THE BEHAVIOUR OF EBD PUPILS AND THEIR PERCEPTIONS

OF THE FACTORS AND PROCESSES THAT ARE SIGNIFICANT

IN RELATION TO THEIR OWN BEHAVIOUR AND RESULTING
PLACEMENT IN SPECIAL EDUCATION

by

SUSAN FRANCES WISE

A thesis submitted to the Faculty of Education and Continuig Studies
of The University of Birmingham
for the degree of
DOCTOR OF PHILOSOPHY

School of Education
Faculty of Education and Continuing

Studies
The University of Birmingham
July 1997



UNIVERSITYOF
BIRMINGHAM

University of Birmingham Research Archive

e-theses repository

This unpublished thesis/dissertation is copyright of the author and/or third
parties. The intellectual property rights of the author or third parties in respect
of this work are as defined by The Copyright Designs and Patents Act 1988 or
as modified by any successor legislation.

Any use made of information contained in this thesis/dissertation must be in
accordance with that legislation and must be properly acknowledged. Further
distribution or reproduction in any format is prohibited without the permission
of the copyright holder.



ABSTRACT

This research project involved the collection of deden pupils with Emotional and

Behavioural Difficulties (EBD), who were not attendmgnainstream school, in order
to gain an improved understanding of their behaviour. fa¢ters and processes that
they perceived as having influenced their behaviour eepored and analysed from a

broad theoretical base.

Data were collected through taped interviews with the papil analysed both within
individual cases in order to better understand individual gugperiences, and also

across cases in order to highlight common experierdt@eanrteption.

The results revealed that EBD pupils perceive a wide rahfgetors and processes
within the school system, wider social systems aed tiwn individual selves, as
significant in influencing their behaviour, and they aften able to describe the nature

of and motives for their behaviours in some detail.

It is hoped that this research will contribute to ¢berent theoretical debates
concerning the behaviour of EBD pupils, and in addition ithaill encourage
professionals to value and respect the pupils’ own pergpetdi improve techniques
and strategies for obtaining these perspectives, ancktthems to ensure appropriate

and successful support or provision for these pupils.



To Pat



ACKNOWLEDGEMENTS

Firstly, | would like to thank Graham Upton for his suppamtl advice throughout this

project.

| would also like to thank my Mum, my Dad and Christitleeir encouragement in
helping me to complete this work. In particular | mast & big ‘Thank You’ to my
Dad for the many hours that he spent using his typing @nd processing skills in

producing this thesis. Without his help | would not hanagle it this far.

Finally, I would like to thank the pupils whom I intervied: It is their voices that

made this project possible.



TABLE OF CONTENTS

PART ONE: INTRODUCTION Page 1
Chapter 1 ~ Background to the Research Page 3
1.1 The Behaviour of EBD Pupils: Why Study It? Page 3
1.2 The Behaviour of EBD Pupils: What Is It? Page 7
1.3 The Behaviour of EBD Pupils: How to Study It Page
1.4 The Behaviour of EBD Pupils: Using the PerceptudriRupils Page 14
PART TWO: METHODOLOGY Page 24
Chapter 2  The Pupils and Their Educational Settings Page 26
2.1 The Oakwood Centre Page 27
2.2 Southdown School Page 31
Chapter 3 Data Collection and Analysis Page 34
3.1 The Interviews Page 34
3.2 Interview Schedule and Procedure Page 39
3.3 Piloting and Validation of Interviews and Data P42e
3.4 Data Analysis Page 44



Chapter 4 A Critical Overview of the Methodology Page 49
PART THREE: RESULTS AND DISCUSSION Page 62
Chapter 5 Factors and Processes of Significance to Pupils Page 64
5.1  Schools and Schooling Factors Page 66
5.1(i) Size of School, Classes, and Teacher/Pupil Ratidage 68
5.1(ii) Teachers and Teaching Page 87
5.1(iii) The Curriculum Page 111
5.1(iv) Social Interaction Page 127
5.1(v) Conclusion to Section 5.1 Page 169
5.2  Family, Socioeconomic and Sociocultural Factors Adge
5.3 The Individual: Physiological and Psychological FRacto Page 195
5.4  Conclusion to Chapter 5 Page 209
Chapter 6 Pupils’ Perceptions of Behaviour Page 211
6.1 Types of Behaviour and Motive Page 211
6.1(i) Flight Page 219
6.1(i)) Fight Page 233
6.2 Labelling and Evolution of Behaviour Page 252
6.3  Support and Understanding Page 264
6.4  Conclusion to Chapter 6 Page 270



PART FOUR: OVERVIEW AND CONCLUSIONS Page 276

Chapter 7 Insights and Implications Page 279
7.1  Theoretical Insights and Implications Page 279
7.2 Practical Insights and Implications Page 291
7.3 Methodological Insights and Implications Page 301
APPENDICES Page 308

REFERENCES Page 314



PART ONE

INTRODUCTION



Part One of this report comprises Chapter 1, whichroffeme important background
to the present study. It is presented in four Secteas) of which includes an
exploration and discussion of one aspect of the behaofquupils with emotional and

behavioural difficulties (EBD) and research into sudmalvé@ur.

The first Section explores the motives behind resednat attempts to better
understand the behaviour of EBD pupils and discusses thetipbtese and value of
such research. Inthe second Section a summarg o&tious theoretical proposals
concerning such behaviour is presented, whilst the 8adion offers a critical look at
methods of researching EBD behaviour. Finally, theth Section offers a review of
previous research that has utilised the perspectivé® qiupils themselves to gain

insight into EBD behaviour and assesses the value i 8ach perspectives.

The present researcher acknowledges that the use adrtientional term * EBD
pupils’ to describe students with emotional and behavialiffeiulties may be open to
criticism. Awareness of the limitations of sucht@ology in terms of stigma and

stereotyping is essential for any reader. This issdiscussed further in Section 6.1.



Chapter 1

Background to the Research

1.1 The Behaviour of EBD Pupils: Why Study It?

This Section highlights certain important consideraticggarding the benefits of
research into the behaviour of pupils with emotiondllaghavioural difficulties. It
attempts to explore the uses to which such researchenayt, with a particular
consideration of the subtle emphasis of benefits $tegys versus the individual. The
extent to which we choose to consider the pupils tiailieg within the system, or the
system to be failing the pupils, is an important deldeedan have serious impact on
how such research is used. As a result, some poasgMeers to the question, ‘Why

study EBD pupils’ behaviour?’ are explored in this Section.

When seeking justification for research into a batteterstanding of the behaviour of
EBD pupils, it is tempting to start with statistics whieveal the disturbing and
rapidly increasing number of pupils who are being excludedgresntly from
mainstream schools, (Parsons & Howlett, 1996, Times EdunehSupplement,
1996a,b). Before considering the impact of this onntiwiduals themselves, such
facts reveal the significant financial responsileitthat excluded pupils create for any
government’s education budget. It has been stateddheaing a child expelled
from school can be four or five times more expengia® mainstream schooling,
(Parsons, 1996, Daily Telegraph, 1996c¢), and this may equally tapible education
of pupils such as school refusers and phobics also umabtéehd mainstream school.
Clearly, it would seem to be important, if not essgntor any government to
encourage research which may allow the maintenanc®d pupils within the

mainstream setting, and reduce the need for ‘specidiiéscwhich place major strain



on the education budget. Such research includes a betlerstanding of the special

needs pupil and his or her behaviour.

The government or society as a whole may also haothar reason for understanding
behaviour, in addition to money, and that is the needdatrol. Such control may be
considered in a positive or negative light. Deviancgny society is a threat to social
calm, and social calm is usually considered importatitarfunctioning of a society.
However, Meighan (1986) cites Berger as describing thelsgat as a spy, and
guestions the potential use of sociological findings, suopgestat the findings of
sociological inquiry may be used by anyone ‘whose d@etsvinvolve the manipulation
of people...” (p8). Such beliefs may encourage us to gueste behaviour of
‘deviants’, either in or out of schools, and to be @athat such revelations may simply
become a valuable tool which enables a society tibitfsildesire or need to control its
members. Clearly, an elimination of social dewanhich certain researchers have
described as ‘individuality’, (Schostak, 1983), is not omlthie interest of those
invested in a smooth running society, but may alseaeéin acceptance of the society
itself as not being in need of change. In other wdtasindividual must adapt to

society, and not vice versa.

Interestingly, in terms of education, this desire fogial control could be met either by
attempting to maintain pupils in the mainstream settirigch is clearly financially the
most economic option, or conversely by removing tfremm the system, regardless of
financial burden. This latter option may be seenediebserving or meeting the
pupil's own needs and the needs of the non-deviant nyajoMany have doubted the
true purpose of special needs provision. Tomlinson (1982)iopesot only special
education but also the role of schooling itself in aaiety, suggesting that its major
function is that of maintaining social control. Shggests that our education system
is purely a way of ensuring that individuals do not disrugrhaoth running society, or

at least a sufficiently smooth running society. &le comments more specifically on



the role of special education, seeing it as not ontgans of controlling troublesome
children, and a way of removing children who impede theath running of the
mainstream schools (p74), but also as a means to lisgitamd ‘perpetuate the current
social order.” (p68). She considers that society needsderclass or a ‘problem’
group, and special education maintains this by denyingircetiddren access to

normal education.

This leads to a consideration of what actually ist’'ldes the ‘deviant’ individuals
concerned, and Tomlinson (1982) provides a thorough discusissuch
considerations. It would seem that, regardless otiatgts or government’s motives
or concerns in terms of budget or control, if theséives also meet the true needs of
the individual, then the use of social research to et ends may be considered of

value.

The problem of course is to evaluate what decisionigresc and provisions really are
serving the needs of the individual. Underlying this teeisathe problem of whether
one actually believes that society as it stands, fgthalues and expectations, and its
pressures to conform, is a system into which all iddasis should be expected to
adjust and fit. To reduce this argument to a more mahkegsiae, we may ask the
same question of the school or education system, wiaghbe considered to reflect

society’s wider values and attempts to maintain them.

Clearly we must recognise that we are accepting cusceml norms, values and
expectations, and the role of our schools, when weassarch to maintain them. If
we attempt to change the pupils themselves, or theavimalrs, to allow them to
successfully integrate or remain in the system, themans accepting social values and
norms, and believe that the individual will benefitnfrditting in with them. Of course,
this may be the only way to ensure that a pupil habékechance of succeeding in
life, finding happiness, and fulfilling his or her potehtwithin the parameters, values

and judgements set by society. However, we may alsble to assist the individual



in fulfilling this potential by using such research teaa aspects of schooling, or
perhaps other aspects of society and the systems witiieh the pupil functions, that
may be suppressing or preventing the development of thett@t In other words,
only if social research into behaviour acknowledgesdleeand influence of the
systems surrounding the individual and the impact of thesteras on the behaviour of
that individual, and attempts to explore opportunity fomgeawithin these systems,
does it move away from being purely a powerful tool fmsia control aimed at the

elimination of deviancy through control of that indivilua

It is difficult here to answer the question ‘is it ivetinterest of the individual to
conform to a society and schooling whose values maypperfect?” We can only
hope that by exploring behaviour, our improved knowledgeendble more pupils to
retain their individuality, within systems which arema understanding and display the
necessary flexibility to allow the needs of the imlial to be met and their potential

and talents to develop.

The present author believes that research into dewdatviour, including EBD
behaviour, can reveal a greater insight into the fadad processes within the
individual, or within the systems surrounding the individtizdt may be associated
with certain behaviours and the motives for such bhiehav This greater insight may
then be used to make adjustments or changes wherevesaiggavhether in the
individual or in the systems, which will enhance the [supappiness and chances of
success in life. The decisions regarding the focusasf shange are closely linked to
the various theories of behaviour. These theameasve varying degrees of focus on
the individual, or on the systems surrounding the individuiéih which they interact.
Such theories are explored in the following Sectionasal in Chapter 6 which

presents pupils’ perspectives of their behaviour.



1.2 The Behaviour of EBD Pupils: What Is 1t?

Categorising and defining behaviour is a dangerously sulgeetsk. Behaviour is
always open to interpretation, and often behavioulf taenot be interpreted without
consideration of its context. For many years thwseking in the education field have
struggled with attempts to firstly find an appropriate adi@mpassing term for the
behaviours being displayed by disturbed pupils, and secondstter understand the
nature of these behaviours using various theories andisrafdeehaviour.

Throughout this report this issue will be developed, yistithportant in this Section

to briefly introduce some of the background to the thealeaspects of behaviour.

For some years the various theories of behaviour eamsistently placed in clearly
separate or discrete categories. These theoriesa@ehensively described in
numerous publications (Charlton & David, 1993, Cooper €t9%8l4), and will not be
extensively described here. However, of significainctis present project are two
particular proposals concerning the behaviour of EBD pupise is the importance
of accepting that pupils interpret and make decisions bas#dtewn perceptions of
situations, which is proposed within interactionistotties of behaviour. Such
theories reject the somewhat more traditional psyamaaic or social learning
theories of behaviour which suggest that behaviourésat of subconscious forces
or drives working to control the individual. In the ead psychodynamic theories,
these forces work from inside, controlling the individalahost like a puppet, and they
have resulted from earlier experiences particularly dutnighood. Social learning
theory focuses more on the powerful forces withinetgdhat control an individual's
behaviour, again offering little opportunity for the indival to make conscious

decisions.

Interactionism has been developed in various ways, @awdonesents itself in the shape
of systemic or ecological approaches to behaviour vlgdree contexts of behaviour,
or the systems in which the individual lives, are agd in an interaction with that
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individual and thus greatly influence his or her behaviolltese theories are presented
comprehensively in previous publications with particutapkasis on the EBD pupil
(Apter, 1982, Upton & Cooper, 1990). Such approaches encourayeaegness of
the importance of the pupil's environment on his orliedraviour, without focusing
solely on the individual. The systemic approach doé$ocos on the behaviour of an
EBD pupil as being a result of an inner problem or attrdir as being a product of
social learning, but sees problems as potentially lyimigin the systems surrounding
the pupil, or at least in the interaction betweencthiel and the systems. In fact
Apter titles his book ‘Troubled Children - Troubled SystemlIt may be that the child
lacks the ability, knowledge or skills to meet the demanidss or her environment.
Bricker, cited in Apter (1982) states that deviancy ‘...réflecdiscrepancy between
what the individual is capable of doing (his repertoire) the demands made upon
that repertoire by the various environmental situatiorwhich the individual is

located.’ (p69).

Thus there are a number of different theories behihdweur and an understanding of
these different theories when working with EBD pupilessential in deciding upon
educational strategies and approaches and also intengentiGlearly a systemic
approach offers increased opportunities for interventiclading not only the child

but also the environment itself and the attitudesdv¥ituals who are involved with

the child.

One’s choice of theoretical base may also be signifiin the terminology used to
describe disturbing children, which is another on-goingtéeln this field, (Cooper,
1996), which is described in Chapter 6. There is alsvelajgng view amongst
certain researchers, that to limit oneself to argglief in just one theory when
interpreting or defining disturbing behaviour is dangeroursigihg. Slee (1994)
defends the use of a more eclectic approach, statinigctiecenquiry need not be

dismissed as ill-considered or capricious.’ (p148). Hewages the use of what



Furlong (1985) had previously described as ‘integrative theatétameworks’,
(p148), to better understand and work with EBD pupils. QCeytaiany educational
studies of recent years have focused exclusively osdtielogical context of the
behaviour, with their theoretical roots based firmithin theories of symbolic
interactionism or other similar interactionist peidp@s. Such theories claim that an
individual's response to any given situation depends ontarpretive process going
on within that individual. This interpretation, resul the individual giving meaning
to that situation, based on past and present socialseaed interaction, and he or she
acts accordingly. The individual's perception of theatibn is therefore his or her
own unique reality and decision making is a conscious aadingdful process.

On the other hand there have been many other studjesitng people’s behaviour
which adopt a more individualised, psychological stanSeich research has focused
more closely on the pupils themselves and their inkelnnges or psyches, paying less
attention to the context of the behaviour or thergttion of the pupil with the

systems around them.

Yet Slee (1994) is not alone in his suggestion that we adbpiad theory for
understanding pupils’ behaviour that does not adopt a prinsaciplogical or a

psychological foothold. Furlong (1991) cites Connell (1987):

‘A weakness of much academic research is the produwatooforms of
occupational blindness - the inability of sociologtstsecognise the
complexities of the person and the unwilingness oflpspgists to recognise
the dimension of social power.” (p193-194).

There certainly seems to be a danger in polarising eeinplifying the theoretical
starting points from which behaviour can be investgatépter (1982) encourages
the acknowledgement of both the internal (psychologarad) external (sociological)
driving forces on a person, and proposes an ecologicaitfer behaviour. He
states; ‘ ...it is the interaction between them wilaibtays accounts for behaviour.’

(p16). Furlong (1991) proposes that sociologist should take *..ngnmus



motivation and repression more seriously...” (p296). Timeenlae gives to this
combined sociological and psychological understanding istimgology of emotion’,

(p296), which is discussed further in Section 7.1.

It would seem that educational researchers in the fexhain eager to find a
theoretical framework on which to hang research fysliand clearly are seeking a
more eclectic and less polarised option than thosecdffey more extreme
sociological or psychological perspectives. The prgseméct is based on the belief
that there is a need to acknowledge the important botitbn made by the various
sociological and psychodynamic theories in analysinguadérstanding the behaviour
of EBD pupils. It is believed that the highly completeraction of conscious,
unconscious, internal and external driving forces mustidied. However, it is not
intended that the results of this research should baigidy theoretical in nature, and
of no consequence to the day to day problems encountet®ttbstaff and pupils in
schools. It is hoped that recognition and respedh@factors and processes which
are significant to the pupils in relation to their plaeat in an EBD setting, and an
enhanced understanding of exactly why or how theserfaatal processes interact

and become significant, may result in improved proviiorthese pupils.

1.3 The Behaviour of EBD Pupils: How To Study It

Scherer et al (1990) describe human behaviour as havindiniteirvariability and
complexity...” (pxiv). They explain how behaviour cameen totally unpredictable
even when artificial situations are created and attesn@ made to reduce options
under experimental conditions. Still we remain ded&#&beseeking patterns and
being able to predict and understand behaviour. Certamilg are some aspects of a
person’s social background and environment, and also gsyohological variables

that make predictions concerning behaviour quite feasiilemuch research has
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vigorously sought out such factors. Such research Hiaeditnany different
methodological techniques. The choice of such technigsts to some extent with
the specific aims of the research. Wolff (1993) saeé$lat there is a difference in
seeking reasons for behaviour as opposed to causesnedeaditionally as
positivist, (Woods, 1977a, 1977b), those theories which progicese causal
explanations for behaviour assume that universal latesrdime social behaviour, that
social facts are observable and measurable, andefedrch can reveal relationships
between these facts and certain behaviours. Thig®nships allow causal
statements about behaviour to be made, and future behawy be predicted using
such patterns. Of course such theory removes anyngbiiity for behaviour from

the control of the individual.

Reasons for behaviour may however be considered asdiftetent to causes. Those
exploring reasons, basing their research on theameslly described as interactionist,
believe that a degree of interpretation is carried guhé individual prior to their
actions. Thus, there are no predictable patternst@our because each individual
makes sense of his or her world and acts according tar fmer own feelings and the
meanings that they attribute to different situatiorfe individual in this case is
therefore potentially able to account for his or lbelaviour in terms of personal

reasons or motives.

It is not the place of this research to dismiss eitheory as invalid, and as Wolff
(1993) states; ‘Much confusion can be avoided if we retllseboth approaches are
valid, but that their premises, methods and applicatiomsguaite different.’ (p216).
Certainly, in terms of research into EBD behavialifferent opportunities and

techniques exist depending on whether one is seeking causssons.

The focus of this present research project lies inoeixgl the degree to which EBD

pupils are able to attribute reasons to their beha@ody where possible, in recording
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and analysing these reasons using the pupils’ perspedtiaso focuses on gaining
insight into the various factors that may have infagghthis behaviour in some way.
In order to do so, the emphasis has been on ethnograpthodologies, which
attempt to unveil and record the individual's perspectiizetails regarding the
specific methods used in this project are described andsdesd in Part Two. In
particular, there is an extensive description of inégving techniques which was the

main approach utilised for data collection.

An interactionist approach to understanding behaviourtarabssociated qualitative
ethnographic research techniques, has been criticisachomber of levels. Such
criticism and the problems associated with ethnographysted by Woods (1988).
They include: (i) The micro/macro debate, concerningtiwr the individual creates
society or vice versa, (i) The difficulty that resg@ers have in not indulging in
selective perception, (ii) That it can be abstrant aimeless, (iv) That studies are not
well coordinated, (v) That studies are done on groups gi@&olow power

situations, and finally (vi) That there is a lack ofgaricism.

This latter point is of particular importance to thisjpct. For any interactionist
study to be considered of value and to be accepted it detfetdbe subjective
nature of the individual's reality be accepted. It alemands that generalisability of
data not be considered essential to its value. Ofequatterns in experiences may
emerge, and similar interpretations of situations neagliserved, but this is not

essential to validate data from any one individual.

The existence of an objective reality, and the valuan individual's own reality has
created much debate amongst those involved in reseguddwmant behaviour,
particularly through qualitative methodologies. Some hisnebted the value of
perspectives gained from children, and in particular cmildisplaying difficult or
disturbing behaviours, whose perspectives they considev® been altered by their

emotional states. As Lubbe (1986) states; ‘...l have sdogttiow how powerfully

12



pupils’ emotional states and conflicts constrict tpeirception of, and subsequent
dealings with, teachers - and psychotherapists.’ (p348.dedcribes certain
‘disturbed’ children’s views on teachers as ‘mispercestigp35), which suggests they

are distorted in some way and therefore hold no réa¢va

Seeking another’s ‘reality’ in research is of cours®mewhat complex task. Cooper
et al (1994) state that to truly understand behaviour ther@eed to accept
subjectivity. They quote the work of Speed (1991), who desscthe traditional
belief of therapists, that there exists a ‘discovieradmlity’, that people have a ‘real
inner world to be uncovered. (p16). This is disputed bymdio do not believe in
the existence of an objective reality. Coopei €1294) state that ‘...different people
place different interpretations on what happens aroumd, thecording to their view

of the world, and thusonstructtheir own views of reality.” (p16). The existende o
this personal reality is further qualified by Speed (1991gdan Cooper et al (1994)
who states that ‘...a structured reality exists...” butrgltegnises that ‘...the reality
is constructed or mediated in the sense that diffesgrgcas are highlighted according

to ideas that individuals or groups have about it." (p16).

Certain researchers state their support for the vdlineliwidual perception as being
important in understanding behaviour yet appear to déllire belief in the existence
of an objective reality. Thus they seem to difféiega between reality and perception.
Apter (1982) for example states; ‘The realities of theasion are less important than
the individual's interpretation or perception of the sunding environment, since

perceptions serve as guides to behavior.” (p49).

Whether we consider it to be the individual's subjecteadity or their perception that
is being sought during research, any methodology chosessiktes ‘getting inside
the reality of the actor in an effort to understans thality as the actor does.’

(Meltzer et al, 1975 p54). But there has yet to be disedve method of enquiry that
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allows the researcher to totally observe anotheirsl. As Woods (1983) states; ‘Of
course we shall never be able to get into anothand to see exactly how it is
working.” (p17). The closest we can get to this isdonduct informal interviews with
those who are the focus of enquiry and to encourage s@ants and open response.
Cullingford (1991) states that ‘What children say is tleamst and most revealing
insight into their minds.’ (p8). He does not attempply down the complexity of
the mind, stating; ‘Against the precision of a sciengkperiment, ...the human mind
is a complex, ungainly, difficult instrument,’ (p7), but gaesto state that ‘...the

most direct way to explore children’s thinking is throlmiguage.’ (p7).

This present research project also accepts the diffiswssociated with exploring the
mind and the realities of individuals, yet in termstaf behaviour of EBD pupils,
believes that what goes on inside their minds is higiglyificant and should be
explored. The language of the individual is of coursewside open to interpretation,
and can be explored or recorded in a variety of diffei@nts. Interviewing has for
many researchers in this field provided the most seitapportunity for pupils to share
their perceptions, and this is the techniqgue adoptedsiptbsent research. (See Part

Two).

1.4 The Behaviour of EBD Pupils: Using the Perceptiortd Pupils

‘Children should be seen and not heard’ is a familetrestent from Victorian times
which clearly reflects the extent to which sociatyhat time valued its children. In
fact if we explore deeper into our history, we find aoly a desire that children should
have no voice and an almost total lack of rights Falden, but also abuse and
exploitation. Sadly in many parts of the world suc¢hiates and actions remain. Yet
in the U.K. in recent years certain aspects of oaiesgs attitude to children have

changed dramatically. However, the true value of youonglpeand their thoughts
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and opinions, and the amount of power we should allow tbemld, even in terms of
their own lives and decisions affecting their livesnains controversial. The role they
take in our society and the degree of status that wbu#rto them is still an area of

confusion for parents and professionals alike.

As a result of a few decades of developing and shiftirigidéis to children, recently
some serious steps have been taken to attempt to atwessssues, both within the
legislature and policies of Social Services and EducatiSaoch legal changes possibly
reflect a major change in the way children are vieiwexlir society. The 1989
Children’s Act entitled children in care to see tliégs, resulted in booklets for the
children themselves, stating their rights, and instductrurts to consider the child’s
own personally stated needs. In education some advaaeeslso been made to
extend such rights to all children, particularly througih 1893 Education Act,
(DES,1993), although these remain less comprehensivéhibisa of Social Services.
However, documents such as DES (1983) which states thégdlngs and
perceptions of the child concerned should be taken iouat, DES (1989b) which
makes reference to seeking children’s views on theirataun; and also certain
OFSTED (Office for Standards in Education) publicatiohgtvrequire the views of
the students to be sought, all reflect a positive changer attitudes. The Code of
Practice on the identification and assessment ofapshiicational needs, (DES,
1994), also describes the importance of involving the pimpilsee assessment and
learning process. The degree to which this involvémsgrossible is discussed in
Rose et al (1996). Useful recent publications that présese developments in some

depth include Davie et al (1996) and Davie & Galloway (1996).

These changes may reflect an important awarenesd ohly legal reasons for
listening to children, but also as Cooper (1993a) statesral obligation *...toenable

pupils to articulate their views as effectively as daesi(p129). An increase in
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awareness of such obligation may have developed alohghetHuman Rights

Movement as Gersch & Nolan (1994) state:

‘It is fair to comment that there has been a trweard increasing the
involvement of the pupils in the educational procesd,irssheed to listening to
their point of view. Such a trend has parallelledHbenan Rights Movement,
and has pervaded a number of areas apart from educati(pB87.).

Gersch et al (1993), also report on Article 12 of the Wbnvention on the Rights of

the Child, which states:

‘The child capable of forming their own views shaldssured the right to
express those views freely, on all matters affgdtim or her, and these will
be given weight in accordance with the child’s age.’ (p38)

Despite its positive intentions this statement givelar illustration of how a
subjective adult opinion may determine the true valueyofulmg person’s statement.
A judgement as to the ‘weight’ that should be given ttageperceptions suggests
that certain perceptions are perhaps of less valueothans. This has been briefly
discussed in Section 1.3, and is of particular concermagetwho are considering the
use of pupils’ perspectives in educational research, polaking and provision. Is
there a danger that we pay lip service to the pupils’ @piyet in practice do little to
utilise it? Clearly there are certain standard pro@sitirat now involve pupils in
their education such as pupil profiling, Records of Achiex@mand special needs
assessments. There are also numerous statemerggeka the importance of

obtaining the pupils’ perspective in various cases andisitisa

Cooper (1993a) states that the pupils’ views ‘...provides usawitthly textured
account that is available from no other source.’ (p12%), Branwhite (1994) agrees;
‘...the opinions which teenage children give are based umtthind experiences and

sources of personal information not wholly availablgrofessionals,’ (p66).
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There is also an awareness that their perspectigestan very different to those of
parents, teachers and other professionals and cafotieeaeld to information being
used in decision making and a better understanding of beiaviéor example Bird et
al (1981) suggest that interpretations of situations mageifms and their subsequent
behavioural responses can differ widely from the perg@scof other involved parties.

Cooper (1993a) states:

‘...the pupils’ perspectives taken in conjunction with otésadence can help
us to identify models of good practice that enable usvelde deep insights
into the nature and treatment of EBD.’ (p129).

Galloway et al (1982) attempt to eliminate the idea differing perceptions mean that
one is in some way wrong. They state; ‘The faat gupils and teachers may
describe the same event in different ways does nat the& either description is

false.’ (p48). Cade (1986) also attempts to present this vie cites Speed as seeing

each of multiple viewpoints as a ‘partial’ picture, and shggests that:

‘...a summation of all available valid viewpoints bringtasa “higher level
which transcends” and leads to a more complete viethefeality, which is
somehow there...” (p55).

A denial of this right to contribute particularly whexgempts are being made to bring
about a change in the person and their behaviour maybeveonsidered unethical.
However, despite these positive statements concetmengiportance of pupil
perspectives and ethical concerns supporting their usgtarcsituations, there still
remains a concern as to the true impact of such pupiviement. Garner (1993b)
acknowledges attempts to obtain pupil perspectives but egpresacern over the use
to which they have been put. In his paper on exclusiaddisruptive pupils he states
that; ‘There has been little evidence that the sieithese students, concerning their
schooling have been used to develop or refine schookguoes or professional
practice.’ (p102). If this is the case, then reasonghierack of impact should be
discussed. It may be that we wrongly assume that mggihildren the opportunity

to speak we are empowering them and in some way chahgingdle. Troyna
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(1994) points out that we should not be misled into beligthat ‘giving a voice’ to
suppressed or oppressed or disadvantaged groups is the sarpewsrarg them.
He stresses that empowerment does not follow autaaiatiom giving a voice and

there may be quite a difference between the two.

As described in Section 1.3, there are those who quekgoability of young people
to articulate or actually reveal perceptions that haidwalue, and this may limit the
desire to gain their perceptions, or to use them ongalfo Cullingford (1991)

describes this as:

‘ ...an ancient sense of egotism in adults. We knomsch more than
children and can explain so much more precisely thialreh are, in contrast,
limited. This leads to an unexamined assumption thialren do not really
know what they think..." (p6).

He in fact believes from his own extensive work on Isuperceptions of schooling
that; ‘Children reveal that they have the articulassnand honesty to analyse what

they experience.’ (p2).

O'Keeffe & Stoll (1995) question the ability of childrendrticulate thoughts,

particularly concerning reasons for truancy. Howe@etllingford (1991) again

defends the child’s ability and labels this as anotingh. He states that many people

believe that ‘what children say cannot be trusted, tthey are either so lazy that they
cannot be bothered to articulate the whole truthhey are trying so hard to please
that they guess what the questioner wants to hear.’ (@8)course this may simply
reflect the imbalance of power in our society betwa@ut and children and the low
status of children’s role. (See Calvert cited in MemgH86 p34). If we expect
children to say what we want to hear most of the tithen they may not feel

comfortable to do otherwise in a research situation.

However, there are certainly examples of researarevpupils have been very

articulate yet their opinions are scrutinized in teafheir accuracy or objectivity.
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As described in Section 1.3, qualitative research ofiéfars criticism concerning the
value of subjective accounts by individuals. Qualitatesearch with young people or
pupils who display disturbing behaviour may suffer more #manother, owing to an
inability on the part of professionals to accept thigiective accounts of such pupils as
being of value, (Lubbe 1986). The inability or wilingadés accept the perception or
subjective reality of the pupil, may be an importantdathat is preventing the true
value of pupil perception being recognised and utilised. o®all et al (1982) explain

this for disruptive pupils:

‘The importance teachers, sociologists and psychologfisish to pupils’
accounts of their own disruptive behaviour depends onphéasophy. At
one end of the spectrum is the view that pupils cannetifheiently objective
to give any valid or meaningful account of their own eigrees at school.... at
the other end of the spectrum is the view that only guguiicounts of
disruptive behaviour should be taken seriously.’ (p47).

An example of this is revealed by Meighan cited in @&edly et al (1982), who sought
the permission of some head teachers to allow pupis/éopinions of lessons given
by student teachers. Although most agreed, one ordiused, ‘...claiming among
other things that the pupils lacked the objectivity antLintst to make such
judgements...” (p47). Even those apparently committedgearch that seeks pupil
perceptions reveal contradictory statements conceth@igtrue value. For example,
Keys & Fernades (1993) who carried out a major study intnstnaam school pupils

perceptions of schooling, make the following statement:

‘Most of the conclusions of this study have been dasestudents’
perceptions of their schools and their teachers, whihnot of course,
always accurately reflect life in school.” (pl-63).

They continue with:

‘However, it should be borne in mind that students’ patioas of school and
teachers are of paramount importance and are likelg torbajor influence on
their behaviour in school and attitudes towards educaf@r63).

Further evidence of the reluctance or inability ofaélkelt world to truly value the

pupil perspective is given by Tisdall & Dawson (1994). Tiedgr to the work of
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Wade & Moore (1993) who found that in a survey of one hunanedifteen
mainstream primary and secondary school teacherghiss third said that they took
account of the views of their pupils. They state thahany regarded consultation
with pupils to be time consuming, valueless and irreleveatling to the creation of

problems and a wasting of time.’ (p179).

Clearly there is an additional danger for EBD pupils thair perceptions will be
considered to hold even less value, owing to their ‘digtdiror ‘emotional’ state.
Tisdall & Dawson state that this may be the casepiteshe child-focus claims by
special education teachers.’ (p179). However, therebmaygher reasons as to why
the child’s perspective is disregarded. Armstrong et93) describe how the

child’s contribution to the assessment procedure foriapsgeds may be minimal.
They suggest that this is not because those professionalved in the assessment are
unaware of, or unwilling to take into account the chifgksspective, but because there
are adult clients (schools, parents, LEA’'s) who haveenpower to affect the outcome
of the assessment. In other words ‘...it may notdaef practice” that leads to the
child’s perspective being disregarded but rather the demémdsoonplex situation in
which the needs of the competing clients ... deterthieextent to which the child’s
perspective isllowed to be relevarit(p130). Harris (1994) has similar concerns
about the apparent opportunities for pupils to share viedparceptions as part of
their Records of Achievement. She considers tlet ttue value is limited by the
greater concerns of schools, such as accountabildgugtivity and efficiency. She
maintains that the pupils have ‘...little opportunity toreise real autonomy over their

learning...” (p74), as they are so tightly controlled andagad.

It would seem that even if we accept the subjectividy@d our pupils as being of
value and not false or distorted in someway, we musttagrepared to consider
them equally as clients within the system, along tithprofessionals, parents and

schools. This is essential if we are to pay mbaa lip service to their opinions and
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perspectives, and do more than just listen or recordviesis. We must value them
if they are actually to be used. Perhaps it is theabtesearch to provide evidence to

support these beliefs concerning the value of the judgsmépipils.

Research seeking pupils’ perspectives is well documentedighih, 1986, Kutnick

& Jules, 1993, Cooper et al, 1994) and reveals a gradual inangaseamount of
work being carried out in this field particularly in retgaars. Although there are
some surprisingly early relevant publications dating badkeé 1930’s through to the
1960’s, most research worthy of particular note is mecent, including Hargreaves
(1967), Blishen (1969), Furlong (1977), Tattum (1982), Schostak (1988), Rei
(1985), Cronk (1987), Woods (1980,1990), and Ruddock et al (1995). Thechesea
in this field tends to either use pupil perspectives aldegsirange of other
perspectives and data as part of a particular enquiryghtmo$ng issues, or
concentrates totally on the pupils’ views on one orawyparticular issues. Many are
concerned with mainstream schooling and use the penggeofi pupils within the
mainstream setting, where as fewer have been cattarnth special needs pupils and

their perspectives on schooling.

Interestingly however, despite these publications and ay@ears to be an increasing
number of attempts to seek pupil perspectives throughout thesl®&D1990's,
particularly on issues of schooling, many researclamtraie to state the lack of focus
on such perspectives. Such researchers include Sci8oktadan (1984), Meighan
(1986), Reid (1986), Scarlett (1989) and Cullingford (1991). Perhapisedla other
fields of research, that which seeks pupils’ perspectives remain under represented
in the literature, or maybe its cumulative impactmgpy unimpressive. Whatever the
reason, many publications seem to continue to pretemats at finding pupil

perspectives as a radical and innovative concept. (Indeperil995).

It is the view of the present researcher that tlsee®idence for a significant amount of

research having been attempted into exploring mainstpegits’ perceptions, and that

21



there is also an increasing interest in researchmgerceptions of special education
pupils, (Lloyd Smith & Davies, 1995, Davies, 1996). Indeed Ti&dBawson

(1994) state that; ‘Published investigations into explottregviews of pupils with

SEN, ... have been increasing recently in their nupfbeus and range.’ (p179).
However, they do not specifically mention EBD pupils apgear to be more focused
on other special needs areas. Clearly special edndgsiobroad term, encompassing
many varied needs, and there remains an inadequatesinteresearch that focuses on
the behaviour and needs of EBD pupils and in particulaarels¢hat seeks the
perspectives of these pupils. However, increasing comaer the number of pupils
being excluded from mainstream schools has resultedria secent attempts to
explore the perceptions of such pupils. (Johns, 1996, Calichgf Morrison, 1996,
De Pear, 1997). Nevertheless, it remains to be skether such publications will
have any impact on policy and procedure, as earlierngdsdaes appear to have

lacked serious impact, possibly for the reasons previaistyssed.

It is the belief of the current researcher thatrdwrding and analysis of the
perceptions of school pupils who are being educated outsttie afainstream setting
and have been described as having EBD, is an essepabf research. Only by
respecting and analysing the pupils’ own unique views angnetations of their
behaviour and by listening to the motives they giveliat behaviour, will schools and
other professionals be better able to understandribeds and offer them appropriate

and successful educational support and opportunity.

This research project differs from other work that foasised on EBD pupils’
perspectives, as it attempts to explore a wide rangectirs that may have influenced
these pupils’ behaviour. Previous studies have focusedicgllyoon the pupils’
perspectives of the factors and processes that exishwhe school itself that may
influence the behaviour of the EBD pupil. In this studfgrmal interviews were

carried out to encourage pupils to talk about any aspetiiemelves or their lives
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that they perceived as having impacted their behaviaisabsequent placement in a
special education facility. It was also anticipateat thbroad exploration of
educational, sociological and personal factors and presegsuld reveal insight into
the nature of the pupils’ behaviour and the decisions anyes behind such

behaviours.

Finally, it was an aim of this research to attengpteveal the willingness and ability of
EBD pupils to analyse their experiences and to artictitetie perceptions of these

experiences.

23



PART TWO

METHODOLOGY
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As with many research studies which seek to better stadet the behaviour of a
group of people by enquiring into their own individual perspeaspectives, this study
is based firmly on interactionist theories as expldim Section 1.3. In order to meet
its aims it therefore adopts methodological techniqueshwiave been well
documented and practiced in many previously published inikemesttstudies,

including Woods (1977a,b), Tattum (1982), Cooper (1989). It atteimpitdise the
methodological reports and insights presented by thes®psestudies in attempting
to collect and analyse highly qualitative data in a thay maximises the value of this

data and the conclusions drawn from it.

In Part Two of this report Chapter 2 describes the pwpits were interviewed and
the educational establishments which they were atigratithe time of interview,
whilst Chapter 3 presents a detailed presentation ofcddéation techniques and
analysis. In addition, despite the use of previouslyesthblished methodological
techniques, new lessons were inevitably learnt throwtgtings study, and Part Two

closes with a critical overview of the methodologydi§€hapter 4).

The names of the educational establishments in wh&hesearch was carried out
have been changed to ensure anonymity, as have tles ditihe pupils who were

interviewed.
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Chapter 2

The Pupils and Their Educational Settings

A total of 36 pupils, of which 31 were boys and 5 were giwtse interviewed in this
study. Their ages ranged from 12 to 16 years old. Thaftehded one of two
special educational establishments for EBD pupils, ichvtiie researcher was
working at the time of data collection. The firderviews completed took place at
The Oakwood Centre, in which the researcher wasedirhe Teacher in Charge.
During the following academic year a second set ofuigess were completed at
Southdown School, in which the researcher had beewasdvorking regularly as a

Supply Teacher.

These establishments were chosen as a result cdtearcher having been employed
as a teacher within both, and having been able tdajevelationships with both staff
and pupils. The importance of relationships for sucekssfearch of this nature is

discussed and debated in greater depth later in the report.

Both educational establishments were educating young peibla wide range of
experiences and difficulties manifesting themselveshroad spectrum of disturbing
behaviours. Thus for the purpose of the researchpamdler to fulfil its aims, that of
enquiring into the behaviour of EBD pupils, The Oakwood @eaihd Southdown
School were considered suitable sites for conducting pupiMiews for data
collection. They both offered a potential samplingugrérom which valuable,

pertinent data could be collected.
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2.1 The Oakwood Centre

At the time of the data collection, The Oakwood Centas a small Educational
Centre, located in Southern England, and functioning aoptre a Home and
Hospital Teaching Service for that area. There \approximately 25 to 30 pupils
attending the Centre at any one time. They were bag girls with ages ranging

from 12 to 17.

The Centre had recently evolved from its former esle hospital school, changing its
location and its name. It had been located witrengitounds of a local psychiatric
hospital, where its original function had been to nieeteducational needs of
adolescents admitted to the adjacent adolescent psichiatr  With an increasing
number of young people being referred directly to the dochadhe Schools’
Psychological Service, and a dwindling number of patiegitsy admitted to the
psychiatric unit, the school had been gradually losingaspital school status, and was
providing more of a service to the needs of pupils intider community.
Consequently, when the adolescent psychiatric unit rasd to relocate to within a
new hospital site, the hospital school became The Oa&wentre, acquiring a
community based site a few miles from the unit, andivéwy a part of the Home and
Hospital Tuition Service for the area. The Centresisted of two buildings, one an
old house and one a prefabricated purpose built unit. diagated in a primarily
white, suburban residential area, consisting of large@bhousing estates and middle
class green belt housing, close to a major shopping aféare were three full-time
teaching staff, including the Teacher in Charge, two-fras teachers, and a small
number of tutors, employed hourly by the Home and Hospitiion Service

(HHTS), who supported individual pupils as required. An officethe HHTS was

also located at this site.
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At the time of interviewing, the pupils who were atteigdi he Oakwood Centre were
either psychiatric patients who were referred to teetf@ via the HHTS as a result of
their admission to the nearby adolescent psychiatiicamwere young people from

the local area, whose needs were not being met imalrestream setting and who had

also been referred to the HHTS.

Those who were patients at the psychiatric unit ort@naded the Centre from 10am -
12 noon each weekday, being transported to and from thee@snbus. Their
period on role was determined by their length of stafi@unit which was a decision
taken by the psychiatrists involved. They could haenlreferred to the Centre for
education at any time during the academic year, andl¢hgith of time on role could
have been anything from a few weeks to a year or matpon discharge from the
hospital, these pupils often returned to their own maaast school, or in cases where
education and schooling had been considered a major fac¢tair difficulties, they
may have moved into a special education placement. &ymlks often remained at
The Oakwood Centre for an assessment period during wimelratspecial needs
statement was written prior to a move into anotpecsl setting. For some who
were housed locally, The Oakwood Centre was often dered to be the most

suitable placement.

During the period of interviewing there were approxima2€hypatients from the
psychiatric unit attending The Oakwood Centre at anytioree They were girls and
boys with ages ranging from 13 to 17 +. They had beemreefto the unit, and
subsequently The Oakwood Centre, from a wide catchmeatdmtermined by Health
Authority boundaries, which encompassed suburban andatisiriy. These pupils
had been psychiatrically diagnosed, upon referral, as gsyctepressed/manic,
suicidal, obsessional, phobic, anorexic/eating disordemd]uct disordered, and
others. They displayed a wide range of difficult, disnglbehaviours, including

withdrawal, self-mutilation, anti-social aggressive@tt, and school refusal. Most of
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these young people had been referred to the hospitaldigahprofessionals or Social

Services, and did not have a statement of special ednahtieeds on arrival.

Given the potentially transient nature of their atieerce at The Oakwood Centre, the
minimal two hours of time allocated daily to their ediaraby the medical staff, the
varied and often severe nature of the problems expeddmncthese pupils, and their
wide ranging academic ability, educational goals werecditfto set and achieve. For
some, liaison with their own mainstream school nesessary in order that their time
be spent completing GCSE course work. For others véne younger or for whom
a return to mainstream school was unlikely, The Oakwoetre timetable provided
small group tuition, of approximately 8 pupils, in basic stttggeas, such as Maths,

English, Geography, History, Art and Personal and S&aaklopment.

Those pupils who were not psychiatric patients, of wthene were 8 to 12 in number
at any one time throughout the period of the researete wither ex-patients from the
hospital or referrals via the HHTS. These pupils weferred to the HHTS from
Educational Psychologists, Educational Welfare Officeienbers of the medical
profession, or Social Services. They were in mases living within the local area,
yet some out of County referrals were also accepfBaose pupils attending during
the research period reflected the mixed socioecondatigssof people living in that
particular area of the county. They also reflecteddbk of ethnic diversity in that
area, all being of white, Caucasian background. Theg ta@ys and girls, of wide
ranging ability, all aged between 12 and 16 years old. Meey referred throughout
the academic year, either with or without an educaltstatement of special need.
Some of these pupils were referred specifically fomapterary period of assessment
prior to statementing and a more permanent appropriatenpdant, which could
include the Centre itself. Others were referred witompleted statement for them to
attend The Oakwood Centre. These were generally pughildess than two years of

schooling remaining. Reasons for the statementiddgarreferral of these pupils
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included exclusions from mainstream schools, schoosatfand in a small number of
cases the placement of a care order on the childtingsinl need for revised education

requirements.

These pupils attended the Centre from 9am until 2.30pm eaclsuigypublic

transport or transport provided by the LEA. At theetiofi the research the Centre
was providing education for these pupils which included lzasidemic areas of study
adhering as closely as possible to National Curriculum tnege The Centre was
working towards offering pupils the opportunity to completeSECoursework and
exams in certain subjects, yet without losing its ersighan personal and social issues,
raising self esteem and the opportunity to develop saethtommunication skKills.

The Centre was certainly not an academically oriedtastablishment at that time, but
was developing under the guidance of the HHTS to limit an&ddisadvantage to

pupils attending the Centre on a long-term basis.

Interview data was collected from a total of 16 pupilsrating The Oakwood Centre,
5 of whom were girls. The youngest was 12, the oldeseayld. Selection of
these pupils was made using the following criteria pricxaimmencement of the

interviewing:

(@) Pupils at the Centre who were not currently patientseapsychiatric unit

were invited to participate in the research. Theardor that decision was threefold.
Firstly the basic practical difficulties involved irtémviewing patients, given their very
limited period of attendance each day at the Centrecorilly, a concern for the
patients’ ability and willingness to participate in ardepth personal enquiry aimed at
data collection, which may have led to confusion angeynwhen combined with the
extensive therapeutic interviewing they were recemasgart of their treatment
programme at the hospital. Finally, these pupils hadlhbeen officially labelled as

EBD by the education authorities, having been diagnosgdederred largely through
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medical channels, although many were certainly disglayBD type behaviours

related to their schooling.

(b) All non-patient pupils who attended the Centre duriegattademic year in
which interviewing was planned, were invited to parti@pa the research after one
month on role. This decision was made in an atteéopliminate problems associated
with selection of specific pupils for interview. Thgglection was primarily
determined by which pupils were admitted to the Centre gltinie year in which
interviews took place. Pupils were given every opportunitrefuse to participate, in
which case potentially the perspectives of certain papisd have been lost.

However, all pupils invited to participate at The Oakwo@uhi@® agreed to do so,

eliminating that possibility.

() The parents or guardians of pupils eligible and willmgarticipate in the
research were informed of the research aims and prasethuwriting, and no pupil
was interviewed if there was any objection fromrticarers. Letters were sent to
parents or guardians of those pupils already attending titeeCs the beginning of
the school year during which interviewing was to takegla For those new pupils
admitted during the year, letters were sent one motehtiiey commenced
attendance. There were no objections from parergsardians to their children

participating, so the sample was not in fact influenoezhy way.

2.2 Southdown School

Southdown School was an EBD day school, located iSthgh of England,
educating 61 boys, with ages ranging from 7 to 16 years of d¢pe. school was
based in a purpose built building on a wooded site, yetate¢atextensive
predominantly working-class council housing estates irban district. There were
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11 full time teaching staff, including the Head, Deputy, $t@ounsellor, and a staff
member responsible for each year group in addition teichdil subject areas. Three
members of staff taught the junior end of the schaay groups 4 to 6. There were

also a number of Teacher’s Assistants attached tafisp@ar groups.

Boys attending Southdown School had all been statemanteckeferred to the school
as a result of difficulties within the mainstreamisgttoften combined with other
social problems. They could be referred and acceptaaydatme during the school
year, and into any year group. Time on role for thshvho attended Southdown
appeared to largely depend on the success or failure tdgeation to a mainstream
school. For pupils of an appropriate age, and whose ibeih@auggested the
possibility of success, reintegration was planned ardnpted. There were boys at
Southdown who had been on role for almost the emtirgth of their school careers,

and the majority of pupils at the time of the researele not attempting reintegration.

The boys lived either locally, making their own waystihool on public transport, or
were brought to school daily by taxi from homes ireottowns in the area, yet within
the County LEA boundaries. They were mostly fromtghivorking class homes, and
a small number were in care. The majority of tbgskhad been statemented as a
result of disruptive and often aggressive behaviours machSome had been in a
number of different mainstream settings, whilst otlexd been in other special needs
establishments such as EBD residential or hospitali@gyic schools and units.

There were also a very small number of pupils who had behool refusers, but in
most cases where truancy or refusal had occurred, aggremsii-social and

disruptive behaviours had accompanied or preceded it.

The boys attended school from 9am until 3pm, Monday tafri The senior school
day commenced with a staff and pupil meeting, with theairgaer being entirely
scheduled for National Curriculum subjects. The juniboetpupils remained

primarily with their own class teacher throughout thg, dianctioning almost
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independently from the senior school staff and pupilfierd were three junior school
classes, and five senior school classes, one foryese group. The pupils were of
very wide ranging ability. Some had learning difficidtend had previously attended

other special school placements for MLD students.

20 from the school were interviewed from a total ofr8§aar groups 7 to 11. All
pupils in each year were invited to participate and althamagie refused, a number
were not interviewed owing to being absent or unavailabthe time of interviewing.
The sample was therefore influenced by availabiliyounger pupils were not
included in the interviewing as it was decided to coneg¢aton pupils of secondary
school age. A letter was sent to parents and guardfiaiisyear 7 to 11 pupils
informing them of the nature and aims of the reseanoth,although they were invited
to comment if they did not wish their child to parti¢anone did so. Thus the

sample was not influenced in this way.
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Chapter 3

Data Collection and Analysis

3.1 The Interviews

Data collection for a qualitative, ethnographic study agthis one, often if not
usually, involves some form of interviewing. (See #®ecl.3). With its roots in
anthropological studies of peoples’ lifestyles and cultieds)ography has also often
involved participant and non-participant observationyliich the researcher closely
observes or takes part in the social life he or slhhesearching (Davies, 1984, Woods,
1986). Additionally, in educational studies, interviewing abservation may also be
accompanied, though rarely replaced, by questionnairesp@f01989) or other

written material such as essays (Kutnick & Jules, 1993).

In order to meet the aims of this particular study,nbe¢hod of data collection used
was interviewing. Although observation of pupils wasiaavoidable aspect of the
research as the researcher was involved on a daityWw#hin the schools, the source
of data for the analysis came entirely from tapedweers, and a few untaped
conversations. The reasons behind this choiceettiodology are explained further in

this Section. (p50).

Owing to the very broad aims of the project and thetfeat pupils’ perceptions of
many varied and unspecific issues were of value in ngettese aims, the interview
style adopted and its degree of structure had to be careduldered. Interviewing,
although extensively used in much interactionist refea@a@ more complex mode of
communication than it is often given credit for, ancakév(1996) provides a valuable

comprehensive overview of the use of interviewing inlitateve research. As Briggs
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(1986) states; ‘Although interviews constitute the cemi@dle of data collection in
social sciences and linguistics, they are probabljethet understood.’ (p114). Itis
perhaps tempting to consider the interview as no mare ¢bnversation. Rich
(1968) considers that we are not doing anything new whentemiew people, that
we have been interviewing since we were born. udgeasts that in interviewing we
need to modify our usual approach to people, without tryirdgt@lop a whole new
range of behaviours. Others have even suggested thapeéldic interaction such as
psychotherapy is little more than conversation. geoet al (1994) quote Brown &
Pedder as saying that psychotherapy ‘...is essentiallpzecsation which involves
listening to and talking with those in trouble with #he of helping them to

understand and resolve their predicament.’ (p62).

Adelman (1981) however, believes that there are certienplortant differences
between conversation and interviewing, particularthanfact that in conversation
there are no fixed turns as to who speaks at what tiBrggs (1986) reinforces this
point stating that ‘interviews impose different kindscohstraints on speech than
ordinary conversation does.’ (p13). He considers thatviewees use a more

‘careful speech’ than their day to day casual speech.

Clearly there is a danger that interviewing can beresatisfactory way to obtain data,
being artificial and contrived and making really autheintierpretation of what the
interviewees are saying very difficult to achieve owgver for the purpose of this
research it was used as a tool for data collectiontafichitation are recognised and
discussed. Thus, for the purpose of this researchvieteng was selected as the
most appropriate method of data collection, yet notawitlappreciation of the fact
that the completion of successful interviewing requiezsamn preparation and skill,
beyond that of casual conversation. In additionatiadysis of data acquired from
interviewing demands stringent awareness of the cootéke interview, and the

interviewee’s unique interpretation of questions asketlis dwareness of the whole
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context of the interview and the effect that theeaesher is having on the situation
from which he or she is extracting information ilechreflexivity, and is an essential
principal that should not be ignored by a researcher ugieyiews to collect data.

(Hammersley & Atkinson, 1983).

For the purpose of this study, a type of interview siferred to by Powney & Watts
(1987) as an informant style of interviewing was adopté@this style of interviewing
allows the interviewee the freedom to respond and gfeemation as s/he sees fit, as
opposed to being expected to respond more rigidly to a feteof sjuestions, pre-set
by the interviewer. This latter type of interviekowney & Watts refer to as a
respondent style. Others have attempted to descrbelanfy different interview
styles including Cohen & Manion (1980) who describe ingsvsgiin terms of a
spectrum of different approaches. This spectrum rangesférmal and closed,
where the interview is conducted rather as a verbatiqueaire, through to a more
open, informal style, and finally into a non-directinterview style, based on a
therapeutic (Freudian) style. With the intention d$ groject being to encourage
pupils to openly talk about themselves, their feelingsesgnces and opinions, clearly

an informal, informant style of interview was apprapei

A possible close connection between informal ineamimg and therapeutic interaction
with EBD pupils is raised by Cooper et al (1994). They sudgas‘to gain an
understanding of students’ phenomenological world’ (p111), smueselling skills of
a humanistic nature would be useful. It certainly appedgm®ughout this research
project that the whole process of informal intervieyvhas a potential therapeutic
value for the pupils involved. The possible value f@nthn participating in this
research, and the whole issue of how the pupils intetipeatesearch process will be

discussed in a later Section.

Defining the goal or aim of an interviewer in reséan€ this nature is well described

by Logan (1984), who states:

36



‘ The skill of the practitioner consists not in makimm answer questions but
in making him talk freely and thus encouraging the floaisfspontaneous
tendencies instead of diverting it into the artifichhnnels of set question and
answer.’ (p19).

However, spontaneous free flowing talking by the inearegie can result in immense
difficulties when analysing the data, a task that is dangty easy to underestimate.
Such data would be obtained by the use of what Patton (21880j)ibes as a totally
naturalistic approach to research that he calls indricti8uch an approach is open-
ended and discovery orientated, with patterns, insightheaty being grounded in the
data. This is opposed to a deductive approach wherebgpecific issues are
explored and the aim is more one of verification céady proposed theory. Research
can of course move between these two extremes.thEqurpose of this research an
approach was devised whereby a number of broad areaquofyewere identified, and
a series of standard trigger questions associated witheeea were devised. Such an
approach may be similar to the ‘Interview Guide Approagscribed by Patton

(1980), who suggests preparation of a list of issues or gags$ticensure that

basically the same or appropriate information is olethirom each interview. Sitton
et al (1983) also describe the use of an interview guidmitig it to a shopping list,
which helps the interviewer to obtain the importaetms’ but without being too

concerned about the order in which they are obtained.

The trigger questions in this research project werdugrevorded to encourage
pupils to talk about certain specific issues, yet alsdritbin and out of various areas
of enquiry as they saw relevant. (See Appendix ). Triggestions were used to
begin an interview and then at appropriate points theg wsed to prompt pupils to

talk. The broad areas of enquiry that were considealediie were:

(a) The history and nature of the pupils’ schoolingdaifties.
(b) Aspects of school and schooling associated wélptipils’ difficulties.

(Including attitudes towards special needs provision).
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(©) The significance of social, family or life e¥srin the pupils’ difficulties.
(d) The psychological or physiological aspects of the guttifficulties and
their attitudes to treatment or professional support.

(e) The behaviour of the pupils in response to thdiculifies.

The order in which certain questions were posed was demeamgen the individual
pupil and their initial responses. There was cleanged to initially relax the
interviewee and build some kind of rapport, both prioriad during the interaction

and the appropriate, tactful use of questions was imparntachieving this.

