavadubisturbance, and Attention
Deficit Disorder and those with a moderate SENa@nplex needs. It suggests that
these students are often not permitted or encodremaccess (or in some cases are
excluded) from other schools in the area for reaswinsocial, cultural, financial or
cognitive currency. The chapter identifies howrearaic reproduction occurs through
a system of grapevine knowledge, soft barriers aodasionally informed and
accepted discrimination. The chapter uses a Beusdin lens to highlight the

obedience of various stakeholders to the unwrittdes of the game. The adherence
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to the unwritten rules of the game are identified tae tracking and monitoring of
students in the primary school; the creation of-bafriers to enrolment by principals
and senior management in some post-primary schdabés;practice of parents
segregating their own children in accordance wigrtperceived suitability for the
DEIS/ non-DEIS contexts, sending the child with SBMe mainstreamed in the DEIS
school.

The chapter suggests ththe Education (Admissions to Schools) @18) will not
remedy this situation unless the optional statusefel 2 Learning Programmes
(L2LPs) undethe Framework for Junior Cycl@015). The fact that provision of the
L2LP programme would be optional also suggests tthiatstratification of schools
and students with SEN will increase going forwantess this is reversed. The current
class-based schooling system, coupled with thedt@nstratified enrolments of
students with complex SEN or EBD needs ensured sbate DEIS schools risk
becomingsink’ schools as Reay (2017, p.61) reports they havenetabelled in the
UK. Thesesink schools are fully adhering tthe Education Ac{1998), the DES
guidelines and policies on open admissioti'g EPSEN Act(2004) andthe
Intercultural Guidelineg2006) which has intensified their intake from digantage

profiles, be they cognitive, economic or social.

The intensification of students with lower SES pesfand SEN (behavioural) issues
into DEIS schools creates a school context witlinareased population subjected to
the social determinants associated with mentattimeald wellbeing decline. The next
chapter examines the intensification of mental theahd wellbeing challenges and
issues in DEIS schools and discusses the chalenges creates for the

implementation of a settings-base for mental heatith wellbeing.
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Chapter Five

The Context of Intensification of Mental Health andWellbeing Needs in DEIS

Schools

5.0 Introduction

This chapter builds on the findings presented iaptér four which outlined factors
that have contributed to the stratification of gis in areas of high competition. An
exploration of the stakeholders’ attitudes and erpees of the impact of enrolment
stratification are explored. The data suggestatmmsification of students from lower
socio-economic status (SES) profiles and/or thasgests with a Special Educational
Need (SEN), particularly Emotional Behavioural Dittance (EBD) in sampled DEIS
schools (see Smyth, McCat al., 2015). The data also suggests that the scale of
students with mental health and wellbeing issuesday sampled DEIS schools is
greater than in non-DEIS contexts particularlyhia tsome and ‘few’ sections of the
HPS Framework (1995). Self-harm and suicidal ideatare more complex and
enduring mental health issues which are represdmtéige ‘few’ category of the HPS
Framework (1995). Therefore, student survey dadt@twrelated to the frequency of
self-harm and suicidal ideation was gathered aatiyaed across DEIS and non-DEIS
schools types. The data gathered from DEIS paantgsuggest that they are catering
for a scale ofat risk’ students which is at the upper end of predictmrtined bythe
HPS Framework (1995)The data indicates that the challenge for DEIS alshis
compounded by circumstance, as the majority of thteident cohort hold a medical
card and are therefore reliant on an under-resdyrablic health system for support.
The data suggests that this creates a substaritalesge for DEIS schools
transitioning to thehe HPS Framework (1995h contrast to schools with more
affluent student profiles where the scale of sttsleencountering the social
determinants for mental health decline is lessthagercentage of students with the

means to access private healthcare is greater.

The chapter argues that mental health related stgpfow DEIS schools and schools
catering for a greater percentage of DEIS studemr@snadequate to meet the scale of
needs. This chapter argues that the scale of i#igeesenting with mental health

iIssues warranting more specific and targeted stipgsome’and'few’ categories), is
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creating a difficult operational context for thesp@rimary schools sampled. The
chapter explores stakeholders’ perceptions relaongpntributory factors for mental
health and wellbeing decline. The factors which &eé were as follows: the
importance of the primary care location; schoolsexndary care locations; the need
for authentic student voice; and the dearth of ipublental health services available.
The chapter concludes that the trends of stragifiand intensifying students from
lower SES backgrounds and those with additional spetial educational needs is
challenging DEIS schools and impacting on theidigbto provide a setting for

meaningful mental health promotion.

5.1 Evidence of Greater Need for Mental Health Supgmrts in DEIS

Schools
In line withthe HPS Framework (1995he vast majority of students are predicted to
be supported by the universal level of supportcimosls. This universal support for
mental health promotion is primarily covered byexeint policy documents, the
characteristic spirit, the physical environment aodriculum/assessment practices.
The HPS Framework (199%]entifies that each school will hagemestudents that
need an intervention to support their mental healthfurther predicts that a lesser
percentage will present with more complex and eindureeds and these students fall
into the‘supports for few'category at the apex of the inverted pyranildhe Junior
Cycle Wellbeing Guideline@017, p. 30) states that these studentay’ require
support from external agencies, which support asd@iment the work of the schaol’
Additionally, the HPS Framework (199%]entifies that the support for tis@meand
fewnecessitates targeted interventions offered inigraad externally to the school.
The principals and career guidance counsellors \&er@e of the relevance of the

framework. One Principal commented:

“It's about trying to put structures in place to makethgp deficit and trying
to get people through the various levels of thdioonm of support [the HPS
Framework (1995)] with support for everybody, fbetsome and the few at
the top of the pyramid that need acute supporthatis the model that we
look at in terms of support”.

(Principal, DEIS)
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In the proforma preceding the interview, principalere asked to quantify the
frequency of their encounters with students in ‘th@pports for someand few’
categories. Two principals indicated that theyltdedh such students issues once per
month, one Principal dealt with such issues moean tnce per month, one dealt
weekly and four indicated a daily occurrence ofihgwo deal with students in the
‘some’ and‘few’ category. These four principals were operating DEIS context.
One of those principals (DEIS, urban) reportedidgakith such issues multiple times
daily. This finding supports Smyth (2015, p.3) fimgl that‘children from non-poor
households, from two-parent families, and who tl lmve difficulties in learning
were happier at school'The greater level of need in the some and few categ)in
DEIS designated schools was also evident in thadestudata. The three main urban
DEIS schools ranked the highest of the eight ca3é®se schools had a cumulative
average of 22% of their student population repgrengagement in self-harm. The
two DEIS schools located in rural settings hadrauative average of 21% of students
reporting acts of self-harm. In contrast, the Bd&iS schools had an average of 10%

which was half the rate of students reporting balfim in DEIS schools.

Figure 5.1  Self-harm in Accordance with School Prate
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When the figures are further broken down on anviddal school level there are
variations in the rates across school types. TheDilS schools Rosemount CC and
Greenvalley had rates of just over 8% per indiviciedool sample. Bluebell CC had
a higher rate of self-harm in its individual scheample at 16%. This variation may
be explained by the location of the sample. BotlséRmount and Greenvalley have
their own catchments and are therefore not impdxyete stratification of enrolments
as outlined in chapter four. In contrast, Blueilbcated in an urban centre in which
there are three post-primary schools competingioolments from a relatively small
catchment area. Interestingly, the Principal of dbleil Community College was
highlighted in chapter four (page 145) for remagkihat her school should have been
designated DEIS status as they were dealing vaigraficant number of students from
disadvantaged backgrounds. This further highlightd DEIS profile students are
attending non-DEIS schools and are not in recelipgny additional resources for
disadvantaged students as outlined by McCoy anduMu(gss et al. (2016).

