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Abstract
Research shows that general education teachers experience the most success serving
special education students in the general education setting when they are well prepared to
support these students’ unique needs. The problem addressed in this study was that
middle school general education teachers were unprepared to include students with
emotional and behavioral disorders (EBD) in the general education classroom in one
local Southeastern U. S. school district. Guided by Knowles’s adult learning theory, the
purpose of this qualitative case study was to explore the training middle school general
education teachers received to support students with EBD in the classroom and to
identify the evidence-based practices (EBPS) currently used to support these students’
academic and behavioral needs. Data collection included semistructured interviews with
12 general education teachers and document analysis of relevant district-offered training.
Thematic analysis using inductive coding revealed that the middle school general
education teachers received minimal training about inclusion of EBD students and used
few EBPs to support students with EBD. Teachers reported that they experienced many
challenges when working with EBD students in the general education classroom and they
desired more training and support. Recommendations based on these findings included
providing general education teachers with additional training targeting providing support
to and using EBPs with EBD students in the middle school general education setting. By
developing general education teachers’ capacity for including EBD students in the
general education setting, students’ academic, social, and educational outcomes are likely

to improve, thereby fostering positive social change over time.



The Need for Training That Supports Students With Emotional and Behavioral Disorders
for General Educators
by

Stacey Warren

MA, Georgia Southern University, 2016

BS, Georgia Southern University, 2014

Dissertation Submitted in Partial Fulfillment
of the Requirements for the Degree of
Doctor of Education

Special Education

Walden University

May 2025



Dedication

It is with great honor that | dedicate this dissertation to the one who always taught
me to do things BIG without any fear or regrets. Though parts of this were anxiety-
inducing, and | second-guessed my abilities throughout the whole process, I kept
remembering that he would tell me to keep going—go big or go home. To my big
brother, who cannot be here to celebrate this huge victory with me in person but whom |
wish SO badly could be, | dedicate this to you. | love you, Michael.

“Hold your own, know your name, and go your own way, and everything will be

fine.”



Acknowledgments
First and foremost, | would like to thank my parents for their continuous

encouragement and love throughout this journey. They were about as shocked as | was
when | told them | wanted to pursue this, but they took it by the horns with me, and here
we are. Second, a big thank you to my chair and committee member. Dr. DeSoto and Dr.
Clay consistently reminded me of my capabilities, my strength in writing, and that | was
doing a great job. To all my friends, mentors, and coworkers, | could not have gotten
through any of this without you guys. THANK YOQU. Lastly, a big shout-out to Jesus. |

do not think this would have been possible without my faith in Him.



Table of Contents

LISE OF TADIES ... Y%
Chapter 1: Introduction t0 the STUAY...........ccceiiiiieie e 1
BACKGIOUNG ... .ottt ettt e e te e re e e e s reebeaneenneas 3
Problem STATEMENT ..o 5
PUrPOSE OF the STUAY .....c.veieieicc e eneas 6
RESEArCh QUESTIONS ....iiviiiiieciie ittt ettt e ebe e s e b e e sbe e e beesaeesnbeeabeesaree e 8
Conceptual FrameWOIK .........ccviieiieieeie ettt ens 8
Nature OF the STUAY .....ccoveeiiiiee e 10
DETINITIONS. ...ttt 11
ASSUMPLIONS. ...ttt sttt e st e e st e e teesaesseesbeestessaesteenteeneesreenreanes 13
Scope and DeliMItations ..........c.cciieiieii e 13
LIMIEAEIONS ..ot 14
SIGNITICANCE. ...ttt e e e e re et e reenaeeneenre s 15
SUIMMIAIY .ttt ettt et e e st e e e sttt e ss b e e sa b e e enb e e e s beeebe e e e bbeeensbeeanseeeanes 16
Chapter 2: LItErature REVIEW...........ciieiiiieiieeite ettt sae e ens 18
Literature SEarch Strategy........cccveieeiiiieie ettt 19
Conceptual FramEWOIK .........ccvciuiiieieecie ettt ae e ene s 20
Literature Review Related to Key CONCEPLS.......ccvvveiiiieiiiie e 23

A BET HISIOMY oot 23
Emotional and Behavioral Disorders OVErVIEW ............ccccoviviieiienencncnesesenns 29
Achievement of Students With EBD ..........cccooiiiiiiiiiiiiieeccce 36
Teacher Attitudes and Perceptions.........cccveiuveiieiiiieiie e 37



Barriers to Supporting Students With EBD ..........cc.cccoveiieie i 38

SUIMMIAIY .ttt e ettt e e sttt e e sttt e ea e e ab b e e e bt e e e kb e e e bbeeebbeennteeeenes 46
Chapter 3: Research Method............covoiiiiiece e 48
Research Design and RatioNale .............ccevveiiiieiiece e 48
ROIe OF the RESEAICNET .......cviiiiic e 51
VL= aToTo (o] o]0 V2SR 52
Participant SEIECLION .........covoiiiiicc e 53
INSEFUMENTALION ... 54
Procedures for Recruitment, Participation, and Data Collection.......................... 55
Data ANalySiS Plan ..........ccoviiiiiiic e 57
TEUSTWOITNINESS ...ttt 60
CredibIIILY ..o e 60
Dependability ........cc.coiiiiii s 61
Transferability .........ooviieicce e 61
CoNFIrMADITILY .....cveiieceee e 62
EthiCal PrOCEAUIES ........ouiiiiiicitee e 62
SUIMMIAIY .ttt ettt ettt e e st e e e s bt e e as b e e sn b e e e abb e e e st e e e bb e e e bbeeanbbeeanseeeenes 63
Chapter 4: RESUILS ......cvieiececcieee ettt sttt e e e esre e e enes 65
L U100 TSSO USSP 66
Data COHBCLION ...t 66
DAt ANAIYSIS ...t a e 67
RESUIES ... bbbt 73
RESEarch QUESLION 1 .......uviiiiiee ittt ebe e e e are e 73



RESEArCh QUESTION 2 ....cviiiiecciie ettt ettt e be e re e sbee s be e sbaesare e 77

Other IMpPortant THEMES .......ccvciiie e 85
DOCUMENT ANAIYSIS .....eeiieeieiieeie ettt sta et e st e esneenas 97
Evidence Of TruStWOrthiNeSS. ..o 98

(O3 1=To 11 o] | 1§72 SO SSPRURTRSN 98
Dependability ........c.oiieiicc s 99
Transferability .......c.coveii s 100
ConFIrMabIlItY .......ooiiee e s 101
SUIMMIAIY .ttt ettt e s sttt e s st e e s Rt e e nab e e ab b e e e bt e e e bbe e e nbbeeebeeeansneeas 101
Chapter 5: Discussion, Conclusions, and Recommendations.............ccceevvveeveereeseennnnn, 103
Interpretation of the FINAINGS........cccoiiiiiii e 103
Research QUEStION 1: TraiNING........ccovvevieiiieiieie e 104
Research Question 2: Utilizing EBPS .........ccooveiiiic i 108
Themes Related t0 ANAragogy.......cccccviveeieeieiiieieeie e 112
Limitations of the StUAY ..o 118
RECOMMENTALIONS ...ttt 119

] o] Lo U o] 413U OSSP 122
CONCIUSTON ...ttt bttt bbb 123
RETEIENCES ... 125
AppendiX: INterVIieW QUESLIONS .......eciuiiiiie et sree s 145



List of Tables

Table 1. Codes to Themes to Research QUESLIONS.........c.cccvviiveeiieiiie e 69
Table 2. Codes to Themes Related to0 ANAragogy ......ccvevvevvereeieesieiieiesee e eseeseesieeeens 71
Table 3. Codes to ReMaining TNEMES .........coveiiiieiieie et 72
Table 4. NO TTAINING ...cveiieiieieee et e e e e e re e beeseesseesteeneesraenseeneeas 74
Table 5. Alternate TraiNiNg......c.ccviieieeie et raesreanee s 75
Table 6. COlEgE COUISE......c.eciiei ettt e sraesteenae s 76
Table 7. Independent TraiNING ........ccoveieiiieie e sre e e sreenee s 77
Table 8. Differentiation and Individualization..............cccooreiiiiniiiiee 79
Table 9. ONe-0N-0ONe INEIACTION ....c..cviiiiiiiiciiec e 81
Table 10. CO0l DOWN BIeaks..........couiiiiiiieiiiiiieieiie e 83
Table 11. CollabOration ..........ccociiiiiiiiieee e 84
Table 12. ReleVant TraiNiNG .......c.ccoeiiiiieiieie e ste et sre e 87
Table 13. Hands On/Real-Life TraiNing ........cccccooveiieiieiie e 89
Table 14. Building RelationShips..........ccvivieiiiiiiiieieece e 91
Table 15. ChalleNges/BarTiers..........civiiuiiieieee st ste et sre e 94
Table 16. Using Special Education Paperwork............cccceiveiieiieiieiecie e 96



Chapter 1: Introduction to the Study

Middle school general education teachers in a Southeastern United States school
district face significant challenges and barriers when supporting students with emotional
and behavioral disorders (EBD). Among these challenges are feelings of overwhelming
stress and unpreparedness when serving these students in their classroom. These
challenges and negative feelings could potentially lead to poor outcomes for students. In
agreement with literature, general education teachers of all levels often do not participate
in adequate amounts of training, in some cases no training that focuses on the inclusion of
students with significant emotional and behavioral issues, including how to successfully
implement evidence-based practices (EBPs) that have been shown to increase the success
of these students (Scott & Burt, 2018).

Students with EBD often exhibit significant behaviors in the classroom, leading to
higher rates of suspension, office referrals, and academic failure compared to their
nondisabled peers (Dieterich et al., 2016; La Salle et al., 2018; Owens & Lo, 2022).
Frequent suspensions cause students to miss classroom material, making academic
success more difficult. Furthermore, students with EBD are placed in alternative settings
if schools are not able to manage their behaviors. Out of 10,000 students, 19 students
served under all other categories are placed in an alternate setting as opposed to the 42
students served under the EBD category (U.S. Department of Education, 2021). This
study was completed to determine what training and professional development middle

school general education teachers in a local school district have participated in, the EBPs



being implemented, and to identify what additional support is needed to increase the
preparedness of these teachers.

Research has suggested that students with EBD spend less time in general
education settings than those served under other disability categories. Only 46% of
students with EBD spend 80% of their time or more in the general education setting,
compared to 62.6% of students under all other categories (Freeman et al., 2019).
Campbell et al. (2018) and Didion et al. (2020) emphasized that students with EBD are
often behind their peers in academics. This is partly because students receive less
classroom instruction due to time spent out of class because of behaviors (Campbell et
al., 2018). Better preparing the teachers to meet the emotional and behavioral demands of
students with EBD could increase time spent in the general education setting. This would
allow the students to experience more instruction, thus allowing for the potential for more
successful outcomes.

The following sections provide a brief background of the literature supporting the
need for the current study. Following the background, the problem statement is discussed
with evidence from the literature that the problem exists and that there is a further need to
address the issue. The purpose of the study is described, including the explanation of the
connection to the problem and details surrounding the concept of interest. The additional
sections consist of the statement of the research questions, a brief analysis of the
conceptual framework that guided the study, a rationale for the design being used,
definitions of key terms, assumptions of the study, the scope and delimitations,

limitations of the study, and lastly the significance of the study.



Background

Students exhibiting EBD characteristics pose a challenge in the general education
setting. Consequently, this population of students is among the most marginalized, is
heavily impacted by disproportionality, and experiences disparities in their education
(Melloy & Murry, 2019). In the 2020-2021 school year, between 5 and 6% of students
receiving special education services under the Individuals with Disabilities Act (IDEA)
were served under the category of Emotional Disturbance (ED; National Center for
Education Statistics, 2022). Students with EBD display moderate levels of problem
behaviors, experience higher rates of mental health problems, and have higher rates of
suspension and academic failure (La Salle et al., 2018; Owens & Lo, 2022). Likewise,
students with EBD struggle substantially with an inability to build and maintain positive
relationships with peers and adults (Sheaffer et al., 2021). Teachers have identified this
inability to develop appropriate bonds with their students as a stressor and indicate that
students with EBD are a top concern in their classrooms (Alkahtani, 2022).

Students with EBD display many off-task behaviors that are often disruptive to
the learning environment. However, traditional classroom practices typically rely heavily
on passive responses, which research has suggested are unlikely to support the on-task
behavior of these students (Didion et al., 2020). Out of 10,000 students, 19 students
served under all other categories are placed in an alternate setting as opposed to the 42
students served under the EBD category (U.S. Department of Education, 2021). This
indicates a weakness in the inclusion of students with EBD in the general education

setting. The literature has suggested that this weakness is heavily influenced by a lack of



preparedness to support these students' academic and behavioral needs in the general
education setting.

In a school district in the Southeastern United States, concerns have been raised
regarding the overall lack of preparedness for including students with EBD and
employing EBPs among middle school general education teachers. According to a special
education administrator in the district under study, middle school general education
teachers frequently struggle to support students with EBD effectively, and rather than
implementing motivational strategies, they often resort to removing the student from the
classroom. A behavioral specialist within the school district communicated that students
with EBD are often removed from the learning environment due to the severity of their
behavior. A district behavior specialist shared that this impedes their ability to access the
grade level curriculum fully, and, as a result, students with EBD are often significantly
behind academically than their same-age peers. A middle school administrator noted that
due to the low number of students with EBD in the district, there has not been a focused
effort to provide more education on the topic. The chief of school improvement
mentioned that teachers within our district often struggle with the best way to support the
success of students with EBD in the classroom.

The concerns discussed by personnel in the local school district are consistent
with the literature in that general education teachers are unprepared to support students
with EBD's significant academic and behavioral needs (Young, 2019). This suggests a
gap in practice in preparing general education teachers for the inclusion of students with

EBD and the implementation of EBPs when supporting these students. This study was



needed to help identify the additional support and training necessary for middle school
general education teachers in a local school district to feel more prepared to assist
students with EBD and implement EBPs in their classrooms. To determine what is
needed, teachers must first discuss what they already know about EBPs that support
students with EBD, what training they report already having, and what strategies are
currently being implemented in the classroom. Better preparing middle school general
education teachers for the inclusion of students with EBD can potentially increase the
behavior and academic success of these students.
Problem Statement

The problem identified for this study was that middle school general education
teachers are unprepared for including students with EBD and lack adequate training for
implementing EBPs that support these students' academic and behavioral needs. The
research supporting the use of EBPs to support students with EBD continues to grow and
evolve; however, there is a gap between what the research says about EBPs and what
teachers practice in the classroom (Mitchell & Sutherland, 2020). State et al. (2019)
suggested that teachers' practices, not so much their professional backgrounds, are
stronger predictors of student outcomes. This implies that teachers' strategies and use of
EBPs in the classroom impact student academic success more than years in the field or
education level. This further magnifies the importance of teachers being trained to
implement EBPs that support these students. Most students with EBD receive services in
the general education classroom, and teachers are responsible for using EBPs to meet the

needs of students with EBD (McKenna et al., 2019). Without adequate training in EBPs,



6

EBPs cannot be utilized successfully, and general education teachers are not meeting the
mandates of free and appropriate public education (FAPE; McKenna et al., 2019). As the
number of students diagnosed with EBD continues to rise, teachers must deepen their
understanding of these students’ needs to foster a positive learning environment
(Alkahtani, 2022).

While EBPs are widely available, teachers still resist including students with
EBD in the classroom due to the challenging behaviors they exhibit. Students with EBD
are removed from general education classrooms twice as often as their nondisabled peers,
and only 46% of students with EBD are included in general education settings (Freeman
et al., 2019). Implementing EBPs can serve as a buffer before removing the student from
the learning environment, but teachers often lack knowledge of these practices and how
to implement them (Benstead, 2019; Bettini et al., 2020; Freeman et al., 2019; Friend &
Barron, 2019; Lanterman et al., 2021). Similarly, teachers frequently encounter
challenges in implementing these practices consistently enough to foster student
improvement (Freeman et al., 2019). Without employing EBPs that support students with
emotional and behavioral disorders, both teachers and students will continue to face
negative outcomes (State et al., 2019).

Purpose of the Study

The purpose of this qualitative case study was to explore training middle school
general education teachers in a Southeastern United States school district report having
for supporting the needs of students with EBD. In addition, the study identified and

described what EBPs are currently being implemented to support these students'
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academic and behavioral needs in the general education setting. Investigating the existing
knowledge participants have regarding supporting students with EBD and identifying the
current strategies can help the district assess what additional professional development
and training may be necessary for teachers to feel more prepared to assist these students.
This study emphasized teachers’ experiences and understanding of EBD and EBPS,
making an interpretative research paradigm (see Lambert, 2012) the most suitable
approach. The unique realities encountered by each participant were thoroughly explored
and interpreted.

In the general education setting, students with EBD do not always make adequate
yearly progress (Kauffman et al., 2019). Students with EBD are often behind in multiple
academic content areas, and general education teachers lack the knowledge to address
these students' academic and behavioral needs (Young, 2019). Increasing the knowledge
of teachers and better preparing them to meet students’ needs could increase student
outcomes. How well EBPs are utilized, allowing different groups of students (e.g.,
students with significant behavioral concerns and/or EBD) to benefit from these
practices, has not been explicitly explored (see Green et al., 2020).

Teacher self-efficacy and attitudes toward inclusion have been heavily researched,
but not teacher knowledge (Heyder et al., 2020; Krischler & Pit-ten Cate, 2019). Though
these two factors are important for a positive learning environment, being prepared to
implement EBPs successfully could lead to higher behavioral and academic success for
students with EBD. However, without having ample training or opportunities to increase

knowledge and understanding of EBPs, the successful implementation of these practices



8
is unlikely. According to State et al. (2019), for students who have EBD to be successful

in the inclusive setting, they require instruction that involves EBPs, both behavioral and
academic.

Establishing what training teachers have had on EBPs that support students with
EBD and identifying what practices are already being utilized can assist in developing
and planning future professional development opportunities within the local school
district. Providing teachers with more opportunities to participate in specific training
could increase their preparedness to support students with EBD, increasing the likelihood
of positive student outcomes. There was a clear need for increased understanding in this
area due to the overall lack of success of students with EBD when served in the inclusive
classroom setting.

Research Questions

Research Question 1: What training do middle school general education teachers
report having for supporting students with EBD?

Research Question 2: What EBPs are currently being implemented in the general
education setting that support the academic and behavioral needs of students with EBD?

Conceptual Framework

The concept that grounded this study was andragogy or adult learning. Andragogy
presumes five pivotal assumptions about the characteristics of adult learners: self-
concept, the role of experience, readiness to learn, orientation to learning, and motivation
to learn (Knowles, 1980, 1989). These five assumptions were applied to the current study

to analyze teachers' knowledge, their application of that knowledge, and to determine the



need for further training. Self-concept is how one views oneself (Kumar & Ahmad,
2021). In the context of andragogy, self-concept refers to the transition from dependency
as producers to self-direction as doers. (Knowles, 1980). Experience plays a role in
learning new concepts. In andragogy, a person’s experience drives the choice of what
new information is learned and how it will be used (Knowles, 1980). Readiness to learn
suggests that individuals become ready to learn new skills as they develop (Knowles,
1989).

Adult learners approach education with a different perspective on time than
children. Specifically, adults seek to apply new learning immediately (Knowles, 1980).
Knowles (1989) explained this as a life-centered orientation to learning, in contrast to a
child’s subject-centered approach. Motivational factors, specifically extrinsic and
intrinsic motivational factors, affect adult learning. Knowles (1989) discussed that
extrinsic motivators affect learning; however, intrinsic motivators tend to motivate on a
stronger level. The five pivotal assumptions set forth by the adult learning theory,
specifically the concept of andragogy, provided assistance in understanding how adult
learners acquire new knowledge and guided how to support adult learners’ acquisition of
new knowledge.

