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CHAPTER 1 

INTRODUCTION 

Behavior problems and violence are significant issues facing schools. A solution is 

necessary to meet the needs of the students exhibiting these behaviors and to reduce their 

problem behaviors. Recent research indicates that most children who exhibit serious behavior 

problems began to exhibit some problematic behaviors during the early childhood years (Cohen 

& Kaufmann, 2005; Conroy, Hendrickson, & Hester, 2004). In fact, over half of children who 

exhibit problem behaviors in the first four years of school are diagnosed with a behavior disorder 

before age 18 (Egeland, Pianta, & Ogawa, 1996; Kendziora, 2004). Because of the early onset of 

behavior problems for some children and the negative outcomes related to early behavior 

problems, problems must be addressed early instead of waiting until students are older and their 

behaviors escalate to a point that they are dangerous to themselves and others.  

In order to ensure that young children’s problematic behaviors can be addressed 

appropriately, early childhood educators must have knowledge of behavior management skills 

and must be able to implement evidence-based strategies in their classrooms (Fox, 2010; Fox, 

Dunlap, Hemmeter, Joseph, & Strain, 2003). Based on the work of Witcher et al. (2008) 

preservice teachers support this view and report that being an effective manager of classroom 

behavior is an essential characteristic of successful teachers. However, preschool teachers are 

often not prepared to handle the challenging behaviors that may arise in their classrooms 

(Hemmeter, Santos, & Ostrosky, 2008; Lopes, Monteiro, Sil, Rutherford, & Quinn, 2004) and 

may lack confidence regarding their ability to do so (Rosas & West, 2009). Because of this lack 

of knowledge regarding behavior, early childhood teachers want to learn more about classroom 
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behavior management and are interested in further training and information regarding classroom 

behavior management (Arbuckle & Little, 2004; Brashier & Norris, 2008).   

A variety of prevention and intervention strategies that are effective in reducing problem 

behaviors in early childhood are represented in the literature. Recommended strategies include 

(a) collaborating with families (Brotman et al., 2005; Dishion et al., 2008; Dunlap et al., 2006; 

Fox et al., 2003; Hancock, Kaiser, & Delaney, 2002; MacKenzie, 2007; Neary & Eyberg, 2002; 

Pahl & Barrett, 2007; Powell, Dunlap, & Fox, 2006; Roberts, Mazzucchelli, Studman, & 

Sanders, 2006; Smith, 2009), (b) explicitly teaching classroom routines and expectations 

(Evertson, Emmer, & Worsham, 2000; Fox et al., 2003; Hester, Hendrickson, & Gable, 2009; 

Stormont, Lewis, Beckner, & Johnson, 2008), (c) rewarding positive behaviors and using praise 

statements (Fox et al., 2003; Fox & Little, 2001; Fullerton, Conroy, & Correa, 2009; Hester et 

al., 2009; Stormont, Smith, & Lewis, 2007; Tiano, Fortson, McNeil, & Humphreys, 2005), (d) 

making adaptations to the classroom environment (Isbell & Exelby, 2001; Sharma, Singh, & 

Geromette, 2008), (e) using pre-correction statements (Blair, Umbreit, & Eck, 2000; Fox & 

Little, 2001; Stormont et al., 2007), (f) redirecting (Evertson et al., 2000; Fox & Little, 2001; 

Meier, 1994), (g) teaching replacement behaviors and new skills (Blair et al., 2000; Dunlap et al., 

2006; Fox et al., 2003), (h) teaching social and emotional strategies (Fox et al., 2003; 

Malinauskaite, 2010; Pahl & Barrett, 2007; Smith, 2009, Tankersley, Kamps, Mancina, & 

Weidinger, 1996), and (i) using functional behavioral assessments (Dunlap et al., 2006; Fox et 

al., 2003; Scott, Park, Swain-Bradway, & Landers, 2007). These nine prevention and 

intervention practices are all a part of the teaching pyramid, which is a positive behavior support 

(PBS) model that has been created specifically for early childhood settings and is advocated by 

the Technical Assistance Center on Social Emotional Intervention for Young Children (2008). 
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The teaching pyramid includes three primary tiers: (a) universal supports, (b) prevention, and (c) 

intervention (Fox et al., 2003; Technical Assistance Center on Social Emotional Intervention for 

Young Children, 2008).  

The strategies of the teaching pyramid reflect evidence-based practices in early childhood 

education and special education. An evidence-based practice is an intervention or strategy 

supported by research for the purpose of aiding students. Evidence-based practices have been 

effective in multiple studies and have shown to result in significant improvements for the child 

(Access Center, n.d.). Teachers need to use evidence-based practices in their classrooms for a 

variety of reasons: (a) to maximize the potential outcomes for the child and family, (b) to be 

consistent within the field of early childhood special education, (c) to provide support for 

interventions for accountability purposes, (d) to expand their skills, (e) to increase financial 

support for early childhood special education, and (f) to provide families a rationale for the 

interventions (Strain & Dunlap, n.d.). Through an online survey, the study gathered preschool 

teachers’ self-reported level of preparation for classroom behavior management and their usage 

of evidence-based behavior management strategies. 

Statement of the Problem 

  Research has shown that many preschool children exhibit challenging behaviors and that 

evidence-based interventions can be effective for addressing the inappropriate behaviors. A 

variety of evidence-based practices for managing behavior problems in preschool settings have 

been identified. To date, few research studies have examined teachers’ levels of preparedness for 

classroom behavior management (Oliver & Reschly, 2010). This study will address the gap in 

knowledge by examining teachers’ self-reported levels of preparation and usage of evidence-

based interventions. 
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Purpose of the Study 

The study examined the perceived competencies of teachers related to classroom 

behavior management as well as preschool teachers’ usage of evidence-based behavior 

prevention and intervention strategies. The results of this exploration can be used to gain a better 

understanding of preschool teachers’ training needs in regard to behavior management and 

handling behavior problems in the classroom. 

Research Questions 

1. To what extent do preschool teachers perceive themselves prepared to manage aggressive 

behaviors in their classrooms using evidence-based prevention and intervention 

strategies? 

2. To what extent do preschool teachers self-report using evidence-based prevention and 

intervention strategies to manage aggressive behaviors in their classrooms? 

3. What teacher variables (age, gender, type of teaching position, type of teaching 

certificate, school type, type of school district, number of students in class and school, 

level of education, and years of teaching experience) are most salient in predicting the 

self-reported level of preparation and self-reported usage of evidence-based prevention 

and intervention strategies for the management of aggressive behaviors in the preschool 

classroom? 

Significance 

It is imperative that aggressive behaviors in young children be addressed in the early 

childhood years so as to prevent future lifelong inappropriate behaviors. In order to adequately 

address these behaviors, evidence-based prevention and intervention strategies must be used.  

The information learned from this study (a) shows how knowledgeable preschool teachers 
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perceive themselves to be in the use of research-based practices and (b) may contribute to future 

early childhood teacher preparation planning. 

Limitations 

The study had a few limitations that should be noted. First, the teachers included in the 

study were state certified teachers in the public school system and may not be representative of 

all preschool teachers. Second, because the survey relies on self-reports of the preschool 

teachers, the results may not be an accurate assessment of teachers’ actual knowledge and level 

of implementation. 

Definition of Terms 

For the purpose of the present study, the following terms have been defined: 

• Aggression:  An action that is meant to cause harm to another individual (Persson, 2005). 

• Early childhood:  The time period between birth and age eight (National Association for 

the Education of Young Children, n.d.). 

• Evidence-based practices/Research-based practices:  Teaching practices that are 

supported by research. There are three levels of research-based practices: emerging 

practices, promising practices, and evidence-based practices (Access Center, n.d.). 

• Expressive language delay: A deficit in the ability to express a message through verbal 

speech (Paul, 2007). 

• Functional behavioral assessment (FBA): Used when a child exhibits inappropriate 

behaviors; used to determine the specific problem behavior, the relationship between the 

behavior and the environment, and the function of the behavior (Fox et al., 2003). 
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• Head Start:  A federally funded program for economically disadvantaged preschool 

children; the goal of the program is to prepare the children for school (Administration for 

Children and Families, 2010). 

• Positive behavior interventions and supports (PBIS): A framework for choosing research-

based practices for addressing both academics and behavior in the school environment 

(OSEP, 2009). 

• Preschool Program for Children with Disabilities (PPCD): A public school program for 

children with disabilities between the ages of 3 and 5 (Texas Project First, n.d.). 

• Receptive language delay: A deficit in the ability to understand spoken language (Paul, 

2007).  
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CHAPTER 2 

REVIEW OF LITERATURE 

Behavior problems and school violence are significant problems facing the school system 

today. Problem behaviors have been reported for even the youngest students, but prevalence 

rates vary. Kindergarten teachers report that about 10% of children often argue or fight with 

peers (National Center for Education Statistics, 2000). According to the literature, problem 

behaviors that begin in the early childhood years generally persist throughout childhood (Emond, 

Ormel, Veenstra, & Oldehinkel, 2007; Stacks, 2005). In order to ensure that early childhood 

teachers are prepared to address these challenging behaviors, the research has identified 

strategies for prevention and intervention. 

This chapter provides a review of the literature regarding behavior problems in early 

childhood and teacher preparation for managing classroom behavior problems. The literature 

database employed in the preparation of this literature review was EbscoHost using the terms 

early childhood, preschool, behavior, violence, outcomes, teacher preparation, risk, classroom 

management, teacher attitude, social skills, and crisis. Due to the plethora of literature about 

behavior problems in schools, the search was limited to the years 2000-2012. In conducting the 

search, the following databases were utilized: (a) Academic Search Complete, (b) Education 

Research Complete, (c) ERIC, (d) Professional Development Collection, (e) PsychARTICLES, 

and (f) Psychology and Behavioral Sciences. In addition, sources obtained from the initial search 

results were utilized; many of these sources were written prior to 2000. 