The further breakdown of self-harm figures acrogd®rural schools shows that
Sunnyvale CC and Mountview CC had a variation tegaf students reporting self-
harm within their individual school contexts. 19% Sunnyvale’s sampled student
population claimed to engage or had engaged irhseth whereas 23% of Mountview
CC'’s population reported this. The variation hewgyrhe attributed to greater level of
additional and special educational needs catenebdyfdMountview CC which as no
special classes but a ratio of 9.5 SNAs to a scpopulation of 277. In contrast,
Sunnyvale also has no special classes but haslalesser level of additional students
needs in terms of SEN given that it has been akaoca SNA ratio of 2 to 469.
Additionally, Mountview is operating in a compet#i context with two voluntary
secondary schools in a nearby town whereas Sulgeavices a more detached
catchment area. This also suggests that Mount\8eagain experiencing an increase
in enrolments from students with additional needs tb trends of stratification of
enrolments in the area. In relation to the thrd@anrDEIS schools, both Baile an
Droichead CC and Newtown CC had small samples ated of approximately 16%
reporting engagement in self-harm across the ptopota The third DEIS urban

school, Scrahan CC had a rate of 26% which wakittest of all schools sampled.
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This study found that self-harm rates within theapke of students were slightly higher
among females than males which reflects a prewstusy conducted by Mc Mahon,
Keeleyet al.(2014). The variation between the sexes wasigoificant, of the 16%

that indicated engagement in self-harm, almost fewnale and 9% were female.
However, discussion during the student focus greuggested that girls were
perceived as more likely to report self-harm thapsh Participants in the focus group

agreed with a male student who made the followmmgrmoent:

“I think that girls are more likely to tell eachlor that they are self-harming.
You'd sometimes see girls put up stuff on socidiarebout that kind of stuff.
| don’t know any lads that would put stuff like tthi@”

(Male Student (DEIS))

This was supported by a male Principal who stated:

“Yes, | encounter girls who self-harm more, for sommason we seem to know

about it or hear it either from the female studenber peer(s) whereas in my

experience boys tend to keep that sort of thirtg ftg themselves]’
(Principal, DEIS)

Figure 5.2  Self-harm and Gender Profile Comparative

Self-Harm in Accordance with Gender Profile
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Hawton and Saundeet al. (2012) demonstrate an elevated risk of death byid&iin
male adolescents that have deliberately self-hammsdabys. They argue that while boys
have a relatively lower rate of self-harm thangjithey have a higher rate of death by
suicide and are a particularly high-risk categay $uicide. They explain that this is
explained by the higher likelihood of completionspiicidal acts by boys in comparison
to girls who have a higher likelihood of a failettieapt at death by suicide. McMahon,
Keeleyet al. (2014, p.6) demonstrate that suicide rates arémes higher in boys than
girls. In the student focus group, one male sttdemmented that he knew of two young

people in his area that had died by suicide. ldatifled that they were both male.

Another challenge exists for schools with a siguaifit self-harming population. Research
by Hawton, Saundemst al. (2012) suggests the clustering of self-harm asdlaharm
contagion. Additionally, many researchers fourmbaelation between those that report
self-harming and their exposure to self-harm dcdraify member or friend (see Hawton,
Saunder®t al. 2002; Bearman, Moodst al.2004; De Leo and Heller 2004). McMahon
et al.(2014) demonstrate that knowledge of a friendIlsafming increases the likelihood
of self-harm in both genders. This phenomenotsis supported by the data gathered in

this study in relation to the sample.

Figure 5.3  The Self-harm Contagion
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It was noteworthy that in the course of an intemwieith a DEIS principal, he outlined
his experience regarding the clustering of selffhamong some ‘at risk/ students. He
commented:

“Self-harm is an issue, it's insidious though. Icha case where a student

disclosed that she was self-harming and when wé® g her friendship

group of five, it turned out that three of them &valso engaging in self-harm.

It really was an eye-opener for me”.

(Principal, DEIS)

The researcher therefore explored the concepseffdnarm contagion in the sample
and Figure 5.3 shows that of the 16% of the stidsspiorting engagement in self-
harm, 72% knew of alose’ other who had self-harmed and a further 8% suegext
close other of self-harm. The data from DEIS urban amchl schools is largely
consistent, indicating that the higher levels ofdsiht engagement in self-harm may
be attributed to their subjection to greater levélslose otheravho are engaging in
self-harming behaviours. It is noteworthy that tlee-DEIS schools reported a lower

level of awareness afose otherself-harming around them.

5.2 Evidence of a Significant Correlation Between ligagement in Self

Harm Practices and Suicidal Ideation.
Hawton, Saunderst al. (2012) argue that self-harming adolescents ansethath a
history of self-harm are a major risk factor fopeated self-harm and potential
subsequent suicide. McAuliffe (2002) illustratéstt suicidal ideation is the most
common of all suicidal behaviours approximatingt ttiee ratio of intense suicidal
ideation to attempted suicides to actual suicidd®D:10:1. Therefore, for every 100
people experiencing serious suicidal thoughts tlseaa effective suicide. This study
asked the student sample if they had ever conteetptaicide and figure 5.4 shows
that 22.4% of students sampled indicated that Haslin the course of their lives to

date.
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Figure 5.4  Suicidal Ideation Across the Sample

Suicidal Ideation Across the Sample
(n=313 [non-respondents:G])

@Yes
@ No

This rate is higher than previous Irish-based lbdinal research conducted in 2013
by the Psychiatric Epidemiology Research acrosd ifiespan (PERL) group. Their
research outlined that 19% of an adolescent sahgueexperienced suicidal ideation
at some point in their lives. The higher ratewtglal ideation among the sample, in
this research, supports the identification of treation as a black spot for suicide. One
Principal explained that schools had to be hypgitamt regarding suicidal ideation.

He commented:

“The way | look at it, you have two types of scko@ne that's had a suicide
and one that might”.
(Principal, DEIS)

McAuliffe (2002, p.326) cautions comparative resbaanalysis arguing that the
inconsistency in the definition of suicidal ideaticacross studies has made
comparative studies unsound. She explains thaetkaperiencing suicidal ideation
are dheterogeneoustohort on a spectrum ranging from suicidal thosgimt one end,
and actions on the othefThe challenge for clinicians is in identifying g at high
risk’ (2002, p.326). A finding which reflects resealshBrodieet al. (2011) who

illustrate that the majority of young people whe 8y suicide were unregistered and
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unknown to the mental health services. The ratasiigidal ideation and low levels
of students confiding in a trusted adult posesalehge for school personnel at the
coalface. It supports research by Bada and Dadim{2019) who argue that school
personnel need appropriate training in order taenmeaningful implementation of
the HPS Framework (1995). This study suggeststtaiating for the identification of
warning signs of suicidal ideation should be avdédo all teaching staff and school

leaders in the sample schools.
The gender breakdown of the sample in relationeléreported suicidal ideation
indicates that suicidal ideation is almost equabss males and females in the sample

(see figure 5.5).

Figure 5.5  Suicidal Ideation Among Student SampleyGender Profile
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While the data analysis shows a correlation betwbese who had/have suicidal
ideation and their knowledge of someone who attethptiicide (76%) it also shows
that as many students with suicidal ideation ditl kiow someone who attempted
suicide in the past. This highlights the complexit the issue and the challenges in
identification of students who may be in this catgg The challenge presented by the
presence of students in this category was illustrdiy all eight principals who
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indicated that they had encountered students wiitidal ideation in the previous

year, three reported one to two cases, and fivaupad four cases the previous year.

McDaid (2017, p.14) argue that there is a greasr of suicidal behaviour among
socioeconomically disadvantaged profiles. Indegben the student sample are
analysed in terms of DEIS status and non-DEIS st#tis evident that there is a higher
rate of students reporting suicidal ideation in ®BEthools (see Figure 5.6). The three
main urban DEIS schools had the highest ratesunfesits reporting experiencing
suicidal ideation which supports arguments mad&ilonyows and Laflamme (2010)
that when viewed as a whole, the greater the lef/alocioeconomic disadvantage
experienced, the greater the probability of highécide rates. These schools had a
cumulative average of 27% of their student popatatreporting that they had
contemplated suicide. This rate was followed diobg DEIS rural schools at 22%
and non-DEIS schools at 20%. The high rate a@bsshools indicate the prevalence
of suicidal ideation among young people and theélehge this poses for all schools

transitioning to a mental health promotion schoobe.

Figure 5.6  Suicidal Ideation Among Student SampleyoSchool Profile
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The researcher acknowledges that the non-DEIS€igfirl9% is disquieting even

though it reflects previous longitudinal Irish-bdsesearch which outlined that 19%
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of the adolescent respondents had experiencedialideation at some point in their
lives (RCSI, 2013). The existence of the issuesall schools indicate the scale of
suicidal ideation among young people and the chgdlethis poses for all schools

transitioning to a mental health promotion schoobe.

