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Education policies alone cannot tackle educational disadvantage. Cross-sector
synergies are required, to link what schools can do with what employment, finance,
youth, health, justice, housing, welfare and other services can offer.

This report shows examples of how this objective might be achieved in practice.
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Education policies alone cannot disrupt inter-generational cycles
of deprivation and tackle educational disadvantage. Cross-sectoral
approaches are required, to link education and training policies
with what employment, finance, youth, health, justice, housing,
welfare and other services can offer.

This is a key message emerging from the Commission's 2006
Communication "Efficiency and Equity in European Education and
Training Systems" and from the May 2010 Council Conclusions on
the social dimension of education and training.

Such co-ordinated, multi-strand approaches, sustained consistently over time, are difficult for policy
makers and challenge the professions involved. Yet, they may offer the best approach to preventing or
mitigating the impact of multiple and cumulative disadvantage on people's educational experiences and
life chances.

Some EU Member States have moved some way towards such an approach, often as part of their early
school leaving prevention strategies or overall lifelong learning strategies, and have established multi-
service collaborations where professionals with different areas of responsibility work together to support
disadvantaged children and adults.

This report suggests that centring such a multi-faceted response to vulnerability on and around schools,
the only universal service where the well-being of children and young people can be regularly monitored,
would seem a wise step towards achieving universal active inclusion. It has attempted to:

a) identify examples of multi-service interventions where there is robust evidence of successful
outcomes for disadvantaged children and young people; and

b) reveal the conditions for success.

It shows that, while "education cannot compensate for society", schools have an important part to play in
tackling vulnerability through early intervention and the sustained support of vulnerable children and
young people. They are well placed to understand the dynamic nature of social exclusion, to recognise the
continuum of need, to spot when a child becomes vulnerable and to act. Many acknowledge this broader
role, but many need help making a success of it. The report provides policy guidance to this end.

A key message from this report is that the work of schools in tackling vulnerability should be located
within wider strategies for equality and inclusion that recognise the need to address the economic and
social conditions in which exclusion arises. The same message emerges strongly from the "Social
Investment package" the European Commission put forward last February. Within that package, the
Recommendation Investing in Children: breaking the cycle of disadvantage calls for a holistic approach
and for multi-dimensional action against disadvantage and exclusion. Increased vulnerability due to the
current economic crisis makes this an urgent matter.

The present report is a timely contribution to the implementation of the Recommendation. It shows, with
evidence, how effective cross-sectoral synergies and multi-strand attacks on the local determinants of
educational disadvantage can be designed and implemented. Also, that this approach is fully compatible
with coordinated macro-level policy efforts to tackle disadvantage and inequality at source.



As the report explains, cross-sectoral approaches do not necessarily demand additional resources so much
as that existing resources are used in a different way. They imply a shift in focus away from dealing with
manifest problems towards preventive work and away from slow-moving and tightly rationed crisis
responses towards early intervention. Above all, they imply a move away from fragmented action by
separate actors towards coordinated —and therefore more efficient— interventions. Such approaches,
therefore, can either save costs or free up existing resources for dealing with a wider range of issues —they
can thus contribute to smart spending at a time resources are scarce.

The report suggests that such approaches should be integral rather than peripheral to education systems.
That they should not be seen as optional extras to the core business of education systems, supported in
the economic good times, but dispensable when times are hard.

This work suggests that what is now needed is a strong over-arching conceptual framework to underpin
and help shape national policies for active inclusion. Such a framework can usefully guide the work of
schools with vulnerable young people: it can bring national policies in different sectors into alignment,
facilitate cross-sectoral work at local level, and monitor its outcomes in appropriate ways. This should be a
framework, not a cage.

Through its recent "Social Investment" initiative, the European Commission has taken the lead in
articulating such a broad guiding framework to encourage and support cross-sectoral approaches in
Member States. The present report helps us visualise how these objectives might be achieved in practice
in and around schools.

Brussels, May 2013

Vi—

Jan Truszczynski
Director-General
European Commission's Directorate-General for Education and Culture
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Schools cannot work alone to disrupt intergenerational
cycles of deprivation and tackle educational dis-
advantage. A combination of factors beyond schools
limits educational opportunities and life chances.

This means that cross-sector strategies are required,
to link what schools can do with what other sectors
such as employment, health, finance, justice, housing,
youth and welfare can offer.

The complexity of vulnerability calls for more systemic,
"ecological" responses which involve interventions in
families and communities alongside help for children
and young people.

Difficult as they may be for policy makers, co-
ordinated, multi-strand approaches sustained consi-
stently over time may offer the best approach to
preventing or mitigating the impact of multiple and
cumulative disadvantage on people's educational
experiences and life chances.

That these responses should be closely linked to
schools, the only universal service where the well-
being of children and young people can be regularly
monitored would seem a wise step towards achieving
universal inclusion.

Preventative multi-service interventions in and around
schools are easiest to achieve if backed by national
policies that promote inter-sectoral synergies from
policy, through implementation to delivery. These
synergies need to overcome strong historical bounda-
ries between different services and professions.

Policy-led co-location of the different services is not
sufficient. Efforts are needed to support genuine inter-
professional collaborations at the point of service
delivery.

Some EU Member States have moved some way
towards such an approach, often as part of their early
school leaving prevention strategies or overall lifelong
learning strategies, and have established multi-service
collaborations where professionals with different areas
of responsibility work together to support dis-
advantaged children and adults.

This review has examined synergies across policy fields
and in multi-professional partnerships, at local and
regional levels in Europe, which aim at articulating
interventions with education and training. It has
attempted to: a) identify examples of multi-service
interventions where there is robust evidence of
successful outcomes for disadvantaged children and
young people; and b) reveal the conditions for success.

The LSB teams (Learning and Behavioural Support
Teams) in the Netherlands, the "Team around the
Child" initiative in the UK and the "Social Workers in
Schools" in Sweden are successful, innovative
examples of such multi-professional synergies created
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in and around education. These all focus primarily on
helping children to be prepared to take advantage of
schooling.

Other interventions such as the Bildungsoffensive
Elbinseln (Elbe Island Training Offensive) in Hamburg,
the One Square Kilometre of Education in Berlin or On-
Track in England, include schools as important partners
in wider "ecological" attacks on deprivation. Others,
such as some extended or community schools in
Belgium and England are based in schools and offer
enrichment experiences to children and families.

Cross-sectoral approaches are likely to make their
greatest contribution within the context of a holistic
and equitable view of education as being about holistic
and equitable learner development.

Cross-sectoral approaches and inter-professional
collaborations are easier to establish with statist or
directive forms of governance (in which services are
provided directly by the state, national and/or local)
than with more delegated modes which rely mainly on
monitoring.

Such approaches do not necessarily demand additional
resources so much as that existing resources are used
in a different way. Therefore, they can either save costs
or free up existing resources for dealing with a wider
range of issues thus contributing to "smart spending".

Funding for cross-sectoral approaches should be
considered a priority in the effort to reach the Europe
2020 target of 10% early school leaving across the EU.

Such multi-faceted approaches must not be sacrificed
simply because they are harder to evaluate. They need
national or regional support and funding commitment
and take time before outcomes can be produced as
evidence of success.

Single-service and longer-term systemic multi-strand
approaches can be complementary. The Familiscope in
Ireland is a good example.

Responsive changes in practices in and around schools
are necessarily sensitive to local conditions, making
simple generalisations from interventions about what
works difficult. Attention should therefore be paid to
the principles and values underpinning interventions.

A robust overarching conceptual framework is
urgently needed to help shape the development of
national policies for active inclusion. Such a framework
can usefully guide the work of schools with vulnerable
young people: it can bring national policies from
different sectors into alignment, facilitate cross-
sectoral work at local level, and help monitor its
outcomes in appropriate ways. Such a framework
cannot and should not be over-prescriptive, but it can
give administrations and practitioners in Member
States a set of conceptual tools for thinking about how
cross-sectoral approaches might be developed in their
contexts.

|NESET$ 9
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Yunnuiiata He moraT camu fia NpeKbCcHaT NpeAasaluara ce oT
NMOKO/IEHNe Ha MOKOJEHWe Cnupana Ha  CcoumanHa
HecnpaBe/IMBOCT U fja ce CNpaBAT C HepaBHOMPABMETO B
obpasoBaHneto. KombuHauua  oT  dakTopu,  KOMTO
HafXBbPAAT ~ PaMKUTE  Ha  YYUAULLETO,  OrpaHMyaBa
06pasoBaTE/IHUTE U XKUTENCKUTE Bb3MOMXKHOCTU.

ToBa o03HayaBa, 4Ye ca HeOBXOAMMM MEMKAYCEKTOPHMU
CTpaTerMmn, KOMTO 4a CBbPXKaT TOBa, KOETO yunauwara morat
[a HanpaeAT, C TOBa, KOETO MOraT Aa Mpeasioxar Apyrv
CEeKTOpM, KaTo TpyAoBaTa 3aeToCT, 3A4paBeonassaHeTo,
buHaHCKUTE, NPaBOCHAMETO, KUAWULLHOTO  HacTaHsABaHe,
NONUTMKNTE 33 MIALENKTA U BNAroCbCTOAHUETO.

Cnoxuute npobnemu, CBbP3aHU C yA38uMocmma, ce
HY}KZ@AT OT MO-CUCTEMEH, MHOroo6xBaTeH NOAXOA, KOWTO
BK/OYBA AEMHOCTM B cemeiicTBaTa M O6LLHOCTUTE, 3ae4HO C
npeAoCcTaBsHaTa NoOMOLL Ha AeLaTta U MIaAuUTe Xopa.

Makap v BEpOATHO TPYAHW 33 NOAUTULMTE, KOOPAUHUPAHW-
Te, MHOTOCEKTOPHU MOAXOAM, KOWUTO ce NoAAbpKaT nocne-
[l0BaTe/IHO BbB BPEMETO, MOraT fa Ce OKaxkaT Hai-gobpusat
HauMH 3a NpefoTBpaTABAHE WAM HamaifBaHe Ha Bb3aei-
CTBMETO Ha HaTpynaHWTe U MHOTOBpPOVHM MNPEeYKM npea,
06pa3oBaTENIHUTE U IKUTENCKUTE Bb3MOXHOCTM Ha XOpaTa.

OcbliecTBABaHETO Ha 6/1M3Ka BPb3Ka Mexay TO3M Nnoaxod v
yumnmwata — eAMHCTBEHAaTa YHMBEpPCanHa ycayra, KbaeTo
61aroCbCTOAHMETO Ha AeLata U MIaguTe Xxopa Moxe Aa 6bae
PefioBHO CNEeAeHO — M3INENAA MHTENUTEHTHa CTbMKa KbM
NOCTUraHeTOo Ha YHMBEPCAIHO COLMAHO BKAKOYBAHE.

MpeBaHTMBHATA Hameca Ha Pa3/IMYHM CAYKO6U BbB U OKO/IO
yuUMAMLaTa ce NpoBexaa Hall-ecHo, ako ce nogxpens oT
HaLMOHaNHK MONUTUKM 3a HacbpyaBaHe Ha
MEX/AYCEKTOPHUTE  CTPATerMyecku  CUHeprMm —  OT
Cb3[laBaHETO Ha MNO/JUTMKATa, Mpe3 MU3MbJHEHWETO A0
MOCTUraHeToO Ha Pe3ynTaTh. Te3n MEeXAYCEeKTOPHU CUHeprum
TpabBa f4a MPeojoneAT CUIHOTO UCTOPUYECKO pasaeneHue
MEXAY Pa3NNYHUTE CYKOM U Npodecuu.

BogeHO OT MOAUTMYECKM CbOBpaXKeHUA nperpynupaHe Ha
pasnuuHUTe cnykbu He e poctatbyHo. Heobxoaumu ca
ycunua B MoAKpena Ha WCTMHCKO mexaynpodecnoHanHo
CbTPYAHUYECTBO NPU NPEAOCTaBAHETO Ha YCyruTe.

HAKoM AbpXaBu uneHkn Ha EC ca nocturHanu onpepeneH
Hanpeabk B TOBa OTHOLEHWE, YeCcTO B pPaMKWTe Ha
cTpaTervaTa cv 3a NpefoTBPaTABaHE Ha MpeXaeBpeMeHHOTO
HanycKkaHe Ha yuunuie uan oblmte cTpaTerny 3a yyeHeTo
npes Lenus K1BOT, U Ca YCTAHOBUN CTPYLAHUYECTBO MEXIY
cnykbute, NpU  KOETO  CAYKWUTEAW  OT  PasNUYHK
npodpecroHanHn 061act paboTaT CbBMECTHO B MOAKPena Ha
Jela 1 Bb3pacTHWU B HEPABHOCTOMHO NOJIOXKEHUE.

B ToBa M3cnepBaHe e HanpaBeH Npernes, Ha CUHeprMn Ha
PasNMYHM  MOMIMTUKM M MapPTHLOPCTBA MENKAY Pas/IMUHM
npodecun Ha MEeCTHO M perMoHanHo pasHuwe B EBpona,
uenawm ¢GopmMmynnpaHeTo Ha AencTBuAa B 06s1acTTa  Ha
06pa3oBaHMETO 1 0ByYeHMETO. B Hero ce npasu onuT ga ce:
a) OTKPUAT NPUMEpU 3a AENCTBMA HA Pa3NUYHK CAYK6M, 3a
KOMTO UMMa COAMOHM  [OOKasaTencrtsa, 4Ye ca  Jaau
NONIOXKUTENHW Pe3ynTaTh B N0A3a Ha AeuaTta U MmaaguTe xopa
B HEPABHOCTOMHO MO/IOXKeHWe; M B) yCTaHOBAT yc/i0BMATa 3a
NOCTUrAHETO Ha MONOXKUTENHU Pe3yaTaTU.

Exkmnute Ha LSB (Learning and Behavioural Support Teams)
B HupepnaHausa, uHuumatmeata "Team around the Child"
("Ekmn okono peteto") B ObeamHeHOTO KpanctBo U Social
Workers in Schools ("CoupanHu pabotHuum B yunnuwe") B
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LlBeuns ca npumepu 3a NoAo6HM yCnewHU U MHOBATUBHM
CUHEPrUM Mexay pasnuuHu npodecuu, Cb3aafeHn BbB U
oKono obpasosaHueTo. Te ce CbcpefoTOYaBaT NPEAUMHO
BbPXY NOANOMaraHe Ha NOAroToBKaTa Ha AeLaTa fa U3B/ekat
N0/13a OT YYUIULLETO.

Opyrv  vHuumatueu  Kato  Bildungsoffensive  Elbinseln
(MHMumaTHBa 3a 0byyeHne Ha ocTposu B Enba) B Xambypr n
One Square Kilometer of Education (EOuH ksadpameH
Kunomemup obpazosaHue) B bepavH unu On-Track B AHrava
BK/IOYBAT YUM/IULLATA KAaTO BAXKHM NapTHbOPU B MO-LUMPOKUTE
MHOroo6XxBaTHM AeVCTBUA CpeLLly CoLManHaTa HepaBHOMOCTa-
BeHOCT. [pyru, KaTto HAKou "paswupeHu” wan "obwHocmHu"
yyunuwa B benrua n AHrUA, ce HAMUpaT Ha Mepumopuama
HO yuuauLaTa ot popmasHaTa cucTema 1 npegsiarat naamTpa
OT Bb3MOYKHOCTY 3a feLa v cemeincTaara um.

BepoATHO e MeXAyCeKTOpHUTe NoAXOAM Aa AafaT CBOA Hal-
rONAM  MPUHOC B  KOHTEKCTA Ha  XOAUCMUYHOMO U
pasHornocmasAuio pasbupaHe 3a 0bpa3oBaHUETO, OCUryps-
BaLLO LANIOCTHO M PAaBHOMOCTaBEHO Pa3BUTUE Ha ydelluTe ce.

MeXayCeKTOpHUTE NOAXOAM W MEXAYNPOoPecuoHaNHOTO
CbTPYAHMYECTBO Ce Cb3AaBaT Mo-JeCHO NPU Npeku Gopmu Ha
ynpasieHue (Npu KOUTO ycayrute ce NpeaocTaBaT MpPsAKo OT
[ObpKaBHUTE OpraHW, Ha HAUMOHANHO W/MAM  MEeCTHO
paBHULLE) B CPaBHEHME C MO-AENerpaHn MeToAM, KOUTO ce
OCHOBaBaT NPeAUMHO Ha HabnloaeHue.

Mofo6HN NOAXOAM He W3NCKBAT HENPeMEHHO TOJIKOBa
OOMBAHWUTENHU  PECYPCW,KONKOTO  M3MOMI3BAHETO  Ha
CbLLECTBYBALUMTE PECYPCU MO PasnnyeH HaumH. ETo 3awo Te
moraT Wau 4a A0BeAaT 40 MKOHOMMM Ha pasxogu, wau aa
0CcBO6OAAT CbHLLECTBYBALLM PECYPCU 33 MOBeYe AENHOCTU U
Taka da AonpuHecat 3a "MHTENUreHTHO M3pasxoABaHe Ha
pecypcute".

®UHaAHCMPAHETO Ha MeX/YyCeKTOPHUTE Moaxoau cneaga Aa
ce cyuTa 33 NPUOPUTET B YCM/IMATA 33 NOCTUrAHE Ha LienTa Ha
ctpaterna  "EBpona  2020" 3a  HamansABaHe  Ha
npexaespeMeHHo HanyckawwmTe yunnuuwe 8 EC go 10 %.

Moao6HU MHOrOCTPaHHU Noaxoam He Tpabsa Aa ce ubarsar
CaMo 3aLL0TO MO-TPYAHO NOA/ENKAT Ha OueHKa. Te ce Hyxaa-
AT OT HaLMOHANHA WU PErvoHaNHa NOAKPena N aHraXKMMeHT
33 GUHAHCMPaHE U UM € HY}KHO Bpeme npeau pesyaTatn ot
TAX @ MOraT fia NOCNYXKaT KaTo A0Ka3aTescTBO 3a ycrex.

EAVHWYHWTE M NO-AbBArOCPOYHUTE CUCTEMHU MHOFOCTPAHHU
noaxoAM MoraTt ga ce gonbnasat. Familiscope 8 UpnaHaus e
[06bp Npumep.

MONOMKUTENHUTE NPOMEHMN B NPAKTUKMTE BbB 1 OKOJIO YU~
LaTa ca NoABNACTHM Ha MECTHWUTE YC/I0BUA, KOETO 3aTPYAHS-
Ba onpocTteHuTe 0606LLeHMA 33 pe3ynTaTHOCTTa Ha onpese-
neHo aencteme. ETo 3awwo Tpabsa ga ce 06bpHe BHUMaHWe Ha
MPUHLMAMNMTE U LEHHOCTUTE, KOWUTO CTONAT 33/ AeiCTBUATA.

Heobxoauma e cTabunHa LANOCTHA KOHUENTyasHa pamKa,
KOATO fa noAnomorHe ohpopmMAHETO M pa3paboTBaHeTo Ha
HaLMOHA/HW MOMIMTUKM 3a aKTMBHO npuobliasaHe. Takasa
pamka MoMe Aa Aafe Mofe3HW Hacoku B pabortara Ha
YUMNULLA C YASBMMM MM XOpa: Ypes Hes Mo NoaxoAsLy,
HauMH MOXe A3 ce COAMNKAT HaLMOHANHWUTE MOJSUTUKU OT
Pa3NMYHK CEKTOPU, A3 Ce YNIECHWU MeXAyCeKTopHaTta paboTa
Ha MEeCTHO paBHULLE W A3 ce NOAKPenu HabnoaeHWeTo Ha
pesynTaTuTe OT Tasu pabora. MogobHa pamka He MOXKeE U He
TpAbBa 43 € npekaneHo HOPMATMBHA, HO MOXe [a
npeaoctasM Ha agMUHUCTpaUUUTE U CneumanucTute B
[IbpXKaBuUTE YeHKU HAaboP OT KOHLENTYaNHU MHCTPYMEHTH 3a
HauMHWUTE 3a Pa3paboTBaHe Ha MEXKAYCEKTOPHW MOAXOaM B
TEXHNA KOHKPEeTEH KOHTEKCT.
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Prolomeni kruhu deprivace a znevyhodnéni ve vzdélavani,
ktery zasahuje nékolik generaci, nelze ponechavat jen na
Skolach. MozZnosti vzdélavani a Zivotni prileZitosti omezuje
vice Ciniteld, které ramec skol presahuiji.

To znamend, Ze jsou zapotrebi strategie jdouci napfic
odvétvimi, které spoji praci Skol s tim, co prinaseji dalsi
sektory, jako je zaméstnani, zdravotnictvi, finance, justice,
bydleni, politika mladeZe a socidlni zabezpedeni.

SloZitost problematiky zranitelnosti vyZaduje systémova a
komplexni feseni, kterd kombinuji plsobeni v rodinach a
komunitach s pomoci adresovanou détem a mladezi.

Koordinovany a mnohostranny pfistup, ktery vyZaduje,
aby byl disledné uplatfiovan po urcitou dobu, a z hlediska
koncepce se jevi jako sloZity, maze byt nejucinné;jsi cestou
k prevenci nebo zmirfovani dopadu, jez ma viceCetné a
kumulované znevyhodnéni na vzdélavaci moZnosti a
Zivotni prilezitosti.

Zapojit do této reakce Skolu, kterd je jedinou univerzaini
sluzbou, v jejimz rdmci lze ndlezité dohlizet na kvalitu
Zivota déti a mladeZe, se zda jako rozumny postup k
dosazeni vSeobecného zaclenéni.

Preventivni opatfeni v podobé rlznych sluzeb
poskytovanych pfimo Skolami nebo ve spojeni s nimi se
nejsnaze uskutecriuji, pokud jsou zaloZena na vnitro-
statnich strategiich, které podporuji souinnost mezi
odvétvimi od koncepce politiky pres jeji provadéni az po
dosazeni vysledk(. V zajmu tohoto spoleéného pulsobeni
je tfeba prekonat historicky hluboce zakofenéné predély
mezi riznymi sluzbami a profesemi.

Politicky zakotvena koexistence rlznych sluzeb nestadi. Pri
poskytovani téchto sluzeb je tfeba usilovné podporovat
pfirozenou spolupraci mezi profesemi.

Nékteré Clenské staty EU jiz v tomto sméru ucinily prvni
kroky — ¢asto jako soucast strategii proti predcasnému
ukoncovani Skolni dochdzky ¢&i obecnych strategii
celoZivotniho uéeni—a zavedly formy spoluprace mezi
sluzbami, v jejichz ramci spolecné plsobi profesiondlové
odpovidajici za rdzné oblasti, aby pomahali znevyhod-
nénym détem a dospélym.

Tento prezkum se zabyva soucinnosti, ktera existuje mezi
rGznymi oblastmi politiky a pfi spolupraci rznych profesi
na mistni a regionalni Urovni v Evropé, jejimz cilem je
realizovat opatreni prostiednictvim vzdélavani a odborné
pfipravy. Prezkum se pokousi: a) o nalezeni pfikladd
opatreni, do nichZ je zapojeno nékolik sluzeb najednou, s
prokazatelnym pfinosem pro znevyhodnéné déti a
mladez, a b) o zjisténi predpokladil vedoucich k Gspéchu.

Mezi Uspésné a inovativni pfiklady soucinnosti riiznych
profesi v ramci vzdélavani patfi LSB Teams (Learning and
Behavioural Support Teams) v Nizozemsku, iniciativa
Team around the Child ve Spojeném kralovstvi nebo
Svédsky projekt spocivajici v nasazeni socidlnich
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pracovnikl do skol. Cilem vSech uvedenych opatfeni je
predevsim pripravit déti tak, aby dokazaly optimalné
vyuzit své skolni dochazky.

Dalsi opatfeni v oblasti vzdéldvani, jako je
Bildungsoffensive Elbinseln v Hamburku, Ein Quadratkilo-
meter Bildung v Berliné nebo projekt On-Track v Anglii,
zapojuji  Skoly jako ddleZité partnery v SirSim a
komplexnim boji proti deprivaci. Dalsi iniciativy, jako jsou
nékteré rozsifené Skoly (extended schools) nebo
komunitni skoly v Belgii a Anglii, ptsobi v ramci skol a
détem i rodindm nabizeji dal$i obohacuijici zazitky.
Meziodvétvové koncepce jsou nejpiinosné;jsi, funguji-li v
kontextu celostniho a rovnostdrského pojeti vzdélavani,
kdy je cilem komplexni rozvoj jedince v duchu vzijemné
rovnosti.

Meziodvétvové  koncepce a  spoluprace  rlznych
profesionall se snaze realizuji v podminkéach statniho ¢i
hierarchického Fizeni (kdy jsou sluzby poskytovany pfimo
na statni, narodni a/nebo mistni drovni) nez v
podminkach fizeni vykondvaného v prenesené pravomoci,
které se opird predevsim o dohled.

Tyto koncepce nemusi ani tak vyZzadovat dalsi zdroje jako
spiSe zménu vyuZiti zdrojl stdvajicich. Mohou tedy
naklady bud’ usetfit, nebo uvolnit prostredky, které jsou k
dispozici, na feseni sirsiho spektra problémd, a prispét tak
k optimalizaci vydaja.

Financovani meziodvétvovych koncepci by mélo byt
povazovano za prioritu pfi snahdch o splnéni cile strategie
Evropa 2020 spodivajicim ve sniZzeni pred¢asného
ukoncovani skolni dochazky na 10 % v celé EU.

Skutecnost, Ze se meziodvétvové koncepce hire
vyhodnocuji, nesmi byt prekazkou. Je potfeba je podpofit
a financovat na statni nebo regionalni Urovni. Jejich
Uspésnost Ize doloZit aZ po urcité dobé.

Koncepce zaloZené na jediné sluzbé a dlouhodobé,
systematické a mnohostranné koncepce se mohou
vzajemné dopliovat. To dobfe doklada iniciativa nazvand
Familiscope z Irska.

Zmény postupl ve Skolach a v souvislosti s nimi musi
citlivé reagovat na mistni podminky; vyvodit prosté
zobecnéni ohledné toho, co funguje, je tudiz obtizné.
Pozornost by se tedy méla vénovat zdsadam a hodnotam,
z nichZ opatreni vychazeji.

Je naléhavé potreba vytvorit pevny zastfesujici koncepcni
ramec, ktery by napomahal pfi vyvoji vnitrostatnich politik
aktivniho zacleriovani. Tento ramec by mohl byt voditkem
pro préaci $kol se zranitelnymi mladymi lidmi: mdze uvadét
do souladu vnitrostatni politiky z rlznych odvétvi,
usnadnovat meziodvétvovou cinnost na mistni Urovni a
naleZitymi zplsoby pomdhat pfi monitorovani vysledku.
Tento rdmec nemlze a nemél by byt nadmérné
preskriptivni, ale mudZe dat spravnim organim i
odbornikim v ¢lenskych statech soubor koncepcnich
nastroj pro Uvahy o tom, jak lze meziodvétvovy pFistup
rozvijet v jejich podminkach.

|NESET$ 11



10.

Skoler kan ikke arbejde pa egen hand for at afhjeelpe
langvarige afsavn, der straekker sig over generationer, og
handtere uddannelsesmassige skavheder. Der er et
samspil af faktorer uden for skolelivet, der begraenser
uddannelses- og fremtidsmuligheder.

Det betyder, at der er brug for tvaersektorielle strategier
for at forbinde det, skolerne kan ggre, med det, andre
sektorer som beskaeftigelse, sundhed, finansvaesen,
retsvaesen, boligsektoren, ungdomsomrader og velfaerd
kan tilbyde.

Komplekse problemer med sarbarhed kreever mere
systemiske, "@kologiske" Igsninger, hvor man kombinerer
indsatse i familier og lokalsamfund med hjeelp til bgrn og
unge.

Selv om koordinerede vidtfavnende fremgangsmader, der
understgttes pa lang sigt, er vanskelige for politikerne, kan
de veere den bedste made til at forebygge eller mildne
virkningen af flere og kumulative skaevheder inden for
personers uddannelsesforlgb og fremtidsmuligheder.

Disse lgsninger bgr gennemfgres i et naert samspil med
skolerne, den eneste universelle tjenesteydelse, hvor bgrn
og unges trivsel regelmaessigt kan overvages, saledes at der
kan opnas universel inklusion.

Forebyggende interventioner, der omfatter flere sektorer,
pa og omkring skoler, kan nemmest gennemfgres, hvis de
stgttes af nationale politikker, der styrker synergier mellem
sektorer, fra beslutningsfasen over implementering til
levering. Disse tvaersektorielle synergier skal derfor
overvinde steerke historiske adskillelser mellem forskellige
tjenester og erhverv.

Topstyret samhusning af de forskellige tjenester er ikke
nok. Der er brug for en indsats, der understgtter reelt
tveerfagligt samarbejde der, hvor tjenesten leveres.

Nogle EU-medlemsstater har beveaeget sig hen mod en
sadan fremgangsmadefremgangsmader, ofte som led i
deres strategier til at modvirke skolefrafald eller opna
livslang lzering, og har etableret samarbejde mellem flere
tjenester, hvor fagfolk med forskellige ansvarsomrader
arbejder sammen for at stgtte ugunstigt stillede bgrn og
voksne.

| denne rapport har vi undersggt synergier pa tveers af
politik- og fagomrader, pa lokalt og regionalt niveau i
Europa, hvor man sgger at opbygge samarbejde med
uddannelsessektoren. Undersggelsen har forsggt at: a)
kortleegge eksempler pa samarbejde mellem flere
tjenester, hvor der er staerke beviser pa positive resultater
for ugunstigt stillede bgrn og unge og b) klarleegge
betingelserne for positive resultater.

LSB-holdene (Learning and Behavioural Support Teams) i

Nederlandene, tiltaget Team around the Child i
Storbritannien og samarbejdet mellem skoler og
socialradgivere i Sverige er vellykkede, innovative

eksempler pa sadanne tveerfaglige synergier, der er
oprettet i og omkring uddannelse. Disse fokuserer alle
hovedsageligt pd at hjaelpe bgrn til at kunne drage fordel af
undervisningen.

12

11.

12.

13.

14.

15.

16.

17.

18.

19.

Andre initiativer som  Bildungsoffensive  Elbinseln
(Uddannelsesindsats pa gen i Elben) i Hamburg, Ein
Quadratkilometer  Bildung (En kvadratkilometers
uddannelse) i Berlin eller On-Track i England inddrager
skoler som vigtige partnere i bredere "gkologiske"
indsatser over for afsavn. Andre tiltag som visse udvidede
skoler eller skoler i lokalsamfundene i Belgien og England
foregar pa skoler og tilbyder berigende oplevelser for bgrn
og familier.

Tveersektorielle fremgangsmader har de bedste muligheder
for at bidrage inden for et holistisk og ligeligt syn pa
uddannelse, der drejer sig om at fremme elevernes
holistiske og ligelige udvikling.

Det er nemmere at oprette tveersektorielle
fremgangsmader og tveerfagligt samarbejde med
statsstyrede regeringsformer (hvor tjenester leveres

direkte af staten pa nationalt og/eller lokalt niveau) end
med former med mere delegering, der hovedsageligt
bygger pa overvagning.

Saddanne tilgange kraever ikke ngdvendigvis flere
ressourcer, men snarere at eksisterende ressourcer
anvendes pa en anden made. Derfor kan de enten give
besparelser eller friggre eksisterende ressourcer til at
handtere et bredere udvalg af problemer, og de bidrager
pa den made til mere effektiv udnyttelse af ressourcer.

Finansiering af tveersektorielle fremgangsmader bgr ses
som en prioritet i indsatsen for at nd Europa 2020-malet pa
10 % for skolefrafald i hele EU.

Sadanne flerdimensionelle fremgangsmader ma ikke
opgives, blot fordi det er vanskeligt at evaluere dem. De
kraever national eller regional stgtte og finansieringstilsagn,
og det tager tid, fgr resultaterne kan fremstilles som bevis
for succes.

Fremgangsmader, der omfatter en enkelt tjeneste, og
langsigtede systemiske fremgangsmader, der inddrager
mange omrader, kan supplere hinanden. Det er
Familiscope i Irland er et godt eksempel pa.

