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With early school leaving prevention being an adgrearopean Union headline target of
10% across the EU by 2020, emotional-relationalesisions to education are gaining
renewed attention in European education policy. idgiathis backdrop, prominent

criticisms of an emotional well-being agenda in @ion by Ecclestone and Hayes
require further consideration. The key objective tbis paper is to challenge and
reconstruct six key arguments of Ecclestone andeblagainst emotional wellbeing in
education. There is a need to move beyond paradifrosnceptual coherence that res
upon diametric oppositions — thought/feeling, Hed#ick, diminished/undiminished,

optimism/pessimism, subject/negation of a subjeetning/therapy. It is argued that an|
emotional well-being agenda in education is a cptuadly coherent one, once different
levels of prevention and intervention are distispeid and the argument goes beyon
flat, undifferentiated conceptions of ‘therapeuttulture’. The Cartesian model

supported by Ecclestone and Hayes to frame a ‘dimixal’ self is but one selfhood. A
more nuanced debate would focus on the strengtls veaaknesses of different,
pluralistic conceptions of selfhood. Their most Sahtive objections to an emotional
well-being agenda in education concern deficit llaime and privacy and are important
cautionary notes.
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Introduction

With early school leaving prevention being an agrearopean Union headline target of 10% acros&the

by 2020, emotional-relational dimensions to edaratire gaining renewed attention in European ethurcat

policy. This acceleration of focus on social andgamal dimensions to education remedies its gankglect
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in a European policy context (Downes, 2010, 20ibluding its limited role in the EU Key Competesce
framework for Lifelong Learning (Downes, 2011, Dagn& Cefai, 2016, Downes, Nairz-Wirth & Rusinaite,
2017) currently under review. While social and eomdl education is an increasingly researched area
internationally, as illustrated by Durlak et al(Z)15) Handbook on this area and the OECD’s (20&@gw

of social and emotional aspects to education, taftseiskills’, the interplay between mental hegtbmotion

and early school leaving prevention is a ratherlyesmerging area in international research. In &
context, Freudenberg & Ruglis (2007) strongly adiedhe importance of reframing early school leg\as

a health related issue:

Although evidence shows that education is an ingmbrideterminant of health and that
changes in school policy can improve education&aues, public health professionals have
seldom made improving school completion rates dtlngaiority...With a few important
exceptions, health providers have not developethtapartnerships with schools, nor have
researchers provided the evidence needed to immnokeplicate health programmes that can
reduce school dropout rates (p. 3).

The term 'early school leaving' in EU policy incdsdall forms of leaving education and training befo
completing upper secondary education or equivalient®cational education and training. It is foodism
ages 18-24. A key issue for early school leavingvention, highlighted in EU Council and Commission
documents, is that of emotional supports for sttglanrisk of early school leaving as a protecfaator in a
system that meets their needs.

Against a backdrop of increasing recognition at EWel of the importance of relational and
emotional-well-being dimensions to education and éarly school leaving prevention in particular,
prominent criticisms of an emotional well-being ade in education by Ecclestone (2004, 2007) and
Ecclestone & Hayes (2009) require further consittena

The aim of this paper is to defend and amplify ®on the role of emotional wellbeing in contexts of
education due to its central importance for the B2IP headline policy target on early school leaving
prevention. To achieve this aim, the key objecibfethis paper is to challenge and reconstruct gy k
arguments of Ecclestone (2004, 2007) and EcclesémukHayes (2009) against emotional wellbeing in
education.

Drawing on conceptual terrain across domains dbpbphy, politics, psychology, history, sociology
and theology, Ecclestone (2004, 2007) and Ecclesgoitlayes (2009) set out an array of objectionario
acceleration of focus on emotional well-being in B#ucational contexts, with a pervasive concerhttiere
is a lack of conceptual coherence to this whola.av¢hile there are multiple different strands t@lEstone
and Hayes’ argument, focus for current purposemithe following ones that can be summarised dgvisl
(Table I):
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Table I. Brief Overview of EU Policy Context regardng Emotional Supports for Early School
Leaving Prevention

Argument 1That a “diminished self” (Ecclestone 2007, p.46i7)diminished subject” (Ecclestone &
Hayes 2009, p. 380) is being constructed as a p@ezaassumption regarding human subjectiyity
though “never directly articulated at policy leve{Ecclestone & Hayes 2009, p. 380); this leads to
“underlying diminished images of human potentiad agsilience” (Ecclestone 2007, p. 467)

Argument 2 That curricular subjects are being eroded by l&lveing focus

Argument 3 That there is “arad hocarray of therapeutic interventions...associatedh winotional
well-being” in education (Ecclestone & Hayes 2009371)

Argument 4.That a new deficit labelling in terms of “emotidnailnerability” (Ecclestone 2007,
p.455) is occurring, in the British educationalteys; this labelling takes place within a framewofk
“‘individual pathology” (Ecclestone 2007, p. 467)