Spradley (1979) describes this rapport building during ethnogragpéigiewing as
involving four stages, which ultimately lead to the imtewee becoming more and
more involved in the interview process, requiring less lass prompting and

guidance. The four stages that he proposes the pupil thoeegh are:

(1 Apprehension, when there needs to be a carefudfusescriptive
guestioning, with the goal of getting the informankitey.

(i) Exploration, during which period the intervieweositd avoid too
much pressure such as the use of ‘Why?’ or ‘What danyean?’
guestions.

(i)  Co-operation, when the interviewee begins tdenstand the goals of
the interview and needs less guidance or prompting.

(iv)  Participation, a period when if more than ortermiew is being carried
out with a particular interviewee, that person acguhlhks about the

interviews between sessions and does some of hisrawn analysis.

The extent to which the pupils in this present study \abfe to move through these
stages was variable, but certainly the appropriate us&gér questions and the
sensitive exploration and introduction of specific arasnquiry, was an important

issue requiring judgement and sensitivity. No one irgarwas ever the same as
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another in terms of questioning, consistent with tteltindividuality of each pupil and
their own individual needs and responses. Trigger questieresrefined and

modified for individual pupils as interview schedules progmksddéowever, in each
case the opening area of enquiry chosen was thatlpheamories of school, an area
that most interviewees felt comfortable discussiidore difficult, sensitive issues
were raised later when the researcher/interviewegaeship had developed. The
relationship between each pupil and the researcherlsasfasignificance to the
outcome or success of each interview. In fact thgortant issue has been discussed
at length by many whom have attempted to use intemgeta better understand
pupils and their behaviour. Measor (1985) questions whttbeayuality of data is
dependent on the quality of the researchers’ relatipngitin the interviewee or
whether in fact ‘bias’ in the data is avoided by tHes@g a distance between them.
However, Ball (1985) considers trust and a relationship thie pupils as essential. In
this present research project no interviews were ugidemtuntil a degree of
relationship building had taken place. In both schd@sésearcher had been in daily
contact with the pupils being interviewed for at least month as explained in the

following Section.

3.2 Interview Schedule and Procedure

The Oakwood Centre

The interviewing of pupils who attended The Oakwood Cenwk place over a
period of one academic year. For those pupils alreddplisbed at the Centre, this
interviewing commenced at the start of the Autumn tdaunh for new pupils who were
referred at different times throughout the year, ingaving started approximately one

month after their admission.
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For each pupil, an introduction was given on an individaaldy The main purpose of
the introduction was to give them the aims of the ptafea relaxed and informal
way, and to invite them to participate. They weferimed that the interviews would
be an opportunity for them to talk about the experietitasthey had had in school,
the reasons for the problems they may have had oosdheir behaviour and their
lives in general. They were encouraged to understahthiriaparticipation and

what they had to say might help others like themsehvése future. Certain issues
were also discussed during this introduction, including the pujght to not be
interviewed, or to stop an interview at any timelsoAissues of confidentiality and
anonymity were explained, as well as the role ofésearcher as being very different

to that of Teacher in Charge.

The pupils were told that the timing and location ofitherviews could be negotiated,
and that the researcher would suggest times but thaivdreynot obligated to meet
these times. The need to record interviews usingtaptione was explained to the
pupils along with their right to control the machinenasessary. Their joint
ownership and access to the tapes was also explalfedlly, a written summary of
each introduction was made during and immediately aftdér &acussion, in order to

record pupil reaction, body language or questions asked.

Following the introduction, each pupil involved in thesiniewing was interviewed as
often as time available allowed, coupled with their @mthusiasm. The number of
interviews recorded with any one pupil, ranged from orfeuo, with each interview
being of one half to one hour’s duration. Varioustiocs and times for interviewing
were chosen. Usually interviewing took place duringsdese, rather than during
breaks or afternoon periods, when less formal ordeademic activities were taking
place. This decision was made primarily as a wayto@age the voluntary
participation of the pupils, although clearly it required nigion with the teachers at

the Centre. Additionally the use of class time wassen as a way to emphasise the
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seriousness of the research. Powney & Watts (1987)yedsgnise this important
point when they state: ‘...interviews gained a certaistige by being allowed to be
conducted during working hours.” (p109). This issue is inraeddressed in Section

7.3.

Each interview was recorded using a dictaphone, and waotmments were also
recorded immediately after each interview, with a paldr emphasis on the pupils’
mood, body language and the context of the interviewe cbntext included any
particular recent events that had influenced the pupilfidé to the researcher, or the
interview process. The overall atmosphere within@entre was also recorded, as it

was found that this could have a significant effectr@endutcome of any interview.

Interviewing at The Oakwood Centre continued for theems, concluding at the end

of the Summer term.

Southdown School

The interviewing of pupils who attended Southdown Schauk fgace over a period
of one term, in the academic year after the cotlectif data from The Oakwood
Centre. The specific method of selection of pupilsrtarview has been described in

Section 2.2.

In this setting the pupils were given the same introdnc®were the pupils at The
Oakwood Centre, but in year groups of approximately 7 pugilsis decision was
made in conjunction with staff at the school who @ered this less disruptive to the
pupils and classes than individual introductions. All ¢hesues described for The
Oakwood Centre pupil introductions were included in the dhiotion to pupils at
Southdown, including their rights as participants and tleeabthe researcher as

different to that of a teacher.
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Individual introductions were only given to the few pupilsonwere admitted to the
school after the year group introductions had taken pladewever, these
introductions and the invitation to new pupils to parttgpwere not made until they
had attended for approximately one month. This timoevall the researcher to

develop some form of relationship with the pupil priomterview.

At Southdown a series of interviews was not possibletoltiene restraints and
disruption to pupil study. Each pupil was interviewed ondi, @ach interview being
of one half to one hour’s duration. Interviews wesenpleted in various locations
and at different times, but always during class times aiAThe Oakwood Centre each
interview was recorded using a dictaphone and in additigtewicomments were
noted immediately after the interview. These natese taken to minimise loss of
important non-verbal information from the pupils, whigbwney & Watts (1987),
guoting previous research, estimate to be 60% of themafizn available from an

interview. (p94).

3.3 Piloting and Validation of Interviews and Data

Following the drafting of trigger questions and prior to ¢gbenmencement of
interviews, two teaching colleagues were asked to a#sessitability of the
guestions. They were asked to place a particular emmiratie potential of the
guestions to elicit responses from pupils that would redeg@ relevant to the five
areas of enquiry, and more importantly, the overalaifrthe research. Comments

were noted and minor adjustments were made.

Following this, one pilot interview was carried outwé pupil who was not to be
involved in the study. The purpose of this intervievs wasimply check the

functioning and use of the taping equipment, assess suiaditeoning for the
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interviewee in relation to the equipment and to gainesmisight and confidence into
the value of the trigger questions in generating appropeaponses. In particular it
was used to give some indication of the range of respdasexpect from the various

planned questions.

The value of completing a longer pilot run for the purpdggedecting trigger
guestions and for practicing interview technique, wasidered at length by the
researcher. However, despite acknowledging its valiepiroving certain aspects of
the interviews and the quality of the data collectibwas decided not to pursue

further piloting for the following reasons:

() Interview skills could not be acquired quickly, or during thequeof a brief
pilot run. They would inevitably develop throughout thaqekof the
research. Logan (1984) states ‘ ... and only through seiftarong can s/he
hope to improve practice.” (p19), suggesting that improvemeanterviewing
skill is personal and an ongoing process.

(i) Each interview would be totally different to aather owing to the
individuality of each pupil. This meant that the assess of trigger questions
or questioning style based on the responses of a ainaltier of pupils would

be of minimal value. Again, Logan (1984) explains:

‘So how much has been learned of interviewing tegle® Never
enough - each interview is new and one cannot resjitbar previous
assumptions or one’s complacency due to experience.’ (p24).

(i) Difficulty involved in gaining access to pupils farpilot study who were not to

be involved in the main study.

In addition to self-monitoring of interview skills,was also considered important to
obtain validation of the interviewing to ensure thashor leading questioning could be
eliminated and that the personal views and goals akegearcher were not interfering

with the questioning. For this purpose a teacher gplie@and also an Educational
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Psychologist who did not know the pupils, were asked &nlist some early recorded
interviews. The outcome of this was valuable aglped the researcher to focus on a
somewhat more direct approach to questioning, as oppo$ethtptoo open ended
during the interviews. The comments encouraged thansks to focus on the
trigger questions and to be aware of the dangers of beiogreerned with not

leading the pupil and indulging in leading questioning that intfee pupil was not

being sufficiently focused on relevant issues. It alas useful to have someone point
out the dangers of concentrating purely on the negatpectsof the pupils’ life or
schooling. It was made clear that it was importardgffer the opportunity to the

pupil to raise negative issues or experiences as thbgayiget not to make
assumptions for them as to what they perceived as iangddr the purpose of the

interview.

Logan (1984) writes of the inadequacy of many researchers:

‘....few people know how to pose relevant questions low eneaningful
response. Too often, it seems, the various punditsthau answers already
and seldonfisten’ (p17).

With these criticisms in mind, interviews were come®d and technique was carefully

monitored as the interview period progressed.

3.4 Data Analysis

In order to meet the aims of this research, anabfsimta was based on a grounded
approach or Grounded Theory (Glaser & Strauss, 1967). Sumppaoach allows a
researcher freedom from existing theories or thessigeo propose a specific
hypothesis. Any new theory resulting from the redeanust be explored and

revealed from within the data, where it is ‘grounde@laser & Strauss (1967) define
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this as; ‘The discovery of theory from data systecadiyi obtained from social

research.’ (p2).

Cooper (1989) utilises a grounded approach through a systenuatésprof
‘progressive focusing’. He describes this processd@siaf) the analysis of large
amounts of highly qualitative data obtained from intevgiewhereby recurrent themes
within the data are categorised, tested against furthey aad revised again, until all
the data can be placed within specific categories.mfnis point theory can be
proposed. However, for the purpose of this presentnaspeoject, categorisation
was initially introduced to the data by the defining afdul areas of enquiry and the
use of specific trigger questions within these areas dintegriew. These areas of
enquiry and trigger questions therefore provided a frameveorthé analysis,
structuring the data, at least partially, to allow the [superceptions to be focused
towards the aims of the project. It is importanhode, however, that the data
collection and its analysis was an ongoing, evolving@ss, with neither being carried
out independently of the other. The trigger questiong wearnsed and reviewed as

the data collection and analysis progressed simultaneously

From each interview, data was selected which wasdenesl relevant to each or any
of the areas of enquiry. Each transcript or tapeseadinised by the researcher in
relation to each area, and relevant comments weogded as full quotations, with a
view to developing theory and using the quotations as s&geto reinforce any
general conclusions drawn. As Glaser & Strauss (1967) du@yesinded Theory is
‘...1lllustrated by characteristic examples of data.’ (p®electing the evidence to
actually display was not a straight forward issue. @fthrd (1991) summarises the
difficulties that this selection poses. ‘The questi@s how much repetitive evidence
to give, and how to make sure that the actual quotatiens as representative as

possible.” (p12). In the case of this particular projetterever possible all relevant
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guotations were presented. Thus the number of quotgtiessnted is possibly a

good indication of the potential generalisability of taa.

The first interview completed with each of the pupiloowtere attending The
Oakwood Centre at the commencement of the data cofigaeriod was fully
transcribed, but as the analysis developed by categonisdtdata within the areas of
enquiry, data from further interviews were selected tdyéom tapes. Each

transcript or tape was read or listened to many tinaes @uring this selection process.

At this initial stage of data categorisation, interatien of data was kept to a
minimum, although clearly even basic selection of datalved a degree of
interpretation of the comments and their meaning. reMigtailed analysis and
interpretation of data proceeded as the amount of datgemender each area of
enquiry increased. This increasing quantity of reledatd allowed the development

of theoretical proposals and conclusions.

Clearly the danger with this style of data selectromfinterviews is that of selecting

data which simply fits the researcher’'s needs. Asahq1984) states:

‘I would suggest that educational researchers are guifglliofy into a ...trap.
Specifically they use pupil data to fit pre-existing catexgoand theories.’
(p17).

To avoid such a problem and to ensure reliability, tha delected from three
interviews along with the complete transcripts weremito a colleague. They were
asked to assess the extent to which the researské&ttion of data was accurate,
unbiased, comprehensive and relevant to the various afeaquiry. Fortunately, no
criticism of this data selection was put forward, altfio the uniqueness of each
interview tape and the selection of data from it, didumghat there constantly
remained the possibility of important data being ovexdal) or a biased selection being

made in certain cases. This is accepted as asntai this style of methodology.
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There was clearly a need to avoid the problem asisbgt®owney & Watts (1987)
that; ‘The interviewer may only hear the responbkas &are compatible with the picture
which is taking shape.’ (p37). Briggs (1986) further desctiiegproblem by
explaining how the researcher has to decide from tteevdaat is correct and
objective, possibly tending to favour responses froerigwees that bear a direct
relationship to the ‘reality’ in question. Brigg's @amns are further explained in

Chapter 4.

The development of conclusions and significant genebddisdatements from the data
once categorised, was greatly influenced by the degnelith the frequency of

similar statements or responses to trigger questionsevesidered important. In
Cooper’s (1989) thesis, he considers ‘...an attitude doesanettb be shared in order
for it to be considered significant...” (p164). Howewagst researchers attempting to
analyse relatively large quantities of qualitative datagua grounded theory approach,
do to a large degree consider the generalisability ofwllagsm constructing theory or
conclusions. Powney & Watts (1987) ask the question;what extent can any one
individual be said to be representative of a group?’ (p182)r the purpose of this
project, internal validity, achieved by attempting tmimise personal views and bias in
guestioning on the part of the researcher, was condigssential. However,
external validity or the generalisability of data, vimas a pre-requisite for a particular
perception or statement to be used and considered of Vderertheless, in order to
clarify the nature of the data being presented, whemssible a clear indication of
the number of pupils making a particular comment or havsighéar viewpoint was
presented. It is also important to recognise thahtimestandardised nature of the
interviews, beyond basic trigger questions, did not makelagree of quantitative
analysis particularly easy. Perhaps it is importarmiropose at this stage, that
gualitative research by its nature does attempt to randallustrate the value of

individuality and uniqueness. Thus, this project attemth,its analysis, to reveal
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both the commonly held perceptions of more than onkeopupils, without rejecting

relevant data given by individuals.

Clearly any cross-checking of data was difficult, paréidylin a project where insight
into individual's perception was the primary goal. Tgalation to check validity of
data using a number of different perspectives was nohpiéel, as the subjective
views of the pupils was taken as valuable in itselfe(Section 1.3). The only attempt
at cross-checking that was possible was when pupils intergiewed more than once,
and trigger questions relating to the various areas ofmgngare repeated.
Transcripts from these interviews provided valuable opdst to validate the
consistency of individual perception, but also allowedsfoecord of changing
perception, particularly for pupils who were intervieweera period of one whole

year.

Further comment regarding the limitations of the metlaglo and the concerns
regarding the methodology that may influence the signifeaf the data and the

conclusions drawn from it, are discussed in the nexptéha
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Chapter 4

A Critical Overview of the Methodology

It is accepted that there are major drawbacks, proldechsriticisms associated with
highly qualitative research and several limitations lvélnoted in this Chapter with
special regard to this present research project. vlietang itself offers extensive
opportunity for criticism as a data collection techniqudowever, if as the researcher
believes, the pupils’ perceptions are a valuable resaunsgroving the chances of
reducing the number of pupils labelled EBD, or improving iowi for such pupils,

then it is difficult to find a preferable alternativexhnique with no faults of its own.

Perhaps, as Measor & Woods (1984) suggest, there is a neddéanore than one
technique in attempting to obtain insight into pupils’ exgeres. They state; ‘As
regards the “depths” of pupil experience, to arrive atpgmexiation of children’s
inner-most thoughts and feelings, and to gain a pictutieeafsubjective experience,

we must employ a range of ethnographic techniques...” (p3).

In fact during their research Measor & Woods used unstrattaterviews and
observation to achieve their goals, and also interedkindividual pupils a number of
times. This they consider essential in avoidingpihwerful influence of the context of
the interview on the data collected. Their rationads to be sure that they were ‘not
simply capturing a mood of the moment, dependent on a siagtext.’ (p3).

Cooper (1993a) states similar concerns regarding the aiottyeot data collected by
interview. He states; ‘We must be aware that tiene of the pupils’ perceptions

will be influenced by the circumstances that prevagmwive ask for them.” (p129).

He provides a comprehensive list of measures to enstlrerdicity of data that can go
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some way towards accounting for the many variablesiwdan influence pupil

responses in interview situations. (Cooper,1993a,c).

Kutnick & Jules (1993) advocate the use of an essay-basgegstias a less inhibiting
method of obtaining data on pupil experience. Follownagy tcollection of one

thousand six hundred and thirty three essays from pupyistate:

‘We conclude that only a free response such as an-basay strategy is able
to elicit the widest possible range of pupil concepts i allows the child
to reflect on experience before responding and becadsestnot inhibit
various articulations within the face-to-face intéi@t between child and adult
interviewer or teacher.” (p402).

This is certainly an interesting proposal, which affen opportunity for researchers to
avoid pupils having to face the inhibiting and possiblyniatating interview situation.
However it assumes that writing on a piece of papeasieeand less daunting than a
conversation, which may not be the case, particularlpupils of low academic

ability. Kutnick & Jules do actually admit that; ‘Ansay writing strategy assumes,
however, that the child can effectively communicaséhler thoughts, feelings and
ideas using this medium.” (p402). More commonly utilisethimtype of research are
written questionnaires used in conjunction with facéatie interviews. Cooper
(1989) used pupil and teacher responses to questionnairemtaftaewing pupils, to
add a quantifiable element to the data, and to testicedaclusions, to see if the

interview data was generalisable.

After considering the value of written response appraattheesearch of this nature,
both of a structured questionnaire nature and of an unsteaiceéssay nature, and also
recognising the value of informal observations of puftie,present researcher decided
that the use of interview would be the most efficemi appropriate way of collecting
data for this particular research project. It wassaned that a very open ended,
free response essay would provide comprehensive datdamlya percentage of

pupils with adequate writing skills, which given the populabemg questioned was
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not high. With regards to the use of a structured questi@) it was decided that
this would serve only to create quantifiable data camegmpre-conceived theories
held by the researcher. With the aims of thisaretebeing heavily focused on
revealing the complex individuality of each pupil as welsaeking generalisable data,
informal interviews were therefore carefully conseteas being the most appropriate
method of data collection. It is not denied thatregeng data may have been
obtained by written response techniques, but such data \wossibly have served the
purpose only of reinforcing the broader generalisableraaif the pupils’ experiences.
Thus it may not have allowed an expansion in the uratedisty of those aspects of the
individual pupil’s lives that they would possibly find moréidult to reflect upon

without verbal prompting.

However, quality of data is not guaranteed from inforimtarviews. As previously
described, interviewing is not an easy task. In Pgwné/atts (1987) it is quoted as
being ‘...a task of daunting complexity.’ (p37). Throughout tbgearch it was the
intention of the researcher to be willing to conjaimprove interview technique, in
order to ensure validation, reliability and quality ofadatClearly the development of
interviewing skills is an ongoing process. Despitefadpanning of interview trigger
guestions, and extensive reading on the use of diffareEmiew styles, it became
apparent as the data collection proceeded that no amioprgparation can alter the
fact that the success or quality of the interview éndesultant data, lies with the
researcher’s ability to use his/her own personalitgreate a relaxed conversational
style of communication. The ability to relax théerviewee, to subtly and sensitively
link the cues and statements from them with the afrtiseoresearch, and to nurture
relevant avenues of conversation, was central taesscc In addition, being able to
quickly and accurately judge the value of a statement ardltkiring an interview and
to decide whether, or how to develop it with the pupils @wa essential skill. Such a

skill is not an easy one to acquire considering thatrtheevalue of a particular
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statement may not be obvious until later analydifiese skills are described by Logan

(1984) who quotes Zweig as saying:

‘...the art of interviewing is personal in its charactes the basic tool of the
interviewer is in fact his own personality ... hes ha discover his own personal
truth in interviewing, how to be friendly with peoplethout embarrassing
them, how to learn from them without being too ingiwsjthow to be
interesting without talking too much, how to take gretdrist in their

troubles without patronising them, how to inspire comi@ewithout

perplexing them.” (p19).

Clearly the aim is to record ‘authentic’ data, fremriradulteration and as close to the
pupils’ own thoughts, views and perspective as possiblee dégree to which this is
achievable, and was achieved in this project canlmnly matter of speculation.
Briggs (1986) debates the possibility of acquiring Brennedss/idual True Value
(ITV) response in an interview (p21), which is basycalsocial ‘fact’, achieved when
all independent variables, such as race, sex, poli@ak, personality have been
removed. Clearly it is debatable whether such ‘faas ever be elicited from an
interview and this poses one of the greatest problensotial researchers. This is a
theme that has been explored to some extent in 8elcBowhere issues of reality
construction and the ability of a researcher to reseather’s reality, were discussed.
Even with a well developed expertise in interviewing ¢hstill remains the
unavoidable problems of interpretation of the spoken wibed|imitations of pupil
vocabulary and the manner in which any interviewamés questions put to him or
her. Logan (1984) quotes Piaget who considered ‘...the rdakpras to know how

he (the subject) frames the question to himself loe iframes it at all.” (p19).

Each interview in the present research was analydedst three times to attempt to
ensure that analysis was comprehensive and accuksteever, accurate
interpretation may have been affected even by theleitask of transcribing the

spoken word to paper, and the loss of body language andtiotiniaat results from
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such transcription. As Kvale (1996) states; ‘The inésvs are living conversations —

beware of transcripts.’ (p182).

One of the problems with the analysis of the datapvasenting the pupils’
perspectives in a way that maintained their own ac¢yehialso introduced the
interpretation and understanding of the researcher. pipikdata from interviews
loosely fell into two categories. Firstly, pure bastcounts of events and actions and
the pupils’ observation of them. Secondly, pupils’ owalygsis and interpretation of
events, experiences and behaviour, often with a nganimotive expressed. All
levels of pupils’ accounts were utilised in analysis aelcsed quotations were used to
illustrate and represent the pupil voice. The mogtdlffthing was to ensure that
the researcher’s own analysis was not overridingtipds’ personal subjective reality.
Faraday & Plummer (1979) make a useful attempt at descritangy tiolem
experienced by the researcher in attempting to probeabiethe surface of the data to
gain a broader interpretation of the words spoken bpuipds, and its subsequent

presentation. They state:

‘The problem of analysis is ... the extent to whiloé sociologist progressively
imposes his or her second order constructs upon the tartng of the
subject, or the extent to which the subject’s owionai construction of the
world is grasped and apprehended in its purest form.” (p786).

They suggest that there is a continuum of ‘contaminatjp@87). On this
continuum, at one end the subjects’ pure accounts awdue, without any imposition
of analysis by the researchers. At the otheriesdhe researcher’s pure account of
theories generated, where use of subject materigh@sahon-existent. In this case
the researcher generates theory independently, usingareffully selected quotations
from the subject interviews to give, as they say, susrsupport’ (p787) to his or her

own theories.

It was hoped in this present research to achieve aalefsmalysis which lies

somewhere between these two extremes. To carbfidlye the gap between the
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academic world and its acceptable written genre and th&s’puphn language. It was
the aim of this research to tread that fine line iatetpret and translate one language

into another, with the minimum loss of the originalce of the pupil.

It may also be considered that contamination mayntytbe imposed by the analysis
of the researcher, but also to some extent by tieéHat the pupils were being asked
to recall situations and events from the past. Hiyndsind accounts drawing on
memory may well be somewhat distorted. To whatréxtapils had forgotten or
repressed certain thoughts or were reluctant to expeessicfeelings or perspectives
is difficult to judge. Few pupils openly expressed a relwetam inability to share
thoughts or perspectives. John, a 13 year old pupil at &@uthwho had been
statemented as a result of continued disruptive and aggréstiaviour both at school
and at home, and who had been receiving psychiatriorteed, had stopped one

avenue of discussion regarding his family life with tbenment:

“Well that’s getting personal isn’t it?”

Wayne was a 16 year old boy who was attending The Oak@entte. He had been
referred following referral to an adolescent psycldadnd after experiencing severe
social problems (bullying) in mainstream school. Hdd subsequently displayed
disruptive and aggressive behaviours at home and at selnodipally refused to
attend school. He was prepared to admit that his nyewes somewhat selective,
stating:

“I've got a good memory for some things and a bad meirasrsome things,

especially things that | don't like to remember.indfit difficult to remember
because | blotted it out.”

He continued later by saying:
“I don’'t wanna remember anything about school soven€o ... there are

some things but I just don’t wanna talk about thenczanit remember specific
incidents very well. | can remember some thingshink very hard.”
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Perhaps it was more common for the interviewerrnglsi hear ‘I don’t know’ or to
get a long silence. Interestingly, a few pupils opexfyessed a state of confusion in
their minds when trying to answer interview questior&usan, a withdrawn and shy
14 year old girl, referred to The Oakwood Centre by hechpairist, had experienced
major turmoil and trauma in her home life and had dematest acute paranoia and

anxiety in a mainstream school, stated:

“I can’t remember very far back, | get mixed up.”

Robert, a 13 year old boy, also referred to The Oakwaodr€ following psychiatric
treatment, was almost totally unable to describe gpgstriences, particularly at home.
He explained quietly and untaped, that he had no recal &ther being at home
before the break up of his parents’ marriage, or ofatieer leaving the home. Robert
was a school refuser, saying very little during his @dayse Centre, and reluctant to

talk openly during interviews.

The impact of selective memory, and the distortion téeaalling past events may place
on the perspectives recorded is difficult to overcomealg® too important to ignore.
The use of interviewing as a methodological techniqlisnproject certainly makes a
basic assumption that pupils want to talk, can artictltegie thoughts, and can
remember events accurately from their past. Athege place extremely high
expectations on the pupils and may be unrealistic. dditian, although few pupils
were openly reluctant to be interviewed, it is vekgly that there may have been a
degree of conscious selection regarding the informatiey felt prepared to share.
Issues of confidentiality and trust are very hard taocwae in a brief interview

situation, and may have extensively affected the natlttee data collected.

In addition, although no pupils refused to participate, thene a number of boys at
Southdown who were unavailable for interview throughbatwhole interview

period. Such pupils were regularly absent from schodiadrbeen suspended and
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removed from classes, and should be considered impostérgtasoices, and a
possibly critical lost contribution. Also contribagi to this lost perspective may be
those pupils that Ball (1985) refers to as ‘reluctants’ (pdhp are under represented
in this type of research, as we base our results andadatysis on the more articulate
respondents, from whom the bulk of the data is acquil& therefore may
unwittingly arrive at somewhat distorted conclusiornihe articulate respondents may
also provide further distortion by their eagerness tageléhe researcher, or to say
what they think the researcher wishes to heamnvoltld not be surprising to find

pupils who have been conditioned to give the ‘correctirams, trying very hard to do
the same in an interview situation, particularly whemg interviewed by one of their

teachers.

A discussion concerning distortion of data also leadsdonsideration of the
representativeness of the pupil sample for the goalseakisearch. Whilst offering a
reasonable cross section of EBD behaviours, the sattigphot include the perspective
of many girls, nor minority racial or ethnic groupsgdadhese limitations must be

acknowledged.

Pupils at The Oakwood Centre may also have offered sbhatedifferent perspectives
to the boys at Southdown School for two main reasdrsstly, a series of interviews
over a period of one year offered different opportunfoeuilding rapport and
understanding concerning the research, between thealeseand the pupils, than a
one off interview. Secondly, many of the pupils aé Thakwood Centre had been
through extensive therapeutic treatment programmes pratténding the Centre,
which may have had a powerful influence on the pupils’ owerpretation of factors
and events affecting their behaviour. The extemttich these therapeutic
interventions had created or moulded their own viewspanspectives, and their
interpretation of events, is difficult to determine yaportant to acknowledge. Pupils

having undergone extensive therapy appeared in certam tcatsdk more freely and
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with a more analytical insight of their experienced Behaviour and this again adds a
further possible contamination of data, concerningettient to which these were their
own or a therapist’s perspective of their difficultie$hese pupils appeared to be
more familiar with the one to one interaction tlesperienced in the interviews, and it
is possible that their interpretation of the evens waite different to that of other

pupils, which in turn may have affected the data thesred.

An interpretation of the interview event and itsuefhce on interviewee responses has
been described by Briggs (1986). He has analysed thenwayadh a group of

women involved in a series of interviews regarding atiodecisions, potentially
perceived their interviews. He considers that theneroprobably viewed the
interviews as ‘vastly different communicative encousit§p122), with some seeing
them as therapy, some as contribution to researclroseeing them as ‘bureaucratic
prelims to getting an abortion’ (p122). Briggs consideas tihis interpretation of the
purpose of the interview and also the role of the weree could potentially affect

the respondents’ self-expression.

Clearly the role of the introduction to the interviewthis present research was
important in trying to offer a standardised input to the lpupgarding their role and
the purpose of the interviews. However, the integpiet of this introduction for

each pupil inevitably varied, and in particular the degoeettich the pupils could
accept the new researcher role of their teacheeacHer in Charge may have been an
important variable. The confidence of their sefiression and the nature of their
responses could have been strongly influenced by thiegnriiss of the pupils to

accept this shift in roles, and to trust the proposettacnof confidentiality and
anonymity, which is typically strongly denied in mooerhal teacher pupil

relationships.

Certain researchers such as Cullingford (1991) may haugjastified over confidence

in believing that their data from pupil interviews isainted by such concerns in the
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pupils. He states that; ‘Children in this survey spogely and openly about their
feelings and ideas without trying to please or shockmtiegviewer.’ (p8). This bold
statement may be somewhat optimistic. It seem® taiassume that all pupils will
without hesitation discuss their innermost thoughts aatihfjs without some concern
for what will happen to the information, and why tleeg really being asked to share

it.

A large number of pupils talked freely, yet certainly rev@d within their own personal
safe boundaries. They appeared honoured and somewhatesiitprhave been given
the opportunity to talk, and this honour was enhancetdédyse of a tape machine.
Yet no matter how skilful the questioning, and how infalrthe relationship, a pupil’'s
boundaries were his or her own. They appeared torhasle their own judgements
regarding the nature and extent of the information toegidered it appropriate to

share, having made their own interpretation of thenmgeof the interview.

Roy, a 14 year old boy who had been referred to The Cadk@ntre by a
psychiatrist who had been working with him on his apx@d school phobia, stated

that he found it easy to talk in the interview but:

“It depends what mood I'min ... If I'm in a happy motd OK.”

Only Neil, who was a 12 year old boy attending Southdogho8l as a result of his
aggression with peers and disruptive and disturbing behawoansainstream school,

openly described his very own personal goal for hiswige. He stated clearly that:

“l want the Headteacher to hear this, what I'mrsgyi

As he spoke he appeared to be releasing all of his pemigep and frustration
regarding his placement at Southdown onto the tape, aatydaw a purpose for the

tape beyond that of the research. He was anxiol@v® his own copy.
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This whole issue of the meaning of the interviewstfier pupils and the use of their
time and perspectives for the purpose of research istamgan discussing the ethics
surrounding this type of research. It should be of ser@@mncern to anyone working
on educational research that involves pupils, to quesi®true rights of the
participants they interview. This is true of adulemiewees and even more so for
children and school pupils. Denscombe & Aubrook (1992) disttiussme length the
true ability of pupils to refuse to participate in soogdearch, and whether research
carried out in school time can ever actually be volyntaPowney & Watts (1987)
similarly express concern over the vulnerabilityraérviewees in certain research
situations. Interestingly they note that young peoaleIstated a preference for
interviewing over being observed, which is possiblyalpse it allows them to retain

more control over the information they disclose.

However, even within the open-ended interview, theaesher should question how
honest s/he is being with his/her questioning. diffeult not to admit to the
manipulative use of questioning to get interviewees toatadl disclose information
that even they themselves may not be aware theyissiesing. Homan (1991)
actually suggests that the researcher’s ability to it shubjects in a co-operative
mood, so that they will be unlikely to exercise tlsaircalled ‘right’ to refuse to answer
qguestions, is ‘standard in the training of social neteas.’ (p125). Logan (1984)

frames and further develops this ethical issue whetalbess

‘One of the questions which arises concerns how &adopt a questioning
approach to allow response of an empathic “unstructurediaeor to prod or
prise open doors to “inner turmoil?”’ (p21).

Similarly Cullingford (1991) discusses the ‘subtle’ attemptgét the children talking,
without it being intimidating or direct. He describésploy to question children
about school transition in order to indirectly gainghsinto teachers and schools.

Such subtle questioning could be deemed ethically unaccepéthladoubtedly
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comprises a large part of any research which probesdodl perspective.
Disguising the true purpose of a question and its aim may le¢hical issue that is
difficult to resolve. Further ethical issues relatingesearch which involves

interviewing are discussed in Kvale (1996).

Finally in this Chapter, it is important to report thie simple problems, often of a basic
practical nature, that arose particularly during the daltaation period and that
affected both the frequency and quality of the interviearapleted. Firstly, simply
finding the time to complete interviews was at timdcdit. At The Oakwood

Centre, where the researcher was Teacher in Chang@lems were different to those
presenting themselves in the Southdown setting. AtOdievood Centre pupils

were largely interviewed at a convenient time forrgsearcher, following tactful and
sensitive discussion with teachers. Of course jugfifine use of time for research, as
opposed to one’s own professional duties is possibly anethical issue. Generally
co-operation from other members of staff was excgliget their right or ability to
refuse to release pupils may be questionable in thidisiyas are the rights of the
children. This problem may be more easily overconzeresidential setting where
pupils are available for research outside of school hanotsn a potentially more
informal atmosphere. (See Section 7.3). At Southdoemptipils were similarly
restricted to interview during the school day. Ethgslies concerning the use of
professional time for research purposes were not haveepeblem because
interviews in this setting were performed outside ofrdsearcher’s paid teaching
time. However, negotiations with teachers for pupilleave classrooms still had to

be made using sensitivity and tact.

In addition to time, space was also a major probleboth settings. Finding a quiet,
private space in which to conduct interviews was ofificult. Interruptions were
common and privacy frequently lacking. The implicatiohthis are hard to judge,

but should be considered as possibly placing some restgadin the wilingness of the
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pupils to disclose certain thoughts and perspectives. sisswenfidentiality were
possibly one of the most significant parameters oml#ta collected from the pupils
and finding private space was just one of the practeslffecting this parameter. At
The Oakwood Centre particularly, the use of the Teanh€harge’s private office
tended to engender a feeling of formality yet was ateronly available private space.
Also associated with the issue of confidentiality ansisgdy another practical
necessity that affected the willingness of the pupildisolose information, was the use
of the dictaphone. Some pupils were clearly visibly tdiby the machine, although
others apparently ignored it or rapidly forgot it. Ottesearchers having used this
method of recording pupil perspectives may have underestirtiseaffect of a tape
machine on a pupil’s ability to relax and respond freeljor example Cullingford
(1991) confidently states; ‘All the interviews werergat out using a tape recorder
(put to one side and quickly forgotten).” (p8). InteresyinBich (1968) suggests that
the tape recorder actually inhibits the interviewenpwnay have to play the tape back

to colleagues, much more than it inhibits the chilehdp@nterviewed.

Despite the obvious and inevitable limitations th&éd@e recorder places on an
interview situation, no adequate alternative has yem Beggested. Its affect on the
data recorded must simply be acknowledged, and analysis ecoginise this affect.
This last sentence applies to all of the methodolodimahtions of this type of
research. The limitations must be acknowledged ancesudts and conclusions
arising must be read within the boundaries created byétlkeodology. An extended
discussion of the methodological insights and implicata@frikis project for future

research is presented in Section 7.3.
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PART THREE

RESULTS AND DISCUSSION
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In Part Three of this report the results of this proge presented in two Chapters.
Chapter 5 deals with the factors and processes thatpgeseived as significant to the
pupils interviewed in relation to their behaviour, an@fer 6 offers further insights

into the pupils’ perceptions of their own behaviour arrtature of this behaviour.

Chapter 5 is divided into three Sections, the first prtse school and schooling
factors, the second family, sociocultural and socioeson factors and finally, the

third revealing factors associated with the individual paipgychology and

physiology.

Chapter 6 is also presented in three Sections, thefiesing insight into the nature of
the pupils’ behaviour, the second looking at labelling and behaviour patterns
evolve, and finally a third which presents evidencé time aspect of the EBD pupils’

behaviour is in seeking support and understanding.
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Chapter 5

Factors and Processes of Significance to Pupils

It is the belief of this project that when attemptingoetter understand the EBD pupil
and his or her behaviour, it is essential to expléfactors which may interact and
contribute in some way to influence this behaviods explained in Section 1.2
different theories of behaviour have encouraged diffddongwithin educational
research. Depending on the theoretical emphasis &efs loé the researcher, the
different factors that may have influenced the pupilbadwour are explored to a
greater or lesser extent. For example, previous sthdiesfocused specifically on
factors linked to schooling, some on the family on@@onomic background and
others on psychodynamics, and some have specificdibedtpupil perceptions to do
this, as was described in Section 1.4. However, ahd3& Milner (1994) state; ‘...
there is a need for further investigation of the idieation and interaction of relevant
factors.’ (p296). Other researchers have echoed biedisés. Faupel (1990) for
example, is quoted in Barrow (1995), as stating; ‘Understgmuimblem behaviour
will not be found by focussing on the child, nor by fagog on the school, but in the

study and analysis of thiteraction between theih(p52).

This current project attempts to use the EBD pupils’ owneggions to illustrate the
relative significance of all possible factors thatyrhave impacted the pupils’
behaviour. It attempts not only to explore the pupilshasew of the internal,
psychological or physiological factors that they pereais being of relevance to them
and their behaviour, but also the factors which grartiof the various systems
interacting with the pupils’ lives, such as school amdlfelife. As Armstrong et al
(1993) state; ‘The disturbing behaviour of children mayedrsm tensions in the home

or school, as well as from personality or constitndiddisorders”.’ (p128). Recent
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publications have criticised research that has focusedlbsely on single factors.

For example, Pasternicki et al (1993) describe reseaathals investigated single
factors relating to truancy, rather than seeking toocgghe broader complexity of the
reasons behind such behaviour. They state; ‘...thamdsstudies examined the
influence of a single possible causal factor rather tha interaction between a

number of possible factors.” (p3).

The results of this present enquiry into the importariadl possible factors, from the
pupils’ viewpoint, is presented in this Chapter as thexi@s, and a conclusion
summarises the overall significance of the resultss believed that the results will
contribute to an increased understanding of the thelogleiad EBD behaviours, and
also offer an enhanced knowledge of the various fathatsaffect the pupils’
behaviour. Each of the three Sections attempts tdioemelevant literature in the
field, with the data collected in this present studyhe Ppupils’ perspectives are
presented using their own words wherever possible, wdbrapanying analysis and
interpretation to illustrate the significance of tremtements. The initial contribution
made by each pupil to this report is accompanied by dduriéne of their age and
background. This is in order to give the reader songhinsito the problems that
each pupil had experienced and to be better able to akssesgnificance of their
statements throughout the Chapter. (A few of the pbais already been introduced

in Chapter 4). The names of all pupils have been chageasure anonymity.

A more detailed analysis and discussion of the theatgpicactical and
methodological insights and implications of the resalts,presented in Part Four of

this report.
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5.1 Schools and Schooling Factors

A large percentage of the interview data collected fpomils was concerned with the
role of schools and schooling processes as contribiaitgrs to their behaviour.

The whole experience of schools and schooling andaheus social and educational

processes occurring within the mainstream schoolghkgbupils had attended, were

clearly of significance for the pupils in relation teeir behaviour and their subsequent

placement in a special school.

These results offer powerful support to current developihgféhat schools
themselves may actually contribute to a pupil’s probleritie previous decade has
opened the doors of research into what constitutestigéeschooling and the results
of this study reinforce much of this research. Tdwilts of such research have
illuminated the nature of an effective school that thé¢lee needs of all of its pupils,
including those displaying disturbing behaviour. The EBD pupierviewed in this
study certainly were able to reveal the important tiode they perceived their

mainstream schools had played in contributing to théiculties.

Cooper et al (1994) give extensive details of reseasatthds been carried out
internationally in this field, including that from tléSA and Australia. They draw
from various sources to make important and far reachaétgraents suggesting that;
‘The institutional arrangements in schools have aguad influence on the social and
emotional adjustment of their students and that scli@es it in their power to
inhibit, or exacerbate, the development of emotiandl behavioural difficulties and to
function as effective therapeutic agents.” (p173). KI03) traces the evolution of
school effectiveness research, and although he reppattsr 1966 the Coleman
Report stated that schools themselves do make a ddteremost research at that time
was focusing on the impact of socioeconomic factorpugil achievement in school
and not on the processes going on in the schools tveasiskat may have been
impacting this achievement. Kreft (1993) refers toc@sd generation of research
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that has considered the schools themselves to beg kighlficant in providing either
effective or ineffective experiences for their pupil$his research is described by Kreft
as no longer regarding schools as ‘... the black box inolwéomething goes in and
something comes out.” (p105). Such research has gonevsmntewards changing
attitudes to schools. It is well described in a qugt@&yerman who is cited in
O'Keeffe & Stoll (1995) and refers to the ‘...fatally flasvpsychology of years ago,
which viewed school as an unproblematic good and anyboeae&coiled from it as

ipso factodeficient, or deviant or even proto criminal.” (p10lowever, O’'Keeffe &
Stoll also suggest that things may not have changed\graatl they comment that
certain people in positions of power still turn to thédcen themselves or their

sociocultural backgrounds as being at fault:

‘Sad to say, this outlook is still apparent among mangigahs and
administrators. Either they regard children as posgpadisfigured
psychology, or, if they do take a sociological perspecthvis is solely in
relation to childrens’ bad homes etc.’ (p10).

Nevertheless, much of the previous research has eeveaty tangible aspects of the
school itself that may have adversely affected pupéelr and relationships with
certain pupils, and the results of this research camoterlooked or ignored. Such
work includes Hargreaves (1967), Rutter et al (1979), Gallow&p&dwin (1987),
Reynolds & Cuttance (1992). The work of these researcheealed that the
behaviour of individual pupils could not simply be attributegacial background,
defective homes, or psychological damage through previqpesierces. The role of
the school itself was also important. In additidwis tesearch began to reveal the
importance of less tangible aspects of schooling, wiesle become known as the
ethos, and have also led to an interest in the sagjcts of schooling for pupils.
This sociological research has revealed a better uaddisg of the pupils’ experience
in terms of subcultures and groups which exist in sch@®epds, 1980,1990), and

their behaviour which is associated with such grouphke importance of these social
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processes within the schools is given strong suppohiébpupils in this present study,

who made a significant number of comments concernioglgoteraction in school.

In contrast to those who pursue school effectiveres=sarch with a strong belief that
it may ultimately provide the answers to our probleniseiping EBD pupils, Angus
(1993) offers some contrasting views concerning theafodehool in the creation or
maintenance of disturbing behaviours. He reviewsethomks concerned with school
effectiveness, and criticises those who he descabéging obsessed with school
effect, considering that they are, or have been, iggavider social issues. He states
that they have a ‘...limited view of context...” (p341He continues by saying that
those researching school effectiveness are notdmmgy an ‘...interactive

relationship between schools, culture and societp342). Clearly it is important
that we do not allow school effectiveness researavershadow the important impact
of social background, possibly giving higher powers suchagdvernment the
opportunity to place all responsibility for the EBD pupldghaviour on the schools

and their teachers.

This Section presents the results of the present sthidy wnefer specifically to school
and schooling factors. The results are presentedafiatyainder four subheadings,
although each heading is not mutually exclusive, and tee@neich overlap when pupils

describe certain factors.

5.1(i) Size of School, Classes, and Teacher/Pupil Ratio

Analysis of the interview data from this researa@hhghts an interesting mismatch
between the perceptions of a number of the EBD pupissame of the studies into
effective schooling, and their conclusions regardingeffeets of school and class size

on pupil progress and achievement.
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Scherer et al (1990) discuss the research of Rutte E2'&)) on school effectiveness
and state how it revealed that physical provision (@idsuildings, class size, teacher
to pupil ratio etc) were not of such major importancetasr factors. These views are
certainly held by many politicians and educationalstiay, and debate over class size
continues to be reported in the academic world and ttss.pifeye, 1988, Education,

1995a, The Daily Telegraph, 1995a, Blatchford & Mortimore, 19%isddy, 1997).

Interestingly the views of the pupils in this study wha miention class size as an
important issue for them, are in accord with the viefysarents electing private fee
paying education for their children. In a recent rep@&tucation, 1995a), it is stated
that; ‘Educationalists and politicians argue whetherscd&e matters. Parents don't;
they want individual attention for their children andttmeans for many children,
smaller teaching groups.’ (p4). The report claims ttlat$ sizes and teaching groups
were the first thing parents asked about when they casrwethe threshold...” and the
article states that ‘favourable pupil-teacher ratios’a‘key selling point for the
independent sector.” (p4). The significance of classm@reeseas is made apparent in a
recent article published in the USA, (Education Week, 1986ih reports on the
State of California’s decision to appropriate ‘...nearlyb#lion for new teachers,

supplies and classroom space to bring down the natigtigsti class sizes.’ (p8).

Thus the subjective views of parents, the policiesedfin overseas countries, and
indeed some of the pupils in this study, indicate the inapod of class size for success
in school. However, these views are not necégsaaccord with the results of more
guantitative research into effective schooling, pogsibentated towards academic
outcome. One major problem associated with gainingeagget on this issue may be
related to the fact that setting up empirical reseantchthe effects of class size on
learning is very difficult to do. (Blatchford & Mortimer 1994). Thus, results from

such experimental style research are rare. Ma38&y') reports on a number of
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attempts to explore class size effects, including th@lass et al (1982) in the USA,
and more recently in the UK a report from OFSTED (199%is latter report uses
results taken from the inspection of schools to atteémpik class size to quality of
education. Interestingly, although no direct measureeddérmance outcomes were
attempted, the report suggests that there are no sinigebketween class size and
guality of teaching and learning. Clearly this issug @so the impact of school size,
demands further research and the results of the preésdgtrsake a valuable

contribution to the debate.

The perceptions of the pupils in the present study who aiehemt on this issue were
particularly interesting because they varied in the &etag in which school or class
size manifested itself in their problems and theibilitg to remain in a mainstream

setting.

Size and nature of school buildings

One aspect of this issue for six of the pupils wasehe resulting from their subjective
view of the size of the buildings themselves, and thstitutional nature. This was a
problem particularly for pupils who had entered special educast a result of poor
attendance or school refusal. Phobia, physicatginand depression were commonly
diagnosed for these pupils and psychiatric treatment prigpecial education had

been provided in certain cases.

For different pupils, different aspects of the physicalireof the schools symbolised
their institutionalised nature, and were perceived amga@ontributed to their fears.

For example Robert, when asked why he had become swfaseldool, replied:

“Corridors probably...there was one long corridor theht through the whole
school.”

Wayne, had a different yet equally vivid perception ofskisool:
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“The school seemed to have a cage round it.

Another pupil, Sarah, was a 13 year old girl attending Tdlen@od Centre following
psychiatric treatment for suicidal thoughts and schoobjaho She had refused to go
to school soon after transferring to the seconddtinge She was one pupil from
those interviewed whose perceptions of the school bg#divere recounted when she

tried to describe the root of her difficulties:

“...it’s a hard school to get on with, it’s too big.can't see how any of them
cope with it that size. So | used to stand in theidory | used to look ahead,
and the corridor used to be, honestly you could put attraimel down it, it
was miles. | used to stand there with all these gidsvding around me and |
used to say ‘where the hell am I, what am | doing her&lPthe corridors
used to look black. It was too big for me. | couldn’t copi it. | used to
burst out crying in lessons.”

Interestingly, such perceptions are not, it seems, unasuaigst many mainstream
school pupils preparing for the transition from primaryte secondary setting.

Measor & Woods (1984) interviewed a number of pupils atdtzage in their school
careers, and found expressions about being frightenededjoscared and nervous,
not uncommon and in association with comments osidgeof the new school they
were to enter. Their pupils stated fears of losing thay in ‘the maze of corridors

and classrooms.’” (p9).

Fear of getting lost was expressed by Roy who wasllale to recall his

experiences. He described both the size and inshalti@ature of the building:
“| kept getting lost a lot. It was a massive schal bkept getting lost.”

“It seemed | was small, you had buildings two storeys eigihrywhere, and all
your bigger people all around you.”

“The size of the buildings and the dangers in them tQ@mrridors, ledges,
stairs, doors.”

He felt he was ill prepared for the transition frorm@ary to secondary school:
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“The primary schools don’t prepare you for the changsetmndary, the size.
| think it would have helped if | knew what | was walkimga. | was
squashed in the corridors.”

Lengthy interview time with both Roy and Sarah resdahany other factors that they
associated with their difficulties in addition to thesgceptions of the school. It
would however appear that unlike the pupils in Measor & Wod@84) study for
whom the fear of transition is an understandable ystipa fear, these pupils do not
move through this fear. Instead it develops and cang#to a more complex web of
difficulties, and as the interviews showed, these pdatipperceptions do remain with
them as a significant contributory factor in theinmsream schooling difficulties.

The comments that Roy made appear to suggest an enhaseaarity and awareness

of danger, which may typify the perceptions of certd®@DEpupils.

Adding to the data that suggests the importance of scizecds a significant factor
for these pupils are the comments made by a small nurhpeipils regarding their
experience of the special school setting. For thapés the success of the special
school and its appropriateness for their needs wadychedzted to the small size and

less institutionalised nature of the school building akimg their attendance easier:

“The building, no long corridors, human.”

“l liked the size of it.”

For pupils such as Sarah and Roy, their difficulties dichdeebecome more apparent
on transfer to the secondary setting. This suggestdt ik important to consider the
often major differences between the physical natuteefecondary and primary
school settings as being a significant factor in tladility of certain pupils to make a
successful transition. An unsuccessful transition they develop into more complex
EBD behaviours. Linked to these physical differenaad, possibly even dictating
their existence, is the difference in the number oflplgging educated in one place.

These numbers not only in themselves affect a patigntulnerable EBD pupll, as will
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be described in the next few paragraphs, but indirectgterinstitutionalised,
intimidating school buildings, playing an important rol@ischool refuser’s perception
of his or her problem. To summarise, the number ofigbping educated in one
place inevitably influences the physical nature oftihidings, and for a minority of

vulnerable children this becomes an important fadfectng their behaviour.

Size and social problems

Five pupils commented directly on the number of pupilssor@ol contributing to

their social problems. In addition to his commertgarding the physical nature of the
school buildings, Wayne, expressed clear views thdatbe numbers of pupils in the
mainstream school setting had contributed to his expgeof bullying and his

subsequent problems in attending school:

“The main thing about that school - miles too bighey couldn’t keep an eye
out for everybody.”

Roy also commented on the number of pupils around him:

“I couldn’t walk across the playground without a squash.ergne crowding
around in gangs. Really packed out.”

As Wayne’s comment reveals, it was the inabilityhef staff to ‘see’ what was going
on that was the problem for him. The shear numbpupils in the secondary
mainstream setting and high pupil/teacher ratios cléftlyhese pupils feeling
vulnerable amongst their peers. Boulton (1993a) in béiet on playground fighting
states that; ‘Supervisors are often in charge of laugabers of children in the

playground and the ratio may exceed 1:50." (p199).

Clearly vulnerability increases outside of the clagsrsetting if this figure is accurate,

and may support and justify the fears perceived by Wayhe.continued:
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“There’s never anyone in charge around. There’'syawa many people at
school, they're always flittering about, you can neyetr hold of them. It's
like if you're getting hassle from anyone, you can’'t aagone.”

Johnny, another Oakwood Centre pupil, who was 12 yeaemndlavho had been
expelled from a number of mainstream and special sgtacéments as a result of
aggressive and disruptive behaviours both towards stafiegrs, also commented on

the size of mainstream schools:

“They're all too big. When the teachers aren'réhehey can’t keep an eye
onyou. Too many kids and not enough teachers.”

In addition to pupils perceiving there to be too few s@dfrah also felt that staff were

too busy to offer support, in a large school:

“Teachers never have time in a big school.”
Wayne added:

“No-one to talk to individually, and if you're getting bettl ...
they can't sit and talk to you ... no individualisation.”

In these statements pupils are clearly commenting@guhntity and quality of
contact with teachers or members of staff. Whettis is in the classroom or outside
of it, the pupils’ observations and subjective viewadpup issues of a qualitative
nature, such as relationships, which emerge from quedoitiffactors such as numbers
of teachers. Teachers are perceived as the meaagety and protection for those
pupils who are vulnerable to the social life of theosthand this protection is
perceived by certain pupils as inadequate both in quantitgaality. Johnny
summed up his perception of why size makes a differenca tvh commented on a

positive aspect of the special school setting:

“It's small, so if there’s a little bit of troubleoy can pounce straight away.”

Roy explained his ability to attend The Oakwood Cewntndst failing in mainstream

as:
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“| feel safe here.”

This feeling of safety appears to be linked to the pupdsteption of the physical
nature of the school buildings and the number of pupilsarsthool. A small number
of pupils in the study clearly suggested that smaller nundfqrspils in a school
allows social problems between pupils to be reduced bynghékém more visible and

manageable, or by improving the quality of relationships.

This problem of the visibility of negative socialenaction in the schools and its
association with pupil numbers and inadequate staffing Isagarceived by certain
pupils to extend into classroom situations as well.reKavas a 16 year old girl
attending The Oakwood Centre. She had been refer@dddolescent psychiatric
unit following severe social difficulties in the mairesim setting, leading to school

refusal, and also aggression within the family. Stmaed:

“Having thirty people in a class, teacher can’t keepymon everyone.”

Practical subjects appeared to offer excellent opporearitr bullying, where large
classes were perceived as preventing teachers eitheg geoblems or dealing with

them.

George was a 16 year old Oakwood Centre pupil who had suffeyesht deal of
bullying in the schools he had previously attended, andé&ed referred to The
Oakwood Centre following his placement in a Childrents1t¢ as a result of family

difficulties. He described his experiences in a CaBl

“Well, whilst he was helping someone else ... alldti®er lot would start
throwing compasses and everything. If I'd go and telldnkins he’d just
say ‘Oh well, ignore them’. It got to one time wheéjust walked out of the
classroom.”

Karen generally perceived lessons as being the ‘sgi@gtof her school day, often

dreading and attempting to avoid the less structured periodsasuweaktimes. As
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Cullingford (1993a) states; ‘The classroom can even beeoratige in times of
stress.’ (p57). However, Karen described certain padatiasses as creating

opportunities for bullying and feelings of vulnerability foer:

“Food studies was the worse, cause we had all the coalarad, and you
couldn’t see if anything was going on.”

She continued:

“Science was where | was having a lot of problerhéiad acid thrown at me.”

Physical Education classes were also mentioned by berurhthe interviewees. Six
of the sample perceived this subject as creating opparfonihegative interaction.
George related the problems he experienced to the nawhpepils being taught

together:

“And cause of all the kids, if you were playing footbtiey'd try and
deliberately trip you up and throw the ball at you and buyaile”

Obviously such behaviour within classrooms can becegtsal with a number of
variables, not only of class size, but Cullingford (1992ajsiders that large numbers
of people in the confined spaces of the school envieohiwan affect relationships in a
negative way. He states; ‘Many of the relationshipsuch confined spaces, are

volatile.” (p59).

To escape from that confinement was for some auliffibing to achieve. The highly
social nature of the schools and the lack of proviomjuiet, individual time were a

problem for Sarah:
“I made myself a prefect because | didn’t want to go datand play with

them .... so | didn’t have to go out and play with eveeyelse. It was really a
way of escaping and getting help.”

Wayne also wanted to escape from social contact:

“| asked the teachers if they would put me in isolatsan|’d go up the hall, do
all my work.”
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Harris (1994) deduces from her interviews with pupils in amsh@am setting that; ‘It
is difficult to be alone, an individual - for most otthime students are seen as part of a
group ...” (p63). Perhaps some of the EBD pupils intendewehis study reveal an
enhanced vulnerability to this expectation to be dgaevolved and group orientated

at all times.

Interestingly, the social vulnerability and the feasacial contact experienced by these
EBD pupils, which they have perceived as being assoaigdtedhe physical nature of
the school, the number of pupils both in and out of elssoupled with inadequate
staff ‘protection’, does not support some of the magsearch on bullying that has
been, and continues to be published. In a recenkeattiweus (1994), based on his
extensive Norwegian studies, states; ‘There were sitiy@associations between
level of bully/victim problems (the percentage of bdllend/or bullying students) and
school or class size.” (p1177), although he admits thaebearch does in fact contrast
with commonly held public views. He claims that ‘...#8iee of the class or school
appears to be of negligible importance for the reldteguency or level of bully/victim
problems’, yet he goes on to say; ‘It is, nevertdgla fact thahbsolute numbeof
bullied and bullying students is greater on average in higads and in big classes.’

(p1177).

