
 

 
 

     UNIVERSITY OF OKLAHOMA 

GRADUATE COLLEGE 

 
 

 
 

A LOOK INTO SECONDARY TEACHERS’ PERCEIVED KNOWLEDGE AND 

ATTITUDES OF APPLIED BEHAVIOR ANALYSIS AND THEIR EFFECT ON 

CLASSROOM USE  

 
 
 
 
 
 
 

A DISSERTATION 

SUBMITTED TO THE GRADUATE FACULTY 

In partial fulfillment of the requirements for the 

Degree of 

DOCTOR OF PHILOSOPHY 

 
 
 
 
 
 

BY 

SHELBY L. DORSEY 
Norman, OK 

2021 
  



 

 
 

 
 

A LOOK INTO SECONDARY TEACHERS’ PERCEIVED KNOWLEDGE AND 

ATTITUDES OF APPLIED BEHAVIOR ANALYSIS AND THEIR EFFECT ON 

CLASSROOM USE  

 
 
 
 

A DISSERTATION APPROVED FOR THE 

DEPARTMENT OF EDUCATIONAL PSYCHOLOGY 
 
 
 
 
 
 

   
      

BY THE COMMITTEE CONSISTING OF  

     
    

   
 
  
  

                                             
Dr. Kendra Williams-Diehm, Chair 

 
 Dr. Howard Crowson 

 
 Dr. Emily Kuntz  

 
Dr. Aiyana Henry  

 
Dr. Annie Baghdayan  

  



 

 
 

 
  

 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 

© Copyright by Shelby L. Dorsey 2021  
All Rights Reserved.



 

 
 

iv 

Abstract 
 

Teachers are under pressure to improve both academic and behavioral outcomes for students’ in-
school and post-school performances. Secondary school teachers are tasked with not only 
meeting challenging instructional and curriculum needs but also addressing their students’ 
diverse social and behavioral needs. The purpose of this study was to examine secondary 

teachers’ knowledge and attitude toward applied behavior analysis (ABA) and their use of ABA. 
Furthermore, this study examined if knowledge and attitude predicted use of ABA. 
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Chapter 1: Introduction 

Currently, teachers are under pressure to improve both academic and behavioral 

outcomes for students’ in-school and post-school performances (Flannery et al., 2013; Lane et 

al., 2021). Secondary school teachers are tasked with not only meeting challenging instructional 

and curriculum needs but also addressing their students’ diverse social and behavioral needs 

(Flannery et al., 2013). In a traditional secondary public school setting, time and financial 

constraints limit the possibility of delivering individualized support to all students who fail to 

acquire the necessary skills and knowledge, leading to poor working conditions for teachers 

(Chemlynski, 1996; Feitler & Tokar, 1982). Classroom working conditions have been found to 

be a highly predictive factor of teacher satisfaction. In cases where teachers report poor 

classroom working conditions, classroom management and student behavior are often listed as 

stressors that contribute to their decision to leave the profession (Hanks et al., 2019; Harris et al., 

2019; Skaalvik & Skaalvik, 2016). 

Schools can address challenging student behavior through effective classroom 

management if universal teacher expectations are supported through training, coaching, and role-

playing provided during pre-service teacher training and continuing professional development at 

both the school and school district levels. Unfortunately, because of teachers’ multifaceted 

academic responsibilities and students’ diverse social and behavioral needs, organization-wide 

systems can be perceived as a checklist of unclear expectations rather than efficacious 

programming that leads to strong outcomes, especially considering that system-wide support 

procedures do not lend themselves to the consequence-based approaches adopted in teachers’ 

pre-service learning (Bailey, 1991; Martella et al., 2003). This results in a higher likelihood of 

burnout of teachers and, ultimately, teacher attrition (Nguyen et al., 2019). Currently, two-thirds 
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of teachers in the US who leave the profession cite reasons other than retirement as a catalyst for 

their departures (Garcia & Weiss, 2019; Sutcher et al., 2017). Consequently, over a span of more 

than forty-five years, behavior management has emerged as a major trend among teachers and 

researchers in the United States (Dunlap et al., 2010; Martella et al., 2012; McPartland & Dill, 

1977; Sulzer-Azaroff, 1986). One of the most pressing reasons for adopting behavior 

management is to reduce teacher attrition, as teacher shortages lead to dire, far-reaching 

consequences for society as a whole (Nguyen et al., 2019). 

As of 2021, the impact of the COVID-19 pandemic is predicted to have alarming 

repercussions for the teaching profession, leading to an increase in overall teacher attrition. 

According to the most recent National Center for Educational Statistics (NCES, 2020) data, one 

in three teachers stated that the COVID-19 pandemic has made them more likely to leave the 

profession early, and this figure increased to one in two in teachers over the age of 50 (Taie & 

Goldring, 2020). However, most importantly, research indicates that “high turnover rates reduce 

achievement for students whose classrooms are directly affected, as well as for other students in 

the school” (Sutcher et al., 2017, p. 1). 

Research Background 

Teachers need well-researched behavior-management strategies to alleviate some of the 

aforementioned challenges. A teacher is the single most important element that a school can 

utilize to improve student achievement (Marzano, 2003; Meyers et al., 1997). The existing 

research shows that “effective teachers appear to be effective with students of all achievement 

levels regardless of the levels of heterogeneity in their class” (Meyers et al., 1997, p. 63) 

[emphasis in original], and if a teacher is ineffective, students with differing abilities will make 

inadequate progress comparatively (Meyers et al., 1997; Sulzer-Azaroff, 1986).  
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For the past decades, psychologists and educators have been working toward finding the 

best behavioral management and pedagogical strategies for students with and without disabilities 

in a variety of settings. Best practices in both general and special education have evolved to 

include a multitude of technologies for teaching and shaping students’ classroom behavior. 

However, as Martella et al. (2011) explain, it is a mistake to address behavior management as a 

set procedure that can be used on command to decrease students’ disruptive behaviors in the 

classroom. Instead, behavior management practitioners should adopt a behavioral lens in order to 

understand the role of students’ environments in shaping their behaviors in classrooms. While 

the school and classroom environments are not the only two environments in a student’s life, 

they are the only two that teachers can control (Martella et al., 2011). 

Evidence-based practices (EBPs) are professional practices that have been subjected to 

rigorous research. EBPs are interventions that can be effective for a large majority of the 

population that is being served (Cook et al., 2014). EBPs are used in general education and 

special education as behavioral interventions to promote good student behavior. Although 

effective, the existing research indicates that teachers are ill-equipped to determine the 

appropriate EBPs to address problem behaviors, particularly in the area of classroom 

management, despite receiving the relevant pre-service and in-service training (Adamson et al., 

2019; Bailey, 1991; Begeny & Martens, 2006; Flower et al., 2017; Freeman et al., 2014; Wei et 

al., 2010). Thus, it is essential for school administrators to implement frameworks that promote 

students’ prosocial behavior, cooperative behavior, and academic success as a means of 

decreasing problem behavior (Horner & Sugai, 2015; Martella et al., 2012; Mitchell et al., 2017;  

Nelson et al., 1996; Nelson et al., 2002; Nelson et al., 2009; Sugai & Horner, 2009). However, 

this is a challenge because schools often lack the ability to support such learning environments 
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due to reduced resources, growing diverse populations, students who exhibit severe problem 

behavior, and an inability to adopt and maintain policies and practices that meet the needs of all 

students (Eber et al., 1997; Holt et al., 2004; Knitzer et al., 1990; Martella et al., 2012; Nelson et 

al., 2002; Nelson et al., 2009; Stevens & Price, 1992; Sugai & Horner, 2009; Walker et al., 

1995). 

Positive Behavioral Intervention and Supports 

For the purpose of this study, all positive behavior support programs (i.e., Positive 

Behavioral Interventions and Supports [PBIS] and School-Wide Positive Behavioral 

Interventions and Supports [SWPBS]) were identified. PBS is derived from the 1997 

reauthorized Individuals with Disabilities Education Act (IDEA). PBS operates using a 

preventive approach and values of positive behavior support that originate from the core 

principles of applied behavior analysis (ABA). This strategy supports the success of all students 

and is a prevention-oriented way for schools to “(a) organize evidence-based practices, (b) 

improve their implementation of those practices, and (c) maximize academic and social behavior 

outcomes for students” (“Positive Behavioral Intervention & Supports,” 2016, p. 3). 