Responsive @ndringer i praksis pa og omkring skoler er
ngdvendigvis pavirket af lokale forhold, hvilket ggr det
vanskeligt at generalisere om hvilken form for intervention
der virker. Derfor bgr man veere opmarksom pa
principperne og vaerdierne bag interventionerne.

Der er akut behov for en solid overordnet begrebsramme
til at bidrage til at forme udviklingen af nationale politikker
om aktiv inklusion. Sddan en ramme kan veere nyttig som
vejledning for skolernes arbejde med udsatte unge. Den
kan afpasse nationale politikker for forskellige sektorer,
lette tveersektorielt arbejde pa lokalt niveau og hjelpe med
at overvage resultater pa egnede mader. Sadan en ramme
kan ikke og bgr ikke veere overdrevent normativ, men den
kan give forvaltninger og fagfolk i medlemsstaterne nogle
begrebsmaessige redskaber til at overveje, hvordan
tveersektorielle fremgangsmader kan udvikles i deres
omgivelser.



Schulen allein kénnen mehrere Generationen umfassende
Deprivationszyklen und Bildungsbenachteiligungen nicht
durchbrechen. Bildungs- und Lebenschancen werden durch
eine Kombination schulexterner Faktoren eingeschrankt.

Deshalb sind sektoriibergreifende Strategien erforderlich,
um das, was Schulen leisten kénnen, mit MaBnahmen in
anderen Bereichen (z.B. Beschaftigung, Gesundheits-
wesen, finanzielle Unterstltzung, Justiz, Wohnungswesen,
Jugend und soziale Sicherheit) zu verkniipfen.

Komplexe Gefdhrdungsprobleme erfordern umfassende
Anséatze, die u.a. MaRnahmen in Familien und Gemein-
schaften sowie die Unterstiitzung von Kindern und jungen
Menschen umfassen.

Koordinierte, mehrgleisige Ansdtze sind zwar eine
Herausforderung fir die Politik, dlrften jedoch — sofern sie
konsequent Uber ldngere Zeit umgesetzt werden — die
beste Methode sein, um Mehrfachbenachteiligungen, die
den Bildungsweg und die Lebenschancen von Menschen
beeintrachtigen, zu verhindern oder abzumildern.

Eine weise Entscheidung fiir einen Schritt in Richtung
allgemeiner Inklusion ware es, die Schulen eng in solche
Ansdtze einzubinden, da Schulen als einzige universelle
Dienstleistung die Moglichkeit haben, das Wohlergehen
von Kindern und jungen Menschen regelmafig zu verfol-
gen.

Praventive, verschiedene Dienstleistungen einbeziehende
Interventionen in und im Umfeld von Schulen lassen sich
am einfachsten durchfiihren, wenn sie sich auf nationale
Politiken stiitzen, die in allen Phasen — von der politischen
Entscheidungsfindung Gber die Verwirklichung bis zu den
Ergebnissen — auf die Ausschopfung sektoriibergreifender
Synergien ausgerichtet sind. Um solche Synergien zu
erreichen, missen hohe, historisch gewachsene Barrieren
zwischen verschiedenen Dienstleistungen und Berufs-
gruppen liberwunden werden.

Eine von der Politik angestoRene rdaumliche Zusammen-
legung verschiedener Dienste reicht nicht aus. Vielmehr
missen Anstrengungen unternommen werden, um eine
echte Zusammenarbeit der unterschiedlichen Berufs-
gruppen bei der Dienstleistungserbringung zu erreichen.

Einige EU-Mitgliedstaaten haben erste Schritte in Richtung
eines solchen Ansatzes getan (oft im Rahmen ihrer
Schulabbruch-Praventionsstrategien oder ihrer allge-
meinen Strategien fiir lebenslanges Lernen) und zu diesem
Zweck dienststellentbergreifende Kooperationen einge-
fuhrt, bei denen Fachleute aus unterschiedlichen
Zustandigkeitsbereichen gemeinsam an der Forderung
benachteiligter Kinder und Erwachsener arbeiten.

Im Rahmen der vorliegenden Untersuchung wurde
analysiert, wie Synergien Uber Politikfelder hinweg und
innerhalb von multidisziplindren Partnerschaften auf
lokaler, regionaler und europdischer Ebene bei der
Konzeption von MaRnahmen unter Einbeziehung der
allgemeinen und beruflichen Bildung ausgeschopft werden.
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Es wurde versucht, a) Beispiele fir multidisziplinare
MaRnahmen mit nachweislich positiven Ergebnissen fir
benachteiligte Kinder und Jugendliche sowie b) die
Voraussetzungen fiir ihren Erfolg zu ermitteln.

Erfolgreiche, innovative Beispiele fiir die Nutzung solcher
multidisziplinarer Synergien innerhalb und im Umfeld der
Bildung sind die LSB Teams (Learning and Behavioural
Support Teams) in den Niederlanden, die Initiative Team
around the Child im Vereinigten Konigreich sowie der
Einsatz von Sozialarbeitern in schwedischen Schulen. Sie
alle zielen in erster Linie darauf ab, die Kinder so zu
unterstitzen, dass sie voll von ihrem Schulbesuch profi-
tieren kénnen.

Bei anderen MaBnahmen, wie der Hamburger Bildungsof-
fensive Elbinseln, der Berliner Initiative Ein Quadratkilo-
meter Bildung oder On-Track aus England, agieren Schulen
als wichtige Partner im Rahmen breit angelegter und
umfassender Projekte gegen Benachteiligungen. Wieder
andere MaBnahmen sind in den Schulen angesiedelt und
bieten Kindern und Familien bereichernde Erfahrungen.
Beispiele hierfiir sind die Extended Schools in England und
die Gemeinschaftsschulen in Belgien.

Im Kontext eines ganzheitlichen, gerechtigkeitsorientierten
Bildungsansatzes durften sektoriibergreifende Konzepte
den groBRten Beitrag leisten, um eine ganzheitliche,
ausgewogene Entwicklung der Lernenden zu erreichen.

Multidisziplindre  Konzepte und berufsgruppenutber-
greifende Kooperationen lassen sich in staatlich gelenkten,
hierarchischen Verwaltungssystemen (bei denen Leis-
tungen direkt von staatlichen Stellen auf nationaler
und/oder lokaler Ebene erbracht werden) leichter ver-
wirklichen als in Systemen, die stérker auf die Ubertragung
von Befugnissen mit staatlicher Uberwachung setzen.

Solche Ansatze erfordern nicht unbedingt zusatzliche
Ressourcen, da vorhandene Ressourcen auf andere Art und
Weise eingesetzt werden. Somit kénnen sie sogar Kosten
sparen oder zuvor gebundene Ressourcen freisetzen, so
dass ein breiteres Problemspektrum behandelt und
zugleich ein Beitrag zu einer intelligenten Ausgaben-
strategie geleistet werden kann.

Die Bereitstellung von Mitteln flr sektoriibergreifende
Konzepte sollte mit Blick auf das Europa-2020-Ziel, den
Anteil der Schulabbrecher EU-weit auf 10 % zu verringern,
als Prioritat eingestuft werden.

Die Schwierigkeit der Evaluierung solcher mehrdimensiona-
len Konzepte sollte der Umsetzung dieser Konzepte nicht
im Wege stehen. Hierfiir werden Unterstlitzung vonseiten
nationaler oder regionaler Stellen sowie Finanzierungs-
zusagen benotigt. Bis Erfolgsbelege in Form greifbarer
Ergebnisse vorliegen, braucht es Zeit.

Monodisziplindre Ansdtze und langerfristigere, system-
bezogene mehrdimensionale Konzepte konnen sich
gegenseitig erganzen. Familiscope in Irland ist hierfir ein
gutes Beispiel.
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18. Wie sich die Verfahren in und im Umfeld von Schulen

19.

verdndern, hangt notwendigerweise von den lokalen
Bedingungen ab, so dass sich die Erkenntnisse aus solchen
MaBnahmen — was funktioniert und was nicht — nicht ein-
fach verallgemeinern lassen. Daher sollte man auf die
Grundsatze und Werte achten, auf die sich solche
MaBnahmen stiitzen.

Es wird dringend ein stabiler iibergeordneter konzep-
tioneller Rahmen bendétigt, um die Entwicklung nationaler
Strategien zur aktiven Inklusion zu unterstiitzen. Ein solcher
Rahmen konnte den Schulen als wertvolle Orientierungs-

14

hilfe fur ihre Arbeit mit benachteiligten jungen Menschen
dienen. Er konnte die Koharenz nationaler Strategien aus
unterschiedlichen Bereichen verstdrken, die sektoriber-
greifende Arbeit auf lokaler Ebene erleichtern und ein
geeignetes Monitoring der Ergebnisse gewahrleisten. Ein
solcher Rahmen kann und sollte keine GibermaRig prazisen
Vorgaben enthalten, doch er kann Verwaltungen und
Praktikern eine Reihe von Konzepten an die Hand geben,
die ihnen die Entwicklung sektorlbergreifender
MaRnahmen ermoglichen, die auf ihre spezifische Situation
abgestimmt sind.



4.

To oxoleio ev gival kavd amod pévo tou va SLAoTIACEL TO
Stayeveakd KUKAO NG uoTépnonc/Ueloveiag KoL va ovtL-
METWIOEL TG eKMAUSEVTIKEG OVIOOTNTEG. OL SUVOTOTNTEG
yla ekmaibeuon kat ya po agompenn {wr) meplopilovrat
ano éva ouvduaoud Mapayoviwv Tou unepPaivouv ta
Opla Tou oxoAsiov.

AuTO onuaivel OTL amattoUvToL SLO-TOMENKEG OTPATNYLKES
(cross-sector strategies), mpokelpévou va. cuveBel auto
TIOU Uopel va emTUXEL TO OXOAElo, He O0Q pPmopolv va
PoodEPOUV GANOL TOUEIG OTIWG N amaoxOAnaon, n uyeia, n
owovouia, n Swaloolvn, n otéyacn, n veolaia Kail n
KOWWVLKI TIpovoLa.

H moAlumlokdtnta twv TPoPANUATWY TOU EVUTIAPXOUV
otnv évvola "sunaBng" umayopelouv TV avaykn yla pia
ouotnukdtepn, "olkohoykn" QVTLETWILON, OTNV omoia
mapdAnAa e TNV apoxn Bonbelag ota matdld Kal Toug
véoug mepAapBavovial Kol TApeUPACEL TPOG TNV
OLKOYEVELQL KalL TNV KOWOTNTA.

‘Oco 6Uckolo kal av daivetal, n xapafn UAG TETOLOG
OUVTOVIOMEVNG, TIOAVETUMESNC, BLLWOLUNG Kal He SLdpkela
TIOALTIKAG, (0WG Kot va amoteAel Th 0odotepn MPOTEYYLON
yla TV mPOANYn Kot Tov MEPLOPLOUO TwV TOAAMAWY Kot
OUCOWPEUOUEVWY  UELOVEKTNUATWY OTNV  EKTTOUSEUTIKA
eunelpia Tou avBpwIou Kat ot SUVOTOTNTEG TIOU TOU
Sivovtat yla pua aompenr) Lwn.

To va ouvdeBouv OAeg aUTEG oL TtOPEUPAOELG OTEVA LE TO
OXOAELO, TO HOVO YeVIKNG eUPBENELAG dopEa TTOPOXNG UTIN-
PECLWY TIOU TapakoAouBel otevd to eminedo WA Twv
ToUSLWV Kot Twv VEWV, lowg va avadetyBel wg to o codd
BAMA YLl TNV QVTLLETWITLON TWV EKMTALSEUTIKWY OVLOOTH-
TWV KAl ouvakohouBa tn Slevpuvon TNG KOWWVIKAG
€vtaéng.

Tétoleg ouvBeTeg MapepPAceL; MPOANYNG YUpw ammd Kat
UECQ OTN OXOALKN KOLVOTNTA ETUTUYXAVOVTOL EUKOAOTEPQ
av urootnpyBolv amd eBVIKEG TIOATIKEG TIOU va
npofAEmouy Kat va TpowBoUV TG CUVEPYLEG METAEL
SLAPOPETIKWY TOHEWY, TOOO OTO OTASLO TOU OXESLAOUOU
Toug, 600 Kal Katd tn Sldpkela tng ebapuoyng toug. Ot
OUVEPYLEG QUTEG Ba TPETEL, WOoTOo0, va UTepBouv Loxupd
LOTOPIKA EUMOSLA PETAEY TWV EUNMAEKOMEVWV UTINPECLWV
Kot KAASwv.

Aev apkel n ocuotéyaon Twv SLdOPETIKWY TIOALTIKWY Kal
SLOKNTIKWY UTNpecwwy. Amouteitol mpoondbeia ya
OTAPLEN HLOG YVAOLAG KOl OTTOTEAECUOTIKIG CUVEPYOOLAG
UeTagL umnpeolwy amnd StapopeTikolg Topelg oTo onpeio
QKPLBWG TIOU TIAPEXETOL N ATTO KOWOU UTINPESIA.

Oplopéva kpatn péhn tng EE ouyvd, site oto mhaiolo tng
OTPATNYKAG TOUG Yyl TV TPOANYN TG mMPowpns
eykataAewng tou oxoAeiou, €ite TNG YEVIKAG OTPATNYLKAG
Toug yla T 81 Blou udabnon, £xouv MPOXWPHOEL WG Eval
BaBud mpog pia tétola katevBuvan Kat £Xouv KablEpwoeL
OUVEPYLEG METAEL SLaPOPETIKWY UTINPECLWV, OTIG OTIOLES
enayyeApatieg and Siadpopetikolg KAASOUG ouvepyad-
{ovtal ylo va umootnpifouv pelovektouvta matdld Kot
eVNAAKEC.
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310 mAaiolo authg TNG peAétng SlepeuviOnkav CUVEPYLEG
UeTafl SlodOpwV TOUEWV TIOALTIKNAG KO EMOYYEAUATIKWY
KAAdwv, o€ TOTIKO Kol TEPLPEPELOKO €minedo otV
Eupwrnn, ot omnoieg anofAénouv otn Staclvdeon Toug Ue
v eknaideuon Kol TNV Kotdption. H peAétn auth
eneipnoe: a) va evromiosl tekunplwuéva mopadeiyparta
EMTUXNUEVWY TIOAMOTAWY TOPEUPRACEWY yla oSl Ko
véoug mou Ppiokovtal oe pelovektikn Béon, kat B) va
avaSeifeL TOUG TAPAYOVTEG TG EMLTUXLOG TOUG.

Ou opddeg LSB (Learning and Behavioural Support Teams)
ot Katw Xwpeg, n mpwtoPoulia "Team around the Child"
oto Hvwpévo Baoidelo kat n mpwtoBoulia "Kowwvikol
Aettoupyol ota oxoleia" otn Toundia amoteholv emTuXn
KAl KOLWOTOMO TIOPASEIYHAT, TETOWV  TIOAUKAQSIKWY
OUVEPYLWV YUPW amod Kol MECO OTO OxoAeio. AuTEG ol
GUVEPYLEG amookomoUv Kupiwg va Bonbricouv ta moudld
VaL T(POETOLUAOTOUV KOAUTEPA WOTe Vo wdeAnBoulv oo to
Suvarto nepLocoTePO Ao Tt doitnor| Toug oto oxoAeio.

AMec mapeppdoslg onwg n Bildungsoffensive Elbinseln
(6pdion tng vricou EABa yia thv katdption) oto AuBoulpyo,
n &pacn One Square Kilometre of Education oto BepoAivo,
n n 6pdon On-Track otnv AyyAia, mepapBdavouv
OUVEPYLEC HeTAEL oxoAeiwv, Tou Aettoupyolv w¢ Paotkol
etaipol o pa eupuTeEPN "OKOAOYIKA" QVTLIETWITLON TOU
dawopévou ™G uvotépnong/petovetiag. AMeg HopdEg
napépPBaong, OMwG oplopéva oAornuepa oxoAsia | Tol
community schools oto BéAylo kat tnv AyyAia, evep-
yormowouvtal péoa ota idla ta oxoheia kat mpoadEpouv
TIAOUCLOTEPEG EKTIALOEUTIKEG EUTELPLEG OTAL TIOLOLA KL TLG
OLKOYEVELEG TOUG.

OL SLatopeakég mpooeyyioelg eival mbavo va cupBaiiouv
TIEPLOCOTEPO AV AELTOUPYHOOUV OTO TMAAICLO LG OALOTIKAC
KaL Kovwvika Sikatng TPooEyylong yla TNV ekmaideuon,
mou Bewpetl OtL Kupiapxog otdxog Tng ekmaibeuong sivat n
OUVOALKH KOl KOWWVLKA Sikaln avamtuén Twv ekmaldevo-
HEVWV.

OL SLaTopEaKES TTPOCEYYIOELG Kol OL SLAKAASIKEG CUVEPYLEG
EMITUYXAVOVTOL EUKONOTEPQ OTO TAAIGLO TILO GUYKEVTPW-
Tkwv popowv SlakuBépvnong (O6mou oL umnpeoieg
TIOPEXOVTAL AUECA ATIO TO KPATOG, 0 €BVIKO fi/KaL TOTUKO
eninedo) mapd oTo MAALCLO TILO QTTOKEVIPWUEVWY CUOCTN-
UATwv Tou Bacifovtal Kuplwg otV emTrpnon.

OL POCEYYIOELS QUTEG SeV amaLtolV KAt avaykn MUTAEOV
Topoug, ald amattolv SladopeTikr Xprion Twv Slabéaot-
UWV TIOPWV. TUVETWG, OUTEC OL TIPOOEYYIOELG UITOPOUV EiTe
VOt UELWOOUV TO KOOTOG, EITE va areAsUdEpWooLV UPLoTd-
UEVOUC TTOPOUG YO TNV OVTLUETWIILON €VOG €UPUTEPOU
ddopatog mpoPAnudtwy, cupBAAAovtog O A TO
"€€umvn SLaxeiplon Twv mopwv".

H xpnpatodotnon yio Slatopeakég mpooeyyioelg Ba
TPEMeL va BewpnBel wg mpotepatdTnTa 0TNV TTPOCTIAdELA
yla tnv eniteuén tou Eupwmnaikol otdxou yila Tng pelwon
™G MPOwWPNG aroxwpnong ard to oxoAeio oto 10 % ota
Kpdtn péAn tng E.E.
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Tétoleg TmOAUTAEUpeC Tpooeyyioel OSev  TpEmeL  va
Buoladovtot armwg Kat povov eneldn eivan o Suokoho va
alodoynBolv. Xpelalovtol €0VIKA 1 TEPLOEPELOKT UTTO-
otpn, 6éoueuon ywa xpnuotoddtnon, kal TioTwon
XPOVoU, €W OTou gpdaVIOTOUV TA QUTOTEAéOMATA PE T
ornoia armodekvUETaL N EMLTUXLA TOUG.

H mapoxn umnpeclwv HLoG KOTeLBUVONG LE OKPOTIPO-
OeouEG, OUOTNUIKEG Kal TIOAUSLAOTOTEG TIPOOEYYIOELG
Uropouv va eival cUUMANpwWUATIKES. H Spdon Familiscope
otnv IpAavdia aroteAel éva KaAod TETOLo MAPASELYUaL.

OL omolecbnmote aM\ayEG Ot ULOOETOUUEVEG TIPAKTIKES
péoa Kol yUpw amod to oxoheio Ba mpEmeL va avtamokpi-
VOVTOL OTLG TOTUKEG OUVONKeg Kal Slattepotnteg. Eival
S0U0KoAO va KATAAREEL KATIOLOG OE YEVIKA CUUMEPACHATA
ylo TO TL Asttoupyel Kat TL Oxl. Oa mpemnel va SoBei
Slaitepn TPOCOXN OTLG APXEG KAl TG afleg OTIG Omoieg
otnpilovtal oL mopeUPACELC.
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19.

Mpénet va Slapopdpwbesl dGueca €va oXupd YEVIKO
gvolohoyikd mAaiolo mou Ba PonBrosl otn xapaén
€0VIKWV TIOALTIKWV ME OTOXO TNV evepyo évtagn. Eva
T€Tolo mMAaiolo pmopel va KateuBuvel emwdeAwe To £pyo
Twv oxoAeiwv yla to we Ba otnpifouv Toug eudAwToUg
VEouG: umopei va euBuypappiost g BVIKEG TIOALTIKEG
otoug Sladopoug Topelg, va SleukoAUvel Tn StakAadikn
SouAeld oe TOmIKO emimedo KalL va GUUBAAEL otnv
nopakoAolBnon TwWv AMOTEAECUATWY TWV TOPEUPRATEWY
pe KataAAnAoug Tpomouc. Eva tétolo mAaiolo dev pnopet
Kal 8ev TPEMEL VoL €lval UTEPUETPA TIEPLOPLOTLKO, AAAG
umopei va mpoodEpel oTIg SNUOOLEG UTINPEGIES KOl 0TOUG
EUTAEKOUEVOUG EMAYYEALATIEG OE OO TOL KPATN MEAN TNG
E.E. éva epyaleio mpoPAnuaticpol ywa 1o Twg Ba
aVOITUEOUV TLG SLOTOENKEG TIPOCEYYLOELG OTO S1KO TOUG
mAaiolo avadopdc.
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La escuela no puede actuar en solitario para romper los
ciclos intergeneracionales de pobreza y abordar los
desequilibrios en materia de educacion. Una combinacion
de factores que va mas alld de la escuela limita las
oportunidades educativas y de tener éxito en la vida.

Esto significa que hacen falta estrategias intersectoriales
para conectar lo que la escuela puede hacer con lo que
pueden ofrecer otros sectores, como el empleo, la sanidad,
las finanzas, la justicia, la vivienda, la juventud y la
asistencia social.

La compleja problematica de la vulnerabilidad exige unas
respuestas mas "ecoldgicas" y sistémicas, es decir, respu-
estas mas generales que incluyan la intervencidn en fami-
lias y comunidades, junto con la ayuda a nifios y jévenes.

Por muy dificil que resulten para los responsables de las
politicas, los enfoques coordinados multifacéticos
sostenidos coherentemente a lo largo del tiempo pueden
ser la mejor manera de evitar o atenuar los efectos de las
desventajas multiples y acumulativas en la experiencia
educativa y las oportunidades vitales de las personas.

Conseguir que estas medidas estén estrechamente
relacionadas con la escuela, el Unico servicio universal en el
que puede supervisarse regularmente el bienestar de nifios
y jovenes, parece un paso acertado para lograr una
inclusién universal.

Las intervenciones preventivas multiservicios en la escuela
y su entorno son mas faciles de realizar si estdn respal-
dadas por politicas nacionales que promuevan sinergias
intersectoriales desde el disefio de las politicas hasta su
concretizacién, pasando por su ejecucion. Es necesario que
estas sinergias intersectoriales traspasen fronteras
histéricas muy arraigadas entre distintos servicios y
profesiones.

No basta con una coubicacién de los distintos servicios
dirigida por las politicas. Es necesario realizar esfuerzos
para apoyar una verdadera colaboracion interprofesional
en el lugar en que se prestan los servicios.

Algunos Estados miembros de la UE han realizado algunos
avances hacia tal enfoque, a menudo como parte de sus
estrategias de prevencion del abandono educativo
temprano o de estrategias generales de aprendizaje
permanente, y han establecido colaboraciones multi-
servicios, en las que profesionales con distintos dmbitos de
responsabilidad trabajan juntos para apoyar a nifios y
adultos desfavorecidos.

Esta revision ha examinado las sinergias entre diversos
4dmbitos de actuacion y en asociaciones multiprofesionales
tanto a nivel regional como local en Europa, con el objetivo
de articular las intervenciones en la educacién y la
formacién. Asimismo, ha intentado: a) identificar ejemplos
de intervenciones multiservicios en los que existen pruebas
fehacientes de buenos resultados para nifios y jovenes
desfavorecidos; y b) poner de manifiesto las condiciones
para el éxito.

Los equipos LSB (Learning and Behavioural Support Teams)
de los Paises Bajos, la iniciativa "Equipo en torno a la
infancia", del Reino Unido, y los "Trabajado-res sociales en
la escuela", de Suecia, son ejemplos acertados e
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innovadores de este tipo de sinergias multiprofesionales
creadas en el ambito de la educacién y su entorno. Todos
ellos se centran principalmente en ayudar a los nifios a
prepararse para aprovechar su escolarizacién.

Otras intervenciones, como la Bildungsoffensive Elbinseln
(Ofensiva de formacion de las islas del Elba), en Hamburgo;
Ein Quadratkilometer Bildung (Un kildmetro cuadrado de
educacién), en Berlin; u On-Track (En marcha), en
Inglaterra, incluyen a centros escolares como socios
importantes en unas ofensivas con un sentido mds
"ecoldgico" contra la pobreza. Otras iniciativas, como
algunas escuelas ampliadas o comunitarias de Bélgica e
Inglaterra tienen su base en la escuela y ofrecen
experiencias enriquecedoras a los nifios y sus familias.

Es probable que donde mas aporten los enfoques
intersectoriales sea en el contexto de una vision de
conjunto y equitativa de la educacion, pues se trata del
desarrollo de conjunto y equitativo del alumno.

Es mas facil establecer enfoques intersectoriales y una
colaboracién interprofesional con formas de gobernanza
estatales o dirigistas (en las que la administracion publica
nacional o local presta los servicios directamente) que con
formas mas delegadas que se basan principalmente en la
supervision.

Estos enfoques no requieren necesariamente recursos
adicionales, sino que se utilicen los existentes de forma
distinta. Por ello, pueden bien ahorrar costes o bien liberar
recursos existentes para hacer frente a una mayor variedad
de cuestiones, contribuyendo asi a un "gasto inteligente".

La financiacion para enfoques intersectoriales debe
considerarse una prioridad en el esfuerzo por alcanzar el
objetivo de Europa 2020 de situar en un 10 % el porcentaje
de abandono escolar prematuro en toda la UE.

Tales enfoques multifacéticos no deben sacrificarse por ser
mas dificiles de evaluar. Requieren un apoyo nacional o
regional y un compromiso de financiaciéon, y necesitan
tiempo para dar resultados que indiquen su éxito.

Los enfoques de servicio Unico y los enfoques multifacéti-
cos sistémicos a largo plazo pueden ser complementarios.
Familiscope, en Irlanda, es un buen ejemplo de ello.

Los cambios adecuados en las practicas en la escuela y su
entorno son necesariamente sensibles a las condiciones
locales, por lo que es dificil hacer generalizaciones simples
a partir de intervenciones concretas sobre qué es lo que
funciona. Por tanto, debe prestarse atencion a los
principios y valores en que se basan las intervenciones.

Se necesita urgentemente un sélido marco conceptual
general para ayudar a configurar la elaboracién de las
politicas nacionales para una inclusion activa. Dicho marco
puede servir para orientar el trabajo de la escuela en favor
de los jévenes vulnerables: puede alinear las politicas
nacionales de diferentes sectores, facilitar el trabajo
intersectorial a nivel local y ayudar a supervisar sus
resultados de forma apropiada. Dicho marco no puede y no
debe ser excesivamente prescriptivo, pero puede
proporcionar a las administraciones y los profesionales de
los Estados miembros un conjunto de herramientas
conceptuales para reflexionar sobre cémo pueden
elaborarse enfoques intersectoriales en sus distintos
contextos.
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Koolid ei suuda Uksinda tokestada Uhelt pd&lvkonnalt
teisele kanduvat torjutust ega lahendada haridusliku
ebavordsuse probleeme. HaridusvGimaluste ja elus ette
tulevate vdimaluste kasutamist takistavad mitmesugused
koolivalised asjaolud.

See tdhendab, et vaja on sektorilileseid strateegiaid, mis
vGimaldaksid  siduda  koolide tegevuse muude
valdkondadega, nagu toohdive, tervishoid, rahandus,
Oiguskaitse, eluase, noorsootdo ja heaolu.

Keerulise haavatavusega probleemid nduavad sisteem-
set ja "Okoloogilist" lahendust, mis perekonn ja kogu-
konna toetamise korvalt aitab ka lapsi ja noori.

Selleks, et valtida vGi leevendada mitmekordset ja
kumulatiivset kahjulikku md&ju inimeste haridusele ja
eluvaljavaadetele, on vaja koordineeritud, mitmetahu-
list ja jarjepidevat lahenemisviisi, kuigi poliitikakujunda-
jate jaoks vGib selle rakendamine tunduda keeruline.

Uldise kaasatuse saavutamiseks tundub mdistlik siduda
konealune ldhenemisviis tihedalt kooliga, sest hariduse
andmine on ainus universaalteenus, mis véimaldab laste
ja noorte heaolu korraparaselt jalgida.

Mitut valdkonda hdlmavate ennetavate teenuste
pakkumist koolis ja koolivaliselt on lihtsam korraldada,
kui riigi poliitika toetab asjakohaste nduete kehtestami-
sest rakendamiseni, soodustades valdkondadegahelist
slinergiat.

Poliitikast juhitud erinevate teenuste (mberjaotamine
ei ole piisav. On vaja teha joupingutusi, et toetada te-
enuste osutamisel toelist kutsealade vahelist koost6od.

Moned ELi liikmesriigid on kohati sellise lahenemisviisi
suunas liikkunud. Sageli on see osa liikmesriigi
strateegiast ennetamaks varajast koolist vélja langemist
vGi elukestva Oppe korraldamiseks ning liikkmesriik on
sisse seadnud teenustellese koost66 mitme vastutusala
spetsialistide vahel, et toetada ebasoodsas olukorras
olevaid lapsi ja tdiskasvanuid.

Kaesoleva labivaatuse raames uuriti poliitikavaldkonda-
de sinergiat ning kohaliku ja piirkondliku tasandi
kutsealade (ilest partnerlust Euroopas, mille eesmark on
koordineerida meetmeid hariduse ja koolituse
valdkonnaga. Ladbivaatuse eesmark oli a) leida néiteid
teenuselileste meetmete kohta, mille puhul on olemas
usaldusvaarsed tdendid edukatest tulemustest ebaso-
odsas olukorras olevate laste ja noorte jaoks ning b)
teha kindlaks tingimused edu saavutamiseks.

LSB-riihmad (Learning and Behavioural Support Teams)
Madalmaades, Uhendkuningriigi algatus "Team around
the Child" ning Rootsis "Sotsiaaltéotajad koolides" on
edukad ja innovaatilised ndited kutsealade ulesest
stinergiast haridussisteemis ja selle imber. Kdik need
algatused on eelkdige keskendunud laste abistamisele,
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et nad oskaksid haridusvbimalustest

kasutada.

igakulgselt

Sellistes algatustes nagu Bildungsoffensive Elbinseln
Hamburgis, Ein Quadratkilometer Bildung Berliinis voi
On-Track Inglismaal, on koolid olulised partnerid
ulatuslikumas "Okoloogilises" vditluses tdrjutusega.
Moned koolid, nagu nditeks huvi- ja kogukonnakoolid
Belgias ja Uhendkuningriigis tegutsevad kooliruumides
ning nende eesmark on pakkuda lastele ja peredele
rikastavaid kogemusi.

Valdkonnalilene lahenemisviis on eriti tShus tervikliku ja
tasakaalustatud haridussiisteemi loomisel, mis tagab
Oppija tervikliku ja tasakaalustatud arengu.

Valdkonnaiilest ldhenemisviisi ja kutsealade Ulest
koost6dd on lihtsam rakendada riikliku haldusmudeliga
(teenuseid osutab riik, piirkondlik ja/vdi kohalik
haldusiiksus) kui delegeeritud mudelitega, mis tugine-
vad peamiselt jarelevalvele.

Sellise lahenemisviisi puhul ei ole enamasti vaja
tdiendavaid vahendeid, kuid on vaja muuta
olemasolevate ressursside kasutust. Seega on voimalik
kas sdasta kulusid vGi vabastada olemasolevaid vahen-
deid, et tegeleda laiema teemaderingiga, toetades seega
arukat kulutamist.

Sektorillese ldhenemisviisi rahastamine on esmatéhtis
samm strateegia "Euroopa 2020" eesmadrkide saavuta-
misel, mille kohaselt tuleb koolist vdljalangenute
osatdhtsust vahendada kogu ELis 10 %ni.

Mitmekdlgseid lahenemisviise ei tohi kdrvale heita
lintsalt sellepérast, et nende tulemusi on keerulisem
hinnata. Sellised algatused vajavad riiklikku voi
piirkondlikku toetust ja rahaliste kohustuste votmist.
Edu téendavate tulemuste avalduseks tuleb votta aega.

