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Abstract 

Students identified with emotional and behavioural disorders (EBD) often struggle to find 

success in inclusive classrooms. Lagging skills can contribute to hyperactive, disruptive, 

aggressive, and anxious behaviours that have an impact on the individual and the collective 

classroom. While students identified with EBD may struggle to self-regulate and comply with 

expectations, these barriers should not be the defining characteristic of the child. This inquiry 

presents the experiences of three students who are or have been designated with emotional and 

behavioural difficulties in British Columbia schools. The students were asked semi-structured 

interview questions to collect qualitative research data to answer the research question, “What do 

students with EBD want their teachers to know about effective supports?”. The findings were 

organized and presented as two categorical themes: (1) Students want individualized support and 

(2) Each student’s path to success is unique. Participants identified insights through their 

experiences that are important for teachers to consider when working with students with EBD. 

The findings presented in this inquiry contribute detailed student perspectives about effective 

supports, to the field of supporting students designated with EBD. 
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Chapter 1: Identifying a Need for Change 

 Every morning the sun rises as alarms of countless clocks and phones ring, beep, and 

buzz for children across diverse cultural and geographic boundaries. The sights, sounds, and 

smells of the new day and the morning rituals that follow have been part of the developing rite of 

passage of going to school. While many children welcome the familiar routines and expectations 

that school provides, children with behaviour and regulation barriers struggle to fit the rigid 

mould of education and increasingly seem to stand out for all the wrong reasons. Children who 

have social-emotional or executive functioning barriers that impact their ability to regulate their 

actions, struggle to fit typical social dynamics and expectations and are often seen as impulsive, 

disrespectful, disruptive, and challenging (Kohn, 2006). The assumption that, if given the 

opportunity, children will act selfishly and thus the teacher must act as the micro-manager for 

compliance, creates restrictive environments reinforced by punitive punishments that highlight 

the deficiencies of students who struggle with behaviour or emotional regulation (Kohn, 2006).  

 Students identified with emotional and behavioural disorders (EBD) are often stigmatized 

by their hyperactive, disruptive, aggressive, and anxious behaviours before their individual 

personalities, abilities, or successes are recognized. While students identified with EBD may 

struggle with internalized stress, depression, or mental illnesses that severely impacts their ability 

to fit standardized societal norms, these barriers should not be the defining characteristic of the 

child. Students who have EBD have an internal condition that impairs the executive functioning 

skills that typically developing children utilize to recognize and conform to social expectations, 

such as participating daily in a classroom setting (Zionts, Simpson, & Zionts, 2016). Children 

who display behaviours associated with EBD such as impulsiveness or disruptiveness are often 

punished by being alienated from peer relationships, academic supports for their learning, and 



A NARRATIVE OF THE LIVED EXPERIENCE WITH EBD  2 

 

even their participation in a typical classroom setting (Rechton & Tweed, 2014). In the United 

Kingdom, up to 900 students per day are excluded from schools for disruptive behaviours 

(Rechten & Tweed, 2014). In the USA, up to 51% of students with EBD fail to complete high 

school and generally experience less success in school than any other demographic of students 

with disabilities (Wagner, Kutash, Duchnowski, Epstein, & Sumi, 2005). Similarly, in Canada, 

researchers suggest that students with EBD experience lower rates of academic success, higher 

rates of dropping out, and psychological maladjustment (Whitley, Lupart, & Beran, 2009).  

 The barriers that students with EBD face impact their ability to self-regulate, which often 

results in exclusion from activities, removal from class, or even suspensions from their learning 

(Rechton & Tweed, 2014). Education in Canada continues to shift towards purposeful 

development of core competencies such as critical thinking, collaboration, and creativity. To 

further this shift, it is important to ensure that behaviour support and ideologies utilized for all 

students, especially those with EBD, address student barriers by reinforcing self-confidence, 

personal strengths, and creating engaging environments that promote and restore alienated 

students into an inclusive and collaborative school community.  

The Special Element of Inclusive Behavioural Support 

  When considering what special education is, Cook and Schirmer (2003) highlight three 

key factors that identify education for children with exceptionalities as special. First, the 

techniques utilized are designed specifically for students with disabilities. Secondly, the effective 

techniques are implemented with fidelity and, finally, the utilization of these techniques is 

unique to special education (Cook & Schirmer, 2003). The purpose of special education, 

according to Cook and Schirmer (2003), seems to hinge on being different from typical 

education strategies and targets the unique needs of children with disabilities. In saying this, 
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contrary to the conclusions of Cook and Schirmer (2003), researchers like Lupart (2009) 

highlight the need to restructure the entire education model to better serve all students as 

individuals. By stressing the fidelity of the techniques being implemented and aspiring for a 

uniform definition of academic excellence, exclusionary behaviour programs can place more 

value towards maintaining the structure of educational institutions than on the individual needs 

of the child. With the current pedagogical shifts away from prescriptive curriculums in provinces 

like British Columbia, there is an opportunity to purposefully rethink how classroom teachers 

and special education supports can better collaborate and synthesize ideas to create an effectively 

inclusive environment. Using curriculum ties to focus on fostering relationships and utilizing 

best practices in special education can allow teachers to develop inclusive behavioural supports 

that reinforce and promote both inclusion and academic success for students with EBD without 

excluding them from a typical classroom (Vo, Sutherland, & Conroy, 2012). 

Challenging Punitive Responses  

 In attempting to move towards a model of inclusion, it is important to recognize and 

appreciate the barriers that children with EBD face. Through my experiences as a classroom 

teacher I have witnessed children with behaviour issues who are regularly identified for being 

disruptive and develop informal negative labels from their peers, teachers and paraprofessional 

supports. As Zionts, Simpson, and Zionts (2016) note, the labels applied to children with EBD 

can reinforce the disruptive nature and introverted or socially deviant characteristics that reflect 

their inability to meet standardized expectations and norms. These alienated and isolated students 

can often be found in the office, the hallway, or brooding in breakout rooms that separate them 

from their classmates. By challenging the punitive and exclusionary elements of discipline that 

are still pervasive in Canadian education, Bartel (2008) addresses educational models centred 
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around the teacher as the hub responsible for managing students and instead advocates for the 

development of Intentional Learning Communities. Srsic and Rice (2012) note that girls with 

EBD are looking for healthy and supportive friendships but lack the skills to maintain and 

manage these relationships. As teacher practice continues evolving towards student centered 

solutions, Bartel (2008) challenges us to consider that “perhaps it is time to merge realities so 

that standards, our children, and the future of our society are not compromised” (p. 154).  

Defining EBD in Canada 

 In comparison to the United States, Canada has no federally mandated definition of EBD 

but instead provincial ministries define their own criteria, which universally includes the 

requirement that the student display severe, chronic, pervasive actions that negatively impact 

their ability to learn and function in the classroom (Whitley, Lupart, & Beran, 2009). 

Designating EBD in the USA is defined by identifying intensity, pattern, and duration of 

disruptive and problematic behaviours (Zionts, Simpson, and Zionts, 2016). According to 

Mathur (2007), to qualify under the United States federal label for emotionally disturbed 

behaviour, students must demonstrate: 

 an inability to learn which cannot be explained by intellectual, sensory, or health factors, 

 an inability to build or maintain satisfactory interpersonal relationships with peers and 

 teachers, inappropriate types of behavior or feelings under normal circumstances, and 

 general, pervasive mood of unhappiness or depression, a tendency to develop physical 

 symptoms, pains, or fears, associated with personal or school problems. (p. 14). 

 The British Columbia Special Education Services Manual of Policies, Procedures and 

Guidelines loosely defines those who require behaviour supports as: 
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 students whose behaviour reflect dysfunctional interactions between the student and one 

 or more elements of the environment, including the classroom, school, family, peers and 

 community (BC Ministry of Education, 2016, p. 56).  

It continues by distinguishing those in need of severe behaviour interventions as those who 

require access to school and community interventions that are based on inter-service/agency 

assessment processes. Unfortunately, this model of identifying EBD is dependent on multiple 

factors such as classroom structure, school culture, individual beliefs and values, and 

interpersonal relationships including the relational roles of peers, the teacher, and the student. 

For some students, the reactive nature of the wait-to-fail supports do not become available until 

after their behaviours have manifested into serious consequences where harm has already 

severely affected those involved (Greene, 2008). Furthermore, many students who would benefit 

from individualized targeted supports may not recognize their behaviour as dysfunctional or be 

open to the scrutiny and stigma that goes along with the label of being designated with EBD 

(Kern, Delaney, Clarke, Dunlap, & Childs, 2001).  

Discursive Inquiry 

 In considering the impacts of student behaviour, especially those behaviours that are 

disruptive, oppositional, or distracting, it is valuable to question the ontology of the behaviour 

itself. Can a student be oppositional if no one opposes them? If a child’s disruptive behaviour is 

viewed not as an extreme behaviour but instead a way to get attention and ask for something, 

would it still be disruptive? Does the social context of the environment and the transaction of the 

other players involved change the way that the behaviour is perceived? If these questions raise 

doubt in our current paradigm, should we instead challenge and change our social constructs 

instead of isolating and challenging the child? When analyzed from a nominalist understanding 
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of behaviours, relationships and identities, behaviour is a fluent and fluctuating response to many 

unique cultural and social factors (Georgiades, Boyle, & Fife, 2012). When researching the 

conditions, barriers and supports for students who have EBD, it is important to account for the 

personal conditions and experiences that both affect and are affected by the student. In providing 

solutions and programs for these perceived behaviours, it is important that we take time to 

consider if we are taking away the voice and autonomy of those we are trying to help. 

Research Question 

 My research question asks, “What do students who have experienced emotional and 

behavioural challenges want their teachers to know about effective support?” 

Overview of the Study 

 Through reflection and story, this descriptive study recognizes the understanding and 

perspectives of the daily educational experiences of students with EBD. My research was 

conducted using an idiographic approach, following the semi-structured interview procedures of 

narrative inquiry. Three students who had previously or currently attended the participating 

British Columbia school district and had been designated in the district for meeting the criteria 

for an intensive or moderate behavioural designation were recruited with the support of the 

school support service team. Through self-reflection and analytically considering my interactions 

with past students, I developed empathic questions to record valuable life-histories of 

interviewed students and weaved together a story that captures these lived experiences as a child 

with EBD at school.  

 While there has been a significant amount of research conducted to suggest and analyze 

the impact of specific strategies to modify student behaviour (Kern, Hilt-Panahon & Sokol, 2009, 

Goodman & Burton, 2010, Agran, Blanchard & Wehmeyer, 2000, Kern, Delaney, Clarke, 
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Dunlap & Childs, 2001), there is a need for more direct representation of student account and 

voice in this understanding (Whitley, Lupart & Beran, 2009, Sellman, 2009). By conducting anti-

positivist research of students with emotional and behavioural disorders, the stories collected 

allow us to identify and analyze unique individual experiences to add perspective and nuances to 

the collective understanding of EBD. The goal of this research is to contribute the first-hand 

scholastic experiences, opportunities and challenges of students with EBD. To honour their 

experiences, I utilized a flexible, post-structuralist model with a humanistic conversation style 

interview (Munro-Hendry, 2010). It is important that the responses of those I interview and 

weave together with my narrative are raw and relay the thoughts, emotions and attitudes that 

further the discussion around supporting EBD. The accounts presented in this research identify 

the perspectives of the participants and their experiences at school.  

 Limiting author subjectivity when presenting the participants’ stories is an important 

limitation to consider in this inquiry. While questions were developed to try and create author 

neutrality it is important to recognize that personal ideologies may have influenced parts of this 

study. Another limitation to consider is the participant’s perspective of their behaviour and the 

vulnerability created by reflectively sharing intimate and potentially conflicting stories of 

themselves. Culture, values and worldview can impact the way that people identify and perceive 

their actions and behaviours. These perceptions can alter how the participants evaluated their 

experiences in school and the stories they chose to share. Considering the limitations of this 

study, one of the driving motivations of this inquiry is to present participant experiences that 

empowers the voices of students with EBD and contributes to improving inclusive education for 

all. 
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Chapter 2: A Review of the Literature 

A Snapshot of the Issue 

 This review of the literature will frame the discussion around supporting students with 

EBD by identifying current issues regarding stigma, the shift in behaviour support towards 

remediating lagging skills, and implicating how current research of this demographic could 

better represent the voices and experiences of these students. By critically synthesizing current 

studies suggesting strategies to improve the educational experience and success of students with 

EBD this review will address the limitations and barriers that currently impede students with 

EBD. Finally, this review will focus on the power that narrative inquiry provides participants and 

how sharing experiences through story can provide a rich and meaningful understanding of the 

experiences of students with EBD.   

Surveying Students With EBD 

 Whitley, Lupart and Beran (2009) analyze the characteristics and experiences of 

Canadian students with EBD gathered through the National Longitudinal Survey of Children and 

Youth (NLSCY). This study purposefully unpacks important information and explores 

correlations about the experiences of students with EBD. Data for the NLSCY is collected 

through surveys of students over 10 years of age, their parents and their teachers (Whitley, 

Lupart, & Beran, 2009). Topics in the survey include the students’ physical, emotional and 

cognitive development, parenting practices, educational factors, and social influences (Whitley, 

Lupart, & Beran, 2009). The findings from analyzing the surveys showed that socioeconomic 

status significantly correlated with students who were identified with EBD, and that students 

with EBD had fewer social skills and academic success (Whitley, Lupart, & Beran, 2009). 
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 To procure funding, many school divisions prioritize and focus on students as severe 

behaviours instead of searching for individual strengths and supports (Wishart, & Jahnukainen, 

2010). For example, designations like Oppositional Defiance Disorder are used as a blanket term 

to designate students to accrue more funding for children with persistently negative listening 

skills and argumentative behaviours (Wishart, & Jahnukainen, 2010). These designations create 

labels and stigmas of the student’s characteristics, often without taking the time to analyze 

external factors contributing to the behaviours, or creating educational programming tailored to 

the student’s strengths (Wishart, & Jahnukainen, 2010). Like Whitley, Lupart and Beran (2009), 

Wishart and Jahnukainen (2010) reinforce the importance of knowing the individual student 

being supported. 

