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Abstract
The issue of early school leaving is currently viewed as a particular concern in Galway
City, Ireland. Despite national policy and numerous programmes, early school leaving
continues to be prevalent. The central focus of this study is to critically examine
government policy addressingearly school leaving. Through qualitative methodologies,
primary data was collected from students, teachers, principals and education personnel.
The student voice was viewed as a significant source of data within the study.
Thirty-two semi-structuredinterviews were completed; sixteen of which were with early
school leavers. These early school leavers, defined as having left the school system
prior to completing the Leaving Certificate, were aged between fourteen and twenty-one.
Sixteen professionals, including teachers and principals, working with schools in

GalwayCity were interviewed.
Thestudyidentifies disaffectionandearly schoolleavingassignificant issueswithin the
Irish educationsystem. Disaffection, while complex, is identifiable among students
through aggressivebehaviour,disruptedattendance,poor relationshipswith teachers,
lack of interest and non-engagement
in academicprocesses. The researchprovides
evidencethat in somecasesthe educationsystem,ratherthan alleviating disaffection,is
actively perpetuatingdisaffectionwhich contributesto early schoolleaving.
Furthermore,throughthe implementationof GroundedTheory,the contextualissuesof
socio-economicwithin families and communitiesemerged. The researchestablished
that currentpolicy aimedat tacklingearly schoolleaving is working on the peripheryof
schoolsrather than affecting changewithin schools. The researchalsohighlighted the
existenceof two original factorswhich are contributingto the issueof disaffection: 1)
Tensionamongkey constituentsof the educationsystemand 2) A `culpability culture'
among those who contribute to disaffection and the issue of early school leaving.
Recommendations
are outlined, including the needfor a greateremphasison inclusive
policy andpracticewithin theIrish educationsystem.
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CHAPTER ONE - INTRODUCTION
- RATIONALE,
AIMS AND OBJECTIVES

Early school leaving has been identified, both nationally and locally, as an issue of
significant concern (Government of Ireland, 2007; Galway City Council, 2002). As a
result, over the past two decades national and local policy has focused on reducing early
school leaving (Government of Ireland, 1997; Fleming and Murphy, 2000; Downes and
Maunsell, 2007). The issue, however, continues to be prevalent in Galway City and
throughout Ireland (Byrne, McCoy and Watson, 2008). Therefore, the central focus of this
study is to critically examine current policy and programmes aimed at addressing early
school leaving in second level education. The research was completed through the
collection of primary data from students, teachers, principals and education personnel
involved in the area of early school leaving.

The Education (Welfare) Act (Government of Ireland, 2000) legally requires students to
remain within the formal education system until the age of 16 or completion of the Junior
Certificate. Within this context, early school leaving refers to the issue of any student who
leaves the system prior to reaching the age of 16 or completing the Junior Certificate.
However, the second level system operates towards and encourages completion of the
Leaving Certificate. As a result, unless otherwise stated, in this study early school leaving
refers to any student who has not completed the Leaving Certificate.

The issues of disaffection and inclusive education are in themselves problematic as they
conjure up stereotypical images and beliefs.

Chapter Two discusses terms such as

disaffection, the deficit model of thinking and inclusive education.
students includes some or all of the following

Disaffection among

characteristics: disruptive behaviour,

absenteeism,exclusion and falling academic standards generally. It is extremely important
to explore disaffection, and related terms, to provide an insight into the factors which
impact on students and contribute to early school leaving.

Inclusive education and the

contested nature of inclusion are also addressed. Irish education policy, in particular
policy developed to tackle early school leaving, will be critically reviewed on the basis of
inclusion and implementation.

ChapterThreeexploreseducationalresearchwith a particular focuson qualitative research
methods. Furthermore, positioning within researchand the data analysis process are
discussedin detail within the framework of this study. The studentvoice and Grounded
Theory are key conceptsin educationalresearch;consequentlya detailed discussionof
thesetakesplacewithin this chapter.
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The data collected is presented, analysed and discussed in Chapters Four and Five.
Chapter Four focuses on the student voice and Chapter Five provides an insight into the
views of teachers, principals and related education personnel. Chapter Six draws together
the discussion from the previous two chapters and provides recommendations for policy
and practice, both locally and nationally.

ResearchOuestions
"

Is current policy effectively addressing early school leaving in Galway City?

"

Why are studentsdisaffectedfrom, and leaving, the Irish secondlevel educationsystem
prior to completing the Leaving Certificate?

Subsidiary ResearchQuestion

"

What factorsenhanceor inhibit inclusive educationin secondlevel schoolsin Galway
City?

Aims
1. To critically examinegovernmentpolicy addressingearly schoolleaving.
2. To critically examinethe conceptof inclusive educationand disaffectionamongearly
schoolleavers.
3. To carry out primary researchwith key personnelassociatedwith early schoolleaving.
Objectives
1. To review andcritically analyserelevantliterature in relation to inclusion, disaffection
and legislation in Irish education.
2. To identify, select and recruit a sample of early school leavers to participate in the
research.
3. To identify, select and recruit a sampleof studentsat risk of early school leaving to
participatein the research.
4. To explore the key issuesaffecting the above studentsthrough qualitative research
methods.
5. To ascertainthe perspectivesof a sampleof teacherson the key issuesin relation to

earlyschoolleaving.
6. To collateandcritically analysethe data collected.
7. To makerecommendationsto policy makersin relation to early schoolleaving.

3

Rationale
1. The central focus of the study is the promotion of the student voice. Within an Irish
education context, a substantial amount of research has been completed in relation to
disaffection and early school leaving, with a particular focus on quantitative data. This
study will provide a greater level of depth and insight into why disaffection and early
school leaving are occurring. Furthermore, the qualitative nature of the research will
provide a critique of recent policies which have been implemented to tackle
disaffection and early school leaving.

2. Since the introduction of the Education Act (Government of Ireland, 1998) a
significant number of policies and strategies have been developed in Ireland with the
specific aim of reducing the number of students leaving the education system early. In
spite of policy, recent quantitative research has identified that the number leaving the
education system remains at the same high level. This study will provide an insight
into the causes of disaffection and early school leaving. The findings of the research
will be utilised to progress and influence future policy and legislation. Current policy
and programmes will be critically analysed to assess the level of inclusion and
implementation.

3. While a significant amount of researchhas been completed at a national level in
relation to disaffectionand early schoolleaving, there is a needto explore theseissues
within the contextof Galway City. This studywill analysesimilarities and differences
to provide a basis for comparison with national and international research.
Furthermore,all elementsof national policy aimed at addressingearly school leaving
are presentin Galway City, i. e. SchoolCompletion Programme,SchoolsDesignatedas
Disadvantaged,Home School Community Liaison Officers, National Education
Welfare Officers and SpecialEducationalNeedsOrganisers. Therefore, Galway City
is well positionedas a researchlocation to critically analysenational policy aswell as
providing an insight into early schoolleaving within an urbansetting in Ireland.

4. Through my vocational experience,in particular within my current position as an
Education Co-ordinatorwith an Area BasedPartnership'in Galway City, the issueof
1 Area Based Partnershipsare local developmentcompanieswhich
operateunder the Local Development
Social Inclusion Programme (LDSIP). Area Based Partnershipsbring together Local Communities,
GovernmentBodies, the Social Partnersand Elected Public Representativesin partnershipapproachesat
local level. An Action Plan is developedto counter social exclusion (Departmentof Community, Rural and
GaeltachtAffairs, 2009).
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students leaving school early has been identified as a significant concern in Galway
City. This issue has been identified through different fora and among various agencies,
is
services and institutions within Galway City. The primary focus of my current role
the promotion of social inclusion, with young people (students) being a key target
group. The rationale for this research has been developed in the context of promoting
the inclusion of young people (students) within society. Within this context, education
is viewed as an extremely powerful tool in the promotion of inclusion; furthermore, as
schools constitute an integral part of the development of inclusion in the city of
Galway, this study will pay particular attention to that role.

5. It is importantto note that contextualfactors such ascommunity profile can impact on
inclusion. In a sense, there is an acknowledgement of the impact that societal factors
have on early school leaving, which is supported through the current focus within Irish
policy on tackling educational disadvantage rather than the promotion of an inclusive
education system. While acknowledging the influence of such external issues, the
focus of this study will remain on education. The focus of the study is to explore the
impact of schools, teachers and in particular current education policy on the issue of
early school leaving.

6. Practiceand researchare often viewed as separateentities. It is my opinion, however,
that the combination of practice and researchcan be mutually beneficial. Ongoing
researchand reflection can inform practiceand vice versa. As a result,this study will
allow the developmentof a researchand theoretical framework within the context of
my work practice. Throughthis process,it is anticipatedthat a greaterunderstanding
of the topic of disaffection and early school leaving will be attained; a greater
understandingwhich will inform futurepractice andresearch.
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CHAPTER TWO - EXPLORATION OF A
CONTESTED AREA - AN EXAMINATION OF
INCLUSIVE EDUCATION, EDUCATIONAL
DISADVANTAGE AND POLICY

The rationale for the development of this study is the prolonged existence, and consistent
levels, of early school leaving in Galway City and throughout Ireland.

The research

questions are: Is current policy effectively addressing early school leaving in Galway
City?

Why are students disaffected from, and leaving, the education system prior to

completing the Leaving Certificate? My role as an Education Co-ordinator, within an Area
Based Partnership, involves addressing early school leaving by tackling social exclusion
and educational disadvantage, in line with Department of Education and Science policy. In
the absence of any significant change in the numbers leaving school early, it is essential to
explore alternatives to current policy and practices in the Irish education system.
Accordingly, in order to fully research the issue of early school leaving it is necessary to
gain an understanding of, and critically

review, the concept of inclusive education.

Furthermore, in the context of students continuing to leave the Irish school system early, it
is important to critically review current government policy which is aimed at tackling early
school leaving. The key topics explored in this chapter are as follows: development of
inclusive education; complexity

of inclusion

- early school leaving,

educational

disadvantage and disaffection; teachers, teaching and school culture; Irish second level
education system; and an analysis of Irish education policy and research.

Developmentof Inclusive Education
The role of education has long been a contestedarea. Education can be viewed as a
function of society, a training structure for delivering people to the world of work, or as a

method of accessing further education. In an international context, the Universal
Declarationof Human Rights (United Nations, 1948)positions educationas having a key
role in promotinghumanrights:
"Everyonehas the right to education. Education shall be free, at least in
the elementaryand fundamentalstages. Elementaryeducationshall be
compulsory. Education shall be directed to the full development of
humanpersonalityand to strengtheningof respect for humanrights and
fundamentalfreedoms." (UnitedNations, 1948,art.26)
While the above declaration provides a focus for education, the Jomtien Declaration
(UNESCO, 1990cited in UNESCO,2005) setsout the goal in relation to the provision of
`Educationfor All' (EFA). EFA aims to ensurethat all children have
accessto "basic
educationof a good quality"; therefore, creating an environment in schools and basic
educationprogrammesin which children are both able and enabledto learn is essential
7

(UNESCO, 2005). In 1994 more than 300 participants (including 92 governments and 2
international organisations) developed `The Salamanca Statement' (UNESCO,

1994).

While this `Statement' focuses on children described as having `special needs' it also
places educational reform firmly within a broader social agendathat includes health, social
welfare, vocational training and employment (UNESCO, 1994). Article 2 of this statement
identifies the role schools can play in relation to inclusion: "Regular schools with an
inclusive orientation are the most effective means of combating discriminatory attitudes,
building an inclusive society and achieving education for all" (UNESCO, 1994, Article 2).
Furthermore, the International Covenant on Economic, Social and Cultural Rights (1999)
(cited in UNESCO and Economic and Social Council, 2003) views education as playing a
key role in the attainment of human rights.

In the context of this study the focus is on Galway City; the gathering and analysis of data,
however, must be placed in the context of national and international developments within
education and inclusion.

Policy and practice in Ireland, including Galway City, is

influenced by international developments and models of thinking focused on education.
Through this study, it is possible to identify where second level education in Galway City
is positioned in relation to the above declarations and within the developing area of
inclusive education. In advance of such an analysis, a critical examination of what
constitutes inclusive education, disaffection, models of thinking and the structure of second
level education in Ireland is required.

Before attemptingto define inclusive education,it is worth noting that definitions are not
empirical,but statementsabouthow one is going to use a term and aboutthe meaningto be
associatedwith it. Wearmouth (2004) believes internationally there is a move towards
inclusive educationand the provision for a wider range of learners in local mainstream
schools. While there has been a suggestionof a greater movement towards inclusive
education,it still remains a contestedarea. However, a lack of consensusremains in
relation to an agreeddefinition of inclusive education. Definitions can be problematic,
especiallywithin the field of inclusionand specialneeds. Sheehy,Nind, Rix and Simmons
(2005) reviewed definitions. of inclusive education and
-subsequentlyidentified the
following askey elementswithin inclusive education:
"

Inclusive education goes beyond `special educationalneeds'; it refers to
all learners
who, for different reasons,may find themselvesat risk of marginalisationor exclusion,

"

Inclusive education is about values: it assumesthat diverse
groups of pupils are of
equalworth and havea right to be included,
8

Inclusive educationdoesnot focuson perceivedindividual deficits, but on the barriers

"

to learningthat individuals andgroupsof pupils may encounter,
Inclusive education is about changing the system so it is better for all: including

"

teachers, students and everyone in the educational institution,

"

Inclusiveeducationis aboutparticipationandlearningfrom eachother,

"

Inclusiveeducationis not a fixed statebut an evolving one (Sheehyet al., 2005,p15).

As noted above, inclusive education is a process in itself, a process which changes to meet
the needs of those involved. Sheehy et al. (2005) suggest inclusive education is ever
evolving and the ability to define it is restricted. Framing inclusive education as an
`evolving process' can contribute to the level of debate within the area. The evolving
nature of inclusion can lead to ambiguity among those involved in the `implementation of
inclusive practices'.

Within a UK context, the National Association of Schoolmasters

Union of Women Teachers (NASUWT) (2008) references such ambiguity and confusion:

"While confusion and interpretation are inevitable when social, moral,
political and educational perspectives are interlinked, it has to be
remembered that teachers have to deliver a workable version of these
agendas." (National Association of Schoolmasters Union of Women
Teachers, 2008, p9)

The promotion of inclusion and inclusive practices is a contentious issue, one which
impacts on those involved in the delivery of education. The key role education has in
relation to promoting inclusion within society is evident to me in my position as an
EducationCo-ordinator within an Area Based Partnership. The specific function of the
position is to tackle social exclusionandpromote inclusion within educationalsettings. In
a more generalsense,the objective of Area BasedPartnershipsis to reducebarriersto, and
increaseparticipation in, employment,education and community development and to
promote equality for all. The objectives of Area Based Partnershipsare similar to the
description of inclusive education forwarded by the Centre for Studies on Inclusive
Education(CSIE) (2002) which emphasisesbreaking down barriersto learning, increasing
participation for all studentsand treating all learners equally. However, Sheehyet al.
(2005) describe inclusive education as the provision of "a framework within which all
children, regardlessof ability, gender,language,ethnic or cultural origin, can be valued
equally, treatedwith respectand provided with real learningopportunities" (Sheehyet al.,
2005,p 18).
9

The role of an Education Co-ordinator involves working with schools and Department of
Education and Science officials, in both formal and informal settings. Formal interaction
occurs via membership of local education committees and informal interaction through
attending local education engagements and functions. Throughout the duration of this
research a research journal was maintained. The research journal allowed observations,
insights and events of interest to be recorded while working with education personnel.
The observations, insights and events of interest recorded provide a basis for critical
analysis within this Chapter. One such observation is that there is little or no evidence of a
clear framework for inclusion, as described by Sheehy et al. (2005), within second level
schools in Galway City. The Delivering Equality of Opportunity in Schools (DEIS) Action
Plan (Department of Education and Science, 2005), which is discussed in greater detail
later in this Chapter (pgs38-40), references inclusion but does not provide a clear vision or
framework for inclusion.

Furthermore, through my participation in the management group of the School Completion
Programme (involving principals from primary and secondary schools in Galway City) it is
evident to me that, at a minimum, there are inconsistencies within the education system in
relation to how students are "valued, respected and enabled to learn" (Wearmouth and
Glynn, 2004, p7). Moreover, my links with students and former students would strongly
suggest that students are being excluded, through policy and practice, from schools in
Galway City. As part of its remit this study will explore the extent to which students in
Galway City are valued, respected and enabled to learn within the second level education
system. Similar to the ethos of Area Based Partnerships, Lave and Wenger (1991) (cited in
Wearmouth, Glynn, Richmond and Berryman, 2004, p326) describe inclusion as learning
to become a more effective participant in the practices which impact on education and
society.

Furthermore, their view supports the need for the student voice within the

inclusion agenda.

The view taken within this research is that the development of

sustainable inclusion can only occur through inclusion of the voice of those excluded, or at
risk of exclusion.

Therefore, the views of students themselves are central to the

development of inclusion through education in Galway City.

With this in mind, this

research process has provided an opportunity for students in Galway City to voice their
thoughts, views and opinions.

Due to my work with secondlevel schools,I have seenthat the policy and practice of a
school reflects the ethos and models of thinking of the leadership within the school.
Thomas,Walker andWebb (2000) indicatethat successfulinclusive schoolshave a culture
10

of acceptance which is supported by leadership within the school. The extent to which
leadership exists will impact on the level of collaboration, support and co-operation among
school staff.

Moreover, Carrington and Elkins (2005) believe the role of inclusive

in
education is about bringing diversity into the school and providing an environment
level
which all students can progress and achieve their full potential. Within second
education in Ireland, there is a propensity to focus on `points' and `third level access';
therefore, the development of a culture of diversity within schools through inclusive
education is restricted.

Furthermore, teachers, principals, school management, parents,

government departments and even students themselves may challenge a shift from a focus
on `academic achievement'.

Wearmouthand Glynn (2004) suggestin order to achievean inclusive approacha shift in
focusis required;this appliesin Galway City. The type of shift required, as identified by
Wearmouthand Glynn (2004), is one which placesresponsibility with the school rather
than the student,with all studentshaving the right to inclusion in the mainstreamclass.
Inclusion implies that mainstreamclassteachersneedto be committed to this ideology and
believe that all students will thrive within the school. As described by Cooper,
Drummond, Hart, Lovey and McLaughlin (2000), within an inclusive education
framework,studentswill gain meaningfulpersonalexperiencessuch as "being valued as a
person,belongingand involvement,personalsatisfactionand achievement,being accepted
and listenedto" (Cooperet al., 2000,p193).
Inclusive educationcan be viewed as promoting a model of interaction betweenteachers
andstudents. Sucha model allows the schooland schoolstaff to gain an understandingof
the student through working with the student. Gaining such an understandingcan be
developedthrough building teacher-studentrelationships. The view taken within this
study, as forwarded by Hanko (2005), is that the developmentof positive relationships
requiresthe use of innovative teachingmethods,an effective curriculum and being opento
and preparedto teach all children. Furthermore,emotional and behaviouraldevelopment
must be seenascentral to the role of educationand not, as it is often viewed in the Irish
educationsystem, an additional component.However, it is important to highlight that
teachershave minimum control over and involvement in policy development. As
suggestedby the NASUWT (2008), teachers are often involved at `the coalface'
implementingpolicy and are not party to its initiation or development. Within an Irish
context, the National Council for Curriculum and Assessment(NCCA) is responsiblefor
curriculum development. Teachersimplementthe curriculum with limited involvement in
11

its development;however,teachershave power over implementationand henceinfluence
the successor otherwise of the policy.
With this in mind, the views of teachers within this research are seen as key to the
in Galway City. Galway City has eleven
promotion of inclusive policy and practices
in relation to policy and student profile;
second level schools with wide variations
therefore, each school has differing views on inclusion.

Through my vocational

it is evident that
experience, specifically my membership of Galway Education Initiative2,
the understanding of `inclusion' varies between `provision of supports to specific students
barriers to participation in the
with special educational needs' and `the reduction of
describing, inclusive
education system'. The existence of differing ways of viewing, and
education is discussed in detail by Ainscow, Booth and Dyson (2006). They state that
inclusion can be defined in a variety of ways; descriptive definitions of inclusion are the
definitions prescribe
variety of ways `inclusion' is used in practice, whereas prescriptive
the way "one intends to use the concept and would like it to be used by others" (Ainscow
et al., 2006, p16). Within an Irish context, ambiguity exists in relation to inclusion, an
in
ambiguity perpetuated through lack of formal clarification in national policy. With this
mind, it is worth exploring six ways of thinking of inclusion as identified by Ainscow et al.
(2006):

1. Inclusion as a concernwith disabledstudentsand others categorisedas `having secial
educationalneeds'. Certainly through my work it is clear inclusion can be viewed as
relating to educatingstudentswith disabilities,or those categorisedas having `special
educationalneeds', in mainstreamschools. Ainscow et al. (2006, p15) question the
usefulness of this approach. Inclusion needs to focus on other ways in which
participationfor any studentmay be impededor enhanced.
2. Inclusion as a responseto disciplinary exclusion. Inclusion can occur as a result of
schools being asked to take a disproportionatenumber of behaviourally `difficult'
students. Inclusion involves overcomingexclusionarypressures. Reducingexclusion
involves finding ways to increaseparticipation. Insteadof viewing exclusion as a state
of being barredfrom a school, Ainscow et al. (2006, p18) seeit as `processes'that go
on within schooland society. Exclusion in this broadersenseis pervasiveand elusive,
permeating our cultures and society, the institutions in which we work and the
2 The GalwayEducationInitiative is an initiative developedamongschoolsand relevantagenciesin Galway
City to facilitate a processof dialogue,planningand action which will ensurethat all young peopleare given
the opportunity to realisetheir full potential,throughaccessto, and full participationin a secondlevel school
in GalwayCity. Currently,the initiative is addressingthe issueof transferof studentswith special
educationalneedsfrom primary level educationto secondlevel educationin Galway City.

12

aspirations which shape our identities (Ainscow et al., 2006, p 18). The model of
thinking suggested by Ainscow et al. (2006) is explored in this study through the
interview process with the teachers,principals and education personnel.
3. Inclusion in relation to all groups seen as being vulnerable to exclusion. There is an
increasing trend for exclusion in education to be viewed more broadly in terms of
overcoming discrimination and disadvantage in relation to any groups vulnerable to
exclusionary pressures. Ainscow et al. (2006) believe that the addition of `social' to
inclusion and exclusion is unhelpful.

It seems to imply that there are forms of

exclusion which are not social and perhaps, therefore, natural.

Area Based

Partnerships operate on the basis of tackling social exclusion. The development of this
study will provide a basis to debate the addition of `social' to inclusion and exclusion.

4. Inclusion as developingthe school for all. A rather different strandof thinking about
inclusion relates to the development of the common school for all and the construction
of approaches to teaching and learning within it. For Ainscow et al. (2006, p20) the
notion of the school for all is about a mutually sustaining relationship between schools
and communities that recognises and values diversity.

The potential for the

development of such a school in Ireland is restricted due to the structure and ownership
of second level schools. The structure of second level schools is discussed in greater
detail later in the chapter (pgs25-27).

5. Inclusion as `Education for All'.

As outlined previously, the `Education for All'
movementwas createdin the 1990saround a set of international policies focused on

increasingaccessto, and participation in, educationacrossthe world. The priorities
which require addressingare the barriers that need to be overcomewithin particular
countriesand regions. Ainscow et al. (2006,p21) believethat the broad formulation of
inclusion may be used to reinvigoratethe `Education for All' movement so that it is
genuinely concerned with the participation in education of all within their local
community.
6. Inclusion as a principled approachto education and society. From this perspective
Ainscow et al. (2006, p22) provide three descriptionsof inclusion: (a) "The processof
increasing the participation of students in, and reducing their exclusion from, the
curricula, cultures and communitiesof local schools", (b) "Restructuring the cultures,
policies and practices in schools so that they respondto the diversity of studentsin
their locality" and (c) "The presence,participation and achievementof all students
vulnerableto exclusionarypressures,not only thosewith impairmentsor those who are
categorisedas `havingspecialeducationalneeds'." (Ainscow et al., 2006,p22).
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The development of this study provides an opportunity to explore current practices in
second level education and the relationship with the theoretical structure of inclusive
education. The views of the education personnel working in, and with, local schools will
provide an insight into current practices operating within second level education in Galway
City. Of equal significance is the examination of the relationship between such practices
and the promotion of inclusion within schools. The six `ways of thinking', expressed by
Ainscow et al. (2006), provide a context for such an examination.

Furthermore, the

students, teachers and principals, through this research process, provide an insight into the
effectiveness of current policy within second level schools in the Irish education system.

Context of Inclusion - Models of Disability
The Disability Movement has been central in the shift towards inclusive education. Key
developments within the area of disability which have furthered the `case' of inclusive
education, as well as those noted previously, include the UN Standards Rules on the
Equalisation of Opportunities for Disabled Persons (United Nations, 1993) and the UN
Convention on the Rights of the Child (United Nations, 1989). Rule 6 of the UN Standards
Rules relates to education, stating:

"States should recognisethe principle of equal primary, secondaryand
tertiary education for children, youth and adults with disabilities, in
integratedsettings. They should ensurethat the education of persons
with disabilities is an integral part of the education system." (United
Nations, 1993,p23)
Similar to the Irish Constitution (Governmentof Ireland, 1937),the UN Conventionon the
Rights of the Child (United Nations, 1989)Article 28 statesthat "primary educationshould
be compulsoryand freely available to all", while Article 29 statesthat "education of the
child shall be directedto the developmentof the child's personality,talents andmental and
physical abilities to their fullest potential". Article 29 illustratesa movementthat attempts
to shift to a social model away from the precedentof a medical model of thinking. As
outlined previously, the Disability Movement has progressedthe agenda of inclusion
throughthe developmentof a rights agendawithin education. The Disability Movement,
through international declarations,has createdan awarenessof the need for inclusion of
peoplewith disability within society,and more specifically, within the educationsystem.
The movementhas been constantly evolving and changing, focusing on
shifting from a
medical or deficit model to a socialmodel of thinking. Sucha shift hasemergedfrom the
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wider Disability Movement but has particular relevance in the area of education and
inclusive education. Moreover, according to Mittler (2000, p3), "this concept of inclusion
involves a radical rethink of policy and practice", a rethink which reflects a shift from a
`deficit' to a `social' model.

It is important to note, as described by Reiser and Mason (1992) (cited in Sheehy et al.,
2005, p15), that a model is "not necessarily the truth as borne out by scientific fact, just an
idea that helps us to make sense of information" (p13). With this in mind, the deficit or
medical model of thinking has been hugely influential in shaping the direction of thinking,
policy and services for people with disabilities. However, a movement to a social model of
disability places the responsibility on systems for creating barriers to the full participation
of people with disability (Griffin and Shevlin, 2007). Similarly, Reiser and Mason (1992)

(cited in Sheehyet al., 2005, p15) describehow medical approachesto impairment have
given rise to the view that people are individual objects to be `treated', `changed' or

`improved' andmademore `normal'. The medical model of thinking views the individual
with a disability as needing to `fit-in', rather than thinking about how society itself might
change. It is my view that disability should be viewed more broadly than just physical or
mental; students can be disabled by models of thinking "not necessarily the truth as borne
out by scientific fact". Such models of thinking create barriers to student participation in
education and can render the student disabled. Table 2-1 contrasts two models of disability
and identifies the differences which directly impact on a child's ability (student's ability)

to participatefully in society(and in school):
Table 2-1 - Medical Model versus Social Model of Disability

Medical Model

Social Model

Child is fault

Child is valued

Diagnosis

Strengthsandneedsredefinedby self andothers

Labelling

Identify barriers and develop solutions

Impairment becomes focus of attention

Outcome-based programmes

Assessment,monitoring

Resources made available

Segregation and alternative services

Training for parents and professionals

Ordinaryneedsput on hold

Relationshipsnurtured

Re-entry if `normal' enough or

Diversity welcomed; child is welcomed

permanent exclusion
Society remains unchanged

Society evolves
(Keiser, 2001 cited in Sheehy et al., 2005, p16)
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Table 2-1 illustrates the differing models of thinking towards the child. Within the social
model of thinking, the child is valued whereas the medical model of thinking places blame
on the child. Furthermore, labelling of children occurs within a medical model of thinking,
whereas under the social model barriers are identified and solutions developed.
Significantly, Table 2-1 introduces the issue of normality. Normality must be viewed as a
social construct, which is developed by the `majority'. Therefore, those outside of the
majority are viewed as being outside of the `norm'. Within a medical model of thinking,
there is an approach of re-entry to systems if `normal' as against the welcoming of
diversity within the social model.

Also impairment or deficit within the individual

becomes the focus of attention rather than outcome based processes. Within an education
setting, the medical model of thinking places the responsibility on the individual learners to
adapt within a system rather than the system itself changing.

Table 2-1 also introduces the issue of `deficit'. Through my position as an Education Coordinator, and as described by Thomas and Loxley (2004), the concept of `need' has come
to reinforce these ideas of deficits and disadvantage. While intending to be helpful, it has
placed an emphasis on students' difficulties rather than simply naming a supposedcategory
of problems. The notion of need places the emphasis on the child rather than on the
system. The current targeted system of supports in operation in the Irish education system,
aimed at those with specific needs, can be viewed as contributing to the difficulties of
students rather than alleviating them. Identification of a student, or school for that matter,
as having specific needs which require increased supports can have the effect of labelling a
student, or school.

The existence of a deficit model of thinking within education places the onus of
responsibility upon individual learnersto adapt or `fit-in' to the system and by its very
nature is exclusionary. A social model of thinking would forward the premise that
difficulties in learning occur when there is a mismatchbetweenthe starting point for the
learner,the expectationsof teachers,the teachingmethodsand resourcesused. Thus, the
systemneedsto adaptand accommodatethe student. The conceptof medical versussocial
modelsof thinking and their implications are exploredwithin this study. The gatheringof
data from teachersand principals in Galway City provides an insight into the existenceof
various models of thinking (Chapter Five, Section: Inclusion and Exclusion) in local
schools and the impact such models have on the student experience of second level
education. Furthermore,this study provides an insight into the extent to which some
studentsare viewed as `normal' and others are viewed as being outside the `norm'.
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Moreover,Wearmouthand Glynn (2004) arguethat the deficit model of thinking has been
assumedin schools in order to maintain order within the institution.
Furthermore, Sheehy et al. (2005) discuss the deficit and social models of thinking in the

contextof a shift from `integration' to 'inclusion'. The argumentforwarded is that a move
from integration to inclusion requires a change in perspective:

"A shift away from a `deficit model', where the assumption is that
difficulties havetheir sourcewithin the child, to a `social' model, where
barriersto learningexist in the structureof schoolsthemselvesand, more
broadly, in the attitudesand structuresof society." (Sheehyet al., 2005,
p19)
It is unclear whethersuch a shift in perspectiveand assumptionshas occurredwithin the
Irish school system,but the samplingstrata of teachersinvolved in this study provides a
framework for an explorationof current modelsof thinking which exist towards students,
identificationof needsandthe conceptof inclusive education.
Complexity of Inclusion - Early School Leaving. Disadvantage and Disaffection
The complexity of inclusive educationneedsto be viewed in the context of a plethora of
terms and conceptssuch as educational disadvantage,disaffection, special educational
needs and inclusion. Furthermore, it is important to note that concepts such as
disaffection,specialeducationalneedsand inclusion are interlinked. Referencesto one or
all of the conceptswithin this studymust be taken in the contextof being closely linked to
the other concepts. There is an emphasis on educational disadvantagewithin Irish
education policy. Educational disadvantageis defined within Irish legislation as "the
impedimentsto education arising from social or economic disadvantagethat prevent
studentsfrom deriving appropriatebenefit from education in schools" (Government of
Ireland, 1998,p32).
As well as being problematic, the definition of educational disadvantageplaces an
emphasison the student, thus perpetuatinga medical/deficit model of thinking. In a
broadersensedisadvantageis acknowledgedasthe problem but it is viewed as outsidethe
realm of the education sector; education is not seen as part of the system that creates
disadvantage.Responsibilityis not placed on the schoolsor the educationsystemfor any
disadvantageexperiencedby the student. There would appear to be little recognition
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among policy makers of the role a deficit-based system can play in placing individual

studentsat a disadvantage.
The sample group of students in this study is primarily based within disadvantaged areas of
Galway City.

Furthermore, while not specifically required to identify their ethnic or

economic status, there is evidence within the study that the participants are experiencing
levels of disadvantage. The types of disadvantage experienced, as suggested by Conaty
(2002) and Smyth and McCoy (2009), include some or all of the following: belonging to a
minority group, belonging to a low income group, belonging to a group with low
educational status, and poor self image (incorporating self-worth and self-confidence).

Lynch (1989) explains the link between social class and education in Ireland, specifically
detailing the fact that in Ireland the social class which gains most from the education
system is the middle class. As a result, the middle classes are well positioned to have their
interests defined as the public interest in education. The consequenceof such class division
within education is that the lower classesare not well positioned in relation to education.
This is particularly evident where there is universal provision of education, as universal
`consumption' is not assured (Lynch, 1989). As a result, education is socially constructed
for specific groups and classes, resulting in a lack of inclusion for others. Through my
position as an Education Co-ordinator, an insight has been gained into the issue of socioeconomic disadvantage among students in Galway City. Students, many of whom (but not
all) are from disadvantaged areas of Galway City, are at risk of leaving the education
system early. This is reflected through the voices of the students referred by the School
Completion Programme to participate in this research (the School Completion Programme
has a specific brief to work with students at risk of leaving school early and with
schools/communities designated as disadvantaged).

While socio-economic factors are

outlined, the study focuses on government education policy and the subsequent impact on
the issueof early school leaving.

In an Irish context, Shevlin and Rose (2003) identify that "society's emphasis on
homogeneityand preference for single approachesto complex issues has resulted in
narrow and limited responsesto diversity" (p301). Furthermore,they suggestthat some
studentsfrom devaluedcultures, such as Travellers, implicitly reject their own identity in
order to `passfor normal'. This resultsin studentsbeing viewed as different, thus finding
themselveshovering on the marginsof the world of their mainstreampeers, isolated and
undervalued.With this in mind, inclusion, particularly within education, can play an
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important role in allowing students to realise their full potential and participate fully within
their community. In the absence of inclusion, as outlined above, students will attempt to
detach themselves from their identity and cultural background in order to `fit-in' within
education and society generally, thereby reiterating normality as a social construct and the

needfor thoseoutsideof the `norm' to 'fit-in'.
In exploring the topic of educational disadvantage further, the term disaffection arises.
Similar to inclusive education, the term disaffection is a contentious one with little
consensus on a definition. However, Holroyd and Armour (2003) describe disaffection as
a complex and multi-dimensional phenomenon which has influenced numerous
interrelating factors, and can be manifested in various ways including disengagement from
mainstream activities, disruptive or antisocial behaviour and involvement in petty crime.
In addition, Gutteridge (2002) identifies the following as the major indicators, within a
school setting, of student disaffection:

"

Often requiresremindingaboutinstructionsgivento the whole class,

"

Often doesnot completethe homeworkset,

"

Usesdelayingtacticsin classto avoid work,

"

Is often reprimandedfor talking in class,

"

Frequently infringes school uniform requirements,

"

Presentssubstandard work,

"

Fails to respondto written commentsin his or her exercisebook,

"

Doesnot contributeto classdiscussionsensibly,

"

Often forgetsto bring booksto the lesson,

"

Takesno pride in her/his exercisebook (Gutteridge,2002,p 165).