Unlike prepackaged curricula, PBS is neither a scripted intervention nor a manualized 

strategy. Instead, it is a school-wide framework that utilizes EBPs to construct multifaceted 

systems that manage multiple factors simultaneously (Harrison & Thomas, 2014). PBS focuses 

on four elements: (1) outcomes, (2) data, (3) practices, and (4) systems (Horner & Sugai, 2015). 

These elements can be achieved by supporting student and staff behavior, decision-making, and 

social competence and academic achievement; however, these behavior supports cannot be 

applied to every student without heeding the culture of the school and that of the individual 

students in the school (Fallon et al., 2012); thus, PBS is a responsive approach that is applicable 
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for all student populations. Additionally, PBS is becoming an increasingly popular strategy for 

improving the disproportionality of special education referrals and disciplinary referrals. In the 

PBS approach, the use of constructive and preventive strategies that emphasize data-driven 

decision-making procedures, use of learning history, and attention to the significance of 

contextual factors allows each school to operate within its own culture and provide relevant 

interventions based on specific needs. These strategies are preventive in nature and are 

complementary to the core ABA approaches and constructs (Tincani, 2007a). 

 In a review of the literature on positive behavior support strategies currently practiced by 

Fallon et al. (2012), two major areas were determined to be contributing factors to the successful 

delivery of ABA in PBS: the classroom context and teacher preparation. A disadvantage of PBS 

is that it is not effective within culturally disadvantaged school settings when it is implemented 

without proper use of functional behavior assessment (FBA), which assesses the causes of the 

problem behavior rather than only addressing the behavioral problems superficially (Harrison & 

Thomas, 2014). This supports the use of ABA, which is considered to be adaptable and 

appropriate for diverse student populations (Fallon et al., 2012; Fallon et al., 2018; Gregory et 

al., 2017; Vincent et al., 2011; Vincent & Tobin, 2012). Thus, teachers must be sensitive to their 

classroom composition and, consequently, capable of preemptively applying appropriate EBPs. 

This awareness should be sharpened in teacher preparation programs, wherein they learn best 

practices. 

Existing research indicates that despite most institutions’ best efforts, a disproportionate 

number of culturally diverse students in the US are referred to special services or identified as 

students with one or more disabilities, who require special services/special education (Fallon et 

al., 2012; Vincent & Tobin, 2011). Similarly, it is suggested that behavioral referrals also follow 
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this trend: “Disparate school-based discipline practices at the national, state, and building level 

for African American and Hispanic/Latino students…[lead to] negative effects on individual 

students...and overall school climates” (Harrison & Thomas, 2014). A disproportionate number 

of non-White students with disabilities receive referrals for disciplinary misconduct in 

comparison to their White counterparts with and without disabilities (Capatosto et al., 2017; 

Cross et al., 1989; Skiba et al., 2002; Skiba et al., 2008). 

Problem Statement 

Presently, it appears that teachers’ understanding of and experiences with ABA are 

limited to the familiarity of use among the autism population, particularly as therapy or service 

delivery of ABA (Allen & Bowles, 2014; Alotaibi, 2015; Austin & Marshall, 2008; McCormick, 

2011; Randazzo, 2011; Smyth et al., 2019). ABA challenges the traditional approach to behavior 

management because of its proactive application instead of reactive application (Martella et al., 

2003). However, there is some consideration that teachers have not realized that what they are 

currently using in their classrooms is behaviorism, the foundation of ABA (Broughton, 1974), 

and that ABA is the foundational principle of the multi-tiered systems of support (MTSS) 

framework; they believe the practice is to be implemented by a trained behavior analyst rather 

than themselves (Putnam & Kincaid, 2015). This lack of understanding can affect the social 

validity of interventions implemented through MTSS. If used as a set of guiding principles, ABA 

may lead to consistent practice among educational professionals who teach diverse student 

populations and decrease disproportionality in special education referrals and discipline referrals. 

Additionally, the use of ABA as a set of guiding principles may also alleviate some of the 

challenges associated with teacher attrition. However, teachers may not have the training or 

resources to access the benefits of ABA. A more robust understanding of MTSS, grounded in the 
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theory of behaviorism and ABA, has been shown to increase teachers’ understanding of why a 

shift from their previous consequence-based approach is necessary (Dowey et al., 2007; Grieger, 

1972; McCormick, 2011; Merrett & Wheldall, 1982; Throll & Ryan, 1976; Vane, 1972 ; 

Wheldall & Congreve, 1980). Knowledge of ABA can assist in further emphasizing how a 

systems-level adoption of a proactive, antecedent-based, and data-informed approach of MTSS 

benefits both students and teachers in significant ways (Kremer & Moore, 1978; Lane et al., 

2018; Wheldall & Congreve, 1980). 

This study seeks to examine teacher familiarity with ABA to fully understand teachers’ 

awareness and understanding of ABA and how, if at all, they implement the technology in a 

secondary school setting. 

Research Purpose 

MTSS is theoretically grounded in ABA (Lane et al., 2018). The empirically 

supported behavior principles used to change and sustain socially significant behaviors in 

ABA are similarly used in the MTSS framework as prevention and, when necessary, 

intervention (Pullen & Kennedy, 2019). It is relevant to investigate the knowledge, 

attitudes, and use of ABA, specifically among secondary teachers who teach at school 

using the MTSS framework because the social validity of such interventions is important 

for its effectiveness (Freeman et al., 2017).  

Although the knowledge, attitude, and use of ABA in the classroom have been 

studied previously (McCormick, 2011; Randazzo, 2011), the subjects of focus were 

elementary teachers and/or teachers who primarily taught students with the disability 

category label of autism spectrum disorder (ASD). As of 2020, all 50 states in the United 

States have reported the use of MTSS in general education school settings (Berkeley et al., 
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2020); however, no study has addressed secondary teachers’ knowledge, attitude, and use 

of ABA in the classroom. To understand how educators are currently using this technology 

in public schools, it is critical to collect data through surveying methods. 

Research Questions 

The following research questions will guide this study: Research Question 1: What level 

of perceived knowledge do secondary teachers have on applied behavior analysis? How is this 

perceived knowledge impacted by demographic factors? Research Question 2: What level of 

perceived attitude do secondary teachers have on applied behavior analysis? How is this 

perceived attitude impacted by demographic factors? Research Question 3: What level of 

perceived use do secondary teachers have on applied behavior analysis? How is this perceived 

use impacted by demographic factors? Research Question 4: Does perceived knowledge, 

attitude, and use predict the other?   

Definitions of Major Variables and Terms 

The following operational definitions are provided for the clarification of terminology 

used throughout this study. 

Academic Response to Intervention (RTI) 

Academic RTI is a preventive system approach to improve school-wide and individual 

achievement through high-quality universal instruction and additional tiered supports provided in 

response to student needs. This includes collaboration across general and special education. 

Decisions in academic RTI are based on data obtained from validated screening and progress-

monitoring tools. While these data may be used as part of the special education eligibility-

determination process, academic RTI includes all academic instruction systems, including core 

classroom instruction (McIntosh & Goodman, 2016). 
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Positive Behavior Support (PBS) 

For the purpose of this study, the term positive behavior support (PBS) is used to 

encompass all social and emotional behavior frameworks (i.e., PBIS and SWPBS). PBS is a 

framework for implementing EBPs, providing a three-tiered continuum of support to students, 

using systems to support staff in the implementation of the practices, and using data for decision-

making. Thus, PBS includes a three-tiered approach for managing social and emotional behavior. 

PBS emphasizes an instructional approach to behavior support, prevention through 

environmental change, adaptation to local context, and using the principles of ABA to achieve 

outcomes that are valued by staff, students, and families (McIntosh & Goodman, 2016). 

Integrated MTSS 

The integrated MTSS model provides all students with the best opportunities to succeed 

both academically and behaviorally in school. MTSS focuses on providing high-quality 

instruction and interventions tailored to student needs across domains and monitoring progress 

frequently to make decisions about changes in instruction or goals. It is not simply the 

implementation of both academic RTI and PBS systems; there is a systematic and careful 

integration of the academic and behavioral systems to enhance the efficiency and effectiveness 

of all school systems (McIntosh & Goodman, 2016). 