Andragogy was created by Knowles in the 1970s and is related to the framework
of adult learning theory (Knowles, 1980). Because the end goal of this study was to
determine what further training middle school general education teachers need to better
support students with EBD, it was appropriate for the study to be guided by this theory.

The theory suggests that adults need to be involved in planning instruction and benefit
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from acquiring new knowledge in the implementation setting (Knowles, 1980).
Furthermore, Knowles’s (1989) theory states that adults show more interest in the subject
being learned if it is relevant to their job. Before implementation, educators need to
understand why they need to learn new knowledge and why it is important and relevant
to their job (Knowles, 1989).
Nature of the Study

This exploratory study followed a qualitative case study design with an
interpretive paradigm, allowing for detailed data collection to answer the research
questions. According to Rumrill et al. (2020), a qualitative research design involves
precision in data collection. Participants for this study consisted of 12 middle school
general education teachers from three of the four middle schools in a Southeastern United
States school district. This number is supported by a study completed by Hennink and
Kaiser (2022), which found that most datasets in qualitative studies reach saturation
between nine and 17 interviews, with 12 being the mean. Private interviews were
conducted to identify general education teachers' training for supporting the needs of
students with EBD and to determine what EBPs are currently being implemented in the
inclusive setting. Participants were chosen based on specific criteria. They were required
to be general education teachers who had taught students with EBD in their classrooms in
the past three years. Students with EBD had to have been in the teacher’s class for at least
one full term. To increase credibility and triangulate the data collected by interviews, a
document analysis of trainings offered by the school district throughout the 2022-2023

school year was also included.
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Private interviews were conducted virtually or in a study room at the local library.
Each interview took no more than 30 minutes. The interviews were recorded and
transcribed using the transcription software built into Microsoft Word. The transcribed
interviews were then analyzed using the data analysis software NVivo. This software
assisted in the development of specific themes. A qualitative case study design that
utilized interviews allowed participants to share personal experiences and opinions.
Unlike a quantitative design that uses numbers, qualitative research uses words to
communicate participants' experiences (Creswell & Poth, 2018). Quantitative and mixed
methods were not used for this study due to the need for detailed responses to interview
questions about what knowledge teachers report.

Definitions

The following terms are relevant to this study.

Behavioral intervention plan (BIP): A document that includes behavioral supports
for students whose behavior negatively impacts learning (Individuals with Disabilities
Education Act, 2004). BIPs based on FBAs are supported by research when used with
fidelity (Robertson et al., 2020).

Continuum of services: Students who receive special education services receive
them on a continuum ranging from placement in the least restrictive environment to the
most restrictive environment. As students move toward a more restrictive environment,
such as a self-contained classroom setting, services increase in intensity (Lemons et al.,

2018). The continuum often includes the following services: consultative, collaborative
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(coteaching), small group (resource), separate class (self-contained), separate school, and
home services.

Emotional and behavioral disorders: IDEA defines an emotional disturbance as
’a condition that exhibits one or more of the following characteristics over a long period
and to a marked degree that negatively affects a child’s educational performance: (a) an
inability to learn that cannot be explained by intellectual, sensory, or health factors; (b) an
inability to build or maintain satisfactory interpersonal relationships with peers and
teachers; (c) inappropriate types of behavior or feelings under normal circumstances; (d)
a general pervasive mood of unhappiness or depression; and (e) a tendency to develop
physical symptoms or fears associated with personal or school problems” (Section
300.8.c.4).

Evidence-based practice: Strategies clearly specified and shown in research as
effective in bringing a desired outcome (Mitchell, 2020).

Functional behavioral assessment (FBA): A mandated evidence-based practice
that is completed when problem behavior of students affects their learning. The
development of an FBA assists in identifying function-based behaviors and determining
appropriate interventions to reduce these behaviors (Romani et al., 2023).

Inclusion: The National Center on Educational Restructuring and Inclusion (1995)
defines inclusion as the “provision of services to students with disabilities, including
those with severe handicaps [disabilities], in their neighborhood school, in age-
appropriate general education classes, with the necessary support services and

supplementary aids (for the child and the teacher)” (p. 7).
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Individualized education plan (IEP): A written, legally binding plan that is

individualized and leads the implementation of specially designed instruction and related
services for students with disabilities.

Least restrictive environment (LRE): IDEA defines LRE as “ensuring that to the
maximum extent appropriate, children with disabilities are educated with children who
are nondisabled” (Section 300.114.a.2).

Assumptions

Certain assumptions were made for the current study. A fundamental belief was
that all participants had experience working with students with EBD in an inclusive
classroom setting. Another assumption was that participants in this study had very little
or possibly no training opportunities in supporting students with EBD in the inclusive
setting. Participants may have been offered opportunities but chose not to participate for
various reasons, such as opportunities that better fit their needs at the given time.
Participants were assumed to respond to interview questions with in-depth and honest
accounts of personal experiences. It is believed that students in the local school district
identified as having EBD have been evaluated based on the law and the guidelines set
forth by IDEA (2004). Lastly, it was assumed that the school district moves students to
more restrictive classroom settings following the continuum of services and only when all
interventions have been exhausted at the less restrictive level.

Scope and Delimitations
The scope of the current study included interviews from 12 middle school general

education teachers from three out of four middle schools located in a district in the
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Southeastern United States. The research problem for this study focused on middle
school general education teachers' lack of preparedness for including students with EBD.
Further, it addressed the lack of adequate training that general education teachers have
received for implementing EBPs that support these students' academic and behavioral
needs. This focus was chosen due to the continued lack of yearly progress of students
with EBD in the inclusive setting (Kauffman et al., 2019). As a result, students with EBD
are removed from the general education classroom twice as often as their nondisabled
peers, and only 46% of students with EBD have the opportunity to be included in general
education settings (Freeman et al., 2019).

Middle school general education teachers were invited to participate in this study.
This allowed for detailed accounts of teachers' personal experiences at the middle school
level. Elementary and high school teachers were not invited to participate in the study;
however, there is potential for the results to be transferred across these settings.
Addressing the lack of training general education teachers receive provides a deeper
understanding of what is potentially needed for teachers to support students with EBD
academic and behavioral needs. Though the problem extends nationally, selecting a
sample of teachers from the local setting provides a picture of the problem on a smaller
scale and hopefully provides an opportunity to use the results to initiate positive change.

Limitations

This study had several limitations. Using a local school district restricted the

findings to that specific regional area. Participants were selected from only three of the

four local middle schools. Focusing on middle schools produced data relevant solely to



15

that educational level. This limits how the study might relate to and apply to other
schools in the county, such as elementary and high schools. Because | used a qualitative
methodology, the number of participants was limited. Many more middle school teachers
received the email invitation than the 12 who agreed to participate. As a result, the
findings may not reflect an accurate picture of the thoughts and opinions of the entire
county. Providing detailed descriptions of results increases the potential for
transferability to different contexts and settings.
Significance

This qualitative case study explored the previous training that middle school
general education teachers reported having for supporting the academic and behavioral
needs of students with EBD in the inclusive classroom setting in a school district in the
southeastern United States. This included training that targets EBPs that support students
with EBD due to the need for increased understanding in this area. Schools are required
to provide education (FAPE) in the student’s LRE. Historically, including students with
EBD in the general education classroom has produced challenges and has been viewed as
one of the most difficult categories in special education (MacMillan et al., 1996).
Likewise, there has been a fear of including students with EBD due to the preconceived
notion that students with EBD will disrupt the learning environment and affect the overall
performance of other students in the class (Jull, 2008). This aligns with the concept of
experience in Knowles’s (1980) adult learning theory.

According to the U.S Department of Education, Office of Special Education

Programs (2021), 47% of students served under the EBD category spend at least 80% of
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their school day in the general education setting. However, Young (2019) explained that
students with EBD are often behind in multiple academic areas and struggle significantly
with academic achievement. This study aimed to address the gap in knowledge among
general education teachers regarding the effective implementation of EBPs to support the
academic and behavioral needs of students with EBD in inclusive classroom settings. The
completion of this study could assist stakeholders in determining what general education
teachers need to better support students with EBD. Social change could occur because
this study could improve the academic success of students with EBD and potentially
change the mindset of teachers when supporting these students in their classrooms.
Summary

Middle school general education teachers in a Southeastern school district are not
prepared for the inclusion of students with EBD and lack adequate training for
implementing EBPs that support these students' academic and behavioral needs. This
study aimed to explore the training middle school general education teachers report
having for supporting the needs of students with EBD. | also sought to identify and
describe what EBPs are currently being implemented to support these students' academic
and behavioral needs. Identifying what participants already know from prior training
about supporting this population of students and identifying what strategies are currently
being implemented assisted in determining what additional professional development and
training are potentially needed. The concept that grounded this study was andragogy, or
adult learning, based on Knowles’s adult learning theory. Andragogy consists of five

assumptions about how adults learn: self-concept, the role of experience, readiness to
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learn, orientation to learning, and motivation to learn. This study could potentially assist
stakeholders in determining what general education teachers need to better support

students with EBD, which could increase these students’ overall success in the inclusive

setting.
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Chapter 2: Literature Review

Middle school general education teachers in a school district in the Southeastern
United States are not prepared to include students with EBD and lack adequate training
for implementing EBPs that support these students' academic and behavioral needs.
Research has suggested a continued disconnect between what the research says about
EBPs and what is being practiced in the inclusive classroom. The literature indicates an
overall lack of knowledge and adequate training for general education teachers when
including students with EBD, even though these students continue to increase (Alkahtani,
2022, 2024).

According to State et al. (2019), for students who have EBD to be successful in an
inclusive setting, they require instruction that involves strategies that focus on behavior
and academics. Successful inclusion is possible for students with EBD if teachers and
staff are provided sufficient training on these practices (Bettini et al., 2020; Friend &
Barron, 2019). Though ample amounts of EBPs exist, teachers often struggle with
consistently implementing these practices to allow for student improvement (Freeman et
al., 2019). This indicates that practices to better support students with EBD are available,
but teachers are not receiving the necessary training to use them appropriately. Further,
even with knowing EBPs that support these students, general education teachers often
struggle with identifying and incorporating these practices into their classrooms
(Benstead, 2019; Lanterman et al., 2021). The purpose of this qualitative case study was
to identify what training general education teachers have had for supporting the needs of

students with EBD and what EBPs are currently being implemented in the general
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education setting that support the academic and behavioral needs of students with EBD.
This can help determine the necessary training to increase teacher preparedness and
student success.

The following sections of this chapter consist of an exhaustive literature review
that includes a deeper discussion of the conceptual framework that drives this study and a
review of key concepts relevant to the topic. A brief explanation of the history of special
education, including notable federal mandates, court cases, and an overview of inclusion,
is included. Following is an overview of EBD, including EBD characteristics, inclusion,
placement history of students with EBD, and EBPs for EBD. The key themes will be
discussed last, focusing on the achievement of students with EBD, teacher attitudes and
perceptions of these students, and barriers teachers experience when supporting students
with EBD in the inclusive setting.

Literature Search Strategy

Multiple databases and search engines were utilized to locate articles and
publications on the topic of general education teachers’ preparedness for the inclusion of
students with EBD and how to successfully implement EBPs when supporting these
students' academic and behavioral needs. The primary search engine was Google. Google
Scholar and the Walden Library were heavily utilized. Search terms included general
education teacher knowledge, lack of knowledge, inclusion, professional development,
training, preparedness, teacher attitudes, teacher perceptions, emotional and behavioral
disorders or EBD or ED, evidence-based practices, supporting students with EBD, and

implementation. This search focused on peer-reviewed articles published in the last 5
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years (2019 to 2024). Many articles focused primarily on special education teachers’
knowledge of EBD and their preparedness to include these students. However, far fewer
articles discussed the preparedness of general education teachers and what they need to
better support these students in the inclusive setting. Numerous research studies noted the
academic and behavioral achievement of students with EBD and teacher perceptions and
attitudes when including students with EBD. The following themes were identified
through the literature review:
e Students with EBD have lower levels of academic achievement in the
classroom.
e Teacher perceptions and attitudes affect how general education teachers react
to teaching students with EBD.
e General education teachers experience barriers that hinder their ability to
successfully support students with EBD.
Conceptual Framework
The concept that grounded this study was andragogy or adult learning. Andragogy
presumes five pivotal assumptions about the characteristics of adult learners: self-
concept, the role of experience, readiness to learn, orientation to learning, and motivation
to learn (Knowles, 1980, 1989). The end goal of this study is to determine what further
training middle school general education teachers need to better support students with
EBD making this an appropriate concept to guide the study. Andragogy focuses
specifically on how adults learn and provides guidance on how to best support adult

learners when acquiring new knowledge.
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The conceptual framework connected to the concept of andragogy is adult
learning theory. The theory suggests that adults need to be involved in planning
instruction and benefit from acquiring new knowledge in the implementation setting
(Knowles, 1980). Furthermore, Knowles’s (1989) theory states that adults show more
interest in the subject being learned if it is relevant to their job. The concepts of this
framework are relevant to the current study due to their emphasis on the ideal way for
adults to acquire new knowledge. One could assume that if adults are learning the most
ideal way, they are more likely to understand and implement the concepts learned.

As previously discussed, andragogy presumes five pivotal assumptions about the
characteristics of adult learners: self-concept, the role of experience, readiness to learn,
orientation to learning, and motivation to learn (Knowles, 1980, 1989). Self-concept is
how one views oneself (Kumar & Ahmad, 2021). Specific to adult learning theory, self-
concept refers to moving from being dependent producers to self-directing doers
(Knowles, 1980). Self-concept is relevant to this study because adults often want to
control what they learn and how they learn instead of being told what to learn. Knowles
(1989) defined self-concept as adults desiring independence and self-direction instead of
being dependent on others. If teachers have not learned how to implement EBPs
successfully, they need to gain the knowledge of how to do this. They need to be
motivated to gain knowledge and see the importance of acquiring new knowledge.

Experience plays a role in learning new concepts. In adult learning theory, a
person’s experiences drive the choice of what new information is learned and how it will

be used (Knowles, 1980). A noted consequence of experiences is that they can influence
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an adult learner’s ability to be open-minded to new concepts and ideas because of their
preconceptions (Knowles, 1980). In education, these preconceptions, experiences, and
biases regarding the inclusion of students with disabilities, specifically EBD, may cause
teachers to be resistant to acquiring new knowledge. Readiness to learn suggests that
individuals become ready to learn new skills as they develop (Knowles, 1989). As
individuals move from one developmental stage to the next, the learning that takes place
is related to what is necessary to functionally cope with everyday situations (Knowles,
1989). As opposed to childhood and youth, when developmental learning is parallel with
physiological and mental maturity, developmental learning in adulthood is the continuous
change of social roles (Knowles, 1980).

Adult learners approach education with a different perspective of time than
children. Specifically, adults seek to apply new learning immediately (Knowles, 1980).
Adults participate in learning largely because of the pressures they are experiencing, and
their view of learning is to improve their ability to cope with the current problems they
face (Knowles, 1980). Knowles (1989) explained this as a life-centered orientation to
learning instead of a child’s subject-centered orientation. Extrinsic and intrinsic
motivation are factors that affect adult learning. Knowles (1989) discussed that extrinsic
motivators, such as a better job opportunity or salary increase, partially motivate adults,
but intrinsic motivators, including self-concept and responsibility, tend to motivate on a
stronger level.

The five assumptions of andragogy were used in the current study to analyze

teacher knowledge, the use of knowledge, and the need for further training around



23

supporting students with EBD in the inclusive classroom setting. Teachers need to
understand the importance of utilizing EBPs when supporting students with EBD in the
classroom. If they do not understand and accept the importance, they are likely to misuse
the new knowledge or resist implementing it.
Literature Review Related to Key Concepts

A brief history of special education will be provided in this section of the
literature review. This will include key federal mandates, court cases, and an overview of
inclusion. Next, there will be an overview of EBD. These concepts are important to the
context of the study and provide background information on the timeline of special
education and the inclusion of students with EBD. Following this, the themes identified
throughout the literature review will be further explored. First, there is a discussion of the
research that supports students with EBD having lower academic achievement when
compared to their peers with similar cognitive abilities. Next, there is an explanation of
how general education teachers’ perceptions, attitudes, and efficacy affect how they react
to having students with EBD in their classrooms. Lastly, barriers experienced by general
education teachers that hinder the successful implementation of EBPs that support
students with EBD will be thoroughly explained.
A Brief History

The field of special education continues to evolve and has experienced significant
changes in the past decades. One of the more notable changes is the shift in how society
and schools view individuals who have special needs. Before the mid-18™ century, there

was no tolerance for anyone who had any kind of characteristic that set them apart from
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what was considered normal (Winzer, 2014). This population of people was mistreated in
society due to the idea that disabilities were a form of punishment from either God or the
devil and the only way to be cured was through divine intervention (Winzer, 2014). This
thinking began to shift; however, people who had disabilities were still segregated from
the general population in terms of education. Students were served and educated in
separate facilities into the 20" century. Though institutions continued to be a growing
commodity, separate and specialized classes began to expand within the public schools.

In addition to students who had disabilities, there were other societal and racial
inequalities in education. Among other factors, the 1954 Supreme Court case of Brown
vs. Board of Education and the Education for All Handicapped Children Act (later
amended and changed to the IDEA) contributed to the changes, including doing away
with segregated facilities and classrooms within special education (Winzer, 2014). The
ideologies of normalization and mainstreaming, as well as other positive reforms in the
field of special education, came to a head in the 1960s (Winzer, 2014).

The many elements, policies, and procedures within special education continue to
expand and change. Currently, schools are required to provide students who have
disabilities with a FAPE in the student’s LRE. These policies are made available through
IDEA (2004). IDEA (2004) defined special education as free and appropriate instruction
for students with disabilities that is specially designed to meet their individual needs
regardless of where the services are being provided (as cited in Francisco et al., 2020).

Zirkel (2015) discussed three main building blocks of IDEA (2004): child find,

eligibility, and FAPE, with which LRE is directly associated. Child find is how a school
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system identifies students as needing special education services. It looks at two parts:
eligibility and evaluation. The student must be thoroughly evaluated with various sources
to determine eligibility. Once a student is identified with a disability, the school must
provide FAPE in an environment that does not restrict them and is appropriate for their
needs and special education category. The definition of least restrictive includes students
having the opportunity and the right to receive instruction in the classroom with students
who do not have disabilities. If the student is unsuccessful in the general education
classroom, then more restrictive placements are considered.
Overview of Key Federal Mandates

Among other important components of IDEA (2004), FAPE and LRE are
important to discuss for this study. Once a student is identified with a disability, the
school must provide FAPE in an environment that does not restrict them (LRE) and is
appropriate for their needs and disability. The definition of the least restrictive includes
providing students the opportunity and the right to receive instruction in the classroom
with students who do not have disabilities, with the support of supplementary aids that
meet their needs (Yell et al., 2020). If the student is unsuccessful in the general education
classroom, then more restrictive placements are considered. School districts have their
own viewpoints and procedures when including students with special education needs in
the general education setting. The result has been the development of a continuum of
services that include alternative placements ranging from the least restrictive, the general
education classroom, to the most restrictive, instruction in institutions (IDEA, §300.115).

Students are removed from the LRE and move through the continuum of services if their



26

learning needs and required accommodations are not being met in the general education
setting.
Court Cases

There are a multitude of court cases that involve students with disabilities,
specifically involving education and appropriate placement and services for students with
disabilities. A repeated factor in these court cases is the definition of what is considered
appropriate inclusion of students with disabilities in the LRE.