As suggested earlier, the behaviours and attitudes associated with disaffection are very
much dependent on the school, its culture, management and ethos, together with factors
associated with the individual teachers in the school, such as their experience, age, sex and
personality (Gutteridge, 2002).

As is evident through my professional links with the

Galway City Youth Advocacy Service3 (Galway City Youth Advocacy Service, 2009) and
local schools, disaffection within schools can be manifested through active and aggressive
resistance within school, official exclusion resulting from resistance, passive resistance,
non-cooperation, absenteeism and temporary or permanent drop-out (Harber, 2008). Steer
(2000) states that the term disaffection is multi-faceted, referring to a cluster of behaviours,
3GalwayCity YouthAdvocacyServiceis a communitybased
to work with students
servicedeveloped
who
haveleft schoolearly. Thisserviceis fundedthroughFASandmanaged
by GalwayCity Partnership.
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in
attitudes and experiences. In addition, the root of disaffection can be broadly located
poverty, failing of the support services for young people, difficult home circumstances and
behavioural and emotional difficulties (Steer, 2000).

Therefore, disaffection must be

viewed as closely linked to inclusion and inclusive education.

Teachers.Teaching and School Culture
Central to any education-related discussion is `the teacher'.

The role of teachers and

teaching in the progress of students within the education system is imperative. It is my
view that the teaching approaches, teaching methods and expectations of teachers directly
impact on the achievement of students and learning readiness. Such a view is supported by
Mittler (2000): "Teachers' perceptions and attitudes present the most formidable obstacles
to inclusion and cannot be ignored" (Mittler, 2000, p8).

Furthermore, Mittler (2000)

identifies the importance of the teacher in the promotion of inclusion within schools and
`summarises' the views of various writers to outline the following in relation to teachers'
attitudes to inclusion:
Most teachers in mainstream schools support the principle of inclusion but many have

"

doubts about whether it will work in their school,

Teachersare much more positive about the inclusion of children with sensory or
physical impairmentsthan about those with emotional and behavioural difficulties or

"

severelearningdifficulties,
Classteachershave less positive attitudesthan headteachersbut much dependson the

"

credibility of the visiting specialsupportpersonnel,
"

Supportfor inclusion generallyincreasesonceteachershavedirectly experiencedit and
they feel the school has the full support of the head teacher and local authorities
(Mittler, 2000,p134).

Archer and Shortt (2003) observethat someteacherstake pupils' social backgroundinto
accountin assessingtheir ability. Practicesamongteachersin which studentsare labelled
and pigeon-holed as being from a specific social background are operating within a
deficit/medical model of thinking. Thus, rather than assessingthe student's educational
needsand striving to meet these,there is a sensethat teachersbasetheir expectationson
the categoryor label attachedto the student (Archer and Shortt, 2003). In this context,
inclusion involves a processof reform and restructuringof a school as a whole with the
aim of ensuringthat all pupils canhave accessto the whole rangeof educationaland social
opportunities(Mittler, 2000).
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As noted above, inclusive education is based upon equality and the rights of students to be
fully included regardless of background. Therefore, it is imperative that teachers and their
teaching methodologies strive to meet the educational needs of each student and move
away from an approach which labels students. Teachers' expectations play a key role in
the process of inclusion; if low expectations are present within a school system then the
system, in effect, is exclusionary and not meeting the educational needs of all. However,
there is a broader context to such labelling and the creation of expectations. The education
system, in particular the primary and second level system, operates on the basis of targeted
supports/resources(Lynch and Lodge, 2002; Department of Education and Science, 2005;
McArdle, 2006). Such a system is perpetuating a view of normality and a view of those
students who are outside the `norm'. Certain schools within the system are designated as
disadvantaged and are therefore labelled.

Furthermore, students who require additional

supports must be labelled as having `special needs' in order to access increased resources.
Thus, school management and teachers must create labels to meet the needs of the
education system. The Irish education system is perpetuating a system of labelling which
in turn is impacting on the expectation levels of school management and teachers.

McCoy, Darmody, Smyth and Dunne (2007), referring to the Irish education system,
believe the challenge is to engagestudentsat risk of disaffection with more innovative
teaching and learning strategies and to create a greater sense of attachment to and
ownershipof school life. Students'withdrawal from school reflects disaffection with
school life.

Feeling alienated and excluded at school, pupils may start disengaging,
avoiding school and leaving schoolprematurely,thus limiting their future life-chancesin
terms of accessto the labour market (Darmody,2007). In addition, teachers'expectations
may be lower for some groups of students,especiallythose from lower socio-economic
backgrounds(Gutman and Midgley, 2000 cited in Smyth, McCoy and Darmody, 2004,
p7).
SelectionandAllocation of Students- The StreamingProcess
Streaming,a processwherebystudentsin a particular year are assignedto higher- or lowerstreamclass groupings on the basis of some type of attainment measure(Griffin and
Shevlin, 2007), is viewed as contributing to disaffection among students(Smyth, Dunne,
McCoy and Darmody, 2006). The rationale expressedfor such a processis that there are
`concerns'in relation to the suitability of the curriculum for lower ability students and
difficulties in coveringthe curriculum in the time available (Smyth, McCoy
and Darmody,
2004). Such an approach is particularly isolating for specific
students and plays a
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significant part in disaffecting the students involved. The decision of a school to operate a
system of streaming is, in effect, limiting life choices for students at an extremely early
age.
Smyth, McCoy and Darmody (2004) have identified the existence of streaming within
second level schools in Ireland. The level of streaming within Galway City has not been
formally documented. However this research explores the issue of streaming among the
schools involved in the sample group (Chapter Five, Section: School Culture and Systems).
Within this research, streaming is viewed as a method of promoting segregation among
students in Galway City. Streaming can be used to develop a `class system' within schools
which acts as a source of division and segregation (Department of Education and Science,
2007). Furthermore, as suggestedby Symth, McCoy and Darmody (2004), schools should
be encouraged to develop alternative approaches to streaming.

The existence of a

streaming system within schools can hugely limit a student's opportunities in the longterm, regardless of the level of progress they may achieve (Department of Education and
Science, 2007). Therefore, the streaming process labels the student. As discussed above,
the labelling of students can impact on the teachers' expectations which in turn can limit
the students' participation and progression in second level education.

However, as

suggested by Lynch (1989), streaming can be viewed as a method of supporting class
division within society. Schools are, in effect, perpetuating a system of promoting students
from certain social classes, i. e. upper and middle classes, while suppressing students from
other classes,i. e. lower class.

The issuesaffecting not only studentsat risk of leaving school early, but all students,can
be complex. The level of inclusion, or exclusion, experiencedcan vary dependingon the
models of thinking in place in relation to socio-economic circumstances, cultural
background(Lynch and Lodge, 2002) and family structure(Millar, Coen, Rau, Donegan,
Canavanand Bradley, 2008). Irrespective of non-school factors, schools are generally
viewed as a focal point for the processof inclusion. Consequently,school management
andultimately teachersare seenas key to the implementationof the inclusion agenda. As
identified previously within this study, schools are often viewed as the location for
inclusionto be enacted.Schools,and in particular teachers,are given a central role in the
movementtowards inclusive practices. The `positioning' of teachersat the `core' of the
inclusion process,without due consultationand training, can result in a reluctanceamong
teachersand schoolsto fully participate(NASUWT, 2008).

22

The evidence presented in Chapters Four and Five provides an insight into the views of

teachers,principals, educationpersonneland studentsin relation to the teachers,teaching
and culture among schools in Galway City.

SecondLevel Education System- Ireland
The Irish education system is complex, particularly the primary and second level system.
It is not possible to provide a complete analysis of the structure of the education system
within this study, but it is imperative that some reference to the historical development of
the system, in particular the ownership and management of schools, be provided.

The

church has been deeply involved in the Irish education system and has a significant
influence on the nature of educational patterns in Ireland. The education system is
predominantly state aided, with the state providing the vast proportion of finance for
capital and current expenditure, although most of the institutions are not publicly owned or
controlled:

"The state, through the Department of Education4, exercises a preponderant

role in determining educational policy" (Coolahan, 1981, p14 I). Furthermore,

"The Department of Education exercises varying degrees of power and
influences over the different educational institutions but its overall
influence on educational policy and administrative procedures is very
great." (Coolahan, 1981, p160)

As this study focuses on secondlevel education, the types of second level schools in
Ireland are examined. The oldest type of secondlevel school is the secondaryschool.
Secondaryschoolsform the largest category of post-primary schoolsand cater for about
two-thirds of secondlevel students. Secondaryschoolsare private institutions and almost
all are denominational.In order to be eligible for statesupportthey mustbe recognisedby
the Departmentof Education and Science as offering an approved curriculum and as
complying with rules setout by the Department(Coolahan,1981). Secondaryschoolsare
owned by religious groupsand run under the auspicesof religious authorities. There are
eight secondaryschoolsin Galway City: two all-boys schools,two co-educationalschools
andfour all-girls schools.
There are three other typesof secondlevel schoolsin Ireland: Community, Vocational and
Comprehensive. Community schools provide comprehensive second level education
facilities in one schoolfor all the children in the secondlevel age rangein the areaand are
4 The Departmentof Education
subsequentlybecamethe Departmentof Educationand Science.
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intended to have much closer links with their surrounding communities than is usual with
schools (Coolahan, 1981). The running costs of the schools are completely paid for by the
state. There are two Community Schools in Galway City which are under the aegis of the
City of Galway Vocational Education Committee (VEC), one of which teaches exclusively
through Irish. Both schools are co-educational.

Vocational schools offer a full second level programme of instruction for pupils in the age
range twelve to nineteen. They also provide more specialised technical and apprentice
education for particular trades and professions and provide evening classes for adults in a
very wide range of subjects (Coolahan, 1981). There is one vocational school in Galway
City which is under the aegis of the City of Galway VEC. However, this school focuses
completely on Post-Leaving Certificate courses and no longer delivers the Leaving
Certificate curriculum.

The fourth type of school is Comprehensive schools.

These

schools were established, and are fully funded by, the state. There are a very limited
number of such schools in Ireland and none in Galway City.

The complexnatureof the Irish educationsystem,particularly at secondlevel, provides a
contextfor the developmentand implementationof educationpolicy in Ireland. Secondary
schools,throughtheir Boardsof Management,are in a position to develop specific policy
and practices which are deemed appropriate for their school. Therefore, policy
developmentwithin the Irish educationsystemis a complicatedand contestedarea. Breen,
Hannan, Rottman and Whelan (1990) believe Irish public policy (including education
policy) did not establisheffective control over the institutions that were central to policy
implementation. Lynch and Moran (2006) reiteratethe lack of effective control of policy
within an Irish educationcontext:
"Schools are generally managedand controlled by middle-class and
upper-middle-class people (trustees, boards of governors, teachers,
professionalsfrom local authorities,etc.), to whom the survival of the
" (Lynch and Moran, 2006, p226)
schoolhasbeenentrusted.
Furthermore,Hannan,Smyth, McCullagh, O'Leary and McMahon (1996) note that half of
all secondlevel studentsdo not attendtheir nearestschool;those who are most mobile are
middle-classstudents. The findings of the Equality and Power in Schools (EPS) study
(Lynch and Lodge, 2002) demonstratethat the issuesand problemsassociated
with choice
are not confined to the systemor policy level; schoolsare autonomousentities interestedin
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their own survival. Therefore,the implementation of education policy must be placed
within the complexity of the structure and history of the Irish education system.
Progression of Policy - Historical Development in Ireland
The overview of the system provides a context to policy in Ireland. In order to answer the
research question effectively there is a need to review the development of policy within the
Irish education system. On the formation of the state, the Department of Education was
1999). Following
established by the Minister and Secretaries Act (1924) (Glendenning,
this, the School Attendance Act (1926) was brought into law (Glendenning, 1999). This
legislation required children between the ages of six and fourteen years to attend school,
in
unless it could be established that they were receiving `a certain minimum education'
the home (Glendenning, 1999). The School Attendance (Amendment) Act (1967) was
enacted with the purpose of expediting the serving of warning notices on parents of
children who were absenting themselves from school, of facilitating the presentation of the
child before the court and increasing certain fines imposed by the 1926 Act (Glendenning,
1999). A period followed in which change occurred in relation to education legislation in
Ireland.

The Special Education Review Committee (SERC) (Government of Ireland,

1993) reported that: "Ireland has a conspicuous lack of legislation governing much of
educational provision but particularly covering education provision for students with
special needs" (Government of Ireland, 1993, p56).

The committee identified gaps in curriculum development,constraints at primary level,
drop-out at post-primary level, insufficient specialist training for teachers,and a lack of
contactand interchangebetweenthe ordinary and special educationsystems. The SERC
report (Governmentof Ireland, 1993)markeda shift towardsmore inclusive strategiesand
the mainstreamingof educationserviceprovision, which includedthe implementationof a
significant amount of new legislation including the Education Act (1998) (Governmentof
Ireland, 1998)and the Education for Personswith SpecialEducationalNeedsAct (2004)
(Governmentof Ireland, 2004). The EducationAct (1998)was particularly significant asit
set the scenefor educationalreform but also becauseit was the first piece of legislation in
the area of education in decades. The Act defines the function of the Minister for
Educationand Scienceto provide a quality educationand appropriatesupport servicesfor
people with disabilities and special educationalneeds(SEN). The Education Act (1998)
states:"There is made available to each personresident in the state, including a person
with a disability or who has other special educationalneeds,support servicesand a level
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and quality of education appropriateto meeting the needsand abilities of that person."
(Government of Ireland, 1998, p 10).

Special Education in Ireland
"Special education, and those considered to be in need of it, are shifting

ratherthan fixed constructs" (Riddell, 2007,p34)
Special education, similar to inclusive education, is a contested area and as a result there is
no one agreed definition.

In Ireland, prior to the work of the Special Education Review

Committee (SERC), special education in Ireland was provided in special schools and, since
the 1970s, in separate special classes in mainstream primary schools (Government of
Ireland, 1993). The SERC report (Government of Ireland, 1993) found that ordinary and
special education operated in virtual mutual isolation. Since the publication of the SERC
report (Government of Ireland, 1993), the Department of Education and Science policy
has increasingly promoted mainstream provision for children with disabilities and/or SEN
through the development of The Education for Persons with Special Educational Needs
Act (EPSEN) 2004 (Government of Ireland, 2004). The EPSEN Act was viewed as a
significant piece of legislation for students with special educational needs. The central
purpose of the Act was to ensure inclusive education unless there are specific reasons why
a specialised placement is required for the child.

The EPSEN Act is critically reviewed

later in this chapter.

Griffin and Shevlin (2007) acknowledgethe progresswhich has beenachievedfor children
with disabilities and specialeducationalneedsin Ireland. In contrastShevlin, Kenny and
Loxley (2008)cautionthat "despitethe visible increasein resources,a consistent,systemic
approachto specialeducationalprovision has not emerged ... There is a real danger that
the specialistteachercan becomeresponsiblefor the whole inclusion process" (Shevlin et
al., 2008,p149). Furthermore,they arguefor inclusion within mainstream:
"Schools require systemic support, opportunities for professional
development and the dissemination of existing good practice.
Mainstream educationhas to be the responsibility of all in the school
systemand asa result everyonein the school needsto be better qualified
to deal with an increasinglydiverse school population." (Shevlin et al.,
2008, p149)
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While the inclusion of students with disabilities and/or special educational needs is central
focus on the
to the inclusive education movement, inclusion is broader and needs to
be impeded from full participation within the
participation of any student that may
education system.

From Policy to Practice - An Analysis of Irish Legislation
In advance of developing any level of analysis, it is important to define policy and examine
how to assesspolicy in practice. Policy can be defined:

"... as `a guideline for achieving objectives' which are enacted through a
process or procedure or set of rules as part of a systemic way of working.
If objectives are `what we want to achieve', policy is the `how', `where'
and `when' of meeting objectives. In addition, underpinning any policy
is the belief system behind those objectives." (Sheehy et al., 2005, p72)

The implementation of policy can counteract or inhibit the implementation of other
2005, p72). The analysis of
policies (Wallace and Pocklington, 2002 cited in Sheehy et al.,
in
policy must occur in the context of legislation and other existing policies which are
operation.

The intention

of policy

implementation/enactment can differ.

on its development and the reality
This `intention-reality'

of its

gap can lead to tension,

(Sheehy et al., 2005).
particularly among those involved in implementing education policy
Furthermore,

"What is valued in educational policy at one time and place can be
different in different contexts, so it is inevitable that there will be
differing economic and ideological values of education and how it is
delivered,dependingon time and place." (Sheehyet al., 2005, p73)
As outlined previously, legislation has been developed including the Education Act
(Government of Ireland, 1998), the Education (Welfare) Act (Government of Ireland,
2000) and the Education for Persons with Special Educational Needs Act (Government of
Ireland, 2004). Moreover, it is important to note that the education system in Ireland
operateswithin a context of broader socio-economic inequalities and that addressing social
exclusion, or promoting social inclusion, is central to social policy in Ireland (McVeigh,
2006). In addition, a succession of strategies have been developed in Ireland, including the
National Anti-Poverty Strategy (NAPS) in 1997 (Government of Ireland, 1997) and the
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revisedNAPS in 2002 (Governmentof Ireland, 2002), which emphasisethe promotion of
social inclusion generally including educational disadvantage. Such strategies specifically
identify the key role education can play in tackling poverty and social exclusion. On the
basis of my professional interaction within the legislation and a detailed review of each

document,a critical examinationof the legislation is presented.
TheEducationAct (1998)
The Education Act (Government of Ireland, 1998) includes definitions of disability, special
educational needs and educational disadvantage. The definition of disability includes
terms such as `loss of a part of the person's body', `chronic disease', `malfunction,
malformation or disfigurement' and `a condition, illness or disease which affects a
person's thought process'.

The legislation also includes the term `special educational

have a disability and
needs', which is defined as "the educational needs of students who
the educational needs of exceptionally able students". While the introduction of the
legislation was generally welcomed, along with the attempts to include the concept of
educational disadvantage, the language and content of this legislation reflects a medical
model of thinking. The educational responsesreflect a medical model of thinking which
focuses on individual deficits as a means of identifying needs. The inclusion of terms such
as `illness', `disease' and `malformation' within this legislation reinforces this model.

As outlined previously, Irish education policy focuses on tackling educational
disadvantage;consequently,there is an emphasison addressingexternal factors, or `nonschool' relatedfactors, which are impacting on the students'experiencewithin school. In
contrast,inclusive educationoperateson the principle that "local schoolsshould provide
for all children, regardless of any perceived difference, disability or other social,
emotional,cultural or linguistic difference" (Florian, 2008, p202).
Educationaldisadvantageis referred to throughout Irish educationpolicy, with a distinct
absenceof referenceto inclusive education. Therefore,tackling educationaldisadvantage,
ratherthan promoting inclusion, is a priority of the Departmentof Educationand Science.
There is a clear lack of referenceto a student-centredapproachin which the system is
requiredto changeto meetthe needsof the student.
Educationfor Personswith SpecialEducationalNeeds(2004)
The Education Act (Government of Ireland, 1998) introduced the concept of special
educational needs into Irish legislation, but the Education for Persons with Special
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Educational Needs Act (EPSEN) (Government of Ireland, 2004) is a particularly
significant document within the Irish education system. The EPSEN Act (Government of
Ireland, 2004) develops on the Education Act (Government of Ireland, 1998) defining
`special educational needs' as the following:

"A restriction in the capacity of the personto participate in and benefit
from education on account of an enduring physical, sensory, mental
health or learning disability, or any other condition, which results in a
person learning differently from a person without that condition."
(Governmentof Ireland,2004,p6)
This definition is much broader than any previous definition of `disability', `intellectual
disability', `learning disability' or any other of the commonly used descriptors of those
whose learning needs were perceived to differ from their peers (National Council for
Special Education, 2006). The EPSEN Act (Government of Ireland, 2004) confers a right
on the child with special educational needs to an appropriate education in an inclusive
setting. In addition, it confers on the child certain specific rights, including the right to an
assessmentof needs and an educational plan. The nature of the appropriate inclusive
education to be provided, the assessmentto be undertaken and the educational plan to be
prepared and implemented will be differentiated based on the needs of the individual child
(National Council for Special Education, 2006).

While this Act has progressedthe area of special educational needs within the Irish
educationsystem,there are limitations to the legislation. It provides resourcesand support
for students with special educational needs within schools, but one of the key
consequences
of such an approachis that certainstudentsare labelled within the education
systemashaving specific educationalneeds. Labelling studentsashaving specialneedsin
effect highlights the individual as special and thus remains deficit-based (Thomas and
Vaughan, 2007). This labelling emphasisesdifferences, excludes, and highlights the
existenceof a `deficit' model within the Irish education system. These approachesare
linked directly to the issueof disaffectionand early schoolleaving amongstudents.
While the areaof inclusive educationis a contestedone, it is vitally important that when
the term is included in legislation a clear definition or description of its meaning is
provided. Without such a clarification, the opportunity for ambiguity between policy
makersandpolicy implementerswill exist. The EPSENAct (Governmentof Ireland, 2004)
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introduces and promotes the concept of inclusive education but fails to provide a clear
definition of inclusive education. In the absence of a definition, implementation of
based on individuals' professional or personal
elements of the legislation will be completed
in the intention of the
understanding of inclusive education. Such ambiguity results
legislation being lost in reality `on the ground'. The `initiation phase' of such policies will
have a specific intention but in the absenceof `absolute' clarity this intention will become
(Sheehy et al.,
ambiguous through the `implementation' and `institutionalisation' phase

2005).
Despite the progressivenature of the legislation in an Irish context, the EPSEN Act
(Governmentof Ireland,2004) still makesreferencesto a medical model of thinking. This
is particularly evidentwithin the assessmentsectionof the legislation accordingto which
may be carriedout by oneof the following:
an assessment
"A psychologist; a medical practitioner; the principal of the school which
the child is attending or a teacher of that school nominated by the
principal; an appropriately qualified social worker; and a therapist who is
suitably qualified to provide support services in respect of the special
educational needs of the child. " (Government of Ireland, 2004, p 10)

The involvement of non-education/medicallyfocusedprofessionalsin the assessmentof
education needsemphasisesthe continued existenceof a medical rather than a social
modelof thinking. Barton (2003)believesthat in seekingto take voices of disabledpeople
seriouslyit is necessaryto understandthe contextsin which they are expressed,the content
of these voices and the purposes of such expressions. A social model of thinking
recognisesthat the questionof disability providesus with an opportunity for raising serious
questionsabout the nature of the society we live in and the kind of society we desire or
hope for. The mainstreamview within society of what constitutesnormality impacts on
the developmentof a socialmodel of thinking. The function of this researchis to identify
andattemptto answerspecific questions,such aswhy are studentscontinuing to leavethe
educationsystem despite the influx of recent policy? What are the views of students,
teachers,principals and other educationpersonnelin relation to inclusive education? The
datacollectedexplore thesequestions.
Shevlin and Rose(2008) commentthat special educationlegislation provides for the child
to be directly involved in the formulation and implementationof the educationplan. The
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team charged with preparing the education plan can include "the child where this is
considered appropriate by the special needs organiser having regard to the age of the child
and the nature and extent of the child's education disability" (Government of Ireland,
2004).

It is critical that children with disabilities and/or special educational needs are enabled to
be active participants in their education, otherwise there is a real danger that they will
remain on the margins of mainstream schools and on the periphery of society (Florian,
2007). Legislation has tended to explicitly state a commitment to the development of
inclusive learning environments. When comparing Ireland and England, Shevlin and Rose
(2008) believe that in each country there are difficulties in translating this commitment into
practice. There appear to be problems at the conceptual level, as well as challenges in
securing appropriate resources. These problems would suggest the existence of a gap
between intention and reality in the area of special education.

Chapter Five of this

document discusses in detail the implementation of the EPSEN Act (Government of
Ireland, 2004) based on the data collected from the sample group.

Education (Welfare) Act (2000

The Education(Welfare) Act was introducedin Ireland in 2000 (Governmentof Ireland,
2000). The legislation developeda National Education Welfare Board (NEWB) with the
following general functions: ensuring that each child attends a recognised school or
otherwise receives a certain minimum education, to assist in the formulation and
implementationof policies and objectives of the government. The legislation includes
developinga register of young people who have left school, developing plans for young
peopleregisteredin relation to educationand training, and advising and assistingchildren
and the parents of children who exhibit problems relating to the attendanceat, and
behaviourin, school.
At the time of the introduction of the Education (Welfare) Act (Governmentof Ireland,
2000) it was evident to me from my professionalinteraction with school
personneland
services/agenciesoperatingin Galway City, specifically through the managementgroup of
the School Completion Programmes,that the legislation was broadly welcomed on the
basisthat it createda definitive, and legislative, framework for dealing
with the issue of
Under the national guidelines for the development of School Completion Programmes,Education Coordinatorsare requiredto becomemembersof the managementgroup of the School Completion Programme
in their local area. There are two SchoolCompletion Programmesin Galway City (Eastside
and Westside).
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non-attendance at school. However, the full implementation of the Education (Welfare)
Act (Government of Ireland, 2000) has not taken place.

The resources and staffing

required to implement the legislation have not materialised (National Education Welfare
Board, 2006; Children's Rights Alliance, 2009; Society of Saint Vincent De Paul, 2009).
The function of monitoring attendance in association with the school has progressed but
other elements, such as the development of a register of young people, development of
plans for these young people and strategic support for schools in the management of
behaviours, have not progressed due to the lack of resources. On further investigation the
legislation focuses on the students' non-attendance rather than on the role of the school in
working with individual

learners.

The legislation, in line with the Education Act

(Government of Ireland, 1998), focuses on the family background of the student. While
making reference to the role of the school, the Act states that parent(s) will be served with
a school attendancenotice:

"(a) requiring him or her on the expiration of such period as is specified
in the notice, to cause his or her child named in the notice to attend such
recognised school as is specified in the notice, and there to attend on each
school day that the notice is in force, and
(b) informing him or her that if he or she fails to comply with a
requirement under paragraph (a) he or she shall be guilty of an offence. "
(Government of Ireland, 2000, p22)

The ultimate sanction lies with the parent(s) of the student regardlessof the level of
inclusion, or exclusion,which the studentexperienceswithin the school. It raisesfurther
questionsin relation to policy developedto resolve the issue of attendanceat school in
Ireland. It is evident from the content of the legislation that the approachin the Irish
education system is to punish, rather than exploring the causesof non-attendanceand
developingappropriateresourcedresponses. While full resourcing of any legislation is
limited, it is evidentfrom my direct and indirect work with the NEWB that the servicehas
neverbeenresourcedto the level requiredto fully implementlegislation.Consequently,the
legislationdevelopedto tackle absenteeism
hasbeenextremelylimited in its effectiveness.
From Policy to Practice - An Analysis of Non-Legislative Policy
The subsequentanalysisof policy must be viewed in the context of Critical Theory. Ward
(2010) describesCritical Theory as an investigation of the structuresand processesof
power and oppressionthat lie masked behind the common realities of everyday life.
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Furthermore,Critical Theory tries to revealhow thesestructuresand processescontinueto
predominatewhat we need to changeto achieve greater social equity and justice (Ward,
2010). Held (1980)states:
"The extension and development of the notion of critique, from a concern
with the conditions and limits of reason and knowledge (Kant), to a
reflection on the emergence of spirit (Hegel), and then to focus on
specific historical forms - capitalism, the exchange process (Marx) - was
furthered on the work of the Frankfurt theorists. They sought to develop
a critical perspective in the discussion of all social practices." (Held,
1980, p16)

Brookfield (2005)describesCritical Theory throughfive distinctive characteristics:
1. Critical Theory is firmly grounded in a particular political analysis. Horkheimer
(1995) (cited by Brookfield, 2005, p23) statesthat a single existentialjudgement is at
the heartof Critical Theory. This is that the commodity exchangeeconomycomprising
capitalism will inevitably generatea seriesof tensionscreatedby the desire of some
people for emancipationand the wish of others to prevent this desirebeing realised.
The commodityexchangeeconomydeterminesall humanrelationships.
2. The seconddistinctive characteristicdraws on the writings of Horkheimer(1995) (cited
by Brookfield, 2005, p25). Critical Theory is concernedwith providing people with
knowledge and understandingto free them from oppression(Brookfield, 2005, p25).
Its explicit intent is to galvanisepeopleinto replacing capitalismwith truly democratic
socialarrangements.Critical Theory is clearly transformativeand existsto bring about
social change. This researchis operating in the context of creating social change
throughretainingstudentsat risk of early schoolleaving within the educationsystem.
3. The differencebetween Critical Theory and other theories is that it breaksdown the
separationof the subjectand object, of researcherand the focus of researchfound in
traditional theoriesHorkheimer (1995) (cited by Brookfield, 2005, p26). The validity
of Critical Theory derivesfrom the fact that its subjects- humanbeings, specifically
those diminished by the workings.of capitalism support the philosophy vision of
societyinherentwithin the theory.
4. The fact that it is normatively groundedis Critical Theory's fourth defining feature.
Critical Theory tries to generate a specific vision of the world that might be
Horkheimer (1995) (cited by Brookfield, 2005, p27). This grounding of Critical
Theory in a preconfiguredvision and set of valuesopensit to criticism that it is not a
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genuine theory but a set of preferences, prescriptions and platitudes.
acknowledged by Horkheimer (1995) (cited in Brookfield, 2005, p28).

An issue

5. Critical Theory is distinctive because we won't know whether Critical Theory is true or
false until the world it envisages is created and we can judge its relative humanity and
compassion (Horkheimer, 2005) (cited in Brookfield, 2005, p29).
Focusing on education and in particular teaching, Brookfield (1995) outlines four `lenses'
through which critical reflection can take place:
1. Our Autobiographies as Learners and Teachers. Brookfield (1995, p29) states that
consulting our autobiographies as learners puts us in the role of the `other'. We seeour
practices from the other side of the mirror, and we become viscerally connected to

what our own studentsare experiencing. Through personalself-reflection,we become
awareof the paradigmaticassumptionsand instinctive reasoningsthat frame how we
work. Once these are established,we can start to test their accuracy and validity
through conversationswith students,colleagues,and books (Brookfield, 1995, p29).
Throughoutthis research,but particularly in ChapterThree,self reflection, positioning
andthe `autobiography'of the researcheris described.
2. Out Students'Eyes. Seeingourselvesasstudentsmakesus awareof those actionsand
assumptionsthat either confirm or challenge existing power relationships in the
classroom. They also help us check whether students take from our practice the
meaningsthat we intend (Brookfield, 1995,p30). This researchprovides studentswith
the opportunity to outline their experiencesof secondlevel educationin Galway City
(ChapterFour).
3. Our Colleagues' Experiences. By inviting colleaguesto watch what we do, or by
engagingin critical conversationswith them, we can notice aspectsof our practicethat
are normally hidden from us. As they describe their readingsof, and responsesto,
situationsthat we face,we seeour practicein a new light (Brookfield, 1995,p30). This
researchprovides educationpersonnelwith the opportunity to outline their experiences
of secondlevel educationin Galway City (ChapterFive).
4. Theoretical Literature. Theoretical literature can provide multiple interpretationsof
familiar but impenetrablesituations. It can help us understandour experienceby
naming it in different ways, and by illuminating generic aspectsof what we thought
were idiosyncraticeventsand processes(Brookfield, 1995,p30). The researchjournal
andthe review of literaturewithin this researchhas facilitated such critical reflection.
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The critical analysis of policy, and specifically the School Completion Programme, takes
place in the context of the outlined descriptions of Critical Theory. Furthermore, the
"tensions created by the desire of some people for emancipation and the wish of others to
(1995) (cited by Brookfield, 2005, p23) are
prevent this desire being realised" (Horkheimer
is
explored within the data analysis in Chapters Four and Five. Moreover, this research
operating within the context that:
"Each of the critical theorists maintained that although all knowledge is
historically

conditioned, truth claims can be rationally adjudicated

independently of immediate social (e.g. class) interests. They defend the
possibility of an independent moment of criticism. " (Held, 1980, p 15)

Context for Early SchoolLeaving Policy in Ireland
As outlined by Fleming and Murphy (2000), "early school-leaving, as a manifestation of
educational disadvantage, has become a priority in national policy over the last 15 years"
(Fleming and Murphy, 2000, p9). The prioritising of early school leaving in national
policy manifests itself in the development of an extensive list of programmes (see
Appendix One) being implemented in second level schools including

the School

Completion Programme.

The focus of the Departmentof Education and Scienceon educationaldisadvantagehas
resultedin schoolswithin disadvantagedareasreceiving increasedfunding, resourcesand
programmes. Consequently,the educationsystem has developeda system of targeted
supports to specific schools, primarily those operating within areas designated as
disadvantaged.In my work, I have seenthat the allocation of such resourcesis completed
primarily on the basis of targetingthose who needthe most support. The potential, and
emerging,consequenceof such a policy is the further segregationand exclusion of those
identified as both educationally and economically disadvantaged. From an inclusion
perspective,the systemof tackling educationaldisadvantagecan be viewed as reinforcing
disadvantagerather than addressing it. Through the development of a system of
disadvantagedschoolsfor disadvantagedstudents,a parallel systemof non-disadvantaged
studentsdevelops. Thus, an unequaland divided education
schoolsfor non-disadvantaged
systememerges.
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The educationpolicy of the Irish government is enacted through the developmentof
different programmes and supports delivered locally in disadvantaged schools and, to a
lesser extent, non-disadvantaged schools. The development of different programmes and
fragmented
supports has resulted in a fragmented system. In an attempt to address the
Science
nature of the programmes being implemented, the Department of Education and
developed an Action Plan to merge all programmes. The action plan is titled DEIS
(Delivering Equality of Opportunity in Schools): An Action Plan for Educational Inclusion
(Department of Education and Science, 2005).

The aim of the DEIS action plan is to ensure the education needs of students from
disadvantaged communities are prioritised and effectively addressed. A key function of
DEIS is to place all the schemes and programmes, which have been operating in isolation,
in
within one structure. The official documentation statesthat the action plan is "grounded
the belief that every student deserves an equal chance to access, participate in and benefit
from education, each person should have the opportunity to reach her/his full educational
potential for personal, social and economic reasons and education is a critical factor in
promoting social inclusion and economic development" (Department of Education and
Science, 2005, p15). While DEIS refers to equality and social inclusion neither are defined
or developed to any great extent.

Therefore, the programmes outlined within DEIS,

including the School Completion Programme, are working towards equality and social
inclusion in the absence of any clear vision of equality, social inclusion and inclusive
education.

Contentand Analysisof the SchoolCompletionProgramme
Within a Critical Theory context, a critical examination of the School Completion
Programmeis presented. The critical examination of the programme was completed
throughtwo methodsa) reviewing the official documentationrelating to the programme
and b) observationsand insightsrecorded of the programmein the researchjournal. The
School Completion Programme is viewed as a key response by the Department of
Educationand Scienceto tackling early schoolleaving. Therefore, it is important that the
School Completion Programmebe critically analysedwithin this study. However, the
analysisof the programmemust be viewed bearingin mind that the data collected through
the samplegroup within the study do not specifically relate to the School Completion
Programme.Nevertheless,its relevanceandcritical analysisof the programmewill inform
the researchprocess.
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On the establishment of the School Completion Programme, the retention figure within the
Senior Cycle was 81.3% (Department of Education and Science, 2005). The number of
students leaving school early was, and is still, occurring despite a significant amount of
resources going into the area of educational disadvantage. Furthermore, DE1S was
developed in the context of previous programmes and schemes operating independently
within schools.

Programmes operated with minimal

co-operation among schools,

particularly between primary and second level schools.