Attachment to School 

 As western society evolves and becomes more globally conscious, Canadians are 

redefining the boundaries of acceptable and unacceptable behaviours and the systems and the 

roles of their public institutions. Since the late 1990s there has been a noticeable shift towards 

using resources to create more inclusive educational environments for students with 

exceptionalities instead of relying on integrated or exclusionary programming (Crawford, 2009). 

Despite the public and political evolution towards inclusive education, Cooper (2008) highlights 

the following about exclusion of students in Britain with emotional and behaviour disorders 

(SEBD):  

 Possibly because of the disturbing, dramatic and traumatic impact of SEBD, they arouse 

 sometimes extreme, bewildering and contradictory ideas about how they should be  

 addressed. With no other educational problem is it considered legitimate to apply legally 

 sanctioned punishment and exclusionary practices. (Cooper, 2008, p. 14). 
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Students with EBD from multiple cultures, struggle to meaningfully engage with their learning 

and have a significantly higher rate of not completing school. In Cooper, Drummond, Hart, 

Lovey, & McLaughlin (2000) (as cited in Cooper, 2009) it is noted that a significant percentage 

of students with EBD felt that school regimes were characterized by a mechanical and 

impersonal approach, which caused pupil disaffection. Cooper (2009) recommends that to create 

an environment that best supports students with EBD in the United Kingdom, it is important to 

broaden the way in which we view success to reconnect with disenfranchised students. Many 

students who have EBD in the UK are placed on alternative programming for their education, 

compromising the extent these students are being included in mainstream classrooms (Goodman 

& Burton, 2010). Cross-culturally, Lupart (2009) discusses the current issues in special 

education in Canada as the equity versus excellence debate. By restructuring schools to create 

more universally inclusive environments, education can more effectively focus on developing the 

strengths and talents of the individual student and be more flexible in implementing the structural 

expectations of the institution (Lupart, 2009).  

Kids Do Well if They Can 

 To reengage and meaningfully create an inclusive environment for students with EBD 

evidence supports that classrooms focus on being flexible and providing opportunities for 

students to have choice in their education based on their individual abilities (Kohn, 2006, Burton 

& Goodman 2010). Developing classrooms that create genuine student involvement 

distinguishes an acceptable classroom structure from a mechanism of control (Kohn, 2010). By 

improving the relationship of students and educational professionals, learning communities can 

create genuine experiences that reinforce positive attachment for the students (Bartel 2008). In 

‘Lost at School’, Ross Greene (2008) advocates the need for education to shift its perspective 
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away from focussing on the behaviour as the issue and instead look at what skill the student is 

lacking to be able to be successful. Greene (2008) highlights the ineffectiveness of punishment 

as a solution for children with behavioural challenges: 

 “there are really only two goals imposed consequences help us achieve: (1) teaching kids  

 basic lessons about right and wrong ways to behave, and (2) giving kids the incentive to 

 behave the right way. But-and this is important- the vast majority of challenging kids 

 already know how we want them to behave…And while this may be hard to believe, 

 most challenging kids already want to behave the right way.” (Greene, 2008, p. 22).  

By focussing on the event and targeting interventions to focus on the behaviour as the problem, 

these strategies continue to isolate and alienate students who are aware of their struggles but lack 

the skills to be successful (Greene, 2008).  

 The Shift Towards Developing Lagging Skills 

 In many tribal cultures, child development is seen as the responsibility of the community; 

for example, in Cree cultures it is said that “Every child needs many mothers” (Brokenleg, 

2001). By punishing, isolating and treating the behaviour of children who struggle with EBD, 

schools have traditionally isolated, and punished the child, separating them from the learning 

community and highlighting their insufficiencies (Nelson, 2000). Interventions and studies such 

as the Circle of Courage (Brokenleg, 2001), collaborative problem solving (Greene, 2008), and 

transactional relationships (Rechten and Tweed, 2014) are shifting the dynamics of behaviour 

support towards relationship building and enhancing lagging developmental skills. The Circle of 

Courage shifts the focus of supporting students who struggle regulating their behaviour by 

considering how to reinforce lagging developmental needs of children in four domains: 

belonging, mastery, independence and generosity (Brokenleg, 2001). Children who feel like they 
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do not have a place in the community, compete and measure themselves against others instead of 

developing their skills. These youth often feel unable to influence their decisions and struggle to 

reciprocate relationships with others. They will often feel stressed and lash out against 

themselves and others. The goal of the Circle of Courage is to not necessarily develop answers 

that will solve an individual behaviour but “help us pose the right questions so that we can 

discover the answers within ourselves” (Brokenleg, 2001, p. 51.)  

Addressing the Behaviour as the Problem 

 Rechten and Tweed conducted an exploratory study of adults, to determine the interest 

level that educational professionals had in implementing the Maguire and Pitcearthly 

communication intervention (Rechten & Tweed, 2014). They hypothesized that students with 

EBD lack effective communication skills to express their emotions, and that the targeted 

implementation of a communication intervention would help empower students to more 

effectively resolve issues before they escalate. The study was setup identically in 5 workshops in 

3 different locations, with 32 participants across the West-Midlands region of Britain. All the 

participants had some experience working with children who had EBD and worked in the West-

Midlands region. The workshop shared implementation of the program with the participants and 

asked them to reflect on the process and if they believed it could be implemented effectively in 

their schools. While the results were generally positive and optimistic, further research is needed. 

 Hawkins, Haydon, McCoy, and Howard (2017) hypothesize and tested the use of 

incentivised rewards to reduce disruption and lost academic time during transition between 

classes. The group study aimed to improve the transition behaviours of students identified with 

EBD. It utilized an ABAB design to measure the effectiveness of an interdependent group 

contingency that encouraged students with EBD in an alternative school setting in the USA to 
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access and reinforce prosocial behaviours to limit disruptions in class (Hawkins, Haydon, 

McCoy, & Howard, 2017). The study hypothesized that the group contingency would lead to 

improvements in student behaviour (Hawkins, Haydon, McCoy, & Howard, 2017). There were 

18 middle-school participants enrolled in public education who had been identified as needing 

significant mental health and behavioural service (Hawkins, Haydon, McCoy, & Howard, 2017). 

The results supported that group contingencies were largely effective in changing disruptive 

behaviours during transitions. Although the study extends the knowledge base about the 

effectiveness of group contingency interventions and demonstrates a tool that can be used by 

students to be accountable for their actions, it is unclear whether the students’ behaviour would 

change with the eventual removal of incentives. As Greene (2008) highlights, children will do 

well if they can and there is need to move towards filling developmental gaps and moving 

beyond incentivising rewards to illicit positive behaviours. 

Assessing the Function of the Behaviour 

 Losinski, Maag, Katsiyannis and Ryan (2015), conducted single-case studies to gather 

evidence about the effectiveness of performing a structural behaviour assessment (SBA) as a 

more efficient method for identifying the impact of structures on student behaviour. Whereas a 

functional behavioural assessment (FBA) hypothesises and tests variables using experimental 

and non-experimental methods, a structural behaviour assessment (SBA) explores the contextual 

variables that could impact a students behaviour (Losinski, Maag, Katsiyannis, & Ryan, 2015), 

The SBA was developed as a response to some of the challenges in administering and 

implementing an FBA and the impact it has on the rest of the class (Losinski, Maag, Katsiyannis, 

& Ryan, 2015). Losinski, Maag, Katsiyannis and Ryan (2015) hypothesize the following: 
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 Specifically, the SBA process may relieve the burden faced by teachers in developing  

 BIPs that rely on teachers developing and implementing interventions based on the 

 typical three-term contingency by focusing solely on contextual variables (e.g.,  

 developing a more conducive learning environment based on an SBA as opposed to 

 manipulating consequences of behaviors based on a typical FBA). 

In the study, the teacher monitored four students at risk of developing severely disruptive 

behaviours in an eighth grade English class. The teacher performed the SBA, observing the 

dependent variables of disruptive behaviours and on-task behaviours. Based on the data collected 

the teacher was able to create two hypotheses about the nature of behaviours that were dependent 

on the structure of the class. Although the actions taken based on the SBA were successful, there 

is no data about the long-term impacts of these steps and if these students have engaged further 

with their learning or simply quit the behaviour.  

 In analyzing the referenced studies, it is evident that there are many possible strategies to 

address the disruptive or pervasively negative behaviours of students with EBD. Evidence in the 

field recognizes that supporting students with emotional disturbances or behaviour disorders is a 

major issue currently prevalent in education (Wishart, & Jahnukainen, 2010, Kohn, 2006, Burton 

& Goodman 2010, Greene, 2006, Bartel, 2008, Whitley, Lupart, & Beran, 2009). Losinski, 

Maag, Katsiyannis and Ryan (2015) also discuss that there is still much to learn about the 

correlation between students with EBD and high rates of failure, frustration and exclusion from 

their education. These studies are examples of exploratory studies with an emphasis on the need 

for further follow up studies to better understand the causes and impacts of severe behaviours in 

children and how to best support them in an academic environment.  
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Student and Teacher Relationships 

 The relationship between students and teachers is one of the essential elements in 

building trust, collaboration and support in an effective learning environment (Vervoot, Doumen, 

and Verschueren (2015) evaluated the construct of utilizing the Child Appraisal of Relationship 

with Teacher Scale (CARTS) to collect data about the perception that both children with and 

without EBD had of their teachers as well as a study of the teacher’s actual perceptions. The 

study looked at child and teacher perceived feelings about closeness, conflict and dependency in 

the relationship they had with each other (Vervoot, Doumen, & Verschueren, 2015). One area of 

interest that was surprising is that students with high levels of dependency also had high level of 

perceived closeness with the teacher while the teacher did not necessarily share these views 

(Vervoot, Doumen, & Verschueren, 2015). As discussed by Vervoot, Doumen, and Verschueren, 

(2015) although the students saw dependency as a way of expressing closeness, the teachers 

viewed it negatively as the student’s lack of independence. While the study by Vervoot, 

Doumen, & Verschueren (2015) may not be representative of a generalized education 

population, it brings to light the importance of listening to and acknowledging student voice and 

perspective in our own experiences. 

Supporting Student Mental Health  

 Canada is in the process of evolving our collective identity towards how we discuss and 

support different behaviours, attitudes and expectations of our institutions. One area that is still 

being challenged is the general perception and stigma applied to those in need of mental health 

supports (Hirsch, 2013). When discussing EBD, it is often easy to focus on the externalized 

behaviours because they are easy to identify and can be problem solved in the classroom using a 

variety of accessible strategies and management solutions. In his study Hirsch (2013) 
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investigates potential perceived bias from professionals who work closely supporting children 

with EBD. Of the studies discussed in this review, this study is the only one that specifically 

addresses the impact of stigma towards children with mental health disorders. The discussions of 

all the other studies in this review tend to focus on identifying or supporting severely 

externalized behaviours. Overall, little time is dedicated discussing how pervasive and disruptive 

behaviours could possibly be correlated with underlying mental health issues. Because of the 

importance and sensitive responsibilities of the adults working with these children, Hirsch (2013) 

sets out to discover the attitudes towards mental health that different professions who work with 

children at risk have. Using a questionnaire with scaling questions, the attitudes of the 

participants towards mental health were drawn from a set of items. The questionnaire was given 

to Social-workers, psychologists, teachers, and other professionals (Hirsch, 2013). Overall 

Psychologists and Social-workers had the least bias and teachers also were less negative towards 

mental health than the public (Hirsch, 2013). This study highlights that even though teachers are 

aware of the need for solid mental health support and reducing bias, there is more to reinforce 

and support when it comes to educators providing meaningful supports for students with mental 

health disorders.  

Narrative as Research 

 “Questions not method, are the heart of all research” (Hendry, 2010. p. 73). Narrative is 

one of the oldest forms of inquiry and was one of the primary ways of sharing learned 

experiences throughout history (Hendry, 2010). Hendry (2010) argues that narrative addresses 

the physical or scientific domain, human experience and metaphysical domains of understanding. 

In developing a methodology for capturing the richness of someone’s experience to research, 

Hendry provides a solid framework explaining what a narrative is and challenges the rigid 
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boundaries that positivist research often reinforces.  The positive narratives created by Tellis-

James and Fox (2016) about what young people with EBD project in their future, utilizes 

participant voice to challenge the more quantitative statistics that suggest a bleak and difficult 

path. In their study, Tellis-James and Fox (2016) document, and organize the stories of two 

children to better understand some of their obstacles they have overcome and their goals for the 

future.  

 Favell’s thesis, ‘Honouring Their Stories: Designing schools that work for students’ 

(2014) contributes first-hand accounts of high school students with learning disabilities and 

identifies what works and does not work for these students in their school. Through the 

participants voice Favell highlights the impacts of structures, relationships and supports that 

helped her participants find success in their academics, while drawing attention to the frustrating 

barriers that they interact with, such as class size, standardized exams, and rigid rules and 

expectations. Both Tillis-James and Fox (2016) and Favell (2014) highlight important themes in 

their presentation of their interviews, as well they provide depth and bring personalized 

understanding to some of the data and trends that are shown in the quantitative studies presented.  

Significance of the Issue 

 Many of the studies analyzed in this literature review collect a breadth of data about 

supporting students with EBD, whereas this study focusses on developing a rich narrative that 

reflects the critical memories and educational experiences of the participants. Where other 

researchers have focused on understanding supports, management strategies and relationships 

from the perspective of the educator, the perspective from the student is often overlooked. The 

conclusions of the studies synthesized for this paper have provided a foundation of strategies and 

areas of focus for me to utilize in my own research considerations. These studies provide 
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examples of strategies for mitigating and supporting students by primarily focusing on effective 

interventions and targeted curriculums. Although there is a broad representation of students 

provided, the focus of many studies either excludes student participation or quantifies the 

experience in a manner that does not deeply explore the personal perspective of the student. 

Exploring the data presented by Whitley, Lupart, and Beran (2009), and the discussions of 

Wishart, and Jahnukainen (2010), has reinforced the importance of understanding the students 

we are trying to support as individuals and to redefine education so that it creates genuine and 

meaningful relationships. Furthermore, it is critical to filter these ideas through this inquiry’s 

proposed research question, “What do students who have experienced emotional and behavioural 

challenges want their teachers to know about effective support?”. The result of this narrative 

inquiry purposefully highlights developing themes to discuss the memorable strategies, 

structures and experiences of each participant’s education. The narrative presented in this study 

contributes to our understanding of the challenges, barriers and experiences of being a student 

with emotional and behavioural challenges and the educational framework of effective supports.  

