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This paper considers some of the policy issuescaded with social, emotional and
behavioural difficulties (SEBD) in young peoplefté briefly defining SEBD the paper
goes on to consider some of the ways in which SEBpinges on different areas of
social policy. Emphasis is placed on the needcfidrterence between different policy
areas. Particular attention is given to the are@ducation and the need for more
sophisticated conceptions of the meaning of ineueducation.
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Under standing SEBD

Social, Emotional and Behavioural Difficulties (SEBamong school pupils represent a unique
problem within the educational sphere. No othancational problem is associated with such a level o
frustration, fear, anger, guilt and blame. It remahe one area of special educational needs#mbe dealt
with by schools in coercive ways, through, for epganthe application of exclusionary practices (feroet
al. 2000).

SEBD are not only manifested in outwardly disruptierms, they can be ‘internalising’, so that the
threat is to the individual rather than rather tharmothers. Having said this, it has long beendhase that
practitioners, policy-makers and researchers, qdatily in the education field, have tended to ®d¢heir
attention on the externalising, disruptive studenits the relative neglect of the internalising toid
(Schoenfeld and Janney 2008). As a result we kangweat deal about the nature of disruptive belha\aod
its effects on classrooms, teachers and studergshale a much shallower data base to draw onatioelto
internalising students. This is demonstrated necent review of research by Shoenfeld and Jan2@98]
which identified only eight research-based artigdablished over the previous twenty years whichtdeih

the academic effects of anxiety disorders.
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These effects were found to include:
* Academic impairment and relatively low levels ohewvement among anxious children compared to
children in the general population.
» Teacher perceptions of academic difficulties amangious students on a par with those of children
with externalising difficulties.
» Difficulties reported by anxious students in penfilmg school based tasks including giving oral
reports, concentration and completing homeworksask

* Anxious students being more likely to opt out di@aling owing to feelings of anxiety.

There is a concomitant imbalance in the educatiorialvention literature between studies focusing

on externalising as opposed to internalising stteden
In relation to both ‘acting-out’ and ‘acting-inrgblems, however, it is a source of concern that

prevalence rates for mental health problems amohgad students appear to be increasing and havefbee
some time (Rutter and Smith 1995) . Whilst thi@mdmenon may be in part due to changes in diagnosti
criteria and developments in assessment technapservice delivery — factors which help determufmat
constitutes a ‘disorder’ and whether or not itderitified — this is unlikely to be the sole explama (Fonagy
et al. 2002). There is also evidence to suggest wWidespread, culturally-based changes in the life
experiences shared by young people, which haverimléd to changes in the very nature of sociaktoits
such as ‘childhood’ and ‘adolescence’ and the wayahich adults relate to young people, have crbate
more SEBD-provocative world (e.g. Gibson-Klein 19@6inningham 2006; Layard and Dunn 2009).

Recently, the UK’s British Medical Association (B) estimated that 20% of young people
experience a mental health problem at some poitfiteiin development, and 10% experience these prable
a level that represents a ‘clinically recognisatviental health disorder’. The range of problemsudes:
emotional disorders (such as anxieties, phobiasdepdession), self-harm and suicide, conduct desstd
hyperkinetic disorders/ADHD; autistic spectrum days, psychotic disorders, eating disorders, and
substance and drug abuse. In the UK 20% of tlesgiof young people are diagnosed with two or more

disorders.

What istherelationship between SEBD and social policy?