Argument 5 That the “powerful cultural narrative” (Eccleseor2007, p. 456) of emotiona
vulnerability rests on a vague “pseudoscientifiet¢lestone 2007, p.467), “slipperiness of concepts
(Ecclestone 2007, p. 461), such as emotional igézite, well-being, emotional literacy and self-
esteem

”

Argument 6.That the privacy of the individual is being sulieerby the powerful gaze of the state
through an emotional well-being agenda

The EU Council Recommendation (2011) on early scheaving, adopted by every EU country with the
exception of the UK Conservative/LibDem governmeeknowledges the need for:
Targeted individual support, which integrates dodinancial, educational and psychological
support for young people in difficulties. It is espally important for young people in
situations of serious social or emotional distredgsich hinders them from continuing

education or training. (p.6)

The Commission Staff Working Paper (COM, 2011)Hartdevelops this issue:

Solving problems at school cannot be done effelgtméthout tackling the range of problems
that put children in difficulty, which can includiug or alcohol use, sleep deficits, physical
abuse and trauma. Some of the most successful measave been those which provide a

holistic solution by networking different actorsdaso support the whole person. (p.26)

The Commission’s Thematic Working Group report @0é&xplicitly reiterates the importance of emotibna

supports, against the backdrop of a relationalrenment:
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Those who face personal, social or emotional chgdle often have too little contact with
education staff or other adults to support theneyTheed easy access to teachers and other

professionals supporting their educational andgretisdevelopment. (p. 21)

Again here the role of the teacher is envisagea &®listic one which clearly goes beyond a Cantesia
compartmentalisation between reason and emotionthab academic considerations cannot be simply

divorced from the relational.

The ET2020 European Commission Schools Policy Wigrksroup messages’ (2015) holistic focus

places a central emphasis on learners’ wellbeingifdusive education to prevent early school lagvi

In addition to creating a safe and welcoming emment, schools can also play an important
role in detecting situations of bullying, victimigan, violence or abuse happening within and
outside school.A wide range of activities, support and counsellimgluding emotional and

psychological support to address mental healthesgincluding distress, depression, post-
traumatic disorders), should be available to le@rme the school and where applicable, in

connection with local agencies and services. (p. 12

The Commission Communication (COM, 2011) on eaclyosl leaving incorporates a whole school focus
on this issue, referring to the need for “Wholeaithmeasures aim at improving the school climaté the
creation of supportive learning environments” (pA3$ Moule (2012) highlights, most efforts to pramo

cultural competence in teachers requires developofeself-awareness in the teacher.

These perspectives lie in stark tension with thxeasguments against an emotional wellbeing in
education agenda proposed by Ecclestone (2004) 20d7Ecclestone and Hayes (2009).

Challenging a ‘Diminished Self’ (Ecclestone 2007)igw of Social and Emotional Education

Argument 1
Ecclestone (2004) is explicit in her defence of @atesiarcogito, as she criticises “languages, symbols and

codes [that] privilege individualism and emotion tae main justification for actions and behavioarsd
downplays rationality, encapsulated by a shift frin@ Cartesian maxim ‘I think therefore | am .p" (20).
Again her later work conceptualises in terms ofaaté€sian split between reason and emotiodescribing
“the turn towards the emotional...and away from thieliectual” (Ecclestone & Hayes 2009, p. 380).sThi
Cartesian view treats emotions as irrational, anditric oppositional terms to reason. EcclestoneHayes’
favouring of the Cartesian ‘cogito’ as a versiorseff invites a cognitivist view of selfhood andeds to be
named as such. Such a Cartesian, cognitivist satierpins the liberal humanist education model that
Ecclestone & Hayes (2009) view as being eroded; @artesian self is far from being the only horizgn
possibility with regard to subjectivity and selflibdrhough they refer to alternative frameworks tftegly
such as those of Althusser’s structuralism andraime of feminism, at times Ecclestone & Hayes @00
seem to view any movement from this one Cartesasian of selfhood as an attack on selfhood as,such
when repeating their concern with “the attack om hlaman subject” (p. 382 -3). A false dichotomyesng
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presented here between the human (Cartesian) swjdca negation of the human subject; this palves t
way for Ecclestone’s (2004) framing of diametrigadpposed alternatives of ‘learning or therapyas@n or
emotion.

A more nuanced debate here for Ecclestone & Hag@B09) “shaping cultural and educational
accounts of the human subject” (p. 379) would fomushe strengths and weaknesses of different ptioos
of selfhood. For example, Carol Gilligan and helleagues (Gilligan, 1982; Gilligan, Lyons, & Hanmer
1990) advocate a more relational conception ohself, focusing on assumed connection between sélf a
other as an ethic of care. Focus within this urtdaing of self is on relationship and voice.