Uksik teenus ja pikaajalised siisteemsed mitmetahulised
ldhenemisviisid vGivad Uksteist tdiendada. Hea naide
selle kohta on lirimaa projekt Familiscope.

Asjakohased muudatused koolis ja koolivaliselt peavad
tingimata arvestama kohalike tingimustega, mistdttu on
keeruline teha uldistusi selle kohta, et millised
meetmed toimivad. Tahelepanu tuleks seega pdodrata
meetmeid toetavatele pohimdotetele ja vaartustele.

Kiiresti on vaja tugevat lildist pohimdtete raamistikku, et
aidata valja tootada riiklik poliitika aktiivse kaasatuse
saavutamiseks. Selline raamistik oleks kasulikuks suuni-
seks koolidele keerulises olukorras olevate noortega
tegelemisel. See vdiks aidata thtlustada riiklikku poliitikat
eri sektorites, hdlbustada valdkonnaulest koostdod
kohalikul tasandil ning lihtsustada tulemuste asjakohast
seiret. Selline raamistik ei tohiks teha liialt ettekirjutusi,
kuid see peaks andma liikkmesriikide haldusasutustele ja
ettevotjatele teatava arvu pOhimdéttelisi vahendeid, et
modelda, kuidas saaks sektorililest ldhenemisviisi
rakendada kohalikus kontekstis.
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Koulut eivat voi toimia yksinddn sukupolvelta toiselle
periytyvdan huono-osaisuuden katkaisemisessa ja koulu-
tuksellisen  huono-osaisuuden  torjumisessa. Koulun
ulkopuoliset eri tekijat rajoittavat sekd koulutus- ettd
eldamanmahdollisuuksia.

Taman vuoksi tarvitaan monialaisia strategioita, joilla
yhdistetaan se, mita koulut voivat tehd3, ja se, mita muilla
sektoreilla on tarjottavana; naita ovat esimerkiksi
tyollisyys, terveys, rahoitus, oikeus, asuminen, nuoriso ja
sosiaalihuolto.

Haavoittuvaan asemaan liittyvat monimuotoiset ongelmat
edellyttavat systemaattisempia, laajoja ja kattavia
ratkaisuja, joihin kuuluu perheissd ja yhteisGissa toteu-
tettavien toimien ohella lapsille ja nuorille annettava apu.

Vaikka koordinoidut, monialaiset lahestymistavat, joita
toteutetaan johdonmukaisesti ajan kuluessa, voivat olla
vaikeita paatoksentekijoille, ne voivat tarjota parhaan
tavan estdd tai lieventdd niitd vaikutuksia, joita
monimuotoisella ja kumuloituvalla vahdosaisuudella on
ihmisten koulutuskokemuksiin ja elamanmahdollisuuksiin.

Se, ettd nama toimenpiteet olisi liitettava laheisesti
kouluihin — ainoaan yleiseen palveluun, jossa lasten ja
nuorten hyvinvointia voidaan seurata saannéllisesti —
vaikuttaisi  viisaalta askeleelta yleisen osallisuuden
saavuttamiseksi.

Ennaltaehkaisevat monia palveluja yhdistavat toimenpiteet
kouluissa ja niihin liittyen ovat helpoimmin toteutettavissa,
jos niiden tukena on kansallinen politiikka, jolla edistetdan
eri  sektoreiden vilistda synergiaa toimintalinjojen
laadinnasta aina taytantoonpanoon ja toteutukseen asti.
Tata sektoreiden valista synergiaa tarvitaan ylittdmaan eri
palvelujen ja ammattialojen vahvat historialliset rajat.

Poliittisesti ohjattu eri palvelujen yhteissijoittelu ei riita.
Tarvitaan tukea aidolle ammattiryhmien viliselle
yhteistyolle palvelujen tarjoamispisteessa.

Jotkin EU:n jasenvaltiot ovat siirtyneet jonkin verran kohti
tallaista lahestymistapaa, usein osana strategioitaan, joilla
ehkaistaan koulunkdynnin keskeyttamista tai edistetaan
yleisesti elinikdistd oppimista, ja ne ovat perustaneet
monialaisia yhteistydmalleja, joissa eri aloista vastaavat
ammattilaiset tyoskentelevat yhdessda epaedullisessa
asemassa olevien lasten ja aikuisten tukemiseksi.

Tassd katsauksessa on tutkittu synergiaa eri toiminta-
alojen valilla ja monia ammattialoja yhdistavissa
kumppanuussuhteissa paikallis- ja aluetasolla Euroopassa,
kun tavoitteena on ollut niveltdd toimenpiteet koulutus-
toimintaan. Pyrkimyksena on ollut a) esittdaa esimerkkeja
monialaisista toimenpiteistd, joista on vankkaa nayttéa
vahdosaisille lapsille ja nuorille koituneesta hyodysta ja b)
paljastaa onnistumisen edellytykset.

Onnistuneita ja innovatiivisia esimerkkeja tallaisesta monia
ammattiryhmiad yhdistavasta synergiasta koulutustoimin-
nan piirissa ja siihen liittyen ovat LSB-tiimit (Learning and
Behavioural Support Teams) Alankomaissa, "Team around
the Child" -aloite Yhdistyneessa kuningas-kunnassa ja
kouluissa toimivat sosiaalityontekijat Ruotsissa. Ndissa

11.

12.

13.

14.

15.

16.

17.

18.

19.

kaikissa keskitytaan ensisijaisesti auttamaan lapsia, jotta
nama saisivat valmiudet hyédyntaa koulunkayntia.

Muissa toimenpiteissd,  joita ovat esimerkiksi
koulutusaloite Bildungsoffensive Elbinseln Hampurissa,
One Square Kilometre of Education Berliinissa tai On-Track
Englannissa, otetaan koulut mukaan tarkeind kumppa-
neina, kun pyritddn laajempaan ja kattavampaan
toimintaan  huono-osaisuuden  torjumiseksi.  Jotkin
toimenpiteet, kuten Belgian ja Englannin laajennetut tai
yhteisélliset koulut, toimivat kouluissa ja tarjoavat
rikastuttavia kokemuksia lapsille ja perheille.

Eri aloja yhdistdvien lahestymistapojen suurin vaikutus to-
teutuu todenndkoisesti kokonaisvaltaisen ja tasapuolisen
koulutusnakemyksen puitteissa, jossa koulutus nahdaan
oppijan kokonaisvaltaisena ja tasapuolisena kehittymisena.

Eri aloja yhdistavat ldhestymistavat ja ammattiryhmien
valiset yhteistydsuhteet on helpompi luoda valtion-
johtoisin tai maaraavin hallintomuodoin (joissa palveluja
tarjoavat suoraan valtio ja kansalliset ja/tai paikalliset
toimijat) kuin hajautetummin muodoin, jotka perustuvat
padasiassa seurantaan.

Tallaiset lahestymistavat eivat valttamatta niinkaan vaadi
lisdresursseja vaan sitd, ettd olemassa olevia resursseja
kaytetdan eri tavalla. Sen vuoksi niilld voidaan joko sddstdd
kustannuksia tai vapauttaa olemassa olevia resursseja
laajempien asiakokonaisuuksien kasittelyyn, mika edistaa
"alykasta varainkayttoa”.

Monialaisten ldahestymistapojen rahoitusta olisi pidettava
etusijakohteena pyrittdessa saavuttamaan Eurooppa
2020 -tavoite, joka on koulun keskeyttamisen
vahentaminen 10 prosenttiin koko EU:ssa.

Tallaisista monitahoisista lahestymistavoista ei pida luopua
vain sen vuoksi, ettd niiden arviointi on vaikeampaa. Ne
tarvitsevat kansallista tai alueellista tukea ja sitoutumista
rahoitukseen, ja ne vievadt aikaa, ennen kuin saadaan
tuotoksia, jotka ovat ndyttdona onnistumisesta.

Yhden palvelun ldhestymistavat ja pidemman aikavalin sy-
steemiset monialaiset lahestymistavat voivat olla toisiaan
taydentavia. Irlannin Familiscope on tasta hyva esimerkki.

Reagointiin perustuvat kdytdanteiden muutokset kouluissa
ja niiden toimintaympadristdissa vastaavat vaistamatta
paikallisiin olosuhteisiin, minkd vuoksi on vaikeaa tehda
yksinkertaisia yleistyksid siitd, mitka toimenpiteet ovat
toimivia. Siksi olisi kiinnitettdva huomiota toimenpiteiden
taustalla vaikuttaviin periaatteisiin ja arvoihin.

Tarvitaan kiireesti vankkaa ja kattavaa kasitekehysta
auttamaan aktiivista osallistamista koskevien kansallisten
toimintalinjojen kehittamisessa. Tallainen kehys voi ohjata
koulujen tydskentelyd heikossa asemassa olevien nuorten
parissa: se voi auttaa sovittamaan yhteen kansallisia
toimintalinjoja eri sektoreilla, helpottaa monialaista tyota
paikallisella tasolla ja auttaa seuraamaan sen tuotoksia
soveltuvilla tavoilla. Tallainen kehys ei voi olla eikd sen
pitdisi olla liian madradva, mutta se voi antaa
jasenvaltioiden hallintoelimille ja kdytannon tyota tekeville
joukon kasitteellisia valineita, joiden avulla voidaan pohtia,
miten monialaisia |dhestymistapoja voitaisiin kehittaa
niiden toimintaymparistossa.
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Les écoles ne réussiront pas, toutes seules, a rompre le
cycle intergénérationnel de reproduction de la pauvreté et
a éliminer toutes les inégalités dans I'éducation. Ce sont
des facteurs extérieurs aux écoles qui, conjointement,
limitent les possibilités d'éducation des individus ainsi que
leurs perspectives d'avenir.

I convient par conséguent que des stratégies
transsectorielles soient mises en ceuvre pour articuler ce
que les établissements scolaires peuvent accomplir a ce
que peuvent offrir d'autres secteurs tels que ceux de
I'emploi, de la santé, de la finance, de la justice, du
logement, de I'aide a la jeunesse et des services sociaux.

Des problémes complexes de vulnérabilité requiérent des
solutions plus systémiques et plus "écologiques" qui
comportent des interventions auprés des familles et des
communautés tout en apportant de l'aide aux enfants et
aux jeunes.

Si difficiles qu'elles puissent se présenter pour les
décideurs politiques, des actions coordonnées, pluridi-
mensionnelles et soutenues de fagon cohérente dans le
temps, peuvent constituer la meilleure solution pour
prévenir ou atténuer I'impact des désavantages multiples
et cumulatifs des individus sur leurs expériences
éducatives et leurs perspectives de vie.

Pour que l'inclusion concerne tous, il conviendrait de
rattacher étroitement ces actions aux écoles, le seul
service pour tous ou le bien-étre des enfants et des jeunes
puisse faire I'objet d’un suivi régulier.

Des interventions multiservices de prévention dans et
autour des écoles réussiront davantage dans la mesure ou
celles-ci s'inscrivent dans des politiques nationales qui
promeuvent des synergies intersectorielles stratégiques,
depuis le stade de I'élaboration des mesures considérées
jusqu'a leur mise en place effective, en passant par la
phase de mise en ceuvre. Ces synergies intersectorielles
doivent pouvoir surmonter des cloisonnements tenaces,
d'origine historique, qui séparent les différents services et
professions.

Le regroupement diment pensé et programmé des
différents services a I'ceuvre ne pourra pas s'avérer
suffisant. Il conviendra de travailler en outre a la pro-
motion de véritables collaborations interprofessionnelles
sur le lieu ou le service est offert.

Certains Etats membres de I'UE se sont dans une certaine
mesure ralliés a ces vues, le plus souvent dans le cadre de
leurs stratégies de prévention du décrochage scolaire
précoce ou dans celui des stratégies globales d'appren-
tissage tout au long de la vie. lls ont mis en place des
collaborations interservices dans lesquelles des profes-
sionnels de différents horizons collaborent pour venir en
aide aux enfants et aux adultes défavorisés.

La présente analyse s'est penchée sur les synergies entre
les différents domaines d’action et dans les partenariats
multi-professionnels tendant, a I'échelon local et régional
en Europe, a coordonner les interventions avec
I'enseignement et la formation. Elle s'est employée a : a)
repérer des exemples d'interventions interservices pour
lesquelles il existe des preuves solides de résultats positifs
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pour les enfants et jeunes défavorisés; et b) déterminer
quelles sont les conditions a réunir pour leur réussite.

Les équipes de soutien LSB (Learning and Behavioural
Support Teams) aux Pays-Bas, I’ "équipe autour de
I'enfant" au Royaume-Uni et les "travailleurs sociaux dans
les écoles" en Suede sont autant d'exemples novateurs de
réussite de ces synergies multi-professionnelles suscitées
a l'intérieur et autour de I"éducation. Elles se concentrent
toutes essentiellement sur la maniére d'aider I'enfant a
tirer le meilleur parti de sa scolarité.

D'autres interventions, telles que la Bildungsoffensive
Elbinseln (offensive de formation de I'ile d'Elbe) a
Hambourg, le kilométre carré de I'’éducation a Berlin ou
On-Track (en route) en Angleterre, associent les écoles en
tant que partenaires prépondérants dans de vastes
attaques "écologiques" contre la misére. D’autres
initiatives, comme certaines "écoles prolongées" ou
"écoles élargies" en Belgique et en Angleterre sont
implantées au sein méme des établissements scolaires
pour offrir plus de possibilités d'épanouissement aux
enfants et a leur famille.

C'est a la condition d'une vision holistique et équitable de
I'éducation centrée autour de I'apprenant que les
approches transsectorielles peuvent le mieux faire valoir
leur contribution.

Il est plus facile de mettre en place des actions transsecto-
rielles ainsi que des collaborations interprofessionnelles
lorsque la gouvernance est de type étatique ou dirigiste
(auquel cas les services sont assurés directement par
I’Etat, au niveau national et/ou local) de préférence a une
gouvernance plus caractérisée par la délégation et la
décentralisation, opérant essentiellement a travers une
activité de suivi (monitoring).

De telles approches ne requierent pas nécessairement des
ressources supplémentaires; il suffit plutot d'utiliser
différemment les ressources existantes. Elles permettent
soit de réduire les colits, soit de mobiliser les ressources
existantes pour faire face a un éventail de problemes plus
large et contribuer ainsi a "dépenser intelligemment".

Le financement des actions transsectorielles devrait étre
considéré comme une priorité en vue d'atteindre I'objectif
de la stratégie Europe 2020 consistant a limiter le
décrochage scolaire précoce a un taux de 10% dans
I'ensemble de I'UE.

Il ne faut pas renoncer aux actions pluridimensionnelles de
ce type pour la simple raison qu'elles sont plus difficiles a
évaluer. Il convient de les soutenir et de les financer au
niveau national ou régional et de leur laisser le temps de
produire des résultats permettant d'affirmer leur succes.

La méthode du service unique et celle des actions
pluridimensionnelles systémiques a long terme peuvent
étre complémentaires. Familiscope, en Irlande, en est un
bon exemple.

Les changements de pratiques adaptatifs, a I'intérieur et
autour des écoles, réagissent forcément aux parametres
locaux, ce qui devrait dissuader de procéder a des
généralisations hatives basées sur les interventions et sur
ce qui marche. Par conséquent, I'attention devrait plutét
se porter sur les principes et les valeurs qui inspirent ces

interventions.
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19. Un solide cadre conceptuel global favorisant I'élaboration

de politiques nationales de I'inclusion active est nécessaire
de toute urgence. Un tel cadre peut guider utilement le
travail des écoles avec les jeunes les plus vulnérables: il
peut harmoniser les politiques nationales de différents
secteurs, faciliter le travail transsectoriel au niveau local,
et contribuer a un suivi adéquat des résultats de ce

dernier. Un tel cadre ne peut et ne doit pas étre trop
contraignant; cependant il peut offrir aux administrations
et aux professionnels des Etats membres un ensemble
d’outils conceptuels leur permettant de réfléchir a la
maniére dont des actions transsectorielles pourraient étre
pensées dans leur propre contexte.
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Az iskoldk egymagukban nem tudjdk megsziintetni a
nemzedékek ota 6rokl6d6 hatranyokat, és kezelni az
oktatas terén kialakult egyenl6tlenségeket. Szamos iskolan
kivili tényez6 egyittes hatdsa korlatozza az egyének
tanulasi lehetGségeit és életesélyeit.

Ez azt jelenti, hogy sziikség van olyan agazatkézi
stratégiak kidolgozasara, amelyek 6sszekotik az iskola és
az egyéb — pl. foglalkoztatasi, egészségiigyi, pénzigyi,

igazsaglgyi, lakhatasi, ifjusagpolitikai vagy joléti —
szektorok cselekvési lehetSségeit.
A kiszolgdltatott egyének Osszetett problémaira

mddszeresebb, atfogdbb vélaszokat kell adni, amelyek a
gyermekek és fiatalok segitése mellett a csaladot és a
kozosséget is megcélozzak.

Barmilyen nehéz feladatot is jelent a politikusok szamara,
csakis 6sszehangolt, tobbsiki és hosszu tavon kovetke-
zetesen fenntartott koncepcidval lehet optimalisan
megel6zni, illetve enyhiteni az egyén oktatdsi- és
életesélyeit csokkentd tobbszoros, halmozott hatranyokat.

Mivel az iskola az egyetlen olyan egyetemes szolgéltatas,
amely rendszeresen nyomon tudja kévetni a gyermekek és
fiatalok  jolétének  alakuldsdt, a fent emlitett
intézkedéseket érdemes szorosan Osszehangolni az
oktatas teriletével, hiszen ez fontos lépés a mindenkit
befogadd tarsadalom megvaldsitasa felé.

Az iskolai és iskola koruli szakmakozi megel6z6 fellépések
akkor érik el legkdnnyebben a céljukat, ha olyan tagdllami
politikdk dllnak mogottik, melyek az intézkedések
kidolgozasatdl a megvaldsulasukig tamogatjak az dgazat-
kozi szinergidkat. Ezeknek az dgazatkozi szinergidknak at
kell tornitk a kulonbozé teriiletek és szakmak kozott
hosszu id6k soran kialakult erds falakat.

A kilonboz6 terlletek politikailag vezérelt 6sszekapcso-
ldsa nem elegendd. Eréfeszitéseket kell tenni azért, hogy
valédi szakmakozi egylttmiikodések alakuljanak ki ott,
ahol ez adott szolgaltatas megvaldsul.

Néhdny uniés tagdllam mar sikeres |épéseket tett e
koncepcié irdnydba, tébbnyire a korai iskolaelhagyas
megel6zését vagy az élethosszig tarté tanuldst szolgald
stratégiajuk részeként, és olyan szakmakozi
egylttmiikodéseket hoztak Iétre, ahol kllonbozé
teruletekért felel6s szakemberek koézosen tamogatjdk a
hatranyos helyzet( gyerekeket és feln6tteket.

Ez a dokumentum attekinti, milyen politikai terileteken
atnyulé és szakmakozi partnerségekben megnyilvanuld
szinergiak alakultak ki Eurépdban helyi és regiondlis
szinten az oktatds és képzés terliletén megvaldsuld
fellépések Osszehangolasa érdekében. A tanulmany céljai
a kovetkezék voltak: a) megnevezni a szakmakozi
fellépések olyan példait, amelyek egyértelm(ien
bizonyitott pozitiv eredménnyel jartak a hatranyos
helyzet(i gyermekek és fiatalok szempontjabdl; valamint b)
feltarni a sikeres fellépés feltételeit.

A hollandiai tanulas- és magatartassegit6 szolgalatok (LSB
teams, Learning and Behavioural Support Teams), az
Egyesult Kirdlysdg Team around the Child ("Gyermeksegit6
K6z0sség") kezdeményezése, illetve a svédorszagi "iskolai
szocialis munkasok" sikeres, innovativ példdk az iskolai
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vagy iskola korili szakmakozi szinergidkra. Valamennyi
féként arra Gsszpontosit, hogy segitsen a gyerekeknek
kiaknazni az iskola nyujtotta elényoket.

Mds intézkedések — példaul a Hamburgban inditott
Bildungsoffensive Elbinseln (Elba-szigeti Képzési Offenziva),
a berlini Egy Négyzetkilométernyi Oktatds program, vagy
az angliai On-Track ("Sinen") kezdeményezés a szegénység
elleni tagabb, atfogdobb szemléletli fellépések fontos
partnerekként kezelik az iskoldkat. Ismét mds programok,
mint a belgiumi és angliai kibdvitett avagy kézOsségi
iskoldk magukban az iskoldkban miikodnek, a gyermekek
és csaladjuk szamara is hasznos tapasztalatot kinalva.

Az agazatkozi koncepcidk olyan holisztikus és méltdnyos
felfogasban tudnak a legnagyobb eredménnyel jarni,
amely a tanuldk holisztikus és méltanyos fejlesztését
tekinti az oktatds végcéljanak.

Kénnyebb &4gazat- és szakmakozi egyuttmiikodéseket
kialakitani allami vagy kdzpontositott iranyitasi formak e-
setén (ahol a szolgaltatast kozvetlenll az dllam, a nemzeti
és/vagy helyi hatésagok biztositjak), mint a f6ként az okta-
tasfelligyeletre tamaszkodo decentralizalt rendszerekben.

E koncepcidk nem feltétlenil igényelnek tobblet-
forrasokat, csupan masként kell felhasznalni a meglévd
forrasokat. Ezért kéltségmegtakaritdst is jelenthetnek,
illetve meglévé forrdsokat szabadithatnak fel, mivel
tagabb problémakorokkel foglalkoznak, és ily mdédon
hozzajarulnak az forrasok takarékos felhasznalasahoz.

Az agazatkozi koncepcidk tdmogatasat prioritasnak kell
tekinteni, hogy teljestilhessen az Eurdpa 2020 stratégia
célja, mely szerint 10%-ra kell csokkentjen a korai
iskolaelhagydk aranyat az EU-ban.

Az ilyen tobbrétl koncepcidkat nem szabad csak azért
feldldozni, mert nehezebb kiértékelni az eredményeiket. E
programoknak a nemzeti és regiondlis hatdsagok
tdmogatasdra és pénzlgyi kotelezettségvallaldsara van
sziksége, és kell§ id6t kell hagyni arra, hogy eredményeik
révén bizonyithaté legyen sikerességuik.

Az egyszer( és a hosszabb tavu, rendszerszintl szakmakozi
koncepcidk kiegészithetik egymast. J6 példa erre az
frorszagban létrejott Familiscope program.

Az iskoldkban és iskoldk koril kialakult gyakorlatok
dinamikus megvaltoztatdsa sziikségszerlien erésen fligg a
helyi korilményektdl, igy nehéz a fellépések eredményét
altalanossagban értékelni. Ezért kiilon figyelmet kell fordi-
tani a fellépések mogott meghiizodéd elvekre és értékekre.

Az aktiv beilleszkedésre iranyuld nemzeti politikak
létrehozdsdnak elGsegitése érdekében siirgésen ki kell
dolgozni egy szilard, atfogé koncepcids keretet. Egy ilyen
altalanos keret hasznos lehet a kiszolgaltatott helyzeti
gyerekek érdekében végzett iskolai munkahoz: egymashoz
igazithatja a kulonboz6 szektorokban nemzeti szinten
miikod6 politikdkat, megkonnyitheti a helyi szint(
agazatkozi munkdt, és segithet megfeleléen nyomon
kovetni az eredményeket. E keret nem tud és nem is
szabhat tul szigoru korldtokat, de szamos elméleti eszkozt
adhat a tagallamok adminisztracidinak és szakembereinek
kezébe, hogy tovabbgondolhassak dgazatkozi koncepcidik
fejl6désének iranyait az adott kontextusban.
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Le scuole non possono operare da sole per rompere i cicli
intergenerazionali di poverta ed eliminare le
disuguaglianze dell'istruzione. Una combinazione di fattori
esterni alle scuole limita le possibilita d'istruzione degli
individui e le loro prospettive di vita.

Cio significa che & necessario adottare strategie
transettoriali volte a stabilire un collegamento tra cio che
gli istituti scolastici possono fare e ci6 che possono offrire
altri settori come quello dell'occupazione, della salute,
della finanza, della giustizia, degli alloggi, degli aiuti alla
gioventu e dei servizi sociali.

Problemi complessi di vulnerabilita richiedono soluzioni
piu sistemiche ed "ecologiche" che implicano interventi
presso le famiglie e le comunita, fornendo al tempo stesso
un aiuto ai bambini e ai giovani.

Per quanto possano essere difficili per i decisori politici, gli
approcci coordinati e pluridimensionali, sostenuti in modo
coerente al tempo, possono rappresentare il miglior modo
di prevenire o di mitigare l'impatto degli svantaggi
molteplici e cumulativi degli individui sulle loro esperienze
educative e le loro prospettive di vita.

Al fine di ottenere un'inclusione per tutti, sembra
opportuno collegare strettamente tali risposte alle scuole,
il solo servizio universale in cui il benessere dei bambini e
degli adolescenti puo essere regolarmente monitorato.

E pit facile porre in essere interventi multiservizio di
prevenzione all'interno e intorno alle scuole se queste
sono sostenute da politiche nazionali in grado di
promuovere sinergie intersettoriali strategiche, dalla
realizzazione sino alla fornitura del servizio. E necessario
che queste sinergie intersettoriali superino le forti barriere
storiche tra i diversi servizi e professioni.

Un raggruppamento di vari servizi incentrato sulle azioni
da intraprendere non & sufficiente. E necessario lavorare
alla promozione di vere e proprie collaborazioni
interprofessionali sul luogo in cui il servizio & offerto.

Alcuni Stati membri dell'lUE hanno realizzato progressi
verso questo tipo di approccio, spesso nel quadro delle lo-
ro strategie di prevenzione dell'abbandono scolastico pre-
coce o di strategie globali di apprendimento permanente,
e hanno posto in essere collaborazioni multiservizi nelle
quali professionisti con diversi settori di responsabilita col-
laborano per sostenere i bambini e gli adulti svantaggiati.

Questo riesame ha analizzato le sinergie a livello locale e
regionale in Europa tra i vari settori d'azione e nelle
partnership multiprofessionali volte a coordinare gli
interventi con il settore dell'istruzione e della formazione.
Il suo scopo e stato: a) individuare esempi di interventi
multiservizi per i quali esistono prove solide di risultati
positivi per i bambini e i giovani svantaggiati; e b)
determinare le condizioni del successo.

| "gruppi di sostegno all'apprendimento e al comporta-
mento" nei Paesi Bassi (LSB teams), il "gruppo intorno al
bambino" nel Regno Unito e i "lavoratori sociali nelle
scuole" in Svezia sono altrettante iniziative che si sono
realizzate con successo e costituiscono esempi innovativi di
queste sinergie multiprofessionali generate all'interno e
intorno al settore dell'istruzione. Esse sono tutte
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principalmente concentrate sull'aiuto ai bambini affinché
essi possano trarre vantaggio dalla scolarita.

Altri interventi, come il Bildungsoffensive Elbinseln
(offensiva di formazione delle isole dell'Elba) ad Amburgo,
il chilometro quadrato dell'istruzione a Berlino o la On-
Track (in strada) in Inghilterra, associano le scuole in
quanto partner importanti in ampi attacchi ecologici
contro la miseria. Altri interventi, come alcune "scuole
prolungate" o scuole finanziate da enti locali in Belgio e in
Inghilterra sono basati all'interno delle scuole ed offrono
esperienze di arricchimento ai bambini e alle famiglie.

Gli approcci transettoriali sono in grado di dare il loro
massimo contributo nel quadro di una visione globale ed
equa dell'istruzione che ha per scopo lo sviluppo olistico ed
equo dell'alunno.

Gli approcci transettoriali e le collaborazioni interprofes-
sionali sono piu facili da realizzare attraverso forme di
governance statali o dirigiste (in cui i servizi sono forniti
direttamente dallo stato, a livello nazionale e/o locale) che
non facendo ricorso a modalita con un maggiore livello di
delega che si basano principalmente sul monitoraggio.

Tali approcci non richiedono necessariamente risorse
aggiuntive ma consistono piuttosto nel realizzare in modo
diverso le risorse attualmente disponibili. Di conseguenza,
e possibile sia realizzare economie sui costi, sia liberare
risorse esistenti per fronteggiare un pil ampio ventaglio di
problemi e contribuire in tal modo a "spendere in modo
intelligente".

Il finanziamento delle azioni transettoriali dovrebbe essere
considerato come una priorita al fine di raggiungere I'obi-
ettivo della strategia Europa 2020 consistente nel limitare
I'abbandono scolastico precoce al 10% nell'insieme dell'UE.

Non bisogna rinunciare alle azioni multidimensionali di
guesto tipo solo per il fatto che sono piu difficili da
valutare. E necessario sostenerle a livello nazionale o
regionale, impegnando fondi a loro favore e lasciando loro
il tempo di produrre risultati che consentano di provare il
loro successo.

I metodo del servizio unico e quello delle azioni
multidimensionali sistemiche possono essere comple-
mentari. Familiscope, in Irlanda, ne & un buon esempio.

| cambi reattivi nelle prassi all'interno e intorno alle scuole
subiscono necessariamente l'influenza delle condizioni
locali, rendendo difficile giungere, partendo dagli
interventi, a semplici generalizzazioni in merito a cio che
funziona. Dovrebbe pertanto essere dedicata attenzione ai
principi e ai valori che sottendono gli interventi.

E urgentemente necessario un solido quadro concettuale
globale in grado di contribuire all'elaborazione di politiche
nazionali di inclusione attiva. Tale quadro pu® guidare
utilmente il lavoro delle scuole con i giovani piu vulnera-
bili: pud armonizzare le politiche nazionali di vari settori,
facilitare il lavoro transettoriale a livello locale e
contribuire a controllare i suoi risultati in modo adeguato.
Tale quadro non pud e non deve essere eccessivamente
vincolante ma puo dare alle amministrazioni e ai
professionisti degli Stati membri un insieme di strumenti
concettuali che consentano loro di avviare una riflessione
sul modo in cui gli approcci transettoriali potrebbero
essere sviluppati nel loro contesto.
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Jei norime uzkirsti kelig i$ kartos j kartg patiriamam
skurdui ir pasalinti mokytis trukdancias nepalankias
salygas, vien mokykly veiklos nepakaks. Mokymosi ir
apskritai gyvenimo galimybes riboja ir jvairds su mokykla
nesusije veiksniai.

Tai reiskia, kad reikia tarpsektoriniy strategijy, pagal
kurias mokykly veikla bty susiejama su kity sektoriy,
pavyzdZiui, uZimtumo, sveikatos, finansy, teisingumo,
bisto, jaunimo ir socialinio apripinimo, veikla.

Sudétingos  paZeidZiamumo  problemos reikalauja
sistemingesnio, "ekologiskesnio" atsako ir Seimy bei
bendruomeniy intervencijos siekiant padéti vaikams ir
jaunimui.

Kad ir kaip sunku politikams bdty ta pasiekti,
koordinuojamos daugiaaspektés ilgalaikés programos gali
bati tinkamiausias bldas uzkirsti kelig sudétinéms ir
kumuliacinéms nepalankioms aplinkybéms, susijusioms
su mokymosi ir apskritai gyvenimo galimybémis, ar
susvelninti jy poveikj.

ISmintingas Zingsnis siekiant visuotinés jtraukties baty
glaudziai susieti Sig veikla su mokykla — vienintele
visuotine institucija, kurioje galima reguliariai stebéti
vaiky ir jaunimo gerove.

Prevencine daugialype intervencijg mokyklose ir uz jy riby
blty lengviausia pasiekti, jei ja remty nacionaliniai
politikai, kurie, formuodami politikg, vykdydami veiklg ir
siekdami rezultaty, skatinty tarpsektorine sinergija. Tokia
sektoriy saveika galima tik jveikus tvirtas, istoriskai
susikloscCiusias jvairiy tarnyby ir profesijy veiklos ribas.

Politinio jvairiy tarnyby paskirstymo nepakanka. Reikia
déti daugiau pastangy, kad bty paremtas tikras jvairiy
profesijy atstovy bendradarbiavimas teikiant paslaugas.