Early childhood behavior problems and related Outcomes 

Various behavior problems have been noted among preschool children including (a) lack 

of self-control (Leschied, Chiodo, Nowicki, & Rodger, 2008; Tobin & Sugai, 2005), (b) 
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difficulties cooperating with peers (Tobin & Sugai, 2005), (c) lack of attention and hyperactivity 

(Baillargeon et al., 2007; Nagin & Tremblay, 1999; Tobin & Sugai, 2005; Wood, Cowan, & 

Baker, 2002), (d) noncompliance and opposition (Baillargeon et al., 2007; Nagin & Tremblay, 

1999; Niles, Reynolds, & Roe-Sepowitz, 2008; Webster-Stratton & Hammond, 1998; Wood et 

al., 2002;) (e) physical aggression (Baillargeon et al., 2007; Leschied et al., 2008; Monks, Ruiz, 

& Val, 2002; Nagin & Tremblay, 1999; Niles et al., 2008; Ostrov & Crick, 2007; Peckham-

Hardin, 2002; Tankersley et al., 1996; Webster-Stratton & Hammond, 1998; Wood et al., 2002), 

(f) verbal aggression (Ostrov & Crick, 2007; Tankersley et al., 1996; Webster-Stratton & 

Hammond, 1998), and (e) other externalizing behaviors (Peckham-Hardin, 2002; Tobin & Sugai, 

2005). 

Most of these behaviors can be categorized as aggression and divided into three primary 

categories: physical aggression, verbal aggression, and relational aggression (Monks et al., 

2002). Aggression is defined as an action that is meant to cause harm to another individual 

(Persson, 2005). Physical aggression is intended to cause harm to people (Mesman et al., 2008; 

Ostrov, Ries, Stauffacher, Godleski, & Mullins, 2008) or property (Mesman et al., 2008), and 

includes behaviors such as biting (Flanders et al., 2010; Paquette, Carbonneau, Dubeau, Bigral, 

& Tremblay, 2003), hitting (Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov 

& Keating, 2004; Paquette et al., 2003), kicking (Flanders et al., 2010; Monks et al., 2002; 

Ostrov et al., 2008; Ostrov & Keating, 2004), and pushing (Flanders et al., 2010; Monks et al., 

2002; Ostrov et al., 2008). Physical aggression is a common behavior for toddlers and peaks 

around the age of two; physically aggressive behaviors generally decrease after that time 

(Paquette et al., 2003). Verbal aggression includes name calling (Monks et al., 2002), swearing at 

another person (Pagani et al., 2009), and verbally insulting another person (Monks et al., 2002; 
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Pagani et al., 2009). Relational aggression involves intentionally harming others through the use 

of relationships (Crick & Grotpeter, 1995; Grotpeter & Crick, 1996; Ostrov et al., 2008), and 

includes gossiping (Ostrov et al., 2008; Ostrov & Keating, 2004), spreading rumors (Crick & 

Grotpeter, 1995; Grotpeter & Crick, 1996; Ostrov et al., 2008), ignoring (Ostrov & Keating, 

2004) and social exclusion (Crick & Grotpeter, 1995; McEvoy, Estrem, Rodriguez, & Olson, 

2003; Ostrov et al., 2008; Ostrov & Keating, 2004). When any of these acts of aggression is 

repeatedly inflicted upon the same person and the person exhibiting the behavior has power over 

the other person, it can be identified as bullying behavior (Nansel et al., 2001). While all three 

forms of aggression are problematic in the preschool classroom, this study is designed to focus 

only on physically aggressive behaviors. 

In the past, physically aggressive behaviors have typically been addressed through 

reactive interventions that are created in response to a current problem instead of through efforts 

aimed at preventing undesirable behaviors (Benedict, Horner, & Squires, 2007; Kher, Lacina-

Gifford, & Yandell, 2000). One such response has been to expel young children from preschool 

(Gillam, 2005; Gillam & Shahar, 2006). According to Gillam (2005), over 10% of preschool 

teachers in state-sponsored preschool programs nationwide report expelling at least one student 

in the past year, for a total of almost 7% of preschoolers being expelled. This is over three times 

the expulsion rate for children in kindergarten through twelfth grade. Across the state of Texas, 

5.99 preschool students out of 1000 are expelled, which equals about 662 students annually. For 

students in kindergarten through Grade 12, the number is 2.93 per 1000 (Gillam, 2005). 

Multiple authors have noted that early prevention and intervention efforts are the key to 

addressing behavior problems (Allen, 2009; Conroy & Brown, 2004; Griffin, Guerin, Sharry, & 

Drumm, 2010; Qi & Kaiser, 2003; Shonkoff, 2010; Stormont, 2002; Tobin & Sugai, 2005). 
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Short-term results of early intervention include reductions in problem behaviors (Flannery et al., 

2003; Griffin et al., 2010; Walker, Golly, McLane, & Kimmich, 2005) and increases in social 

competence (Flannery et al., 2003), as well as reductions in parental stress levels (Griffin et al., 

2010). The long-term impact of early intervention includes academic success, a greater 

likelihood of high school graduation and college attendance, and a decreased need for special 

education services (Bradshaw, Zmuda, Kellam, & Ialongo, 2009). Thus, it is most effective to 

address problem behaviors in early childhood rather than in middle childhood or adolescence 

(MacKenzie, 2007).   

Several outcomes related to behavior problems in early childhood have been identified. 

First, there is a correlation between externalizing behavior problems and rejection by peers in the 

early childhood years (Gomes & Livesey, 2008; Keown & Woodward, 2006; Lindsey, 2002; 

Monks et al., 2002; Snyder et al., 2008; Wood et al., 2002). The rejection leads to an increase in 

school avoidance and a decrease in classroom participation and school achievement (Buhs & 

Ladd, 2001; Buhs, Ladd, & Harold, 2006). Problems in school are common among young 

children exhibiting behavior problems (National Center for Education Statistics, 2000). 

Additionally, the literature (Emond et al., 2007; Jansen, Veenstra, Ormel, Verhulst, & 

Reijneveld, 2011; Snyder et al., 2008) reports that young children exhibiting behavior problems 

are more likely than their peers to be the targets of coercive or aggressive behavior by peers. 

Behavior problems in the preschool years may be an indication of life-long inappropriate 

behaviors. When behavior problems are not addressed in the early childhood years, they continue 

(Emond et al., 2007; Hodgins, 1994; Jansen et al., 2011; Nagin & Tremblay, 1999) and may get 

worse as the child gets older (Emond et al., 2007; Tobin & Sugai, 2005). These maladaptive 

behaviors often persist into adolescence (Emond et al., 2007; Jansen et al., 2011) and adulthood 
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(Hodgins, 1994; Leschied et al., 2008; Nagin & Tremblay, 1999). Involvement in criminal 

activity has been linked to early childhood behavior problems. Leschied et al. found that children 

who exhibit externalizing behaviors, such as a lack of control, hyperactivity, aggression, conduct 

disorder, and antisocial behavior in early childhood are likely to engage in criminal activity as 

adults. Similarly, Nagin and Tremblay found that young children exhibiting physical aggression 

or opposition have a high likelihood of juvenile delinquency. Finally, Hodgins reports that adults 

exhibiting conduct disorder as young children tend to become involved in criminal behavior and 

have a higher than average likelihood of severe substance abuse.   

Evidence-based prevention and Intervention 

The literature has identified a variety of prevention and intervention strategies that are 

effective in reducing problem behaviors in early childhood. While each of these strategies is 

evidence-based and effective, they must be implemented with fidelity by trained educators in 

order to be successful (Fox, 2010).   

Collaboration with Families.  The first evidence-based strategy for preventing problem 

behaviors is collaboration with the families of all students in the classroom. This includes the 

building of relationships with children and families (Fox et al., 2003; Fox & Lentini, 2006; 

Stormont, 2002), providing information and support regarding behavior management to families 

and caregivers (Brotman et al., 2005; Dishion et al., 2008; Hancock et al., 2002; MacKenzie, 

2007; Neary & Eyberg, 2002; Powell et al., 2006; Roberts et al., 2006; Smith, 2009), and 

including families in the planning and implementation of any individualized interventions 

(Dunlap et al., 2006; Smith, 2009). As a part of the collaboration process, educators need to learn 

the family’s goals and priorities for the child’s progress and ensure that the desired outcomes for 

the child are reflected in the interventions selected (Positive Beginnings, n.d.). Parents and other 
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caregivers may need explicit instruction on skills for interacting with their children on a daily 

basis (Tobin, Sansoti, & McIntyre, 2007) and for responding to the challenging behaviors in their 

homes (Positive Beginnings, n.d).  

Teaching classroom rules and expectations.  The second strategy is the use of classroom 

rules and expectations that are systematically taught to all students (Evertson et al., 2000; Fox et 

al., 2003; Hester et al., 2009; Scott et al., 2007; Stormont et al., 2008). According to Stormont et 

al. (2008), schools often expect that students arrive at school with an understanding of socially 

acceptable behaviors; however, for some children, this is not true. Some children must be 

explicitly taught how to behave through instructional lessons on rules and expectation (Hester et 

al., 2009; Stormont et al., 2008). Pianta, Paro, Payne, Cox, and Bradley (2002) found that 63% of 

kindergarten children received no instruction on social rules for the classroom. It is likely that 

some of these students exhibited problem behavior due to the lack of instruction on the rules and 

expectations. The rules should be few in number, simple, and easily understood by children and 

adults (Hester et al., 2009; Stormont et al., 2008). The students must be systematically taught the 

behavioral expectations using the same methods that are effective for teaching academic skills 

(Evertson et al., 2000; Stormont et al., 2008). These methods include modeling of the desired 

behavior (Evertson et al., 2000; Hester et al., 2009; Stormont, 2002), having children rehearse 

the expected behaviors (Evertson et al., 2000), and daily review of the behavioral expectations 

(Hester et al., 2009). Visual representations of the expected behaviors can also be helpful for 

young children (Stormont et al., 2008). Once they have been taught, the classroom expectations 

must be consistently reinforced (Hester et al., 2009) and frequent feedback should be provided to 

students (Evertson et al., 2000). 
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Praise statements.  Third, praising students for meeting behavioral expectations can also 

be an effective strategy for reducing problem behaviors (Brown et al., 2006; Fox et al., 2003; 

Fox & Little, 2001; Fullerton et al., 2009; Hester et al., 2009; Lampi, Fenty, & Beaunae, 2005; 

Stormont et al., 2007; Stormont et al., 2008; Tankersley et al., 1996; Tiano et al., 2005). The 

praise must be appropriate to the particular child and the situation and must be administered 

immediately following the desired behavior (Hester et al., 2009). In addition, praise statements 

must be consistently given when the child exhibits the behavior (Hester et al., 2009). Praise 

statements that contain the language used in the rules can help students understand when they are 

meeting specific expectations (Stormont et al., 2008). In addition to reducing problem behaviors, 

the use of praise statements can also increase positive relationships between teachers and 

students (Lampi et al., 2005). 