While this understanding of self and other has ntoalecommend it, weaknesses in this approach go
beyond critique of Gilligan’s (1982) claim that ghielational self is more strongly associated vigtmales
(Kasworm 1984). An educational concern with thiglenstanding of subjectivity, highlighted in Downes
(2012), is that choices made in reliance on intsqeal assumed connection may be misguided (see
examples of choices to initially take heroin inEstonian context and to engage in human traffickmthe
Baltic States, as based on interpersonal relatidyr@amics). Such relational choices may be simplyoiden
to cultural conformity. A key issue here is how develop intellectual resources in education toefost
independent judgment and to resist conformity titucal conditioning, whether by specific othersr@lation
or by wider environmental, cultural forces.

Interrogation of glurality of conceptions of subjectivity for educational s would obviously
need to include the influence of Vygotsky's (1988ciocultural learning framework. Receiving emgitic
support in early childhood contexts (Landry et24100; Tamis-LeMonda et al. 200ihker alia, Vygosky’s
(1978) model of self as learner mediated througtiasdnteraction and scaffolding by others offers a
interpersonal conception of self as a learner sti@tches boundaries beyond the relative isoladiothe
detached Cartesian knowing subject.

A plurality of conceptions of self and subjectivity possible. The Cartesian model supported by
Ecclestone & Hayes (2009) is but one selfhood, Wiith strengths and weaknesses. A stronger arguorent
Ecclestone & Hayes’ purposes would be to identifgregths of this Cartesian conception of self iatien to
the education system, as well as to recogniseetekmesses, and to argue for why these strengthaaee
important relative to the strengths and weaknes$esther versions of subjectivity. The strengthada
weaknesses) of other versions of subjectivity caubmeosimply evaded from acknowledgment, throughtwha
Lakatos (1970) would term a ‘monster barring’ tygogument that denies all force to counterarguments.
Recognition of a plurality of conceptions of seithwrelevance for the education system is not tantant to
advocating a flat postmodern relativism of selves.

Ecclestone (2007) frames human need for emotiomdirbeing, vulnerability and relationality in
pejorative terms as a ‘diminished self’, a reduttar even negation of selfhood. Even accepting #fiat
observation is theory-laden (Duhem 1905; PoppeB}3his characterisation is far from being an aiogl
statement; it is an evaluative preconception. Awid the human subject as needing love, attentiongern,

respect, support and voice is scarcely a diminighreg] an argument could be made to the contraag,ah
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conception of self as being independent of theselsies a diminution of subjectivity. The Cartessmif can

itself be treated as a diminished, ‘split’ self aasactured, disconnected subject.

Challenging a View that Places Curricular WellbeingThemes as being Opposed to Academic Subjects
Argument 2

Glasser’'s (1969) work on constructivist approadieesducation challenges a Cartesian split betweason
and emotion, seeking an emotional bridge to relexalm other words, engaging with emotions is witfiew
to strengthening construction of meaning for thedent to relate material to his/her life world. 8arly,
Bruner (1990) challenges a narrowly cognitivistpimation processing paradigm as neglecting coastm
of meaning. While Bruner (2002) emphasises the dflestories, of narrative psychology, for meaning
construction in education, this story-telling nesitedes emotional features of such narratives. Em®tcan
facilitate meaning construction, including in atau relevant fashion, rather than simply beingted as
opposed to intellectual concerns. On this viewpracern with emotions at the level of teaching methogy
and curricular pedagogical content is complemerttagnd facilitative of intellectual engagement.

Whereas O Breachain & O’'Toole (2013) raise conceyitis the attenuation of a well-being focus in
an lIrish primary curricular context, due to theluehce of the OECD Pisa focus on literacy and maths
Ecclestone & Hayes (2009) offer examples in a UlKtext where “the emotional outlook, attributes and
skills associated with learning are as, or morgartant than subject content” (p. 377). They citaraples
such as Weare's (2004) view that traditional subjesuch as the arts, English and history, canrapass a
focus on emotions, as well “the latest review @& fnimary curriculum by Jim Rose [that] recommeleds
subject teaching and more personal developmentvatiebeing” (p. 377). Ecclestone & Hayes (2009 Git
further example of the Association of Teachers bacturers (ATL) which challenges the assumptiont tha
education is “primarily about the development of thind”, treating this as a “misunderstanding” batt
“academic or intellectual aspects” would not havinigher status” than other dimensions of “the hoiihe
heart and the soul” (Johnson et al., 2007, p.69-71)

A number of distinct positions need to be disaggred here. Emotional dimensions, what Ecclestone
& Hayes (2009) term rather generically as “the eamatl outlook” (p. 377), are a) a means to the ehd
intellectual engagement and learning (such as &s$&lr’'s 1969 emotional bridge to relevance); b)tiemal
well-being is a strategic goal of itself in the moculum and a means to an end of intellectual engagement and
learning; c) emotional well-being is a major endtsélf for curricular approaches (as well as amsgaequal
with more traditional academic learning; d) emagilowell-being is an overwhelmingly dominant endteélf
for curricular approaches which subordinates maaditional academic learning to this end, so thatem
traditional academic learning becomes a meandd@itd.