Kai kurios ES valstybés narés i$ dalies jau vadovaujasi
tokiu pozidriu, neretai jtraukdamos jj j savo mokyklos
nebaigimo prevencijos strategijas ar mokymosi visg
gyvenima strategijas, ir plétoja daugialypj bendrad-
arbiavima: jvairiy sriCiy specialistai dirba drauge, kad
paremty nepalankioje padétyje atsidurusius vaikus ir
suaugusiuosius.

Sioje apzvalgoje nagrinéta vietos ir regioninio lygmens
Europos jvairiy politikos sriCiy ir profesijy partnerystés
sinergija, kuria siekiama apibrézti galimg intervencijg
Svietimo ir mokymo srityje. ApZzvalgoje visy pirma siekta:
a) nustatyti daugialypés intervencijos, davusios
akivaizdziai pozityviy rezultaty nepalankioje padétyje
esantiems vaikams ir jaunuoliams, pavyzdZiy ir b)
atskleisti sekmingo jgyvendinimo salygas.

LSB Learning and Behavioural Support Teams
(Nyderlandai), "Team around the Child" (Jungtiné
Karalysté) ar "Social Workers in Schools" (Svedija) —
sékmingi, novatoriski Svietimo sistemoje ir uZ jos riby
plétojamos profesijy sinergijos pavyzdziai. Visose Siose
iniciatyvose daugiausia démesio skiriama vaiko pasi-
rengimui naudotis mokymosi teikiamomis galimybémis.
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Kitose iniciatyvose, kaip antai Bildungsoffensive Elbinseln
(Elbe Island Training Offensive) (Hamburgas), One Square
Kilometre of Education (Berlynas) ar On-Track (Anglija),
mokyklos laikomos svarbiomis partnerémis kovojant su
skurdu platesniame, "ekologiniame" kontekste. Belgijoje
ir Anglijoje veikia prailgintos dienos grupés ar bend-
ruomenés mokyklos, paprastai jsikuriancios mokykly
patalpose ir sitilancios jvairios praturtinancios veiklos tiek
vaikams, tiek jy Seimoms.

Tarpsektoriné veikla veikiausiai labiausiai prisidéty prie
holistinio ir nesalisko poZitrio j Svietimg, kuriame bty
skatinamas holistinis ir nesaliskas besimokancio asmens
tobuléjimas.

Tarpsektoring veikla ir jvairiy profesijy atstovy
bendradarbiavimg  lengviau  plétoti  vadovaujantis
steitizmu ar nurodomojo pobidzio valdymu (kai
paslaugos teikiamos tiesiogiai valstybés, nacionaliniu ir
(arba) vietos lygmeniu), o ne delegavimo budais, kurie
grindZiami daugiausia stebésena.

Tokiai veiklai vykdyti nebdtinai reikia papildomy istekliy,
taciau turimus isteklius reikty skirstyti kitaip. Taigi, ji gali
padéti sutaupyti lésy arba islaisvinti turimus isteklius, kad
blty sprendZiamos jvairesnés problemos ir taip
prisidedama prie iSmanaus €Sy panaudojimo.

Tarpsektorinés  veiklos finansavimg reikéty laikyti
prioritetu siekiant strategijos ,Europa 2020“ tikslo —
sumazinti ES mokyklos nebaigianciy asmeny skaiciy iki
10 proc.

Tokiy daugialypiy metody nederéty atsisakyti vien dél to,
kad juos sunkiau jvertinti. Juos reikia remti ir finansuoti
nacionaliniu ir regioniniu lygmeniu ir kantriai laukti
rezultaty, kuriuos baty galima laikyti sékmés Zenklu.

vienalypiai ir ilgalaikiai sisteminiai
metodai. Puikus pavyzdys — Airijos

Jj papildyti gali
daugiaaspekdiai
Familiscope.

Zinoma, i§ to kylantys praktikos poky¢iai mokyklose ir uz
jy riby labai priklauso nuo vietos salygy, todél labai sunku
daryti bendro pobudZio iSvadas, kokio pobudZio inter-
vencija yra sekminga. Todél daugiausia démesio reikéty
skirti principams ir vertybéms, kuriais grindziama inter-
vencija.

Reikia skubiai sukurti tvirta, visiems aktualia ir
konceptualig sistema, kuri padéty formuoti nacionaline
aktyvios jtraukties politika. Tokia sistema bty naudingas
"vedlys" mokykloms, dirban¢ioms su nepalankioje
padétyje atsidrusiais jaunuoliais, nes ji padéty suderinti
jvairiy sektoriy politika, palengvinty vietos lygmens
tarpsektorine veiklg, ir padéty vertinti rezultatus
tinkamiausiais bldais. Tokia sistema negali bati pernelyg
norminanti, taciau ji gali suteikti valstybiy nariy
administracijoms ir specialistams konceptualiy prie-
moniy, kurios padéty plétoti tarpsektorinius metodus
konkreciomis aplinkybémis.
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Skolas nevar panakt starppaaudZu nabadzibas apburta
loka parrausanu un tikt gala ar skolénu nelabvéligo
situaciju izgltibas zina tikai saviem spékiem. Skolénu
izgltibas iesp&jas un turpmakas izredzes ierobezo vairaki
faktori, kas saistiti ar apstakliem arpus skolas.

Ir nepiecieSamas starpnozaru stratégijas, kas Jautu
izveidot saikni starp skolu iespéjam kaut ko mainit un citu
nozaru — ka pieméram, nodarbinatibas, veselibas, finansu,
majok]u, jaunatnes un labklajibas — pasakumiem.

Ar neaizsargatibu saistito sarezgito problému risinasanai
nepiecieSami vairak sistémisku, visaptverosu risinajumu,
kas ietver intervences gimenés un kopienas, lidztekus ar
palidzibu bérniem un jauniesiem.

Lai gan politikas veidotajiem var bt sarezgiti izstradat
koordinétas, daudzpusigas pieejas, tas konsekventi
Istenotas ilgstosa laika perioda, var izradities labaka
metode, kas novérs vai mazina daudzéjadu un kumulativu
nelabveéligu apstakju ietekmi uz cilvéku izglitibas iesp&jam
un nakotnes izredzém.

So risindjumu ciesa saistiba ar skolam — vienigo universalo
pakalpojumu, kura bérnu un jauniesu labklajibu var
regulari uzraudzit — Skiet sapratigs veids, ka veicinat
visparéjas ieklausanas panaksanu.

Preventivas daudzpakalpojumu intervences skolas un
saisttba ar skolam ir vieglak Tstenojamas, ja to pamata ir
valsts politika, kas sekmé starpnozaru sinergiju visos
darbibas posmos no istenoSanas lidz rezultatu
sasniegsanai. Sai starpnozaru sinergijai japarvar stipras
vésturiski izveidojusas robezas starp dazadiem pakal-
pojumiem un profesijam.

Ar politika balstitu dazadu pakalpojumu apvienosanu vien
nepietiek. Ir vajadzigi centieni atbalstit patiesu sadarbibu
starp dazadu jomu specialistiem pakalpojuma sniegSanas
vieta.

DaZas ES dalibvalstis ir nedaudz tuvinajusas sadai pieejai —

bieZzi savas priekslaicigas macibu  partrauksanas
novérsanas stratégijas vai visparéjas muzizglitibas
stratégijas — un ir izveidojusas daudzpakalpojumu

sadarbibu, kad dazadu jomu specialisti darbojas kopa, lai
atbalstitu bérnus un pieaugusos, kas atrodas nelabvéligos
apstak|os.

Saja parskata aplikota sinergija starp dazadam politikas
jomam un vairaku jomu specialistu partneribas vietéja un
regionala Ilimeni Eiropa, un ta meérkis ir sasaistit
intervences ar izglittbu un apmacibu. Taja ir méginats:
a) identificét daudzpakalpojumu intervencu piemérus, kas
sniedz parliecinoSus pieradijumus par sekmigiem
rezultatiem attiectba uz bérniem un jauniesSiem, kuri
atrodas nelabvéligos apstaklos; b)atklat sekmigas
darbibas nosacijumus.

Macisanas un uzvedibas atbalsta grupas (LSB teams,
(Learning and Behavioural Support Teams) Niderlandg,
iniciativa Team around the Child ("Grupa, kas darbojas
bérna laba") Apvienotaja Karalisté un "Socialie darbinieki
skolas" Zviedrija ir sekmigi, novatoriski pieméri Sadai
vairaku jomu sinergijai izglitiba un saistiba ar to. Visu So
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iniciativu galvena uzmaniba veltita tam, lai palidzétu
sagatavot bérnus péc iespéjas lielaka ieguvuma gisanai
no izglitibas.

Citas intervences — pieméram, Bildungsoffensive Elbinseln
(Elbas salu aktivas apmacibas pasakums) Hamburga,
"Izgltibas kvadratkilometrs" Berliné vai On-Track ("Uz
cela") Anglija — ieklauj skolas ka nozimigus partnerus
plasaka visaptvero$a nabadzibas novérSanas procesa.
Citas, pieméram, dazas paplasinatas jeb kopienas skolas
Belgija un Anglija, bazéjas skolas un piedava bagatinosu
pieredzi bérniem un gimeném.

Starpnozaru pieejas varétu bt noderigakas holistiska un
vienlidziga izglitibas konteksta, jo tas ir vérstas uz
holistisku un vienlidzigu studéjoso personu attistibu.

Starpnozaru pieejas un sadarbibu dazadu jomu specialistu
vida ir vieglak izveidot tad, ja darbojas valsts vaditas vai
hierarhiskas parvaldibas formas (kuras pakalpojumus tiesi
sniedz valsts — vai nu valsts, vai vietéja méroga), neka tad,
ja tiek Tstenotas delegétas parvaldibas formas, kas balstas
galvenokart uz uzraudzibu.

Sadu pieeju Tstenosanai nav obligati nepiecie$ami papildu
resursi, ja vien esosie resursi tiek izmantoti atskiriga
veida. Tapéc, izmantojot tas, var vai nu ietaupit lidzeklus,
vai atbrivot esoSos resursus, lai varétu risinat plasaku
problému loku, tadéjadi sniedzot ieguldijumu "sapratiga
lidzek]u térésana".

Finanséjums starpnozaru pieejam bitu jauzskata par
prioritati, lai sasniegtu stratégijas "Eiropa 2020" meérki —
10 % macibu priekslaicigas partrauksanas gadijumu ES.

No sadam daudzdimensionalam pieejam nav jaatsakas
tikai tapéc, ka tas ir gratak novertét. Tam ir nepiecieSams
valsts vai regionals atbalsts un apnemsanas nodrosinat
finanséjumu, un tam vajadzigs laiks rezultatu panaksanai,
kas var pieradit to sekmigumu.

Viena pakalpojuma pieeja un
daudzpuséja pieeja var papildinat viena otru.
piemérs tam ir Familiscope Trija.

ilgtermina sistémiska
Labs

Izmainas skolu praksé un ar tam saistitaja darbiba, ir
saistitas ar vietéjiem apstaklim, veicot vienkarSotus
visparindgjumus no intravencém par to, kas sagada
gratibas. Tapéc japievérSs uzmaniba principiem un
vértibam, kas ir intervencu pamata.

Ir steidzami nepiecieSams stabils visparéjs konceptuals
ietvars, kas palidzétu pilnveidot valstu politiku aktivas
ieklauganas sekmésanai. Sads ietvarsvar sniegt lietderigas
norades attieclba uz to, ka skolas stradat ar
neaizsargatiem jaunieSiem: ar ta palidzibu var saskanot
valstu politiku dazadas nozarés, atvieglot starpnozaru
darbu vietéja liment un palidzét atbilstiga veida uzraudzit
td rezultdtus. Sads ietvarsnevar bit pardk regula-
mentéjoss, un tam tadam nav jabut, tacu tas var sniegt
dalibvalstu administracijam un tiem, kas darbojas prakse,
konceptualu riku kopumu, kas palidzétu viniem domat
par to, ka var izstradat starpnozaru pieejas attiecigas
valsts konteksta.
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L-iskejjel ma jistghux jahdmu wahedhom biex jigu
interroti ¢-cikli ta' privazzjoni minn generazzjoni ghall-ohra
u biex jigu indirizzati l-izvantaggi edukattivi. Hemm gabra
ta' fatturi lil hinn mill-iskola li jirrestringu I-opportunitajiet
edukattivi u I-ghazliet tal-hajja.

Dan ifisser li jinhtiegu strategiji transettorjali, biex jorbtu
dak li jistghu jaghmlu I-iskejjel ma' dak li setturi ohra bhas-
setturi tal-impjiegi, tas-sahha, tal-finanzi, tal-gustizzja, tad-
djar, taz-zghazagh u tal-protezzjoni socjali jistghu joffru.

Problemi kumplessi ta' vulnerabbilta jezigu twegibiet
aktar sistemici u "ekologi¢i" i jinvolvu I-interventi fil-
familji u fil-komunitajiet, flimkien ma' ghajnuna ghat-tfal u
ghaz-zghazagh.

Minkejja id-diffikulta ghal dawk li jfasslu I-politiki, I-
ikkordinar ta' approcci ffurmati minn hafna komponenti, i
jigu implimentati b'konsistenza tul iz-zmien jistghu jkunu |-
ahjar approcé ghall-prevenzjoni jew ghat-taffija tal-impatt
ta' zvantaggi multipli u kumulattivi fuq Il-esperjenzi
edukattivi u l-opportunitajiet tal-hajja tan-nies.

Li dawn it-twegibiet ghandu jkollhom rabta mil-grib mal-
iskejjel, li huma l-unici postijiet fejn I-benesseri tat-tfal u
taz-zghazagh huwa segwit b' mod regolari, jidher li jkun
pass ghaqli biex tinkiseb I-inkluzjoni universali.

L-ahjar mod li jirnexxu l-interventi ta' prevenzjoni minn
hafna servizzi fl-iskejjel u madwarhom huwa li jkunu
sostnuti minn politiki nazzjonali li jippromwovu sinergiji
intersettorjali  fl-istadji ~ kollha,  mill-politika  sal-
implimentazzjoni u fl-ahhar sat-twassil. Dawn is-sinergiji
intersettorjali jridu jeghlbu demarkazzjonijiet storici
gawwijin bejn is-servizzi u |-professjonijiet differenti.

Il-kolokazzjoni tas-servizzi differenti mmexxija mill-politika
mhiex bizzejjed. Hemm bzonn ta' sforz biex ikunu
appoggati kollaborazzjonijiet genwini interprofessjonali fil-
punt ta' servizz fejn titwassal I-ghajnuna.

Ghadd ta' Stati Membri tal-UE ghamlu xi progress lejn dan
it-tip ta' approcc, hafna drabi bhala parti mill-istrategiji
taghhom biex jipprevjenu t-tlug bikri mill-iskola jew mill-
istrategiji generali tat-taghlim tul il-hajja, u stabbilixxew
kollaborazzjonijiet bejn is-servizzi differenti, fejn
professjonisti minn ogsma differenti ta' responsabbilta
jahdmu flimkien biex jappoggaw tfal u adulti zvantaggati.

Din I-analizi ezaminat is-sinergiji bejn I-ogsma politici u fis-
shubiji multiprofessjonali fil-livelli lokali u regjonali fl-
Ewropa, li ghandhom I-ghan li jikkoordinaw l-interventi
mal-edukazzjoni u t-tahrig. L-analizi ppruvat li; a)
tidentifika ezempiji ta' interventi ta' servizzi differenti fejn
hemm evidenza konkreta ta' rizultati tajbin ghal tfal u
zghazagh zvantaggati; u b) tipprezenta I-kundizzjonijiet li
wasslu ghas-suécess.

It-timijiet LSB (Learning and Behavioural Support Teams)
fl-Olanda, Il-inizjattivi "Team around the Child" fir-Renju
Unit, u "Social Workers in Schools" fl-Isvezja, huma
ezempji innovativi u |li rnexxew ta' sinergiji
multiprofessjonali mahlugin fl-edukazzjoni u madwarha.
Dawn kollha jiffukaw primarjament fuq li jghinu biex
jippreparaw lit-tfal biex jiehdu kemm jistghu mis-sistema
skolastika.
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Interventi ohrajn, bhalma huma [-Bildungsoffensive
Elbinseln (ll-kampanja tat-Tahrig tal-Gzira ta' Elbe)
f'Hamburg, il-One Square Kilometre of Education f'Berlin,
jew On-Track fl-Ingilterra, jinkludu l-iskejjel bhala msiehba
importanti f'attakki "ekologici" aktar wesghin fuq il-
privazzjoni. Ohrajn, bhal certi skejjel estizi jew tal-
komunita fil-Belgju u fl-Ingilterra huma bbazati fl-iskejjel u
joffru esperjenzi ta' arrikkiment lit-tfal u lill-familji.

L-approcéi transettorjali wisq probabbli li jaghtu I-akbar
kontribut taghhom fil-kuntest ta' perspettiva tal-
edukazzjoni li hija olistika u ekwa bhala kontribut lejn I-
izvilupp olistiku u ekwu ta' dawk li geghdin jitghallmu.

Huwa aktar faéli li jigu stabbiliti approéci transettorjali u I-
kollaborazzjonijiet  interprofessjonali b'forom  ta'
governanza statista jew wahda li tidderiegi (fejn is-servizzi
jinghataw direttament mill-istat, nazzjonali u/jew lokali)
milli  b'forom i jiddelegaw izjed u jiddependu
prinéipalment fuq is-sorveljanza.

Dawn l-approééi izjed juzaw ir-rizorsi li jkun hemm diga
b'mod differenti milli jezigu rizorsi addizzjonali. Ghalhekk,
dawn jistghu jew jiffrankaw I-ispejjez jew jehilsu rizorsi
ezistenti biex jindirizzaw medda usa ta' kwistjonijiet, u
b'hekk jikkontribwixxu ghall-"infiq intelligenti".

Il-finanzjament ghall-approc¢i transettorjali ghandu jitgies
bhala prijorita fl-isforzi biex tintlahaq il-mira tal-
Ewropa 2020 ta' 10% ta' tluq bikri mill-iskola madwar I-UE.

Dawn l-approcéi ta' hafna dimensjonijiet ma ghandhomx
jigu sagrifikati sempliciment ghaliex huwa aktar difficli
biex tevalwahom. Huma jehtiegu l-appogg nazzjonali jew
regjonali u impenn ta' finanzjament u jiehdu z-zmien
gabel ma jkun jistghu jigu murija rizultati li jikkonfermaw
is-success.

L-approceé ta' servizz uniku u dak sistemiku maghmul minn
hafna komponenti fug terminu ta' Zzmien itwal jistghu jigu
kkomplementati. Ezempju tajjeb ta' dawn huwa I-
Familiscope fl-Irlanda.

Tibdil responsiv fil-prattici fl-iskejjel u madwarhom ta'
bilfors ikunu sensittivi ghall-kundizzjonijiet lokali, u
ghalhekk huwa difficli i wiehed jiggeneralizza mill-
esperjenza tal-interventi, dwar x'jahdem l-ahjar. Ghalhekk
trid tinghata attenzjoni lill-principji u l-valuri li fughom
ikunu bbazati l-interventi.

Huwa mehtieg b'urgenza gafas b'sahhtu li jigbor kollox
f'daqga biex jghin fit-tifsil tal-izvilupp ta' politiki nazzjonali
favur l-inkluzjoni attiva. Qafas ta' dan it-tip jista' jkun
gwida utli fil-hidma tal-iskejjel ma' zghazagh vulnerabbli:
jista' jallinja politiki nazzjonali dwar setturi diversi,
jiffacilita I-hidma transettorjali fil-livell lokali, u jghin
b'modi xierga fis-sorveljanza tar-rizultati taghha. Dan it-tip
ta' gafas ma jistax ikun u ma ghandux ikun preskrittiv
izzejjed, madankollu jista' joffri sett ta' ghodda
koncettwali biex l-amministrazzjonijiet u I-prattikanti fl-
Istati Membri jkunu jistghu jahsbu dwar kif jistghu jigu
2viluppati approcci transettorjali fil-kuntesti individwali
taghhom.
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Scholen kunnen niet in hun eentje intergenerationele
achterstandscycli doorbreken en de onderwijsachterstand
aanpakken. De onderwijskansen en de kansen in het
verdere leven worden beperkt door een combinatie van
buitenschoolse factoren.

Er zijn sectoroverschrijdende strategieén nodig om een
verbinding te vormen tussen wat scholen kunnen doen en
wat andere sectoren zoals werkgelegenheid, gezondheid,
financién, justitie, huisvesting, jeugd en welzijn kunnen
bieden.

Complexe  kwetsbaarheidsproblemen  vragen meer
systemische, "ecologischer" acties, onder meer interventie
in gezinnen en gemeenschappen en hulp voor kinderen en
jongeren.

Hoewel dit voor beleidsmakers geen gemakkelijke
oplossing is, lijkt een volgehouden gecodrdineerde en
multidimensionale benadering de beste aanpak om de
gevolgen van een meervoudige en cumulatieve achter-
stand op het vlak van onderwijs en kansen te voorkomen
of te verminderen.

Onderwijs is de enige algemene dienst waar het welzijn
van kinderen en jongeren regelmatig kan worden
gecontroleerd. Het lijkt dan ook een verstandige stap
richting volledige inclusie om scholen nauw bij deze acties
te betrekken.

Preventieve interventies in en rond scholen waarbij meer-
dere diensten betrokken zijn, zijn het gemakkelijkst te re-
aliseren als ze worden gesteund door nationaal beleid dat
sectoroverschrijdende synergieén bevordert, van beleid via
tenuitvoerlegging tot praktijk. Deze sectoroverschrijdende
synergieén moeten sterke, historisch gegroeide grenzen
tussen verschillende diensten en beroepen overwinnen.

Beleidsgestuurd groeperen van verschillende diensten
volstaat niet. Er zijn inspanningen nodig om echte
interprofessionele samenwerking op het vlak van
dienstverlening te ondersteunen.

Sommige lidstaten van de EU hebben al enkele stappen
naar een dergelijke aanpak gezet, vaak in het kader van
preventiestrategieén voor voortijdig schoolverlaten of
algemene strategieén voor een leven lang leren, en
hebben een samenwerking tussen verschillende diensten
opgezet waarbij professionals met diverse
verantwoordelijkheden samenwerken om kansarme
kinderen en volwassenen te helpen.

In Europa zijn op lokaal en regionaal niveau synergieén
onderzocht tussen beleidsterreinen en multiprofessionele
partnerschappen die interventies willen koppelen aan
onderwijs en opleiding. De bedoeling was: a) voorbeelden
te vinden van interventies door meerdere diensten samen
waarbij succesvolle resultaten voor kansarme kinderen en
jongeren kunnen worden aangetoond; en b) de
voorwaarden voor succes te onthullen.

De LSB-teams (Learning and Behavioural Support Teams) in
Nederland, het "Team around the Child"-initiatief in het VK
en de "maatschappelijk werkers op school" in Zweden zijn
succesvolle, innovatieve voorbeelden van multiprofes-
sionele synergieén in en rond het onderwijs. Deze
projecten leggen in de eerste plaats de nadruk op het
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helpen van kinderen zodat zij voordeel uit onderwijs
kunnen halen.

In andere projecten zoals Bildungsoffensive Elbinseln
(Opleidingscampagne Elbe-eilanden) in Hamburg, Eén
vierkante kilometer onderwijs in Berlijn of On-Track in
Engeland zijn scholen belangrijke partners in een brede,
"ecologische" aanpak van achterstand. Nog andere
projecten, zoals de Brede Scholen in Belgié en Engeland,
lopen in scholen en bieden kinderen en gezinnen een
verrijkende ervaring.

Sectoroverschrijdende benaderingen kunnen de grootste
bijdrage leveren in de context van een holistische en
eerlijke kijk op onderwijs, waarbij het gaat om een
holistische en eerlijke ontwikkeling van de leerling.

Een sectoroverschrijdende aanpak en interprofessionele
samenwerking kunnen gemakkelijker worden georgani-
seerd met van staatswege of centraal aangestuurde bestu-
ursvormen (waarbij diensten rechtstreeks door de staat op
nationaal en/of lokaal niveau worden verleend) dan door
systemen die meer gebaseerd zijn op overdracht van
bevoegdheden en controle.

Een dergelijke aanpak vereist niet zozeer meer middelen,
maar de bestaande middelen moeten anders worden
gebruikt. Zo kunnen kosten worden bespaard of bestaande
middelen worden vrijgemaakt om een groter aantal onder-
werpen aan te pakken. Dit draagt bij tot "slim uitgeven".

Financiering van sectoroverschrijdende benaderingen
moet voorrang krijgen om een van de Europa 2020-
doelstellingen te kunnen halen, namelijk de vroegtijdige
schooluitval in de EU beperken tot 10 %.

Dergelijke  veelzijdige benaderingen moeten niet
simpelweg worden opgegeven omdat ze moeilijker te beo-
ordelen zijn. Ze moeten op nationaal of regionaal niveau
worden gesteund en gefinancierd, en ze moeten genoeg
tijd krijgen om succesvolle resultaten op te leveren.

Een aanpak met één afzonderlijke dienst en een
systemische, multidimensionale aanpak op langere termijn
kunnen elkaar aanvullen. De Familiscope in lerland is
daarvan een goed voorbeeld.

Om de schoolpraktijk voordurend op de context af te
stemmen, moet worden ingespeeld op lokale
omstandigheden, waardoor het niet eenvoudig is om
algemene conclusies te trekken over wat werkt en wat
niet. Daarom moet er aandacht zijn voor de onderliggende
beginselen en waarden van de interventies.

Er is dringend nood aan een stevig overkoepelend
conceptueel kader dat de ontwikkeling van een nationaal
beleid voor actieve inclusie mee vormgeeft. Dergelijk kader
kan een nuttige leidraad vormen voor scholen die met
kwetsbare jongeren werken: nationaal beleid in diverse
sectoren kan onderling worden afgestemd, op lokaal
niveau kunnen sectoroverschrijdende werkzaamheden
worden gefaciliteerd en de resultaten kunnen naar
behoren worden gecontroleerd. Dergelijk kader kan en
mag niet te dwingend zijn, maar het kan overheids-
diensten en professionals in de lidstaten een aantal
conceptuele instrumenten aanreiken, zodat ze kunnen
nadenken over hoe ze aan hun eigen omstandigheden
aangepaste sectoroverschrijdende benaderingen kunnen
ontwikkelen.



W ramach wysitkéw na rzecz przerwania miedzypoko-
leniowego powtarzania sie ubdstwa i rozwigzywaniem
trudnosci edukacyjnych szkoty nie mogg zostac
pozostawione same sobie. Mozliwosci ksztatcenia i
mozliwosci rozwoju ucznidw ograniczane sg przez szereg
czynnikow pozaszkolnych.

Oznacza to potrzebe strategii obejmujacych wiele
obszaréow, aby zbudowa¢ pomost pomiedzy
mozliwosciami dziatania szkét i tym, co moga wnies¢ inne
dziedziny, takie jak obszary zatrudnienia, zdrowia,
wymiaru sprawiedliwosci, gospodarki, mieszkaniowy,
zajmujacy sie sprawami mtodziezy i socjalny.

Ztozone problemy ucznidw w trudnej sytuacji spotecznej
wymagajg "Srodowiskowych" dziatarn obejmujacych w
rodzinach i spotecznosciach przy jednoczesnej pomocy dla
dzieci i mtodziezy.

Catosciowe, wszechstronne i dtugofalowe przedsiewziecia
mogg oczywiscie by¢ dla decydentéw trudne, moga one
jednak stanowi¢ najlepszy sposob, aby zapobiegad
skutkom nawarstwiajgcych sie i ztozonych czynnikéw
wptywajgcych ujemnie na ksztatcenie i mozliwosci rozwoju
mtodych ludzi lub zeby te skutki tagodzic.

W ramach celu, jakim jest dazenie do powszechnego
wtaczenia spotecznego, Sciste powiazanie tych dziatan ze
szkotg, jedynym s$rodowiskiem umozliwiajagcym rzeczy-
wistg poprawe warunkéw nauczania dzieci i mtodziezy,
wydaje sie by¢ odpowiednim postepowaniem.

Profilaktyczne, wszechstronne dziatania w $rodowisku
szkolnym i okotoszkolnym najtatwiej prowadzi¢, jesli
wspierane sg one polityka panstwa utatwiajacay
wykorzystanie strategii obejmujacej wiele obszaréw od
chwili podejmowania decyzji, poprzez jej wdrazanie, az do
skutku  koricowego dziatan. Wykorzystanie takich
zbieznosci miedzy dziedzinami wymaga przezwyciezenia
silnie zakorzenionych w przesztosci podziatéw pomiedzy
réznymi stuzbami i zawodami.

Podporzadkowanie rozmaitych stuzb wspdlnej polityce nie
wystarczy. Potrzebne sg wysitki, aby wesprze¢ rzeczywistg
wspotprace pomiedzy réznymi obszarami zawodowymi na
koncu wdrazania ww. dziafan.

Niektére panstwa cztonkowskie UE uczynity juz na tej
drodze pewne postepy, nierzadko w zwigzku z
wprowadzeniem w  Zycie strategii zapobiegania
przedwczesnemu konczeniu nauki lub uczenia sie przez
cate Zzycie. W panstwach tych podjeto wspodtprace
miedzy réznymi dziedzinami polegajacg na wspdinych
dziataniach majgcych na celu wsparcie znajdujacych sie
w niekorzystnym potozeniu dzieci i oséb dorostych.

W niniejszym sprawozdaniu przyjrzano sie zbieznoSciom
wystepujagcym w Europie pomiedzy réznymi dziedzinami
polityki, takze tymi wynikajacymi ze wspdtpracy miedzy
réznymi obszarami zawodami, na poziomie lokalnym i
regionalnym, ktérych celem jest dziatan politycznych z
ksztatceniem i szkoleniem. Celem sprawozdania byto
zgromadzenie przyktadéw dziatan na rzecz dzieci i
mtodziezy bedacych w niekorzystnym potozeniu, w
ktérych uczestniczyty byly rézne stuzby i ktére zakonczyty
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sie bezspornym powodzeniem oraz okreslenie warunkow
koniecznych do uzyskania takiego wyniku.

Zespoty zajmujace sie pomocg edukacyjng i wychowawczg
(LSB teams) w Holandii, brytyjska inicjatywa "Team around
the Child" ("Zespdt pomocy dziecku"), czy obecnosc
pracownikéw spotecznych w szwedzkich szkotach to
przyktady  udanych  nowoczesnych przedsiewziec¢
wykorzystania takich ptyngcych ze wspdtpracy miedzy
réznymi obszarami zawodowymi w srodowisku szkolnym i
okotoszkolnym. Wszystkie te przyktady dotycza dziatan
ukierunkowanych na pomaganie dzieciom, tak, aby lepiej
mogty korzystac z nauczania w szkole.

W innych dziataniach, takich jak "Bildungsoffensive
Elbinseln"  (Inicjatywa szkoleniowa Elbeinseln) w
Hamburgu, "Kilometr kwadratowy edukacji" w Berlinie,
czy "On-Track" ("Na dobrej drodze") w Anglii, szkoty sg
waznym partnerem w szerzej zakrojonej walce z
ubdstwem. Jeszcze inne przyktady, takie jak extended
schools i community schools w Belgii i w Anglii dziatajg w
szkotach i oferuja zajecia dodatkowe dla dzieci i rodzin.

Programy  obejmujace  wiele dziedzin whniosg
prawdopodobnie  najwiekszy wktad w  ramach
catosciowego i zréwnowazonego spojrzenia na edukacje,
jako ze chodzi w nich o wszechstronny i zréwnowazony
rozwdj uczniow.

Programy obejmujace wiele dziedzin i wspotpraca
obejmujaca réine obszary zawodowe s3 tatwiejsze do
tworzenia z pomocg scentralizowanych i odgdrnych
sposobow zarzadzania, (w ktérych wiadze na szczeblu
panstwowym lub lokalnym zapewniajg dane $wiadczenia),
niz z wykorzystaniem bardziej zdecentralizowanych
sposobdw opierajagcych sie gtéwnie na sledzeniu wynikéw.