The focus of the School

Completion Programme is on those who are at risk of educational disadvantage and
leaving school early (Department of Education and Science, 2005).

The schoolsinvolved in the School Completion Programmeare required, in collaboration
with representativesof local statutory and voluntary agencies, to devise focused and
targetedintegratedplansin the holistic supportof studentsat risk. The SchoolCompletion
Programme,which incorporatesthe learning, experienceand best practice emerging from
two previouspilot initiatives, provides a wide rangeof targetedsupportson an individual
and group basis to studentswho may be at risk of early school leaving (Departmentof
Education and Science,2005). The types of supports range from social and personal
development to after-school and out-of-school supports, including sport and leisure
activities as well as supportsthat target the young person'shome and community life
(Departmentof Education and Science,2005). These supports are aimed primarily at
targetedstudents,with little opportunity for whole school initiatives. Such an approach
can be viewed, within a school setting, as labelling studentsreceiving the support and
compoundingthe issueof exclusionratherthan tackling it.
The DEIS action plan states that the School Completion Programme should be formally
evaluated (Department of Education and Science, 2005). Despite this recommendation the
programme has not been formally evaluated. Furthermore, in the absence of a formal
evaluation of the first phase of the Programme, further schools were added to the
programme in 2007 in a second phase. The School Completion Programme has been in
existence since 2001, with four schools (one secondary school and three primary schools)
in Galway City being involved in the initial round of the
-programme. When the
programme was expanded in 2007, the number of schools included in Galway City
increased to three secondary schools and ten primary schools in total.

While there has

been anecdotal evidence of the benefits of the programme, no formal analysis of these
benefits has taken place. As a result, there is little
evidence, if any, that elements of the
programme are proving particularly effective and how these could be replicated within the
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education system. In addition, the expansion has occurred within a context of continuing

levels of early school leaving; since the programmebegan in 2001 early school leaving
remains at a consistent level of 14 per cent (Byrne, McCoy and Watson, 2008).

A significant issue within the School Completion Programme is that the programme
operates within schools but is not integrated into the work of the school as a whole. The
School Completion Programme is working with the most disaffected students within the
system but the programme does not involve the classroom teachers nor their approaches to
working with the student. Consequently, the School Completion Programme operates on
the periphery of schools and school policy.

This approach limits the capacity of the

programme to tackle school policy and practices which appear to contribute to disaffection
among students. Florian (2008) suggeststhat educational practices should be reviewed and
an examination of how teachers work in their classrooms should be undertaken. However,
this programme provides another outlet for teachers to withdraw students from the class for
support resulting in teachers not acquiring the skills to work with, and include, students at
risk of leaving school early.

The programmedoes not refer to inclusive education; rather it outlines barriers to the
educationalprogressof studentscausedby issuesoutside the education system: "These
barriers can be financial, family and health related, social/communal, cultural and
geographicor a combinationof any of these"(Departmentof Educationand Science,2005,
p16). The above statementdescribesissuesoutside of the educationsystem which are
barriers to the educational progression of students. Therefore, policy reiterates the
emphasison tackling educational disadvantage,rather than the promotion of inclusive
education within the Irish education system. At no stage within DEIS, and more
specifically within the School Completion Programme documentation, is there an
evaluationof the systemitself and the role which the school and/or the Irish education
systemplays in creatingbarriersto the educationalprogressionof students,The exclusion
of any analysisor descriptionof barriersto progressionwithin the Irish educationsystem
furtherplacesblameon externalfactors. The documentalso statesthat:
"The objective of the education system is to provide a broadly based,
inclusive, high quality educationthat will enable individuals to develop
to their full potential and to live fulfilled lives, aswell as contributing to
Ireland's social and economic development.
" (Departmentof Education
and Science,2005,p 15)
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Hence, there is an acknowledgement of the need for an inclusive education system but
there is no description or guidance of what this should involve.

As noted previously,

inclusion in an education setting is not defined or developed to any great extent.
Furthermore, there is no underlying principle provided for the implementation of inclusive
practices within the School Completion Programme or specifically within schools. Within
DEIS, and more specifically the School Completion Programme, there are no specific
guidelines in relation to an inclusive framework around which such a programme should
operate. Consequently, there is no vision of how schools could operate in an inclusive
manner; each programme and school can operate completely independently, without any

strategyor vision for inclusion in an educationsetting.
Through the analysis of legislative and non-legislative policy there is evidence of the
`intention-reality' gap identified by Sheehy et al. (2005). Chapters Four and Five of this
study provide an insight into the extent to which the identified `intention-reality'

gap

within the education system impacts on students, teachers, principals and policy makers.

Early SchoolLeaving - Profile in Ireland
In the context of much policy focus, and considerable resources allocated towards
combating early school leaving and educational under-achievement,a School Leavers'
Survey Report has been publishedbasedon those who left school in the academicyear
2004/05(Byrne, McCoy andWatson,2008). The SchoolLeavers' Survey Reportoperates
within a quantitativeframework providing a context for, and a basis for comparisonwith,
this study. Thereport provides a significant insight into current levels, andprofile, of early
schoolleavingin Ireland. The principal findings of the report are:
"

The percentage of early school leavers remains relatively constant and gender
differencesin educationalattainmentpersist.A larger proportion of males continue to
exit the educationsystem at an earlier stagerelative to females. The proportion of
males exiting the second level system without sitting the Leaving Certificate
examination is 8 percentagepoints higher than for females (Byrne, McCoy and
Watson,2008). On the basisof the results of the SchoolLeavers' Surveythe profile of
the samplegroup within my study reflects the fact that significantly more males than
femaleshaveleft the schoolsystemearly,

"

Socio-economicdifferences in second level education completion are particularly
evident.Young peoplefrom professional,employer-managerand farming backgrounds
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continue to have significantly higher educational attainment than those from other
socio-economicbackgrounds,
"

Persistent truancy is much more prevalent among those who leave school prior to
completion of the Leaving Certificate examination,

9 In relation to attitudestowards school, school leaverswho completepost-compulsory
educationare more likely to have positive views of the support they got from their
teachersand are considerablymore likely to considertheir classroomenvironmentas
orderly (Byrne, McCoy and Watson,2008,pxii).
As highlighted within the rationale for the development of this study, 86 per cent of school
leavers in the 2007 survey had completed the Leaving Certificate, 12 per cent had
completed the Junior Certificate before leaving school while 2 per cent left without any
qualifications (never completing any official second level examination) (McCoy, Kelly and
Watson, 2007). The percentage of those leaving school without the Leaving Certificate has
fallen steadily since the late 1980s. In 1980,9

per cent of students left with no

qualifications and 31 per cent left after the Junior Cycle. By the 2008 survey, the
corresponding figures had dropped to 2 per cent and 12 per cent respectively, so that the
proportion leaving school on completion of the Leaving Certificate had risen from 60 per
cent to 86 per cent between 1980 and 2007 (Byrne, McCoy and Watson, 2008). Therefore,
14 per cent of students who enter the education system currently do not complete second
level education.

The survey(Byrne, McCoy and Watson,2008)also explored,amongthose who left school
prior to completingthe Leaving Certificate, the key factorswhich influencedtheir decision
to leaveschoolearly:
"It is clear that the overriding factors influencing a student'sdecision to
leave school relate to `school factors' (62 per cent), followed by
`economicor work factors' (60 per cent), `family factors' (14 per cent)
and `health factors' (5 per cent)." (Byrne, McCoy and Watson, 2008,
p13)
The survey identifies schoolfactors as the primary reasonfor leaving school early; while
introducing economic factors as a particular issue. As highlighted previously, the 2008
SchoolLeavers' Survey is basedon those who left school in the academic
year 2004/05.
The economicenvironmentin Irelandduring that period of time
was extremely favourable
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towards gaining employment.

More significantly,

the results emphasise the impact

external economic factors have on the issue of early school leaving rather than current
knowledge and insight
policy. The qualitative nature of this study provides a depth of
specific to Galway City, which is absent from the quantitative report compiled by Byrne,
McCoy and Watson (2008). Furthermore, through the student voice, this research provides
for leaving school early.
an opportunity for students in Galway City to outline their reasons
The researchalso allows the students to provide a context for, and details of, their decision
to leave school early. The student voice is presented and analysed within Chapter Four of
this document.

Conclusion
Inclusive education is a contested area with many differing views and opinions as to what
the key characteristics are. Certainly the inclusive education movement has progressed
mainly within the context of developments in the Disability Movement.

As inclusive

education has progressed it is evident that any further progress is dependent on the
development of inclusive practices within education settings. The evidence within this
chapter is that not all students are being fully included within the Irish education system.
Furthermore, normality as a social construct impacts on the level of inclusion which exists
within society. Students are presenting with the key characteristics of disaffection which
relate to lack of inclusive policies and practices within the education system. The
characteristics of disaffection include lack of interest, aggressive behaviour, absenteeism,
non-participation and exclusion. Certain contributing factors have been identified such as
approachesof teachers, streaming, curriculum, lack of understanding of special educational
needsand lack of inclusive policies within schools.

Within an Irish context, research supports the belief that early school leaving and
disaffectionexist within the educationsystem. The ongoing existenceof such issuesis in
the context of the implementationof specific policies and strategiesto tackle disaffection
and early school leaving. There is an overwhelming focus on educationaldisadvantage;
such a focus places the responsibility on non-school factors rather than exploring an
inclusive approachto tackling early school leaving and disaffection. The Irish education
systemhas seena raft of legislation in the past two decadesfollowing the absenceof any
legislationfor numerousdecades. Consequently,the full implementationof the legislation
hasbeenlimited, fragmentedand incomplete. In reality, the intention of the legislation has
not been developed. The implications of the gap between intention and reality are
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exploredfurther within ChaptersFive and Six. In advanceof this, ChapterThree explores
researchmethodologyandthe researchdesignfor this study.
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CHAPTER THREE - METHODOLOGY
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With a particular focus on second level education, the purpose of this research is to
critically examine government policy addressing early school leavers in Galway City as
well as to explore why students are disaffected from, and leaving, the Irish education
system prior to completing the Leaving Certificate. To ensure this research responds to the
above question it is imperative that current literature within educational research is
explored as well as literature relating to qualitative research. The importance of the
student voice is also discussed.

The rationale for exploring disaffection and early school leaving has emergedfrom my
work asan EducationCo-ordinatorin Galway City. Throughmy position I work directly,
and indirectly, with secondlevel schoolsin Galway City to tackle the issueof early school
leaving. Despitethe developmentof national policy, deliveredthrough local programmes,
to addressthe issue,early schoolleaving continuesto remainat a consistentlevel of 14 per
cent per annum within the Irish education system (Byrne, McCoy and Watson, 2008).
Throughthis practitioner research,a greaterknowledgeand understandinghasbeensought
as a meansof informing current and future policy. Furthermore,through my vocational
experienceI have found that significant levels of quantitative research,both national and
international,have beencompletedon the topic of early schoolleaving. Subsequently,in
order to accessthe data required to answerthe researchquestions,qualitative methods
wereviewed asthe most appropriatefor this study.
While references are made to some quantitative research methods in the chapter,
qualitativeresearchmethodsare theprimary focus. The quantitativeresearchcompletedin
Ireland has been discussedin the previous chapter and has informed the analysis and
discussionchaptersof the document. This chapterwill discussthe following: educational
research,positioning within research,studentvoice, researchdesignsampling, location of
research,dataanalysisandethical considerations.
Educational Research
Researchhas been described as creating new knowledge, finding ways of testing its
validity and sharing knowledge for specific purposes. Specific to the areaof education,
Hammersley(2002) believesthe benefit of researchlies more in terms of raising questions
aboutcurrent assumptions,and supplyingalternativeperspectiveson the work of teachers,
educationmanagersand policy makers and on the context in which they operate. As
identified within the rationalefor this research,current thinking within schoolsin Galway
City, and the educationsystemas a whole, needto be challenged. Models of thinking, as
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outlined in Chapter Two, have been deficit in their nature within the Irish education system
(Kitchin and Mulcahy, 1999; Educational Disadvantage Committee, 2005) and are
contributing to the issue of early school leaving (Lynch, 2002).

The role of an Education

Co-ordinator, as prescribed by national policy, has primarily focused on working with and
supporting schools in addressing early school leaving. However, through the completion
of this research, the role of an Education Co-ordinator shifts to a position of challenging
current policy, developed by the education system, aimed at addressing early school
leaving.

There is a significant challenge to engage key stakeholders within the education

system, such as teachers and principals, in a process of change from current approaches
and deficit models of thinking to more inclusive practices and positive models of thinking.
Through my vocational position, a level of knowledge and understanding has been gained
of the issue of disaffection, early school leaving and current policy aimed at addressing
early school leaving. Put simply, the nature of the problem is, as outlined in the literature
review, that the needs of a particular group of students are not being fully met within the
second level education system (Chapter Two, Section: Early School Leaving - Profile in
Ireland). However, a greater level of knowledge and understanding is required and has
been sought through this research. Integral to gaining such knowledge is the methodology
utilised within this research. Bassey (1999) supports such a view:

"Systematic,critical and self-critical enquiry which aims to contributeto
the advancementof knowledge and wisdom about the experienceand
nurture of personaland social developmenttowards worthwhile living
and the acquisition, development,transmission,conservativediscovery
and renewalof worthwhile culture." (Bassey,1999,p39)
It is my belief, similar to the belief held by Cordingley (2004), that challenging current
thinking and policy within the education system can be progressedon the basis of
completingformal educationalresearch.The disseminationof the recommendationsfrom
this research,both locally and nationally, can provide a platform to allow me as an
Education Co-ordinator to influence teachers, principals and policy makers. Such a
process will enable educators to develop the kind of sound knowledge base and
characteristicswhich ensure education develops a maturity and sense of progression
(Cohen, Mannion and Morrison, 2003). Within the complex nature of educational
research,the intention of this researchis to investigateand progressthe issue of inclusive
educationin Ireland and specifically in Galway City. As outlined previously, research
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with a quantitative focus on early school leaving has been completed. In contrast, this
researchprovides a qualitative analysis. The qualitative focus provides an opportunity for

the studentvoice to inform the debateon, and critically analyse,the issueof disaffection
and early school leaving.

Criticism expounded by Hargreaves (1996) suggests educational research does not make a
serious contribution to fundamental theory or knowledge and is irrelevant to practice.
Such a claim must also be challenged through the dissemination of the findings and
recommendations of this research. Furthermore, Hargreaves (1996) argues that much
educational research is non-cumulative, in the sense that it does not explicitly build on
earlier researchand is not found useful by teachers. The rationale for this research has been
identified as adding depth to the large amount of quantitative data which exists on the topic
of early school leaving. Additionally, through the involvement of school staff, as well as
students, there is an implicit usefulness to this study. Developing on this, Hammersley
(2002) argues that part of the problem while working under the auspices of academic
disciplines concerned with contributing to theory, is that researchers have also sought to
address the changing political agendasthat define pressing educational problems. In this
context, it is important to discussmy positioning within the research.

Positioning within the Research
Hammersley(2006) discussesthe position and focus of researcharguing that it is difficult
to seewhat other adequatebasisthere could be for social researchother than the principle
of value neutrality, believing that taking sides within researchis effectively to take sides
againstit. Hammersley(2006) believesit involves either an appealto false values or a
systematicdeceptionwhereby political activists work under the cover of research. The
focusof this study is on the issueof early school leaving. However,informing policy and
practice to ensureinclusion of those most disadvantagedin society is one of the key
reasonswhy this study was initiated. As discussedin ChapterTwo, educationis viewed as
having a significant role in the empowermentof individuals and groups of individuals to
createchangewithin their own lives andcommunities. With this in mind, the rationale for
this study is not to deceivebut to inform and create a greaterunderstandingof why early
schoolleavingexistswithin Irish education,andmore particularly in Galway City.
In advanceof outlining the challengesI faced in this research,it is important to explore
currenttheory on positioning within research. Hellawell (2006) has describedin detail the
positioning of the researcher. The position of a researchercan lie within a continuum
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varying from being an insider to an outsider.

`Insider' in simple terms is where the

researcher has a specific insight into the topic being researched; an `outsider' conversely
has no insight into the topic.

However, the distinction is not, and cannot be, as simple as

outlined previously. The concept of an insider-outsider continuum in which a researcher
will move between the two is far more appropriate. In the context of this study I, as a
researcher,moved along the insider-outsider continuum throughout the process. Worthy of
note is Hammersley's (1993) viewpoint on the insider-outsider concept: he believes there
is no specific advantage to being an insider or an outsider, with both positions having
advantagesand disadvantages.Even with this in mind, it is important that any positions be
noted and statedby a researcher.

This researchprocesshas developedout of personalinterest and experiencein the area of
studentdisaffection,along with vocationalresponsibilitiesto tackle the areaof early school
leaving in Galway City.

Within my professional role, there is a responsibility and

requirement to work with local schools and agencies. These links ensure familiarity and
formal relationships with senior management, principals and specific teaching staff in
schools in Galway City. Therefore, insights have been developed in relation to the

structuresand approachesof theseschools. Interviews took placewith a randomsampleof
the schoolstaff aspart of this study. With this in mind, I was placed in a position of being
an insider. However,a certainnumberof teachersinterviewedaspart of this researchwere
not familiar with the researcherand vice versa. As a result, when interviewing these
individuals it could be arguedthat I was placedin aposition of being an outsider.
A significant influence on my positioning in this researchprocesswas my vocational and
personalbackgroundin the encouragementof the student voice. The student voice has
alwaysbeena central focus and priority within my vocational career. It is imperative that
studentscan influencedecisionsand policy which directly affect their position within the
education system and society as a whole. Through my vocational experience and
promotion of the studentvoice, relationshipshave beendevelopedwith those individuals
involved in addressingthe issueof disaffection and more specifically studentsaffectedby
this issue. Studentsinvolved in this researchmay hold an `impression' of the researcheras
an individual who works with and on behalfof youngpeople. This involvementplacedme
asan insider within the research.
In contrast,I am not basedin a school or directly involved in policy development;as a
result the positioning of the researcheragain changes. In this context, I was an outsider.
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Furthermore, as a male researcher, the gender of the interviewee within the research may
also dictate the position along the insider-outside continuum. Moreover, having completed
primary, second and third level education my view of education and its importance within
society may be different to those involved in this study, especially the students. Therefore,
from different perspectives and at different occasions throughout the research the
researcher will move along the inside-outsider continuum. Within this research project, the
positioning moves from being an insider to being an outsider. Furthermore, based on the
above discussion, and similar to Simmons (Sheehy, Rix, Nind and Simmons, 2004), 1
believe I hold multiple and often conflicting perspectives. Through reflection, reflexivity
and maintaining the previously mentioned research journal such perspectives were
explored and challenged throughout the researchprocess.

Hellawell (2006) arguesthat a mixture of both empathy(insider) and alienation (outsider)
are good qualitiesfor a researcherto have. The researcheris thus well placed to complete
the data collection required for this study. Hellawell (2006) also noted that the need for
reflexivity within researchis imperative. A key elementof reflexivity within this research
was facilitatedthroughthe completionof a pilot study. The pilot study was completedin
the first twelve months of the research. The pilot study was completed with four early
school leavers; two referred by Dochas Don Oige (a Training Centre for early school
leaversin Galway City) and two referredby Galway City Youth Advocacy Service. Two
interviews took place in the Dochas Don Oige Training Centre and two interviews took
place in the offices of Galway City Partnership. The pilot study provided a valuable
opportunity to reflect on the researchprocessand the observationsof the researcher. In
particular,the pilot studyprovided an opportunity to test the type of questions(open and
closed), the languagewithin the questions and the question format. The pilot study
provided the opportunity to observethe typesof responsesreceived from questionsand the
reactionof the studentsto questionswhich may have beenviewed aspotentially sensitive
or invasive. The following are some of the observationsnoted and decisions made
following the pilot study:
"

Further specific questionsneededto be included in relation to the supportsavailable
within schoolsto studentsat risk of leaving school.early as well as questions which
relateto disaffection,

"

In relation to the studentvoice, while the pilot study provided a substantial
amount of
data,on reflection, the interviewer must allow increased
opportunity for the studentsto
expresstheir opinions,thoughtsand ideas,

48

"

Re-phrasingof specificquestionswas requiredin orderto make them more open-ended
andallow studentsto expresstheir opinion, thoughtsand ideas,

"

Interviews should take place in a venue/room which is conducive to allowing the
interviewee speak freely and honestly,

The needto completethe researchwith teaching staff is vital in order to `balance'the

"

data being collected. Teachers were consistently highlighted in the data collected as
part of the pilot study and as a result their viewpoint on the issue of early school
leaving is imperative. The recommendations outlined above for the interviews with the
students will have to be fully considered in advance of completing the research with the
teachers,

The needto completeresearchwith the schoolprincipals, specifically in relation to the
areaof policies, was identified. This elementof the primary researchwill addressthe

"

issueof the intention-realitygap in relation to policy. Principals havea leading role in
the implementationof national policy, along with the developmentof policy, within
schools.
"

The studentsdid not react negatively to any of the questions asked. Therefore, the
questionsincludedwere not deemedto be overly sensitiveor intrusive.

The reflections outlined and the ongoing level of reflection which took place within this
study ensuredthe researchremainedrelevant, informed and focusedon the key aims and
Furthermore, the research process has significantly
developedthe skills of the researcherin relation to reflection and the ability to complete

objectives outlined previously.

researchwithin the educationsector.
This researchtook the position of `value of neutrality', as highlighted by Hammersley
(1993), and more specifically focusedon the needto addressthe issue of disaffection and
early school leaving. Eisner (1993) and Philips (1993) have contrasting views on the
objectivity/subjectivity of research. Eisner (1993) questions objectivity, while Philips
(1993) emphasises
the importanceof seekingobjectivity. Acknowledging the merits of the
argumentsput forward by both Eisner (1993) and Philips (1993), this researchwill involve
a process of actively interpreting and constructing knowledge and is a constructivist
paradigm. While Eisner(1993) may view this ascontributing to the subjectivenatureof the
research,my view is that the practitioner nature of the researchhas allowed accessto a
greaterdepthof dataandthe opportunity for the voice of studentsto be constructed.
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Constructionof Knowledge
As this research developed, the issue of human knowledge, and more particularly how
knowledge is constructed, became more prominent. The specific process of gathering data
has highlighted the need to explore how the knowledge of the interviewee and the
interviewer is developed. Constructivism is a key concept within education research. The
central idea of constructivism is that human learning is constructed and that learners build
new knowledge upon the foundation of previous learning (Hoover, 1996). Constructivism
means that human beings do not find or discover knowledge so much as we construct or
make it.

Schwandt(2003)(cited in Denzin and Lincoln, 2003) believesthat we do not constructour
interpretation in isolation but against a backdrop of shared understanding, practices,
languages,and so forth. It is important within a researchcontext to acknowledge the
`construction' and `interpretation' the interviewer places on data received from the
intervieweeduring the process of an interview. During the process of completing this
researchit becameevident that I sharedan understanding,knowledge of practice and
languagewith those who participatedin the research. While the processillustrated that I
had a shared knowledge, understanding and language with the students and the
teachers/principals/education
personnel, it also became evident that the same shared
knowledge, understandingand language did not exist between the students and the
teachers/principals/education
personnel. The lack of sharedknowledge,understandingand
languagepresenteditself in the form of tension.
The emergenceof such tensionplacedan evengreaterobligation on me as a researcherto
remain neutral. The construction and interpretationof information had to be managed
throughreflexivity within the researchprocess. The processprovided a challengeto me as
a researcherto retain a position of neutrality within each interview and with each
interviewee. The retention of a position of neutrality in the context of constructingand
interpretingthe information was also a challengethroughout the research. The challenge
remainedthroughout the researchprocess, particularly as the tension continued to be
presentedwithin the data. Furthermore,the processof coding and analysing the data
emphasisedthe existenceof suchtension.
Within this researchprocess,it is important that such construction is acknowledged. In
addition, it is evidentthat we are self-interpretingbeings and that languageconstitutesthis
being (Schwandt,2003 cited in Denzin and Lincoln, 2003). Schwandt(2003) (cited in
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Denzin and Lincoln, 2003) also states that the qualitative inquiry movement is built on a
profound concern with understanding what other human beings are doing or saying.
Adams (2006) outlines that social constructivist epistemology locates knowledge not as an
objective, context-devoid discovery, but rather as a contextually driven intrapersonal
creation. The relationship I had with the interviewees was viewed as contributing to the
research process.

The level to which I developed, or had, a relationship with the

interviewee determined the level of engagement in the process. The extent of the shared
knowledge I had with the interviewee certainly created the context for the interview
process.

The types of knowledge

shared included

professional (awareness of

role/responsibility, previous roles/responsibility, understanding of the role/responsibility of
the researcher) and personal (socio-economic background, opinions and beliefs, family
profile).

Within this research the greater the level of shared knowledge, the greater the

level of engagementin the interview process.

Creswell (2003) describes constructivist researchers as addressing the `processes' of
interaction among individuals, focusing on the specific contexts in which people live in
order to understand the historical and cultural settings of the participants. Furthermore, the
role of the researcher is highlighted in how individuals recognise their own background,
how this shapes their interpretation and this originates from their own personal, cultural
and historical background (Creswell, 2003). My socio-economic background within fulltime employment, positive experience of the education system and privately owned house
in an affluent area of Galway City shaped my interpretation and understanding of the
sample group, who are primarily located within lower socio-economic groupings, and the
subsequent research data. Furthermore, my professional responsibility places me in a
position of promoting the voice of those excluded from the education system.

The constructivist view is particularly important within this researchas knowledge is
constructedby both the researcherand by the individuals involved in the process. The
`interpretations'of the data by the researcherwithin this researchwere constructedand
with this in mind, the reflexivity elementof this researchwas a particularly important
process.Throughoutthe researchprocessa seriesof notesand commentsweremaintained
in a journal which provided a mechanism for reflection and reflexivity. The journal
included observations,thoughts and ideas with each being recorded on a regular basis.
Through these observations,thoughts and ideas, I was in a position to contextualisethe
researchand reflecton my role as a researcherand asan Education Co-ordinator.
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Student Voice
The student should be viewed as central to the education system. From my role as an
Education Co-ordinator, it has been evident to me that the opinions and needs of the
student are often viewed as secondary to the needs of teachers, principals, schools and the
education system itself.

In contrast, Article 12 of the Convention on the Rights of the

Child states: "Parties shall assure to the child who is capable of forming his or her own
views the right to express those views freely in all matters affecting the child, the views of
the child being given due weight in accordance with the age and maturity of the child"
(United Nations, 1989, art. 12).

The need for individual, family and community involvement has been central to the
concept of inclusion.

The benefits of including such groups are cited as involvement,

ownership and empowerment along with the fact that these groups are `experts' on their
situation. One such group is young people who are at risk of leaving or who have left
school early. Highet (2003) considers these as `experts' on their own lives. Furthermore,
as a result of being `experts', they retain the right to have their voices heard and opinions
sought in matters affecting them. Good practice in relation to the development of inclusion
promotes the voices of those affected by exclusion. As an Education Co-ordinator, I have
always viewed the involvement of those affected by exclusion as invaluable in the
development of appropriate responsesand meeting the needs of `groups'.

While the benefits of the inclusion of the student voice are introduced in the previous
paragraph, Gilligan (1993) has explored in detail the importance of voice from a
psychologicaltheory and women'sdevelopmentperspective. Gilligan (1993) statesthat
her work "is groundedin listening" (Gilligan, 1993,pxiii). Furthermore,Gilligan (1993)
states:
"By voice I mean somethinglike what people meanwhen they speakof
the core of the self. Voice is natural and cultural. It is composedof
breath and sounds, words, rhythm, and language. And voice is
a
powerful psychological instrument and channel, connecting inner and
outer worlds." (Gilligan, 1993,pxvi)
Gilligan (1993) views the importanceof voice in the
context of feminism suggestingwe
havelistenedfor centuriesto the voices of men and the theories developmentthat their
of
informs,
experience
sowe havecome more recently to notice the silence of womenbut the

52

difficulty in hearing what they say when they speak. Referencing Freud and Piaget,
Gilligan (1993) calls our attention to the differencesin children's feelings and thoughts,
enabling us to respondto children with greater care and respect,so a recognition of the
differencesin women's experienceand understandingexpandsour vision or maturity and
pointsto the contextualnatureof developmenttruths (Gilligan, 1993,p174).
The valorisation of voice, particularly the voice of women, as forwarded by Gilligan
(1993) illustrates the significance which is placed on the voice of individuals and groups of
individuals.

The inclusion, or non-inclusion, of such voices has great significance in

psychological, social and cultural order (Gilligan, 1993, pxvi). While this research is not
positioned to assessmoral/ human development, the inclusion of the voice of men and
women within this researchmust be viewed as providing an imperative perspective on, and
insight into, schools in Galway City, the education system and consequently human
relationships.

Within the context of education, the voice of the student should be central to any reform in
relation to schools. Students are often seen as the recipients of education, whereas in fact
they are an integral part of the education system. Fielding and Ruddock (2002) claim that
listening to the student voice can offer:

"A

stronger senseof membership(the organisationaldimension) so that studentsfeel
more positiveaboutschool,

"A

strongersenseof respectand self-worth (the personal dimension) so that students
feel positive aboutthemselves,

"A

strongersenseof self as a learner(the pedagogicdimension)so that studentsare
betterableto managetheir own progressin learning,

"A

strongersenseof agency(the political dimension) so that studentsrealise that they
can have an impact on things that matter to them in school (Fielding and Ruddock,
2002,p5).

Furthermore,Fielding and Ruddock (2002) put forward that in the last twenty years
schoolshave changedless than studentshave changedand schools need to reflect the
different capabilities of this new generationof young people. Any changeswhich are
proposedfor schools,or educationin general,need to involve the views of the students.
The benefits of listening to the studentvoice is emphasisedby Mitra (2004) who believes
that the studentvoice can consist, on the most basic level, of young people sharing their
opinionsregardingproblemsandpotential solutions.
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This research takes the view, as stated by Smyth and Hattam (2001), that there is a
requirement to understand how those who leave school early construct their experiences,
emphasising the need to allow students to speak in their own language about topics such as
teaching methods, learning and school culture. In addition, there is a need to understand
why students `refuse' to engage with schools and are disaffected (Smyth and Hattam,
2001). Furthermore, as suggested by Mitra (2004), the involvement of students, in
particular students failing subjects or rarely attending school, in the process can make it
more difficult for school personnel to shift the blame of failure onto students. This issue of
blame emerges as a particular issue within this research; the inclusion of the student voice
can provide an insight into such `blame' but more significantly it can play a role in the
removal of such `blame'.

Fielding and Ruddock(2002)believe that in order to "judge the potential of studentvoice
for change we need to know who is talking and who is listening and whether such
attentivenessis customaryor spasmodic,an entitlement or a dispensation" (Fielding and
Ruddock,2002,p2). Studentswith views on teachingand learning often do not feel able
to talk without a framework that allows commentsand provides reassurancethat teachers
will welcome their comments and not retaliate (Fielding and Ruddock, 2002). As
suggestedby Rose and Shelvin (2003), the focus of this study is to place value on the
student voice and to encourageothers, including those in positions of power, to do
likewise. In the absenceof a voice within the education system, the involvement of
studentsin researchmay be the most powerful mechanismof availing of their knowledge
and insights. In a Galway City context, the methodologydevelopedwithin this research
will provide a perspectiveon secondlevels schoolswhich was not previously available or
sought.
While emphasisingthe need for students' perspective in research, Nieto (2005) also
believes that this type of researchis especially significant in multi-cultural education
becausethe studentis inherentlyat the centreof the field. Students'views have important
implications for transforming the curriculum, pedagogy and for educational reform in
general.A further implication is in the areaof diversity; in order to createvalue diversity
in educationsystemsit is importantto listen to youngpeople from marginalisedgroupsand
really hear their perspectivesand concerns(Shevlin and Rose,2003). However, Hancock
and Mansfield (2002) believe that teachersmay be unwilling to listen to or promote the
studentvoice as they believe that "expertise and knowledge lie outside the contexts in
which they work. This will makethem less inclined to look to themselvesor colleaguesfor
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"
ideas and solutions or, indeed, to see children as partners in the educational process.
(Hancockand Mansfield,2002,p 185).
With this in mind, it is important to note that the promotion of the student voice can be
viewed as challenging and `dangerous'. The Annual Conference (2008) of the National
Association of Schoolmasters Union of Women Teachers (NASUWT) condemned the use
of students to evaluate teacher performance through lesson observation and saw the
assessment and interviewing of teachers as an attack on their professional status.
Furthermore, the conference called upon the National Executive "to continue its campaign
to inform members about the inherent dangers of involving students in such processes and
to urge them to oppose this in all schools and colleges" (NASUWT, 2008, p7).
To conclude, the need to provide an opportunity to listen to the student voice is imperative
in order to `legitimise' and inform research on the topics affecting students. Through this
researchprocess the voice of students in Galway City was expressed and analysed in the
context of the views of education personnel and current national policy. Furthermore, the
validity/valorisation of voice must be viewed in the context of creating social and political
change; this research is attempting to create such change.

Research Design
The issues that prompted the research questions have emerged from my experience as an
Education Co-ordinator in Galway City.

Central to this role is the need to probe and

explore issues relating to early school leaving and identify options which can contribute to
the experience of students within the school system in Galway City. Furthermore, Galway
City, through different schools, implements all elements of national policy aimed at
addressing early school leaving. Therefore, Galway City is well positioned as a research
location in order for the researcher to critically analyse national policy as well as providing
an insight into early school leaving within an urban setting in Ireland. The research is not
intended or designed to represent all early school leavers, but rather to present the
qualitative experiences of a cross section of early school leavers in Galway City.

The researchdesign is a qualitative paradigm. Qualitative researchis "a commitment to
some vision of the naturalistic, interpretive approachto its subject matter" (Denzin and
Lincoln, 2003,p13). The word qualitative implies an emphasison the qualitiesof entities,
on processesand meaningsthat are not experimentally examinedor measuredin terms of
quantity, amount, intensity, or frequency. Qualitative researchersstress the socially
55

constructed nature of reality, the intimate relationship between researcher and what is
studied and the situational constraints that shapeinquiry (Denzin and Lincoln, 2003, p 13).
In contrast, Bell (1997) describes quantitative research as collecting facts and studying the
relationship of one set of facts to another. Moreover, quantitative research uses scientific
techniques that are likely to produce quantified and generalised conclusions.

The

qualitative perspective is more concerned with understanding individuals' perceptions of
the world and seeking to gain an insight rather than a statistical analysis. Within this
context, as a researcher my beliefs and view of the world shapedthis research process. My
experience of the education system, which has been largely positive, influences my view of
education. While operating within this worldview, the use of qualitative research allows
the worldview and perspectives of students, teachers and principals in Galway City to
emerge.