 

 



A NARRATIVE OF THE LIVED EXPERIENCE WITH EBD  19 

 

Chapter 3: Narrative Research Methods 

Research Question  

 There is power in words and in the telling of our experiences. In considering narrative 

inquiry and the use of story and perspective as a research methodology, I was drawn to the Cree 

phrase “tānisīsi wāpahtaman pimātisiwin”, meaning, “worldview, how you see life, how you see 

the whole piece of life” (Graham, & Martin, 2016). Students with emotional and behavioural 

disorders (EBD) are often identified by their actions and labelled for what they do before we 

know who they are (Kohn, 2006). In trying to correct atypical behaviours that create extreme 

barriers to student success, positivist researchers may tend to focus on the undesired behaviours 

and consequences ahead of the individuals involved. This chapter will outline the methods, 

limitations, and significance of how this study utilizes narrative inquiry to develop the 

perspective and identity of a student with EBD from their point of view. Focused through the 

lens of a student who has an emotional disturbance and/or behaviour disorder, my research 

question asks, “What do students who have experienced emotional and behavioural challenges 

want their teachers to know about effective support?”  

Methodology 

 Narratives are considered to be one of the oldest forms of inquiry, as the sharing of 

accounts is one of the earliest known ways that knowledge has been constructed (Dwyer, Davis, 

& Emerald, 2016). Epistemologically, narrative inquiry is foundational to how humanity has 

developed understanding, culture, values, and beliefs. According to Dwyer, Davis, and Emerald 

(2016), narrative is not simply a method, but an organizational structure and all inquiry is a form 

of narrative. New inquiries continue to develop further perspectives and truths of not only those 

who recount their experiences, but also from those who consider, question, and construct their 
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pedagogy from the experiences of others (Hendrey, 2010). For the sake of this research, my 

interest is not only in the story being told but the relationship that the teller has with their 

experiences. Of the three epistemological approaches to narrative referenced by Bamberg (2009), 

the goal of my research aligns best with the Discursive approach. Discursive Psychology uses the 

discourse analytic techniques of conversation, analysis, or critical discourse analysis to look at 

how people deploy common-sense psychological ideas (Dwyer, & Emerald, 2016).  

Data Collection  

  “Questions, not method, are the heart of research” (Hendry, 2010, p. 73). This narrative 

inquiry utilizes a semi-structured interview process with open questioning techniques to 

encourage honest and engaging discussion with participants. Questions in this study explored 

context and chronology to provide a scaffolded framework for the interviewee to recollect their 

experiences and find footholds to expand on their ideas. The interviews were conducted in brief 

meetings that were 90 minutes or less so that they did not become disruptive or burdensome to 

those involved (Elliott, 2012). To enhance trust and comfort with the participant, the setting and 

a variety of mediums were considered to encourage genuine and meaningful responses.  

Participants 

 This study focuses on three participants at different points in their lives. The first 

participant is in his first year of high school, the second participant is in grade 10, and the final 

participant has graduated. Each participant voluntarily consented to contribute their story and 

partake in this research. All names and identifying information have been disguised to protect the 

identity of the participant. Each participant has had a chance to provide feedback about 

information that they wanted to remove, revise, or expand upon to give a verified account of 

their story. Participants self-identified as having an emotional or behaviour disorder while 
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attending primary, middle, or secondary school. They received some form of school provided 

support or individual education plan (IEP) specifically identifying support for emotional 

disturbances or moderate to severe behaviour disorders. Participants were recruited from a 

publicly funded district in British Columbia. There was no restriction or exclusion of 

participating in this study based on culture, religious affiliation, socio-economic status, or other 

social, cultural, or political identities. Additionally, participants were not compensated for their 

involvement in this study. Due to potential conflicts of interest and professional responsibilities 

with the teachers’ associations, no students currently being taught by the primary researcher were 

considered to participate in this research and no personal information of potential participants 

was accessed through educational district databases.  

Data Analysis and Interpretation 

 According to David Silverman, evidence must be distinguished between naturally 

occurring and manufactured accounts that are represented by big stories and small stories 

(Dwyer, Davis, & Emerald, 2016). For this research, big story analysis collected through an in-

person interview was utilized to develop a detailed description of the participants’ experiences 

(Dwyer, Davis, & Emerald, 2016). Data collected was organized and grouped into two themes: 

(1) Students want individualized supports, and (2) Each student’s path to success is unique. 

Direct quotes from each participant were inserted into a table and organized by participant. 

Information was organized into a table grouping similar quotes from each participant into topics 

that supported one of the themes. The quotes were analyzed and summarized to highlight big 

ideas for each section. Each participant was represented by selecting direct quotes from their 

interviews and developing their story based on their stated experiences and reflections. These 

stated quotes were broken down into big ideas and grouped with other similar big ideas from the 
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participant’s interview. Each big idea was then synthesized to highlight important considerations 

from the participants’ experiences about effectively supporting students with EBD. Finally, the 

synthesized considerations were evaluated to derive conclusions for educators to consider when 

supporting students with EBD.  

Limitations 

 The goal of this research was to utilize conversation and narrative inquiry to develop an 

understanding about supporting students with EBD from the perspective of the student. It is 

important to acknowledge the influence of my own opinions and pedagogy on the interviews 

with the participants. As both the interviewer and primary researcher, there are challenges of 

subjectivity in the direction of the interviews and interpreting the data. The interview questions 

were created to explore how each participant saw themselves outside of school, how supports 

impacted them as both student and individual, and the different strategies and interventions they 

utilized to be successful. Each participant experienced school differently and therefor each story 

supports the themes differently.  

 While there is some subjectivity as the researcher in the creation of the questions, the 

stories have been presented to represent the individuals who told them. The considerations and 

themes provide a framework to share each participant’s experiences and honour their voice. 

Although this information may have limitations due to the personal nature of the stories and the 

interpretation by the primary researcher, the overarching themes can further the discussion about 

the opportunities and challenges of supporting students with EBD.  
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Chapter 4: Findings 

 This chapter presents the results of this study. This inquiry set out to better understand 

what students with EBD want teachers to know about effective support. Information was 

collected using a semi-structured interview. Three participants were asked questions about their 

experiences as a student with EBD. The recorded interviews were transcribed and sent to each 

participant to be reviewed for accuracy and revisions. The findings were read carefully and 

analyzed to identify key ideas, experiences, and insights of the participants. Selected quotes from 

each participant were grouped into related categories, summarized into big ideas, and considered 

for contextual significance. Finally, the categories were organized into two dominant themes: (1) 

Students with EBD want individualized supports, and (2) Each student’s path to success is 

unique. 

Image 1  

 

  

 

 

 The perspective of the characters in this narrative are reinforced with quotes, ideas, and 

stories from the participants. It is the hope of the researcher that the findings in this chapter will 

present what the participants want educators to know about effective supports for students with 

EBD.  

  

Theme 1: Students Want 
Individualized Supports

Charles:

a. Feeling Connected to 
School

b. Managing Impulses

Kate: 

a. Feeling disconnected 

b. Developing Supportive 
Friendships

c. Making Positive 
Connections with 

Teachers

Elizabeth

a.Managing emotions

b. Utilizing Positive 
Environments

Theme 2: Each Student's 
Path to Success is Unique

Charles:

a. Finding His Passion

Kate: 

a. Determining Her Own 
Path

Elizabeth:

a. Defining Expectations
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Exposition 

 The three characters portrayed in this narrative are “Charles”, “Kate” and “Elizabeth”. 

The names selected represent the stories of the participants and are derived from different 

members of the British royals. Each story captures a portion of the lived experience of a student 

with emotional or behavioural disorders and the royal names symbolize empowering young 

people who have struggled searching for control and autonomy over their lives. Each character is 

at a different point in their journey and offers a unique perspective. The three characters have 

been placed in the fictitious town of Gillwood, a small community on the west coast of British 

Columbia. Gillwood is close enough to urban centers that the residents head to the city 

frequently, yet far enough removed from the city to maintain its rural identity. The students 

currently attend or did attend Gillwood Community High School (GCHS), a grade 9-12 school. 

They receive or previously received either moderate or intensive behaviour designations as 

outlined in the British Columbia Special Education Services Manual of Policies, Procedures, and 

Guidelines (BC Ministry of Education, 2016, p. 56). The team that supports or supported 

Charles, Kate and Elizabeth includes a case manager, access to a school academic counsellor, 

and a learning support teacher. The administration team at Gillwood is well established and 

works closely with the student-support team to promote an inclusive environment.  

 Introducing Gillwood 

 Gillwood is a town of under 10,000 people and is a mixture of new and established 

citizens securing their version of the west-coast dream. It has multiple elementary schools that 

feed into the local middle school, which in turn feeds into a community high school. Many of the 

teachers in Gillwood are locals themselves and have been teaching in the community for a 

significant amount of time. Gillwood finds itself in the midst of growth and transition, as new 
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stores and services compete to meet the needs of a diversifying and growing population. Many 

new homes and condominiums are emerging between the colourful timeline of dated properties 

that have stood since it was first settled. Similar to most communities, there are ups and downs 

of living in Gillwood, “Living in Gillwood is good, but everyone knows everything about 

everyone. If you have one bad experience everyone seems to know about it, which is really shitty. 

If you have good friends, it helps.”-Kate. 

 Introducing Charles 

 Charles is in grade 9 and is in his first year at GCHS. He has a moderate behaviour 

designation that has carried over from middle school and allows him to access a learning support 

room and a wraparound support worker. Charles is the oldest child of three and lives with his 

mother and father. Charles and his family have lived in Gillwood most of his life. Charles 

expressed that he has mostly enjoyed the socializing elements of high school, “I like chilling with 

my friends. The social aspect is nice. The school itself is kind of like any school”. Academically, 

Charles has shown he can be successful and feels he could have done better this year but found 

himself skipping about half of his classes to be with friends and “chill” at the local hangouts. 

According to Charles, his calm demeaner or “chill” attitude is one of his strengths and a way that 

he positively contributes to his group of friends:  

 “ I definitely (enjoy) the social aspect (of high school), talking to friends and being able 

 to converse with people and having people to back me up when someone is being a jerk.  

 People don’t turn to me for support often, but I am chill. I have helped a few people that I 

 don’t even know over the internet.” 
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 Introducing Kate 

 Kate is a quiet and reserved grade 10 student who has recently been diagnosed with 

chronic anxiety and depression. To help support her mental health, Kate regularly sees a 

counsellor outside of the school. Kate stated that she generally minds her own business and is 

working towards graduating ahead of schedule. Kate’s parents struggled with addictions and she 

has lived with her maternal grandmother and grandfather since she was in elementary school. 

Kate openly shared that she enjoys regular visits with her mother who lives in close proximity. 

She stated that her relationship with her mother is important to her and that she is happy for the 

time that she gets to spend with her.  

 In middle-school, Kate expressed that she struggled making friends, had low self-esteem, 

and self-harmed. Kate admitted that school was hard and she did not have the confidence to 

communicate her struggles verbally, “I had bad self-esteem and I convinced myself that everyone 

hated me, so I just started getting quiet and didn’t want to talk to anybody. Grade 1-8 was super 

hard for me.”. Kate has been seeing a counsellor since middle school and currently has expanded 

her social group to include her boyfriend and his friends. Kate identified that she would one day 

like to be a nurse. She has lived in Gillwood since elementary school and expressed that she 

generally likes living in a small town.  

 Introducing Elizabeth 

 Elizabeth is a former student of GCHS who graduated almost a decade ago. Elizabeth 

mentioned she was very shy when she went to school and had a limited circle of friends. 

Elizabeth lived with her mother, father and sister. Her family was very involved in her life and 

supported her through various challenges including being diagnosed with ADHD, having a 

learning disability, and being diagnosed with anxiety and depression. With effective academic 
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supports, Elizabeth successfully graduated. In grade 12, her mother became very ill which 

increased her stress and anxiety. To help Elizabeth cope with the stress of graduating and her 

mother’s illness, the school-support team reduced her work load by eliminating non-core 

courses. Elizabeth is currently seeking counselling for depression and anxiety. She has 

maintained consistent employment and is hoping to progress within the company. She recently 

bought her first house and moved in with her partner. Although academic success was important 

to Elizabeth, when she transitioned into university, she struggled to independently support 

herself and eventually unenrolled from university. She stated that she would like to return to 

university at some point and complete her degree.  

Theme 1: Students Want Individualized Supports  

 All the participants interviewed in this study had unique behaviours that disrupted their 

learning in the classroom. The participants identified that the barriers they experienced often left 

them feeling disengaged from their learning environments and feeling overwhelmed. These 

barriers included interacting with their teachers, managing pervasive emotions and impulses, and 

fostering healthy relationships with peers. They identified that teachers and support staff who 

took time to understand them as individuals were able to develop support that recognized their 

individual needs. The following section is a collection of experiences from the perspective of 

each participant that present the barriers each student faced and highlighting how individual 

supports helped them successfully manage at school. 

  Feeling Connected to School: Charles  

 “Community is about connectedness and relationships; it is where one learns to value and 

sincerely appreciate diversity in a multitude of forms” (Bartel, 2006). One of the main concerns 

identified by Charles was about not fitting in with his friends. Although he has felt disconnected 
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with school in the past, he wanted to connect with the staff and peers of GCHS. Charles felt that 

classrooms where teachers put rules first did not recognize the needs of the individual: 

 “I am self-conscious about my hair and that is why I have a hat. When I have to take it off 

 it doesn’t make me feel the best and I am not in my best working mood. With earbuds, I 

 get not wearing them during lessons, but when you are working and not getting 

 distracted by your phone you should be able to use them.  

Charles identified that feeling comfortable in his learning environment was an important factor 

for remaining focused in class and he would find ways to establish control when he felt insecure 

or singled out. Charles recognized that his responses were probably disruptive to his peers and 

confrontational with staff, which resulted in negative feelings towards certain classes and 

teachers. During his time in middle school, Charles was suspended multiple times.  

 “One time someone was messing around in the stairwell. I was accused of being the 

 lookout. I got singled out even though there were 10-12 other people there and it was 

 really frustrating. I felt like I was being singled out for who I was and because many of 

 the teachers weren’t a fan of mine. To me they weren’t being fair”.  