5.3 The Importance of Post-primary as a Secondary &e Location

Noddings (2002) argues the importance of a foundaif care and love in the primary
care location (home) for human development. Ly@iummellet al (2012) supports
this argument, relating it to the Irish contextyuwng that love, care and solidarity
relations are the essence of humanity and areteitalmans at all stages of life but
particularly in the developmental stages. Morendly, Stafford and Karim (2016)
illustrated a correlation between high levels obé&onal care and higher levels of life
satisfaction across the lifespan. This creategrafieant challenge for schools as they
move into the affective domain undé&e Junior Cycle Wellbeing Guidelin€2017)
and the greater Framework for Junior Cycle (2016 )particular, schools catering for
a greater percentage of students whose foundatiofove and care may be
compromised in the home. In this regard, one CEiBcipal highlighted that the role
of the school had changed utterly in the past decate added:

“Schooling and teaching are completely differentvadays; the school has
really supplanted the home in some cases. The rinodstudents showing
distress and the amount of family breakdown andesalidoreakdown which
is then influencing education and the way kids @néshemselves, families
with a lot of problems. Really, it has increaseldt

(Principal, DEIS)

The challenges for single-parent families emergetie qualitative aspects of the data
collection phase. In the context of previousledistatistical data (CSO, 2016) that
97% of single-parent families are mother-led arat thne-parent families have the
highest consistent poverty rate. Williams, Nietral. (2016) report that the rate of
lone mothers with child(ren) is 15.8% of the popiolaof Ireland. The student survey
explored the rates of single-parent families iratieh to the schools sampled and
therefore figure 5.7 shows that the largest nundfesingle-parent families were

attending two urban DEIS schools operating in acddsgh interschool competition.
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These were Scrahan Community College at 20% anddwawCommunity College

at almost 30%. It is noteworthy, that the thirdkiag school is a non-DEIS school
with a standalone catchment area which is not sulige competition from other

schools. (see Figure 5.7).

Figure 5.7  Breakdown of Student Response Rate by 8mwl and Family

Profile
Breakdown of Student Response Rate
by School and Family Profile (n=319)
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This point was expanded by another DEIS Principabwommented that in his
experience parents, frequently single parents, seeeg the school as having a role
in the resolution of family and/or community issué$e added:

“And a Parent coming to the school expecting yoregolve things that have
happened outside of school, on the media, or el'amthey are out at night-
time”

(Principal, DEIS)

The increased burden of work in DEIS schools iatreh to parental separation and

mother-led single parent families was evident ie tonversations with principals,

particularly those in a DEIS urban context. Oni@dtpal commented:
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“This is what | hear from my colleagues on the P[PAnNncipals and Deputy
Principals Association] it is wholly inadequate ffding and supports] for
what we are dealing with which is the fall out efys of recession, family
breakdown, all these societal issues that are cgrmto the classroom that
teachers are meeting at the coalface, every sithgye We get parents in here,
looking for us to resolve issues they have at hddmsv that might seem
surprising, but they don’'t have the parenting skiis they are either too
young themselves or they have never had accehbe toetessary parenting
courses, even though we provide them here. Sooftey come in here to
resolve issues”
(Principal, DEIS)

Outside of single parent families, the issue okptal separation arose in the course
of the interviews with principals. A Principal afDEIS (rural) school made the point
that the increasing mental health and wellbeing obkhe school necessitated that they
become more aware of family-related issues withinlents’ lives. He recounted a
case where issues relating to the home which wiezeting a student had to be dealt

with by the school:

“I had a case recently where a parent complainechthat his son’s family
situation[marriage breakdownjas none of my business, but | explained to
him that when he put his son into my school thaidco parentis’ applies
and that | am dealing with the implication of wigaies on [at home] and that
we need to work together, and to be fair to theepaihe got where | was
coming from. He was a bit taken aback when | ubedwords ‘in loco
parentis’ but when | explained it to him that wes @assentially mommy and
daddy in their absence, and as mommy and daddyedsimply ignore that
the child is falling apart in front of us? No, wien’t as we have to work
together, that is the promotion of mental healtt tmatters”.

(Principal, DEIS)

This point was also raised by the CGCs during tloeius group session. One career

guidance counsellor remarked,
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“Home issues are definitely on the increase. Naayadit's a variety of stuff,
family breakdown which is always there anyway. oAdf cases of older
brothers and sisters with drink or drugs or suicateempts or things like that
and that’s impacting on the kids younger than theealth issues are a huge
thing as well, parental sickness, brothers andessstsick families battling
cancer and stuff like that, it appears to be maevplent or is it just that it's
coming into schools more. | don’t know... it dideross the gate before”
[historically].
(Female career guidance counsellor, (non-DEIS) FosuGroup)

The above comment emphasises that it is not sal@l£IS issue, but the complexity
of issues is more evident in DEIS schools. Théngs-based approach to mental
health promotion is underpinned Blye HPS Framework (199%yithin the Junior
Cycle Wellbeing Guideling2017). The settings-based approach transitiovesdle
and function of schools and teachers into the affedomain. Research by Droe
(2012) and Kiuru, Aunolat al (2015) indicate that positive interactions in calls
featuring praise, warmth and connectedness areotegbve factor for adolescent
mental health and wellbeing, particularly in casdgere there is a negative home
environment. The role and function of teachers samor management as agents of
MHP is therefore critical to ensuring that thehoolis an effective secondary care
location. Dooley and Fitzgerald (2013) argue that good adults essential in the
promotion of positive adolescent mental health.idénce-based research indicates
that classroom teachers are often the most apptepprofessionals to achieve
progress in relation to mental health. The teaesene good adulbhas the potential
to affect the mental health of an adolescent paitiby increasing self-efficacy and
self-esteem through a supportive and encouragahieg and learning environment
promotion (see also WHO 2012; Clarke and Barry 20TWis is particularly relevant
in relation to the=ramework for Junior Cyclé2015) which promotes constructivist
pedagogical classroom practices in order to enhahment wellbeing. Therefore,
teachers of all subjects are required to becomehéza who teaclhior wellbeing
through their pedagogical approach and practice3he school-based adult
stakeholders such as principals. Teachers, androgmédance counsellors referred to
the importance of the primary care location fordstut mental health and wellbeing.

Many indicated that a significant majority of statkethey encountered with mental
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health issues had challenging home environmenteey highlighted that this made

supporting the students very difficult. One Yeaad explained:

“Sometimes when | have to deal with a student tiz been repeatedly
reported to me by teachers for misbehaviour, orrefieere is concerns for
the students’ psychological state, | have to aalthe mother or father or
guardian. To be honest it’s a rarity if you getlad in as it's nearly always
a mom on their own. Anyway, two minutes into teetmg | know exactly
why the kid has issues. ‘Cause the mother hableisssues and/or the
parents arrive separately, or contact the schogasately, and fight over
whose fault it is that the kid is messed up. @ gjst a lot of single mothers in
that are struggling to raise their teenager and keke show on the road
financially. I'm a mother myself and when | shdwerh understanding, |
nearly always end up with them crying. These woanerdoing their best,
but it's a tough gig raising a teenager or teenagyalone and particularly if
you are on the breadline”.
(Year Head (DEIS School))

The data collection phase explored the role of $skkbool when students are
experiencing adversity in their primary care logati The students were asked to rate
their general satisfaction with their primary clreation (family). The results indicate
that 83% were mostly content with their familiesiethwas classified as high
satisfaction rating. The remaining 17% indicateslytwere sometimes or rarely/never

content, and this was classified dsw satisfaction rating (see figure 5.8).
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Figure 5.8  Student Sense of Satisfaction/Happinessth Family

Student Satisfaction with Family Life (n=319)
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The concept of satisfaction/dissatisfaction wittaimily units was explored further in
the student focus group. One student explainedsii@e of his peers were under
pressure at home. He remarked:
“I know a good few lads that are struggling at hqrtieeir parents have split
up, or they live with big problems at home, likpaent or older sister or
brother with drug problems or an alcohol probleifhe lads don't talk about
it, but everyone knows because we see them [fameilgbers] around”
(Male student (DEIS,) Focus Group)