Empirical studies,particularly in relation to the issues of early school leaving, can be
quantitative or qualitative in nature, with the sourcesof information being the students
themselves,the school and governmentalorganisations(Beekhovenand Dekkers, 2005).
Within an Irish context, far greateramountsof quantitative researchexist relating to the
topic of early school leaving. The education system, through the daily collection of
attendance and completion statistics, facilitates a quantitative research approach.
However,taking into the accountthe views of Hoepfl (1997) that qualitative researchuses
a naturalisticapproachthat seeksto understandphenomenain context settings,qualitative
researchwas viewed asthe most appropriatewhen exploring disaffection and early school
leaving. Furthermore,in seekingto gainmeanings,experiencesanddescriptions,the study
operatedwithin a qualitative framework:
"A qualitative researchreport will contain raw data and summariesof it,
analysis,inference and, in the case of participant observation,perhaps
feelings and reactions of the observer at the time significant events
occurred.Theseare all valid componentsfor inclusion but it is important
that analysis,inferenceand feelings are clearly separatedand labelled as
such." (Coolican, 1990,p236 cited in OpenUniversity, 2003, p218)
The qualitative nature of this study places a strong emphasis on the
experiencesand
descriptionsof the key parties involved in secondlevel education in Galway City. The
depth of information provided through a qualitative researchprocess allows particular
insightsinto people'slives to be highlighted.
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In order to effectively capture such insights, an embedded case study will be presented
within the data. It is hoped that the qualitative data and the presentation of an embedded
leaving school
case study will provide an insight into the contributory factors to students
be included in
early in Galway City and as a result can provide insight into what should
future policy which may be developed to tackle early school leaving.

CaseStudy
In analysing data or presenting a descriptive and evaluative account of a single case study
Bassey (1981) concluded that:

"An important criterion for judging the merit of a case study is the extent
to which details are sufficient and appropriate for a teacher working in a
similar situation to relate his decision-making to that described in the
case study. The reliability of a case study is more important than its
generalizability. " (Bassey, 1981, p85)

One of the central reasonsfor including a case study is that if reported or described
intelligently and in plain English it can be readily understood and has the potential
thereforeto be accessibleto a greateraudience. Furthermore,a casestudy can capturethe
circumstancesand conditions of an everyday or commonplacesituation. The lessons
learned from case studies are assumedto be informative about the experiencesof the
averagepersonor institution (Yin, 2003).
The inclusion of an embeddedcase study in this study must be viewed as strengthening
and addingto the presentationof the data in ChapterFour. It is hopedthat the presentation
of an embeddedcasestudy will provide an insight into why studentsare leaving school
early in Galway City and as a result an insight can be provided into what should be
included in future policy which may be developedto tackle early school leaving. The
embeddedcasestudy included is abouta studentcalled Dean (pseudonym),who provided
a rich anddetailedinsight into his experiencewithin formal educationin Galway City.
Interviewsas ResearchTool
As outlined previously, this researchis positionedwithin a qualitative paradigm.As noted
by Wainwright (1997), qualitative researchershave a number of techniques at their
disposalfor data collection, including non-participant observation,focus groupsand indepth interviewing. In particular, interviewing is a key methodology in the area of
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in
qualitative research. In view of the profile of the sample group within this research,
particular the involvement of students, the adaptability of interviewing was viewed as a
key rationale for using this researchtool within this study. Bell (1997) has suggestedthat a
skilful interviewer can follow up ideas, probe responses and investigate motives and

feelings,which would be outsidethe scopeof a questionnaire. These are the key skills I
focusedon throughouttheresearchprocess.
Problems can arise with the use of interviews. Interviews can be time-consuming,
subjective and therefore susceptible to bias. Analysing responses can present problems
and wording the questions is almost as demanding for interviews as it is for questionnaires.
Even so, the interview can yield rich material and provide a greater depth to the responses
from questionnaires (Bell, 1997). Wragg (1978) emphasised the importance of the location
of interviews. In particular with students, it is important to do this away from peers, in
whose company they often feel they must play a certain role. Within this research, the
location of interviews was viewed as central to facilitating the interviewee to speak in an
open and free manner. For each interview, the interviewee chose the location for the
As a result, the locations for interviews included individuals' homes,
interview.
community centres, schools and coffee shops. Operating within the context of child
protection and following the appropriate guidelines as documented by my employer and
those of the British Educational Research Association (2004), in each case, both the
interviewer and the interviewee were always visible to at least one other adult; an adult
who was known to both the interviewer and the interviewee.

It is my view, similar to the view of Wainwright (1997), that the testimony of respondents
amountsto much more than simply checking that they are telling the truth; it entails
looking at the processesthat shapedtheir views and assessingthe extent to which they may
be distorted by ideology. O'Hanlon (2003) describesinterviews as a direct and flexible
form of interaction which can elicit information in which the interviewer can pursue
responseson the spot, requestelaborationor redefinition of a responseand probe attitudes
or feelings at greater depth than using other researchtechniques. On this basis the
interview was identified as the most appropriatetool for this research. In line with the
views of O'Hanlon (2003),I completedthe following aspart of the researchprocess:
"

Developeda detailed interview scheduleand a meansof its interpretation in advance.
In this study, the interview schedulewas developed in conjunction with the services
working with studentsand with local schoolsand educationpersonnel. The questions
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within the interviews were developedbasedon the aims and objectivesof the research
and reviewing relevant literature, in particular Boldt (1997),
The
9 Piloted the interview schedule, to test the questions and practise interview skills.
interview
pilot study, as outlined earlier in this chapter, allowed the questions and

structureto be testedandreflectedupon,
Ensuredthat leading or biasedquestionswere absent. The pilot study explored this

"

issueand asa result any relatedissueswere avoidedin the main study,
9

Asked questions related to the interviewee's background and experiences utilising
language the interviewee would understand. Through the pilot study, the language used
was deemed as appropriate and subsequently similar language was used in the main

study.
The concepts and methodologies discussed within this chapter were incorporated into the
approach of the researcher when completing the interviews. The use of interviews allowed
the gathering of comprehensive and personal information from the sample group in
Galway City.

Furthermore, the use of interviews provided an opportunity, particularly

with students, for expansion and clarification of issues as they emerged through the
process. The research process not only illustrated the need to provide students with an
opportunity to outline their experiences within the education system, but that within a
`secure' environment students had the capacity to express themselves in an extremely
informed manner. Moreover, the interview provided the students with an opportunity to
give `their side of the story'.

Theresearchmethodimplementedwas semi-structuredinterviewing, which is describedas
when"the interviewer usesa guide in which set questionsare covered,but can prompt for
more information" (Green, 2006, p53). In this research,each interview followed a preplanned format with flexibility to elaborate on relevant issues as highlighted by the
intervieweethrough using closedand open-endedquestions. The use of semi-structured
interviewing allowed for themeswhich relatedto the aims and objectivesof the researchto
be probed and explored in greaterdetail than possible through non-qualitativeapproaches
or fully structured interviews. The information being sought, in line with the aims,
objectives and researchquestions, included the following from the student: personal
details, aspectsof school enjoyed and not enjoyed, description of behaviour in school,
descriptionof attendancerecord in school, support received in school, generaldiscussion
of experiencein school,when and why they left schooland their view of schoolstaff. On
the basis of inclusion and a non-targetingapproach,studentswere not askedto identify
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their ethnic or economic status within the interview; although the data collected would

revealsomeaspectsof this.
The information being sought from teachers, principals and education personnel, in line
with the aims, objectives and research questions, included the following: job responsibility,
school culture, system of allocation of students, supports for students, curriculum and
teaching, views on students at risk of early school leaving, views on current policy relating
to early school leaving and education. Each participant consented to have the interview
recorded for subsequenttranscription.

Sampling and Samale Group
Sampling can be a problem within educational research. The choice of subjects for use in
the research lies between a random sample, an opportunity sample and a representative
sample. The main groups involved in the research include students, teachers, principals and
specific education personnel. A representative sampling procedure was used to select the
teachers and principals through inviting all schools in Galway City to participate in the
research;those who expressed a willingness to participate were focused upon. In addition,
views of staff members from the Department of Education, Vocational Education
Committee (VEC) and education agencies in Galway City were sought.

In relation to educationalresearchWragg (1978) has identified samplingas a problem. "A
single or few respondentsmay be atypical, a cast of thousands may be equally
unrepresentativeor badly selected"(Wragg, 1978,p5). In this research,the choice was
betweena random sampleand an opportunity sample. An opportunity sampleconsistsof
thosewhom it is convenientto interview, either becausethey are willing to talk or because
they come your way throughformal/informal professionalcontact. The focus of this study
is on the issueof disaffectionand early schoolleaving and the most appropriatesamplefor
the studywas a randomsample. However,the servicesinvolved in identifying the students
for the researchdid so on the basis of when studentswere in contactwith the serviceand
an `opportunity' presenteditself. Therefore,the samplemust be viewed in the context of
an opportunity sample.
SampleGroup of this Research
Thirty-two interviews in total were completed as part of the study. The process of
identifying and accessingthe samplegroup is describedin detail (pgs63-64).

60

Students
Research gatekeepers are those who may give permission for research to proceed

"

(Homan, 2002). In this study, gatekeeping was viewed as contributing positively to the
research through ' avoiding bias by the researcher in relation to the selection of the
students and ensuring students disaffected from the second level education system were
four
provided with an opportunity to participate in the research. Consequently,
services working directly with students at risk of leaving or who have already left the
second level school system were written to informing them of the research (Appendix
Two),

The co-ordinatorof eachservicewas contactedby telephone,

"

9 Eachserviceagreedto participatein the researchprocess,
Througha formal meeting,eachservicewas informed of the aims and objectivesof the

"

research. Furthermore,the co-ordinatorsof each servicewere informed of the ethical
considerations,
The co-ordinator of each service identified students who would be available for
interview. It is important to note the number of males involved in these servicesis

"

greaterthan females which reflects the gender breakdown within national statistics.
Thus,this studyhas a greaternumberof malesthan females,
The researchercontactedand got consentfrom parentsof studentsunder 18 (where

"

relevant),
Prior to each interview, the student(agedover 18) was informed of the content of the

"

interview and was askedto sign a consentform,
9 Eachstudentsigneda consentform and agreedto be interviewed,
"A

time andlocation for interview was agreedand the interview was completed.

SchoolsandEducationPersonnel
Schools
9 All secondlevel schoolsin Galway City were written to in relation to the research(See
AppendixThree),
"

Eachsecondlevel schoolwas contactedby telephone,

"

Three secondlevel principals agreedto participate in the researchand a teacher was

by a principalfroma fourthschool,
recommended
"

One other schoolhad agreedin principle to participate in the studybut all attemptsto
formalise the processand arrange the interview were unsuccessful. The five other
secondlevel schoolsdid not respondto the letter or phonecall,
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informed of the content of the
9 Prior to each interview, the teacher or principal was
interview andwas askedto sign a consentform,
Eachteacheror principal signeda consentform and agreedto be interviewed,

"

time andlocation for interview was agreed,

"A
"

Subsequently,
principals and teachersrecommendedother teachers,ex-principalsand a
primary schoolprincipal to participatein the research,

"

Therecommendedindividuals were contacted,

9

Prior to eachinterview, the recommendedteachersand principalswere informed of the
content and each teacher or principal was asked to sign a consent form,

Each recommendedteacher or principal signed a consent form and agreed to be

"

interviewed,
time andlocation for interview was agreedand the interview was completed.

"A

Education Personnel

9 Relevant servicessuch as the Regional Office of the Departmentof Education and
Science,National Council for Curriculum and Assessment,City of Galway Vocational
Education Committee, Head office of the Department of Education and Science,
SchoolCompletionProgramme,National Council for Special Education,and National
EducationWelfare Boardwere contactedin writing (Appendix Four),
9 The following services- City of Galway VEC, Departmentof Education and Science,
SchoolCompletion Programme,National Council for Special Education and National
EducationWelfare Board - responded,
The outstandingserviceseither did not formally respondto the formal communication

"

(letteror phonecall) or statedotherserviceswouldbebetterpositionedto contributeto
the study,
"

Following communicationfrom the agencieswhich respondedpositively, contact was
madewith the nominatedperson,

"

Arrangementswere madeto completethe interviews,

"

Prior to eachinterview, the educationpersonnelwere informed of the content of the
interview and were asaskedto sign a consentform,

"

Eachof the educationpersonnelsigneda consentform and agreedto be interviewed,

"A
"

time andlocation for interview was agreedandthe interview was completed,
Subsequently,the nominated people recommendedother individuals/agencieswith a
particularknowledgeor interestin the areaof disaffectionand early school leaving,
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"

Throughthe processoutlined above,the recommendedindividuals/agenciesengagedin
the researchprocess.

The process of accessing and engaging the sample group, in particular the schools and
education personnel, was extremely time-consuming and challenging. The topic of `early
school leaving' appeared to be viewed with suspicion and the study was treated similarly.
In general there was a very limited response to written communication. Real engagement
with the study was initiated through verbal communication. While this study included the
views of four out of ten schools (one other school is not involved in the delivery of the
Junior or Leaving Certificate curriculum and was not asked to participate in the study), five
schools did not respond to any form of communication. One other school had agreed in
principle to participate in the study but all attempts to formalise the process and arrange the
interview were unsuccessful.

Furthermore,there was a sense of research fatigue among schools. As mentioned
previously,the processof recruiting schoolsto participate in the researchinvolved verbal
contact/communication. Through theseconversationsand subsequentrecordings in the
researchjournal, it becameapparentthat within schoolsin Galway other researchprojects
(unrelatedto the topic being explored in this research)and extensive amounts of data
collection for the Departmentof Educationand Sciencewere being completed. Similar to
schoolsbeing viewed as a key location for the promotion of inclusion, schoolsare viewed
as a key institution for the location of researchprojects. Consequently,while this study
included the views of four schools it appearsresearchfatigue contributed to the nonparticipationof other schools.
Table 3-1 (overleaf) provides an overview of the samplegroup within this study. The
profile is presentedin two sections; 1) Studentsand 2) School and Education Personnel.
Furthermore,to provide a detailed descriptionof the profile of samplegroupthe following
headingsare included: Numbers within the sample group, age profile of the students,
genderbreakdown of the students,number of schools participating (and current status
within the educationsystem),profile of schoolsand educationpersonneland the wherethe
samplewere referredfrom or basedin Galway City.
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Table 3-1 - Profile of Sample Grou

Students

Schooland EducationPersonnel

Number

16

16

Age Profile

14-21

Not applicable

Gender

4 Females; 12 Males

Not applicable

No. of

Studentsattended5 second

Staff from 4 secondlevel schools.3

Schools

level schoolsin Galway City.

schoolsare designatedunderDEIS.
"3 Principals (Second Level),

Profile

"3 Teachers (Second Level),
" 10 Education Personnel including:

2 ex-principals (still involved in
education and development), 4

personnelspecifically involved in
tackling the issueof early school
leaving/policy development, 3
involved in government agencies
(local Vocational Education
Committee, National Education
Welfare Board and Special
Educational Needs Organiser) and
I Department of Education and
Science official.

Basedin
Galway City

All studentsarebasedin

" 11 of the intervieweeswere with

Galway City. The students

individuals involved in education

were referred through the

in Galway City,

following sources: Galway

"5 of the interviewees have a

City Youth Advocacy Service,

national brief in relation to

Youthreach, D6chas Don Öige,

education.

and School Completion

Programme- Eastside.
Each individual participated in semi-structured interviews. The interviews followed a preplanned format with flexibility to elaborate on relevant issues, highlighted by the students
during the pilot study, utilising closed and open-ended questions (see Appendix Five). The
length of interviews varied between twenty and ninety minutes.
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Location of Research - Galway City
Galway City is located on the West coast of Ireland and has a population of 72,414.
Overall, the Western Region is the fourth most disadvantaged region of Ireland, but
Galway City is by far the most affluent local authority area within the region, making it the
fifth most affluent county in Ireland as a whole. However, the advantaged position of

Galway City has declined over the past fifteen years from a deprivation scoreof 13.8 in
1991to 6.6 in 2006 (GAMMA, 2008). Ireland has experienceda population growth of
20.3 per cent over the past fifteen years and Galway City's population, by contrast, has
grown by 42.4 per cent over the same period (GAMMA,

2008). Galway City has five

areas designated as disadvantaged under national policy.

The sample group of students

within this study are drawn from these five areas and other areas of Galway City.

Table 3-2 - Profile of Second level Schools in Galway City
School
Address

Boys

Girls

Total

Coläiste na Coiribe

Böthar na Thuarna

150

114

264

Galway Technical Institute

Father Griffin Road

321

560

881

ColäisteEinde

ThreadneedleRoad

397

175

572

Salerno Secondary School

Threadneedle Road

0

474

474

St Joseph'sCollege

Nun's Island

757

0

757

Presentation Secondary School

Presentation Road

0

323

323

Coläiste lognäid

Raleigh Row

320

295

615

Dominican College

Taylor's Hill

0

637

637

MeanScoil Muire

Newtownsmith

6

317

323

St. Mary's College

St. Mary's Road

471

0

471

Community College

Wellpark

300

254

554

TOTAL

2722

3149

5871

(Galway City Council, 2009)

Table 3-2 shows that in 2007 there were eleven second level schools in Galway City,
which served a student population of 5,871. The 2007 population comprises of 46 per cent
boys and 54 per cent girls. Second level schools are predominantly located in the west of
the city with a high concentration of students attending schools located within these areas
(see Appendix Six).

" Galway Technical Institute does
not deliver the Leaving Certificate; it primarily delivers Post-Leaving
Certificate Courses.
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Data Analysis Process

"The process of data analysis involves making sense out of the text and
image data.

It involves preparing the data for analysis, conducting

different analyses, moving deeper and deeper into understanding the data,
representing the data, and making an interpretation of the larger meaning
of the data." (Creswell, 2003, p 190)

Step1- Organisingandpreparingthe datafor analysis
Each interview was recordedand transferredfrom the voice recorderto computer. Each
interview was given a label, e.g. Student I (subsequently,eachstudentinterview was given
a pseudonym)or Education Personnel1. Subsequently,each interview was transcribed
and labelled as transcribede.g. Student 1 (T). Finally, due to the style of languageand
dialect presentedwithin the interviews, primarily by the students,each transcript was
proofedfor accuracy.Each interview was labelled ashaving being transcribedandproofed
e.g. Student1 (T & P).
Step2- Readthroughall the data andbegin detailedanalysiswith a coding process
"Coding means categorizingsegmentsof data with a short name that
simultaneouslysummarizesand accountsfor each piece of data. Your
codesshow how you select,separateand sort data to begin an analytic
accountingof them." (Charmaz,2006,p43)
The transcripts for this study were coded through two approaches:a) themes identified
from apriori ideas(Saldaha,2009)basedon the researchquestion andaims and objectives
of the researchand b) letting new codesemergefrom the data set as the transcriptswere
being reviewed (Grounded Theory). In advance of outlining the coding process, an
overviewof GroundedTheory is provided. GroundedTheory is describedas:
"Theory that was derived from data, systematically gathered and
analyzedthrough the researchprocess. In this method, data collection,
analysisand eventualtheory stand in closerelationshipto one another. A
researcherdoesnot begin a project with a preconceivedtheory in mind
...
Rather,the researcherbegins with an areaof study and allows the theory
to emergefrom the data." (Straussand Corbin, 1998,p 12)
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Furthermore, Grounded Theory has procedures to help provide some "standardization and
rigor" (Strauss and Corbin, 1998, p13) to the process. Significantly, "these procedures
were designed not to be followed dogmatically but rather to be used creatively and flexibly
by researchersas they deem appropriate" (Strauss and Corbin, 1998, p13). The purposes
of coding, a key element of the procedure, are as follows:

"

Build ratherthan test theory,

"

Provideresearchers
with analyticaltools for handling massesof raw materials,

"

Help analyststo consideralternativemeansof phenomena,

"

Be systematic and creative simultaneously,

"

Identify, developandrelatethe conceptsthat are building blocks of theory (Straussand
Corbin, 1998,p13).

Operatingwithin the context that GroundedTheory procedures"be used creatively and
flexibly by researchers",it was decided that the themes would emergethrough a priori
coding and GroundedTheory coding. While the rationale for the study is steepedwithin
the definitive existenceof early school leaving and the vocational experiencesof the
researcher,the theory as to why early school leaving exists in Galway City has emerged
from the data. Therefore, data gatheredfrom students,teachers,principals and other
educationpersonnelin Galway City have provided the platform for the theory to emerge.
As outlined previously, this study is operatingwithin a constructivismparadigm; Strauss
and Corbin (1998) have outlined their belief that the researcherconstructstheory as an
outcomeof their interpretationof the participants' stories. Therefore,the use of Grounded
Theory coding,aswell asa priori coding,is relevantwithin this study.

CodingProcess
The need,and purpose,of coding was particularly relevant in this study due to the large
amountof `raw material' gathered.Furthermore,a key aspectwithin my current role as an
EducationCo-ordinatoris to work with schoolsbut not within schools;the coding process
provided the opportunity to identify and develop key concepts in relation to in-school
policy andpractice.
A set of a priori codes have emerged through the researchquestions and aims and
objectivesof the research.Thesecodesare asfollows:
1. Disaffection and Early School Leaving - Evidence of disaffection and early school
leaving,
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2. Education Factors - Identifying factors which enhanced or inhibited the education
experience for the sample group,
3. Disaffection Factors - Identifying factors which contributed to disaffection,
4. Deficit Discourse - The general discourse within the interviews relating to disaffection,
5. Policy

Issues - Identifying

issues which

related to policy

development and

implementation.

The coding process was completed electronically

through inserting codes through

`comments' in the text. Each transcript was read through and coded with a priori codes.
Therefore, the codes were included on the right-hand side of each transcript. Furthermore,
while reading through each transcript, any element of the data which was viewed as being
`of interest' to the research was noted through inserting a `comment' in the text.

Each

transcript was then reviewed for a second time focusing on the elements identified as being
`of interest'.

These elements of the data were noted and grouped together based on

similarities across the transcripts.

The following similarities were identified with the

transcripts:

1. Tension- Tensionbetweenstudentandteachers/principals,
2. Blame- Mutual blame,
3. Socio-economic factors - Socio-economic factors,
4. Expectations - Teachers' expectations.

Thesefour categorieswithin the transcriptswere developedinto GroundedTheory codes:
Tension, Blame, Socio-EconomicFactors and Expectations. Each transcript was then
recodedto include the above four codes. Therefore the transcripts were codedusing the
five a priori codesand the four GroundedTheory codes. Table 3-3 (overleaf) provides
examplesof the coding processas it looked within the transcripts(both a priori codesand
groundedcodesare included). The examplesincludedin Table 3-3 are extractedfrom four
different transcripts. Each of these examples were subsequentlyused within the data
analysispresentedin ChapterFour and Five of this study.
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Table 3-3 - Coding Process within I ran

and roaring and being very disrespectfulto teachers,abiye
to teachersi-------------------------------------------------

would blame the schools, but when you bring everybody
together there is no blame going on.} -------------------------

. ......

.............

ý.. ... a.. ýa.. ý 6..

rNý

canbe diffi

3.
: ,... ý.. ý...

Comment 1s161:Disaffection
and Early School Leaving

Comment ßs21): Blame identified as a contributory

factor emergingtheme

Comment 1s341:
Lomment
ßs341:SocioEconomic
Factors
omic
- identified

r

as a contributory factor
emerging
ging theme

Once the coding process had been completed the analysis process was initiated. Data from
each transcript which had been coded (under the nine codes) were then extracted and
grouped under the nine codes.

Initially,

the transcripts from the students and

teachers/principals/policy makers were grouped together. However, in order to ensure the
student voice remained strong within the research, it was decided that the data from the
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in
data from the education
students would be analysed and presented one chapter and the
The
personnel separately. As the data was being grouped, specific themes emerged.
themes which emerged are outlined in Table 3-4.

Teh1n 1-A - ThPmpc

pmprainu

frnm

Data

Anglvcic

The Voice of EducationPersonnel

The StudentVoice
"

Views on Schools

"

SchoolCulture and System

"

Reasonsfor Early School Leaving

"

Inclusive and Exclusive Schools

"

Student Disaffection

"

Deficit Discourse

"

Absenteeism

"

Teachersand Teaching

"

SchoolsandInclusion

"

StudentDisaffection from Others'

"

Teachersand Teaching

"

Deficit Discourse

"

National Policy

"

SpecialEducationalNeedsand

"

StudentProfile and Background

Curriculum

"

Culpability Culture

"

Perspectives

EmbeddedCaseStudy

Step3- AnalysisandDiscussion
The analysis and discussion of the themes outlined in Table 3-4 are presented in Chapters
Four and Five.

Ethical Considerations
Ethical issuesneedto be consideredwithin any researchproject but they are particularly
relevantwhen youngstudentsare involved in the sample. Within this researchthe British
EducationalResearchAssociation(BERA) (2004) guidelineswere adopted. According to
the BERA guidelines (British Educational Research Association, 2004), educational
researchaims to extend knowledgeand understandingin all areasof educationalactivity
and from all perspectivesincluding learners,educators,policy makers and the public. It
was within this context that the researchwas conducted. Furthermore, the research
operatedwithin the contextof the Child ProtectionPolicy of Galway City Partnershipand
the requirementsof the Children First National Guidelines for the Protectionand Welfare
of Children(Departmentof Health andChildren, 1999).
The BERA guidelinesare centralto this research,particularly in relation to responsibilities
to participants. The participantswere central to this processand as outlined in previous
chapters,the studentvoice is vitally important in this research. In line with the BERA
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guidelines, the research operated within the ethics of respect for any persons involved
directly or indirectly in the research they are undertaking. The research sample was
recruited regardless of age, sex, race, religion, political beliefs and lifestyles or any other
significant differences between such persons and the researchers themselves or other
participants in the research(BERA, 2004).

Each participant in this study provided voluntary informed consent in which each
participant understood and agreed to their participation without any duress, prior to the
interview process beginning. Each participant had the right to withdraw from the research
and was made aware of the right to withdraw.

As outlined in the BERA Guidelines (2004), in the case of participants whose age,
intellectual capability or other vulnerable circumstance may limit the extent to which they
can be expected to understand or agree voluntarily to undertake their role, the researcher
fully explored all alternative ways in which each participant can be enabled to make
authentic responses.

The following werekey considerations:
"

Confidentiality - All information is confidential and will be presented in a manner
which doesn't identify the participants in the research,

"

Promotion of Student Voice - Promoting the student voice rather than labelling
potentially vulnerablestudents,

9 Consent- Wherestudentswereunderthe age of eighteenparents' consentwas received
in advanceof completingthe interview,
"

Location - All interviews with studentswere conductedat venueswhere proceedings
could be viewed by anotheradult at all times and parents were made aware of this
arrangementin advance,
Right to Withdraw - All participants were provided with the right to withdraw (see
Appendix Seven).

As outlined throughoutthis study the promotion of the student voice is a priority. With
this in mind, all students(and parents where relevant) were informed that the research
involved the promotion of the student voice rather than labelling potentially vulnerable
students.
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Conclusion
Through discussing educational research, positioning within research, the student voice,
research design and data analysis it is evident research can be problematic.

However,

research is required within education to explore practices, methodologies, approaches and
effectiveness. Within this study, qualitative methods were viewed as the most appropriate
framework in which the research questions could be answered. Furthermore, this study
involves a process of actively interpreting and constructing knowledge within

a

constructivist paradigm. Therefore, the researcher is part of this research but whilst it is
highly subjective, some degree of objectivity

was sought throughout the research.

Reflexivity has been identified as an important aspect of the research process. Throughout
this research process the researcher utilised reflexivity

to ensure the process remained

informed and relevant. The student voice, and its benefits, has been described in detail
within this chapter. The student voice provides a depth of insight and knowledge into
issues which affect students within the education system and was viewed as key to this
research.

The researchdesign and the approachto analysingthe data have been outlined in detail.
The study includes thirty-two interviews among students, teachers, principals and
educationpersonnel. The data was codedthrough a priori codesand GroundedTheory
codes. Once the coding process had been completed the data analysis process was
initiated. Through the data analysis process specific themes emerged. Utilising these
themes,the data is presentedand analysedin ChaptersFour and Five.
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CHAPTER FOUR - THE STUDENT VOICE AN
ANALYSIS AND DISCUSSION
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Within this chapter, the voices of sixteen students?are presented, analysed and discussed.
Through the coding process (outlined in Chapter Three, pgs68-72) the following themes
emerged: students' views on schools, reasons for leaving school early, student disaffection,
absenteeism, schools and inclusion, teachers and teaching, deficit discourse, special
educational needs and curriculum. The data presented in this chapter was selected on the
basis of the initial coding process and similarities and differences in the data under the
specific themes. The data is presented under each of these themes. The research process
ensured an extremely large amount of data was collected and while the coding process
identified the themes, only a limited amount of the data could actually be presented in this
document. Therefore, the data to be presented in this chapter was selected on the basis of
most accurately reflecting the themes established through the coding process.

Views on School
The studentsinterviewedwithin this study provide an insight into how they view school,
primarily secondlevel.
Figure 4-1 - Perceptions of School
"I hated school." (John)

"Didn't enjoy it at all, I was madefun of and I wore wellingtons to school. I
was alwaysthe laugh of the class." (Michael)
"I hatedit

...

I hatedschoolall my life." (Kevin)

"I didn't like it that much like [sic]. It was alright, someparts of it. " (Luke)
"Ya I thoughtit was good,but if I had [sic] to pay more attentionit
would have
beenbetterbecauseit was the secondyear that I just realised[sic] but then I
got kicked out." (Mark)
"I didn't really like it in there.I didn't know what I wantedto do. I just knew it
wasn't in there." (Brendan)
Cont'd overleaf
Students- For the purposesof this study all theyoung
people have left the formal educationsystembut they
will be referredto as `students'throughoutChaptersFour, Five and Six.
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"I just hated the teachers,hated the subjects, hated everything. Everything
about secondary [school]. " (Elaine)

Too many peopleand I
"I didn't like it. I didn't like secondaryschoolat all
...
didn't really like the systemandthe teacherswere horrible ... I hatedschool. I
was miserablein school." (Ellen)
"No I hatedit ... Becausethe teacherswere too thick." (Philip)
"I didn't like it. " (Thomas)

With the exceptionof Mark and Luke, the interviews provide an insight into the students'
negativeperceptionof school:"I hatedschool" (John); "1just hatedthe teachers,hatedthe
subjects,hatedeverything.Everything about secondary[school]" (Elaine); "I hated it ... I
hatedschoolall my life" (Kevin); "I hatedschool. I was miserablein school" (Ellen) and
"No I hated it ... Becausethe teacherswere too thick." (Philip). The students had
extremelynegativeexperiencesof the secondlevel educationsystemin Galway City. Of
particular concernis the forcefulnesswith which the studentsdescribedtheir experiences
in secondlevel schools.The use of such terms as `hate', `miserable' and `didn't like' by
the studentsin relation to their experiencesis significant as it provides an insight into the
`life of an early schoolleaver' prior to actually leaving the formal educationsystem. The
experiencesof the majority of the studentsin this sampleillustrate that they did not feel
includedin the educationsystem. The views of the studentsindicate the schoolsinvolved
did not respondto their educationalneeds,consequentlythe student respondedthrough
formally excludingthemselvesfrom the schoolsystem.
The data provides a similar insight into early school leaving to the one identified by
McCoy et al. (2007) and describedin ChapterTwo. Studentsexperiencednegativity in
their school and exhibit characteristicsof disaffection. The characteristicsof disaffection
which are particularly evident are in line with those describedby Gutteridge (2002) and
Steer(2000), including resistance,non-participation,aggressionand negative relationship
with teaching staff. Furthermore,the evidence from this researchdemonstratesthat the
studentswere particularly unhappywithin the educationsystem. Terms usedby Michael
("Didn't enjoy it at all" and "I was always the laugh of the class") and Brendan("I didn't
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being extremely unhappy and dejected
really like it in there.") are indicative of students
levels of humiliation
within school. The use of such language emphasisesthe significant
Michael,
and shame students were experiencing within the second level education system.
in particular, illustrates the isolation and exclusion perpetuated by the education system.
The Irish education system, through policy, makes references to inclusion and purports to
tackle exclusion but Michael and Brendan clearly indicate that students who do not `fit-in'
to the norm are not retained within the system.

While Irish educationpolicy referencesinclusion, all studentsare not fully includedwithin
schoolsin Galway City. Furthermore,the needfor policy which delivers a schoolsystem
based on inclusion and equal opportunities for all is identified. Thus, it appearsthe
following statementwithin nationalpolicy reflectsrhetoric ratherthan reality:
"Every student deserves an equal chance to access, participate in and
benefit from education, each person should have the opportunity to reach
her/his full educational potential for personal, social and economic
reasons." (Department of Education and Science, 2005, p7)

The use of strong,emotive languageby the studentsis particularly striking, providing an
insight into the depthof feeling the studentshad, and still have,towards school. While the
impact of disaffection from school is not specifically measuredwithin this study, the
consistencyevident in the students' responsesillustrates that the students were deeply
affectedby their experiencesin schools,particularly secondlevel schools,in Galway City.
The longer-termimpact of such angerand frustration amongthe studentsamplewill only
emerge,over time, through disaffection from the community and society. Of particular
concernis the negative view of education which these students will pass on to their
children, potentially reinforcing the cycle of disaffection from the education system and
extendingthe cycle of educationaldisadvantage.
Furthermore,the emotive languageused must be viewed as indicative of the range of
emotionsexperiencedby the studentswhile progressingthrough secondlevel educationin
Galway City. The frustration,angerand humiliation clearly reflect the types of emotions
experiencedthrough interaction with an education system which failed to engagethem.
The emotional responsesreflect a systemwhich has failed to understandthem as students,
as young people or as a valued product of the family and community in which they are
based. Moreover, the consistentand emotive use of `hate', and similar language,by the
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studentsillustratesthat despitethe fact that they have left the educationsystem, in some
casesfor a significant period of time, the depth of feeling towards school remains lucid.

Reasons for Early School Leaving

The study focuseson early schoolleaving with the studentsproviding detailsof why they
left the formal education system early.
4-2 -W hV we leave!