Takie podejscie nie musi oznacza¢ koniecznosci
korzystania z dodatkowych Srodkéw, wystarczy w inny
sposéb wykorzystywaé srodki juz dostepne. Dlatego tez
moga one oznaczac oszczednosci lub lepsze wykorzystanie
dostepnych juz srodkéw, jako ze stawianie czota wiekszej
ilosci zadan prowadzi do "lepszego zarzadzania srodkami”.

Zapewnienie Srodkéow finansowych na programy
obejmujace wiele dziedzin powinno by¢ traktowane, jako
cel nadrzedny strategii "Europa 2020", jakim jest obnizenie
poziomu wczesnego koriczenia nauki w catej UE do 10 %.

Z takich wielostronnych programdw nie wolno rezygnowac
tylko dlatego, ze ich ocena jest trudna do przepro-
wadzenia. Wymagajq one wsparcia i zapewnienia srodkéw
finansowych na szczeblu krajowym i regionalnym, a takze
czasu, zanim bedzie mozna osiggng¢ wyniki i uzyskac
dowody celowosci projektu.

Programy oparte na dziataniu jednotorowym i
zaplanowane na diuiszy okres wielostronne inicjatywy
systemowe mogg stanowi¢ cenny dodatek. Dobrym
przyktadem na to jest Familiscope w Irlandii.

Zmiana sposobu nauczania w szkotach i w $rodowisku
okotoszkolnym uzaleznione s3 od lokalnych warunkoéw, co
utrudnia ogdélng ocene stopnia powodzenia dziatan.
Dlatego tez nie nalezy traci¢ z pola widzenia zasad i
wartosci, na ktérych dziatania sg oparte.
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Aby pomdéc w tworzeniu krajowych programéw
politycznych na rzecz aktywnego wiaczenia potrzebne sa
solidne nadrzedne ramy koncepcyjne. Takie ramy
koncepcyjne moga skutecznie pomdc szkotom w
organizacji pracy z miodzieza w trudnej sytuacji
spofecznej: mogg pomdc w kierowaniu krajowymi
dziataniami politycznymi w réznych dziedzinach, utatwic¢
wspotprace miedzy nimi na szczeblu lokalnym i pomdc w

$ledzeniu jej wynikéw w odpowiedni sposéb. Takie ramy
nie mogg i nie powinny zawieraé zbyt duzej ilosci
szczegbtéw, ale mogg stanowi¢ dla administracji i
odpowiedzialnych za dziatania podmiotéw w panstwach
cztonkowskich zaséb narzedzi pomocnych ~ w
wypracowywaniu  miedzysektorowego podejscia w
odpowiednich warunkach.
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As escolas ndo podem agir sozinhas ao procurar quebrar os
ciclos intergeracionais de privagdo e eliminar as
desvantagens educativas. Uma combinagdo de fatores
alheios as escolas limita as oportunidades educativas e as
oportunidades de vida.

Tal significa que sdo necessdrias estratégias intersetoriais,
para articular a agdo possivel das escolas com aquilo que
outros setores como o emprego, a saude, as finangas, a
justica, a habitagdo, a juventude e a seguranga social
podem oferecer.

Problemas complexos de vulnerabilidade exigem respostas
mais sistémicas e "ecoldgicas" que envolvam intervengdes
nas familias e nas comunidades juntamente com a ajuda
prestada as criangas e aos jovens.

Apesar de dificeis para os decisores politicos, as
abordagens coordenadas, pluridimensionais e sustentadas
de forma consistente ao longo do tempo podem ser a
melhor forma de prevenir ou atenuar o impacto de
desvantagens multiplas e cumulativas nas experiéncias
educativas e nas oportunidades de vida das pessoas.

A estreita articulagdo destas respostas com a agdo das
escolas, que garantem o Unico servi¢o universal em que o
bem-estar das criangas e dos jovens pode ser
acompanhado de forma regular, parece ser uma medida
prudente rumo a uma inclusdo universal.

As intervengdes preventivas que envolvem varios servigos,
no contexto da escola e em redor dela, sdo mais faceis de
assegurar se forem apoiadas por politicas nacionais que
promovam sinergias intersetoriais desde a elaboragdo das
politicas a sua implementacgdo e a prestagdo efetiva desses
servicos. Para possibilitar as sinergias intersetoriais, é
preciso superar a clivagem historica que existe os servigos
e profissGes.

Ndo é suficiente uma partilha de locais por diferentes
servigos imposta a nivel politico. Sdo necessarios esforgos
para apoiar uma verdadeira colaboragdo interprofissional
ao prestar os servigos.

Alguns Estados-Membros da UE registaram progressos a
favor desta abordagem, frequentemente no ambito das
suas estratégias de prevengdo do abandono escolar
precoce ou das estratégias gerais de aprendizagem ao
longo da vida, e desenvolveram formas de colaboragdo
plurisservicos, em que profissionais com diferentes
competéncias trabalham em conjunto na prestacdo de
apoio a criangas e adultos desfavorecidos.

O estudo analisou as sinergias entre os diferentes
dominios de competéncia e as parcerias pluriprofissionais,
existentes aos niveis local e regional na Europa, que visam
articular as varias intervengdes com o setor da educagdo e
formacgdo. O estudo procurou: a) identificar exemplos de
intervengdes plurisservigos com resultados positivos claros
para as criangas e os jovens de meios desfavorecidos; e b)
revelar as condigOes necessdrias para ter éxito.

As equipas LSB (Learning and Behavioural Support Teams)
nos Paises Baixos, a iniciativa "Team around the Child" no
Reino Unido e a agdo "Social Workers in Schools" na Suécia
sdo exemplos bem-sucedidos e inovadores deste tipo de
sinergias pluriprofissionais desenvolvidas no contexto da
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escola e em redor dela. Todas visam fundamentalmente
ajudar as criangas a preparar-se, para poderem beneficiar
plenamente da escolaridade.

Outras intervengdes, como a iniciativa de formacdo na llha
de Elba Bildungsoffensive Elbinseln em Hamburgo, One
Square Kilometre of Education em Berlim ou On-Track em
Inglaterra, recorrem a colaboragdo das escolas enquanto
importantes parceiros de uma agdo "ecoldgica" mais
ampla de combate a privagdo. Outras ainda, como em
algumas escolas com atividades extracurriculares ou
escolas comunitdrias na Bélgica e em Inglaterra, as
intervengdes ocorrem nas proprias escolas e oferecem
experiéncias enriquecedoras as criangas e familias.

O pleno contributo das abordagens intersetoriais depende
de uma visdo holistica e equitativa da educagdo enquanto
desenvolvimento holistico e equitativo do seu destinatario.

As abordagens intersetoriais e a colaboragdo interprofis-
sional sdo mais faceis de estabelecer com formas de gover-
nacdo em que o Estado assume um papel mais interven-
tivo e dirigista (em que os servigos sdo prestados diretame-
nte pelo Estado, ao nivel nacional e/ou local), do que atra-
vés de uma governagdo baseada na delegagdo de fungdes,
destinada essencialmente a garantir a sua monitorizagao.

Tais abordagens ndo requerem necessariamente recursos
adicionais, uma vez que o0s recursos existentes sdo
utilizados de uma forma diferente. Por conseguinte,
podem poupar custos ou libertar recursos existentes para
lidar com um conjunto mais vasto de questdes e contribuir
assim para uma despesa mais inteligente.

O financiamento das abordagens intersetoriais deve ser
considerado uma prioridade no esfor¢o para atingir o
objetivo da estratégia "Europa 2020", ou seja, reduzir para
10 % para o abandono escolar precoce em toda a UE.

As abordagens multifacetadas ndo devem ser prejudicadas
simplesmente por serem mais dificeis de avaliar.
Necessitam de apoio nacional ou regional e de um
compromisso de financiamento, e requerem tempo até
poderem apresentar resultados como prova de sucesso.

As abordagens monosservigo e as abordagens sistémicas
pluridimensionais a mais longo prazo podem ser comple-
mentares. Familiscope na Irlanda é disso um bom exemplo.

As mudangas introduzidas nas praticas utilizadas no
contexto da escola e redor dela tém necessariamente de
ser sensiveis as condigdes locais, o que dificulta a simples
generalizagdo das intervengdes de sucesso. E pois
importante respeitar os principios e os valores subjacentes
a essas intervengdes.

E urgente garantir um quadro conceptual geral sélido que
ajude a determinar o desenvolvimento das politicas
nacionais a favor da inclusdo ativa. Esse quadro pode
orientar o trabalho desenvolvido pelas escolas junto dos
jovens vulneraveis: pode garantir um maior alinhamento
das politicas nacionais dos diferentes setores, facilitar o
trabalho intersetorial a nivel local e ajudar a controlar os
resultados de uma forma mais adequada. O quadro ndo
pode nem deve ser demasiado prescritivo, mas pode
fornecer as administragdes e aos profissionais dos Estados-
Membros um conjunto de ferramentas conceptuais para
refletirem sobre a melhor forma de desenvolver
abordagens intersetoriais nos respetivos contextos.
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Scolile nu pot actiona singure in incercarea de a intrerupe
ciclurile de sardcie dintre generatii si de a combate
dezavantajele educationale. O combinatie de factori
externi scolilor limiteazd oportunitatile educationale si
sansele de viata.

Acest lucru fnseamnd ca este nevoie de strategii
intersectoriale pentru a corela ceea ce pot face scolile cu
ceea ce pot oferi alte sectoare, cum ar fi ocuparea fortei de
muncd, sanatatea, finantele, justitia, locuintele, tineretul si
bundstarea sociald.

Problemele complexe de vulnerabilitate necesita reactii
mai sistemice si mai "ecologice", care implica interventii in
familii si comunitati pe langa ajutorul acordat copiilor si
tinerilor.

Oricat de dificile ar fi pentru factorii de decizie politicd,
abordarile coordonate, pluridimensionale, sustinute in
mod coerent de-a lungul timpului pot fi cea mai buna
forma de a preveni sau atenua impactul dezavantajelor
multiple si cumulative asupra experientelor educationale si
sanselor de viata ale oamenilor.

Corelarea strdnsa a acestor raspunsuri cu actiunea din
scoli, singurul serviciu universal in care bunastarea copiilor
si a tinerilor poate fi monitorizata periodic, ar parea sa fie
un pas Iintelept in directia realizdrii unei incluziuni
universale.

Interventiile preventive care implica diverse servicii in
cadrul si in jurul scolilor sunt cel mai usor de realizat dacd
sunt sustinute de politici nationale care promoveaza
sinergii intersectoriale, de la etapa de elaborare a
politicilor pana la punerea in aplicare si prestarea efectiva
a acestor servicii. Aceste sinergii intersectoriale trebuie sa
depaseascd granitele istorice puternice intre diferitele
servicii si profesii.

O coabitare Tn aceleasi locatii a diferitelor servicii, impusa
la nivel politic, nu este suficienta. Sunt necesare eforturi
pentru a sprijini o veritabild colaborare interprofesionala la
punctul de prestare a serviciilor.

Unele state membre ale UE au inregistrat progrese in
directia unei astfel de abordari, adesea ca parte a
strategiilor lor de prevenire a abandonului scolar timpuriu
sau a strategiilor generale de invatare pe tot parcursul
vietii si au dezvoltat forme de colaborare intre diverse
servicii n care specialisti cu diferite domenii de
responsabilitate colaboreazd pentru a sprijini copiii si
adultii defavorizati.

Acest studiu a examinat sinergiile dintre diferitele domenii
de politicd si parteneriatele pluriprofesionale la nivel local
si regional in Europa, care urmaresc corelarea interventiilor
cu educatia si formarea. Scopul acestuia a fost: a) sd
identifice exemple de interventii ale mai multor servicii
atunci cand exista dovezi clare de reusitd pentru copiii si
tinerii defavorizati; si b) sa dezvaluie conditiile necesare
pentru reusita.

Echipele LSB (Learning and Behavioural Support Teams) din
Tarile de Jos, initiativa "Team around the Child" din Regatul
Unit si actiunea "Social Workers in Schools" din Suedia
constituie exemple inovatoare incununate de succes de
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sinergii pluriprofesionale create in cadrul si in jurul
educatiei. Toate acestea se concentreaza in primul rand pe
ajutorul oferit copiilor pentru a fi pregatiti sa profite la
maximum de scolarizare.

Alte interventii, cum ar fi Bildungsoffensive Elbinseln din
Hamburg, One Square Kilometre of Education din Berlin
sau On-Track din Anglia recurg la colaborarea cu scolile ca
parteneri importanti ai unei actiuni "ecologice" mai ample
de combatere a siraciei. in alte situatii, cum ar fi cazurile
unor scoli cu activitdti extracuriculare sau scoli comunale
din Belgia si Anglia, interventiile au loc chiar in cadrul
scolilor si ofera experiente bogate copiilor si familiilor.

Abordadrile intersectoriale sunt susceptibile de a contribui
cel mai mult la aceste eforturi in contextul unei
perspective holistice si echitabile asupra educatiei, intrucat
acest tip de abordare vizeaza chiar dezvoltarea holistica si
echitabild a cursantilor.

Abordarile intersectoriale si colaborarile interprofesionale
sunt mai usor de stabilit cu forme de guvernare etatiste
sau bazate pe linii directoare (in care serviciile sunt
prestate direct de catre stat, la nivel national si/sau local)
decdt cu o guvernare orientatd mai mult pe delegarea
functiilor si care se bazeaza in principal pe monitorizare.

Astfel de abordari nu necesitd neaparat resurse
suplimentare, cu conditia ca resursele existente sa fie
utilizate In mod diferit. Prin urmare, acestea fie pot face
economii de costuri fie pot elibera resursele existente
pentru a raspunde la o gamad mai larga de aspecte,
contribuind astfel la un mod mai "inteligent" de a cheltui.

Finantarea abordarilor intersectoriale ar trebui considerata
prioritara in efortul de a atinge obiectivul Strategiei Europa
2020, si anume de reducere la 10% a proportiei de
abandon scolar timpuriu in UE.

Astfel de aborddri pluridimensionale nu trebuie sa fie
sacrificate doar pentru ca sunt mai greu de evaluat.
Acestea au nevoie de sprijin national sau regional si de un
angajament de finantare si necesita o anumitd perioada de
timp Tnainte de a da roade.

Aborddrile monoserviciu si abordarile sistemice pluridi-
mensionale pe termen lung pot fi complementare.
Initiativa Familiscope din Irlanda este un exemplu bun.

Modificarile introduse in practicile din cadrul si din jurul
scolilor trebuie sa fie neaparat sensibile la conditiile locale,
facand dificila simpla generalizare a interventiilor de
succes. Prin urmare, ar trebui sd se respecte principiile si
valorile care stau la baza interventiilor.

Este imperios necesar sa se garanteze un cadru conceptual
general solid care sa contribuie la determinarea dezvoltarii
politicilor nationale in favoarea incluziunii active. Un astfel
de cadru poate orienta activitatea desfasurata in scoli cu
tinerii vulnerabili: acesta poate garanta o mai mare aliniere
a politicilor nationale din diferite sectoare, poate facilita
munca intersectoriald la nivel local si poate contribui la
monitorizarea rezultatelor intr-un mod adecvat. Un astfel
de cadru nu poate si nu ar trebui sa fie excesiv de
prescriptiv, dar poate oferi administratiilor si specialistilor
din statele membre un set de instrumente conceptuale
pentru a reflecta la modul in care ar putea fi dezvoltate
abordadrile intersectoriale in contextele lor.
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Prelomenie kruhu deprivdcie a znevyhodnenia vo
vzdelavani, ktory zasahuje niekolko generacii, nemozno
ponechat len na Skoly. MozZnosti vzdelavania a Zivotné
prileZitosti obmedzuje viacero faktorov, ktoré presahuju
rdmec $kol.

Znamena to, Ze suU potrebné medzirezortné stratégie
v zaujme prepojenia prace $kol s tym, o ponukaju dalsie
rezorty, ako napriklad rezort zamestnanosti, zdravotnictva,
financii, justicie, byvania, politiky mladeZe a socidlneho
zabezpecdenia.

ZlozZité problémy zranitelnosti si vyZaduju systematickejsie,
"ekologickejsie" reakcie pozostavajice zintervencii v
rodinach a komunitach, ako aj z pomoci pre deti a mladych
fudi.

Napriek svojej zloZitosti z hladiska tvorcov politik mézu byt
koordinované, mnohostranné, dlhodobo a konzistentne
vyuZivané pristupy tym najlepsim nastrojom na to, aby sa
zabranilo vplyvu pocetnych a nabalujucich sa nevyhod na
vzdeldvacie mozZnosti a Zivotné prileZitosti fudi alebo aby sa
tento vplyv zmiernil.

Zda sa, ze spravnym krokom k univerzalnemu zacleneniu
deti a mladych fudi do vzdeldvania je lzke prepojenie
tychto pristupov so Skolami, ktoré predstavuju jedinu
univerzalnu sluzbu, v ktorej mozno kvalitu Zivota deti a
mladeze [udi pravidelne monitorovat.

Preventivne zasahy na Urovni viacerych rezortov,
uskutoénené v Skolach a mimo nch sa mézu vykondvat
najlahsie, ak su podporované narodnymi politikami, ktoré
podporuju synergiu medzi rezortmi, ato od fazy tvorby
politiky cez fazu jej vykondvania aZ po fazu dosahovania
vysledkov. Tieto medzirezortné synergie musia prekonat

silné historické hranice medzi réznymi rezortmi a
odbornikmi.
Samotné spolupbsobenie rbéznych rezortov, aj ked

ukotvené v stratégiach, vSak nestaci. Je potrebné vynalozit
usilie na podporu skutocnej spoluprace medzi odbornikmi
pri poskytovani sluZieb.

Niektoré ¢lenské staty EU sa u? posunuli smerom
k poskytovaniu takychto sluzieb, ¢asto vrdmci svojich
stratégii na predchadzanie pred¢asnému ukoncovaniu
Skolskej dochadzky alebo v ramci vSeobsahujucich stratégii
celoZivotného vzdeldvania, a zaviedli platformy spoluprace
medzi viacerymi rezortmi, napriklad v podobe spolo¢ného
rieSenia odbornikov z réznych odvetvi v oblasti podpory
deti a dospelych zo znevyhodneného prostredia.

V ramci tohto preskimania sa posudili synergie v réznych
oblastiach politiky av partnerstvach spoluprace medzi
odbornikmi na miestnej a regiondlnej uUrovni v Eurdpe,
ktoré su zamerané na prepojenie intervencii so
vzdeldvanim a odbornou pripravou. Ciefom preskimania
bolo: a) ur¢it priklady medzirezortnych intervencii tam, kde
existuju presvedcivé dokazy o UspeSsnom vplyve na
znevyhodnené deti a mladez; a b) zistit, za akych
podmienok mozno dosiahnut Uspechy.

LSB teams (Learning and Behavioural Support Teams)
v Holandsku, iniciativa Team around the Child v Spojenom
kralovstve a Social Workers in Schools vo Svédsku su
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Uspesnymi inovacénymi prikladmi takychto medzire-
zortnych synergii, ktoré wvznikli voblasti vzdeldvania,
a ktoré presahuju jej hranice. VSetky uvedené iniciativy sa
zameriavaju predovietkym na pomoc detom, aby boli
pripravené vyuzit vyhody, ktoré im poskytuje vzdelanie.

Do dalSich intervencii, ako napriklad Bildungsoffensive
Elbinseln (Elbe Island Training Offensive) v Hamburgu, One
Square Kilometre of Education v Berline alebo On-Track v
Anglicku, su zapojené 3koly ako doleziti partneri v ramci
Sirsich, "ekologickych" snah v boji proti deprivécii . Dalsie
iniciativy, ako napriklad niektoré rozsirené alebo komuni-
tné skoly v Belgicku a Anglicku, sa realizuju priamo v sko-
lach a detom a rodindm ponukaju hodnotné skisenosti.

Medzirezortné rieSenia pravdepodobne budd najvacsim
prinosom v kontexte pristupu zaloZzeného na holistickom a
spravodlivom pohlade na vzdelavanie, v ramci ktorého sa
na vzdeldvanie hladi ako na komplexny a viestranny rozvoj
vzdelavanej osoby.

Medzirezortné riesenia a spolupracu medzi odbornikmo
mozno lahsie zaviest $tatnymi alebo direktivnymi formami
riadenia (na zaklade ktorych sa sluzby poskytuju priamo
Statom na narodnej a/alebo miestnej Grovni) ako formami
s urcitou mierou delegovania, ktoré spocivaju hlavne na
monitorovani.

Takéto rieenia si nemusia nevyhnutne vyZiadat dodatoéné
zdroje, ak sa uz existujuce budl vyuzivat inym spdsobom.
MoZu preto bud' usetrit ndklady, alebo uvolhit existujiuce
zdroje, aby sa mohol riesit rozsireny okruh oblasti, a tym sa
prispelo k "inteligentnému vynakladaniu vydavkov".

Financné prostriedky na medzirezortné rieSenia by sa v
usili o dosiahnutie ciela stratégie Eurépa 2020, ktorym je
znizit Uroveri pred¢asného ukonéenia Skolskej dochadzky
pod 10% v celej EU, mali povaZovat za prioritu.

Takéto viacaspektové rieSenia sa nesmu zavrhnut len
preto, Ze je tazsie ich vyhodnocovat. Pri tychto rieSeniach
je potrebna ndrodna alebo regiondlna podpora a zaro-
ven fnanénd podpora, a na dosiahnutie vysledkov pot-
vrdzujucich ich Gspesnost sa im musi poskytnut urcity Cas.

Rezortné adlhodobejSie, systémové, mnohostranné
rieSenia moézu byt pozitivnym doplnkom. Dobrym prik-
ladom je Familiscope v irsku.

V désledku citlivych reakcii na rdzne podnety, ako
napriklad miestne podmienky, dochadza v Skoldch a mimo
nej kzmenam v praxi. Preto je pri intervencidch tazké
dospiet k jednoduchym zovSeobecneniam otom, <o
funguje. Pozornost by sa preto mala venovat principom
a hodnotam, z ktorych intervencie vychadzaju.

S cielom pomdct pri formovani rozvoja narodnych politik
na podporu aktivneho zaclenovania je naliehavé
vypracovat robustny stre$ny strategicky ramec. Takyto
rdmec moze byt uzitoény pri usmerniovani prace $kol so
zranitelnymi mladymi fudmi: mohli by sa nim zosuladit
narodné politiky réznych rezortov , ufahéit medzirezortna
praca na miestnej Grovni a mohol by byt ndpomocny pri
vhodnom monitorovani dosiahnutych vysledkov. Takyto
rdmec nemodze a nemal by byt prili§ urcujici, ale moze
spravnym organom a odbornikom v ¢lenskych statoch
poskytnut sibor koncepénych nastrojov na Gvahu o tom,
ako vypracovat medzirezortné rieSenia Specifické pre
dany kontext.
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Sole ne morejo same prekiniti medgeneracijskih krogov
pomanjkanja in odpraviti prikrajSanosti v izobraZzevanju.
Kombinacija dejavnikov zunaj Sole omejuje moznosti
izobraZevanja in Zivljenjske priloZnosti.

To pomeni, da so potrebne medsektorske strategije, da
bi zmogljivosti Sole povezali z zmogljivostmi drugih
sektorjev, kot so zaposlovanje, zdravstveno varstvo,
finance, pravosodje, reSevanje stanovanjskega vprasanja,
mladina in socialno varstvo.

Zaradi kompleksne problematike ranljivosti so potrebne
bolj sistematicne, "ekoloske" resSitve, ki vkljucujejo
ukrepe v druZinah in skupnostih ter pomoc za otroke in
mlade.

Ne glede na to, kako teZavni so morda za oblikovalce
politik, lahko usklajeni, vecstranski ukrepi, ki se dosledno
izvajajo dlje c¢asa, pomenijo najboljSi pristop k
preprecevanju ali zmanjSevanju posledic veckratne in
stopnjujoce se izkljuenosti za izobrazbo ljudi in njihove
Zivljenjske priloZnosti.

Za dosego splosne vkljuenosti se zdi pametno te resitve
tesno povezati s Solo, edino univerzalno storitvijo, pri
kateri se dobro pocutje otrok in mladih lahko redno
spremlja.

Preventivno ukrepanje, pri katerem sodeluje vec razli¢nih
sluzb v Solah in v njihovi bliZini, je najlazje doseci, ¢e ga
podpirajo  nacionalne  politike, ki  spodbujajo
medsektorske sinergije v vseh fazah — od sprejemanja
odlocitev prek njihovega izvajanja do zagotavljanja
storitev. Te medsektorske sinergije morajo preseci
mocne zgodovinske meje med razlicnimi sluzbami in
poklici.

Prostorsko zdruZevanje razlicnih sluzb na podlagi
politi¢nih usmeritev ne zadostuje. Treba si je prizadevati
za pravo medsektorsko sodelovanje tam, kjer se storitev
zagotavlja.

Nekatere drZave clanice EU so Sle v smeri takega
pristopa, pogosto v okviru strategij za prepreCevanje
osipa ali splosnih strategij vseZivljenjskega ucenja, ter so
vzpostavile sodelovanje med razlicnimi sluzbami, pri
katerem strokovnjaki z razli¢nih podrocij sodelujejo, da bi
nudili podporo prikrajSanim otrokom in odraslim.

Ta pregled je preudil sinergije na razlicnih podrocjih
politike in v partnerstvih med razlicnimi poklicnimi
skupinami na lokalni in regionalni ravni v Evropi, katerih
cilj je oblikovanje ukrepov povezanih z izobraZzevanjem in
usposabljanjem. Namen pregleda je bil: a) ugotoviti
primere ukrepanja v okviru sodelovanja vec razli¢nih
sluzb, pri katerem obstajajo solidni dokazi o uspesnih
rezultatih za prikrajsane otroke in mladino, in b) odkriti
pogoje za uspeh.

Uspesni, inovativni primeri takSnih sinergij, ki presegajo
poklicne skupine in so nastale na podrocju izobraZzevanja
in sorodnih podrocjih, so ekipe LSB (Learning and
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Behavioural Support Teams) na Nizozemskem, pobuda
Team around the Child v ZdruZzenem kraljestvu in Social
Workers in Schools na Svedskem. Vse pobude se
osredotocajo predvsem na to, kako bi otrokom lahko
pomagali kar najbolje izkoristiti prednosti izobrazevanja.

Drugi ukrepi, kot so Bildungsoffensive Elbinseln v
Hamburgu, Ein Quadratkilometer Bildung v Berlinu ali
On-Track v Angliji, vkljucujejo Sole kot pomembne
partnerje v SirSem  "ekoloskem"  odpravljanju
pomanjkanja. Druge pobude, na primer extended schools
v Angliji in community schools v Belgiji, se odvijajo v Solah
in zagotavljajo bogate izkusnje otrokom in druzinam.

Medsektorski pristopi bi lahko najvec prispevali v okviru
celostne in pravicne vizije izobrazevanja, saj je njihov cilj
celosten in pravicen razvoj ucenca.

Medsektorski pristopi in multidisciplinarno sodelovanje
se laZje vzpostavijo skozi s strani drZave vodene,
hierarhizirane oblike upravljanja (pri katerih storitve
neposredno zagotavlja drzava na nacionalni in/ali lokalni
ravni) kot pa z bolj delegiranimi nacini, ki temeljijo
predvsem na spremljanju.

Taksni pristopi nujno ne zahtevajo dodatnih sredstev,
ampak drugacno uporabo obstojecih sredstev. Zato lahko
prihranijo stroske ali sprostijo obstojeCe vire za
obravnavanje najrazlicnejsih zadev, s ¢imer prispevajo k
"pametni porabi".

Financiranje medsektorskih pristopov je treba obrav-
navati kot prednostno nalogo pri prizadevanju za dosego
cilja strategije Evropa 2020, in sicer 10 % osipa v EU.

Takih velstranskih pristopov ne bi smeli Zrtvovati
preprosto zato, ker so teZje ocenljivi. Potrebujejo
nacionalno ali regionalno podporo in zagotovitev
financiranja, pretec¢i pa mora nekaj casa, preden se
rezultati lahko predloZijo kot dokaz za uspeh.

Metoda ene sluzbe in dolgorocni sistemski vecstranski
pristop se lahko medsebojno dopolnjujeta. Familiscope
na Irskem je dober primer za to.

Lokalne razmere nujno vplivajo na odzivne spremembe v
praksah v Solah in v njihovi bliZini, zato je na podlagi
taksnih ukrepov tezko posplosevati, kaj deluje in kaj ne.
Pozornost je zato treba posvecati nacelom in vrednotam,
na katerih temeljijo ukrepi.

Trden vseobsegajo¢i konceptualni okvir je nujno
potreben, da bi laZje razvili nacionalne politike za aktivno
vklju€evanje. Tak okvir lahko koristno usmerja delo Sol z
ranljivimi mladimi: lahko uskladi nacionalne politike
razlicnih sektorjev, olajsa medsektorsko sodelovanje na
lokalni ravni in pripomore k spremljanju njegovih
rezultatov na ustrezen nacin. Tak okvir ne more in ne
sme biti preve¢ predpisujo¢, vendar lahko upravam in
izvajalcem v drZavah ¢lanicah da nekatera konceptualna
orodja za razmisljanje o tem, kako bi v skladu z lastnimi
razmerami lahko razvili medsektorske pristope.
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Skolorna kan inte pa egen hand avhjalpa langvariga
brister och ge eleverna battre forutsattningar. Det finns
flera faktorer utanfér skolan som begransar elevernas
utbildnings- och framtidsmajligheter.

Det kravs darfor sektorsovergripande strategier for att
koppla samman det som skolorna kan goéra med vad
andra sektorer kan erbjuda, t.ex. inom sysselsattning,
halsa, finans- och rattsvasen, boende, ungdomsfragor
och valfard.

Utsatthet &r ett komplicerat problem som kraver mer
systemiska, "ekologiska" |6sningar dar man kombinerar
insatser i familjer och samhallsgrupper och hjalp till
barn och ungdomar.

Samordnade, mangsidiga och langvariga initiativ kan
visserligen vara svara att genomféra for beslutsfattarna,
men det ar ofta just det som behdvs for att motverka de
faktorer som paverkar madnniskors utbildning och
framtidsmojligheter negativt.

Dessa initiativ bor genomfdéras i nara samarbete med
skolorna, den enda plats dar man regelbundet kan folja
hur barn och ungdomar mar. Pa sa satt kan man pa sikt
inkludera alla.

Forebyggande insatser som omfattar flera sektorer, bade
inom skolorna och utanfor, ar lattast att genomféra om
de atféljs av en nationell strategi for samverkan. Man
maste darfor fa bort de vattentdta skotten mellan olika
tjanster och yrken.

Det racker inte med en gemensam policy for de olika
tjiansterna. Man maste ocksa stodja konkret samarbete
mellan olika yrkeskategorier pa plats.

Vissa EU-lander har kommit en bit pa vagen tack vare
sina strategier for att forhindra att ungdomar hoppar av
skolan eller for livslangt larande. De har etablerat ett
sektorsovergripande samarbete dar personer med olika
ansvarsomraden arbetar tillsammans foér att stodja
missgynnade barn och vuxna.

| den hér rapporten har vi tittat pa lokala och regionala
utbildningsprojekt  dar olika politikomraden och
yrkesgrupper samverkar. Rapporten har forsokt kartlagga
exempel pa initiativ som omfattar flera tjanster och som
har hjalpt missgynnade barn och ungdomar. Vi har ocksa
forsokt redogora for vilka faktorer som éar viktiga for
framgang.

LSB-grupperna (Learning and Behavioural Support
Teams) i Nederlanderna, initiativet Team around the
Child i Storbritannien och samarbetet mellan skolor och
socialarbetare i Sverige ar lyckade exempel pa ett
innovativt utbildningssamarbete mellan olika yrkesgrup-
per. Alla dessa initiativ ar i forsta hand inriktade pa att
hjalpa barnen att ta till sig undervisningen.
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| andra initiativ som Bildungsoffensive Elbinseln
(utbildningsinitiativ i Hamburg), Ein Quadratkilometer
Bildung (En kvadratkilometer utbildning) i Berlin eller On-
Track i England &r skolorna viktiga partner i bredare
"ekologiska" insatser for att I6sa problem och avhjalpa
brister. Andra projekt som utvidgade skolor eller
Community schools i England och Belgien verkar i
skolorna och ger barnen och deras familjer berikande
erfarenheter.