An important focus of much of the recent researchudlgithg is the somewhat
intangible and illusive ‘school ethos’, as a factdiuencing aggressive social
behaviour. It is generally believed that the ethidt® school can influence the
attitudes and relationships of the people within it.heBer et al (1990) referring to the
school effectiveness researchers of the 1970’s and 1988&npthe conclusions of
such research regarding the importance of the physpattsof the school as being
‘...not as important as the less tangible aspects, osgt the school.” (p14). What
is surprising about such a statement is the consideth@dthe ethos is separable

from the physical aspects of school and class sizethos may be considered to be
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the school's social climate or atmosphere, thensurely inseparable from the number
of pupils within the school, or its classrooms, andréseilting physical nature or
requirements of the buildings. Significantly, all ofsk factors have been clearly
stated by the pupils in this study as being important fa@ssociated with their
behaviours. Effective pastoral care is generalisici@ned to be a valuable
contribution to the correct ‘ethos’ of a school, Retid et al (1987) ask; ‘Is pastoral

care equally effective in year groups of 250 compared witbetlof 75, 125 or 1507’
(p79).

In other words, research which reveals the importahtiee ethos of the school in
contributing to that school’s effectiveness, must itoiet to look at the close link
between this ethos and the potential impact of sdmadlkclass size on its positive
development. The two issues appear to be insepardlbie.following sub-Section

further develops this proposal.

Size and discipline

A further development in the importance of school aadsckize to the EBD pupils’
difficulties in the mainstream setting lies with the@rceptions of discipline. For a
number of the pupils in this study, the way in which tiveye disciplined and the
discipline procedures within the mainstream schoolse \werceived by them as having
contributed in a variety of ways to their problemdwnitthat setting. Harris (1994)
makes an interesting statement from her researchhwhings discipline procedures
into the debate on school/class size. ‘The sizeepopulation and the confined
space justified in some teachers’ eyes, the needdasttict and highly visible

discipline regime..."” (p 61).

Pye (1988) pursues this idea that it is large classes wascalt in the need for much

punishment and discipline. He claims that teachersyatiout controlling large
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classes, and become stressed and insecure. Thisrityskeads to less effective
interaction with the pupils. He claims that; ‘Smafkembers would multiply parental
relationships between teachers and pupils’ (p165), anditlage classes the
teachers’ power ‘to perceive individuality and complekitpupils dies.” (p166). He
also claims that teachers’ insecurity is reflecteth@pupils and they too become
insecure. Overall he suggests that teachers becdenea®in the classroom. This
point will be expanded in further Sections on teachirgamriculum but is certainly in
agreement with a number of pupils in this study. Thesdspuiised teachers who

knew them or their needs as individuals:
“She gets to know you, to know what you want.”

“Well listening and how she copes with you ... everyt®dyfferent.”

A pupil interviewed by Pye (1988) felt that smaller clasgesld allow pupils and
teachers to relate to each other better ‘as peopleyman beings.’ (p168). Sarah felt
that teachers in special schools did try to build @tetips, perhaps reinforcing Pye’s
belief that both teachers and pupils feel safer wighsthaller numbers of pupils in the

special school:

“Teachers are willing to listen to your problems, dali¢nate you. Like in
mainstream you’re there to learn and that’s thatyreal

At a managerial level, where policies on discipline@restructed, the size of the
school may also be reflected in the content and natutes policy, which is drawn up.
Harris (1994) notes; ‘The size of the school's populat@as been of increasing
concern to senior management mainly because of tesyyes that such numbers
place on simply “managing” the population let alone maimg an adequate teaching

and learning environment.’ (p61).

Pupils described ineffective and frustrating methods ofptiise that they perceived as

doing nothing to help or alleviate the problems theyevwexperiencing, nor to change
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their behaviour. Wayne described the impersonafeictafe nature of the discipline

he experienced:

“l got thousands of detentions. People’d have a go at'dnell ‘em to shut
up and have a go at them. I'd get told off for talkingl usually get detention
for that. We’'d get things called microlines. Thegtloff and have a cup of
tea ... and they'd leave you and you’'d never get a chanedl your side of
the story.”

George described the lack of effectiveness of impersoass$ disciplining which

appears to be adopted by many large secondary schools:

“If you're naughty you get a little pink slip... take it tize Head’s office, and it
goes on your file. If you get six you get suspended.oufget eight you get
expelled. 1 used to flush them down the toilet. Tie=yer checked up.”

Other pupils perceived the discipline as uncaring and impaltsafohnny described

his experiences:

“He gave me a punishment. Stay in the library andadw work. | was
there for about two or three hours and he didn’t evemedoack in three
hours. | just walked out. They just don't care, do they?”

The extent to which these forms of discipline andrtperceived ineffectiveness by the
pupils is a consequence of large numbers of pupils in schndlslasses is obviously
open to debate. However, some pupils clearly felttttetpproach adopted in the

smaller special school was more effective.

Colin was a 14 year old pupil at Southdown School, who rspdagied highly
disturbing behaviours within the mainstream setting,ma®h referred to Southdown
for education and also to a counsellor for therapeutic stppo the interview he
tried to articulate the differences between the approétie mainstream school and

the special setting in terms of discipline:
“Southdown School has been kind. In mainstream younédlaong wrong,

chuck something or swear at a teacher, you'd be aut@tasaspended. At
this school you can do things hundreds and hundreds ofadimaegou still
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don't get kicked out because they want to talk through yolbigmts. They
want to talk to you about it, and see if they cantffei you.”

Andy at The Oakwood Centre was a 14 year old boy who éaxl temoved from
mainstream school for disruptive behaviour and truandg made an interesting
comment that perhaps helps to explain the subtle ditfesetihat a pupil who has
experienced difficulties in the mainstream setting peesgbetween this and the special

school:

“More relaxed. The atmosphere. In a mainstregmd there’s tension in
the air. In a school like this there’s no tensab@all.”

Interestingly the special school provisions with semgliupil numbers were not
perceived by EBD pupils in this study as being more suadessterms of discipline,
by adopting stricter regimes, but by showing a more patsamning approach, where

justice could more clearly be seen to be done. Asy@aplained:

“At this school there is discipline when you’ve donensthing wrong, you can
actually see when you've done something wrong.”

William was a 13 year old school refuser attending Southdsehool, who had
learning difficulties and had been bullied within the refaiimam setting. He expressed

similar sentiments:

“This school is really caring for people’s needs wheainstream they would
say do this, do that and do this, and tough luck if you'veagtisability,
otherwise you get an hours detention.”

Laslett (1995) neatly takes discipline and its potentia@ason with school or class
size into the area of relationships within schoolde refers to the staff who worked in

the early special schools and how they knew that:

‘...a reliance on punishing children militated against thalgof the schools
and against the kind of relationships with children whiehstaff knew to be
beneficial. They realised that punishment is a nsoraplicated and
potentially a more destructive intervention than thwke advocate it realise.’

(p6).
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Obviously the question here concerns the extent tohathis more relaxed, possibly
individualised caring approach is possible in a large sclk@wl, a 15 year old boy
attending Southdown, who had been in trouble for aggresssreptive behaviour in
mainstream school, simply pleaded for a more understaadoshgersonalised

discipline system. He stated that all he wanted was:

“Someone to just listen to me really.”

He described one teacher who helped him:

“When | was in trouble she used to come down and #itme and talk.”

Previous research has shown that pupils are quite aldedgnise a need for
discipline but are also clear as to what they consabée effective. Quicke (1994) in
referring to previous studies of pupils’ perspectives stasspupils; ‘...recognised
the need for a disciplinary framework,” (p105), but one Wihiiey expected to be
exercised in a non-authoritarian and non-coercive wfhen discipline does not
conform to these standards it may be seen to add todiffipillties. Gerry was a 14
year old boy attending The Oakwood Centre. He hadedé@ming difficulties that
had resulted in a special education placement but hadesdsoelapelled from both day
and residential special schools following disturbing biehas and truancy. He
clearly saw the nature of the discipline at a previeheasl as exacerbating his

behaviour problems:

“No school needs to be strict. When | was in ‘Bheol, | was so naughty ...
and they had discipline there. It just makes you do maughty stuff.”

Karen, explained the potential role of discipline proceslure®ffering the opportunity

to increase peer group status and self esteem:

“Some children like to be told off ... I'm like big ardol.”
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Stevenson & Ellsworth (1991) describe certain punishnantsounter productive’,
quoting a pupil they had interviewed in a USA survey of tisias saying ‘like giving
candy to a baby ...first | skipped, then they kicked me (u#284). They suggest that
‘suspension for truancy “punishes” a student by ensuringhkabehaviour being

punished continues.’ (p283).

In this present study, Danny, a 14 year old boy at Southd&wnliool with learning
difficulties and a history of disruption and truancy, diedescribed how he used the

school rules to his own advantage:

“I wanted to get chucked out ... so | just mucked about evgid didn't do
my detentions.”

It is tempting to suggest from this type of statemerttithpersonal discipline methods
used in the mainstream school may be insufficient madieiquate for the EBD pupil
who requires more time and patience on an individual,@sismay even be used by
the pupils to their own advantage. Also, there maydey consequences in terms of
relationships and the ethos of the school whichiaked to discipline methods and in
turn, the major parameters determining discipline methosishool are strongly bound
to pupil numbers both in the schools and in the classsooTherefore if it is these
numbers which dictate discipline methods, and the regudpm-offs in terms of ethos
and relationships, then we are looking at a signifitator for the effectiveness of

mainstream schools for EBD pupils.

Size and academic problems

Of a more tangible nature than the effect of schodl@dass size on the social
interactions and relationships in a school is itsa@fbn the pupils’ learning and
academic progress. On this issue, the pupils’ percepBenaaled in this study clearly
suggested that being in classes that they consideregd¢abatained too many pupils,
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had certainly influenced their lack of academic progredsiaeir unacceptable
behaviour. As previously described, some major relsalres not reveal class size as
influential on pupils’ progress. Yet, a recent NFER St{ildmnes Educational
Supplement, 1995a) involving two hundred and sixty five prirmahpol heads,
revealed that nearly 60% of them said that their Keg&e classes were too big to
enable adequate teaching of the national curriculumyveglef the pupils interviewed
in the present study supported this finding and directly desthow they felt that

they had not had sufficient help from teachers.

Six boys at Southdown School made comments cleardgriiting this point:

“Too many people in the class, you have to wait anthéyime teacher gets
to you, time’s run out.”

“Too many people in a class, and you don't get the kirfeelpf you need.”

“In mainstream school if you get stuck on a sum you na&g lto wait ages
and ages and ages, ‘cause there’s like thirty two peoplelass.”

“There was only one teacher and a class of thixtkids, it was too much.”

“Because there’s about thirty of them in a class tisdhard to concentrate
‘cause there’s only one teacher.”

“Too big a school for me to cope with, probably didn't geough attention.”

The consequences for these pupils, of large class sidebeir feelings of inadequate
help with work were varied. Boredom, frustration and itaton were all described
as arising within classrooms, with sometimes highstidetive behaviour resulting.
(See Chapter 6). ‘Messing about’ was a term used hynder of the pupils to
describe their own behaviour. Johnny at The Oakwaadr€ who did not find

academic work easy, and was expelled from mainstreamokctated:

“I mess about if | can’'t do the work. | can’t do therk and none of the
teachers helped me, so I'd just mess about.”
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He clearly perceived his teachers as not helping Himwould be interesting to be able
to assess the extent to which help was offered bustiigserceived to be inadequate,
particularly considering that at The Oakwood Centre Jhemuired almost constant
one to one tuition in order to do more than simple task®wever, his perceptions of
‘none of the teachers helped’ is similar to the fgmiof Ken at Southdown, another

boy who perceived himself as being ‘ignored’ in a cthas was too big:

“I think it was because | was getting ignored in my ¢lasause it was such a
big class and | just wanted help and they just ignorecheneetachers. 1 just
started messing about and the teachers sent me tat @idm.”

The behavioural outcome for pupils finding inadequate classisupport in large
classes will be discussed in Chapter 6. Further asaf/siow the pupils perceived
the demands of the curriculum and their teachers asicggniproblems in addition

to the effects of large class size will also be itwed in the following Sections.

Conclusion

Research on school effectiveness that stressesmicanl#comes as a measure of
success may correctly assess school and class $ieeoffdess significance than other
more important factors within the school. (Ruttealet979). However, if school
effectiveness includes minimising school failure ditttsearch appears to have focused
on the contribution to school failure that school aelads size may make. The results
of this present research go some way to illustratiagptissible significance of this
aspect of schooling for certain EBD pupils. A significaumber of pupils

interviewed felt that in various ways the number of upithin the mainstream

schools and classrooms played a part in their difficulti@ hese pupils, unlike
successful mainstream pupils, were unable to overconuflibalties posed by these

numbers in terms of social, academic or psychologicabdes.
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There is clearly a recognised potential link betweemtlich discussed ethos of a
school and school effectiveness. This research sisggésrther and more specific
link between ethos and the size of the school ardaisses. If this is recognised then
the control of the size of schools and classes ffana positive and practical way to

improve the climate and relationships within thesesth

Charlton & David (1993) list pointers towards school efeness and causal factors
for high levels of disaffection, using results of previgtiglies. Interestingly pointers
such as ‘maximum dialogue between teacher and pupils’ aetieetually challenging
teaching’ are listed (p46), yet how to achieve thesdsidewl the fact that smaller
classes would make such ideals more achievable is nasseédr How to achieve an
effective school for pupils such as those involved i; gtudy, has to be addressed at
the roots. In this study the pupils’ perceptions of the msue do suggest where the

roots might be. As Karen at The Oakwood Centredtate

“It has to be small to work.”

If an assessment of effective schools was, as($8#1) suggests, quoting previous
research, ‘...perceived relative to their success iningedte “basic needs” of young
people (such as: belonging, security and safety ...)" (p16&), perhaps the impact of
school and class size would feature more prominentyirpolicy making and
planning. Although class and school size may not limmdrtance to all pupils, this
research suggests that there is clearly a need to iseadigas important to a
significant number of those who are currently failinghe mainstream system. Unlike
some of the other factors that are described furthiiris Chapter, class and school
size may be of greater significance to EBD pupils tbaimé average succeeding
mainstream pupil. As Rutter et al (1979) suggest, despite tiodusmn of their work
on school effectiveness stating that ‘...neither avesaze of school class nor pupil-

teacher ratio seems to be consistently associatbdsahool behaviour or attainment’
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(p11), school size may be more important for certaigisups of children.
Increasing recognition and reinforcement of this pbag recently been illustrated by
an OFSTED (1995) report built from inspections of UK sd¢hiocAlthough as has
been previously stated this report suggests that no dinkdecould be determined
between class size and quality of teaching and learnhidges conclude that smaller
classes are beneficial for early years pupils and secgmpupils with SEN. Such a
statement should be of major significance for thoseemed with supporting EBD
pupils in the mainstream setting. However, it i4 fiscessary for the needs of this
minority group of pupils to be considered important enougheet within that
setting. Then, even if this is acknowledged as an irmpbgoal for the mainstream
schools, the danger becomes one of the schools prgwdialler classes merely for
pupils who display difficult behaviours. This does not miet they are recognising
the potential impact of smaller classes in preventiegd behaviours occurring in the
first place or encouraging the integration of all pupiie ithe same classes. Of course
cost effectiveness remains the major issue for sestols when making these

decisions as is suggested in the OFSTED report.

5.1(ii) Teachers and Teaching

Teaching styles, and teachers’ personalities and skille factors which were
perceived by a number of pupils in this study as having glay@art in their problems
within the mainstream setting. When describing cnool’ factors which had either
created or contributed to their difficulties, their teaxs frequently took criticism and
blame. This significance that the pupils placed onrgcand their skills, supports
the belief of Fontana (1984) who stresses the importainisachers and their
behaviours on pupils’ success in school; *...more atteniad to the social

environment in which children learn, and in particitathat environment as
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represented by teacher behaviours, will lead to pupiilegthat is more efficient and

effective.” (p114).

Pupils’ perceptions of teachers and teaching stylesltese researched in some depth
over recent years either as part of a broad enquaypmpils’ views on schools and
their effectiveness or with a narrower specific foondeaching and teachers. The
views of mainstream pupils on this issue have been sanghpresented by, amongst
others, Branwhite (1988), Munn et al (1990), Cullingford (1991nes Educational
Supplement (1992), Keys & Fernandes (1993), Kutnick & Jules (1888@)Ruddock
et al (1995). These enquiries generally offer support amireement to the results

of earlier researchers in this field such as Bligi®&%9), Nash (1976), Woods (1976),
Hammersley & Woods (1977) and Marsh et al (1978), who allidabat pupils were
able to make clear and constructive statements abodtaggmbbad teachers, and about

the skills or personality traits of such teachers.

Certain studies have concentrated more directly owi¢hes and perspectives of
disruptive, disaffected or disturbing pupils, although reseatitththis emphasis
appears not to feature prominently in the literaturd theiearly 1980’s. Carnell
(1983) reviewed the literature and research into the qsaind skills of teachers of
disturbed pupils, and found that most research had focusé@ @ertceptions of the
teachers themselves, including Dawson (1980) and Wilsoma%ads(1980). He does
guote the 1970’s work of some of the researchers previlisiely, who sought the
opinions of comprehensive school pupils on their teachwert claims that °...this type
of investigation does not appear to have been attemptad icountry with disturbed
children who are in special education.’ (p22). Cameliself did however interview
ninety-two pupils from several special schools and unitg were specifically asked
about the qualities of ‘a good teacher in their particsgéool or unit.” (p22), and in
addition to Carnell’'s study, significant research hanlmeveloped by workers such as

Reid (1985, 1986), whose extensive work in the 1980’s on alksantgives insight
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into the pupils’ views on their teachers perceived douiion to their disaffection with
school. Other relevant studies include Tattum (1982) wigoviewed disruptive
pupils and published their views on many schooling isswisling teachers, and also
extensive work by Woods (1983), focusing on the sociologglboling. Recent
smaller scale studies include those carried out by Gg188d) and Miller (1994),
both of whom interviewed disruptive pupils who made statésna@bout teachers and

their perceived strengths and weaknesses.

Although this present research did not set out to spaiffocus on the teachers’ role
in the pupils’ difficulties, the results did reveal thatmgoof the pupils readily
introduced negative perceptions of teachers into theimats to describe difficulties
they had experienced in schools. These perceptidhsugh highly subjective, create
a consistent message that largely supports the previaksmihis field. Pupils in

this and similar studies are very clear in stating boey perceive a ‘good’ or a ‘bad’
teacher and what they expect from their teacherse sime qualities are repeatedly
described by pupils and interestingly the views that enfeoge disruptive or
disaffected pupils are consistent in many ways withetiasm mainstream pupils not
displaying behaviour problems, a point that is also nbye@arner (1991). Obviously
data differs depending upon whether positive or negativeaspimisought, although
analysis and conclusions often point in the same directMunn et al (1990) claim
that their research is unusual because it concentratpssitives rather than negatives.
Their research, involving the written responsesvef fiundred and forty three pupils in
mainstream schools, on teachers who were besttiinge class to work well’ and
‘what each teacher does to achieve this’, led theprdapose four categories or
‘domains’ relating to teachers. These domains aneeroed with control and rules,
clarity and quantity of work, interest and teacher hafg, teacher/pupil relationships
and encouragement. The work by Carnell (1983) and Garé@t) shows that the
views of EBD pupils in special provision could be, wittididifficulty, placed within
such domains. Carnell (1983) gave ‘disturbed’ pupils the opptyrtorgive free
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responses in an informal interview and also to riéiteeeh statements regarding the
equalities and skills of their teachers in the speeiting. Garner (1991) also
investigated disruptive pupils’ perceptions but using inforespponse interviewing.
Both studies revealed statements by pupils consistemry ways with those of the

present and other research with mainstream and speeid$ pupils.

Cooper (1993a) in his article on learning from pupils’ perspes comes to the
conclusion that there is a ‘...consist@unipil agenda(p133), emerging from the use
of pupil perspectives when enquiring into effective teaghind learning in schools.
Although this is a broad statement referring to a wkesum of schooling issues, it
certainly appears to be true for the more specific is$teachers and their teaching,
with the present research reaffirming this particulat phthe agenda. Some specific

aspects linked to teachers and teaching are expandedialidixeng pages.

Discipline and control

One item consistently emerging from this and simiéeearch, and the first of the
domains suggested by Munn et al (1990), is the nature ofdtiplitie and control
techniques adopted by teachers. Julie was 16 year oddtgmtling The Oakwood
Centre as a result of school refusal following diffisgtwith academic work. She

stated clearly that a good teacher was one who:

“ Can keep the class under control.”

Rick and Simon, both 16 year old boys attending Southdowodbbaving been
expelled from mainstream schools for delinquent, aggeessid disruptive behaviours
in addition to truancy, made interesting comments abowtlack of discipline from
teachers and the school itself was in some waykatoebfor the problems they had

experienced in school:
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“I blame partly myself, but the teachers have gdbake some of the blame.
They let me get away with murder.”

“The school shouldn’t have let me get away with sofrtde things that |
shouldn’t have done.”

These statements illustrate how important the apprepaiad effective use of

discipline by teachers is perceived to be for certainlgupi

In this present study, forms of discipline that had Begrerienced stimulated clear
statements from certain pupils. One form of coritrat was considered unacceptable
by a considerable number of pupils was shouting. Elef/ére pupils interviewed
mentioned shouting as a negative behaviour or strateggdohers to use as a form of

discipline.

For Robert, the experience of being shouted at aglasdmal in front of his peers

was perceived as particularly disturbing:

“He was shouting at me right in front of the class bwés embarrassed.”

Two other pupils also commented with more general stattsn

“l didn’t like the teachers, they always used to shoybat...”

“They used to shout a lot. It's all they ever seetoedo,
shout.”

Interestingly there was no revealed awareness byupis of the suggestion that boys
are shouted at more than girls, as was stated by the pu@itllingfords’ (1993b)
work, nor that the gender of the teacher was in aryyimieed to their discipline
techniques. The only comment made by a pupil on gugisas by Guy, a 14 year
old boy with learning and language difficulties, which hpdesared to manifest
themselves as behavioural difficulties within the rsgam setting and resulted in a

placement at Southdown School. He stated:
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“| prefer lady teachers ‘cause they're soft. Theydsmout as often, like men,
they really shout.”

The dislike of shouting was common to a number of atbegarch studies including
that reported in the Times Educational Supplement (1992Muim et al (1990),
some confusion is expressed as to the value of shontgegting a class to work well.
For the mainstream pupils that were interviewed irr teidy, shouting as a form of
discipline received both negative and positive commelnichavas certainly not

evident from the EBD pupils in the present study.

The recognition by pupils in the present study of the f@etkachers to maintain
control and discipline in the classroom was in a smathber of cases integrated with
another requirement, which was that of the teachamneg control of him or her self.

Susan, described the qualities of one teacher whontilsda:*

“He didn’t shout, he only gets angry when he wants tkentemself angry.”

This statement appears to reinforce Fontana (1986) whollsesthe importance of a
teacher being able to ‘...observe her own emotiontgéstgpl67). He uses this
statement in the context of explaining the importasfaeachers refraining from
imposing their moods on a class. Cullingford (1993a) alises the issue of teachers’
self control, stating; ‘No children resent strictnbas they do dislike the teacher who
loses self-control'. (p59). Losing control may beikitéd by a teacher resorting to
physical means of discipline, and such physical aggrebgiteachers towards pupils
was something described by three of the pupils interdeawéhis study. It was, not
surprisingly, considered unacceptable to them as a méanstool and discipline.

Their comments were:
“The teacher grabbed hold of me and threw me acrosdas&room.”
“Teacher got hold of my hair and pulled my head back.”

“He used to hold you, jolt you when he used to shout.”

92



The boundaries set by teachers, or their level oipdiise, clearly had to be perceived
by the pupils to be suitable to fit whatever the ‘ctilveed been. As one pupll

suggested, a good teacher should be:

“.... not too strict, or who can be strict but dagt over the limit, like tell you
off for the slightest thing.”

It was interesting to note the pupils’ demands for possibbmpatible or conflicting
roles from teachers, and the ability of the teatbgudge the appropriateness of

specific roles at specific times. For example:
“Kind but strict at the same time.”

“Gotta be strict, willing to have a laugh at the sdime.”

Further comments from pupils in this study describing adgbteacher, which serve to

illustrates these demands were:
“Not lenient but knowing when to get angry.”

“She knew when to stop being strict and when to stapgldend.”

As Cullingford (1991) states from his research, the pupis hastrong sense of the
role of the teacher. Yet this role is varied andtragsording to pupils’ perceptions

be rapidly able and willing to change. Clearly pupils @lsttong demands on teachers
which are sometimes contradictory. This contramiicdombined with their
expectation for a complex combination of humour, cdrand sensitivity may be even
more significant for the EBD pupil, reflecting the needédxceptional qualities and

flexibility in teachers who are to be successful wgitich children.

One such quality is humour, which appeared to be particsigriyficant for some of
the EBD pupils in this present study. It appeared thaipliecwas important for the
pupils but combined with a ‘human’ side. As Simon’s ca@miabout a good teacher

suggests:
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“ Someone who can teach, but in a fun way. Haeegh with them.”

Again this supports previous work such as Garner (1991) whtesstaA sense of
humour seems to be a prerequisite for teaching “disruptiuelents.’ (p156).
Interestingly, this appears to be an important attributéeachers in any situation
according to research with mainstream pupils, not oBE pupils. (Times

Educational Supplement, 1992).

It would seem reasonable to take these commentsistsating that pupils can put
quite difficult and uncompromising demands on teachers Culisgford (1991)
suggests, there may be a tension between the pergofalie individual teacher and
the impersonal authority of the position, possibly &eelby large class sizes as
proposed in the previous Section. Teachers may expergeoonflict between the
two, and pupils appear to be demanding that they deal vaitfctimflict if they are to

be successful, particularly with more disturbing or diffiqaupils.

Consistency and fairness

As an extension to discipline, the ability of a tesxdio be consistent and fair was
certainly another agenda item for the pupils involvedh liothis present research and
also for others in similar studies. Mike, a 13 yedrailSouthdown School who had
been bullied in the mainstream setting and had respondeekaitygly and with
truancy, described a teacher who he perceived as hahmyead consistency and

fairness:
“Helping the pupils in the class, not leaving them outt Noking after some

people and not the others. Looking after people equallyiraking sure they
each get the attention they need.”
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Consistency was an important quality for Robert aldmy was quick to recall one of
his teacher’s inconsistency with homework. Having diesd being told off for not

completing some homework, he went on to say:

“I remember a few months later other people hadn'edbeir homework and
he just said do it tomorrow.”

Similar perceptions were raised by Sandra, who wassitise and often defensive 13
year old girl attending The Oakwood Centre. She wab@o$refuser who had
experienced difficulties with the academic aspects o$&oendary mainstream setting,
and she explained how she felt that her problems weted in the teachers’
unfairness. She perceived that she may have succeedathstream if there had

been more consistency with support:

“If they'd paid more attention to me like they did exmre else.”

She continued by saying:

“| sat in the front row, but if | had my hand up she’dtgeeveryone else
before she’d come to me.”

It could be that the EBD pupil has a heightened sensgustice and responds quickly
to any indication that they are being treated diffdyentothers. Perhaps already
feeling insecure and different, they experience a mougeaawareness of this issue
than those pupils experiencing success in the mainsgetimy. For example Susan

explained her feelings about teachers:

“l don't trust teachers. They always blame me fargthing.”

Roy also added to this important aspect of the EBD pyj@lspective on teachers

and injustice with this comment:

“Mrs. Smith irritated me, she believed everyonedssexcept mine.”
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This lack of fairness on the part of teachers isygortant perception carried by these
EBD pupils and should be carefully explored in order to adsew it impacts on the
behaviour of these pupils. The perception may be soatedidtorted or one-sided in
the eyes of the professionals involved, yet it celtaxists as a major issue for these
pupils. Some of the pupils clearly expressed that getim@ppelp from teachers that
they felt they wanted and needed in order to meet thamksof the classroom was of
great importance and was impeded by a perceived unfaiatdloof support.
Particularly for less able pupils, frustrations resulfiagn insufficient or inadequate
support in lessons were frequently verbalised in thewet®s. This important issue
for these pupils is of course closely related to theipusvSection and its discussion
around the effects of class size on the ability efghpils to be educated within the
mainstream setting. Johnny’s perceptions of thecdiffes he had faced were varied
but he focused consistently on his anger at wantingotd and succeed, yet obviously

requiring more help than was available or offered:

“You'd call her up and she’d not help you a bit.”

Receiving inadequate support from teachers when it wakedewas also an
important issue when security and feeling safe waopajely, reflecting the social
rather than academic aspects of the school and neéuks dpils. Two pupils
vulnerable to bullying and negative peer interaction centaed on their frustration at

teachers who offered inadequate support or recognitidreofdifficulties:

“One teacher, who even knew it was going on, likeantfrof his face, didn’t
do anything about it...”

“They don’'t do anything, they just ignore it.”

These pupil demands on teachers relating to their ses&durities may reflect the

distinct and special needs of the EBD pupil rather thasetlof the mainstream pupll,
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as they appear to be less evident in the researchimyohose pupils succeeding in

mainstream school.

Larry, a 16 year old at The Oakwood Centre who had bearlauto remain in
mainstream because of his ‘disruptive’ behaviour, f&lten sense of injustice at the

way he had been treated by a specific teacher:

“| really hated her. If there was any fights or thimyg she’d come straight to
me and my mate and half the time it wasn’t us.”

Being ‘picked on’ was also an accusation aimed at a gptzaficher by Sandra who
revealed a complex combination of perceptions as toetd®ons for her failure in

mainstream schooling:

“She used to pick on me. She’d say | was skiving. dSplebne up my mum
and tell her.”

Sandra continued by illustrating a further criticismeahers, that of colluding with

other pupils:

“Like she used to tell my friends | was skiving ... Whieey used to get to the
classroom she’d say to them, right Sandra isn't lsm@s skiving again
today.”

Wayne similarly perceived a teacher to have beendioty with his peer group. The
following statement suggests that Wayne perceived tlcbdeso have encouraged

and joined in with pupils who were discussing Wayne irahgence:

“When | was away he’d actually take the Mickey out of mde’d agree with
everybody...and that didn’t really help.”

Cullingford (1993a) describes how he feels that experievfdegistice or unfairness,
particularly that of being ‘picked on’ are very importamperiences for pupils and
remain ‘seared in the mind.’(p59). In interviewing s&ieam pupils he actually
revealed that boys perceive themselves as being keletb be ‘picked on’ than girls

a point not reinforced by the present research.
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The results of this present study suggest that experiediffieglty in a relationship

with just one particular teacher can potentially creadiéficult and destructive

situation particularly for an EBD pupil who may alreadysheiggling with feelings of
inadequacy or fear. This complexity of factors wastitated by Sandra who was
clear about her difficulties, pinpointing one particulacteer, her own weaknesses and

the expectations of the curriculum:

“ think it was that teacher, the work, and ‘causeduht | was thick, and |
didn’t think | could do it.”

A focus on one particular teacher reinforces the fgglof Galloway et al (1982), who
concluded from interviews with disruptive pupils that hagtivas often focused on
one member of staff and not on the school as a wholen the teachers collectively.
Galloway et al found that there were few pupils who werable to discriminate
between their attitudes to different teachers, witly A% claiming to dislike all or
most of the teachers in their schools. They disitussme detail the role of negative
teacher/pupil relationships in the development of partiquipils’ difficulties in

school, and they are actually able to quote a figure of 82ptipils in their study
expressing an intense dislike or resentment of onecplartindividual teacher. They
speculate that a long standing personality clash betavgepil and a teacher could be
at the root of some pupils’ problems. These viewsasein agreement with the
work of Scherer et al (1990) who make similar observatioom their enquiry with
mainstream pupils. They however, suggest a more twetidinal flow of negative
emotion, whereby an intense mutual dislike could at tineest the root of the child’'s
problems at school. They propose that once such negatationships have been
established they become hard to break. Larry wagplarty aware of his
‘reputation’ in the eyes of certain teachers, and @weg to his perception of the
situation he felt that his attempts to bring about ghan his own behaviour, and the

bad relationships with these teachers, were futile:
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“We’d think we’d do our work today and we’d say where’s ooirkvand
they'd say you won’t do any anyway.”

“We wouldn’t do anything and they'd pick on us anyway.”

This important issue, often referred to as labellingb&i discussed in more detail in
Section 6.2. At this point it is important to simp® &ware of the importance of
specific teacher/pupil relationships, including teachendsis and consistency, in the
evolution of pupil difficulties in school, as reflectectie comments of certain EBD
pupils in this study. The EBD pupil appears to require a higredegfrfairness and
justice in his/her relationships with teachers. Idwesy, descriptions of their own
behaviour clearly illustrate how they often demandngitte from teachers which may
be quite different to that of their peers, thus creatuegsituation they describe as
being unacceptable! This point will be developed in Ghraptwhen teachers’

responses to behaviours will be discussed.

Positive relationships

In contrast to the impact of negative teacher/pupiticelahips, a number of the pupils
in this study revealed the importance for them of p@sitelationships with perhaps

one particular teacher or other adult in the school.

Johnny talked of a close relationship with the headsnadta primary school he had

attended prior to being placed at The Oakwood Centre:

“I wanted that headmaster to stay, so he could teacallmy life.”

Unfortunately, although such a relationship can be dtgralue to a pupil such as
Johnny, and stabilise him within the mainstreamirggtits loss can have devastating

consequences, as he explained:
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“The headmaster used to come in and give me help witlvarly and my
sums, and my English, my handwriting, my reading. He tesedme in and
see how | was doing and help me. He had to leave, aed Aeadmaster
came in. | got thrown out a couple of days after Imeecia.”

Johnny talked of many issues when asked about the pagsBlens for his difficulties
in school, including the breakdown of his parents’ mgeriand the departure of his
mother from the home. For his particular casetiénspting to suggest that positive
relationships with adults within the school were Wtahportant. This is further
illustrated by his description of a relationship witk gthool secretary, prior to his

expulsion from mainstream:

“l went to a secretary when | had troubles. Shpdteime out a lot, talked
to me. | used to help her with jobs.”

Gerry was another pupil who described positive relatipashith specific adults in the

school who had helped him to survive, albeit temporarithe mainstream setting:

“Mrs. S she was most probably the best teacher.th&ige could understand
about my things what | can't do. Gave me mathsaridgkson that | could
cope with then at break time do a little bit of readkngryday.”

Gerry interestingly described the value of a relatignelith another adult who was

not a teacher, similar to Johnny’s support from tloeetary:

“There was one teacher, she wasn't really a teaclaed she used to listen,
we talked about a lot of things.”

Jeremy, a 12 year old boy at Southdown School who hadebgelled from
mainstream school as a result of aggression towards, @ other disruptive

behaviours, also found some meaningful support from theosolirse:

“The school nurse, Joyce, she helped me.”

For these pupils, a person free from the role of teamghgeared to have offered
valuable help of a non-academic nature. In some cegsspecial’ person could

however be a teacher, as illustrated by Wayne:
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“l could always talk to Mr. X, he wouldn’t shout and | acdtéll him
everything.”

It would appear from these comments that the esserntbesd supportive
relationships was the offer of time and a listening elterestingly, only one pupil
actually perceived that a member of staff who had bpenifically employed as a
school counsellor, had offered him meaningful support aastdwhs in the special
school setting. Colin described how the school cdionsg Southdown had played a

significant role in enabling him to achieve some ssgsade the special school setting

“Mr. W, he’s one of my best friends. He’s the@ohcounsellor.”

Clearly this member of staff offered what Colin péred as friendship, and was not
restricted to working with this pupil within the confinesa teacher’s role, similar to
the secretary or school nurse described by other pogheistudy. Significantly, the
value of a counsellor within the mainstream schoopfatential EBD pupils is
illustrated in Cooper (1993d), in his account of one schattempts to improve
behaviour through curriculum development. The fact tledih@as the only pupil in
this present study who referred to a counsellor as pravidm with any notable
support, may of course simply reflect the lack of avéitialof such support within

schools, rather than it being perceived as insignifibgirihe pupils being interviewed.

These examples of successful support offer valuable insighthe perceived needs of
the EBD pupils, possibly in contrast to those of thesssful mainstream pupil. The
role of the teachers and other staff and what theséspapuire from them is clearly
complex. Relationships between teachers and pupilsllg@ppeared to be more
important to some of the pupils interviewed, than thigyabf the teacher to teach or
discipline. Wanting teachers to find time to build tielaships, to know them as
individuals was patrticularly important to some pupils. ®ethe pupils interviewed

simply wanted teachers to listen, perceiving this basicaction to be what makes a

101



‘good’ teacher. A small but significant number of pupilthe study felt that teachers
didn’t have the time or didn’t make the time to listenwere unwilling to listen to
them. Being misunderstood was a frustration certakpyessed by Wayne when his
response to being bullied and teased was to fight backhigeesulted in he himself

being punished because:

“She wasn’t willing to listen to your point of view.”

He perceived a good teacher to be:

“Talking to you, understanding you, asking why, giving you axcido tell
them.”

He clearly stated his need for teachers to give mma,tand described one teacher

whom he liked:

“She’'d make time even if she didn't have time.”

This comment is in agreement with the work of Gafi®®1) whose pupils talk of

liking teachers who ‘...make time to talk to you.’ (p157).

Gerry described a ‘good’ teacher:
“She gets to know you, to know what you want.”

“Well, listening and how she copes with you ... evedy® different.”

It is tempting to suggest that the EBD pupil requires parti¢biags from a teacher to
help him or her with their intricate web of needg, rgsearch reveals that the
succeeding mainstream pupil may not be so different. idugJules (1993)
investigated the perceptions of over a thousand 7 to 1bigaupils in Trinidad and

Tobago on ‘a good teacher.” They sum up their findingfs thie following comment:
‘...pupils desire a sensitive and supportive relationship thiglr teachers, a

relationship that is not so much dominated by curriculuesgmtation as by a
knowledge of and ability to work with the pupil.’ (p412).
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Branwhite (1994) supports this view suggesting that schoolsbaysrepared to
continue to see themselves as caring agencies aasmedtitutions for academic
learning, ‘...especially so in the current U.K. climateschools being cast by the
government largely as a delivery system for the Nati@urriculum.’ (p67). In his
own 1988 study he investigated the qualities valued by five bdrathrd ninety five, 13
to 16 year olds in their teachers. Empathy was wappitant, characterised by
amongst other things, being friendly, listening, stagalgn. This suggests that all
pupils, not only EBD pupils, do place importance on thehieraas a carer. In fact
Branwhite highlights an interesting observation mad&alpo (1989) that the
characteristics and qualities that adolescents dedineimrelationships with teachers
are those that adults prefer with each other. Shagnilar to the comments of
Kutnick & Jules (1993) who refer to pupils desiring a mutual redpetween the

teacher and the pupil.

Simon, at Southdown, was an articulate, intelligent gy summed up his ideas

regarding relationships with teachers:

“ Treat us like normal people, not like some little smhads.”

Miller (1994) throws interesting light on the way disruptpugils perceive the
teacher/pupil relationship. In her research with brairuptive pupils in the
mainstream setting, the pupils explained their disruptierns.a rational response to
the inappropriateness of the curriculum and the lack ehtadin and consideration they
received as persons.” (p252). The curriculum issue wiidmissed in a later
Section. At this point the importance of Miller'®wk is the repeated perception of
these pupils that they are not being given the opporttmitg known as real people
within the school setting. She suggests that thesesghaie quite different needs to
slow learners who display behaviour problems, and Heabtight pupils in her study

are dissatisfied with the limited role of the teack@rp concentrates totally on getting
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through the work, with their communication and intexatdiwith the pupils being
limited mainly to interactions about work, commands$hoeats. They also perceive
their own role, as placed on them by the school,iadless and subordinate. In
keeping with the views of other school pupils, these papdsalso particularly

sensitive to justice and hypocrisy.

In the present study, it was the pupils’ descriptions aftw¥as better or more
appropriate about the special school setting comparea@ tmdmstream setting, that
appeared to link most closely with Miller’'s work. Hwirpils’ plea for a chance to
lose the subordinate pupil role and develop a more infTd@ps collegial role with
teachers was certainly echoed by a few of the brightpils in this study. Again
basic communication was of significance to such pupi{swren was very positive

about the teachers at The Oakwood Centre:

“They talk and care a lot, they understand.”

The whole issue of pupil and teacher roles and the tionsthat are placed on
relationships as a result of these roles appears partieularly significant to
disruptive and EBD pupils. Miller’s pupils seem to be pleqdtim an opportunity to
develop relationships with teachers that allow thetet@erceived as equals.
Unfortunately, their behaviour often achieves quiteapposite, with Miller believing
that teachers misunderstand pupils’ behaviour and moti¢€his issue is explored

further in Chapter 6).

The use of first names with teachers is anotherastimg indication of the type of
relationship that exists between teachers and theilsp@niicke (1994) refers to
Willis’s 1970’s study of working class boys in which oney Ipaised the issue of being
able to use first names with teachers as his wagwedloping a different type of
relationship with teachers. Interestingly thisfigo one major difference between the

mainstream and the special school setting for EBD pugpil$,was also raised by one
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of the pupils in this present study as being significantletionship building. 15 year
old Dave stated that one of the significant differericesim between Southdown
School and the mainstream schools from which he bad bxpelled, particularly in

terms of his improved relationships with teachers,: was

“Being allowed to call teachers by their first narhes.

Associated with this issue, Quicke (1994) also refers tsiMet al (1978) and the
results of their study which revealed pupils’ perceptionstwdt they didn’t like in
teachers. These included; being distant, did not theat tike people, did not talk

things over with them and didn’t know the names of inldigd pupils.

Meeting the individual's needs

Perhaps unsurprisingly, some of the EBD pupils’ perceptibasgnod’ or ‘bad’
teacher were closely linked to whether that teactetrtheir own, very specific,
individual personal needs and demands, or whether thegdrepportunity for those
needs to be met, thus alleviating their difficultieBhese needs were often concerned
with the teacher’s ability to allow the pupil to makegress with the classroom work,
give them praise, or simply to get by, or survive withiaitire or humiliation. Of
course the pupils’ perception of progress or survival mayaee coincided with the
expectations of the teacher, and analysis of the emtaimade by the pupils does
illustrate the importance of understanding the EBD pupdsy wwn perception of

survival in the classroom.

A good example of this was given by Sandra who wasacleay about what a good

teacher was:

“Good teachers are ones that let you chat to yourdsién class about work.”
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She admitted being unable to keep up with a lot of the wlask and being frightened

of getting into trouble as a result:

“I was so scared cause everyone else could but | wamthene who
couldn’t.”

Sandra perceived that she had not had major problemisanlgrior to her transition
to the secondary setting, where she appeared to haessfudly used her friends to
support her, and help her disguise her academic weakne$hessecondary school
however, had placed increased demands on her in tettms cdrriculum, and
removed the peer support structures that had nurtured and sdppeart@rough
earlier schooling. This loss had created for harrananageable and perhaps

frightening situation. She described her use of peesufwival:

“I had loads of people sit next to me and help me. ré&lying on my friends
more than anything.”

Her happiness in the classroom, and whether the teaels€good’ or not, depended
strongly on whether that particular teacher allowddrtglin class and pupils to
interact. Her comments stress the possible signifie of emotional ‘peace’ and
survival for certain EBD pupils in school, as opposed ¢torecern with academic

progress.

George, an insecure boy, of quite low ability, alsbrfere secure when he was able
to use his peers for support in the classroom. Whétherade academic progress, or
simply survived, is debatable, but it was his percephah# good teacher did not
deny him his survival strategies. Only if he wasvadid to talk to his friends did he

feel that he could do the class work:
“He wanted you to do the work, but he didn’t mind how youitdidlike you

could talk and work at the same time ... If the teat#isryou to be quiet, you
don’t get the hang of it.”
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The statements made by these pupils appear to support streesaggestions of
Measor & Woods (1984) who propose the term ‘co-operationpgg'dpl4), to
describe the way pupils use peers groups to support thems$etvegh the formal
demands of the classroom. They describe these grobesgdased on friendship
ties, and containing a hierarchy that determinesdles of different pupils. Measor
& Woods state that of the pupils they based their rekear ‘... most found at least
some consultation with their fellows indispensablénr learning’. (p15). When
needed, questions such as ‘Do you know?’, ‘I'm stuck’, tartSne off' are
considered by Measor & Woods to be acceptable pled®lpr Barrett (1984) also
recognises the importance of peer support in certairtismsa ‘The freedom to use
self help and that of other people without being accusetie#ting or copying appear
to create a powerful learning strategy.’ (p36). Howeivevould seem that for some
pupils in this present study, learning was not their aonas much as simply surviving.
Using peer interaction in the classroom may be ferpilrpose of survival and the
avoidance of humiliation rather than a concern widd@mic achievement. An
understanding of these motives is obviously of great itapoe within mainstream

schools if teachers are to successfully work with g@&eEBD pupils.

However, there do appear to be other motives for milogred to talk in class, as
Keys & Fernandes (1993) discovered in their researchneithEBD pupils. These
pupils stated that they liked to work with friends becaheg tound school work
boring. Similarly Quicke (1994) refers to the work of Bfaet al (1978), who found
pupils wanted to chatter and have a bit of fun, reimfigreividence that certain pupils
do not want peer interaction for the sake of learninguovival. Thus, teachers may
have a difficult job trying to unravel the true motilehind these behaviours.
Unfortunately this confusion over motives may nophék slow learner in the
classroom and teachers may not always respond appropneteh can lead to the
slow learner developing the EBD label. Of course eviéimknowledge of the

motives for certain behaviours, the teacher stdl the additional problem of deciding
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whether the pupil does actually learn as effectivelgumcessfully by the use of these
informal activities and peer group interactions thay therceive as being so essential
to their survival. As Measor & Woods (1984) go on tdesthaving a best friend

would often mean being able to copy or get them to devthk for you. (p116) This

was a problem recognised by Sandra:

“They used to assume because | was copying off my nmatdd, could do the
work.”

When she was denied this back up or survival strategyr&ald not have the

courage to reveal her true weaknesses, and stopped attending:

“Cause | knew | couldn't keep up with the work. | didn’t warget into
trouble.”

The perceived humiliation that resulted from being unebtdo the work, was
certainly powerful enough to result in attendance probfemthis pupil. Such
humiliation can be created in two ways either diregatifo what peers are thinking or
perhaps in being told off by the teacher, a feared coesee of not doing the work.
Roy was a school refuser who appeared to feel vulnei@lslertain teachers who
would tell him off for making mistakes or not being ataledo the work. He described

a teacher who:

“Would have a go at kids for doing things wrong.”

Later he described a teacher who gave him some Etigdishe found hard, and was

afraid that the teacher would:

“Have a go at him.”

As previously described the onset of the difficulties erpeed by Sandra was
perceived by her as being after the transfer to tbenskary mainstream setting.

Measor & Woods (1984) consider this to be a difficult tiorepupils who have relied
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on informal peer support within the classroom. Thatesthat; ‘The change of school
seemed to threaten this informal - but to pupils esderdictivity for handling formal
requirements.’ (p15). The secondary classroom requirements appear to falosv

of the informal survival strategies that pupils suchasd& have developed previously
to disguise weaknesses. In her particular case Sandraregppe develop a negative
relationship with any teacher who denied her the salgivategies that she so relied

on, thus exposing her weaknesses.

Interviews with Johnny revealed further insight irtte fact that a pupil’s definition or
description of a ‘good’ or ‘bad’ teacher relies heawitythe specific, subjective
perceived needs of the pupil. Johnny needed close andwbsgpport in the

classroom:

“A good teacher is one who comes to me first.”

Roy was also able to verbalise his specific needsdeggpteachers:

“Sets you work that is do-able and who compliments me.”

In a mainstream classroom these demands may not leasilet by any teacher, nor be
acceptable. For example, Jeremy at Southdown was a pupileadily exploded with
anger when confronted with certain situations. leiception of a good teacher was

one who:

“Lets you walk out.”

Clearly this is a highly personal and subjective viewthat particular pupil’s needs,
which although difficult to allow in the mainstreamopsld not be completely ignored
when considering how to support this particular pupil in sthdSuch perceptions
should be seen as reflecting the diverse and individudkre&ehe EBD child as very

different to those of pupils who are able to remaithémainstream setting.
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Conclusion

Although many of the perceptions of the EBD pupils in $higly concerning teachers
and teaching skills do mirror mainstream pupils’ viewsrehare also specific needs
expressed that divide the EBD pupils from their succeedimgstream peers. Perhaps
it is the ability or wilingness of teachers to bease of these needs that enables certain
teachers to be successful with EBD pupils or to be pedeis a ‘good’ teacher by
these pupils. Laslett (1995) refers to the ‘intuitionsoth teachers or a ‘special
means of communication.’ (p7). He believes that nhdtive teacher can reveal the
child’s feelings which are ‘...sometimes obliquely exprdss@7). Possibly this
intuition is of greater importance for work with EBD pgpals it allows the teacher to
explore the needs and motives behind pupil behaviour, Bongethich may be

difficult in a mainstream school given the size ofsts and workload of teachers.
Certainly this intuition appears to be what the EBD pisgemanding from his or her
teachers, revealed in many of the specific commeatkerby the pupils in this study.

They appear to want teachers to better understand them.

However, this is not always easy for teachers amshBhite (1994) describes the
conflicting demands of teaching and providing individual supporteaching does not

necessarily equate with individual support.’ (p68). He goe® cay:

‘...good teaching and classroom management in themselyesahae enough
to assist all students to succeed and teachers aréarigatconcerned about
their limited opportunities and resources for providingatife personal
support in the present educational climate. It seeitieensafe nor fair to
assume that hard pressed subject teachers with limited, time and
resources are able to monitor students’ personaloedtips, to identify
psychological problems, or to deliver an appropriate aedtefe quality of
counselling for distressed students or their parents, tiagrare required to
carry on a full timetable of teaching commitmentsbelves.’ (p68).
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It is clear from this study that the EBD pupils’ percepgi@f their teachers’ inability
to meet their demands and needs does seem to havéwimatrin certain cases to
the failure of the mainstream school to educate theRupils made comments that
were directed very strongly at teachers, and in parti@raphasised their lack of
time or wilingness to deal with or explore pupil difficef directly with the

individual. (See p79).

The teachers’ workloads and increasingly differing demandss or her time appears
to be interfering somewhat with the more personalratadionship orientated needs of
the pupils. Successful mainstream pupils perhaps can suithvéess individual time
from teachers despite previously quoted research whielalsethat they too would

like improved relationships with them. The EBD pupil lever, perceives the
teachers’ role with them in mainstream setting adaguate in many ways and also at
times threatening. They perceive their teachediséant and as placing demands on
them that they cannot meet. This issue is cleary closely linked to the demands of
the curriculum and the requirements placed on teachergsenirnationally dictated
curricula often to large groups of students. Thus an abwatension of this
discussion, concerned with the teachers’ ability tetrtiee perceived needs and
demands of their pupils, is to look at the curriculum ancbitsin the teachers’ and

pupils’ difficulties, which will be attempted in the ne&éction.

5.1(iii) The Curriculum

The role of the curriculum as a significant factor cibating to the problems
experienced by EBD pupils in mainstream schools appedavioreceived little
attention in the literature. It is certainly ditfic to find research that focuses on either
how the curriculum is perceived by EBD pupils and how it hraye impacted their

behaviour, or what actually is effective curricular psan for EBD pupils. Lund
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(1992) stresses this point, and Garner (1993a) points ouhehatain focus of
literature that has attempted to gain the views of apeeeds pupils on appropriate
curricular provision, (Wade & Moore, 1993), has been osdlmpils with ‘normative

disabilities’ (p406), rather than the EBD pupil.

Of the research that has been published on the curricoluch has focused on pupils
in the mainstream setting. Of this, perhaps the nadgtible and relevant research for
those concerned with EBD pupils is that which concitsedf with the views of
disruptive or disaffected pupils in the mainstream setti@garner (1993a) interviewed
a small number of such pupils, who had been labelled ‘digelly their teachers in
the mainstream setting, on their curricular experiendds reports them to have
revealed clear and categorisable statements indicagnighportance of the curriculum
in contributing to their difficulties. He also quoteber evidence for this, such as the
research of White (1980), who revealed that for many pwpits do not attend school,
the problems lie with specific lessons or their deyivand not with the whole school.
Garner (1993a) stresses that schools should have a irgstedt in a curriculum that
their consumers consider meaningful and rewarding. alessthat it has been argued
that pupils’ exclusions are often for a serious misdenreanwhich represents the
final stages of a continuum that has originated in thesgatisfaction with the
curriculum.” (p404). In addition, O'Keeffe & Stoll (1995) also recent researchers
in this field whose work on truancy from mainstreaimosds has revealed the
curriculum to be a highly influential and important cdmitory factor in such
behaviour. They claim that ‘...the main engine of tayan our secondary schools is
the curriculum itself.” (p9), and go on to criticise poliogakers for ignoring this fact.
They even go as far as to state that there is a ‘.. @dd@gance of much of
officialdom to recognise the truth about this grave igadey in the curriculum.’ (p8).
Whether this is true or not, amongst educationalisig@searchers into disaffection
and EBD behaviour, there remains an awareness #hatthculum does matter, and

the views of the pupils themselves make important darttons to these arguments.
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As previously stated, much of the published researchhsasought pupil perspectives
on this issue, has involved the questioning of disruptidedssaffected pupils in the
mainstream schools as its source of data. Cooper (1998uh)fident that this

research in the mainstream setting can be of valtigoe planning curricular for EBD
pupils, and to those trying to raise standards of behawabtiendance and educational
attainment in schools. In fact his paper describesubeessful attempt of one
secondary school to adapt and change its curriculum in toder more successful

with all pupils.

The present study differs as a result of its focus on R&fls who have already been
excluded from the mainstream setting, and thereforesaffies area of research a
potentially different source of data for analysis. isT®ection illustrates that some of
the EBD pupils interviewed made statements referringeatirriculum as
contributing to their behavioural difficulties and whilpported much of the previous
findings of earlier publications that stress the impuréaof curriculum issues for
disaffected or difficult pupils. What is particularly sigpant for this research is
however the degree to which curriculum issues were soaitaly woven with other
factors such as teachers, class size and peer imeraotd therefore this Section

relates closely to other subsections of Section 5.1.

The curriculum and teachers

The statements made by the pupils at Southdown and TheoOdkdentre which
focused on the curriculum were often either subject spei@acher specific or a
combination of both, which is similar to the findingisGarner (1993a). Comments
concerning teachers and teaching styles have beeribéesat length in Section

5.1(ii), yet they were so often blended with commehtaua subjects and class content

that they must inevitably also be included in this Bact Some pupils described their
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lessons and their success, or lack of, in class,statiements which included
perceptions of teaching styles and teachers, suggestiogea and perhaps confusing
relationship between the teachers themselves arditheulum material being

presented. This point is clearly illustrated by two pupiho stated:

“| used to hate most of the lessons because oétuhérs.”

“If | don't like the teachers | don't do the work.”

It would appear that not liking a teacher or teachersddogilsynonymous with not
liking or co-operating with the demands of the curriculurdass. The extent to
which the opposite may be true was not clear fronme¢halts of this study, although
some subject areas were perceived as more unpopulartheas for a variety of
reasons. Itis also not clear the extent to whitbacher’s personality and
professional skills can overcome the constrainteofgassociated with a certain
unpopular subject area, but it would seem that some tesagteesomewhat
disadvantaged in terms of pupil approval by the subjecthegtteach. Another
interesting observation made by Measor & Woods (1984ipadth not an issue raised
by the pupils in this study, is that pupils place a diffedagree of status on different
subject areas. This resulted in certain behaviowsnieg more serious in the
context of specific classes than others, which pmsesesting questions for further

research into pupils’ perceptions of curriculum and assatis¢haviours.

Unpopular curriculum areas

The results of the interviews with the pupils in thigdy revealed certain subjects to be

particularly unpopular and influential in establishing béhavpatterns such as

truancy. Other subjects simply appeared to enhandgegeelf vulnerability for
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certain EBD pupils, which manifested themselves inretyaof disturbing or

unacceptable behaviours.

One particularly significant example of an unpopular stibyes Physical Education,
which has been related in a previous Section to prableth class sizes. In this
Section it is raised again by pupils but with a diffefectus. Seven of the pupils
commented on feelings of humiliation and inadequacy ireyes of peers and teachers
in PE classes. Robert, in an untaped interviewedtdiat one problem for him in
attempting to reintegrate back into mainstream wouldhaehe would not want to do
PE. Karen was a large, shy girl, whose body imagenegative and who had suffered
from bullying. For her, PE offered plenty of opporturidgy further victimisation and

embarrassment:

“When it started to get to cross country, imagine maingnround a field,
people taking the Mickey out of you for your size and stufiou have to
wear those little shorts. If you slacked they madedm twice as much.
Trampolining was the worst, everyone laughing, looking urekgh saying ‘do
you know how far it went down when you jumped?’. Spittfirdgs.”

Other pupils described behaviours that allowed them twl akis subject:
“At Middle School always ill on games days.”

“Sometimes when | had PE, | used to deliberately hideitnyso | wouldn’t
doit. | hate it.”

Julie was another shy girl who mentioned PE as haweg b problem for her in the
mainstream. She stated that she, “ hated it”, amd @areto explain the humiliation of
having to strip off in front of people to take a showdRoy was another pupil

commenting negatively about this subject:

“In PE, | wasn't sporty, | got tired quickly and thedkers, | didn’'t get on
with.”