Evidence-based Strategy 

The phrase evidence-based strategy is used to describe EBPs and evidence-based 

methods (EBMs). Based on NCLB (2001), evidence-based strategies (EBSs) are defined as any 

practice or strategy based on peer-reviewed research, involving the application of systematic and 

objective procedures to obtain knowledge that is reliable and valid with regard to educational 

activities and programming. 
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Applied Behavior Analysis 

 Applied Behavior Analysis (ABA) is defined explicitly as “a scientific approach for 

discovering environmental variables that reliably influence socially significant behavior and for 

developing a technology of behavior change that takes practical advantage of those discoveries” 

(Cooper et al., 2020, p. 2). MTSS, PBIS, SWPBS, RTI, and other multitiered systems of support 

fall under the umbrella of “ABA.”  For the duration of this paper, the acronym ABA will be used 

to encompass all strategies, interventions, and multitiered systems of support.  
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Chapter 2: Literature Review 

 In the past two decades, the United States has seen increased expectations placed on 

teachers’ workloads (Harris, 2007; Harris et al., 2019; Kelchtermans, 2017; Skaalvik & Skaalvik, 

2016; Torres, 2014). In an attempt to provide support to teachers, many policymakers and school 

leaders have implemented a system framework to assist teachers in juggling the aforementioned 

responsibilities (Harris et al., 2016; Lane et al., 2018). Unfortunately, this has resulted in an 

increased scheduling of meetings and systems that do not seem to align with the approaches 

learned by teachers during pre-service training (Burkhauser, 2017). Increased expectations from 

teachers have led to teachers reporting a decreased level of respect for them and a lesser respect 

for their craft (Harris, 2017; Skaalvik & Skaalvik, 2016). In a study, only 10% of the teachers 

surveyed believed that the current expectations placed on teachers were reasonable (Harris et al., 

2019). This finding supports the growing reports of toxicity in the public school environment, 

encompassing the stressed relationship between teachers and students (Ravitch, 2016). 

 Currently, teachers are under pressure to improve both classroom and student outcomes 

for in-school and post-school performances (Flannery et al., 2013). Secondary school teachers 

are tasked with not only addressing challenging instructional and curriculum needs but also 

responding to the social and behavioral needs of their students (Flannery et al., 2013). In a 

traditional secondary public school setting, time and financial constraints limit the possibility of 

delivering individualized support to all students who fail to acquire the necessary knowledge and 

skills. Unfortunately, as of 2021, the impact of the COVID-19 pandemic is predicted to have 

alarming repercussions for the profession, including an increase in overall teacher attrition. 

According to the most recent National Center for Educational Statistics (NCES, 2020) data, one 

in three teachers stated that the COVID-19 pandemic has made them more likely to leave the 
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profession early, and this figure increases to one in two for teachers over the age of 50 (Taie & 

Goldring, 2020). However, most importantly, the extant research indicates that “high turnover 

rates reduce achievement for students whose classrooms are directly affected, as well as for other 

students in the school” (Sutcher et al., 2017, p. 1). 

Nguyen et al. (2019) conducted a substantial meta-analysis of the literature on teacher 

attrition and retention. They added 120 additional recent studies to this literature that determined 

that the rate of teacher attrition has grown substantially over the last two decades. In this 

expanded examination of the extant literature from 1980 to 2018, they found compelling 

evidence that school organization characteristics, particularly student behavior problems, 

administrative support, and professional development and training, strongly influence whether 

teachers stay or leave the profession: 

Taken together, these results suggest that there are many school organizational 

characteristics that could be used to lower teacher attrition. In particular, lowering student 

disciplinary problems, improving the work environment, increasing administrative 

support, and providing better professional development and induction/mentoring for 

beginning teachers are all viable actions that can be taken to reduce teacher attrition. 

(Nguyen et al., 2019, p. 33) 

When teachers are well-versed in best practices and understand how to implement EBPs with 

fidelity, they are able to respond to students’ diverse needs, including academic-to-behavioral 

concerns with cultural sensitivity, in a way that is rewarding for both the student and themselves.  

Conversely, teachers who are not prepared to respond to the multifaceted needs of diverse 

classrooms experience negative outcomes. McKinney et al. (2005) found that “50 percent of 

urban teachers leave the profession within the first five years of their career, citing behavior 
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problems and management as factors influencing their decision to leave” (p. 16). Nguyen et al. 

(2019) determined that there is little evidence to suggest that the urban setting plays any role in 

influencing teacher attrition. Instead, teachers leave the profession for similar reasons across 

various school sizes and levels of urbanity, and there is little evidence that “percent free or 

reduced priced lunch (FRPL), percent individualized education plan (IEP), and schools with the 

majority of students classified as low socioeconomic status” (Nguyen et al., 2019, p. 4) play any 

major role in influencing teacher attrition. However, there is substantial research indicating that 

teacher attrition is lower for schools with high student achievement; teachers are less likely to 

leave the profession if they work in schools or districts with high- or above-average academic 

achievement (Eller et al., 2000; Hanushek et al., 2004; Nguyen et al., 2019). Existing research 

indicates that not only do teachers want to work where students are successfully learning, but 

they also want to learn successfully. Teachers who receive effective in-service professional 

development are also less likely to leave than those who do not do so (Nguyen et al., 2019). 

Myriad practices are employed by schools to address both the behavioral and academic 

needs of students. A broadly responsive framework that addresses early identification and 

intervention of student behavioral and academic needs emerged in the form of MTSS, described 

as “a special education model that was based on prevention, early and accurate identification, 

and aggressive intervention using research-based strategies and procedures” (Pullen & Kennedy, 

2019, p. 28). 

MTSS 

 MTSS is an overarching problem-solving framework consisting of efficient delivery of a 

curriculum and EBPs that allow schools to meet the individual academic and behavioral needs of 

all students (Pullen & Kennedy, 2019). MTSS is described by the Office of Special Education 
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and Rehabilitative Services (OSERS, 2015) using a definition of Pullen and Kennedy follows: 

A schoolwide approach that addresses the needs of all students, including struggling 

learners and students with disabilities, and integrates assessment and intervention within 

a multi-level instructional and behavioral system to maximize student achievement and 

reduce problem behaviors. (Pullen & Kennedy, 2019, p. 17) 

All decision-making within MTSS relies on the following procedure: data collection 

through a series of screening assessments and progress monitoring; review of findings on a 

universal, group, and individual level to guide instruction; and intervention selection (Sugai, 

2013). A common equation for MTSS for school-wide change is the layering of specific 

programs such as RTI and PBS to address both academic and behavioral needs of each student 

(Stewart et al., 2007).  

Schools that implement only academic models and those that implement only behavior 

models may not observe the kinds of results found by schools that combine both academic and 

behavioral school-wide models (Martella et al., 2012; Stewart et al., 2007). MTSS facilitates the 

creation of a school-wide system of adjustable supports, allowing educators to pivot immediately 

to provide appropriate levels of support based on student data to prevent academic regression or 

disparity and severe problem behavior (Harlacher et al., 2014; Pullen & Kennedy, 2019). The 

purpose of this integrative framework is to promote data-based decision-making, objective 

identification of student behavioral needs, systematic instructional support and interventions, and 

progress monitoring to track and promote growth in a multifaceted system (McIntosh & 

Goodman, 2016; Stewart et al., 2007).  

MTSS models typically have three tiers of support and intervention that progressively 

become more intensive (Harlacher et al., 2014; Pullen & Kennedy, 2019). Tier 1 focuses on 
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universal support provided to all students (e.g., class lessons and classroom rules/expectations). 

Tier 2 targets a subset of students identified as needing support beyond that provided in Tier 1. 

Tier 3 provides highly individualized and intensive intervention for a small number of students 

whose academic or behavioral performance has not been adequately addressed in previous tiers. 

Each tier is created to support a need that is identified by data collected on academic and 

behavioral performance and includes instruction and support of varying levels of intensity 

(Freeman et al., 2017).  

Identification of student placement begins by gathering a baseline of individual current 

skills and/or deficits for progress monitoring and subsequently providing specific, ongoing 

support strategies as progress, or lack thereof, is made. Once the student reaches a predetermined 

performance level, the types and numbers of supports are decreased, and the student continues to 

be monitored to ensure their continued growth. If the data collected show regression in student 

performance, a reintroduction of intervention provides appropriate levels of support for ensuring 

students’ academic and behavioral success.  