Environmental adaptations.  Additionally, it is important to make adaptations to the 

classroom environment in order to reduce problem behaviors (Sharma et al., 2008; Scott et al., 

2007; Stormont et al., 2008). This may include removing distractions from the classroom 

(Sharma et al., 2008; Stormont et al., 2008), rearranging student work areas (Scott et al., 2007; 

Stormont et al., 2008), moving teacher desks and instructional areas to increase student 

supervision (Scott et al., 2007), creating visual cues for students (Positive Beginnings, n.d.; 

Sharma et al., 2008), reducing the size of required tasks (Positive Beginnings, n.d.), and making 

student materials easily accessible (Sharma et al., 2008). 

Pre-correction statements.  Pre-correction statements can also prevent future behavior 

problems (Blair et al., 2000; Colvin, Sugai, Good, & Lee, 1997; Fox & Little, 2001; Lampi et al., 

2005; Stormont et al., 2007). Pre-corrections are antecedents that remind students about the 

behavioral expectations (Colvin et al., 1997; Lampi et al., 2005). Pre-corrections are used when a 
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teacher predicts that problem behaviors are likely to occur (Colvin et al., 1997; Lampi et al., 

2005). Examples of pre-corrections include verbal reminders (Colvin et al., 1997; Stormont et 

al., 2008), visual cues (Stormont et al., 2008), behavioral rehearsals (Colvin et al., 1997), and 

demonstrations of appropriate behaviors (Colvin et al., 1997).   

Redirection.  An additional effective strategy is redirection (Evertson et al., 2000; Fox & 

Little, 2001; Meier, 1994). Redirection occurs when a teacher or other adult introduces a more 

socially appropriate behavior or activity to a child who is exhibiting undesirable behaviors. The 

teacher should then praise the child for choosing to engage in the new activity (Meier, 1994). 

Teaching alternative behaviors.  Children may need instruction on alternative behaviors 

to replace the problem behaviors, as well as new, socially appropriate skills (Blair et al., 2000; 

Dunlap et al., 2006; Fox et al., 2003). Children engage in behaviors for a reason; any problematic 

behavior is serving some purpose for the child and is meeting a need for him/her (Fox & Lentini, 

2006). 

Teaching social and emotional strategies.  Instruction on effective social and emotional 

strategies and skills may also be necessary (Fox et al., 2003; Malinauskaite, 2010; Pahl & 

Barrett, 2007; Smith, 2009; Tankersley et al., 1996). Children will need to be taught both 

interpersonal and intrapersonal skills in order to be successful in the early childhood classroom. 

Vaughn et al. (2000) suggest that children who have a friend tend to have a higher level of social 

competence, so a focus on friendship skills may contribute to improved behaviors for some 

preschool children. When teaching social skills, it may be beneficial to include typically 

developing children in the group so that the students receiving the intervention have peer models 

for appropriate behavior (Tankersley et al., 1996). Specific social skills that may need to be 

taught to young children fall into two categories: interpersonal and friendships skills and 
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intrapersonal skills. Examples of interpersonal skills include (a) appropriate requesting, (b) 

persistence, (c) agreeing with others (Tankersley et al., 1996), (d) engaging peers in play, (e) turn 

taking, (f) helping others, (g) giving compliments (Fox & Lentini, 2006), (h) expressing empathy 

(Fox & Lentini, 2006; Pahl & Barrett, 2007), and (i) sharing (Fox & Lentini, 2006; Tankersley et 

al., 1996). Intrapersonal skills for instruction include (a) following rules (b) following directions 

(Fox & Lentini, 2006), (c) identifying feelings in self and others (Bierman et al., 2008; Fox & 

Lentini, 2006; Miller et al., 2006; Pahl & Barrett, 2007), (d) problem solving (Bierman et al., 

2008; Fox & Lentini, 2006; Pahl & Barrett, 2007), (e) recognizing that anger has a negative 

impact on problem solving (Fox & Lentini, 2006), (f) self-calming (Fox & Lentini, 2006; Pahl & 

Barrett, 2007), and (g) appropriate expressions of anger and frustration (Bierman et al., 2008; 

Fox & Lentini, 2006).   

For teaching prosocial skills to young children, early childhood teachers must be sure to 

explain the skill, model it for the students, give children the opportunity to practice, and provide 

feedback on their performance. To ensure that the student learns the skill and is able to 

generalize it, teachers should provide multiple opportunities for practice (Fox & Lentini, 2006).  

Social and emotional strategies can be taught through a variety of strategies including (a) 

modeling, (b) using puppets, (c) using peer partners, (d) singing, (e) fingerplays, (f) flannel board 

activities, (g) prompts, (h) social stories, (i) games, and (j) the use of children’s literature 

(Hemmeter & Fox, 2006).   

Functional behavior assessments.  For young children exhibiting the most significant 

problem behaviors, it is necessary to use a functional behavior assessment (FBA) to identify the 

problem behavior, the relationship between the behavior and the environment, and the function 

of the behavior (Dunlap et al., 2006; Fox, Dunlap, & Powell, 2002; Fox et al., 2003; Scott et al., 
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2007). The FBA is conducted by a team that includes the child’s parents, the teacher, and any 

other professionals that may have knowledge of the child and/or behavior (Duda, Dunlap, Fox, 

Lentini, & Clarke, 2004; Fox, Dunlap, & Cushing, 2002). The FBA involves collecting data from 

a variety of sources through interviews with team members, direct observations, rating scales, 

and reviews of the child’s educational and medical files (Duda et al., 2004; Fox, Dunlap, & 

Cushing, 2002; Horner, Sugai, Peckham-Hardin, 2002; Todd, & Lewis-Palmer, 1999). 

According to teachers, the first three (interviews, observations, and rating scales) are the most 

effective, but reviewing students’ files is more feasible for a classroom teacher to complete 

(Peckham-Hardin, 2002). The information from the FBA is used to create an individualized 

intervention plan that specifically addresses the child’s individual needs (Duda et al., 2004; 

Horner et al., 1999; Sharma et al., 2008; Tobin & Sugai, 2005).   

As noted earlier, these nine prevention and intervention practices are all a part of the 

teaching pyrmaid, which is a positive behavior support (PBS) model that has been created 

specifically for early childhood settings and is advocated by the Technical Assistance Center on 

Social Emotional Intervention for Young Children (2008). The teaching pyramid includes three 

primary tiers: (a) universal supports, (b) prevention, and (c) intervention (Fox et al., 2003; 

Technical Assistance Center on Social Emotional Intervention for Young Children, 2008) and 

each of the previously mentioned strategies falls into one or more of those tiers (see Figure 1).  

Underneath this pyramid is a foundation of systems and policies designed to ensure that 

evidence-based practices are used (Technical Assistance Center on Social Emotional 

Intervention for Young Children, 2008). 
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Figure 1: Prevention and intervention strategies in the teaching pyramid 

 

Rationale for instruction in behavior management for all preschool Teachers 

 Miller and Stayton (1998) highlight the need for a blended, interdisciplinary approach to 

teacher preparation so that general education and special education teachers can use 

developmentally appropriate practices to create instructional lessons that meet the needs of all 

students, including those students exhibiting challenging behaviors. 

The 2004 reauthorization of the Individuals with Disabilities Education Act requires that 

all students be educated in the least restrictive environment (United States Department of 

Education, 2004.).  Equal opportunities in the least restrictive environment mean that students 
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with disabilities must be educated in settings with their general education peers to the extent 

appropriate. The education of students with disabilities in separate classrooms or schools should 

only occur when these children cannot receive an appropriate education in the general education 

classroom, even with the use of supplementary aids and services. This regulation applies to the 

education of students in both public and private educational programs.  

The term inclusion, which is also sometimes referred to as mainstreaming, involves the 

placement of students with disabilities in the general education classroom for at least some part 

of the day (Dyson, 2005; Odom, 2000). The management of challenging behaviors is considered 

a barrier to successful preschool inclusion (Brotherson, Sheriff, Milburn, & Schertz, 2001; 

Downing & Peckham-Hardin, 2007; Engelbrecht, Oswald, Swart, & Eloff, 2003; Etscheidt, 

2006; Kemp & Carter, 2005; McConkey & Bhlirgri, 2003; Ntinas et al., 2006; Nutbrown & 

Clough, 2004; Varlier & Vuran, 2006). The inclusion of children with behavioral challenges in 

the general education classroom has the greatest likelihood of being successful when the teacher 

has a positive attitude about the students and inclusion (Gal, Schreur, & Engel-Yeger, 2010).  

According to Grieve (2009), most elementary school teachers believe that students should adapt 

to the expectations of the school and the teacher instead of the teacher changing for the students. 

Grieve found that most teachers do not believe that the general education classroom is the best 

placement for students with emotional and behavioral disorders. Other researchers, however, 

have found that teachers tend to have positive attitudes about the inclusion of students with 

challenging behaviors in their classrooms (Rae, Murray, & McKenzie, 2010). Just as a teacher’s 

attitude can impact a student’s success in the classroom, the teacher’s actions can also have an 

impact. Yasseen (2010) showed that elementary school students who are engaged in education 

are generally in the classrooms of teachers who are actively involved in the education of their 
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students and prepare appropriate lessons, interact with students, and have effective classroom 

management systems in place. In addition, preschool teachers who provide emotional support to 

their students and build relationships with students, have lower rates of conflict with their 

students (Hamre, Pianta, Downer, & Mashburn, 2008). Teachers’ perceptions of children’s 

behavior may have an impact on how they react to those children. Using teachers’ reports of 

student aggression and videotaped classroom observations, Dobbs and Arnold (2009) found that 

preschool teachers give more commands to children exhibiting challenging behaviors than they 

do to other children in the preschool classroom. 

According to Varlier and Vuran (2006), classroom behavior problems from students with 

disabilities are reported by teachers to be the most difficult aspect of preschool inclusion. Ntinas 

et al. (2006) found that 39% of general education teachers believe that students with behavior 

problems are the most difficult special education students to successfully include in the 

classroom and 52% of teachers reported that students with challenging behaviors make their jobs 

as teachers significantly more difficult. The teachers interviewed by Kemp and Carter (2005) 

reported that students who exhibit behavior problems in their classrooms make it harder for other 

students to learn. Nutbrown and Clough (2004) report that teachers rank students with emotional 

and behavioral disorders as “exceptionally demanding” (p. 307).   