Wayne similarly linked his lack of ability to his dig# of this subject:

“And PE, | never liked it, no good at it.”
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This particular subject appears to offer an illustratibthe problems that a pupil may
experience if he or she perceives him or herselbabeing good at a subject, yet is
forced to participate. The feelings revealed by th® BBpils in this present study
are consistent with the findings of O'Keeffe & S{@®95). In investigating truancy
and school attendance problems within the mainstréeay,found PE to be a lesson
from which many of the pupils truanted. The importawicehis is to become aware
of the pupils’ reasons. In O'Keeffe & Stoll's studyooie hundred and fifty
mainstream schools, the truancy which was subjectfisp&as in the pupils’ eyes
associated with that subject being: (1)Boring / irratey(2) Too difficult,

(3) Providing too much coursework or homework that theyccoot keep up with,

(4) Taught by a teacher they did not get on with.

Certainly the EBD pupils in this present study, such asiKagreed with these four
points yet also gave more indication of the humiliagod embarrassment that they
felt in certain subject areas that led to avoidant@weurs which isn'’t raised in
O’Keeffe & Stoll's research. For the EBD pupilssitpossible that this subject
exacerbates other problems or difficulties that the mxpieriences, such as bullying,

and is therefore perceived as a significant problens iown right.

Other subjects which were specifically raised by onmare pupils in this study as
being a problem were foreign languages, which again tefgailarities to the results
of O'Keeffe & Stoll (1995), whose mainstream pupils highéghlanguages as being
unpopular. Larry, disillusioned with his experiences anstream, explains why

having to study French, was for him irrelevant:

“They should give you lessons that help you about whatwanna be instead
of chucking French and the rest of that crap at ya.”

He added later in the interview:

“I don’t see the point of learning a different languaggoifi're never gonna go
to that country.”
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Roy illustrated how perhaps subjects such as French popular or create problems

when a pupil is simply not good at it:

“ 1 was alright in some lessons, but French realigked me up. | don’t think
the teacher liked me... | used to be hopeless at it.”

This is consistent with the pupils who specificallyikesi PE because they considered
themselves inadequate at it. It also introduces theHat pupils may perceive

teachers as not liking them because they are not gdbd atork.

Other pupils perceived the irrelevance of different subjeecluding one who

commented on geography by saying:

“l don’t see the point of it.”

Another perceived religious education as irrelevant:

“If you don’t believe in God then you shouldn’t do it.”

Irrelevant or boring was as previously stated one@fthjor curriculum specific
associations made by mainstream pupils in connectigmtmiancy, as revealed by
O'Keeffe and Stoll (1995). Pasternicki et al (1993) algealed boredom with the
content of some lessons to be one of the majorribatihg factors given by the boys
in their study in their decision to truant. Such ressiltggest that it is important for
schools and policy makers to provide a curriculum thatrisgneed by pupils as
relevant to their needs, and this may be a key arba tmldressed if those pupils
labelled as EBD are to remain in mainstream educatBafore this can happen it is
important however to attempt to better understand asdek out the underlying

origin of a pupil's problems with the curriculum.
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Low ability pupils and the curriculum

Some researchers have attempted to analyse exagtlyuplis become bored or find
work irrelevant. Scherer et al (1990) have focused osetbf less ability and
propose that the pupils ‘may regard striving for the meegrificates they are likely
to obtain as simply not worthwhile.” (p15). O'KeeffeStoll (1995) reveal that
negative feelings described by the pupils in their studglmi@lated to certain subjects
were simply a result of the subject being perceived @slifbcult, which is consistent
with a number of statements made by pupils in the prasedy. Pupils in the present
study who found the work too difficult were clearly alagustify their behaviours as
being a result of these academic difficulties, thus suggeatmajor link between
difficulties with the curriculum and disturbing behaviourgriich (1994) cites Hart
(1992) as stating that ‘...learning difficulties arise whesréhs a mismatch between
the curriculum that is provided and the abilities, intesrasd optimum learning styles

of individual pupils.” (p291). In support of this in the present study Gerry stated:

“ 1 would just sit there and not do it cause | wouldn'tabée to unless it was
easy... unless | could read it.”

He described various strategies that he used for dealihgwerk that was too

difficult for him, which are discussed further in Chagemcluding the following:

“1 used to make up excuses, dropping my ruler and stuff like thae lost
my pencil, | need a rubber, to get out of it, to stopdpeimbarrassed.”

He also added:

“1 only used to say I'm not doing it or walk out.”

He appeared to be adopting actions that avoided embarrdssnteimiliation and
perhaps regained a certain amount of control over tingtisin in his own mind. To
state “I'm not going to do it”, for Gerry may have hgweferable to “l can’t do it”.

The two statements carry different meanings to thenpbrtant peer group. It

118



appears that facing formal punishment such as detentisewvea preferable to

admitting that the work was too difficult or trying andirfig:

“l would just sit there, they'd give me a detention afiehool.”

Danny also preferred to choose unacceptable behaviduha consequences of such

behaviour, as opposed to having to do the work that hdo&nag given:

“I mucked about so | could get sent out of class so | woulthve to do the
work.”

In certain cases pupils were simply resigned to thetlfattthe work was too hard for

them. They did not blame the school:

“It was a good school, but the work was too hard.”

A few pupils were willing to blame themselves for thgioblems with the curriculum,

and recognised that they had a problem with keeping up wpireations:

“In work | was behind all the time.”

Julie explained clearly the direct link she perceived betwher difficulties with the
curriculum and its expectations of her, and the behaviehich finally resulted in her

being labelled EBD and placed in a special school:

“1 have trouble with reading. | was taken out of my ksfiglesson for special
help with my reading. But when | went to the next iEhgkesson where they
were reading big books, | fell so far behind with itdngge | also had to take it
home and read it, and | never bothered to read it.n Thad to do all about
it, and do loads of homework. | couldn’t do it. | fediind on all my work so
| stopped going to school.”

The pupils’ comments illustrate clearly how demoralidexssé EBD pupils may have
become within the mainstream setting, and how resigmadare to accepting their

difficulties. Sandra and Ken made the following statemeespectively:
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“l was just thick.”

“The teachers are just doing their job and if | don’t usténd
that's my fault.”

Sadly, these pupils seemed resigned to locating their sadpaldficulties well within

themselves.

“l took the easy way out. If I'd tried it | could $tile there.”

Marchant (1995) links the lack of reward from the curricutorthe pupils’ deep
rooted lack of self worth and esteem. ‘These chilavere not convinced that we had
anything useful to offer, the proffered activities heatdimterest for them, and they
continued to focus on their own immediate interestglvfar them were their inner

emotions of insecurity, fear and lack of sense of wb(p42).

These feelings may be closely related to so maniyeodlisruptive behaviours described

by pupils in this study, and more closely analysed in @neot

The curriculum and able pupils

Another aspect of the curriculum which was raised by b pupils in this present
study, yet perhaps links in with the results of Miller (199djers to the impact on
behaviour of a curriculum inappropriate to the needs oicpéatly able pupils. Miller
describes the behaviour of the bright but disruptive pupler study as being *...a
frustration with the inappropriateness of academic egpiecss...’ or ‘...an attempt to
compensate for being unpopular with peers because of acaslaroess.’ (p252).

The following statement was made by Ronnie, who wargght 16 year old delinquent
attending Southdown as a result of drug abuse and truanitipough it does not

specifically illustrate this point, it does show thag¢ pupils’ behaviour and lack of co-
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operation within the classroom can be an informedceh@and not always a result of a

lack of ability:

“l always knew | could do it, | just didn’'t wanna.”

Karen did not describe disruptive behaviour as a conseqoéhee high academic

ability but was aware that being more able than stter make her different, which
she did not enjoy. She described feeling lonely andrdiit from an early age, and
then explained how despite her being ahead of other popikemically, her mother

decided to try to keep her in line with other pupils:

“She thought she might as well keep me in that yeaerakian take me out,
and then finishing before everyone, and being even matref it, even more
different.”

“The teacher would ask a question and I'd always be thg@put my hand
up or answer the question and people would say ‘boffin’ &rldad.”

This particular point highlights how the curriculum andhiksde of presentation within
the mainstream school, can contribute to uncomfartigelings of being different, that

certain EBD pupils may already harbour.

Homework

The results of the interviews in this study suggestatatther extension of the
curriculum as a factor in these EBD pupils’ difficultieglie mainstream setting was
homework. For pupils already struggling with work in treesstoom, homework
appeared for some to become another focus for contftictthe school and its
expectations, or more specifically, with teache&even pupils from the sample raised
the issue of homework as a contributing factor in tthficulties. Some of their

comments were:
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“A teacher had a go at me cause | hadn’t done my honkewot | didn’t
understand it.”

“I got really worried about the homework.”
“l found homework difficult.”

“l just couldn’t do the homework. | just couldn’t remesnlwhat | was being
taught.”

“I got really worried about the homework in French.”

“The work was really hard, loads of homework.”

As these comments show, difficulties with the worknpounded by homework
expectations, clearly created anxiety in certain pupllgtle research appears to have
specifically focused on this issue from an EBD pupil’'s pecsive, although these
results do show some similarities to those of O'Ke&fStoll (1995). Their study of
pupils in mainstream schools linked truancy to schoolsigirg too much coursework
or homework that the pupils were unable to keep up witkeor@® explained how his
frequent absence from school as a result of peer groymnguled to additional

problems in the form of homework when he did attend:

“l never used to do it, cause then | used to find it hardever used to go,
homework used to be like the lesson I'd missed, so Irnesed to know what
we was doing and no-one used to tell me.”

His statement illustrates how it may become incngggdifficult for a pupil to return
into the routine of attending school once a pattemoofattendance had been
established, with homework expectations, as in Geoggess, contributing to this
problem. He explained how his return to school sinmalseased his difficulties as a

result of the school's punishments for incomplete hoankw

“If you didn’t do homework you’d get debits and detentions.”

Supportive parents could perhaps alleviate homework difesylend in Sandra’s case

make homework an easier, or less threatening, actinaty classroom work:
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“It was alright if it was homework because | could askium to help me,
but if it was like in the school, I'm relying on myednds more than anything.”

For Wayne, having to transport a piece of the sclvaath he hated, back to his

home was just too much:

“The homework just reminded me of school, so | thougdimt,not going to do

it.”
Whether these EBD pupils do actually experience greafeudies with homework
than mainstream pupils is difficult to assess. Epsteal (1993) refer to previous
work in this field and present some evidence that pupils bahavioural disorders or
learning disabilities are in fact perceived by teachesparents as having more
significant homework problems. They do not howevek sripils’ perceptions on
these difficulties, and recognise that their resear@h e affected by teacher bias and

selection procedure.

Involving pupils in curriculum issues

Although some pupils in this study were willing to criticihe curriculum, they did not
offer many suggestions regarding alternatives in terrssilgjects or presentation.

The involvement of pupils in the development of appropiateiculum is something
being stressed by official documentation on curriculuoeiss Garner (1993a) quotes
The National Curriculum Council's document ‘A Curriculum At (1989), as stating
that students have a strong need for ‘partnerships @atthers which encourage them
to become active learners, helping them to plan, boddesvaluate their own learning
programmes wherever possible.” (p405). However, despstadkice and research
reinforcing it, such democracy appears to remain alpseticularly in the mainstream
setting. In the special school some differences dmde exist and are commented
on by pupils in the present study. Simon explained hofglhthat the special school

setting should and did differ to the mainstream school:

123



“This is a special school, so we should do special thengd have choices.”

This issue of choosing, and the possibility of the puakeng more responsibility for
their own work, was also raised by two other pupilste ©akwood Centre. They

commented positively about their special provision:
“You have choices. Choose what you wanna do.”

“You got to do your work and be responsible for yourseitie

A number of researchers have stated the importanogading pupils and
encouraging co-operation between staff and pupils whenipdpouarricula including
Cooper (1993d), and Garner (1993a). Gabriel (1988) in herastighlanning an
AIDS programme believes that democracy must come iatpiplplanning any
curriculum or programme of work for young people. She adescputting the
young people nearer the centre of their own developn{@ifr3). Schostak (1983)
also agrees that pupils themselves should have a dayworrk that they do in
schools, which he describes as a self elected curriculbiowever, large classes and
the difficulty of setting differentiated material foighiy individual needs within a
dictated curriculum cannot be easily overcome. Non{d€&94) describes this
difficulty and the specific problems that schools facattempting to bring together
differentiation which stresses the needs of the iddad, with equality, as dictated by a

National Curriculum.

Conclusion

Those who believe that the curriculum is a factor Ivea in the failure of EBD pupils
to successfully attend a mainstream school, are giygpost by the comments of
some of the pupils in the present study, as presenterd Bdbtion. Specific subject

areas were in certain cases perceived by pupils asibeileyant or boring, others as
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exposing a pupil's inadequacy or humiliating them in some wa@yher pupils simply
found the academic expectations of the mainstreanratasstoo great. Whatever the

case, behaviour problems often resulted from such difésul

It is important that we carefully analyse any differesiin the way that the EBD pupil
perceives the curriculum and their own needs comparee tpeticeptions of
mainstream pupils. For the succeeding mainstream sphpi| their perception of
the curriculum may well be quite different to that of ERD pupils or disaffected
pupils in this and other studies. Keys & Fernandes (19@®ydférom their
guestionnaire research with non-EBD pupils that the piglilschool should both
help them pass exams and also teach them things théd thep them get jobs and be
independent. The comments from pupils in this presseaireh suggest that
curriculum needs for the EBD pupil may need to be considere@what differently,
and in a broader sense if these pupils are to be sudyesspported within the
mainstream setting. To actually describe and defisebtbader curriculum is difficult
although research is attempting to better understand aseinpiie (Lund, 1992,
Cooper, 1995, Hughes, 1996). This difficulty is expressed HgtL§$995) who
states; “...children with emotional and behavioural ditfies need to have
opportunities to learn a great deal which is difficuler@wompass in curriculum terms.’
(p8). Such difficulty is apparent when one considersftigEBD pupils the
curriculum should try to address issues such as improving psglii€steem, creating
varied opportunities for success, and involving pupils iir then learning. Pupils in
this study additionally clearly demanded the opportunityétationship building and

care from teachers.

The National Curriculum has clearly caused some prolflenitkose who attempt to
implement a broad curriculum, which is flexible enougimeet the widely varied and
individual needs, both academic and personal, of all pugil€ompulsory curriculum

by its nature struggles to bring together two differing gjahlat of equality for all, and
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recognition of individual differences and needs. Indivitua perhaps of most
significance in the case of EBD pupils, who for marasoas require more support on
an individual basis, both from the curriculum and fronostipersonnel, than those
pupils succeeding in mainstream settings. It seemsvoldeome the role of the
school to attempt to marry the two and meet the nektlie individual at the same
time as meeting the demands of the government. Ha8®1) finds the notion of a
National Curriculum ‘“flawed’ and ‘does not seek to celebthe multi-ethnic
population of many schools nor the special needs requitsraélarge numbers of

students.’ (p64).

Some of the pupils in this study made valid statemedimdjrtheir difficulties and
behaviour to the nature of the curriculum and its pretientan the mainstream
setting. It is important however to state thatdteiculum as a factor for these
pupils was rarely described in isolation from other issar@ this is reflected in the
somewhat lower number of comments from pupils thapeesented in this Section,
compared to other Sections. Perceived faults inuhcalum were often closely
linked to teachers and teaching skills and styles.adnthe curriculum itself was
commented upon less than the teachers themselveseamnpeitteived inability to offer
support. The pupils’ perceptions of faults within the stisgstem are somewhat
complex and inseparable, but all led to frustration andraoply limited choices as to
how they should respond, particularly in the classrodfear of failure and the
punishment or humiliation resulting, or a continuous lagbositive reward from the
curriculum, ultimately seems to have led to behaviounsnconly associated with the

EBD pupil.

It may be that the mainstream schools do not consgltain pupils to be their
responsibility, or possibly they feel unable to offertain pupils what they need given

the confines of certain parameters such as the Nai@urriculum and class size.
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Johnny recalled a comment made by one of his teacherainstream that may reflect

the significance of this point:

“| told them, ‘can you slow down a bit?" and he didn'He said you
‘shouldn’t be at this school then.” My hands werdihgt”

If as previously suggested there may be a mismatch betwies the pupils need and
what the curriculum offers, then the issue to be addilessst be where schools can
begin to make changes that will minimise this mismatdihe attitudes of individual
schools in attempting to fulfill the National Curriculdemands, compete in league
tables, yet also to provide a broad enough curriculumvienyegupils’ needs, is crucial
to the success of EBD or potential EBD pupils in thenstegam. If the pupils alone
are considered the only flexible component in theesgsthen pupils that are labelled

as EBD will continue to be rejected by the mainstreahools.

5.1(iv) Social Interaction

A significant number of the pupils in this study werecatttite in expressing views
regarding the role of the social aspects of schodlsitreation and evolution of their
difficulties and their subsequent placement in special eldacatin addition to the
school factors such as curriculum, school and classteezenature of school buildings
and the attitudes and skills of teachers, a number of @igpdsdemonstrated a high
level of comprehension and awareness of the sociddlwbthe school and its
significance as a problem for them. They offeredalale insight into factors within
the schools that may have nurtured such problems amaidsgiriptions of behaviour
and motives for behaviour were in some cases unheglfeassociated with

experiences of negative social interaction with peers.

Awareness of the school as a social institution andeRrclusively an academic one,

has been developing since the early 1980’s. At thisr@search into the sociology of
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schools and schooling (Tomlinson, 1982, Woods, 1983, Furlong, V&8&han,

1986), began to point out the importance of social roldsrdormal pupil cultures
within the school. Such research raised awaremsegstae extremely important
social nature of the whole schooling experience fddren and its impact on their
behaviour. Observation and interviewing within sdadi@gan to reveal the
complexity of relationships that exist inside thesadaenic institutions and certain
studies stressed the importance of seeking the pupils’ ospgetive on these
relationships and the sociology of schooling. Birdl€i1981), Tattum (1982), and
Schostak & Logan (1984) all sought insight into the pupilsvgien schools and also
their behaviour in relation to the peer group and thet@xce of informal pupil
cultures. Their studies produced revealing results whiclodaimated the pupils’
ability to rationalise and describe socially motivhbehaviour and behaviour patterns.
Work in this field has continued and evolved from thésdies and has encouraged
educationalists to accept the powerful pressures that pupisience in schools,
which originate in a social context. The fact thapils are expected to survive, often
without respite, in the highly social and group orient&edronment of the school
was an issue raised in Section 5.1(i). This pointke@wledged by other researchers
such as Harris (1994) and also by Cullingford (1991) who revdaen analysis of his
interview data with pupils in mainstream school, tletain pupils felt a need for
‘...some quiet place where they could be undisturbed.’ (p37)erdstingly he
suggests that it may be the classroom that offersca pdabe free from the highly
social aspects of the school environment, thus engangishe intensely social nature
of school life outside of the classroom. He alsadess the toilets or library as being

perceived by some pupils as their only opportunity for tespi

This present study further validates such researchjraffeupport to the belief that
social interaction and dynamics within schools havergortant role in the behaviour
of certain pupils in school. The EBD pupils intervievrethis study add insight into

not only the extent but also the nature of socidbfacwithin schools that contribute
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to certain pupils’ inability to remain within the maiream setting. Their perceptions
draw attention to potentially unrecognised or underesthatcial challenges that
such pupils face throughout a school day, in addition teetbban academic nature
that the curriculum generates. They also illustrate th@ schools themselves may

contribute to such challenges through the day to day mesed schooling.

Research in mainstream schools, suggests that theakasw academic challenges
exist for many pupils, yet the majority of pupils cleatg somehow able to cope and
remain within the system, unlike the pupils interviewethis study. It would appear
that for the pupils in this study, these social challepngdth or without academic
pressures imposed by the school, created greater stiiesse¢bey were able to

manage, and often resulted in disturbing behaviours.

Clearly, a broad awareness of the extent and complexenof these challenges and
the way in which they impact on a pupil's behavioumpartant for professionals
working in both mainstream and special schools. Sation offers data that
attempts to increase such awareness and in Chapteth@r fanalysis of resulting

behaviours and motives is presented.

The social world of the school is clearly a compled ahallenging experience for
many pupils. The pupils in this present study, through pegzeptions of school,
suggest that the demands of their schooling may have tmageocess of adaption
too difficult, particularly when social and academic stalcalled for certain specific
acceptable behaviours. As will be described in Se@&i8, in a number of cases
pupils expressed frustration at a perceived lack of suppouradetstanding by
schools and a lack of assistance from the schoolseactiers in helping them find safe
and legitimate behavioural options. They perceiveddhelh support would have

allowed them to deal with the demands being made.
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Before discussing this further, along with specific asgpetschooling which may have
contributed to the social pressures on pupils and whioh fiexed so critical to their
problems in school, it is important to first clarifye nature of the social pressures
perceived by EBD pupils in the study. The most frequerstdd term in the interview
data was bullying. This present Section attemptsatifycthe nature and extent of
such behaviour as perceived by the pupils and to assesatumns why it has

developed such significance for them as EBD pupils.

The nature of bullying

Despite our familiarity with the word bullying its defioin can be somewhat vague.
It is hoped that the pupils’ perceptions presented in #asicéh will contribute to
further clarification of this type of behaviour, whiappears to play such a critical role

in the failure of many EBD pupils in mainstream school.

Following extensive pioneering research in this filtlyeus (1994) defines bullying
with the following sentence; ‘A student is being bull@dvictimized when he or she is
exposed, repeatedly and over time, to negative actiortfieopart of one or more
other students.’ (p1173). He states that a negativenastane that intentionally
inflicts, or attempts to inflict injury or discomfoapon another. This negative action
may involve physical contact, words, making faces, efsgestures, or intentional
exclusion from a group. He believes that for bullymgptcur there must be an
imbalance in strength, in line with other forms béise. In fact, he sometimes refers
to bullying as ‘peer abuse’. This term does tend ttudrcthe possibility that bullying
may not be exclusively limited to behaviours betweenlpupschools. Galloway
(1994) broadens the concept of bullying with his definitiBajlying occurs when one
person, or group, deliberately causes distress to armhgyn or group. It can
involve any form of verbal, physical, psychologicakexual abuse.’ (p19). He
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develops the belief that behaviour amongst staff anddeat staff and pupils may
equally well fall under the ‘bullying’ umbrella. Thisige is developed using pupil
comment from the present research later in thisi@eawhen discussing reasons why
social pressures become so significant in schoatsaddlition to the definitions quoted
here there are undoubtedly numerous other availabletaefgdf bullying offered by
researchers in the field who following the pioneerimayknof Olweus in the 1970's, in
Scandinavia, have more recently provided a rapid surge licgtidns on bullying.
(Besag, 1989, Tattum & Lane, 1989, Francis & Jones, 1994, TattGnakam,

1997).

A number of the EBD pupils interviewed in this study weée to offer interesting
descriptions of behaviours that they classified asibglly Some had been responsible
for these behaviours, whilst others had been onat®iving end as victims.
Descriptions comprised a range of activities and incgjdth in mainstream and
special education settings. Stealing and destroying @@nsossessions was one
activity described by a minority of the pupils. Gedgscribed incidents that occurred

at a residential school prior to his arrival at Trek@ood Centre:

“... people used to come in and break my Walkman, takstuffyand that
used to annoy me.”

Karen explained her experiences in mainstream:

“They used to nick your bag, pens and your coat, and thoowstuff on the
floor.”

Roy also experienced stealing as a form of bullyingpénrbainstream school:
“Money going missing, shoes and clothes.”
George described extortion as a behaviour he had adopmtedhah he described as
bullying:
“Give us your money or sweets or we’ll beat you up.”
He did however also describe his own victimisation:
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“Name calling and stuff like that, nicking books.”

Actual physical aggression from other pupils was descripeiklpupils in the study,
but this did not include numerous accounts of fighting warehdescribed in more
detail in Chapter 6. Karen described two different aggresncidents that she had

experienced in the mainstream school:

“There were loads of them, they grabbed me from deduna she stuck all her
nails in and started punching my face.”

“They would sit behind you and stick compasses in you.”

Wayne also described physical aggression that he hadexnqest:

“I was walking down the corridor and people grabbed me, ednme up
against the wall, and this person was hitting me.”

Roy had also experienced physical violence:

“A boy called Rick who found it amusing to hit me in gtemach.”

He went on to explain other actions:

“Even the little kids, spitting and swearing at me onvwiag home ...gobbed on
my back.”

“I was being hit, pushed, called names, hung up by my bagagvest and
pinned up against a wall.”

Bobby, a 15 year old boy at Southdown, who had an aggedsstery of bullying and

delinquency, described his experiences:

“l was up against the wall, “You're gonna die at lunchtiime

Michael, a 12 year old pupil at Southdown School, who had Ié@ng in care for
most of his life and who had shown particularly extremmtional and behavioural

difficulties within the mainstream setting, reported hHaeavhad seen friends bullied:

“They push my friends down the drive. They push thear.bv
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Mike explained his play time experiences with peers:

“At play time they used to come over and kick me and pweshmder the huts.
They used to push you and keep you under there and it waspntige.”

Interestingly these aggressive, threatening behavioeirs @ften not restricted to the
school environment. Bullying was described by threelpagiextending beyond the
school itself. Wayne recalled a trip to a fair grododng which he perceived his

vulnerability to be greater than in school:

“They said go away boring, and smashed my head agamngtatizer.”

George recalled an incident where an abusive lettepuiahrough his letterbox at

home:

“After school, one of the kids who lived across thadowrote a letter and he
stuffed it through the letter box and ran down the road.”

Karen tried to attend a youth club but found the same gm@blvith bullying to be

present there too. She said:

“| stopped going to youth club because of it. | took kg laind someone let
the tyres down.”

These pupils seemed to be aware that they could be pdiyemre vulnerable out of

school than within. George and Karen respectivelgtioued by stating:

“If you can stop it at school, you can't really stoptithome.”

“At youth club it was easier for them there, no teasli

The descriptions of actions given by the pupils in ttuslgthat were of a threatening
or physical nature, were similar to the results oéo#studies. For example, Arora
(1994) lists unpleasant actions given by pupils in mainsteesattmied to kick me,
threatened to hurt me, demanded money from me, triedrtorte, tried to hit me,

tried to break something that belonged to me.” (p157). Sokistency between the
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results from different research which has used pupilsgptians to determine what
constitutes bullying actions, is interesting when omesalers the difficulties being
experienced by researchers in defining bullying. The ptipdmselves appear to have
no problem with this, and their descriptions are celstaiot limited. As will be
discussed later in this Section, such problems may fesmitthe differing perceptions
of bullying that adults or professionals have comparqufmls, possibly owing to the

fact that so many actions are not observed diregtteéchers or researchers.

Also in agreement with previous research on bullyinga(g, 1995), pupil comments
in this present study revealed that threats, verbaemtal bullying, had often played
as large a part in the pupils’ difficulties and unhappinessfgl physical aggression.

Wayne explained how destructive such behaviour was to him

“Mental bullying is awful. Physical bullying OK, you céake it, a few bruises
OK, naffed up leg, a few black eyes, OK you can take tHt when it's
mental and it’s not about me, about my parents and mijyfat’s just | can’t
take that.”

Sharp (1995), who researched the effects of bullying censeyndred and twenty
three secondary aged students, found ‘indirect, verbaldgully causing the most
distress.” (p86). Interestingly it was not demonstrét@oh the results in this present
research that verbal or mental bullying was more peatéor girls, as opposed to the
combined mental and physical bullying preferred by baygraposed by both Jones
(1994) & Pervin et al (1994). The latter suggest that femele more emotional and
verbal abuse, whereas males use more abuse of a aedoahysical nature. Olweus
(1994) reinforces this argument but describes the girlsiag n®re ‘subtle, indirect
ways’, and boys using more ‘physical means.’ (p1177). hdrptesent study of EBD
pupils there was no apparent difference found between soeigteons of bullying
behaviours given by the girls and boys interviewed.thBlescribed physical and
mental bullying experiences, although it should be notatviery few girls were

actually interviewed compared to the number of boykigstudy.
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Another form of bullying that fits into the categorysmbtle indirect emotional abuse is
social exclusion. Karen described this type of buglas particularly disturbing to

her:
“She’d make excuses like, ‘there’s not enough room ataible’.”

“They say ‘why don’t you just get out, we don’t want yoare’.”

Perhaps it is the shrewd and indirect nature of this dyjaetion that makes it so
unpleasant and almost undetectable by teachers or adulippears to attack the
individual's sense of self worth. Siann et al (1994) deschis with clarity when they
state; ‘The subjective experience of feeling bulliedtes... to being made to feel
personally inferior and inadequate - it is a powerfulasse one’s level of self
esteem.’ (p132). They also make the point that vetiigiig may involve comments
that ‘...strike at the individual's private core of self. p133). Karen recalled her

experience of such wounding comments:

“Someone comes up to you and says, ‘what is the meahyayr life, why
don’t you just die?’”

As was discussed previously, it is clear that the teriiyig is difficult to define in
general terms despite the clarity of pupil comments regguttieir experiences.
Perhaps the problem lies with the difficulty that abgerver, or even victim, has in
attempting to interpret the true intent of an actiohictv becomes a purely subjective
judgement, and readily deniable by the perpetrator. iJ klarified if we return

briefly to definitions of bullying. Francis & Jonék994) present two of the many
definitions of bullying from the literature; ‘The wilfaonscious desire to hurt, threaten
or frighten someone,” and ‘any action or implied actguch as threats or violence,
intended to cause fear or distress.’ (p113). Such defisititearly illustrate the
subjectivity of interpretation of behaviours owing keit use of the words, ‘wilful

and ‘intended’. In many circumstances an intentiorery difficult to prove or detect.
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However for some pupils such as Karen, even a percaeedf such an intention

appeared to be sufficient to cause her distress. Plered her feeling:

“Even when | wasn't, it was the fear of getting ladli’

Galloway (1994) actually believes that some schools @e adot less bullying than
others, and this may be due to some having createshaelivhich is ‘relatively free
from the fear of bullying.” (p25). This subtle, intangiliéeling amongst pupils is an
undercurrent of fear of which schools should be awaspitgethe potential difficulty
they face in detecting or dealing with it. A reporthe Dalily Telegraph (1996a)
presents the results of a large survey carried out bigtater University School
Health Education Unit, which revealed that bullying makese than one third of 12
year old girls afraid to go to school. Evidence fas tbar of being bullied even
before it happens is provided by Measor & Woods (1984). plbés they
interviewed, who were moving from middle to secondahpset; claimed that at this
point of transition their main worries were losingetanfriends and ‘...the prospect of
being bullied.” (p9). Francis & Jones (1994) quote resdaathstates that even the
word bullying itself evokes fear in many pupils. Theyatpt to find a common
thread running through the many definitions of bullyingstating; ‘The fundamental
attitude underlying victimization is that of fear.” (p113Y.his fear is confirmed by

Larry who referring to another boy, stated in onerwview:

“l used to be really scared of him.”

It is important that the fears of certain childrea aot perceived as irrational by adults.
Whitney et al (1992) quote a Head of a centre for young peothieschool phobia’

as saying that ‘...although a phobia such as school prebiassified as an irrational
fear, there are many aspects of schooling wherer adaation is not at all an irrational
response....” (p4). Francis & Jones (1994) describe sothe dkehaviours and
emotions resulting from this fear, such as poor attittoleshool, fear of coming to
school and truancy. They also describe extreme eass® the fear of bullying leads
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to physical injury, attempted suicide and even successtudlsui To illustrate this
point consider the case of a boy who died of a brambarhage in 1991 after being
beaten by two school bullies (The Times, 1991), and & mement report concerning

the suicide of a boy following bullying (Daily Telegrad996b).

This Section has so far attempted to reveal the nafuyellying as perceived by
previous research and some of the pupils in this studgarliZdefinitions are varied
and subjective. The power of the word is immenseify#tue meaning remains
somewhat elusive and Siann et al (1994) describe suclsiatanty in the definitions
of bullying. This is interesting when one finds thapil interviews reveal consistently
common threads in their own descriptions and percepoibbsllying, both in this and
other research. However, moving on from definitjiomsat is clearly significant from
the results of the present study are the numbers of @il who felt that bullying
had made school life very difficult for them. It ieetprevalence of these difficulties,

particularly for EBD pupils, that is explored in the feliog Section.

The prevalence of bullying

The total number of pupils in this study who perceived imgllyo have been the major
factor in their failure in mainstream school wasiclift to assess, owing to the
complex way in which different factors had interactedreate their problems.
However there was certainly a significant number oflpupiho expressed particular
concern over negative social peer interaction, and¢benments regarding the nature
of bullying, bullies, victims and how schools perpetuatdeal with this issue are
expressed throughout this Section. Negative peer ititanagas described by twenty
eight pupils as an experience that had contributed tostieaol difficulties, but in

total thirty three pupils were able to comment in aegelsense, having experienced or

observed it, without necessarily stating its importaocitem personally. In addition
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to specific comments regarding their own experiencetaingupils showed a more
general awareness of the extensiveness of bullyifgnvathools. Simon and Bobby
were both boys who appeared resigned to the fact tHgingulhas an intrinsic part of

schooling. They stated respectively:

“Bullying is a way of life.”

“If they expelled everybody who did something cruel,stleool would have
one pupil or a few people in it.”

This type of comment is not exclusive to this presesearch, or to EBD pupils. As
Arnold’s (1994) study of pupils’ and teachers’ perceptions dyibglin a middle

school reveals, both groups used words and expressionasstmdrmal’ and ‘getting
used to it,’ (p184), to describe their perceptions of bglyirSuch research shows
how accepted these negative social behaviours havenbec&ullingford (1993a)
suggests that perhaps it is because bullying merges stritably’ with the whole
experience of schooling, that it has been so muchegh@p54). He statesitis ‘...the
way that bullying blends into the everyday life of ubool, that makes it so
worrying.’ (p54). If an act of bullying can take on samy different forms, and can so
easily disguise itself as acceptable ‘normal’ behawathin schools, then clearly this
explains why statistical reporting of bullying incidemtschools may create problems
and be inconsistent. Research must carefully consatesnly the definition of
bullying it uses, but also the site of the researchtlamadnethod of data collection.
Whom the researcher is asking may also make a difierdeending on the
interviewee’s personal perception of the situationowkler, with this in mind a
number of researchers have produced interesting and distuesiults, some of which
are referenced here to illustrate the possible magnatithes problem within our

schools.

The national help-line for children called Childlingoets that 75% of all their callers

from its bullying line are reporting experiences and pabkproblems involving
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bullying, (Branwhite, 1994, Times, 1991). Smith (1991) quotes imumber of
studies on the incidence of bullying, one of which stétat 1 in 5 pupils in England
have experienced bullying and 1 in 10 have inflicted iids&ape in 1986 reported
68% of children aged 5 - 16 had experienced bullying. Perviai&ér (1994) report
the results of a major DES study carried out by Sheftiliversity in twenty four
Sheffield Schools in the early 1990’s, which revealed 27guwpils in Junior / Middle
schools reported having been bullied occasionally, andd€fg bullied once or more
than once per week. In the secondary schools, 10% d$ peported being bullied
occasionally and 4% being bullied once or more per weélervin & Turner (1994)
do however dispute these somewhat low figures, claimeagirtttheir own study of
one hundred and forty seven year 8 pupils, 50% of the balysrathird of the girls
claimed to have been bullied. In fact there is ng@ananore recent evidence for
numbers being higher than those quoted by Pervin & TufDaily Telegraph, 1997).
It is interesting to compare these mainstream figurdstihhose from the present study
in which 78% of the pupils raised social interaction vpigers, as one of the factors
contributing to their difficulties in schools, possibbflecting a greater incidence of

bullying for EBD pupils.

It would appear that little previous research has begiedaut with EBD pupils
specifically, as to their experiences of bullying ar tlegree of importance that
bullying holds in relation to their behaviour and specgdds placement. It is also
difficult to find or use statistics, particularly fromyalarge-scale study, which allow a
comparison of quantitative data for mainstream and EBOgune study that has
attempted to contribute to this apparently poorly re$eararea was carried out by
Whitney et al (1992). Following the DES funded Sheffiefdviersity study
previously discussed, Whitney et al (1992) went into fiveigpechools in the
Sheffield area to investigate whether bullying issuewéferent in SEN schools.
Heads of schools and centres involved in the reseaecuoted as commenting on

the high level of involvement of pupils with learningfidifities (MLD) and EBD
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pupils in bullying incidents and behaviours, and Whitnegl guote other research
which has suggested that SEN pupils are over represent@tiras. This type of
research and the results from it appear to point todrawial it is to gain a better
understanding of the role and significance of negativialsexperiences in the failure

of EBD pupils in mainstream schools. A developmenhefresearch completed by
Whitney et al that correlates well with the resoltshe present study, is the analysis of
factors that enhance the risk of a child being anaictiThis is discussed in the

following sub-Section.

Who are the bullies and victims?

If there is a significantly high level of involvemesit EBD pupils in bullying incidents

in schools, as Whitney et al (1992) and the presentrasssaggests, then naturally it
is of interest to researchers in the EBD field tpleve the characteristics and potential
factors which enhance the risk of a pupil being a bully wictim. Some of the pupils
in this present study offered clear perceptions of thleaeacteristics and factors, also
showing at times a high degree of understanding of the yimdgenhotives behind

certain behaviours.

One of the factors related to victimisation and badjyivhich has been described by a
number of researchers in this field, including MeasdWé&ods (1984), Cullingford
(1991), and Olweus (1994), and supported by pupils in the presentwagiihat of a
pupil's group membership or friendship. Whitney et al (19@Hg¥e that victims
‘...lack the protection against bullying which friendship givép6). Roy certainly

perceived his victimisation as resulting from a lackdehtity with a group, by stating:

“l didn't really hang around in a gang.”
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Security was closely related to being popular and haviegds, and Susan perceived

that ‘being popular meant:

“Hanging around with the hard lot.”

When asked to define ‘the hard lot’, she stated:

“They go around bullying people.”

It would appear that those safe from bullying, or thoke adopted the bullying role,
were perceived as always being part of a group, or havwargl§. They were
perceived by pupils as never being isolated or alone, uhkkeictim. This group
membership and having friends seems to play an impgréahin the informal culture
of the pupils. Olweus (1994) believes that bullies do ushalk two or three

supporters who like them, and that they are rarely fonaayne described bullies as:

“Being in with the crowd.”
He described one bully:

“He was never strong, it was the fact that he hagktlor four people who
were bigger than him to back him up.”

He added:

“I was never scared of him in the first place, it west that he had friends.”

This statement suggests that bullying is closely linkegréaips of pupils and not
individuals. As Cullingford (1991) observed from his pupilimi@wvs in mainstream;
‘Security derives from a sense of cohesion withinaugr..” (p53). Measor &
Woods (1984) revealed that pupils generally felt that haviegds around protected
them from being bullied, and they felt that bullying vess likely to happen when

‘your mates are there...” (p14). This may explain Rickimment that:

“Most new people are bullied.”
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Perhaps he perceived there to be vulnerability in bhsolgted and without friends

particularly in a new school environment.

However, to be part of a group was perceived by some papisjuire certain
degrees of social conformity, particularly in terms@ppearance and behaviour.
Whitney et al (1992) suggest that particular characterstick as clumsiness, dyslexia
or other disabilities leave certain pupils vulnerablgittmisation. Susan provided an

even broader perspective on this by stating that \satiould be:

“People who are really intelligent people. People atereally thick.
People who'’ve just got something different about théat, they, the bullies,
haven't got.”

Cullingford (1993a) agrees. He states; ‘...anything that msde®one stand out, is

a potential hazard.’ (p58). Karen supported this argumethiefuby stating:

“Anything, if it's slightly different to anyone else.

George blamed his bullying experience on his surnamehvaairried a negative
personal connotation. His parents had decided to cliarygé he perceived his

victimisation problems to have started:

“Because of what my name used to be.”

Even a simple issue such as wearing glasses could béestiffic provoke an attack,

as Sarah stated:

“Everyone was laughing at me behind my back... and wisearted to wear
my glasses that was horrible.”

Karen offered a slightly different perspective by sugggdtsat no matter what you
wore or what you looked like, if you were not in the ondly, the majority being seen

as the bullying group, then you would be victimised:

“So it’s like it doesn't really matter what you dolf one person’s got nice
clothes they're gonna pick on you if you've got horridigthes. Or if they've
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got horrible clothes they're gonna pick on you if youya nice clothes.
That’s why | agree with school uniform.”

It was also possible for just one specific incidenbeqoerceived as being sufficient in
certain cases to trigger bullying. Karen again destrireincident that she perceived

as having started her fear of other pupils bullying her:

“The teacher was telling a story about a girl gettimgadle stuck in her knee.
| just went plonk. Apparently | had a fit on the flaord foam was coming
out of my mouth ... | was so embarrassed when | wokeugryone was
laughing. 1 didn't go to school for about a week. | wasscared of what
people would say.”

The self-esteem and self-image of the victim appeargatito the development of the
role of victim. Many researchers have tried t& bertain personalities to
victimisation, and have used personality theory to @xplad explore the types of
children who may adopt bully or victim roles. (Mynardl&seph, 1997). Francis &
Jones (1994) describe comprehensively the work carriedh dhisifield in the last
twenty years. They list from these research ptejgome ‘frequently cited
descriptions’ of victims. These include depressioniegyixinsecurity, low self-
confidence, shyness, preference for own company,riendf, avoidance of social
occasions, comparative social isolation. They déscribe lower levels of
aggressiveness, lower dominance, greater powerlessnebgyher sensitivity and
submissiveness. Finally they mention lower leeéisiteligence and maturity, and
often a more positive attitude to school. Olweus (198&estingly, disputes
theories that suggest that feeling or simply looking différesults in victimisation.

He believes that there is little evidence to suppaiildely held belief that
victimisation is caused by ‘external deviations.’ (p1178)stead he turns to
personality traits such as anxious, insecure, cautieasijtve and quiet, as evidence as
to whom may become a victim. Such people, he masjthave low self-esteem, are
lonely and without friends, and feel unattractive, fa#yrstupid or ashamed, and he
has labelled such victims as passive victims. Tisecertainly evidence from the

interviews in this present research to support histeesand to support the views of
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Pervin & Turner (1994) who see victims as often blamnegiselves for their role.

Roy was one pupil who offered such support. He stated:

“I must have looked irritating to them. They didn't likee way | looked, the
way | walked.”

George simply stated:

“Like at school everyone didn’t like me much.”

Another pupil explained the reason for his victimisation

“l was very very quiet.”

Roy’'s comment perhaps supports Olweus’ (1994) theory theg thetims ‘seem to
signal to others that they are insecure and wortiidssduals, who will not retaliate

if they are attacked or insulted.” (p1179). In addition,iskae of the height or size of
the victim was also perceived as important to a numbtre pupils in this study, and
will be described in Section 5.3. Six pupils in the pneseudy blamed being smaller

than the bullies as a reason for being victimised:

“l was too small ...”

“I was smaller, they could pick on me and get a way iuith
‘I don’t look my age. I'm small.”

“Bullies bully because they're bigger.”

“l used to be small. You get shit on.”

“| was one of the smallest. | used to be reallglsin

With his extensive research, Olweus (1994) confirmsliblies are in fact generally
physically stronger than average boys, creating anlamba in strength or an
‘asymmetric power relationship.” (p1173) However, abof the victims in this

study were able to give any kind of reason as to whyhhbd been or were being
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victimised and bullied. They were often surprisingly uagenof personality traits or
appearance, that may have contributed to their difiesuiind were particularly
unaware of any behaviours which may have provoked bgllyimterestingly
behavioural traits that provoke bullying are a facttetl by Whitney et al (1992)
relating to enhanced risk of victimisation. Thisugpported by Olweus (1994) who
has also labelled a different type of victim called @avpcative victim. He explains;
‘These students... behave in ways that may cause oritatid tension around them.’
(p1179). Such pupils lose their temper easily and defend ehasnsvhen attacked.
Stephenson & Smith (1989), cited in Boulton & Smith (1994) sugbas provocative
victims may even ‘provoke antagonism amongst their paasactually enjoy
aggressive situationgp326). The extent to which this is true or not is igiMdle
support from the pupils interviewed in this present stutpwever, certain pupils’
reports of behaviour fitted very neatly into the rafel descriptions of provocative
victim. Mike for example was clearly caught in a eyaf behaviour in which his own

response to peer aggression or teasing simply provokedrfatthek:

“They picked on me because | was the easiest to wind ulest my temper
quickly.”

Wayne also talked of his own retaliation to bullied agcognised that this provoked

further attack:

“That’s how | knew they could get at me.”

These statements are analysed further in Chapterdwew¢r, despite these
comments, pupils such as Wayne tended to adopt descriptidresselves as passive
victims, or alternatively, to see no cause or reagall for their victimisation. They
rarely perceived their own actions as provocative gpriefy to ascribe victimisation to
more passive, perhaps inescapable reasons, for weighvdre not responsible.

Interestingly, a minority of the bullies intervieweg Bervin & Turner (1994) blamed
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the victims for being bullied, reinforcing the concepthe provocative victim. Only

Ronnie expressed such direct blame on his victims:

“You've got little kiddies, they've got attitude problemsl.just walk up to a
kiddy, and if they're looking at me, my attitude is | fréak out, | make ‘em
cry inside their head. I'll say to them ‘If you dofuickin® stop lookin’ at me
like that, I'm gonna bust you up.”

In summary, it does appear that there are victims wdydayi distinct physical or
personality traits that to an outside observer mamtaivictimisation within the social
dynamics of the school, yet who choose conscioushinoonsciously not to
acknowledge such traits. Cullingford (1991) found that the pthailshe interviewed
were either perfectly clear why they were disliked arrht know at all why they had
been selected as a victim. Teachers in a studyamyn @it al (1993) clearly perceived
victims in terms of ‘deviation from some social nor(p320) in appearance, ability, or
ethnicity. Their results suggest that we should takese dook into the powerful
forces in our society that mould and structure our valndsharms, including the
media and advertising, which may be playing an importaatin the behaviour of our
young people in school, and fuelling bullying behaviourgie 3ocial norm is an
important standard by which the pupils appear to judge thesssahd others, and it is

often reflected in a competitive attitude to appearanckiding clothes.

As previously stated it appears that the pupils perceivedénag an outsider or not
part of a group, or being low in the pecking order of thamal cultures that exist,
would leave them vulnerable to bullying. Joining theugravas one way to avoid
victimisation, yet to become a group member certaiar@ needed first to be met.
These criteria were very clearly perceived by cempaipils. \Wayne was certain that

bullies were:

“Up to date with clothes, big, have friends, going out.”

This statement supports the work of a number of otlserarehers. Arnold (1994)

states that leaders of groups had ‘...more sophisticateccphgippearances.’ (p186).
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Olweus (1994) also describes the boys who were bullies studies as physically
stronger than average. Karen described what she yedaes the ‘competitive’
aspect of the social experience of school, and theymeeso compete and conform or

be isolated and possible victimised:

“The way you wear your hair, the trainers you've gotR&. It's like so
much competition, it’s like who’s gonna be the best?”

She added, that pupils are vulnerable to victimisation:

“If you haven’t got the right names on your trainensthe right labels.”

These views were not exclusive to girls. Boys weieertain cases equally as
vulnerable to the pressures of maintaining an acceptaadge in the eyes of their
peers. Fitting in with the expectations and nornth@feer group was perceived as
essential if bullying was to be avoided. Wayne waaravhat uniform was meant to

eliminate such competition but failed:

“Uniform’s supposed to be like so everybody wears theesafoesn’'t work.
People go out and buy £100 blazers and £200 shoes. | just céelep’up
with it.”

This perceived pressure to conform to the socially@ette images of the dominant
culture may be deep rooted in the media and its messajesse messages, and their
subtle yet powerful influence on young people, can hawe&arhing effects in terms
of pupil behaviour in school. Johnny described the itgmoe of his self-image in
relation to his ability to conform to school expéeictas. The seemingly simple issue
of the school’s requirement for a certain type of staolee worn, conflicted with his
perceived socially acceptable image. The power ofitiaige and its importance to
Johnny, completely outweighed the benefits of confagrtanthe school rules and his

priorities were so very different to those of theasah

“l ain’t gonna learn cause | don't wear shoes ... I'dewear black shoes.
They told me to wear them but | still won’t wear therithe rest of the
uniform is OK its just the shoes. They hurt my feid if | get a size bigger
they fall off. I look stupid in shoes.”
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Obviously these pressures on pupils to maintain an addegiacial image with their
peers may be fuelled by a consumerist society, drivexdisgrtising and the media.

Wayne offered further evidence for this view and itstabution to his victimisation:

“We weren’t that well off. Our car wasn’t the latesr. We
lived in a council house.”

This statement illustrates how the victimisatiorired pupil involved his personal
background and issues over which he often had little cbc#ntreing around the
social status of his family. The pupil's family wastainly a sensitive subject, and one
frequently chosen by bullies to provoke a victim. Asdvley et al (1991) report from
their interviews with mainstream pupils, a provocateenment would often be aimed
at the victim’'s family or parents. They illustrabeir point with a quote from one
pupil who explained that it was sufficient to say ‘Your Mumprovoke an attack.
(p110). They go onto say ‘...it was evident from thempeents that insults about
their family were regarded as a particularly serious fofteasing, which often led to
a confrontation.’ (p110). Kelly & Cohn (1988) are quotedvMmoney et al (1991) as
saying ‘the single worst form of name-calling was farn{p110), but they emphasise
this as being for pupils aged 11 - 14 and not younger childréryedrs old. This
type of teasing or bullying was consistently describetMayne as being an important

part of the problems he experienced:

“They knew how to torment me. It was through my faniily Dad is 65,
he’s an old man, older than their Grandads even.”

Johnny was also aware of his Dad being an older manhaw this resulted in

provocative comments from peers:

“It really winds me up about my Dad. Taking the Mickey ofuiny Dad, he’s
an OAP.”

In Cullingford’s (1993a) study of fifty five mainstream pupltg found that some

victims knew they were not popular and tended to desdribgs like ‘previous
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reputation’ or ‘obvious abnormalities’, as the reas@pS8). He claims that children
are conscious of the reputation that they bring fromaipus schools, and they would
prefer a fresh start, in a new school environmenhis was certainly reinforced by
certain pupils in the present study, including Wayne who apgda feel trapped

within his reputation, stating:

“The thing is, they knew everything about me cause teeyhown me all
through the years.”

He expressed, more than once, a feeling of helplessamessan inability to lose the
role of victim once established. He perceived tHg amswer as lying in the hands of
the authorities. The answer did not lie in changirigatseur, but in changing schools.

His solution was expressed as:

“Transfer of school, fresh start, clean stanivhere they wouldn’t know
anything about me.”

George seemed to need a chance for a new identity, smggeth the following
comment that he experienced bullying because it had lgetttemorm for his peers to
behave in that way towards him. In a new envirarirhe felt he would escape the
victimisation, as those surrounding him would not belflanwith him in that role, nor

with what his name had been, (his own perceived @ati§ bullying problem):

“l suppose they wouldn’t know what everyone, how evegyimaeated me
before.”

Karen saw the answer lying not just in moving schdmis,in the family moving away

to live in a new area:

“l think if we moved and went to a different area.”

This issue and some of the comments are developed ands#iddurther in Section
6.2 when pupils’ perceptions are used to gain a better unairggaf behaviours

which result from labelling and reputations. Theshamatesperate statements by
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pupils appear to reflect a loss of hope. Pupils appeansal lomger believe that the
schools themselves or the supportive people in thes bould actually prevent
bullying arising. They were in many cases disillustbnéh the ability of schools to
prevent or deal with negative social interaction andro$poke clearly about aspects
of school and schooling that did little to help themhwitese issues. In fact they
described numerous aspects of schools and schooling @etkasthey perceived as

having nurtured their social problems, and this is devdlapéhe following Section.

The school environment and bullying

This Section concerns pupils’ perceptions of situation@ocesses within the school
that may have contributed to negative social intevactiith their peers. In fact there
is a close interweaving with the factors describgat@vious Sections, including those
on class and school size, and teachers and teachihthese Sections did include
some analysis and insight as to how these differgretcés of schooling can impact on
social relationships. For example the negative mt&action between pupils in
schools is perceived by some pupils in this study as leiegult of the number of
pupils both in the school as a whole and in classrowiitisinsufficient staff to

monitor and oversee activities. Bobby had resigneddif to the fact that bullying

would happen as a consequence of the number of pupils plam®e

“There’s so many people, it's bound to happen”

Additionally, the nature and layout of the school buildiagl also created difficulties
for a minority of pupils. For some of the pupils thepect of schools had led to no
physical difficulties, only a psychological anxiety,described in Section 5.1().
However, there also appeared to be in a small numlzzses, a physical threat

resulting from the institutional nature of the buildingsd the mass movement of the
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pupils through the building at certain times of the dayanrget al (1993) in their
study of teachers’ views on bullying and school effestiste that the physical
environment of their school presented particular probleetause ‘...its corridors are
very narrow, so that in the brief periods betweesdas, there is considerable
congestion ...’ (p319). They continue by suggesting theattmntributes directly to
high levels of bullying. Arnold (1994) similarly statést ‘bottle necks on corridors,
cloakrooms and wash areas’ (p187), created opportunity foesglge behaviours.

Comments made by Roy have described such fears im®é&cli(i) but he also stated:

“They run through the school, knocking all the 1st years. It was scary.”

Dave was another pupil who commented on this difficudtierring to the size of the

school:

“Too big. You couldn’t hardly move in the corridor&/ou had to squeeze
past them.”

Jeremy also commented:

“I couldn’t cope with school. Just being around everybodye school was
cramped.”

A number of pupils in the present study, equated high numbergpds with
inadequate supervision, feeling that much bullying occursahe where teachers

cannot see it. Their feelings of vulnerability wagain described in Section 5.1(i).

Siann et al (1993) stress the importance of high qualityrgisfme in improving school
ethos and reduction of bullying incidents. Besag (1989)calsoments on the
teachers’ responsibility towards pupils, suggesting thatll.take responsibility for all

pupils all of the time...” (p115).

However, it would seem that even with the best imestand supervision plans,
teacher awareness and ability to see all socialitgas unlikely and unrealistic. There

certainly does seem to be evidence for a mismatetelest how pupils experience the
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nature and extent of bullying in a school, comparedéq#rceptions of teachers.
Pervin & Turner (1994) investigated staff and pupil knowledgéudes and beliefs
about bullying in one inner city school, and revealggh mumbers of pupils reporting
experiences of bullying, yet lower teacher awarendSalloway (1994) supports this
result, quoting research that provides ‘extensive eviddératg¢eachers do not get to
hear about the majority of bullying in the schoolp21). It may be, as Cullingford
(1993a) proposes, that the majority of bullying behaviourakes place out of the
sight of teachers,” (p57), owing to inadequate supervisidowever, other
explanations have been suggested by pupils. Many contpthiaereporting
incidents to teachers was not an effective meansmfolling the problem or being
safe, and they elected not to involve their teachdtgher the pupils felt that teachers
had no idea how to deal with bullying or they triviatlzacidents and therefore
ignored any complaints. Other pupils perceived theingdte at support as simply

making social situations worse.

Karen voiced her disappointment and frustration at ttied& support offered by one

teacher after she had reported a bullying incident lass:c

“I'd go and tell Mr. Jones, he’'d just say ‘Oh well, igadhem’.”

This kind of advice was also offered to Wayne who vgesrant that it was not
possible to ignore bullies and was not a means of dealth bullies, despite what

teachers or other adults might suggest:
“Rubbish. Not possible. They just carry on and ai you break.”
He also added that shrugging bullying off was:

“One of the most impossible things you can really do.”

Karen also described an incident when acid was thrawaran a science class, and

on reporting it to the teacher, was told:
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“Well it wasn'’t that strong anyway.”
Mike experienced a similar lack of concern from teasher

“l didn’t used to do anything. | used to leave it whik teachers who usually
didn't sort it....”

Karen was able to analyse the reason behind oner a¢éachers adopting such a

passive stance to her problem:

“...1 think he was scared of the other people as well.”

Clearly she perceived fear within teachers as acaaufdr their reaction. This
interesting insight, illustrates the fact that feauiced by pupils who bully others in
school may not be experienced by pupils alone. Tesohay also experience fear or
perhaps just uncertainty, particularly without the suppadtstrategies they need to
confidently deal with aggressive behaviour. Boulton (1@Xp)Jored teachers’ views
on bullying and found that they ‘...were not confident iitlability to deal with
bullying and 87 per cent wanted more training.’ (p223). @itrd (1991) reports of
finding pupils expecting little support from many teacheiiose who mentioned
bullying seemed to assume that teachers would not takgdb&m seriously, even if
they wanted to. Of course it is possible that teacgenuinely do not perceive the
incidents reported to them as important, or simply dahaoe the time to deal with

them.

Much research on bullying in the last 10 to 15 yearsrhadved asking the pupils
themselves for their perceptions and experiences asmtidhiallowed comparisons
with the perceptions of other professionals to be maBeanwhite (1994) carried out
research with eight hundred and thirty six adolescertteinfirst year at secondary
school, and as a result states that what the pupilslsaid stress in schools and the
things that cause stress, vary a lot from the vidvpgents and professional. This
may account for certain teachers’ attitudes towardsrtepd bullying and their

apparent unwilingness to offer support. They may simptyperceive certain
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situations as requiring their intervention, being unaveditbe amount of stress being

experienced by certain pupils.

A further reason why teachers may be unaware ofxtemeof bullying is proposed by
certain pupils in the present and similar studies. Tpep#s were concerned that
reporting incidents to teachers would lead to punishmernhébullies that would
either have no effect on them or in fact increasd fevel of aggression towards the

victim. George talked of the result of his reportingyimd to the headmaster:

“The head actually went into class ... he said tditie how would you feel if
you were being bullied by him and all his friends. Talgaid ‘Yeh, Yeh' ....
but as soon as they got outside the lesson it jusedtagain.”