Tier 1  

Tier 1, or primary intervention, reaches the broadest student population; while all 

students have access to Tier 1, approximately 80% of the students become successful with these 

supports. All students experience Tier 1 behavior support. 

“Tier 1” level focuses on establishing a schoolwide positive social culture that includes 

(a) defining and teaching a small set of behavioral expectations (e.g., be respectful, be 

responsible, and be safe), (b) establishing a ubiquitous system for reinforcing 

performance of these expectations, (c) implementing a consistent system for interrupting, 

correcting, and redirecting behavioral errors, and (d) building an efficient system to 
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collect, summarize, and use data for decision-making. (Horner & Sugai, 2015, p. 81) 

Tier 2  

Tier 2, or secondary prevention, reaches approximately 10%–15% of students whose 

needs are determined to be more significant than those addressed in Tier 1. These students 

“benefit from additional structure, more overt and frequent antecedent prompts, a higher rate of 

positive recognition, and elevated training in both behavioral expectations and self-regulation 

skills” (Horner & Sugai, 2015, p. 81). 

Tier 3 

Tier 3, or tertiary prevention, is designed for the approximately 5% of the total number of 

students who are identified as needing more intensive support than what is provided in Tier 2. 

Tier 3 includes individualized assessment, individualized support plan design, comprehensive 

support plan implementation, and the management of support by a team uniquely organized to 

meet the preferences and needs of the individual student(s). When implementing Tier 3 behavior 

supports, this team considers the student’s behavioral, academic, mental health, physical, social, 

and contextual variables (Horner & Sugai, 2015). 

Positive Behavior Supports 

 While PBS is judicious in its implementation, it allows for flexible implementation. It 

utilizes the three tiers of MTSS that emphasize outcomes, practices, systems, and data as top 

priorities in the school setting (Pullen & Kennedy, 2019). PBS can be used as a global package 

and is often implemented in entire school districts, typically known as the SWPBS, allowing for 

consistent practices across all grade levels. Horner and Sugai (2015) state, “School-wide [PBS] 

is a framework for delivering both the whole-school social culture and additional tiers of 

behavior support intensity needed to improve educational and social outcomes for all students” 
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(p. 80). For the purpose of this study, all positive behavior support programs (i.e., PBIS and 

SWPBS) were identified as PBS. 

PBS operates using a preventive approach toward students’ social and behavioral 

management, utilizing values originating from the core principles of ABA. This method supports 

the success of all students and is a prevention-oriented way for schools to “(a) organize 

evidence-based practices, (b) improve their implementation of those practices, and (c) maximize 

academic and social behavior outcomes for students” (Sugai et al., 2000, p. 131). Horner and 

Sugai (2015) state that behavior analysis primarily impacts PBS in three key areas: 

(a) The emphasis on operational definitions of behavior and intervention elements, (b) the 

logic model used to select environmental manipulations designed to alter student and 

staff behavior, and (c) an unrelenting commitment to measurement of both 

implementation fidelity and the impact of [PBS] on student outcomes. (p. 80) 

Schools no longer need to approach students of concern with compartmentalized 

responses to the students’ behavioral and academic performance issues; instead, “this 

comprehensive approach is important given the recent shift by schools from a reactive approach 

to behavior management to a proactive one” (Martella et al., 2012, p. 324). The employment of 

EBPs by teachers in their pedagogy is of critical importance to address students’ behavior 

management. 

Behavior Analysis 

 Drawing from B. F. Skinner’s theory of behaviorism (Cooper et al., 2007), behavior 

analysis is based on the idea that learning is a function of change in behavior that behaviorists 

call operant conditioning (OR). OR is defined as “the basic process by which operant learning 

occurs; consequences (stimulus change immediately following responses) result in an increased 
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(reinforcement) or decreased (punishment) frequency of the same type of behavior under similar 

motivational and environmental conditions in the future” (Cooper et al., 2007, p. 700). Simply, 

each change in a person’s behavior is the result of that individual’s response to something that 

occurs in the environment.  

Currently, behavior analysis is addressed through four primary means: (1) behaviorism, 

(2) experimental analysis of behavior, (3) ABA, and (4) practice guided by behavior analysis 

(Cooper et al., 2020). The experimental analysis of behavior focuses on finding and analyzing 

the fundamental principles of the observed behaviors, whereas ABA focuses on solving issues 

that are socially significant by using the defining principles and techniques of behavior analysis 

in measurable ways (Baer et al., 1968; Cooper et al., 2007; Cooper et al., 2020; Fisher et al., 

2011). For the purpose of this study, the primary focus is on the fourth domain of behavior 

analysis, practice guided by ABA, as this domain focuses on the professional application of ABA 

to improve the lives of participants as a result of a change in their behavior through interventions 

informed by the applied research of the third domain, ABA (Cooper et al., 2020). 

Applied Behavior Analysis (ABA) 

ABA is defined explicitly as “a scientific approach for discovering environmental 

variables that reliably influence socially significant behavior and for developing a technology of 

behavior change that takes practical advantage of those discoveries” (Cooper et al., 2020, p. 2). 

ABA first seeks to understand the relationship between the occurrence of behavior and the 

environmental factors that influence that behavior and subsequently seeks to develop 

individualized interventions for improving socially significant behaviors. This work is conducted 

by behavior analysts who “conduct experiments aimed at discovering and clarifying functional 

relations between socially significant behavior and its controlling variables, with which they can 
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contribute to the further development of humane and effective technologies of behavior change” 

(Cooper et al., 2020, p. 21). 

ABA is a relatively new technology, and it is “the process of applying sometimes 

tentative principles of behavior to the improvement of specific behaviors” (Baer et al., 1968, p. 

91). Baer et al. (1968) published a seminal work titled “Some Current Dimensions of Applied 

Behavior Analysis,” in which they described the seven foundational dimensions of ABA in 

detail. These dimensions are: (1) applied, which refers to the requirement that studies and 

interventions must be relevant to societal needs and target socially significant behaviors; (2) 

behavioral, which implies that all studies must directly measure observable behavior and not 

make assumptions; (3) analytical, which implies that the experimenter has control over the 

response; (4) technological, which implies that experimental conditions are thoroughly 

identified, operationally defined, and replicable; (5) conceptual, which implies that procedures 

are well described and in tune with the framework of behaviorism; (6) effective, which implies 

that interventions must yield substantial changes in behavior; and (7) generality, which provides 

generalized outcomes that show that behavioral change is durable over time and in a wide array 

of environments. Regardless of the variation in intervention programs or service delivery, all 

ABA treatments display these seven foundational dimensions (Cooper et al., 2020). 

Reinforcement is a vital element of ABA. A reinforcer is “a stimulus change that 

increases the future frequency of behavior that immediately proceeds it” (Cooper et al., 2007, p. 

34), meaning that anything that strengthens the desired response is a reinforcer. According to 

Cooper et al. (2020), positive reinforcement is “the most important and most widely applied 

principle of behavior” (p. 252). There are many relevant applications of Skinner’s reinforcement 

theory, as it applies to education and instruction. In his 1968 book The Technology of Teaching, 
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Skinner (1968) addressed programmed instruction as follows: 

[It is] primarily a scheme for making an effective use of reinforcers, not only shaping 

new kinds of behavior but in maintaining the behavior in strength. A program does not 

specify a particular kind of reinforcer (the student may work under aversive control or for 

money, food, prestige, or love), but it is designed to make weak reinforcers or small 

measures of strong ones effective. (p. 155) 

Skinner’s ideas and theories of programmed instruction and operant conditioning have 

evolved and been incorporated into practice guided by ABA in Western school systems in many 

different ways, such as direct instruction, precision teaching, personalized systems of instruction, 

and imitation training (Cooper et al., 2020). 

Practice Guided by ABA 

Practice guided by ABA seeks to use evidence-based interventions, as these have been 

found to be effective through rigorous applied research to improve socially significant behavior 

and shape the occurrence of behavior and the environmental factors that influence that behavior 

(Cooper et al., 2020). Practice guided by ABA emerged as the fourth domain of behavior 

analysis when the practitioners of behavior analysis began designing and implementing 

behavioral change programs using interventions and strategies derived from experimentally 

validated applied research (Cooper et al., 2007). A defining characteristic of ABA is the 

discipline’s commitment to improve the lives of practitioners of ABA in an applied manner, as 

these practitioners use behavior change programs as a method of service delivery in any field. 