Brown V. Board of Education.
The 1954 Supreme Court case of Brown vs. Board of Education was a turning point for
education due to its ruling that segregation in schools based on race is unequal. This case
has since become a foundational landmark in debates involving the right for students with
disabilities to receive equal access to the general education curriculum and learn
alongside their peers without disabilities (Yell, 2022).

Pennsylvania Association for Retarded Children (PARC) v. Pennsylvania.
The Commonwealth of Pennsylvania had a law in the early 1970s that allowed students
who were considered “uneducable or untrainable” (Pennsylvania Association for
Retarded Citizens (PARC) v. Commonwealth of Pennsylvania, 1972, p. 280) to be
excluded from public schools. PARC became the first right-to-education lawsuit. It
looked specifically at the education of students with disabilities and how denying them
the right to a free and public education was unconstitutional (Pennsylvania Association
for Retarded Citizens (PARC) v. Commonwealth of Pennsylvania, 1972). The argument

for this class-action lawsuit was based on the Brown v. Board of Education ruling that
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schools could not segregate based on race. This case sought the same rights for students
with disabilities. It set in motion the concept of providing FAPE to students with
disabilities that matched the education provided to students without disabilities and was a
crucial piece of the development of special education (Yell, 2022).

Mills v. Board of Education of the District of Columbia.
Yell (2022) mentioned another case that is considered crucial in the overall development
of special education, Mills v. Board of Education of the District of Columbia (1972). The
attorney in this class-action lawsuit used the ruling from Brown v. Board of Education to
argue that students with varying disabilities have the right to a free and public education
just as students who are African American (Yell, 2022). Likewise, the judge in this case
emphasized the importance of education and ordered that all schools in Columbia provide
FAPE to all, including students with disabilities (Yell, 2022).
Board of Education v. Rowley.
The Supreme Court case Board of Education v. Rowley, 458, U.S. 176 (1982) assisted in
our understanding of educational benefit. The case had a significant impact on the
constructs of IDEA (Mead & Paige, 2008) and what is considered appropriate in terms of
a student’s education in the LRE. The Rowley case increased the understanding of
educational benefit for students with disabilities and established that the state is required
to provide individualized instruction with enough support that the student can benefit
from the instruction (458 U.S. 187-204).

Honig v. Doe.
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The Supreme Court case of Honig v. Doe changed the protocols for suspending and
expelling students who have special education needs. Public Law 94-142 (IDEA) ensures
that students with disabilities are provided FAPE in the LRE; however, it does not
address disciplinary matters for these students. Students in special education are not to be
suspended for more than 10 school days if the disability was the cause of the disciplinary
action.

Endrew F. v Douglas County.

The 2017 court case Endrew F. v. Douglas County School District was a turning point for
the definition of educational benefit. IDEA (2004) ensures that all eligible students
receive a FAPE. Zirkel (2015) described FAPE as a central pillar of IDEA (2004),
emphasizing the word appropriate. The Endrew F. v. Douglas County School District
case focused on addressing not only academics in a student’s IEP but also student
behavior because behavior needs to be considered when determining FAPE for students
(Yell, 2019). Only including academics is a failure to address the whole child. In this
court case, Endrew had significant academic and behavioral difficulties, and his parents
did not believe their child was receiving an adequate education at the public school (Yell,
2019). Endrew was placed in a private school that catered to his individual needs and
disability of autism. The parents sued the school district for reimbursement of tuition and
all other expenses related to his private education because they felt his education at the
public school was inadequate, and he was not making progress. This case determined that
“the IEP must aim to enable the student to make progress,” and it must be “reasonably

calculated” with evidence of educational benefit (Endrew, 2017).
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Inclusion Overview

Under IDEA (2004), students with disabilities are required to learn alongside their
nondisabled peers in the LRE to the greatest extent possible. As previously stated,
inclusion is the “provision of services to students with disabilities, including those with
severe handicaps [disabilities], in their neighborhood school, in age-appropriate general
education classes, with the necessary support services and supplementary aids (for the
child and the teacher)” (Lipsky & Gartner, 1995). Prior to Public Law 94-142, or the
Education for All Handicapped Children Act (now IDEA), only one in every five
students with disabilities was provided an education in public schools, and some states
permitted public education for students with certain disabilities, but it was not required
(Dudley-Marling & Burns, 2013). After the passing of Law 94-142, it became a legal
requirement for schools to provide all students with disabilities FAPE in the LRE (Yell,
2020). With these laws in place, the inclusion of students with disabilities began to
increase. However, inclusion continues to be one of the top issues within the field of
special education (Sukumar, 2022, as cited in Rowe et al., 2023).
Emotional and Behavioral Disorders Overview

Students with EBD have specific characteristics that make inclusion in the general
education setting difficult. Teachers are often unprepared to manage the significant
behaviors that many students with EBD possess. In addition to behavioral difficulties,
many students with EBD suffer from a plethora of mental health issues (Leggio & Terras,
2019). Historically, the inclusion of students with EBD has been met with fear and

pushback from teachers due to the assumption that these students will cause a significant
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disruption to the learning environment (Jull, 2008). According to McKenna et al. (2019),

students with EBD currently receive much of their services in the general education
classroom. On the contrary, compared to 62.6% of students in other disability categories,
only 46% of students with EBD spend 80% or more of their day receiving services in the
general education classroom (Freeman et al., 2019). This suggests that students with EBD
struggle more with success in the general education classroom when compared to their
peers in other disability categories.
Characteristics of EBD

Students who are served in special education under the category of EBD often
have significant difficulty with behavior and academics. Some of their shared
characteristics consist of frequent problem behaviors, difficulty with academic tasks, and
insufficient social skills (Mullen & Hunt, 2022; Sheaffer et al., 2020; Zaheer et al., 2019).
These characteristics make it difficult for students to access the general education
curriculum causing them to fall further behind their peers in academics (Campbell et al.,
2018; Didion et al., 2020). Research has heavily documented the difficulties experienced
by students with EBD, both socially and academically (Lewis et al., 2019); however, in
addition to these difficulties, students with EBD often suffer from various mental health
issues as well (Leggio & Terras, 2019). This leaves teachers with an additional obstacle.
Not only is there a gap in supporting the social, academic, and behavioral needs of
students with EBD, but teachers often find it difficult to balance traditional teaching with

crossing over the boundary line of mental health professionals (Terrasi & Galarce, 2017).
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In a study completed by Owens and Lo (2022), all participants had or were at risk

of EBD and displayed moderate levels of problem behavior. Due to these behaviors,
these students are much more likely to be suspended, expelled, or drop out of school (La
Salle et al., 2018; Lipscomb et al., 2017) than their disabled and nondisabled peers. Even
with the field of education identifying instructional and behavioral strategies, students
with EBD continue to be the most disadvantaged population of students (Lipscomb et al.,
2017; Mitchell et al., 2019). Among the multitude of maladaptive behaviors that students
with EBD possess, they lack the ability to build and maintain positive and satisfactory
relationships with peers and adults (Sheaffer et al., 2020), which causes additional strain
on teachers when attempting to support students with EBD in the classroom.
IDEA (2004) regulation 300.8(c)(4) defined EBD as follows:
a condition exhibiting one or more of the following characteristics over a
long period of time and to a marked degree, which adversely affects
educational performance:
A. An inability to learn that cannot be explained by intellectual, sensory,
or health factors.
B. An inability to build or maintain satisfactory interpersonal
relationships with peers and teachers.
C. Inappropriate types of behavior or feelings under normal
circumstances

D. A general pervasive mood of unhappiness or depression.
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E. A tendency to develop physical symptoms or fears associated with
personal or school problems. Inclusion and Placement.
Inclusion and Placement History

Including students with EBD in the general education classroom has its own
challenges, with numerous complexities and barriers that must be broken down to
increase positive outcomes for both teachers and students (Soares, 2022). In the past,
there has been a fear of including students with EBD due to the preconceived notion that
students with EBD will disrupt the learning environment and affect the overall
performance of other students in the class (Jull, 2008). This mindset continues into the
present day. When compared to students not at risk for EBD, teacher’s perceptions of
students with EBD are significantly different including higher amounts of teacher
rejection (Alkahtani, 2022; Leggio & Terres, 2019).

In the past, students with EBD were served primarily in self-contained classroom
settings or separate schools, but in recent decades, including students with EBD in the
general education setting has become more of a norm (McKenna et al., 2021). According
to McKenna et al. (2019), students with EBD currently receive much of their services in
the general education classroom. Regardless of the increase in inclusion for students with
EBD, teachers continue to express feelings of unpreparedness and have inadequate
knowledge for supporting these students in the classroom, both on an academic and
behavioral level (Davis, 2019; Scott & Burt, 2018). The effectiveness of these various
placement options for students with EBD remains in question due to these students’

needs expanding beyond academics (Kauffman et al., 2002; Kauffman & Lloyd, 1995).
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Placement options for students with special education needs, including students
with EBD, range from fully included in the general education classroom without support
to a separate school setting with maximum support or receiving services at home or a
residential facility. While in the general education classroom, students may receive no
support or some support from a special education collaborative teacher or a
paraprofessional. Like all other students who receive special education services, students
with EBD receive services on a continuum that moves students toward a more restrictive
environment, such as a self-contained classroom setting or separate school; services
increase in intensity (Lemons et al., 2018). The continuum often includes the following
services: consultative, collaborative (coteaching), small group (resource), separate class
(self-contained), separate school, and home services.

EBPs for EBD

Research has suggested that students with EBD can be successful in the general
education setting if they are provided with the appropriate support. However, teachers
often struggle with implementing EBPs (State et al., 2019), leaving students without
appropriate support, which decreases the potential for successful outcomes. State et al.
(2019) suggested that teachers' practices are stronger predictors of student outcomes than
professional backgrounds. This emphasizes the importance of teachers being trained to
implement EBPs that support these students.

Even with the broad availability of EBPs and explicit research that has been done,
teachers continue to resist the idea of including students with EBD in the classroom due

to the challenging behaviors that are displayed. EBPs can act as a buffer for these
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challenging behaviors prior to removing the student from the learning environment, but
teachers often lack the knowledge of these practices, as well as how to implement them
(Benstead, 2019; Bettini et al., 2020; Freeman et al., 2019; Friend & Barron, 2019;
Lanterman et al., 2021). There is no fast or direct fix for the behaviors displayed by
students with EBD; however, the longer a student goes without appropriate intervention,
the less likely the behaviors are to decrease (Scott & Burt, 2018).

Interpersonal Relationships. Students with EBD are often quick to respond
inappropriately to minor stressors or perceive they are being rejected when they are not.
They also have a difficult time forming and maintaining positive relationships. Further,
teachers often struggle to form relationships with students who are EBD due to the
significance of behaviors that occur in the classroom; however, students with EBD
benefit heavily from positive student-teacher relationships (Van Loan & Garwood, 2020).
How a teacher interacts with students with EBD impacts the student response.
Responding in a nonjudgmental, calm, and warm manner, rather than hinting at
annoyance or being confrontational with students, can steer what could have been a
problematic situation into a resolution with less conflict (French, 2019). Supportive, one-
on-one conversations with students with EBD have improved student behavior and
fostered proactive interactions (Washington-Nortey et al., 2022). Further, taking the time
to have these conversations with students with EBD has been shown to assist in building
positive student-teacher relationships (Zolkoski, 2019).

Consequently, it can be distressing for students with EBD when they feel their

relationship with their teachers is negative or tense (Davis & Dague, 2020). Student-
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teacher relationships that are supportive and mutually balanced in response predict
positive results (Inbar-Furst & Landau, 2022). Mullen and Hunt (2022) found student-
teacher relationships to be vital when influencing the school experiences of students with
EBD. Likewise, research has affirmed that building positive student-teacher relationships
correlates with advancing students’ social, academic, and behavioral outcomes
(Chrzanowska, 2021; Kossewska, 2021; Leggio & Terras, 2019; Mitchell et al., 2019;
Hidayah et al., 2020; State et al., 2019; Zaheer et al., 2019)

Instructional Practices. Students with EBD display significant difficulties that
hinder their learning in the general education classroom, consisting of, but not limited to,
frequent problem behaviors, difficulty with academic tasks, and insufficient social skills
(Mullen & Hunt, 2022; Sheaffer et al., 2020; Zaheer et al., 2019). Gage et al. (2018)
determined that lower levels of effective instructional practices are associated with higher
levels of off-task and disruptive behaviors among students with EBD. Further, the
increased use of specific evidence-based strategies has been found to support students'’
engagement and decrease inappropriate behaviors (Wills et al., 2023). Royer et al. (2019)
noted the importance of using behavior-specific praise throughout instruction.

Classroom Management. When including students with EBD, how the
classroom is managed can play a role in whether behaviors increase or decrease. Soares
et al. (2022) stated that effective classroom management is fundamental for successfully
including students with EBD. Some of the more noted classroom management strategies
are consistent with the three domains of positive behavioral interventions and supports

(PBIS): foundations, prevention, and strategies for response (Office of Special Education
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Programs, 2015; Wills et al., 2021). Foundational classroom management strategies
consist of the specific setup of the classroom, creating routines that students can predict,
and being explicit with defining and teaching three to five classroom rules (Wills et al.,
2023). Prevention is what a teacher does to prevent negative consequences from
occurring. Examples of this are active supervision, providing multiple chances to
respond, prompting about the classroom expectations, and positively acknowledging
specific behaviors (Wills et al., 2023). Strategies for response are best selected and
implemented based on behavioral data (Simonsen et al., 2019).
Achievement of Students With EBD

Students with EBD typically achieve lower academic outcomes than their peers
and frequently lag in various subject areas (Didion et al., 2020; Young, 2018). According
to the U.S. Department of Education, Office of Special Education Programs (2018), 47%
of students classified under the EBD category spend at least 80% of their school day in
general education classrooms, yet they still show insufficient progress. Students with
emotional and behavioral disorders have the highest dropout percentage and lowest
graduation rate when compared to all students who have disabilities (National Center for
Education Statistics, 2022; Zolkoski, 2019). Consequently, this population of students is
among the most marginalized, is heavily impacted by disproportionality, and experiences
disparities in their education (Melloy & Murry, 2019). In the 2020-2021 school year,
between 5 and 6% of students receiving special education services under IDEA were
served under Emotional Disturbance (ED; National Center for Education Statistics,

2022). Students with EBD display moderate levels of problem behaviors, experience
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higher rates of mental health problems, and have higher rates of suspension and academic
failure (La Salle et al., 2018; Owens & Lo, 2022).
Teacher Attitudes and Perceptions

General education teachers’ attitudes and perceptions of students with EBD vary
widely and significantly differ from their attitudes toward students who do not have EBD
(Leggio & Terras, 2019). Teachers tend to view students with EBD as more challenging
to teach and are more likely to change schools if a student with EBD is placed in their
classroom (Gilmour & Wehby, 2020). Overall, teachers have more negative feelings
toward including students with EBD due to significant behavior issues (Katrien-Koenen
et al., 2019). When compared to other disability categories, students with EBD are more
likely to be rejected by their teachers (Alkahtani, 2022). A study completed by Zolkoski
(2019) found that many students with EBD felt their teachers did not care about them or
their academic achievement. Consequently, Leggio and Terras (2019) determined that the
attitudes and perceptions of teachers can impact the academic success of students with
EBD, teacher willingness to comply with providing student accommodations, and teacher
expectations of students’ academic achievement. This suggests a connection between
negative teacher attitudes about students with EBD and how successful these students are
in the inclusive setting.

Research has identified general trends in teachers' perceptions, such as negative
feelings toward students with EBD and the development of various stereotypes
surrounding these students. Notably, there is a positive correlation between teacher

knowledge of EBD and teacher attitudes toward these students (Alkahtani, 2022).
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Tometten et al. (2021) noted that teachers with more knowledge of EBD tend to include
these students more effectively. There is also a lack of knowledge of what a collaborative
classroom should look like.

Because the research has suggested that teacher knowledge of EBD is lacking, it
can be implied that teachers’ overall attitudes, perceptions, and willingness to include
students with EBD are also negative or lacking. Teacher judgments about the
achievement of students with EBD may be biased and extend beyond the actual ability of
the student (Kramer & Zimmermann, 2023). Many students with EBD receive services
for behaviors and not impaired cognitive ability; however, the negative behaviors
displayed by students can cause less accurate judgment of achievement from teachers
(Kramer & Zimmermann, 2023). This suggests that teachers sometimes judge student
achievement based on behaviors displayed in the classroom, which is not an accurate
depiction of students’ abilities.

Barriers to Supporting Students With EBD

The literature review includes a deeper exploration of the barriers that general
education teachers face when supporting students with EBD. Providing support to these
students can be exceptionally difficult for teachers due to a lack of self-efficacy,
knowledge of EBPs, and preparedness. The behaviors that students with EBD exhibit
often cause removal from the general education classroom, impairing their ability to
access the curriculum being taught in the LRE. Not having access to the curriculum
negatively affects the student’s academic achievement; as previously mentioned, these

students experience lower levels of academic achievement and have the highest dropout
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percentage and lowest graduation rate when compared to all students who have
disabilities (La Salle et al., 2018; Lipscomb et al., 2017; National Center for Education
Statistics, 2022; Owens & Lo, 2022).

According to the U.S. Department of Education, Office of Special Education
Programs (2018), 47% of students served under the EBD spend at least 80% of their
school day in the general education setting. However, Young (2019) explained that
students with EBD often lag in multiple academic areas. The broad range of emotional
and behavioral difficulties students display poses an additional barrier for teachers. With
84% of students at risk for EBD receiving services in the inclusive setting, teachers need
to know how to implement interventions to address behavior (Charlton et al., 2023).
Students with EBD often face mental health challenges, which can complicate their
education. As a result, teachers often find it challenging to find the balance between
traditional teaching and crossing the line of mental health professionals (Terrasi &
Galarce, 2017) when supporting students with EBD.

Even with the availability of EBPs that can act as a buffer prior to removing the
student from the learning environment, teachers often lack the knowledge of these
practices, as well as how to implement them (Benstead, 2019; Bettini et al.,

2020; Freeman et al., 2019; Friend & Barron, 2019; Lanterman et al., 2021). The
information and resources for EBPs exist, but implementing these practices is not taking
place in the classroom. Breaking down the barriers to using EBPs by providing ample

training for teachers could potentially lead students with EBD to remain in the classroom
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without removal because the teacher would have more knowledge of managing the
behaviors associated with EBD.
Lack of Teacher Self-Efficacy

Research has supported that general education teachers often experience
challenges when supporting students with significant behavioral issues. A contributing
factor is the teacher’s level of self-efficacy, or the feeling that they can or cannot handle
certain situations. According to Bandura (1997), self-efficacy resolves people’s
perception of their capabilities. Bandura (1994) suggested that a strong sense of efficacy
enhances human accomplishment and personal well-being. Teachers with higher self-
efficacy have more positive feelings toward their careers and better attitudes toward their
students due to higher self-assurance (Wray et al., 2022). When teachers do not feel
prepared or cannot handle the situation, they lack self-efficacy, which can negatively
impact their careers and mindset.