There are no simple demarcation lines in sociabtenal and behavioural difficulties. Delinquency
among young people often overlaps with mental hgadbblems, and both of these major areas seepiater
to adverse social circumstances in the communitlesre young people live and the schools they attdride
young person who exhibits mental health problentBarsocial deviance (including delinquency) ielikto
have difficulty in engaging in the school experierand, in the absence of effective interventioratigreat
risk of experiencing a deterioration in their praggg difficulties as they move towards and throubk

adolescent years (Rutter and Smith 1995).
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This means that SEBD often ripples across the evfield of social policy, involving social welfare,
mental health, criminal justice and educationaliéss This complexity is revealed in social leagnmodels
of development of SEBD (see Patterson et al. 1@8@)h show the way in which children who are bantoi
families where there is significant social depriwatcombined with dysfunctional parenting skillsnche
socialized to develop coercive social styles. Oncschool, in the absence of corrective intenamtithese
young people become marginalised, and in adolescten into delinquent sub-groups which foster the
further development of anti-social behaviour. Upeaving school, the now well honed anti-social coer
style creates barriers to employment and sustairemprocal relationships. In the absence of effect
intervention, it is easy for these individuals ® dirawn towards criminality and to develop substaaicuse
and mental health problems. These adults arelikely to become parents of a new generation ofdcén
with similar problems to their own.

This cycle of disadvantage and difficulty is nowliwknown and has become the target of multi-agency
interventions of varying kinds which address digf@r points in the cycle. Large scale early intetim
programmes, such &urestartin the UK (Glass 1999) are aimed at supportinguhi@erable parents and
their young children in their homes and communiti®her multi agency-programmes set up to support
children and young people of school age and ttaemilfes include:Fast Track(CPPG 1999a/b; Bierman
2002, 2007) and Multi-Systemic Therapy (Henggeleale 1996). These incorporate social work, mental
health, and educational agencies as well as contyniomiused criminal justice initiatives as requineih the
aim of breaking the cycle described above. Thesraff the police service and juvenile courts cay @
particularly important role in supporting behaviauichange in community settings and thus preventing
‘graduation’ to adult criminality and custodial sences (CJSNI 2007). A common and often highlgdat
component to these kinds of programmes is traimnigehaviour management and other parenting dkitls
parents, such as Parent Management Training (Lumdat. 2006; Kaminski et al. 2008) and tiheredible
Yearsprogramme (Nixon 2002; Weisz 2004; Eyberg et @08).

There is strong evidence to suggest that targetdtl-agency programmes of these types have been
found to be highly effective in supporting vulndelfamilies and their children in ways which lead t
improved social and emotional functioning and pesiengagement in education. This is, in turn, goma
factor in breaking the cycle of disadvantage asdftction.

In considering the mechanics of how SEBD develapd can be addressed, it is important to pay
some attention to the broader social and cultuxaektrop against which it takes place. It seemsomble to
assume that very few parents set out with the iitterof raising disaffected and unhappy childré&teither do
the vast majority of teachers in schools wilfulek to exacerbate the difficulties that their magherable
students present with. On the contrary, it seerasomable to argue that given the choice, the ovamihg
majority of parents and teachers want to perforeir trespective roles in ways which succeed in bigimef
the children in their care. But if this is so, wihy these problems persist?

It was claimed in an earlier section of this paget we live in a SEBD-provocative world. The

ISSN 2073-7629
© 2010 EDRES/ENSEC Volume 2, Number 1, April 2010 pp 6



evidence behind this claim suggests that the peecal of SEBD among our young people is, to a scgmt
degree, a reflection of a maladjusted culture.plibit another way, societies beget the childray ttheserve.
This point is brought home by the observation theteasing national prosperity seems, in many oestuto
equate with a decline in social and mental wellgesh children and young people (Rutter and SmitB519
Gibson-Cline 1996; James 2007, 2008; Layard andnm009). Layard and Dunn (2009) cite UNICEF
research evidence which shows that 2édntury children in two of the richest countriastiie world (the UK
and USA) exhibit rising levels of emotional stressl behavioural disturbance that appear to coingitie
increasing problems in the family, peer group acitbs| settings. Furthermore, it is shown thatdeih’s
physical health is declining, particularly in rétet to obesity, and the poverty-gap is wideningthwthe
numbers of children living in economically depriveduseholds being higher in the USA and UK than in
other, often poorer western countries.