Contextual framework for the present Study 

The contextual framework for the present study is based on the principles of evidence-

based practices, which are legally mandated by both the No Child Left Behind Act (NCLB) and 

the Individuals with Disabilities Education Act (IDEA). An evidence-based practice is an 

intervention or strategy that is supported by research for the purpose of aiding students.  

Evidence-based practices have been effective in multiple studies and have shown to result in 
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significant improvements for the child (Access Center, n.d.). Teachers need to use evidence-

based practices in their classrooms for a variety of reasons: (a) to maximize the potential 

outcomes for the child and family, (b) to be consistent within the field of early childhood special 

education, (c) to provide support for interventions for accountability purposes, (d) to expand 

their skills, (e) to increase financial support for early childhood special education, and (f) to 

provide families a rationale for the interventions (Strain & Dunlap, n.d.). The study determined 

preschool teachers’ self-reported level of preparation for classroom behavior management and 

their usage of evidence-based behavior management strategies. 

Teacher preparation for behavior Management 

 A few studies have addressed teacher preparation for the management of challenging 

behaviors in the classroom. Previous research (Oliver & Reschly, 2010) indicated that teacher 

preparation programs do not adequately prepare teachers for handling behavioral problems in the 

classroom. Brashier and Norris (2008) report that first year teachers do not have the skills 

necessary in order to create an effective classroom behavior management system. This is likely 

due to the lack of instruction on behavior management in teacher preparation programs. Oliver 

and Reschly looked at all early childhood through Grade 12 special education teacher 

preparation programs in one Midwestern state and report that only 27% of programs teach a 

course specifically on behavior management; most programs teach behavior management skills 

in the context of other courses.  Additionally, teacher preparation programs generally provide 

future teachers with limited experiences working with students exhibiting challenging behaviors 

(Hemmeter et al., 2008).  Kaufman and Moss (2010) found that teachers often have a hard time 

putting the behavior management concepts they have learned in their teacher preparation 

programs into practice in their classrooms. Preschool general education and special education 
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teachers report a need for additional training regarding classroom behavior management and 

dealing with challenging student behaviors (Hu, 2010; Pavri, 2004). 

 The majority of teachers do not feel adequately prepared to manage challenging 

behaviors in the classroom (Grieve, 2009). The study sought to expand on the previous research 

and determine preschool teachers’ perceived levels of preparedness for the management of 

challenging behaviors in the preschool classroom. Additionally, the study identified the 

evidence-based prevention and intervention practices that are most often used for the 

management of inappropriate preschool behaviors. Because many preschool students with 

disabilities are included in the general education preschool classroom, both general and special 

education preschool teachers were included in the study. 
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CHAPTER 3 

METHODOLOGY AND PROCEDURES 

 Children who exhibit problem behaviors often first exhibit those behaviors in the early 

childhood years (Cohen & Kaufman, 2005; Conroy et al., 2004). The literature has shown, 

however, that effective early intervention can prevent later behavior problems (Allen, 2009; 

Conroy & Brown, 2004; Griffin et al., 2010; Qi & Kaiser, 2003; Shonkoff, 2010; Stormont, 

2002; Tobin & Sugai, 2005). Nine evidence-based practices that are effective for addressing 

aggression in early childhood have been identified: (a) collaborating with families (Brotman et 

al., 2005; Dishion et al., 2008; Dunlap et al. 2006; Fox et al., 2003; Hancock, Kaiser, & Delaney, 

2002; MacKenzie, 2007; Neary & Eyberg, 2002; Pahl & Barrett, 2007; Powell, Dunlap, & Fox, 

2006; Roberts, Mazzucchelli, Studman, & Sanders, 2006; Smith, 2009), (b) teaching routines and 

expectations (Evertson, Emmer, & Worsham, 2000; Fox et al., 2003; Hester, Hendrickson, & 

Gable, 2009; Stormont, Lewis, Beckner, & Johnson, 2008), (c) rewarding positive behaviors and 

using praise statements (Fox et al., 2003; Fox & Little, 2001; Fullerton, Conroy, & Correa, 2009; 

Hester et al., 2009; Stormont, Smith, & Lewis, 2007; Tiano, Fortson, McNeil, & Humphreys, 

2005), (d) making adaptations to the classroom environment (Isbell & Exelby, 2001; Sharma, 

Singh, & Geromette, 2008), (e) using pre-correction statements (Blair, Umbreit, & Eck, 2000; 

Fox & Little, 2001; Stormont et al., 2007), (f) redirection (Evertson et al., 2000; Fox & Little, 

2001), (g) teaching replacement behaviors and new skills (Blair et al., 2000; Dunlap et al., 2006; 

Fox et al., 2003), (h) teaching social and emotional strategies (Fox et al., 2003; Malinauskaite, 

2010; Pahl & Barrett, 2007; Smith, 2009, Tankersley, Kamps, Mancina, & Weidinger, 1996), 

and (i) using functional behavioral assessments (Dunlap et al., 2006; Fox et al., 2003; Scott, 

Park, Swain-Bradway, & Landers, 2007).   
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Purpose of Study 

The study examined the perceived competencies of preschool teachers related to 

classroom behavior management as well as preschool teachers’ use of evidence-based behavior 

prevention and intervention strategies. This exploration can be used to gain a better 

understanding of preschool teachers’ training needs in regard to behavior management and 

handling behavior problems in the classroom. 

Research Questions 

The research questions designed for this study were developed through a thorough review of 

the literature related to the management of behavior in the preschool setting. Through these 

questions, the researcher was able to gain a better understanding of the professional development 

needs of preschool teachers in regard to behavior management. The research questions are: 

1. To what extent do preschool teachers perceive themselves prepared to manage aggressive 

behaviors in their classrooms using evidence-based prevention and intervention 

strategies? 

2. To what extent do preschool teachers self-report using evidence-based prevention and 

intervention strategies to manage aggressive behaviors in their classrooms? 

3. What teacher variables (age, gender, type of teaching position, type of teaching 

certificate, school type, type of school district, number of students in class and school, 

level of education, and years of teaching experience) are most salient in predicting the 

self-reported level of preparation and self-reported usage of evidence-based prevention 

and intervention strategies for the management of aggressive behaviors in the preschool 

classroom? 
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Selection of Participants 

Subjects were drawn from a pool of preschool teachers in the current Head Start, 

Preschool Program for Children with Disabilities (PPCD), and prekindergarten programs (Pre-K) 

in the state of Texas. The teachers included in the present study had Texas teacher certifications 

and taught in the public school setting. Some of the teachers were certified as special education 

teachers, but most have general education teacher certifications. The subjects were recruited 

through direct solicitation, which was facilitated by the education service centers. One hundred 

three teachers participated in the study.  

Instrumentation 

 To address the research questions, an online survey was developed (see Appendix A). 

The survey is divided into four sections: (a) demographics, (b) information about students in 

class, (c) teachers’ experiences with aggressive students, and (d) the use of positive behavior 

support systems for intervention. As an incentive for participation in the study, teachers who 

completed the study received a book for their classroom library. For teachers participating in the 

pilot study, there was a drawing for a $25 gift card to Amazon.com. 

Data Collection Procedures 

 I conducted a pilot study by sending the survey (see Appendix A) to 41  Head Start 

teachers in one Texas Education Service Center (ESC). The invitation to participate in the study, 

informed consent, and link to the online survey was sent to the Head Start coordinator for the 

ESC. The coordinator sent an email to Head Start teachers asking them to participate in the 

survey and providing them with the information that had been requested. Ten of the 41 teachers 

who were invited to participate completed the survey for a response rate of 24.39%.  After the 

completion of the pilot study, the collected data were analyzed. The pilot study was conducted to 
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ensure that the questions asked in the survey could be easily understood by study participants 

and to evaluate the recruitment and randomization processes that were to be used in the research 

study (Leon, Davis, & Kraemer, 2011). The detailed results from the pilot study applicable to 

Research Questions 1 and 2 can be found in Appendix E. 

I submitted informed consents and the survey to the University of North Texas 

Institutional Review Board (IRB) for final approval. Following IRB approval, the invitation to 

participate in the study, informed consent, and link to the online survey were sent to the 

preschool directors in the four education service centers. The information was then forwarded via 

email to the study participants by the preschool staff at the education service centers. Potential 

study participants had the opportunity to participate in the survey or to decline to participate. 

Following their consent for participation, participants were given the online survey to complete. 

After three weeks, I asked the preschool directors to send an email to reminding them of the 

request to participate in the study.   

Data Analysis 

 To analyze the data for the first two questions, a multiple linear regression analysis was 

used. A multiple linear regression analysis is a technique used in statistical analysis that utilizes 

several predictor variables in the prediction of one criterion variable (Hinkle, Wiersma, & Jurs, 

2003). In order to determine the answer to the third research question, the researcher ran an 

analysis of variance (ANOVA) using SPSS software. An ANOVA is used to analyze one 

independent variable that has multiple levels (Hinkle et al., 2003). In the study, the independent 

variable is the teachers’ usage of the evidence-based prevention and intervention strategies. A 

significance level of .05 was used for all statistical analyses. 
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CHAPTER 4 

DATA ANALYSIS AND DISCUSSION 

The present study was conducted to determine the extent to which preschool teachers in 

Texas are prepared for the management of aggressive behaviors in their classrooms and the 

frequency of their usage of evidence-based interventions. Additionally, the study identified the 

teacher characteristics that may predict preparedness and usage of evidence-based interventions. 

A survey invitation was sent to preschool teachers in public schools in four educational service 

regions in Texas. Two other educational service regions agreed to participate in the study, but no 

teachers responded from either region. A total of 103 respondents answered the survey over a 

period of 6 1/2 weeks. 

Survey Respondents 

The survey asked demographic data of the respondents. The data provided the researcher 

with information about the teacher and the teacher’s class, school, and district.   

Age of Respondents.  The respondents were fairly evenly split among the age groups, 

with 37% (n=39) being between the ages of 20 and 35, 31.1% (n=32) were between the ages of 

36 and 50 and 29.1% (n=30) were between the ages of 51 and 65. No respondents were over age 

of 65 and 2 respondents preferred not to share their age.   

Gender of Respondents.  The respondents were primarily females with 99.0% (n=102) 

female and 1% (n=1) male.   