These practitioners (e.g., a teacher, therapist, etc.) are tasked with identifying and changing 

socially significant behaviors that lead to improvements in daily life for both the student and 

those with whom they interact on a regular basis—including parents, teachers, classmates, or 
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colleagues in a work environment — and behaviors that may encompass “social, language, 

academic, daily living, self-care, vocational, and/or recreation and leisure behaviors” (Cooper et 

al., 2007, p. 16). Socially significant behaviors occur regularly as one moves throughout daily 

life. It is vital that the behavior analyst effectively serves the needs of a student whose needs 

cannot be met with a one-size-fits-all intervention. Jon Bailey (Cooper et al., 2020), an expert in 

the ethics of ABA, discusses the relevance of the technology of ABA. He also discusses its 

benefits that are incomparable to other psychological approaches; this belief is mirrored by 

Cooper et al., (2020), who stated: 

ABA’s pragmatic, natural science approach to discovering environmental variables that 

reliably influence socially significant behavior and to developing a technology to take 

practical advantage of those discoveries offers humankind its best hope for solving many 

of its problems...applied behavior analysis research and practice have improved human 

performance and the quality of participants’ lives across a wide range of areas. (p. 21) 

MTSS is a preventive framework that utilizes ABA tools, viewing student misbehavior as 

an opportunity to reteach and reinforce expected behaviors through the use of research-based 

behavioral interventions that are appropriate for all students, resulting in a more positive school 

climate (Sugai et al., 2000; Sugai & Horner, 2009;  Sugai & Simonsen, 2020).  

However, some ABA scholars discredit MTSS as a vehicle of ABA. Tincani (2007b) 

asked those critics to be mindful of B. F. Skinner’s (1938) early work, in which he distinguished 

the difference between what a behavior looks like—the topography—and what is maintaining the 

behavior—the function—of operant behavior in his concept of the operant. Although MTSS uses 

different terminology and strategies for describing interventions and protocols, the application of 

behavioral principles to minimize challenging behavior is consistent. Many critics may find that 
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when evaluated using impact on students and its potential to improve behavior analytic delivery, 

MTSS, PBS, and RTI are excellent complements to ABA scholars working in behavior analysis 

(Tincani, 2007b). A continued investigation into these technologies is needed, especially as more 

defined populations of students are identified. This study directs stakeholders, including general 

and special educators, policymakers and legislators, clinicians, and parents, who work to develop 

culturally competent programs to ensure strong outcomes for children with and without 

disabilities.  

Behavior Management with ABA 

The first step in a behavior management program is to teach a student what a specific 

behavior entails by using a skill-acquisition program using methods derived from ABA. Students 

are instructed to learn new skills using EBPs, such as functional behavior assessments (FBA), 

differential reinforcement procedures, environmental management, and preventive (or 

antecedent) behavioral interventions (Bloh & Axelrod, 2008; Fielding et al., 2013; Hursh, 2007). 

McIntosh and Goodman (2016) stated, “Over the past 50 years, solid evidence has 

accumulated indicating that academic skills and behavior are linked, meaning that students with 

low academic skills are more likely to exhibit unwanted behavior in schools and vice versa” (p. 

21). As a set of guiding principles, components of ABA may lead to consistent practices among 

educational professionals for managing diverse student populations. 

Evidence-based Practices. EBPs are professional practices that have been subjected to 

extensive rigorous research. IDEA (2004) called for “applying scientifically based findings to 

facilitate systemic changes, related to the provision of services to children with disabilities, in 

policy, procedure, practice, and the training and use of personnel” (20 U.S.C. §1463, P.L. 108-

446 §663). In answering this call, the education discipline adopted the term evidence-based 
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practices, which originated from the medical community (Sackett et al., 1996). This term is also 

commonly used by other fields to describe interventions and strategies “shown by high quality 

research to have meaningful effects on [consumer] outcomes” (Cook & Odom, 2013). EBPs are 

interventions that can be effective for a large majority of the population being served (Cook et 

al., 2016). They are used in general education, special education, and ABA as interventions for 

behavior change. While both the education and medical fields actively promote the use of EBPs, 

their definitions, uses, rigor, and professional buy-in vary notably between the fields. It must be 

noted that not all EBPs used in education are created equally, and not all EBPs have the same 

effect on each student or group of students. Specifically, for children of color and/or children 

from diverse backgrounds, using EBPs is more effective and leads to higher success rates than 

using non-EBPs. However, because it is important to identify the strategy that is most effective 

for each student, collecting data from each utilized EPB and reviewing that data is the best way 

to ensure students receive effective interventions. The most effective EBP must then be 

incorporated into the instructional services required by the individual student. 

EBPs in Education. EBPs in education are defined as interventions or programs that are 

supported by high-quality research studies that demonstrate experimental control and result in 

improved student outcomes (Brantlinger et al., 2005; Cook & Cook, 2011; Cook & Odom, 2013; 

Odom et al., 2010; Reichow et al., 2008). This is different than the applied research domain of 

ABA, in which professionals are trained to evaluate each student’s improvement with every 

individual intervention using data-based decision-making; education professionals often lack the 

training to effectively use EBPs. 

While teacher education programs and professional development are reported to leave 

teachers unprepared to consistently and effectively use EBSs, EBPs are nonetheless mandated by 
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the ESEA Reauthorization: The Every Student Succeeds Act (ESSA, 2015) and IDEA (2004). 

Each of these federal mandates requires teachers to use, to the greatest possible extent, academic 

and behavioral practices and procedures grounded in strong empirical research in order to meet 

the mandate that all public school students participate in high-stakes assessment in an attempt to 

demonstrate the students’ levels of understanding of grade-level curriculum objectives in the 

areas of reading and math. 

For educators to fulfill the mandates set by the federal government, they need to 

implement EBPs (Brantlinger et al., 2005; Burns & Ysseldyke, 2009; Odom et al., 2010; 

Reichow et al., 2008). These federal regulations are also tied to federal funding allocations for 

public schools across the nation, obliging schools to rely on meaningful research to make data-

based decisions when determining instructional programming and methodologies. EBPs used in 

settings with special education students and students of color are an opportunity for these 

students to close the achievement gap. Low achievement is a variable that often plagues students 

of color. A large body of research documents a consistent pattern of Asian and White students 

performing better on achievement tests compared to their Black, Latinx, and Indigenous 

counterparts (Gregory & Weinstein, 2004; NCES, 2003). When such an achievement gap exists, 

schools are likely to see underperforming students become frustrated; this has been linked to a 

higher rate of school disruption and aggression (Choi, 2007; Miles & Stipek, 2006). Multifaceted 

approaches may offer the promise of closing the achievement gap for special education students 

if EBPs continue to be implemented for their explicit success with low-achieving students.  

EBPs in ABA. As identified in the education literature (Callahan et al., 2008; Callahan et 

al., 2010; Horner et al., 2002; Myers et al., 2007; Rosenwasser & Axelrod, 2001; Simpson, 2001; 

U.S. Department of Health and Human Services, 1999), and for the purpose of this study, ABA 
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is considered an EBP. In the discipline of ABA, common EBPs are defined as 

a treatment or intervention that has been shown to be effective by a substantial body of 

high-quality, peer-reviewed scientific research. When implementing any treatment, 

regardless of the type or amount of research evidence to support it, practitioners can and 

should verify its effectiveness with the students or clients they serve by direct and 

frequent measurement. (Cooper et al., 2020, p. 75) 

When employing an intervention or practice, an ABA practitioner can appraise the 

intervention by collecting data and analyzing the exact protocol to verify its effectiveness and 

making appropriate changes based on the evidence provided by the data. 