When Charles felt frustrated his actions presented as “not doing work and then teachers getting 

mad at me and I would shoot something back and get sent to the office.” Charles described the 

perfect teacher as someone who: 

 “is understanding. They would allow you to get up and do what you need to do and come 

 back to do whatever you are working on. It doesn’t feel very good to fall behind. They 

 would encourage you to help you get your work done and not force you with threats of 

 failing or getting in trouble.”  
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Charles felt that teachers were not fair to him and expressed his desire for teachers to be 

understanding. This suggests that he wanted to get along with his teachers and felt frustrated by 

their judgements. 

 Having a positive relationship with teachers and feeling comfortable in the classroom are 

important for Charles’ overall connection to his learning environment,  

 “(the) behaviour teacher got us to help out and we would help him with the stage stuff, 

 setting up for shows and presentations. I wasn’t really invested in that school, but I liked 

 helping him because he helped me. The only reason I go back is to say hi to teachers 

 like him”.  

Charles’ behaviour support teacher was able to find ways to connect with Charles and help him 

contribute positively to school presentations. This responsibility helped Charles develop trust 

with the behaviour teacher and feel like he had a purpose at school. Teachers who connected 

with Charles still matter to him. These connections suggest that there is value in establishing 

genuine relationships with students who have EBD and getting to know them beyond their 

behaviours.  

Table 1.1:  

Feeling Connected to School- Charles 

Quote Big Idea Discursive Context (Drawing 

Meaning from the big ideas) 

The perfect teacher would 

be understanding. They 

would allow you to get up 

and do what you need to 

do and come back to do 

whatever you are working 

on. It doesn’t feel very 

good to fall behind. They 

would encourage you to 

help you get your work 

done and not force you 

1. Teachers should be 

understanding and 

listen to the needs of 

the student. 

2. Teachers that use 

encouragement to 

complete tasks are 

more effective than 

those who reference 

consequences. 

1. Charles demonstrates 

concern for belonging 

and fitting in with 

those he connects to. 

Although he has felt 

disconnected with 

school in the past, he 

wants to connect with 

staff and peers. 
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with threats of failing or 

getting in trouble. 

2. When Charles felt 

singled out or was 

denied control in his 

surroundings, he 

would act in ways to 

establish control. His 

actions stressed his 

working relationships 

with teachers and his 

classmates.  

 

In the math room they 

make us take off our hats 

and headphones. Rules 

like that affect people, 

hats are a security thing 

for me. I am self-

conscious about my hair 

and that is why I have a 

hat. When I have to take it 

off it doesn’t make me feel 

the best and I am not in 

my best working mood. 

With earbuds, I get not 

wearing them during 

lessons, but when you are 

working and not getting 

distracted by your phone 

you should be able to use 

them. 

3. Charles is self-

conscious of the 

perceptions of 

others.  

4. When Charles 

feels 

uncomfortable his 

mood changes and 

he is unable to 

stay focussed on 

working.  

I got suspended a lot in 

middle school. Often it 

was when I beaked off. 

One time someone threw 

something down the 

stairwell. I was accused of 

being the lookout. I got 

singled out even though 

there were 10-12 other 

people there and it was 

really frustrating.  

I felt like I was being 

singled out for who I was 

and because many of the 

teachers weren’t a fan of 

mine. To me they weren’t 

being fair 

5. Charles often felt 

misunderstood by 

the staff in 

middle-school and 

singled out 

because of his 

reputation.  

6. Because Charles 

felt singled out, he 

did not take 

ownership for his 

actions in middle-

school. 

The behaviour teacher got 

us to help out and we 

would help him with the 

stage stuff, setting up for 

shows and presentations. I 

wasn’t really invested in 

that school, but I liked 

helping him because he 

7. Charles didn’t feel 

invested with 

many people or 

activities in 

middle-school, but 

he liked helping 

teachers who 

spent the time 
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helped me. The only 

reason I go back is to say 

hi to teachers like him. 

connecting with 

him.  

 

 Managing Impulses: Charles 

 Charles was no stranger to the administrative team at his schools. When elevated, Charles 

would often engage in verbal arguments with teachers, staff, and other students. Charles was 

suspended multiple times in middle school for talking back to lunchtime supervisors, classroom 

teachers, and the principal. At GCHS, Charles has been suspended for a physical altercation he 

had with another student. In spite of being suspended from school repeatedly, Charles has a 

conscious awareness of his actions and the triggers that make him upset. He has acknowledged 

that he cannot always control his emotions and that this often precedes him getting suspended.   

 “(Flipping out) just happens in the heat of the moment, and you don’t think about it. I 

 have only been suspended once this year after a physical altercation when I was trying to 

 get him to leave me alone. That was me in a not in control moment, and I was honest 

 about it and was like yeah, I hit him in the head”. 

Charles does not want to get into trouble, but he also does not feel comfortable going to his 

teachers for support. Instead of seeking advice from adults, Charles uses problem solving skills, 

the internet, and self-awareness to try to avoid conflict and keep his emotions in check.  

 “I don’t respond to others anymore, if you call me names, I just don’t care. A lot of  

 people freak out because they are like, oh my god I am going to get called a name, but I 

 don’t do that because there is no point in doing that. Like it isn’t going to matter in 5 

 years. I read this thing online that said if it isn’t going to matter in 5 years don’t worry 

 about it for more than 5 minutes.” 
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Charles expressed that he prefers to fix problems and would rather work towards restitution than 

be punitively punished. Supporting Charles to manage his impulses and frustration would help 

him avoid conflict with others and not get into trouble. Kohn (2006) suggests that one way to 

help support students like Charles to independently manage impulsive behaviour would be to 

“work with them to solve the problem” (p. 121). Supporting Charles to be proactive and creating 

a collaborative environment where he can identify the challenge and come up with a solution, 

can empower Charles and build connections between him and his teacher. This collaborative 

environment is part of the culture of utilizing individualized supports for students (Kohn, 2006). 

Table 1.2 

Managing Impulses-Charles Discursive Context 

Quote Big Idea 1. Even though Charles is 

frequently in trouble, he 

has developed an 

awareness of his actions 

and the triggers that make 

him upset.  

2. Charles doesn’t want to 

get in trouble. He uses 

problem solving skills to 

independently research 

and implement ways to 

handle his emotions.  

3. Charles is aware of how 

his friends see his actions 

but does not worry about 

how his behaviour 

impacts people outside his 

social circle. 

4. Charles prefers to fix the 

problem and move on 

then to be punished to 

reinforce rules and 

expectations.  

I had control but I get very 

heated. When I have 

control and am heated, if I 

am a small bit heated, I 

generally have control. 

Now and days I don’t get 

heated enough to flip. I 

flipped once on someone 

(this year).  

1. Charles has 

developed awareness 

and ownership of his 

emotional state and 

demonstrates more 

control over 

emotions.  

I don’t respond to others 

anymore, if you call me 

names, I just don’t care. A 

lot of people freak out 

because they are like, oh 

my god I am going to get 

called a name, but I don’t 

do that because there is no 

point in doing that. Like it 

isn’t going to matter in 5 

years. I read this thing 

online that said if it isn’t 

going to matter in 5 years 

don’t worry about it for 

more than 5 minutes.  

2. Charles uses 

problem solving 

skills like searching 

the internet to find 

solutions to his 

problems. 

(Flipping out) just happens 

in the heat of the moment, 

and you don’t think about 

3. When upset, Charles 

reacted without 

thought or 
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it. I have only been 

suspended once this year 

after a physical altercation 

when I was trying to get 

him to leave me alone. That 

was me in a not in control 

moment, and I was honest 

about it and was like yeah, 

I hit him in the head 

consideration of the 

consequences. 

4. Charles is able to 

take ownership of 

his behaviour. 

5. Charles doesn’t want 

to get in trouble. 

I wasn’t really concerned 

with what others thought of 

what I did in class. My 

friends thought it was 

funny. We would talk about 

it after for a few minutes 

but would generally move 

on. 

6. Charles filters his 

behaviour through 

the reactions of his 

close friends.  

It makes sense why I got 

suspended. They got us to 

apologise, the apology was 

more effective than the 

suspension. 

7. Completing 

meaningful 

restitution was more 

impactful than the 

suspension. 

  

 Feeling Disconnected from School: Kate 

 “Aggressive/withdrawn children’s tendencies to play alone or distance themselves from 

others (the withdrawn component of this profile) may be a means of reducing social anxiety, or a 

way to limit interference from others” (Ladd & Burgess, 1999, p. 926). Kate expressed that she 

struggled to fit in at school and felt like she did not have many good friends. Kate’s friends were 

often skipping school and experimenting with smoking, drugs and drinking alcohol which 

impacted how she related with them.  

 “I used to be disruptive. I had bad self-esteem and I convinced myself that everyone 

 hated me, so I just started getting quiet and didn’t want to talk to anybody. Grade 1-8  

 was super hard for me. Middle school was hard because I didn’t like my teachers and I 

 didn’t like my friends. Some of my friends were druggies and drinking and I am really not 
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 like that because I don’t understand it. I have had quite a few people pass away and 

 because of drinking they ruined their family, so I didn’t want to be friends with (those 

 kids).”. 

Kate stated that her mother and father struggled with addiction and substance abuse which 

disrupted her childhood. She identified that this disruption impacted how she viewed her friends. 

Kate disengaged with her friends who she saw participating in destructive behaviour and began 

to disconnect from all of her peers and teachers.     

 “School was pretty shitty before and I wasn’t enjoying the stuff I was learning about. 

 There was a lot of stuff I was learning about that I had learned in previous years and was 

 really not a fan. When I get frustrated, I put my headphones in and don’t listen to the 

 teacher and don’t talk.” 

Kate’s classroom behaviour included skipping and not participating in class. Kate did not want to 

burden others and tried to ignore her difficulties at school by disengaging. Without effective 

supports in place, Kate began smoking and self-harming. With the help of her counsellor, Kate 

was able to come up with more effective strategies that supported her needs. When she 

transitioned from middle school to high school, Kate was given more independence in her course 

selection. Her counsellor helped her manage disruptive feelings, which allowed Kate to foster 

healthy relationships. 

 ” You couldn’t choose anything at Middle School when I was there. I didn’t like to take 

 French class or do science… I think that every kid in middle school should have more 

 options and be able to choose how to make their day better.”.  

Kate believes that giving all students more choice and control over their learning would improve 

the overall school experience. Teachers who were less lenient about alternative work spaces 
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made school harder for Kate when she was already feeling overwhelmed. To provide more 

individual support for disengaged students with EBD like Kate, teachers can recognize how their 

students are feeling and work with them to create a less restrictive environment.  

Table 1.3 

Feeling Disconnected to School- Kate 

Quote Big Idea Discursive Context 

School was pretty shitty before 

and I wasn’t enjoying the stuff I 

was learning about. There was a 

lot of stuff I was learning about 

that I had learned in previous 

years and was really not a fan. 

When I get frustrated, I put my 

headphones in and don’t listen 

to the teacher and don’t talk. I 

used to use the support room a 

lot, but I haven’t lately. Most of 

my classes are quiet now so I 

don’t need to leave so much. 

1. Kate did not enjoy 

school because she 

didn’t enjoy what she 

was learning about.  

2. When Kate was 

frustrated, she used her 

headphones as a way to 

block out the teacher.  

3. Kate accessed the 

support room a lot to 

help her when she 

needed support.  

 

1. When Kate did 

not like school it 

was because she 

wasn’t engaged 

with the tasks, 

students or 

teachers.  

2. She would 

disengage by 

skipping, fading 

into the 

background, or 

remove herself 

from activities. 

3. Kate did not want 

to burden others 

with her problems 

and would instead 

try to block them 

out, but it had a 

negative impact 

on her academic 

and personal 

experiences.  

4. Kate began 

seeing outside 

counselling to 

help her manage 

her barriers and 

she has 

successfully used 

those strategies to 

improve her 

school 

experiences.  

5. Kate has said that 

she thinks giving 

I used to be disruptive. I had bad 

self-esteem and I convinced 

myself that everyone hated me, 

so I just started getting quiet and 

didn’t want to talk to anybody. 

Grade 1-8 was super hard for 

me. Middle school was hard 

because I didn’t like my teachers 

and I didn’t like my friends. 

Some of my friends were 

druggies and drinking and I am 

really not like that because I 

don’t understand it. I have had 

quite a few people pass away 

and because of drinking they 

ruined their family, so I didn’t 

want to be friends with (those 

kids) 

4. Kate was disruptive 

during middle school 

and struggled until 

grade 8.  

5. Kate struggled with her 

self-esteem and was 

convinced that 

everyone hated her. 

6. Kate’s social group was 

involved in activities 

that she saw as negative 

and she dissociated 

with them. 

7. Kate isolated herself by 

not talking to peers and 

did not have positive 

relationships with her 

teachers. 

I don’t use a lot of people for my 

support system because my 

parents are really stressed so I 

don’t want to add to it. I started 

seeing my counsellor when I was 

about 13. My parents found out 

8. Kate was reluctant to 

access her family for 

support because she did 

not want to burden 

them.  
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that I was self-harming and 

smoking and gave me the choice 

of seeing a counsellor or being 

hospitalized.  

9. Kate was struggling 

emotionally and 

eventually started 

seeing a counsellor. It 

has been positive for 

her.  

all students more 

choice and 

control over their 

learning would 

improve the 

overall school 

experience.  The teachers and students (in 

Middle School) would have seen 

my actions as problematic. They 

talked to my parents because I 

was skipping, and I didn’t want 

to talk, and I wasn’t doing my 

work. You couldn’t choose 

anything at Middle School when 

I was there. I didn’t like to take 

French class or do science. I 

kind of hated all of it except 

English. I still really like 

English. I think that every kid in 

middle school should have more 

options and be able to choose 

how to make their day better 

10. Kate was skipping 

school in middle school 

and not engaging with 

the class. Her teachers 

would try to talk to her 

grandparents. 

11. Kate was frustrated 

because she did not 

have much control or 

choice in her courses.  

12. Kate feels that giving 

more options to all 

students would make 

their experiences better.  

It helps to have the option to 

remove yourself. Teachers who 

are less lenient make it really 

hard.  

13. Having the option to 

remove yourself helps 

Kate manage her stress 

and anxiety. 

14. Kate’s teachers who 

were less lenient about 

alternative work spaces, 

made school harder 

when she was already 

feeling overwhelmed. 