In relation to school types the data indicatesttiateported family satisfaction ratings
are lower in DEIS than non-DEIS schools (see figu#).
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Figure 5.9  Analysis of Family Satisfaction Ratingen Accordance with School

Low Family Satisfaction Rating -
DEIS vs Non-DEIS (n=319)
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The data indicates that almost 1 in 5 students EiSDschools rated their family
satisfaction rating as low in contrast to 1 in ddsints in non-DEIS schools. The
student survey data indicates that where the afeectomain of the primary care
location (home/family) is disrupted, the secondeaye relations provided by the
school are significant in supporting the young pers The data indicated that the
percentage of students that expressddve satisfaction rating for their family life
were twice as likely to trust and seek support floteacher than those with a high
satisfaction with their family units. This was dissed by the student focus group, one

female student explained:

“I think for those students having a hard time &t home, that they would
go to a teacher if they trusted the teacher. | khtimough, it's still a really
hard thing to do, like going to a teacher and tedlthem your problems and
then seeing them the next day in class. But there@me teachers that make
themselves available and you know they’'d help yduYou just know they
care”

(Female student (DEIS,) Focus Group)
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Another significant finding in relation to the sa@s the correlation between students
who had a low family satisfaction rating and tHeslihood of self-harm. While the
data indicates that self-harm features among studests who have a high or mostly
high satisfaction rating with their family unit3his likelihood increases as the rate of
satisfaction with the family/family life decreasemdeed, 4% of students that were
extremely dissatisfied with their family life wefiee times more likely to self-harm

than those who were satisfied with their familg I{see figure 5.10).

Figure 5.10 Students Satisfaction with Family Lifeand Self-harm

Student Satisfaction with Family Life and
Self-Harm (n=319)
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Regarding this statistic, one female student regthtkat this was unsurprising. She

said:
“That makes sense because if you don’t have yonityawhat do you have?”
(Female Student (non-DEIS))
5.4 The Relationship Between Compromised Primary Ga Locations and

Suicidal Ideation
McDaid (2017, p.14) indicates that low levels afigbsupport from family and friends
result in an increased risk of suicidal behaviotereas high levels of social support
act as a protective factor. The research studysiat on whether there was a

correlation between lower satisfaction ratings wiitle primary care setting and
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suicidal ideation. The crosstabulation of the oegfents’ satisfaction with family life

and suicidal ideation demonstrated that suicidaatidn was three times more
common in students with a low family satisfactiatimg than those who rated their
home-life highly (see figure 5.11). In relationttee importance of the primary care

location as a protective factor for students. Siraroented:

“Well the ‘My World Survey’ [published in 2013] ta& about the importance
of the one good adult but sure if you don’'t haygoad adult at home, that’s
a huge problem because students spend 9am to 4@nohe hundred and

sixty-seven days a year but the rest of the tirag #ne at home. They are
pretty snookered if they have a negative homalitka lack of support”.

(Teacher, Focus Group Two)

The researcher recognises that young people witlredsion may be more inclined to
express negativity about elements of their livetuiding their family unit. The casual
relationship between students’ dissatisfaction whtsir family unit and mental health

issues could be an area for further study.

Figure 5.11  Student Satisfaction with Family Life ad Suicidal Ideation
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=313 [non—respondents=6])
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Following on from the contagion identified in retat to self-harm, the issue of suicidal
ideation was explored. In this regard, almost 2#%e students that outlined that they
had experienced suicidal ideation also indicatatlttrey knew of someone who had died
by suicide. It is important to note that of thageo did not know someone who died by
suicide 19% reported having suicidal ideation (Bgere 5.12). The limited variation

between these figures does not support the phermnd@ra suicide contagion in relation

to this sample. It does however highlight thatiisele of suicidal ideation is an existential

challenge among the adolescent population sampled.

Figure 5.12  Suicidal Ideation and Knowledge of Soneme Who Died by Suicide

Knowledge of Death by Suicide (n = 319)
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These statistics highlight the need for approptictming for all teachers in this area
and the need for appropriate therapeutic coungetiervices at post-primary level.

This dearth of services is discussed in section 5.8

5.5 Schools as Secondary Care Locations Transitiorg to a Mental

Health and Wellbeing Promotion Model.
The post-primary school transitioning to a secondare location for mental health
and wellbeing promotion and support requires stmattsupports. Therefore, post-
primary schools are required to establish a StuS8epport Team under the National

Educational Psychological Service (NERS)ntinuum of Care{2007). The role and
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function of a SST centres on directing the idecdifion and application of internal
(school-based) supports, the coordination of imethnd out-of-school supports; the
briefing of staff on new policies and proceduresl @upporting management in
developing and reviewing student support policied atructures. Student support
teams have been established across the eight saomglels. Principals, teachers and
CGCs outlined the critical role of the SST in suping students in the school. One

career guidance counsellor captured the sentimehid comment:

“The SST meeting is where information is shared anplan to support
student is formulated. It is a critical space wheolutions are found and
decisions to refer are made. It really is essdra&gin at second level there
are so many needs in relation to examinationstbe#t.you have to have that
slot in the week where care is made a priority”

(Female CGC, non-DEIS)

Some of the parents/guardians sampled indicated dhareness of the SST. The
parents/guardians awareness was greater in caggs Wieir child had experienced
the SST. One Parent captured the positives of an@pproach when she said,

“In schools now with care teams, counsellors andtpeal care support, it's
now ok not to be ok and it's not seen as it was cttunsellor is just part of
the team now and part of the school. I think thatbnderful for any student
to know that there is always someone to talk to lamalve seen it in the last
four years [with my child]”.

(Mother, (DEIS) Focus Group)

However, in relation to student awareness of th&,3Be data indicated that a
significant majority were unaware of the SST. Whiie student survey data indicated
that 64% of students would be open to seeking stifqmon a willing teacher, if they
had a problem or concern, but only 27% of the samgre aware of the SST. This is
represented in figure 5.13
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Figure 5.13 Student Samples’ Awareness of Studentufport Team and

Willingness to Seek Support from a Teacher

Awareness of Student Support Team (n=319)
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The awareness of the SST was also low among thbeengre willing to speak to a
teacher about an issue or a concern. Of the 368tudénts that indicated they were
not willing to seek support from a teacher, 85% it realise that their school had a
designated Student Support Team. At the studensfgroup, (n=27), 50% indicated
that they would be willing to seek support fromeadher if they had a problem.
Notably, only half of the eight schools represerdaethe student focus group (equal
mix of DEIS and non-DEIS) were aware of their sdlso8ST. A discussion ensued
where the researcher asked the students if pethapSST was known by another
name such as the pastoral care team but the ssudequestion indicated that they did
not know of any team which existed in their schaibh the role of supporting students.
One student stated,

“We were never told that our school had this tealhsounds like a really

good idea. But it’s the first | have heard of it.”

(Female student (DEIS,) Focus Group)

The lack of student awareness of the SST acrossctiwls is significant if a culture

of help seeking behaviour is to be nurtured. Tureant lack of awareness may reduce
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the number of students coming forward for supptntieed, the students in the focus
group argued that more students would seek assestard support in schools if they

knew about the SST. One student explained:

“I think this message needs to be made known asitld make a great
difference to students in that boat. To just kmdvere to go and that these
people are the people you can go to”

(Male student (DEIS,) Focus Group)

It was a significant finding that principals andd¢gers referred to the SST as a support
to the students. However, it was notable that ofdiie children were unaware of the
support structure. It appears that the suppaedasher initiated based on teachers’
observations and parental disclosures rather tiigest- initiated ones. This suggests
a significant risk in that a significant numberadfrisk students in the sample did not
engage in help-seeking behaviour. Equally, thetiizdive data in figure 5.14 which
indicates that all students reporting a low satiséa rating with their family life did
not know that their school had a SST.