Wayne also felt that punishments for bullies weref@atize, and made this resigned

comment:

“Whatever they did, they'd come back and do it again.”

However, of apparently greater concern than ineffeativfutile punishment, was the
fear of repercussions from the bullies as a resuti@frtvolvement of teachers and
subsequent punishment of the bully. Pervin & Turner (19%pqse fear of revenge,
intimidation or lack of confidentiality as reasons fapils not reporting incidents to
teachers more frequently, and pupils in this present stuolygdy supported these

proposals. Wayne was one pupil who made commentsstefféct:
“Trying to punish them just made them more angry witli' me
He added further detail:

“She got these people doing litter duty. She was ttgiqmunish them but
she’s stupid ... it made them more angry with me.”

Michael and Roy had similar perceptions, and chose tondeedifficulties alone:

“I hit ‘em back. | didn't bother telling... I'd get my hd kicked in.”

“l didn't wanna tell the teachers, cause they dorrécthey tell ‘em off, and it
just gets worse and worse. Then there’s no point.”
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This fear of seeking support was also expressed by three woi had been
witnesses to bullying, yet not victims themselveRheir statements illustrate the
potential consequences of telling on others, or ‘grgsgerceived as an unwise thing

to do for fear of reprisal:
“l didn’t wanna grass on anyone.”

“I didn’t know if | told on them whether they'd come lbaand have a go at
me.”

“Richard spread rumours that | was a grass. They dtartkave a go at me.”

Clearly this is an important issue for schools to detd as inadequate management of
social problems such as bullying in school appears fhaset pupils’ perceptions to be
pushing bullying under the surface, making it less visibltaff. Pupils may in fact be
placed in a situation when experiencing bullying wherg siraply do not know what

to do. (Sharp, 1995). If as Cullingford (1993) states fromdsisarch with
mainstream pupils that; ...in children’s eyes teachellswi or cannot cope with the

problem.” (p57), then they are therefore forced to adwgit bwn survival strategies.

It would seem that such survival strategies can bechenbehaviours that escalated
problems for some of the EBD pupils in this present stutip, were unable to balance
the social demands of the school with acceptable mivav Their behaviours
appeared limited to either suffering, avoiding a victineyolr joining the aggressors, in
which case survival became the motive for bullyingnically perpetuating social
problems in the school. This issue will be discussedare detail in Chapter 6, but a
few brief comments here illustrate the pupils’ abii@yjustify their behaviour. George

explained the choices he made in his mainstream school

“We used to hang around with the bullies, they don’t tuowad and bully you
so we used to hang around with bullies.”
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This point was further developed by Karen who had belentalanalyse her own and

others’ behaviours in some depth:

“If someone’s picking on someone they go with the budlyy with the victim.
Maybe it's because they're scared because they're gimsamething to
them...”

She described how she herself participated in bullying fohile, giving the reason as:

“Everyone knew if you weren’'t with her you got beatgnby her.”

Olweus (1994) has referred to this type of bully as a pabsilly, henchman or
follower, (p1180). Karen described joining in with a giHo bullied, but considered

it to be against her usual behaviour:

“It's like if you saw someone in the street you'd casrywith her. It’s like |
didn’'t know what | was doing at the time, and afterwartd®ught ‘why the
hell did | do that? It's not what I'd usually do.””

These perceptions give some interesting insights intkodra why bullying appears to
involve those who are in fear of standing alone argoeictimised. Once the seed of

bullying has been planted a cycle of support is createdsthard to break.

In addition to teachers’ inability to satisfactomlgal with bullying, it is important to
include in this Section some degree of analysis ofrtéiener in which schools may
inadvertently encourage bullying by their day to day pcastinvolving competition,
discipline, and adult models of bullying. Although pupils’ esveess of such
influences was not directly verbalised or analysechjoextent in interviews, a small
number of comments do indirectly encourage an includidinese issues at this point.
Aspects of competition in schools may, as Besag (198@\Vbs] provide a legitimate
opportunity to generate inferiority or distress. Shecdbes ‘...a highly competitive
approach to academic, sporting or social success, whiclhemt makes others feel
inferior or causes distress.’ (p4). Certain commgiven by pupils in Section 5.1(iii)

could be evidence to this effect, and more directly Tami4 year old boy at The
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Oakwood Centre, provided an interesting comment congecampetitive grouping

of pupils:

“Because he was really getting on my nerves, and he@w#se other side.
Like we had Vikings, Saxons and Normans, he said somgetiaisty to me so |
hit him.”
PE was certainly an unpopular subject with a number ofgupihe study as
previously discussed in Section 5.1(iii). In support of,tArnold (1994) describes
football for boys as providing ‘a screen for high lsvel negative coercive behaviour:
competition and rivalry between the boys ... , physiod verbal abuse within the
game itself...” (p185). Thus schooling activities matyally encourage behaviours

that would readily fall into the majority of broad défmns of bullying.

Discipline issues and adult models of bullying have béestrihited to some extent in
Section 5.1(ii) in which pupils’ perceptions of aggressaacher actions towards their
pupils were presented. In addition to such obviously aggegsisysical actions,
Arnold (1994) proposes that adults in schools may modelmgilyehaviour by
shouting and giving autocratic commands, and this was faihe dehaviours that
pupils in this present study most frequently claimed tokeisfi teachers. Further
developing this point, it is not difficult to view manttempts at discipline within a
school as being examples of bullying. Interestinglijjo@ay (1994) considers from
his observations, that schools with the highestsratdullying were those most likely
to deal with bullying by corporal punishment. Cleahlg tvhole issue of discipline
within schools and the way punitive measures are impitsgde may have strong
implications for the incidence of bullying. Ironigaleven the content of an anti-
bullying policy may unwittingly contradict its own goalisnethods of discipline within

it are not carefully scrutinised.

Although he believes that pupils would ‘not think of teashe terms of bullying,’

Cullingford (1991) recognises that teachers’ relationshifis pupils can create some
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fears similar to those experienced through bullying bygpeeCertain behaviours that
are perhaps associated most frequently with pupil interaatid bullying could also

be viewed as potential bullying behaviours between &¥adnd pupils. As described
in Section 5.1(ii), being ‘picked on’ is a common phrassoaiated with playground
bullying, and also classroom experience. It may aetthis sense of being singled out
and isolated unfairly from the group readily falls underltead definitions of bullying
that have been suggested and can result from peer or edaltidur. One pupll

stated:

“l used to get it from the teachers too. If | wélng in the class and
someone was talking, | used to get the blame for it.”

Teasing or ‘taking the Mickey’ as it is referred to by fBijs described by Mooney et
al (1991) as another behaviour that does not appear tagb=idely between pupils.
They state; ‘Teasing is not solely the activity bildren.’ (p111), although pupils in
this present study did describe teasing and taking the Makéging primarily actions
of their peers. However, it is important to recognisat the words teasing and being
picked on can very easily be interchanged with bullyingeirtain situations, and that
such actions can equally be attributed to adults or pu@isahool. For example,

this comment was made by one pupil about his teachers:

“They always picked on me, not others.”

Galloway (1994) suggests that bullying cannot be tackledlatisn, and that there

are implications for the everyday relationships betwieachers, between teachers and
pupils and between parents and teachers. He attentptsetthe whole issue of
bullying beyond pupil/pupil interaction, and suggests thayadis of relationships

within a school influence each other. With crit@aalysis it is not difficult to see that

certain behaviours involving adults can very easilygomed as bullying.

If bullying is a learned behaviour as Galloway (1994) suggastslearning takes

place in all aspects of schooling and society as aeyhogn the issue of bullying may
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be closely linked to the behaviour of adults in sociegluding schools. If this is the
case, it therefore becomes a community problem, metsolely the responsibility of
schools. (Randall, 1996). Two interesting articles (Edmeal995b, Times
Educational Supplement, 1995b), suggest that we must startdqueiticularly at
aggression between adults in society and within schioeés are to truly understand
why pupils behave the way they do. The TES article sigglat; ‘At least 10,000
teachers in Britain’s schools are victims of seribullying: threatened physically and
verbally by colleagues, governors or parents.’ (p12) Edacation a member of the
NASUWT, suggests that teachers are equally as bullidekgsupils within a school;
‘Bullying was usually perpetrated by heads using a dictatamag@agement style,
though governors, parents and even pupils abused their pgareieachers.’” (p6).
The concept of pupils bullying teachers was only recodriageone pupil in the present
study, who was aware of the way his actions towarmasher's in the classroom could

be interpreted as bullying. John stated:

“I bullied you really, didn’t | Miss?”

One executive member of the NASUWT in the previousitioned article, takes the
idea of bullying to an even further extreme, believimgt the government itself is a
bully by initiating unreasonable demands on schools dtiggested that the pressure
created by these demands results in a ‘trickle downtefieith pressures being passed
down the line. Perhaps bullying behaviours have becomeush the norm within
schools and even within society as a whole, thatatgteal of it goes unnoticed or
unreported. However, the EBD pupils in this study wertairdy not unaffected by
such behaviours and appear to be a very special group éon Wie nature of social
relationships within schools are of extreme imporgandn the next Section their

perceptions of the motives behind bullying are presented.
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Motives for bullying

Pupils who had themselves been bullies and also thasdadhbeen victimised were
equally able to contribute with comments regarding metige bullying behaviour.
Those who had experienced being bullied included Jeremylsmhris, a 13 year old
boy at Southdown, who had learning difficulties and hadtmeca school refuser
following incidents of bullying in the mainstream schod hese boys had the

following perceptions of their attacker’'s motives:

“To get a thrill. Some people get an adrenalin rusha,cmotorbikes, some
people get it out of bullying, smoking, stuff like that.”

“Some people do it for a laugh.”
“They just hit for pleasure.”

Ken perceived that more than a simple pleasure oradl being gained by the
bullies. His own personal analysis had led him t@belthat:

“It makes them feel good about themselves, makes thekrbig and tough.”

These perceptions are in close agreement with thasaingtream pupils interviewed
by Mooney et al (1991) who gave reasons for teasingchgling enjoyment for the
teaser and also prestige for the teaser. Provoca#sranother reason given in
Mooney’s study and this was reinforced by the pupilsis;yghesent study. A number
of pupils described such provocation as being ‘wound up’ bigbullMike was clear

that the motive for the bullies that he had seen apdreenced was:

“To wind people up.”

Simon agreed, and emphasised the repetitive nature obshakiour:

“People pick on one kid for a week, just digging him, digging’him

Wayne also recognised this need to continue provocatibiithe victim gave the

desired response. He explained:
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“I've been told they know you're getting upset by it. | tould just ignore it
they wouldn’t. Rubbish. [ tried it. It don’t workThey just carry on and
carry on until you break. You can't ignore it thatgonImpossible.”

There certainly appeared to be a desire on the pdnedfully to provoke until a
reaction to the provocation was secured. That dessgdion was usually an

aggressive one. Chris described how he responded:

“If he called me names, | tried ignoring it until a e@mtpoint... then |
retaliated, nearly knocked his ... done the same t@abihe done to me.”

Interestingly this shows how the victim may ultimgit@isplay more physically
aggressive behaviour than the bully. In that casentdre covert tactics of the
aggressor are overlooked and it is the victim who is dayglm the discipline system

of the school.

The expression ‘being wound up’ was used by a significanbaunt the pupils to
describe their feelings, or to justify their actiondohnny believed that the aim of the
bully was to wind up the victim until the response ofvioéim resulted in they

themselves getting ‘into trouble’:

“They would try and wound you up very badly so you're thewhe gets in
trouble.”

Neil and Karl, a 16 year old boy at The Oakwood Centse, @mmented:

“He would wind me up so much to the point where he wan@ski be hit.
Sometimes | would just lose my rag.”

“ ... but most of the time | get provoked. I'm easgigund up.”

The art of provocation or ‘winding up’ appeared to relwiigan the ability to
identify and probe the victim’'s weak, sensitive innerecof values. This was often
described by pupils as being some aspect of their faasilpreviously suggested in this

Section. Karl and Wayne both commented on this:
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“Somebody might say something about my mum and I'd sagt'wbu
saying?’”

“I'd stick up for my parents and my brother.”

Susan also explained her reaction to such provocation:

“And one time [she] turned round and said something abowlamy and Dad
or something ... | wasn't in a particularly good mood thay, so | turned
round and | got a chair and | lugged it at her.”

Provocation was not always for a physically aggresgisponse. Tom, a physically
small boy, was provoked into stealing by commentsdleairly touched his inner

insecurity:

“They started calling me a wimp and a chicken so | nickedr of chocolate
because they told me to.”

It would appear that both the need to provoke and the needpond or retaliate
have their roots in protection of self esteem andwamt display of self esteem,
according to many peer group values, is in the form @iggmessive or antisocial
behaviour. If the response is aggressive, the atmliseparate the bully from the
victim in terms of observed behaviour is often martedess there has been intensive
observation. With retaliation being described bgeay/varge percentage of the pupils
interviewed as being their reason for aggressive betgwinis suggests that
professionals need to look more comprehensively atlseitéviours, and seek to
understand the need for such retaliation. As Simoramegal, aggressive behaviour is

a vicious circle:

“It's passed on. Ifit’s happened to me then I'll do iEventually you get
pushed so far you turn round and do it back.”

Tom supported this belief:

“People bully because they get bullied themselves.”
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Some pupils explained their reasons for bullying youngeke&rezhildren as a reaction
to the fact that they could not retaliate to those wiere bullying themselves.
Although not analysed in depth by the pupils themselvesgdes suggest that there
was an inner gain for the bully that had nothing to @b the perception of their peer
group. Interestingly, bullying younger children or siblingesloot appear to be a valid
way of enhancing self-esteem or status within the gemrp. It suggests that bullying
iS more than just a purely group orientated activity, tihteesocial image and that it

may be associated with a more personal, inner n&mhny described such behaviour:

“People push them around, and they can't hit ‘em backeypdtart on little
ones.”

Wayne’s following statement illustrates the confusod frustration felt by these

pupils with regards to the behaviour choices they actbaikg in response to bullying:

“| battled it. 1 had a go at them. | couldn't hitiecause I'd get in trouble, so
when | had a go at them I'd swear and stuff. Thatis hknew they could get
at me, getting me into that state. That’s why ligta trouble, if they hit me,
I'd hit ‘em back, then | got into trouble.”

Such pupils described attempts to avoid confrontation andrform to the rules of
the school, yet at the same time their status af@selem was being threatened by
not retaliating. As Measor & Woods (1984) state; ‘Omoee it is status ...that is at
stake.’ (p12). Retaliation is clearly concerned as mitthemotional or ego

protection, as it is concerned with physical survival.

Jeremy described the importance of being able to ‘Idek’ &imself:

“I don't like fighting but if | have to | will. | caook after myself if | have
to.”

‘Looking after’ oneself may have physical or emotionglications, with the
possibility of needing to look after one’s fragile sedteem being equally if not more

important than looking after one’s body.
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George’s status amongst the peer group was clearly lowyealed by previous
statements, as was his self-esteem. He describpdn@ing to invitations to fight,

almost as the only way to survive mentally:

“They just gang up and say do you wanna fight ... Everyasesaying like
‘go on George you can do him easy’, so | did.”

Clearly an important consideration for educators, @saled by the pupil statements
presented in this report, is the number of pupils beirglégbEBD, whose aggressive
behaviour may start as simply self defense, being tLbilea particularly fragile ego

and low self-esteem created by complex personal andl &sties:
“Then | started to fight back, and | hit a boy in mgsd.”

“Yeh, if they took the Mickey out of me, | used to baskeryone, and get in
more and more trouble.”

“He used to tell lies about me. One day | went uprodnd smacked his
head against the radiator.”

Danny explained a similar aggressive response to pezsdmaent:

“Because they were annoying me, annoying me all dayaadinner time,
when all his friends started to annoy me, | went upitoand just hit him. |
nearly killed him.”

Possibly even harder for professionals to asse8s sxtent to which aggressive
behaviour pre-empts attack, or attempts to deter furtherooe serious attacks by
peers. Where aggression has put down roots in a séeaobreeds further fear and
further aggression. As Boulton (1993b) suggests, if thd dbis respond
aggressively to teasing it ‘might deter the perpetratomfreasing them in the future

or from using more serious forms of attack.” (p242).

Tom added strength to this suggestion by stating thatdid &eing bullied:

“You have to be a good fighter.”
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Feeling justified to be aggressive, possibly supported bgtthades of parents (See
Section 5.2), is just one reflection of the confligtexpectations and values often
facing these pupils. Appropriate responses to stresgfatisns may not be as clear
as we imagine for pupils whose personal value systenesyleito develop, and are
vulnerable to the values of more significant individw@add groups around them. This
includes those pupils who described their own aggressitreeatening behaviour as
being related to the influence of peers. One boypBalerceived his behaviour as

being very different when he was with people, comparedhen he was alone:

“I think it was the kids | mixed with. When I'm on noyvn I'm alright ... it's
just when | get around people, bad people.”

This getting involved with the ‘wrong crowd’ was alsmative expressed by John.

He explained his behaviour to be a result of the infleesf a bad group of peers:

“l used to hang around a lot with all the people who wetha right people
to hang around with.”

Pressure to join in with the dominant peer groups céytappeared to be an

important issue for these EBD pupils.

In addition there was evidence that aggression breedssaggre A small number of
pupils described how they adopted bullying behaviour havingqugy been victims.

Ivan, a 15 year old boy at Southdown expelled for disrugtqiained:

“l used to get picked on by some of the older kids. Whesd kids left | got
on, and | started bullying a bit, with kids of my age.”

Rick also explained how he changed from victim to aggresso

“l used to be bullied, that’'s why | bully now I think you just pass it on.”

Mooney et al (1991) found that one of the reasons givgrupys for teasing was that
the teaser was envious of the teased. This motagenwt overtly presented by any of

the pupils interviewed in this study, yet interpretatibnertain statements could lead
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to this conclusion. For example, Ronnie described @would sit in lessons not

wanting to work and obviously not wanting anyone elseadk either:

“I banged their fingers on the tables so they coulgetton with the work any
more.”

It is certainly tempting to suggest that aggressive bgllgshaviour is strongly linked
to a pupil's need to dominate others in order to boasbhher own feelings of self-

worth and self-esteem. Ronnie made an interestatgraent to this effect, stating:

“I'm the Daddy of the school.”

However, although Olweus (1994) describes a need for poweataninance (p1180)
as one of the psychological motivational sources undgrhyullying, he interestingly
claims to have found little evidence to support the commew of bullies, that they
have low self-esteem and are anxious and insecure. reglson for this misconception
could be linked to the previously discussed issue of whadhal bully is, as so many
of those displaying aggressive, bullying behaviours appdag tbe ‘secondary’
bullies, responding to provocation, or attempting to prptattack. If this is the
case, then the underlying motives for bullying may beecgifferent to those of a pupll
whose personality or needs actually initiate an aggeessicounter, although it still
remains difficult to separate such behaviour from slem issues. Much remains
open to interpretation, particularly if the pupils thewsglare able to offer little in the
way of self-analysis. It is obviously essentiattivith bullying playing such a
significant role in the behaviours of EBD pupils, tHagit perceptions are sought and

that they are encouraged to self-analyse their owavomirs.
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Conclusion

In recent years, schools have gradually become mameeaWwat there is a social aspect
to schooling that needs to be acknowledged and taken faareeoms of policy and
planning, just as there is an academic aspect. lcplartiit has been an increased
awareness of negative social behaviours and moreispiiycithe highly publicised yet
poorly defined term of ‘bullying’ that has pushed schoolis direction. This
awareness is apparent when one considers the pubtiditgteention that has been
given to bullying in recent years, not only in thederaic press but also in the media.
(The Times, 1991, Times Educational Supplement, 1991, Dailgibglle, 1996a,b,
1997). Bullying is of particular importance in the underditagn of pupils with
difficulties and this point is reinforced by the reswolfshis study, in which a significant
percentage of the EBD pupils interviewed raised probleitissaicial interaction in
schools as an important factor in the developmertteif tifficulties. The Elton
Report (DES, 1989a) expressed concerns about bullying incltreirguffering it
causes to individual students and the damage it can hate atmosphere within a
school. In fact bullying policy is now an importaninsaeration for all schools, which
is a reflection of how seriously this issue is beiogsidered. Certainly the EBD
pupils interviewed in this study reinforce and justify spohcy initiatives. Bullying is
by far the most publicised and discussed aspect of satgehction within the school,

particularly in relation to disaffection from schowljancy and school refusal.

However as Arora (1994) suggests, the complexity of buljgadf makes any attempt
at intervention equally as complex and this has also Hlestrated by the pupils’
comments in this Section. In recent years rebeasdave turned from defining and
guantifying the extent of bullying, to more of an instre how to tackle the problem,
(Besag, 1989, Tattum & Lane, 1989, Smith & Thompson, 1991, Tali9®3,

Randall, 1996). Arora (1994) reports the results of sortieedirge-scale

intervention projects undertaken in recent years, inafpdiork resulting from the
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Sheffield study previously described. Other projectsidekthe Safer Cities/Safer
Schools Project (Smith, 1991) and overseas projectadingl a nationwide
intervention project in Norway (Olweus, 1993) and in TooofPepler et al, 1993).
According to Arora (1994) results from these studies do shatvthe overall
incidence of aggression and bullying in a school cartheced quite substantially over
time’ (p161), but also adds that such intervention does teeleel maintained and that
a reduction in bullying will not continue without ongoimgervention programmes.
Clearly such intervention must utilise the perceptidrith® pupils themselves, to be

truly effective.

However, Galloway (1994) believes that because of th@lexity of bullying
behaviour and the fact that it ‘...lies towards the end cdntinuum of essentially
normal behaviour...” (p25), that it is unrealistic to toydliminate it completely.

Interestingly, this is in agreement with a commentieny Roy:

“No they can't stop it, can’t stamp it out. Bullie®dike ants, you kill one
off, there’s the other one running away, and you geétdha and there’s
another one. Can't be stamped out.”

Galloway believes teachers and children must ‘actiwedpperate in rejecting the
destructive and debilitating effects of bullying.” (p25).nfaéftunately, his optimism
regarding co-operation between various members of ttmoscommunity in reducing
bullying may hit its first hurdle when research revelad pupils do not always define
the problem in the same way as other professiorafs;ewviously described in this
Section. It is clearly essential that this problsmvercome before policy and
planning proceeds and the perceptions of pupils themselesargnised as possibly
being crucial to the success of intervention and pofisywas suggested in Section
1.4, to truly understand pupils’ social difficulties in sclsoamhd the extent of these
difficulties, we must listen to their own opinions, arat solely to other professionals.
(Branwhite, 1994). This research has attempted to doathd in particular in a field

which until now has been largely ignored in favour skgrch with mainstream pupils.
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Although the perceptions of the EBD pupils in this study apizediffer little from
those of mainstream pupils it is important to considenVhitney et al (1992) have
done, whether mainstream policy on bullying based lagiyainstream research is
actually effective in the special educational needs (SfeMing. They do however,
focus largely on the MLD pupil rather than the EBD pumit] $heir focus appears to
be on policy within the SEN setting and not the sqmiablems that the SEN labelled

child experiences within the mainstream setting pogolacement.

It is by researching the significance and nature aaspomblems for EBD pupils in
school that we will reveal how the EBD child canhiedped to remain in a mainstream
setting. This present research has gone some wayds\w better understanding of
these issues using the perspectives and opinions of EBI3 pumlocial interaction in
schools, and has revealed the significant role of gsuiehaction within the school

setting as a factor influencing pupil behaviour.

5.1(v) Conclusion to Section 5.1

From the results of this study it is apparent that sshthemselves have played a
particularly important role in the behaviours of thelEBupils interviewed. Their
demands on these pupils, of an academic, social and ealatature, appear to
combine, often with other factors, to create diffies for these particular pupils that

manifest themselves in EBD behaviours.

In agreement with much previous research on schoatief@ess, the statements
made by the pupils in this study reinforce the conceptsitfzools can make a
difference. Such a concept is suggested by Tattum (19843tates; ‘| would argue
that schools ... need to change so that they becomeejesting of certain categories

of pupils.” (p95). Many aspects of the school and itsgsses were raised by the
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pupils as having contributed to their difficulties, and desihie results in this Section
being presented under different headings to simplify readlings not easy to
separate the different factors. In particular, the pupintification of school and
class size and teacher/pupil ratio was intimately lirtkea perceived lack of academic

support and feelings of social insecurity.

Of particular significance was the number of non-acacléwtors that were seen as
critical to the pupils’ lack of success in the mainstresghool. The Section on social
interaction revealed that the majority of pupils had agpeed social difficulties of
some sort, and this result should be of concern anestteo those working to
maintain these pupils in mainstream settings. Thigeiss raised by Fad & Ryser
(1993), who refer to the schools’ need to respond to Amestudents’ social as well
as academic problems. They stress the importarsevefoping social skills
alongside academic skills in order to reduce failure. ta@gy the pupils in this present
research appeared to lack the skills to deal with tlessts they encountered in the

mainstream school and the following Chapter descriissit more depth.

Interestingly, the views of the EBD pupils intervieweera similar in many ways to
those of mainstream pupils, whose perceptions havedoegyht regarding their
schools and effective schooling in previous studiese present research therefore
reveals that when looking into specific factors sucteashers, the curriculum, and
social interaction in schools that may influenceawebur, the EBD pupil may not
present vastly differing views to that of the succeedmamstream pupil. Clearly
there are however differences in the way EBD pupilsaed to these school factors
compared to pupils who remain in the mainstream settidglae major significance of
this present research is in its identification ofwag in which these factors combine to
create stress for the pupils. Furlong (1991) has triedalyse why schools become
the focus for unacceptable behaviours for certain pupilseaplores what the

emotional demands of schooling actually are. He slhpantgcular interest in the
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emotional state of certain pupils and proposes that tihams of schooling actually
create ‘emotional injuries’ in some pupils. This engihan the emotional state of
these pupils may be the missing factor which distinguigiess from the mainstream
pupil who may also express dissatisfaction with aspddtseecschool and schooling but

who continues to survive within the system.

The following two Sections present aspects of the pBpls’ lives and experiences
that may contribute to a better understanding of thetiore of their predisposing
emotional state. They present factors other tbhading factors that the pupils

perceived as being important in influencing their behavio

5.2 Family, Socioeconomic and Sociocultural Factors

In this Section an attempt is made to present and difoeigripils’ perceptions of
factors outside of school which they perceived as gawituenced their behaviour.
These include factors associated with their familieks @ersonal biographies, and also
their socioeconomic and sociocultural experiencesr aFmmber of the pupils
interviewed in the study, their lives out of school paglsented them with difficulties
that they perceived as having contributed in some wéyetio behaviours relating to

school, and their subsequent placement in special education

Much research has been carried out and published regardingrtribution of family
and parenting experiences to children’s behaviour, ands$@ciation between social
class and culture and anti-social, disruptive or devidmibeur. Charlton & David
(1989) describe and discuss a large amount of researclhattos such as parental
separation, inadequate parenting, bereavement, abusehelistamily, divorce and
social class differences. They clearly illustrdite ¢xtent of interest in this issue, yet

overall the results of such study often remain inconaus There is certainly
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disagreement and evidence of inconsistencies, particilaattempting to associate
socioeconomic factors with behaviour, although linksveen behaviour in school and
stressful family or home backgrounds are often harddispute. Even as far back as
the 1940's, (Wills, 1941, 1945), attempts were made to link lggudifficulties and
maladjustment to personal problems resulting largely feonily disturbance. More
recently the influence of schooling itself, as desatim Section 5.1, has been
recognised and researched, yet as Charlton & David (1988) &mily influence is

still unavoidably an important issue for special needs fugil..the range, duration
and quality of family experiences are likely to make §igamt contributions, adversely

or otherwise, to children’s behaviour.” (p24).

The early researchers, eagerly pursuing the use of [gisstiyles of investigation into
this issue, were certainly confident in linking theunatof the family, or its social class,
to the behaviour of disruptive children. In the 1960’s B®id0’s links between home
background, including socioeconomic status, and the childsess or failure in
school, were eagerly pursued. As Galloway & Goodwin (18&tg; ‘Until the mid
1960'’s tensions arising from family background and from distirielationships within
the family were seen as the principal cause of maladgmdt’ (p46). They state how
personal, child centred problems, were the focus fot matadjustment and learning
difficulties, and such problems were closely associaiddfamily composition and
difficulties and also social class. Research thasiders these factors and reveals a
high degree of agreement as to their significance igideddoy Upton (1983). Such
a focus was a move towards recognising that socialeanityforessures could
influence a child’s behaviour, which was an importaep away from the more
traditional medical, psychiatric or psychodynamic treodf behaviour, which stress
the importance of unconscious processes within theidu@ily  Yet these new
correlations and patterns that were being soughtedtgtiort of exploring the
interactive pressures between internal and externaépses that were possibly

associated with behaviours, and which gave any creglitalithe ability of the pupil to
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make decisions about his/her own behaviour or to leetal#xpress motives for
behaviour. In other words, they were concerned edgtinelation but not cause.
They may have created a general awareness of theedifienvironmental factors
affecting a pupil but they still largely supported the beéhet maladjustment and
problem behaviours were products of external impact ewchiid, which still lay firmly

within a scientific paradigm.

Such research has continued through the 1980’s and intarthet@90’s with
behaviourist researchers pursuing such correlations, eébpiparallel development of
more humanistic research into interactionist thesosigbehaviour. Galloway &
Goodwin (1987) quote Ford et al (1982), who studied informationtaihe social
class distribution within schools for the maladjustetheir results showed that the
majority of children were from social class 4 and Bhey also explored family
composition and stated that for the pupils in three dsHopthe maladjusted 22.5%
of cases had fathers who were dead, absent or unkn@#ttmer work linking class to
disruption and truancy includes Davie et al (1972) and Farnngi@80), and there is
a great deal of other research that reveals patteanmhgorrelation between EBD

behaviour and social variables.

The pioneers of humanistic research included Rogers asibWan the 1960's, as
described in Cooper (1989). The true concerns of this grbigsearchers only
slowly emerged in the 1970’s and 1980’s when the value otahistial evidence

from the behaviourists was questioned in favour of @idenation of the uniqueness
of the individual. Thus the humanists strove to loojobd the patterns of data into
why the patterns were appearing and began to investigateture of the behaviour
as a rational response to certain conflicting sqee$sures and circumstances.
Conflicts between home life, the child’s sociocultwale systems and the values and
expectations of the school, as possible causes faptiige behaviour, began to be

considered. There was increasing knowledge regardingibealtures of deviant
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pupils, both in and out of school, and the values assaiciith these cultures.
Deviance was also being strongly proposed as being & oé$otmal or informal

pupil cultures existing in schools. These proposals indltioke pro-school and anti-
school cultures revealed by researchers such as Haegr€i®67) and Lacey (1970),
which were strongly related to social class and areribes! in Woods (1983). Willis
(1977) argued slightly differently on the same theme, thatgpdgiin fact have well
established cultural values and ties based on theid staga backgrounds that do not
evolve from a conflict with school, yet contributefailure within school. Bird et al
(1981) actually showed from a pupil perspective that cultutaésaalien to those of
the school were important in the rejection of or ftksaion with school displayed by

certain pupils.

The work of Rutter et al (1979) investigating the rolehef$chool itself in the failure
of certain pupils, brought the school under the spotligtitsehool variables began to
be considered alongside family or social variablesis rend has continued, as
described in the previous Section. This researchlidamportance of schooling
factors began to suggest that a more complex combinattiactors may influence
pupil behaviour. Although the developing spotlight on th®etdid not displace the
importance of psychological and sociological factorgiai results did put a question
mark over some of the previous research. InteregtiRgitter et al (1979) found no
relationship between pupils’ behaviour within London selemy schools and their
social backgrounds. Similarly, Galloway et al (1982) cdinttlno direct correlation
between exclusion rates in secondary schools anathe slass of their pupil intake.
In 1994 he maintains this belief (Galloway, 1994) and stseige importance of
avoiding making simple statements regarding correlatiotvedes behaviour and

social variables in the child’s background stating:
‘It is by now well established that schools vary viyde the prevalence of

disruptive behaviour and that these variations cannattbbuted simply to
the social background of the pupils they admit.” (p20).
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Similarly Charlton & David (1989) suggest that it is riskyaiways link disadvantaged
homes with disturbed children. However, such statesmaost contend with past and
continuing research. In a National Child Developn&ody, Wedge & Prosser
(1973) and Wedge & Essen (1982) found a relationship betwedn thsadvantage
and educational attainment, where disadvantage was desnét) Had only one
parent and/or five or more children, (2) Lived in anrox@wded house or a house
with no hot water, and (3) Received means-tested \edtkanefits on account of their
low income. Even more recently there are othdrsse work continues to produce
significant evidence to reinforce such correlatiohshford (1994) refers to media
coverage in the Daily Telegraph, 14 October 1994 and Pand@®B@a 7 February
1994, which claimed that the make-up of the family was tyréaked to potential
exclusion from school. According to this researtiigeen from single parent
families or families with a step-parent were morelyike suffer a range of health,
behavioural and educational problems. For exampleomsgtuted family was
reported as being ten times more likely to have a whild behavioural problems, and
a one parent family, twice as likely than a nucleanilfa Ashford’s own research in
rural comprehensive schools reinforced these findingshbwing that there were
indeed greater numbers of exclusions from one paremiconstituted families in these
schools. Further evidence is provided by Olweus (1994)indhades family factors
and in particular parenting styles in his conclusion® ashere aggressive bullying
behaviours are rooted. He refers to negative emataititudes of the child, a lack
of clear limits being set by the caretaker, and theofipewer assertive child rearing
methods, such as physical punishment and violent embtatiaursts. (p1182). He
does however state clearly that he finds only a wergk relationship between these
childhood factors and the socioeconomic conditionsi@family, which is an

important consideration.

It would appear that research which attempts to investit@@ family and social

factors that may contribute to a child’s behaviour yhes greater opportunity for
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guantitative, statistical data than research into @dbased factors, which are often
less tangible. Yet although correlations betweerakbackground or family structure
and success in school may be measurable, the vargabledten so closely linked that
such research does need careful interpretation. Tledopevent of interactionist
theories of behaviour have encouraged a closer lodksanteraction of variables and
have helped to illustrate the way in which differemtdas, including school, may
combine to maintain or even nurture inequalities bas#uvthe social background of
the child. Additionally, they have encouraged the bt individuals do in fact try
to make sense of all interacting social systems, @nthis reason it is of value to try

to investigate the perception of the individual if we taréully understand behaviour.

Interestingly however, although researchers continuebate the importance of
social background and family life in the success or faiafrschool pupils, little interest
has been shown in the pupils’ own perceptions of thigeis Unlike investigations into
the role of the schools themselves and schoolingrfector which there has recently
been a real upsurge in interest in what the pupils thitikgddock et al, 1995, Davies,
1996), the pupils’ own perception of the importance of tlaenily life and social
backgrounds as factors in their behaviour difficulties aggoahave been less of a
focus and more poorly researched within an educatiomé&xb Investigations of a
more therapeutic nature may reveal children’s own stigeattitudes and views
regarding the impact of these out of school factorem difficulties and behaviour,
but educational research attempting to assess theealaportance of these factors
for an EBD pupil, and from their perspective, is apparestyrce. One statistical
piece of recent research, Branwhite (1994), does howdesgeribe work carried out in
five overseas countries with nearly two thousand amiégrged between 8 and 14, who
were questioned regarding sources of stress. Intergsiingbs reported that 90%
of the participants described experience of family d@mnd many of the pupils

ranked parent related stressors higher than scho@dedaesses.
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In the present study pupils were given the opportunity tasisor describe anything
out of school that had affected their school life agldaviour. Seventeen of the
pupils made statements which suggested that their schitmlldés were in some way
linked to family or broader social issues, although e$é&h many described school
factors in addition. This clearly indicates the iat#ive nature of the factors for the

pupils, and again highlights the difficulty in attemptingdolate factors.

Loss of parents

In agreement with Montgomery (1989) and Frude in Fontana (18&all number
of pupils in the present study described family breakdoveeisg disturbing to them
and their behaviour. Robert spoke very little inittterviews and apparently had

been reluctant even in therapy to attempt to addregsdidems. He did however

state:

“I think it was when my father left the problems stak”

He was however unable or unwilling to elaborate on bowhy this event had
affected him. Johnny also made statements whicha@alesar indication of the

perception of the role his parents’ divorce had playdtsialifficulties:

“If my Mum had stayed with us I'd have been in normalosd now. My
Mum would make sure we were in school. 1'd have begghakt school if
my Mum had been there.”

Johnny was certainly frustrated by the loss of his Munch stated clearly and simply

the emotional problems that this loss created for him

“l didn’t want my Mum to leave, definitely not. Things1't going well now
since she left ... | tell my Mum that | want her bact she doesn't listen. |
say things aren’t working with me and me Dad, having argtsral the time
... she doesn’t do anything about it.”

177



He continued with a description of some of the simplactiral problems that the loss

had created for him that affected his social life inithe school:

“l was unsettled then. | was used to my Mum’s cookifdy Dad’s cooking
wasn’t as good. My clothes dye. My Dad doesn’'t know tmwash them
properly ... this affects the way | look. | don't likeelook scruffy.”

Such simple concern for a 12 year old boy may seeraltiivrelation to the deeper
and complex emotional results of a parental break upnthats professionals may
identify. Yet clearly, ‘looking scruffy’ can be of ermous importance within the
social life of the school and acceptance within thegrful, and threatening peer

culture, as illustrated in the previous Section.

For another pupil the divorce of his parents was perdeigea release of tension and
unhappiness within the house, and conflict which the apilbeen experiencing was

dissipated. As lvan cheerfully stated:

“My Mum and Dad got divorced in the end. | was happy abmitt”

Dave offered an interesting insight into the way thatofessional opinion can differ

from the pupils’ own perspective. Concerning his paréntsce he explained:
“My Mum and Dad, they’re divorced, and they said, it's@ltlo with that.

It's not, because | still see my real Dad everydagall my step dad ‘Dad’.
They just use that as an excuse.”

Family relationships and role models

Six pupils described conflict with one particular parenstep-parent that had caused

problems for them in their home. Jeremy describeddiationship with his mother:

“Mum used to whack me, the only thing she used to do waskuime
constantly. She’s a bitch.”
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Another pupil described his relationship with his mother:

“She was always annoying me cause we never got on.”

Other pupils, Nell, Karl, Ivan and Karen had negativati@hships with their fathers or

step-fathers. Some of their comments were:

“I’'m always having arguments with my Dad. My Dad gotiméhe shower
and went to punch me.”

“l can always remember my Dad beating me up, just bedaut®ught |
weren't his kid. | don't look like him.”

“I don’t think | hate anyone that much except for onespe ... my Dad.”

This last comment from Karen was supported with furteenments about her father

including accounts of physical violence:

“It was bruises and black eyes.”

She described her feelings as:

“Every time | see my Dad | throw up. | get shaky antd hbhave trouble
hearing his voice. | have trouble being in the shmese as him.”

She described having no-one to talk to and not wantihg tat home or at school:

“l had no-one to talk to about it ... | didn’t wanna gosthool, but when |
was at school I didn't wanna go home ... my Mum wagmitg to say anything
against my Dad.”

She continued:

“My Mum would lie about it to protect my Dad about whatsvgging on at
home.”

Interestingly it was not always physically violenlat@nships with one or more parent
that pupils found destructive to them emotionally and infiaéto their behaviour.
Some pupils made comments which reflected how parentd oeadily lower their

self-esteem and affect their self image with cetaimments:
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“Dad sometimes puts me down. Calls me thick and stuff.”

“My Dad used to call me stupid.”

Danny was very specific about the affect his fatheelsaviour had on his own moods:

“Really it's my Dad’s fault for annoying me. He agsane which puts me in
a bad mood before | even come to school in the mgrnide hits me, calls me
names, it don't hurt, it's only mucking about, but if Itrging to watch TV or
play on the computer - he just turns it off. When ngntls are round he
turns the electric off.”

Perhaps significantly Danny explained how it had begffaliher hitting a teacher that

resulted in him being expelled from school:

“A teacher hit me and me Dad went up there and hiteaeher.”

This behaviour by a parent and comments such as Riekis/ltoncerning the advice
given to him by his father, give insight into the imaott and powerful role models

parenting can provide, and the way conflicting messagesaues confront pupils:

“| learnt to bully. | stood up for myself. My Dadldame to, he said you've
gotta hit ‘em back.”

It would seem that inappropriate adult role models and guidandd be quite
significant to the behaviour of some of the pupils wvieaved in the present study.
These proposals are in agreement with the work of Mpehal (1991) who found
that some of the pupils in their study gave the impregshiat) ‘...retaliation was
legitimate and, in some cases, suggested or sanctiompaddts.’ (p111). Some
pupils in their study felt ‘justified to fight’ (p109), eventhe initiators of the

aggression.

The influence of parental behaviour was particularlyiogmt for Danny who
described how he left home very early in the morramgl hung around with his friends

in the bus shelter, in order to avoid his Dad, returhmge only when he hoped his
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Dad would be in bed asleep. He also described howrthisgement had resulted in

delinquency and his involvement with the police in theal area.

Karen experienced conflict between her parents tleathsn perceived as directly

affecting her:

“There was a lot of pressure at home and my parents avguing all the time,
and taking it out on me.”

She also felt pressured by her parents:

“The pressure of telling me what to do all the timeg tilo this and do that.”

Only one pupil discussed or raised the issue of sexual alinge the family during

the interviewing. Roy described his experiences:

“And then everything happened with Dad, when | was ath¢sl, and
everything went down hill again. | was beginning to @jéttle better and then
my Dad left. | visited him in prison. | felt | had. | don’t think that
helped.”

Roy became a school refuser, and explained this irstefimis relationship with his

mother:

“l didn’t want to leave Mum ... that’s why | didn’t go oouch. | didn’t like
leaving the house.”

A further example of family events being perceived agrdmuting factors to the

difficulties experienced by a pupil, was Simon’s descriptiblosing both his parents:

“My Dad died early in my life when | was five and timaver really hit me until
my Mum died in 1990, then | suddenly realised, | ain’t got nermta here.”

Simon considered these losses to have had a consglaftgict on his own behaviour,
yet admitted that he had only recently equated his bavato their loss. As a young
boy he had been in a lot of trouble and his behavias wery disturbing, but he

described not knowing why at that time. However, wih&grviewed he readily
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linked his behaviour to these events. When asked hehtait were the most

important factors contributing to his behaviour he egpli

“The break-up of my life really, my parents dying, gettimtg trouble with the
police, going to prison ...”

He described his life as changing dramatically whembigher died and continued:

“I never used to drink before. | started going out gedinmk at night,
hanging around in a group, getting arrested, robbing peopkndea people,
nicking cars. Then | started getting kicked out of fostemes, kicked out of
children’s homes. | ended up in prison. Prison calmedonen a lot.”

Looking into the past and linking family events or experés with behaviour was not
something many pupils were able to do. However, tws lab Southdown School
did recall early events in their childhood, althoughaswinclear to what extent they
were actually their own memories and feelings or issieshad been discussed and

analysed during counselling. Michael recalled:

“My Mum and Dad split up apparently, and my Dad didn’t reakykl after me
and neither did my Mum, so they put me in care.”

It is not clear to what extent Michael associaemblections of family break up and
difficulties with school problems. Although he raishdge issues as being important
to him, he also made numerous statements regardinghbel gself and its role in his

difficulties.

Neil similarly recounted his family problems from aarlg age:

“I've been screwed up quite a lot during my life with protse family
problems from the day | was born. Since there Wweaya rows when | was a
baby, with Mike and my Mum. Then they split up and weensn our own.”

These pupils obviously perceived such experiences as bgmgtant to them and
their behaviour, but were not able to expand directlip@m or why such experiences

affected them.
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Siblings

In Montgomery’s (1989) list of potential factors withiretsocial or family background
of children which may in some way contribute to a digf disruptive behaviours in
school, one factor is that of a family in whichtean siblings are shown favouritism
above others. Interestingly this was also an asgdamily life that was described as
significant by a small number of boys at Southdown.lyaxpressed feelings of
injustice within his family, where a younger siblingsyzerceived as receiving

preferential treatment. He angrily explained:

“The other thing that annoys me is my sister, sfitilé brat, whatever she
wants she has to get it.”

Danny revealed a deep dislike of his father, which leas Ipreviously described. He
clearly laid the ‘blame’ for his problems on his fath Quite perceptively he related
his treatment and the unfairness in his family tofélee that he believed his own father

was spoilt when a child and was himself the youngelstgsiin the family.

Ivan also perceived unfair treatment within his home:
“I had to sit there and say to him ‘Dad, Dad, Dad’, alhauanty times, but if

my sister went up to him, and said ‘Dad’, it would beightaaway, ‘yeh what
do you want?'”

Sam was a 15 year old boy at Southdown School, who tedrbenoved from
mainstream as a result of social problems with peetsraancy. He described

feeling victimised by his siblings. He explained:

“They'’re nasty to me too. They try to get me ittmuble. Something gets
broken they tell my Dad it was me.”

Similar problems were expressed by Ken:

“l get told off at home, even if it's not my fault.”
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Clearly these are problems that many young people erperiget for these particular
EBD pupils they were perceived as significant issues iboitityg in some way to their
overall behaviour patterns. Jeremy described how teeiged his sister to have
received favouritism within his family, and revealswhiois placement in the special

school had affected his own self -concept:

“My sister is Mummy’s little girl, never had to put up Wwianything. I'm
Mummy’s little shit face, the one who’s in a mergehool.”

Clearly Jeremy’'s own personal perspective of himselfthe attitude of his family was
affecting him, and his placement at a special schooleappe have contributed to that

negative perception.

The importance of competitiveness within the familg garticularly sibling
relationships as a factor contributing to the diffi@gdtexperienced by the EBD pupils,
was also illustrated by Gerry. He was a twin, asdbhbther had been able to
continue in a mainstream school while Gerry had n@Gerry was very low ability and

explained:

“| was jealous of my brother as well, because heatasdifferent school to
me and he was with all my mates and his mates andiwagsahang around
together, and that really did split us up.”

In addition, Gerry had an elder brother who had beentsenresidential EBD school.

He perceived his parents as wanting to do the samehimth

“They liked the idea of sending me away to a boardingddtecause |
weren'’t getting on at home. They'd done it with mgther John.”

It would seem that Gerry had a complex combinatiomwily and school problems to

deal with:
“l got suspended for smoking in the school bogs. | dicaré evhat Mum and

Dad thought of me. My Dad used to call me stupid when sgspended. |
used to have fights with them, he used to say you'll geinputhome.”
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Gerry simply perceived his home-life as unjust. Heatgmly complained of being

grounded for his behaviour when his twin brother was not

Karen also added significant comments concerning siblralfy and parental pressure

to succeed:

“A lot of pressure from my Mum to do good.”

She added:

“| was always being told | should be more like my brothe

She also described a feeling of injustice, of being &thfar things happening in the

family, particularly emotional events:
“Anytime anything goes wrong it's my fault.”

“If someone’s upset, | did it.”

Two other pupils also mentioned older siblings as hawifigeinced their behaviour.

William at Southdown claimed that his reason for bainthat school was:

“l wanted to follow in my brothers footsteps.”

Johnny described smoking as a specific activity, unadsleptia his parents and school

that his older brother encouraged him to do:

“He’s the one who got me to smoke, ‘cause he is mghbra.. | thought to
smoke was good, to be like the same as him.”
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Family and school

It was difficult for some pupils to know where their perhk originated, and they
were unclear whether problems in the home had creabealsproblems or vice versa.

Karl stated:

“It did affect my home life, so | was always gettindights at home.”

Karl did however, also state the opposite:

“Things that happen at home affect the way | am ab@dithink.”

Ken stated:

“Because of problems at school, it led on to starmtls
home.”

He described initial support from his family following ptems in school, but then a

frustration from his parents. He perceived injustiog lack of support:

“At first they were helpful, then they started to gehayed with me, when |
kept coming home, they started shouting at me. Thenhdege to my room
anytime anything happened. It's still a bit like thatv. | get told off at
home, go to my room, even if it'’s not my fault.”

Two pupils interestingly admitted to bringing difficultiessehool back into the home.
Their personal experiences of bullying at school msaiafi: themselves in the home in

the form of bullying of family members or friends. alKrecalled:

“When | get home | bully people at home ... | didn’'t uselo it, but since I've
been bullied | do it to other people now ... my brotheotloer’s friends. It
doesn’t make me feel better.”

Karen also admitted to behaviour that she was not prhddilowing her own

experiences of being victimised in school:
“I'd come home and thump my sister, and I'd feel readlgl.b | tried to explain
to her the way it is, | didn’t really mean it, but ghst ignores me. | used to
just pick a fight with her over nothing. | can sed ti@w. It's kinda the
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same sort of thing, isn't it? Like if you're havindghard time you're gonna
take it out on someone else. It’s like | wasn’'t gogoaip to the bullies and
thump them one was 1? | was gonna take it out on soengefenceless.”

These statements illustrate the way in which themdifft social systems making up the
pupils’ life interact, and problems in one system oftexate problems within another.
Where the root of the problem lies, in the famityschool, in the self, is then an ever

more complex issue.

Finally it is important to recognise the immense resgwlity held by some of these
EBD pupils concerning events within their familieshe$e pupils perceived their own
problems to be far reaching within the family. Esample Karl took the blame for

parental disharmony in his family.

“l was always making my Mum and Dad argue.”

Susan, in an informal interview which was untaped,gyeed that her problems
within school, which largely consisted of panic attagkd running away, had created

such tension within the home that her step fatherchaamitted suicide as a result.

Family and bullying

In contrast to those pupils who felt that their owffialifties created problems within
the family, others perceived their families as hadrented problems for them. As
previously discussed in Section 5.1(iv) becoming a viabirutlying in the school
setting may have many contributing factors, but to déivthe pupils interviewed the
reasons were clear. Wayne seemed totally ashanmext ofly his parents’ age, but

also their appearance and economic status:
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“It was my parents fault ... too old, too poor, weafuh clothes.”

His own father appeared to have reinforced Wayne’sfbeli

“Dad says don’t have kids when you'’re that age. He mckioat’'s been half
the problem.”

Johnny had experienced similar problems, having a fatherhe perceived as not

fitting the socially acceptable norm that he descrdmedesulting in teasing.

“My Dad was too old for my mum.”

For both boys this provocation had demanded retaliatioindefense of their family

members. John also experienced a similar need taddeig family:

“I'd lose my rag when people say things about my family.”

Dave also made this very clear:
“I thumped him because he called my mum a nhame whiclyreesryone in

school would have done. | don’t care if they're twtice size of me, or if |
win or lose.”

Support

Where relationships within the immediate family wpreblematical, a small number of
pupils described supportive relationships with extended fangiybers as being
important to them. A grandparent, uncle or aunt, wemetioned as offering refuge

or support from stress within the home.

Danny, who has previously been introduced as having pnshielating to his father,

described the support of other family members:

“l always have dinner at my Nan’s and go on holidaywy Uncle.”
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Simon explained how he had tried to find respite froménfon a few months:

“I tried going to live with my Nan for five months.”

Tom and lvan received material support when the claseityfwas unwilling or

unable to do so:
“My aunt spoils me.”

“My Nan helps me out a lot, she buys me things andniets
borrow money.”

These close supportive relationships were clearly @tgraue to these boys, yet the
loss of an important, caring family member was alsa few cases perceived by pupils
as having been a trigger for difficulties and problem ela. Such important life

events were described by Jeremy:

“My Grandad died two years ago. That affected me badly.
was kicked out of school every other week.”

Gerry also recalled:

“It was the time my Grandad died, so everything was going
cock up then.”

Another pupil, Roy, equated school problems with the deftis grandfather,

amongst other factors:

“Then my Grandad died. Things just got worse and worse.”

Pupils as carers

A small number of the pupils interviewed had been ab&ntdyse their experiences at
home sufficiently well to perceive themselves asrsarghich in certain cases had
created problems for them. Sarah analysed her oviatepne as follows:

189



“My mum says I'm 13 going on 18. That's the way I've thé&eought up, in
the pub. | do sometimes feel I've got to take corafdlum, like when she’s
ill. 1took control of the house really, that made grow up a lot. | think
that’s why | can't socialise with people my own agayse | find them too
immature. | find it easier mixing with people like Kare

The role of the child in the home, and their respdlitib, particularly as carers for
other family members, either physically or emotignas something that should
perhaps be seriously considered by professionals deatind=®D pupils. An
interesting recent article, Fox (1995), discusses absemtée®m school related to
anxiety about parents or other home based factoox inffoduces the idea of CHR,
or children with home responsibilities. (p222). Roy mes a potentially interesting
example of such a child. As previously described (p18Xathiser was found to have
been abusing his sisters and he clearly felt a redpigpdor his mother and sisters

that had affected his behaviour:

“I think 1 didn’t want to leave my mum, like when | firazeent to school, she
was in hospital. That’s why | didn’t go out much, | didike leaving the
house ... | was confused ... | worried about my mumenfhking added
together. | had all the trouble at X High School.”

This supports Montgomery (1989) who considers ‘...fear of s¢iparfrom mother
as a key issue’ in school refusal (p50), yet the deptlogsRown analysis may be a

result of his extensive therapeutic help during previouginson

The pupils’ perceptions indicate the importance of prajesds being aware of the
responsibilities that the pupils’ home lives may thuystn them, and work to
accommodate these emotional ties that children mas. hdt is very important as Fox
(1995) suggests that we do not allow schools to becomeheéetéom the

communities they serve.
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Social class and socioeconomic status

Interestingly, despite the extensive research oftémty low social and economic
status to disruptive behaviour, the majority of pupils’ pptions of their
socioeconomic environments and social living cond#tidid not suggest for them an
important correlation with their behaviour. Justiaarty showed an indication that
they had been in any way influenced by these aspetheiofives. For those who did
attach some importance to these factors, the greatgstt for pupils of low
economic status was that of their own personal imagjgei eyes of the peer group,
and the associated vulnerability to victimisation.isTgoint was developed in Section
5.1(iv). Wayne was clear in his perception of why &d been a victim of bullying in

school, associating it directly with his family’s sclass:

“It's usually background ... being different to all of thenhlived in a council
estate, and that was it ... | was less well offad st his job, his finances went
down. That affected me quite a lot. | was lessifaate.”

It was of course unlikely that Wayne’s family were tmdy ones living under such
conditions, yet for him this created significant perweys of being different to his

peers.

Ivan also perceived lack of money within his familyadfecting his own image:

“But | wish | had another Dad kinda thing. | can’t stdising on income
support with my Mum cause | don’'t have any clothes.”

It is interesting and important to note the way the gufabr of deviating from the
peer group norms is so closely related to socioecorstatias. This again illustrates

how important ‘being different’ can be for certain pupils

George bluntly described the motives for his aggresatawour at school, as being

based upon lack of money and food:
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“We didn’t get much pocket money then ... we was hundrwas always
hungry.”

“We’'d nick people’s dinner money.”

If George’s statements are accurate then clearlystieigidence that a simple link may
exist in certain cases between poverty and unaccejtalde/iour, although to

separate this from self-image and self-esteem issuelsiWwe an over simplification.

A small number of pupils were able to look beyond immedeily, and described

their broader social environment as having influenbea@ behaviour. Simon stated:

“It's just my background, the way | was brought up. | meavas bullied
into petrol bombing in the stadiums, breaking into peopleises.”

He explained his behaviour:

“ ... because of where | lived and the people | mixed.ivi

Simon certainly appeared to be linking the violence amdir@lity in his immediate
environment to his own problems. George also pexddns difficulties to have been
compounded by the area in which his family lived. Rmob involving neighbouring
families had resulted in George being threatened andgheviive in a Children’s

Home:

“I had to come out [of school] cause of some troublerdow road, then |
was put in care. | wasn't allowed in the area. di®a we came from it’s
really rough.”

Alan was a 14 year old boy who was attending The Oakwemtk€ He had been
expelled from previous mainstream schools as resulfficiuti disruptive behaviours
and had also been in trouble out of school. He desttémasing and bullying that
resulted from his family and their lifestyle. In peutar he was considered a gypsy by

school peers:

“They called me Pikey.”
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He also described how his mother couldn’t afford to $emdto a good school in the

district:

“My mum couldn’t afford to pay for all the things X Saiasked for.”

These statements clearly illustrate the potential ainpga pupil’s socioeconomic and

cultural status on their behaviour.

Conflicting goals and values

A minority of pupils did hint at a mismatch between gloals of their schooling and
their wider social and cultural values, although a dirkasthcin the value systems of
the pupil and the school was rarely expressed. Inrfaosany cases the interviewee
expressed positive thoughts regarding the value of schasithgegrets as to their
lack of success within the system. Surprisingly just pupil openly expressed a
complete rejection of school. Ronnie describedribility of school to provide him
with anything of value, preferring to subscribe to th&ig system of his peer culture

out of school, which primarily appeared to revolve arodind)s. He explained:

“There hasn’t been school ... | couldn’t give a 8hit.

Simon interestingly placed his own unique value on theiasahool he attended,
almost as a refuge from the outside world:
“I saw coming here as somewhere to doss during the dayyasn’t stuck at
home all the time. 1 don’t really do much work .coime into school to chill
out.”
He hints at one possible reason why the special $sktting may support EBD pupils
in a way that a mainstream school does not. A mi#feeing more than academic

opportunity, but actual respite from the demands of the pégutly or social
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existence. This is in agreement with Cooper (1989,1992)imkstigated at length
the EBD pupils’ perception of their residential specibsting, and respite was

clearly an important part of the provision for them.