 

  

 Developing Supportive Friendships: Kate 

 Kate did not have many friends through elementary and middle school and it made her 

feel lonely. 

 “I was always a lonely kid and don’t really like having a lot of friends. I have like one 

 best friend, but I thought it was okay. When I got to Gillwood, I was bullied really hard 
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 until grade 9. I got beat up by kids and in elementary school one boy choked me up 

 against a wall, but I got blamed for it because I made him mad.” 

Kate’s feelings of loneliness and lack of supports were a factor in her struggle to enjoy school. In 

high school, Kate started dating her boyfriend and was included into his group of friends. Kate 

has identified that school is more enjoyable now that she has a positive social group to relate 

with: 

 “I have known my best friend since grade 6 and she has always stuck by my side. I have 

 known my boyfriend for like 3 years, but we have been dating for a year and a half. I now 

 know a couple of his friends and they have become my close friends. Overall, I have good 

 friends now.”.   

Table 1.4 

Developing Supportive Friendships-Kate 

Quote Big Idea Discursive Context 

I was always a lonely kid 

and don’t really like having 

a lot of friends. I have like 

one best friend, but I 

thought it was okay. When I 

got to Gillwood, I was 

bullied really hard until 

grade 9. I got beat up by 

kids and in elementary 

school one boy choked me 

up against a wall, but I got 

blamed for it because I 

made him mad. 

1. Kate did not have 

many friends though 

her schooling and 

has often felt lonely.  

1. When Kate was 

struggling to engage in 

school, she felt lonely 

and did not have many 

friends.  

2. Kate now has a solid 

group of friends who 

support her. She also 

enjoys school more and 

is more successful 

holistically.  

I have known my best friend 

since grade 6 and she has 

always stuck by my side. I 

have known my boyfriend 

for like 3 years, but we have 

been dating for a year and 

a half. I now know a couple 

of his friends and they have 

become my close friends. 

2. Kate has expanded 

her social group with 

positive relationship 

and feels good about 

her friend’s situation 

now.  
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Overall, I have good friends 

now. 

  

 Making Positive Connections with Teachers: Kate 

 Teachers play an important role in supporting student behaviour. For some teachers, 

problems are approached democratically and all voices are heard and respected, while other 

teachers set out to control children and manage the classroom with a sense of ownership (Bartel, 

2005).  

 “The raison d’etre of discipline or classroom management is almost always to secure 

 children’s compliance with adults’ demands. Thus, it is assumed, teachers have a 

 responsibility to get and maintain control of their classrooms. In doing so, they are

 encouraged to alter focus on students’ behaviors and attempts to alter those that they, for 

 whatever reason, deem appropriate. Behavioral changes are achieved by resorting to 

 extrinsic inducement, reward, or punishment” (Kohn, 2006).  

Kate feels that teachers who connect personally with students are better able to recognize what 

they need and can provide more personalized supports.  

 “I would change the way teachers treat the kids when you come in late or miss school or  

 anything like that. I would change so you can do the work at your own pace. I would 

 want the teachers to talk to the kids and not just be like I’m your teacher and don’t care 

 about you. Like actually trying to know the kids and know who has problems and who 

 doesn’t and who needs to talk to the teacher and who needs to go to learning support”. 

Kate’s relationship with her grade 9 math teacher shows the importance of reciprocity in 

relationships between teachers and students. The first time Kate took math with her teacher, she 

struggled to engage with the lessons and tasks, escaped the classroom at every opportunity, and 
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failed the course. When Kate retook the class the following term, she was able to connect with 

her teacher and is on pace to complete the class early. Kate stated that this teacher is now her 

favourite and she identifies connecting to the teacher on many levels. Kate identified that her 

math teacher effectively provides a variety of supports to build relationships and offer students 

choice and voice in their learning.  

 Table 1.5 

Making Positive Connections with Teachers-Kate 

When I was in grade 9, I 

hated math so much and I 

skipped every lesson and I 

went to the learning support 

room, but I ended up failing 

it anyways. I retook it and 

now that teacher is my 

favourite teacher and I 

hated her so much but now 

she is my favourite teacher. 

1. When Kate was 

struggling in math, 

she did not have a 

positive relationship 

with her teacher.  

2. Kate’s relationship 

with her math 

teacher has improved 

and she is doing well 

in the class. 

1. Kate’s relationship with 

her teacher improved and 

so has her success in the 

class.  

2. Kate prefers classes that 

offer individual support 

and flexibility.  

3. Teachers who connect 

personally with students 

are better able to 

recognize what they need 

and can provide more 

personalized supports. 

My math teacher is 

amazing. She thinks a lot 

like I do. Her course is self-

paced. The booklets are at 

the front of the class and 

she provides help sheets for 

every single booklet with 

every formula and tips that 

you need for the booklet. 

She doesn’t do lectures, but 

she comes around and helps 

you if you don’t get it. 

3. Kate relates with her 

math teacher and 

enjoys being in her 

class.  

4. Kate’s teacher does 

not try to lecture to 

the whole class but 

works individually 

with students who 

need help. 

Putting my headphones in 

and ignoring people. If they 

are being too loud just 

knowing that it is okay to go 

for a walk and it is okay to 

leave if I can’t handle it.  

5. Kate is empowered 

by the knowledge 

that it she can take a 

break if she is 

feeling 

overwhelmed.  

I would change the way 

teachers treat the kids when 

you come in late or miss 

school or anything like that. 

I would change so you can 

do the work at your own 

6. Kate wishes that 

teachers show that 

they care and 

connect on a 

personal level.  
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pace. I would want the 

teachers to talk to the kids 

and not just be like I’m your 

teacher and don’t care 

about you. Like actually 

trying to know the kids and 

know who has problems 

and who doesn’t and who 

needs to talk to the teacher 

and who needs to go to 

learning support. 

7. By knowing the kids 

and their needs, 

teachers can provide 

supports best suited 

for that student’s 

needs.  

  

 Managing Emotions: Elizabeth 

 Elizabeth stated that her behaviours were internalized and caused her to feel anxious and 

depressed. Her medication for attention deficit hyperactivity disorder (ADHD) helped her 

maintain focus in the classroom but also contributed to her feeling shy and uncomfortable around 

others. Elizabeth struggled to make friends in school and felt like external disruptions in her life 

contributed to the intrusive feelings that negatively impacted her experiences at school,  

 “I thought it was normal to walk into the classroom and be super nervous. Looking back, 

 I noticed my anxiety when we moved. In class I was really quiet, as soon as I was 

 diagnosed (with ADHD) I started on ADHD meds, I was quiet and withdrawn to begin 

 with and it made me more shy, but it helped me concentrate. My mother got diagnosed 

 with breast cancer in the middle of my grade 12 year and I don’t remember much of that 

 year”. 

Elizabeth identified that she struggled with teachers who were overly strict and felt like she 

could not approach them. Elizabeth struggled accessing the supports she needed from teachers 

who did not interact with students as unique individuals. Elizabeth was not in trouble often and 

was very dedicated to following rules. She mentioned that her need to adhere to rules and 

expectations increased her anxiety when she was struggling and affected her ability to ask for 
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support. Although Elizabeth successfully graduated high school, she identified that it had not 

prepared her to independently manage the demands of life after school and she has struggled 

emotionally and often felt overwhelmed. 

Table 1.6 

Managing Emotions- Elizabeth 

Quote Big Idea Discursive Context 

I thought it was normal to walk 

into the classroom and be super 

nervous. Looking back, I noticed 

my anxiety when we moved. In 

class I was really quiet, as soon 

as I was diagnosed (with 

ADHD) I started on ADHD 

meds, I was quiet and withdrawn 

to begin with and it made me 

more shy, but it helped me 

concentrate. My mother got 

diagnosed with breast cancer in 

the middle of my grade 12 year 

and I don’t remember much of 

that year 

1. It was normal for 

Elizabeth to feel very 

nervous in the 

classroom. 

2. Taking medication for 

ADHD helped 

Elizabeth focus but 

made her feel shyer. 

 

1. Elizabeth was 

nervous and shy, 

which made it 

hard for Elizabeth 

to make friends 

and fit in at 

school.  

2. Disruptions like 

moving or her 

mom getting sick 

impacted 

Elizabeth’s 

mental health, 

which in turn 

impacted her 

success at school. 

3. Teachers who 

were very strict 

were hard for 

Elizabeth to 

approach and she 

struggled to 

access supports 

from these 

teachers. 

We moved when I was in grade 6 

or 7 and it was really hard. We 

moved to another house in 

Gillwood. Change was hard and 

I probably had anxiety and 

depression, but it wasn’t 

diagnosed until later 

3. Moving during school 

created stress and was 

challenging for my 

emotional wellness.  

I had trouble making friends and 

had trouble reading social cues 

4. Making friends was 

challenging because 

Elizabeth struggled 

with social cues.  

When mom had breast cancer I 

really struggled emotionally and 

with school. My dad spaced out 

and my sister became the bratty 

teenager who wanted attention. 

She started doing things that she 

had never done before. My mom 

and her really hated each other 

that year. I felt like I had to help 

my mom and it was like, really 

hard. 

5. Elizabeth’s mom got 

sick when she was in 

grade 12 and she 

struggled emotionally. 



A NARRATIVE OF THE LIVED EXPERIENCE WITH EBD  42 

 

The teachers who were very 

strict and the very harsh in their 

grading teachers made it hard. 

It was hard to get extra time 

when it was super rigid. One 

teacher had a reputation and I 

remember always being terrified 

to get my assignments back. It’s 

hard if they don’t interact much 

with you. 

6. Elizabeth found that 

teachers who were 

strict were hard to 

approach. It made it 

hard to use supports. 

 

 Utilizing Positive Environments: Elizabeth 

 Elizabeth identified that her transition from French immersion to a primary English 

classroom was very stressful. She expressed that her teacher that year was very important in 

helping her learn how to make positive peer relationships. “I’m not very outgoing but school 

helped with that and helping me make friends and getting out of my little shell”. Elizabeth 

identified that she lacked the skills needed to recognize social cues, which directly impacted her 

ability to make friends. At the request of her teacher, Elizabeth agreed to take time prior to the 

start of the year to meet and get to know another new student to the class. That meeting turned 

into a friendship that Elizabeth still maintains and values. Elizabeth reflected that she responded 

positively to teachers who understood her strengths and needs and were able to provide positive 

learning opportunities. 

Table 1. 7 

Utilizing Positive Learning Environments 

Quote  Big Idea Discursive Context 

I’m not very outgoing but 

school helped with that and 

helping me make friends and 

getting out of my little shell. 

1. School helped me 

develop skills to 

make friends. 

1. In the big picture, school 

provided an environment 

for Elizabeth to make 

friends and the 

awareness of her 

favourite teacher helped 

her make a lifelong 

friend.  

I did well in small spaces but 

if I got uncomfortable, I 

would fidget a lot, but I do 

best in a quiet environment. I 

found it helpful if I had 

2. Elizabeth was able 

to best manage her 

behaviours in small 

environments with 

headphones and 
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headphones in. I learned 

best seeing stuff with visuals 

and then having the 

professor talk about it. It 

was hard if I had to take 

notes at the same time and it 

was helpful if someone was 

there helping take notes for 

me.  

 

visuals to support 

her learning. 

2. When teachers were 

engaging, and Elizabeth 

had a manageable 

environment she was 

more successful. 

I liked teachers that 

interacted with me more. I 

remember my math teacher 

all through high school. 

3. Elizabeth liked 

when teachers 

interacted with her 

and connected with 

her personally. 

 

Theme Two: Each Student’s Path to Success is Unique 

 Studies have shown the benefit of targeted goals and individual curriculums that increase 

academic success for students with EBD (Kern, Delaney, Clarke, Dunlap, & Childs, 2001). Kern, 

Delaney, Clark, Dunlap, and Childs (2001) noted that school-based teams and classroom 

teachers are often the drivers of student goals and classroom management. While effective 

teacher management can promote student success in the classroom, many student’s with EBD 

have become passive recipients of support instead of actively engaging with their goals (Kohn, 

2006). Research promoting student involvement in directed goal setting shows that engaging 

student in their learning gives them ownership in achieving their goals and develops important 

life-skills (Agran, Blanchard, & Wehmeyer, 2000; Benitez, Lattimore, & Wehmeyer, 2005). The 

three participants in this inquiry identified that although they had little involvement in the 

creation of their individual education programs (IEPs), they felt a sense of ownership over their 

goals and passions. Further, they recognized that having a personalized goal helped them identify 

disruptive behaviours and progress towards that goal. The findings presented below reinforce 

that each student’s identity and experiences are as unique as their paths to success. 
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 Finding His Passion: Charles  

 In middle school, Charles began to develop a passion towards cars but felt limited in his 

access to resources that would allow him to pursue this interest: 

“I am constantly watching car videos and chilling and watching YouTube. I got into cars 

a few years ago when I was over at a buddy’s house and we started playing a racing 

game, it was motorsport 5. I go and search up stuff and (I want to) try to buy a car but I 

don’t have money.” 

Charles has had opportunities to embrace his interest in cars at GCHS and explore related 

potential career possibilities.  

“The college in the City is a school I would live at if I had a choice. I was there  

for like a week doing a mechanics course, and it was a lot of fun and the environment 

was nice. Everyone was generally nice. The professor of the automotive program was 

super chill and taught me a lot.” 

Charles’ interest in this program correlates with his passion for cars and his overall positive 

experience with the program at the college. Charles also works at a tire shop in Gillwood and 

takes his job seriously. He feels that having a job at a young age is impressive and is a testament 

to his success.  

“(I am successful for) Getting a job and having an income rolling in as a young guy. I 

work at a tire shop putting tires on and taking them off. I don’t do the up-front stuff. I 

generally work hard, and I never cut work. When it comes to working with people that I 

don’t know, I am not social but when working with friends I am super social. I generally 

work hard, and I never cut work.” 
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At work Charles is able to stay on task, is punctual, and interacts positively with his boss and 

coworkers. Comparatively, when Charles struggles at school it is because he doesn’t find the 

work practical to accomplishing his goals,  

“There are benefits (to my classes), like you can get a good job if you keep your grades 

perfect, but I don’t get the point in that. A lot of it is just wasting time, for example the 

algebra stuff, come on when am I going to use that. Like even in mechanics or being a 

doctor, when would I use that. It is nice that they are letting us start to choose our 

courses, which is nice.” 