Figure 5.14 Student Satisfaction with Family Life ad Awareness of

School/Student Support Team

Student Satisfaction with Family Life and
Awareness of SST (n=319)

100% T

90% +

80% +

70% +

60%

50% +

Not aware of SST

0% }

30% T

Number of Respondents

20% T

10% 1

0% -

High/Mostly Content Sometimes Content Rarely/Never Content

Student Response

183



This finding is significant as the lack of studemwtareness regarding the SST may
restrict or decrease the scale of students sediatyyg within the secondary care
environment (school). This is a critical issue ethmneeds to be addressed if the sample
schools are to fully realise the potential of tf&TS The findings are also significant
when considered in conjunction with students’ diBimation to seek adult help which
is one the major risk factors associated with Batin and suicidal ideation. One

career guidance counsellor commented:

“A lot of the students who really need help andmupdon’t ask or come to
us. It's often a teacher that picks up on stuffadParent who contacts the
school or is contacted by the school regarding eons. We do have the ones
that come to you with every little thing in theuds, but they are not the ones
| worry about. | worry about the quiet ones thatg the head down in class
and go under the radar”.

(Female career guidance counsellor, DEIS context)

An interesting dimension to the lack of help segKkaehaviour illustrated across the
student population was the student data which atdathat a significant percentage
of them felt they did not have a voice in theimestive schools. This is a significant
finding and one which will need to be addressedsscthe ETB scheme. The next

section explores the findings in relation to studemce.

5.6 The Role of Student Voice in Creating a Scho&nvironment
Conducive to Mental Health Promotion and Wellbeing

The study recognises the emerging body of work wargues the need for meaningful
opportunities to elicit, listen to and hear studenite. In 1992 Ireland adopted the
United Nations Convention on the Rights of the @{uIN, 1989) which resulted in an
increasing awareness of the importance of studeigevn policy formation. The
convention requires that policy development reflebe rights of children and young
people by consulting with them particularly in teda to educational matters (UN,
2003). This aim is particularly reflected tine National Strategy on Children and
Young People’s Participation in Decision Making 362020(DCYA, 2015). Student

voice in relation policy encourages a collaboratpproach to policy development
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and is encouraged in tiehools for Health in Ireland documég013) andhe framework
for Junior Cycle(2015) andhe Junior Cycle Wellbeing Guidelin€017).

Flynn (2019) argues the need for student voiceetsupported in a meaningful way. She
cautions that as adults we can view children aradr tbircumstances from an adult
perspective, and this can lead to the exclusi@tuafents. Noddings (2005) also supports
the student voice as a mechanism to accuratelyesgpstudent needs rather than
overreliance on adult perspectives. Cassidy (2p18,6) argues that the Aristotelian
notion of potential and preparation for the wayshef adult world creates déficit view

of children’. She argues that this deficit view impacts orcational provision and student
autonomy,‘It situates children in positions where they hdweited voice, power and
influence and this is significant when speaking wubchildren’s wellbeing’. This is
supported by Anderson and Graham (2016) illustratemt adolescents expressed
disappointment regarding their lack of power in thrganisation and running of the
schools they attended.This research study expligdents’ experiences in relation to
student voice in the sample schools. The survkgdas the student body felt they had a
voice in their school. 51% responded positivelylioutg that they felt their school
afforded them a voice (see figure 5.15).

Figure 5.15 Student Voice and Supportive School Eimonment
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The correlation between schools as effective ggttior mental health supports and
the meaningful elicitation of student voice aredewit when the responses of two
separate survey questions are crosstabulatedigsee 5.16). Of those who felt that

the students in their school do have a voice reggrthe promotion of mental health

issues 51% feel that the school does support themtal health and 39% felt it

sometimes supported their mental health. Thistiiaies that those who felt supported
in schools were more likely to report feeling theyg a voice. Just over 9% of students
who agreed that they had a voice in school felt thental health was unsupported in
contrast to 25% of students who felt they had noevn school. The data suggests
that student voice is related to the level of supgimdents feel in their schools. It also
indicates that almost half of all students (15%) tieey did not have a voice in their

schools which is significant, give that all schowighe sample have an established
Students’ Council (SC) and run elections annuallysuggests that not all students
engage in this process or feel this process ithem. This arose in the student focus
group session where students indicated that matheafame students were interested
in running for the Student Council annually and evererefore elected and reelected

over and over.

Figure 5.16 Student Voice and School Support- Brealown
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Flynn (2017, p. 5-7) highlights that students atpegts on their own experiences of
learning and that teachers should be offered CPidpport and promote a culture of
listening to students. He also argues that stgdenist be empowered to develop and
use their voice in schools. He argues that schoetd to engage iratthentic
listening’ to ascertain the needs and desires of studentseapdnd appropriately to
them.

5.7 Inadequate In-school Counselling Supports foihie ‘Some’ and ‘Few’

and the Consequences for Help-seeking Behaviour

‘Help seeking is a process of translating the veeysonal domain of Psychological
distress to the interpersonal domain of seeking’hel
Rickwood, Deanet al. (2005, p. 13)

This research study found that the reluctance ahggeople to seek help for mental
health and wellbeing related issues was a sigmifibarrier. One student explained

the reluctance by some students to seek help moscBhe remarked:

“It's really hard to talk to a teacher or the careguidance counsellor when
you see them every day and you'd be afraid that tireuld tell the other
teachers what you said”

(Female student, DEIS)

The challenge the students raised in terms ofdheet guidance counsellor engaging
in the teaching of other subjects has been raisedqusly by the Irish Association
for Counselling and Psychotherapy (2019), the Assion argue the need for an
independent therapeutic counselling service at-postary level. The benefit of a
dedicated and comprehensive professional theraypsartrice is supported by research
indicates that adolescence igaak’ period for mental health disorders, yet there is
not a corresponding rate of help-seeking behavieee Slade, Johnstet al. 2007;
Mauerhofer, Berchtolet al 2009). Researchers have found that young peepte

to under-report more serious mental health isfoesstance Dooley and Fitzgerald
(2013) found that 20% of young adults and 10% olegtents that report significant

problems, warranting professional intervention, it seek it. The My World Survey
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(2013) outlined correlation between not seeking laald negative outcomes in relation
to serious mental health issues. That researdbates that almost 66% of young
people discussed their problems with another peasainthis practice was associated
with lower mental distress and increased feelingasitive wellbeing. Conversely, it

found that suicidal ideation, self-harm and suiatlempts were higher in those that
did not seek help or disclose their problems.

A significant factor which was identified as poiaily reducing help seeking
behaviour from students was access to in-scho@ecaguidance services. Reilly
(2011) argues the critical role of career guidaogensellor in the lives of young
people who are experiencing increasing rates oftahdmealth issues including
depression, self-harm, neglect and anxiety. HayesMorgan (2011) illustrate that
the Irish career guidance counselling system anaalgam of the US approach to post-
primary support which focuses on therapeutic calingeand the European approach
which focuses on career guidance alone. They aitgatethe role and function of
CGCs inIreland has become much greater than cguégance but includes emotional
support in relation to the student and their famitlgumstances. The career guidance
counsellor focus group argued that their abilitystpport student was reduced when
their hours were redirected from in-quota to extquaunder the current system the
level of guidance/counselling provision is at theccetion of the Principal. While it
can be argued that this does not preclude prireipain maintaining guidance hours
at pre-austerity levels, it has altered the stafggiidance counselling provision. The
CGCs made the point that the provision of counsgliservices was therefore
dependent on the Principal seeing the value optbeision. The CGCs argue that
while many principals saw the need and value, stlvggre more concerned with
measurable performance indicators in line withrttegket model. This ensured that
many of the career guidance counsellors sampled twaetabled for career guidance
rather than counselling which had implications $tmdents. One career guidance

counsellor stated:

“In our school context we need Leaving Certifica@nts and high-status
progressions. So, my hours are steered towardsiagvstudent on college
pathways rather than delivering support for so@ab emotional issues”

(Career guidance counsellor non-DEIS)

188



The data gathered from principals, teachers and i@adicates that the supports
available to the sample schools are insufficientdaling with students at risk. The
principals’ arguments about the lack of supportstifi@ir schools in relation to the
some and few categories was reiterated by the CGCs’ focus grodnen the
participants explained that the cuts to their hanirschools had placed a pressure on
the middle (school supports for some) section efabntinuum of care outlined the
HPS Framework (1995pr mental health promotion. One career guidameesellor
reported having been cut from 22 hours to 4 hoarser guidance counsellor per week
for the entire school population. She explainet #he had to cut or reduce support
for some students, and this caused a backlashdoone parents. She commented:

“I was savaged at a PTM that year because | couldive time to certain

students in need [the first year of the cuts toeearguidance counsellor

hours] they [parents] went through me for a shottcuwas doing my best”.
(Female career guidance counsellor, (non-DEIS) Vohiary

Secondary School, Focus Group)

She offered an example to create a sense of wivasitike for her when the cuts came

in her career guidance counselling hours.