If teachers do not believe they can personally support students with EBD, they
have low self-efficacy in that area. There is a trend of unpreparedness when supporting
students who have significant behavioral issues. One could assume that if there is a lack
of preparedness, there is a lack of self-efficacy. Having efficacy beliefs can act as a
buffer against stress and feelings of burnout (Dean & Gibbs, 2023). Likewise, teacher
self-efficacy beliefs impact inclusive teaching practices, which impact student success

(Wray et al., 2022).
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Burnout, Job Satisfaction, and Attrition

The correlation between self-efficacy, job satisfaction, burnout, and attrition
should be noted. Specifically, teaching students with disabilities has been directly tied to
high levels of burnout and a lack of feelings of self-efficacy (Weilenfels et al., 2021).
Teachers do not feel they can support these students' high needs. This is especially true
for students who have EBD and other significant behavior issues. Students with EBD
exhibit off-task, disengaged, and other problematic behaviors, which can disrupt the
learning environment, causing increased feelings of burnout and less job satisfaction
(Didion et al., 2020; Huk et al., 2019). Likewise, the more students with EBD in a
classroom, the more likely the teacher will move schools or leave the profession
altogether (Gilmour & Wehby, 2020). Teachers are experiencing burnout and leaving the
profession due to ongoing problem behaviors in the classroom (Garwood et al., 2018;
Billingsley & Bettini, 2019; McCullough et al., 2022). Not having the knowledge of
EBPs or the training to implement EBPs for maintaining students with EBD can harm the
learning environment by causing lower levels of classroom management when behaviors
are exceptionally challenging (Gilmour et al., 2022).
Lack of Knowledge

Research has suggested a gap in the practice of using EBPs to support the needs
of students with EBD. The literature explains that a significant reason for this gap in
practice is a lack of knowledge of EBPs for students with EBD and EBD in general.
Teachers do not have adequate knowledge and do not receive enough training to support

students with EBD effectively (Alkahtani, 2024). Most students with EBD receive
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services in the general education classroom, and teachers are responsible for using EBPs
to meet the needs of students with EBD (McKenna et al., 2019). Without the knowledge
of EBPs, EBPs cannot be utilized successfully, and general education teachers are not
meeting the mandates of FAPE, (McKenna et al., 2019). There is a wide availability of
EBPs, but teachers often resist the idea of including students with EBD in the classroom
due to the challenging behaviors these students display. Likewise, teachers often struggle
with implementing these practices consistently enough to allow for student improvement,
and knowledge about effective practice overall is low (Freeman et al., 2019; French,
2019). Without utilizing EBPs that support students with EBD, teachers and students will
experience unfavorable outcomes (State et al., 2019). The research has also suggested a
general disconnect between what is happening in inclusive classrooms and what is best
practice in inclusive classrooms. Alabdallat et al. (2021) studied general and special
education teacher roles, and it was found that teachers often view their responsibilities in
inclusive classes as separate services, not one collaborative work unit.

Limited knowledge is noted by teachers as a barrier when supporting students
with EBD, which interferes with the successful inclusion of these students and
exacerbates their slow progress (French, 2019; McGuire & Meadan, 2022). When
teachers' knowledge of EBPs is low, the students' emotional stability and academic
success can also be negatively impacted (French, 2019). Teachers’ knowledge of EBD
and EBPS is related to their attitudes, perceptions, and self-efficacy when including them
in the general education setting (Alkahtani, 2022, 2024). Having the knowledge can

improve teachers’ self-efficacy, which affects their willingness and ability to work with
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students who have EBD (Alkahtani, 2022). Further, allowing for more professional
development opportunities creates a higher level of support for teachers (Alkahtani,
2024). As previously stated, lacking self-efficacy has been linked to burnout and attrition.
This is especially true for teachers who teach students with disabilities (WeilRenfels et al.,
2021).

Lack of Preparedness

General education teachers lack the preparedness to provide students with EBD
the support they need to succeed (Gagnon, 2022; Lloyd et al., 2019; McKenna et al.,
2019). One potential reason is the lack of specific courses provided within teacher
preparation programs that focus on including students with EBD (Alkahtani, 2022). The
lack of preparedness for dealing with problematic behaviors has been noted to have a
direct correlation with teacher attrition (Sciuchetti & Yssel, 2019) and teachers leaving
their current teaching placements (Bettini, Gilmour et al., 2020; Gilmour & Wehby,
2020). Further, feeling unprepared may cause teachers to feel apprehensive about
including students with significant needs in the general education setting (Cate et al.,
2018).

Teacher Preparation Programs. Alkahtani (2022) identified a theme of teacher
preparation programs inadequately preparing preservice teachers to support students with
EBD due to a lack of courses in the subject. Further, dual-certification programs may
limit the amount of coursework students receive, leaving students with insufficient
resources to support students with special needs (Gilmour, 2019). According to

Stevenson et al. (2020), many teacher training programs do not have specific courses that
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focus on the development of behavior management, and there is a continued disconnect
between course requirements and adequate training to manage student behavior. This
leaves new teachers without the skills necessary to manage behavior in the classroom,
leading to high levels of stress and a greater likelihood of attrition, racial
disproportionality in discipline, and overly utilized punitive behavior practices
(Stevenson et al., 2020).

Preparedness and Trauma. Not all students who have EBD have experienced
childhood trauma. However, Mattison et al. (2021) found that over half of the participants
in their study (all having EBD) had experienced maltreatment. Likewise, students who
have had adverse childhood experiences (ACESs) are at an increased risk of developing
EBD (Offerman et al., 2022). For this literature review, the relationship between EBD
and trauma should be discussed, considering many teachers do not feel adequately
prepared to support students who have experienced trauma because they have not
received any training or strategies for these students (Brunzell et al., 2019; Hobbs et al.,
2019). Teachers feel it is challenging to balance traditional teaching and where to draw
the line for supporting students' mental health (Brunzell et al., 2019; Terrasi & Galarce,
2017). This blurred line causes stress for teachers and can be problematic for students
because the supports teachers attempt to provide could be ineffective (Hobbs et al.,

2019). The issue is that to grasp the concept of trauma-based learning fully, teachers must

change their view which may include changing some of the ways they teach.
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Need for Training

General education teachers have noted that students with EBD present significant
challenges and excessive levels of stress when placed in inclusive classrooms.
Consequently, general education teachers often do not participate in training or
professional development that could increase feelings of preparedness and overall
knowledge of supporting these students better (French, 2019; Scott & Burt, 2018; Zaheer
et al., 2019). Providing teachers with adequate training on EPBs is positively related to
teacher perspectives on students with EBD (Raigoza, 2019). The literature has placed
great emphasis on the importance of implementing EBPs and has stressed its necessity
when supporting students with EBD in the classroom (Honkasilta et al., 2019); however,
there is a lack of training geared toward general education teachers for how to implement
these practices (Alkahtani, 2024; Freeman et al., 2019; French, 2019; Gage et al., 2018;
State et al., 2019; Zaheer et al., 2019). Further, the support currently provided to students
with EBD is often insufficient for academic and behavioral success (Gagnon, 2022).

Need for Training to Address Achievement. Forty-seven percent of students
who are served under the category of EBD spend at least 80% of their school day in the
general education setting (U.S. Department of Education, Office of Special Education
Programs, 2018); however, Young (2019) explained that students with EBD are often
behind in multiple academic contents and struggle significantly with academic
achievement. The research has suggested ongoing concerns about a lack of skills
regarding supporting the academic achievement of students with EBD (McKenna et al.,

2019). Due to the continued push of academic expectations for all students, the concerns
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also include a need for teacher training focused on using EBPs (McKenna et al., 2019).
The lack of implementation of EBPs has also negatively impacted students beyond
academics. Students with EBD often associate academic achievement with failure and the
feeling of disappointment; however, research has suggested that utilizing EBPs can assist
students in overcoming deficit thinking (Garwood & Ampuja, 2019).

Need for Training to Address Behavior. Teachers often consider students with
EBD difficult to teach due to excessively challenging behaviors (Zaheer et al., 2019). The
behaviors that students with EBD participate in are often significant enough to lead to
removal from the learning environment, which exacerbates learning loss and low
academic achievement (Leggio & Terras, 2019). In a study completed by Sciuchetti and
Yssel (2019), participants identified additional training for specific EBPs, dealing with
extreme behaviors, and following BIPs as high needs areas. To address challenging
behaviors in special education settings and general education settings, IDEA (2004)
requires schools to develop BIPs based on data collected from FBAs; however, general
education teachers may not have received any training on how to implement BIPS
accurately or with fidelity (Holcomb et al., 2020). Further, prominent barriers to the
successful implementation of BIPs are the lack of resources for implementation and
inconsistent use of BIPS across staff members (Robertson et al., 2020).

Summary

The literature review consisted of a description of the conceptual framework that

drives the study and a review of key concepts relevant to the topic. A brief explanation of

the history of special education, including notable federal mandates, court cases, and an
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overview of inclusion, was included to provide background information on the topic. A
detailed overview of the characteristics of EBD, inclusion, and placement history of
students with EBD, as well as EBPs for EBD, was included. Key themes were identified
through the review of the literature.

The first theme consisted of research that supports the problem that students with
EBD have lower academic achievement when compared to their peers with similar
cognitive abilities. Following was an extensive explanation of how general education
teachers’ perceptions, attitudes, and efficacy affect how they react to having students with
EBD in their classroom. Lastly, barriers experienced by general education teachers that
hinder the successful implementation of EBPs that support students with EBD were
thoroughly explained. These barriers included a lack of self-efficacy, a lack of knowledge
of EBPs, a lack of preparedness, and an overall need for appropriate training that focuses
on supporting students with EBD in the inclusive setting and how to implement EBPs

effectively.



48
Chapter 3: Research Method

The purpose of this qualitative case study was to explore what training middle
school general education teachers in a Southeastern United States school district report
having for supporting the needs of students with EBD. | also sought to identify and
describe what EBPs are currently being implemented to support students with EBD's
academic and behavioral needs in the general education setting.

Students with EBD do not always make adequate yearly progress in inclusive
classrooms (Kauffman et al., 2019). Further, these students are often behind in multiple
academic subjects, and general education teachers lack the knowledge to address these
students' academic and behavioral needs (Young, 2019). Therefore, identifying what
training middle school general education teachers report having for supporting students
with EBD and what EBPs are currently being utilized may assist in determining what
additional support teachers need to increase the progress of these students. The following
sections include detailed descriptions of the research design, the rationale for the design,
and the role of the researcher. Detailed descriptions are provided for participation
selection, instrumentation, data collection, and data analysis. The section closes with a
discussion of trustworthiness and ethical procedures.

Research Design and Rationale

The current study followed a qualitative case study design to answer the guiding
research questions:

Research Question 1: What training do middle school general education teachers

report having for supporting students with EBD?
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Research Question 2: What EBPs are currently implemented in the general
education setting that support the academic and behavioral needs of students with EBD?

Following a qualitative design allowed me to connect with or make sense of the
participants’ personal experiences (see Merriam & Tisdell, 2016). The experiences
described in this study revolved around supporting students with EBD in the inclusive
classroom setting. | specifically explored what training participants reported having for
supporting students with EBD and their experiences with implementing EBPs. Further, a
case study design using semi structured interviews allowed for in-depth responses with
detailed descriptions of the participants’ experiences. The questions in the interview
protocol revolved around the training that middle school general education teachers have
had for supporting students with EBD. Further, the questions investigated what EBPs are
currently being implemented in the classroom that support the academic and behavioral
needs of students with EBD. It was also relevant to include questions about prior
experiences that middle school general education teachers have had when supporting
these students in the inclusive setting. While the participants shared and described their
lived experiences, they also answered questions about their general knowledge of the
academic and behavioral needs of students with EBD.

With a qualitative case study design, fewer participants are needed (Rahman,
2016); however, according to Rumrill et al. (2020), qualitative research design involves
precision in the collection of data and allows for more flexibility because the researcher
can add information as it becomes available (Kozleski, 2017). Qualitative research draws

from a paradigm of interpretivism and seeks to deepen understanding of individuals’
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unique life experiences (Creswell & Poth, 2018). Further, interpretivism takes the data
gathered and gives significance to the study by explaining the findings and creating
meaning in the results, unlike descriptive data, which describes without making sense of
the results (Patton, 2015).

Choosing a qualitative case study design was appropriate due to the nature of the
study. I identified what the participants had experienced and what they were
implementing in their classrooms. Further, this study focused on teachers' personal
experiences, which allowed for rich data to be gathered and reflected upon. Strauss and
Corbin (1990) defined qualitative research as any research that does not involve statistical
procedures and instead includes research surrounding people’s lives, behaviors, and
experiences. Unlike a quantitative design, which utilizes numbers, qualitative research
uses words to communicate participants' experiences (Creswell & Poth, 2018).
Quantitative and mixed methods were not used for this study due to the need for more
detailed responses to interview guestions about what knowledge teachers report. |
explored the lived experiences of the participants. Unlike quantitative designs, qualitative
designs allow a deeper understanding of human experiences (Rahman, 2016). Using semi
structured interviews allowed participants to give detailed and honest responses about
their experiences with the structure and guidance of an interview protocol.

A document analysis was also completed to triangulate the data collected through
interviews. The analysis identified what professional development and training
opportunities the school district has and does offer that are specific to supporting students

with significant emotional and behavioral difficulties. The document analysis included
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professional development and training opportunities offered throughout the 2022-2023
school year. This information could provide additional insight into the responses to
interview questions and further solidify the problem'’s existence.

Role of the Researcher

Throughout this study, my role was to collect data that helped identify the training
middle school general education teachers from a school district in Southeast Georgia
reported having for supporting students with EBD. Further, collecting data assisted in
determining the EBPs that are currently being implemented in the general education
setting that support students with EBD. To collect the necessary data, | took on the role of
an interviewer. Unlike guantitative research, the researcher in qualitative research collects
data by listening to and observing participants throughout the interview process (Rumrill
et al., 2011). For this study, data were gathered by conducting semi structured interviews
with 12 middle school general education teachers. Due to the structure of the interviews
and the information about personal experiences gathered from participants, it was
necessary to protect their confidentiality. This was done by numbering the participants
and not including any identifiable information in the results.

Because | worked in the same school district as my participants, it was a
possibility that | could have known some or all of the participants. For validity and to
maintain control of any biases, | attempted to choose participants from schools other than
the one where | worked, with the goal of not having personal ties to my participants;
however, | ended up having personal ties to participants regardless. Throughout the

interviews, | needed to acknowledge my personal biases. Specifically, my feelings and
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opinions toward students with EBD and the general education teachers who taught
students with EBD. Throughout the data collection process, | could put my opinions on
the subject aside and remain neutral. It was important to consistently reflect after each
interview, noting any moments I disagreed with the participant’s response. As a special
education teacher for students with EBD, | had to remain aware of my personal
experiences and not attempt to compare them with my participants' experiences. This was
especially pertinent if a participant shared unpleasant experiences with these students or
had negative perceptions of these students.
Methodology

The current study used a qualitative case study approach to identify the training
middle school general education teachers report having for supporting students with
EBD. Further, I investigated the EBPs currently implemented in the general education
setting that support students with EBD. Qualitative research designs are descriptive,
allowing for detailed responses to interview questions and precision throughout data
collection (Rumrill et al., 2020). Twelve participants were chosen based on willingness to
participate and availability. The participants were middle school general education
teachers from a school district in the Eastern United States. To participate in the study,
the participants had to work with or have prior experience working in a classroom that
includes students with EBD. Each participant was numbered for confidentiality and
participated in semi structured interviews. An interview protocol was used with each

participant. Interviews were recorded and transcribed using the built-in transcription
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software in Microsoft Word. The transcribed interviews were analyzed using NVivo to
determine specific themes.

In addition to the interviews, a document analysis was initiated. This analysis
determined the professional development and training opportunities the district offered
throughout the 2022-2023 school year that focused specifically on supporting students
with significant emotional and behavioral difficulties. The analysis also allowed me to
investigate whether the opportunities were offered specifically to general education
teachers. The information being analyzed consisted of when and where the professional
development opportunities were offered. This added additional information on whether
these opportunities were convenient for general education teachers.

Participant Selection

For the current study, the targeted population was 12 general education teachers
who had taught students with EBD in the inclusive classroom setting in the last 3 years in
one of the four local middle schools. As previously stated, this number of participants is
supported by a study completed by Hennink and Kaiser (2022) in that most datasets in
qualitative studies reach saturation between nine and 17 interviews, with 12 being the
mean. Participants had to have experience teaching students with EBD in the inclusive
classroom for at least one full term (9 weeks). This gave a higher likelihood that the
participants had personal encounters with students with EBD. In addition to teachers who
teach academic content, teachers who teach connections classes, like art, were also
included for diversity. After approval to contact participants was granted, an email was

sent to all middle school teachers that summarized the study's purpose and the
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participation criteria. If participants decided they were willing to participate in the study,
| ensured the criteria were met by providing this group with a brief questionnaire.
Providing a brief questionnaire would have assisted in narrowing down the participant
selection if that was necessary. Purposeful sampling was used to recruit participants,
allowing for the selection of participants who would produce relevant results (see Yin,
2016). Further, they were selected based on the criteria, willingness, and availability to
participate.
Instrumentation

| developed and utilized an interview protocol to collect data for this study. The
protocol included 14 open-ended questions. Utilizing semi structured questions allowed
me to guide the data collection process with specifically developed questions but also
permitted probing questions to arise throughout the interview (see Crawford & Lynn,
2020). Open-ended questions allowed the participants to discuss their lived experiences
in rich detail instead of simply answering yes or no. Butin (2010) described interviews as
a concrete and straightforward data collection method. Interviews can be conducted one-
on-one or in groups. For this study, one-on-one interviews were most appropriate and
were conducted in a convenient and agreed-upon location. While conducting interviews, |
had the opportunity to not only ask the participants questions from the protocol but also
observe the participants (see Patton, 2015). This included observing participants’ body
language and expressions (see Butin, 2010).

To establish content validity, prior to beginning interviews, a draft of the

interview protocol was sent to leaders in the school district who were familiar with
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students who had disabilities and what may be lacking in the general education classroom
regarding supporting students with EBD. These leaders could have consisted of, but were
not limited to, the director of special education, the assistant director of special education,
behavior specialists, and the director of teaching and learning. For confidentiality
reasons, the titles of these leaders will not be disclosed. After review, the leaders agreed
that the interview protocol was appropriate for the study and allowed for meaningful
results.

Utilizing multiple data collection instruments increased the sufficiency and
trustworthiness of the study. To increase the trustworthiness of the research, the questions
on the protocol were directly aligned with the research questions, which ensured that the
information from participants was relevant to the study and assisted in answering the
research questions. For the study to be meaningful to the field of research, the
trustworthiness of the methodology is essential. In addition to the interview protocol, the
study also included a document analysis. This analysis identified the school district's
professional development and training opportunities throughout the 2022-2023 school
year. The analysis included who the training was offered to and when the training was
offered.

Procedures for Recruitment, Participation, and Data Collection

This study aimed to interview 12 to 15 middle school general education teachers
from four middle schools in an Eastern United States school district. Twelve participants
were chosen based on specific criteria and willingness to participate. There were no

specific criteria for years of experience. However, participants had to be general
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education teachers who had taught students with EBD in their classrooms for at least one
whole term, 9 weeks. They also had to have taught these students in the last 3 years.
Limiting the criteria to teachers who had taught students with EBD within the last 3 years
generated data that were more relevant to the present time and not the experience teachers
may have had many years ago. Before selecting participants and collecting data, |
obtained permission from the district superintendent to conduct research. | was directed
to the Instructional Committee, which approves requests to complete research in the
county. | met with the committee virtually, gave them an overview of the study, and
answered all their questions.

Following the Instructional Committee's approval, | obtained permission from
each principal of the four local middle schools to conduct research. | sent individual
emails to each principal requesting permission to contact staff. In these emails, |
described the purpose of the study and what | hoped to achieve by completing it. Three of
the four principals granted permission.

After receiving approval from the three principals, | emailed all the general
education teachers at the three schools. This email briefly described the study, including
the purpose, procedures, and sample interview questions. Further, it stated the criteria for
participation, potential risks and benefits of participating, and privacy measures. This
email aimed to generate interest, invite teachers to participate, and identify who was
willing to participate. The email also explained all confidentiality measures that would be

taken to protect the identity of participants.
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| gave the recipients of the email 2 weeks to respond. Knowing that the
expectation for teachers is to check their email in the morning and afternoon (at a
minimum), 2 weeks provided them ample time to see the email and determine whether
they wanted to participate in the study. To those who expressed interest and willingness
to participate, | sent a brief questionnaire to ensure all criteria were met. There was a total
of 12 participants who met all criteria. All 12 received a consent form via email to
confirm and document that they consented to participate in the study. | contacted each
participant individually to determine a convenient time and place for the interviews.
Three of the interviews were conducted virtually. The remaining nine were completed in
a study room at the local library. All interviews lasted between 20 and 35 minutes. Before
the interviews began, all confidentiality procedures were discussed in detail, including a
reminder that participants could withdraw from the study at any time, and none of the
data gathered from the specific participant would be used.