Charles has become more committed and aware of what he needs to do to be successful. He 

believes that to help him meet his goals, schools need to be more flexible.  

“Flexibility in school and choice are really important to me. If I do college for 4 years, I 

would like to have choice as to where I can do my apprenticeship. It lets me choose what 

is in my interests.” 

Charles expressed confidence in what he wants to do with his life, and he hopes that school will 

help him develop the skills and knowledge needed to weave his passion into future opportunities.  

Table 2.1 

Finding His Passion- Charles 

Quote Big Idea Discursive Context 

I am constantly watching car 

videos and chilling and 

watching YouTube. I got into 

cars a few years ago when I 

was over at a buddy’s house 

and we started playing a 

racing game, it was 

motorsport 5. I go and 

search up stuff and (I wont 

to) try to buy a car but I 

don’t have money. 

1. Charles wants a car 

but recognizes that 

he can’t afford it. 

1. Being passionate about 

something and having a 

goal are important to 

Charles. He was very 

engaged and enthusiastic 

to be able to explore 

school and careers when 

it related to his passion 

of cars.  

2. Charles identified that 

when he is passionate 

about something and 

excited, he can be 
The college in the City is a 

school I would live at if I had 

2. Charles has linked 

his interest in cars to 
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a choice. I was there for like 

a week doing a mechanics 

course, and it was a lot of 

fun and the environment was 

nice.  

potential career 

opportunities and 

begun to explore 

that pathway. 

responsible, reliable and 

consistent.  

3. Charles has a firm idea 

of what he wants to do, 

and he values having 

choice in how he does it.  Everyone was generally nice. 

The professor of the 

automotive program was 

super chill and taught me a 

lot. 

3. Charles learned a lot 

in a short time from 

the automotive 

professor. 

4. Charles liked that 

the professor was 

relaxed or “chill”. 

(I am successful for) Getting 

a job and having an income 

rolling in as a young guy. I 

work at a tire shop putting 

tires on and taking them off. 

I don’t do the up-front stuff. I 

generally work hard, and I 

never cut work. When it 

comes to working with 

people that I don’t know, I 

am not social but when 

working with friends I am 

super social. I generally 

work hard, and I never cut 

work. 

5. Charles identified 

that being able to 

have a job and make 

money as a young 

person is what 

makes him 

successful. 

(why he is successful) I think 

that I have matured some. 

My job and having more 

responsibility definitely help 

me a lot. If I do fail, I get 

fired. My parents and my 

boss made an agreement 

where if I fail (school) I get 

fired.  

6. Having 

responsibility has 

shown Charles that 

he has matured and 

has helped him feel 

more successful. 

Flexibility in school and 

choice are really important 

to me. If I do college for 4 

years, I would like to have 

choice as to where I can do 

my apprenticeship. It lets me 

choose what is in my 

interests. 

7. Charles values 

having flexibility to 

choose what he is 

interested in.  
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Determining Her Own Path: Kate 

Kate struggled to connect with her peers and teachers in elementary and middle school.  

She expressed that many of her experiences were negative and frustrating because she did not 

see the value in what she was being asked to do. Kate identified success as “… doing good and 

being happy with what you are doing and feeling proud of yourself”. Kate also expressed 

dedication to finding her own success: 

 “I definitely want to graduate. Nobody else in my family has attended college. They  

 graduated, but they didn’t do well. My Uncle and everyone in my family except my Auntie 

 was an alcoholic and struggled in high school, so I want to break (that trend).” 

Kate’s academic counsellor has helped her create a plan to achieve her post-secondary goal and 

Kate feels this has helped her to engage with learning again.  

 “Having a goal has for sure given me something to look forward to and I am not just like, 

 I am going to graduate in two years. I actually know what I want to do, and I planned it  

 out I can be like, I can do this, and I know what I want, and it will be over faster when I 

 actually apply myself.”.  

Kate has committed to taking courses through the summer and giving herself the best 

opportunity to achieve her goal of becoming a nurse.  

 “I am really close with my school counsellor and we were talking about what I would like 

 to do, I always wanted to do something in the medical field and I was looking at the local 

 college programs and the nursing looked interesting, so we went online and planned out 

 all my courses to fit what I wanted”.  

Being purposeful has motivated Kate to meet her objectives in a timely manner so that she can 

accomplish her goals faster. When asked what school can do to help her achieve her goals, Kate 
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felt that having access to flexible learning spaces and self-directed pacing is important to because 

it helped her complete tasks at her own pace and progress towards her ultimate goal. 

Table 2.2 

Determining Her Own Path- Kate 

Quote Big Idea Discursive Context 

Success is doing good and 

being happy with what you 

are doing and feeling proud 

of yourself… I don’t really 

hang out with other people 

besides my boyfriend. I am 

kind of OCD, so I clean and 

study and redo notes 

because I want to relearn 

them. 

I am most successful with 

math because I  

am finishing early, and 

biology 

1. Kate correlates 

success with 

enjoying what you 

do and feeling 

proud of yourself. 

 

1. Kate’s high school 

counsellor helped her 

identify a goal which has 

helped her be purposeful 

in her learning. 

2. Being purposeful has 

motivated Kate to meet 

her objectives in a timely 

manner so that she can get 

to her goals faster. 

3. Flexible learning spaces 

and self-directed pacing is 

important to Kate because 

it helps her to 

successfully complete 

tasks and move towards 

her ultimate goal. 

4. Kate recognizes the 

barriers that have limited 

her family in the past and 

is motivated to break that 

pattern of self-destructive 

behaviour. 

I definitely want to 

graduate. Nobody else in my 

family has attended college. 

They graduated, but they 

didn’t do well. My Uncle 

and everyone in my family 

except my Auntie was an 

alcoholic and struggled in 

high school, so I want to 

break (that trend). 

2. The past barriers 

her family 

struggled with, 

motivates Kate to 

be successful. 

I am really close with my 

school counsellor and we 

were talking about what I 

would like to do, I always 

wanted to do something in 

the medical field and I was 

looking at the local college 

programs and the nursing 

looked interesting, so we 

went online and planned out 

all my courses to fit what I 

wanted 

3. Kate values her 

school counsellor 

because he has 

helped her to 

identify a path for 

her future and is 

helping her get 

there. 

My IEP allows me to leave 

the classroom and I have 

4. Kate values having 

permission to 
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permission to work in the 

learning support room. If I 

need to for any class, I can 

go work in the learning 

support room and it shows 

up on my attendance that 

they know if I say I am 

going on a walk, that I am 

allowed 

choose what she 

needs to be 

successful.  

5. Her IEP gives her 

permission to 

choose ways to 

manage her needs. 

I like when my biology 

teacher puts the notes on 

Google Classroom so that I 

can go through them at my 

own pace. I like having 

digital access to my notes 

and materials. I like being 

able to work at my own 

pace. 

6. Kate likes having 

control over not 

only how she learns 

but when she learns 

and the pace she 

can complete 

courses. 

Having a goal has for sure 

given me something to look 

forward to and I am not just 

like, I am going to graduate 

in two years. I actually know 

what I want to do, and I 

planned it out I can be like, I 

can do this, and I know what 

I want, and it will be over 

faster when I actually apply 

myself. 

7. Having a set goal 

has given Kate an 

achievable purpose.  

 

Defining Expectations: Elizabeth 

 Elizabeth felt that she was most successful at math and science when she went to high 

school. The questions asked in math and science were concrete and made sense to her, while she 

expressed that the open-ended questions asked in English were frustrating and left her feeling 

overwhelmed,  

 “If you have too much stuff, like if you ask me a really wide-open question I just stall and 

 am like, I don’t know what you want, and I don’t know what to tell you.”.  



A NARRATIVE OF THE LIVED EXPERIENCE WITH EBD  50 

 

Elizabeth’s definition of success involved how she felt she did in school and if she met the 

expectation of her family.  

 “My family all went to university and there has been pressure to also go to university to 

 fit in. Sometimes that is tough, knowing I didn’t finish (university).”.  

Elizabeth expressed that she likes her job and hopes to find more opportunities with her current 

company. She is also in a solid relationship with her partner and she has recently purchased her 

first home. Elizabeth has achieved many things since graduating high school but still recognizes 

the disappointment in not finishing university,  

 “A lot of my struggles in university was getting overwhelmed and that there was a lot to 

 do. I would get overwhelmed and avoid it and then there was the aftermath of my mom’s  

 cancer and my anxiety and depression would ramp up and I would avoid it and get really 

 bummed that I was avoiding things. I would get really sad and that didn’t get me 

 anywhere and then there was still the course to do. I also wasn’t sleeping and being sleep 

 deprived made everything worse. If I was to go back, I would only do one course at a 

 time. I tried a couple years ago but it was too much with working full time. I think about 

 going back a lot but, I am not sure if I can do it.” 

Elizabeth’s awareness that she was not meeting expectations compounded the stress she felt 

towards school. She eventually removed herself from school to protect her mental health and still 

expresses her embarrassment for being the only person in her family who did not complete 

university.  

Table 2.3 

Defining Expectations- Elizabeth 

Quote Big Idea Discursive Context 

I was most successful at 

math and science, but I 

1. Elizabeth 

recognized 

1. Elizabeth identified 

success based on meeting 
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wasn’t very good at English 

and social studies… 

academic success as 

overall success.  

2. Elizabeth was good 

at math and science 

and that is why she 

was successful at it. 

the expectations of 

school. 

2. Elizabeth was very aware 

of the rules and 

expectations set by others 

and did not want to 

disappoint her parents.  

3. Elizabeth feels 

accomplished for 

graduating high school 

because she completed it 

but does not speak as 

proudly about attending 

university. 

4. Elizabeth’s awareness 

that she was not meeting 

expectations compounded 

the stress she felt towards 

school. She eventually 

removed herself from 

school to protect her 

mental health. She still 

seems torn that she is the 

only person in her family 

who did not complete 

university. 

If you have too much stuff, 

like if you ask me a really 

wide-open question I just 

stall and am like, I don’t 

know what you want, and I 

don’t know what to tell you.  

 

With homework I struggled 

getting started on stuff and 

had trouble making notes. I 

really struggled with 

homework but there were 

some strategies I used, I 

really loved to procrastinate 

and there was always 

something that was more 

enjoyable.  

3. Doing homework 

was tough for 

Elizabeth, because it 

wasn’t as enjoyable 

as other options 

available. 

My family all went to 

university and there has 

been pressure to also go to 

university to fit in. 

Sometimes that is tough, 

knowing I didn’t finish 

(university).  

4. Elizabeth felt 

pressure to go to 

university because 

her family all 

completed 

university. 

5. Elizabeth struggles 

because she was the 

only one in her 

family who didn’t 

finish university.  

I wanted to graduate; I 

don’t know why but it seems 

like you are more 

accomplished if you 

graduate high school. I can 

say that I went to university 

but didn’t get anything from 

it but high school I actually 

finished. I even finished it 

with distinction 

6. Graduating high 

school is important 

to Elizabeth because 

she feels 

accomplished for 

finishing it.  
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I was never allowed to not 

be at school. Attendance 

was a big thing for my 

parents. My parents even 

had my wisdom teeth 

removed over Easter, guess 

who had their Easter dinner 

through a blender? I did! 

Ha-ha, but yeah, it taught 

me that you can’t just skip 

out of things because you 

don’t want to go. I really 

wanted to stick to the rules. 

7. Elizabeth’s family 

valued school and 

she did not want to 

disappoint them. 

8. Elizabeth was very 

aware of rules and 

expectations of 

others.  

A lot of my struggles in 

university was getting 

overwhelmed and that there 

was a lot to do. I would get 

overwhelmed and avoid it 

and then there was the 

aftermath of my mom’s 

cancer and my anxiety and 

depression would ramp up 

and I would avoid it and get 

really bummed that I was 

avoiding things. I would get 

really sad and that didn’t 

get me anywhere and then 

there was still the course to 

do. I also wasn’t sleeping 

and being sleep deprived 

made everything worse… 

9. Elizabeth struggled 

in university 

because she felt 

overwhelmed and 

would avoid it.  

10. Knowing that she 

was not doing well 

would compound 

her stress and 

feelings and she 

eventually removed 

herself from 

university. 

 

Conclusion 

 This narrative inquiry set out to answer what students with EBD want their teachers to 

know about effective supports. The three participants provided quotes and considerations about 

their experiences that identified their desire to be successful in and out of school. They also 

identified that they were more responsive to supports provided by teachers and staff members 

who they connected with on a personal level. As discussed by Flouri and Panourgia (2014), 

children who have had numerous adverse life events showed a strong association with increased 
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emotional and behavioural problems in adolescence. These events create an increase in negative 

automatic thoughts which influence the child’s resulting responses. It is important for teachers to 

consider how their interactions with children with EBD may contribute to the cycle of negative 

automatic thought and compound the child’s disruptive behaviours. Charles, Kate and Elizabeth 

all stated that staff who knew and understood them, were able to better support them by 

recognizing their strengths and needs and adjusting their practice accordingly. They also 

identified that staff who reinforced rules often made them feel frustrated and disconnected.  

 It is my hope that the findings of this inquiry will help demonstrate that struggling 

students are not lacking motivation or choosing to be frustrating but need help overcoming their 

barriers. To effectively support students with EBD it is important to understand the student on a 

personal level and be able to provide individual supports that help them find and walk their own 

unique path to success.  
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Chapter 5: Discussion 

Overview 

 In the Collected Works of Rudyard Kipling, he says “If history were taught in the form of 

stories, it would never be forgotten” (Kipling, 1970). This inquiry set out to retrace the 

experiences of three students with emotional and behavioural challenges and answer what they 

want their teachers to know about effective support. Through flexible conversation and empathic 

listening, personal accounts recorded the students’ feelings and attitudes. Two themes emerged, 

(1) students want individualized support and (2) each student’s path to success is unique. Big 

ideas were pulled from each participant’s account and themes were developed and supported 

using participant quotes and considerations. 

Building a Framework for Teachers 

 Retracing the steps of Charles, Kate and Elizabeth presents further perspective about how 

student’s with EBD perceive their educational experience. Their stories attempt to answer the 

initial research question of this study, “What do students with EBD want their teachers to know 

about effective supports?”. The following considerations have taken the words of the participants 

and provided a framework to consider when supporting students with EBD. 