“I remember a child stuck to the basin of the tbidawling and the bell went,
and | had double Leaving Certificate [Higher LevEhglish next. | was torn

thinking oh Jesus what am | going to do”.
(Ibid)

The career guidance counsellor focus group argo@dthe presence of a guidance
counsellor created the opportunity for studentaltoto someone about their problems
and concerns and that reducing the CG hours didneatn the student need was

lessened. One career guidance counsellor remarked:
“... the kids aren’t coming because there is notghme physical presence

so there is a loss. The ring-fencing ensured tippsrt was always there”.

(Female career guidance counsellor, Focus Group)
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Equally, many of the principals noted the needafoounsellor within their schools. There
noted a need for counselling and career guidandehat both were needed but that they
often were entirely separate functions. In essetiee role and function of the career
guidance counsellor is one which highlights thdidifties in trying to respond to both
educational paradigms (see figure 2.1) at onceelation to the need for a staff member
to fulfil the therapeutic role within schools, oRencipal remarked:

“I would see the cuts to guidance and counsellimgirs as child protection
[issue] as that's another person that can’t be théo help, another stream of
issues on my table, am | qualified to deal withséthessues, no. The Principal
who is not qualified ends up trying to deal withthht as well and its becomes
firefighting by right it's the guidance counsellsinould be dealing with that”.
(Principal DEIS)

This research study explored help-seeking behavndine sample in relation to self-harm
and suicidal ideation. The students were askétey had engaged or were engaging in
self-harm. It is significant that of the almost 1@P&t indicated their engagement with

practices of self-harm, figure 5.18 indicates th&% had not confided in anyone about
the issue.

Figure 5.17 Students Engaged in Self-harm Practicesd Confiding

Self-Harm and Confiding in Others (n = 49)

@ Do not confide
@ Do confide

190



Interestingly, the student focus group also indida reluctance to speak about self-
harm practices. In fact, the room fell silent whia topic was explored, suggesting
that there is a stigma attached to such practicddlaat students speaking about the
issue might suggest they engage in the practi¢e students did, however, indicate
that they were not surprised that 15% of the sttedsarveyed reported engagement
with self-harm. This indicates that the survey rhaye been their first and only time

indicating their self-harm issue to a third parfihis lack of help-seeking behaviour

and underreporting of self-harm, among the santpleelates with previous research

findings which argue that an unreported or unseeberg effecexists in relation to

self-harm.

“I think the figure is high, but I'm not surpriset all by it. | don’t self-harm,
but | do know of people in school that do or themeimours that they do”.
(Male student, non- DEIS context)

When the entire focus group were asked if they ghbthe self-harm figure of 15%
was higher than they would expect, all studentsgumeindicated that they thought it
sounded about right to them that approximatelyiorseven students were engaged in

self-harm practices.

The National Suicide Research Foundation (2018ratd that adolescent self-harm
rates in Ireland are increasing with one in ev&¥ dirls aged between 15-19 engaging
in self-harm in 2018. In 2018, the male rate of-eafm among 10-24-year-olds
increased by 8%, worryingly, these figures are io@uf to hospital presentations. The
iceberg metaphor illustrates that the cases of seegported self-harm are a fraction
of the actual figure. The CGCs were aware of teberg effect of self-harm in their
schools. All CGCs agreed that this phenomenon avasncern in their schools
irrespective of socioeconomic profile. One cargaidance counsellor made the

following comment:
“What we have is the tip of the iceberg, so puttengcareer guidance

counsellor there is shedding a light on the issog asking the questions”

(Female career guidance counsellor, (non-DEIS) FosuGroup)
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The need for a therapeutic counsellor in schooladdress students’ needs at the
‘some’ category was outlined by stakeholders. piihcipals stated that there were
not enough meaningful support structures in thehosls to properly and fully
implement mental health promotion in the way whiody would like. All principals
indicated that they had attempted to engage outsjgacies in line withthe HPS
Framework (1995) The DEIS principals explained that the suppavtslable to them
were deficient for reasons such as distance, tinieavailability. This view was

shared by non-DEIS principals as well, one added:

“We are not adequately funded, we use Jigsaw, lieitidcal office is gone
from our area so now the kids have to travel artdrothe ones that really
need it don’t have the parents to support themetatigere. So, they used to
just go themselves. The guidance hours are inegefsnce austerity] but

not enough”.
(Principal, non- DEIS)

The need for more in school support was highlightganany principals throughout
data collection. One such Principal highlighted kavel of therapeutic supports his

students needed on a regular basis. He stated:

“We have doubled the counselling, we have gottamselling outside of
school and we engage with Pieta House then anthalbther agencies one

has to engage with...”
(Principal, DEIS)

This argument for an appropriate therapeutic schaskd service has also been made
by the Irish Association for Counselling and Psybeoapy (IACP). In 2019, IACP
called on the government to prioritise mental Heakrvices, they cite that seventy
children/adolescents of school-going age died kgidel in 2017 and that mental
health services at post-primary be expanded toudeclschool-based therapeutic
counselling. Molloy (2019) argues that any mentahlth strategy should have a
school-based therapeutic counselling service aMailéo post-primary students in
need of support. Additionally, the iceberg effeathin the context of schools

transitioning to the affective domain, highlightetneed for school personnel to be
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trained to spot the signs of self-harm. It alsscps an onus on students who feel they
do not have a confidant, to find this support witkhe provisions of the schooling
system. This reaffirms the importance of the Stad&upport Team in the lives of
students in need of in-school supports for mentdlth and wellbeing issues.
Richardson, Bergiet al (2005, p.163) argue the importance of the roleeathers in
self-harm and suicide prevention. They argue tbathers, in regular contact with
students, are in a position to recognise studentisia They suggest that students
presenting with a combination of low self-esteese]ihg or perceptions of failure and
low mood should be referred for clinical assessméralso demonstrates the need for
schools to be proactively seeking to support sttedeto may bet risk rather than

relying on the student to engage in help-seekifgabeur.

5.8 The Dearth of Capacity within Mental Health Sevices to Cater for
School Referrals for the'Few’
The lack of outside mental health services andappi support school referral was
a significant finding. It contributed to the pressfelt by many principals, CGCs and
teachers as on one hand they were tasked withrayest increasing culture of help
seeking behaviour, but they were aware of the tddervices for students who may
come forward. Figures released in September 201Bet local radio station in the
region indicate that 564 children and young peapéeawaiting an appointment with
CAMHS in the region. The attitudes and experienoéssome respondents
demonstrated the pressure and stress and senskpleSbness that a lack of resources
caused. Many principals, career guidance counsedliod teachers argued that there
were inadequate supports across all schools,ddests presenting in thgome’and
‘few categories ofthe HPS Framework (19950ne DEIS Principal stated:

“There is a lot of promotional stuff [surface ley@bmotion of mental health]
going on but to actually look after people wherytaee in crisis after is where
| feel the catch comes in. A lot of the work ihasits is promotional rather
than coalface working, in the form of therapeuteigselling, small group or
one-to-one support, with people”

(Principal, DEIS)
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All DEIS principals indicated that the mental haadind wellbeing supports available
to them were insufficient to meet demand. DEISig@gals in particular argued that
the additional complexities of supporting a higtegio of students in theomeandfew
categories. The DEIS principals were vehement tathaulack of supports for their
at-risk students and the binary health system ofipand private provision. They
outlined that the majority of their students didt m@ave access to private medical
insurance and private mental health servicesiealth Insurance Authority Report
(2016) indicates that the cost of healthcare ifair@ is the fourth highest in the EU
and 51% of young people have reported mental hesakhcosts as a barrier for them
in seeking services. They also indicate that 45%etand’s population or 2.15 million
people have private health insurance with a conth8&5 billion paid in premiums

annually. One Principal of a DEIS school commented

“There is sporadic funding for campaigns and guide$ but it's not
guidelines that schools need, schools need thadiabresources or the staff
capacity to deal with issues. A lot of these kidge inadequate support at
home and are reliant on the public health servaresipport with their very
serious mental issues. What is lamentable abattisithat we, as a school,
actually know the ones that need the help”