It appears that Ecclestone & Hayes (2009) adopbsitipn in extremisof rejecting a role for
emotional well-being as both a means and an eiitdadf. In response to the other extreme of Johredaa.,
(2007), Ecclestone & Hayes (2009) treat emotionall-being, “the emotional outlook” (p. 377), as i
neither a means or an end for education, as pad wfider wholesale rejection of the importance of

emotional-relational dimensions to school and ctams climate, whether for student motivation, leagn
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mental health or well-being. Again their positigppaars to be an implicit retreat into a narrow ¢idgam,
with education being viewed as a processing ofrin&dion rather than learning as a construction efming.

A conflation of means and ends appears to recue, lvelnere the student is treated largely in instntale
terms as a passive means to acquisition of pregadkaurricular knowledge. Neither is a specific
developmental focus taken by Ecclestone & Haye89P0n changing needs of children and young petople
argue for distinctive calibrations across the culum regarding these issues in response to theofatiee
student.

Ecclestone & Hayes’ (2009) curricular concernsfarther open to critique against the backdrop of
meta-analytic reviews of social and emotional etlanawhich specifically highlight that social and
emotional education brings improved outcomes alsio dcademic performance. Social and emotional
education (SEE) embraces a range of holistic appesa emphasising awareness of emotions, caring and
concern for others, positive relationships, makiegponsible decisions, resolving conflict consiuaty and
valuing the thoughts, feelings and voices of stiglésee also Brackett, Elbertson, & Rivers, 2018j3sberg
et al., 2015). A meta-analytic study of more tha8 programmes found that if a school implementeality
SEE curriculum, they can expect better student Webmand an 11-point increase in test scores @hyrl
Domitrovich, Weissberg, & Guilotta, 2011). The gathat schools see in achievement come from atyanie
factors — students feel safer and more connectexthiool and academic learning, SEE programmes build
work habits in addition to social skills, and cihdd and teachers build strong relationships. Ahfurt
challenge to Ecclestone and Hayes’ (2009) curriotd@cerns emerges as an implication from Sklaal. &t
(2012) meta-analysis of school-based, universajrarames concentrated on ones that promote devetdpme
rather than prevent specific problems such as ingllyrhis meta-analysis also observed significaimg for

academic achievement associated with SEE.

Challenging an Undifferentiated View of Social andEmotional Education to Argue for its Conceptual

Coherence

Argument 3

Ecclestone (2007) highlights the need for concépmtolaerence to avoid a kind of melting pot of agmttes

to emotional well-being that do not allow for diémce and distinction in need and goals:
Political discourses around emotional well-being@ 4r..] responding to different, often
contradictory ideas: the mental health problema ofinority of children, young people and
adults; the growing unhappiness of all children gyodng people; the need to remedy assumed
emotional deficiencies of certain families or greugf young people; motivating people to
learn more effectively, thereby achieving bettenadional results; making people feel good
about themselves; encouraging the claimed soaiahanic and personal benefits of being
emotionally literate or intelligent; promoting sakiinclusion for those with mental health

problems. (p. 461)
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This perspective is reiterated by Ecclestone & l4a§2009) view that “policy, practice and reseafielids in
this area [of emotional well-being] are conceptuaticoherent” (p. 374). Ecclestone’s (2007) accoafn&
fusing of different levels of intervention may gt as an empirical description of undifferentiatggbroaches
to emotional well-being in some educational corgelowever, it appears to ignore basic distinctitias are

well recognised in health discourse that requirth&er acknowledgment in education discourse.

Three widely recognized prevention approaches iblipthealth involve universal, selected and
indicated prevention (Burkhart, 2004; Reinke, Spl®obeson, & Offutt, 2009). Differentiation of e
levels is frequently neglected in education corstekiniversal prevention applies to school, classremd
community-wide systems for all students. Selectirevention targets specialized group systems tafesits
at risk of, for example, early school leaving ormad health difficulties. Indicated prevention egga in
specialized, individualized systems for studentthwhigh risk of early school leaving or mental hieal
difficulties. Thus, for example, a US wide threertmodel for providing a continuum of supports fositive
behavioral interventions and supports (PBIS) esém#hat 10-15% of students will not respond toversal
school-wide interventions; with such students bigimed from increased structure and contingent beet
(Reinke et al., 2009). This US PBIS model acrosarae of over 6,000 schools, focusing on disruptive
behaviour, estimates that 5% of students do npbresfavourably to universal or selected intenargiand
thereby require intensive intervention support,, iiedicated prevention (Reinke et al., 2009). WHihe
percentages may be culture relative and contexifgpahe framework of distinguishing the threepention
levels is a fairly standard one in health discouhs# could address some of Ecclestone’s (2007¢eros
above. Some limited distinctions are noted in Estolee & Hayes' (2009) article between “specialist
interventions for those diagnosed with behavioaral emotional problems” and “generic interventiofs”
374), adding also a level of system of emotionadpsut services as well as curricular, pedagogical a
assessment levels.