De sektorsovergripande initiativen ger bast resultat om
det finns en holistisk och rdttvis syn pa utbildning som
handlar om att framja elevernas utveckling.

Det ar lattare att utforma sektorsovergripande initiativ
och samarbete mellan yrkesgrupper med direkt styrning
(dar tjansterna tillhandahalls direkt av staten pa nationell
eller lokal niva) an med mer delegering som framférallt
bygger pa 6vervakning.

Sadana initiativ kraver inte nodvandigtvis extra resurser,
eftersom man kan anvanda befintliga resurser pa nya
satt. Darfor kan man antingen spara pengar eller frigéra
befintliga resurser for att hantera flera olika fragor och
darmed bidra till "smartare utgifter".

Finansiering av sektorsovergripande initiativ behovs for
att nd Europa 2020-malet om att minska andelen elever
utan gymnasiebetyg till 10 procent i hela EU.

Vi far inte ge upp dessa initiativ bara for att de ar svarare
att utvardera. De kraver nationellt eller regionalt stod
och 16ften om finansiering och det tar tid innan vi kan se
resultaten.

Initiativ. med en enda tjanst eller mer langsiktiga
systemiska initiativ som omfattar flera omraden kan
komplettera varandra. Det ar Familiscope pa Irland ett
bra exempel pa.

Forandringar inom och runt omkring skolorna paverkas
naturligtvis av lokala forhallanden, vilket gor det svart att
gbra nagra sakra bedomningar om vad som fungerar.
Darfor bor man vara sarskilt uppmarksam pa vilka
principer och varderingar som ligger bakom initiativen.

Det finns ett akut behov av en solid 6vergripande ram
som omfattar alla nationella atgarder for aktiv inklu-
dering. En sadan ram kan tjana som vagledning for
skolornas insatser nar det géller utsatta ungdomar. Pa sa
satt kan man samordna atgarder fran olika sektorer samt
underldtta lokalt sektorsovergripande arbete och up-
pfoljning av resultaten. Ramen varken kan eller bor vara
overdrivet tvingande, utan ge myndigheter och ansvarig
personal i medlemsldanderna idéer och verktyg for hur de
sjalva kan utveckla sektorsovergripande metoder.



We live in difficult economic times. Progress towards social equality is faltering, indeed in numerous
countries it is in reverse. In Europe, millions of people face years full of struggle and deprivation. Many of
these are children. Urgent action is needed to challenge the wretched inevitability of these young people
following their parents — and their grandparents — into poverty and social exclusion.

Education offers children a way out of poverty. Its professionals - more than doctors, social workers or
welfare officers - are at the heart of children’s daily lives. Excellent classroom teaching narrows the
attainment gap between rich and poor, making a vital contribution towards social equality. But schools
can do more in terms of both prevention and intervention to ensure that vulnerable children are able to
take advantage of that excellent teaching.

Schools are well placed to spot the hurdles that deprivation places in the path of too many families. They
are well placed to understand the dynamic nature of social exclusion, to recognise the continuum of need,
to spot when a child becomes vulnerable and to act. Many acknowledge this broader role, but many need
help making a success of it.

This is not just a challenge for schools. Their efforts are known to be enhanced when other services and
professionals collaborate with them to help children leap exclusion’s hurdles and focus again on their
learning. Central government has a role too. "Joined-up" multi-service synergies in education are easiest
to achieve if backed by "joined-up" national policies. Patience and financial commitment are also
important. Social exclusion is complex and we need to know more about its root causes. But one thing we
do know is that this complex phenomenon requires a sophisticated response. Governments that resort to
quick fixes will be disappointed. Multi-layered, long-term interventions need time to produce results. This
report examines team working, local networks, inter-service working and multi-service responses, as all of
these terms are in common use. All of them involve inter-professional work; but the organisation of that
work is different.

Housing, health, employment and welfare all have roles. It is not enough just to designate a desk for
these services in schools. Instead, professional and organisational divides must be permanently cast aside
for the sake of vulnerable young people. There has to be genuine multi-service collaboration. In pursuit of
this, teachers, social workers, outreach care workers, therapists, nurses, speech and language therapists
and housing officers need help learning to understand and appreciate each other’s skills. They need help
learning to work strategically together — for example, in the assessment of children’s needs. With such
help, their reward can be a powerful, co-ordinated response — centred on the child.

We know that this is not an impossible dream. The LSB teams in the Netherlands, the "Team around the
Child" initiative in the UK, the social workers in schools in Sweden are successful, innovative examples of
multi-service synergies created in and around education. We need more of them. Other noteworthy
initiatives, for example, Hamburg’s Bildungsoffensive Elbinseln (the Elbe Island Training Offensive) involve
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schools as important partners in wider attacks on deprivation. Similarly, community schools in Belgium,
like extended schools in England, challenge exclusion on a broader front by trying to enrich families’ lives.

The most common approach, though, is for a single service to work with a school to achieve a single aim —
perhaps reducing bullying or persuading young people not to drop out. While it is relatively easy to
measure the effectiveness of this approach, that does not mean it is the best or only solution for at-risk
children. Single-service and broader, more "ecological", approaches can complement each other. Given
the consensus that multi-service responses to social exclusion make a difference, they must not be
sacrificed simply because they are harder to evaluate.

Obviously, we need to know "what works". However, it is also important not to fall into the trap of making
simple generalisations from the evidence. All schools, just like the children they serve, are different. They
need an overarching and shared set of principles and values to guide their work with vulnerable young
people. But it must be a framework, not a cage. It is vital that they, and the services with whom they
collaborate, are able to be sensitive to local circumstances.

Many schools are doing good work with vulnerable children. Now they need to accept and develop their
role as a lynchpin in a multi-faceted, cross-sector world. They need to scrutinise their purpose and values
in this world. They may want, for example, to look beyond examination results as a measure of how they
are helping at-risk children. They may want to evaluate their relations with parents or to train their staff in
conflict resolution.

Failing at school leaves a child at risk of wider social failure. All professionals involved with young people
should appreciate just how fundamental education is in terms of transforming the lives of vulnerable
children. They need to accept that working alongside this universal service is a legitimate use of their
specialist skills.

The multi-faceted nature of risk requires a multi-faceted response. Centring such a response on and
around schools, the only places that exist purely for children, is essential if we hope to prevent the social
exclusion of millions of young people.

This review has examined synergies across policy fields and in multi-professional partnerships, at local and
regional levels in Europe, which aim at articulating interventions with education and training. The
intention has been to identify examples of successful interventions in order to inform policy development.

The review acknowledges the importance of school-wide approaches to inclusive education and in
particular teaching strategies aimed at narrowing achievement gaps between the more and less
disadvantaged pupils. However, the primary focus will be why and how schools and other services work
together to tackle the multifaceted nature of social exclusion.

The range of potential links of this kind is considerable. It is therefore useful to conceptualise them as
falling into three broad approaches:

a) Individualised approaches in which sectors work together to tackle the disadvantages faced by
particular learners or groups of learners in particular education settings. These might take the
form, for instance, of multi-professional teams based in and around schools and working with
learners who have been identified as being in some way "at risk".
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b) Wider, ecological approaches where sectors work together to tackle the social and economic
problems apparent in particular localities which give rise to the disadvantages experienced by
individual learners. These might take the form, for instance, of area-based initiatives in which
education providers, a range of other public services, community groups and business and
industry work together to enrich the employment opportunities, or improve health, or tackle
street crime in particular localities.

c) Policy approaches in which national or regional governments facilitate cross-sectoral work at local
level, and bring national policies in different sectors into alignment. This might involve, for
instance, developing policies to promote educational inclusion as part of a wide-ranging policy
effort to tackle the social exclusion of marginalised groups, or developing childcare provision in
schools as part of an effort to increase employment opportunities for parents.

Thinking of cross-sectoral links in this way is important because each of these different approaches has a
contribution to make, and ideally they should support and enhance one another.

Prevention is therefore a key concept. The examples of working on social exclusion will centre on
preventing exclusion through interventions with children and young people who are at risk of being
unable to engage with, and contribute to, what society can offer. The analysis will recognise that
"prevention" can also apply to protective safeguarding action taken to ensure that a child does not come
to significant harm. Schools, as universal services, have a part to play in recognising the need for
safeguarding and in rehabilitation (Appendix A); however, this higher level of risk will not be a focus.

The preventative work which will be discussed is aimed at breaking inter-generational cycles of
disadvantage through building the capacity of children, their families and often their wider communities to
engage fully in and with mainstream society. Schools cannot achieve that aim alone; but their contribution
is not only providing excellent classroom teaching.

The report will examine social interventions which have involved schools in working with other services.
Intervention is therefore another term that needs explanation. The Commission’s recognition that
schooling is the most important intervention in the lives of children and young people is reflected, for
example, in its emphasis on inclusive schooling and its strategies to stem tendencies to leave school early
(Commission Staff Working Paper 2010; Downes 2011a). Alongside these emphases is a growing
recognition that schools need to work in collaboration with other services for children and young people if
children are to be able to attend and engage with school.

Early intervention is the term most commonly associated with the inclusion agenda and has two accepted
meanings. The 2011 Social Protection Committee report and the 2013 Commission's "Social Investment
package" point to early childhood intervention in health and education as key to breaking an
intergenerational cycle of poverty. These interventions are often multi-strand and will be discussed in this

report. The other reading of early intervention does not limit itself to the early stages of a child’s life, but
involves intervening early when there are signs of vulnerability at any time in the life of a child or young
person (Home Office 2000; Rutter 2007). This interpretation of early intervention also calls for multi-
faceted responses.

The challenge that the second meaning offers provides a major rationale for multi-professional
collaborative working around schools. Professions need to be able, at any stage in a child’s life, to
collaborate in looking across different domains such as housing, parental health etc., in order (i) to
recognise the accumulated need that may result in a child’s vulnerability and (ii) to collaborate in response
to their joint interpretations of that need. It also recognises that vulnerability is a dynamic state: levels of
risk can change in relation to changes in the environment in which the child is developing.
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So far, the term used for collaboration across professional boundaries has been multi-faceted. Again some
clarification is needed. This report will mention team working, local networks, inter-service working and
multi-service responses, as all of these terms are in common use. All of them involve inter-professional
work; but the organisation of that work is different.

Teams, whether they are single service or contain different professions, usually have a shared history and
some common understandings from which they can work responsively with children and families towards
shared goals. Networks may also have built up some degree of common knowledge and patterns of fluid
inter-professional collaboration over time. Inter-service and multi-service work suggest stronger
boundaries between services that come together to tackle the complex problems of social exclusion.

Many of the examples to be discussed consist of a mixture of team or network responses together with
multi-service support. However, growing understandings of prevention and early intervention are leading
to more systemic configurations of services where boundaries between agencies are being eroded. For
example, in England, during the last decade, local systems of combined children’s services have been
established.

This report will recognise the challenges that policies for service integration present to governments
where specialist approaches to welfare policy have led to strong boundaries between welfare actors at
national, regional and local levels. It will note that inter-professional collaborations are more easily
achieved by strongly centralised governments which can implement policies to break through these
boundaries by demanding co-location of services, or establishing local inter-professional partnerships
outside established systems, than by more delegated systems which rely on local initiatives to erode the
boundaries that maintain services as separate silos. It will also recognise that co-location needs to be
supported by workforce development to enable collaboration and that free-standing partnerships need to
be integrated into local systems if they are to be sustained.

The role of the State in articulating inter-professional collaborations raises important questions about the
autonomy of schools within State systems and for policies that aim at engaging schools in early
interventions. The report recognises that education, training, employment, health and housing policies
need to be inter-related. It points to examples of this approach at the regional level in Germany and
argues for the development of an over-arching framework for policy development that allows for some
freedom of movement in response to local conditions.

The report focuses primarily on schools and their roles in policies aiming at active inclusion through inter-
professional synergies. Engaging schools has its challenges. Collaborations in and around schools can be
constrained by a narrow view of what leads to academic achievement. Schools frequently have tight
boundaries which make collaboration difficult; work with targets that focus on pupils’ academic
achievement; and see excellent classroom teaching as the key lever to improving pupils’ life chances.

The move towards active inclusion, emphasising engagement in society through participation and active
citizenship, has the potential to disturb some of these assumptions about schooling. For example, the
voices of pupils and parents are increasingly being heard in school-related initiatives. Some of the
interventions to be discussed have come to see that working with families is not a matter of the school
"colonising" the home (Edwards and Warin 1999; Mulkerrins 2007), but of schools acknowledging and
working with the "funds of knowledge" (Moll 1990) that learners bring to the learning situation in school
(Diez et al. 2011).
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Recognising learners as people with lives beyond the school gates also means that vulnerable children
cannot easily be parcelled into discrete needs and each need sent to different services which work
independently. The 2011 Munro Review of Child Protection in the UK observed that ‘child-centred’
systems of services are needed. An earlier substantial UK discussion paper, which was produced by HM
Treasury, focused more on prevention and emphasised the crucial role of schools in such a child-centred
system. It argued: "A preventative schedule of support needs the full engagement of universal services,
especially schools" (HM Treasury-DfES, 2007:20).

The examples to be discussed here will show how important schools, as a universal service, can be in these
systems. This report will focus on how and why a broad range of inter-professional collaborations take
place in and around schools and their implications for the wellbeing of children and young people.

Discussions will draw primarily on empirical studies and conceptualisations of school-related inter-
professional collaboration which have taken place in Europe over the last ten years. These are augmented
by studies from beyond Europe in order to expand themes revealed in the European developments. The
studies include large scale evaluations of national initiatives aimed at identifying what works; accounts of
local projects aimed at supporting their development; and research studies aimed at developing
conceptualisations which might inform future developments.

The intention is to identify successful interventions in order to inform policy development. However, two
limitations in many studies of interventions need to be noted. A major concern among evaluators is the
difficulty in identifying the impact of specific preventative work within communities where other
interventions are also likely to be in place, or where services work responsively on complex inter-related
problems. There is therefore often a stronger focus on the evaluation of the processes of collaboration
and the structures that support them, than on robust evidence of the impact of a specific intervention on
outcomes for children.

These evaluations are reflecting a reality that needs to be recognised when formulating evidence-based
policy. Process and structural indicators’ can provide valuable information, about who services are
reaching and how complex problems are being addressed, which can both inform policy and hold service
providers to account.

The second limitation is the successful contextual embedding of many of the interventions that are
examined. This necessary localism raises questions about the extent to which interventions in one cultural
context can be transferred to another. Preventative work is inevitably culturally sensitive; practitioners
work with the grain of history and local social and cultural capital. Consequently, this analytic report needs
to attend to the organising ideas and principles in interventions, as well as to process and outcomes, in
order to aid later translation and implementation.

! Interventions are frequently assessed against, process and structural indicators in addition to outcome indicators. Process
indicators include changes in professional practices, user take-up, preventative work and access to basic rights which would
include education. Structural indicators include legislation, codes of conduct, audit, opportunities for user participation and
communication systems.
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Appendix B lists the core studies which were interrogated in detail in order to identify concrete outcomes
of inter-service work as well as obstacles and enablers. These studies were identified using European
networks of researchers in the field of prevention and the work of schools and academic search engines.
There are inevitable gaps among the projects discussed; but the intention is to begin to identify types of
approach and their implications for schools, the services with whom they collaborate and children and
families.

The core studies are classified on two dimensions in Appendix B: focus and mode of inter-professional
collaboration. Focus was categorised as pre-school; school age; transition from school and post-school;
and community. Work with families spanned all of these categories. Mode was categorised as team
working; local networks; single service work requiring inter-professional support; and single service
interventions alongside schools. Inter-sectoral and multi-professional work was evident, in some way,
across most projects; for example, when team work was augmented by collaborations with other services.
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An enhanced role for schools in the prevention of exclusion is breaking new ground. It extends the
purposes of schooling beyond expectations of inclusive educational practices in classrooms. Schools are
now positioned as one of several preventative services that should collaborate in both the recognition of
vulnerability and in responses to it. The change demands that old expectations and organisational
boundaries are disrupted and new ways of working formed.

The following questions are addressed in this chapter:
o How do schools recognise and respond to children’s vulnerability?

o What are the different types of inter-professional collaboration to be found in and around
schools?

o What s the focus of collaborations and their intended outcomes?

o What are the links with families and communities and how do interventions take forward the
active inclusion agenda?

The intention is to identify how schools engage with other services and why they do it. The answers to the
questions will allow some lessons to be drawn about the limitations and potentialities in the role of
schools in inter-professional work.

This report focuses on inter-professional synergies and is not examining how schools recognise and
respond to students’ vulnerability by deploying their own staff within their own institutional boundaries.

The studies that are reviewed reveal three approaches to recognising risk of social exclusion and setting up
school-related strategies to tackle it:

i Referral: the school identifies a vulnerability in a student that cannot be dealt with by the school
and calls on another service to take responsibility

ii. Child-centred collaboration: the school identifies a sign of vulnerability in a student and works
with other professions to explore the extent of the vulnerability and to develop a joint response

iii. Group targeting: local priorities identify particular groups of children as vulnerable and schools
become sites of targeted interventions

Referral is long-established in schools, involving them in sending children to speech therapists, counselling
services etc. for additional help. The external service usually assumes responsibility for the child’s specific
vulnerability, refers the child to other services if necessary and offers an intervention. This approach,
summarised by one practitioner as "passing on bits of the child" (Edwards et al. 2009), will not be
categorised as an inter-sectoral or inter-professional synergy in which schools play an active part.
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Child-centred collaboration can be categorised in this way. It has the advantage of starting by building a
picture of accumulated vulnerability so that a robust assessment of risk can be made. Joint diagnosis also
makes it more likely that the accumulated risk faced by a child or young person can be tackled in a
coherent way by the relevant services. This approach can call for assessment tools which allow different
services to contribute to the assessment and to the plans for dealing with vulnerability. The Common
Assessment Framework (CAF) in England is one example of an assessment instrument that meets these
requirements (CAFs are discussed in more detail in Chapter Four). Schools, as universal services which see
children regularly, are one of the services that are most likely to initiate and orchestrate CAFs.

CAFs in turn have led to the creation of Teams Around a Child (TAC) which allow different specialists such
as family workers, education welfare officers, and school psychologists to bring together their expertise to
support children and their families. However, the terminology is slippery. TACs are often temporary teams,
assembled from local service providers to meet the needs of a particular child. Child-centred inter-
professional teams which are more permanent and more directly linked with specific schools are also
under development, in a national pilot of LSB teams (i.e. Behavioural and Educational Support Teams), in
the Netherlands (van Veen, 2011).

More "ecological", multi-strand approaches to prevention, which tackle both the difficulties the child
presents and aspects of the conditions which gave rise to the difficulties, also finds strong support. The
Reinke et al. (2009) review of US combined school and family interventions to prevent disruptive
behaviour reported:

In addition to targeting malleable risk and protective factors, successful programs tend to be
multifaceted ecological models aimed at multiple domains changing institutions and
environments as well as individuals (Reinke et al. 2009:34).

Group targeting is the most common approach in the studies that have been reviewed. There are two
broad sub-categories of this approach. The first is a structural response, represented in the studies in
Appendix B by extended schools in Belgium (where they are also called community schools, Joos et al.
2007) and in the UK (Cummings et al. 2011).

In these cases resources from other services are added to schools. The schools, in line with an "ecological"
attack on social exclusion, are bases for offering additional opportunities and services to children and
families. The school base means that potential users do not see the services as stigmatising. Schools may
be involved in identifying need for specialist support, but in some models families can also self-refer or be
referred by other services.

Another slightly different structural response is a local network with educational intentions. The example
discussed in this report is Le Réseau des Ecoles de la Deuxiéme Chance in France. This thriving national
initiative, a network of networks, has established local groupings of political, economic and social partners
who combine their resources to aid the employability of young people who leave school without
qualifications. The emphasis is on assessment of competence rather than diplomas and the networks are
organised locally to aim at: "Matching the intentions and needs of young people with the realities of the
local employment market." (Statuts de L'Association Réseau E2C France 2004) (our translation).

Another example of work with this target group is the Project for pupils who drop out of school led by the
Ministry of Labour and Social Policy in Bulgaria (http:www.mlsp.government.bg), which aims at preventing
school drop-out and providing internships for young people.
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The other kind of group targeting, which does not involve new structures, sees schools as the agents of
change and works through and with them to influence vulnerable groups. Targeting may be based on
regional or national policy concerns such as the social inclusion of Roma children, early school leaving or
health inequalities (Diez et al. 2011; Downes 2011b; Flecha et al. 2011).

The INCLUD-ED research project (2006-2011), funded within the European Union's Sixth Framework
Programme for research, provides several examples of this approach. Schools are not involved in
identifying the focal vulnerability, but co-operate with other actors in interventions with children and
families, which are led by the external service and aim at promoting active inclusion. These interventions
often take place in school settings, again avoiding stigmatising and enabling a wide reach.

INCLUD-ED has largely emphasised the development of inclusive practices within schools. However, it has
also recommended that schools have a much wider role in tackling intergenerational poverty in order to
meet their responsibility for ensuring active inclusion through enhancing academic performance among
at-risk groups:

Schools [should] create the conditions that encourage increased participation of families and
communities in learning activities, curriculum development and evaluation, and school decision-
making. Participation and training of families from vulnerable groups, such as migrants, cultural
minorities, and of students with disabilities should be particularly encouraged as it directly
impacts on their children’s academic success. (Scoopproject.org.uk: downloaded January 2013)

This kind of group targeting approach has tended to see schools as sites for preventative work that
involves other services. These approaches have therefore largely limited themselves to taking advantage
of schooling’s position, as a universal service, to reach families where vulnerability is at the first and
second levels of need (Appendix A).

However, there are glimpses, such as the INCLUD-ED suggestion, that there is some potential for widening
schools’ local responsibilities to families and communities (Gatt et al. 2011). If that were to be realised,
the shifts in purposes and practices of schools and the demands on them as organisations would need to
be recognised (Education Council of The Netherlands 2010; Edwards et al. 2010).

Another variation of group targeting focuses directly on practices in schools, for example anti- bullying
initiatives, to prevent social exclusion through early school leaving. Downes (2011a) is a relevant account
of this kind of preventative activity.

Of the three approaches outlined in this section, only child-focused collaboration takes advantage of
teachers’ regular proximity to children and their ability to recognise early signs of vulnerability so that a
wider assessment of risk may be made and preventative action initiated before problems escalate.

Schools have long referred students with specific individual needs to discrete external services which give
specialist support. These services include school psychology, mental health services, speech therapy and
counselling. The services address a child’s need and make few demands on schools, despite some efforts
among psychologists to influence school-level responses in, for example, England and Denmark
(Leadbetter 2011; Vassing 2011).

Another approach is exemplified by social pedagogues who work with vulnerable children, in for example,
residential settings (Cameron 2004) and schools (Cohen et al. 2004; Kyriacou 2009). Although this seems a
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promising approach in many ways, its lack of attention to broader contextual conditions of vulnerability
has led to criticism (Coussée et al.2008).

In this section the focus is:

e schools’ child-centred collaborations with, for example, inter-professional teams or social
workers who are placed in schools; and

e fluid and responsive networking in local systems of specialist expertise which are geared at
supporting the needs of individual children, for example, the emergent systems of inter-sectoral
working to be found in combined children’s services in England.

The role of the multi-professional Youth Care Advisory Teams (YCATs) (also known as LSB) in the
Netherlands is now fairly well-established. They are seen as a crucial layer in the support available for

those vulnerable students who require more help than can be offered by schools alone (Education Council
of the Netherlands 2010). These teams are not external to a school, but attached to them and include
school staff and "the school is in charge" (Dolf van Veen personal communication, October 2011). The
position of the teams in relation to the schools therefore also requires child-centred approaches within
schools to ensure a consistency of experience for children.

An early account of YCATs (Bongers et al. 2000) emphasised the value of a whole school approach to
prevention which was placed within "the wider framework of multi-service schools" (p. 20). These multi-
service schools, with support from national policy, are growing in number in the Netherlands. There are
several models of multi-service arrangements with schools: ranging from community-based (75%) to
school-based (15%). However, as van Veen observes (2011), rigorous studies on outcomes for children and
families are lacking.

Van Veen’s own recent evaluation of LSB-teams, which consist of a teacher or other school staff, a social
worker, youth worker, school health care worker, police and truancy officer (Educational Welfare Officer
in England), suggests that inter-professional collaboration is strengthened by establishing teams of
complementary expertise with a clear focus on contributing to support structures for teaching and
learning in schools and networks of schools.

Multi-professional attention to school practices is also at the core of a US initiative, Behavioural
Interventions and Supports (PBIS) (Reinke et al. 2009), discussed by Downes (2011a). Downes concluded
that multi-sectoral teams working in schools can offer an important strategic dimension to prevention of

suspension and expulsion from school, through providing social, emotional and behavioural support
services, including teacher conflict resolution skills and diversity training, as well as alternative strategies
to suspension.

The 21 regional LSB pilots examined by van Veen have improved achievement, well-being and service
delivery in most of the sites. However, he notices a tension that points once again to the broader
preventative role of schools. The LSB teams need to balance "primary prevention, selective prevention and
interventions" (van Veen 2011). Professional energy is inevitably drawn to the more demanding cases.

This tension is also seen in the re-organisation of children’s services in England, which aims at promoting
prevention through intervention at the early signs of vulnerability (Edwards and Daniels 2012). A great
deal of the preventative work observed in that study occurs at the top end of Level Two (Appendix A), at
the expense of lower level early interventions. The reason for this lies in the very nature of preventative
work, namely that the problems are almost invariably more complex than they first appear.
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The National Evaluation of the Children’s Fund (Edwards et al. 2006) described successful preventative
practice as "lifting the stone". Early preventative activity can very quickly reveal highly complex difficulties
requiring a range of professional responses. Preventative services often become overwhelmed by "net-
widening" and higher levels of identified needs (Brandon et al. 2006; Churchill 2011). These revelations
elevate the problem to Level Two and call for the orchestrated expertise of a multi-professional team.

The involvement of social workers is not new in the pre-school educational provision that is offered as a
preventative service for vulnerable young children. But stronger connections between social work and
mainstream schooling are now being implemented. Bolin (2011) outlines a type of collaboration in
Sweden which she terms school social interventions (p. 20). These include teams which implement
collaboration between teachers, social workers, students and their families. The Resource Schools in which
this happens are "new arenas for interprofessional collaboration" (p. 20) which aim at preventing the
escalation of pupils’ problems.

While the Swedish examples are backed by national policy, the English example of social workers in
schools was a recent pilot project set up by the Children’s Workforce Development Council (CWDC). The
project implemented and compared two approaches. The first method placed each social worker for 50%
of their time in a school, where they could undertake preventative work with self-referring families who
had been encouraged to work with them by the teachers. The second approach set up small teams of
social workers and family workers who worked flexibly with specific schools to give support to families
where children were at risk of eventual social exclusion through, for example, poor attendance or parental
ill-health. Both the Swedish and the English approaches enabled social work skills to be brought to bear on
Level Two problems (Appendix A). This focus relieved schools of those demands and allowed expert efforts
to be made to keep the child out of Level Three risk and the statutory requirements that then would come
into play in the English case.

The more fluid responses from local networks are still under development across Europe, where reports
indicate the difficulties involved in opening up the boundaries around schools and changing their
entrenched practices. In England, the Children Act (DfES 2004) required Local Authorities to integrate their
services for children (Edwards et al. 2009; Glenny and Roaf 2008), seeing it as a ten year project. However,
schools had a great deal of independence from Local Authorities, which has meant that their relationship
with other services is often still marked by firm boundaries.

There has been some blurring of boundaries between schools and other services in England. It has
occurred through the use of school-funded non-teaching staff who work as learning mentors and student
support workers to provide extra help for vulnerable pupils. Learning mentors and student support
workers are increasingly likely to be the people who initiate the Common Assessment Framework
discussed in section 2.2. They are therefore usually the school-based practitioners who liaise with other
services on preventative work. Their lack of training for this work remains a concern (Edwards et al. 2010;
Gunter 2007) and will be discussed in Chapter Four.

A Common Assessment Framework (CAF) often leads to establishing a Team Around a Child (TAC, see
section 2.2) which is made up of expertise tailored to the needs of the child and which can offer a co-
ordinated response. Responses include specific specialist interventions and then support once the
intervention ends. A school, through, for example, a student support worker who co-ordinates the CAF, is
a partner in the TAC and has a role to play in building the strength of the child.

The need for a key person to lead collaborations was also observed by the Education Council of the
Netherlands in its advice to the Education Minister in 2010:
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[We should] strive towards a situation where young people who require help are assigned a
single professional to assist, coach and mentor them. This should preferably be done in a context
where one of the agencies involved has overall responsibility and provides the coordinating
professional.

The importance of key contacts for children and families has been highlighted by the complexity of service
integration and the need to keep support stable while systems are being re-configured.

Combining children’s services in England has involved major top-down government-led disruptions in
funding, management systems, organisational structures and not least professional identities. However it
is evident across a number of studies that inter-professional collaboration has enhanced professionals’
sense of their core expertise. Being clear about what they bring to collaboration and being able to
articulate that to others has led to a strong sense of specialist expertise among all the professions involved
including teachers (Edwards 2010).

Studies also make it clear that local collaborations need groundwork. Bongers et al. (2000) suggest that a
history of collaboration in a locality helps when establishing more focused systems. Examples of this kind
point to the need for a policy framework that allows for local differences in readiness and capacity for
inter-sectoral synergies.

The Education Council of The Netherlands in 2010 similarly argued for a broader role for schools to be
based in local needs:

Schools should be asked to place the many activities that they already perform in a broader
context, to make a conscious decision in favour of a programme of extended education, and to
give shape to this in accordance with local circumstances.

Local capacity can extend beyond schools and other welfare services. Although some kind of extended
education is evident in the Netherlands with 76% of secondary schools involved in some way in 2010, the
Council also suggests that, given the academic pressure on teachers, there is a need for third party help.
"Other external parties, such as the social elite and businesses, could also contribute more to education
than they may now perhaps realise".

Collaborations in and around schools ultimately aim at engaging students with education. One approach is
to focus specifically on changing what schools do. A large number of early intervention activities, such as
Let’s make school attractive to young people in Bulgaria, aim at altering school practices to enhance the
inclusion of vulnerable groups. Others focus on changing family practices specifically in relation to
education, for example in the pre-school period, through Early Learning Parent Partnerships in England
(Evangelou et al. 2008); while others aim at a mutual changing of practices in both families and schools
(Diez et al. 2011). These initiatives usually work with a specific target group, such as Roma or "hard-to-
reach" families, which is seen as socially deprived and at risk of social exclusion.

The second broad approach is more wide-ranging and individually responsive to personal accumulations of
disadvantage. The Familiscope project in Ireland is a well-established example of this strategy (Downes
2004; 2011a). Based in an area of high social deprivation in Dublin, it brings together specialist services
such as speech therapy, family support and specific proven interventions such as Incredible Years (Gardner
et al. 2006) as resources for improving the life chances of vulnerable children and families.
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A recent Familiscope initiative has focused on speech and language therapists working as part of a
multidisciplinary team based in schools with children, teachers and parents. The 29 teachers in four
schools who were surveyed in an evaluation noted benefits which included: giving confidence to quiet,
withdrawn children, improving their peer interaction, facilitating their engagement in class and
overcoming a fear of failure that stopped them trying to learn. Other benefits observed by teachers were
an improved ability of pupils to follow "2-3 step directions" with consequent benefits for in-class
behaviour, as well as improved phonemic and syllable awareness. This system-level work focused on
developing teachers’ language strategies through child language groups, collaborative classroom delivery
(speech and language therapist and teacher), informal advice consultation on language difficulties,
informal teacher support in the classroom, teacher workshops, as well as direct speech support for the
child (Familiscope 2011, see also Hayes et al., 2012).

There are also examples of reconceptualising an educational problem so that the broader causes are
acknowledged and extra resources made available. Recognising the mental health determinants of early
school leaving is one example (Downes 2007, 2010). Freudenberg and Ruglis (2007:3) outline the core
argument: "Simply reframing the school dropout as a health issue has the potential to bring new players
into the effort". Student concerns about mental health issues being dealt with on the school site because
of personal embarrassment and loss of privacy is another reason for reframing (Downes 2004; Morgan
and Hayes 2004; Downes and Maunsell 2007). As is parents’ unwillingness to engage with schools’ mental
health programmes (Langley et al. 2011).