(Principal, DEIS)

One Principal argued that his school’s efforts ¢hi@ve an open culture of talking
about mental health and wellbeing issues, had be@double-edged sword because
the school personnel were inundated with issuesdighdhot have the appropriate
support from the Department of Education and Skiss comment was supported by
a career guidance counsellor who argued that tagtdef resources to implemehe
HPS Framework (1995 schools resulted in teachers going over and eliweir role

to support the students’ mental health. She stated:

“I think there is amazing work being done in classms, like counselling
with a small ‘c’ and caring. Itis amazing, thetders are so nurturing, they
are not therapists but really they are”

(Female career guidance counsellor, focus group One
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He explained that he had prioritised mental hgatdmotion in his school as p#re
HPS Framework (1995)put that he was not adequately supported by &8 Or the
Department of Health. He argued that the mentaltingupport organisation external
to the school were operating in silos which maderbie extremely frustrating. He
outlined that, in the absence of a capable Pdnerdnd relevant school personnel, had
become thede facto case-holder for the students regarding referralutside
agencies. DEIS principals outlined that in sugbwnstances where parent(s) were
not able or willing to co-ordinate referrals, trgahation emerged. The triangulation
between parents, school and stakeholders was bega@nsignificant task, particularly
in the DEIS context, which accrued no additionkdction.

“We have a good talking culture in our school, inth sometimes it's too much,
we feel there is too much stuff coming for thasoem the downside of that is the
huge amount of time then gone into that”

(Principal, DEIS)

Each Principal expressed a desire to have greaksrwith outside agencies and to host a
qualified professional from NEPS in their schoolaoregular basis. Reliance on NEPS
was more frequent among DEIS schools and non-D&i8ds catering for a significant
number of students from a lower socioeconomic [@ofiOverall, five of the principals
reported engaging NEPS approximately four timesualiypn The Principal of Baile an
Droichead Community College (DEIS-urban) had mgn#rigagement and the Principal
of Newtown Community College (DEIS-urban) reporteekkly contact. It is significant
that Newtown Community College has the lowest eneuit figures at just 64 students

and yet the highest level of engagement with NEBSe such DEIS Principal stated,

“Take NEPS for example who we would rely on sigaiitly here. The amount

of time they have for each individual school isisgule. Like we would need

someone from NEPS here, and this is a minimum l@Melast one day per week”
(Principal, DEIS)

Another Principal cited his frustrations in dealwgh CAMHS. In relation to linking

with outside support agencies, another Principaduated a case where they had to play
‘hard-ball’ with CAMHS in order to ensure that one of his stud would get appropriate
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support. He detailed his decision to create ampiai which he felt would result in the

action he and his SST felt was needed. He stated:

“I had a situation, about two years ago, where &eavas closed, a madness
decision. If | asked you for a textbook exampla odse not to be closed this is
it. | wrote a letter to an employee of CAMHS amdhe last line | wrote ‘I am
now telling you that this child will commit suicidead | will be blaming you
personally as being responsible for it. In thedgtl had asked for a case
conference, the letter went in and I'd say by tlextnday everything was
organised, the case was open again, and everyfiwadiad identified] was
done and sorted out. The lady [recipient of ttitekd said to me after that it
was a very abrupt line to put in the letter, butold her | wouldn't be
apologising as | had to do her job for her. Imagimanding me a letter
saying case closed and there’s a ticking time bdovien below [points to the
main body of the school where classrooms are], eedad support. It is
amazing when you put in a letter suddenly it becars#uation where they
were acknowledging oh, she does need this, andsgeneed that”
(Principal, DEIS)

The dearth of mental health services for studertiggh risk was highlighted by DEIS
principals. A national news report in relationlyear-old girl being admitted to the
acute mental health unit of Waterford Regional H@a$poincided with the date of one

Principal’s interview. It prompted him to raisetissue during the interview. He said:

“It was on the news this morning where there adskuvaiting in A&E for 23
hours to end up in an adult psychiatric ward whaeré should be age
appropriate adolescent distress centres. ConoraCkisvas on television last
night talking about the needs for units where yan jtist go in and there are
wellbeing units that are away from other extremeatalehealth issues, where
adults are in a secure ward in a hospital, gointpithat ward is a bit scary,
we don’'t have an appropriate service at all wheoaines to younger people
and adolescents”.
(Principal, DEIS)
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He went on to detail his frustrations with the se#g for young people in crisis and at
risk of suicide. He stated:

“There is an adult psychiatric service and an A&Enace but when a young
person presents, especially out of hours, mosthefgroblems, most of
suicides happen on a Saturday. There should bece pvhere on a Saturday
or a Sunday where people can go in a crisis, othan an A&E where you
get lumped in and at the back of the queue wity dithers who need some
stitching from the local hurling match or whatewrd then you need a child
psychiatrist to look after a child not someone whdoing a locum [service]
and covering A&E for the day...”
(Ibid)

The researcher noted that the interviewee was sackas he spoke and asked if he
was referring to a situation he had encountere®rawipal? He gave a detailed
account of his experiences of assisting a studdmt was at risk of suicide. He

explained:

“It was mid-week and | was in A&E [with a studefdft year and A&E were
doing their best, but they just weren't equippeddavhat they were supposed
to be doing and then in a complete quandary abalmiding a student,
because admitting an adolescent into a psychiatmicfor adults isn’t a good
outcome either”.
(Ibid)
He was asked if that is what happened and silemttided yes. He was asked if the

parents/guardians were there?

“No, they were uncontactable, so | was there witlbtaer member of staff’.
(Ibid)

He was asked if he had voiced a concern that tidest was admitted to an adult

psychiatric ward?
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“l voiced concerns that they [the student] wereb&ing admitted when |
thought they really needed to be admitted. Thad thia best show in town
because | thought there was an imminent dangeeafhdby suicide, if the
person was left out again, and the person stayamhaiderable length of time
in hospital so that turned out to the fairly acctgd think. But it was a
balance right up to the end, to the time they veglmitted, as to whether they
were going to be admitted at all’.
(Ibid)
He was asked if the student later returned to dcmbhe replied:

“They [he/she] are finished school now and madeibugh which was an
achievement for them”.
(Ibid)

Again, this comment indicates that variety of tym#sachievements in the DEIS
context outside of college progression rates aldme Principal’s comment highlights
the need for the recognition of the conceptditance travelled'in relation to the
achievements and progress of many students. Thgmeion of thedistance travelled
by the student would enable the system to celebratesuccesses rather than focusing
entirely on their performance in the points race progression to a HEI. This would
greatly enhance the schools’ ability to apply the HPS Framework (1995h a
meaningful way and enhance the school’s abilityraosition to a setting for mental

health and wellbeing promotion at post-primary leve

5.9 Conclusion

The chapter highlights that despite a gbiits Frameworkhe post-primary schooling
system has limited in-school supports for studentbe ‘somé and ‘few’ categories
identified inthe HPS Framework2015). This chapter builds on chapter four which
details trends of stratification and segregatiostatients from lower socioeconomic
profiles and young people with a SEN, within thenpetitive outcomes-based product
system of education. The data illustrates that BEthools in the sample are
experiencing greater challenges in this regarth@percentage of their students in the
‘some’and‘few’ categories are higher in comparison to the nonS>éthools in the

sample. The student data indicates that the DEtSads sampled are catering for a
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greater number of students presenting with selfrhand suicidal ideation. The
recognition of social determinants, as factors antal health and wellbeing decline,
suggests that a higher percentage of studefdsadvantagedschools (DEIS) would
present with or be at risk of mental health andllveghg issues. The research data
presented in this chapter supports this arguménérgues that the Department of
Education and Skills and the Department of Heaklednto provide greater co-
ordinated services for students in tekeme’ and‘few’ categories. The ideal setting
for these supports would be within the post-primsgigool as this is in keeping with
the HPS Framework (1995).