Teaching Position of Respondents.  About half (n=49 or 49%) of survey respondents 

were Pre-K teachers, while 30% (n=30) were Preschool Program for Children with Disabilities 

(PPCD) teachers and 21% (n=21) taught in Head Start classrooms. Three survey respondents did 

not answer this question.   
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Certification of Respondents.  While the study aimed to target certified teachers, not all 

of the survey respondents were fully certified. Seventy-eight percent (n=77) of teachers who 

responded to the survey indicated they were certified in Texas, eight percent (n=8) reported 

having a provisional certification, and 14% (n=14) reported having no certification. No teachers 

reported being certified in a different state and 4 teachers did not answer the question about their 

certification.   

Education Level of Respondents.  Seventy-four percent (n=69) of the survey respondents 

held a bachelor’s degree; 25% (n=23) held a master’s degree, and 4% (n=4) held a specialist 

degree. Seven did not answer the question.  

Table 1 

Teachers’ Years of Teaching Experience 

Years of Teaching Experience Number of Respondents 

0 first year teacher 9 

1 10 

2 5 

3 9 

4 5 

5 8 

6 5 

7 4 

8 5 

9 3 

10 4 

11+ 34 
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Respondents’ Years of Teaching Experience.  Approximately one-third (n=34, 34%) of 

respondents reported teaching for 11 or more years, while 9% (n=9) were first year teachers 

during the 2012-2013 school year. The other 58% (n=57) of teachers were mostly evenly 

distributed between one and ten years of teachers (see Table 1). Two respondents did not answer 

the question regarding their years of teaching experience. It should be noted, however, that on 

later questions the number of respondents reporting being first-year teachers varied. 

School Setting of Respondents.  Certified early childhood teachers in Texas taught in one 

of two types of settings, elementary schools and Pre-K centers. Of the 103 survey respondents, 

48% (n=49) taught in an elementary school and 52% (n=54) teach in a Pre-K center. Forty-nine 

percent (n=49) of the respondents taught in rural school districts; 29% (n=29) taught in suburban 

school districts, and 22% (n=22) taught in urban districts. Three teachers did not answer this 

question. The schools represented in the survey were primarily larger schools.  Among the 103 

survey respondents, 8% (n=8) were from schools with under 50 students, 12% (n=12) had 

between 50 and 100 students in their school and the remaining 8% (n=8) taught in schools that 

had between 101 and 150 students. The remaining 73% (n=75) reported being from a school 

with 150 or more students. All teachers responded to this question.   

Class Demographics.  All respondents answered the question about the size of their class. 

The teachers represented in the survey had classes of various sizes during the 2011-2012 school 

year. Twenty-nine percent of teachers (n=30) had more than 20 students in their class.  

Information about the class sizes can be found in Appendix F. The survey respondents were 

asked about the composition of their classes, and in particular, whether students had an 

individualized education plan (IEP) and/or a diagnosis of emotional disturbance (ED). Over a 

third of respondents (n=32 or 34%) reported having no students with an IEP in their classes. Five 
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percent of teachers (n=5) had one student, 10% (n=9) had 2 students, 10% (n=9) had 3 students, 

5% (n=5) had 4 students, 6% (n=6) had 5 students, 11% (n=10) had 6 students, 4% (n=4) had 7 

students, 2% (n=2) had 8 students, 4% (n=4) had 9 students, and 9% (n=8) had 10 or more 

students in their class with an IEP. Nine respondents did not answer this question.   

The teachers were also asked to report the number of students with ED as their primary 

disability on the IEP. Most teachers (n=72 or 77%) reported having no students with ED as a 

primary disabling condition. Other teachers reported having 1 (n=9 teachers or 10%), 2 (n=2 

teachers or 2%), 3 (n=5 teachers or 5%), 4 (n=4 teachers or 4%), and 7 (n=1 teacher or 1%) 

students with ED as a primary disabling condition in their classes.   

Finally, respondents were asked about the use of functional behavior assessments (FBAs) 

and behavioral intervention plans (BIPs) for students in their classrooms. The majority of 

teachers reported having no students (n=66 or 71%) requiring a FBA during the 2011-2012 

school year. Thirteen percent (n=12) of teachers reported that one student had an FBA. Other 

teachers reported that FBAs were conducted on 3 (n=2 teachers or 2%), 4 (n=3 teachers or 3%), 

5 (N=2 teachers or 2%), and 6 (n=1 teacher or 1%) students in their classes. Ten teachers did not 

answer the question regarding administration of FBAs in their classrooms. The data from an 

FBA are often used to create a BIP. Among the surveyed teachers, about two-thirds (n=65 or 

67%) reported having no students with a BIP and 21% (n=20) reported having just one student. 

Among the other survey respondents, 3% (n=3) reported having 2 students with BIPS, 4% (n=4) 

reported having 4, 1% (n=1) reported having 5 and 1% (n=1) reported having 7 students with a 

BIP. Nine survey respondents did not answer this question.    
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Quantitative Results 

RESEARCH QUESTION 1.  To what extent do preschool teachers perceive themselves 

to be prepared to manage aggressive behaviors in their classrooms using evidence-based 

prevention and intervention strategies? 

Respondents were asked to report their perceived levels of preparedness for the 

management of particular aggressive behaviors in their classrooms. The respondents used a 

Likert scale of 1-5, with 1 being not prepared and 5 indicating a high level of preparedness. Both 

a frequency function (Table 2) and multiple linear regression (Table 3) were used to analyze 

these data. The respondents perceived themselves to be well prepared for managing aggression  

in their classrooms, with average Likert scores ranging from 3.72 to 4.20. For each behavior, 

respondents rated their level of preparedness higher when the aggression is directed at a peer 

than when it is directed at an adult.  

Table 2 

Teachers’ Self-Reported Levels of Preparedness for Behavior Management 

Aggressive Behavior N Mean (M) Standard Deviation 
(SD) 

Kicking Peers 93 4.16 0.88 

Kicking Adults 92 3.99              1.03 

Biting Peers 92 3.84              1.08 

Biting Adults 92 3.73 1.20 

Hitting Peers 92 4.20 0.89 

Hitting Adults 92 4.04 1.05 

Destroying Property 
of Peers 

92 3.93 1.03 

Destroying Property 
of Adults 

91 3.86 1.14 
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The results illustrated in Table 2 indicate that respondents are slightly more prepared for 

managing aggression directed towards peers than aggression directed towards adults. The 

respondents are the most prepared for addressing the problem of a student kicking another 

student and the least prepared for students biting adults.   

A multiple linear regression was performed for each behavior. The predictors were the 

teachers’ age, gender, certification type, education level, type of teaching position, number of 

years the teacher had taught, the type and location of school, the number of students in the school 

and in the class, and the number of IEPs, FBAs, BIPs and students with ED in the classroom. 

The dependent variable in each regression was aggressive behavior. The beta coefficients (see 

Appendix G) indicated that there was no significant correlation between the teachers’ 

demographic variables and a teachers' self-reported level of preparedness for managing 

Table 3 

Regression Analysis of Teacher Preparedness for Behavior Management 

Aggressive Behavior R R 
square 

Sum of 
Squares 

df Mean 
Square 

F Significance 

Kicking Peers  .45 .21 21.92 14 1.57 1.17 3.19 

Kicking Adults .38 .14 10.51 14 .75 .741 .726 

Biting Peers .56 .31 29.30 14 2.09 2.03 .029 

Biting Adults .45 .21 21.92 14 1.57 1.17 .319 

Hitting Peers .43 .19 11.64 14 .83 1.04 .425 

Hitting Adults .39 .15 11.28 14 .81 .810 .656 

Destroying Property of 
Peers 

.49 .24 20.25 14 1.45 1.43 .17 

Destroying Property of 
Adults 

.41 .17 14.83 14 1.06 .89 .57 
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aggression.  The coefficients were closer to 0 than to 1, indicating a weak relationship between 

the variables. The complete results of the multiple linear regressions can be found in Table 3. 

RESEARCH QUESTION 2. To what extent do preschool teachers self-report using 

evidence-based prevention and intervention strategies to manage aggressive behaviors in their 

classrooms?   

Respondents were asked to report the frequency with which they utilize evidence-based 

interventions in their classrooms (see Table 4). The respondents were given the options of never, 

monthly, weekly, and daily. Both the frequency function and a multiple linear regression and the 

frequency function were used to analyze these data. The majority of respondents reported 

collaborating with parents and families on a weekly basis and engaging in 

Table 4 

Teacher’s Self-Reported Usage of Evidence-Based Interventions 

Intervention N Mode Median 

Collaborating with 
families 

87 Weekly Weekly 

Teaching expectations 89 Daily Daily 

Rewards and praise  89 Daily Daily 

Adaptations to classroom  88 Daily Daily 

Pre-correction 86 Daily Daily 

Redirection 87 Daily Daily 

Teaching new skills  89 Daily Daily 

Teaching social 
strategies 

89 Daily Daily 

Using FBA 87 Never Monthly 
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the other interventions daily. The only intervention that the teachers reported using infrequently 

was functional behavioral assessments.   

 A regression analysis (Table 5) was used to further analyze the teachers’ usage of 

evidence-based interventions. The beta coefficients (see Appendix H) indicate there is no 

significant correlation between the teachers’ demographic variables and teachers’ likelihood of 

using evidence-based interventions. The coefficients are closer to 0 than to 1, indicating a weak 

relationship between the variables. This means that we cannot predict teachers’ likelihood of 

using evidence-based prevention and intervention strategies based upon their demographic data. 

Table 5 

Regression Analysis of Teacher Usage of Evidence-Based Interventions 

Intervention R R square Sum of 
Squares 

Df Mean 
Square 

F Significance 

Collaborating with 
families 

.624 .389 35.786 13 2.753 2.943 .002 

Teaching 
expectations 

----- ----- ----- ----- ----- ----- ----- 

Rewards and praise  .622 .387 38.065 13 2.928 3.011 .002 

Adaptations to 
classroom  

.650 .422 44.194 13 3.400 3.425 .001 

Pre-correction  .611 .373 41.071 13 3.159 2.700 .005 

Redirection .665 .442 43.367 13 3.336 3.653 .000 

Teaching new skills  ----- ----- ----- ----- ----- ----- ----- 

Teaching social 
strategies 

----- ----- ----- ----- ----- ----- ----- 

Using FBA .508 .258 32.782 13 2.522 1.635 .100 
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RESEARCH QUESTION 3.  What teacher variables (i.e., age, gender, type of teaching 

position, type of teaching certificate, school type, type of school district, number of students in 

class and school, level of education, and years of teaching experience) are most salient in 

predicting the self-reported level of preparation and self-reported usage of evidence-based 

prevention and intervention strategies for the management of aggressive behaviors in the 

preschool classroom?   