Conclusion

Clearly the contribution made by a pupil's family, segonomic and sociocultural
background to their behaviour is an important consideratiti is apparent from years
of research and statistical evidence that there aterlying patterns which link these
factors to a child’s behaviour, although open debatdraget regarding these
correlations, and research continues to attempt t@aiexpbw or why these trends
exist. Each individual pupil obviously presents a uniquebawation of factors, of
varying significance, which could be used to explain datipes. To ignore all
possible factors and focus solely on the family aratedlissues would be to

oversimplify the problem.

To conclude this particular Section it is important eonment on the willingness and
ability of the pupils to discuss factors lying within ith@ome and social background
that had been of significance to them. It was eatite upon analysis of the data, that
pupils were making fewer comments on these factorsahathooling factors.

Family and social issues generally followed lengthy tetgoerceptions of school
factors and when they were revealed, did in certaiesgassult in distress and

termination of the interview.

There was therefore less interview material, ancefgwpils giving indication that
family or social background was an important factor ghapils who considered
schooling factors important. However it is uncleawhat extent the quantity of data

reflects such factors as being unimportant to pupilsinglg indicates that they are
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more difficult to discuss and disclose. A quantitatiseasment of the relative
importance of schooling factors in relation to otfaetors is difficult to make where

so many other variables, including the confidence efltlpil to discuss issues with the
interviewer, play a part in the data collection. t&iafty, amongst the interviewees
there were pupils for whom their files would suggest toahd life and relationships
had been difficult and would undoubtedly have contributeddm pnoblems and

special needs placement, yet who did not disclose anyfactdns as being important.

The value of the pupil data therefore lies in considezanh individual pupil's
perception of his or her own circumstances and accegbinimitations of the

methodology.

5.3 The Individual: Physiological and Psychological Factors

This Section deals with the pupils’ perceptions of perdsomnadividual factors, of a
physiological or psychological nature, that they considé¢o have in some way
influenced their behaviour. As part of this Sectitwe, pupils’ perception of

therapeutic treatment and its affect on their behawolualso be addressed.

As noted earlier, in attempting to make sense of hurebaviour, particularly that of a
deviant nature, many theorists and researchers hageleced contributing factors or
problems as lying within the individual. They havenee the person themselves as
being an important component of the problem. In otfends, certain physical and
psychological variables within the person may predispios® to behave in a deviant
fashion, regardless of their social experiences. #tenal factors may be of a
purely physical or medical nature. For example theaa isarly study (Graham &
Rutter, 1968) that shows that 34% of epileptic children hadweur problems.

Problems may also be seen to be of a psychodynatnieen#hat is, based on the

195



quality of early relationships, or a psychomedical nattgsulting from disturbed
developmental processes. According to those who suppdrtiseories of
behaviour, both of these could potentially lead to ungons emotions and conflicts,
or abnormal personalities. There are also pogs#ylehometric factors that are seen
to contribute in some way to low intellectual functi@npand subsequently to some
behavioural problems. In terms of genetic foundationbehaviour, researchers
attempting to link disturbed behaviour to genetic rootsgusiins, have yet to
produce evidence that confidently confirms a link betwggametic make-up and a

predisposition to behaviour problems. (Scherer et al, 1990).

The extent to which such endogenous factors are rebjofugi the behaviour of EBD
pupils is an issue of ongoing debate. Perhaps the r&ashis is that so little
concrete evidence exists to verify the presence &f &ators. Charlton & David
(1989) consider that little research has been carriethtmuthe biological factors
associated with disturbed behaviour. They propose ilagizal factors manifesting
themselves in behaviour are hard to analyse, withrfemediate clues of a visible
nature. The only option for researchers is to dedutigoader within the individual
by observing their behaviour. They suggest that thie faetors that fall within this
Section of the present study, that are actually welaeched and so seem to provide
some evidence, are the psychodynamic factors, sutie asfltience of family
experiences and relationships during the early yearsvefafement. Such factors are
thought to manifest themselves as subconscious mdoiveéshaviour. Research into
deviant or ‘extreme’ personalities also continues batains somewhat inconclusive.
(Fontana, 1986). For example since the 1960’s work hascheeed out trying to
investigate the life histories of deviants, such asicals and other offenders. The
nature-nurture debate remains difficult to answer and ms&arch of a highly
scientific nature, such as that which showed the glgpansiveness of psychopaths to
be different to that of ‘normal’ adults, could not discbtire affect of socialisation on

the skin responses. (Lykken, cited in Monygomery, 1989, (p3#)is clearly difficult
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to totally separate a psychologically or biologicalised reason for behaviour from

social influences.

However, despite the lack of solid research evidencg prariessionals have for many
years, been quick to adopt the concept of a biologicalpsgchologically based
disorder, from which to ‘treat’ the EBD child. Scéeet al (1990) though aware that
such traditional approaches tend to ignore the sociééxbaf behaviour and over
estimate the consistency of certain behaviours fardifit situations, do suggest that to
ignore them completely could be wrong. They descrilmeage of some cross-
situational consistency, and also of disruptive behahauing been shown to be
related to individual and background characteristics. o@aly & Goodwin (1987)
similarly state that ‘we should not, however, ovekitloe possibility that physical
factors may also play a part.’ (p47). Even in theflastyears a psychiatric diagnosis
from the USA has established itself in this counatjed Attention Deficit

Hyperactivity Disorder (ADHD), or Attention DeficitiBorder (ADD), without the
Hyperactivity. (Hinshaw, 1994). This disorder coversidewange of symptoms
including the behaviour of disturbed and uncontrollableladl, and that of children
who have difficulty concentrating, processing or retgnnformation. Cooper (1994)
writes a comprehensive editorial on this issue andduices a number of other papers
from workers in this field who describe it and who esgrearying opinions on the
value of such a medical diagnosis for EBD workers. Aaldtitly, an article in The
Daily Telegraph (1995b) presents the outcome of a confei@deuroscience in San
Diego, during which studies of ADHD were presented. Elsearch reveals that
there is some concrete medical evidence of such asyedexisting, yet there are
strong concerns as to the extent to which it is g a convenient label for certain
students that can be used to explain away a number afibahs which could be
considered from a non-medical perspective. The Dailgdgraph article discusses the

use of drugs to treat the syndrome, and the ethical gonestisrounding their
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prescription is questioned. According to the articleh@USA four million children

have been diagnosed as sufferers and in most cases draghbranistered.

Ideus (1994) traces the development of the disorder back ttO#0’s and 1980’s in
the USA. In her article she strongly presents eéefithat the Americans are
conditioned to accept the authority of the medical psid@s on issues such as
ADHD, and therefore have not been prepared to accapvestigate a sociological
analysis of the problem. However, much researchrages on ADHD, and the
advocates of the various theoretical models of bebawontinue to interpret it within

their own belief structures.

The tendency to use a medical model for explaining dismiptidisturbing behaviour
of children in schools is not new. Dyslexia, altgh more associated with learning
difficulties, could be considered a similar example otheofrequently used and
possibly abused term which offered the professionatsikisconvenient explanation
for certain children’s inadequacies. It is interegtimat in the 1990’s we are still
pursuing the tangible explanations for EBD behavioursedféy the medical
profession, in order to find a means of controlling ideus (1994) suggests that this
reflects the unwillingness of our society to accept thdtural factors may play an
important role in deviant behaviour. The conveniesfca medical label far outweighs
any desire to seek out answers that may reveal withén the weakness of society
and its values. Corbett & Norwich (1997) link medicaklatg of difficult children to
political forces and a need to obtain certain resourcBsey also see parents as
exploiting certain special needs diagnosis, presumablyrafdacal nature, to gain

privileged services for their children.

Of particular interest to this study is the extent tock the pupils themselves perceive
their behaviour problems as being a result of their physiological or psychological

malfunctioning. Also, the extent to which societtgadency to use medical
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terminology and labelling of disturbing behaviour caruifice the pupils’ perception
of themselves, and the level of responsibility thegept for their behaviour. Before
addressing this in relation to the results of the stiidlyjmportant to point out that
the current educational literature appears to revdalititerest in the pupils’
perceptions of these factors. As previously descrithedsesearch interest in the
pupils’ perspective has focused primarily on their percemtfathools and schooling
factors. Of course therapeutic interaction withdrkih displaying disturbing
behaviour, which often sets out to expose and work théhndividuals’ underlying
reasons for their behaviour, may under certain circamests be considered to be an
enquiry which utilises pupils’ perceptions of the psycholalgmctors associated with
their behaviour. However it does not set out withgecific goal of assessing the
pupils’ perception of the relevance or importance offies;tits aim being more to
offer support and change behaviour. It does not thersitrout to, or claim to,

contribute to research seeking a better understandinBfpils.

It is not the intention of this Section to add weitghany specific theoretical argument
on behaviour. The results presented simply illusttsentature and extent of these
EBD pupils’ perceptions of themselves as contributingofacto their difficulties, and
the extent to which they believe their own bodiesds) personalities or

temperaments can take responsibility for their belayvio

Pupils’ perception of self

At a very basic level, a simple physical trait wascpeted by some pupils in this study

as influencing their social interaction with other psipdreating social pressures and

hence indirectly playing a part in their behaviour césic As previously discussed,

deviance from the socially accepted norm of the pearghad potentially created
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stress for certain pupils, and this deviation could kibarform of their physical make-

up or appearance.

Six pupils interviewed linked their problems to their diphysical stature and their
statements are given in Section 5.1(iv). Interestitiggse comments were all made
by boys, and were linked to bullying or teasing problenshool, suggesting that a

simple factor like size can greatly influence a pupilpexiences in school.

Another boy, John, included other aspects of his appesamaris perception of why

he had problems:

“I'm small, fat, ugly.”

These comments regarding physical traits, do not inchel@rtportance of pupils’
perceptions regarding the impact of their clothes andWwhich in addition to their
own bodies were perceived crucial to their social stahalsacceptance. (See Section

5.1(iv)) Karen commented:

“If you haven’t got much money and if you haven’t got tigt clothes and
shoes, or don't have your hair done the right waylilitésyou’re different.”

As Karen’s comment reveals, these factors are peat@is socially controlled, relating
to money and the socioeconomic status of the faifalylet they unavoidably become

a part of the individual.

Whereas the boys displayed concerns regarding their phggie, Karen offered a
different perspective which although not reinforced leydnall number of other girls,

does suggest that girls experience concerns about tlisgshaf a different nature:

“Also when you go through puberty, you start developing leefther
people.”

Sarah also added that feeling different was enhancethby physical factors:

“I was the first person with glasses... first persorhwitaces.”
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Clearly the physical appearance in itself is not tledlem it is the resulting social
pressures that are of concern to the pupil in thess.cashree pupils also perceived

themselves as different to others in terms of thititudes. Sam stated:

“I’'m different to the others, different points of weand stuff.”

In addition to her own physical differences that Kgverceived, she added comments

regarding her attitude:
“I was kind of different. | didn't like playing the gaméreey were playing,

doing the things they were doing. | didn’t join in much.”

These feelings were also verbalised by Mike, who sirsialted:

“l couldn’t communicate with people my own age.”

For these pupils a pursuit of their own individuality mayenbeen risky in terms of

peer group acceptance, and as Karen stated:

“If you weren't in a group, you weren't worth talking 'to.

Those pupils who had experienced academic difficultiesmiti@ mainstream school
setting were often quick to blame the system i.e.@¢behters and the curriculum, as
shown in previous Sections. However, there weraa slumber of pupils who
perceived themselves as being responsible for thaititpao manage classwork and
meet academic expectations. They were readily prepaiedate the problem within

themselves. Four pupils commented:
“It's only my fault for not understanding.”
“I can’t write properly. | can't read properly.”
“l didn't know how to read. | didn’t know how to do ahytg then.”
“l don’t know much. I'm thick.”
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The perceptions of these pupils could suggest links withifapéheories, which are

discussed in Section 6.2.

Karen expressed an interesting view of the school twdlwith her own self as

creating the problems:

“It wasn't just the school it was me as well.”

“It wouldn’t have been the school's fault if I'd sticp for myself.”

She tried to accurately define her problem in termslaéh aspect of the school

impinged on her own inadequacies, describing the sociattaspecifically:

“It wasn’t actually the school, it was only the peopl

Two pupils felt that their behaviour had been withinrthentrol and hence took

responsibility for subsequent problems. Rick stated:

“| blame myself. If I'd behaved and hadn’'t messed aladiuhe
time, | wouldn’t be here now, would | ?”

Certain pupils did not hesitate to lay the reasonsieir behaviour squarely on the
shoulders of certain uncontrollable personality traiobby described himself as

‘disruptive’ and stated:

“It's out of my control sometimes.”

Temper was one of the most frequently described redsohehaviour:

“l couldn’t control my temper.”
“l lose my temper easily.”
“My temper’s hard to control.”

“I had a shorter fuse than anyone else.”
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John stated that if he could change anything:

“I'd change my temper if | could. Once | lose my ratpse my rag.”

Although rather hard to define, these pupils, interestialjlyoys, appeared to
perceive this part of themselves as controlling thelraviour. Another pupil,
completely handed over the responsibility for his behawvto an inner driving force,

stating:

“I couldn’t help being naughty.”

Therapeutic treatment and perceptions of self

One interesting aspect of the way the pupils perceivedptablems and in particular
their own selves as contributory factors, was linkethe nature of the support, or in
many cases treatment, that they had received orrneeeesing. Many of the pupils
interviewed had received or were receiving treatmesupport from a range of
professionals. It is difficult to assess the extenwhich this treatment had influenced
pupils’ perceptions, yet in some cases it would appeattibet had been some
introduction of a medical vocabulary. Slee (1994) refettie work of Armstrong et
al (1993) who suggest ‘...the students come to see themsehezms of the medical
discourse.’ (p159). For example words such as phobia, parafaustrophobia,

agoraphobia were used by some of the pupils.

Sarah was quite clear in her perception of what herpeblem was:

“I've got a school phobia.”

Karen similarly had labels for her difficulties:
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“Being on your own in a large space, agoraphobia, thatays been a part of
me. The claustrophobic part came when | was at $&twese there was so
many people.”

In a later interview she also described her feachésl and bullying as paranoia:

“I' built up this thing in my mind that | knew it was goitg happen, so |
couldn't go. Being more paranoid than it actually hapgenin was getting
really paranoid. | couldn’t walk down the street withtmatking behind me.”

Other comments, although less specific, do suggest ties laay have been
presented by adults that had implanted themselves weihwiite child’s beliefs about

him or herself:
“I've got attitude problems.”

“I've got an addictive personality, it gets carried dawrough the genes.”

To what extent the pupil felt the problem had becomie tiven responsibility as a
result of these labels is unclear. Clearly thelliageof a child places the problem
firmly within the child, and the child is likely to pesiwe it as such. Yet although this
may anger certain professionals who believe thanjplg relieves the need to seek
answers within a wider social context, and offers tgreand more powerful
opportunities for controlling deviancy, some pupils’ comtag¢anded to suggest a
sense of relief to themselves at having a medical eguated to their behaviour.
Sarah welcomed the opportunity to become a psychiatienp#ollowing her refusal

to attend a mainstream school and suicide attempt:
“I liked people saying | was getting psychiatric help wahted everyone to

know | had a problem ... Being in a psychiatric hospad everyone | had a
problem.”

It appears that the psychiatric treatment gave vakuity credibility to her problem.

She continued:

“l wanted to shout to everyone ‘God help me’, and thg way | could do
that was to be in a psychiatric unit.”
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Clearly being labelled ‘sick’ may remove responsibiitym the individual. In fact it
may remove responsibility from everyone apart froen‘éxperts’, as Slee (1994)
suggests; ‘Responsibility becomes the privilege and pravegatthe “expert” .’
(p159). For this reason Slee also suggests that parentsettmme such labelling and
treatment. He suggests that if they are ‘...used to @dkeir child seen asad the

status of “impaired” is frequently preferred.’ (p159).

Not all pupils agreed with Sarah however. They appeaogd angered by the fact
that there were suggestions that they may ‘have agmmdhind need help. Those like
Jeremy who has already been quoted as perceiving hismstap with his mother and
family tension as being a major factor in his betawi certainly did not welcome the
suggestion that he may be the problem, and the use diigisigctreatment to ‘cure’

that problem:
“I went to this crappy thing ... all | used to do wasthia living daylights out
of a punching bag and that was it. Lock me in a roohdidn’'t see the point
of it, supposed to be stress relief. As if | was ustiess!”

Jeremy continued by saying:

“When | had to talk it lasted for about three hours.redlly got to me.”

The decision of others to seek treatment for themdagduals clearly frustrated and
confused a number of pupils. Susan had been admitted tOakveood Centre as a
result of admission to a psychiatric unit. Her perogstiof herself were obviously

different to those of the professionals who had diaghasé referred her:

“Maybe | have got problems, but | haven’'t known anyveay”

Two other pupils perceived that control lay within thelwss and attempts to change

them were futile:

“What was going on in my mind was going on in my mindo one could
change that. No one could change the way | wasdeklin

“It's up to me, just me. [I'll change sooner or ldter
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One negative consequence of medical intervention islwsirated in Roy’s case.

He stated:

“And | was under pressure at the time to find out what wiang.”

Armstrong et al (1993) interestingly report on how thdiete there is a lack of
information given to pupils receiving treatment aboutghgose and outcomes of

psychological and medical interviews. Roy reinfordes Yiew. He stated:

“It was quite confusing really. | didn’t know who my doct
was, or who | was supposed to talk to.”

In general, the majority of pupils who raised the isdygsgchiatric treatment in their
interviews were negative about the process and its ssiccRoy had been a school
refuser, admitted to a residential psychiatric treatraaittas an alternative to a
boarding school. Fearing that the boarding school optmuld do little to alleviate
his problems, he had elected to try treatment. Hisgpéion after having left the unit

yet continuing his education at The Oakwood Centre was:

“The Unit didn’'t help at all ... made me more angryo..it didn’t do nothing
for me at all.”

Karen also expressed negative perceptions of the vajugyohiatric treatment in

helping with school problems:

“l don’t know why | was in there.”

Following her period in the psychiatric unit she unhésidy stated:

“Problems with school | don’t think psychiatrists d@eip at all.”

She added:
“I think being in [the psychiatric unit] was a wastetiofe ...The only therapy
we had was large group therapy and art therapy, that wasta of time

anyway. If no one wanted to speak no one spokeoulfjdn’t wanna
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answer anyone’s questions you didn’t have to. And youtdidtually talk
about what was going on, or how you needed help. Blgdicalanorexics
they could feed them and the depressed they could put on tieadica

Two other boys at Southdown had similar perceptionsbbi summed up his

experience of psychiatrists:

“That’s all they do, sit and talk to you. No if yolkase they
don't do any good at all. They just sit there and igiyaré

Simon, who had seen a number of different psychiataistisother professionals for his

violent and delinquent behaviour, considered none ofhiai@ helped:

“They just sit there and ask deep questions.”

The ineffectiveness of such treatment, combined feghngs of confusion and
anxiety, were also recounted by Susan. She receiyetigisic treatment following

recurring panic attacks in school and the suicide oftegrfather:

“Dr X just talked all the time. He didn’t do much. Th#ey moved me onto
this other man, it was hard. He did this relaxatiath me and | just
pretended | was doing it. | didn’t like doing it at alCouldn’t never do it
anyway. | don’'t know why but he used to scare meeyTised to say, don'’t
be stupid but when he stood up, breathed in and out it sceredThe more |
got to see him, the more he was alright, until heetieto do the relaxation
thing ... | haven’t seen any of them for ages. I'tdeant to.”

For Wayne there appeared to be a stigma attachedtredtiment, and a certain

amount of fear:
“People would go in there and were scared ... it was sé,btdaoked so

much like a hospital. It scared the hell out of yoold.geriatrics running
around, people that are gone in the head.”

Wayne perceived that the adolescent unit for psychimgament should not have

been in the middle of a psychiatric hospital.

For a number of the pupils who dismissed psychiatricrtresatt as being a waste of

time, their perceptions of the value of the small supy&pecial school was quite the
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opposite. It would appear that they perceived the s@&wooffering more appropriate
and valuable support than a medically or psychologicaigdareatment programme.
The basic needs of the young people in this study seenwedrespond with the
research quoted by Slee (1994) in Chapter 5 (p86) and were sidalssed by

Johnny who described The Oakwood Centre as importahirfobecause:

“Here they care.”

Such needs, echoed by other pupils too, clearly did Hettref perceived need for
medical placement or treatment. Any mainstreamadiwuld perhaps question
whether it is meeting those needs, or whether éasgihg that responsibility to others
who require a medical label to do so, or a special datloere academic goals may
make room for relationships and emotional support. 8heudh pupil needs be

considered a specialised area?

Conclusion

As was concluded in Section 5.2 the pupils were certasfyihclined to talk of
personal factors as contributing to their behavioun thay were to describe schooling
factors. To what extent this is a reflectionladit own perceptions of the problems,
or an indication of their lack of willingness or cal#&nce to talk openly about these
issues is unclear. Any analysis of one’s own behanand one’s physiological or
psychological contribution to that behaviour, is potdigtdifficult for anyone,

whether a young person or an adult. Yet some valuablenents were raised by the
EBD pupils in this study indicating for some a significeonsideration of themselves

as damaged or unacceptable individuals, or at best devisoine way.
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5.4 Conclusion to Chapter 5

Chapter 5 has attempted to present all of the factarprtesses that the EBD pupils
interviewed in this study perceived as being significameiation to their behaviour.
These factors and processes have been presented ueden#im headings, schools
and schooling factors, family, socioeconomic and stiaral factors, and factors
relating to the individual of a physiological or psychotadnature. Each set of factors
was significant to different pupils to differing degreeBy far the most prevalent set
of factors lay within the mainstream schools, aligio as will be described in Part Four
there are aspects of the methodology that may haweieaged more feedback from
pupils on schooling factors than other more personsboial issues. It is also
important to recognise the potential impact of thespetesocietal and psychological
issues and factors on the ability of the mainstrearodls to ‘satisfy’ the needs of the

EBD pupil.

Each pupil presented a unique case study of their own expesiand difficulties and

it is important to cross reference their statemeittsin different Sections, to create an
accurate overall picture of each case and the sigraicahthe various factors within
it. Itis the impact and complexity of this combinatof factors for the EBD pupil
that appears to make them different to the mainstrearhgngpenhances their
vulnerability to failure in the mainstream settingrurlong (1991) describes the
‘multiplicity of factors that may influence childrentheir rejection of schooling.’
(p295). He writes of a need to accept both the soctabgnd psychological aspects
of behaviour, and to utilise a broad theoretical basedir understanding of EBD
pupils. These views are supported by Molnar & Lindquist adgocited in Cooper et
al (1994), as saying that ‘...divergent explanations of problehaviour’ (p99), may
be essential if we are to better understand the EH® eimd they specifically refer to

the use of an ecosystemic theoretical approach wmueage this divergent thinking.
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Thus, the results of this study that are presented ipt€h& have attempted to
achieve the difficult task of offering insight into theique individuality of the pupils,
yet at the same time presenting their common, gesaloldi views. The two are
somewhat incompatible but both aspects of the datadeawportant conclusions for

theory and practice, as described in Part Four.
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Chapter 6

Pupils’ Perceptions of Behaviour

In Chapter 5 those factors that were perceived by pupltg@ng made a significant
contribution to the difficulties they had experienced doar behaviour were
presented. In the presentation of those data ingvaadertain amount of the
discussion was concerned with specific behaviours anse@sdor behaviour, as in
many cases the factors described were themselvesveerby pupils as direct reasons
or circumstances accounting for their behaviour. present Chapter is therefore in
some ways an extension of Chapter 5. Using the pppiseptions it attempts to
develop a greater understanding of the different form®3&f Behaviour that were
displayed by the pupils in this study by describing and casasggpthem. It also
attempts to better understand the meaning of the bemmaasgperceived by the pupils
themselves, by exploring and presenting pupils’ motivesitair behaviour. The
existence of patterns in the data, possibly refledimkg between certain behaviours
and motives, and the way in which specific behaviowag rasult from the different
factors or experiences presented in the previous Chaptdsp assessed. The role of
labelling is analysed using the pupils’ perspective, anavtyein which behaviour
patterns evolve and develop is discussed using pupils’ acaofuthisr own case
histories. Finally, the pupils’ attempts at finding sup@md understanding within the

system are described.

6.1 Types of Behaviour and Motive

It is hoped that the results included in this Chapter ecoagribute to a field of study
into behaviour that adopts an interactionist approach poputh sociologists

throughout the 1970’s and 1980’s, and recently developing intensigsbr ecological
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approaches as described in Section 1.2. Personal motig&onale behind difficult

or disruptive behaviour in schools was not of inteteshany of the earlier researchers
who were more concerned with equating behaviour witlakocpsychological

factors. Such factors were believed to directly e the individual to behave in a
certain way, crediting him or her with little contimler his or her actions. This
positivist approach has given way however to interaidicstudies which have had
quite an impact on educational research and our understaridi®p children.
Interactionist approaches propose that human beingsvaatds things on the basis of
the meanings that the things have for them and ttaidoals use an interpretive
process to create and modify meaning. Obviously tustes with humans being able
to reflect on themselves, and having a degree of damtes their behaviours; they

make decisions. Meltzer et al (1975) define the intenaist stance:

‘In the interactionist image, human beings are defirseske#-reflective beings.
Human beings are organisms with selves, and behavicociaty is often
directed by the self. The behaviour of men and wom&aused’, not so
much by forces within themselves (instincts, driveeeds, etc) or by external
forces impinging upon them (social forces, etc.) but viatin between, a
reflective and socially derived interpretation of thieernal and external stimuli
that are present.’ (p2).

It was with a belief in such theories that researcbach as Bird et al (1981), Tattum
(1982), Woods (1983), Schostak (1983), Schostak & Logan (1984) andi\easo
Woods (1984), set out to seek more insight and a better tenulirgy of disturbing
pupils’ motives for their behaviour. Various theomseserged built on early theories
of symbolic interactionism, which further rejectee tositivist belief that deviance
was irrational and simply a product of circumstancesrloRg (1985) describes the
evolution of theories that allowed for the belieftthaople’s behaviour, including that
of deviant pupils, is actually an attempt to adapt to ¥ipeeations that society places
on them. He presents Merton’s theory of Anomi&tain theory (p76), as a
mismatch between the goals of a society and the nieawhieve them, thus creating

strain and a need to adapt or survive. As Furlong (198%iespsuch adaptions may
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be deviant in the eyes of society but are ratiorsgiaases to the people themselves.
Two ‘deviant’ ways of responding to such strain accortiinjlerton’s model, would
be (i) Retreatism, whereby given goals and meansg@eted and not replaced with
any alternatives, such as is the case with truantsagr outs, or (ii) Rebellion,
whereby ‘acceptable’ goals and means are rejected fiateel with others which are
‘unacceptable’, perhaps within a peer group sub culture.seTtheories were
developed by researchers such as Woods (1983), who splgddicked at pupils’
modes of adaption to the demands of their comprehergie®lsenvironment.
Woods proposed that pupil subcultures evolve, in this seftony, sets of common
values that the pupils may hold. The existence ottpepil subcultures helps
individuals deal with their own personal needs by provitlegoffer of alternative
value systems to that offered by the school. Havgeeat al (1975) also worked with
the idea of pupil subcultures existing, and the beliefttiet provide much needed
answers for pupils experiencing problems as individualshod, offering
opportunities for the acquisition of status, role andestitem where the school

provides none.

Confirmation that behaviour may be strongly influenbgdhe existence of value
systems within subcultures, and that disruptive or depiapis did make rational,
logical decisions concerning their own behaviour, wasyed by researchers who
attempted to gain the pupils’ perspective directly. (Seéddet.4). Such work
includes Bird et al (1981) and Tattum (1982). Tattum interdelays and girls from
a special unit for disruptive pupils, and constructed fiveabataries of motives for
behaviour from the interview data. These vocabudarfenotives were given as (i)
It was the teachers fault (ii) Being treated withehgect, (ii) Inconsistency of rule
application (iv) We were only messing- having a laugl, @) It's the fault of the
school system. Tattum found the pupils to be verytabjestify their actions and to
be aware of their consequences. Bird et al (1981) exvsahilar links between

behavioural motives and school factors. In additi@y tused disruptive pupil
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perceptions to show that the school environment edeatperceived conflict of values
between home and school for these pupils, and alsslaadaoles between being a
pupil in school and an adult out of school. Goals fertuture also appeared to be

at odds with those that the school held for them.

A more recent article by Quicke (1994) describes workan@®i70’s and 1980’s which
explored these and similar issues relating to pupil cultur@ in particular discusses
the work of Willis (1977) and his study of working class boyghe pro-school ‘ear
oles’ and the anti-school ‘lads’ in this study illuséréihe pupils’ own creation of
labelled, well defined pupil groups, reflecting differing vadystems in relation to
those of the school. Woods (1983) suggests that thesdtsubs are quite
distinctive, with specific ways of speaking and doing thirmgsl although they are not

always formal, they do have rules, codes and regulations.

In addition to school based studies, some researctlitbagpsed to search the minds
and motives of ‘deviants’ in other social contextislarsh et al (1978) interviewed
football hooligans and revealed them to be very abtbeorise about their activities
and the meanings of their actions. The work cledisiglays the existence of what
Marsh et al describe as an ‘internal logic’, with eththose interviewed explain and
describe their behaviour. Such logic was certainly asealed by some of the pupils
interviewed in this present study, supporting interactigdhisories of behaviour.
Their perspectives can be best illustrated in the gbnfehe behaviour itself, and for
this purpose the behaviours described by the pupils willdsely categorised.
Defining and classifying the behaviours of EBD pupils liesn an ongoing issue for
educationalists for many years. There has alwasts agroblem categorising
behaviour that is so open to subjective interpreta{ee Section 1.3). To label a
certain behaviour as ‘deviant’ or ‘disruptive’ involegking into account the context
of that behaviour, including the values and attitudesebttserver. (See Section

6.2). Galloway & Goodwin (1987) quote from a report compietd85 for the
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ILEA that stated; ‘Disabilities and difficulties becomm®re or less handicapping
depending on the expectations of others and on socigxen (p24). It is therefore
very difficult to define exactly what constitutes a ‘plem’ behaviour. It is also
difficult to find suitable terminology for such behavioukVords used in the past such
as ‘handicapped’, or ‘maladjusted’ were well establishddrasack as the 1940’s and
1950’s in documents such as The Handicapped Pupils and Schdbl Risgulations
(DES, 1945) and The Underwood Report (DES, 1955). Other teawasincluded
‘disorder’ and ‘disturbance’, which originated largely amgstrthe medical personnel
who were involved in diagnosis. Such terms certanggested that the child
required treatment of some sort and seemed to paydigéerd to the social context of

the behaviour.

The Warnock Report (DES, 1978) and the Education Act (DES, 1ffjied to
redefine these stigmatising terms, and a broader coat&mecial Educational Needs
was introduced. The old terms of handicapping conditigare abolished although
the term maladjustment was in fact retained, despit&attehat its popularity had
been fading during the 1970’s. Other new categories wayeratoduced defining
learning difficulties as mild, moderate, severe and gpecif he large number of pupils
with special needs within the system was also recedmsth the introduction of these
new broader definitions.  Yet it was emphasisedahhbugh 20% of children could
be defined as having special needs at some time irstti@ol career, only 2% needed

special schooling at any one point in time.

Since then the disruptive, disturbed, disturbing, antisamiadisaffected child has
continued to create problems for those concerned abiiling or defining behaviour.
(Cooper, 1996). The term maladjusted has been replaceBhydE pupils with
emotional and behavioural difficulties. A formal deéfon of this term is given in
DES Circular 23/89 as cited in Cooper et al (1994); ‘Childrba set up barriers

between themselves and their learning environmeaugir inappropriate, aggressive,
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bizarre or withdrawn behaviour’ and who ‘have developeahge of strategies for
dealing with day-to-day experiences that are inappropaiaempede normal personal
and social development, and make it difficult for therfeton.’ (p20). Perhaps it is
unfortunate that the term maladjustment has beendastatually expresses a
valuable contextual, sociological aspect to the bebavguggesting that behaviour is
an adjustment to a particular context, which is in\imi# current systemic theories of
behaviour. However the term had acquired a psychfagicsuggesting a disorder, in
line with a medical model for disturbing behaviour andhas been considered
inappropriate by many working in this field. Attemptddoate reasons for disturbing
behaviour within the child, with minimal consideratifor external influences have
however been pursued and continue to be pursued. Majaraleses like Rutter

have long suggested that such behaviour may be a resattodibnal disorders, and
continue to explore those avenues. (Rutter & Smith, 19¥5)en today, as Section
5.3 shows, the medical profession remains highly inflabintits diagnosis of pupils
who display disturbing behaviour, particularly with the @ept of ADD or ADDH

currently influencing thought.

However, even the now widely accepted EBD term has beritinised and
subdivided further in recent reports. Vivian (1994) re@[BES draft circular (DES,
1988) as identifying two broad categories used to descrideetiasiour of EBD
pupils; (i) Withdrawal, neurotic responses, anxietyestatlepression and similar
manifestations, (ii) Aggression, violence, delinquemay] socially unacceptable
conduct. (p218). He also recalls the earlier work of €aw(1980) who proposed
three categories; (i) CD for conduct disordered, (ii)feDneurotic or emotionally
disturbed, (iii) a mixture of CD and ED. Clarizio (19280 proposes that two
categories are necessary for appropriate schooling andt&shat placement,
doubting that the two are compatible. From his re$eiarthe USA he proposes
there is a difference between those young people wheoarally maladjusted (SM),

yet free from emotional disturbance, and those whaeneusly emotionally disturbed
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(SED). A further development of this debate is propase@onner (1994), who
interestingly suggests that ‘a range of conditions’ ewikich form part of an ‘EBD
spectrum.” (p5). His spectrum includes; (i) Nervous disgmdkich includes fears,
anxieties, phobias, depression, withdrawal, apathy, caopsland obsessions, (ii)
Habit disorders, including, speech, sleep, movementgeatid psychosomatic
disorders, (iii) Behaviour disorders, including school rafusuancy, temper loss,
aggression, attention demanding, (iv) Organic disorddudmg physical disorders
like epilepsy, diabetes and physical or sensory handigapsfchotic disorder which
includes extremes of behaviour, (vi) Educational disordeckiding poor
concentration, being unable to stick to task, dyslexizappears that such a spectrum
encompasses all children who in some way warrant@speeds label, and moves
away from the rather narrow group that we currentlgrred as EBD. Interestingly,
despite this very specific categorisation, he does caomarethe dangers of identifying
and defining children as EBD as it perhaps allows thebeteemoved from the
system, making homogeneous groups that are simply easgadm He also
comments on the highly subjective nature of the ideatibn of EBD children, and
how this subjectivity is reflected in the level ofei@nce of the person observing the
behaviour. With the introduction of LMS, and governtrgnessure on schools to
display league tables and truancy statistics, it is sughshé tolerance of certain
behaviours has been reduced. A further developmenisdhtime is offered by
Vivian (1994) who questions whether a professional diagmaiected by changing
perceptions of particular behaviours over time. Fangte, he suggests that a
‘desensitising’ (p222) of teachers takes place when thely wibh EBD pupils each
day. Hence, whether a child is diagnosed as a behalignrder or an emotional

disorder becomes purely subjective.

Clearly, categorising behaviour is no easy task. Helogy continues to change, and
statistics remain based largely on subjective analgsisper (1996) certainly

reinforces the fact that there remains a need tolaeekearer and more precise
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terminology, stating; ‘EBD is not a satisfactory ¢pie/’ and is ‘...a crude, ill-defined
and not very useful descriptor. Current definitionshefterms are vague and
undeveloped.’ (p147). Scherer et al (1990) cynically urge be tareful with the
words that we use, saying that labelling is alrighbag las ‘...whenever we use words
that are relatively meaningless we acknowledge the {(p&6). Whatever
terminology we use it is important that we are clehy we are using it. As Blyth &
Milner (1994) suggest, we may be enhancing the socialadutrctions of education
by this obsession with categorisation and labelling, &chostak (1983) warns that we
may even be considering individuality itself as devian&§chostak sought the views of
EBD pupils in search of an understanding of their behayvand looked beyond
labelling the behaviour itself, instead attempting tiegarise the meaning of the
behaviour, similar to the work of Tattum (1982). ScHhosl@scribes four pupil
strategies which he considers to comprehensively atdéoutheir range of

behaviours; (i) Becoming like others, (ii) Manipulatingpers, (iii) Deceiving others,

(iv) Avoiding others, and then proposes a fifth stratibgy he describes as ‘the violent

solution’.

In this present study detailed analysis of the pupilsestahts regarding their
behaviour also revealed certain strategies and undematiges behind overt
behaviours. Two broad categories of behaviour aretoskedilitate the presentation
of the pupils’ perceptions; fight and flight. No attengade to propose a new
means of categorisation, or to suggest that behavibunesatly into either of these
two categories. They have been used in order to préeepupils’ behaviours clearly
and where possible to link those behaviours with givetives and justifications.

Fight and flight are two behavioural strategies whicbceentific terms have been
proposed as natural responses to stress or fear, (Mazl&wWirgel, 1969, Lewis &
Peterson, 1974), and the majority of pupil behaviours heega lmosely allocated into
one or other of these categories. In presenting @cdsting the data an attempt has

been made to show the extent of the pupils’ own intexpoa of his or her own
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actions, and wherever possible this is analysed fuvtlibin a framework of

knowledge about the pupils’ specific case history.

6.1() Flight

Behaviours described by pupils in this study which areidesd under the term flight
include those behaviours which appeared to be, or wecelmbs as being, attempts to
withdraw from problems, as opposed to confronting theamiaggressive manner or
by acting out. Pupils who described this type of strabeglyoften been influenced by
many of the factors described in Chapter 5, including prabwith social interaction
such as teasing, and bullying, or problems associatedhithcademic nature and
expectations of the school. Withdrawal was not gdnexclusively a response to one

particular factor.

Within school withdrawal

Flight or withdrawal was initially attempted by sometlod pupils actually within the
school itself. It appears that a minority of pupilsowdid not want to break school
rules or defy expectations of attendance, did try to wagegies that would enable
them to survive within the system. This was gehetia¢ case for those pupils who
perceived themselves as experiencing social probletnacgdemically were
functioning without difficulty. Such pupils sought ways wb@ing peer interaction,
taking the limited opportunities offered to them by tlghlyi social nature of the
schooling system. Thus, this particular behaviourategy appears most closely
linked to the school factors associated with schooldess size and negative social

interactions, and certain pupil comments presented ipt€h4 illustrate this point.
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‘Joining in’ seems to be an expectation of pupils widahool from an early age, yet
such an expectation and the pressures within schoel pa of a group or to identify
with group activities, may create problems for certhuidren. Comments by Wayne
and Sarah (See p76) illustrate this point and describel®mnsought isolation from
their peer group. Other pupils recounted their own perstraegies for avoiding

peer interaction. Karen described having to be ¢lo$eachers:

“l didn’t join in much ... | used to sit with the teacbecling to them.”

Another pupil, Roy, adopted his own personal strategydmgbable to separate

himself from the social pressures of the classroom:

“| started to tell rubbish jokes, so everybody wantedarige put on a different
table. | worked much better on a table on my owanseaobody could have a
go at me.”

In conclusion to these few comments, it would appedrsitfzools need to recognise
the perceived needs of certain pupils to be able to tamke 6ut’ from the social
pressures relentlessly forced upon them in the schtimigse Legitimate opportunities
to escape the social melee should perhaps be providedeintorprevent pupils

having to choose unacceptable alternatives such agyraanunning away.

Withdrawal from school: running

A need to withdraw from the school itself and to asim@ssful situations within the
school appeared to be important for some pupils and the pepitsibed above
illustrate legitimate attempts to escape pressures veidhiool. However, for these
and others who were interviewed, ultimately it had ésmpts at avoiding the
school completely that appeared to be the only wagctape their own perceived

problems. For some, attempts were made to miniroistiat with the school by
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finding ways round the attendance registration procedufesPasternicki et al
(1993) found with their study of truants; ‘The accuracy e¢ording and detecting
student absences ... proved variable.” (p5). Threesgaophis present study
reported their ability to beat the system. Karercdesd how easy it was to register

then to leave school:

“Go out after first register, come back again at dinaed do the register, then
go out again.”

For Karen, who was a bright articulate girl, problemd heen primarily with her peer
group and she had not wanted to miss classes. Shebdddeying to cope with class
time but leaving just prior to periods of the day whem@ad@eer interaction would be

inevitable:

“I'd register then I'd go to half hour lesson, then la/scan | go to the loo, |
need my bag?’ and so, goodbye.”

Sandra described registering in the morning then leawinthé rest of the day, as a

way of dealing with her academic difficulties:

“Go to register in the morning then in the afterndlogy’d think | was just
late, cause | went home to lunch. | missed registkody said anything.”

Alan also found a loophole in the system to deal wgtsacial and academic

problems:

“Some days | went, then left after lunch.”

When interpreting these comments in relation to thelgyg@rceptions of their
problems as a whole, it seems that such withdrawahMimlrs are rational responses
to problems for which these pupils were receiving inadegsigpport or recognition,

and for which other legitimate behaviour options waokihg.
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A more spontaneous option for dealing with school problesss to literally run away
from the pressures. Sam described his behaviourpomss to peer pressure and

bullying:

‘I ran home. They stopped me from doing my work sodl teemake it up
during PE and everyone started laughing at me, so | jusigippton my bike
and went home.”

Mike explained his response to bullying:

“l used to run away a lot of the time ... sometimasdd to run away during
play times.”

Susan also ran away from peer pressure. She percevediy other options as

being aggression or seeking support, both of which shetedje

“And | did get wound up and ever since that happened | couldndlé it any
more, so instead of turning round and hitting them, amadilda’t tell the
teachers cause they don’'t do anything, I ran out.”

Clearly Susan illustrated the three behaviour optioatsghe perceived as being
available to her when she was experiencing difficulfight, flight or find support. In
this case she described flight as her chosen optidike was also aware that flight

was preferable to a more violent alternative:

“l lost my temper, | got fed up, and | didn’t want to cotoeschool.”

He explained why he ran away:

“Because | was threatening people, | was losing my tetmpeause of those
boys bullying me.”

Gerry was able to explain how the loss or denialn&f form of ‘escape’ from his
problem simply resulted in an alternative having todwe@l. He described how his
learning difficulties had embarrassed and frustrated gsulting in him truanting from
school. When an attempt was made to ‘remove’ gtmour problem by placing

Gerry in a boarding school, he simply resorted to rygnainay.
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“.... because of that school, | couldn’t bunk off, sattlvas a problem ... | used
to run away.”

It would appear that for Gerry the real problem washeaig addressed. Instead his
behaviour options for dealing with the problem were dpéimited, resulting in other
alternatives having to be found. He was aware ofattethat he was caught in a ‘no
win’ situation, whereby every behavioural option fanlcreated more problems. A

vicious circle.

“ ... to cope with a problem | used to run away frormigtead of getting in
trouble, but | got in trouble for that as well.”

Clearly flight does not provide the long term answergtese pupils. This feeling of
frustration that Gerry described was evident in marthefpupils’ accounts of their

behaviour and problems.

The previous statements were from pupils who had expedgmeer pressure, bullying
and learning difficulties. Johnny chose running awagnfschool as his only option
when conflict with teachers in the classroom ams his work. Such conflict does
not so readily allow the physical response option¢baflict with peers may allow.
(See Section 6.1(ii)). If a teacher’s efforts at supdo not meet a pupil’s perceived
needs, often closely related to the number of pupilclass, (Section 5.1(i)), then for
pupils like Johnny, flight again appeared to become theaptlgn. He often chose

withdrawal as opposed to a more aggressive response uesercircumstances:

“Cause | didn’'t know what to do, so I left it there, & told me to do it and
| didn’t know what to do. She’d shout at me and I'd getigint tand then I'd
run out of school. | don't like people shouting at méthey get up tight |
start shouting at them.”

Other statements revealed that Johnny's classrodioulti€s were rooted in academic
difficulties. His motive behind this flight behaviowas perceived as lack of support.
He described his feeling as ‘getting up tight’, which coujdage to a number of

different things including anger, frustration, embarrasgpteimiliation or fear. His
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description seems to suggest that running was the waxpio the escalation of
difficulty that would have resulted from choosing ‘fightt, for him, shouting back.

Guy, also a low ability pupil who had academic problemsgiileed his flight response:

“| kept walking out the classroom. | went home once ..

He was able to link his academic problems to teasidgparr conflict, illustrating how

closely academic and social pressures can be connected:

“People calling me names and that, and | couldn’t take Itwalked home ....
They kept calling me names cause | don’t know much ...”

In summary, it would appear that running away was a betalichoice made by
pupils to escape from difficult situations and used as arpl#éealternative to more
violent, antisocial options. It was chosen aslatem to problems of both a social

and an academic nature.

Withdrawal from school: school refusal and truancy

A further extension of these withdrawal or flight b@bars was of course total school
avoidance, refusal, or truancy. A number of reasongdiancy were revealed. Tom

was clear about his motives for not attending school:

“I thought | better not go into school, | might get kadliagain.”

Mike also explained why he did not want to go to school:

“l didn’t go to school cause | was scared to go intmeth

Michael also described fear as a motive for not diten
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“l didn’t go to school four times once, ‘cause | was $oared
to go to school.”

Another pupil explained:

“l didn’t go into mainstream school because of bullying.

For these pupils, anxiety and fear about being in schierd clearly a greater
motivational force than their concern for the prafgeor punishment that could result

from non-attendance.

Other pupils described truanting but their motives appearbd tite different.
Unlike those fleeing as individuals from threatening alanteraction or academic
pressures within school, others appeared to be motibagtdee potential rewards of
conforming to the actions of a ‘deviant’ peer group. haations, often termed
‘bunking’, involved missing school and indulging in othemates with peers, many of

which were antisocial and delinquent. Bobby explained:

“Good the first couple of months then got to know a cooplegeople, you
know, some of the bad ones, started skipping.”

George explained:
“Me and my friends used to bunk off school. We used tdayan [town] and

spend our dinner money down the arcade and stuff. Walkaro
McDonalds.”

Gerry offered further valuable insight into the mannexhich truanting may be a

learned behaviour, fuelled by peer pressure:

“l didn’t know much about bunking off. One of my mateseldrand | done
it with him ... | bunked off about three weeks in a row.

Dave had a similar story:

“He said do you wanna go to school. | said, no ndlyreaVe done it once,
then the second time about forty of us done it, andsthdten we got caught.”
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Both Gerry and Dave were boys finding the academic désnaftheir schooling

difficult and the factors that they perceived as causinglems for them, were related
to the academic expectations of the school. It weedin reasonable to propose that
both boys lacked self-esteem and reward from beindhimadc They appeared to seek
rewards, a sense of belonging or even a certain defjse#f oontrol by rejecting the
school and its goals, replacing them with those offeyeshembership of a deviant
pupil sub-group. The pupils themselves were not readilycaimalling to analyse the
motives for such behaviour to this extent, so thisctgsion is speculative based on the
researcher’s knowledge of the pupils. However, it tsdifbcult to understand a

pupil who misses school in favour of a day with frievdisen one considers the
relative personal gains and losses from each situat©ne only has to consider
Dave’s description of his typical behaviour in schoéle described messing around in

lessons:

“l didn’t get on with lessons. | messed around.”

His reason for messing around was:

“If | was stuck | couldn’t do it.”

Finally, he described the consequences for his actions:

“Sent me to the Headmaster’s office and | had to stamdhere all day.”

However, learning difficulties and lack of academic statiah or compensation for
attending school do not account for all truanting. Ahieir motive for truanting may
simply have been a desire to avoid schoolwork. Sucldance was described by
Ronnie and Julie, although these pupils appeared to havehadifferent sub-
motives. Ronnie appeared to find the curriculum and thés @d the school
meaningless and irrelevant to him (p193), and he wasdemtfthat he could leave

school and get a job regardless of school success:
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“I'll get out. [I'll start working. I'll earn £150 - £200.I'll have loads a nice
clothes. That's all I think about.”

Julie was a good example of a pupil not attending schotliog unable to deal with
the academic expectations and the subsequent humiliatfmmshment that she
feared would result. In contrast to Ronnie who appearede no value in school,

Julie did want to learn but could not meet the demandsdtacder. (p119).

All of the pupils mentioned in this Section throw valedight on the many varied yet
rational responses given by EBD pupils when asked to giteres for truancy.

Much research has been carried out on truancy and ebsent In the mid-1980’s
Reid (1985) was particularly interested in this issue and padirsseenues of research,
including pupils’ perceptions, which moved away from moaeitional beliefs that
truancy was a result of social background and class.reBgsarch revealed the
importance of schooling factors in particular, and ereged educators to seek
answers within the institutions. Other researchditempted to provide correlation
between truancy figures and factors both inside and owdsit®l. Pasternicki et al
(1993) made a more recent study of in school factors litck@dipils’ decisions not to
attend. One interesting result was that they foutwbie a solitary activity rather
than a result of group pressure, although those pupils whodtdduanted did report
having to resist group or peer pressure to do so. (p6). pUpiks in this present study
who described ‘bunking’, truanting or missing school werthlsolitary and in groups,
thus not supporting the results of Pasternicki et al. ety truancy is solitary or in a
group appears to depend largely on the source of the pupiéedism with school.
Whether the pupil is isolated from his or her peer grogmkypor identifies with a
group, combined with other factors linked to the pupilsugadystem and ability to
meet the academic expectations of the school, allrgrertant considerations.
However, each case is the individual's attempts towligala complex mixture of

fears, needs and values.
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Truancy or phobia?

When taking into account the pupils’ perspectives on thetives for not attending
school it becomes apparent that such behaviour isdeg oomplex than a simple
decision to miss school. One particular problem fofgasionals is to determine the
extent to which a pupil is simply choosing to not attgr@haps in order to achieve
some benefit from alternative actions, or consitéérsor herself unable to attend.
This also leads to issues of whether to punish or enigpathrlhis labelling problem is
well illustrated by the use of the word truant in certases and phobia in others. It
is interesting to consider the way these two wordsyahiferent connotations in terms
of the pupils’ difficulties and level of responsibilityrftheir behaviour. Truancy and
particularly ‘bunking’ implies that the pupil has controtlas electing to miss school
possibly without ‘good’ reason. It is perceived as @iatg’ action, where as phobia
is a term insinuating an illness allowing for a mopaathetic attitude to the pupil and
his or her ability to attend school. In Montgomg989) truancy is described as;
‘Wilful non-attendance at school often associated &ittial factors and alienation
from school.’ (p50) Phobia is described as follov&;hool phobia as the name
signifies has as its base an emotional problem t& sfeemotional iliness in which the
pupil cannot attend school for fear of distressing, amt eatastrophic emotional

reactions which he/she cannot control.” (p50).

One’s beliefs regarding such issues is possibly linkededteoretical stance one takes
in terms of behaviour. Clarizio (1992) suggests thaextent to which we believe
emotional disturbance to have played a part in a clilebsviour affects how we label
them. As previously described (p216), he debates and prapasesdifferent

attitude and education may be needed for socially maladjpsigls as opposed to the
seriously emotionally disturbed, a belief echoed byariil994). Section 5.3 dealt
with the way a label suggesting an emotional ilinesg;edogical or physiological

problem can be a useful escape route for professionads)tpand pupils alike.
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Analysis of the pupils’ comments regarding their avoidasfcer flight from school
through illness or psychosomatic symptoms, providesestieg insight into the extent

to which such behaviour does differ from truancy in teahloss of self control.

Five of the pupils interviewed described iliness as anse@ avoiding school. Their
comments reflect the rather confusing nature of gtgsical state and in particular the
extent to which they felt they actually controlle@ symptoms or were ‘really’ ill.

Gerry and Sarah both admitted to creating or using itineiss:

“l used to get up in the morning and say | don't feel.vell

‘I made myselfill.”

Roy was not so sure of the origins of his illnesheaaorning. He stated:

“I got mysteriously ill.”

He continued:

“I'd wake up in the morning. I'd think about school and féel ill. | was
sick, my stomach felt like it was a lead weight.”

Roy described his mother trying to get him to school:

“In the morning I'd try to go back to sleep. My mum usedirag me out of
bed, carry me down the stairs.”

He described the confusion of his mind and the feeliigsmic he experienced:

“| can’t really remember my feelings, they were jagumble, a mess. When |
got in a panic at the bus stop and phoned my mum, my misdhveamess.”

Wayne tried to explain his own subjective reality isfphysical state, as opposed to

how the rest of the world perceived it:

“You feel physically ill, but you're not in real lifelt was real to me.”
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The need to avoid school at certain times or to ocastain lessons was described by a
few pupils as was previously explained. (p115), although npuglls were able to
rationalise their fears or specify exactly what hagbered or created anxiety. For
Sarah the whole school in itself created the prolaledhshe defined the problem as a

phobia. (p203):

“It's the fact that it's a school that had that affen me.”

Although she had described some minor peer problems alydexhaer fear to include
the size and nature of the buildings, she remained uttatkdgionalise her behaviour.
Her relief came with psychiatric treatment whiclpasviously described in Section
5.3, was for her a label, which removed her respoigifail rational analysis, possibly

shifting the locus of control for her behaviour framternal to external. (p204).

Karen’s non-attendance at school had also resultegahipsric treatment and had
been generally accepted as a phobia, involving peeaatien. She herself had
further analysed her problems with attendance as egomo a fear of what may

happen to her even before anything actually did. (p136).

This Section certainly suggests that professionals glwanefully consider the motives
behind truancy or school refusal with a particular amess for how different labels
can strongly influence attitudes to different pupils and etgtions of them. This
labelling can significantly influence perceptions of tegree to which pupils have

control over their own behaviours.

Self harm

A serious form of behaviour and one that is somewlfiatudli to categorise involves
actual or threatening self harm. Four of the pupithenpresent study described this
as a behavioural response to their feelings. Susanlzkgsher response to anger:
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“I cut myself, when | got annoyed, when people annoyed nitegets all the
anger out of me ... | don't do it to anyone else, Itdo me when | get angry.”

Karen described her overdose, yet did not disclose cagtyplehy she did it:

“l took an overdose ... that was something personavémtell anyone why |
done that.”

Two other pupils, Sarah and Wayne, described threatemitigesto their families, but

did not describe in any depth why they had done so:
“l told my mum | had suicidal feelings.”

“l said I'd commit suicide. | wouldn't but | said | would.”

Connor (1994) comments on the work of Malcolm & Haddock (1988, stress the
importance of recognising withdrawal and self-injuriousawours. (p9). They
suggest that it may be girls who use such ‘under-reacteigviours, as opposed to
boys who ‘overreact’ when distressed, and that gind te be ignored because their
behaviours have less impact than acting out behaviolirs. certainly not possible to
extend this discussion based on the few comments taSgeapils in the present study.
However, if extreme actions such as self harm aamynway closely related to school
problems, and the pupils are resorting to such actionadkrof alternative outlets for
their feelings and emotions, then clearly educatior@kegsionals must look at the
opportunities that can be made available for such pupitote safely communicate

and find support for their difficulties.

Conclusion

The behaviours described in this Section are all regsoto the pressures and feelings
that these EBD pupils had experienced. If statemerds mathe same pupil are

traced back throughout the Section, it can be seethdddctors which they each
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personally perceived as being significant to them wared. The pressure
underlying their behaviours, the motives, the origins;eanot all identical, yet their
behaviours were similar, and categorisable to a cegtdent. What was common to
many however, appeared to be feelings of helplessnddsustration. They
expressed a perceived lack of legitimate acceptable anthaladvioural options with

which to deal with their situations and emotions.

Where support was lacking, their need in each case apgedredan escape from the
perceived problems or difficulties. It would seem thatré was no gain and no relief
perceived by the individual in trying to remain in theteyn. The promise of
academic or social reward was outweighed by the feaamger that had resulted
from a mixture of factors unique to that individual. Bome pupils an irrational fear
was perceived as having played a major role in thduilityato attend school. Yet for
many, social and academic based motives and justifisatv@re described. These
EBD pupils not only lacked sufficient positive reward ftteading school, but faced
instead, frightening and negative interaction with paatsteachers. Perhaps
Stevenson & Ellsworth (1991) have a valid point in desagibertain pupils as not
belonging; ‘A feeling of not belonging discourages the stuftem coming to school
and creates the additional problem of truancy.’ (p284)ot élonging’ would seem
to have a close association with ‘not gaining’ frositaation. It can have both
academic and social connotations for pupils in schodl,utimately may result in a

pupil's decision to stop attending.

To summarise, it would appear from the pupils’ perceptiosisttte withdrawal
behaviours displayed by them, were motivated in margsdag feelings of not
belonging and fear, both of which appear to be veretideked. Belonging and
having a group identity may be essential basic needsitbatot being met for these
pupils. Behaviour involving flight was perceived by pupdisaa attempt to deal with

these inner feelings and fears and not a mere desinetd the rigours of the school's
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academic expectations. Simon neatly presented nsonethese issues and closes
this Section by clearly illustrating the importanceneéring and respecting the pupils’

perspectives:

“There’s always a reason behind everything and I'msoo¢ if the school
really looks at all those reasons why it's happenifigey only hear one side of
the story and that’s it.”