The observation that the richer societies becaime,relatively poorer some of their inhabitants
become, seems at first to be counter-intuitive pl&xations for this state of affairs highlight ttetationship
between economic prosperity and individualism. plrticular, it is claimed that the shift away from
collectivist values which emphasise social resgnlityi and the role of the individual within thearp, and
the move towards individualism, which locates selfualisation as the pinnacle of human achievennane
led to serious problems for children and young peopayard and Dunn (2009, 6) cite the ‘the indual
pursuit of private interest and success’, whichytiee reflected to an excessive degree in US aitidiBr
cultures, as major causes of problems which cantilbo the social, emotional and behavioural diffies

experienced by children. They see these pursefiescted in:

... high [levels of] family break up, teenage unkiegs, unprincipled advertising, too much
competition in education and [...] our acceptancemodme inequality.
(Layard and Dunn 2009, 6)

The popular psychologist, Oliver James (2007, 20@8 coined the term ‘affluenza’ to describe this
excessive individualism. ‘Affluenza’ is analogowsa disease, the symptoms of which are: an obsgdsin
hopeless pursuit of fulfilment through rampant matsm and the urge to economic consumption and
display. He argues that ‘affluenza’ distorts value the extent that human qualities, such as dmpat
kindness and love for others, become sidelinedhéir place is an unhealthy concern with the dipatand
the ephemeral. He argues that there is a dir&tiaeship between this distortion of basic humaeds and
the rising tide of mental health problems throudtibe developed world.

In the context of the current paper it sufficesay that the pressures of individualism promotéasoc
isolation, which can easily translate into disatffat and alienation, especially among those labedle being
unlikely to make a significant contribution to tpersuit of culturally defined goals. As a restiite very
practice of parenting may be defined as, on the larel, a short term route to albeit minimal butakt

economic advantage (e.g. by enabling access talseeifare benefits), whilst at the same time dneptin
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impediment to further economic advancement (e.gessto employment opportunities). In these calltur
circumstances, we have to acknowledge the poggilhiat parents and teachers may, albeit unconslgiou
come to see themselves as being in competition tvétchildren in their care. As a result, an ey@wing
gulf between the adult and the childhood/adoleseerids seems to be developing (Gibson-Klein 1996;
Cunningham 2006; Layard and Dunn 2009).

It is cultural forces such as these in which SEB@mbedded and which have a major influence on
the promotion of SEBD in all their forms. It isrfehis reason that the focus now shifts to the tailyp
important area of education. For whilst it is aérly true that ‘education cannot compensate faiety
(Bernstein 1970), it is clear that education cantrdoute to the ability of individuals to navigatieeir way

through the society that they inhabit.

SEBD and Education

It is certainly the case that a state educationesysby definition, is created in the image of the
society that it serves; even if this image is orectv the society itself abhors. In this sensedtiacation
system never lies; it is a mirror to its societ&s a result, twenty-first century schools in the dKd USA
tend to reflect the rampant and competitive indigidsm of the wider culture, in which personal oi$
measured in relation to the accumulation of greales credentials. In this way education seems t@ ha
become increasingly cast in the role of servahéeconomy, with the task of preparing the nextegation
of workers and tax payers. The crude instrumesrtabf this approach places enormous pressure ohdesa
and their students to perform in relation to a marset of outcome indicators. Furthermore, theyrageired
to operate in a situation marked by social anducaltinequalities which have a profound influencetbe
likelihood of success for different groups.

It is argued, therefore, that there are systematufes inherent in certain education systems which
exacerbate and even promote the development of SEDBdern interventions for SEBD are built on our
developing understandings of the workings of thestemic forces. A brief discussion of such intéations

will now be presented followed by a consideratibdesirable policy developments.