Finally, following the interviews, each participant was given a debriefing form
thanking them for participating in the study. The form included my contact information
so participants could contact me with any comments or concerns. All participants
received a gift card for taking the time to participate in my study.

Data Analysis Plan

The research design used for this study was a qualitative case study, and the
primary method for data collection was interviews. A document analysis was also
conducted for triangulation purposes and to gather additional data about the school

district. The analysis identified what professional development and training opportunities
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the school district had offered that were specific to supporting students with significant
emotional and behavioral difficulties. This included professional development and
training opportunities offered throughout the 2022-2023 school year. This information
could provide additional insight into the responses to interview questions and further
solidify the problem's existence.

Each interview was recorded and transcribed using the transcription software built
into Microsoft Word. I reviewed each transcription at least two times and compared each
of them to the recordings of the interviews to ensure accuracy and precision. All data
collected were saved in password-protected documents on my personal laptop, which is
also password protected. Transcriptions were uploaded in the NVivo data analysis
software. Using the software and the constant comparison method (see Thomas, 2017), |
reviewed each interview transcription to identify codes and themes in participants’
responses.

Content analysis was used to first identify codes in the transcriptions. The
identified codes became the basis for themes (see Patton, 2015). The themes consisted of
broader categories in which each code could be placed, with the hope of placing all codes
into higher-level themes. Identifying themes in the data provided me with a more
thorough understanding of the types of previous training that general education teachers
had for supporting students with EBD and the EBPs that are currently being implemented
that support these students' academic and behavioral needs. These themes assisted me in

identifying gaps in previous training and the use of EBPs in the classroom.
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From the codes, I identified 13 themes; eight of them related directly to the

research questions. From these eight, four themes addressed the training that general
education teachers reported having that support students with EBD (Research Question
1): (a) Teachers have no training for supporting students with EBD, (b) teachers have had
alternate training that is not specific to EBD, (c) teachers had a course in college about
special education in general, and (d) teachers have had independent training.

Four themes addressed the EBPs currently being implemented in general
education settings that support the academic and behavioral needs of students with EBD
(Research Question 2). Participants discussed various strategies and practices they use in
the classroom that have successfully supported students with EBD and students in
general. The four themes that emerged that support Research Question 2 were as follows:
(a) teachers use differentiation and individualization to support students with EBD, (b)
teachers use one-on-one interaction to support students with EBD, (c) teachers use cool-
down breaks to support students with EBD, and (d) teachers collaborate with special
education staff.

The remaining five themes did not address a research question specifically but are
relevant to the study and the literature. Two themes emerged that addressed the
conceptual framework of this study, andragogy, specifically the two pivotal assumptions
of the role of experience and motivation to learn. The first theme was that teachers
preferred training relevant to their classroom. Secondly, teachers preferred hands-on

and/or real-life training. The final two themes relevant to the study and closely tied to the
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literature included (a) teachers rely heavily on building relationships with students, (b)
teachers experience challenges and barriers when supporting students with EBD.
Trustworthiness

Qualitative research requires spending time with participants, which allows them
to potentially share personal information about themselves, including their personal lives
and work experiences. For this reason, it is important to take the time to ensure that
participants feel comfortable. Qualitative studies rely on descriptions (Adler, 2022). For
the current study, descriptions were received in the form of detailed interviews. Because
these interviews were extensive, | needed to follow the four key criteria for establishing
trustworthiness: credibility, dependability, transferability, and confirmability (see Stahl &
King, 2020).
Credibility

If a research study has high credibility, the results are reasonable and trustworthy
(Stenfors et al., 2020). Specific strategies were used to ensure that the results of this study
were credible. Triangulation, or utilizing more than one data source, was used for this
study. The first source was in the form of a semi structured interview that included
questions that were aligned with the established research questions and literature review.
Each participant acted as a separate source by sharing their perspectives and personal
experiences from the same interview questions, which increased data validation (see
Carter et al., 2014). The second data source was a document analysis of the training
offered to teachers in the 2022-2023 school year. The document analysis allowed for

triangulation of the interview responses, increasing the study's credibility.
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The interviews were transcribed using the transcription software built into
Microsoft Word and listened to multiple times to ensure that each transcription was
accurate. As the researcher, | was required to be transparent throughout the study. This
involved providing explicit descriptions of each procedure used and justifications for
each procedure (see Adler, 2022; Yin, 2016). Remaining transparent about the research
and throughout the study further increases its credibility.

Dependability

A research study’s dependability revolves around the instrument used in data
collection and to what extent the instrument would allow for the same results if it were to
be used at a different time (Thomas, 2017). The consistency of results across multiple
researchers is heavily related to the validity of the methodology and data collection
(Stewart & Hitchcock, 2020). Human behavior is constantly changing, and interpretations
of results are subjective. Because of this, extensive descriptions of how each research
step was conducted were included in the methodology and data collection. To further
increase the study's dependability, steps taken to reduce researcher bias, such as self-
assessing throughout the research process and remaining objective, were explicitly
described in the final report. Explicit descriptions of results were represented in narrative
and table form, which can support future researchers’ understanding of results.
Transferability

Like credibility and dependability, a higher level of transferability was obtained
by sharing rich descriptions of each aspect of the research process, including details of

the methodology, data collection process, data analysis, and interpretation of findings.
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Including these descriptions allows readers to determine their understanding of whether
certain aspects of the study can and cannot be utilized in other scenarios (Stewart &
Hitchcock, 2020) and with a broader population (Shenton, 2004). Further, providing
these extensive details allows for the steps in this study to be utilized to further explore
general education teacher knowledge and understanding of students with EBD and how
to support them best.
Confirmability

Data collected in a qualitative research study need to accurately represent what
participants said and discussed throughout the interview process without being affected
by researcher bias. To this end, I included a coding scheme that showed the process of
how codes became themes that, in turn, directly related to the research questions. This
assists in ensuring that findings were objective with minimal researcher bias. As
previously mentioned, completing the document analysis allowed for the triangulation of
interview responses. Like credibility, triangulation of responses also increases the study’s
confirmability.

Ethical Procedures

Before recruiting participants and beginning the data collection process, | had to
gain approval from the International Review Board (IRB) at Walden University (approval
number is 05-01-24-1168424). Once approval was granted, | began recruiting and
selecting participants. The beginning of this process required permission from the school
district to conduct research. In addition, permission from the principals of each middle

school to contact teachers as potential participants for the study was also required.
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Participants were not approached until approval was granted because doing so would
have broken ethical requirements (see Clandinin & Connelly, 2004). Participants were
then selected based on specific criteria and willingness to participate.

Regardless of design or methodology, participants in any study needed to know
that their views, opinions, and personal life experiences would be confidential and well-
respected. | took several measures to ensure that participants had ethical protection. First
and foremost, participants' identities were hidden, and each participant was numbered for
confidentiality. Names and other demographic information of participants were not
included in any results. Participants' autonomy needed to remain at the forefront of the
data collection process. Rumrill et al. (2020) discussed that autonomy goes beyond
simply requesting and gaining consent from participants; autonomy entails the
participant's full understanding that they have the right to engage or not engage in the
study.

Further, Ross (2019) stated that participants must be informed of any potential
safety risks that could arise throughout their participation in the study, and they have the
right to withdraw from the study at any time. Before each interview, | explained their
rights as participants and emphasized that they could stop the interview at any time for
any reason. They were sent a letter of consent via email in which they had to respond “I
consent” to participate in the study.

Summary
This qualitative case study aimed to explore the training middle school general

education teachers in a Southeastern United States school district have had for supporting
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the needs of students with EBD. In addition, | sought to identify and describe what EBPs

are already in place that support the academic and behavioral needs of students with EBD
in the general education setting. Teachers from the school district have verbalized their
concerns and lack of preparedness when a student with EBD is placed in their classroom.
This lack of preparedness not only causes stress on the teacher but also affects the
achievement and overall success of the student.

A gualitative case study was chosen, and interviews were used as this study's
primary data collection strategy. A qualitative case study produces data that is rich in
detail, which allows for a deeper understanding of the stated problem. 12 participants
were chosen using purposeful sampling based on specific criteria. To protect participants'
identities and ensure confidentiality, each participant was numbered. Each participant
completed a semi structured interview that was recorded and transcribed. With the
assistance of data analysis software, interview codes were identified and placed into

larger themes. The following chapter provides a detailed description of the study results.
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Chapter 4: Results

Students with EBD struggle to achieve adequate yearly progress in inclusive
classroom settings (Kauffman et al., 2019) and lag behind their peers in multiple
academic content areas (Young, 2019). While many of these students receive support
within general education classrooms (McKenna et al., 2019), general education teachers
often lack the necessary knowledge to meet these students’ academic and behavioral
needs (Young, 2019). Though appropriate implementation of EBPs can act as a safeguard
prior to the removal of students from the learning environment, teachers often do not
know these practices or how to successfully implement them (Benstead, 2019; Bettini et
al., 2020; Freeman et al., 2019; Friend & Barron, 2019; Lanterman et al., 2021).

The purpose of this qualitative case study was to determine what training
opportunities middle school general education teachers in a Southeastern United States
school district report having for supporting the academic and behavioral needs of students
with EBD. In addition, I sought to identify and describe what EBPs are currently being
implemented to support the academic and behavioral needs of students with EBD in the
general education setting. Data were collected to answer the following research
questions:

Research Question 1: What training do middle school general education teachers
report having for supporting students with EBD?

Research Question 2: What EBPs are currently being implemented in the general

education setting that support the academic and behavioral needs of students with EBD?
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This chapter will provide a detailed description of the setting in which the data
were collected and the procedures utilized throughout the data collection process. 1 will
also discuss the data analysis process, including emerging themes.

Setting

Emails were sent to the principals at the four local middle schools. Three
principals agreed to allow their staff to receive invitations to participate in the study.
From these schools, 12 teachers agreed to participate in the study. Data for the study were
collected in various settings, allowing for the confidentiality of interview responses and
convenience for the participants. Three of the 12 interviews were conducted virtually.
The remaining nine interviews were conducted in person at the local library. As per the
participation criteria previously mentioned, participants consisted of middle school
general education teachers employed by the local school district. The years of experience
in teaching ranged from 1 year to over 20 years. All participants had experience teaching
students with EBD for at least one term in the last 3 years.

Data Collection

Prior to sending out emails requesting teacher participation, permission was
requested from the district through a virtual meeting with the designated committee.
Approval to complete the study within the district was granted on March 25, 2024.
Following approval from the district, invitation emails were sent to all principals in the
district. Before sending the invitation to principals, the invitation email was reviewed and
approved by the Institutional Review Board to ensure the confidentiality of all

participants. The invitation briefly described the research study, the requirements for
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participation, and the expectations for participation. Of the 91 invitation emails sent to
the three approved middle schools, 12 teachers agreed to participate in the study. The 12
teachers who agreed were sent a brief questionnaire to determine eligibility. All 12
participants met the eligibility requirements and were sent a consent form, to which all
participants responded with “I consent.”

Participants could complete individual interviews at the library or via Google
Meet. Out of the 12 interviews, three were completed virtually. Interviews were
conducted using an approved protocol of 14 semi structured interview questions. Before
using the protocol, a district behavior specialist and a school-level special education
specialist reviewed the questions. Interviews took between 20 and 30 minutes to
complete and were audio recorded and transcribed using the transcription software built
into Microsoft Word. To ensure the accuracy of the transcriptions, each transcription was
reviewed by comparing it to the voice recording. Based on the review, edits and
corrections were made to the transcriptions.

Data Analysis

Interview transcriptions were uploaded into the NVivo data analysis software.
From within the software, the transcriptions were coded. From the codes, 13 broad
themes emerged, eight relating directly to the research questions (see Table 1). Four
themes addressed the training that general education teachers reported having that
support students with EBD (Research Question 1). Participants shared their experiences
with attending training specific to supporting students with EBD. The four major themes

that emerged that support research question one were (a) teachers have no training for
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supporting students with EBD, (b) teachers have had alternate training that is not specific
to EBD, (c) teachers had a course in college about special education in general, and (d)
teachers have had independent training.

Four themes addressed the EBPs currently being implemented in general
education settings that support the academic and behavioral needs of students with EBD
(Research Question 2). Participants discussed various strategies and practices they use in
the classroom that have successfully supported students with EBD and students in
general. The four themes that emerged that support research question two were (a)
teachers use differentiation and individualization to support students with EBD, (b)
teachers use one-on-one interaction to support students with EBD, (c) teachers use cool-
down breaks to support students with EBD, and (d) teachers collaborate with special

education staff.
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Codes to Themes to Research Questions
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Research question Theme Codes
What training do Teachers have no training for -no training
middle school general supporting students with EBD -inadequate

education teachers
report having for
supporting students
with EBD?

What EBPs are
currently being
implemented in the
general education
setting that support the
academic and
behavioral needs of
students with EBD?

Teachers have had an alternate training
that is not specific to EBD

Teachers had a course in college about
special education

Teachers have had independent training

Teachers use differentiation and
individualization to support students
with EBD

-no training for EBD
-none

-different training
-special education training
-behavior training
-classroom management
-non specific training
-not beneficial training
-irrelevant

-college

-introduction course
-education

-education prerequisite
-class on special education
-disabilities

-types of disabilities
-research

-literature

-articles

-information

-book

-outside support

-read

-personal research
-differentiation
-different

-lesson plans
-individualized

-reach all learners
-student ability
-student focused
-accommodations
-modify

-whole child

-support

-unique learning
-adjust to learner
-adapt

-understand

-IEP
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Research question Theme

Codes

Teachers use one-on-one interaction to
support students with EBD

Teachers use cool down breaks to
support students with EBD

Teachers collaborate with special
education staff

-one-on-one
-redirection
-extra hands
-talk

-learn

-co taught
-proximity

-ask

-private
-remove student
-conversation

-walk
-hallway

-cool down
-safe space
-calm
-problem solve
-chill

-breaks
-collect thoughts
-cards

-remove

-collaborate

-special education teacher

-staff

-learn from others
-case managers
-para support
-trained staff
-listen

-co teacher

-work together
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The remaining five themes did not address a research question specifically, but
were relevant to the study and the literature. Two themes emerged that addressed the
conceptual framework, andragogy (see Table 2), specifically the two pivotal assumptions
of the role of experience and motivation to learn. The first theme was that teachers
preferred training relevant to their classroom. Secondly, teachers preferred hands-on
and/or real-life training.

Table 2

Codes to Themes Related to Andragogy

Theme Codes

Teachers prefer training that is -relevant

relevant to their classroom -beneficial
-work together
-team building
-applicable
-knowledge
-utilize
-immediate
-take away
-credible
-waste of time
-use what is learned

Teachers prefer hands-on/real-life -hands on

training -scenarios
-role-play
-handout
-take away
-hard copy
-case study
-engaging
-in person
-real life
-situations
-examples
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The final three themes were relevant to the study and were closely tied to the
literature (see Table 3): (a) teachers rely heavily on building relationships with students,
(b) teachers experience challenges and barriers when supporting students with EBD, and

(c) teachers use special education paperwork to familiarize themselves with students at a

surface level.

Table 3

Codes to Remaining Themes

Theme Codes
Teachers rely heavily on -relationships
building relationships with -build

students

Teachers experience
challenges/barriers when
supporting students with EBD

Teachers use sped paper work
as a way to familiarize
themselves with students at a
surface level

-positive experience
-understanding
-trust

-comfortable
-whole kid

-time

-interactions
-challenge

-barriers

-no strategies

-lack of knowledge
-stigma

-problems

-lack of relationship
-class size

-trauma

-over labeling EBD
-patience

-power struggle
-lack of support
-equality

-BIP

-1IEP

-FBA

-general knowledge
-utilize sped staff
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Results
Research Question 1

Research Question 1: What training do middle school general education teachers
report having for supporting students with EBD?

Answers to interview questions revealed that all 12 participants had minimal or no
training in supporting students with EBD. From the data analysis, participant’s responses
were broken down into four themes: (a) teachers have no training for supporting students
with EBD, (b) teachers have had alternate training that is not specific to EBD, (c)
teachers had a course in college about special education in general, and (d) teachers have
had independent training.

Theme 1: No Training

Data analysis revealed that five of the 12 participants had no training for
supporting students with EBD. They reported that if they did participate in training in this
area, it was many years ago and not specific to this special education population.
Participant 1 stated, “None. There's probably been one somewhere, but it's probably been
years.” Another participant acknowledged the local district explicitly, stating, “In this
district, none.” Based on the participants’ responses (see Table 4), it was clear that these
five could not pinpoint a time when they participated in training for supporting students

with EBD.
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No Training
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Participant Response

1
2
4

In this district, none.

Absolutely none, not one. Period. Ever. This is year 21.

None-none because there's never been anything specific to EBD offered
that | that | recall.

None. There's probably been one somewhere, but it's probably been
years.

I cannot honestly remember a recent training on supporting students
specifically with EBD.

Theme 2: Alternate Training

The second theme that emerged that supported Research Question 1 is that

teachers have had alternative training experiences that are not specific to supporting

students with EBD. Three of the 12 participants referenced personal experiences of

training that were much broader and not EBD specific (see Table 5), specifically

Participant 6, who explained how previous training did not focus on one specific

disability category. Participants 3 and 10 noted that they attended training that taught de-

escalation strategies that are used in the event of a crisis. However, these trainings did not

specifically emphasize how to support students throughout day-to-day academic and

social activities or provide strategies to support students with EBD.
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Table 5

Alternate Training

Participant  Response

3 So I don't think I've been through any training specifically for students
with EBD. | have done the Mindset training, which I guess would help in
response to an outburst if necessary, but as far as like training and how to
help them regulate in the classroom academically or socially, I've not had
training on that.

6 And that. In itself is, | feel like that, there's a lot more just blanket special
Ed type training for teachers and then really to just kind of specialize in
like this area or this type, and I think it would, I think, across the board, it
would be nice for teachers to have more streamlined training. Yeah, | |
don't think I’ve had anything that I could say that would be beneficial for
EBD.

10 | don't. Because I'm not special ed certified. I'm just general Ed. So | don't
know that I've been in any that’s just specific for that. [ know I've been in
some that have just kind of been a de-escalation training type deal. | can't
recall any that I've ever been that this is what you do for a kid who is
flagged EBD. So probably none. Maybe one, the de-escalation one.

Theme 3: College Course

Three of the 12 participants mentioned college courses that skimmed the surface
of special education (see Table 6). Less than 50% of participants in the current study
noted taking a college course for special education, and if they did take one, it was broad
and not disability specific. Participants 8 and 12 reported participating in a class that
briefly explained each disability category, but not how to support students who fall into
those categories. Participant 9 was required to take a course on exceptional children to
graduate, but most of this participant’s knowledge had come from special education

coworkers.
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Table 6

College Course

Participant Response

8 I have not had any kind of training or anything. The closest thing would
be whenever | was at college. In a class that kind of just explained some
of the disorders, but no kind of strategies for it.

9 I think the only thing I ever had was when | was getting my masters and
we had to take the exceptional child class to graduate. That was it.
Everything else has been through very fortunate circumstances to work
with incredible teachers who are special Ed and have taught me and
allowed me to grow.