It must be emphasised that this differentiated $omn emotional well-being and levels of prevention
and intervention operates against the backdrop mibidisciplinary approach to these issues, rather than
placing the teacher as the sole or dominant prioieglsin this matrix of intervention levels (Edwaré
Downes 2013). Much of Ecclestone’s (2007) concelescribed above can be met with greater clarity and
focus on where the teacher is to operate in relaba network of other professionals — to delwiiat is and
is not their appropriate role in a given systensagpports. A multidisciplinary approach to emotionall-
being does not maroon the teacher on an islande—tahcher is neither a fortress to buttress against
engagement with emotional well-being issues nadrtawn in these issues through being overwhelmed by
them in isolation from others

It is important also to distinguish three differdavels in relation to mental health and emotional
well-being for education. There is a role for actezr at the level of a) well-being and mental Healt
promotion and b) stress prevention, but it arguajadgs too far to place the teacher in a role dseepist
(Downes 2003). Ecclestone’s (2004, 2007) accountsad distinguish these differences and operatnsiga
the backdrop of an assumption of an undiffererdidtemogeneity to therapeutic approaches in edutatio
Well-being and mental health promotion tend to foam present lived experience of emotion rathen tha
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delving into past trauma or historical narrativesrelation to experience that are more the terddin
therapeutic concern beyond the remit of the teaiemnilarly, whereas a therapeutic approach mag ten
interrogate family relations and other personahtiehships, this boundary can be upheld througbaaher
adopting a well-being and mental health promotiod stress prevention approach but not a therapenéc
The teacher is frequently the agent of the stath mibst sustained intensity of interaction withldtgn and
young people. This extensive duration of interaciaces an onus on them to recognise their infieiemn
children and young people’s well-being and selfgmaas this influence is unavoidable, for goodloiThe
teacher fosters a communicative culture in thesctasn that is not neutral for children and youngpe's
well-being.

It can be concluded that the list of various pties for emotional well-being are far from being
“contradictory”, as Ecclestone (2007, p. 461) ckinonce well-recognised distinctions in levels of
intervention are given further recognition from palhealth discourses for education contexts. Thhis, is
not an argument for less influence of emotionalveing issues in education; rather it is an appeamore
multidisciplinary and interdisciplinary awarenesspecially between health and education discouses
foster further conceptual coherence, and betweefiegsionals across such disciplines. It is alsamoreal for
a more differentiated approach to understandingtiemal well-being levels of prevention and intertien in
education contexts — one that moves beyond sweapngralisations about “fads, the therapeutic tarn

education” (Ecclestone & Hayes 2009, p. 385).

Ecclestone & Hayes (2009) seem to share, with §208), a view that treats an emotional well-
being paradigm for education as one that is undifféated from teaching as therapy. This genetithation
of a “therapy culture” (Ecclestone & Hayes 2009382) reduces all to the level of indicated preimmti.e.,

chronic need.

Acknowledging the Need to Avoid Deficit Labelling ad to Take a Systemic Focus beyond one of
Individual Pathology

Argument 4

This argument operates through a dual lens, a cone@h anindividual pathologising approach and
additionally with a deficit labelling approach. Heeare important concerns but are not equivaletténfion
will first be focused on thdividual pathologising perspective on emotional well-being.

Once the distinction is recognised between uniVesstected and indicated prevention approaches to
mental health and emotional well-being, combinethwi framework for teachers that distinguishesagper
from mental health promotion and stress preventiokey step can be met to challenge a view of emati
well-being issues as leading to “individual patlgyfb (Ecclestone 2007, p. 467). A universal prevamti
focus concentrates osystemlevel changedeyond the individualwider than the curricular aspects to a
universal approach noted by Ecclestone & Hayes 2889generic” (p. 374) interventions. Furthermate,
can highlight not so much pathologies of the sysbetnareas where school systems may need to refodm
develop their practice. One such area is a viewclabsroom climate generated by the teacher as a

communicative culture, as a communicative systenelations with distinctive features.

ISSN 2073-7629
© 2018 CRES peSial Issue Volume 10, Number 1, April 2018 pp 153



Some accounts of students refer to relations wdidichiers - especially alienating authoritarian
communication from teachers - as a factor in thewving school early (Cefai & Cooper 2010; Hodgson
2007). This issue of preventing authoritarian téagihas also been highlighted in a recent repoiholusive
systems for the European Commission (Downes e2@l7). Teacher professional development in raiatio
classroom management is a key strand that movembeandividual pathology in an emotional well-being
agenda for education, as well as for an early ddeawing prevention strategy; it is a shift beydsidme to
either student or teacher to re-envisage the issua system level problem of communication (Downes,
2014).