6.1(i)) Fight

For the purpose of this Section fighting is used to deadiehavioural response that
may be aggressive, anti-social, disruptive or unacceptallee expectations of
society and specifically schools. Although the word ssiggen aggressive physical
action, in this Section it is also used to represehatiours with which the pupils
reject or fight the system with disruptive actionshe pupils’ perceptions of such
behaviours are presented and wherever possible theintevpretation of the
behaviour and their motives or rationale behind itgawen. As in the previous
Section on flight, the pupils’ ability to interpret arationalise their own behaviour
varied a great deal. Some were only able to makeesgscriptions of events and
their own actions, whilst others had developed insimittssituations and events, and
showed awareness of why something had happened and iliatiooal forces behind

actions, of their own and others.

The behaviours relevant to this Section have beegoased for presentation under
two sub-headings based on the degree of aggression asdadidt those behaviours.
Those that were physically or verbally aggressive hode that involved no actual

aggression yet were disruptive.
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Aggressive Behaviours

This Section is closely linked to Section 5.1(iv) ogigbinteraction in schools as
pupils’ accounts of aggressive behaviour frequently focussguiablems associated
with their peer group, including bullying. In addition, figigt is also discussed in this
Section, as it was a behaviour that was describedhighanumber of the pupils in the

present study.

The interview data suggests that one way of achievinggpaminance, and status
or to establish oneself comfortably and safely attdp of the unwritten hierarchy
within the peer group was through fighting. Although clpseked to bullying,
interpretation of the comments made by the pupils inntieeviews revealed that
fighting is not always synonymous with bullying. Oty six pupils interviewed in
the study, twenty described fighting as a behaviour ichvtiey had been involved,
and which had contributed to their difficulties. It Wwemsvever, a behaviour primarily
described by the boys, as none of the small numbgirleinterviewed revealed it as
relevant to their situation. Campbell et al (1997)rodteme interesting insights into
how gender relates to types of aggression used. Thepresearch is in line with
both this and other research which is more closddited to the behaviour of pupils in
schools, such as Mooney et al (1991) who found that nay®than girls fight. The
acceptance and commonality of fighting for boys, anglése as the norm in school

settings, was pointed out by Simon:

“Kids fight, boys fight, it's natural.”

Perhaps this is linked to the male need to be regardedigis and hard, as Boulton
(1993b) suggests, referring to several other studies. Hestsdgat fighting can be
an ‘...overt demonstration of these qualities.” (p235). B®Bwudlso refers to research
which reveals that ‘...children looked positively on peeh® use aggression to stand

up for themselves...” (p240). Such results illustrate thg elese similarities between
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bullying and fighting. If fighting enhances popularity thiemay achieve the same as
bullying, as Olweus (1994) states ‘...bullies do not reaclotidevel of popularity
that characterizes the victims.’ (p1180). Howevehgaaigh objective observation
may suggest that fighting and bullying are the same anewa&ckimilar goals, an
interpretation of the pupils’ statements regarding thamabiour suggests differences

in motive.

Sam described his behaviour and motives:

“Fighting makes you popular with all the others. Whéeat up R.B., |
started to get respect from all the fifth years.”

Sam does not describe repeated aggression towards one, peran obvious desire
to damage or hurt his victim. His action appears tedsentially concerned with his
own popularity and status in the eyes of his peers. e Bas another boy who offered
evidence that fighting may not be as malicious as hglyjust primarily concerned

with status:

“When | see other people having a fight, | get stuckke,dhowing off.”

Karl also described the role of fighting as a mearestablish himself within the pupil

hierarchy:

“l used to like fighting. 1 used to think | was reallgbi | wanted to be top
dog of the school which like | was at the time. Butanted to prove it.
Every time a new kid came in, if he looked pretty haddchallenge him and
smash him up. It was just a challenge. | did enjdyuit it’'s not a good thing
to do. It’s like a boxer with his title.”

Karl's behaviour does not seem to have the goal oingusbmeone else at a deep
emotional level but simply to prove supremacy of a phaysiature. It is debatable to
what extent such behaviour fits some of the curremitiehs of bullying, such as that
suggested by Francis & Jones (1994) (p135). Despite the aggnesiire of Karl's
behaviour, he does not appear to have a great interis response of the victim, or

a need to repeatedly, subtly or painfully destroy angibeson’s ego or emotions.

235



His own ego and success overrides those needs. Kawdtdakpand on his deeper
motives for needing to be ‘top dog’. Boulton (1993b) referthese hierarchies
within pupil cultures as ‘dominance hierarchies’ (241), areh8br & Woods (1984)
describe a ‘pecking order in the informal culture’ (p9)pwbils in school. Clearly the
aggressive behaviours that have been described withiBehktion have close
associations with the existence of these sociehttbies and boys particularly describe
bullying and fighting as behaviours used to establish staths the respected
hierarchy, and possibly to assert masculine identtigigon, 1996). There do
however appear to be subtle differences in the extenthich bullying and fighting
comprise a desire to distress and wound another. ldalhighly subjective
interpretation of the motives for aggressive behavmoaikes it difficult to assess
without consulting the individual concerned. One examptee problem
surrounding interpretation of pupils’ aggressive behaviotireigextent to which it is a
normal aspect of development and from which all paatieggaining from the activity.
There certainly seems to be a type of fighting, ofederred to as play fighting which
falls short of being aggressive. Boulton (1993c) suggestsrtbst fighting is clearly
playful or clearly aggressive but can transform from tenthe other. However, it
would seem that interpretation by observation alosernsewhat difficult. Simon
gave an interesting example of how his own subjeattexpretation of his school

behaviour differed from what others may have perceived:

“Sometimes | bully kids, although | don't look at it ashanfy. What | call
bullying is like when | was younger, my mum used to haveatpthe kids a
pound a week not to beat me up. That is a form of bgllyilf she didn’t pay
it I'd be riding along on my skateboard, I'd feel thisddaal bat on the back of
my head. They knocked me out cold. That’s what Ilbcdljing.”

However, the willingness and ability of the EBD pupilghis study to reflect on their
actions and give accounts of motives and reasons bit@ng should encourage
professionals to seek pupil perspective prior to passing judgemecertain

behaviours. This is particularly important if we ddes the number of pupils for
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whom aggression was perceived to be driven by feaGunsgor retaliation to
provocation. The significance of such behaviour éneékclusion of pupils from
mainstream schools, according to this research praectild also fuel our desire to
better understand it. In support of this statementisi(1994) three year study
shows that exclusions are going up, that four times ay bwys than girls are being
excluded, and nearly half of all exclusions are for &eolb physical offences against

peers.

Aggressive behaviours were described by the pupils in g#sept study as being
primarily within the peer group. Aggression aimed atsygem itself, including
teachers, was much more unusual. Dave was a boydwhitted to being aggressive

with peers and a teacher:

“I hit people. | pushed a teacher.”

Jeremy, Michael and Brian, who was a 14 year old btly iarning difficulties,
attending Southdown School as a result of disruptive and ssiggdbehaviours, also

all described incidents involving aggression against gxach
“l thumped the Head too.”

“| kept on being naughty, throwing stuff at the teachedsall that and one of
the teachers | threw a pair of scissors at her andhih her.”

“l used to chuck chairs at teachers.”
These boys all explained their actions as being atresfubistration in the classroom,
and all were boys with some learning difficulties. cMiel explained why he threw

chairs:

“Work was too hard for me, and people winding me up and takmd/lick.”

When he was asked why people ‘took the Mick’ he explained:

“I can’t write properly, | couldn’t spell properly.”
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Although this small number of boys described aggressivavieur against teachers as
their reaction to frustration in the classroom, @uld appear that more pupils avoided
this violent option, electing to adopt disruptive, acting type behaviours in those

situations. These behaviours will be discussed next.

Disruptive Behaviours

This Section is included under the category of fight asany ways the behaviours
described by pupils, intentionally or not, involve afecnwith the rules and
expectations of the school. In other words they apjoegepresent a fight with the
system. Some examples of the behaviours termed disruatve been described by
pupils in Chapter 5 as for many their perceptions of ijrefisant factors associated
with their behaviour were closely linked to behavicamd motives. This Section
attempts to develop the data and analysis from witsrptievious Section by
describing the pupils’ perception of behaviour in more teégaticularly in relation to

motives.

As previously explained, the degree of interpretationtt@pupils themselves were
able to reveal with regards to their own behavioud, tarir ability to assign motive to
that behaviour, did vary. Wherever possible the resu# presented in a way that
makes clear whose interpretation is being presentégy ¢fiat of the pupils
themselves or that of the researcher. One impootagervation is that some pupils
could give a reason or motive for behaviour but werenegessarily able to give any
detail regarding the way in which their behaviour acpualeviated or dealt with the
problem, or in other words what was gained by theioact That clearly required a
level of analysis and self-reflection that was redyefor them and it is left to the
researcher to assess from the results the posddtiemship between the behaviour

and the problem. In the previous Section on withdrawéight it was easier to
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interpret exactly what the behaviour was achievir@gjearly its goal was to put
distance between the pupil and the immediate problensruive behaviour is harder
to understand, leaving analysis to find the missing ¢liegat exactly links motive
and behaviour. As behaviours in this Section inclugudtive actions and rule
breaking or non-co-operation, perhaps they are furtber &fur own adult rationality,
and therefore more difficult for us to understand and ifyentih. Thus, the value of
seeking pupil perspectives is to enable us to gain a hetterstanding of EBD
pupils, without relying on observation alone. To iltagt the importance of this,
Miller (1994) reveals significant discrepancies betweertéachers’ understanding of
motives for behaviour of bright disruptive pupils in theghool, and the motives given

by the pupils themselves.

Firstly, it is important to describe the behaviourst timay be termed disruptive. A
term frequently used by the pupils to describe their bebhawas ‘mucking about’ or

‘messing about’. Larry described his attitude to school

“I'd go for a laugh, muck around.”

However Robin, a 16 year old boy at Southdown Schoollebbeen in a number of
previous special needs facilities, including a psychiawgpital, and who had
displayed a variety of disturbing behaviours, made a statiewhich revealed how
closely disruptive behaviours may be linked to aggresside.described his behaviour

in class:

“Throwing things around. Swearing at teachers.”

It was not difficult to get pupil accounts of what they lilone. Some of the boys in

the study offered the following descriptions of theirdsbur:
“In science | turned on a gas tap and put a match in @it

“Throw rubbers at people and annoy them.”
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“Mucking about dancing on tables.”
“| kept being naughty, throwing stuff at teachers anchall.t

“l used to get told off quite a lot for playing jokes and paying attention in
class.”

“l used to make noise, throw things about ...”

“l used to muck around in class a lot. | used to chuck rablitle bits of
rubber, flicking at people, on a ruler.”

There were also other types of behaviour which wetdermed ‘messing about’ but
involved rule breaking and lack of co-operation. Coopet €1994) use the word
‘oppositional’ to describe ‘deliberate repeated infringetnad classroom rules.’ (p95).
For the pupils in the present study these behavioursvewalot doing homework or

not wearing the appropriate uniform. Sandra describebdraviour:

“l used to go into school in jeans. | used to wear mpstuniform and my
trainers which you’re not supposed to do.”

Other pupils described further behaviours of an unacceptahkee, yet ones that
were not openly aggressive. Smoking was a particulavimlr that had created
friction between the pupil and the school. Andy, Gdrayry and Ronnie all raised this
as an issue for them whilst they had been in thestmasm setting:
“In them sort of schools you're not allowed to smokieused to go behind the
science block. Teachers used to come round quite adatadch us.”

“We were allowed out at lunchtime, teachers go for acfupa, we would go
behind the huts.”

“In the fourth year people started smoking in school...”

“l got suspended because | started smoking puff in the bogs.”

Dave actually commented that being allowed to smokieeirspecial school setting had
reduced his school problems. When asked about the ddésdetween mainstream

and special provision, he replied:
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“You can smoke.”

Other modes of behaviour which were not aggressiverttaganised teachers and
appeared to fall under the ‘disruptive’ umbrella were refuginwork, ignoring

teachers and destroying work. Larry explained his behav

“We were in it for a laugh. If we didn't like a lessave wouldn’t do it.”

Other pupils described similar actions, yet there were glifferent reasons behind
them such as not being able to do the work. (See &édutidii)). Sandra also

described destroying work:

“Well once | did my work and | screwed it up cause | didréinwit. She told
me off for not doing any work.”

Johnny was another low ability pupil who reacted imala way to Sandra:

“l just stopped doing my work, and when they told me | jostidn’t do it. |
just used to sit there and she’d tell me to get my niaibg out, I'd just sit
there. She’d grab me.”

Of the different disruptive behaviours described, ittisrsting to note that the boys in
the study were the ones to describe ‘mucking about’, anthagirls, although clearly
there were far fewer girls interviewed. This oba#ion agrees with the proposal
made by Measor & Woods (1984), that these behavioursrnate preserves’ (p116),

and that strategies used by girls are less disruptive arel‘imasible’.

Defining ‘disruptive’ behaviours has been attempted andedaout by a number of
other researchers and reports. The Elton Report (D&®a) acknowledged the fact
that disruption is not always in evidence as conspicuodisputable events, rather it
may be ‘a persistent low-level disruption’ (p67) whichuadly wears teachers down
and frustrates them. More recently, Miller (1994) aéfers to such behaviours

which may be perceived as trivial if taken in isolatiget their persistent use results in
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problems. The pupils in this study were certainly &bldescribe their overtly
‘disruptive’ actions but were not apparently so awarangfmore subtle behaviours
that they may have displayed which teachers would pedtagsfy as disruptive.
Their perception of behaviour as being disruptive appearbd limited to the more

overt or obvious actions.

Perhaps demanding behaviours should be considered diffex@nifyruptive
behaviours, although certain behaviours that could pgdsthtiassified as demanding
rather than disruptive rapidly become the latter whpeated frequently over time,
and in the context of a large class. This pointasienn Miller's (1994) study of
bright disruptive pupils’ and teachers’ perceptions of thefraviour. She found
teachers describing ‘mounting irritation’ to pupil actisueh as calling out, which had
‘a cumulative effect.” (p247). She also describes caotigtasking for help with no
patience or consideration for others in the clasgpropriately challenging the
teacher, or regularly commenting on the nature or qualitige class work and the
teacher’s ability, as disruptive behaviours in the efd¢be teachers. However, for
the pupils these actions were perceived as having véeyeif meanings.
Interestingly such behaviours, that could well contirug @ertain level in most
schools, were not described by the pupils in this studheimg significant although
they are clearly significant for teachers. Perhliapse behaviours develop over time
into the far more obvious disruption described by pupildleflidy the responses that
teachers have towards them. These responses raligitael if there was an
improved understanding of the pupils’ behaviours and the meagly disruptive
behaviours continue, evolve and escalate until exclismenmes the only answer. It
is clearly valuable to explore such behaviour frompingils’ perspective, with the
motives behind their behaviour containing valuablermtation for preventative school

and classroom management strategies.
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Having categorised and illustrated disruptive behavioursragiped by these pupils,

in terms of mucking about, rule breaking and lack of co-djerait is also possible to
do the same with the motives that they describedkingaheir motives independently
to their actions, motives can be placed in variouadimategories. Firstly, some of the
pupils did reveal a basic and possibly understandable neseditdise and have fun.

As Bobby stated:

“l just wanted a bit of fun at the time, just like nowgslaeally. If | wanted
fun I'd just go out and cause a bit of mischief.”

Ronnie also stressed the importance of fun in his life

“But | enjoyed myself, that’'s why | can’t really regmay life at all so far
because maybe | was a shit... and things did happen, Buiaory... | still
enjoyed myself, it was quite a laugh.”

The need for a social life, to interact and ‘have fuith other pupils, could be
considered a legitimate human need. As previously desdg¢rip213), Tattum (1984)
includes, ‘Everbody messes about- only having a lauglghaf his vocabularies of
motives for behaviour. He suggests that the behaigoat malicious, and is defined
as disruptive only within a strongly rule bound institutiorle also questions whether
schools give enough consideration to the amount ofdiuan to the social side of a
young person’s development. Barrett (1984) provides evidesroeher work with
pupils’ perceptions of school to support these criticisrihie found that the pupils
want laughs. One pupil described how they were expected i silence for the
whole day, ... and because you can't talk, you do talkyandion’t learn.” (p38).
Miller (1994) similarly found that the disruptive pupils shiemmiewed considered that

taking opportunities for socialising were ‘entirely re@edole and appropriate’. (p238).

Apart from a motive rooted in the simple human needteract with others and
laugh, the pupils revealed other motives for their ‘nmgsaround’, talking, joking and

laughing. The words boredom and frustration are frequaség by school pupils,
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whether EBD or not, when describing schooling expeeiencAndy ascribed the

following motive for some of his behaviour:

“l used to get bored with school.”

Clearly boredom is popularly perceived as a justified redtiv certain behaviours in
school. Yet it is a surprisingly poorly defined termparently covering many
different emotions, feelings and experiences. Samaglbe described as ‘boring’ by
even the most successful student, not only those disgldifficult behaviours.
However, it is clear that for some of the pupils mi&wred in this present study that
boredom or frustration resulted from difficulties withsdroom work. Either they
perceived themselves as having too little to do, beingmustimulated and unable to
do the work owing to inadequate teacher support, or simpljiagwo work,

claiming irrelevance of the material. These curaoulelated issues were discussed in
Section 5.1(ii). The pupils’ choice of behaviour in degalvith these feelings clearly
provided some relief or replacement with preferable emstalthough this seemed
difficult for them to analyse and articulate in intewi Bobby related his actions to

needing attention:

“It's when the work is really boring ... you wanna géention. You get
distracted especially when you're sitting there doing ingth

He also described his inability to remain focused orkwehen other peer group
related incidents distracted him, apparently offering sgreater gain than the work

itself:

“Sometimes | think ‘gotta get my head down’, then ansa®something
arises, like lan broke the leg of a chair, that'sjiist get up, my
concentration’s gone.”

Although the exact nature of what he gained from suchvi@lr was not given by
Bobby, it is possible to suggest that the social ietéra was offering more reward

than the completion of work. It is not clear whetBebby could do the work or not,
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he simply preferred the outcome of other activiti€3ther pupils such as Dave and
Johnny, as previously described, did have learning difesyland ascribed their
disruptive behaviour to a lack of support from teachddave was quite specific

about his motives for messing about:

“If | was stuck, | couldn’t do it.”

Johnny explained:

“l just wanted help and they just ignored me the teachéjast started
messing about.”

Not being able to ‘do’ the work seems to lead to boredomvoid which needs to be
filled. The pupils’ perception of not being able to de work is often inseparable
from a belief that teachers do not offer enough supgmdye them, or that the work
is inappropriate for their ability. Ken directly as&ted his behaviour with lack of

time and attention from staff:

“If they did help me, 1 still didn’t understand then I'd mexbout then. They
just went and I'd mess about.”

He supported the fact that his behaviour was closelyeelto the amount of support

he received from teachers, by adding later a commenit dbe special school setting:

“ ... smaller classes ... They don’t ignore you so nagim other schools, so
you don’t have so much opportunity to mess about as much.”

Defining what is actually achieved by messing about iresnanclear from the
statements. To fully understand it and interpret metatea somewhat deeper level
requires further speculation and analysis. Montgomery (1@88)ibes the desire to
relieve or replace unpleasant feelings of boredom otrétisn as seeking ‘cognitive
exhilaration.” (p38). She quotes Reid (1986), in saying tBatitement is probably

the greatest spur to misbehaviour in classrooms foualpupils. The more boring
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the lessons and the less involving they are, the fiketg the pupils will feel alienated

and need to seek other forms of excitement through disrup{p38).

Seeking such excitement may be perceived as relativepntmolled in certain pupils,

as Ken explained:

“But if one person plays up, then | think about joining ihdon’t know why it

iS. Some magnet just drags me into trouble, | justt ¢etp myself but to join

in.”
However, the curriculum and its inability to stimulatelaeward, is unlikely to
account alone for all disruptive behaviours. The pupégd for excitement and
stimulation is also closely linked to status and respébin the peer group which was
previously described in depth as a motive for fighting aygiessive behaviour. In
terms of the disruptive behaviours being discussed irsdasion, acceptance within
certain peer sub-cultures is perceived by some pupils @3 dehievable through
making others laugh, and making jokes. Behaviour thaké&tbe rules also appears
to give status to the perpetrator within certain pupil groapdaren has previously

explained. (p82).

Interestingly only John used the common expressiowslgooff’ as a reason for his
disruptive behaviour, although Karl also used the expressierplain his need to join
in fights, as described previously. Both suggest a negedognition from others as
a result of that behaviour. However, George reveateelen more honest self-

analysis of the reasons behind his behaviour:

“ ... if I was not happy ... | was trying to hide it &gting and everything like
that. They were acting the class fools and everiea them, so | thought if
| acted the class fool everyone will like me.”

Measor & Woods (1984) believe that joking is *...one of thiefcsurvival
mechanisms’ (p111). They suggest that there are ‘bidgdtus and control, in the

use of joking...” (p109). George, who had been bullied, céytappeared to have
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been attempting to escape negative feelings and survivedaoyning popular with
peers through joking. This is similar to the obseovetiof Miller (1994) who
describes pupils she interviewed as undertaking ‘...the rdigass clown” in order to
appear “normal’...’ (p241). The need to be perceived@snal is clearly closely
linked to the need to identify with the majority and st&nd out in isolation as an
individual or deviant, an experience that holds the ptieottrigger victimisation, as
described in Section 5.1(iv). Larry’s description af éxperiences on starting at a
new school following bullying problems at a previous sthilustrates how powerful
the behaviour of well established peer groups can bedbnduals who are anxious to

conform:

“At T. School when | first went there everyone vpgssing about so | thought
it's OK to piss about. It seemed like the normalghim do.”

Johnny described disruptive behaviour in the classroderins of peer pressure and

conforming to the norm:

“Because you used to get a ruler, put a piece of rubberapwl ifire it over. |
used to do that all the time. They got me to doTihey didn't make me do
it, but | felt | was being left out. So | done it.”

Other rule breaking behaviours, such as stealing, smokidgnking also appear to be
attempts to gain acceptance from peers, and to magdl&iaesteem under peer
pressure. Tom described drinking alcohol in school @sopargroup who

encouraged him to do so:

“| thought I'd try it, everyone thinks I'm a weed andighought I'd try it.”

Smoking has been described earlier in this Sectiorrale &reaking activity for many
EBD pupils. Michell & Fidler (1993), studied the social sigiaifice of smoking to
boys in an EBD residential school, and found not oriligh percentage of smokers
(93%) but also that smoking helped define these boys asught@ggressive anti-

establishment.’ (p58).

247



The need to retain or gain self-esteem did not appeavdtve only the peer groups
and their values or opinions. There appeared to bedafoerecognition and respect
from teachers and the school system itself, anchimaber of cases this was perceived
as missing in mainstream schools. Larry describedh® behaviour reflected his
frustration at not being involved in choices or coreibn decisions in school. He
described a dislike of the formal procedures of the s¢lsach as sitting in

alphabetical order, and being told what to do:

“He thought he could say ‘you do this’ and we’d do it likbats ... He
doesn't realise that you are people.”

He continued:

“They try to manipulate ya, ... try to intimidate ya.

Larry appeared to describe a feeling of losing contrethool, reflecting a lack of
status and respect for pupils. This perceived removakgbupils’ autonomy may be
reflected in their behavioural attempts to regainliarry’s subsequent descriptions of
his behaviour illustrate how these attempts can sioelgte further loss of respect in

the eyes of teachers and tighter discipline. He desthis relationship with staff as:

“It was like a constant fight.”

He continued:

“It's just when they say you have to work. It felde you're being bossed
about, then you start doing the opposite to what they $apecomes a habit
really.”

Doing the opposite to what you're told, in Larry’'s casemed to be a misguided
attempt to regain some control over his own actiobfortunately such disruptive
behaviour usually achieves quite the opposite. Suck isate when certain

behaviours are misinterpreted by teachers. Thisaoeyr when pupils attempt to
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gain attention or respect from school staff. Mi{&994) describes the way disruptive
behaviours such as calling out answers are explainedgby bisruptive pupils as
being simply ways of letting the teacher know that tkiegw the answers. They did
not seem to be aware of the disruptive nature of #utions. The teachers
themselves however described it as ‘showing off’ wst'peing clever.’ (p246).
Misinterpretation of behaviour and motive is not sdnmgf only teachers alone are
guilty of. Some of the pupils themselves gave example®tves for behaviour
based on very subjective interpretation of teachet®@s. For low ability pupils,
being corrected or helped by a teacher could create aesaggr response, as Brian

described:

“Teachers got on my nerves. If | did something wraomgj they told me to do
it right or something, so | just got annoyed with themd started taking it out
on them.”

It would seem that such teacher interaction could resalt undermining of the
pupils’ self-esteem and status. Clearly this shouldadhe teacher’s intention but

the perspective of the pupil is what dictates his bebavio

As was raised in both Sections 5.1(ii) and 5.1(iv), d&fsation with their
relationships with the adults in the school, and a ¢dajpportunity to be seen as
equals, was also considered an important issue for sonis @ugithis frustration
appears to lie behind certain behaviours. The wikksgrof teachers to relax
traditional roles and build adult type relationships with lIsugan it seems make some
difference to a pupil’'s attitude and behaviour. Howeveemains debatable the
extent to which lower ability pupils can benefit frolnis more informal teacher role or
are frustrated by this issue, as it was the brightergbpth in the present and other

studies who raised it as being important to them.
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Another motive for disruptive behaviour raised by one pwak an attempt to alter
one’s reality, and lose negative or difficult feeling$his was put forward by Roy who

described ‘mucking around’ as a way to escape and to fosgptdblems:

“I muck about to forget things.”

Measor & Woods (1984) may help understand exactly how suavioerr helps a
pupil when they suggest that mucking about is the pupil's atténgisrupt the
official reality and redefine situations.’” (p113). lctfahis idea may usefully help
explain a great deal of the pupils’ behaviour presenteuadrSection, offering an
answer to ‘how’ the behaviour itself actually takeseaaf the problem. However,

only Roy as quoted above raised this point specifically.

There may however, be much simpler and obvious mathagsshould not be
overlooked in a search for an understanding of the nmmplex side of disruptive
behaviour. For example the use of a school’s diseipiiocedures to achieve a goal
was raised by Danny (p83), who was honest and ratiboalk dis behaviour,
describing how by not doing detentions he achieved hisogde&ing thrown out of

school.

Similarly Dave’s motive for the start of his bad &eilour in the last year of Middle

School, was his fear of moving into a new school:

“l didn’t want to go up. When | first heard about itrfrany mates a little
older than me, | didn’t wanna go there.”

These boys’ clear and direct motives for certain Yaelas demonstrate how
behaviour can be used to achieve very specific golats. Dave, disruptive behaviour
was perceived as a way to prevent a move to anotheolsand for Danny, it

appeared to be a way to achieve exclusion from a sehiaation that he perceived as
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offering little chance of success or reward, and ihviaas often humiliating and

frustrating.

Danny’s attempt to manipulate the system and be difficemoved from the school
may represent the desire of a small number of otherspuyhich was an opportunity
to ‘start again’ and be moved to a different schoWhether suffering pressure from
peers of a social nature, such as bullying, or whettgegrencing conflict with their
schools’ and teachers’ expectations, the need to eacapegain a new identity in
another place was perceived by some pupils as theiaaslyer. (Section 5.1(iv)).
This desire to make a new start appeared to result fierfatt that some of the pupils
perceived themselves to have been labelled withimgtiution. Expectations of
them and their behaviour, had become fixed in certaysyand were driving or
controlling their behaviour and interfering with chang&hese ideas are well
documented as labelling theories and recent researdohtisued to reveal them as
important when considering the behaviour of EBD pupitchools. The importance
of these theories, from the perspective of the pup#sviewed in this present study, is

discussed in the following Section.

Conclusion

This Section has attempted to present the pupils’ perospbictheir behaviours that
have been categorised broadly as ‘fight’. They incluggtessive and disruptive
behaviours and could be associated with a variety afe®t As in the previous
Section on “flight’, factors that the pupils associatetth their behaviours varied
depending on the individual. Although their behaviours v8eraewhat similar and
categorisable and their choices clearly limited, tiberaction of factors influencing

their behaviours were closely linked to the pupil's owiqua individual needs.
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In contrast to the previous Section in which withdrielveadl been selected by the
pupils, in this Section pupils described their choicegdtipabehaviours within the
school system to achieve their goals. These godmdever remain ones of survival
and self-preservation as are revealed by their statsmeUnderstanding the motives
behind such behaviours may prove essential if schantsteachers’ responses to such

students are to be both appropriate and effective wilh gils.

6.2 Labelling and Evolution of Behaviour

As an introduction to this Section it is of value tmsider some significant pupil
statements. Andy gave an interesting and valuable peikegen how he had begun

to feel within the mainstream school prior to attegdihe Oakwood Centre:

“I knew I'd bodge it all up ... | thought that the slightésng | did wrong I'd
have to go up to the head of year’s office and be chudkesti@ight way.”

He perceived his only escape to be a new chance:

“I'd wanted to leave and go to a different school.”

Harris (1994) discovered that students, particularly in bogets, had ‘...internalised
negative messages from peers and teachers,” (p65), dredpneisent research Dave

gave a good example of this:

“They used to tell me | was thick so | thought | waskh

He proudly explained how his move to a special schoosinas proved this ‘label’ to

be wrong:

“My old school told me | was behind, | was stupid andgsilike that. | came
here and I'm on G4 [Maths]. My cousin who'’s olderg’ston G4.”
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Alan felt that his reputation within the school haduleed in the teachers turning to

him whenever bad behaviour or a problem occurred:

“As soon as something went wrong he’d come to me"firs

Scherer et al (1990) also comment on this from themr @gearch and state ‘...pupils
considered to be deviant will be regarded with suspicidrtiagir behaviour closely

monitored.” (p110). Larry added to this argument:

“We wouldn’t be doing anything and they'd pick on us anywawe’d think
we’ll do our work today and we’d say ‘where’s our work?iddhey'd say

‘you won't do any anyway’'.

It would seem that the reputation that Larry and heniéts had developed resulted in
teachers’ expectations being very low and perhaps eatwttitude had also
developed in teachers, which could interfere with seratesnpts by pupils to lose or

change their disruptive behaviour.

It is possible that one result of a pupil being labelledeviant, is that they may decide
to live up to their reputation. This was supported byyaho explained his reaction

to what the teachers at his school had said to him:

“They'd say things like, ‘you’re not worth the time! that's when | started to
get suspended etc, or I'd bunk off just to avoid the hassle.”

Larry supports Scherer et al (1990) who suggest that ‘ladpetiny produce a self
fulfilling prophecy.’ (p11). They continue by saying; ‘Aild who is aware that the
‘deviant’ label has been applied may behave especiallimorder to have the label

removed, or may accept the label and behave accordifujly.)

Karen considered the discipline procedures in schooleasing reputations for

disruptive pupils, which then escalated their behaviour:

“It gives people a reputation, and they're gonna do it evere, or maybe
they think, well if that’s the way they think I'm goaact, | will.”
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As previously explained in Section 5.1(iv), some pupils pezdethe only way

forward to be a new start, perhaps a new school, ialipthem to leave a certain
reputation with peers or with the school behind theim.Cooper’s (1989) work on
EBD pupils and residential schooling the word ‘significatis used to describe the
way an individual's identity becomes fixed in the eyketbers. He suggests that one
of the roles of the EBD residential school is taep#in opportunity for ‘re-
signification’, that is changing the old, often negatdentity in the case of EBD
pupils, to a new positive one. In Cooper’s study, abdarcase of some of the pupils
interviewed in this present study, the special schdthgevas perceived by the pupils
as offering a welcome opportunity for re-significatioitheir reputation, as fixed in
the eyes and minds of teachers and peers as disruptivessiggy bully, victim etc.,
would be left behind when they moved to a new schomdirge it was the pupils’
perception that nobody would know them in that new enuient. (See p149). Their
behaviour would not then be dictated or influenced by é¢afien. Bobby appeared
to illustrate this point when he described how hepfetiple responded to him in the

mainstream setting:

“At my old school, once people get to know you, the way seally are, they
don’t wanna know you really.”

Alan described one of the differences in the spedtihgecompared to mainstream as

being in the way teachers treated the pupils:

“Everyone being treated equal. The teacher not hdaimyrites.”

Karen also tried to convey her positive feelings abbeitspecial school and what
made it different, but interestingly she perceived thatfamiliarity with her problems
and difficulties in that setting was in fact importaot a hindrance to her progress.

This may be in contrast to other pupils who wante@s$e reputations:
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“Everyone knows you, everyone knows that this is yoablem ... they know
that you've got a problem, they’re not gonna hasslebyogiving you more.
| think it’s just a bit more thoughtful.”

Interestingly, there are those pupils who did not acd¢eptoncept of re-signification
as being achievable by moving from one mainstreamad¢h another. Alan did not

find any support following his move:

“I went there with a reputation.”

He then continued with his experiences of the newdacho

“Everybody knew me, like all the prefects ... I'll twgp of the list. When |
went there | was top of the list to get expelled] didn'’t like it but | was
stuck with it.”

These comments support the findings of Gersch & Nolan (1Bd)published the
results of interviews with a small number of excluded gupiiThey sometimes felt
that the teacher took an immediate dislike to them lagwal interpreted everything they
did negatively. This happened particularly when the pugslgang into his/her

second or third school and thus arrived with an “excludsgatl.’ (p39).

These problems refer to mainstream transfer, yet tra@sfer to a special school must
be carefully questioned with regards to truly enablingpti@l to lose his or her
previously established label. In fact the actual prece itself clearly establishes the
label of EBD and makes it official. Just as the falrstructure of the mainstream
school plays its part in labelling in the form of simeng and grouping, so a special
school placement could be considered as being at themexend of a spectrum of
labelling measures providing negative identities for aegapils. It may also be
significant that if the placement is made with theolmgment of ‘experts’, often
including medical personnel, then the impact of the labehe pupil may be even

more powerful.
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A number of pupils commented on the stigma attacheding pé&aced in a special

school. Julie stated:

“You go to a special school, you must be thick.”

Gerry had been moved into a special school when hatasior School. At that
stage he had severe learning difficulties but had soonageeebehaviour problems
too. His comments during the interview suggested thaatdeen confused and
upset by the decision to move him into special educatide. had until that time been
with his twin brother in school and described howeieldsing the support that his
brother gave him, both socially and academically. (3632). He also described the

stigma and embarrassment he felt at attending a speb@bl:

“l used to hate that school so much ... We used to §#teobus right outside
R. School, and everyone used to know me there and sevambarrassing.”

For Gerry the placement created a stigma and a fedlinglation that did not appear
to alleviate any previously established feelings ad@tpacy, or of being different.

He stated:

“I do feel left out ... They seem to get all the fuacéuse it's a bigger school,
there’s more of them.”

The social disadvantage of the special setting wasetsmgnised by Sarah and Roy.
Sarah travelled daily to The Oakwood Centre from henéhand felt distanced from

her local community:

“There’s no friends nearby to come around.”

Roy felt that the small size of The Oakwood Centritdid his social opportunities

with friends:

“l miss out on friends.”
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Susan also described how she perceived her placememt &akwood Centre to

have affected the attitudes and behaviour of othersrtt®aeer:

“Cause it's a special school and it's different. Ttiagk there’s something
wrong with you, then they start feeling wary and thenteasing starts.”

As Cooper (1989) suggests, it seems that a special schoeinglat can alleviate
many of the difficulties that these pupils experienceal mmainstream setting.
However, The Oakwood Centre and Southdown School wenesidential schools
and therefore perhaps lack the same opportunities fquiteeand ‘re-signification’
that Cooper’s and other ethnographic studies descritevertteless, these
opportunities should continue to be researched throughedetdiservation and
should attempt to reveal the processes, often of sesuddtlire, which contribute to
making the special school ‘special’ for these pupils, @sttin making a successful

placement (Cooper 1993b).

In contrast, the special school placement may alge tree potential to contribute
significantly to the labelling process, contributinghe pupils’ already negative
perception of him or herself. There certainly &@se who maintain that special
school provision has more to do with the goals of edusain removing disruptive
elements and gaining ‘homogeneity’ of pupil groups, rathem dctually meeting the
needs of children. (Conner, 1994 p8). The statements logatie pupils in the
present study could support both arguments. They certairffelosome support to
those theorists who believe that labelling can plpgrd in maintaining certain pupil
behaviour. Scherer et al (1990) describe two conceptshéy believe are
represented by labelling theory. One is ‘mirrorimginhich ‘people tend to accept as
part of their self-image a view of them which is preed by powerful others.” (p12).

Alan’s comment appears to offer some support to thsyhe

“The only thing | was good at was running ... Then theagl | wasn’'t any good
at that so | stopped that.”
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The second concept is ‘cognitive consistency’, wheeepgrson interprets ‘future
behaviour ... in line with an original view’ (p11) of thagrson. Clearly teachers may
be those powerful others, and may interpret pupil behabased on their previous
knowledge or perception of a pupil. Johns (1996) similatndiothat the excluded
pupils that she interviewed were aware of reputationsdaegied. George described
his experiences after moving to a new school, wheemsto reinforce this second

concept:

“Mr. S. the Deputy Head, if there were any fights oatever at school, he

always used to blame me and my friends ... It’s lieedrea we come from is
really rough. My mate, my friends, none of us like aagbod report from
before.”

Like George, Alan was also aware of the reputatiorgae Imterestingly he linked his
social life out of school to the way he was treateschool. Coming from a rough

area of council housing, he stated:

“I've got a name around the streets.”

The significance of these comments is reflectedarfaht that a whole theory of
behaviour has developed which explains deviance in teftabelling. Labelling
theorists, often referred to more generally as icteraists, have questioned the extent
to which deviance can be defined by the act alondpwitconsideration of context.
Fontana (1985) brings such theory into the classroorabipg that ... problem
behaviour is only problem behaviour because it appears the teacher.” (p359). He
continues by saying; ‘And since teachers are all iddafs, what may appear to be a
problem to one teacher may not appear so to ano{p869). Thus, a deviant act is
only deviant in a specific context, where the ruled éxpectations of that context,
possibly even of a whole society, define it as suéls. Fontana (1985) suggests;

‘...problem behaviour...is in a sense in the eye of theleh.’ (p360).

258



As a theory, labelling was originally developed in the 19&¥ Kitsuse (1962) and
Becker (1963) and has been adapted and developed since, putisgtaer
importance of contextual consideration for behaviouar tae fact that its interpretation
is largely subjective. The theory has also been esehsively to explain the
evolutionary nature of EBD behaviour. In fact Scheteal (1990) propose that
labelling theories can account for the developmenedaa behaviour patterns more

readily than they can account for their origins.

Hargreaves et al (1975) describe one illustration of dineept of labelling theory, that
is Lemert’s (1967) theory of ‘secondary deviance’. Theory considers that the
social reaction to a deviant act creates a new profdethe person committing the
act, which he or she attempts to resolve by furtlresecondary, deviant acts.
Importantly, motives change. The secondary act doekave the same motives as
the first act, it is more an attempt to find a solutio the problem created by the social
reaction to the first act. This social reactioayrbe punishment, stigma, isolation,
creating feelings of embarrassment, anger or fearch gelings demand a behavioural
response from most people to restore some balanedf-oespect. In the case of
EBD pupils such responses are often limited and inappropriateCharlton & David
(1993) state, this creates ‘...a circular chain of incnegysnegative interaction’

(p115) which neither teacher or pupils can readily escaffee circular nature of these
interactional patterns is also described by Cooper (1989) @rcle of negativity.’

(p47). He suggests that the chains of causation fovioeinaare complex and ‘create
difficulties for those who attempt to understand and cofetive outcomes of the
chain.’ (p47). As Charlton & DavifLl993) say, it is difficult to know where to try to

punctuate the circle.

The circular nature of these behaviours and the fritrag¢sulting from them, were

recognised and described by Larry who stated:

“It's a vicious circle really.”

259



A pupil such as Larry appeared to be trapped within a negatired of evolving
behaviour, from which he had neither the skills, knolgks or opportunity to escape.
He described how he was given detentions for his betmain school. He then
missed school to avoid them, was given further detentioiil the number of
detentions he had to do increased so much that he stoppgda@school. Of course
the beginning of, or the trigger to, the chain of behaé¢ may have been long lost
amidst the escalating secondary behaviours. Yetutdwseem that to identify this
trigger early on could prevent problems evolving, andasetiore a very important

issue.

As we have seen by analysing pupils’ reasons for betigvihere are many complex
and deep-rooted motivational forces behind certainrtiolt is short sighted to
ignore these motives given by pupils in favour of simpilidg with the impact on
social harmony that these behaviours may have. edery Chapter 5 which outlined
factors, shows how difficult it is for the pupils thetass, or outside observers, to
identify just one factor which had precipitated or triggettee pupils’ problem
behaviours. Charlton & David (1993) agree ‘...it is diffieufinot impossible- to
isolate asinglefactor which was the sole causeatifthe problem behaviours. While
it may be possible to point to one particular factoictvitiriggered the problem

initially, others were certainly contributory.’ (p22).

However, George did have a clear perception of the tiiggéctor for his problems,
and gave a valuable case study illustration of how oggeting factor may initiate a
chain reaction of ‘deviant’ behaviours, each attengptinalleviate problems created
by the school or social response to the previousractibhe trigger was his surname
as previously described, (p142), which had a negative smeciabtation, leaving him

vulnerable to ridicule:

“Half the kids at school didn’t like me much ... "
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He had not perceived problems associated with his namgaunger age:

“I don’t think anyone really bothered at Middle Schoadlhey just thought a
name’s a name sort of thing.”

“When younger, too young to know what the word meant...”

This point interestingly illustrates the way in whidrtain factors that may trigger
difficulties for a child in school, particularly of agal nature, may only begin to take
effect when the social values and expectations gb¢lee group have established
themselves, possibly a point demanding further reseaiidte norms established by
our society, in terms of appearance, mannerisms,edadtc, as described in Section
5.1(iv), may become more powerful as pupils get older. n&/ayed to explain this
idea in relation to his experiences of bullying, whiehfelt had escalated as he got

older:

“It was like Middle School when it started to hit, caps®ple like didn’t
understand, you know when you're young you don'’t really dgibgll people
don’'t know what it is. But when you start to hit Middehool, you start
getting attitudes, that’s when it starts.”

He explained:

“| was getting older, and as | got older, | understood W&t were saying.
Before I didn’'t know what the hell they were talking aba. they didn’t know
what the hell they were talking about, but then theytigiogs that they knew
would hurt me, about my parents, definitely about my parént

Interestingly these perceptions of Wayne’s do not sugpenivork of Smith & Levan
(1995) whose research with younger children on bullying, stggdry other major
studies in bullying, suggest that being bullied appears t@jneeming more frequently
to pupils of a younger age. They suggest that when youhtgnea are asked about
being bullied they may use a broader definition than altlddren. This does not
agree with the comments made by Wayne and George,wggested that at that age
there is a lower awareness of the social norms avidray that so often trigger

bullying incidents.
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George’s case story continues with his transferdecandary school. Clearly
someone had become aware of the problems he would ¢ecoumad been

encountering owing to his last name:

“Got my name changed just before | went there.”

However, it appears that a reputation had already béglisised and there were

other pupils from the Middle School also transferringhi® new school:

“Cause | knew some other children ... and they toldyewer in my class about
what my name was and things like that, and it justesfdrom there.”

George was teased about his name and his subsequenbbeheflected his attempts
to deal with this problem. His descriptions of attesriptbecome part of a popular
peer group, and to join the bullies rather than be vietid) have been documented in

previous Sections, particularly 5.1(iv).

George described numerous attempts to belong, be likedo g@ndtect himself from
what Cooper (1989) calls ‘the ultimate social failuresofation.’ (p53). However, in
the eyes of teachers, George was simply and cledi§raptive and difficult pupil.

His attempts in school to alleviate his social difies were generally unacceptable to
the school, resulting in the evolution of punishment @eténtion. All his attempts to
avoid bullying and isolation appeared to escalate comilitt the school itself, and he

recalled the peer problems also increasing:

“It just got worse and worse. Got to the stage wherén't wanna go to
school.”

“l used to ignore them half the time, then it used tougeler my skin and

really annoy me. Then | never used to go to schddiey'd take the Mickey
out of what my name used to be.”

George’s case lllustrates well the evolution of an EBPIl's school career and clearly

shows how a triggering factor can result in a chawvelf motivated, rational
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behaviours, which themselves then become the problétier pupils’ behaviour
could equally well be analysed and a similar pattern oluéen may be revealed.
Interestingly, triggering factors that were child cedtweere not always apparent to the

pupils themselves. Wayne was unable to locate a Ens@ason for severe bullying:

“I don’t know why they started bullying me, they just did.”

It appeared to be easier for those pupils of low alailitwith learning difficulties to

describe their triggers for secondary deviant behaviol&hael explained:

“| threw chairs, the work was too hard for me, and pee@phding me up and
taking the Mickey ... | can’'t write properly, | couldnjpedl properly.”

The initial trigger or ‘deviancy’ could be of many fornesther social or academic. As
Cooper (1989) suggests, even ‘an assertion of individughbi  may be considered
as deviance. Yet the pupil's initial deviation from tieem becomes insignificant in
relation to the school's response to the behavicatrgbpil adopts in dealing with his
or her initial problem. In other words it is thecendary deviance that becomes the

issue for schools in many EBD cases.

Conclusion

This Section has endeavoured to present significant pupinents pertaining to the
importance of labelling and the responses of schodlsttiain behaviours in the
evolution of their difficulties. Labelling is a broadncept referring not only to
teachers’ own specific attitudes and responses to pupidauthe statementing
procedure and the placement of pupils in special schadidy by increasing the
awareness of schools to the impact of labelling, eaiding teachers to be more aware
of the way in which their responses to problem behawan in fact reinforce such

behaviours or create secondary problems (Fontana, 128bgffective help be
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provided to help EBD pupils in the mainstream setting.e Wilingness and desire of
the schools and teachers to understand their pupils, parycthose displaying anti-
social behaviours, is crucial to their success witlh gupils. The following Section

uses pupils’ perceptions to describe their need for such dugmbunderstanding.

6.3 Support and Understanding

From the work so far presented in Chapter 6 it has be@pparent that professionals
must be willing to seek out, accept and understand the esdighind pupil behaviour.
Unless they are prepared to do so, there is a dangehdéyawill continue to deal with
the chain of behaviours that often exist for EBD pypitshe wrong point and in the
wrong way, with little empathy for the reality of timelividual. Miller (1994) openly
states from her research with teachers and brighdisutptive pupils (BBD), ‘...that
none of the teachers seems to understand the motidegtéudes of BBD pupils.’
(p245). Bird et al (1981) found similar discrepancies betwesrhers’ and disruptive
pupils’ perceptions of certain behaviours, and in partidhlammotives behind them.
(See Section 1.4). It is very difficult to accept ttestchers and other professionals
can successfully work with EBD pupils when they do not wstded the behaviour
involved from the perspective of the pupils themselv@fere appears to be much
that can be done to prevent certain behaviours ocgurievolving and escalating in
the ways described in the previous Section. Howéwethis to happen,
professionals in education must be prepared to explore enthasiastically the
motives for behaviour, and in particular the role @oselary deviant behaviours
resulting from conflict with the school itself. Sualtonflict can dangerously

overshadow the underlying difficulties that the pupil is expeing.

The results of this study produced strong evidence from &ewaof pupils that they

themselves would certainly be willing participants iy attempts to communicate
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about their behaviours, feelings and difficulties. Medagcribed attempts they had
made to seek support and talk to someone about their pophgnto, or during the
evolution of their behaviours that resulted in an EB&x@iment. The data revealed
that these pupils had in many cases not stepped diraxtlyafiproblem into a deviant
action. Legitimate attempts to survive and to ‘sotte’ problems in an acceptable
way were described as preceding more deviant withdrag@essive or disruptive

actions.

As was described in Section 5.1(ii), a small number ofipdpscribed their attempts
to seek support from teachers or other school staffanmal ways. Whether this
informal support is chosen in preference to more fonoahselling support structures
within the school is difficult to assess. The puglely talked of any provision of
formal support in the mainstream school so it is quitsibte that none existed,
forcing them to seek a more informal relationshipuse® found the school nurse a

helpful support:

“The school nurse, she would always see me and tatletd

Johnny found his only ally in the form of the scheetretary:

“There was a school secretary. | used to be rgatid friends with her and
when | used to get into trouble, sent out of class, gy#tte the secretary’s
office, | used to help her undo the boxes and that.”

Wayne managed to find a relationship with one of thelters, whom he felt

comfortable talking to:

“l went to Mrs. E., who was one person | could alwas to.”

Pupils seeking support expressed quite simple needs. Sorodalletd, or someone

who had the time or took the time to listen. Chuds a slow learner and he described
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his frustrating mainstream experiences, which firaulted in him becoming a school

refuser:
“ ... if you get too much pressure on you, you think | cdo’

this. I've told the teacher loads of times. Whgslbe not
listen to me?”

Julie described her frustration at trying to talk to heas about her academic problems

in class, yet felt that it made no difference to sirration:

“People didn't listen to me. They didn't listen to whavas saying. When |
was saying it was too hard they were just ignoring méat’s what it felt like

anyway.”

She stressed the importance to her of finding someboenguld listen:

“All of the teachers, none of them really listeried.

Julie was also frustrated by promises of support thatr meaterialised:

“The headmaster was supposed to be sending me to andibet for a few
days a week to help, but that never went through.”

“They said they'd give me less homework but it seemdgktthe same.”

She continued by explaining how her problem began tdadecavith her getting into

trouble for not completing work and also feeling stupid:

“... they didn’'t explain nothing to ya. Then you haddke it in the next
couple of days. If it wasn't done then you used to dettimouble.”

“| felt stupid cause | couldn’t do the work.”

Julie, finally became a school refuser:

“I fell behind on all my work, so | stopped going to sahib
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Previous Sections have revealed how pupils perceivedzehefsschools and classes
and the number of teachers and their wilingness orgperhbility to take on a caring
role, as factors all of which limited the availdlilof the support they perceived
themselves to need. Stevenson & Ellsworth (1991) foleidstchool drop outs,
particularly from working class families, perceived therde a clear lack of support
or assistance ‘(...either informally from teachers adnhinistrators, or more formally
from programmes and services) for dealing with persanatademic problems.’
(p284). Interestingly their results reflect the way pupit more middle class
backgrounds who fail at school are reluctant to blamesystem for their failure,
resorting to self blame. Stevenson & Ellsworth ps@pthat these differences result
from the differing value systems of working class peogie are less willing to accept
social value and norms than middle class people, anthaertore willing to criticise

systems such as education.

Some of the pupils in the present study were undoubtedly unkaghpthe level of

support they had received. When suffering peer problemssnSstated:

“I couldn’t go and tell the teachers, ‘cause they dda’anything.”

Sarah criticised the teachers’ lack of willingnesadopt more informal relationships

with pupils from which the pupils could gain support and undeigign

“Most teachers tend to alienate you, treat you asufre there to learn and
not as anything else. Teachers are not humanntagye out of school but
not in school.”

Finally Wayne criticised teachers’ time management:

“Always something else to do.... you can never ged bbthem.”

Some of the pupils in the study perceived peer support agghasen important in

certain situations, for maintaining them in the maeemn setting. Where adult
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support had failed or was perceived as unavailable pupitedtiheir peers instead.
One particular example of peer support was described ioB8&ct (iii), in which the
curriculum as a factor contributing to pupils’ difficultieasvdiscussed, and pupil
strategies for dealing with such problems were descrildeat. pupils unable to cope
with the academic pressures of the school systempbens were often perceived as a
valuable resource. Using peers for support may hawer eitiived the problem of
inadequate contact time with the teacher, or may dsgeised weaknesses and
prevented humiliation or vulnerability. For pupils sushlalie and Sandra their peer
support was an essential mode of survival, within aayshat is driven by

competition and success, and in which failure or thetéaimee of weakness is difficult

and possibly risks social judgement from peers. Sangtaired:
“It depends who'’s actually in the classroom. Theagjirl the same age as
me, having the same difficulties as me, so we useq &ntt help each other.
If we were having any difficulties we’d tell the teacheBut she never used to

be in my class all the time, | used to have all tlzénly ones... | didn’'t wanna
say nothing.”

Julie explained how her problems in school had not beielent in her early schooling,

when she always had friends to support her:

“Cause | used to have help then. Always someonemeth

She described the support she received:
“It's nice when your friends explain it to ya.”

“If I couldn’t do it they used to help me, or I'd sit acolpy the work.”

It seems that for pupils like Julie and Sandra, acadeamigifgy and progress may have
been less important than simply surviving. The consemseof not completing work
or of revealing problems were perceived as more ohaera than the possibility of

failure to succeed academically.
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However, the nature of the secondary school teacheigiques and testing
procedures seemed to ultimately remove the opportunitygfer support structures
that may have previously nurtured pupils such as Sandra amdhsalgh earlier
schooling. Sandra explained how things changed for heaw anbnths after going to

secondary school:

“Cause if you're stuck and you chat to your friends theyregp you. But
sometimes you can't do that, you’re not allowed to ¢thafour friends, if they
can help you. Or if you're working in two’s, you're rallowed to talk. |
don't like that.”

For both girls, missing school was perceived as prdéstaldacing humiliation or

punishment for not doing the work. Both stopped attending.

Conclusion

Clearly it is important for teachers to gain a thoroag deep understanding of their
pupils’ needs and abilities. Pupils should not have tothiele difficulties or feel the
need to do so. They should not need to resort to pppod to compensate for lack

of teacher support, only to complement it.

What is clear from the pupil interviews is that inteer cases EBD pupitdo seek
support. They ask to be listened to, and they asknfigrtb be spent understanding
their needs and problems. Only when such support isdddaieertain behaviours
evolve, often as misguided attempts to retain self-estdeal with fear or humiliation,
or avoid failure and punishment. Legitimate optiondfemaviour are very limited
when guidance and support are lacking and it is possibléhin&BD pupil lacks the
skills of the succeeding mainstream pupil to develop suemalive behaviours
without adequate support. Subsequently, deviant behavioghsas to withdraw,

fight, or disrupt are the chosen ways to survive.
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6.4 Conclusion to Chapter 6

This Chapter has endeavoured to build on the results pedsarChapter 5 which
focused on factors influencing pupils’ behaviour, and hasepted an analysis of the
pupils’ own perspectives of their behaviour. It hasiggel on the pupils’ descriptions
of their own behaviour and their ability to describpel analyse this behaviour in terms

of motives and goals.

A particularly important outcome of the results presemebis Chapter is the clear
evidence that EBD pupils are in most cases able andgatith describe and discuss
their behaviour. This supports the previous work of rebeas seeking pupil
perceptions in mainstream schools and also adds muchdnegajgort to research
which is less in evidence, involving the perceptionEBD pupils. This project has
revealed that both the knowledge gained from the pupilsecoing their behaviour
and also the actual process of talking with pupils, holdfsignt potential for schools

and professionals trying to meet the needs of these p{f§gle Section 7.2).

Broad categorisation of the pupils’ behaviour in termfligift or fight was used in this
Chapter, not only to enable clear presentation ofahelts, but also to highlight the
importance of survival for these pupils. As previouslcdbed, fight or flight are two
behaviours presented in many basic psychology books tolmethe actions of living
creatures under certain stressful conditions. (p218). these EBD pupils, their
behaviours appeared to loosely fit into one or othéhede categories. Interestingly,
it was difficult to find any consistent patterns or sigtent links between specific
behaviours and specific factors or situations. Fangte, not getting enough help or
support in the classroom was perceived by a number of @gdising a problem, but
their response to it varied. Individual pupils clearlgreld similar behaviours that fell
under the fight or flight headings, but they did not necégsaspond to factors or

combinations of factors in the same way. It appkdrat there were a limited number
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of behavioural options open to these pupils, but as m#eyedit situations and
combinations of pressures as there were individualsus,Tpupils described similar
behaviours but their motives or goals varied depending@ndwn highly individual

needs.

The extent to which individual pupils were able to makemal and logical statements
about their behaviour was not consistent and they sttawdely varying ability to
analyse their own behaviour and rationalise it imgeof what they were gaining from
it, or their motives. It is important to discuss Hagiance in this ability and it would
be misleading to present this data without any referentigose pupils who were
clearly confused by their own feelings and behaviouwt,vaino were unable to analyse
behaviour beyond basic reporting of their actions.m&were able only to describe
their behaviour or the behaviour of others using sitapiguage based on observation
associated with their immediate environment. Theggieed just simple relationships
between their actions and specific events that hadreext around them. Others were
able to perceive and describe wider systemic interactnd relationships as being
important factors influencing their behaviour, and appkarere aware of their own
underlying stresses. Of course language may have liegting factor as there are
certainly words and expressions used in the professirdéd that pupils themselves
would be unable to verbalise. This is where the obtte researcher becomes one of
interpreter and translator, in attempting to put pupils’gee8ves into a written
document that can be of value to professionals, y&bwitlosing or making too many

assumptions about the pupils’ own individual reality.

However, it may also be possible that not all behavs logical and rational, and as
Furlong (1991) suggests; ‘We need to see human behaviour igatewby both
consciousness and unconsciousness.’ (p304). Such a vimlafiour may not
encourage those working directly with the pupils to seek pleeceptions, yet few

pupils in the present study perceived their own behaviobe twithout some reason or
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motive. For many that motive was survival under séma of stressful situation and
was either described directly or was more subtly hiddehdair accounts of behaviour
and experiences. Their behaviours and motives memnatively be described as a
need to find an equilibrium. This word is useful in désog a system in balance or
harmony and the pupils in this study appeared to be seekygtavanaintain or
achieve an emotional equilibrium through their behavioliris proposed from the
results of this Section that the behaviour of EBD pupéy be attempts to find safety
and to establish some form of equilibrium in environteehat threaten and intimidate

them.