12 Other than the very brief course I took in college, | have not participated
in training for supporting students with EBD. And that course just
explained all the different types of disabilities, more awareness to what
they are, not really how to support them in the classroom. I rely heavily
on the co-teacher.

Theme 4: Independent Training

Three of the 12 participants described acquired knowledge they sought out
independently (see Table 7). Two of the three participants also fell into two of the
previous themes. Participants 6 and 12 mentioned nonspecific training (Theme 2) and
shared doing independent research and looking up information on their own. Participant
11 shared an experience of being handed printed material from another person in the
county. This participant also noted having district-level support come into the classroom
to assist with a difficult student, but there was no training unless it was sought out

independently.
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Table 7

Independent Training

Participant Response

6 | can read lots of research on my own. | can look up information on my
own time.
11 I was handed a book by someone in the county. | was handed a workbook

and that person just said read this and it'll give you all your answers. And
then the student that I'm thinking of, | have support from the county
come in, but there was absolutely no training if I'm going to be really
honest. It was just I'm going to come in and observe, but | wouldn't say
there would be any actual professional development. Unless I sought it
out myself.

12 I have read some articles here and there, but I have sought those out by
myself.

Research Question 2

Research Question 2: What EBPs are currently being implemented in the general
education setting that support the academic and behavioral needs of students with EBD?

Answers to interview questions revealed that nine of the 12 participants currently
utilized various strategies that support students with EBD, but they were unclear if these
practices were considered evidence based. From the data analysis, participant’s responses
were broken down into four themes: (a) teachers use differentiated and individualization
to support students with EBD, (b) teachers use one-on-one interaction to support students
with EBD, (c) teachers use cool down breaks to support students with EBD, and (d)

teachers collaborate with special education staff.
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Theme 1: Differentiation and Individualization

Seven of the 12 participants noted using differentiation and/or individualization to
support students in their classroom, including students with EBD (see Table 8). Some of
the specific differentiated strategies mentioned were proximity control, positive
reinforcement, and changing the presentation of the material. Participants 1 and 12
mentioned allowing students to move around if it would support their success in the
classroom. Participants 1, 2, 5, and 12 noted how they differentiate based on each
student’s learning needs. All seven participants alluded to the importance of getting to

know each student and understanding what they need on an individual level.
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Differentiation and Individualization

Participant

Response

1

N

12

Definitely understand the kid. If they need movement, if they need
proximity control, if you know they don't like to be around or getting
close to other people, if they don't like to be close to the teacher, some of
them, you know kind of need to sit close and I've had students that need
to sit in the back, kind of don't need to have a a shoulder partner at their
table because that could become, you know, if they're escalated that
could become a problem for them.

It depends on the student. It honestly depends on the student.

| think they need to be supported emotionally, academically and
socially, just as any other child. But I also think there needs to be a
different level of understanding again in how they might respond to
certain situations.

So we do a lot of differentiation. Letting students kind of work to their
level, so especially for like sped kids or kids that are lower level. | grade
them on sometimes on what they turn in. Now. A lot of times they don't
turn it in at all, but if they're working and | know they're actively
working, you know, you get the praise, you get the reward. We’re trying
to, you know, motivate that and keep that rolling, so it gives them that,
hey, I did something get I’'m going to get rewarded for it. I'm going to
get praised for it. | want that positive reinforcement. So. I'm going to
keep doing it, and so that's one of the main things we look for and you
know on top of that keep building that relationship along with them.
Pretty much all my lesson plans, I try to make where even students that
have ieps or any accommodations, | base it for them so | don't have to
do extra stuff really for them

So if that means that lesson for that kid needs to be a little bit different
or in a different environment in order for them to be successful and be
who they are and it not be a trigger that's going to change the trajectory
of their day. That's it.

All kids have their own unique ways of learning. Some need to move
more, some need the material presented in different ways. EBD kids are
no different, we need to accommodate that and be flexible with
changing things up.




80

Theme 2: One-on-One Interaction

Half of the 12 participants discussed the importance of using one-on-one
interactions to support students with EBD (see Table 9). This includes having one-on-one
conversations when redirection is warranted. Two participants expressed the importance
of having a co-teacher in the classroom when a student escalates. It allows one teacher to
take the escalating student, if they are willing, out of the environment to have a
conversation or calm down. Four of the six participants noted talking to students when
behaviors arise and taking the time to figure out the foundational piece of why the

behavior is occurring.
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One-on-One Interaction

Participant

Response

1

12

I have found that they need a lot of one-on-one redirection... what has
worked for me in the past was basically a lot of one-on-one. A lot of
one-on-one. | guess you have a lot of, sometimes a lot of pushback |
think like they refuse to do what the group is doing. So that's why, you
know an extra set of hands in the classroom, even if it's me or the Co
teacher, is helpful. But yeah, it takes a lot of one-on-one.

Try one-on-one conversation. Ask them if there's anything I can do or if
they need to share anything with me, so we need to step in the hallway.
in that one-on-one time, as | really got to talk to him and just learned a
lot about him and actually learned the trauma that is possibly like led to
a part of that diagnosis for him...work one-on-one and all of these
students that I've taught with EBD have been in a Co taught class, so |
have that special Ed teacher there with me to assist with those types of
things.

Usually the first thing I do is just kind of stand there in proximity that
first time, you know. When you see them start to kind of amp up, like
hey hey calm down and then ask them what you know what's going on
and see if they'll tell you. Sometimes they'll tell you like “so and so took
this, they looked at me from across the room” or something. You can
deescalate some of that pretty easily. Other times they won't even tell
you. It's just you can see it building up inside of them, but proximity and
then starting to talk to them.

I think, for the most part, it would be trying to create a calming
atmosphere and maybe if it means removing the student from a situation
where you can talk with that student, one-on-one.

When | see an EBD student start getting fired up or | see they are
shutting down, | like to have quiet one-on-one conversations with them.
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Theme 3: Cool Down Breaks

Using various types of cool down breaks was mentioned by seven of the 12
participants (see Table 10). Individual students’ needs highly influenced the type of break
given. Participant 2 noted that some students are “shut down kids” and explained that
when they shut down, they often just need time to have their moment before having a
conversation. Going on walks and/or removing the student from the triggering situation
in general was mentioned by five of the seven participants. Building breaks into the daily

routine was also noted as important, not only for students with EBD, but for all students.



Table 10

83

Cool Down Breaks

Participant

Response

1

10

12

I usually try to, you know, get them to take a walk or walk with me or
get my Co teacher to take a walk with them. Just to kind of, you know,
see what's going on, maybe give them that minute to cool down. Like
definitely cool down. Not be left alone, but definitely like a cool down
like hey, let's figure out what's going on and let's figure out how to fix it.
If it’s a shut down kid. I'll let them have their moments. I'll let them
calm themselves, chill, put their head down and then go from there...do
you want to go on a walk? Sometimes we'll go sit on the staircase and
just sit.

So as for like strategies for students who are diagnosed EBD. | think a
great thing that I try to do, don't always do, but try to do, is giving them
breaks and really breaking down things step by step... If there's not a
response, then | kind of just make the best choices and encourage a
break or encourage a walk, and that's kind of been my best practice
when | notice that it's about to go down.

But also sometimes | think you just need to give them a space where
they can go and just kind of collect their thoughts instead of kind of
pushing at them and pushing at them

The biggest thing is cool down. Some of them have cards, so if they do
need to take a second and walk out, they just show me their cards so
they don't really have to talk at all. But cool down is probably the most
that I use for a couple of them

So I'll try to remove the student from the situation. I know a lot of times
we're taught to get everybody else out of the way, but in middle school
that's nearly impossible. So I try to remove the student instead. If that
doesn't work, I've always called an assistant principal. So you know just
that's what we start with first and then letting the kid cool off and then
having a conversation with him okay, let's go back. Let's talk about it.
Kids sometimes just need breaks built into their day. Even when they’re
not melting down, but when they are melting down a break allows a
moment to collect themselves and cool off.




84

Theme 4: Collaboration

Communication between general education teachers and special education
teachers is necessary, especially when working in a collaborative setting. Half of the
participants stated that working closely with their co-teachers and paras is important;
however, this depends heavily on the classroom dynamics and the personalities of each
person (see Table 11). One of the six participants noted that sometimes coteaching goes
well, and sometimes it is as if the co-teacher is not even in the room. Two participants
mentioned that they rely heavily on their co-teacher to utilize EBPs when working with
students in special education, especially students with behavioral difficulties.
Table 11

Collaboration

Participant ~ Response

1 I think working with the Sped Teacher Co teacher is very important.

3 I rely a lot on this sped teacher to do the majority of that work, which |
know is, is not their full responsibility. It's also mine.

8 So some of the big things that help out those students are when they are

able to have a para with them because they are trained, highly, and have
different strategies to help them out and then talking to the para about
some of the strategies | can use for one-on-one or if the para is absent

9 I think I'm real good at listening and watching those that are experts and
recognizing that | want all my children to be successful
10 Most of the time the EBD kids that | have are in co-taught classes, so |

have never really done evidence-based research for myself to not treat
the kids but work with the kids. I normally leave that up to the co-
teacher which has gone well in some years and has gone they might as
well not even be in the room in other years

12 I try to talk to case managers about students I will teach prior to teaching
them. | want to have an idea of what has worked with specific students
in the past.
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Other Important Themes

Answers to interview questions revealed five themes that are not specific to the
two research questions but are relevant and important to the study: (a) teachers prefer
training that is relevant to their classroom, (b) teachers prefer hands-on/real-life training,
(c) teachers rely heavily on building relationships with students, (d) teachers experience
challenges/barriers when supporting students with EBD, and (e) teachers use special
education paperwork as a way to familiarize themselves with students at a surface level.
Though these themes do not tie directly to the research questions, they contribute
significantly to the results of the study and provide context. Two of the aforementioned
themes relate directly to the conceptual framework of andragogy, while the other three
are parallel to the themes that emerged in the literature.
Theme 1: Relevant Training

Based on participants' responses, it was clear that teachers are more motivated to
attend training relevant to their classrooms. This relates directly back to the pivotal
assumptions in Knowles’s (1989) adult learning theory, specifically the role of
experience and motivation to learn. Knowles’s theory states that adults show more
interest in the subject being learned if it is relevant to their job. If teachers have attended
numerous trainings unrelated to their classroom, they may not be as motivated to acquire
new knowledge. Further, previous training experiences and preconceptions of students
with EBD can hinder a teacher’s ability to be open to new concepts.

Nine of the 12 participants identified relevancy as a motivating factor in attending

a training (see Table 12). Four of the nine participants mentioned wanting to be able to
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take away new knowledge or ideas that they could immediately implement in their
classrooms. Knowing that they would have students with EBD (or any other specific
disability) in their classroom was noted as a motivating factor to attend. Participant 7
stated, “I don’t want to spend my time on a training where I’m just checking a box.” This
comment suggests that some of the trainings in the past have been mandatory but

irrelevant.



Table 12
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Relevant Training

Participant

Response

1

10

11

12

Attending it with the special Ed team, that | know would be beneficial,
so that you could, you know, we can understand how to work together
as a team, like a team building thing.

Labeling what is and what's not and those that are EBD, here are things
that work for kids that have this kind of emotionality or behavior. This
would be super beneficial for the ones that are actually in the building,
not just here are all the different types of EBD conditions, labels,
whatever there are out there, but ones that are specific to the building
because then you're not inundated with information that you don't
need...make it relevant to the building

I think it would be more encouraging for me to attend if | knew that |
was going to teach a student with that diagnosis. | think a lot of teachers
and now I'm speaking generally not myself, sometimes feel as if training
is not applicable to them, but if they know that they're going to teach a
child with that specific diagnosis, I think that could be helpful.

If I could see how to apply it to my classroom if it was, | guess executed
by somebody who was knowledgeable.

I think it would be something that | know | could utilize immediately in
my classroom or with my students. You know something that would
definitely have a, not, | can read lots of research on my own. | can read,
you know. I think it would be something that | could take away and
hopefully make the classroom experience more successful for the EBD
students and the other students

if 1 know that that training has credibility and I'm going to get something
out of it, I don't want to spend my time on the training where I'm just
checking a box

If I knew the kids that | was going to have next year. if | had a lot of
kids with EBD I would go if | didn't then | probably wouldn't.

When | go to training | want to walk away with the things that are going
to be successful in my classroom.

I want to actually use what I learned in a training. If it is not relevant to
me and my classroom, | could be doing other things.
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Theme 2: Hands On/Real-Life Training

Like Theme 1, Theme 2 is related to the pivotal assumption of motivation to learn
in Knowles’s (1989) adult learning theory. Nine of the 12 participants mentioned hands-
on training as more beneficial than sitting and listening to a presentation or completing
online modules (see Table 13). Some participants gave examples, such as role-playing
scenarios, while others felt they needed something to take with them, like a manual or
handout. Participant 6 not only discussed the need for training that provides a better
understanding of what to do in certain situations with different types of students, but also

the need for training that deepens knowledge of the actual disability of EBD.
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Hands On/Real-Life Training

Participant

Response

1

10

I would say definitely role play scenarios; you know this is how an ebd
child acts. I think a lot of us don't understand they all act differently. So,
these are some of the common behaviors. And then like maybe have
those scenarios played out and then watch people effectively manage
those behaviors.

Definitely role-playing and like specific examples... some like real life
examples, some role-playing, some strategies for handling those
situations

...maybe we did some role-playing. Where we could actually see what
typically occurs and how an EBD specialist would recommend that we
deal with those things.

Real world scenarios, simulation, even stuff like that, where it's like you
try, you get told this is what works. Because that's the best way. | mean
trial by error. | think that would work really well.

I think most of us tend to believe it's just a child that's going to be
reactive and have these explosive episodes and | think maybe
understanding that there's a lot more to this disability and for all of us to
be able to have a better understanding of what to do in certain situations
and with certain, different types of students.

Something to put my hands on, a handout, a takeaway. A PowerPoint to
go with it, but more just, I like that hard copy of being able to go back
through, leaf through, and find this strategy or that strategy that I can
then apply to student A or student B who are coming my way.

Hands on is always my best thing, so | mean the most | try to do that in
my class too. That's the way I learn is hands on. | know our students
learn by hands on so hands on is the best thing for me.

I'm a big proponent of doing like case study stuff... I think sometimes
you go to these meetings and these trainings and they are truly a waste
of time. Someone gets up and reads a PowerPoint to you and all you can
think is this could have been an e-mail. So I think having something that
teachers can engage with

Not online because | will not pay attention and I'd say definitely include
real life situations. I like things on paper like printables, handouts, that
kind of thing. | like seeing scenarios of situations. I don't want to act it
out. But If you’re leading a training and you have a team of people that
were helping you with it like you and the team. Okay, how would we
handle this situation that kind of thing.
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Theme 3: Building Relationships

As previously discussed in the literature review in Chapter 2, students with EBD
benefit heavily from positive student-teacher relationships (Van Loan & Garwood, 2020).
Nine of the 12 participants made note of the importance of taking the time to build
relationships with students and establish trust (see Table 14). They recognized that
students with EBD tend to be more challenging to build relationships with, but
emphasized how beneficial it is. Participant 12 discussed the correlation between building
relationships and trust with students and experiencing more positive interactions, even
when the interaction was negative, for example, redirection or conversations about

disciplinary measures.
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Building Relationships

Participant

Response

1

2

10

12

Building those relationships. Building relationships with the student is
important.

it's a relationship room. They need a relationship room. They have to
find that relationship person, whether it be the adult in the room or even
another student, they need a relationship person in order to feel
comfortable in the space.

Because | have very little training, | don't consider myself very educated
on evidence based practices for students with EBD, so I've kind of just
worked to build a strong relationship with those children.

So positive experiences building a relationship with a kid who struggles
and just being able to say, just because you see us here as professionals
doesn't mean we all come from perfect childhoods.

I think a lot of it's the same with the regular students, it's relationships,
but it might be even more important with the EBD kids because to be
able to back them down off the ledge or get them to calm down a little
bit or think about it a different way, you've got to have that little
personal connection with them where they want to listen to you. They
don't just want to fly off the handle and upset you. So they, take a deep
breath and let me try to think about this without being crazy, but I think
that's the biggest thing that can help you with them, is having that
relationship.

| find it very positive coming from a teacher's view is when you feel like
you have actually developed a relationship with that student where they
feel comfortable with you and I think in turn when that happens, you're
able to help them not just act academically, but with just being able to
work through their other issues or to help complete whatever they’re
kind of working on

I think you have to know the whole kid first. | really feel like there's got
to be someone who has built a relationship with them that allows you...
and like fosters that relationship with you...But I think the big thing
with an EBD kid is not so much something that you're going to be able
to find in a number or in data. You're really going to have to dig deep
and figure out what makes that kid tick and what makes them act or
react to situations the way they do, and that only comes through opening
yourself up and having a relationship with them

so this is kind of cliche to say but I think a lot of it | mean it all depends
on your relationship with the kid and how you handle certain situations
Building relationships with kids is everything, especially more difficult
kids. I have noticed that the more time | take to really get to know them
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Participant  Response
and establish that trust, the more positive our interactions, negative and
positive interactions.

Theme 4: Challenges/Barriers

Ten of the 12 participants noted various challenges and barriers in supporting
students with EBD (see Table 15). These identified barriers can be categorized into
systemic, attitudinal, and instructional. At a systemic level, there is a lack of knowledge
among teachers regarding EBD and the strategies available to support these students. The
research has identified this limited knowledge as a significant barrier to including
students with EBD, contributing to these students’ lack of progress (French, 2019;
McGuire & Meadan, 2022). While Participants 3 and 11 highlighted an overall lack of
understanding of the disability, others noted the limited strategies available to support the
students effectively. Limited understanding of EBD perpetuates the negative stigma
associated with the EBD label.

This lack of knowledge and understanding further exacerbates the attitudinal
barriers that teachers encounter. Participants 4 and 9 emphasized that their insufficient
knowledge has led to negative attitudes toward this disability, and the feelings of being
ill-equipped contribute to frustration and a lack of patience when attempting to support
this population. Additionally, there are challenges stemming from student trauma, leaving
teachers feeling unprepared to address these issues. Research has suggested that a
significant number of students with EBD have faced some form of maltreatment
(Mattison et al., 2021). Despite the substantial percentage of students who have

experienced trauma, teachers feel unprepared to meet these students' needs due to
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inadequate training and insufficient knowledge of effective strategies (Brunzell et al.,
2019; Hobbs et al., 2019).

Participant 2 expressed frustration over the increasing number of students flagged
for EBD and the potential for mislabeling, which limits resources for those who
genuinely need support. Other instructional barriers discussed included large class sizes
and a lack of resources, both of which impact teachers’ ability to provide individualized

assistance to students.
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Challenges/Barriers

Participant

Response

1

(e}

Trying to understand how they've got to this point. It’s very hard if
you’ve not gone through trauma and if that is what you (the teacher)
know caused these problems, trying to understand the root of it and how
to help them manage it.

I could not tell you one evidence based practice that | know of that's
specific for an EBD student... the biggest barrier that I have is the
longer I'm in, the more flags | get that are EBD that I really don't think
are EBD. | just think they're just bad kids and they're being mislabeled.
And | think that that's what causes a lot of the issues with students
getting the support that they actually need.

I think just the lack of knowledge, I don't know a lot about EBD other
than the fact it's emotional behavior disorder. | don't know how it's
diagnosed, | don't know who diagnoses it. | don't know any of those
things. So I would say that I’'m lacking knowledge there. But it falls kind
of back to the relationships, which is where | just try to do the best that |
can do.