In general, ABA interventions meet the criteria set forth by the federal government for 

EBPs, as all ABA interventions are function-based interventions by design (Fielding et al., 2013; 

Hursh, 2007; Rosenwasser & Axelrod, 2001). ABA is defined explicitly as “a scientific approach 

for discovering environmental variables that reliably influence socially significant behavior and 

for developing a technology of behavior change that takes practical advantage of those 

discoveries” (Cooper et al., 2020, p. 2). Due to its evidence-based nature and the data-driven 

decision-making employed to create objective changes, the use of in-depth and theory-based of 

EBPs in ABA should serve as a model for special educators to serve students of color with and 

without disabilities. Thus, “this comprehensive approach is important given the recent shift by 

schools from a reactive approach to behavior management to a proactive one” (Martella et al., 

2012, p. 324). It is critical that teachers employ EBPs in their methodology to address behavior 

management. 

Effective Practices for Teachers 

 Implications for Non-EBPs in the Classroom. Consistent findings of disproportionality 
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in school discipline referrals and exclusionary punishment suggest that racial and ethnic 

disparities in discipline begin at the classroom level (Gregory et al., 2010; McIntosh et al., 2014; 

Skiba et al., 2002; Skiba et al., 2008; Wallace et al., 2008). The differential selection suggests 

that students from diverse backgrounds are far more likely to be singled out for problem 

behavior, despite similar behavior being exhibited by White students (McFadden et al., 1992; 

Piquero, 2008; Shaw & Braden, 1990; Wehlage & Rutter, 1986). Vavrus and Cole (2002), in an 

ethnographic observational study, stated that many public school office referrals that led to 

school suspension were due to “violation of implicit interactional codes,” (p. 89 ) including 

consistently reported violations of a student calling into question the teacher’s authority or the 

established classroom practice. Not coincidentally, there was a disproportionate number of 

students of color from those singled out (Capatosto et al., 2017). Compared to White students, it 

is more likely for Black students to be issued a discipline referral for both defiance (Gregory & 

Weinstein, 2008) and non-compliance (Skiba et al., 2008). Taken together, these strongly 

suggest that the processes of differential selection at the classroom level can contribute to 

disparities in discipline. 

“Differential selection” (Gregory et al., 2010 ) is a hypothesis that is part of a bigger 

framework to understand racial disparities in subjective judgment that can contribute to the 

understanding of racial discipline and achievement gaps in public schools across the United 

States. The application of exclusionary punishment in school discipline procedures paired with 

subjective criteria and flexibility in punishment criteria may be detrimental to Black, Latinx, and 

Indigenous youth (Gregory et al., 2010; Morrison & Skiba, 2001; Morrison et al., 2001), 

resulting in differential selection.  

Schoolwide Supports. PBS has been successful in decreasing disproportionality in 
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special education and increasing the positive behavior of students with disabilities and students 

of color with and without disabilities (Vincent & Tobin, 2012). PBS operates by using the 

preventive approach and values of positive behavior support that originate from the core 

principles of ABA. This approach supports the success of all students and is a prevention-

oriented way for schools to “(a) organize evidence-based practices, (b) improve their 

implementation of those practices, and (c) maximize academic and social behavior outcomes for 

students” (Sugai et al., 2000, p. 131). PBS meets the criteria for EBPs as a function-based 

intervention; however, ABA provides a distinction: an SWPBS model that utilizes FBAs and 

interventions is an EBP, an SWPBS model that does not utilize FBAs and interventions is not an 

EBP (Putnam & Knoster, 2016). If the SWPBS model does not provide FBAs and interventions, 

it does not qualify as a practice guided by ABA or an EBP. Implications for further research 

include practice guided by ABA in school settings to address the disproportionality and low 

achievement of students of color by means of its evidence-based nature and its reliance on data-

driven decision-making. 

 A significant component of ABA is its reliance on data-driven decision-making 

outcomes. Teachers can use student, teacher, and program data to evaluate outcomes, guide 

interventions, and make future decisions. These behavior-management examples use components 

of ABA and can be implemented in any classroom, regardless of the age of the student, current 

academic level, racial or cultural make-up of the classroom, or the subject taught (Cooper et al., 

2020 ). Each example listed above is also free of cost and does not require teachers or school 

districts to obtain any additional curriculum materials. 

Secondary Setting 

Nguyen et al. (2019) found that high school and middle school teachers were consistently 
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more likely to leave the profession than elementary teachers. Secondary teachers not only leave 

the profession more often than elementary teachers, but a higher percentage of secondary 

teachers reported student misbehavior, student tardiness, and class cutting as factors interfering 

with their ability to teach (Martella et al., 2012; McFarland et al., 2019; Ross et al., 2012). A 

2011 study by Moore found some significant predictors of teacher discontent, leading to attrition. 

These predictors include “certification type, school size, rural locale, teacher perceptions of 

student problems, and classroom control” (Moore, 2011, p. 3 ). Additionally, this study also 

pointed out some significant predictors of teacher contentment that reduce the likelihood of 

attrition. These predictors include “teacher race and ethnicity, highly qualified status, and 

minority student enrollment” (Moore, 2011, p. 3 ). School climate is cited as a contributing 

factor to teacher attrition, a pervasive issue plaguing secondary schools across the country 

(Garcia & Weiss, 2019; McFarland et al., 2019). Utilizing a behaviorist approach in secondary 

schools for promoting students’ academic and behavioral success is promising but under-

researched (Freeman et al., 2016; Gregory & Ripski, 2008; Gregory et al., 2014; Gregory et al., 

2015; Putnam et al., 2002). 

Teacher Perception. To develop a practical strategy for use in a setting, administrators 

should implement school-wide practices that can be easily utilized by educators and remain 

consistent across settings. “If an intervention is socially valid, it can hardly be effective...social 

validity is not sufficient for effectiveness, but it is necessary to effectiveness” (Baer et al., 1987, 

p. 323). The opinions of an intervention’s consumers are critical to its success (Kern & Manz, 

2004). Teachers are more likely to use interventions effectively in their classrooms if they view 

the goals, procedures, and outcomes as socially important. It is imperative for teachers to view 

ABA as a socially valid practice. Teachers must believe that the specific interventions used in 
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ABA are easy to implement, feasible in the context of classroom routines and expectations, and 

cost-effective for their settings; if they do so, they are more likely to adopt, implement, and 

sustain ABA in their classrooms (Baer & Schwartz, 1991; Hursh, 2007; Kern & Manz, 2004; 

McCormick, 2011).  

Teachers are limited in their exposure to ABA and how it can be utilized in the classroom 

setting. However, even a small amount of professional exposure to ABA has shown to result in a 

better understanding of ABA, which has resulted in an increase in positive attitudes toward the 

subject (Allen & Bowles, 2014; Dowey et al., 2007; McCormick, 2011; Randazzo, 2011). Thus, 

it is critical to understand the reciprocity of practice guided by ABA as a therapeutic or clinical 

service for developing behaviors and skills that is generalizable to multiple settings and that acts 

as an educational framework for skill acquisition and problem behavior reduction (Martella et 

al., 2014). Examples of reciprocity include a therapist providing a home-based therapy service 

that uses positive reinforcement in the natural environment to increase emerging language skills. 

Similarly, teachers can provide positive reinforcement in the classroom environment to increase 

emerging language skills. Another example is a classroom teacher using task analysis and 

employing reinforcement frequently while teaching an important classroom routine to increase 

the likelihood that students in the class will follow that routine in the future. Similarly, an ABA 

therapist uses task analysis and employs reinforcement frequently while teaching important self-

care routines to increase the likelihood of students completing their daily routine. This 

demonstrates the practicality of ABA for use in the classroom by general and special education 

teachers, as well as by behavior analysts in medical models. 

Despite the relevance of ABA as an EBP in both skill acquisition and problem behavior 

reduction for students of all ages, as well as its availability for use in varied educational settings, 



 

 
 

30 

many teachers do not consistently implement ABA strategies (Allen & Bowles, 2014; Axelrod et 

al., 1990; McCormick, 2011; Randazzo, 2011; Skinner & Hales, 1992; Tillery et al., 2010). Data 

are limited on the various knowledge, attitudes, and uses of ABA for secondary general 

educators, as previous studies primarily targeted teachers whose students were diagnosed with 

ASD, special education teachers, or primary/elementary classroom teachers (Allen & Bowles, 

2014; Alotaibi, 2015; McCormick, 2011; Randazzo, 2011; Smyth et al., 2017).  
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Chapter 3: Methodology 

The purpose of this study was to investigate secondary general and special education 

teachers’ levels of the following: Research Question 1: What level of perceived knowledge do 

secondary teachers have on applied behavior analysis? How is this perceived knowledge 

impacted by demographic factors? Research Question 2: What level of perceived attitude do 

secondary teachers have on applied behavior analysis? How is this perceived attitude impacted 

by demographic factors? Research Question 3: What level of perceived use do secondary 

teachers have on applied behavior analysis? How is this perceived use impacted by demographic 

factors? Research Question 4: Does perceived knowledge, attitude, and use predict the other?   