The teachers reported their demographic information and responded to questions 

regarding their perceived levels of preparedness for managing aggression and the frequency of 

their usage of evidence-based interventions. Research Question 3 is answered through the 

regression analysis completed for the first two research questions, which found no demographic 

factors that accurately predict either self-reported levels of preparedness for managing 

aggression (Table 3) or usage of evidence-based interventions (Table 5). To further answer this 

question, a series of one-way ANOVAs were conducted using SPSS. The data indicate that few 

demographic variables are correlated with self-reported levels of preparation or usage of 

evidence-based practices. However, all of the statistically significant correlations indicated 

through these ANOVA tests have weak correlations in the beta tests (see Appendix G and H).  

Because only one male completed the survey, the data for gender was not analyzed. The data 

from the ANOVA tests may be found in Tables 6, 7, 8, and 9. Statistically significant 

correlations are indicated in bold.   

As indicated in Table 6, there is no statistically significant correlation between preschool 

teachers’ personal demographic variables (including the type of teaching position and teacher 

certification they hold, the teachers level of education, and the years of teaching experience) and 

self-reported levels of preparedness for managing aggression in the classroom. 
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Table 6 

Significance Levels for Correlation between Preparedness and Teacher Variables 

Aggressive 
Behavior 

Teacher 
Age 

Type of 
Teaching 
Position 

Teaching 
Certification 

Level of 
Education 

Number of 
Years 
Teaching 

Kicking Peers .381 .099 .010 

 

.826 .497 

Kicking 
Adults 

.810 .190 .087 .672 .741 

Biting Peers .893 .813 .523 .172 .767 

Biting Adults .966 .649 .133 .291 .850 

Hitting Peers .700 .287 .541 .452 .296 

Hitting 
Adults 

.793 .180 .171 .684 .745 

Destroy Peer 
Property 

.573 .926 .582 .587 .715 

Destroy Adult 
Property 

.829 .726 .242 .054 .795 

 

 In addition, the research found that the school and class variables are not reliable 

predictors for teachers’ self-reported levels of preparedness for managing aggression (Table 7). 

The study found no significant correlation between levels of preparedness and the school type, 

location, or the number of students in the class or school. Likewise, no significant correlation 

was found between the level of preparedness and the number of students with IEPs or an ED 

label or the number of FBA conducted or students with a BIP. 
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Table 7 

Significance Levels for Correlation between Preparedness and School &Class Variables 

Aggressive 
Behavior 

School 
Type 

District 
Location 

Students 
in School 

Students 
in Class 

Students 
in Class 
with IEP 

Students 
with ED 

FBAs 
conducted 

BIPs  

Kick 
Peers 

.025 .569 .063 .411 .714 .040 .806 .851 

Kick 
Adults 

.268 .200 .772 .449 .361 .287 .621 .817 

Bite Peers .372 .083 .505 .124 .345 .376 .911 .393 

Bite 
Adults 

.408 .152 .590 .132 .434 .433 .949 .798 

Hit  

Peers 

.515 .421 .533 .470 .161 .070 .545 .944 

Hit 
Adults 

.238 .335 .826 .556 .523 .230 .617 .725 

Peer 
Property 

.411 .814 .291 .487 .314 .255 .216 .243 

Adult 
Property 

.296 .793 .789 .656 .568 .297 .385 .490 

 

The researcher had hypothesized that there would be a correlation between teacher 

demographics and teachers’ self-reported usage of evidence-based intervention.  However, as 

illustrated in Table 8, there is no statistically significant correlation between teacher variables 

(teacher age, type of teaching position, type of teaching certification, level of education and 

number of years of teaching experience) and intervention usage. The significance levels for the 

relationship between teacher age and the interventions appear to be significantly correlated; 

however, further analysis using the beta test results indicates that it is not significant. The beta 

test results can be found in Appendix H. 
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Table 8 

Significance Levels for Correlation between Intervention Usage and Teacher Variables 

Intervention Teacher 
Age 

Type of 
Teaching 
Position 

Teaching 
Certification 

Level of 
Education 

Number 
of Years 
Teaching 

Collaboration with 
families 

.005 .210 .144 .186 .282 

Teaching expectations .000 .359 .190 .636 .744 

Rewards and praise  .001 .551 .575 .612 .826 

Adaptations to 
classroom 

.004 .349 .232 .713 .210 

Pre-correction  .003 .103 .436 .674 .846 

Redirection .003 .193 .384 .725 .579 

Teaching new skills .005 .222 .346 .894 .405 

Teaching social 
strategies 

.000 .510 .094 .454 .244 

Using FBA .380 .172 .999 .768 .331 

 

The study also examined the relationship between school variables (school type, school 

district location, and the number of students in the school) and the usage of evidence-based 

intervention and prevention strategies. As shown in Table 9, the results indicate no statistically 

significant correlations between school variables and intervention usage.
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Table 9 

Significance Levels for Correlation between Intervention Usage and School Variables 

Intervention School Type District Location Students in School 

Collaboration families .219 .230 .121 

Teaching expectations .824 .118 .299 

Rewards and praise  .771 .179 .481 

Adaptations to classroom  .618 .348 .052 

Pre-correction  .846 .125 .300 

Redirection .850 .184 .052 

Teaching new skills .839 .345 .111 

Teaching social strategies .900 .123 .194 

Using FBA .685 .222 .154 

 

Finally, the study investigated the relationship between class variables and teachers’ self-

reported usage of evidence-based interventions. The initial results (Table 10) indicate statistically 

significant correlations between the number of students in the class and the usage of each 

intervention. However, the beta coefficients of the regression analysis (Appendix H) indicate that 

the correlations are not actually significant. 
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Table 10 

Significance Levels for Correlation between Intervention Usage and Class Variables 

Intervention Students in 
Class 

Students 
with IEP 

Students 
with ED 

FBAs 
conducted 

BIPs 

Collaboration 
families 

.000 .704 .881 .379 .598 

Teaching 
expectations 

.000 .812 .950 .925 .894 

Rewards and praise  .000 .947 .973 .528 .957 

Adaptations to 
classroom  

.000 .731 .777 1.308 .677 

Pre-correction  .000 .662 .790 .872 .691 

Redirection .000 .910 .964 .590 .719 

Teaching new skills .000 .642 .693 .442 .936 

Teaching social 
strategies 

.000 .603 .826 .658 .946 

Using FBA .008 .425 .419 .066 .161 

 

Additional Data 

In addition to the three research questions other data were accrued that have relevance.  

The final question of the survey, Question 20, asked respondents to report the frequency of 

aggressive behaviors in their classrooms. According to their responses, preschool children are 

more frequently aggressive towards peers than towards adults and the most frequent behavior 

encountered is hitting peers. A more detailed illustration can be found in Figure 2. 
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Figure 2: Frequency of physically aggressive behaviors in preschool classrooms 

 Another result of the data involves teachers’ reported usage of FBAs and BIPs.  

Respondents reported having a BIP more frequently than they reported conducting an FBA.  

Because IDEA requires a FBA before the creation of a BIP, this is worrisome. It is possible that 

either the teachers are unfamiliar with the legal definitions of these terms or that the teachers did 

not participate in the FBAs, but had responsibility for the implementation of the BIPs. 
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CHAPTER 5 

SUMMARY, IMPLICATIONS, AND RECOMMENDATIONS 

An online survey was used to acquire information regarding preschool teachers’ 

perceived levels of preparedness for managing aggression in their classrooms and their self-

reported usage of evidence-based interventions. Additionally, the researcher sought to determine 

the demographic variables that increase the likelihood of feeling prepared and using evidence-

based interventions. A total of 103 prekindergarten, Preschool Program for Children with 

Disabilities (PPCD), and Head Start teachers from four education service centers in the state of 

Texas participated in the study. 

Summary 

Behavior problems and violence are significant issues facing schools.  Recent research 

indicates that most children who exhibit serious behavior problems began to exhibit some 

problematic behaviors during the early childhood years (Cohen & Kaufmann, 2005; Conroy, 

Hendrickson, & Hester, 2004). Because of the early onset of behavior problems for some 

children and the negative outcomes related to early behavior problems, problems must be 

addressed early instead of waiting until students are older and their behaviors escalate to a point 

that they are dangerous to themselves and others. The data from this study revealed that 

preschool teachers in Texas feel very prepared for managing aggressive student behaviors in 

their classrooms. According to the results of Research Question 1, teachers felt the least prepared 

(a mean of 3.7283 out of 5) for handling students who bite adults and most prepared (a mean of 

4.1957 out of 5) for managing students who hit their peers. Overall, the teachers felt more 

prepared for addressing aggression directed at peers versus aggression towards adults. 
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 The respondents reported using the evidence-based interventions on a regular basis. The 

majority of the teachers report that they (a) teach routines and expectations, (b) reward positive 

behaviors and use praise statements, (c) make adaptations to the classroom environment, (d) use 

pre-correction statements, (e) use redirection, (f) teach replacement behaviors and new skills, and 

(g) teach social and emotional strategies on a daily basis, while they collaborate with parents and 

families weekly. Functional behavioral assessments are reportedly used “never” or “monthly” by 

most teachers. 

 The data revealed that there is not a statistically significant correlation between any 

teacher demographic variables and the teachers’ likelihood of feeling prepared for addressing 

aggression or using evidence-based interventions. This was surprising as the researcher had 

hypothesized that a higher education level, more years of teaching experience, and teaching in a 

PPCD classroom would increase a teachers’ likelihood of feeling prepared for managing 

aggression and for using evidence-based interventions. The lack of a statistically significant 

correlation could be caused by low variance in teacher’s self-reported levels of preparation and 

usage of evidence-based interventions (Ravid, 2011).  The teachers in the study reported being 

very prepared for managing aggression and using the evidence-based interventions regularly.  

The restricted range of their responses may have impacted the correlation. 

Implications 

Knowing teachers’ levels of preparedness for behavior management and usage of 

evidence-based interventions can guide teacher preparation for both preservice and practicing 

general and special education teachers. The data collected in this study has some implications for 

future teacher trainings. The data indicate that teachers feel more confident in the management of 

aggression towards peers than aggression directed at adults. Teacher education can focus more 
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on providing preschool teachers with strategies for addressing aggression that is directed towards 

themselves or towards other adults. 