In order to address these constraints, multi-professional arrangements with a preventative health focus
and which include schools have sometimes operated with partnership models, which bring together
school, community and home. The review of these models by Fiks and Leslie (2010) notes that evaluation
of partnerships tends to be case study or formative action research: "but large-scale systematic evaluation
of model process and outcomes has rarely taken place" (p. 49).

The problem of evaluating multi-professional preventative work is widespread. A review of preventative
interventions in the early years in the UK (Allen 2011) assessed the quality of evidence on the impact of
the interventions and produced a list of initiatives that met their criteria: almost all were delivered by
single services. The situation is the same at school-age. For example, targeting and evaluation is easier for
single-focus initiatives that aim at engaging specific groups of children and young people with education.

Generalising from evaluations of these studies is also difficult, and not only because of the inevitable
sampling error built into real world interventions. These projects set targets related to local conditions and
intentions and are often implemented flexibly by responding to the strengths and needs of participants.
For example, Diez et al. (2011) notes how an intervention with Roma families changed as practitioners
came to understand the cultural capital of the families they were working with.

One implication of recognising the local sensitivity of interventions is the need for practitioners to work
with data in order to make evidence-informed decisions about adjusting practices. Several Combined
Children’s Services in England see evidence-informed front-line decision-making as a priority. Front-line
workers are required to be clear about both process and outcome objectives and to gather data on them
(Daniels and Edwards 2012). Inevitably process data such as footfall, frequently serve as proxies for
outcomes. But also family case records are being systematically analysed to show, for example, time taken
before the family leaves an intervention. These analyses are providing useful indications of success and are
used in internal formative evaluations within combined services.

Specific interventions such as the Webster Stratton Incredible Years intervention with parents (Gardner et
al. 2006) are already validated interventions and, provided that programme fidelity is adhered to, should
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more easily demonstrate an impact. However Incredible Years is not a multi-sectoral response, but a
specialist intervention, for example offered in Familiscope as one of several services. The array of services
presents difficulties for evaluating the overall impact of Familiscope. Its evaluations have focused on
discrete elements such as speech therapy; or on perceptions of the project through a teacher survey

Ghate et al. (2008) have observed in the context of On-Track, a multi-sectoral neighbourhood intervention
aimed at crime reduction among young people, that making strong inferences about the linear impact of
one intervention on a complex problem is extremely difficult. Yet evaluators do point to qualitative
evidence of how interventions like Familiscope and the Children’s Workforce Development Council
(CWDC) social work pilots are filling gaps by, for example, working with "hard-to-reach" families through a
family outreach strategy and placing support around a family so it can engage with the school in
productive ways.

In this context, the evaluation of the 21 pilot LSB teams in the Netherlands is among the most robust (van
Veen 2011). It suggests that a multi-professional team that sustains specialist professional expertise to
contribute to a continuum of care is sound model. Key factors that distinguish this model from the
provision of services based on systems of referral to external agencies are (i) the team is oriented to the
purposes of schooling and supports young people so that they can take advantage of schooling and (ii) the
schools recognise the adjustments they need to make to support the student.

Achieving active inclusion is a broad goal and a relatively new one. It is being tackled in a wide variety of
ways, which are often exploratory. Approaches reflect local histories, needs and possibilities for action.
They demand confident evidence-informed decision-making by the front-line staff, who are responsively
addressing local needs. Research is therefore focusing more on describing and conceptualising new ways
of working than on assessing measureable outcomes.

A crucial point, when seeking clear evidence of outcomes, is that the nature of preventative work means
that as it proceeds it can reveal more need than initially identified. Easy to achieve measures of the effects
a single intervention are in danger of encouraging quick fixes at the expense of longer term multi-
professional examinations of the root causes of intergenerational deprivation. We know that attention to
outcomes provides a cohering focus for inter-professional collaborations in children’s services (Daniels and
Edwards 2012). We suggest that professions should work to a shared set of outcomes, based on a shared
analysis of the causes of disadvantage and understandings of their respective roles in tackling it.

Schools therefore need to work with other specialist services to both recognise and respond to these
broader problems. The Learning for Interagency Working study of changing professional practices in
children’s services (Edwards et al. 2009; Edwards 2010) found that inter-professional collaborations were
as important when diagnosing difficulties as they were when responding to needs. Work on interpretation
expands the problem to be tackled and widens the scope for professional action.

The rationale for broadening the scope of the preventative role of schools is to see students as people
with lives beyond the school gate, with both problems and strengths. This view of learners can help
schools to move beyond deficit accounts of troubled children and to recognise the "funds of knowledge"
(Moll 1990) that students bring to schools (Spring 2007), so that they can adapt their practices accordingly.
Recognition and reciprocity are fundamental to pupils’ engagement with schooling and active inclusion.
They are risk-reducing by-products of inter-professional collaborations that should not be underestimated.
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However, the focus in this section is on how schools, families and communities collaborate to configure
children’s life trajectories towards active inclusion. Where it occurs, this collaboration is based on a
cultural explanation of child development which sees the child as nested within his or her immediate
family which is in turn embedded within the practices of the community. It is an "ecological" account of
development, which underpinned the US Head Start programme and its long-term social inclusion gains.
Configuring developmental trajectories to promote active inclusion therefore involves interventions at the
levels of family and community as well as with the student in school.

In England the implementation of the Sure Start initiative has echoed Head Start. It is a pre-school
intervention which has been community-based, with inter-professional co-located teams. It has worked
with carers and families as well as children. The National Evaluation of Sure Start (NESS) has used
longitudinal and comparative data to demonstrate positive outcomes for child development, home
environment, parenting, engagement with services and rating of the neighbourhood indicators (NESS
2011).

Sure Start outcomes have been influenced by multi-professional collaborations, and contextual factors
including: effective partnership working and leadership; inter-professional collaborations, particularly
between health, social services and education; accessible services; good staff retention, recruitment,
training and supervision; high quality services; services for parents, families and communities as well as for
children; effective strategies to identify higher need families; non-stigmatising and empowering
professional-service user relationships and outreach activities (Belsky et al. 2007).

Sure Start’s links with schools are usually with nursery school provision and its success has provided a basis
for the more recent development of inter-professional Children’s Centres for pre-fives in England. These
offer integrated early education and childcare alongside child and family health services, family support
services, outreach services and connect with Job Centre Plus, adult education providers and welfare
benefit services. A national evaluation of Children’s Centres (2009-2015) is currently underway.

Interpreting early intervention as intervention in the early years has also led to an array of approaches in
England, all seeking short-term project funding. For example, the ELPP study (Evangelou et al. 2008)
examined the impact of 19 voluntary agencies and their different "parent as educators" interventions on
pre-school children and their parents over one year. The interventions were supported by short-term
funding. All of them prioritised responsiveness over programme fidelity and many of them were
implemented by volunteers with limited training.

A systematic review of parenting support in the international literature (Moran et al. 2004; Moran and
Ghate 2005) also pointed to the need for well-qualified staff. The review found definitions of parenting
support to be diverse and evidence of "what works" to be "patchy".

They also observed that parents who "drop out" of provision are those with multiple and over-lapping
problems i.e. those who require inter-professional support. They then argued that an ecological approach
needs to be taken at a national level, along with the recognition that parenting programmes alone will not
solve the problems of poverty. Of particular relevance to this report is their conclusion:

Until we have greater understanding of the mechanisms involved in the onset and maintenance
of family problems (and family well-being), we cannot develop fully appropriate interventions to
address them. Thus further research aimed at theory building is also needed to pave the way for
the development of services, in addition to robust evaluation. (Moran and Ghate 2005:334)

The policy problem of the "hard-to-reach" family exemplifies the lack of analysis of the root problems of
intergenerational deprivation (Boag-Munroe and Evangelou 2010). Debates on this topic centre on:
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whether the families are self-excluding; whether services are insufficiently oriented to reaching out to
those who do not present themselves as service ‘users’; and how to address their multiple needs.

Here the role of schooling as a universal service which is able to identify signs of vulnerability is potentially
valuable. However, as the efforts to create more community-oriented schools in the Netherlands and
Belgium demonstrate, schools need encouragement at a policy level to see the whole child and not simply
a pupil who is failing to meet school standards.

The framework for community schools in Belgium (Joos et al. 2007) illustrates how capacity building is a
feature of its model:

Within a Community school, partners from different organisations and sectors who are willing to
commit themselves, start actively looking for possible connections and opportunities, common
goals, shared concerns and joint actions, in order to realise a broad and qualitative support of
children's and youngsters' development. A variety of partners thus add their expertise and
individuality to the network and allow the Community school to grow along with the evolutions
within the different social sectors. The main partners in that respect are the children and
youngsters themselves, as well as their parents because they know their children best. In any
case, parents play a key role in the learning and life of their children and in their relations with the
environment and other partners. (Joos et al. 2007 downloaded January 2013)

However, the evaluation after three years was high on optimism and low on evidence of outcomes:

At the end of the three year period, we questioned all pilot projects (coordination and partners)
about the impact they perceived from participating in Community Schools. They felt a clear
impact on the levels and quality of cooperation as well as on the range and quality of activities.
Almost everyone feels that Community Schools can be a useful tool in realising more and better
chances for children, although there are still a lot of issues to tackle. (Joos 2010 downloaded
January 2013)

Bulgaria, on the other hand, provides an example of community engagement that is part of local culture
but is also supported by central government funding.

In the field of culture and extracurricular activities schools traditionally work with the so-called
chitalishte (cultural clubs). We can call chitalishte one of the oldest civil society organizations in
Bulgaria. There are hundreds of chitalishte across Bulgaria most of them funded with small yearly
amounts by the ministry of culture. They are community based, work closely with schools in the
organization of extracurricular and out of school activities. Cultural clubs often also have small
public libraries. It is difficult to say which agency has the leading role in each specific case. But it
should be noted that in small settlements these old cultural clubs are often the only place
offering some activities for the free time of students as well as adults. (Zahariev personal
communication October 2011)

Cummings et al. (2011) in their account of Extended Schools in England note how easily schools employ
deficit models of parents and communities, seeing education as the solution. Drawing on the work of
Ebersohn and Eloff (2006) on community development, Cummings et al. argue that schools should instead
take an assets-based approach and focus on the capacities and resources of the communities they serve.

This starting point positions people as potential "co-producers of the solutions to their problems" (p. 126).
Building the agency, or capacity to engage, of potential service users was also pursued in the Learning in
and for Interagency Working study (Edwards et al. 2009; Edwards 2010) and in an account of resilience as
a capacity to act on and shape one’s own world (Edwards and Mackenzie 2005; Edwards 2007). It provides
a sound basis for linking prevention to active inclusion.

50 ‘NESET‘



However, engagement between schools and parents is, for the most part, oriented to enlisting parents as
supporters of school values and giving them the skills that enable them to support their children’s
learning. Examples of ecological approaches that involve schools are therefore limited. There is clearly
scope for a broader reconceptualisation of the role of schools in strengthening community capacity in line
with an assets-based approach.

One example is the Bildungsoffensive Elbinseln (Elbe Island Training Offensive) in Hamburg. Here schools
are seen as central to a large-scale community regeneration project. Schools have learnt to network to

integrate provision and to look out to their roles in a community which is changing around them. The
efforts have been summarised as follows:

After three years of the Bildungsoffensive Elbinseln, an interim balance can be drawn:
educational facilities see themselves more and more as part of a development strategy for the
entire district. They are sharpening their profiles and strengthening cooperations in order to
arrive at an integrated collective service for the learning landscape as a whole. In this way, the
chances for the educational facilities to be perceived as a significant location factor grow. During
the profiling of the services, intensive work was dedicated to ensuring that the educational
facilities have an integrative effect and support all types of talent—and in all age groups.
(downloaded from http://www.jovis.de/media/pdf/ibaHHprojekte.pdf, January 2013)

The Hamburg initiative has made considerable demands on schools, requiring them to collaborate for the
benefit of the community rather than consider their own institutional needs (Schmachtel in progress). The
current state of collaboration has taken time, it has been necessary to build shared goals and identify how
practices needed to change in order to achieve them. But the strategy of placing integrated educational
provision at the centre of community regeneration offers an interesting model. The changes are still
underway so are yet to be evaluated for long-term outcomes.

Another example of a tightly network intervention with a central focus on education is the One Square
Kilometre of Education, initiated in Berlin in 2006 by the Freudenberg Foundation, Karl-Konrad-and Ria-
Groeben Foundation and RAA Berlin in cooperation with the Berlin Senate Department for Education,
Science and Research. There are now two projects in Berlin and the idea was extended to Wuppertal,
Herten and Mannheim in 2009. Evaluation so far is through monitoring and self-evaluation.

The One Square Kilometre of Education approach centres on five questions:

a. How can processes of education in a city district be organized so that they can be integrated,
interconnected and ensure the success of children and adolescents?

b. How can the quality in day-care centres, youth welfare centres and schools be improved and
controlled with the participation — if possible — of all groups involved?

c. How can the participation of parents be ensured?

d. Under what conditions can different approaches be integrated in and transferred from the
program?

e. How can municipalities, state administrative offices, foundations and civic society cooperate in
this connection? (http://www.ein-quadratkilometer-bildung.org/stiftung/english/downloaded
January 2013)

Each initiative has a "binding and regulated cooperation with the public authorities", which varies
according to local regulatory needs. Importantly, in all three projects, municipal control groups have been
established to aid integration. Both German initiatives illustrate how schools can be built into a local
partnership and contribute to partnership goals.
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The On-Track initiative in England was also based on a partnership model involving schools. The funding
was short-term (2000-2008) and the aim was a neighbourhood-based approach to reducing youth crime.
The target group was children aged 4-13 and an ecological strategy was adopted to bring together
education, health, social services, youth offending teams and voluntary organisations. The evaluation of
On-Track for the period 2003-2006 (Ghate et al. 2008) found that education agencies were by far the
largest source of referrals to On-Track for intervention (35% in total).

The evaluation also noted that multi-professional working was slow to start and, like the National
Evaluation of the Children’s Fund (Edwards et al. 2006), it found that strong local project leadership was
essential to sustaining a focus. Evidence of impact was "mixed" with the clearest evidence on
improvements in parents’ beliefs in their capacity to cope; a finding which was reflected in children’s
reports of their interactions with their parents. The short-time scale and the massive shifts in professional
practices required meant that there was no evidence of crime reduction among children and young
people. However, the process impact on families should not be underestimated. The study reported
greater take up of other services and informal sources of support among On-Track families.

The building of new and sustained social capital among families was observed in a Scottish study of
parenting support (Zeedyk et al. 2007) and is at the core of the influential US analysis of the
"Unanticipated Gains" of social capital that mothers derive from engaging with child-care centres (Small
2009). Small labels his analysis "the organizational embeddedness perspective" (p. 177), arguing that it
approaches the building of social capital from a new starting point "the organizational contexts that guide
or give meaning" to people’s actions (p. 177). He proposes that organisations such as schools, churches
etc. need to attend to the institutional conditions that allow parents and carers to build the networks that
sustain their engagement in and with society.

His approach is again "ecological", but focusing on small changes in behaviour in established institutional
practices:

The organizational perspective links this micro-level process [everyday interactions etc.] to the
macro-level structures that ultimately affect them. In this respect, it constitutes a meso-level
approach to social inequality, one that seeks regularities in how people interact, obtain
information, trust others, respond to obligations, acquire supportive services, and secure
everyday material goods....  (Small 2009:190-191)

The insights from this analysis do not lead to the structural changes or the targeted interventions outlined
so far. But they do reflect some of the capacity building intentions behind efforts to open up the
boundaries of schools through community or extended schools in Belgium and England; or a looking
outwards that marks the Dutch multi-service schools. They are also compatible with an assets-based
approach to tackling deprivation.

Evidence from the National Evaluation of the Children’s Fund (Edwards et al. 2006) supports Small’s
analysis and raises questions about targeting and community capacity. First it found that simply taking
children and young people seriously, listening to them and acting on their ideas increased children’s sense
of effectiveness and their active participation in projects. Second it observed that the success of targeted
interventions depended, in part at least, on the capacity of local communities to embrace them.

A notion of "readiness" was used analytically to explain what happened when community-based
interventions demanded too much of hard-pressed families and opportunities were not taken up. It
argued that attention may need to be paid to building community capacity if the marginalised are not to
remain sidelined. The small-scale but systemic changes in interactions indicated by Small may be part of a
solution to local capacity building. Here again schools as universal services have a major part to play.
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An overview of the role of schools in developing area-based initiatives (Dyson and Kerr, 2011) outlined
what an area initiative can do and how it should be a coherent and grounded attack on deprivation:

il

2)

3)

4)

5)

6)

7)

8)

9)

As they develop their own initiatives, there is much schools, local authorities and their partners
can learn about how to be effective from previous area-based approaches. Finding ways to 'bend'
existing resources in the area may be more effective in the long-term than relying on additional
funds. Having some alignment with broader policy approaches is likely to be an important
strategy for attracting partners, identifying multiple levers for change, and multiplying impacts.
Local people will also need to be involved. Ensuring that decisions are made on the basis of a real
understanding of how local people see their lives and the place where they live, and what they
feel needs to happen, may be more effective than trying to recruit them to formal decision
making bodies. (p. 2)

Schools as universal services are well-placed to identify early signs of vulnerability.
School practices tend towards sustaining tight institutional boundaries.

Evidence from The Netherlands suggests that when inter-professional teams are set up to work with
the purposes and priorities of schools they provide examples of successful multi-professional
synergies.

A great deal of inter-professional collaboration in and around schools is "work in progress" without
robust evidence of outcomes for children and young people.

Process and structural indicators can provide valuable information, about who services are reaching
and how complex problems are being addressed, which can both inform policy and hold service
providers to account.

The complexity of prevention, its sensitivity to local conditions and the responsive nature of the work
makes the evaluation of specific multi-sectoral activities extremely difficult.

More comprehensive, "ecological" approaches to disrupting cycles of deprivation which aim at
capacity building in communities and families can involve schools, but require schools to recognise the
"whole child".

Schools have a potentially important role in efforts at community regeneration as well as in ensuring
that young people attend school and achieve academically.

Community and extended schools, which aim at the rounded development of children, have the
potential to develop student capacity to engage and active inclusion.

10) Schools can help to build local capacity and parents’ social capital through attention to how they help

foster local networks and engage with parents.
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Cross-sector policy synergies and inter-professional collaboration in and around schools
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The following questions are addressed in this chapter:
o  Why and for what period of time are these interventions funded?
o  What are the lessons about targeting and commissioning?

o  What are the implications of national cultures and local practices for shaping inter-professional
synergies?

o  What are the implications for policy development?

The intention is to examine the conditions that lead to sustainable and effective interventions aimed at
disrupting cycles of deprivation and engaging children and young people with society.

This review has been marked by the shortage of robust longitudinal evaluations that evidence the impact
of collaborative practices which are based around schools and focused on children and young people. One
reason is that these practices are still under development and evaluations, often with action research
frameworks, have been set up to support their implementation rather than focus on outcomes. Another
reason is that funding is usually short-term and centred on specific policy initiatives such as preventing
early school-leaving, or the inclusion of specific groups of children in schools.

Both reasons point to fundamental gaps in the knowledge about inter-professional synergies around
schools which is needed to inform policy. We know too little about how good inter-professional
collaborations occur; and more often than not projects focus on solutions without doing the analysis of
the root causes that Moran and Ghate (2005) suggested was needed (see section 3.5). Churchill makes a
similar point is her overview of recent preventative work in the UK:

Labour [i.e. the previous government] invested in ...early intervention... However there was
limited progress in the degree to which specialist and targeted child and family welfare services
were able to respond to needs earlier and promote child and family well-being. This related to
the scale of social problems, contested nature of policy objectives and limited conceptualisation
of implementation challenges. (Churchill 2011, no page number)

As the INCLUD-ED European research programme has indicated, short-term solution-oriented funding is
found across Europe. In England, under the previous government, it led to a strong reliance on voluntary
actors in preventative work, as they could adapt to the different demands of project funding. Recent cuts
to Local Authority budgets and reduced project funding have meant that these actors are experiencing a
significant loss of income.
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The vulnerability of income streams and demands on staff have been noted even in the Netherlands,
where there have been substantive and successful changes in how schools work with other services (van
Veen 2011 and section 2.3), The Education Council of The Netherlands made the following observation in
2010:

Problems in organising extended education appear to lie, for instance, in the opaque system of
temporary subsidies which can have an adverse impact on the continuity of the activities. Apart
from these issues concerning the availability of funding, issues concerning the efforts made by
teaching staff and by students and pupils also play an important role. Both have limits that need
to be monitored. (downloaded January 2013)

There appears to be a vicious circle of lack of confidence in the potential impact of initiatives that then
leads to short-term funding aimed at specific solutions, which in turn inhibits comprehensive analyses of
problems, substantive systemic change and longitudinal evaluations. Participants in the December 2011
workshop "Working together for equity"2 argued strongly for funding that was sufficiently long-term to
allow teams to take forward the systems level changes needed to produce evidence of benefits for
children, young people and their families.

One factor inhibiting investment in prevention is its cost-benefit when aimed at lower levels of
vulnerability. Current arguments for the cost-benefit of the preventative services are based mainly on
fictional cases, estimations or statements of faith. However, the RAND Corporation has undertaken a more
systematic approach (Karoly et al. 2005). The team concluded:

There is some evidence that the economic returns from investing in early intervention programs
are larger when programs are effectively targeted. In the Nurse-Family Partnership home visiting
program, the effects were larger for a higher-risk sample of mothers. Consequently, the return for
each dollar invested was $5.70 for the higher-risk population served but only $1.26 for the lower-
risk population. This finding indicates that it is not reasonable to expect the returns we report for
specific programs serving specific disadvantaged populations to apply when the same program
serves a different population. In particular, we would not expect to see the same returns in a
universal program, e.g., a state-run preschool program open to all, although net benefits from
such universal programs may still be positive and the associated benefit-cost ratios may still
exceedl. (Karoly et al. summary xviii)

The link between accurate targeting of a specific single focus intervention and evidence of outcomes is
once again made. The danger is that the weight of evidence for single focus interventions (see Allen 2011
for examples), as useful as it might be, can lead policy makers to see these interventions as the only
solution. As this report has already indicated, vulnerability is multi-faceted and dynamic, changing as
people’s situations alter. Single focus interventions may not tackle the nested complexity revealed by
ecological analyses of the causes of deprivation. Interventions should both support and enhance each
other and therefore need to be embedded within a broad policy framework to enable that to happen.

Single focus interventions can also inhibit assets-led capacity building initiatives. Churchill (2011) suggests
that while Sure Start and the Children's Fund invested directly in voluntary-statutory partnerships, other
policies based on "evidence-based ‘proven’ interventions, posed a major threat to grassroots voluntary
sector activities and provision". These include playgroups and locally devised parenting programmes which
have reduced in number as a result (Lewis 2003; Moran et al. 2004).

2 In the context of the consultation symposium Measures to Combat Educational Disadvantage —a European consultation
symposium organised by the European Commission in Brussels on 8-9 December 2011.
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Downes has also suggested that outcomes driven policies may tempt services to filter out the most
marginalised children, young people and families. The groups that experience multiple disadvantages are
likely to be most resistant to at least short-term outcome gains (Downes 2007). Evangelou et al. (2008)
made a similar point, but for a different reason, when they reported that services which were using short-
term funding were anxious about establishing relationships with the most hard-to-reach families, for fear
of not being able to sustain the connections once funding ended.

"Ecological" analyses of risk and prevention present challenges to those responsible for designing or
commissioning services. For example, mental health issues, including depression, anxiety, disruptive
behaviour disorders, eating disorders, or post-traumatic stress disorder, can negatively impact on a child’s
school success, as well as general well-being (Kessler 2009; World Health Organization 2003); while
children living in low-income families are especially vulnerable to mental health difficulties (Annie E. Casey
Foundation 2009; US Department of Health and Human Services 2001). Evidence also suggests that the
emotional support needs of withdrawn students, who are at risk of early school leaving, may be missed by
teachers compared with those students displaying and externalising problems through aggression (Doll
1996; Downes 2004, 2011c; Irish Parliament and Senate Report 2010).

The UK Treasury outlined advice for commissioning for preventative services as follows:

Wider social and environmental costs and benefits for which there is no market price also need to
be brought into any assessment. They will often be more difficult to assess but are often
important and should not be ignored simply because they cannot easily be costed.
(HM Treasury 2003)

Processes for commissioning services are now being developed which link the required outcomes of
discrete service provision to the outcomes of other agencies. The advice given by Aked and Steed (2009),
based on a report Backing the Future: why investing in children is good for us all produced in England by
The New Economics Foundation with "Action for Children", lists the following features of good
commissioning:

e Focus on outcomes not outputs

e Factorin well-being

¢ Include a range of social, environmental and economic objectives

e Use outcome indicators

e Measure the distance travelled (by the target group)

e Calculate the social return on investment

e Provide adequate funding for measurement

e Provide adequate funding for measurement beyond consultation

e Measure with service users

England represents a mixture of statutory expectations (for schooling and safeguarding) and a degree of
local autonomy over the provision of lower level preventative services. Consequently, attention to how
commissioning gives direction to service integration is an important aspect of the inter-professional
synergies around schools.
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The importance of local commissioning varies across Europe. An international comparison of service
integration, undertaken by the English National Foundation for Educational Research (NFER), observed the
differences between what they described as statist and subsidiarity approaches to provision:

Integration is structurally more straightforward in systems where the state is more active as a
direct provider. Where the state commissions or regulates the work of others there is the
possibility of a greater degree of fragmentation that is less conducive to integration...
Scandinavian countries are typically statist. Major European countries such as France and
Germany have a subsidiarity tradition. (NFER 2010:45)

The central government has given English schools a high degree of independence in how they manage
their finances, leaving Local Authorities with little financial leverage to direct their activities. Schools may
fit tangentially with locally commissioned services and, through their independence, illustrate how a
mixture of funding mechanisms can inhibit service integration.

However, schools can be helpful units when planning and targeting services. Hughes and Fielding (2006),
working with evidence from the National Evaluation of the Children’s Fund, observed that targeting
methods were frequently limited by the data available. They found that schools were therefore often a
central feature in decisions on where to place targeted services; and school data were frequently used as
proxies for information on the wards (the smallest unit of community) in which they were located.
Sometimes schools were linked in "community clusters" (p. 35), so that services worked with several
schools and local commissioning requirements listed "links with schools".

Rationales for choosing school sites included both ease of access and lack of stigma. Nonetheless, schools
did not always become more outward-looking as a result. Hughes and Fielding also noted that
interventions which involved direct collaboration with school staff focused on the direct needs of the
schools, for example bullying.

The 2010 NFER report concluded that England has gone further along the route to service integration
(apart from with schools) than most countries. The reason is the Children Act (DfES 2004), which
demanded a complete reconfiguration of services for children to enable inter-professional working, but
excluded schools.

Despite these advances in England there is still work to be done on mechanisms for commissioning
personalised responses which follow and support vulnerable children and young people. Personalised
responses involving commissioning at the level of the individual is currently much more evident in adult
services in England than children’s (Needham 2010).

Needham’s account of recent developments at the local level gives some optimism for how a more child-
centred approach may be built into an ecological approach to prevention. The example she discusses is
the Total Place initiative which did not survive the 2010 change in government. It was implemented
through a series of pilot studies in 2009 and took a whole community approach to service provision. She
explains how respondents to her study welcomed it:

Local strategic partnerships are leading on the Total Place initiative, aimed at approaching service
funding in a more creative and integrated way to remove duplicated funding across different
agencies in a locality (see www.localleadership.gov.uk/totalplace). Many interviewees highlighted
the coherence between personalization and Total Place, in reimagining local service provision and
breaking down traditional service silos to rebuild provision around users. ‘Personalization offers
an ideal set of technologies to enable a Total Place strategy to work—because it offers a flexible
framework for putting resources in the hands of citizens, families and communities’. (Needham
2010: 29)
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Developing systems of targeting and commissioning for inter-professional collaborations remains work in
progress. This section has focused largely on England because of the advances made towards service
integration there. In addition, its mixture of statutory expectation, school independence and local
commissioning, together with its attention to targeted interventions and more personalised approaches
within an ecological view of prevention, reveal the topics to be addressed more generally, if schools are to
benefit from engaging with emerging local inter-professional synergies.

The 2010 NFER international comparison of service integration observed how national political, funding
and legal systems affected provision. Statism or subsidiarity was the organising principle. The present
report quotes at length from the 2010 document as it gives useful indications of other local enablers and
obstacles:

- Statist systems, in which services are provided directly by the state (national and/or local), tend to
have the highest levels of integration. This especially occurs in Nordic counties, where local authorities
directly run the services, in co-located or adjacent offices.

- InFrance, where there is a mixed system of provision from the state and from the voluntary sector, the
child support social worker for the local authority becomes the key link person between agencies. A
disadvantage of this approach is a feeling amongst the link social worker of being kept "out of the
loop" by their specialist colleagues. They can simply become the broker of inter-professional service
provision. It would seem, therefore, that this is not the same as the role of the lead professional in
England, who is a core member of the team working for the child.

- In subsidiarity dominated structures, such as in Germany, where services are decentralised and
provided by the voluntary sector and local actors, co-ordination of services is more difficult. The
services are felt to be highly accessible to professional and families, but there is little integration
between them. (pp. 28-29)

The report then asks:
e |s the system centred on child protection or on prevention and family support?

— Systems that focus on prevention seem better equipped to maintain a focus on the family as a
whole, and to allow actors to work together, than systems that focus on child protection. In
countries that focus on prevention and family support, the time that practitioners spend on
communication and exercising professional judgement is valued at a strategic level.

— Where child protection is the underlying orientation of the whole system, a response from
practitioners of self-protection is heightened. This tends to discourage communication and
collaboration with other agencies.

e [s the legal/court system adversarial or inquisitorial?

— In adversarial systems, such as in England, there is a need to gather evidence for cases. Whilst
this may produce clarity, it can result in high referral rates and a high expenditure on
investigation and assessment of child protection cases in comparison to expenditure on
prevention and early intervention (this has been reported for Australia, for example, where
mandatory reporting is the main mechanism for ensuring inter-sectoral communication).

— In inquisitorial systems, such as in France, there is more emphasis on problem solving and
early intervention and prevention (p. 29).
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Mulgan has pointed to some of the challenges of the policy shift to networks and projects and away from
‘traditional structures’ (2005:179). These include the need for ‘horizontal structures [which] are essential
to complement vertical ones’ (p.184), and notes that ensuing erosions of autonomy are "almost certainly
to be resisted" (p. 187). By horizontal structures Mulgan meant new ways of enabling connections to be
made between different specialist professionals across organisational boundaries at each level of
organisational hierarchies; the vertical structures are those that are typically found in hierarchical
organisations such as schools and social work. We suggest that Mulgan is half right about structures and
certainly correct about resistance and horizontal structures are not a sufficient response to these new
demands, not least because of the ensuing resistance. Instead attention needs to be paid to the work that
is done to achieve horizontal linkages. Christensen and Laegreid (2007) get closer to the challenges of
synergy. Horizontal working, they argue, needs "cooperative effort and cannot be easily imposed from the
top down" so that "The role of a successful reform agent is to operate more as a gardener than as an
engineer or an architect" (Christensen and Laegreid 2007:1063).

Resistance and entrenched practices that are unreflectively sustained, despite agreement on new
institutional purposes, are a persistent problem in all the research on organisational change. The 2008
Audit Commission report on inter-professional work in Children’s Trusts in England observed that inter-
professional collaborations were occurring among front-line staff despite the organisations in which they
worked.

The Learning in and for Interagency Working study (Edwards et al. 2009) came to the same conclusion.
Labelling it "rule-bending", the research team argued that small infringements of established service
protocols, in order to help a child, were the first signs that organisational practices needed to change and
that changes in work practices should be noticed and, if appropriate, nurtured.

Attention to rule-bending subsequently became the focus of an intervention study with senior leaders in
children’s services funded by the LG Group (Edwards and Daniels 2012). There the intention has been to
provide analytic tools for systemic reflection on the purposes of multi-sectoral working and how current
organisational practices sustain or contradict them.