I think there's a lack of knowledge like, from the top down. | mean
admin. | think a lot of time they just don't really know how to deal with
EBD kids. And teachers, we don't really know a lot about how to deal
with students who have EBD. And because like | said, most of the time
teachers just say, oh, they’re BAD. And so I think that's the biggest
barrier is that we're ignorant. It's not that we, | mean it's not that we don't
want to know, we just haven't been taught

I think large class sizes can be hard to deal with students like that. You
know, if I got 30 kids in there and one’s starting to kind of have a
meltdown, then I'm now directed at one child. And | may have a Co
teacher in there or may not, depending on what's happening that at that
class period. So it can be very difficult in large class sizes for us to deal
with that while trying to instruct and trying to. Oh, well, now he's going
to start acting up over here because this one and it's just like. Snowball
effect.

I'm going to say sometimes for my own personal level, patience. | tend
to be a very patient person. Until I'm not. And then sometimes that turns
into a power struggle that looking back, I could always go- yeah, | could
have handled that differently.

Not having enough strategies to help them out.

I think one of the barriers is that there’s a stigma out there, that an EBD
kid is a bad kid and they're disrespectful and they're going to be an
automatic behavior problem in your classroom. And so | think
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Participant  Response
sometimes it's just fighting that with people, your colleagues and other
people that work with them to get them to see what uniquely makes
them just a good kid. That's a huge barrier to me. But | think too, there's
just not enough out there for a general education teacher to sit through
and know, but I don't know that you could ever truly get the knowledge
that you would need as a general education teacher, to be an expert with

EBD.

10 It's hard to reach a student with EBD if | don't know them... so | would
say not having a relationship would be the major barrier.

11 Lack of knowledge. | know that EBD is kind of, like many things, where

it's a there's a lot of things that kind of fall under that umbrella, but I
think because there is such a lack of knowledge there, that I can’t
support as best as | could say a different demographic

Theme 5: Using Special Education Paperwork

Seven of the 12 participants referred to familiarizing themselves with students by
reading special education documents, especially IEPs and BIPs (see Table 16). In
contrast, Participant 2 noted the importance of learning about the individual students
before digging heavily into the paperwork. According to this participant, not all teachers
get the same thing out of a student every year, and opinions of students can vary
drastically from teacher to teacher. Instead of assuming a student will behave in a certain
way based on a previous teacher’s opinion, this participant prioritized getting to know the
student in person and not from paperwork. For students with EBD in particular,
participants noted the importance of reading the BIP and being aware of the behaviors

that could be observed in the classroom and ways to manage them.
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Using Special Education Paperwork

Participant

Response

2

11

Not everyone gets the same thing out of a student every year, so | work
hard to make sure that everybody in the classroom is treated in a way
that is best for them and so I'll try my way 1st and if I find myself
running into something's not working then I'll go to a BIP or IEP and
look for what it is that I'm missing.

So as far as academics within the IEP, there's not much. It's more
focused on the behavior. Therefore the bip really plays the most, but I do
follow whatever is stated there, but work one-on-one, and all of these
students that I've tagweraught with EBD have been in a Co taught class,
so | have that special Ed teacher there with me to assist with those types
of things.

So we adhere to the BIPS. The IEP's, obviously a lot of that comes more
to the testing or towards seating arrangements and stuff like that or
reinforcing questions with them or checks for understanding. A lot of
that doesn't guide the lessons so much as we use it to guide how they use
the lesson if that makes sense.

| think being familiar with them is a good way to get started with that
student, and I think as you go through the time that you have with that
student, | think that's a good starting point.

First and foremost is read their file. Read their file, see if there are any
listed triggers....with the BIP, it's know what their behavior is. You
know, why did they do that? Is there a if you do this, then you're going
to get this. Well, if | put student A at the front of the classroom and in
the bip it says don't put them at the front of the classroom because it
makes them feel like they're on stage or they're in the spotlight and that
doesn't work well for them. Don't do that.

Well, of course you gotta read them. You've got to read them, and
you've got to have a generalized knowledge of them so that when you
are planning lessons and you're planning seating charts and how you're
going to line up and how you're going to pass out supplies and do all the
things that come with managing a classroom. You got to keep all that in
mind when you've got a group of EBD kids in your classroom, because
the main thing you don't want to do is call them out on something that's
going to be a trigger or not give them what their structure and their plan
calls for, because that can also call them out.

| look at testing accommaodations, instructional accommodations. If it
says things like preferential seating to be seated by self, I mean I try to
make sure that my classroom is set up that way as best to my ability
within the space
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Document Analysis

To triangulate the data, a document analysis of training opportunities offered
throughout the 2022-2023 school year was completed. When the appropriate personnel
were first contacted, the response was that there were minimal, if any, professional
development opportunities offered to general education teachers that focus on supporting
the academic and behavioral needs of students with EBD. Upon further investigation, it
became clear that this was accurate information, and there were minimal opportunities for
general education teachers. An email was sent to district personnel requesting access to
the district’s professional development opportunities for the 2022-2023 school year. The
2022 summer and preplanning schedule was shared, as well as all 2022-2023 monthly
newsletters, which list all professional development opportunities throughout each
month.

No professional development opportunities were offered directly to general
education teachers that focused specifically on supporting the academic and behavioral
needs of students with EBD. However, throughout the entirety of the 2022-2023 school
year, there were numerous professional development opportunities offered called
“Mindset Certification Training.” Mindset is a safety management training program that
teaches teachers and support staff specific de-escalation skills that can be used to prevent
and manage aggressive behaviors. Some of the offerings were “initial” trainings, while
others were “recertification training.” The initial training was for individuals who had
never completed the training, and recertification training was for individuals who renew

their certification annually.
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Their schools determine the teachers and staff who participate in Mindset training.
Most of those individuals are special education teachers and support staff. If and when
this training is offered to general education teachers, the individuals are primarily men
and/or coaches. Administrators participate in this training as well. Initial training was
offered seven times throughout the 2022-2023 school year. Recertification training was
offered five times. The information gathered through the document analysis supports the
responses from participants in that there were few to no training opportunities for general
education teachers that focused on supporting the academic and behavioral needs of
students with EBD.

Evidence of Trustworthiness

Qualitative research typically involves spending extended periods with the chosen
participants. Participants may share personal information about themselves or their work
environment during this time. For this reason, it is important to take the time to make
participants feel comfortable. Qualitative studies rely on descriptions (Adler, 2022). For
the current study, descriptions were received in the form of detailed interviews. Because
these interviews were extensive, | needed to follow the four key criteria for establishing
trustworthiness: credibility, dependability, transferability, and confirmability (see Stahl &
King, 2020).
Credibility

When a research study is considered highly credible, it indicates reasonable and
trustworthy results (Stenfors et al., 2020). Specific strategies were used to support the

credibility of the current study. Triangulation, or utilizing more than one data source, was
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utilized to ensure the validity and credibility of the results. Further, triangulation assists
in reducing research bias that might come from using only one data source. The first data
source was in the form of a semi structured interview that included questions that were
aligned with the established research questions and literature review. Participants acted as
a separate source by sharing their perspectives and personal experiences from the same
interview questions, further increasing data validation (see Carter et al., 2014).

The second data source was a document analysis of the training offered to
teachers in the 2022-2023 school year. The document analysis allowed for cross-checking
and further validated the findings. Not only did the document analysis triangulate the
interview responses, but it also further supported the literature. This allowed for a more
comprehensive understanding of the research problem being studied and showed an
agreement across multiple data sources.

The interviews were transcribed using the transcription software built into
Microsoft Word. To increase credibility, the transcriptions were also listened to multiple
times, which helped ensure that each transcription was accurate. As the researcher, | was
required to be transparent throughout the study. This involved providing explicit
descriptions of each procedure used throughout the study and justifications for each
procedure (see Adler, 2022; Yin, 2016). Remaining transparent about the research and
throughout the study further increases its credibility.

Dependability
The dependability of a research study revolves heavily around the instrument used

to collect data and to what extent it would allow for the same results if it were to be used
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at a different time by a different researcher (Thomas, 2017). Further, the consistency of
results across multiple researchers is heavily related to the methodology's validity and
data collection (Stewart & Hitchcock, 2020). To assist in the successful replication of this
study and ensure higher dependability, the methodology included a clear outline of the
research process, including detailed descriptions of each research step.

Steps were taken to reduce researcher bias, which further increased the study's
dependability. This included self-assessing throughout the research process and
remaining objective. Triangulation of the data was also used to reduce researcher bias.
Utilizing multiple sources for data collection, in this case, interviews and document
analysis, further validated the results. Further, results were explained with rich
descriptions and interpreted in narrative and table form. This can support future
researchers’ understanding of results.

Transferability

Like credibility and dependability, transferability was obtained by explaining the
methodology, data collection process, data analysis, and interpretation of the findings in
explicit detail. These thick descriptions allow future researchers to use the same steps to
further explore general education teacher knowledge and understanding of students with
EBD and how to support them best. Providing these details allows readers to form their
own understanding of whether each aspect of the study could be used at another time in
different situations (Stewart & Hitchcock, 2020) and with a more extensive population

(Shenton, 2004).
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Confirmability

The qualitative research study data must represent what participants said and
discussed during their interviews to establish confirmability. This helps ensure that the
findings are not influenced by researcher bias. All data collection and analysis steps have
been laid out and described in detail to maintain transparency. | used NVivo coding
software to develop a coding scheme that showed how codes became themes that, in turn,
directly related to the research questions. This further assists in ensuring that findings are
objective with minimal researcher bias. As previously mentioned, triangulation of
interview responses was used to increase the study’s confirmability.

Summary

The purpose of this chapter was to describe the setting in which data were
collected, the participants, the data collection process and analysis, and the results of the
final study. This chapter also discussed the evidence of trustworthiness, including
credibility, dependability, transferability, and confirmability. Through data analysis, four
major themes emerged that support the training that middle school general education
teachers report having for supporting students with EBD (Research Question 1) : (a)
teachers have no training for supporting students with EBD, (b) teachers have had
alternate training that is not specific to EBD, (c) teachers had a course in college about
special education in general, and (d) teachers have had independent training. Four themes
emerged that elaborate on the EBPs currently being implemented in the general education
setting that support the academic and behavioral needs of students with EBD (Research

Question 2): (a) teachers use differentiation and individualization to support students with
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EBD, (b) teachers use one-on-one interaction to support students with EBD, (c) teachers
use cool down breaks to support students with EBD, and (d) teachers collaborate with
special education staff.

Though not directly related to the research questions, five themes emerged that
were relevant and important to the study: (a) teachers prefer training that is relevant to
their classroom, (b) teachers prefer hands-on/real-life training, (c) teachers rely heavily
on building relationships with students, (d) teachers experience challenges/barriers when
supporting students with EBD, and (e) teachers use special education paperwork as a way
to familiarize themselves with students at a surface level. Two of these themes are related
directly to the conceptual framework of andragogy, while the final three relate directly to
the literature review. A document analysis was completed to determine the professional
development and training opportunities offered through the district in the 2022-2023
school year. The purpose of this was to triangulate responses to interview questions with
the actual training opportunities offered to staff. The final chapter of this study will
discuss an interpretation of the findings, limitations, recommendations, and implications

of the study.
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Chapter 5: Discussion, Conclusions, and Recommendations
The purpose of this qualitative case study was to explore what training middle
school general education teachers report having for supporting the needs of students with
EBD. Further, I sought to identify and describe what EBPs are currently being
implemented to support the academic and behavioral needs of students with EBD. Data
were collected through 12 individual interviews and a document analysis of training
offered in the school district through the 2022-2023 school year. Determining what
training general education teachers have already had and what EBPs are already being
utilized can assist in determining what additional training they need to better support the
academic and behavioral needs of students with EBD in the inclusive classroom setting.
Having better-prepared general education teachers could potentially increase these
students' success.
Interpretation of the Findings
Students with EBD possess a broad spectrum of characteristics that are often
difficult to manage. This is especially true in the general education classroom setting;
however, this setting is where many students with EBD receive their services (McKenna
et al., 2019). General education teachers are tasked with providing their students with a
positive classroom environment and supporting all academic needs, including students
with significant behavioral issues. This proves problematic for general education teachers
due to barriers involving a lack of training and knowledge of EBPs. The literature has

suggested a gap in the practice of using EBPs to support the needs of students with EBD
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because of an overall lack of knowledge (Freeman et al., 2019). Two research questions
were developed to further investigate this gap in practice in a local school district.

Research Question 1: What training do middle school general education teachers
report having for supporting students with EBD?

Research Question 2: What EBPs are currently being implemented in the general
education setting that support the academic and behavioral needs of students with EBD?

The analysis of 12 interview transcriptions identified 13 themes. Eight themes
specifically support the two research questions, while the remaining five are relevant to
literature and the conceptual framework, andragogy. Organized by research questions, the
remainder of this section will discuss the identified themes and how these themes
compare to the literature review in Chapter two.
Research Question 1: Training

From the data analysis, participant responses regarding training opportunities
were categorized into four themes: (a) teachers have no training for supporting students
with EBD, (b) teachers have received alternative training not specific to EBD, (c)
teachers took a general course in special education during college, and (d) teachers have
engaged in self-directed training.

Consistent with existing literature, participants revealed that middle school
general education teachers in a local school district have little to no training to support
the emotional and behavioral needs of students with EBD. Numerous participants stated

they had not received any training relevant to this population. If they did, it was often
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many years prior or lacked specificity to EBD. Participant 4 remarked, “None—none,
because there’s never been anything specific to EBD offered that I recall.”

Others referenced alternative training experiences that were broad and related to
special education in general, occasionally addressing classroom behavior management
but failing to focus specifically on EBD. McGuire and Meadan (2022) found that while
teachers generally expressed openness to including students with EBD in their
classrooms, they believed that further professional development was necessary to support
these students effectively. These findings align closely with the current study, confirming
the literature's assertion that training opportunities targeted specifically at general
education teachers are inadequate (Alkahtani, 2024; Freeman et al., 2019; French, 2019;
Gage et al., 2018; State et al., 2019; Zaheer et al., 2019).

General education teachers participate in required training, primarily focusing on
curriculum and content. According to McGuire and Meadan (2022), this professional
development often emphasizes academics but fails to address students' social, emotional,
and behavioral needs. This lack of attention to additional needs can hinder students'
ability to master academic tasks (McGuire & Meadan, 2022), highlighting the necessity
for professional development to equally prioritize student academics and their social,
emotional, and behavioral health. Implementing further training may pose challenges due
to past negative experiences with similar training and ongoing concerns regarding teacher
burnout and attrition (Billingsley & Bettini, 2019; Garwood et al., 2018; McCullough et
al., 2022). In adult learning theory, an individual’s past experiences shape their

engagement with new learning (Knowles, 1980). Negative experiences with perceived
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unimportant or irrelevant mandatory training could impede teachers' willingness to
participate in future training, especially if it is not compulsory.

Discussions also revolved around surface-level college courses and alternative
training that focused on de-escalation. Participant 3 shared,

So I don’t think I’ve been through any training specifically for students with

EBD. | have done the Mindset training, which I guess might help in response to

an outburst, if necessary, but as far as training on how to help them regulate in the

classroom academically or socially, I've not received training on that.
This refers to "Mindset Certification Training," aimed at equipping teachers and support
staff with de-escalation techniques to prevent and manage potentially aggressive
behaviors. While there are no strict requirements for participating in this training,
individual schools typically select teachers and staff to attend, with a preference for
special education teachers and support staff rather than general education teachers. This
finding aligns with the work of McGuire and Meadan (2022), emphasizing that
professional development for general education still tends to be predominantly academic
and insufficiently addresses social, emotional, and behavioral needs.

Participants who attended college courses commented on the superficial nature of
the content. Participant 9 stated, “I think the only thing I ever had was when I was getting
my master’s, and we had to take the exceptional child class to graduate. That was it.”
This suggests that while some teachers are introduced to concepts related to special
education disabilities, these courses do not provide adequate depth to support students

effectively in the classroom. Soares et al. (2022) noted that many teacher certification
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programs require candidates to complete a special education course before graduation.
However, participants reported that such introductory courses failed to delve deeply into
practical strategies for supporting these students. Research by Alkahtani (2022) and
Stevenson et al. (2020) emphasized the insufficient preparation provided by teacher
preparation programs in equipping preservice teachers to manage behavior and support
students with EBD, reflecting a persistent disconnect between course requirements and
essential training.

The lack of preparedness among participants in the current study to support
students with EBD aligns with the existing literature. Work by State et al. (2019)
emphasized the importance of teacher knowledge in EBPs, highlighting significant
achievement gaps among students with EBD, often stemming from a lack of teacher
training in relevant supportive strategies. This underscores the critical need for teachers
to implement suitable strategies, as failing can adversely impact student outcomes.

Additionally, some participants actively sought out their own research to enhance
their understanding. One participant noted, “I can read lots of research on my own. I can
look up information on my own time.” Like those who participated in alternate training
and introductory college courses, these participants voiced their frustration regarding the
inadequacy of the knowledge gained to meet students’ needs, questioning how to apply
what they learned effectively in the classroom. Supporting these findings, the document
analysis further corroborated research literature, showing minimal opportunities available
for general education teachers to deepen their understanding of effectively supporting

students with EBD in their classrooms.
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Research Question 2: Utilizing EBPS

Students with EBD can be successful in general education classrooms if they
receive appropriate support. However, teachers often struggle with implementing
effective EBPs (State et al., 2019). Moreover, employing EBPs can help mitigate
challenging behaviors before the need for student removal arises, but teachers frequently
lack knowledge of these practices (Benstead, 2019; Bettini et al., 2020; Freeman et al.,
2019; Friend & Barron, 2019; Lanterman et al., 2021).

Teachers in the local school district provided detailed descriptions of the practices
they use in the classroom. However, there was significant emphasis on not having
knowledge of specific EBPs and whether the strategies currently employed are
considered EBPs. This may be partly due to the disconnect between implementing
practices and actual knowledge of EBPs (State et al., 2019). Because many general
education teachers do not participate in training where they can learn about EBPs that
support students with EBD, it makes sense that they may not know whether the practices
they currently use are evidence-based or not. This knowledge gap could potentially be
addressed by offering training to general education teachers that focuses on EBPs to
support students with significant emotional and behavioral challenges.

Responses that support research question two were broken down into four themes:
(a) teachers use differentiated and individualization to support students with EBD, (b)
teachers use one-on-one interaction to support students with EBD, (c) teachers use cool-
down breaks to support students with EBD, and (d) teachers collaborate with special

education staff. Multiple participants spoke about differentiating and individualizing their
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instruction to meet the needs of all learners. When asked about supporting students with
EBD in the classroom, Participant 1 said, “Definitely understand the student,” while
Participant 2 said, “It depends on the student. It honestly depends on the student.”

These responses emphasize the importance of understanding each student and
recognizing their unique needs. They highlight that teachers within the local school
district prioritize treating every student as an individual. This approach includes
acknowledging students' requirements when behavioral issues occur. Much of the
existing literature highlights teachers' attitudes and perceptions in supporting students
with EBD, many of which tend to be negative. Leggio and Terras (2019) found that
negative attitudes can influence teachers' willingness to provide necessary
accommodations.

Additionally, numerous strategies discussed for supporting students with EBD
focused on preventing behavior escalation, such as proximity control, allowing
movement in the classroom, and implementing positive reinforcement. This aligns with
the emphasis placed by Charlton et al. (2023) on the necessity for teachers to know how
to implement interventions to address behavior. Wills et al. (2021) discovered that
positive behavior support strategies, like positive reinforcement, positively enhance on-
task behavior among middle school students. Establishing strategies to address behaviors
from the beginning can help prevent these behaviors from escalating in severity. From an
academic perspective, engaging with the students’ level and adapting how the material is
presented were noted. However, these approaches are relevant to all students, not

exclusively those with EBD.
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Participants explained ways of redirecting students in the most private way
possible to prevent behaviors from escalating or creating a negative response. One
strategy multiple participants mentioned was creating opportunities for one-on-one
interactions to support students with significant behavioral issues. This included having
quiet, one-on-one conversations with students: "What has worked for me in the past was
basically a lot of one-on-one.” These one-on-one conversations sometimes took place
privately in the hallway, “try one-on-one conversation. Ask them if there’s anything I can
do or if they need to share anything with me, so we need to step in the hallway.” These
findings are consistent with the research of Washington-Nortey et al. (2022), which
indicated that supportive, individualized conversations with students with EBD can
enhance student behavior and promote proactive interactions. Additionally, Zolkoski's
(2019) study on teacher-student relationships demonstrated that investing time in these
discussions helps cultivate positive connections between students and teachers.