The field of behaviorism first seeks to understand the relationship between the 

occurrence of behavior and the environmental factors that influence that behavior; second, it 

seeks to develop individualized technology for improving socially significant behaviors 

(Cooper et al., 2020). In practice guided by ABA principles, it is not always possible for 

practitioners to view situations with existing data or to have access to variables of interest. 

ABA is considered applied research that is operationally defined as “a scientific approach for 

discovering environmental variables that reliably influence socially significant behavior and 

for developing a technology of behavior change that takes practical advantage of those 

discoveries” (Cooper et al., 2020, p. 2). However, in this study, applied research is not 

employed to discover environmental variables that influence socially significant behavior. 

Instead, references to ABA are under the domain of classroom practices guided by ABA, 

which is operationally defined as the design, implementation, and evaluation of behavior-

change programs to improve the lives of participants as a result of changes in their behaviors 

(Cooper et al., 2020).  
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This chapter presents information regarding the methods used in the study, the selection 

of subjects, data-collection techniques, instrument development, and content validity. 

Research Design 

This study employed two forms of nonexperimental research design: survey and 

correlational research design. First, a quantitative survey (questionnaire) was employed to 

collect data from a sample using web-based technology. A correlational and cross-sectional 

survey design was used for data collection (Creswell, 2014). This method was utilized in this 

study because of its ability to sample a large geographic area at a low cost and within a shorter 

time frame, and because it allows for ease of data organization (Bartlett et al., 2001; Cook & 

Cook, 2016; Fowler, 2009; Gall et al., 2007; Saleh & Bista, 2017).  

The subject matter presented in the literature review has been relatively under-

researched; thus, a descriptive survey design was employed in this study to fill this research 

gap. Descriptive research provides important information from the target population that can 

be used to assess reliably the state of affairs in public schools, develop a theory, or suggest 

areas for future research. It must be noted that a descriptive survey design without additional 

research is unable to determine how variables relate to each other, and further research may be 

needed to compare some variables discovered after the data are analyzed (Cook & Cook, 

2016; Creswell & Creswell, 2017; Mertens, 2014; Rumrill et al., 2011).  

The methods used in this study also fall under the category of correlational research 

design. Correlational research is non-experimental in nature and allows the researcher to measure 

and determine the extent to which factors under investigation covary (Creswell & Creswell, 

2017). Martella et al. (2013) identify three main attributes to correlational research: hypothesis, 

grouping, and data. First, since there is no prior research conducted on secondary teachers’ self-
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reported or perceived knowledge, use, or attitude of ABA in classroom use. Since this study was 

exploratory, the researcher made no a priori hypotheses concerning how variables in this study 

would be interrelated. 

In this study, the term “perceived” was used because participants self-reported their 

“perceived” use, knowledge, and attitude toward ABA. Second, grouping, or group membership, 

in a correlational study requires an operational definition of membership (Creswell & Creswell, 

2017; Martella et al., 2013). Participants for this study are defined in detail in the section below 

but can be generalized as in-service secondary teachers. Finally, though a wide range of tools 

and tests can be utilized in correlational research, the researcher created a survey questionnaire 

for this specialized topic (see Appendix C). The survey responses were the main source of data 

collection, and analysis for this study are described further in the sections below. 

Participants 

 Regarding the survey participants, the target population consisted of teachers (general or 

special education) who were listed as current teachers in a secondary setting (grades 6–12) for 

at least one class period per day in a public, private, or charter school. According to the NCES, 

in the fall of 2017, there were 3.2 million teachers in the United States (NCES, 2019). To 

answer the research questions, a sufficient sample size was needed for analysis. Though there 

is no singular minimum sample size recommended for survey or correlational studies, the 

study sample had to encompass all three tests used in analysis to produce reliable results.  

Participant Enrollment Procedures  

Permission to conduct this study was obtained from the Internal Review Board (IRB) 

of the University of Oklahoma, Norman, Oklahoma. Multiple strategies were utilized to 

recruit participants for the study, guided by the suggestions of Saleh and Bista (2017), who 
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examined factors impacting online survey response rates in education research.  

A snowball and referral methodology comprising three parts was utilized (Levine, 2014). 

Initially, an invitation was emailed to individuals within the researcher’s personal networks, 

requesting that they forward the message to other people who might be interested (Saleh & 

Bista, 2017). Second, the researcher utilized social media, particularly Facebook and 

Instagram posts, with an invitation and a link to the survey. Following this, the researcher 

emailed a personalized invitation greeting, and the URL to access the study survey was sent to 

all secondary-certified teachers listed on the Oklahoma Teacher Registry accessed by the State 

of Oklahoma and all secondary staff who were members of the Texas Education Association 

(TEA). Moreover, all participants were encouraged to share the URL with all their networks 

potentially including secondary teachers. The researcher expected that the encouragement to 

share the survey would create a snowball sampling effect where the original research 

participants would recruit other participants to complete the survey, leading to an increased 

number of participants (Levine, 2014). Data were collected for six weeks and included three 

reminder requests to complete the survey and/or forward the URL to an educational 

professional, with one request sent every two weeks for the duration of the collection, as 

recommended by Saleh and Bista (2017), to gain optimum participation. 

This strategy led to the participation of a large number of teachers with a wide range of 

demographic information and allowed for the assumption that participants were 

knowledgeable of best practices in education and a range of knowledge in practice guided by 

ABA. It also allowed for a broad view of professional development needs in the area of ABA 

in secondary schools and related specific needs of the participating teachers.  

The procedures for protecting the rights and human welfare of human subjects involved 



 

 
 

35 

in the study were submitted for approval to the Institutional Review Board of the University of 

Oklahoma.  

Response Rate 

The Qualtrics online survey management system was used to administer the survey. A 

total of 152,421 emails were sent with 1,118 surveys opened by a participant, to which991 

respondents provided at least one response (63%), an acceptable response for online survey 

completion (Nulty, 2008). A total of 31 surveys were completed after following the link shared 

over the researchers’ personal Facebook page, and 252 surveys were completed through an 

anonymous link shared through social media outlets. A total of 991 respondents completed the 

survey. The responses provided a snapshot of the secondary teacher population in primarily 

southwestern and midwestern states in the United States public school setting, although not all 

survey respondents fit that demographic description. 

Of the 991 respondents, 932 agreed to participate in this study, and the remaining 55 

respondents were discarded from the data set. The data of respondents who chose “I do not want 

to participate” but completed the survey were not analyzed. From the 931 usable responses, 58 

participants did not answer the first 3 demographics questions (total years of teaching 

experience, current teaching setting, and secondary school settings they had experience teaching 

in) and were removed from the data set, leaving 872 responses. Out of the 872 responses, 71 

responded that they were not currently teaching in a secondary school setting and were removed 

from data set. In addition, 63 respondents who did not answer this question were removed, 

leaving 795 survey responses. Block 5 of the survey began with the attitude questions using 

Likert scales, and 169 participants stopped at that section and did not complete the survey. These 

participants were removed from the data set, resulting in 626 valid responses. Of these, 539 
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completed the questionnaire and were used in the analysis; 87 incomplete surveys were removed 

from the data set. The final number of respondents used in the analysis was 539.  

Missing Data 

Measured Respondents.In survey-based research work, it is usually not possible to 

receive complete data, as some questionnaires may not be returned or fully completed (Cooper et 

al., 2006). Missing data are values left empty by the respondents while filling out questionnaires 

(Hair Jr. et al., 2006), which creates a problem for data analysis, potentially resulting in failure to 

evaluate critical facts (Cordeiro et al., 2010; Creswell & Creswell, 2017; Hair Jr. et al., 

2006; Kang, 2013).  