In addition, the data indicates that preschool teachers may not fully understand the terms 

“functional behavior assessment” and “behavior intervention plan”. This can be evidenced by the 

number of teachers who responded that no students in their classrooms had a FBA, but also 

reported having students with a BIP. Teacher educators need to ensure that all future teachers, 

both general and special education, are familiar with special education terms and their proper 

usage. 

Recommendations 

There is much potential for future research in the area of teacher preparedness for 

managing aggression and teacher usage of evidence-based interventions. The first 

recommendation is to conduct a similar study on a larger scale, using teachers from different 

parts of the United States. This information may help to determine if the results are 

representative of teachers outside Texas. 

Additionally, a replication study with uncertified teachers in private childcare settings is 

also recommended. The results of that study will identify if there is a difference between 

preschool teachers with and without certification, as well as whether teaching in a public school 

versus a private center impacts teachers’ levels of preparedness and usage of evidence based 

interventions. 

A third recommendation is to conduct a qualitative study, using either interviews or focus 

groups. More specific data about teachers’ levels of preparedness, as well as how and when they 

are using interventions can likely be gleaned from teachers through direct interaction with them. 
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Likewise, direct observation in teachers’ classrooms may more accurately determine the 

frequency of intervention usage.
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Demographic Information 

1. What is your age range (in years)? 

a. 20-35  

b. 36-50  

c. 51-65  

d. 66+ 

e. Prefer not to answer 

2. What is your gender? 

a. Female 

b. Male 

3. What type of teaching position do you hold? 

a. General education 

b. Special education  

4. What type of Texas teaching certificate do you hold? 

a. Full certification 

b. Provisional certification  

c. Not certified in Texas, but have teacher certification in another state 

d. Not certified 

5. In what type of school do you teach? 

a. Elementary school 

b. Pre-K center 
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6. In what type of school district do you teach? 

a. Rural 

b. Suburban 

c. Urban 

7. How many students are in your school? 

a. Fewer than 50 

b. 50-100 

c. 101-150 

d. 150+ 

8. How many students are in your class? 

a. 1 

b. 2 

c. 3 

d. 4 

e. 5 

f. 6 

g. 7 

h. 8 

i. 9 

j. 10 

k. 11 

l. 12 

m. 13 
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n. 14 

o. 15 

p. 16 

q. 17 

r. 18 

s. 19 

t. 20 

u. 21+ 

9. What is your level of education? 

a. Bachelors degree 

b. Masters degree 

c. Specialist certificate 

d. Doctorate degree 

10. How long (in years, counting this school year) have you been teaching preschool? 

a. 1 

b. 2 

c. 3 

d. 4 

e. 5 

f. 6 

g. 7 

h. 8 

i. 9 
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j. 10 

k. 11+ 

Tell me about your students and your class 

11. How many students in your preschool class have an Individualized Education Plan (IEP)? 

a. 0 

b. 1 

c. 2 

d. 3 

e. 4 

f. 5 

g. 6 

h. 7 

i. 8 

j. 9 

k. 10+ 

12. How many students in your preschool class have an IEP listing emotional/behavioral 

disorders as a primary disability?  

a. 0 

b. 1 

c. 2 

d. 3 

e. 4 

f. 5 
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g. 6 

h. 7 

i. 8 

j. 9 

k. 10+ 

13. On how many students in your class have functional behavior assessments (FBAs) been 

conducted this school year? 

a. 0 

b. 1 

c. 2 

d. 3 

e. 4 

f. 5 

g. 6 

h. 7 

i. 8 

j. 9 

k. 10+ 

14. How many students in your class have a BIP (behavior intervention plan)? 

a. 0 

b. 1 

c. 2 

d. 3 
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e. 4 

f. 5 

g. 6 

h. 7 

i. 8 

j. 9 

k. 10+  

Tell me about your experiences with aggressive student behavior in your classroom 

15. How well prepared do you perceive yourself to be to handle the following behaviors in your 

classroom?  For each behavior, please indicate your level of preparedness on a scale of 1-5, 

where 1=unprepared to deal effectively with the behavior and 5=very prepared. 

 1 2 3 4 5 

Kicking peers      

Kicking 

adults 

     

Biting peers      

Biting adults      

Hitting peers       

Hitting adults      

Destroying 

property of 

peers 

     

Destroying      
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property of 

adults  

 

Use of Functional Behavioral Assessments 

Functional behavioral assessment (FBA) is used to gather information about a problem behavior 

and may include (a) interviews, (b) observations, (c) rating scales/checklists, and (d) a review of 

educational/medical files.  

1. So far this school year, which of the FBA procedures (interviews, observations, rating 

scales/checklists, review of educational/medical files) have you used?  Please check all 

that apply 

a. Interviews 

b. Direct observations 

c. Rating scales/checklists 

d. Review of educational/medical files 

e. None or I have not conducted a FBA this school year 

17. How prepared do you feel to use each of the following FBA procedures?  Please rate your 

level of preparedness, where 1 = not prepared and 5 = very prepared. 

Interviews 1   2   3   4   5 

Direct Observations 1   2   3   4   5 

Rating 

scales/checklists 

1   2   3   4   5 

Review of 

educational/medical 

1   2   3   4   5 
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files 

18.  This school year, how often have you used these prevention and intervention strategies. 

 Never Monthly Weekly Daily 

Collaborating with 

parents/families 

    

Teaching routines 

and classroom 

expectations 

    

Rewarding 

positive behaviors 

and using praise 

statements 

    

Making 

adaptations to the 

classroom 

environment 

    

Using pre-

correction 

statements 

    

Redirection      

Teaching 

replacement 

behaviors and new 
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skills 

Teaching social 

and emotional 

strategies 

    

Using functional 

behavior 

assessments to 

determine the 

relationship 

between the 

behavior and the 

environment  

    

 

19. So far this school year, how often have you encountered preschoolers exhibiting each of 

the following behaviors in your classroom (0=never, 1=monthly, 2=weekly, 3=daily)? 

 Never Monthly Weekly Daily 

Kicking peers     

Kicking adults     

Biting peers     

Biting adults     

Hitting peers     

Hitting adults     

Destroying the     
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property of peers 

Destroying the 

property of adults 
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Dear Preschool Teacher, 

My name is Marla Lohmann. I am a doctoral student at the University of North Texas (UNT) in 

the area of Special Education. I am conducting a research study as a requirement for my 

dissertation. The research study will focus on preschool teachers’ self-reported level of 

preparedness for classroom behavior management and usage of evidence-based behavior 

intervention practices.  

You have been chosen because you are a certified preschool teacher in Region 10 ESC.  Your 

participation in this study will aid in planning for future teacher preparation in the area of 

classroom behavior management. 

The survey will take approximately 5-10 minutes.  

If you have any questions before completing the survey, please contact the investigator, Marla 

Lohmann, by email at Marla.Lohmann@unt.edu. 

If you agree to participate in this survey please do the following: 

1. Read the informed consent. 

2. Click on the survey link 

(https://www.surveymonkey.com/s/PreschoolBehaviorManagement) to take the 

survey. 

Thank you for your participation. 

• The purpose of this survey is to accrue information regarding preschool teachers’ self-

reported levels of preparedness for classroom behavior management.  Additionally, the 

researcher seeks to gain an understanding of the behavior management techniques that 

are regularly used in preschool classrooms. 

• Participation in this survey is voluntary. You have the right to withdraw at any time.  
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• The survey will take approximately 5-10 minutes. 

• All data obtained will remain confidential.  The confidentiality of your information will 

be maintained in any publications or presentations regarding this study.  

• The possible benefits of participation include assisting in the guidance of the future 

development of professional development on the topic of classroom behavior 

management for preschool teachers. . 

• There are no foreseeable risks for completing this survey.  

• This research study has been reviewed and approved by the UNT Institutional Review 

Board (IRB). The UNT IRB may be contacted at 940-565-3940 with any questions 

regarding the rights of research subjects.  

• You may print a copy of this notice for your records. 

 

If you have any questions before completing the survey, please contact the investigator, Marla 

Lohmann by email at Marla.Lohmann@unt.edu. You may also contact the faculty sponsor, Dr. 

Lyndal Bullock, at 940-565-2937 or at Lyndal.Bullock@unt.edu. 

------------------------------------------------------------------------------------------------------------ 

If at any time you would like to withdrawal from the research study please close your browser.
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Dear Preschool Teacher, 

My name is Marla Lohmann. I am a doctoral student at the University of North Texas (UNT) in 

the area of Special Education. I am conducting a research study as a requirement for my 

dissertation. The research study will focus on preschool teachers’ self-reported level of 

preparedness for classroom behavior management and usage of evidence-based behavior 

intervention practices.  

You have been chosen because you are a certified preschool teacher in Region 10 ESC.  Your 

participation in this study will aid in planning for future teacher preparation in the area of 

classroom behavior management. 

--------------------------------------------------------------------------------------------------------------------- 

If you agree to participate in the survey, please read the informed consent below: 

Participation in this survey is voluntary, you have the right to withdraw at any time.  

There are no known risks for completing this survey.  

All data obtained will remain confidential. Your data will not be shared with any other 

parties. 

--------------------------------------------------------------------------------------------------------------------- 

If you have any questions before completing the survey, please contact the investigator, Marla 

Lohmann by email at Marla.Lohmann@unt.edu. 