I was askedto leavein [School One]." (John)
"They told me I hadto leave. The vice principal and anotherteacher[nameof
teacher]told meto leavethe school." (Kevin)
"I got kicked out of there I went down and I arguedwith the HeadTeacher
...
of the departmentor the Deputy Head,becauseof it andthen I got kicked out
of school." (Mark)
"I got thrown out. " (Declan)

"I just got a lot of s..t from the teachersthen at that time andthen I was fed up
and I quit." (Thomas)
"I wouldn't blamethe school.I just didn't want to go to schoolso it was my
own fault." (Ellen)
"No I left of my own free will
I
... was thinking I was making a bad mistake
and I know I'm going to regretit, but I pushedmyself to leaveit. " (Sarah)
"Got up to third year andthen I got kicked out BecauseI wasn't in school. I
...
happy
to tell you thetruth." (Philip)
was very
"There's no point." (Paul)
The studentsdescribewhy they left the formal educationsystemusing such phrasesas: "I
was askedto leave" (John); "They told me I had to leave" (Kevin); "I got kicked out of
there" (Mark); "I got thrown out" (Declan) and "Got up to third year and then I got kicked
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indicates these students were excluded from second
out" (Philip). The use of such phrases
level education in Galway City and that the decision to leave was imposed on them rather

than leaving of their own free will. In contrast,while it must be viewed in the context of
negativeexperiences,other studentsdescribethe decisionto leaveschoolastheir own.
"There's no point" (Paul); "I wouldn't blamethe school. I just didn't want to go to school
so it was my own fault" (Ellen) and "No, I left of my own free will" (Sarah). Specific
interviews indicate the absenceof a pivotal moment in which students decidedto leave
school early but imply a drifting away from the system and the schools they were
attending. As outlined within ChapterTwo, studentswho experiencenegative interaction
with their teachersare more likely to leave school early. Studentswho are frequently
`reprimanded'for not doing their work or for misbehaviourare significantly more likely to
leaveschool early, as are those who report being ignored by the teacherin class (Smyth,
McCoy and Darmody,2004). A significant issuein the analysisof early school leaving is
the subgroupthat is `not in trouble' or `not high achievers'. This particular subgroupis
leaving the system due to lack of attention and support from the school system. The
emergenceof sucha subgroupcan be viewed as a significant by-productof a systemwhich
facilitates a `targetedsystemof supports' and `over-emphasison academicachievement'.
Furtherdeconstructionof this issueindicatesthe educationsystemis a direct reflection of a
welfare statewhich provides supportfor those `who need it most' and a capitalist system
which rewards, through financial rewards and status, those who are successful.
Nonetheless,the subgroup who `doesn't rise above the parapet' and appear to be `selfsustained' is ignored, unrewarded and ultimately not worthy of mention. Policy and
researchhave failed to engagewith this subgroup. Future engagementwith this subgroup
will be achievedthrough a movementtowards inclusive and universalprocessesin which
all aretreatedand supportedin an equalmanner.
"I just got a lot of s..t from the teachersthen at that time and then I was fed up and I quit"
(Thomas). The data presentedin this study provide evidencethat studentsin Galway City
are leaving schooldue to negativeinteraction with teachers. This study supportsthe view
(Mittler, 2000)that teachersare hugely influential in the delivery of inclusive education. It
is evident within this samplethat the teacherswhom the studentsencountereddid not
operatein an inclusive manner. The views provided by the studentsclearly indicate that
theteachingmethodsin schoolsdid not meettheir educationalneeds(A specific sectionon
Teachersand Teachings is presentedon p90). On the contrary, schools are actively
contributing to studentsleaving school early through the retention of power and control
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over the engagementof studentswith the educationsystem. The studentsare undervalued
and subsequently self-esteem is reduced within

a system which is, theoretically,

responsiblefor the holistic developmentof the student.
Lynch (1989) outlines and describesthe class division within the education system in
from the system,illustrated within this study,must be
Ireland. The level of disengagement
viewed in a similar context. The studentsfrom disadvantagedareasof Galway City are
removing themselves,or being removed,from the system due to a clash of cultures and
classes. Students such as Kevin, Declan and Thomas have no `connection to, or
`understandingof an education system which has been developed on middle class
principles. The `lack of associationwith a system' createstension and division between
students and teachers/principalsresulting in, as outlined above, students leaving the
educationsystem.
Student Disaffection
The students provide insights into their behaviours within the education system while they

remainedat school.

4-1 - uisaiiecnon -A
"Cheeky... I was askedto leave[school name].There was [sic] a few things I
was called in for but it was mainly one thing ... 1just got in more trouble in
secondaryschool." (John)
"I was getting more violent andI was gettingpicked on a lot. Sothat led me up
to hitting the kids

Like I said alreadyI was alwaystelling the teacherto f..k
...
off andthat I wouldn't do this andI wouldn't do that. You know homework,I
neverdid homework. If they gaveme homework it was going straight into the
fire

I
... was alwaysaggressiveand tell [sic] themto f..k off. " (Michael)

"I was very bad, throwing things at the teachers,hitting the teachers,telling
themto f..k off

...

Standingup on top of thetableswas onething anyway,
singing." (Michael)

"I don't know, you just get fed up with it sometimes.
" (Luke)
Cont'd overleaf
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"I don't know I got sick of the school. I got sick of going in. I got sick of it and
left

I
a few times. That was during school." (Kevin)
... was arrested

"1 don't think the teacherslike people from Westsidefor a long time anyway.
Becausethere is other peoplethat went to schoolthere andthey all got kicked
out too and quit before[sic], so it waskind of habit for us." (Thomas)
"Blackguarding8with the boys andthe teachersdidn't like it. So, they gaveme
a hard time aboutit ... Like theworst thing I done,was on my own mate. We
tied him up asa joke, andthat was the worst thing I haveever donein school
and I got suspendedfor two weeksfor that ... And then I just got fed up with it
" (Thomas)
and1just wouldn't go into classes.
I
"I don't think I would have been able to anyway. I just had no interest in it
...
didn't really care, like. My heart wasn't in it if you want
Their [teachers]
...

heartwasn't in it either." (Brendan)
"Bad, I was kind of cheekyand the teacherswould kind of not bother with me
by the endof it like." (Elaine)
"I don't know, the teacherswas [sic] too thick with methe whole time. So I
just freakedout one day, startedthrowing tablesand chairsall over the place
andthat. I was suspendedfor two days ... Yeah I was in schoolevery day but
I just kepton dossinglike. Dossinganddossingand dossingbecauseeveryone
was dossinglike. So I might aswell go." (Philip)
"My behaviourwas alright like, but they thought it was bad, it was alright
I
...
just wasn't ableto do the work that was it, going mad becauseI wasn't able to
do the work." (Philip)
"Readingand that, teacheraskedme to read, I'd say `I'm not ableto read', I'd
go mad" (Philip)
e Blackguarding
-A blackguardis viewed as a bad personor in an educationcontext one who disruptsin a
classsituation. It is always pronouncedas `blaggard'.
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The evidencefrom the students'interviews supportsthe belief that disaffectionwith school
is a key indicator of early schoolleaving. The data highlights this through the following:
"Cheeky" (John and Elaine); "No interest in it ... I didn't really care" (Brendan);
"Throwing things at the teachers,hitting the teachers" (Michael); "Throwing tables and
chairs all over the place" (Philip) and "I'd go mad" (Philip). As outlined earlier in the
documentby Holroyd and Armour (2003), disaffection is characterisedby increasing
levels of disruptive behaviour, truancy and exclusions, as well as falling academic
standardsandnon-participation.
The evidence from this research coincides with the views of Holroyd and Armour (2003)
and Gutteridge (2002) that disaffection exists among students. The existence of such
behaviour places the teachers, other students and the student himself or herself at risk from
a health and safety perspective: "Like the worst thing I done, was on my own mate. We
tied him up as a joke" (Thomas). Therefore, the symptoms of such behaviour need to be
addressed. As indicated by Philip, "Going mad because I wasn't able to do the work", the
needs of students are not being fully met by the education system. In order to meet the
needs of all students, schools should create an environment in which disaffected students
are being supported and feel valued. The key to students feeling valued is the development
of a positive teacher-student relationship, a culture of high expectations of, and respect for,
all students and an opportunity for the `voice of the student' to be expressed. While
Michael, Philip and other students describe their extremely aggressive behaviour in school,
such behaviour raises health and safety issues for teachers. Those agencies supporting
teachers such as teachers' unions will be particularly critical of programmes which place
teachers at risk.

The Boards of Management of schools have a duty to protect staff;

therefore the development of a system which potentially places teachers at risk must be
treated with extreme caution.

"I was always aggressiveand tell [sic] them to f..k off' (Michael) and "Throwing tables
and chairsall over the place" (Philip) illustrate that a high level of angerexists amongthe
studentswithin the research. The interviews provided the studentswith an opportunity to
voice their experiencesof the education system, both negative and positive. The
importance of the student voice is therefore highlighted, particularly as a means of
providingan insight into practicesoperatingwithin the Irish educationsystem. As outlined
previously, there is a need for studentsto be supportedand valued but also a need for
teachersto managesuch scenarios. However, there is an underlying rationale for the
conflict and tensionbetweenteachersand students. The conflict is perpetuateddue to the
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differing social classes,backgrounds and perspectives on education of the teachers and the
students. Teachers clearly have `successfully' progressed through the education system
and have developed an appreciation for education. In contrast, students, such as those
included within this study, have extremely negative perspectives of education due to their
personal experience. There is a significant `mismatch' and `mistrust' between both parties.

Alternatively, in the context of Gilligan (1993) such challenging behaviour could be
viewed is a statement of disquiet.

Furthermore, within a Critical Theory framework

(Horkheimer, 1995, cited in Brookfield, 2005), such behaviour could be described as
disquiet towards a system which reinforces social division experienced within society.
Students, while in their own community and within their own social class, are comfortable,
safe, included and viewed as `normal'. However, on entry to an education system which is
dominated by middle class ethics and perspectives, students from lower socio-economic
backgrounds are challenged, unsafe, vulnerable and presented with values which are
different to their own. Consequently, students resist and defy through challenging
behaviour. Furthermore, challenging behaviour may be a resistance to the power held by
teachers over students, i. e. the power held by teachers to `push' students from
disadvantaged areas of Galway City towards leaving the education system early, as
evidenced by the statement "I don't think the teachers like people from Westside for a long
time anyway. Because there is other people that went to school there and they all got
kicked out too and quit before [sic], so it was kind of habit for us." (Thomas).

Absenteeism
As highlightedin ChapterTwo (Section: Complexity of Inclusion), absenteeismis another
key characteristicof disaffectionwhich studentsreflectedupon. The interviews provide an
opportunityto discussabsenteeism
whilst they were still enrolledin the schools.
4-4 - Students' Portrayal of Absenteeism

"In [SchoolOne] camein a bit the odd time. In [School Two) came in two
daysa week, sometimesbarelyever attendedschool in [School Two] at all."
(John)
"It wasn't too badthe first three years.And the last year I was there I didn't
really comein that much." (Biendan)
Cont'd overleaf
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"My attendance wasn't the best." (Mark)

"I was always out of school because I used either mitch or either get thrown

out for a weekor two. Sometimesit could be for two or three months."
(Michael)

"I misseda goodpart of the year in third year and in secondyear it wasn't that
much and in first year it was hardly any time at all." (Ellen)
"I think it wasjust the changeof everything,everything changedwhen I went
into fifth year,everything. So I think that kind of just mademe feel like, do
you know, `I don't want to do this'. I wasn't surethen if I did want to stay on
and I startedtaking loadsof days off schooland eventually1just struggled."
(Sarah)

"Didn't turn up andsometimesit would be two weeksor four weeks and I
wouldn't go to schoolat all." (Sarah)
"Fifty [daysout of school]" (Paul)
The interview processhas clearly establishedthat absenteeismis a significant issue among
studentswho leave schoolearly: "Sometimesbarely ever attendedschool" (John); "I was
always out of school" (Michael); "The last year I was there I didn't really come in that
much" (Brendan);"I startedtaking loadsof days off schoolandeventually I just struggled"
(Sarah)and "Fifty [days out of school]" (Paul). In Galway City, absenteeismis clearly a
symptomof disaffection and of students'impending departurefrom school in advanceof
completingthe Leaving Certificate.
As outlined in Chapter Two (Steer, 2000; Harber, 2008), absenteeism is a key
characteristicof disaffection from the school system. Furthermore,the researchsupports
the findings of the School Leavers' Survey (Byrne, McCoy and Watson, 2008) in which
students,at risk of leaving school early exhibit high levels of absenteeism(ChapterTwo,
Section:Early SchoolLeaving - Profile of Ireland). In addition, it illustratesabsenteeism
remainsan issue within second level schools despite the developmentof the National
Education Welfare Board (2000) whose role is to implement national policy aimed at
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There is apathy towards school attendance among
addressing absenteeismwithin schools.
these students, an apathy which has resulted in these students leaving the education system
Sheehy et al. (2005) have identified issues in relation to
early. As discussed previously,
the implementation of policy, suggesting "whatever the intention of the policy, the reality
of its enactment can be quite different"

(p75).

The evidence within this research

demonstrates that policies and programmes (such as the Education (Welfare) Act (2000)
and the School Completion Programme) to tackle absenteeism have not impacted on the
students within this sample.
Absenteeism highlights disaffection from a system which is not meeting the needs of
students and is an indication of a student at risk of early school leaving.

Furthermore,

absenteeism must be viewed as a failure of the education system to meet the needs of
students. As indicated previously in the study, absenteeism must be viewed in the context
of class and cultural differences between students and those delivering education within
advance of formal exclusion, as a means of
schools. Students are excluding themselves, in
highlighting the frustration and segregation they are experiencing within the system.
Absenteeism, similar to challenging behaviour, must be viewed as a symptom of a greater
issue within

the education system. These issues need to be addressed through

implementing student-centered teaching methods, curriculum and culture within schools.
Furthermore, within the sample for this study there is evidence of both absenteeism and
low self-esteem. Students are unable to participate in a system which undervalues them as
individuals and nourishes self-doubt.

Schoolsand Inclusion
Using their own language and ideas the students provide an insight into the level of
inclusion which existswithin the school they attended. This study has provided students
with the opportunity to presentrich insights into the level of inclusion which exists within
the school they attendedusing their own language,thereby emphasisingthe value of
listeningto the thoughtsandvoices of students.

4-5 - inclusion or mansion

"The principal couldn't control the schoolto save[his/her] life. All [the
principal] did was throw out people,throw out people, throw out people,too
strict aswell." (John)
Cont'd overleaf
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"They wouldn't takemeback ... They weren't interestedor askingme if I
wantedto comeback." (Mark)
"You couldn't really learnback in schoolbecausea load of messers[sic] just
shoutingandcursingandteachershavetheir back turned aroundthey would be
[sic] throwing papers and pens." (Kevin)

"Yeah she[teacher]would go into the other classfor an hour or two and leave
me in the classby myself ... I never fitted in to school,no. I was always
messingdancingon tablesand singing. SometimesI was a bit rowdy with the
otherkids. SometimesI could be the nicestkid there.I was always picked on,
" (Michael)
so that mademe aggressive.
"That was partly how teachersjust judged me straight away
...

That's all that I want. It's different being like the Travelling boy, do you know,
going to schoolat that agebut 17... I don't know. It's the shamegoing to
schoolwith a big schoolbag." (David)
"They [teachers]alwayspick on you comparedto the rest of them, know what
I mean Like peoplewould look at us and saylike they're the scumbagsand
...

all that.That'sthewaytheyseeus." (Thomas)
"There was 1b1,1b2,1 W. I was in 1b1like, 1b2 was the secondkinda class.
The fellas in 1b3 andsometimes1b4 they'd only havemaybetwo classesin the
whole day, one at the beginningand oneat the end. And you just seethem all
they'd haveto do just play soccer." (Brendan)
"Isolated and lonely. I felt like I was startingoff again andit wasjust
completelydifferent from first year to third year,the way the teachersgot on
with you againlike, it was just, it was like when 1went into fifth year. Forget
aboutyour Junior Cert. It wasn't important, who caresabout it and beforethis
it was study, study,study, it's so important and I didn't like that. I wasn't
comfortablewith it." (Sarah)
Cont'd overleaf
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"I don't know, it just made me feel normal. Just being a bit of a scumbag

" (Philip)
becausethey think we are scumbags.
"I cameback againand thevice principal told me that shewantedto put me in
anotherschool... Well that's what they told me; but no I could havewent back
in and I could havedonewell in that class." (Mary)
"All [the principal] did was throw out people,throw out people,throw out people" (John);
"Yeah she [teacher]would go into the other class for an hour or two and leave me in the
classby myself ... I never fitted in to school" (Michael); "They wouldn't take me back ...
They weren't interestedor asking me if I wantedto come back" (Mark) and "They think
we are scumbags"(Philip). The data presentedprovide an insight into the levels of
inclusion, or exclusion, experiencedby the sample group while participating in second
level education.The data revealshow the reality of policy implementationruns contrary to
the expressedintent and valuesof inclusive education:"The vice principal told me that she
wantedto put me in anotherschool" (Mary). The evidence is in marked contrast to the
view of inclusive educationdescribedin ChapterTwo as the participation of all students
and the removal of all forms of exclusionary practice. Furthermore, the view that
"inclusion is a questionof rights and concernsa philosophy of acceptanceand a framework
within which individuals can be valued, respectedand enabledto learn" (Wearmouthand
Glynn, 2004,p7) is not evidentamongthe studentsinterviewedwithin this research.
The studentvoice illustrates that these studentsdid not feel included within the second
level school system.As a result, the evidencecasts doubt on the level of inclusion and
inclusive policies which exist within the schools these studentsattended.The focus of
currentpolicy is on educationaldisadvantagewithout full acknowledgementof the need
for an inclusive educationsystem. The evidencefrom this researchdraws attention to the
existenceof negativelanguage,isolation, low expectationsand schoolculture issueswithin
secondlevel schools. The data collectedalso suggestthat schoolsare not inclusive and the
studentvoice highlights the needsfor inclusive practiceandpolicies within schools.
As indicatedby Thomas, "They [teachers]always pick on you comparedto the rest of
Like people would look at us and say like they're the
them, know what I mean
...
scumbagsandall that. That's the way they seeus." Specificteachershavelow expectations
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by Archer and Shorn (2003) that
of the students interviewed, reiterating the view taken
background into account when assessing their ability.
some teachers take pupils' social
Certainly, Thomas experienced such an assessment. The level of expectation can be driven
by the schools' views of cultural issues, curriculum and teacher training but also by the
between
is
norms and values of the teachers themselves. For that reason, there a mismatch

As
the expectationsof teachersand the expectationsof the studentsthey are teaching.
describedby Sheehyet al. (2005) inclusive educationis about being treated equally, with
respectandproviding real learningopportunities. The evidence,as supportedby Thomas,
portrays a systemwhich createsand encouragesexclusion, disaffection and labelling of
studentsbasedon how they view the studentandthe students'background.
"That was partly how teachersjust judged me straight away ... That's all that I want. It's
different being like the Travelling boy, do you know, going to school at that agebut 17... 1
don't know. It's the shame going to school with a big school bag.", David's quote
encapsulatesa significant barrier to remaining within the education system. The stigma
David describesemergesfrom a systemwhich judges and fails to engagewith diversity.
The failure to recogniseand respectdiversity results in studentslike David experiencing
shameand demeaninghis self-esteem. Education,as outlined in ChapterTwo, is viewed
as a mechanism for individual empowerment and the promotion of human rights.
However, there is evidence within this study that school can act as a mechanism for
oppressionand segregation. The developmentof a more tolerant and respectfulsociety is
restricted within a context of intolerance towards diversity and difference which is
reflectedin schools.
Segregationis further reflected through Brendan's insights: "there was lbl, 1b2,1b3. I
was in Ibl like, Ib2 was the secondkinda class. The fellas in lb3 and sometimes lb4
they'd only have maybetwo classesin the whole day, one at the beginning and one at the
end.". Such segregationindicatesthat in a school where streamingexists, lower streamed
classeswill be treateddifferently to those in higher streams. Thus, specific studentsare
not experiencingthe type of inclusive educationsystemasdetailedby Sheehyet al. (2005).
Furthermore, streaming is, as suggested in Chapter Two, deliberately creating class
divisions within schools, replicating and reinforcing the divisions within society. An
attempt to promote inclusive education within Galway City, or nationally, requires a
movementawayfrom the useof streamingwithin secondlevel education.
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The data collected implies a deficit in classroom management skills among certain
teachers. The behaviour of students, particularly those disaffected from the system, can be
challenging for teachers.

Consequently practical classroom management skills are

imperative. As described within the School Leavers' Survey (Byrne, McCoy and Watson,
2008), while school leaving remains at a relatively consistent level, students are being
be
retained to a greater extent within the Junior Cycle. Therefore, teachers will potentially
working with larger numbers of students who may be at risk of disaffection from the
system and the need for classroom management skills will be further emphasised. These
skills will allow teachers to increase empathy towards students, create relationships with
students, understand their personal and social needs and create an environment of support
within the classroom.

Sarah outlines being "isolated and lonely" on her return to school after completing the
Junior Certificate. Sheexpandedon this, stating:"I felt like I was starting off again and it
wasjust completelydifferent from first year to third year,the way the teachersgot on with
you againlike, it wasjust, it was like when I went into fifth year. Forget about your Junior
Cert. It wasn't important, who caresabout it and before this it was study, study, study, it's
so important and I didn't like that". In this case,it is the curriculum and structureof the
education system which has created difficulties for Sarah. The emphasis, or overemphasis,on the Leaving Certificate has pushed Sarah towards leaving school prior to
completingthe Leaving Certificate.
Teachersand Teaching
As part of the interviews, studentsprovided insights into teachersthat worked with them
while they were in school. The following data provide an overview of the views the
studentshad on the relationships,expectations,teaching methodologiesand approaches
utilised by the teachers.
4-6 -leaders

- viviaea Upinron

"There was a few teachers,like one of themwould be the soundestteacher.
Like he would sit down and talk to me aboutpretty much anything." (John)
"I don't know. Theyjust give you a hardtime." (Thomas)
Cont'd overleaf
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"Teachers, I suppose. Like in primary, like the teachers wouldn't give out to
you they would help you out and s..t like that. But another thing, it was like
they were picking, certain people out, know what I mean. And not helping
them and s..t like that. And most didn't like it, like most, most of us dropped
out before third year, fourth year no one actually, I don't think anyone of us

went down and finished school." (Thomas)
"School, right acrossfrom my own class,there was a teacherthere [teacher
name] ... Sheusedturn her ring over like that [he illustrates] her engagement
ring andsheusedto hit us on the handwith it. " (Michael)
"She could have, `causethe way shewas doing it like there was boys in the
classthat was getting A's andthe whole time and shewasjust explaining it
away for themand getting it done.Not explaining to the peoplewho couldn't
" (Mark)
get to their level and couldn't understand.
"I'd say, I think there were a class of, I don't know I think it was 20 or
something like that, could be less and I'd say 4 to 5 of them in the class was the

A's and B's studentsand the restwasn't getting so much help." (Mark)
"No he was sound.He'd always like give me a chancein there andhe'd
explainthings for me to understand.It wasn'tjust like put it up on the board
andjust now do that. It wasn't like that it was,he was more involved in the
class.He was like explaining things to them." (Mark)
"Fighting and cursing at the teacher. I threw a stool at him one day because I
don't know. He just came down. I came in, in the morning and I was half
asleepand he had a big page of sums done out for me. I said I'd do it in a

minute, a minute went anyway and I was aboutto do them he startedroaring
and shouting. He camedown and startedshakingme like that (he illustrates)
...

do your work now. I picked up the chair and flung it at him." (Luke)

Cont'd overleaf
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"Some of them didn't like me They usually just saidwhat had to be done
...
really and thenthe kind of smarterfellas up the front would usually know a
lot." (Brendan)

"Ah no that's just, you don't like teachers.Teachersare telling you what to do.
I just didn't like it in secondaryschool. I really liked Irish. I still like Irish
andI was really interestedin history. If I was more interestedin [sic] would be
more motivated to actually do it. I just wasn't interested enough I just
completely had lost interest in school and my parents couldn't make me go."
(Ellen)

"All the teacherstaught differently but I thought they could have beena lot
more like oneon one teachingratherthan the whole classand I think I kind of
needthat aswell. " (Ellen)
"I gave him the essay and he was not happy with the essay. He said it was
complete rubbish, but not in them [sic] words and he said I had to come back to

him. Then the following day that he knew I was capableof and then when
he'd be talking to you like that you'd be thinking maybe I can do betterthan
what I'm doing. And it was goodthat he wasn't acceptingany kind of rubbish
we were willing to give him like." (Mary)
`Brilliant, I haveto sayI neverhave any complaint aboutthe teachersthere.
They were so nice and I got on with them." (Sarah)
"In third year I had a better teacherand I was passingjust about.This new
teacherfor the first two yearsI despisedthe teacherI had and shehad no time
for me either." (Elaine)
"Ya I had a brilliant teacherand he looked for ya. If you were missing from
class,I know at the time it usedto drive me mad `causehe'd caughtme
mitching but he'd always look, he'd notice you were gone,even if you didn't
have him that day" (Elaine)
Cont'd overleaf
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"Bad [Behaviour],I was kind of cheeky andthe teacherswould kind of not
botherwith me by the end of it like. If they askedme for homework I'd be like
I haven't got it. The next day they wouldn't even ask me if I had the
homework. They were just getting to the point where they were just skipping
me out like. They just knew I didn't have it. " (Elaine)

"Pure strict, do you know what I mean, just annoying and they would go
through your brain and you think you are going to hit them a thump ... They
I
in
didn't teach me nothing
thick as the wall. "
... went smart and came out as

(Philip)

As discussedin ChapterTwo, behaviours and attitudes associatedwith disaffection are
very much dependenton the school, its culture, managementand ethos, together with
factors associatedwith the individual teachersin the school (Gutteridge, 2002). "They
didn't teachme nothing ... I went in smartand cameout asthick asthe wall" (Philip), the
evidence presented in this study identifies issues in relation to teachers and their
relationship with students. The data provide an insight into the extremely negative
relationshipsbetween studentsand some teachers,in which the teachersdid not engage
with the student,"Not explaining to the peoplewho couldn't get to their level and couldn't
understand"(Mark). Moreover, Luke's reaction to this type of negative relationship is to
respond with the extremely aggressivebehaviour of throwing a chair at the teacher,
"Fighting and cursingat the teacher... 1picked up the chair and flung it at him". This type
of behaviourwithin a classroomhasemergedfrom the mismatchbetweenthe norms/values
of the teacherand those of the student,and again raisesthe issue of teacher safety. As
suggestedby NASUWT (2008), the inclusion of all students can place teachers in
extremelydifficult situations,situationswhich can compromiseteachersafety and as such
inclusionwithin schoolsis very much a contestedareaon the groundsof health and safety.
Inclusion of all studentswill present different and difficult challengesfor teachersand
school managementincluding: managementof increasednumbersremaining within the
school, creation of inclusive policies within the school, developmentof differentiated
teaching methods and the availability of a flexible curriculum to meet the needsof all
students.
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The behaviour outlined by Elaine, "Bad [Behaviour], I was kind of cheeky" and by John
and Michael, in the Student Disaffection Section of this Chapter (p80), can be viewed as an
attempt by students to gain the attention of a teacher, or teachers, from whom they would
otherwise not receive attention. While the behaviour of the students is inappropriate, the
underlying context is of students who are seeking to form a relationship with their teachers.
In the absence of a positive relationship a negative relationship is preferable to none
(Webster Stratton, 2004).

"One of them would be the soundest teacher" (John); "No he was sound. He'd always like
give me a chance in there and he'd explain things for me to understand" (Mark); "Ya I had
a brilliant teacher" (Elaine); and "Brilliant
(Sarah).

They were so nice and I got on with them"
...
As can be seen from these quotes some students had extremely positive

relationships with teachers. Positive relationships are based on the ability of teachers to be
supportive and listen to the students. Mary's interview draws attention to the positive
effect teachers can have with a student-centred approach and a framework in which the
student can progress. As highlighted by Mary, "It was good he wasn't accepting any kind
of rubbish we were willing to give him"; she appreciated when the teacher pushed her to
do better and did so in an encouraging manner. The differing levels of
confidence and
personalities among students introduces the importance of working with a student to
develop a relationship which allows a teacher to gain a profile of each
student and to
develop the most appropriate teaching style to meet the needs of
students. Positive
relationships will allow a teacher to challenge a student, without fear of reprisal, to
progress, develop and learn.

A point worth noting is that a numberof the studentsampleattendedthe samesecondlevel
schools. Within these schools, different students had both positive and negative
relationships with teachers. Therefore, the evidence is suggesting the approach and
expectationsof individual teachersmay be different to the culture of the school. The
evidence implies, as supported by Mittler (2000), the importance of teachers in the
progressionof inclusive education. With this in mind, the need for teachersto acquire
skills and positive approacheswithin teachertraining collegesis imperative. However, of
greater importance is the need for teachers, and teaching colleges, to acquire an
appreciationof the need to create expectationsand develop motivation among students
basedon the student'sneeds,ratherthan on the
needs,perspectivesand backgroundof the
teachers. Furthermore,the creation of positive expectations for the students must be
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underpinned by positive leadership among management and staff.

In the absence of

leadership the development of an inclusive culture within the school will be restricted.

The importance of the impact teachers have on students is evident throughout the research,
especially in the comments of Brendan, Luke and Mark. Each student interviewed was in
a position to vividly describe situations, both positive and negative, involving teachers.
The evidence implies that teachers have a powerful influence on students' participation and
retention within the education system. As discussed previously, teachers need to acquire
the skills to form positive relationships with students, relationships which will support the
student through the education system. Consequently, there is a responsibility on teachers
to value students and progression through the system should be based primarily on the
students' educational needs. Furthermore, teaching methods should be student-centred and
differentiated to cater for a variety of learning styles, otherwise powerful and negative
influence is being fostered by the education system. Challenging such an education system
to move from the above perspective to the development of a more inclusive agenda will
require time, vision and flexibility.

Deficit Discourse
During the interviews,the deficit languageusedby studentsprovided an insight into
their negativeexperiencesat school.
Figure 4-7 - Deficit Discourse Per etuated

"I was alwaysslow so I endedup messingall the time
... I wasn't great
anyway." (John)
"Like I saidI was slow, no other schoolwould take me." (Michael)
"They usedto do aggressivetestsandthey usedto do, seeI am slow I don't
...
know how to reador write like. " (Michael)
"I feel [sic] stupid. She'd make like a show. Embarrassme in front of classif I
askedfor help or anything,or somethinglike that." (Mark)
"I just looked stupid. It was like a specialneedsclass." (Declan)
Cont'd overleaf
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"I wasjust sitting in therelike a fool. I wasn't doing anything. It wouldn't be
up to the ladslike in secondaryschool.It wouldn't be up to their standards...
I'm not the greatestreader or writer, but I'm far from stupid. You know what I

mean." (David)
"No. I wouldn't havebeenableto ... I was probably one of the dumberfellas
in that class." (Brendan)

"1 was a bit behindanywaysbut I just kinda of lost interestand stoppedschool
and got even more way behind." (Ellen)
"I was always slow" (John); "I just looked stupid" (Declan); "I was just sitting in there like
a fool" (David) and "I was probably one of the dumber fellas in that class" (Brendan). The
views presented in this section provide evidence of the use of deficit language, which
students associate with their experience of learning and education.

The students used

terms such as `slow', `stupid' and `fool', terms associated with a deficit or medical model
of thinking.

The evidence implies students have been exposed to such language within

schools settings.

The use of this type of language can deeply impact on students,

particularly those students at risk of early school leaving. As outlined within the Section:
Teachers and Teaching of this Chapter, the students are still in a position to recall quite
clearly how they felt and the language used towards them while in school, "I feel [sic]
stupid. She'd make like a show. Embarrass me in front of class" (Mark). This is in spite of
the fact that it had been a significant period of time since these students attended school.
The data is clearly contrary to "a form of words that avoids labelling children and that
instead emphasisesthe challenge to the system" (Mittler, 2000, p9).

John,Brendan,Michael andDeclan perpetuatethe myth that the studentsare solely at fault
for their failure within education. Their languagereflects self-blameand poor self-image
following their involvement with the education system. Therefore, the educationsystem
has failed thesestudentsthrough supportinginstitutions which allow studentsto think they
are `stupid' or `slow'. Within a secondlevel system which has a particular focus on
academic achievement,students will differ, but diversity should have a place within
education(Carrignton and Elkins, 2005). Students should feel valued and appreciated.
However,currently studentslike John, Brendan,Michael and Declan are emergingfrom a
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system where they are led to believe they are at `fault', `not worthy to participate' and

ultimately `unwelcome'.
Special Educational Needs and Curriculum

Within the interviews referenceswere made to the curriculum and in particular casesto
specialeducationalneeds.
4-8 - Special Educational Needs,Curriculum and Frustration
"Maths, English there is no really interestingsubjects." (John)
"When I was inside in school,they usedto getme Tara andBen books
...
That's what I was on for years.Put it this way I should be still on them at the
moment. I went from Taraand Ben up to Ben and Anne. To me it was the
samecrap over andover, if it was learningme so what." (Michael)
"No one helpedme with English in primary school,only my mother when I
would comehome." (Kevin)
"I never got help with English though. I got sentonto the computerfor
English. Down the end of class on the computer, me and another fella. "
(Kevin)

"I hadto go to him every day for a half an hour The readingteacherwas
...
thereto help me most of the time ... I am getting better at writing aswell
becauseI useddo my ds and bs backwards." (Luke)
"Metalwork andmathsis alright becauseyou don't haveto do that much, and
art." (Luke)
"I like woodwork andtechnical drawing and metalwork, PE." (Mary)
"Even today now to sit in front of a long division sum now I couldn't. I'm

absolutelyhopeless." (Mary)
Cont'd overleaf

95

7C-onnt'd

"I think a lot of the classesjust seemeddull and boring so if they made it more
interesting but I couldn't grasp the business studies `cause I was no good with
numbers anyway so I was always put out of the class into another class. They

just couldn't be botheredwith ya. You know, if you couldn't get it they weren't
bothered.But then therewere other teachersthat were." (Mary)
"So that's why I prefer to be told and explained [to], instead of reading it cause
some things I just don't understand ... They should understand that everybody
is not all the same. That they're not A students or whatever, they're not all the
same so they should take time for us and the other students that can't do it as

good." (Mark)
"Extra help, like a fella would come aroundto the classandpick certain people
out andbring themout and then he would help them out with whateverhelp
you needed.Like you would be ableto talk to him andhe would tell you all
this s..t." (Thomas)

Students indicate preferences for specific subjects. Woodwork, technical drawing,
metalwork and other vocationaltype subjectsare identified asthe preferred subjectchoice
for male students. While other subjects were identified as not being of interest, the
researchdata provide evidence that the students do not have strong opinions on the
curriculum and do not link it to their decision to leave school early. Concerns with
subjectsand the curriculum appearto reflect greater issueswith the schools rather than
being the centralissuewith the processof disaffection.
While the interview processdid not make specific referenceto specialeducationalneeds,a
certain number of studentswithin the sample group identified themselvesas such. As
outlined within ChapterTwo, there are links between special educationalneedsand early
schoolleaving; this is supportedby the researchdata. Furthermore,there are indications
within the research that students were withdrawn for extra support, suggesting the
existenceof a system in which the needs of students are not fully catered for by the
mainstreamteacher. "When I was inside in school, they used to get me Tara and Ben
books

for years.Put it this way I should be still on them at the
... That's what I was on
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moment. I went from Tara andBen up to Ben and Anne. To me it was the samecrap over
and over.", Michael's interview illustrates his individual educationneedswere not being
developedor progressed;rather they are being labelled and isolatedwithin the mainstream
education system. Mark's interview emphasisesthe need for differentiated teaching
methodswithin schoolsto meetthe educationneedsof all students.
There is also evidence, however, that students with specific education needs are not
supported within schools. Kevin describes how he was "sent on the computer for English"
suggesting that his education needs were not being met while in school. The exclusion of
Kevin from the mainstream education system resulted in isolation, labelling and lack of
support.

The need for differentiated approaches to meet the needs of students is

imperative. Through the use of a differentiated approach, the educational needs of students
can be identified and supported. As outlined previously, within an inclusive education
perspective, students need to be treated equally and valued. The research reveals specific
students are not being treated equally within the Irish education system and are, in effect,
being excluded.

EmbeddedCaseStudy--Dean
As outlined in ChapterThree an embeddedcase study has been included as a meansof
strengthening and adding to the presentation of the student voice.

The following

embedded case study illustrates the type of process a student moves through when
disengaging with the school system and formally leaving the education system early.

Figure 4-9 - Embedded CaseStudy Dean
Dean is 18 years old and lives in an area designatedas disadvantagedwithin
Galway City. He attendeda secondlevel school designatedas disadvantagedand
left schoolprior to completing the Leaving Certificate. During his interview Dean
describedhis varying experienceswithin the education system. On recalling his
time in primary level educationDean statedthat "Yeah it was good I liked it
...
`causeeveryonethere was soundlike and it was good the teacherswere alright."
...
In relation to his secondlevel educationDean statedthat "the only thing I really
liked aboutschoolwas socialisingwith my friends like". The school Deanattended
utilised a streaming system in which an entranceexam dictated the class each
studententeredalongwith the profile of that particular class.
Cont'd overleaf
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The school Dean attended utilised a streaming system in which an entrance exam
dictated the class each student entered along with the profile of that particular class.
When describing the system Dean noted that "A is the smartest one, I was in that
one right up until 3rd year, 3A".