The evolution of educational understandings and@@ghes to SEBD

In the 1960s and 70s emphasis was placed on exglthhe power of the educational context to
socially construct deviant identities among stusldrdm low socio-economic status (SES) backgrowmab
vulnerable minority group. This theme is well dtrated in the sociological and educational researc
literature dealing with labelling theory and thdf-$eifilling prophecy (Hargreaves, 1967; Rosenttaid
Jacobson 1968; Hargreaves et al. 1975). Researchére USA (Silberman 1971; Bowles and Gintis@)97
and in the UK (Sharp and Green 1975; Willis 19&%ealed how the cultural lives of schools oftetexfand

reproduce tensions and inequalities in the wideresy, leading to disenchantment and disengagefremt
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education among students from certain sectionociety, such as lower SES groups and ethnic miaerit
(Coard 1971; Willis 1977).

This led to a shift in emphasis in policy approacimethe USA and the UK, away from individualised,
medicalised, within-child approaches to understagdind dealing with SEBD within more socially-otiesh
approaches which highlighted the impact of negasweial experience on the development of SEBD and
juvenile delinquency. In educational terms, thidiqy shift was reflected in efforts to improve adjty of
opportunity in education. In the UK this was illkeged in the widespread abandonment of selecticabidigy
at the age of eleven and the introduction of coimpnsive secondary schools. In the USA, large-siate-
wide and community-based early interventions weoagered, combining an aggressive approach toitackl
poverty and unemployment with compensatory educafimgrammes (e.gOperation Headstajt The
recently develope&ure Startin the UK offers a similar approach. Urban regatien initiatives, such the
UK government'sNew Dealprogramme are reflective of this recognition of tielationship between poor
living conditions, economic hardship and social audicational engagemeriiew Dealtargeted areas of
severe social deprivation with the injection of danto improve the physical infrastructure, inclufitne
public-owned housing stock, community facilitiesdaaducational provision. It has been argued thist th
concoction, at its most negative, results in theettment of an ‘underclass’ operating outsidelibendaries
of mainstream civil society to the detriment of ibéhe wider society and themselves (MacDonald 1997)
This construct provides a useful metaphor for ustdeding the experience of marginalisation, hegpless
and despair experienced by people who find therasetut off from the comforts and rewards that coritie
relative educational success, stable employment machbership of an aspirational community. This is
particularly resonant in educational research stdvhich have repeatedly revealed that highly iB&et
educational systems often provoke the developmean-social and anti-school sub-cultures amoraséh
who find themselves at the lowest strata (Hargred@67; Cefai et al. 2008).

A further dimension of the shift towards institutéd interventions aimed at preventing educational
failure and disaffection can be found in the schefééctiveness (Reynolds and Sullivan 1979; Rutteal.
1979; Purkey and Smith 1984; Mortimore et al. 19881ith and Tomlinson 1989) and school improvement
literature (e.g Fullan 1992). This research endeaisorooted in the unremarkable, but potent, ratamn of
the fact that the quality of a school makes a dtffiee to pupil academic attainment.

The accumulated research on school effectiverreskiped a range of characteristics which appeared
to differentiate between high and low performintp@als (in terms of students' behaviour, attendaaroed
attainment) with demographically-similar profile€ore characteristics included: consultative apgnea by
school leaders; a curriculum tailored to pupilseéd®e coupled with high expectations; positive teapuil
relationships and preventive rather than remedwigpr@aches to behavioural problems and pastoralsneed
(Mortimore 1998).

More recently it has been argued that one of thstmmportant protective factors against problefns o

disaffection and delinquency is ‘attachment to sding’ (Smith 2006). This can be defined in teraighe
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degree of emotional commitment towards and posgoaal and academic engagement with schoolindpfelt
students. Students who have a strong attachmeohtml, believe that success in school is infitegéarding
and will lead to significant rewards in later lif#/eak attachment to school is characterized byfendnce or
hostility towards teachers and skepticism abouv#iee of schooling. This perspective can beyin,tlinked
with the concept of social and emotional resilie(eg. Cefai 2008), which is concerned with inresaurces
that individuals have for dealing with social andogional challenges. It is argued that schools gay a
major role in promoting the development of sucloveses through the creation of caring, studenterent
educational environments emphasising the importaficemotionally supportive staff-student relatiomsh
and school systems which acknowledge the sociakamational underpinnings of the learning process.