The second concern here of Ecclestone (2007) regpdeéficit labelling is one, however, that merits
particular attention. Deficit labelling concernsvlabeen raised elsewhere through labelling studasts
‘disadvantaged’ (Spring, 2007), through constrgtimon-western cultures reductively as the ‘oth&aid
1978) and also in reducing people to being a caongfation of signs and symptoms (Laing, 1959). This
deficit labelling issue is especially pertinentagivthe reductive agenda in some US contexts tb sceszal
and emotional learning in terms of “character depeient” (Elias et al., 2015, p. 33) to be asse$sed
teachers. A social constructionist concern withstarttion of labels is also related to a view affslabels as
being culturally conditioned.

A potential high watermark of a concern with emogibwell-being in education is the publication of
attachment style checklists for use by primaryheas and in preschool settings in a UK contextGoiding
et al., (2013a, 2013b). Golding et al., (2013akdegrovide a checklist rather than formal assesdrguide
to young children’s attachment styles. Detaileddktiment profiles of children who are viewed as éose
ambivalent, insecure avoidant and disorganizedrobiniy are provided. These are combined with djeci
recommended interventions for each coping stylepfamary teachers and preschool professionals. gthou
Ecclestone has tended to direct her critique ateRag humanist psychology and positive psychologgre
than attachment theory, attention will be giverthis example as it illustrates a range of Eccles®(2007)
legitimate concerns with regard to a labelling andividual pathology judgment, whether of a child o
family, as part of an emotional well-being in edima agenda. However, it will be argued that desthiese
important concerns, they do not negate the potesigaificance of a sensitive, informed and projorate
approach to engaging with young children’s emotievell-being in education contexts.

In reviews of Golding et al.’'s (2013a, 2013b) boaks attachment, Downes (2013a, 2013b)
highlights a concern as to whether such an attachcteecklist invites not only an intrusive judgmédayt
primary teachers of parents’ parenting skills bddigonally whether it invites them to make judgrten
regarding attachment histories which are neitheifiable within the scope of their work nor evem, i
principle, observable. Even if a child displayse&ied features of, for example, ambivalence ordaie, it
is a major inferential leap for the primary teacteeproduce a causal conclusion that these featuieedue to
the attachment bonding problems with the child'septs. This concern appliesfortiori to primary teachers
making causal inferences based not on the actwahtdag interactions in early childhood but on tidéld’'s

later behaviour in a different environment than ko principle of proportionality arguably needshe
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adopted here — the children can be helped with itapb supportive strategies even without such &ajlo
judgment on whether their emotional needs deriemfattachment issues or otherwise.

The complexity of these issues, not only for cotge{ childhood poverty and early school leaving
prevention, would need to encompass recognitiastltér reasons as mediating variables for a chidjsng
state, construed as anxious or avoidant. Other atiedi factors may include going to school hungry,
language delay issues, trauma unrelated to attadheseies, introverted temperament, cultural diffiees or

loss of sleep.

The opportunity of these attachment checklists ofd{ag et al., (2013a, 2013b) is as a guide to
meaningful supportive strategies for the childmnether than as a categorization of attachment sstgeen
when characterized more loosely as a checklist #maassessment. A danger exists that preoccupatibn
modes of partially informed categorization couldrbleachers’ relationality and also respect foragig
with vulnerable parents without judgments and pneeptions. Ecclestone’s (2007) deficit labellingicern

is an important cautionary note here.

Challenging a View of Emotional Vulnerability as Pgudoscientific

Argument 5

A limb of Ecclestone’s (2004) critique of emotiowedll-being rests on an attempted deconstructiosetit
esteem proffered by Emler (2001). Moreover, a kaycern of Humphrey et al., (2007) regarding emation
intelligence does require acknowledgment, namehgt tthere are no independent agreed criteria for
understanding emotional intelligence. A similarticism has been made of Craik and Lockhart's (1972)
notion of ‘depth of processing’ in cognitive psytiny, that there is again no independent measudepth
(Eysenck & Keane, 1990); however, this does noamthat cognitive depth of processing is a mermera.
Yet without entering these debates here and resiognalso the value-laden, constructed featurdsraofis
such as ‘happiness’ (Suissa, 2008), a more minsimalet vital conception of emotional well-beinghdae
defended, namely, that there are a range of issa@sbuting to studeriack of well-being that the education
system can, must and frequently does address.

A related argument to that of impoverished constuadidity of core concepts of emotional well-
being is propounded by Ecclestone & Hayes (20083, heamely that there is insufficient empiricaldamce
available with regard to the existence of key digiemns of emotional well-being; they are “lacking a
convincing evidence base” (p.374). Major meta-aimahgviews would challenge such a claim. For exiamp
Durlak et al.’s meta-analysis (2011) highlights SBé&nefits, for outcomes on attitudes, positive a&oci
behaviour, conduct problems, emotional distresswels as academic performance. Sklad et al.’s (2012
meta-analysis found that SEE programmes showeidtstally significant effects on social skills, &sbcial
behaviour, substance abuse, positive self-imagedeaaic achievement and prosocial behaviour. Pragram
had moderate immediate effects on positive selfyanaro-social behaviour, academic achievementatied

social behaviour, improving each by nearly one hafandard deviation.
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Apart from such meta-analytic review evidence, asenminimal argument that can be made for
current purposes is to highlight the importancetted emotional well-being agenda in education, is to
foreground a concern withck of well-being. Without needing to defend an abgstuinderstanding of well-
being, focus for current purposes is on identifyiagpects of a relative lack of well-being, both an
individual's relative lack of well-being in an edation context and more generally.