The LG Group study suggests that schools need to recognise their broader purposes in the active inclusion
agenda and value connections with the local welfare services. This advice may not always be welcomed.
An earlier study (Edwards et al. 2010) found that English secondary schools avoided contradictions
between the academic and well-being purposes of schooling. This was achieved through a division of
labour that delegated well-being to unqualified non-teaching staff.

One way of trying to avoid rule-bending is to establish new systems with new rules which are aimed at
new purposes. Local partnerships such as the Bildungsoffensive Elbinseln in Hamburg and Le Réseau des
Ecoles de la Deuxiéme Chance found across France have offered new solutions to vexing problems and
have led to new collaborations focused on new goals. But new partnerships are not an easy solution. They
take time to establish and can run the risk of not being embedded in the systems that might be able to
sustain them long-term.

An example, of the wastage that can arise if partnerships don’t connect with statutory services was the
Children’s Fund in England. It was set up prior to the 2004 Children Act. New local strategic partnerships
were established alongside Local Authority systems as catalysts to promote the moves to integrated
working that Local Authorities found difficult to make.
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The National Evaluation of the Children’s Fund (Edwards et al. 2006) looked at all 159 local partnerships
and studied 18 in depth. It found that those partnerships which grasped the new preventative purposes of
the Fund and built strong local legitimacy on the basis of working responsively with users, did so at the
expense of collaborating with local statutory services and Local Authorities. Consequently, when funding
ended, the legacies of these "successful" partnerships, such as commissioning systems, were lost. At the
very least, short-term initiative funding should be accompanied by attempts at mobilising the knowledge
being generated, so that it can be shared.

Organisational obstacles are only one element of resistance to inter-professional synergies. Professional
practices and the motives that shape them are another. That topic will be discussed in Chapter Four when
workforce implications are examined. Challenges to professional identities are inevitable in systemic
change making Christensen and Leegreid’s gardening role an important one at the local level.

Although inter-professional collaborations are easier to establish with statist or directive forms of
governance than with more delegated modes, policy-led co-location is not sufficient. Efforts are needed to
support inter-professional collaborations and overcome resistance.

More work is needed to reveal the root causes of exclusion so that it can be tackled long-term and
systemically through well-funded initiatives that recognise the need to address the economic and social
conditions in which exclusion arises. Increasing inequities due to the current economic crisis make such
action urgent.

Joined up responses require support from joined-up government. Ecological, multi-layered long-term
interventions, such as the Bildungsoffensive Elbinseln (Elbe Island Training Offensive) in Hamburg, or the
Berlin "One Square Kilometre of Education" initiative, need national or regional support and take time
before outcomes can be produced as evidence of success.

Attention should be paid to the principles and values under-pinning interventions through building a
robust over-arching conceptual framework for the development of policies for active inclusion. This
framework should include attention to articulating education to the labour market to prevent later
problems of adult exclusion (Brown et al. 2010). It should also aim at building capacity for systematic
organisational self-evaluation to ensure that avoidable gaps such as those that exist between services for
looked after children and education services (Kutsar et al., 2012) are filled.

This framework also needs to recognise key issues identified in the European Commission Staff Working
Paper (2011) on early school leaving which adopts a holistic approach to early school leaving, giving
cognisance to the need for emotional supports:

Difficulties at school often have their roots outside. Solving problems at school cannot be done
effectively without tackling the range of problems that put children in difficulty, which can
include drug or alcohol use, sleep deficits, physical abuse and trauma. Some of the most
successful measures have been those which provide a holistic solution by networking different
actors and so support the whole person.

It further needs to incorporate key aspects such as those in the Annex to the relevant Council
Recommendation 2011, such as the following:
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At the level of the school or training institution strategies against early school leaving are
embedded in an overall school development policy. They aim at creating a positive learning
environment, reinforcing pedagogical quality and innovation, enhancing teaching staff
competences to deal with social and cultural diversity, and developing anti-violence and anti-
bullying approaches...

Targeted individual support, which integrates social, financial, educational and
psychological support for young people in difficulties. It is especially important for young
people in situations of serious social or emotional distress.

An important set of guiding principles to also inform this framework emerge from the recent Commission
(2013) recommendations for investment in children through "multidimensional strategies", where its
"horizontal principles" include commitments to:

1)

2)

3)

4)

5)

6)
7)

8)

9)

10)

Tackle child poverty and social exclusion through integrated strategies that go beyond ensuring
children’s material security...

Maintain an appropriate balance between universal policies...and targeted approaches, aimed at
supporting the most disadvantaged

Ensure a focus on children who face an increased risk due to multiple disadvantage...

Sustain investment in children and families...

Short-term funding of targeted initiatives limits impact and evidence of impact.

Too little attention is paid to identifying the root causes of vulnerability and how services may be
configured alongside schools to respond to them.

Lack of attention to root causes of vulnerability can lead to solution-focused fixes which can leave
schools dealing with a child’s underlying problems once an intervention has ended.

Cost-benefit analyses are difficult to do, particularly for preventative activities.

Centrally directed "statist" approaches are more likely to achieve service integration than those
which operate through ‘subsidiarity’. National policies are therefore needed to encourage schools’
integration.

Schools’ data are helpful when targeting interventions to localities.
Schools are recognised as good sites for the delivery of targeted preventative services.

There are signs that child-centred personalised approaches to tackling vulnerability can be
compatible with commissioning processes that are close to the point of service delivery.

The "Total Place" initiative in England indicated that personalised prevention is compatible with
wider ecological approaches to tackling deprivation.

Partnerships between local service providers that are not connected to established local systems can
have limited impact on those systems.

11) We still lack an over-arching policy framework for tackling social exclusion.
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In this chapter the following two questions are addressed:
o  What are the lessons about the workforce to be derived from these interventions?

o How can emerging tools for collaboration around schools, such as common assessments, assist
active inclusion?

The intention is to identify what inter-professional work demands from practitioners; how organisations
can support child-centred collaborations; and how the use of assessments and other technologies can
assist in creating a capacity for active inclusion.

While in some EU Member States there has been increased investment in preventative work (Boddy et al.
2009; Mc Auley et al. 2006), there has not been a concomitant investment developing a workforce which
is prepared for early intervention and inter-professional collaborations.

A Children’s Workforce Development Council (CWDC) review of the workforce implications of prevention,
which was based on an analysis of twenty evaluations of interventions in the UK (Edwards and Stamou
2009), concluded:

Although there is strong evidence of a workforce that is re-orienting its work to make early
interventions to prevent later problems for children, young people and their families, it seems
that there are still lessons that employing organisations can learn from these changing practices.
One lesson in relation to the workforce demands of preventative work is the need for strong
support for workforce training and development to take forward these new practices. (Edwards
and Stamou, 2009:22)

The importance of workforce quality is seen clearly in a substantive US study of the relationship between
the organisation of services for children and outcomes. Qualitative and quantitative data were collected
over three years on services provided to 250 children by 32 public children’s service offices in 24 counties
in Tennessee. A quasi-experimental, longitudinal design was used to assess the effects of inter-
organisational service coordination. The study revealed that:

... organizational climate (including low conflict, cooperation, role clarity, and personalization) is
the primary predictor of positive service outcomes (the children’s improved psychosocial
functioning) and a significant predictor of service quality. In contrast, interorganizational
coordination had a negative effect on service quality and no effect on outcomes. (Glissen and
Hemmelgarn, 1998:401)
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These findings are an argument for flexibility of response and personalised approaches to prevention and
protection. Outcomes are better when professionals are able to exercise professional judgements when
supporting vulnerable children and over co-ordination can be detrimental.

Flexibility in inter-professional preventative work is important for two reasons:

i practitioners need to collaborate in response to the unfolding complexity of children’s problems;

ii. vulnerability is a dynamic state, therefore a child will move both up and down the hierarchy of
need outlined in Appendix A.

The rule-bending discussed in section 4.4 indicates how overly hierarchal organisational structures can
inhibit flexible professional responses. However, a focus on agreed outcomes for children, young people
and families can provide a coherence to inter-professional work (Daniels and Edwards 2012)

An analysis of evaluations for the present study reveals the need for two kinds of workforce development
to enhance professional judgement in inter-professional work in and around schools:

i the work-based development of a form of relational expertise which enables practitioners
to recognise the expertise of others and to attune their professional responses to those of
others;

ii. specialist training for those workers such as learning mentors, student support workers
and others who lack a recognised knowledge base which is relevant to their work.

Relational expertise is a capacity to recognise and work with the expertise of others and to contribute to
the expertise that is available within a system. It reflects what was observed in a series of studies of inter-
professional work by Edwards and colleagues, many of which have been cited in this review (Edwards
2010). Relational expertise appears to underpin inter-professional flexibility. It is based on the exercise of
informed professional responsibility and is an expertise that is in addition to core expertise as, for
example, a teacher or educational psychologist.

Other connected ideas are (i) relational agency i.e. working together to expand understanding of a
problem and to respond to it (Edwards 2009); and (ii) common knowledge i.e. knowing and respecting the
motives that shape different professional practices. Common knowledge is crucial to the exercise of both
relational expertise and relational agency (Edwards 2010; 2011).

Common knowledge is built in inter-professional meetings where "what matters", i.e. the motives that
shape practices for each practitioner, is made explicit as they discuss cases or plan changes in services.
Meetings need to be structured so that meanings are shared, professional dialects are translated and
taking the standpoint of the other is encouraged. Bolin (2011) has identified a similar feature in
collaborations between Swedish social workers and school staff. She terms the phenomenon doing
"common grounds". She explains: "these aspects are i) the aspect of ‘structuring collaboratior’, ii) the
aspect of ‘collaborative technologies’ and iii) the aspect of ‘constructing collaborative relations." (Bolin
2011:126).

Common knowledge is a vital ingredient for collaboration in established inter-professional teams
(Middleton 1996; Schensul et al., 2006). It enables an aligning of practices when practitioners are working
on complex problems. If teams are new, or if collaboration is through flexible responses tailored to each
case, efforts to build common knowledge are needed. Van Veen’s (2011) observation that the Dutch LSB
teams are oriented to the purposes of schooling illustrates the importance of aligning the purposes of
practices in inter-professional work.
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The Learning in and for Interagency Working study (Edwards et al. 2009) identified what practitioners
needed to know and do for inter-professional work. One feature was to be able to take a pedagogic stance
at work i.e. to help others understand what matters in one’s work and how responses might be mutually
aligned. These findings suggest that continuing professional development for specialist practitioners needs
to be work-based and involve potential collaborators in making the motives that shape their practices
clear to others.

The need for focused training for workers whose knowledge base is thin is more country-specific. In the
UK short-term funding and a reliance on the voluntary sector has led to what Gunter has described as the
"endlessly trainable workforce" (Gunter 2007). These are generally women workers who are obliged to
follow project funding and may move from work with vulnerable adults, to preparing parents to educate
their children, to drug prevention work (Evangelou et al. 2008).

Schools are not exempt. Edwards et al. (2010) found that the demands of inter-professional collaborations
had led to appointing welfare workers who were often former teaching assistants or school office staff to
work with vulnerable children and liaise with other services. The workforce implications of extending care
roles has also been highlighted by Coussée et al. (2008) in their critique of a too rapid embracing of social
pedagogy.

This report is not making a case for generalist practitioners, quite the reverse. It is suggesting that the
additional expertise required for working with others when following a child’s trajectory needs to be
recognised and developed. The problem of workforce preparation returns us to the need for a better
understanding of the nature of prevention and the work involved which based on a systematic scoping of
the causes of social exclusion.

The orchestration of responses to vulnerability has led to increased attention to collaborative
assessments. These are particularly relevant to the active inclusion agenda and the role of schools, as they
can be designed as tools which include school staff, other specialists and parents in joint work on a child’s
trajectory. However tools are not always used in the way designers intended.

A 2006 report on the English Common Assessment Framework (CAF) pilots (Brandon et al. 2006), found
the main role of the Lead Professional responsible for a CAF assessment was co-ordinating services rather
than joint assessment. Co-ordination focused on managerial activities: encouraging practitioners to attend
CAF meetings, chairing meetings and following up plans with practitioners and families. Actual assessment
was small part of the role. Joint and informed assessment has also been downplayed in the assessment of
parenting support needs. A 2009 Joseph Rowntree Foundation study of the assessment of parenting
support needs across health, education and family practitioners (Kellett and Apps 2009) found a strong
reliance on "gut instinct" when assessing support needs, particularly among health and family support
workers.

Part of the problem has been workforce development. Brandon et al. found that CAFs were led mainly by
practitioners from the education and health sectors. They noted that although there was an expectation
that NVQ level 3 should be a minimum qualification for leading a CAF assessment, this was not always the
case. They therefore pointed to the problem of using staff who knew the families best, but were not well-
qualified, to take the leading role in assessments. A similar tension between local know-who and
substantive professional knowledge was observed in Edwards et al. (2010) in relation to unqualified
welfare workers in English schools.
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The use of Common Assessment Frameworks (CAF) suggests some confusion over its preventative
purpose. White et al. (2008) analysed 280 CAF forms in four Local Authorities in the early days of its
implementation. They found that the use of CAF was not leading to earlier interventions as they tended to
be used with children with higher levels of need. A more recent study (Statham and Smith, 2010) showed
that when a CAF was used for preventative purposes, it was often used by schools to identify special
educational needs i.e. a broader analysis of problems was not undertaken.

The CAF is an example of an assessment tool that was introduced nationally. The intention was an
ecological analysis of a child in a family in order to enable the family to become part of the solution to the
child’s vulnerability. Its relatively restricted use, at least initially, is a reminder that tools will be
appropriated to the demands of systems: using tools for new purposes calls for changes in practices and in
the systems which sustain those practices.

As the 2008 Audit Commission noted, it was the organisational systems that were obstructing English
inter-professional collaborations. Again the Dutch LSB teams point a way forward. They work with schools
which are committed to multi-sectoral working and in turn they work with "what matters" for the schools.
Aligning the motives of the different collaborating professions through the development of common
knowledge between professionals and between their organisations seems crucial. It therefore calls for
systems-level work that reveals and challenges the purposes of practices in schools as a pre-requisite for
productive multi-professional synergies aimed at active inclusion. These systems need to be embedded in
policy frameworks that support them.

Recognising that vulnerability may be a dynamic state is also a challenge for assessment tools. Frost and
Stein (2009) remind us that changing outcomes for children and young people cannot always be captured
by what they term "official" measurements. Discussing assessing the progress of young people in care they
argue:
...for those young people who remain in long-term care these official outcome measures fail to
recognise the progress made by them, including major achievements such as getting back into
education, furthering leisure interests and vocational skills, and, often for the first time,
developing consistent, positive and trusting relationships with adults. (Frost and Stein 2009: 317)

Frost and Stein then argue for progress measures of what is happening to young people at different points
in time which incorporate their views of their well-being. "Such an approach could enable us to recognise
the severe and hazardous journey many young people have travelled and the efforts of those who have
helped them, as well as improving understanding of the complex roots and reasons for their vulnerability"
(p. 317).

As well as pointing to current weak understanding of the roots of vulnerability, Frost and Stein are
suggesting that assessments of outcomes should be tailored to progress made. While this would better
reflect the success of work with vulnerable young people, it could be costly exercise and a measurement
challenge.

That such an approach is needed in the assessment of the socio-emotional and personal "assets" aspects
of progress is reflected in efforts within the private sector. One example is "Key Developmental Assets"
(KDA) developed by a private international welfare actor based in the UK to be used by adults working
with children who are in ‘out of home care’:
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The KDA recording system is strengths-based, and focuses on nurturing the positive experiences,
relationships, opportunities, and personal qualities that people need to develop. The framework
is grounded in research with emphasis on child and adolescent development, risk prevention and
resiliency.

(Downloaded from http://www.keydevelopmentalassets.com/January 2013)

It seems that work is needed on the assessment of need and on progress across the domains that
contribute to a capacity for active inclusion. Monitoring systems are therefore needed to set attainment
outcomes in a broader context of measures of engagement with learning, well-being and life chances.
Work underway in Germany on assessing the emotional aspects of learning offer an interesting pointer in
this direction (Pekrun et al. 2011).

Key issues for such potential monitoring systems have been identified in the Commission’s (2013) recent
recommendations for investment in children. These include recognition of the need to ‘Improve education
systems’ impact on equal opportunities’ through priorities to:

Create an inclusive learning environment by strengthening the link between schools and parents...

...prepare teachers for social diversity; deploy special cultural mediators and role models to facilitate
the integration of Roma and children with an immigrant background

The Commission’s (2013) commitment to "Improve the responsiveness of health systems to address the
needs of disadvantaged children" highlights the importance of the need to "devote special attention" to
children with "mental health problems", inter alia, as well as to "invest in prevention particularly during
early childhood years". Furthermore, this Commission (2013) framework seeks to "enhance family
support" and "promote quality, community-based care". All of this offers strong resonance with
investment in inter-professional collaboration as part of a multifaceted prevention and early intervention
approach. Of the outcome indicators listed in the Annex to the Commission document (2013) the ones
relating to early school leaving ("Early leavers from education and training: Population aged 18-24 years
with lower secondary education at most and not in further education or training") and mental health
("young people 15-24 with depressive syndrome") are especially relevant to this framework.

Such a framework would need to be supplemented by a range of structural indicators to guide strategic
interventions. Structural indicators are basically yes/no answers (UN Rapporteur on the Right to Health
2006) where varying degrees of evidence could be required for assertion of the presence of a given
indicator (Downes 2013b). Structural indicators are enduring yet potentially malleable features of a
system and are relatively less expensive to document (Downes 2013b). These could include dimensions
such as services that offer a) a continuum of care, b) stakeholder representation such as for distinct
disadvantaged groups that are being sought to be reached, c) specific implementation plans for bullying
prevention, c) specific alternatives to suspension and expulsion from school, d) an outreach strategy for
supporting marginalised families, e) teacher professional development for conflict resolution and diversity
skills.
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1)

2)

3)

4)

5)

6)

7)

8)

9)

Informed professional judgement is an important element in inter-professional collaborations.

Professional knowledge needs to be enhanced by an additional capacity to recognise, contribute to
and work with the expertise that is distributed across local systems.

This relational expertise can be developed at work by noting and respecting what matters for each
profession: creating common understandings of the motives that shape professional practices will
help collaboration.

Where a secure professional knowledge base is missing it needs to be developed: know-who is not a
substitute for know-what and know-how.

Training in the use of collaborative assessment tools needs to focus on enabling co-ordinated
assessments of the presenting problems and not simply on co-ordinating responses.

New assessment tools can be appropriated to old ways of working and fail to become levers for
change.

The implementation of collaborative assessments needs to be accompanied by systems-level analyses
of organisational purposes and the implications of the new tools.

Assessments need to recognise the dynamic aspects of vulnerability and record the progress made by
children and young people.

Work is needed, at both design and implementation levels, on assessment of need and on progress
across the domains that contribute to a capacity for active inclusion.
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This chapter provides:

o a brief overview of the lessons to be learnt from the examination of current and recent
collaborations;

o suggestions for future research and development in the field; and

o some guidance to inform the development of inter-professional synergies in and around schools.

The nature of vulnerability

e Inter-professional collaboration to promote active inclusion is an emerging area of work. Its rationale
lies in recognising that problems of social exclusion are usually multi-faceted and require an inter-
professional response.

e Vulnerability to social exclusion is a condition that can occur at any time in child’s life. A child’s
support needs will therefore change: children’s need for support will decrease as well as increase.
However, preventative work frequently involves revealing more problems than initially identified.

Responding to vulnerability

e Complex problems of vulnerability call for more systemic, "ecological" responses which involve
interventions in families and communities alongside help for children and young people. Schools
therefore have a potentially strong part to play in these interventions as part of a local ecology.

e Single-service interventions (such as, for example, anti-bullying initiatives) that demand strong
programme fidelity and address one aspect of vulnerability currently produce the most robust
evidence on outcomes. This report is not suggesting one approach should be expanded at the expense
of the other. Single-service and longer-term systemic ("ecological") approaches can be
complementary.

e Broader, "ecological" responses call for careful articulation between policies for specialist services at
national regional and local levels. They are more difficult to evaluate and evidence of "what works" in
them is often necessarily "situated". However, they should not be dismissed.

The implications for schools

e Education, as a universal service, has a crucial role to play in (a) identifying early signs of vulnerability
in young people and alerting other services to the need for early intervention; and (b) assisting
children to readjust to education once problems are reduced.
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o Schools can benefit from the division of labour that comes with inter-professional synergies and
provide an important base for service provision. For example, Roma families, at least in some
reported contexts, find schools to be convenient and non-stigmatising sites for families.

Current challenges to understanding and developing inter-professional collaborations around schools

e The articulation of policies for education, employment, health, housing, training and welfare is lacking
or weak in most countries.

e Schools are often described as having strong boundaries and need help with institutional self-analysis
which can identify and overcome these boundaries. This will enable them to recognise their role in
providing "ecological" responses to inter-generational deprivation.

e Part of the problem is "scaling up" interventions. Responsive changes in practices in schools are
necessarily sensitive to local conditions, making generalisations from interventions difficult.
Moreover, the methodological challenges to evaluating what works best is not helped by the
relatively short time-scales of many interventions and evaluations. Most interventions with vulnerable
groups are often short-term, preventing the collection of longitudinal evidence of change and giving
insufficient time to build trust and work with the most hard-to-reach groups.

In general, evidence of change usually focuses on the measurement of outcomes more than on the
assessment of progress. But active inclusion is a process goal aimed at longer-term economic benefit
for all. Evidence of steps towards active inclusion should therefore also reflect the process aspects of
the goal.

e In developing interventions, work is needed, at both design and implementation levels, on
assessment of need and on progress across the domains that contribute to a capacity for active
inclusion. Evidence of impact is needed at the point of service delivery to enable responsive
adjustments. In addition, practitioners need to be able to gather and interpret evidence on children’s
progress in order to inform their own practices in multi-professional arrangements.

e This means that inter-professional working calls for an enhancing of professional expertise. For expert
practitioners it is a matter of developing relational expertise. For those without a relevant knowledge
base it also calls for either new training or benchmarking of the minimum qualifications for this kind
of work.

Implications for policy

e It would appear that inter-professional collaborations are easier to establish with statist or directive
forms of governance than with subsidiarity or delegated modes. This suggests that an over-arching
framework for policy development that brings together all relevant directorates and services is
urgently needed to build on lessons from across Europe and elsewhere. This would build on key
messages from the Commission’s (2013) Recommendation "Investing in children", as well as the
Commission (2011) and Council (2011) documents on early school leaving prevention.

e There is a need to focus on potentially relevant malleable risk and protective factors for a
multidisciplinary response to ESL. There is not one single generalisable ideal model or specific list of
disciplinary professionals but a European framework of key structural indicators could be established
to guide such models (Downes 2013a).
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o Systems need to be established locally and nationally to ensure that lessons learnt from short-term
initiatives and pilots about structures and processes are not lost and can contribute to local policy
formation. Attention also needs to be paid to strategies for workforce development: building
relational expertise among professionals and core knowledge among workers who rely more on local
contextual knowledge than on understanding the specific needs of children and young people.

A consistent theme across the evaluations studied is how little is known about the fundamental causes of
the vulnerability that is being tackled. Personalised approaches that can follow a child’s trajectory and deal
with difficulties as they are revealed can get closer to fundamental causes. However, the targeting of
specific interventions is often relatively crude because of a lack of local data and because it does not
address the breadth of reasons for vulnerability.

There is a need to share expertise on (i) targeting to build a better knowledge base on methods and data
sources; and (ii) the causes of vulnerability. Both might be precursors to a pan-Europe study of sources of
vulnerability and how they might be recognised.

Both Head Start and Sure Start have shown that the prevention of social exclusion and disruption of cycles
of deprivation require longitudinal funding and evaluations that can capture long-term effects. The same
is inevitably true of interventions with older children. A sharing of expertise on the design of evaluations to
produce a shared knowledge base on design, which can inform those who commission evaluations, would
be helpful. A more mutually compatible approach to evaluations might also lead to a shareable data-base
on the effects of ecological approaches to disrupting cycles of deprivation, that have taken local conditions
into account.

An ecological approach to prevention needs to attend to how schools learn to work with other services. In
countries where school leadership is regarded as important, there is scope for studies of how that might
be developed to enable schools to take their place in a broader response to prompting the active inclusion
of children and young people.

Current concern with outcomes for children and young people needs to focus on the assessment of
progress made as well as on the measurement of outcomes such as examination success. Research is
needed to refine forms of assessment which are formative i.e. aimed at supporting individual
development and can also be used as robust indications of steps towards a capacity for active inclusion.

Schools can benefit from divisions of labour that enable teams of experts to support children and families
so that they are able to take advantage of schooling. Recognising that school failure can be a sign of a
wider vulnerability can help schools focus on their core mission of teaching and learning.

Schools may need to recognise and prepare staff for making some responsive adjustments to the priorities
of other agencies. Adjustments are likely to be needed in both targeted interventions to improve
engagement with schooling among marginalised groups and in personalised interventions with individual
vulnerable children. Discussions about the principles of active inclusion and the wider role of education in
enabling it will be helpful.
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Inter-professional work calls for a secure professional knowledge-base and the ability to develop relational
forms of expertise. Recognising and contributing to local systems of distributed expertise is an important
aspect of such inter-professional synergies. Workforce development therefore needs to be an element in
developing synergies.

Schools will not need to make many changes to become increasingly alert to signs of vulnerability. But
there will be some staff development implications: for example, understanding that children move up and
down a continuum of need as circumstances alter, and developing the conflict resolution skills.

The work of Small (2009) on how schools can create the conditions for interactions with parents which will
develop local social capital call attention to the need for (a) whole-school approaches to working with
parents; and (b) a sharing of beliefs about relationships with parents across all agencies involved with the
school.

e Schools have an important part to play in tackling vulnerability through early intervention and the
sustained support of vulnerable children as well as being sites for multi-sectoral interventions. The
multi-professional LSB teams attached to schools in the Netherlands are a good example of this
approach.

e Schools cannot work alone to overcome social and economic inequities. The work of schools in
tackling vulnerability should be located within wider strategies for equity and inclusion. The current
economic crisis makes this an urgent matter. One example of where such work is needed rapidly is in
strategies for the prevention of early school leaving.

e More work is needed to reveal the root causes of exclusion so that it can be tackled long-term and
systemically.

o Ecological attacks on deprivation, which include schools, have high face-validity. Long-term
evaluations of ecological approaches to vulnerability are needed to provide stronger evidence.

e A reliance on strong evidence from single-focus interventions is understandable, but should not be at
the expense of the development of systemic attacks on social exclusion. Process and structural
indicators can provide valuable information, about who services are reaching and how complex
problems are being addressed, which can both inform policy and hold service providers to account.
Systems need to be established to ensure that lessons to be learnt about structures and processes
from short-term initiatives are not lost.

e It needs to be recognised that responsive changes in practices in and around schools are necessarily
sensitive to local conditions, making simple generalisations about what works in prevention difficult.
Attention should be paid to the principles and values underpinning interventions.

e Inter-sectoral collaborations are easier to establish with statist or directive forms of governance than
with more delegated modes which rely mainly on monitoring.

e Joined-up working needs joined-up government at every level.

e "Ecological" multi-layered long-term interventions, such as the "Bildungsoffensive Elbinseln" (Elbe
Island Training Offensive) in Hamburg, or the "One Square Kilometre of Education" intervention
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initiated in Berlin need national or regional support and take time before outcomes can be produced
as evidence of success.

e All of these conclusions point to the urgent need for an over-arching framework to help shape
national responses to a set of problems that, despite local variation, have some common themes.

There are exciting but emergent examples of inter-professional synergies around schools. These include
the LSB teams in the Netherlands, Team around the Child in the UK and social workers in Swedish schools.
These all focus primarily on helping children to be prepared to take advantage of schooling.

Other interventions such as the Bildungsoffensive Elbinseln (Elbe Island Training Offensive) in Hamburg,
the One Square Kilometre of Education in Berlin or On-Track in England, include schools as important
partners in wider ecological attacks on deprivation. Others, such as some extended or community schools
in Belgium and England are based in schools and offer enrichment experiences to children and families.

However, the most common form of intervention is for single services to work with schools to help them
to encourage the engagement of marginalised groups to, for example, prevent early school leaving. This
review certainly supports the European Commission’s view that the prevention of early school leaving is
crucial and suggests that funding for multi-strand approaches should be considered a priority in reaching
the EU2020 target of 10% early school leaving across the EU.

Despite concerns about how outcomes are more easily recognised in single focus interventions than in
more ecological approaches, this report is not suggesting one approach should be expanded at the
expense of the other. Single-service and more "ecological" approaches can be complementary. The
Familiscope project in Ireland shows how a mixed portfolio of specific interventions can be responsive and
beneficial. Equally, for those children who are chronic non-attenders at school, there is merit in a strategic

approach to outreach for family support for early school leaving prevention, working with hard-to-reach
families.

The multi-faceted and dynamic nature of vulnerability means that inter-professional responses are
essential for many at-risk children and young people. That these responses should be centred on or in
schools, the only universal service where the well-being of children and young people can be regularly
monitored, would seem a wise step towards achieving universal active inclusion. What is now needed is a
strong guiding framework on how that might be achieved.
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B First Level: (UNIVERSAL) Targets vulnerable groups and communities through programmes such
as Sure Start.

B Second Level: (EARLY RISKS) Addresses early stress and families in temporary crisis or
difficulties through short term, task-centred interventions and resources.

B Third Level: (SERIOUS RISK) Addresses serious stresses: risks of significant harm, family
breakdown and entry into the Looked After Systems. Difficulties may be severe/acute or well-
established.

B Fourth Level: (REHABILITATION) Addresses a diverse group of issues; social breakdown; Looked
after Children; abused children.

The continuum of "tiers" given above provides broad guidance to children’s services on the levels of
intervention undertaken with children across the UK. Schooling and health, as universal services open to
everyone, work at Tier One. Tier Two interventions are preventative programmes targeted at specific
individuals or groups and may be provided in or close to schools, usually by other specialists working at
different degrees of collaboration with school staff. Services working at Tier Three are concerned with
preventing children from coming to significant harm. The role of schools here is primarily one of
identifying risk and notifying specialist services. Tier Four is also the domain of specialist services.
Importantly, the intention is that children who require Tier Three or Four support will eventually move
down the levels of need. Schools therefore have a crucial role to play in the rehabilitation of these
children.

For the purposes of this report the focus of schools’ activities with other services is at Tiers One and Two.
However, the boundary between Tiers Two and Three are often unclear. Social workers in the UK talk of
Tier "Two plus" as efforts are made to keep the level of support at targeted prevention of increased risk
and to avoid moving to a Tier Three response. Consequently schools may find themselves supporting
extremely vulnerable children and can become important links in the system of support assembled around
a child.

Hardiker, P. Exton, K. and Barker, M. (1991) The Social Policy Contexts of Prevention in Child Care, British Journal
of Social Work, 21. 341-359.
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Intervention Country Focus Primary mode of collaboration*
(these cooperation modes are briefly explained in section 1.2)

Bildungsoffensive Elbinseln Germany Pre-school to post-school plus | Network and multi-sectoral

community
Children’s Centres England Pre-school Teams plus networks of services
Children’s Fund England School age (5-13), families and | Networks of services

communities
Community Schools(also known as | Belgium School age Networks of services
extended schools)
Early Learning Parent Partnerships England Pre-school and families Individuals who may call on other services
Extended Schools (also known as full- | England, Ireland and | School age Networks of services
service schools) Netherlands
Familiscope Ireland School age and families Multi-professional team offering discrete services
Health literacy Spain School age, families and community | Network of services

LSB (Behaviour and Education Support | Netherlands School age Teams plus networks of schools

Teams)

One Square Kilometre of Education Germany, Berlin Pre-school, school-age and | Co-ordinated network of services
community

On-Track England School age and community Co-ordinated network of services

Parenting support England, Finland, | Pre-school, school age and families Various

Lithuania, Malta, Spain

Le Réseau des Ecoles de la Deuxieme
Chance

France

Transition from school and post-
school

Local networks within national network

Social Workers in School England and Sweden School age Individuals working with other services/actors

Sure Start England Pre-school, families and | Teams, networks of services, multi-professional
communities

Team around the Child England School age and community Teams and networks of services
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