--------------------------------------------------------------------------------------------------------------------- 

By clicking on the survey link (https://www.surveymonkey.com/s/ 

PreschoolBehaviorManagement) , you agree that you have read and understand the informed 

consent and are ready to proceed with the survey. If at any time you would like to withdraw from 

the research study, close your browser.
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Question 15 

Kicking peers: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov & Keating, 

2004 

Kicking adults: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov & Keating, 

2004 

Biting peers: Flanders et al., 2010; Paquette et al., 2003 

Biting adults: Flanders et al., 2010; Paquette et al., 2003 

Hitting peers: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov & Keating, 

2004; Paquette et al., 2003 

Hitting adults: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov & Keating, 

2004; Paquette et al., 2003 

Destroying property of peers: Mesman et al., 2008 

Destroying property of adults: Mesman et al., 2008 

 

Question 16 

Dunlap et al., 2006; Fox et al., 2003; Scott et al., 2007 

 

Question 17 

Dunlap et al., 2006; Fox et al., 2003; Scott et al., 2007 

 

Question 18 

Collaborating with parents/families: Brotman et al., 2005; Dishion et al., 2008; Dunlap et  
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al., 2006; Fox et al., 2003; Hancock et al., 2002; MacKenzie, 2007; Neary & Eyberg, 2002; Pahl 

& Barrett, 2007; Powell et al., 2006; Roberts et al., 2006; Smith, 2009) 

Teaching routines and classroom expectations: Evertson et al., 2000; Fox et al., 2003; Hester et 

al., 2009; Stormont et al., 2008 

Rewarding positive behaviors and using praise statements: Fox et al., 2003; Fox & Little, 2001; 

Fullerton et al., 2009; Hester et al., 2009; Stormont et al., 2007; Tiano et al., 2005 

Making adaptations to the classroom environment: Isbell & Exelby, 2001; Sharma et al., 2008 

Using pre-correction statements: Blair et al., 2000; Fox & Little, 2001; Stormont et al., 2007 

Redirection: Evertson et al., 2000; Fox & Little, 2001; Meier, 1994 

Teaching replacement behaviors and new skills: Blair et al., 2000; Dunlap et al., 2006; Fox et al., 

2003 

Teaching social and emotional strategies: Fox et al., 2003; Malinauskaite, 2010; Pahl & Barrett, 

2007; Smith, 2009, Tankersley et al., 1996 

Using functional behavioral assessments: Dunlap et al., 2006; Fox et al., 2003; Scott et al., 2007 

 

Question 19 

Preschoolers who kick peers: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; 

Ostrov & Keating, 2004 

Preschoolers who kick adults: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; 

Ostrov & Keating, 2004  

Preschoolers who bite peers: Flanders et al., 2010; Paquette et al., 2003 

Preschoolers who bite adults: Flanders et al., 2010; Paquette et al., 2003 
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Preschoolers who hit peers: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov 

& Keating, 2004; Paquette et al., 2003 

Preschoolers who hit adults: Flanders et al., 2010; Monks et al., 2002; Ostrov et al., 2008; Ostrov 

& Keating, 2004; Paquette et al., 2003 

Preschoolers who destroy the property of peers: Mesman et al., 2008 

Preschoolers who destroy the property of adults: Mesman et al., 2008 
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Question 15 

 1 2 3 4 5 

Kicking peers   .1 .4 .5 

Kicking 

adults 

  .1 .4 .5 

Biting peers  .1  .4 .5 

Biting adults  .1  .5 .4 

Hitting peers    .1 .4 .5 

Hitting adults   .1 .4 .5 

Destroying 

property of 

peers 

  .1 .4 .5 

Destroying 

property of 

adults  

  .1 .4 .5 

 

Question 18 

 Never Monthly Weekly Daily 

Collaborating with 

parents/families 

  .3 .7 

Teaching routines 

and classroom 

expectations 

   1.0 
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Rewarding 

positive behaviors 

and using praise 

statements 

   1.0 

Making 

adaptations to the 

classroom 

environment 

.1  .1 .8 

Using pre-

correction 

statements 

.1   .9 

Redirection     1.0 

Teaching 

replacement 

behaviors and new 

skills 

.1 .1 .3 .6 

Teaching social 

and emotional 

strategies 

 .1 .2 .7 

Using functional 

behavior 

assessments to 

determine the 

.4 .2 .2 .2 
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relationship 

between the 

behavior and the 

environment  
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APPENDIX F 

CLASS SIZES OF SURVEY RESPONDENTS  
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Class Size  Number of Respondents Percentages of Respondents 

0; the teacher is a new 

teacher during the 2012-

2013 school year 

9 9% 

2 1 1% 

4 1 1% 

5 1 1% 

6 4 4% 

7 2 2% 

8 3 3% 

9 2 2% 

10 5 5% 

11 1 1% 

12 6 6% 

14 5 5% 

15 4 4% 

16 2 2% 
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17 9 9% 

18 7 7% 

20 11 11% 

21 or more 30 29% 
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APPENDIX G 

BETA COEFFICIENTS FOR REGRESSION ANALYSIS OF TEACHER PREPAREDNESS 

FOR BEHAVIOR MANAGEMENT
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Aggressive Behavior Beta Coefficient 

Kicking Peers Age -.180 

Teaching Position -.174 

Certification  -.208 

School Type -.063 

District Location  -.109 

Number of Students in School .116 

Number of Students in Class  -.245 

Education Level -.054 

Years of Teaching Experience  .132 

Number of IEPs  .297 

Number of Students with ED .-.117 

Number of FBAs  -.040 

Number of BIPs  .170 

Kicking Adults Age  .014 

Teaching Position .048 

Certification  -.121 

School Type  -.003 

District Location  -.182 

Number of Students in School  -.036 

Number of Students in Class  -.172 

Education Level  -.079 

Years of Teaching  Experience  .186 

Number of IEPs  .094 

Number of Students with ED  -.023 

Number of FBAs  .115 

Number of BIPs .005 

Biting Peers Age  -.047 

Teaching Position  -.147 

Certification  .066 

School Type  .059 

District Location  -.289 

Number of Students in School  .022 
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Number of Students in Class  -.270 

Education Level  -.296 

Years of Teaching Experience  .285 

Number of IEPs  .304 

Number of Students with ED  .095 

Number of FBAs  -.174 

Number of BIPs -.034 

Biting Adults Age -.018 

Teaching Position -.071 

Certification .018 

School Type .086 

District Location -.234 

Number of Students in School .008 

Number of Students in Class -.256 

Education Level -.234 

Years of Teaching Experience .218 

Number of IEPs .149 

Number of Students with ED .042 

Number of FBAs -.026 

Number of BIPs -.020 

Hitting Peers Age .018 

Teaching Position .009 

Certification -.167 

School Type .045 

District Location -.229 

Number of Students in School -.047 

Number of Students in Class -.262 

Education Level .013  

Years of Teaching Experience .153 

Number of IEPs .200  

Number of Students with ED -.149 

Number of FBAs -.089  

Number of BIPs .218 
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Hitting Adults Age .051 

Teaching Position .031 

Certification -.152 

School Type .013 

District Location -.204 

Number of Students in School -.041 

Number of Students in Class -.192 

Education Level -.038 

Years of Teaching Experience .138 

Number of IEPs .082 

Number of Students with ED -.041 

Number of FBAs .148 

Number of BIPs .051 

Destroying Property of Peers Age .066 

Teaching Position -.242 

Certification .096 

School Type .077 

District Location -.157 

Number of Students in School .153 

Number of Students in Class -.295 

Education Level -.280 

Years of Teaching Experience .145 

Number of IEPs .265 

Number of Students with ED -.127 

Number of FBAs -.072 

Number of BIPs .195 

Destroying Property of Adults Age .039 

Teaching Position -.130 

Certification .033 

School Type .076 

District Location -.085 

Number of Students in School .156 

Number of Students in Class -.276 
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Education Level -.235 

Years of Teaching Experience .095 

Number of IEPs .102 

Number of Students with ED -.062 

Number of FBAs .031 

Number of BIPs .103 
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APPENDIX H 

BETA COEFFICIENTS OF REGRESSION ANALYSIS OF TEACHER USAGE OF 

RESEARCH-BASED INTERVENTIONS 
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Intervention Beta Coeffecients 

Collaborating with parents/families Age  -.148 

Teaching Position   .340 

Certification  .249 

School Type -.214 

District Location .169 

Number of Students in School -.218 

Number of Students in Class .473 

Education Level -.153 

Years of Teaching Experience .252 

Number of IEPs .241 

Number of Students with ED .027 

Number of FBAs .039 

Number of BIPs -.212 

Teaching routines and classroom expectations Age -.039 

Teaching Position .182 

Certification .194 

School Type -.076 

District Location .192 

Number of Students in School -.115  

Number of Students in Class .505 

Education Level -.148 
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Years of Teaching Experience .332 

Number of IEPs .213 

Number of Students with ED .103 

Number of FBAs .172 

Number of BIPs -.028 

Rewarding positive behaviors and using praise 

statements 

Age  -.075 

Teaching Position   .309 

Certification  .148 

School Type  -.084 

District Location   .132 

Number of Students in School  -.087 

Number of Students in Class   .511 

Education Level   -.072 

Years of Teaching Experience .292 

Number of IEPs  -.056 

Number of Students with ED  .076 

Number of FBAs  -.137 

Number of BIPs  .105 

Making adaptations to the classroom environment Age .009 

Teaching Position .296 

Certification .212 

School Type .114 

 79 



District Location .003 

Number of Students in School .000 

Number of Students in Class .539 

Education Level -.171 

Years of Teaching Experience .144 

Number of IEPs-.062 

Number of Students with ED .062 

Number of FBAs -.130 

Number of BIPs .201 

Using pre-correction statements Age -.007 

Teaching Position .168 

Certification -.009 

School Type .036 

District Location .024 

Number of Students in School -.082 

Number of Students in Class .404 

Education Level -.019 

Years of Teaching Experience .224 

Number of IEPs .292 

Number of Students with ED .065 

Number of FBAs -.187 

Number of BIPs .134  
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Redirection Age -.190 

Teaching Position .170 

Certification .102 

School Type -.021 

District Location .110 

Number of Students in School -.162  

Number of Students in Class .433 

Education Level -.071 

Years of Teaching Experience .392 

Number of IEPs .207 

Number of Students with ED .013 

Number of FBAs -.106 

Number of BIPs .044 

Teaching replacement behaviors and new skills Age -.115 

Teaching Position .169 

Certification -.010 

School Type -.038 

District Location .020 

Number of Students in School -.053 

Number of Students in Class .410 

Education Level -.126 

Years of Teaching Experience .396 

 81 



Number of IEPs .249 

Number of Students with ED .111 

Number of FBAs -.099 

Number of BIPs -.041  

Teaching social and emotional strategies Age .005 

Teaching Position .274 

Certification -.055 

School Type .000 

District Location .142 

Number of Students in School .009 

Number of Students in Class .435 

Education Level -.077 

Years of Teaching Experience .310 

Number of IEPs -.029 

Number of Students with ED .165 

Number of FBAs -.176 

Number of BIPs .071 

Using functional behavior assessments Age -.029 

Teaching Position .183 

Certification .032 

School Type .057 

District Location -.025 
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Number of Students in School -.063 

Number of Students in Class .433  

Education Level -.081  

Years of Teaching Experience -.016 

Number of IEPs-.070 

Number of Students with ED  -.054 

Number of FBAs -.022 

Number of BIPs .317 
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