Dean highlighted his peer group's experience of

second level education: "I assume some of them might have failed their Junior
Cert.9 Like I know a couple of them failed in the 3C there was only 6 in 3C because
they were not that smart."

In relation to the lower streamwithin the school Dean noted that "the lads in 3C,
most of them droppedout like". In contrastDean was in the top streamof his year
and within this systemDean completed the junior cycle and continued on to the
senior cycle. While Dean continued into the senior cycle his peer group did not
progress:"I'd say some of them droppedout and some [of] them did the Leaving
Cert. Applied10". On progressingto the senior cycle, Dean "went into the
smart
class in Leaving Cert. but everyonein there was, you know, the lads didn't talk to
me,noneof my friends". However,while in the top streamof the senior cycle Dean
madea significant decision:
"My Junior Cert. was ok but when I went into doing the Leaving Cert. I
went into the ordinary Leaving Cert. room and said `f..k it'.

I couldn't

really do that.

Well I probably could have done it but there wasn't
anyone in there that I knew. So I did Leaving Cert. Applied. From there
it went downhill and my attendance was s..t like. "

Throughout the interview Dean spoke in detail about his experience of teachers
while in second level education, particularly focusing on his relationship with
teachers. He believed "The teaching wasn't great there". More specifically Dean
felt that "the first impression they got of me they didn't like
me and it went from
there".

Cont'd overleaf
9 Junior Cert. The Junior Certificate Examination is held
at the end of the Junior Cycle in post-primary
schools. The Junior Cycle catersfor studentsin the 13-15 year old age group. Studentsnormally sit for the
examinationsat the ageof 14 or 15,after 3 years of post-primary education.
10Leaving Cert. Applied The Leaving Certificate Applied is
a two-year Leaving Certificate, available to
studentswho wish to follow a practical programmewith a strongvocationalemphasis.
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Dean also spoke about the interest levels among the teachers within the second level
bit more
school he attended: "They could have and 1 could have shown a little
[interest] too but you are not going to show interest to a teacher who is not really
teaching you". Similarly, "Teacher's in there and you're asking questions and just
told to take your hand down and shut up or do your work or something".

Dean

outlines the frustration he felt while within the second level education system:

"You're there for like for a reason, to learn, they should help you like
...
That's why half the time you're thrown out of class, but I'm not like [sic]
if someone doesn't show me respect then I'm not gonna be respectful to
them."

Furthermore, Dean perceives that different approachesexisted within different
schoolsin Galway City:
"They do teach you but not the way someschoolsI'd say do like. If when
you hear about say like [school name] or [school name] a lot of people
are doing well in there ... [Dean's school] Just look at the stats or
whateverlike half of them don't evendo their Leaving Cert."
On further expansion of this point Dean alleges that the school he attended "really
used to focus on a few people each time, you know, and there was too many in the
class and well, from my experience in [sic] anyway I suppose you know the smart
people are going to get smarter and leave the rest behind. "

Within this context

Dean outlines his attendance record in school: "I barely ever came in" and "The
first few months I was doing ok and I then just sometimes didn't bother coming in".
Dean describes his experience while in school: "I got thrown out of class loads".
Dean outlines when he and his peer group were in class we just "got up and pulled
back the chairs" and didn't participate in the class.

Dean's relationship with the

principal of the school also deteriorated as he progressed within the system:

"The principal hatedme

I
doing very good like but they don't
... was
really encourage. They only really encourage the people like, you
know, the peoplewho are getting the A's all the time."
Cont'd overleaf
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Deandescribesthe sequenceof eventswhich ultimately led to him being excluded
from the second level school:
We went to [destination of school
"Yeah but I got thrown out like
...
trip] and you know, you are not allowed to drink. You are not allowed
to do this or whatever and all this you know whatever and this got us
drinking, but they just made it way too strict and everything and in the
end we just started arguing with the teachers ... The principal told me
that no-one wants me in the class so I just never went back."

Deanalsooutlinesthe responsehe receivedon attemptingto return to the school:
"No, I came back by myself, yeah becauseyou know, 1 was in Leaving
Cert. Applied and it was my last year and I could have passedit like but
the dean[principal] just told me that no-one [sic] none of the teachers
wantedme in classso I countedthat asbeing expelledlike."
Deandid not return to the secondlevel schoolsystemin Galway City.
Dean's case study maps the journey of an early school leaver from participation in the
educationsystemto disengagingfrom the same system. The embeddedcase study not
only providesan exampleof how a studentleavesthe school systembut also re-iteratesthe
view that the programmes(such as the School Completion Programme)and policies (such
as the Education(Welfare) Act, 2000) operatingto tackle early school leaving within the
educationsystemare not meetingthe needsof all students. Dean provides an insight into
the issueswhich exist between studentsand teachers;Dean outlines that "the teaching
wasn't great there". The relationship with other staff members,such asthe principal, is a
contributing factor to Dean leaving schoolearly. Policy developedto addressthe issueof
early school leaving needsto work with and effect change among all staff working with
studentswho are at risk of disaffectionfrom the educationsystem.
Deanprovidesexamplesof the characteristicsof disaffection: he was regularly absentfrom
school,his behaviourwas aggressive/inappropriate
and over time there was a generallack
of interestin education. The particularly significant issuewithin this embeddedcasestudy
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is that the student enjoyed primary school and initially progressed well within second level
education. However, as the student progressed through the system this positive experience
deteriorated. Furthermore, there is evidence that the use of deficit language among school
staff negatively impacted on the student's experience within second level education. With
level
an inclusive approach to education, the need for a change of attitude within second
education is identified.

School staff need to develop positive relationships with all

students, particularly those at risk of disaffection.

The skills required for developing

positive relationships with students must be explored within teacher training colleges and
schools. Chapter Five (Section: Teachers and Teaching) discusses evidence from teachers
and education personnel in relation to the need for greater training for teachers in the area
of inclusive education and more specifically the need to develop teaching methods which
will allow teachers to support all students through the education system.

The School Completion Programme was, and continues to be, in operation within the
second level school identified within the embedded case study. At no stage during the
embedded case study did the student make direct reference to the supports provided by the
School Completion Programme. This confirms that the School Completion Programme
operates on the periphery of a school without impacting on the experience of specific
students in school. Furthermore, the intention of the programme is to directly work with
those students who are at risk of leaving school early; however, the reality is that the
programme has not worked effectively with students and subsequently students are leaving
school prior to completing second level education. Therefore, the intention-reality gap
identified by Sheehy et al. (2005) is evident within the School Completion Programme.
Policy and specific programmes are being developed at governmental level, but the
programme is implemented within schools by people `on the ground'.

Consequently,

significant differences exist between the stated intention of a policy, as believed by policymakers, and the impact, whether positive or negative, that policies are having in reality.

Deanplacesblameon the school managementand the teachersfor many of the issueshe
experiencedwhile in the school. There is limited reflection on the part of the studentasto
the amounthe contributedto the `difficulties' with the staff; more significantly it illustrates
the `culpability culture' in which studentsplace blame on the school for issuesin relation
to secondlevel education. Consequently,in order for early school leaving to be addressed
there is a needfor all those involved to take responsibility for and ownershipof the issue.
Taking `ownership' of the issue will provide an opportunity to take control of the
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difficulties and to plan actions to effect real change in relation to the issue of early school

leaving.
While policies such as the School Completion Programme are being implemented, the
The low
actual internal policies and approaches of schools remain exclusionary.
expectations of teachers and the use of deficit discourse referenced within the embedded
case study are far removed from ensuring the needs of all students are being met within the
education system. The Centre for Studies on Inclusive Education (CSIE) (Booth and
Ainscow, 2002) has developed an `Index for Inclusion'. The key concepts of the Index are
`inclusion', `barriers to learning and participation',
participation' and `support for diversity'.

`resources to support learning and

Taking the `Index for Inclusion' as a benchmark

for inclusion within schools, this research provides evidence that certain schools in the
Irish education system are not meeting the requirements in relation to inclusive education.
As outlined in this research, specific barriers to learning have been identified, including
low teacher expectations, lack of supports for students at risk of disaffection and lack of
support for diversity within a school setting.

Conclusion
The studentvoice provides an informed insight into the experiencesof studentswho left
the educationsystemearly. The reasonsidentified by the studentsfor leaving schoolearly
includenegativerelationshipswith teachers,lack of interest,lack of support and exclusion.
However,the reasonsfor disengagementfrom the systemmust be viewed in the context of
an education system which is failing to meet the educational and social needs of all
students. The studentsinvolved in the study have emerged from second level schools
frustrated, angry and disillusioned with the system. The studentsrecollect examples of
disaffection, absenteeismand challenging behaviour while involved in second level
education.Further analysisindicates a culture clash exists betweenthe perspectiveof the
studentand that of teachersand principals involved in delivering education. Such a clash
createsa tensionwhich impacts on the students'participation within the educationsystem.
Furthermore,the embeddedcasestudy and the evidenceof the other studentsillustrate the
limited impact current policy has had in relation to addressingearly school leaving.
ChapterFive presentsandanalysesthe voice of schoolsand educationpersonnel.
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CHAPTER FIVE - THE VOICE OF SCHOOLS AND
EDUCATION PERSONNEL - AN ANALYSIS AND
DISCUSSION
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Within this chapter, the views of sixteen individuals involved in schools or the education
system are presented, analysed and discussed. Through the coding process (outlined in
Chapter Three, pgs68-72) the following themes emerged: school culture and systems,
inclusion within schools, deficit discourse, teachers and teaching, student disaffection,
national policy, student profiling and backgrounds. Furthermore, the issue of a `culpability
culture' within the education system will be introduced. The data presented in this Chapter
was selected on the basis of the initial coding process and similarities and differences in
the data under the specific themes. The data is presented under each of these themes. The
research process ensured an extremely large amount of data was collected and while the
coding process identified the themes, only a limited amount of the data could actually be
presented in this document. Therefore, the data to be presented in this Chapter was
selected on the basis of most accurately reflecting the themes established through the
coding process.

SchoolCulture and Systems
Teachersand principals outline the approachesof their school to education and to their
students.
Figure 5-10 - School Responsesto Diversity and Students Needs
"Every studentthat comesinto the schoolis the responsibility of the principal
to seethat they are getting an education,and a correcteducation,and that
would I supposebe on a day to day basis. That is what we are dealing with and
in fact we haveto stepback to that, every day you becomedistractedfrom the
child's experienceof education... So it's every child and how they are coping
and, how, what we can do for the specific child to reachtheir maximum
potential ... It hasto be a child-centred,focusedexperience." (Principal 1)
"Our studentsarevery diverse,soto look after thoseand to look after the staff
and to developthe staff so that they can meetthe needsof the students,to
involve the parents I like to feel that that's their family and I like the
staff to
...
feel the sameway and that we we [sic] work out of concernfor each
other and
maybea kind of a loving community in the old senseor even in the senseof
it's a community,in the fuller sensein that we give eachother our best."
(Principal 2)
Cont'd overleaf
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"They can go to a schoolwhich can allow, try and maximisethe potential of
the child andat the sametime, integratethem ... Teachingand learning should
be at the core of every school." (Principal 3)
"[The systemis] concentratingon 25% of the cream,driven by the cream
" (Principal 1)
themselves.
"Philosophy [of the Departmentof Educationand Science]in relation to
educationin Irelandis to provide training for the mind, body and soul, sothat
we're producing,whole, fully rounded,competent,fully capablepeoplethat
can go out and presentthemselvesandbe proud of themselves." (Department
of Educationand ScienceOfficial")
"I think what we've doneis createa monstercalled the Leaving Cert. Parents
think it's the Holy Grail ... Their kids will get the points and get into college;
they think they've arrived." (Principal 3)
"I think every schoolis trying to be everythingto everybodyendsup with
piecemealandthe kids that really needthe supportaren't getting the full proper
support,becauseit's bits and pieces.I would be more inclined to saythat
schoolsshouldspecialisein different areas,andhave units within the school,so
they can be in mainstreamat certain times andbe actually specialised
learning." (Principal 3)

"Well, you're giving the parentsthe impressionthat if they sendthem to a
mainstreamschool,that all thesesupportsare going to be there and wonderful
things are going to be happening,and that's not reality. That's pie in the sky."
(Principal 3)

11The Department of Education and Science Official is a Principal Officer within the Departmentof
Educationand Science.The position involves policy developmentand implementation,with a specific brief
in relationto DEIS.
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The descriptions from

the interviews

with

the principals

outline

the type

of

focused
school/education they are attempting to deliver: "It has to be a child-centred,
experience" (Principal 1); "To develop the staff so that they can meet the needs of the
in
students, to involve the parents ... a kind of a loving community in the old sense or even
the senseof it's a community" (Principal 2) and "They can go to a school which can allow,
try and maximise the potential of the child and at the same time, integrate them ...
Teaching and learning should be at the core of every school" (Principal 3). These views of
education initially seem to reflect the views of the Department of Education and Science
Official as providing "Training for the mind, body and soul, so that we're producing,
whole, fully rounded, competent, fully capable people that can go out and present
themselves and be proud of themselves".

However,there are contrastingviews among the principals in relation to the culture and
functions of schools. Despite principals focusing on different aspectsof second level
education,there is a sense of frustration among principals in relation to the current
structureandfocus of education. The principals portray a systemwhich is fragmentedand
focused on academicachievement:"I think every school is trying to be everything to
everybodyends up with piecemealand the kids that really needthe support aren't getting
the full proper support, becauseit's bits and pieces" (Principal 3). Tension is evident in
relation to the over-emphasison the Leaving Certificate, "What we've done is create a
monstercalled the Leaving Cert. which is referred to as a `Monster" (Principal 3). There
are clear contradictionsbetweenthe rhetoric of the Departmentof Education and Science
and the reality of schools involved in delivery of education. Such contradictions are
reflectedin this study with the emergenceof studentsfrom the education systemwith low
levelsof confidenceand self-worth rather than the profile suggestedby the Departmentof
EducationandScienceof "whole, fully rounded,competent,fully capablepeople".
Furthermore,there is a level of uncertaintyasto the role of the school within the education
system. The Department of Education and Science views education/schools as a
mechanism for the production of `fully rounded' students,whereas the view held by
schoolsand parents, as suggestedby the principals, is that schools are mechanismsfor
accessingthird level education "Their kids will get the points and get into college"
(Principal 3). There are underlying tensionswithin the educationsystem,tensionbetween
those involved in developing policy and those involved in delivering education `on the
ground' with the systemwhich is "concentratingon 25% of the cream,driven by the cream
themselves" (Principal 1).

Moreover, the tension appears to emerge through the
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hierarchical natureof the educationsystem. The impact of such tension was reflected in
ChapterFour, in which a `divided' educationsystemis incapableof meetingthe needsof
all students,a `divided' systemwhich is contributing to the issueof early schoolleaving.
The structureand approachof a school is linked to the method of allocating studentsto
classes. As noted within ChapterTwo, allocation of studentswithin classesis linked to
disaffection. The policy in relation to streamingamong secondlevel schoolsin Galway
City was discussedduring the interviews with principals and teachers.
5-11 - Streaming of Students - Yes or No

"We don't have streaming." (Principal 1)
"Well we just do it now with, this is a systemwe brought in last year and it has
workedvery well. We just divided themplain and simple." (Principal 2)
"Well we streamthem I would think I would probably haveone weak class
...
I
don't
think there should be,there are certain kids you just can't
at the end.
mix becausethey're just not able andit's just not fair to them and then I'd mix
them." (Principal 3)

"There's no disadvantageto any studentwithin our school.They'reput in with
mixed ability. Two groupsare donealphabetically.There'sno discrimination

at thatlevel." (Teacher3)
Of the four schoolsinvolved in this study only one operatesa system of streaming,"We
streamthem" (Principal 3). As outlined within ChapterTwo, Smyth, McCoy and Darmody
(2004) note that there are concernsfor the needsof studentsplaced within a lower stream
in schools. Schools which operate alternative systems to streaming are providing for
mixed abilities and avoiding the labelling of students: "We don't have streaming"
(Principal 1); "We just divided them plain and simple" (Principal 2) and "They're put in
with mixed ability. Two groupsare done alphabetically.There's no discrimination at that
level" (Teacher 3).

Furthermore, the implementation of non-streaming approaches
the needfor mixed ability teachingand student-centeredapproacheswhich will
emphasises
meetthe educationalneedsof the student. The use of streamingwithin schoolsmust be
viewed as a mechanismof power and control for schools. Through streaming,principals
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different paths for different students.
and teachers in second level schools are creating
Rather than creating a diverse mix within the school system, a segregation of students is
identified within
occurring; a segregation which impacts on teachers' expectations and, as
Dean's case, students' expectations of themselves. Furthermore, such segregation
maintains social order and reflects exclusion evident within society as a whole.
The ambiguity attached to the purpose of schools and education, as discussed previously
within this chapter, must be viewed as contributing to the existence of streaming within the
education system. Schools are placed in a central position, by society and the education
system, in the `delivery' of students to third level or further education. Simultaneously,
schools have the responsibility of `developing' well-rounded and competent students.
There is a `dilemma' within schools, and the education system, which revolves around
whether the primary function is to `deliver' or `develop' students. The dichotomy within
the education system is between the need to `deliver' students capable of creating a
sustainable economy, or creating a more equal society. The evidence from the principals
indicates that economic sustainability is gaining precedence.

This researchillustratesstreamingof studentsis not universal among schools. The scope
of this researchdoesnot allow a quantitativeanalysisof the numberof schoolsin Galway
City, or nationally, which are implementinga systemof streaming. However, the different
approachesimplementedby different schoolsin relation to streamingreflects the capacity
of secondlevel schoolsto developindividual policy to meetthe ethos of their own schools,
therebyhighlighting the power retainedby secondlevel schoolsand the limited influence
the Departmentof Educationand Sciencehas in relation to policy development.
Inclusive and Exclusive Schools
Inclusionand inclusive educationis a central focusof the research.The interviews provide
an opportunity to explore inclusion in schools.
e 5-12 - Diversity, Inclusion and Exclusion

"A schoolthat they sensethat they belong,that they're, they're appreciatedthat
they are successful,successfulat school, you know that, that this is a successful
placefor me, I'm happyhere." (Principal 1)

Cont'd overleaf
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You have apartheid
"Galway City is a very interesting place to do this study
...
of education here. And it's not said, but it's done ... You have the instance
there is a polarization of people, that school is for them and this school is for us
...

The inclusivity of some schools works to the benefit of the exclusivity of

everybody else, because they're off the hook, right. So the more you try to be
inclusive, the easier it is for your peer principals in schools to be exclusive. "

(Principal 1)

"We do havea great mix, different cultures. We have lots of different visible
disabilities. We haveautistic children and they are all treatedandthey are not
subjectto bullying andthat is somethingI could saythat doesn't go on here."
(Teacher2)

"There are meansand ways,certain schoolswill excludecertain students."
(Teacher 2)

"There are someschoolsthat will not excludethem andwill hold onto them at
any cost, but on the other handthen there are a few that will be getting rid of
them anddon't seethem astheir problem." (Education Personnel6)
"Some peoplewould seeit asa failure if they had to get rid of someoneand yet
other schoolsmaybeseeit asan opportunity to get rid of them so that they can
concentrateon the rest you know." (EducationPersonnel6)
"Then you sit in a staff room and you listen to them talking most disparagingly
aboutsomestudentsand most glowingly about others;usually the academically
bright andthe sportinggifted and everybodyelseis a nuisance." (Education
Personnel 4)

"Sometimesteachersthink you can suspendthem, get rid of them, and it really
isn't an option in an awful lot of incidences.
" (Principal 2)

Cont'd overleaf
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"Well with our statisticsthat we are coming up with there arehigher numbers
of childrenbeing excludedand expelled,suspendedand expelled." (Education
Personnel6)

"Well, my views are while DEIS offered economicassistanceto schools,who
weretrying to supportstudentsat risk, that while it was positive at that level,
that it just compoundedthe whole themeof apartheidwithin the schoollevel
education system." (Teacher 1)

Entrance criteria, entrance policies
"What the Department do need to look at
...
at schools, you know, I suppose it's very much up to, especially in the

voluntarysecondaryschools,it's very much up to the individual schoolsto
decideon their entrancecriteria andyou know, I think often it could be usedto
excludestudentsthat aren't desirable." (EducationPersonnel1)
"Certainly categorisingthe schoolasa certain type has beenwrong

The
...
way it's beendonehascreateda situationwhere ghettoisationhasbeen
promotedactually ... If children from certain [sic] from either disadvantaged
ethnic groupsor disadvantagedareashavehad the tradition of going to certain
schoolsit is not easyto sayto their parentsthat they should go to other ones.It
mightn't evenbe desirableso it is a very difficult problem and it can be
compoundedby the fact that someschoolswithout question,whereasthey may
not sayit openly,make every effort to ensurethat they do not get certain
students." (EducationPersonnel3)

"Segregationis happeningat enrolmentstageandthat's very hard for the
Departmentto tackle becauseit is happeningin local communities... It is not
the intention of the Departmentto interferewith the right of a Board of
Managementto managethe affairs of the school in the way it seesfit. "
(Departmentof Educationand ScienceOfficial)

Cont'd overleaf
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"I think the whole thing that we haveto divide peopleto learnis absolutely
scandalous.That you know that one social group hasto go to one areaand
another social group has to go to a different area for housing and for

schooling." (Teacher3)

The perceptionsof the educationpersonnelprovide a significant insight into the level of
inclusion/exclusionof studentswhich occurs within Galway City, "Galway City is a very
interestingplace to do this study ... You have apartheidof educationhere. And it's not
said,but it's done ... You have the instancethere is a polarization of people, that school is
for them and this school is for us ... The inclusivity of some schoolsworks to the benefit
of the exclusivity of everybody else" (Principal 1). While not defining inclusion or
exclusionthis principal identifies that the inclusionarypolicies/practicesof some schoolsis
facilitating the exclusionary policies/practicesof other schools in the city. The factors
identified within the data as contributing to the development of an inclusion/exclusion
divide amongschoolsin Galway City are discussedpresently.
One contributory factor to exclusion is policy developedby local schools. As discussed
earlier in the research(ChapterTwo, Section: SecondLevel Education System- Ireland),
schools,particularly secondaryschools,have their own Boards of Managementand are in
a position to developrules, regulationsandpolicies specific to their school. The following
extractsfrom the data illustrate localised school policies are contributing to exclusion of
students:"Entrance criteria, entrancepolicies at schools,you know, I supposeit's very
much up to, especially in the voluntary secondary schools, it's very much up to the
individual schoolsto decideon their entrancecriteria" (EducationPersonnel1) and "There
aremeansand ways, certain schoolswill excludecertain students"(Teacher2). The views
presentedhighlight the fact that some second level schools are developing enrolment
policies which may include, or exclude,students. Of further concernis the responseof the
Departmentof Education and Science Official, which outlines the limitations on the
Departmentto tackle this issue: "Segregationis happeningat enrolment stage and that's
very hard for the Departmentto tackle becauseit is happeningin local communities ... It is
not the intention of the Departmentto interfere with the right of a Board of Managementto
managethe affairs of the school in the way it seesfit" (Departmentof Education and
ScienceOfficial). There is a real senseof tensionand frustration amongthe samplegroup
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operatingin disadvantagedschoolstowards national policy, the Departmentof Education
and Scienceand other schools in Galway City. Furthermore, the implications of the
developmentof such segregationin secondlevel schoolsin Galway City will impact on the
ability of currentand future nationalpolicy to tackle disaffectionand early schoolleaving.
The way it's been
"Certainly categorising the school as a certain type has been wrong
...
done has created a situation where ghettoisation has been promoted" (Education Personnel
3). The data introduces a level of tension among second level education providers and
implementers in Galway City. The tension emerges due to the implementation of national
policy through local programmes. Government policy focuses on the delivery of supports
through a system of designating schools as disadvantaged. The evidence indicates that
"while DEIS offered economic assistanceto schools, who were trying to support students
at risk ... it just compounded the whole theme of apartheid within the school level
education system" (Teacher 1). This suggests that such a policy has extremely negative
effects on second level education in Galway City. Government policy, such as DEIS, has
developed a segregatedsystem of disadvantaged and non-disadvantaged schools. National
policy has developed a system, as one teacher described it, with a "theme of apartheid
within the school level education system" (Teacher 1). Within the context of national
policy, schools which are designated as disadvantaged have attracted students with specific
educational needs or at risk of disaffection. Furthermore, students with the above profiles
are being pushed by non-disadvantaged schools towards the resources being provided in
the disadvantaged schools. Conversely, the `most academic' students are moving towards
the non-disadvantaged schools in Galway City.

A second level education system which supports such segregationwithin schools is,
consciouslyor unconsciously,supportingsegregationand separationwithin society. The
evidencesupportsthe suggestionthat the secondlevel school system in Galway City is
creatinga systemof exclusion, "I think the whole thing that we have to divide people to
learn is absolutelyscandalous.That you know that one social group has to go to one area
and another social group has to go to a different area for housing and for schooling"
(Teacher3). As a result there will be significant long-term effects on Galway City. For as
long as the profile within schoolsis different to the profile of society the promotion of an
inclusive andequal society in Galway City will be extremely challenging. Furthermore,in
the context of the limitations of national structuresto create and promote change in the
community, the impetus for change lies with the community organisations,parentsand
studentsthemselves.
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Insights into the views of staff within schools are provided "You sit in a staff room and
disparagingly about some students and most glowingly
you listen to them talking most
is
about others; usually the academically bright and the sporting gifted and everybody else
failure if they had
it
a nuisance" (Education Personnel 4) and "Some people would see as a
to get rid of someone and yet other schools maybe see it as an opportunity to get rid of
them so that they can concentrate on the rest you know" (Education Personnel 6).
Furthermore, "There are a few [schools] that will be getting rid of them and don't see them
as their problem" (Education Personnel 6). However, as described by Ainscow et al.
(2006), schools are aware of inclusion but not fully sure of what it means and how it
should operate within the day-to-day operations of the school. Such an analysis introduces
a significant issue in relation to inclusive education in Ireland. While there are references
to inclusion within national policy and documentation there is a lack of clarity.

Inclusion

within an Irish context, in contrast to integration, needs to be defined, communicated and
implemented through the system. Without a clear policy and support for schools, the
development of inclusion will

be limited

and inconsistent from

school to school.

Moreover, "There are higher numbers of children being excluded and expelled" (Education
Personnel 6).

In contrastto the descriptionsof exclusionarypracticesand policies, there are descriptions
of schoolswhich are inclusive in their structureand ethos:"A schoolthat they sensethey
belong they're appreciated"(Principal 1); "We do have a great mix, different cultures.
...
We have lots of different visible disabilities. We have autistic children and they are all
treatedand they are not subjectto bullying and that is somethingI could say that doesn't
go on here" (Teacher2) and "There are some schoolsthat will not exclude them and will
hold onto them at any cost" (Education Personnel6). The volume of data relating to
inclusivepracticesand polices within this data indicatesthat the schoolsmentioned in this
paragraphare the exceptionrather than the rule.
The evidencepresentedoutlines significant differencesbetweenthe definitions of inclusion
providedby CSIE (2002) and Sheehyet al. (2005) and those presentedwithin this study.
While there are referencesto diversity and inclusion, there are also referencesto exclusion,
division and segregationwithin schools. The lack of inclusion which is reflected in the
data has implications for policy. Underpinning the developmentof future policy will be
the need for consensuson the understandingof inclusion, the promotion of inclusive
educationpracticeswithin schoolsthrough leadership/teachertraining and the promotion
of the studentvoice within the Irish educationsystem.
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The discussion within Chapter Two and the data presented in relation to inclusion provide
a justification for a shift in focus within current policy, including education. The targeted
system of supports developed within education is further reinforcing disadvantage and
exclusion. Any attempts to tackle exclusion, in particular exclusion within education, must
be underpinned by a universal rather than targeted approach. This approach will require a
fundamental shift in perspective among those involved in policy development. Such a shift
in perspective will involve the development of services/supports for all. This type of shift
within an education system would represent a movement towards education for all.
Deficit Discourse
The language inherent in the interviews reflects a deficit discourse whereby students are
viewed in a negative light.

As previously discussed, deficit discourse is described as

viewing people, students in this case, as having a disability, needing to `fit-in' and placing
blame on the student for his or her perceived `inadequacies'.
5-13 - lleticit Discourse - An Insight into Normality as a Social Construct
"I suppose that there seemsto be a perception there that we cater well for

weakerkids." (Principal 1)
"Tradition in the schoolwas that the weakerkids were put into art and the
otherswere madeto do history ... You're going to getall the slow learner
boys; you're going to get a lot of kids that are labelled at an early age.But
equallythe slower learnersare asimportant asany other kid; I don't feel one
[sic] I really feel oncewe take them you deliver." (Principal 2)

"They're saying`Ah but I'm stupid, surethat everybodyknows I'm stupid' and
it's awful to hearthat They're picking it up I supposefrom wherethey've
...
beenplacedin the schoolif they are going out to seea specialteacher,having
done, I meankids do pick up on things."
an assessment
(EducationPersonnel6)
"First of all they don't havethe ability to do it [the Leaving Cert.] the
intellectualability, not that they don't havethe ability to do other things I
...
I
have
would think would probably
one weak class at the end." (Principal 3)
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"I suppose that there seems to be a perception there that we cater well for weaker kids"
(Principal 1) and "Tradition in the school was that the weaker kids were put into art and the
boys; you're
others were made to do history ... You're going to get all the slow learner
going to get a lot of kids that are labelled at an early age" (Principal 2). The evidence
indicates the language used about, and towards, students in schools can be that of a `deficit'
nature. The use of deficit discourses such as `weak', `slow learners' and `stupid' are still
linked to the deficit model of thinking rather than the social model of thinking as described
by Reiser (2001) (cited in Sheehy et al, 2005, p16). The research data implies that the
individual is seen as being at fault, rather than the system. The student is seen as being
`weak' or `slow', rather than focusing on the system and changing the system to meet the
needs of the students. The use of such language is inherent within the system and is
accepted without challenge. However, it is unclear whether the use of such language is a
definitive tool to exclude students or language which has been traditionally

circulated

within schools without due consideration for the impact it has on students. Principal 3
states that "I would probably have one weak class", this school operates a streaming
system. Consequently, it could be argued that streaming and such deficit discourse are
linked.

On the basis of the desire for emancipationof some and the wishes of others to prevent
such emancipation(Horkheimer, 1995, cited in Brookfield, 2005), there is an argument
that the existenceanduse of such languagehas its origins in perpetuatingthe middle class
ethos of teachers. Regardlessof the level of thought engagedin prior to using negative
language,it illustrates,despitethe suggestionof an understandingof inclusion, that there is
evidencethat practicesare influencedby the social classethosof teachers. An observation
noted throughthe researchjournal, as the interview processprogressedit becameevident
that those involved in educationin Galway City were aware of the needto use inclusive
languageand terminology, but throughout the interview processpractices and examples
emergedwhich suggestedthat evidenceof inclusion, both theory and practice, was limited
and superficial. Data included in this section, Section: Inclusive and Exclusive Schools
and Section:StudentProfile and Backgroundsupportthe aboveobservation.
Alternatively, the view can be taken that current policy requires schools,and staff within
them, to use this type of languageto accessthe resourcesrequiredto fully supportstudents
at risk of disaffection, specifically those with special educational needs. As discussed
previously,the `web of policies' can be counteractiveand it could be suggestedthat policy
requires such languageto be used within schoolsby staff and ultimately by studentsto
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access formal supports.

As indicated within the review of literature, national policy

utilises medical terminology

and consequently schools are required to use similar

language. Furthermore, the use of such language impacts on students. The evidence
presented within Chapter Four supports the suggestion that students are aware of the
language being used to describe them and the use of such language in schools results in

self-negativityand poor self-image.
Within the contextof normality asa social construct,schoolsare in a position in which the
languageusedwithin the schoolcan be alteredand restructuredinto a positive framework.
Through leadership,as outlined by Thomas et at. (2000), schoolscan create a culture of
non-deficit language,a languagewhich supportsand values the students. As discussed
previously within the study, Mittler (2000) has identified the needfor the developmentof
supportive and positive language within schools. It is evident that the promotion of
inclusive languagewithin schoolsrequiresa greaterunderstandingand appreciationof the
benefits of inclusion within a school setting.

This reiterates the need for the

implementationof polices which promote inclusion among schoolsand provide staff with
the requiredunderstandingof what inclusive educationentails. Currently, studentswho do
not achieve, or display behaviour which may be challenging, are not valued and are
excludedfrom the systemunlessthey adaptand `fit-in'.
Teachersand Teachin
Teachersare central to the delivery of education in Ireland and as a result many of the
interviewsmadereferenceto teachingand teachers.
Figure 5-14 - Teachers, Teaching and Avoidance
"I supposechangein attitude,or that was perceivablehere. I went through 2°a
level yearsago,there was an obvious streaming,and the weakestacademic
children werereally just thrown on the pile. They were not given the
attention. They were given aswhat we perceiveas being the worst teachers."
(Principal 1)

"It canbe difficult. The reality is there areteachersin every schoolwho
shouldprobably neverhave beenteachingandthe systemthat's there
unfortunately allows them to staythere." (Principal 3)
Cont'd overleaf
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"Relationshipis hugely undervaluedand teachersdon't appreciatethe power
they have over kids; you have the power to build and the power to destroy ...