In addition to the above, there is a growing boflgmpirically based literature which reports oe th
effectiveness of specific intervention approaches @ogrammes aimed at preventing and remediatiiC5
in schools (see Cooper and Jacobs 2010, for awkviehese include behavioural and cognitive beharab
approaches that can be implemented by individ@adhers, peer-cooperation programmes (Cowie eD8B)2
as well as whole school approaches, such aS¢heol Wide Positive Behaviour Supp@®f&ughn 2006.) and
FRIENDSprogramme (Barrett et al. 1999). There are alsrative or adjunct interventions which take
place outside of mainstream classrooms and sonetontside of mainstream schools, such as Nurture
Groups (Cooper and Tiknaz 2007), and Career Acede(emple and Wilner 2008). Evidence shows that
interventions such as these can be extremely eféest improving the quality teacher-student intti@ns
and in promoting the positive development and ttruasition of social and emotional competencies @ano

students.

SEBD and inclusive education

Contemporary understandings of socially aware agpres to education tend to be accompanied by a
scepticism towards ‘non- mainstream’ approacheSEN and an emphasis on ‘inclusive’ education (e.g
Sebba and Sachdev 19%kidmore 2004). Unfortunately, there is often @evgap between the aspirations
towards inclusive education and practice. CurdiO@ provides evidence from a review of inclusivagtice

in eighteen countries that adds to this bleak pi;tprefacing the article with the following statemtt

In spite of a number of legislative moves, inclesaducation has been surrounded by debates
for various reasons. First, what is declared inislagon is not necessarily adequately
implemented in practice [...], or evenly within therters of one country [...]. Second, some
debates centre on the very nature of inclusion [.Researchers do not uniformly agree on
what, in fact, constitutes inclusive practices.

(Curcic 2009, 517)

Recent research in the UK has highlighted somewgifflaws in inclusive practice. This is noted by

Shevlin et al. (2008, 143), who, with referenc©tSTED reports, find that:

despite certain progress (towards inclusion) aersgemingly intractable difficulties remain as
barriers to the realization of the inclusion stggte
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They highlight the point that students with SEB[e ahe most difficult to accommodate in
mainstream schools because of the impact of sudests on the wider community of students.

MacBeath et al. (2006) report on a study theyiearout in 20 English schools (10 first, middle and
primary; 9 secondary and 2 special). They foungsastirous confection of ‘good intentions’, inadegustaff
training and resources, and competing agendas whkigy argue, contribute to a rising tide of sqcial
emotional and behavioural difficulties which, inru create additional demands that school staffilare
equipped to meet. The result is an unsatisfactduga&ional experience for staff and pupils in gaheMore
recently, Blatchford et al. (2009) report on a éasgale study of the impact of Teaching Assistéhfg on
attainment levels of students with SEN. They fotimat the more TA time students received, the laiveir

level of attainment. The authors express:

concerns about [Teaching Assistants’] lack of pregaess, the way pupils can be separated
from the teacher and the curriculum as a resulbedfig supported by support staff, and the
associations with academic progress.

(Blatchford et al. 20@9

Given that TAs and other similar forms of in-clasgpport personnel are often a central feature of
inclusive education provision, it is disturbing see these findings. These studies point to theedfan
identified by MacBeath et al. (2006), of basing @tional provision on a commitment to an untested
ideology. The irony of the situation identified Byatchford and colleagues is the exclusionary disébling
effect of the very provision that is intended torpote inclusion. This also highlights the misleadnature of
using the number of special school closures angtésence of students with SEN on the rolls of stagam
schools, as indices of inclusion. It points to thatential wisdom of maintaining a mixed-economy of
mainstream and non-mainstream provision for childiad young people with SEBD, the pattern found in
most developed countries. However, one effetit®@fdeological aspect of the inclusion agendatendency

to marginalise and denigrate special provision (€ 2004; Shevlin et al. 2008).