The use of cool-down breaks was mentioned by participants a considerable
number of times. Teachers noted the importance of allowing students who are beginning
to escalate in behavior the freedom to take a moment, whether privately in the hallway or
in a set-aside classroom space. Participant 6 mentioned the importance of giving students
“a space where they can go and just kind of collect their thoughts instead of kind of
pushing at them and pushing at them.” Another participant said that “kids sometimes just
need breaks built into their day, even when they’re not melting down.” This participant
went on to say that when students “are melting down, a break allows a moment to collect

themselves and cool off.” Emphasis was placed on taking the time to understand the
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needs of each individual student: “If it’s a shutdown kid, I’ll let them have their moment.
I’ll let them calm themselves, chill, put their head down, and then go from there.” This
agrees with what Kobylinska and Kusev (2019) said about the importance of giving
students time; providing students with the time to settle was found to support emotional
regulation and the development of coping strategies.

The final theme for Research Question 2 is that general education teachers
collaborate with special education staff to support students with EBD. Much emphasis
was placed on students with EBD being in co-taught or para-professional supported
classes where the special education teacher or staff member could provide most of the
behavioral support: “I rely a lot on the sped teacher to do the majority of that work
(student behavior), which I know is not their full responsibility. It is also mine.” This
could potentially be due to a disconnect in understanding what collaborative classrooms
should look like. In a study completed by Alabdallat et al. (2021), general and special
education teacher roles were analyzed, and it was found that teachers often view their
responsibilities in inclusive classes as separate services, not one collaborative work unit.
Other participants in the current study noted the importance of talking with special
education teachers and case managers to get an idea of how to support specific students
in the classroom best, whether that be academically or behaviorally: “I try to talk to case
managers about students | will teach prior to teaching them. | want to have an idea of

what has worked with specific students in the past”.
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Themes Related to Andragogy

Theme 1: Teachers Prefer Training That Is Relevant to Their Classroom

The concept of andragogy from Knowles's (1980) adult learning theory assumes
five pivotal assumptions about adult learner characteristics. Two of these assumptions are
the role of experience and motivation to learn. The majority of participants identified
relevance as a major motivator to attend training. They mentioned being more
encouraged to attend training if they knew they would be teaching a student with EBD.
Further, teachers want to see how information and knowledge gained at training can be
applied in their classrooms. Nine of the 12 participants preferred training to be relevant to
their classrooms. Participant 6 stated this explicitly: “If I could see how to apply it to my
classroom, if it was, | guess, executed by somebody who was knowledgeable.” Similarly,
Participant 11 said, “When I go to training, I want to walk away with the things that are
going to be successful in my classroom.”

Teachers are more likely to attend training if they know they will receive
information they can use. Knowles’s (1989) theory states that adults show more interest
in the subject being learned if it is relevant to their job. A person’s experiences drive the
choice of what new information is learned and how it will be used (Knowles, 1980). If
teachers have attended numerous trainings unrelated to their classroom, they may not be
as motivated to attend a training. Further, previous training experiences that were not
beneficial and preconceptions of students with EBD can hinder a teacher’s ability to be

open to new concepts. A noted consequence of experiences is that they can influence an
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adult learner’s ability to be open-minded to new concepts and ideas because of their
preconceptions (Knowles, 1980).
Theme 2- Teachers Prefer Hands-On/Real-life Training

Most participants emphasized the need for training to involve hands-on or real-
life scenarios, saying, “hands-on is always my best thing.” Based on the responses, it was
clear that participants agreed that in-person training would benefit them more than online
training, “definitely not online because I will not pay attention.” Andragogy focuses on
how adults learn and emphasizes the ideal ways adults acquire new knowledge.
Participants shared that their preferred way of learning is to see how the new knowledge
would work in real life, whether by role-play, simulations, case studies, or scenarios.

This need for hands-on learning that allows for real-life experiences applies to
the pivotal assumption, orientation to learning, in Knowles’s adult learning theory.
According to this theory, adults prefer a life-centered orientation to learning and seek to
apply new learning immediately (Knowles, 1980). Further, as previously stated in Theme
1 of this section, this ties into adults’ motivation to learn as well. They are more
motivated to learn new concepts if they can apply them immediately. Having hands-on
training experience allows for the immediate application of new skills and learning that is
focused on their actual life experiences.

Participants also shared frustration with past training experiences. They felt that
many training sessions were a waste of time and could have been delivered through
something as simple as an email. Further, some participants had negative experiences

with presenters simply standing in front of them and reading from a PowerPoint without
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planning anything to engage the attendees. If teachers have not learned how to utilize
EBPs best, they must gain knowledge in that area. To gain knowledge, Knowles’s (1980)
concept of andragogy indicates that they need to be motivated to do so and understand
why the new knowledge is important and how it relates to their job.
Theme 3: Teachers Rely Heavily on Building Relationships With Students

Students with EBD often struggle to build and maintain positive relationships.
Furthermore, the literature has indicated that teachers encounter barriers when forming
connections with students with EBD. A study by Mullen and Hunt (2022) found that
student-teacher relationships are crucial in shaping the school experiences of students
with EBD. Additionally, Davis and Dague (2020) discovered that students with EBD can
feel distressed when their relationship with teachers is negative or strained. Consistent
with the literature, nine participants highlighted the importance of dedicating time to
build relationships with students, particularly those who have the most difficulty fostering
positive connections. One participant acknowledged that she lacked sufficient training in
EBPs for EBD, so she uses relationship-building as leverage when working with those
students, “because I have very little training, | don't consider myself very educated on
evidence-based practices for students with EBD, so I've kind of just worked to build a
strong relationship with those children.”

Although participants reported low knowledge of identifying EBPs, they noted
experiencing more positive outcomes when strong relationships with students were in
place. They emphasized the importance of taking time to cultivate these positive

relationships. As mentioned earlier, this strongly aligns with the literature review in
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Chapter 2. A study by Van Loan and Garwood (2020) found that students significantly

benefit from positive student-teacher relationships. Additionally, Inbar-Furst and Landau
(2022) discovered that supportive and balanced student-teacher relationships predict
more positive outcomes in the classroom.

Further, a study by McGuire and Meadan (2022) found that building relationships
was a key theme for successfully including students with EBD. Eleven of the 13
participants in the aforementioned study expressed positive feelings about the
relationships they were able to establish with their students with EBD and discussed how
investing time in these connections greatly contributed to successful inclusion. However,
two participants reported feeling uneasy about building relationships with their students
with EBD, noting that these relationships were often approached with caution and tended
to be confrontational. In the present study, nine out of the 12 participants highlighted the
significance of fostering relationships with students. However, contrary to the findings of
McGuire and Meadan (2022), the participants in this study did not express any
discomfort when engaging with students with EBD.

Teachers who respond in a nonjudgmental, calm, and warm manner, rather than
hinting at annoyance or being confrontational with students, can steer what could have
been a problematic situation into a resolution with less conflict (French, 2019). Work
completed by Dean and Gibbs (2023) found that positive relationships with students can
help foster mutual respect and are associated with fewer behavioral issues. Building
positive relationships between students and teachers is associated with improved social,

academic, and behavioral outcomes for students (Chrzanowska, 2021; Kossewska, 2021;
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Leggio & Terras, 2019; Mitchell et al., 2019; Hidayah et al., 2020; State et al., 2019;

Zaheer et al., 2019). Conversely, Davis and Dague (2022) found that students with EBD
can experience distress when they perceive their relationships with teachers as strained or
negative.

Numerous studies consistently have shown how positive student-teacher
relationships correlate with better student outcomes; it is considered an EBP. Considering
the participants' responses, it is apparent that teachers are unclear about what strategies
are considered EBPs. The sheer number of participants who mentioned the importance of
building positive relationships with these students shows that some EBPs are being
utilized in the classroom. However, teachers are unaware that their strategies are, in fact,
EBPs. Instead of teachers repeatedly being reminded of the importance of building
relationships with students, it may be necessary to go into more depth about how to build
those relationships. Teachers are aware of the importance of this, but there seems to be a
gap between their knowledge and execution.

Theme 4: Teachers Experience Barriers When Supporting Students With EBD

In agreement with the literature review, participants shared various barriers they
have experienced when supporting students with EBD. Among these barriers were the
overall lack of knowledge, the growing number of students labeled as EBD, large class
sizes, overcoming the stigma that often surrounds students with EBD, and the difficulty
in building positive relationships with students with EBD. In the category of lack of
knowledge, participants discussed lack of knowledge in strategies, trauma, and EBD in

general. In agreement, Brunzell et al. (2019) and Hobbs et al. (2019) found that many
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teachers do not feel prepared to support students who have experienced significant
trauma because they have not received training in that area. Further, Tometten et al.
(2021) found a direct correlation between teacher knowledge of EBD and how effectively
these students are included in the classroom. It can be inferred that the greater the
knowledge a teacher has for supporting students with EBD, the more successful the
inclusion of these students will be.

On the contrary, participants heavily emphasized that the lack of knowledge of
EBD and specific strategies to support these students fuels the negative stigma that
already exists. Teacher knowledge of EBD and EBPs is related to their attitudes,
perceptions, and self-efficacy when including them in the general education setting
(Alkahtani, 2022, 2024). Also, in agreement with participants' responses, general
education teachers lack the preparedness to support students with EBD (Gagnon, 2022;
Lloyd et al., 2019; McKenna et al., 2019). If teachers are not sure how to effectively
support students with EBD, they often feel unprepared to teach these students. When
teachers feel unprepared, it can exacerbate the negative stigma and perceptions that
already exist. All these factors contribute to the success or failure of including students
with EBD.
Theme 5: Teachers Use Special Education Paperwork at a Surface Level

Participants mentioned using special education paperwork to familiarize
themselves with students. Others cautioned against reading too far into the paperwork
before meeting the student due to the possibility of forming preconceived notions about

the student. This supports what the research says about teacher attitudes toward students
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with EBD. Gilmour and Wehby (2020) and Katrien-Koenen et al. (2019) found that

teachers tend to view students with EBD as more difficult to teach and have more
negative feelings toward including students with EBD due to behavioral issues.

If a teacher reads paperwork about a student that emphasizes the student's
negative aspects, it may lead to negative feelings on the teacher's part. While participants
mentioned getting acquainted with special education paperwork, their focus was
primarily on the testing accommodations and the BIP, rather than classroom
accommodations, strategies, and daily practices. General education teachers often lack
knowledge of these practices and how to implement them (Benstead, 2019; Bettini et al.,
2020; Freeman et al., 2019; Friend & Barron, 2019; Lanterman et al., 2021). Some
participants appeared to have a deeper understanding of the paperwork beyond mere
reading.

Limitations of the Study

The results of this study identified training opportunities that general education
teachers have had that support the academic and behavioral needs of students with EBD.
Further, it identified EBPs that are currently being utilized. Though the results agreed
heavily with the literature, several limitations could potentially impact the results. First,
the data were collected from within a school district in the Eastern United States,
providing only information from one area. Though the research has indicated that the
identified problem is relevant across the United States, this study only focused on a small

geographic region.
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Since participants were from the public middle school level, the transferability of
the results to the district's elementary and high school levels may be difficult. This also
applies to schools outside of the district and schools across settings, like alternative and
private schools. Participants' perceptions of students with EBD could have resulted in
biased responses. Depending on whether these perceptions were positive or negative.
Expanding the participant pool across multiple school levels and settings may help gain a
broader understanding of what teachers need to better support students with EBD.
Finally, the limited number of participants could also affect the study results. Only 12 out
of 91 general education teachers agreed to participate in the study.

Recommendations

This study explicitly explored the training that general education teachers reported
for supporting students with EBD and the EBPs currently being implemented in the
general education setting. The results of this study indicate that middle school general
education teachers in a local school district have had very few training opportunities that
focus on supporting students with EBD. Due to the increasing prevalence of students with
EBD, it is even more important that general education teachers receive sufficient training
and ongoing support to feel better prepared to meet the needs of these students
(Alkahtani, 2024).

It is recommended that general education teachers be offered training that focuses
on EBPs to support students with EBD and provides detailed information about the
characteristics, causes, and educational implications of the disability. A positive

correlation exists between teacher knowledge of EBD and teachers’ attitudes toward



120
these students (Alkahtani, 2022). Compared to students not at risk for EBD, teachers'

perceptions of students with EBD were significantly different, including higher teacher
rejection (Alkahtani, 2022; Leggio & Terres, 2019). If teachers were provided with more
training opportunities to better support students with EBD and understand EBD in
general, their overall knowledge of the disability would improve. Greater knowledge
could potentially shift their attitudes in a positive direction.

According to the study findings and adult learning theory, participants are more
likely to attend training if they believe it is relevant to their roles. Teachers are less
motivated to participate in training if they do not perceive it as beneficial. If stakeholders
develop training aimed at helping teachers better support students with EBD, it needs to
be as relevant and beneficial as possible. Furthermore, the training needs to be mandatory
and district wide. This would eliminate the teacher’s hesitation to attend. This study's
results suggest that teachers gain more from and prefer training that includes hands-on
learning with real-life scenarios.

Participants in the study noted strategies used in the classroom but emphasized
that they did not know whether they were evidence-based or what implementation of
EBPs for EBD even looked like. Teachers often lack the knowledge of EBPs and how to
implement them effectively (Benstead, 2019; Bettini et al., 2020; Freeman et al., 2019;
Friend & Barron, 2019; Lanterman et al., 2021). General education teachers need to be
provided with training opportunities that assist in developing their knowledge of

appropriate behavioral practices as well as instructional practices that support students
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with EBD. Further, as previously stated, training needs to include relevant information
with opportunities to engage actively so that teachers are more motivated to attend.

According to this study's findings, creating a district-wide training module that
incorporates case-based learning would be more beneficial for participants than requiring
them to sit and watch a presentation. This module should include EBPs for supporting
these students and offer specific details about the characteristics of their disabilities.
There is a misconception that students with EBD consist primarily of students with
conduct issues who simply do not care to follow rules. This is inaccurate. Teachers need
to enhance their understanding of EBPs that support these students, but they also need to
enhance their knowledge of what constitutes this disability and what is driving the
behaviors that are seen in the classroom.

Further research may be beneficial in addition to providing more training
opportunities to general education teachers. This study focused specifically on one
geographic region. Further research should expand the geographic scope to collect data
from more diverse areas across multiple districts or states. This would allow for results
on a much bigger scale. Participants in this study consisted of middle school general
education teachers. Utilizing a larger participant pool of teachers who teach across
educational levels, not just middle school, could allow future researchers to achieve a
more comprehensive and holistic perspective of the research problem. Further, ensuring
that teachers at the elementary school are prepared to support students with EBD could

enhance students' social-emotional development at a younger age. Meeting students’
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social-emotional needs at a younger age could potentially increase their long-term
academic and behavioral success (McCormick et al., 2021).

It may also be beneficial to explore the training opportunities offered to special
education teachers to determine if there is a gap in practice in that area. This gap may
extend beyond the knowledge of general education teachers. Participants indicated that
they heavily rely on special education teachers to manage significant behaviors.
However, if special education teachers are also unprepared, this will further impede the
academic and behavioral success of students with EBD.

Implications

This qualitative case study aimed to explore what training middle school general
education teachers in a Southeastern United States school district report having for
supporting the needs of students with EBD. In addition to this, | sought to identify and
describe what EBPs are currently being implemented to support the academic and
behavioral needs of students with EBD in the general education setting. The U.S
Department of Education, Office of Special Education Programs (2018) stated that 47%
of students under the EBD category spend at least 80% of their school day in the general
education setting. However, Young (2019) explained that students with EBD continue to
be behind in multiple academic areas and struggle to maintain their academic
performance. Further, teachers tend to view students with EBD as more difficult to teach
(Gilmour & Wehby, 2020) and have more negative feelings toward including students

with EBD due to behavioral issues (Katrien-Koenen et al., 2019).
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This study contributes to filling a gap in practice by addressing the lack of

knowledge general education teachers have for successfully implementing EBPs when
supporting the academic and behavioral needs of students with EBD in the inclusive
classroom setting. Completing this study has shown that middle school general education
teachers in a local school district have participated in minimal training on how to support
students with EBD. Further, results indicated that though classroom management
strategies are currently being implemented, teachers do not recognize these strategies as
being evidence-based. Stakeholders can use the results of this study to develop training
opportunities that address the lack of knowledge of EBD and EBPs that support the
academic and behavioral needs of students with EBD. Further, | hope the results of this
study can open the door for positive social change due to its potential to improve the
academic success of students with EBD and possibly shift the mindset of teachers when
supporting these students in their classroom.
Conclusion

The purpose of this study was to explore what training middle school general
education teachers in a Southeastern United States school district report having for
supporting the needs of students with EBD. In addition to this, | sought to identify and
describe what EBPs are currently being implemented that support the academic and
behavioral needs of students with EBD in the general education setting. The data
collected through individual interviews revealed that middle school general education
teachers in the district have participated in minimal to no training that focuses

specifically on supporting the academic and behavioral needs of students with EBD.
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They emphasized the need for training that included real-life scenarios and practices that
could be immediately implemented in their classrooms. Understandably, they prefer to
participate in training that is relevant to them and their classrooms.

Further, teachers need to deepen their understanding of EBPs that have been
proven to support these students in an inclusive setting. There was some discussion on
the strategies used in the classroom to address various behaviors and academic deficits,
however, teachers did not know whether they were considered evidence-based, and they
could not name any EBPs. Several participants noted allowing their students to have cool
down moments. These took various forms, like taking walks, stepping outside into the
hallway, and talking in private to an adult. Many participants placed great emphasis on
the importance of building positive student-teacher relationships and how those
relationships can buffer moments that could become confrontational or escalate. | hope
that the recommendation of providing more training opportunities for general education
teachers can allow for positive social change by not only increasing their knowledge of
EBPs, but also their knowledge and feelings of preparedness when teaching students with
EBD. If teachers do not have the knowledge of how to best support students with EBD,
then they do not feel prepared to teach students with EBD. This can affect their overall

attitude and perception of these students.
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Appendix: Interview Questions
What are your personal perceptions of students with EBD?
What characteristics would you use to describe students with EBD?
What experiences have you had, positive or negative, that involve supporting
students with EBD in your classroom?
What training/professional development have you participated in that is specific to
supporting the academic and behavioral needs of students with EBD? Did the
training benefit you and provide you with meaningful information?
What factors do you believe to be important for the behavioral and academic
success of students with EBD?
How do your lessons foster positive academic and behavioral growth while also
considering student’s emotional and behavioral needs?
What is your experience with utilizing evidence-based practices that specially
support students with EBD?
Do you feel you have extensive knowledge of EBPS that support students with
EBD and how to implement them with success?
How do you use FBA’s, BIPs, and IEPs to structure your lessons and classroom
environment?
What strategies do you use when you see a student with EBD begin to escalate in
behaviors?

What barriers do you experience when supporting students with EBD?
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12. What needs to be included in a training that assists general education teachers with
supporting students with EBD?

13. Based on your prior experiences, if you were to attend a training that involved best
practice when supporting students with EBD, what would make it most beneficial?

14. What factors would motivate you to attend?
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