We underestimateour power and relationship;we underestimatethe
importanceof relationship." (Principal 2)
"Where thebestteachers,in invertedcommas,are allocatedto the bestclasses
andthe other studentsare left floundered." (Education Personnel3)
"We're lucky we only have one or two but a lot of schools,that's an area
wherethe governmenthaven't taken the bull by the horns and said `look it'
this is disaffectedteachers." (Principal 3)
"I'd sayfirst of all, every teachershould seethat it's incumbenton them to
make every effort to keep children in school." (EducationPersonnel2)
"But I think that teachers,I haveto saythe vast majority of the teachersin
schoolsthat we work in are very supportiveof the young peoplethey teach."
(EducationPersonnel1)
"Nearly every schoolin Irelandthere are somewonderful teachers. And there
arepeoplewho if you like are rowing a small little punt in a big seaand
they're doing a wonderful job of bringing peoplewith them, and that could be

a schoolin the inner-city,it couldbe a schoolin a disadvantaged
suburb."
(EducationPersonnel
4)
"[The needto raisethe expectationslevels] that the teachershaveof Traveller
children andchildren from disadvantagedbackgrounds.You hear storiesall
thetime; for examplewhere you might havea teacherwho thinks they're
doing a kindnessto a child, a Traveller child by not giving him homework."
(Departmentof Educationand ScienceOfficial)

Cont'd overleaf
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"I have seenteacherswho take an interestin severaldifferent pupils to bring
them through and people who are disaffected, we have a pastoral system that

we try keepan eye on peopleand flag them and seewhat's going." (Principal
3)

"Teacherexpectations?... The child isjudged before they come into the
schoolat all, or it might not be basically a surnameit could just be from the
locationthey're coming from." (EducationPersonnel3)

"You know that teacherswill get very frustratedbecausethey're awarethat
there's a lot of issuesfor thesekids outsideof school,but they don't have
time to addressthem." (EducationPersonnel1)
"We would be awareof is a hell of a lot of teachersdon't really empathise
with the disadvantagedso if you like there becomesa kind of a polarisation
sort of conflict situation ... Most conflicts really areconflicts of values,
conflicts of norms.We'll sayit is a conflict betweenthe norm of the teacher
you know which would be a middle classnorm in terms of courtesyand
etiquette." (EducationPersonnel4)

for the teachers
"It is demoralising
who aredoingtheir damndestto be
cominginto thoseschoolsand working in a way with expectationsthat are set
solow by the studentsbelting away at that on a daily basisto try and erase
that." (Teacher1)
"You know, it is common enoughfor teachersto experiencethreatening
behaviourandeven sometimesviolent behaviourand certainly non-friendly
behaviourin disadvantagedschools;you needto be trained to deal with that:"
(EducationPersonnel4)

Cont'd overleaf
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"I would think there's a lot of burn out amongst teachers. There's pain for the
teachers and from perhaps what the students have to do as well ... Huge levels
of pain and stress within the teaching profession and over work. " (Teacher 3)

"I think teachertraining colleges,universities,collegesneedto engagein this
area." (EducationPersonnel2)
As noted within Chapter Four, the data provides evidence that there are issues with
teachers in the education system who do not have the required skills, or possibly the
motivation, to meet the needs of students in second level education. "The reality is there
are teachers in every school who should probably never have been teaching and the system
that's there unfortunately allows them to stay there" (Principal 3). Furthermore, teachers
who are in this position are retained within the education system, "The government haven't
taken the bull by the horns and said `look it' this is disaffected teachers" (Principal 3). The
potential implications for students who are being taught by such teachers are substantial,
especially if the students are vulnerable and have specific educational needs. The evidence
of the existence of such teachers within schools raises the issue of selection and training of
teachers, along with the ongoing supports throughout their teaching career, "I think
teaching colleges, universities, colleges need to engage in this area" (Teacher 3). Teachers
require skills to meet the varying educational needs, and other related needs, of students
within second level schools. The evidence indicates that in specific schools the ability of
teachers is linked to the ability of the students to which they are allocated:

"The best teachers(in invertedcommas)are allocatedto the best classes
and the other studentsare left floundered." (EducationPersonnel3)
Therefore,the `best' teacher can be allocated to the `best' class. Conversely, the data
would supportthe view that the `worst' teachercan be allocatedto the `worst' class,"They
were given as what we perceiveas being the worst teachers"(Principal 1). The profile of
theseso called `worst' classesmay include vulnerable studentswho are disaffectedwith
educationand consequentlyat risk of leaving. The implications of suchpracticeswithin an
educationsystemare immense,particularly for the student. The existenceof such a system
within certain schoolspromotesexclusion, inequality, labelling and ultimately disaffection
amongstudents.
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In the context of the promotion of inclusion, the existence of such an ethos within schools
raises significant concerns for the development of inclusive education practices, both
locally and nationally.

The need for policies which directly impact on practices, rather

than the development of programmes, is required to create an environment in which
students believe they are valued and encouraged. The interviews identify the existence of
a mismatch between the norms/values of the teachers and those of the students. This
mismatch results in confrontation and tension between the teacher and student which is
manifested, as outlined within this research, in the low expectations of students: "Teacher
expectations? ... The child is judged before they come into the school at all, or it might not
be basically a surname it could just be from the location they're coming from" (Education
Personnel 3) and "[The need to raise the expectations levels] that the teachers have of
Traveller children and children
Education and Science Official).

from disadvantaged backgrounds"

(Department of

Central to this issue is the need for schools to focus on

the educational needs of the students and how these needs can be met by teachers. In the
absence of such an approach, conflict will continue to emerge and re-emerge in schools
throughout Ireland.

EducationPersonnel4 outlines a fundamentaldifferencebetweenthe valuesand norms of
teachers and the students they are teaching:

"We would be aware of is a hell of a lot of teachers don't really
empathisewith the disadvantagedso if you like there becomesa kind of
a polarisation sort of conflict situation ... Most conflicts really are
conflicts of values,conflicts of norms. We'll say it is a conflict between
the norm of the teacheryou know which would be a middle class norm
in termsof courtesyandetiquette." (EducationPersonnel4)
A critical analysisof such data would forward that schoolsare fulfilling the depiction
as a
for
the
maintenanceof social order, an order which suppressessome students,
mechanism
especiallystudentsfrom lower socio-economicbackgrounds. Linked to this issue is the
position of power retainedby teacherswithin schools, "We underestimateour power and
relationship;we underestimatethe importanceof relationship" (Principal 2).

Thereare someextremelycapableand motivatedteachers
within the educationsystem.
"Nearlyeveryschoolin Irelandthereare somewonderfulteachers"(EducationPersonnel
4); "1 haveseenteacherswho take an interestin severaldifferent
pupils to bring them
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through and people who are disaffected" (Principal 3) and "But I think that teachers, I have
to say the vast majority of the teachers in schools that we work in are very supportive of
the young people they teach" (Education Personnel 1). Furthermore, there are teachers
who want to work, and are working, with students who are disaffected and at risk of
leaving the school system. The data also imply that teachers, effective or ineffective, are
working within a stressful environment in which challenging behaviour from students is
encountered on a regular basis. "It is common enough for teachers to experience
threatening behaviour and even sometimes violent behaviour and certainly non-friendly
behaviour in disadvantaged schools" (Education Personnel 4).

Indeed the students

involved in this study admitted to being involved in dealing with challenging behaviour.
As highlighted, there are health and safety implications for students and consequently
implications for teachers, schools and school management.

Early School Leaving and Student Disaffection from Others' Perspectives
Disaffectionamongstudentswas discussedin detail by the educationpersonnel.
re 5-15 - liisattection

- Reality

in Schools

"1 meanwe would find, oncepupils transferfrom primary, you know, it's
oftena slippery slope.You know, it's a matter of time before they leaveus
andyou put supportsin placeand someof the studentswe would havebeen
working with maybefrom third or fourth class." (Education Personnel1)
"I supposeearly schoolleaving is not a new phenomenonand it's not a new
" (Principal 1)
areaof studyor concernfor the Department.
"Threateningbehaviourand evensometimesviolent behaviourandcertainly
non-friendly behaviourin disadvantagedschools." (Departmentof Education
Official)
"The thing aboutthe early schoolleaversnow is there isn't asmany of them. I
don't think, not in our schoolanyway.There's not as many leaving."
(Principal 2)

Cont'd overleaf
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"The numbers not transferring from primary to post-primary are horrendous;
falling out at first, second year, not completing any of the state exams, junior
or senior cycle are still astronomical. It's still only a very very small minority
that manageto get through it and you know society is as equally to blame as
the cultural negativities within the Travelling community. " (Department of

Educationand ScienceOfficial)
If they are coming to us as a case and they
"There are people dropping out
...
are going to be 16 in June and they are in Junior Cert, we are not taking them
on as a top priority. If there was a younger child in primary school who was
missing large numbers of days, we would seethat more of a priority than... "

(EducationPersonnel6)

"The numbersandproportionsare not significantly different now to what they
wereback then ... Of the order of 4-5 thousand,which are still the numbers
today which makesyou think sometimeswell look, werewe doing anything?"
(Education Personnel 5)

"We would notice themnot bringing schoolbagshome,not evenwriting down
the homework,wheretherewas no tradition of the backup supportat home ...
Coming late to school,not having books, not bringing books home,not
having a care aboutthe academicside of things but this could still work if
they arecoming ... They havelost the relationship,they have the lost the
connectionentirely with the school,and if you feel like that's it, there is
nothing elseyou could do." (Principal 1)
"[Disaffection] being late for classand then when they are pulled up on
things,respondingvery badly and you know maybeshoutingand roaring and
being very disrespectfulto teachers,abusiveto teachers." (Education
Personnel1)

Cont'd overleaf
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"They would be the onesthat presentthe most behaviouraldifficulties, with
" (Teacher2)
the lateness,absenteeism.
"1 haveseendisaffection.Well it presentsitself in terms of a kind of
unwillingnessto engagewith the curriculum, unwillingness to engagewith
teachers,unwillingnessvery often to engagewith the other studentsand
generally be unhappy and just not prepared to do anything. " (Education

Personnel3)

"They're bored,they're lacking motivation, they don't want to do it where as
typically if they're doing somethingthey enjoy and somethingthat stimulates
themand they havea fair bit of input into it. " (Teacher3)
As indicated in ChapterTwo, early school leaving continues to be an issue within the
secondlevel education systemin Ireland: "I supposeearly school leaving is not a new
phenomenonandit's not a new areaof study or concernfor the Department"(Principal 1);
"The numbersnot transferringfrom primary to post-primary are horrendous;falling out at
first, secondyear, not completing any of the state exams,junior or senior cycle are still
astronomical" (Department of Education and Science Official); "The numbers and
proportions are not significantly different now to what they were back then" (Education
Personnel5) and "There are people dropping out" (Education Personnel6). While one
principal believes"[early school leavers]there isn't asmany of them ... not in our school
anyway"(Principal 1).
As is evidentwithin ChaptersTwo and Four, the key characteristicsof disaffection are lack
of interest, difficult behaviour, lack of engagement,suspensionand absenteeism. The
symptomsand complexity of disaffection are evident from the data presentedwithin this
section:"Coming late to school, not having books, not bringing books home, not having a
care about the academic side of things but this could still work if they are coming"
(Principal 1); "They would be the onesthat presentthe most behavioural difficulties,
with
the lateness,absenteeism"(Teacher 2) and "Well it presentsitself in terms of a kind of
unwillingness to engage with the curriculum, unwillingness to engage with teachers,
unwillingnessvery often to engagewith the other studentsand generally be
unhappyand
just not preparedto do anything" (Education Personnel3). Based
on the data analysis in
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relation to student disaffection included in Chapters Four and Five, a model of the
Complexity of Disaffectionhas beendeveloped. The model is presentedand discussedin
ChapterSix.
As stated in Chapter Four, the existence of aggressive behaviours places the teachers and
other students at risk of physical injury, while the student perpetrating the aggression is at
risk of exclusion from the school. "Being late for class and then when they are pulled up on
things, responding very badly and you know maybe shouting and roaring and being very
disrespectful to teachers, abusive to teachers" (Education Personnel 1). Therefore, the
causesof disaffection and such aggression need to be addressed through national and local
policy. The evidence implies that the educational needs of students are not being met by
schools. Schools have to create an environment in which disaffected students are being
supported and feel valued. The continuing existence of disaffection is in the context of the
development of national policy to tackle early school leaving, such as the School
Completion Programme.

The effectiveness of such programmes cannot be formally

assesseddue the lack of an evaluation process but the evidence within this study suggests
that the focus of policy should be on the practices of schools rather than further external
programmes.

The data presentedin this section, and in the Section: Teachersand Teaching, illustrates
the needfor supportsand training for schoolpersonnelwith a focuson inclusive practices.
As outlined previously,there is a needfor studentsto be supportedand valued but teachers
also needschoolsto supportthem in managingspecific situationsas they arise. Teachers,
throughtraining andongoing professionaldevelopment,should acquirethe skills to engage
with students,form relationships and manage inappropriate behaviour as it arises. The
retentionof studentsof all backgrounds,genderand cultures within the education system
will require teachersto have a broader range of skills, which can be drawn upon as
required. In order for such training to be provided it is necessaryfor teachersto gain skills
prior to entering a formal teaching setting, but more importantly to refresh and develop
theseskills further while working within the educationsystem. Therefore, there is a need
in teachertraining to promote inclusion as being broader than just special educational
needs and provide an understandingof the barriers which exist for students within
education. The barrierswhich emergedwithin this study include: low expectationsamong
teachers,labelling of students,lack of supportive relationships with studentsto facilitate
learning and progressionwithin the education system, and the use of language
which
impactson students'capacityto remainengagedwith the
educationsystem.
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Furthermore,there is

a role for school managementto develop the skills of teacherswhile
within their school. Future policy should ensure that programmes, such as the School
Completion Programme
and other agencies working with local schools, can work with
staff in relation to engaging with studentsthrough inclusive practices which reduce barriers
to full participation in the
education system.
As suggested in Chapter Four,
as well as being a symptom of disaffection, challenging
behaviour is
a statement of disquiet, disquiet towards a system, and schools, which
reinforce social division experienced within society. Schools can be challenging, unsafe
and vulnerable locations for students,"Threatening behaviour and even sometimesviolent
behaviour and
certainly non-friendly behaviour in disadvantagedschools" (Department of
Education Official). Furthermore,the
by
power held by teachersand principals is resisted
students through the presentation of challenging behaviour and disengagementfrom the
system.
National Policy
Previously, a critical
analysis of current policies in operation within the education system
has taken place. The
insights into the
evidence presentedin this section provides further
difficulties encountered
with policy implementation.
Figure 5-16 Policy- Implementation
or Irritation
"I know in a cluster
did was fight about the money,
near where we are, all they
divvy it up and forget forget [sic] about, about desired outcomes or anything
I
in my view most of these programmes are, the sort
... would say that
of ideology or the objectives are abandoned for whatever is expedient `get the
Personnel 4)
money give me the cash'. " (Education

like that

"Absolutely! I think that is a real aspect. I think there is a really interesting
tension in all of that The reversetrend from top-down is very much in a
...
mode that says `here's the national programmeyou deliver it and here's the
have the dynamic as
support service to help you deliver it', which doesn't at all
Personnel5)
that of a bottom up approach." (Education

Cont'd overleaf
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"EPSEN Act which hasobviously beendeferredindefinitely at the moment ...
The whole point of the EPSENAct was moving more to a child centered
approach,more of a needsbasedapproachrather than looking purely at a
diagnosis." (EducationPersonnel7)

"Rights basedaspectsof the legislation, they haven't beenenactedand they are
deferredindefinitely andthat causesa problem becauseit takesaway from the
kind of impetus,you know, therewas a, we were [sic], therewas a particular
direction we wereheadingin andnow it's kind of an uncertain future in the
sensethat if you knew you were headingtowards a systemwhereby every child
would be entitled to, certainlytheir educationalplan and they were entitled to
that being reviewed andthey were entitled to it being implemented."
(EducationPersonnel7)
"The Department are always lagging behind. They are never up to the minute

with what is happeningin the schools.They're not cluedin and sometimes
they're so focusedon the higher things." (Principal 1)
Communicationandtrust are centralto the implementationof policy. However, there is an
absenceof both characteristicswithin the Irish education system. Through lack of
communicationand trust, tension is created within the system which impacts on the
implementationof policy: "The Departmentare always lagging behind. They are never up
to the minute with what is happeningin the schools. They're not clued in and sometimes
they're so focusedon the higher things" (Principal 1). The literature review discussedthe
intention-reality gap as describedby Sheehyet al. (2005), which suggestspolicy can vary
significantly from `what was envisaged'to `what actually is being implemented'. "I would
say that in my view most of theseprogrammesare, the sort of ideology or the objectives
are abandonedfor whatever is expedient `get the money give me the cash"' (Education
Personnel4). Furthermore,Education Personnel4 believes "There is a really interesting
tensionin all of that".
The evidencepresentedemphasisesthe existenceof an intention-reality gap in relation to
both the EPSEN Act (2004) and the National Education Welfare Board (as describedin
ChapterTwo). In particular, the EPSEN Act (2004) raises significant concerns,as the
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implementation of the legislation has been deferred. The EPSEN Act (Government of
Ireland, 2004), as described in Chapter Two, was viewed as an extremely progressive step
forward for the Disability Movement, as well as for people with special educational needs
in Ireland. While certain criticisms have been levelled at the legislation, the introduction
of such legislation was broadly welcomed as a movement in the right direction. However,
such optimism must now be faltering as the evidence within this research states that the
"Rights based aspects of the legislation, they haven't been enacted and they are deferred
indefinitely" (Education Personnel 7). The deferral of such legislation impacts on students
with special educational needs and their ability to remain within the formal education
system.

The deferral of the implementationof this legislation suggests,at a minimum, a level of
indifferencewithin the Irish governmentto the rights of people with special educational
needs.The denial of rights enshrinedwithin the legislation could be describedas immoral,
divisive and open to dispute. Moreover, the progressionof the disability and inclusive
education movement within Ireland will be extremely challenging. Furthermore, the
deferral of the implementation illustrates the existence of an intention-reality
gap in
relation to formal legislation. "EPSEN Act which has obviously beendeferredindefinitely
at the moment" (Education Personnel7), the implications of an indefinite deferral of the
implementationof EPSENlegislation (Governmentof Ireland, 2004) directly impacts
on
the rights of studentswith specialeducationalneedsand the supportsthe studentsreceive
to help themwhile in education. The reality of the indefinite deferral in implementing this
legislationis that studentswith specialeducationalneedswill not be in a position to benefit
fully from the education system; failure to include is a denial of resources,
support and
materialsrequiredto remainwithin the educationsystemand realisetheir full potential.
Student Profile and BackQroun
The social,cultural and economicbackgroundof studentsandthe links to disaffection

emergethroughtheinterviewswith schoolsandeducationpersonnel.
5-17 - Students - Where do they come. from?

"We needto up the level of expectationthe families haveabouttheir children,
that the children haveof themselves.
" (Departmentof Educationand Science

Official)
Cont'd overleaf
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"We are leavingkids in situationsthat are not safeemotionally and that are
doing damageto kids and I am not critical of parentsbut I just think that
somebodyneedsto stepin and say it's not good enough." (Principal 2)
"One of the children said to me this year and I was quite upsetabout it she
said `[nameof teacher]',we were in a mathsclass,she said `I am going to be
your employer'. I saidto her `that's fantastic, are you going to set up a
', `No, [nameof teacher]' shesaid, `1am going to be on the dole and
business?
just thought you are 14 yearsof
your tax is going to pay for my wages'. And I
ageand if this is what you are thinking, the whole idea of trying to promote a
careerand optionsafterwardsand that's what I find difficult. " (Teacher2)
"There's a very changedfamily situation and I think the extendedfamily
supportisn't there.Povertyis grinding a lot of peopledown. The social
environmentis very impoverishedI think in certainquartersof the city ... You
know if there is insufficient economicresourcesthey tend to miss a lot of time
at schoolandthen that all builds up into falling behind in their curriculum and
they getinto negativedownward spirals,so that can be difficult. " (Teacher3)
"[School] It's very structured. Whereaswhat they're going home to half the
time, you don't know if they're going home to parentsor whetherthey're not
there ... If there's no supportfrom home it's very very difficult to keep it
going from within the schoolbecauseit's too easythen for them to opt out
andyou have excusesfrom home. That's one of the biggestproblems."
(Principal 3)
"We haven't come to termswith two parentsworking, asa society,we
haven't cometo termswith single parentfamilies, we haven't come to terms
and we don't want to talk aboutit. " (Principal 3)
"A lot of that dependson the homebackground,if the supportisn't there,if
thereis a lot going on at home ... If there is huge stressesat home, and there
just, thereisn't the wherewithal the reasons,they're surviving. They're just
surviving." (Principal 1)
Cont'd overleaf
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"I think I'd have to say one of the things I see as the primary reason would be
family circumstances. If the young person is coming from an unstable family
environment where there could be substance abuse problems, there could be
domestic violence, there could be, you know, socio-economic disadvantage
and a general lack of interest or value being placed on education by parents.
That has a huge impact on a young person's view of education." (Education

Personnel1)

"[Teachers]complainingthat sucha studentdidn't havea copy, didn't have a
penor didn't havea book ... But you look into it in more detail, you might
find that thereis total chaosobtaining in the particular housein the morning."
(EducationPersonnel3)

"Non-attendancewithin the Travelling community would be very high and
that's not just relatedto Galway City, it's replicatedthroughoutthe country."
(EducationPersonnel6)

"If the young personis coming from an unstablefamily environmentwherethere could be
substanceabuseproblems,there could be domestic violence, there could be, you know,
socio-economicdisadvantageand a general lack of interest or value being placed on
educationby parents. That has a huge impact on a young person's view of education"
(EducationPersonnel1). Through this and other quotes from the data,the issueof socioeconomic disadvantageand cultural background is identified. Teachers,principals and
educationpersonnelsuggestsocio-economicand cultural backgroundimpact on student
retentionwithin the educationsystem. The data illustrate the impact family circumstances
have on the child and his or her participation in the education system. "There's a very
changedfamily situation and I think the extended family support isn't there. Poverty is
grinding a lot of people down. The social environment is very impoverished I think in
certain quartersof the city" (Teacher3). Families in crisis, families experiencingpoverty
or families from specific cultural backgroundsmay not view educationas a priority, which
can impact negatively on the capacity of the student to participate fully in the school
system. Low levels of expectation,and socio-economicissues,are strongly emphasised
througha teacherquoting a student"I am going to be on the dole and your tax is going to
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pay for my wages" (Teacher2). Certainly, the data highlight difficulties teachershave in
motivating andengagingstudentsfor whom educationis not viewed asa priority.
"A lot of that dependson the home background,if the support isn't there, if there is a lot
going on at home" (Principal 1). Teachersand principals place blame for disaffection
amongstudentson the socio-economicbackgroundof students. Principals, in this study,
identify the impact family backgroundhas on the student,and as a result, on the ability of
the school to teach the student. The issue of disaffection and early school leaving is
viewed asbeing directly linked to the socio-economicbackgroundof the student and more
specifically the ability of the family to support the student through education.
Significantly, in contrast to the views of the teachers and principals, the students
interviewed within this survey made very limited reference to their socio-economic
backgroundand certainly did not identify it asthe reasonfor leaving school early. Rather,
the backgroundof the studentchangedthe perspectiveof the teacherstowards the student.
Two students,who attended different second level schools, made reference to being
viewed as a `scumbag' and treated accordingly. Certainly, as identified by McCoy,
Darmody,Smythand Dunne (2007)and Darmody(2007), the expectationsand labelling of
studentsdueto their socio-economicbackgroundis evident within this study.
Education policy in Ireland has focused on tackling educational disadvantage(Chapter
Two. "We are leaving kids in situations that are not safeemotionally and that are doing
damageto kids and 1am not critical of parentsbut I just think that somebodyneedsto step
in and say it's not good enough" (Principal 2). The data presentedindicate the need for
socio-economicissuesof families to be tackled. Certainly, there has been a movement
towards linking education providers and external agencies but such links need to be
strengthened.Furthermore,a needhasbeenidentified amongthose involved in supporting
students,families and communities to work together, with schools, to create formal
collaborations to support the student through the education system. Central to the
effectivenessof any collaborationwill be the extentto which the collaboration is viewed as
'adding value' to the work of eachagency/institution. `Added value' includesmeeting the
needsof clients/studentsin a more efficient and effective manner,improved resourcingand
increasedsupport. The rhetoric and territorialism of existing `multi-agency' approaches
needsto be replacedwith a commonality of language,function and purpose. Multi-agency
co-operationwill only operate effectively when each agency/institution believes `multiagency'co-operationis meetingthe needsof their agency/institutionandtheir target group.
Such co-operationcan be supportedby national policy but the greatestprogression
will
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emergefrom local communities and those involved `on the ground', including teachers,
principalsandparents.
Culpability Culture
The analysisof datahas identified a particular commonality. The commonality within the
data suggeststhe existenceof a `blame' or `culpability culture'. Through the data, a
theoretical framework underpinning the issue of early school leaving emerges. The data
presentedsuggestthat a `culpability culture' existsin which issuesor difficulties identified
within the educationsystem are blamed on someoneor something else. Furthermore,
rather than taking responsibility for contribution to the issues or difficulties, there is
evidenceof suchstatementsas "it isn't my fault", for example:"Like you do have, you do
have in every single school, teachersthat will say it's not my fault" (Principal 1). As
evidentthroughoutthe research,teachersare hugely influential in the processof education
andthe developmentof inclusive education.
In the absenceof ownershipbeing taken by schoolsor teachers,the understandingof the
reasonswhy issueswith the education systemexist will be limited. The `blame' is aimed
at individualsand systems,including the educationsystem.
Figure 5-18 - It's not m fault - Culpability Culture
"I would be very unhappywith the systemat the moment.But I think that what
shouldbe challengedis every school in the country. Every school shouldbe
challengedon the sametake." (Principal 1)
"The systemdoesn't suit them. We haven't looked at youngpeople and said
look it, thesepeopleare suitedto being active out doing work but at the same
time out being trained." (Principal 3)
"[Retention] dependson the homebackgroundto a great extent." (Principal 2)
"I've seenthat in my schooland I seeit from parentswho are not interested
eitherand half the problem,most of the problem, is the parents." (Principal 3)

Cont'd overleaf
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"Blaming someone whether they did it or not and they always feel very hard
done by and I suppose it's changing teacher attitudes, it's changing the way
subjects are taught in school, it's getting away from the points system, a major
cultural thing I think needsto change in schools ... We're finding of course the
schools were blaming the families, the families would blame the schools, but
when you bring everybody together there is no blame going on. " (Education

Personnel6)

"I supposethe partnershipin educationis so important, but if you cannotget
the parentsin exceptwhen you get to a flashpoint or a crisis, then I think it's
very difficult for the schoolto be effective." (Teacher2)
"I've seenthat in my schooland I seeit from parentswho are not interestedeither and half
the problem, most of the problem, is the parents" (Principal 3) and "Blaming someone
whether they did it or not and they always feel very hard done by and I suppose it's
changingteacherattitudes" (Education Personnel6). These interviews provide evidence
that there is a `blame culture' within schools. This culture is emphasisedthrough blame
being placedon various factors such as the backgroundof the students,including the role
of parentsand the education system. The `culpability culture' is not just restricted to
school staff. There is mutual culpability. Throughout the interviews with the students,
there is evidence of blame being placed on teachers and school managementfor their
disaffection from the education system. The `culpability culture' must be viewed as
contributing to the complexity of the issueof disaffection. Such culpability detractsfrom
the implementationof policy and examination of issueswithin the education system i.e.
disaffection and early school leaving. Furthermore, the existence of such culpability
contributesto tensionamongthe key constituentswithin the educationsystem. Culpability
is a derivative of a lack of understandingand trust among key parties of education in
Ireland. In the absenceof understandingand trust, tension manifested through blame
emerges.Table 5-1 illustratesthe processof the developmentof culpability. The model of
developmenthas emergedthrough the analysisof data completedin ChapterFour (Section:
Reasonsfor Early School Leaving; Section: Teachers and Teaching) and Chapter Five
(Section: Teachers,Teaching and Avoidance; Section: Student Profile and Background,
Section:Culpability Culture).
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Fable 5-1 - Model of Culpability

Development

Process

Blame/Culpability Culture

2
I
I

Tension

Lack of Trust
Lack of Communication

I4
Lack of Understandingof Others' SocialClass, Perspectiveand Background
Table 5-1 outlines the culpability developmentprocesswithin the Irish education system.
Lack of understandingof other social classes,perspectivesand background, especially
amongteachers,contributessignificantly to culpability. Due to lack of understandingand
lack of perceivedcommonground,communicationcan becomelimited or non-existent. In
the absenceof communication,the developmentof trust is limited and consequentlyfeeds
mistrust. Basedon lack of understanding,communicationand trust, tensionandblamewill
emerge. The cyclical nature of this processis important as culpability will continue to
exist until the four elementsoutlined in Table 5-1 are addressedand overcome.
The existenceof blame amongschool staff can be viewed as a `mechanismof separation'
from the issueof studentsleaving schoolearly. Placing blame onto individuals, groupsor
society can be viewed as a removal of oneself from the cause and resolution of the
problem. Furthermore,blame can suggesta lack of interest in resolving the issueat hand.
On the contrary,suchseparationcan be explainedasan indication of a skills deficit or lack
of ability to resolvethe issue. As identified by the NASUWT (2008), teachersare trained
and placed in positions to teach studentsand are not provided with the professionalskills
or training to work with families and local communities. The evidence suggeststhe need
for such support,yet it is viewed as outsidethe brief of schools. As mentionedpreviously
in this study, the need for inter-agency co-operation is required. Such co-operation
requires a commonality of interest; in this case the common interest can be the student
voice. The sustainedexistenceof blame, as well asthe absenceof communicationand cooperationamongpartiesto the educationsystem,will continue to facilitate a systemwhich
is failing to meetthe needsof students.
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Conclusion
Through the views of the teachers, principals and education personnel, the data presented
reveal significant issues which exist within the Irish education system. Disaffection and its
characteristics are described by the actions of students in Chapter Four, while the
experiences of teachers and principals through day-to-day contacts with students further
emphasise the issue with disaffection.

Issues in relation to teacher-student relationships

were identified as impacting on students' participation

in the education system.

Furthermore, the limited impact of policy addressing early school leaving is identified
through the accounts of teachers and principals. The culture and language in existence in
schools are impacting negatively on the level of inclusion within the education system.

Throughthe collection and presentationof the data,two significant issueswithin the Irish
education system have emerged: 1) Tension among key constituents of the education
system(Departmentof Educationand Science,schoolsand students)and 2) A `culpability
culture' amongthose who contributeto disaffection and the issue of early school leaving.
In the context of policy development,inclusive education, disaffection and early
school
leaving, the following chapter will facilitate further discussion on the tension
and
`culpability culture' which exist within the educationsystem. Chapter Six summarisesthe
analysisof the datapresentedand drawsconclusionsfor policy andpractice.
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CHAPTER SIX - OVERVIEW AND CONCLUSIONS
IMPLICATIONS FOR POLICY AND PRACTICE
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Chapter Six draws togetherthe central themes,concepts and theoretical frameworks in
relation to disaffectionand early school leaving which have emergedthrough the study.
Furthermore,acknowledgingthe complexity of the issue this chapter develops the topic
further and provides recommendationsfor policy in second level education. With
reflection andreflexivity being key elementsof this study, a personalreflection is included
which exploresthe impact,personaland professional,of this researchprocess.
Disaffection and Early SchoolLeaving
Disaffection and early school leaving are significant issues within the Irish education
system. Disaffection, while complex in its structure, is identifiable among students
through characteristics such as aggressive behaviour, disrupted attendance, poor
relationshipswith teachers,lack of interest and non-engagementin academic processes.
The presentationof such characteristicsby studentsmust be viewed as a definitive move
towards leaving the school system in advance of completing the Leaving Certificate.
Through the researchprocess,a model of the Complexity of Disaffection has emerged.
While acknowledgingthe existenceof externalfactors such as social and economic issues,
the model (see Table 6-1) highlights the influence educationpolicy, schoolsand students
have in relation to disaffection. Through the critical analysis of policy (ChapterTwo) and
data analysis (Chapter Four and Five) the following four key areas were identified as
contributingto disaffection:EducationPolicy, Students,Schooland `Culpability Culture':
1. Education Policy - Contributing Factors: government education policy; `intentionreality' gap; lack of formal evaluation of programmes implementing government
policy; insufficient resources;complexity of structureswithin the education system;
fragmentedstructurewithin the educationsystem;lack of clarity on inclusive education
and web of policies.
2. StudentContributing Factors:low expectationsof self; socio-economicbackgroundof
student (as identified in Chapter Five, Section Students Profile and Background);
diverse education needs; specific education needs; personal and social needs;
educationaldisadvantageand parentalexpectations.
3. SchoolContributing Factors:teacherexpectations;teachingmethods;placing blameon
external factors such as student background;culture and value system within school;
lack of understandingof inclusive practice;profile of studentswithin school;allocation
of teacherswithin school; streamingof studentsand type of secondlevel school.
4. Culpability Culture: The issue of disaffection is further complicated by blame. Each
constituentto disaffection placesblame on another.The apportioning of blame blurs
the ability to identify the `finite' causesof the disaffection.
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Table 6-1 - Model of the tompiexity

of vHsattecnon"

Education Policy - Contributing Factors
Government Policy
"

Blame

"

'Intention-Reality' Gap

"

Lack of Formal Evaluation of
Programmes Implementing Government
Policy

"
"
"

Insufficient Resources
Complexity of Structures
FragmentedStructure

"
"

Lack of Clarity on Inclusive Education
Web of Policies

Student Disaffection
"
"
"
"
"
"
"

Student- Contributing factors
Low Expectationsof Self
Socio-Economic Background
of Student
I)i%erse Education Needs.
Specific Education Needs
Personal and Social Needs
Educational Disadvantage
Parental F.spectations

Student Disaffection

"
"

"
School- ContrihutineFactors
Teacher Expectations

Blame

Teaching Methods

"

PlacingBlame on External Factorssuch
as StudentBackground

"

Culture and Value System within
School

"

lack of Understandingof Inclusive
Practice

"
"
"

Profile of Students within School
Allocation of Teachers within School
Streaming of Students

"

Typeof SecondLevel School

The model outlines how the four key areas contribute to student disaffection.

With the

focus of this research weighing heavily on the student voice, the research clearly indicates
that schools, in particular teachers, are key contributors to disaffection and to students
leaving the education system early. The students are vociferous in their condemnation of
their experiences of the Irish education system. The student voice describes a second level
education system which has failed to meet their educational needs. They feel alienated and
devalued by a system which perpetuates the middle class values of the teachers and
management and takes little account of their culture and socio-economic groupings. Their
views depict a second level education system which deliberately excludes students
12The studentis at the centreof the model to illustrate the focus of disaffection is
placed on the student;it is
not a reflectionof the significanceof the studentin the creation of disaffection.
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perceivedas being outside of the `norm'. Furthermore, this researchprovides definite
evidenceof an education systemwhich has neglectedto develop and implement policy
which would pro-actively create inclusion within educational practice in second level
schools in Galway City. Within an Irish context, policy and programmes have been
implementedto reversethe `move' towards leaving school early but the impact of policy
andprogrammeshasbeenextremelylimited. The limitations of policy can be attributedto
the focus on changingthe individual rather than tackling the system which is facilitating
andencouragingthe movementof studentstowardsleaving schoolearly.
The developmentof policy to addressthe issueof early school leaving needsto focus on
the causesof disaffection and the practices of schools. Despite some local influence,
policy such as the School Completion Programmehas tendedto focus on the studentand
operateon the periphery of the school rather than being an integral part of the daily
operationof the school. Thus the responsibility for disaffection is removed from the core
practicesof the schooland placed within a `periphery' structure. Furthermore,the current
focus of education policy on educational disadvantage places the responsibility for
disaffection 'outside' the school system. `Non-school' factors certainly contribute to
student `disadvantage'but these factors, in the main, are viewed as outside the control of
the school. As outlined in ChapterFive (Section: Student Profile and Background), `nonschool' factors include the socio-economicprofile of the community and family. Schools
can,through openand positive engagementwith all students(and families), encourageand
develop constructive links with the community and its constituents. However, policy
needsto focus on the practices of the schools, and the approachesof all those working
within it, to ensure all studentsare fully included and supported within the education
system.
The extent to which `non-school' factors are impacting on studentswithin the education
system reiteratesthe need for agenciesand servicesworking in the community to work
with schools to promote inclusion. A shift away from a `culpability culture' between
schoolsand external factors to a real commitment to liaise and work towards a common
agendais required. Effective and mutually. beneficial interaction between agenciesand
schoolsis essential,facilitating the exchangeof knowledge,practicesand skills. Effective
communicationwill allow movementaway from rhetoric and blameto mutual supportwith
long-termbenefitsfor the student. As with this research,the voice of the studentshouldbe
facilitated among those, directly or indirectly, supporting the student. The process of
centralising the student within the system will provide a focus and commonality,
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facilitating a community multi-agency approachto supporting the student to ensure that
his/her educational needs are met.