Conclusion: Implications for policy and intervention

In relation to the broad social policy arena, itisar that the social and emotional charactesisiic
children are influenced to a significant degree thgir early, pre-school life experience. The suppo
structures that are in place for young children gk parents can play a vital role in helpingldt@n to get
the best out of the school experience. The qualftyiving conditions, employment opportunities,eth
accessibility of welfare support, and the avaiipibf good quality health care provision, are fantental in
this regard.

When things go wrong and children experience SERDis important that interventions are
implemented which are contiguous with these bagipart structures. Where SEBD occur, they mosnoft
reflect a deficiency that requires rectificatiomhis deficiency may reside in the environment & thild, in

relation to influences in the family, neighbourhquekr group or school, and it may be influencedagyors
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internal to the child, such as cognitive distor@md/or deficits, and biological predispositidn.some cases,
influences from all of these sources may be at wolk any event, the emphasis needs to be direted
promoting the positive social engagement of childiad young people who experience difficulties.

Of particular concern in this area is the needadyalanced approach to intervention. It would be
naive and irresponsible to conclude that therenareircumstances in which individuals, includingldien,
should be removed from their communities and placesgcure provision for the protection of themssland
others. Whether we like it or not, it is unlikehlyat we have seen the last of the children andeadehts who
knowingly harm others and even commit murder. s ltiniportant however, that we recognise that theee a
often important commonalities shared by individual® commit the worst offences against societytande
who experience more common SEBD. Chief among tltesemonalities is a sense of detachment and
sometimes alienation from the social and emotiarmald of the majority of their peers. This suggestat the
main remedy, when such problems arise, shouldrbedhat healing this detachment and/or alienation.

It follows therefore, that interventions must fecen the promotion of social and emotional
competence. Immediate impulses towards coerciveeawtlisionary interventions will need to be regste
simply because they are likely to reinforce theyy@oblems they purport to address. This doesmaatn that
the agencies which are traditionally associated wiercion and exclusion, such as the criminaligast
system and psychiatric medicine, should be assumbd part of the problem rather than part of tiatsn.
Restorative justice programmes, for instance, seeleal with criminal offences in ways which seekéepair
‘the relationship between the offender, the victand the community at large’ (CIJSNI 2007, 1). &iny,
psychotherapeutic interventions can aid an indafiduability to engage more effectively with thewn
emotions and aid their abilities to engage witheothin pro-social ways (Nathan and Goreham 2002).
Psychotropic medication can also aid these prosessen used in the context of a multimodal intetnogn
programme (Barkley 1992).

The foregoing reinforces the core theme that palsponses to SEBD in young people must focus on
the fulfilment of individual needs, and underlirtee central role of education. This paper has hegart a
plea for a rational and dispassionate look at tleswin which the inclusive education construct ciffe
teachers and students in the real world and how ithpacts on SEBD. It has underlined that diverse
educational needs require diverse intervention@oslision with an emphasis on parity of esteem.itRes
social, emotional and educational engagememmt,the goals of educational intervention for aldents, and
such engagement might take place in any one ofmabau of different educational settings. Educationa
placements should therefore be based on decisiomst avhere opportunities for such engagement can be
found, rather than on where some people think theghtto be found. This argument may be seen as a
challenge to some approaches to inclusive educatibith assume a concordance between so-called
mainstream schools and the mainstream of socigfyB@oth and Ainscow 1997). What is exactly meant b
the term ‘mainstream’ in either context is uncleéchool systems, like societies, tend to be §idtin

complex ways. In fact (with reference to an eadiection of this paper), one of the ways in whackociety
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might reproduce its social inequalities is by claignthat its schools share a common (e.g. 'maiastie
status whereby inequalities in outcomes can onlgthiébuted to the quality of the subject teachshdls of
their staff.

In conclusion it has to be stated that childred @dolescents with SEBD are the casualties of
dysfunctional societies. They deserve policy andruention responses which acknowledge this realaply
when specific attention is given to their particuteeeds will there be a significant measurablelr@suerms

of this problem.
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