There is ample empirical evidence to support thisnaa to prevent studelaick of well-being with
regard to the impact of bullying on physical andntaé health, as well as educational engagement and
performance, including early school leaving (DowBe€efai, 2016; Jimerson, Swearer, & Espelage, 2009
For example, Van der Wal, de Wit & Hirasing’s (2D0&ge scale research on 4,811 children aged ia
schools in Amsterdam, observed that depressiorsaictial ideation are common outcomes of beingédxlll
in both boys and girls. Bentall & Fernyhough (2008serve that bullying may increase the risk obpard
delusions by affecting the way that individuals i@ge unpleasant experiences. In a US context,&lprn
Gregory, Huang and Fan (2013) conclude from thesearch that, although a correlational study cannot
demonstrate a causal effect, their findings aresistent with the hypothesis that a climate of tegsnd
bullying exerts a negative influence on studeras tontributes to the decision to drop out of sthoo

Swearer et al., (2010) conclude from their inteorett! review that:

The research suggests that the majority of schasédh bullying prevention programs have

had little impact on reducing bullying behavior.IBing will be reduced and/or stopped when

prevention and intervention programs target thepterity of individual, peer, school, family,

and community contexts in which bullying unfolds 43).

This conclusion offers some support for Ecclest&nidayes’ (2009) concern with an overemphasis on the
school for emotional well-being, in so far as ielse to engage wider systemic contexts that aldadeche
school but are not confined to the school. Howethgs, systemic approach it supportive of an argument
to largely omit the school from these emotionall¥eeing concerns.

Research in th8ritish Journal of Psychiatrighlights growing evidence of the long-term eféecf
detrimental experiences in childhood. Keyes e(2012) conclude that research suggests that thet ohs
psychiatric disorders across the life course inrlgea third of cases is attributable to adversddtiuod
experiences. Emotional neglect was the most comymaplorted childhood maltreatment in their US study
They go so far as to observe “the pernicious memallth consequences of childhood maltreatment for
mental health across the life course [...] the préwanof maltreatment, particularly childhood abusgy
have broad benefits for many common mental disetder 112 ).

In similar vein, Read & Bentall's (2012) review @ndes:

The range of mental health outcomes for which tlitdl adversities are risk factors is [...]

broad. It might be quicker to list thoset predicted by childhood adversity. Those thedt

include: in childhood — conduct disorder, attentilmficit hyperactivity disorder and

oppositional defiant disorder; and in adulthood epréssion, anxiety disorders (including
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generalized anxiety disorder, phobias and posttationstress disorders), eating disorders,

sexual dysfunction, personality disorder, dissdgatlisorder and substance misuse. (p. 89)

A meta-analysis of 28 longitudinal studies foundttlchool bullying doubled the risk for depressam
average of 7 years later, even after controllingrfomerous other risk factors (Ttofi, Farringon,skf) &
Loeber, 2011).

It is difficult to see how Ecclestone and Hayes ogact the importance of these key issues for lack
of well-being in education and more generafiy. argument suggested by Ecclestone & Hayes (2808t
accounts of students’ experiences are merely ‘@rclogic’ because they are mere passive cultural
mouthpieces for a well-being agenda in “emergenom fa therapy culture” (Ecclestone & Hayes, 20Q9, p

380). This runs the risk of being dismissive ofdgtots’ own accounts of their lived experiencescobs!.

Acknowledging the Importance of Privacy Concerns

Argument 6

Though not explicitly drawing on Foucault’s (197¥prk on technology of power in a surveillance stgie
Ecclestone (2007) is accentuating the need fotarige regarding power relations that disempowepleeo
through either condescending attitudes of profesdsoor a construction of a dependency culture gher
people are treated as not being able to live inudgretly of professionals. This argument for cultuad
educational empowerment is somewhat resonant witteimean (1972) suspicion of teachers as all-kngwi
professionals depositing their knowledge into he#dseople supposed to know nothing. Ecclestorz087)
point here serves as a valuable and importantaaary note rather than a damning indictment of d-we
being in education agenda, ‘discourses and intéives) around themes of emotional well-being enable
governments to draw private spheres of life intoialm of public power’ (p. 463). It is notablatiDurlak

et al.’s (2015) Handbook on Social and Emotional Learnimigies not address any privacy issue.