Of course finding this equilibrium may be something tiidttaman beings strive for in
life, and interestingly research shows that the pelmepbf the pressures experienced
by mainstream pupils and their perceived needs regardinglsngh as teachers, the
curriculum and social interaction with peers, do not diffelely from those of the

EBD pupil. They want the same things and experiena@asuifficulties. However,
where the EBD pupil does seem to differ from the suaglessiinstream pupil, is in
their apparent lack of coping skills or strategies, and sidsequently limited and
often inappropriate behavioural choices. Arllen €6.8PB4), attempt to explore these
important reasons why the EBD pupil may respond diffeyéatstressful situations in
the school setting, and they consider that; ‘Theddrehi lack the ability to regulate
their behaviour, especially in stressful situationsl'y). They believe that;
‘Aggression stems from efforts to escape from or aadikersive stimulation or to

gain positive consequences.’ (p19). From these stateméntlear that the needs of
the EBD pupil are possibly no different to those of ofieople who experience stress.
What is significant for the EBD pupil is their inalyilto choose or find acceptable
behavioural options, and possibly the somewhat morg@leaxrncombination of stresses
that they experience. Furlong (1991) believes thatingstgils are already
‘emotionally vulnerable’ and ‘...even the most mundane dels@f school may be too

much and may become the focus of conflict and reje¢{ip&05).
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The behavioural choices made by the EBD pupils are isigmifin that they can lead to
responses from teachers that reinforce or fuel neghéthaviours and attitudes, setting
up cycles of disturbing behavior. These EBD pupils gigear to differ from
successful mainstream pupils in that they suffer a momglex combination of
stressful factors which impact with possible predispofsintprs associated with their
personalities or temperament, referred to as thernat psychology by Charlton &
David (1989). Thus, the predisposing factors, the lack afusde coping skills,
combined with the reinforcement from responses to behaviour, can result in
escalating difficulties for these pupils in the schoeiremment. Their own survival
behaviours therefore become the problem, and thal isitessors may be overlooked.
Similar theories have been presented by Charlton @d)d989) who describe in
some detail their belief that there are predisposingesaias EBD behaviour which are
child based, then there are precipitating events happiernihg environment which
may trigger certain behaviours, and thirdly there ardaeeing factors, created by the

social responses to the child’s behaviour.

With particular reference to the role played by reicifag factors, it is hoped that
results from research of this nature will encouragehtes and other professionals to
consider the pupils’ behaviour in more depth, and to dmgvib explore the motives
behind it, thus reducing the likelihood of reinforcemefithe process of ‘reframing’
the pupils’ behaviour, and being able to analyse theedkesintcome of the behaviour
more accurately, is described by Cooper et al (1994), wih@ss the importance of
teachers developing a new perception of negative behavioBy doing so the teacher
may lose or change his or her somewhat predictableedesset about changing this
behaviour, or as Cooper et al propose, they may findhisgachange in perspective
brings about an important change in the way they pritjechselves towards the pupil.
This change may then indirectly affect the child’s ammer desire to change. In this

way the actual act of creating an alternative medointhe behaviour in itself gives
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the behaviour a different focus, possibly removing Ssimption that it is merely

disruptive.

This present research offers strong support to thoseavghencouraging an increased
recognition of the importance of reframing, as it tfages how readily EBD pupils will
describe and discuss the reasons behind their behavibitiis accepted that pupils
are acting with a goal in mind, then seeking clues asaotly what this goal is and
what the pupils are gaining from the behaviour, becoma@sportant responsibility

for the professionals working with them. This prodess been termed ‘sleuthing’ by
Milner & Lindquist, who are cited in Cooper et al (1994) &miith & Cooper (1996).
A wilingness and desire to seek pupils’ own perspectivafi@n behaviour, should
encourage professionals to respond more sensitivelffitultdibehaviour, and to
create more acceptable alternatives for these pupithuablp them to achieve the
same goal. These alternative behaviours are refasrey leal & Cessna (1993) as
‘replacement behaviors’ (p36) and are defined by them .d&haviors that achieve the
same intent as that achieved by the problem behafp36). Neal & Cessna
consider that; ‘When students act, even demonstrataigvours that we view as
disordered, they act for a purpose.’ (p33). They refénisopurpose as ‘behavioral
intent’, and describe how it can be inferred from ygsiglof overt behaviours.

However it is clear from this present research plogiils’ own perceptions can
substantially enhance our understanding of this intedtyae do not need to rely only

on observational analysis.

It remains the conclusion of this present researahttie intention of many of the
EBD pupils in this study, in terms of their behaviourswa find an emotional
equilibrium and that they were primarily seeking some fofrsafety and survival.
Furlong (1991) believes that schooling ‘is a highly demaneimgrience which
inevitably gives rise to many emotional injuries.’ (p309yVhat the EBD pupil appears

to do is to minimise these injuries through behaviolas &re unacceptable to the
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school system, often as a result of a lack of accleptgdtions. Clearly these pupils
need the opportunity to achieve their equilibrium, thedety, in appropriate ways, and
they need help to do this. This is the challengeettabed by schools and
professionals and it is essential that they are prdpareespect the reality of the

pupils themselves, and acknowledge that it is the indivisluaique perception of a
situation that generates behavioural choices. altcsnclusion of this present research
project that we must seek to better understand the pugaleties, without considering

them impaired or invalid in some way.
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PART FOUR

OVERVIEW AND CONCLUSIONS
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This research project was motivated by the factttiere appeared to be little
evidence of previous studies of EBD pupils which had attedrfotexplore their own
perspectives of the multi-factorial influences on theihaviour and lives. Certainly a
number of studies have been published for both mainstaedmspecial needs pupils
that have focused on pupils’ perspectives of schoolingweier, the EBD pupll
specifically has received inadequate focus in researttiisafiature and certainly a very
broad enquiry allowing pupils to give free responses to questj regarding the range
of factors that may have influenced them and theiatiehnr, appeared not to have

been published.

The results of this project have implications for bitité prevention of disturbing
behaviours in schools, and also for the nature oftip@ort offered to pupils who
display EBD behaviours. Part Four of this report priss@rChapter 7 information
and insights from the results that may be interpretdduslised at @heoretical, at a

practical and at a methodological level.

At a theoretical level it offers support to certaiedahes of behaviour and reveals the
complexity of the factors associated with the behagi@f EBD pupils and this is
presented in Section 7.1. At a practical level it gtesivaluable insight into the ways
in which schools, teachers and other professionalsvoak more effectively either
together or as individuals with these pupils to support tlesds. It does this by
highlighting certain aspects of schooling that appeaontribute to the difficulties
experienced by EBD pupils in the mainstream setting, sodog describing pupils’
behaviour and motives for such behaviour. Section 72 discussion of these

practical insights and implications.

In addition, this project is able to offer some insexhunderstanding of the problems
and difficulties associated with the practical aspectshtdining pupil perspectives. In
recent years there has been a major appeal for marlwement of the pupils

themselves in research and also directly in educatmaatice and decision making,
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yet little has been published regarding the true pratigsabehind such involvement.
As described in Section 1.4 there has been an encoumagiagse in the number of
publications describing the pupils’ perceptions, yet the anphthese results appears
to have been of limited and somewhat unconvincing malctalue. Section 7.3
reveals some of the difficulties that may need todresiclered when attempting to gain
accurate, in depth, pupil perspectives, particularly from pBpils, offering a much
needed assessment of the practical implications cfesareh methodology that may be

more complex than has yet been acknowledged.
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Chapter 7

Insights and Implications

7.1 Theoretical Insights and Implications

The results of this project appear to validate the idadgheories behind an
interactionist approach to behaviour. In particular teyfy the applicability of
systemic theories and labelling theories to the bhebhawf pupils displaying emotional
and behavioural difficulties. Given the opportunityatk about their behaviour, the
pupils in this study revealed that there were many fa@od processes within the
systems interfacing their lives that had been higtilyential with regards to their
behaviours. The pupils’ statements recorded in Padeldi this report reveal
comprehensive evidence that the school system, aridbder social systems
involving their families, peer groups and wider economit eultural environments,
were all perceived to have contributed in a varietways to their difficulties. It was
possible from close analysis of the data to unveiptreeived significance to these
EBD pupils of a number of specific factors and proces#tawvthese systems that

they believed had made a particular impact on them.

Of particular significance to many of the pupils wereosding factors. For example,
Sarah (p71) considered the size of the mainstream sitbelbhs an important factor
in her difficulties, which contributed to her refusakibend school, depression,
suicidal thoughts and ultimate placement in a psychiatciity. In the case of Robert
(p70) it was the nature of the school buildings that msidered threatening and he
too became a school refuser, receiving extensive aggictsupport. Others,
including Ken (p85), commented more on the impact of lalags sizes on their ability

to cope in the mainstream setting. Such size refattdrs were generally of

279



significance for these pupils as a result of their ingpili;s in terms of both social and

academic difficulties.

Ken was one of a number of pupils for whom a perceptiamdequate support for
academic needs in the classroom, from teachers dealim¢arge classes, appeared to
manifest itself in a cycle of disruptive behaviourscigine procedures and ultimately
exclusion. Other pupils perceived school and classasi@ving more impact on
their social survival rather than academic needs. example of such a case was
clearly presented by Wayne (p73). He perceived hintséiétvulnerable due to a
lack of understanding and support from his teachers duringsaveeperiods of
bullying, and he associated this with the large numbigpsijuls being present in the
mainstream school. He considered this to have eskintpoor school attendance,

aggressive, defensive attitudes to peers and placemepsyelaiatric facility.

Certain pupils were perceptive in their ability to equaddfective or threatening
discipline procedures within schools, with school os€lsizes, providing an example
of the far reaching effects of this issue. BothiCahd Gerry (p80/81) interestingly
commented on the appropriateness and effectivenes<iplidaay procedures that
had been adopted in smaller special schools, as oppoteldtien ineffective and

self-defeating procedures used within mainstream schools.

Other data concerning school factors that had affgmipd behaviour included many
consistent and generalisable cross-case commentsliregggachers and teaching.
Mike, Sandra and Roy were just three of many pupils whitersamments regarding
their perceptions of good teachers as being consigtdrfam (p94/95). Others,
including Simon (p93), commented on the need for teachbdrave a sense of
humour, and Guy contributed to data that illustrated thd fozdeachers to adopt
very specific approaches to discipline if they wered@bceptable (p91). A number
of other aspects of successful or unsuccessful teaaeteaching were also

highlighted in Section 5.1(ii) including the importancetw pupil/teacher relationship
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and the ability of teachers to meet the pupils’ percemdividual needs. In

particular, Johnny (p109) commented on how his problerateckto teachers giving
inappropriate work and inadequate support in class, thus ddnyirthe possibility of
meeting their expectations. They were thereforegperd as not meeting his needs.
His disruptive behaviour appeared to be closely linkedisagsue, although combined
with a number of other factors. Johnny at 12 yelardad already been expelled from

a number of mainstream and special education factiti¢éise time of interviewing.

A further ‘in school factor which was considered imgaott by some of the pupils in
relation to their behaviour was the curriculum. Squgils such as Larry commented
specifically on the irrelevance of particular curriculareas (p116), whereas others
appeared to closely equate curriculum difficulties with agyeed inadequacy in their
teachers in their presentation of the curriculum. hBatv ability pupils, such as Gerry
and Julie, and a minority of higher functioning pupils sucKaren commented on
difficulties with the curriculum or its presentation.otB Gerry and Julie (p119,121)
expressed particular concern with curriculum issues andyuadicribed their own
personal strategy for dealing with these difficulties hsag disruptive behaviours or
non-attendance. Karen (pl121) provided interesting inswhtcurriculum related
problems that an able pupil may experience in schoahr her were closely linked
to social problems. Such cases all illustrate tipomance of further research into

appropriate curriculum content and presentation for EBD pupils

The social aspects and processes of schooling wergedJsy a large percentage of
the EBD pupils interviewed to be a significant factothiair difficulties in school.
Bullying in particular was highlighted as a major factontributing to the need for a
special education placement for some of these pupilso piyils who contributed
particularly extensive and valuable data to the presedy soncerning their own
personal experiences, were Karen and Wayne. These puapé able to describe not

only actual examples of incidents relating to their d&haviour but also gave their
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own analysis of the more subtle aspects of bullyingvasttinisation in schools. Both
Karen and Wayne reflected with surprising insight orr thvein and other’s behaviour
in Section 5.1(iv). In both cases negative relahgsswith peers had made a major
contribution to their non-attendance at school whecmbined with other factors, had

resulted in their placement in a psychiatric facilitg dinally special education.

Karen and Wayne actually provided excellent case stutilesoschooling factors are
frequently coupled or intricately interwoven with fad@nd processes active within
the pupils’ other social systems, such as their fesnili€&or these two pupils and a
number of others in the study, their family systerughed factors linked to the
dynamics of relationships between parents and siblagygiell as to the economic or
cultural status of their families. For example, bd#nny and Ivan provided valuable
insight into the potential impact of sibling rivalry dreir behaviour (p183) and in
Danny’'s case he also described at some length, theepr®he had experienced in his
relationship with his father (p180). He was able tades with surprising awareness
some of the more subtle affects of his father’s ela on his own feelings and

behaviour, and how this may have affected his schgolin

The significance of the divorce of parents was alsissare for some pupils, including
Robert and Johnnfpl177), and the need or search for extended family supporrwas
interesting point raised by Danny (p188). Roy provided smoneaments concerning
the affect on his own behaviour of abuse within &imily. He interestingly also gave
insight into the potential role of the child as camithin a family, a role he himself
perceived himself to adopt when his own father wasigopy and the impact of such

responsibility on school related behaviour (p190).

There were a number of other specific factors witheépupils’ family system that
were also revealed from the data. In particulardhaly’'s economic class or cultural

status was perceived to have impacted some pupils. To pugilsas Wayne and
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Alan these factors were perceived to manifest the@sels social problems with peers
within school, by contributing to their perceptionseing different and thus
increasing their vulnerability to bullying (p191/192). Aiftatively other pupils such as
George and Simon (p192) perceived social background and tiherenent in which
they lived as encouraging or necessitating certain agggessdelinquent behaviours.
One of the more subtle influences on the pupils’ belatwat factors related to

family life may have had, was a clash of values for Ipuj@tween the expectations and
goals of schooling and their own wider cultural valuesaspirations. This point was
illustrated by Ronnie (p193), who had been expelled fromsti@am schooling and
had served a prison sentence following extensive delib@atinities both inside and

outside of school.

In addition to those factors within the pupils’ socigtems that had influenced their
behaviour, the results also revealed important insigtdadactors related to the pupils’
own personal, individual system. Although of a somewliifgrent nature to factors
within the social world of the school or familyjstof course the physiological and
psychological aspects of the individual that interfadé wieir immediate social
surroundings or systems. Thus the pupils’ perceptionstirfarelating to
themselves were important in order to determine thenéxo which they perceived
personal or internal factors to be significant tarttdficulties. Such factors included
the pupils’ perceptions of their physical appearanceluasrdted by Karen, who was
fully aware of being a large girl, and of being unableresent the necessary
acceptable and fashionable image to her peers. (p20®.pesteived these physical
differences as having played an important role in heiabkdifficulties. Others were
aware of their personality traits as making them difierwhich again negatively
influenced peer relationships, (Sam p201), or their perdéaak of academic skills
and abilities, (p201), which impacted their ability to fikme adequately in the
classroom. In addition, certain pupils such as Joluk &id Bobby (p202/203),
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blamed themselves for a lack of control over thein®@&haviours and in particular

their tempers, which had resulted in school problemghfem.

Certain pupils were even prepared to label themselveswatlically diagnosed terms,
such as phobias, perceiving factors within themselvéiseir own malfunctioning as
being highly significant in their difficulties. Sargh203) gave an excellent example of
such perceptions, but her case did illustrate how psychisgatment may impact a
child’s perception of themselves, and how limited tpeirceptions may be concerning
the systemic roots of issues such as phobia, for whehtake personal responsibility.

This is a point demanding further exploration and research

In summary, the results of the present study are cleadguraging to the advocates
of systemic or ecosystemic approaches to behavioaubedhey provide clear
evidence that from the pupils’ perspective it is indeediples® identify aspects of
various interactive systems which may have motivaezthin behaviours.
Interestingly however, significant factors describegbypils were not distributed
evenly between the social or personal systems cangptlse pupils’ lives. Factors
associated with schools and schooling, including thekfacitors, were the most
comprehensively and lucidly described both in many individases and for the pupil
group as a whole. Factors other than those that setl related school, such as
those pertaining to family life and socioeconomic witwzal background, or to
personal, physiological or psychological issues, weseddby some pupils, yet
discussed less frequently and in less detail. In &taio pupils focused almost
exclusively on schooling factors such as Larry or Ridkereas others described a
broader spectrum of difficulties such as Karen and Simbatry and Rick described
numerous social and academic aspects of mainstreani sicaibthey were unhappy or
dissatisfied with, but made no mention of family lifetheir accounts of difficulties.
Karen and Simon, however, had much to say about hoeokbhd contributed to

their difficulties, but also discussed family dynamics egldtionship problems, as
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being highly significant. Some pupils, such as Ken, destischooling difficulties at
length and then described problems within the family llegperceived as having
developed as a result of his school behaviour (p186). cékes reflects the important
possibility that problems in one system may filtdéointher systems, although in most
cases school was the system in which difficultiesawmarceived by the pupils to have

been generated, and where blame was frequently laid.

This imbalance in the way in which factors wererdisted between systems cannot
immediately allow conclusions to be drawn regarding ¢fegtive significance of these
various factors and systems to the individual. Cldadye may be a number of
reasons why a large number of pupils raised and discusssalisgtfactors more
extensively and with greater insight than other faxtoMost importantly, the fact that
interviewing took place in school and that trigger questiomially asked the pupil
about school behaviour, may have encouraged pupils to fieemshoughts, at least at
first, on schooling factors that they associated Wit behaviours. It may also be
unsurprising that school factors were extensively desdrnf we consider the
mainstream school to be a safe and easy focus fauiits’ anger, frustration and
criticism when describing their experiences. To ceminon factors within their more
immediate family or personal systems may have beer ofca risk. In contrast, the
school may have been perceived as an impersonal ‘¢remdyin the case of the EBD
pupils interviewed, one from the past that has beebhddfind, and cannot retaliate. It
is also important to accept that the school itsedftieen the stage for many of their
conflicts, despite the importance or potential contrdsubf factors working outside
the school which may have contributed to the pupilsaleur. It had been the
school itself that had set its rules and expectatimnedch individual within it, had
been the focus for confrontation and the place whehanour had been labelled as
unacceptable. These may be reasons why it is tnere€¢hooling factors that appear

in the pupils’ eyes to play the most significant rolénfluencing behaviour.
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Nevertheless, whatever the reasons are for the gogpilsing on the school, it remains
a significant conclusion of this report that EBD pupitsken extensive critical comment
regarding the mainstream schooling they experienced handhiey considered these
schools to have failed to meet their needs or adequatefyort them. Such
perceptions are of value and significance to professianatking in education, and in

other fields.

Interestingly, the EBD pupils interviewed did not revéaihselves to have widely
differing opinions or perspectives on schooling issues thase pupils succeeding in
mainstream, whose perspectives have been presentdaimpablications. Possibly
the main differences arise when one explores moretghly the complex
combination of factors influencing these EBD pupils, dredapparently unmanageable
stresses on them that are produced by these combgatibine EBD pupil appears to
lack some of the skills and resilience needed to suthie®e stresses, particularly

given the lack of adequate support structures availablédon.t

The degree to which different pupils were able to deséaitters not associated with
school which were of a more personal nature, botheain family or individual
systems, varied greatly, and the true importance affacither than those associated
with school is difficult to assess. In addition te tieasons given previously it is
possible that such factors were less frequently discussaterview because the
methodology did not allow for sufficient time between papitl researcher to enable
or encourage the more subtle or sensitive influencdsbaviour to be disclosed.
Given the somewhat limited interview time with certpupils it is not surprising that
relating behaviour to more personal or sensitive issweh as family or perceived
psychological issues, was difficult for the pupils. For Isupi gain enough
confidence and trust in a researcher to reveal peraspatts of their lives or past
experiences may require a more therapeutic approach affierantikind of

relationship. In addition, the role of the resear@seTeacher in Charge of one of the
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research locations and teacher in the other maydféaeed the pupils’ attitude to

confidentiality, despite assurances given by the relsearc

The pupils’ own background and experiences may also haaedftheir perceptions
of the effect of systems outside the school on tieiaviour, although the study was
not large enough to draw definitive conclusions. Sohtkeopupils who had been
psychiatric patients certainly revealed more exteranadysis of their own behaviour,
possibly reflecting the treatment they had receivégbart from this experiential
impact on perception, sociocultural differences and geng®adt on perception may
also have been significant, although this was diffitutinalyse owing to a lack of true

diversity within the group. Clearly this is an areandading further research.

However, despite these possible limitations resultiog fthe methodology, some
pupils did reveal psychological and physiological aspectisemhselves which indicated
that factors other than school or family had beélnantial to them. Clearly it is
important that these factors are closely analysedhandverlooked in favour of social
factors which support interactionist theories. Ba@meple, Sarah (p203) was willing
to describe herself as being at ‘fault’ in terms affoectioning physically or
academically and her subsequent school refusal, althoygk\asusly suggested, it
may be significant that she had received extensivaplgevhich could possibly have
impacted her perceptions. On the other hand therealsergupils, such as Jeremy
and Susan (p205), who were somewhat unconvinced that psolalgmuithin
themselves, and who expressed negative attitudes todfeziral to psychiatrists.
Pupils such as Sarah illustrate that although it magiopting to use the results to
support interactionist theories of behaviour, particulahen relating behaviour to
schooling factors, it would be an over-simplificationdisregard the potential support
that the pupils’ statements offer to other theoriglsebfaviour. The relatively small
number of comments suggesting physiological, psychologialen subconscious

influences on behaviour cannot be used to make an aggudgement of the degree
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of significance or importance of such influences onpiingils as there are too many
reasons why they may not have communicated thenrtai@@upils were clearly
reluctant to talk completely openly on sensitive issaed,there were incidences
where pupils became withdrawn or even upset and askedrimdéz the interview at

a point where more personal issues were being discussex] Ken, Sam). Others
may have simply lacked the ability to articulate thieoughts on these issues, whereas
talking about school and schooling may have been dasiitem to do. Perhaps it is
important to recognise that even as adults it is samastvery difficult for us to
describe our own behaviour and its motives. It iy \ieely that we may focus more
readily on tangible factors and experiences, rather att@mpt to explore the more

subtle, sensitive or subconscious reasons behind it.

What is certainly apparent from the analysis of thsgectives of the pupils
interviewed in this study, is that there is a complexlgination of factors associated
with the behaviour of EBD pupils, and it is this comglekinat must be acknowledged
and explored further. Attempts at placing behaviour nedtd sociological or
psychodynamic boxes where it is considered to be ntetdvaurely by external,
sociological factors and logical decision making or imiésubconscious drives, may
be an oversimplification and of little benefit to i such pupils. There appears to
be an interface between these theories of behafadotine EBD pupil and possibly a
complex interweaving of factors that combine to proadmmplicated blend of

motives, both conscious and unconscious, for theirnieaina

Typically, in the analysis of results derived from mtew data of this nature, the
tendency or even necessity is to seek out generals@daments from the subjects
that are then categorised for presentation. In iastclear from the results of this
present project that this is just one facet of the dathjust one way to approach it
and present it. A second facet, which demands reffeennd presentation, is the

extent of the individuality and complexity of each subjeés described previously,
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many pupils in this present study not only revealed diffefiectors from different
systems as being significant to their difficulties, plgosarying degrees of emphasis on
each of these factors, but in addition each pupil appearee totally unique as to the
actual way in which these different factors impacteshtland their behaviour. Johnny
provided an excellent case that illustrates this uniqugptaxity and only a highly
detailed case study presentation would allow the readaliyteinderstand this pupil
and his behaviour. From his own accounts he clparigeived his own behaviour to
be influenced by his family history and dynamics, blso®ling and learning difficulties,
which were closely related to class sizes, curriculachpeer pressures, and finally to
the impact of his own self and personality. It wouwdm that each of these many
factors, within each different interacting systemmtabuted to his subsequent
behaviour patterns in some way. This makes the useeotheory of behaviour alone,
or a simple attempt to equate causes with behaviour,qnatkefor an understanding

of this particular boy and his needs.

Some researchers have attempted to present the ingoead benefits of
acknowledging that there is nothing to be gained by fogiesiirely on one theory of
behaviour for EBD pupils. For example Arllen et al (19843cribe the importance of
recognising the interplay between biological and enwramtal factors. Charlton &
David (1993) consider that the complexity of the interacfactors for the pupil can
be explained by breaking down the factors into threeréifit groups as described in
the conclusion to Chapter 5. Firstly the internajchslogical factors within the child
that may predispose them to certain behaviours. #8icthe precipitating factors
that are located within the systems which interattt the pupil, and thirdly, those
factors which reinforce the behaviour, which are ugyabvided by the responses of
certain people to the pupil's behaviour. Certainly puguitsh as Johnny in this present
study reinforced these proposals, describing factors vigliahto each of these three
categories to varying degrees, supporting the view thatiiéleaviour cannot be

considered in simplified sociological or psychologicahtgr Furlong (1991) has
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attempted to encourage theorists from both the soctalbgnd psychological camps
to adopt a more flexible attitude to the complexitiebeffaviour. As introduced in
Section 1.2, he describes a ‘sociology of emotion’ twlakows for both the conscious
and subconscious drives behind behaviour to be considddedconsiders that; ‘...in
their enthusiasm to explore the social dimensions wldee, sociologists seem to
deny that there are important psychological questiobg mddressed as well.” (p295).
Ball is cited in Slee (1994) as saying; ‘The sociologgrbtion provides a theoretical
“tool box” which allows Furlong to move beyond totmigs “single theory
explanations”.’ (p148). The meaning of the word ‘tctialy’ is somewhat unclear,
but it appears to stress that the use of single theoriegplain behaviour may be
misleading, possibly reinforcing the false belief thiaé theory can explain the total
picture and can alone adequately explain behaviour. pesirale theory
explanations are like using a tool box containing just tol, whereas the pupils in
this present study suggest that a multi-theoreticaldowls essential in understanding
their behaviours, considering the extreme individuality eomplexity of the factors

combining to affect these behaviours.

Certainly in this present project, although many ofghpils were undoubtedly able to
express clear motives for their behaviour, the extemthich they were influenced by
emotion and subconscious drives and may in fact haveitvagonal in their choices,
cannot be ignored. We must remain wary, and acceipthisia views in interview are
‘one dimension of the truth.” (Furlong, 1991, p296). Witk thimind, it would be
foolish to assume that pupils’ perceptions can simpléydébate on behaviour.
Instead this project proposes that we begin to accegbthelexity of it and use
pupils’ perceptions to illustrate, better understand andpatibe immense individuality
of each case. Theories of behaviour may need tadxpaaccommodate this
individuality, particularly for the EBD pupil and theoretidebates should be fuelled

by this present research rather than solved.
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7.2 Practical Insights and Implications

In addition to their contribution to the theoreticabdies around behaviour, the results
of this study also offer a valuable contribution tosevorking on practical ways to
prevent disturbing behaviour or to support EBD pupils who displah behaviour.

It is however important to acknowledge that the thezaktiebates also have a major
impact on the ways in which schools and teachers walkEBD pupils, and that the
theoretical stance that is adopted with such pupils atsstirectly into school policy
and classroom management techniques. It is also iamgdd recognise that the
impact of such debate is not restricted to the work efieggsionals in schools or
education alone. There are many other professiooapgrfor whom theories of
behaviour and their implications should be reflectedhéngdractical aspects of their

work.

However, if we do consider schooling specifically a$ goint, given the number of
pupil comments that were directed at negative aspedteiofschooling, practical

opportunity for change may be considered to lie at tlenesds.

At the highest level, administrative and political bediencerned with educational
policy or funding may use such results to identify factmch as curriculum or class
size that can potentially impact the behaviour ofasenpupils. In addition, the
emphasis and goals of effective schooling, as deterrbingdlicy makers, and in
particular the degree to which schools should be expeatadapt a therapeutic role
and offer emotional support to their pupils, will be disedssirther into this Section.
As the results of this present study have clearly shewuch issues appear to have
significant consequences for many pupils, but particularlytfe EBD pupil, often in

subtle and social, as well as academic ways.
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Secondly, at an institutional level, within schoofgny factors were revealed by pupils
that they thought had contributed to their difficultiegtipalarly in terms of the ethos
of the school and its support structures. Their peraeptievealed potential areas of
good practice for schools and professionals, and alsoiiggight into current practice
that appears to increase the probability of problerawetirs. Although the
complexity of each individual pupil's case should not beloeg&ed, there were
consistent cross-case examples of current schoolshgrafessional practice,
particularly within the mainstream setting, that weeeceived as having contributed to
the difficulties of the pupils. Many were closely lidk® aspects of schooling that
individual schools themselves, or the professionakinvihem, are unable to readily
change, such as the number of pupils in any one schetdss, and the ratio of staff

to pupils. Putting these crucial and potential areabarige aside, perhaps of more
immediate significance to individual teachers and prajesats are their responsibilities
in terms of relationships, classroom management amgt@um presentation, and their
willingness and ability to work on these areas withmrestraints imposed on them by
class sizes. The EBD pupil clearly does not appreaigtecratic styles of discipline,
inconsistency, and lack of fairness or classroom suppbtany demanded adult style
relationships based on mutual respect, and wanted teacherderstand them as
individuals, to get to know them and to listen to theBome perceived that there was
value and comfort in peer support within the classroodntlh@y wanted this support

to be recognised by teachers as important to them.

In terms of the curriculum, pupils often revealed moreceamover delivery and the
skills of teachers than the failings of specific sutsj@nd content, but there was an
interestingly high number of pupils commenting on physdaication, and other
practical subjects as creating opportunity for victinnsabr humiliation. Irrelevance
of certain curriculum areas was also a concern foegaupils, but this is again a

difficult area for teachers alone to change and musikplered at a higher level.
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On social aspects of schooling, a high number of thepweie frustrated by a lack of
support from teachers when faced with negative peeattien. They expressed
vulnerability in certain situations, perceiving inadequgteport by teachers to prevent
incidents or in dealing with reported events. Theyte@schools to be more able and
willing to both acknowledge and attempt to eliminate imdlybut were somewhat
doubtful as to how or even whether schools could do thisey appeared resigned to

bullying as being a part of their social existence.

These institutional factors are closely related tottird level of practical opportunity
for change in schools, one that concerns the rakttips between professionals and
pupils, and in particular the nature of such relationshipke results from this
research point to the importance for the EBD pupilhefway in which teachers and
professionals interact and build relationships withrtpepils on a day to day basis.
(p102). They offer valuable insights particularly inte tfalue of listening to pupils
and the importance of seeking the empathic understandthgsd pupils. (Cooper et

al, 1994).

The value of listening may be described in three diffeneays. Firstly, pupils may
simply feel valued and respected if they are given the opmor and time to talk or
discuss issues with a teacher or other professioralame to one basis. Even
without any overt attempts to change behaviour or cffeinselling, the simple fact
that someone is making time for them, possibly makiegitfeel special, may alter a
pupil's perspective and attitude to his or her schoolingt@achers. Such an attitude
change may have a positive impact on the ethos dfa@kand be reflected positively
in the behaviour of certain pupils. The pupils in thespné study appeared to
illustrate this point to some extent. Clearly tesaarch interviews were not
attempting to alter them or their behaviour in any ,way it was certainly the
experience of the researcher that most of the pupitedhto be interviewed were

enthusiastic and somewhat honoured to have been a3kesly were clearly surprised
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that their own voices were to be recorded and utiligedsibly a sad reflection on how
undervalued their experiences, opinions or thoughts hacdpstyibeen considered.
Interestingly, their co-operation and involvement w&elsieved even without any offer
of personal reward or benefit, apart from the opportunityiss a lesson or two. It

would be interesting to explore further the pupils’ owrsoes for participating.

A second way of viewing the value of listening to pupgilsoi consider its impact on
those pupils who do display problems possibly of an oarira, such as disruption or
aggression. Listening may involve gaining an understgrafithe motives of EBD
pupils when they behave in disturbing ways. This maselem as an essential step in
respecting individuality, being able to meet the specéeds of individuals, and being
prepared to offer opportunity or skill development enabluehgupils to adopt
alternative behaviours. This present research irgdichat EBD pupils are in many
cases able to attribute clear motives to their astiproving there is a significant
degree of conscious decision making involved in theirvaeba This ability to
express motives and give reasons for behaviour shoaddme®wledged and used in
schools. Teachers themselves can use the infemfadim pupils to ‘reframe’ (Smith
& Cooper, 1996) their own perspective and provide interverditategies to break
chains or cycles of destructive behaviour. (See Seétib). Acceptable alternative
behaviours that meet the motivational needs of thepuoaly then be encouraged if a
clearer understanding of the pupils’ perspective has be@ fo As previously
described, pupils’ perceptions or their behaviour do nodysvagree with those of
their teachers, and this is of course potentially pnfactor contributing to cycles of

disturbing behaviour.

Thirdly, the value of listening to pupils may have a mbwerapeutic focus. However,
having stated this, if such communication with pupilscimo®ls is to be improved, the
common perception held by teachers that therapy ghdytspecialised area of

expertise will need to be reformed. Cooper et al (199d$sthe importance of
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teachers avoiding the need to feel that they have &xperts in psychotherapy to be
able to involve themselves in some degree of therapatgraction or communication
with their pupils. It would seem that interaction be¢w teachers and pupils in
schools tends to remain largely focused on teachinglassfrcom management and
any interacton which is more concerned with probleivirsy linked to behaviour or
other personal issues is something that many teafdensncomfortable with.
Perhaps they perceive such communication as a spetmtise, or just simply do not
have the time to involve themselves in such relahgs with pupils. Whatever the
reasons for this apparent lack of ‘therapeutic’ involeetnthere is clearly a need for
schools to explore this issue further. Although thexeleen a gradual move away
from a therapeutic role for schools (Laslett, 1995), phésent research suggests that
such an approach may be considered vital for certain mipiggling with the
complex academic, social and emotional demands of Hmkand other social
systems influencing their lives. In the present studyethvere specific pupils such as
Chris and Julie who stated clearly that their problerag have been alleviated simply
by being listened to, or having the opportunity to giartpoint of view, both on
academic or social problems (p266). They felt that liaelybeen denied a missing
support link or some deeper relationship with a helping psaiaal, despite having

sought one.

The EBD pupil clearly demands something in addition to tieatled by other
mainstream pupils, and possibly even other SEN pupilsho@dh the perceptions of
mainstream school pupils and those of special needs prgidtan similar in terms of
how they view the school and the factors withitdttare important in creating
difficulties, there is obviously more complexity invetin the needs of the EBD pupil.

These pupils’ needs demand more from their schools ackdetesa

From the present study, Simon provided an interestingstadg of such a pupil. At

16 years old Simon had spent almost his entire sched lspecial schools. Whether
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he could have been supported in a mainstream school aatbesthis behaviours

could have been different will not be known now. Huereit is possible that if the
factors influencing his behaviour and his needs had te@agnised early on, and his
behaviour better explored and understood, that this meylbeen achieved. Simon’s
life experiences included the early death of his fathégr during his teens the death of
his mother, and his subsequent move into care and v&ldsen’'s Homes. He

lived in low-income council housing whilst his motheasnalive and reported
enormous pressures to conform to the cultural demandscpadtations of this
environment, such as stealing, drinking and drugs. Hisqiglnt behaviours

ultimately resulted in a prison sentence.

The extent to which schools and teachers alone eartaim such a boy within their
system is a major issue on which this report is bamsedljt produces no definitive

answers. What it does propose however, is the foitpgummary of the needs of
any young person in school and in particular those &BID or potential EBD pupil.

It should be noted that none of these needs can beitheut emphasis on the first.

i) Someone to listen to them.

i) Constant professional support, emotionally, acadaliyj and socially.

iif) A professional awareness of their motiveslehaviours.

iv) A professional understanding and awareness of timplea web of factors
which interact to create stress for them.

V) A professional empathy with and knowledge of thermakepsychological or

physiological factors which may contribute to cer@isturbing behaviours.

What may be necessary to meet these needs could denfay teachers and
professionals to feel more comfortable with a mbe¥apeutic style of interaction with
pupils, and to be given the time to do it, (Rose et al, 199%6pwever, it is also
possible that this role should not be one expectecachers, given the

methodological difficulties and constraints revealedhiy present project and the

296



specific skills necessary, even without a demand foomegpertise. (p110). (Smith &

Laslett, 1993, p51).

In an attempt to resolve the issue of who should takeegsponsibility for such
communication, the present researcher proposes tipabtassionals should see the
value and gain confidence in talking with their pupils. widger, at the same time
there should be an acknowledgement of the need to dewelnskills in order to do
so. Lane (1996) presents research and publications dlavitiethe role of teachers
as counsellors and specifically discusses the needafointy of teachers in this area.
It is certainly the present researcher’s belief suaicessful communication is an art
and communication with pupils, particularly EBD pupils, isaginrequiring skill
development. It requires training and practice, yetriiegéed not only by teachers
and other professionals, but also by parents, has teetf@b to change certain pupils’

lives.

However, the degree to which this enthusiasm and sfllisition is achievable must
be carefully considered, and the ability to utilise infation from a conversation to
help a pupil must be recognised as an additional skill iniaddi that of the
conversation itself. Having used interviewing asrtian methodological technique in
this project, the researcher became aware of thexiddfroles that the interviewer
develops and adopts, and the complexity of this role. rtAqgan being a
conversationalist, the interviewer requires expemidistening, a demanding role,
followed by interpreting what has been said, withoutodigin. As described in
Section 1.3 there is a crucial need to accept the sivigjeetlity of the individual
being interviewed, without imposing one’s own beliefslo@account given. The
complexity of this role and its skill requirements leadhe following proposal related
to the methodology and approach used in seeking pupil persgeatigte

communication with pupils in a practical environment.
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For schools or other environments planning to utdispossible opportunities for
exploring pupils’ perspectives, the present researche@vbslthat a semi-therapeutic
relationship of a non-medical, non-judgmental, non-tier@ag and if possible non-
power based nature should be developed by specific profalssioft is proposed that
such a relationship actually comprises a completelyrdifteset of goals and ethics
(Lane, 1996), and demands a very different professionallvatethat of a researcher,
teacher, or therapist. Conflicting roles in schowds/ be something that certain
professionals, particularly teachers, are unfairly egpeing and being asked to adopt,
which may do little to support the most disturbing childidespite good intentions.
(Fontana, 1985, p341). Thus, a new type of skilled professiaabe needed who
can act almost as an interpreter, allowing pupils tonconicate their needs and
feelings. Such professionals cannot be the acadessarchers, nor the teachers,
educational psychologists, therapists or parents, althclagHy there is a role for
these people in terms of communication with pupils. tebs they must be trained and
skilled people with the necessary personal attributesldlgito explore, acknowledge
and weave together the pupils’ stories in a mannerasitailthat attempted and
presented in this project. Their role should be t@aan interpreter between the
pupils and those professionals who need to know about thie’mgads and to advise
on or build multi-systemic support structures. Curremnapts at seeking the pupil
voice are often inadequate and come too late. Fon@&aplacing a pupil in a
meeting where the power imbalance is well established then expecting him or her
to believe that he or she has an equal voice, is deeeptthe pupil. Expecting the
pupil to speak with a counsellor or psychiatrist, agaanralationship with a total
imbalance of power, simply reinforces the pupil's perceptf being ‘at fault’ and
‘needing help’. Expecting teachers to find time to esgfaupil motives for behaviour
and their curriculum needs is an unfair demand given tften difficult relationships
with such pupils. Finally, relying on the academic aesieers to seek the views of
young people may lead only to more generalisable, theallgbrientated statements
serving no purpose for the immediate needs of the indiviolyals.
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The current lack of impact of the pupils’ voice on poléeyl practice and the pupils’
perceived lack of support from professionals, may be ateddar by the use of these
inappropriate or ineffective channels to seek theirgemtsves, in answer to the plea
for more pupil involvement. What pupils need is a m@@a@priate means of
communication. They need a bridge, a translator,tarséed interpreter to give them
their necessary voice to truly share their perspectiPeople to fill this role need
careful selection and exceptional skills and it is #gponsibility of the government
and the schools to accept the importance of funding amdniy for such people, but
to do so they will first need to accept the pupils’ perspe@s essential listening.
Such proposals possibly reflect a need for a re-assetssifithe ‘therapeutic’ role of

schools, particularly in their support of EBD pupils.

As proposed in Section 6.4, EBD pupils appear to struggle t@amaan equilibrium
within the complex demands of their interacting scaa personal systems. Clearly
they need skills and support within schools, which trein perceptions suggest they
are lacking. Perhaps the major difference betweese thepils and succeeding
mainstream pupils is that the EBD pupil lacks the skilsw&intain an equilibrium, and
their behaviours which attempt to do so simply creaieerproblems. A more
therapeutic approach to their needs may allow them teetter understood, make
their motives clearer and allow opportunities for acalletalternative behaviours to
be explored and presented. In addition, the systemiclmations to their behaviour

may become more evident allowing a wider choice efru@ntion strategies.

The proposals suggested in this report, regarding the vaareio€reased therapeutic
approach for schools, do not apply to the EBD pupils inigjyeeeds settings alone.
They may be important for all pupils within the maiaain setting to a greater or
lesser extent, depending on individual need. Whethenéirestream schools are able

to offer such an approach, given their size and acadeaus, is debatable.
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However, with increasing numbers of pupils displaying Egietbehaviours, meeting
such needs for all pupils may be of growing importancenfmnstream schools,

without relying on the ‘expertise’ of the special sdrioodo so.

The existence of such ‘expertise’ is interestinghectéd in some of the comments
made by the pupils in the present study who do suggest ¢hapéleial schools were
going someway towards satisfying their needs. Signifigasuch comments were
made primarily by pupils attending The Oakwood Centre wsthiery small number of
pupils, its historically adopted therapeutic approach, and egdermphasis on
academics, rather than Southdown, which was largerriaghaore closely to
National Curriculum requirements, and more concernedmiitimising academic

disadvantage to its pupils.

The nature of the provision at Southdown may refleetctianging emphasis on
provision for EBD pupils over time. In tracing thetbiy and development of special
needs provision, particularly for those pupils now ladedle EBD, it is clear to see
that there has been a gradual move away from a thei@ppptoach to such children.
This move may have been the result of a growing awaseand well meaning concern
with discrimination, and the subsequent focus on the gw@eldl content of teaching
and learning has been an attempt to minimise disadvafttateese children in an
academic sense. However, the results of this presahy suggest that policy makers
and those involved with standards, inspection of scharastraining of professionals,
with their emphasis in recent years on learning, haae overlooked a critical
‘therapeutic’ element in successful provision for certdiildren. The value of
therapeutic activities and support, both of an indirettireaas part of the curriculum,
or more directly from professionals, should perhaps {svatiated and not considered
as being less important or less relevant to the pumlsids. The pupils should not be

considered disadvantaged by exposure to this aspect of educaiibroadening
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perception of education is thus being proposed as a reshis giresent study, which

possibly demands a reversal of current trends.

As previously suggested, such a therapeutic facet of eduagti@vision may be
important for pupils in the mainstream setting as weth@se in special education
(Cooper et al, 1994), and future policy, inspection and guidansehools may need
to seriously include a therapeutic element. For exartipeneed for policy to combat
bullying, which has been given much emphasis in reagantsy may be alleviated by, or
perhaps such policy should incorporate, a close look giassible support structures,
counselling and therapeutic aspects of schooling. Asousy suggested in this
Section, this may involve the training of specificgmemel but may also have major
implications for the size of schools and classestrtiring of teachers and the
professional skills that are considered appropriate &ohiag, and finally curriculum
content and its mode of presentation. Recognisingdtential and possibly essential
therapeutic role of schools and schooling is clearyway of addressing the current
concern over behaviour problems in schools and rapidigasing numbers of
exclusions. Such a therapeutic role will constituta@eptance of the complexity of
factors involved in EBD behaviour and may go somewagnsuring that clumsy, ill-
informed decision making concerning the placement andgoovior such pupils in

educational, social and psychiatric facilities doesauaur.

7.3 Methodological Insights and Implications

Much has been written in previous publications concgrmathodology for obtaining
gualitative data from interviewing and recently there b@en an attempt to focus
specifically on the methodological aspects of reseagdifie perceptions of school
pupils. (Cooper, 1993a, 1993c). It is hoped that the methodalawghts gained

from this present project will contribute to this paasly published material.
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In addition to the observations and comments presenteart Two of this report
there were some significant insights gained from tlidyswhich may have
implications for the future exploration of pupil perceptitigsthose working in this
field. Of particular significance, given the small nembf previous studies that have
successfully explored the perceptions of EBD pupils, arertpications for those
researchers exploring the perceptions of such pupilss rélaitively new field of
research possibly demands an awareness of somewbkea¢mifinethodological
techniques and skills to those needed when researchimgwateeding mainstream
pupils, and it is intended that these differences shouttdsented in this Section.
Finally, this Section highlights certain methodologisalies that may be of significance
to those working full time as teachers, yet at theestimme taking a part-time

researcher’s role. (McHardy, 1996).

Firstly, some comments concerning data collectioough interviewing which is a
choice of methodology not without its drawbacks and [stfalAt a purely practical
level there maybe problems associated with finding & qne private place in a school
setting and this may be particularly significant in a-nesidential facility. It was the
researcher’s experience that the environment inhwthie interview took place could
potentially influence the attitude and willingness of plil to discuss certain issues.
For example a noisy location lacking privacy did litbeeincourage a pupil to
concentrate and really consider some of the potgntraie complex aspects of his or
her behaviour, nor to disclose more personal issi&®wvever, as was described in
Part Two of this report, a more formal setting fonrarerview, such as an office, did
not allow for the degree of informality that encouragesils to relax and converse
openly with the researcher. Previous publications asdbooper (1989) may have
overlooked this as a methodological concern owing tdattethat the pupil interviews
were carried out in residential facilities. This comfghact the interviews in two ways.

Firstly, such facilities may offer a greater numbemndédrmal yet private locations in

302



which to carry out interviewing owing to the naturdlwd facility and its buildings.
Secondly, the amount and quality of time available irclvto carry out interviews
with pupils may be greater, offering more opportunity tésetthe informal
atmosphere of the pupils’ evenings or free time. Wigld not only allow for longer
and possibly more frequent interviews, an issue potlyniddting to the quality of
data acquired, but also alleviates some of the problesexiated with removing
pupils from classes, tactful negotiations with staff] #re problem for

teacher/researchers of having to use professionafdintesearch purposes.

These potentially significant aspects of the methodology be particularly relevant
for the EBD pupil. Researchers should be aware teaetpupils, unlike those in the
mainstream, are often involved in fragile or volatééationships with their teachers
and/or family and may be somewhat reluctant to opdalyesviews on certain matters,
(See Section 7.1), without building a longer term relatigmwith the interviewer.
Such a relationship involving the development of trust @mnfidentiality between the
pupil and the researcher must be acknowledged as possigydi@sely related to the
amount of time they can spend together. Further tqtwy, it is the view of the
present researcher that it would be misguided for a tdaesearcher to believe that
his or her previously well established relationshigwaitpupil is sufficient to guarantee
successful data collection in interviewing. It maythe the success or nature of the
researcher/pupil relationship is unrelated to the pupilsique relationship with the
researcher as a teacher, although it is the presadroher’s belief that a positive
relationship must be in place prior to any attempt taioldata through interview.
This is not however the same as assuming that arptaionship is necessary for

research of this nature, and this remains an issuarttier debate.

One final point regarding the researcher’s need tourebnsider the location for
interviewing, is the potential value in attempting temiew pupils outside of the

school environment or school time. As previoushcdbsd in Section 7.1 it may be
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that in exploring the wide range of factors and procegsgan influence the EBD
pupils’ behaviour, the information they perceive asdeglevant to the interview is
strongly influenced by the environment in which theg laeing interviewed, and future
researchers may wish to pursue pupil interviewing in etyaof different

environments to find out how or if this impacts thmrceptions.

Researchers in this field should also be aware dattte¢hat interviewing as a method
of data collection can pose problems in terms of aigaly Transcribing and
categorising a large quantity of highly qualitative dataukhoot be underestimated, as
it can prove to be a long and time consuming processcydarty for a part-time
researcher. This problem is exacerbated when tieview is largely unstructured.
The present researcher would suggest that future resesacomsider a higher degree
of discipline in presenting trigger questions than was addptthe present project,
particularly when a limited amount of interview timeaigailable. The importance of
this is not only to aid data analysis, but also t@ambmore data relevant to the
research aims. The importance of recognising thedimdahe order in which trigger
guestions are presented to the pupils must also be givagnigen, as the present
researcher believes that this may significantlyigriice the pupils’ perceptions of what

is relevant to discuss or disclose.

Although in the present research a pilot run was noiecbout, it is a conclusion of
this research that a substantial pilot run with a nurabpupils, not directly involved

in the project, would have been valuable. In the ptga®ject, the trigger questions,
their presentation and the categorisation of data aleaglapted as the interviewing
proceeded. Thus total consistency when interviewiaglifferent pupils was not
guaranteed, as there was an evolution in the datatamiiend analysis throughout
the project. Clearly such inconsistency between poalg make authenticity of the
data somewhat questionable. However, the reseagghatly feels that any attempt

to standardise questioning to ensure authenticity mayantewith reaching the more
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complex perceptions of the pupils. This may be of pdatiaelevance for those
researching the intricacies of the EBD pupils’ viewpainThe EBD pupil may
demand a higher degree of sensitivity in any communitatgmnpared to the
mainstream pupil who is perhaps more likely to be questionassues which are less
emotive for them. The EBD pupil may be more likelyogothe focus of research
requiring him or her to discuss issues that are emolyastallenging to them. Thus,
although it may be tempting to seek authenticity by stallag the questions given
to pupils during interview, and to ease the burden of asddysminimising flexibility
within the interviewing, researchers working with EBDpils should be wary of losing
data which may only be obtainable with careful regardtie individual and his or her
chosen paths of discussion. These paths, perceivée ydividual to be relevant to

each question, should not be diverted simply for the coenee of the researcher.

This leads to a further important insight gained fromptesent research. Even the
most well thought out questions can be widely interpreyedifterent pupils and in
planning trigger questions it is important to be fully aavaf the many possible ways in
which the pupil may frame the question. It was the @spee of the present
researcher that trigger questions had to be very clearthreatening or intimidating,
and worded to allow the most expansive answers. eyhwere correctly thought out
and sensitively presented to the pupils they could helfictblengthy, appropriate and
relevant statements from pupils. However, the wrongtere put at the wrong

time, could easily destroy an interview.

Although it remains the belief of the researchefpWhg completion of the project,
that talking is the only truly effective method of gagthe perspectives of the
majority of EBD pupils, it is also considered importamtécognise the minority for
whom it may not be successful. As described in Pad, There were pupils in the
present study who were certainly reluctant to participatgerviewing and whose

perspectives were in the researcher’s opinion, inaddgeigored and included in
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the results. It is likely that this problem is of gier significance to research with
EBD pupils than with mainstream pupils owing to their ecled emotional
vulnerability, and in research of this nature an imgatrconsideration should be made
to the exploration of these particularly hesitant owiling pupils. The present
researcher suggests that there may be value in ofeesngten response option to
certain pupils who have adequate writing skills. Anotpron for pupils with poor
literacy skills, which could offer them a less thredtg situation, may be one of a
group discussion involving the researcher. Howeves uhlikely that such an
approach would encourage disclosure of personal issues. it TS psoposed that a
wider variety of methodological approaches than was usekipresent study could
be considered when seeking EBD pupils’ perspectives, butagyrcbaches require

further refinement and exploration.

Following on from this last point, it may also be imjamt to consider ethical issues if
we become so determined to pursue even the most enfigtiariaerable or perhaps
unstable EBD pupil in the name of research. Shouldrelsers accept the
withdrawal of a potential interview subject without miag for their involvement,

particularly when such research offers no direct rew@ttie pupils themselves?

Finally, there are undoubtedly numerous criticisms thatdcbe aimed at a research
project such as the present, as were discussed in ChAaptEne researcher is aware
of the difficulties associated particularly with autheibyiof data, and some
suggestions for overcoming such difficulties are liste@€bgper (1993a). The
present researcher proposes that such suggestions aesl wtiien attempting
research of this nature and in addition, future reseesetigo involve EBD pupils
should carefully consider the insights gained from thegmte®search. Future
researchers should not underestimate the complexitighaifmay on the surface
appear to be research demanding relatively standard méthgdolt could be that

unless these complexities are acknowledged and methoddkegicaiques are refined
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to incorporate them, that research of this naturecoatinue to offer opportunity for

criticism, thus lessening its valuable and essent@h@non understanding the EBD

pupil.
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APPENDIX 1

Interview Trigger Questions for Areas of Enquiry

Each of the following trigger questions was designed ¢d plipil perspectives that
would be pertinent to one of the areas of enquiry (sge p@). The five areas of
enquiry were proposed using information gained from an sxteneview of the
literature and previous research concerning various aspgtite behaviour of pupils
with emotional and behavioural difficulties, including dhetical proposals (see Section
1.2). From this review emerged a number of recurr@méls pertaining to the
behaviour of EBD pupils, particularly relating to theipexences of schooling.

These topical issues represent important areas thatrapge#iuence the pupils’
behaviour and are in many ways associated with theugsystems that impact on
that behaviour. Thus in order to allow some degrdeanfs on these relevant topical
themes, they were utilised by the present reseanclie iconstruction of the five
areas of enquiry. The researcher anticipated thalldating pupil statements to
each of these areas of enquiry that the data couldoth@mther analysed to provide a
richer source of information relevant to significasues reflected in and currently

being raised in the literature.

Analysis of the pupil interview data was effectivelyred out in three stages with an
increasing degree of focus on the data at each staiggtly, & collating of statements
under the five different area of enquiry headings wasechaut, with all pupil
statements that were considered in any way relevansightful to a particular area of
enquiry being selected. Secondly, statements werarssedtmore closely to ensure
that they were appropriately assigned to an area, wiashollowed by a further
analysis of these statements to identify differeatribs that were emerging within the
areas of enquiry. Finally, a further refinement axghesion of these emerging
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themes and preliminary ideas was undertaken, with a plartemphasis on placing

them and the present research within the frameworlcanigéxt of previous and

current literature and research concerned with thevimiraof EBD pupils.

The results of the analysis are presented in Chaptanrd 6 of the report.

b)

d)

The history and nature of the pupils’ schooling difficulies

What are your earliest memories of school?
Can you remember when you first had difficulties of king in school?

Can you describe the problems that you experienced?

Aspects of school and schooling associated with the pidlifficulties

Can you talk about the sorts of things that happenedoosthat you found

difficult or that were a problem for you?

The significance of social, family or life events in thpupils’ difficulties

Do you think that your problems in school have anytbindo with your life or
things that have happened out of school?
What would you describe as the most important thingshidnae happened to

you in your life so far?

The psychological or physiological aspects of the pupils’ difulties and
their attitudes to treatment or professional support

How would you describe yourself to someone who didn’t kgou?
Can you tell me about any help or support that you hasdrbm people?

How do you feel about having been placed in a speciabtho
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e)

The behaviour of the pupils in response to their diulties

When you were having difficulties or problems in schebét did you do or
how did you behave?

Can you say anything about why you behaved in certags?va

Do you blame anyone or anything in particular for yoefmdviour and
placement in a special school?

Why do you think you are in a special school?
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APPENDIX 2

PUPIL DATA
PUPIL NAME GENDER AGE SITE OF INTERVIEW
ALAN M 14 Oakwood
ANDY M 14 Oakwood
BOBBY M 15 Southdown
BRIAN M 14 Southdown
CHRIS M 13 Southdown
COLIN M 14 Southdown
DANNY M 14 Southdown
DAVE M 15 Southdown
GEORGE M 16 Oakwood
GERRY M 14 Oakwood
GUY M 14 Southdown
IVAN M 15 Southdown
JEREMY M 12 Southdown
JOHN M 13 Southdown
JOHNNY M 12 Oakwood
JULIE F 16 Oakwood
KAREN F 16 Oakwood
KARL M 16 Oakwood
KEN M 15 Southdown

LARRY M 16 Oakwood
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MICHAEL M 12

MIKE M 13

NEIL M 12

RICK M 16

ROBERT M 13

ROBIN M 16

RONNIE M 16

ROY M 14

SAM M 15

SANDRA F 13

SARAH F 13

SIMON M 16

SUSAN F 14

TOM M 14

WAYNE M 16

WILLIAM M 13

Total number of pupils interviewed 36
Total number of girls interviewed 5
Total number of boys interviewed 31
Total number of pupils interviewed at Oakwood 16
Total number of pupils interviewed at Southdown 20
Total number of pupils aged 12 4
Total number of pupils aged 13 7
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Total number of pupils aged 14
Total number of pupils aged 15

Total number of pupils aged 16
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