 Teachers who take the time to understand what their student sees as successful can better 

facilitate goal setting based on individual strengths and values (Eber, Hyde, & Suter, 2011). All 

three participants discussed a teacher who made a positive impact on their school experience. 

The shared importance of these positive relationships was that the teacher took time to get to 

know them as individuals and made them feel like they cared about them beyond the classroom. 

In ‘Beyond Discipline’, Kohn (2006) identifies that having a caring relationship is the pre-
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requisite for effectively supporting students with EBD. As Kate identified, a meaningful 

relationship between a teacher and a student can effectively engage youth in their learning.  

  Kohn (2006) challenges educators of students with EBD to consider ways of building 

lagging skills. Elizabeth had the skills to be successful academically but felt that she struggled to 

prioritize tasks. When Elizabeth reached university, her struggles compounded; she was unable 

to manage her stress and was quickly overwhelmed. When identifying skills, the participants’ 

stories highlight the need to consider fostering their independence beyond school as well as in 

the classroom. Identifying the lagging skills that create barriers to student success gives the 

teacher something purposeful to work on together. 

 Advocating for each individual based on their unique goals, strengths and values is 

important when working with children with EBD as goals and values defined by the school or 

the teacher may not match the goals or values of the student (Kern, Delaney, Clarke, Dunlap, & 

Childs, 2001). Charles felt singled out and targeted by certain teachers in middle school and both 

Kate and Charles felt that the topics they learned in middle school lacked a practical application. 

Instead of feeling ownership over their learning, Kate and Charles felt that the focus on 

curricular goals forced them into rigid classroom expectations. This demonstrates that stressing 

the school’s academic goals will not work unless the student identifies this as their own goal.  

 When supporting students, it is important that teachers consider the holistic version of 

success and recognize that academic success may not equal success in other domains. From a 

tribal cultural perspective, the partnership model of development accounts for four domains: 1. 

Belonging, 2. Mastery, 3. Independence, 4. Generosity (Brendtro & Brokenleg, 2001). Brendtro 

and Brokenleg (2001) highlight the importance that children understand that they belong to the 

group, can measure personal growth without comparison to others, exert independence over their 
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choices, and share their gifts with the community. Allowing children to define their own success 

changes the role of the teacher from distant manager to invested facilitator. As identified in this 

study, when teachers acted authoritatively and told the student what to do, they recalled feeling 

reactive and resistant to the teacher’s directions. When genuine connections were made and 

teachers seemed interested in their goals, the students demonstrated excitement and greater 

engagement in their education. Reinforcing compassion and support instead of developing a 

punitive model that depends on obedience and consequences can help to build reciprocal 

relationships that benefit both the teacher and students with EBD.  

Limitations 

 A challenge of this inquiry was limiting author subjectivity when presenting the 

participants’ stories. As a privileged member of the dominant culture, I view the stories told from 

my own unique cultural lens. While I attempted to ensure that student stories were presented in 

an objective manner, it is important to consider that my worldview may have influenced the 

focus of our conversations. 

 Another limitation to consider is the institutional definition of problem behaviours. Many 

responses about behaviour were viewed and justified from the participants perspective as 

appropriate responses and thus not disruptive. The participant perspective of their behaviour as 

non-disruptive may have limited the details provided about their overall experiences. In 

considering the findings of this inquiry, it is important to acknowledge the vulnerability created 

by reflectively sharing intimate and potentially conflicting stories of yourself. 

 An area to consider that was not discussed thoroughly in the study is the exploration of 

the participants culture and its impact on their education. Their view of their behaviours and their 
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view of success was not identified in relation to various aspects of their identity including 

gender, culture, and language. The data collected provides a starting point for additional research 

in this area. 

 Many potential participants for this study struggle with emotional regulation, persistent 

negative behaviours, or mental health and were uncomfortable discussing their barriers and did 

not want to participate in this research. The feedback from counsellors and the partnering school 

district included the challenge of identifying a target group of participants who did not feel 

stigmatized talking about their supports. This is an important consideration as the recruited 

participants may be intrinsically unique or different in their comfort or willingness discussing 

these challenges compared to the students who declined to participate.  

Personal Application: Listen More, Talk Less 

 Often, when I stand at the front of the class and begin to deliver a lesson I feel like a 

blank page. When everything seems like it might stall and the whole lesson might fail to launch, 

my voice emerges from hiding and I remember that learning is reciprocal and communal. The 

conversations shared with Charles, Kate and Elizabeth are a reminder of how students interpret 

conversations with their teachers. There is a lot of responsibility and pressure that can compound 

the challenges and responsibilities of teaching. Being in touch with the perspective of the 

students encourages teachers to teach with compassion and kindness instead of fear, guilt or 

frustration.  

Significance 

 The findings from this inquiry provide insight and first-person perspective that is rich in 

detail and connects with important themes that are shared by people who support student’s with 

EBD. While other research has looked at creating, evaluating or organizing interventions, the 
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findings presented in this inquiry represent student voice and their feelings towards the supports 

they received. Their stories expand and develop meaningful themes for others to consider and 

add more student voice to the field of EBD.  

Future Research 

 Future inquiries about the lived experience of EBD could be done to compare 

interprovincial experiences of students from diverse political, cultural and geographic areas in 

Canada. Further questions to consider driving this inquiry could be how surrounding access to 

resources, infrastructure and supports may impact how students and staff may perceive their 

experiences. Comparisons of narrative inquiries could also be done to show congruencies and 

differences of the experiences of staff and students impacted by emotional and behavioural 

disorders. This may help identify gaps or themes in existing narrative inquiries to focus further 

investigations.   

Conclusion 

 These students identified that they want to be part of the greater community and were 

responsive to those who they connected with. It is my hope that the big ideas drawn from this 

inquiry will help show teachers that students struggling with emotional regulation and behaviour 

difficulties are not lacking motivation or choosing to frustrate us but have hit a barrier and need a 

bridge to help get moving again. The unique and fluid nature of each student’s identity requires 

unique and personalized solutions. To effectively support students with EBD it is important to 

first listen to those being supported and then continue listening empathically and with 

compassion the whole way through. 
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Appendix A: Letter to GILLWOOD SD Administrators 

Dear Administration Team: 

 My name is Conor Hart. As well as being a graduate student in the Master of Education 

in Special Education program at Vancouver Island University, I am also a teacher in the 

Gillwood School District. For my master’s thesis, I am conducting research on what students 

with emotional and behavioural difficulties want their teachers to know about effective supports. 

I am asking for permission to approach your learning support teachers and counsellors to pass on 

a recruitment letter to students who they feel would be suitable for this study. I am looking to 

interview students who are 15 years or older, who have an IEP for behavioural supports and who 

currently or recently have attended a GILLWOOD SD school. I am interested in hearing about 

and studying these students’ experiences and impressions about the supports that impacted their 

education. 

 The involvement in this research includes participating in an interview about the 

experiences, impressions, attitudes and feelings as a student with a behaviour designation. The 

interview will take approximately 90 minutes cumulatively over two sessions, with a follow up 

communication, in which students would be provided a transcript of the interview to check for 

validity and accuracy. The total time commitment for participating students will be 

approximately 2 hours.  

 Participants under the age of 19 will require parent/guardian consent, as well as their own 

assent to participate. Thank you for your consideration of my research study. If you have any 

further questions, concerns or would like to request more information, please contact me at 

cjhart92@gmail.com. If you have any concerns about this study, please contact the Research 

Ethics Officer at Vancouver Island University at Reb@viu.ca or call 250-740-6631. 

Sincerely, 

 

 

Conor Hart 

Graduate Student VIU/ Master of Education in Special Education

mailto:cjhart92@gmail.com
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Appendix B: Letter for GILLWOOD SD Student Support Services Department  

Dear Counsellors and Behaviour Support Teachers:  

 My name is Conor Hart. As well as being a graduate student in the Master’s of Education 

in Special Education program at Vancouver Island University, I am also a SPEDLA teacher in 

the Gillwood School District. I am conducting research on what students with emotional and 

behavioural difficulties want their teachers to know about effective supports. I will be conducting 

my research in the Gillwood area, I would like you to please share a recruitment letter for my 

research study with students who you think would be a good fit for my research. Also, I would 

appreciate if you could please post my attached recruitment poster in a public area near your 

office. Please consider students who are 15 years or older, who have an IEP for behavioural 

supports and who currently or recently have attended a publicly funded school.  

 Participant involvement in this research includes participating in an interview about the 

experiences, impressions, attitudes and feelings as a student with a behaviour designation. The 

interview will take approximately 90 minutes cumulatively over two sessions, with a follow up 

communication, in which the participant would be provided a transcript of the interview to check 

for validity and accuracy. If they participate in the interview and follow up, the total time 

commitment will be approximately 2 hours.  

 Students under the age of 19 will require parent/guardian consent, as well as their own 

assent to participate. Please discuss this information with any students who you feel would be 

interested in being involved in this study and contact me at cjhart92@gmail.com if you, the 

student, or their parents have any questions. If you have any concerns about this study, please 

contact the Research Ethics Officer at Vancouver Island University at Reb@viu.ca or call 250-

740-6631. 

Sincerely, 

Conor Hart 

Graduate Student VIU/ Masters of Special Education 

  

mailto:cjhart92@gmail.com
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Appendix C: Recruitment Poster 

  

 

  

740-6631. 

ARE YOU A  

STUDENT  
WHOSE  

BEHAVIOUR  

IMPACTS YOUR 

LEARNING? 

CALL FOR PARTICIPANTS 
PROCESS 

▪ Participate in an interview where 
you discuss the impact that 
behavioural supports have/had 
on your learning 

▪ 2 interviews, approximately 45 
minutes each session 

▪ Total time commitment will be 
approximately 2 hours 
 

TO PARTICIPATE YOU MUST 

▪ Have an IEP for behavioural 
supports 

▪ Be 15 years of age or older 
▪ Be a SCHOOL DISTRICT student 

or have attended a SCHOOL 
DISTRICT school in the past 2 
years  

▪ Have parental consent (If under 
19years of age) 
 

 

Participate in a study where your experiences and understanding can 

support others with behaviour difficulties at school 

This research study is being conducted 

by Conor Hart as part of the requirements of 

the Master in Education in Special Education 

program at Vancouver Island university.  

 

If you are interested in participating in this 

study please contact your student support 

service team, or email Conor Hart at  

 Cjhart92@gmail.com.  

If you have any concerns about this study, 

please contact the Research Ethics Officer at 

Vancouver Island University at Reb@viu.ca or 

call 250-740-6631. 
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Appendix D: Student Recruitment Letter  

Hello: 

 My name is Conor Hart. I am a graduate student in the Master of Education in Special 

Education program at Vancouver Island University and also a teacher in the Gillwood School 

District. I am conducting research on what students with emotional and behavioural difficulties 

want their teachers to know about effective supports. I will be conducting my research in the 

Gillwood area. I will be interviewing students who are 15 years or older, who have an IEP for 

behavioural supports and who currently or recently have attended a publicly funded school. I am 

interested in hearing about and learning from your experiences and impressions about the 

supports that impacted your education. 

 Your involvement in this research would include participating in an interview about your 

experiences, impressions, attitudes and feelings as a student with a behaviour designation. The 

interview will take approximately 90 minutes cumulatively over two sessions, with a follow up 

communication, in which you would be provided a transcript of the interview to check for 

validity and accuracy. If you participate in the interview and follow up, your total time 

commitment will be approximately 2 hours.  

 Students under the age of 19 will require parent/guardian consent, as well as their own 

assent to participate. If you are interested in participating in this study or if you have any 

questions, please contact me at cjhart92@gmail.com. If you have any concerns about this study, 

please contact the Research Ethics Officer at Vancouver Island University at Reb@viu.ca or call 

250-740-6631. 

Sincerely, 

 

 

 

Conor Hart 

Graduate Student VIU/ Masters of Special Education 

 

 

mailto:cjhart92@gmail.com
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Appendix E: Interview Prompts 

The following question prompts and probes will be guided by the participants response and have 

been developed for allowing flexibility in the dialogue between the primary researcher and the 

participant. 

Interview Prompts and Probes 

Interviewer:  

Hello and thank you for agreeing to participate in this interview. I would like to review 

some important guidelines before we start. If you feel uncomfortable answering a 

question or discussing a topic, you have the right to not answer these questions. If at any 

point you feel as though you no longer wish to participate in this study, or you feel that 

this study will create undo stress and duress, you can ask to stop, and you will be free to 

not participate any further without fear of consequence. As well if you choose to remove 

yourself from this study, any data collected will be deleted at your request. If any topic 

causes you feelings of anxiety or significant emotional stress, I will help connect you with 

counselling support. Finally, any personal or identifiable data gathered through this 

interview will be kept secure and confidential and be adjusted to disguise your identity 

and the identity of those discussed before it is published. You will be provided a copy of 

the transcript of this interview for review and have an opportunity to make changes to the 

transcript to ensure accuracy. Before we go any further, do you have any questions? 

Prompt 1: To have a better idea of your experience, it is important to know who you are and 

what your story is. Tell me about yourself. 

Probe 1.1: Who do you turn to for support and how do these people support you? 

Prompt 2: Are you currently enrolled in school? Describe your school and the courses you are 

taking. 

Prompt 3: What are you most successful at in life, and at school? What do you think is the most 

challenging part of school? 

Prompt 4: What benefit(s) do you find in attending school? 

Probe 4.1: Do you think there is value in graduating? Why? 

Prompt 5: Tell me about your learning designation and your IEP?  

Probe 5.1 What areas of your learning do you need the most support in? 
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Prompt 6: How do you view your actions in the classroom?’  

Probe 6.1 Do you or others classify any of your actions as problematic? Etc.  

Probe 6.2: How much control do you feel you have over your actions? 

Probe 6.3: What does it look like in the classroom when you need support?  

Probe 6.4: What triggers you, and how do you deal with it? 

Prompt 7: What type of environment do you learn best in?  

Probe 7.1: Why? 

Probe 7.2: Describe your classrooms and learning spaces.  

Probe 7.3: What makes these environments good or bad for managing yourself? 

Prompt 8: How do other people impact your actions?  

Prompt 9: Describe the perfect teacher.  

Probe 9.1: How would this person support you so that you can be successful? 