This issue of encroachment of State power upowidaials and families requires acknowledgment in
relation to a number of issues. It has previousherb highlighted in relation to attachment theory in
developmental psychology, as leading to the expansi the domain of relevant interests of the State
regarding childrearing (Morrison, 1995); this cdspehave positive consequences such as its infuendhe
establishment of the concept of maternity and péteteave. This power is manifested also with relga
the attachment checklists proposed by Golding.e{2013a, 2013b), discussed above. Here theraesd to
clarify the role of parental consent to such chietkibservations being made, the scope of the denfiality
of such checklist information, including the sen#y of teachers to overcoming social class biasetheir
adoption of such a checklist.

Another area of concern regarding privacy is thgpecof some models of multidisciplinary teams
working in and around schools. For example, thehblédnds, Behaviour and Education Support Teams
(BEST) in schools (4-18+) offer an important foausearly intervention, integrating educational sgas and
health and human services, for the purposes of neiia emotional well-being, development, positive

behaviour and educational attainment. According Mfan Veen (2011), there has been successful
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implementation of this model in 21 pilot regiongiigpary schools networks, secondary schools, further
education), with impact and positive outcomes instmegions (achievement, well-being, support/sesvic
delivery and school careers). BEST professionajsaatsof these multi/interdisciplinary teams inadudchool
student services coordinator (plus mentor, teaaher other school specialists), social worker, yatdahe
office, school health care, truancy officer, paliégecluding also special education, educationalpsup
services, family support services (pedagogical-g@jliand substance abuse (drugs/addiction) services
caveathere with regard to the importance of multidiscigty teams in and around schools for early school
leaving prevention is in relation to privacy contewith state power, where the police are membiessich
teams. The role of the police here may be problieniatgaining trust of many families alienated frahe
system. Parental concerns with the sharing of denfial data, for example, with schools, have raesed in

an Irish context (Downes, 2004). This highlights tieed for confidentiality protocols in educatiooahtexts

and with multidisciplinary teams.

Conclusion

Interrogating this array of objections to emotiomadll-being in contexts of education, frame influential
work of Ecclestone (2004; 2007) and Ecclestone & HayesQR®0can be concluded that an emotional well-
being agenda in education is a conceptually coheneth important one, once different levels of preian
and intervention are distinguished and the argungm@s beyond flat, undifferentiated conceptions of
“therapeutic culture” (Ecclestone & Hayes, 2009,382). An emotional well-being agenda, supported
through multidisciplinary teams linked with schqatsa key issue for early school leaving prevantio

It needs to be recognised that the Cartesian deighiself is not the only credible version of
subjectivity for influence in the education systefine most substantive objections of Ecclestone 4200
2007) and Ecclestone & Hayes (2009) to an emotiaedtbeing agenda in education are in relatioissnies
of deficit labelling and privacy (aspects of Argumhd & 6); these serve as important cautionarysote

It is notable that Ecclestone and Hayes set up nofiche terms of debate in crudely dichotomous
terms. Thus, Ecclestone (2004) juxtaposes a “he#dtla sick self” (p. 120), “positive individualiSmwith a
negative “diminished self” (p. 122), “learning ¢verapy” (p. 112); Ecclestone & Hayes (2009) offéiraary
split between “the turn towards the emotional’ asnf ‘away from the intellectual” (p. 380), while
Ecclestone’s (2007) conclusion conceptualises imgeof an “optimism about human potential” (p. 467)
being eroded by a purportedly pessimistic shiftemg a diminished self.

There is a need to move beyond paradigms of comakepbherence and conceptions of education
systems that rest upon the establishment of aniettean point of diametric, mirror image inverted
oppositions— thought/feeling, healthy/sick, dimim@d/undiminished, optimism/pessimism, subject/riegat
of a subject, learning or therapy — to resist@stn of frameworks which do not fit neatly intoghihain of
diametric structured relations (Downes, 2012). pheoccupation with sustaining such diametric optjmrss
is a precursor to the wider attempt of Ecclestoneéldyes to bolster a diametric split between healtt
education in relation to emotional well-being, astpof a Cartesian diametric split between reasuoh a

emotion underpinning their ‘diminished’ self.
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Ecclestone’s range of concerns is best read astimweary note for focus and boundaries in relation
to the wider cultural tide of concern with emotibnell-being in education, rather than as a regcf the
legitimate and vital role of emotional well-being education systems, across different system leakels
intervention and age groups, especially for eathosl leaving prevention policy concerns. In He€1.978)
account of Renaissance society in Europe, sheidesain epoch marked by “a quickening of the pdpe”
186) compared with the Middle Ages. Ecclestone ldages (2009) are correct in identifying the quiakgn
of a cultural tide of emphasis on emotional weikligein education that has eroded traditional limeshe
sand for education. Their critique is apt to theeekthat it is a call for new lines in the sand&developed
to encompass a focus on emotional well-being incation. This article has argued that such contaues
available, necessary and possible — and centthet&U level strategic policy priority of early sail leaving

prevention.
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