Policy - CurrentPerformanceand FutureDevelopment
Reflecting on the critical analysiscompleted within the literature review (Chapter Two)
and the analysisof data (ChaptersFour and Five), it has emergedthat educational policy,
particularly policy aimedat secondlevel education, needsto focus on the developmentof
inclusive practices in which studentsare valued, encouraged,supported, challenged to
reachtheir potential and treatedequally. The processof movement from current policy to
the type of policy being suggestedwithin this study will be systemic and long-term.
Systemicchangecan be difficult and slow but the developmentof inclusive policy and
practices in schools has the potential to create equality for students within schools.
Equality for all studentswithin the educationsystem can be an extremely strong leverage
mechanismfor equality within society as a whole. The movementto developing inclusive
policies within the education system among policy developers requires leadership,
openness,flexibility and an understandingof inclusive education. Moreover, it is these
very attributeswhich should be developedamongthose involved in delivering educationin
schools. Furthermore, training needs to challenge the `middle class' perspectives of
teachers.Teachers,and potential teachers,must attain an ability to build relationships with
studentsfrom all social classesthroughdeveloping an understandingof the diversity which
exists within communities,engaging with students(and parents) as a means of meeting
their needs,treating all students equally regardlessof socio-economic background and
viewing challenging behaviour as a signal of dissatisfaction with the system. Such a
processshould be initiated at teachertraining level and continuedthrough to schoolswith
ongoingsupportfrom the Departmentof Educationand Science.

Dueto historicallinks with the DisabilityMovement,inclusiveeducationhasbeenviewed
as being primarily concernedwith the areaof disability and special educationalneeds. In
an Irish context, inclusive educationshould be viewed asgoing beyond specialeducational
needsand progressingto challengingany potential barriersto students'full participation in
education. Inclusive educationneedsto be viewed as a culture of embracing all students
regardlessof socio-economic background, culture or gender. Furthermore, inclusive
educationdeveloped on the basis of `embracing all students' matched with leadership,
opennessand flexibility will radically reform the Irish education system. While stating
that inclusive educationis broaderthan just specialeducationalneeds,it is imperative that
currentlegislation, such as the Educationfor Personswith SpecialEducationalNeedsAct
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(2004), is implemented and reviewed in order to progress the inclusive education agenda in
Ireland.

Such legislation, while far from perfect, provides a platform on which those

students currently on the periphery of the education system can be included. Furthermore,
the evolving nature of `special education' and `inclusive education' will reshape future
policy and develop upon the EPSEN legislation (2004).

Policy developmentand policy implementation operate as different processes.These
processesremain linked but not interlinked. To ensure coherent and consistent
implementationof policy, communicationof the rationale for the development of policy
should be viewed as the initial stageof the implementation process. The partial or nonimplementationof policy can lead to ambivalence,resulting in inefficient and ineffective
policy. Ultimately, such partial or non-implementation will result in the intended
beneficiaries experiencing dissatisfaction, frustration, vulnerability and marginalisation
from society. The key to the developmentof effective, inclusive educationpolicy will be
effectiveimplementation.As suggestedin ChapterTwo, many of the supportsfor students
at risk of disaffection are provided through a system of targeting. Currently, the Irish
educationsystem is operating on the basis of targeting and segregation. This study is
suggestingthe need to explore a universal education system rather than a targeted
educationsystem. Such a systemwould operateon the basis of working with all students
in an equal manner and facilitating studentswho emerge as requiring further supports.
Sucha systemwould reducelabelling, segregationand disaffection within
schoolsand the
systemgenerally.
The current propensity of Irish education policy to focus on educational disadvantage
aboveinclusive educationcreatesa further tension within the system. Significant issues
have emerged resulting from the focus on educational disadvantage. The targeted
approachassociatedwith educationaldisadvantageplaces an emphasison the individual
ratherthan the system. The derivative of sucha systemis the identification and exclusion
of difference rather than the inclusion of all on the basis that everyone is different and
everyone has educational needs. However, while education has adopted the targeted
approach,it has done so on the basis of the general targeted approachoperating within
public policy. Therefore, a movementfrom a targetedto a universal approachis required
within public policy. Within such a framework, all are identified as having needs and
receiving support,with subsequentspecific needsemerging,but no one categoryor group
is targetedspecifically.
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Inclusive education focuses on a student-centred approach, development of positive
relationships between students and teachers, acceptance and welcoming of diversity and
the development of solutions to tackle barriers within the system. Inclusive education is an
evolving process and one which will be determined by the needs of students within
individual schools and the system as a whole. The extent to which inclusive education will
be developed within schools in Ireland will be determined by the level of `added value', to
schools, attributed to developing inclusive education practices. `Added value' includes
meeting the needs of clients/students in a more efficient and effective manner, improved
resourcing and increased support.

All sections of the education system, from those

involved in policy development to those implementing it, are aware of disaffection and
early school leaving through the behaviour of students or the consistent numbers leaving
the education system early.

Regardless of one's position within the education system,

inclusive education must be explored as an approach which will benefit the system and
society as a whole, but most importantly the student.

The developmentof inclusive educationin Ireland will require a shift from a `culpability
culture' to a 'culture of mutual acceptanceof responsibility and ability to create change'.
The existence of mutual culpability detracts from the implementation of policy and
examinationof the issueswithin the educationsystem. It is only when culpability is no
longer apportionedto `another' that a true assessmentcan take place of `where
we are at'
and a vision for progression can be developed. The development of a `culture of
acceptanceand ability to create change' among those linked to education, i.e. schools,
Departmentofficials and parents,will provide an opportunity for studentsto achieve their
full educationpotential within the educationsystem. Within this context, the importance
of the studentvoice must also emerge.To date,the hierarchical structureof the education
system has not facilitated the student voice. Students are, in effect, `clients' of the
educationsystemand consequentlymust be involved in the developmentand restructuring
of the system. The ability of studentsto contribute can be, and is, underestimated. Such
underestimationis reflected within the Irish educationsystem in which school personnel
retain low expectationsof students. Consequently,the level of progressionof specific
studentswithin the educationsystemis affected.
The reasonsfor disaffection and early school leaving can be describedas a combinationof
issues including low expectations of teachers and poor relationships between
teachers/schoolmanagementand students.Additionally, policy aimed at tackling early
school leaving is operating on the periphery of schools along with a mutual culpability
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among contributors to the issue of early school leaving. Furthermore, in the absence of a
clear definition of inclusion, and the fact that inclusive education is a contested area,
difficulties arise in policy development and implementation.

While statistics and reports

are available in relation to the issue of early school leaving in Ireland, this research
provides a greater depth of qualitative data utilising the student voice.

As described

throughout this research, the views and perspectives of students provide a real view of the
Irish education system. In the absence of formal evaluations of current policy, the student
voice provides a `real' view of education policy, policy which primarily focuses on the
needsof teachers and education personnel rather than the needs of students.

Tension within the Education System
Significantly, through this study a contentious issue has emerged which is entrenched in
the education system. Tension among, and between, key constituents of the education
system emerged as impacting on the ability of the education system to operate in a
cohesive manner. Furthermore, such tension is impacting on the ability of national or local
policy to effect change within the education system.

Tension exists throughout the

education system with evidence of three key `settings' of tension. Table 6-2 (overleaf)
identifies three setting of tension: 1) Teacher and Principal Department of Education
and
Science, 2) Disadvantaged Schools Non-Disadvantaged Schools and 3) Student School
Staff (Teacher and Principal):
I ante e-1 -i ension among Key Constituents of Education System
Setting
L
School Staff (Teacher and Principal)

Tension

Department of Education and Science
(Policy Makers)

:ýf7
Setting

Disadvantaged Schools

Tension

Non-Disadvantaged Schools

Setting

Student

[Tension

School Staff (Teacher and Principal)
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Throughthe analysisof data (ChaptersFour and Five), in particular the codesand themes
which emergedthroughthe groundedcodes(ChapterThree),a theory emergedthat tension
betweenconstituentsof the education system is a key contributory factor to disaffection
and early school leaving among students. This tension has created a `vicious cirlce'
environment in which there is an ongoing `power-control' struggle between the
constituentswithin the educationsystem. In eachcase,both constituentshavethe power to
impact on the other's experienceof the educationsystem. The effectivenessof policy is
limited due to the ongoing `power-control' struggle, a struggle which will impact on the
developmentof inclusive educationpractices.
Setting I refers to tension between School Staff and the Departmentof Education and
Science(Policy Makers). The Departmentof Education and Sciencehas `power-control'
in relation to funding of teachinghours and staff, resourcesor supports(special
educational
needssupportsand materials),developmentof curriculum, developmentof national policy
and overall responsibility for the future of education. School Staff (and management)
retain `power-control' in relation to the implementationof policy, the culture of the school,
streamingof students,allocation of teachersand resourceswithin the school, discipline
processand inclusion/exclusionof students. Both constituentsare attempting to retain or
imposea level of `power-control' over the other. Furthermore,the hierarchical nature
of
the systemmustbe viewed asa contributing factor to the tensionwithin this setting.
Setting2 refersto tensionbetweendisadvantagedschoolsand non-disadvantagedschools.
In this situation,non-disadvantagedschoolsare in a position of `power-control' to include
and exclude students from the school. Non-disadvantagedschools are in a position to
attractand selectstudentswith low risk of disaffection. Conversely,disadvantagedschools
are limited in their ability to include and exclude students. However, disadvantaged
schoolsare provided with a greaterlevel of state funding than non-disadvantagedschools.
Disadvantagedschools have power, control and resourcesto provide increasedlevels of
support to students at risk of disaffection through training and resources from the
Department of Education and Science. Both constituents are attempting to retain or
imposea level of `power-control' over the other. To further illustrate the existenceof
such
tension,andthe contributionsthis study will make to the body of knowledge,in July 2009
a Vocational Education Committee on behalf of a disadvantagedschool took a case to a
high court in Ireland. A student expelled from a non-disadvantaged
school was being
`offloaded' to a disadvantagedschool. The Departmentof Educationand Scienceruled the
disadvantagedschoolmust take the student. However, Mr. JusticeDaniel O'Keeffe found
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that the Departmentof Educationand Science'sappealscommittee did not have the right
to compela schoolto take on a difficult or disruptive student expelled by another school
(Hughes,2009). The long-termeffects of this ruling are unclear. However,the findings of
this research illustrate similar tension and concerns exist in Galway City between
disadvantaged
schools.
schoolsand non-disadvantaged
Setting 3 relatesto tension betweenthe student and the teacher/principal. Teachers and
principals have `power-control' in relation to influencing the culture of the school,
streamingof students,allocation of teachers,discipline process,suspensionand exclusion
of students. Eachof these factors can, individually and collectively, have a fundamental
impact on the educationalexperienceof the student. Conversely, studentshave `powercontrol' in relation to attending school, engaging with teachers, engaging with the
discipline processof school, influencing the culture of the school and participating in the
assessment
process.Both constituentsare attemptingto retain or imposea level of `powercontrol' over the other. Furthermore,tensionis perpetuateddue to the differing values and
cultural backgroundsbetweenstudentsand teachers/principals.
The existenceof such tension throughout the education system directly, and indirectly,
impactson the developmentand implementationof policy, delivery of curriculum, support
for students, support for teachers, access to resources and ultimately the extent of
`inclusion' within the education system. From the viewpoint of this study, the
effectivenessof national policy is negatively impacted upon by the tension which exists
within the Irish education system. The long-term effectivenessof any education related
policy will be dependenton the `releaseof tension' from the system. Central to this
release will be the reduction of the `level of division' between the Department of
Educationand Scienceand schools. The `ownership' of schoolsis central to this issuebut
the needfor a collaborative approachis evident. Schoolmanagementand the Department
of Educationand Sciencemust create a system of formal collaboration which facilitates
both parties' involvement in policy development and implementation, rather than the
current system in which the Departmentof Education and Sciencedevelops policy and
schoolsimplementpolicy.
Such formal collaborationwill allow `ownership' of policy andreducethe power struggle,
tension, level of culpability and barriers to the creation of a multi-agency/community
approach. Parallel processesof collaborationsare requiredwithin the other two locations

of tension,i.e. betweendisadvantaged
schoolsandnon-disadvantaged
schoolsandbetween
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studentsand teachers/principals. The provision of formal links between disadvantaged
schools and non-disadvantagedschools should be facilitated by the Department of
Education and Sciencethrough a process of communication, sharing of information,
knowledgeand concerns. National and local policy can be developedwhich reflects and
meets the needsof both disadvantagedschools and non-disadvantagedschools. The
process of collaboration between students and teachers/principalswill require both a
national and local focus.' National policy needsto focus on teachertraining, promotion of
inclusive practicesand developing teachers' expectations. Local policy will require local
agencies,community groups and institutions to work closely with schools to support
students,and families,through the educationsystem.
interconnectedwith the tension describedpreviously is the view of the education system,
more specifically second level schools, as a mechanism for social class division.
Principals and teachers,through practice and policy, are retaining power over students.
Such power emerges from the predominance of middle class backgrounds among
principals and teachers. Consciously, or sub-consciously, schools are supporting the
middle classand suffocatingthe lower class.This systemof humiliation and intimidation
of studentsfrom lower class backgroundsis jeopardising students' participation in the
education system. Challenging schools, and the education system, to shift from its
entrenchmentwithin the middle class is an enormous undertaking. Such an undertaking
society and public policy, rather than just the education system. A political
encompasses
shift towardsa truly inclusive society which valuesthe lower classesand diversity will be
required. However, such a shift can, and will only, happen over time. Local and
community basedinitiatives must drive this agenda forward. A shift in perspective is
required, a shift which reducesthe tension and clash of cultures in schools and the
education system. A shift in perspective is also required in relation to the purpose of
schoolsand education;rather than focusing on academicsuccessalone a move is required
towards the development of students as active citizens within society. A shift in
perspectiveis required,a shift which developsthe confidence,self worth and self value of
all studentsrather than a system which facilitates failure and exclusion, a shift .which
placesthe education system as the advocateof inclusion and a mechanismfor equality
within society.
velonment of Inclusty
The rationale for the commencementof this study focused on critically examining

inclusiveeducation,disaffectionamongearly schoolleaversandcurrentpolicy operating
145

in the Irish educationsystem. The study focusedon establishingthe reasonswhy students
leave schoolprior to completing the Leaving Certificate in Galway City. The study was
completed through a process of critical analysis of relevant literature and completing
primary researchwith studentsand key personnel associatedwith early school leaving,
including teachers,principals, other policy implementersand policy makers. Galway City
has beenusedas a researchlocation within this investigationto critically analysenational
policy. Conversely, Galway City must now be viewed as a location to develop and
examineinclusive educationpolicy and practice within a secondlevel school setting.
The researchemphasisesthat disaffection and early school leaving are significant issues
within the Irish educationsystem. The impact of current policy on disaffection and early
schoolleaving is extremely limited due to the complex natureof disaffection, the existence
of tensionand a `culpability culture', socio-economicfactors and the segregatedstructure
of the educationsystem. The developmentof effective policy, inclusive practices,reduced
tensionand `culpability culture' within the educationsystemwill only be achievedthrough
formal collaboration among the key parties, i. e. the Department and schools. A formal
inter-agencycollaborativeapproachamongagenciesand servicesworking externally to the
educationsystemis also required to effect real change. The above collaborations should
aim to promote a social model of thinking through the use of inclusive language,reduce
deficit modelsof thinking and focus on working from the student agendarather than the
agendaof the teacher,schoolor Departmentof Educationand Science.
With this in mind, a `pilot' project should be developed,in Galway City, in which a
specific numberof secondlevel schoolswould develop and implement inclusive practices
and policies. Such a project will require supportfrom various agenciesbasedin the city,
including the Area Based Partnership; in particular, support from those involved in
leadershipwithin schools,such as Boardsof Managementand principals, will be required.
The project should operate over a five-year period with a research and theoretical
framework. Therewill be two key aims to the project: 1) Develop and evaluateinclusive
education policy and practices within second level schools, 2) Develop a model for
dissemination of the evaluation findings to schools throughout Ireland. While fully
acknowledgingthe complex nature of such a project, the following is the framework in
which a processcan be developed:
"

Phase One - Developing on the findings of this study, an initial detailed critical

analysisof currentpolicy and practiceshouldbe completedamong,at a minimum,
threesecondlevel schools,
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PhaseTwo - Basedon the critical analysis,a `change'phaseshould be initiated. This
phasewill involve schoolsand the key `parties' connectedwith the school, including

"

externalagencies,developingand agreeingto implement `new' inclusive policies and
practices,
PhaseThree - Implementinginclusive policies and practicesin a school setting over a

"

sustainedperiod of time with the requiredresourcesand supportsin place,
PhaseFour -A formal critical analysisof the inclusive policy and practice within the

"

schools,
"

PhaseFive - The developmentof a model of inclusion within a school setting which
will be disseminatedat local and national level as a meansof effecting changewithin
nationalpolicy.

The inclusive educationagenda,through the Disability Movement, has progressedon the
basis of the following characteristics: innovation, challenging current thinking,
developmentof alternativemodels and creatinga `bettersociety'. The view taken within
this study is that national policy can be influenced through implementing the above
characteristicsat a local level. Through the developmentof a local model of inclusion and
inclusive education,national policy and current models of thinking within Irish education
can be challenged.

InclusiveMethodologiesand StudentInvolvement
The inclusivemethodologicalapproachemployedwithin the study has attemptedto ensure
that the perspectivesof key personnel were ascertained. The inclusion of teachers,
principals,studentsand key personnelinvolved in educationhas facilitated differing views
andperspectivesto emerge. Of particular importancewas the inclusion of the voice of the
students, a voice which has been excluded heretofore within education practice and
research. Students,and the student voice, have been the `foundation' of this research
process. Through listening to the student voice, the study and I (as a researcher)have
acquireda depthof knowledgeof their experienceswithin the educationsystemand insight
into their lives generally. The lack of inclusion of the student voice within the Irish
education system impacts on the ineffectiveness of education policy. The changesto
policy developmentand implementationrecommendedwithin this studymust focus on the
needsof the student. Furthermore,changesto policy developmentand implementation
shouldallow studentsto voice their views, opinionsand recommendations.
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The researchprocess has unearthed the complexities within the area of educational
disadvantageand inclusive education. Due to the limitations of this study, these
complexities could not be fully explored. Therefore, through this researchthe need for
further researchhas emerged. The issue of streaming is explored within the research,
however specific researchis required to establishthe extent to which such practicesexist
within the Irish educationsystemand the impact such an approachhas on the expectations
of students and teachers. Furthermore, the role of parents and family in relation to
education is well documentedand outlined within this study (Chapter Five, Section:
StudentProfile and Background). However, further exploration is required into the young
personas a studentand the young personasa memberof a family or community. There is
a needfor an explorationof the extentto which behaviourmanifestedin school is specific
to a schoolsetting. Such an exploration would allow a detailed analysisand comparisonof
the behaviourof a young person in a school setting and the young person in a family or
community setting. The balance of male and female participation among the students
reflectsthe current profile of early school leaving in Ireland. However, there is a need to
explorethe rationalefor such genderdifference within early school leaving in Ireland.
Personal Reflection
The processand completion of this researchhas impactedprofoundly upon me as a person
and as a professional. On a personallevel, my view of education, local communities and
peoplehasdevelopedimmeasurably. The insular and restrictedview of the world, which I
retainedprior to completing this research,has beenreplacedwith a greaterappreciation of
the complexities which exist in the world. Such complexities within topics and among
people,I now believe, adda greatrichnessto society. My worldview and perspectivehave
expanded, an expansion which has enriched me as a person. However, the greater
appreciationof the complexities surrounding people, communities and society ensuresall
future issues,personalor otherwise,are viewed ascomplex and require a depthof analysis
previously perceivedto be unnecessary. Knowledge and understandingare tremendous
attributes,attributes which I have accessedthrough the completion of this study. As a
result of acquiringtheseattributes, there is a challenge to develop an appreciationamong
othersof the existenceof these attributes while simultaneouslyretaining a personalbelief
in thebenefitsof same.
On a professional level, the process and completion of this study has proved both
enlightening and challenging. My understanding and knowledge of `education' has
developed to such an extent that it casts doubt on my levels of understandingand
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knowledgeprior to beginning this process.My professionalpractice and ability has,in my
opinion, developedsignificantly. Through this process,I moved out of my `comfort zone'
and gaineda greaterunderstandingof the key conceptsinvolved in education, nationally
and internationally,as well as the importance of theoretical and researchframeworks. In
addition, a greaterlevel of empathyhas been achievedfor the key constituentswithin the
education system, in particular for the students; all of which stress the importance of
professionaldevelopmentandresearchenquiry within educationalpractice.
The process has not only developed my ability to complete research but also my
confidence to complete research. Furthermore, 1 now believe I am in a position to
significantly effect changesin relation to educationalpractice and policy in Galway City,
including the promotion of practitioner researchwithin education settings. Moreover, the
findings, conclusionsand recommendationswhich have emergedthrough this study, the
first of its kind in Galway City, provide a platform for communication, in relation to
practiceand policy, with secondlevelsschoolsin Galway City.
Conclusion
In the context of developing a theoretical framework for tackling disaffection and early
school leaving through a critical examination of policy addressingearly school leaving,
ChapterSix has drawn togetherthe findings from the study (ChaptersFour and Five) and
developedrecommendationsfor future policy. Viewing a theoretical framework as an
identification of a problem and the developmentof solution for that problem, Chapters
Two, Four and Five have developed a detailed description of disaffection, early school
leaving and relatedpolicy in Galway City. Disaffection and early school leaving continue
to exist due to factors relating to current education policy (development and
implementation),students,schoolsand a `culpability culture' within the educationsystem.
Furthermore,the problem of disaffection and early school leaving is fuelled by intricate
tension which exist within the education system. Feasible solutions for tackling
disaffection and early school leaving have been developed within Chapter Six including
the need to move towards an inclusive education system through the developmentof a
multi-agency approachin which there is a shift away from a `culpability culture' to a
common agenda. Moreover, student needsmust be placed at the centre of the education
system, a systemwhich needsto move away from tackling educational disadvantageto
promoting inclusion of all studentswithin the educationsystem.
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Through the data analysis in Chapter Four and Five, the study demonstrates that
disaffection and early school leaving are significant issues within the Irish education
system. Disaffectionasoutlined within the data analysis,while complex in its structure, is
identifiable amongstudentsthrough characteristicssuch asaggressivebehaviour,disrupted
attendance,poor relationships with teachers, lack of interest and non-engagement in
academicprocesses. The factors establishedwithin this researchreflect the profile of
disaffection as describedwithin the literature review (Chapter Two). Furthermore, the
contextualissuesof socio-economicand cultural factors within families and communities
emerged.In addition, the researchestablishedthat current policy aimed at tackling early
school leaving is working on the periphery of schools rather than implementing and
promoting inclusivepracticeswithin schools.
The researchalso establishedthe existenceof two original factors which are contributing
to the issue of disaffection. The first is tension within the education system. The
following contributeto such tension:clash of culturesand `power-control' struggleamong
teachersand students;`power-control' struggle between disadvantagedschools and nondisadvantagedschools; `power-control' struggle between schools and the Department of
Education and Science;and a propensity within policy towards addressingeducational
disadvantageratherthan promoting inclusive education. The secondfactor is a 'culpability
culture' amongthose who contribute to disaffection and the issue of early school leaving.
Education policy makers, students and schools have created a culture of culpability, a
culture in which eachplacesblame on anotherfor the issueof disaffection. The continued
existenceof such further cultivates disaffection from the education system. Overall this
study has shownthe ongoing issueswhich exist within secondlevel educationin Ireland.
Furthermore, the study has identified the need for change within the system. The
developmentof policy and practicesin the Irish educationsystemto meet the needsof all
studentswill requiretime, energy,vision, forward thinking and political support.
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Appendix One - Examples of Second Level Educational Disadvantage Initiatives
Home SchoolCommunity Liaison Scheme
The Schemeis delivered through a co-ordinator (teacher), who is assignedto a school or
groupof schools.The aims of the schemeare
1) To maximise active participation of the children in the schools of the scheme in the
learningprocess,in particular those who might be at risk of failure.
2) To promote active cooperation between home, school and relevant community
agenciesin promoting the educationalinterestsof the children.
3) To raise awarenessin parents of their own capacities to enhance their children's
educationalprogressand to assistthem in developing relevantskills.
4) To enhancethe children's uptake from education, their retention in the education
system,their continuation to post-compulsory education and to third level and their
attitudesto life-long learning and
5) To disseminatethe positive outcomes of the scheme throughout the school system
generally.
The schemeis concernedwith establishing partnership and collaboration between parents
andteachersin the interestsof the child's learning. The role of the individual coordinator is
to work with school staff, parents and relevant community agenciesin advancing these
aims. A National Co-ordinator and two assistant co-ordinators oversee the day-to-day
operationof the Scheme.
SchoolDevelopmentPlanningInitiative (SDP)
School Developmentand Planning (SDP) at first and second level: A key aspect of the
SDP initiative is to assistdisadvantagedschools in developing strategiesfor combating
educational disadvantage,enhancing school retention, promoting social inclusion and
strengtheningthe interfacebetweenthe local schooland the wider community

Educationof Non-nationals
Post-primaryschoolswith an enrolmentof fourteenor more non-nationalstudentswith
English languagedeficits are entitled to an additional teacherto addressthe needsof these
students. An individual student is entitled to a maximum of two years language support.
Theseteacherappointmentsare temporary, due to the transient nature of the non-national
student population. In the case of a school having twenty-eight or more non-English
speakingnon-nationals,the school is entitled to a secondadditional teacher.
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SpecialNeeds
Children of secondlevel agewith milder forms of disability are generally catered for on an
integrated basis in mainstream post-primary schools. Such students are supported by
specialsupportteachersand/or special needsassistants. The level of need is based on the
assessedneeds of the individual student. Children with more serious disabilities are
cateredfor in special schools or special classesattachedto ordinary schools. All such
facilities operateat specially reducedpupil teacherratios which are in line with the levels
recommendedby the Special EducationReview Committee.
Curricular Reform
A critical aim of the reforms is to enhancethe relevance of the curriculum to emerging
economic and social needs,to provide a range of choices which cater for diverse needs,
interest and abilities of the school population and to encouragemore young people to
remainwithin the systemto completion of seniorcycle secondlevel education.
National EducationalPsychologicalService(NEPS) (Primary and Post-Primary)
NEPS hasdelegatedauthority to develop and provide an educationalpsychological service
to all studentsin primary and post-primary schoolsand in certain other centres supported
by the Department,paying particular attentionto those with special educationalneeds.The
serviceis provided on an integratedbasisto primary and post-primary schools,to allow for
the tracking of children throughout their school career. NEPS psychologists are located
throughoutthe country in 10 regions correspondingto the Health Board regions in order to
facilitate co-operationwith the psychological servicesprovided by the Health Boards and
Voluntary Bodies. It is intended that there will be offices in approximately 20 locations
around the country so that eachteam of psychologistswill be located near the schools it
serves.
(Departmentof Education and Science(2001) Summary of All Initiatives Funded By the
Department to help Alleviate Educational Disadvantage, accessed through
www.education.ie).
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Appendix Two - Letter to Local Service

Addressand Date
Dear Sir/Madam,

My name is SeamusMorrissey and as you may be aware I am currently working as an
Education Co-ordinator with Galway City Partnership. Outside of my position with
Galway City Partnership,I am currently pursuing a Doctorate in Education. The working
title of the Doctorateis as follows: Governmentpolicies/ strategieseffective in addressing
early school leaving in Galway City? A critical examination of inclusion, diversity and
disaffectionwith early schoolleaversin Galway, Ireland.
As part of the researchfor this Doctorate, I wish to interview young people who are
involved with your service. With the above in mind, I would really welcome the
opportunity to meet with you to discussthis researchfurther along with the possibility of
your service becoming involved through identifying young people to participate in the
research.The key selectioncriteria are that the young people to be included have attended
a secondlevel schoolin Galway anddid not completethe Leaving Certificate.
I would be grateful if you contactme at the aboveaddressor phone number.
With the level of demandson your time, I appreciatethe fact that you have taken the time
to readthis letter.
Yours Sincerely,

Seamus
Morrissey
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Appendix Three - Letter to Local SecondLevel Schools

Addressand Date
Dear Principal,
My name is SeamusMorrissey and I work with Galway City Partnership. I am currently
pursuing a Doctorate in Education. The working title of the Doctorate is as follows:
Governmentpolicies/ strategieseffective in addressingearly school leaving in Galway? A
critical examination of inclusion, diversity and disaffection with early school leavers in
Galway, Ireland. As part of this researchI wish to interview principals and a sample of
teacherswithin secondlevel schoolsin Galway City.
If you agree to participate I will come to interview you at your convenience. Our
conversationwill take up to one hour and I will record our conversation.The questionsI
will be asking relate to the effectivenessof policies/ strategiesin addressingthe issue of
leaving schoolearly. All the information that I obtain will be kept confidential. I will store
the recording of our conversation in a secure location. Your identity will be kept
confidential. I will use a code number on your recording and will keep your name and
codenumberin a separateplace.
You may accessyour individual interview recordings at any time. Furthermore, you are
free to withdraw your data from the study up until the work is published. Your
participation is voluntary. You are free to refuseto take part and you may refuse to answer
any questions. If you are willing to participate in the researchI would be grateful if you
would call me on (086) .........
Yours Sincerely,

SeamusMorrissey
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Appendix Four - Letter to Education Personnel

Addressand Date
Dear Sir/ Madam,
My name is SeamusMorrissey and as you may be aware I am currently working as an
Education Co-ordinator with Galway City Partnership. Outside of my position with
Galway City Partnership,I am currently pursuing a Doctorate in Education. The working
title of the Doctorateis as follows: Governmentpolicies/ strategieseffective in addressing
early school leaving in Galway? A critical examination of inclusion, diversity and
disaffectionwith early school leaversin Galway, Ireland.
As part of the researchfor this Doctorate, I would welcome the opportunity to interview
DepartmentalOfficials involved in education,particularly those involved in tackling early
school leaving. With the above in mind, I would be in a position to meet with you to
discuss this researchfurther along with the possibility of you and other departmental
officials becoming involved in the research. I would be grateful if you would contact me
at the aboveaddressor phonenumber.

With thelevelof demandson yourtime, I appreciate
the factthatyou havetakenthe time
to readthis letter.
Yours Sincerely,

SeamusMorrissey
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Appendix Five - Interview Questions

Student Voice
Demographics/Personal Details
1. What ageare you?
2. Whereare you living at the moment?
3. Who is living with you?
4. What part of the city do you live in?
Primary School
5. What aspectsof primary schooldid you enjoy most?Why?
6. What aspectsof primary schooldid you enjoy least?Why?
7. Did you feel you fitted in at primary school?
8. How would you like to havehappenedin schoolbut didn't happen?
9. Describeyour behaviourwhen you were in primary school?
10.Did you feel you got supportfrom the schoolstaff when you were in primary school?
11.What was your attendancerecordlike?
Secondary School
12.What aspectsof secondaryschooldid you enjoy most?Why?
13.What aspectsdid you enjoy least?Why
14.Did you feel you fitted in at secondaryschool?
15.Describeyour behaviourwhen you were in secondaryschool?
16.What was your attendancerecordlike?
17.What did you do when you weren't at school?
18. Did you feel you got supportwhen you were in secondaryschool?
19.What would someoneneedto be like to do well in school?
20. In what way did your primary school experiencediffer from your secondary school
experience?

SchoolLeaving
21. What academicyear did you completebefore leaving school?
22. Describethe reasonswhy you left school?
23. Did anyonetry and stopyou from leaving school?
24. When you think of schoolstaff do you think they helpedyou enoughwhen you were in
school?
25. When you finished schoolhow did you feel?
Education
26. Are you working or involved in educationat the moment?
27. Did you learn any skills (work or personal)at school which you would consider useful
now?
28. What would havebeenuseful for you to learn at school?
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School
Job Responsibility

1. What is your current position?
2. What are your key responsibilities?
SchoolProfile/ Philosophy
3. What is the ethosof your school?
4. Could you describethe studentprofile of your secondlevel school?
Selectionof Students
5. Approximately how many studentsin the school would you identify ashaving special
educationalneeds?
6. On what basisare pupils allocatedto classes?Alphabetically/ randomly, performance
in ore-entry,performancein post-entrytest? Exam performance?
Supports for Students
7. Outline any governmentprojects or initiatives which are in existencein the school?
8. How havetheseprojects benefitedthe schooland the students?
9. What typesof supportsare in place for studentsin your school?
10.How do you designatesupport to the students?
11.Are studentswithdrawn from the classfor resourcehours/ support?
12.Could you describeany other educationresourcesor servicesthe school provides to the
pupils?
Curriculum and Teaching
13.Describethe typesof subjectsbeing taught within the school?
14.How do the subjectson offer in the school influence the profile of studentsentering the
school?

I S.Whatexpectations
do theteachershaveof the students?
16.What arethe key skills requiredto engagestudentsin learning?
17. Outline any innovative teaching methodswhich have beenoperatingwithin the school?
Students at risk of Early School Leaving
18.To what extent do students identified as requiring supports benefit from and enjoy
secondlevel education?
19.Pleaseoutline the profiles of studentswho are disaffectedfrom the educationsystem?
20. In your opinion why do studentsleaveschool early?
21. Could you outline any policies in the schoolto ensurethe inclusion of young people at
risk of disaffection within the school?
22. What specific approachesare utilised within the schoolto retain all studentswithin the
school?
23. Have such approachesbeensuccessful?Pleaseoutline any examplesof good practice?
24. Are there any changesyou believethat should be made at policy levels to retain
studentswithin the system?
25. Describewhat should the key elementsof suchpolicies be?
26. Any other comments/suggestions?
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Appendix Seven- Consent Forms
INTERVIEW

CONSENT FORM - Student

My name is Seamus Morrissey. I am currently pursuing a Doctorate in Education with the
Open University. The research is an investigation into the experiences of young people in
relation to education and the issue of leaving school early. I would be very grateful if you
would assist me with this research.

If you agree to participate I will come to interview you at your convenience.

Our

conversation will take up to one hour and I will record our conversation. The questions I
will be asking will be in relation to your experiences around education and the issue of
leaving school early. All the information that I obtain will be kept confidential. I will store
the recording of our conversation in a secure location. Your identity will
confidential.

be kept

I will use a code number on your recording and will keep your name and

code number in a separateplace.

After this researchI may use the recordings and notes for future research,but the same
confidentiality guaranteeswill apply. You may accessyour individual interview recordings
at any time. Furthermore,you are free to withdraw your data from the study up until the
work is published.Your participation is voluntary. You are free to refuse to take part and
you may refuseto answerany questions.
If you have any questionsabout the researchyou may call me, SeamusMorrissey, on (08.)

"I have read the description above and consent to participate. "
Under 18
Parent/ Guardian signed

Date

18 or Older
intervieweesigned

Date
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INTERVIEW

CONSENT FORM - Adult

My name is Seamus Morrissey. I am currently pursuing a Doctorate in Education with the
Open University. The research is an investigation into the experiences of young people in
relation to education and the issue of leaving school early. I would be very grateful if you
would assist me with this research.

If you agree to participate 1 will come to interview you at your convenience.

Our

conversation will take up to one hour and I will record our conversation. The questions I
will be asking will be in relation to your experiences around education and the issue of
leaving school early. All the information that I obtain will be kept confidential. I will store
the recording of our conversation in a secure location. Your identity will
confidential.

be kept

I will use a code number on your recording and will keep your name and

code number in a separateplace.

After this researchI may use the recordings and notes for future research,but the same
confidentiality guaranteeswill apply. You may accessyour individual interview recordings
at any time. Furthermore,you are free to withdraw your data from the study up until the
work is published.Your participation is voluntary. You are free to refuse to take part and
you may refuseto answerany questions.
If you have any questionsaboutthe researchyou may call me, SeamusMorrissey, on (08.)

"I have read the description above and consent to participate. "
Intervieweesigned

Date
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