Prompt 10: Did you ever seek out of school support to manage your behaviour?  

Probe 10.1: Did you learn any strategies that you didn’t learn at school?  

Probe 10.2: Did you try to use these strategies during school? If so, how?  

Probe 10.3: Did these strategies help you be more successful in class? 

Prompt 11: Have you ever been suspended from school removed from a classroom environment, 

or removed yourself for an extended period? Tell me about this. 

Probe 11.1: How did you feel about being removed from the class?  

Probe 11.2: Did being removed change how you acted or felt when you returned to 

class? Tell me about this. 

Probe 11.3: Is there anything that would have helped you more than being removed from 

class? 

Prompt 12: If you were the teacher of one of your classes, how would you support yourself to 

help you be successful? 
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Prompt 13: Did school help/ (Is school helping) you learn how to regulate yourself to be 

successful post-school? Explain. 

Prompt 14: If you could change your school to better support students with behaviour 

difficulties, what would you change? For example: Classrooms, set schedules, work areas, 

access to resources. 

Prompt 15: What advice would you give future students with behaviour difficulties to be 

successful in school and in life?  
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Appendix F: Participant Consent Form 

Retracing Their Steps: A Narrative Inquiry of the Lived Experience of EBD 

Principal Investigator 

Conor Hart, Student 

Master of Education 

Vancouver Island University  

cjhart92@gmail.com  

Faculty Supervisor 

Mary-Ann Richards, PhD. 

Faculty of Education 

Vancouver Island University  

MaryAnn.Richards@viu.ca  

 

Description of the research and your participation 

You are invited to participate in a research study conducted by Conor Hart. The purpose of this 

study is to conduct research on what students with emotional and behavioural difficulties want 

their teachers to know about effective supports. 

Your involvement in this research includes participating in an interview about your experiences, 

impressions, attitudes and feelings as a student with a behaviour designation. With your consent, 

the interview will be recorded, and the recording will be transcribed into print. The interview 

will take approximately 90 minutes cumulatively over two sessions, with a follow up 

communication, in which you will be provided a transcript of the interview to check for validity 

and accuracy. If you participate in the interview and follow up, the total time commitment will 

be approximately 2 hours.  

Risks and discomforts 

There are certain risks or discomforts associated with this research. They include reflecting on 

past experiences that may be uncomfortable or distressing. All questions and conversations will 

be flexible and fluid in nature and allow you to choose to not share information that you deem 

private or personal. If you appear to become distressed, we will stop the interview and connect 

you with counselling. Also, there is a small but potential chance that even though your identity 

will be disguised, that you may be recognized through details of your account. I will follow up to 

ensure that you are okay or to answer any question you may have after your interview.  

Potential benefits 

By participating in this research study, you will help researchers and teachers to better 

understand how emotional and behavioural challenges impact your learning, and how actions 

support by teachers have helped or hindered your learning and success.  

Protection of confidentiality 

To maintain your privacy and the confidentiality of the information you share with me in this 

study, you will not be referred to by name, and other people and places that are referenced will 

be changed. You will be referred to by a pseudonym of your choosing. You will be provided 

copies of the transcribed interviews to review for accuracy and confidence. All electronic data 

and information will be stored on an encrypted hard drive, while all paper records will be stored 

in a locked and secured office accessed only by the primary researcher. All data will be 

mailto:cjhart92@gmail.com
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appropriately discarded at the successful conclusion of this study. I will do everything we can to 

protect your privacy. Your identity will be disguised in any publication resulting from this study. 

Voluntary participation 

Participation in this research study is voluntary. You may choose not to answer any questions 

asked and can withdraw from the study at any time. Participants will be provided a copy of the 

interview transcript to review and can withdraw or revise any answers within 2 weeks of 

receiving transcripts. You will not be penalized in any way should you decide not to participate 

or to withdraw from this study.  

 

Contact information 

If you have any concerns about your treatment as a research participant in this study, please 

contact the VIU Research Ethics Board by telephone at 250-740-6631 or by email at reb@viu.ca.  

 

Consent to take part in research 

 

Please review the following conditions, and cross out any that you do not consent to. 

 

I_______________________________ voluntarily agree to participate in this research study. 

    

 I understand that even if I agree to participate now, I can withdraw up to 2 weeks after 

receiving the transcribed interview or refuse to answer any question without any 

consequences of any kind. 

 I understand that I can withdraw permission to use data from my interview within two 

weeks after receiving the transcribed interview, in which case the material will be 

deleted. 

 I have had the purpose and nature of the study explained to me in writing and I have 

had the opportunity to ask questions about the study. 

 I understand that participation involves engaging in an interview with the researcher to 

express the participants impressions, attitudes and feelings towards the relationships, 

structures and overall experiences of school as a student with a behaviour designation. 

 I understand that participation involves follow-up communication, where I will be 

asked to review the transcripts of the interview for accuracy and validity. I 

acknowledge that I have 2 weeks to edit the transcript and inform the researcher of 

these changes. 

 I understand that if no changes are submitted 2 weeks after receiving the transcribed 
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interview, that the transcript will be finalized and used for this study.  

 I understand that I will not benefit directly from participating in this research. 

 I agree to my interview being audio-recorded. 

 I understand that all information I provide for this study will be treated confidentially. 

 I understand that in any report on the results of this research my identity will be kept 

confidential. This will be done by changing my name and disguising any details of my 

interview which may reveal my identity or the identity of people I speak about. 

 I understand that disguised statements from my interview may be quoted in VIU SPACE, 

Vancouver Island University and shared in presentations and conferences. 

 I understand that if I inform the researcher that myself or someone else is at risk of harm, 

they may have to report this to the relevant authorities - they will discuss this with me 

first but may be required to report with or without my permission. 

 I understand that signed consent forms, original audio recordings and transcriptions will 

be retained in both hard copy and on an encrypted external hard drive in a locked filing 

folder at the personal residential office of Conor Hart. I understand that Conor Hart is 

the only person with access to this folder and that data and participatory forms for this 

research will be stored for 3 years after the approval of the VIU exam board verifying 

successful completion of the researcher’s master’s thesis. 

 I understand that a transcript of my interview in which all identifying information has 

been removed will be retained for 3 years after the approval of the VIU exam board 

verifying successful completion of the researcher’s master’s thesis. 

 I acknowledge a third-party support may attend the interview at the request of the 

participant but will not participate in the interview and any additions or contributions to 

the interview will not be considered for this research study. 

 I understand that under freedom of information legalisation I am entitled to access the 

information I have provided at any time while it is in storage as specified above. 

 I understand that information, including potentially personal and sensitive emails sent 

through given email servers are located elsewhere and thus subject to their legislation 

(e.g., Us Patriot act). 

 I understand that I am free to contact any of the people involved in the research to seek 

further clarification and information. 

 



 74 

I have read and understand the information provided above, and hereby consent to participate in 

this research under the following conditions: (Please read and check the boxes below). 

 

Participant Name ________________________ Participant Signature _____________________  

 

 

I, Conor Hart, promise to adhere to the procedures described in this consent form.  

 

Principal Investigator Signature __________________________ Date _______________  
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Appendix G: Parental Consent and Student Assent Form 

Retracing Their Steps: A Narrative Inquiry of the Lived Experience of EBD 

Principal Investigator 

Conor Hart, Student 

Master of Education 

Vancouver Island University  

cjhart92@gmail.com  

Faculty Supervisor 

Mary-Ann Richards, PhD. 

Faculty of Education 

Vancouver Island University  

MaryAnn.Richards@viu.ca  

 

Description of the research and your child’s participation 

Your child is invited to participate in a research study conducted by Conor Hart. The purpose of 

this study is to conduct research on what students with emotional and behavioural difficulties 

want their teachers to know about effective supports 

Your child’s involvement in this research includes participating in an interview about their 

experiences, impressions, attitudes and feelings as a student with a behaviour designation. With 

your consent and your child’s assent, the interview will be recorded, and the recording will be 

transcribed into print. The interview will take approximately 90 minutes, with a follow up 

communication, in which our child will be provided a transcript of the interview to check for 

validity and accuracy. If they participate in the interview and follow up, the total time 

commitment will be approximately 2 hours.  

Risks and discomforts 

There are certain risks or discomforts associated with this research. They include reflecting on 

past experiences that may be uncomfortable or distressing. All questions and conversations will 

be flexible and fluid in nature and allow your child to choose to not share information that is 

deemed private or personal. If they appear to become distressed, we will stop the interview and 

connect them with counselling. Also, there is a small but potential chance that even though their 

identity will be disguised, that they may be recognized through details of their account. I will 

follow up after the interview to ensure that they are okay, or to answer any question they may 

have after the interview. 

Potential benefits 

By participating in this research study, researchers and teachers will have data to better 

understand how emotional and behavioural challenges impact learning, and how actions, support 

by teachers and school structures can help or hinder learning and academic success.  

Protection of confidentiality 

To maintain privacy and confidentiality of the information shared with me in this study, your 

child will not be referred to by name, and other people and places that are referenced will be 

changed. Your child will be referred to by a pseudonym of their choosing. They will be provided 

copies of the transcribed interviews to review for accuracy and confidence. All electronic data 

and information will be stored on an encrypted hard drive, while all paper records will be stored 
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in a locked and secured office accessed only by the primary researcher. All data will be 

appropriately discarded at the successful conclusion of this study. I will do everything we can to 

protect their privacy. Participant identities will be disguised in any publication resulting from this 

study. 

Voluntary participation 

Participation in this research study is voluntary. Your child may choose not to answer any 

questions asked and can withdraw from the study at any time. Participants will be provided a 

copy of the interview transcript to review, and can withdraw or revise any answers within 2 

weeks of receiving transcripts. Also, they will not be penalized in any way should they decide 

not to participate or to withdraw from this study.  

 

Contact information 

If you have any concerns about your treatment as a research participant in this study, please 

contact the VIU Research Ethics Board by telephone at 250-740-6631 or by email at reb@viu.ca.  

 

Parental Consent and Participant Assent 

 

Please review the following conditions, and cross out any that you do not consent/assent to. 

 

I _________________________ voluntarily agree to allow my child ____________________ to 

participate in this research study. 

 I understand that even if I agree to my child participating now, my child can withdraw 

up to 2 weeks after receiving the transcribed interview or refuse to answer any question 

without any consequences of any kind. 

 I understand that my child can withdraw permission to use data from my interview 

within two weeks after receiving the transcribed interview, in which case the material 

will be deleted. 

 I have had the purpose and nature of the study explained to me in writing and I have 

had the opportunity to ask questions about the study. 

 I understand that participation involves my child engaging in an interview with the 

primary researcher, in which my child will express their impressions, attitudes and 

feelings towards the relationships, structures and overall experiences of school as a 

student with a behaviour designation. 

 I understand that participation in this study involves follow-up communication, where 

my child will be asked to review the transcripts of the interview for accuracy and 

validity. I acknowledge that there is a 2-week limit to edit the transcript and inform the 

researcher of these changes. 

 I understand that if no changes are submitted 2 weeks after receiving the transcribed 

interview, that the transcript will be finalized and used for this study.  

 I understand that neither my child nor I will not benefit directly from participating in this 

research. 

mailto:reb@viu.ca
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 I agree to my child’s interview being audio-recorded. 

 I understand that all information I provide for this study will be treated confidentially. 

 I understand that in any report on the results of this research my child’s identity will be 

kept confidential. This will be done by changing my name and disguising any details of 

my interview which may reveal my identity or the identity of people I speak about. 

 I understand that statements from my child’s interview may be quoted in VIU SPACE, 

Vancouver Island University and shared in presentations and conferences. 

 I understand that if my child informs the researcher that they or someone else is at risk 

of harm, the researcher may have to report this to the relevant authorities - they will 

discuss this with my child first but may be required to report with or without my 

permission. 

 I understand that signed consent forms, original audio recordings and transcriptions will 

be retained in both hard copy and on an encrypted external hard drive in a locked filing 

folder at the personal residential office of Conor Hart. I understand that Conor Hart is 

the only person with access to this folder and that data and participatory forms for this 

research will be stored for 3 years after the approval of the VIU exam board verifying 

successful completion of the researcher’s master’s thesis. 

 I understand that a transcript of my child’s interview in which all identifying information 

has been removed will be retained for 3 years after the approval of the VIU exam board 

verifying successful completion of the researcher’s master’s thesis. 

 I acknowledge a third-party support may attend the interview at the request of the 

participant but will not participate in the interview and any additions or contributions to 

the interview will not be considered for this research study. 

 I understand that under freedom of information legalisation I am entitled to access the 

information my child has provided at any time while it is in storage as specified above. 

 I understand that information, including potentially personal and sensitive emails sent 

through given email servers are located elsewhere and thus subject to their legislation 

(e.g., Us Patriot act). 

 I understand that I am free to contact any of the people involved in the research to seek 

further clarification and information. 

 

I have read and understand the information provided above, and hereby consent to my child’s 

participation in this research under the following conditions:  

Guardian Name ________________________ Guardian Signature _______________________  
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Appendix H: Interview Follow-Up Communication 

Hello,  

Thank you for your participation in this research study. Your participation will provide helpful 

information for future students and teachers struggling with behaviour difficulties in the 

classroom. Please find a transcript of our interview attached. Please note that I have changed the 

names, locations and identifiable information in your interview to pseudonyms to ensure 

confidentiality. If you would like to make any revisions to any part of this transcript, or you have 

any questions or concerns, please contact me within two weeks of today via email at 

cjhart92@gmail.com.  

Thank you for your time, 

Conor Hart 

Graduate Student VIU/ Masters of Special Education 
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 79 

Appendix I: Email Script for Potential Participants 

Hello,  

Thank you for contacting me and for your potential interest in participating in my research study. 

My name is Conor Hart. I am a graduate student in the Master of Education in Special Education 

program at Vancouver Island University and also a teacher in the Gillwood School District. By 

being a part of this research, you will provide helpful information for future students and 

teachers struggling with behaviour difficulties in the classroom. Please find a letter explaining 

the details of the study attached to this email. All participation is voluntary and thus there will be 

no compensation for your participation. If you are interested in participating or you have any 

further questions about this research study, please contact me via my email at 

cjhart92@gmail.com.  

Thank you for your time, 

Conor Hart 

Graduate Student VIU/ Masters of Special Education 
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