The chapter explores the reasons for the highes rat students presenting in the
‘somé and few’ category in DEIS schools by employing the affextiimension of
equality outlined by Baker, Lynatt al (2004; 2009). This is achieved by exploring
the impact of the primary care location on studernftle chapter explores students’
attitudes to, and experiences of, their primaryedacations and demonstrates a
correlation between a compromised primary caretimecand a greater level of mental
health issues. The data also suggests that DEt®Isccater for a greater level of such
students in comparison to non-DEIS schools in #e@e. Further analysis of data
from the sample illustrates a correlation betwesmm@romised primary care locations
and sampled students’ likelihood to report engagenmeself-harm and /or suicidal
ideation. This has repercussions for DEIS schaslthey are not in receipt of extra
resources to deal with the intensification of memealth and wellbeing related
challenges. The existence of a binary healthgestes, of public and private patients,
must be considered in this regard, given the faat DEIS designation is partially

calculated on the percentage of students with raédards.

The data presented in this chapter supports thereegt that a meaningful mental
health and wellbeing promotion model at post-pryriavel, will only be achieved if
the context of schooling is considered. It dem@tss the need for adequate resources
for students presenting in theome’ and‘few’ categories of the HPS model. The
chapter argues that schools are not resourced atddgo make the transition to a
settings-base for mental health and wellbeingiea Withthe HPS Frameworil995).
This has the potential to ensure that the intestiohvarious policies, such as the

Health Promoting Schools Framewoi2013) and theJunior Cycle Wellbeing
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Guidelineg(2017) and may result in the effects of such pedibeing contrary to what
was intended. The challenges for DEIS schoolglation to the scale and intensity
of students’ mental health and wellbeing issues tired demonstrated dearth of
services, is compounded by the terminal Leavingtif@ate assessment and the
marketised school system. Chapter six examinesirtigact of a high-stakes
assessment process which converts grades to pdinds allow students to be ranked
in order of merit for progression. The gatekeepialg of this assessment is an
instrumental component of economic reproductionher&fore, the impact of the
Leaving Certificate assessment cannot be undera®dmn terms of its contribution
to school culture. The next chapter therefore @gsl the stakeholders’ attitudes and
experiences of the product system of educationdisitusses the influence of this
gatekeeping terminal assessment on the abilitypst-primary schools to transition to

a settings-base for mental health and wellbeinghptmn.
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Chapter Six

The Impact of a Performance-orientated Product Sygm on the Context of

Mental Health and Wellbeing at Post-primary Level

6.0 Introduction

This chapter explores the impact of the productehofleducation on the operational
context of schools and their ability to promote maérhealth and wellbeing in a

meaningful way. The author builds on the argumpregsented in chapter four argued
that the competitive nature of the Irish post-priyneducation system and the role of
the Leaving Certificate examination and points eystin selection for third level

progression has created an inherited and nurtueadesof competition for young

people from middle-class or upwardly mobile workiigss backgrounds. The
chapter argues that the Leaving Certificate a major influence on the internal
happenings in schools around teaching and learmdgdiscusses the central points
which emerged from the sampled stakeholder. Theidgsons are underpinned by the
following observations and experiences noted bystiaeholders: the impact of a
performance-based product model of final assesstheaving Certificate) on student

wellbeing; the pressure felt by the majority ofketfaolders to ensure prestigious
progression pathways for students; the initial getions of the stakeholders in
relation to Junior Cycle reform; the impact of ffreduct model of education on non-

examination subjects and skills development.

The chapter supports Lynch (2016) when she arghas the market model of
education recalibrates the measure of successdsurable outcomes such as points
and college progression rates. An increase imtieasity of parentocracy among the
middle-class is arguably an effort by middle-clpasents/guardians to maintain their
social status through educational achievement eogr@ssion (see Ball 1994; Crozier
2000; Lareau 2000; Reay 1998). Indeed, the bdineft the majority of
parents/guardians and society in general had deedla view that points and third
level progression was the main function of educati@s outlined by many of the
principals in their interviews, irrespective of vther they were DEIS or non-DEIS

schools. One Principal captured this perspectivenshe said,
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“It's all points, points, points. It's all studwtudy, study”.
(Principal, DEIS)

The author explores the points raised by the stalehs and argues that the post-
primary education system is generally overly foduse product model over a praxis
model which can engage or disengage the learnémsmplications for mental health
and wellbeing. Lareau (2000, p.151) suggests thattajority of young people
conform to the expectations of their parents; hawethe opposite can also be the
case. Some young people can become demotivateshgdiged by the competitive
nature of the education system which devalues #whiicational efforts by ranking
their performance against their peers in the coitipetfor points. McCoy, Byrnet

al. (2019, p. iii) indicate this phenomenon in reaatito the lowering of points for
ordinary level grades and LCVP. They argue thist défffected students in terms of
their ‘motivation andengagement andcademic self-image’ Additionally, Smyth,
Bankset al. (2011) indicate a strong correlation between negahteractions with
teachers and early school leaving. In this regaedrate of inactive NEETS in Ireland
(see figure 2.2) is noteworthy, given that 33%hafse were early school leavers. This
chapter considers the findings from stakeholdemspéed, in relation to the impact of
the current competitive, performance-based systepost-primary assessment. It
explores the influence of the gatekeeping Leaviegificate assessment on the post-
primary school's capacity to care for its studeasl transition meaningfully to a

mental health and wellbeing promotion model.

6.1 The Impact of the Performance-based Leaving Cgficate

Examination on Student Mental Health and Wellbeing
In the context othe HPS Framework (1995%ignificant importance is attached to the
provision of universal mental health supports fog ‘all’ category of students (see
figure 2.3). This provision comprises of creatingwhole school environment
conducive to wellbeing and the provision of mehilth and wellbeing education in
the form of knowledge, attitudes and behaviours. créical component of this
provision is the Characteristic Spirit of the schd®outter, Gilmoreet al. (2011)
outline that the Characteristic Spirit of a schisainderpinned by the School Mission

Statement. They argue that school Mission Statesnesually are cognisant of the
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importance of the holistic development of studemis the development of the human
character and spirit for the greater good. Howethety argue that often the enactment
of this mission is typically insufficiently explade The mission statements of each
school were explored in the course of the dat&ctiin process. The principals spoke
of their school’s mission in terms of the developinef the students. The principals
acknowledged the significant role of post-primagyeation in educating students for
life’s tribulations. One Principal of a DEIS schamaptured the sentiments of all
principals regarding the necessity for the develepnof student social and emotional
skills in tandem with performance-driven acadeniclies. In response to a question

regarding the function of education she responded:

“Preparing you for life and obviously getting anwezhtion but there are two
strands, getting an education and education fex, ib deal with life that isn't,
not necessarily English, Irish or Maths but copugh different things such
as life stresses and worries, dealing with peoplé managing things, it's a
whole way of life”
(Principal, DEIS)
The male and female teachers expressed a simgar kegarding the function of

education. One stated:

“It is preparing kids for adult life and being abte fit in socially and all that.
We are trying to provide a wide, broad educatiomtw students”.
(Male teacher (DEIS), Focus Group Two)

The parents focus group also considered this qureatid drew from a holistic sense

of the function of education in their commenta@@ne mother stated,

“Well, you want your child to be well-adjusted, @dient and able to care for
themselves and others. For me, | want my kids taribute to their
community and society and to be comfortable fir@hciand happy as
adults”

(Mother (non-DEIS)
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This statement met with widespread agreement fdren Rarents’ Focus Group,
meanwhile the Student Focus Group considered the saestion. One male student

stated the following to the satisfaction of theugyo

“You want to learn how to be independent, how t@blke to stand on your

own two feet and be able to live as an adult. Want to be given the skills

to [pause], to live your best life, as they say!”

(Male Student (non-DEIS)

However, it was widely recognised by the stakehasldieat one of the challenges to
realising the mission of schools was the mode séssmment used rather than the
curriculum itself. For instance, all principalsérnviewed indicated dissatisfaction
with the current Senior Cycle model of educationiclvhculminates in a terminal
Leaving Certificate examination. Many remarkedt ttkee pressure to perform in
terminal written examinations was impacting onttlsehool’s delivery of social and
emo