Missing data handling is a technical task during data analysis, with the options of either 

assigning a suitable value for the missing data or deleting the record with missing data. There is a 

four-step process for handling missing data: (1) determine whether the type of missing data is 

ignorable, (2) determine the extent of missing data, (3) identify whether the missing data are 

categorized as missing completely at random (MCAR) or missing at random (MAR), and (4) 

select the imputation method based on the randomness of the missing data (Hair Jr. et al., 2006).  

As this study was quantitative and used a close-ended questionnaire for all variables, 

there were no ignorable missing data within the 539 respondents used for analyses. Therefore, 

the percentage of missing data values for each item was determined. If the missing data 

accounted for less than 10% of a particular item, this was considered acceptable. Subsequently, 

the randomness of the missing data was determined.   

The maximum amount of missing data was 1.5%, which was considered acceptable. 

Three types of randomness patterns were considered: MCAR, missing not at random (MNAR), 

and MAR (Kang, 2013). Finally, the imputation for treating missing values was considered. 
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As the amount of missing values was minimal, any imputation method to identify missing data 

patterns was appropriate (Creswell & Creswell, 2017; Hair Jr. et al., 2006).   

Expectation maximization (EM) techniques, which are considered effective, were used to 

manage missing data. This helps produce a new data set through the maximum likelihood 

method, with missing values replaced with predicted values via the maximum likelihood 

algorithm (Dempster et al., 1977). While other techniques may cause estimation biases, EM 

controls the mean substitution and regression substitution. According to Little (1988), if the 

MCAR test has an insignificant p value (p > 0.05), the data are likely MCAR (Garson, 2015). 

Table 1 shows the statistical results of the MCAR test based on Little (1998), indicating that the 

data were MCAR and the test was insignificant.   

 
Table 1  
 
MCAR Test Results  
  
Chi-Square  DF  Sig.  
2492.129  2448  0.262  
  
Instrument  

No instrument currently exists that specifically assesses a respondent’s professional 

background, training, knowledge of educational programming related to ABA, use of ABA 

strategies in the school setting, attitudes toward ABA in the school setting, and professional 

needs as they relate to ABA. Therefore, a survey instrument (questionnaire) was created to 

conduct this assessment. The researcher developed the survey instrument based on the 

existing literature and with a section of the questions replicating prior studies that was altered 

to fit the target participants of this study (Harlacher, 2016). The basis of this survey was 

modeled after the seminal Autism Survey, developed by Stone (1987), and its subsequent 
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iteration by Campbell et al. (1996). In addition, the questions selected for attitude, 

knowledge, and use were developed based on similar instruments used in previous studies 

with differing settings or participant demographics (Martin & Baldwin, 1993; Martin et al., 

2007; McCormick, 2011; Musgrove, 1974; Randazzo, 2011; The Incredible Years, 2012). 

The format was adapted from surveys of two dissertations in which the authors developed 

questionnaires from similar existing surveys (McCormick, 2001; Randazzo, 2011). These 

dissertations were also drawn upon for survey questions and structure.  

Participants rated how much they agreed with statements describing classroom-

management techniques based on the principles of behavior analysis using a 5-point Likert 

scale. Questions measuring the usefulness and frequency of use of specific classroom-

management techniques were developed based on the Teacher Classroom Management 

Strategies Questionnaire produced by The Incredible Years (2012). First, participants rated 

how often they used the seven ABA-based classroom-management techniques on a 5-point 

scale from “very often” to “never.” Next, participants rated how useful they found each 

technique for managing their classroom on a 5-point scale from “extremely useful” to “not at 

all useful” as well as the technique’s reliability (see Appendix X). 

Questionnaire Items 

For the purpose of this study, the questionnaire was composed of the following major 

themes: (1) demographics, (2) attitudes toward ABA, (3) use of ABA strategies in the school 

setting, and (4) knowledge of educational programming related to ABA. With the exception 

of the questions eliciting demographic information, the survey utilized a Likert scale with five 

response options, with the response relevant to the question being asked. To assess the self-

reported knowledge of each teacher, participants were asked to check a box indicating how 
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knowledgeable they are on the listed strategy, coded 1 (not at all knowledgeable) to 5 (very 

knowledgeable). To assess the self-reported usage of the strategy, the teacher indicated how 

often they used each strategy, coded 1 (never use) to 5 (very often use). There were no short 

descriptive answers or fill-in-the-blank questions; this was based on the recommendation to 

craft a survey that was short and concise for higher response rates (Saleh & Bista, 2017). It 

was estimated that the teachers would need approximately 11 to 20 minutes to complete the 

survey. A complete survey is provided in the Appendix.  

Professional Background and Training. The first section of the survey consisted of 

four blocks that requested participants’ demographic information. This section included a 

subsection of questions related to whether or not the participants had received a course in 

behavior management based on Blum’s (1994) study. Blum (1994) indicated that many 

teachers do not take a behavior-management course during their pre-service learning. Further, 

Randazzo (2011) found a significant correlation indicating that teachers who had not taken a 

specific behavior-management course were more likely not to use instructional techniques 

associated with ABA.  

Gender and Ethnicity. Gender and ethnicity were not included in the demographic 

section of the survey. Saperstein and Westbrook (2015) urged future researchers to think 

critically about requesting gender information in surveys.  

A hyper-gendered world of “males” and “females,” “brothers” and “sisters, and 

“husbands” and “wives” shapes what we can see in survey data. If not altered, surveys will 

continue to reproduce statistical representations that erase important dimensions of variation 

and likely limit understanding of the processes that perpetuate social inequality. (Saperstein 

& Westbrook, 2015).   
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Several institutional review boards suggested that asking for someone’s gender 

identity in a survey may not justify collecting the data in the first place (Utah IRB, 2021). By 

eliminating the need to answer such questions as gender/sex/sexual orientation, participants 

may be more comfortable continuing the questionnaire (Utah IRB, 2021). Therefore, gender 

and ethnicity information were considered irrelevant to the data analysis, and omission from 

the survey was considered to follow best practices for the most inclusive version of the 

questionnaire. 

Experience Demographics Items. The first item in this section required participants 

to choose a range of total years they had been teaching. The second item asked the 

participants whether they were currently teaching in a secondary school setting (grades 6-12) 

as a “yes” or “no” response. The third item required participants to check a box indicating 

what type of population they primarily taught, with responses including “general education,” 

“special education,” and “other” with a blank space to specify any other secondary settings in 

which they had secondary teacher experience. The fourth item asked participants to indicate 

their current teaching certificates. The fifth item asked the geographic setting of the 

participants’ current school, with answers including “rural,” “midsize,” “suburban,” “urban,” 

and “other” with a blank to provide more information. The sixth item asked participants to 

check all the topics in which they received training or professional development in their 

current district. The seventh item asked participants if their current school implemented a 

tiered system of support, with “yes, “unsure,” and “no” as possible answers. The eighth item 

asked the participants if they ever taught in a school that implemented a tiered system of 

support, with “yes, “unsure,” and “no” as possible answers. 
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Education Demographics Items. The second block consisted of items regarding 

education demographics. For the first item in this section, participants were required to check 

all boxes that applied regarding academic degree(s) that they held, including bachelor’s, 

master’s, doctorate, and/or other. A blank space was provided to specify any additional 

degrees. The second item asked participants to indicate whether they took a course in their 

graduate or undergraduate education that primarily focused on behavior management, with 

“yes,” “no,” and “other” as options and a blank to fill in more information. The third item 

asked participants to check all of the topics they have taken coursework in as part of their 

bachelor’s degree from this following list: (a) ABA, (b) autism spectrum disorder, (c) response 

to intervention, (d) behavior management intervention, (e) multi-tiered systems of support, (f) 

direct instruction, (g) discussed some of these in other courses but not specific coursework, 

and (h) none of the above. The fourth item asked participants if they were currently enrolled in 

a graduate program or if they currently had a degree pending. The fifth item asked participants 

to check all of the topics they had taken coursework in as a part of a master’s or doctoral 

degree from the following list: (a) applied behavior analysis, (b) autism spectrum disorder, (c) 

response to intervention, (d) behavior management intervention, (e) multi-tiered systems of 

support, (f) direct instruction, (g) discussed some of these in other courses but not specific 

coursework, and (h) none of the above. The sixth item asked participants to check all of the 

topics they had taken coursework in that was not part of a pending or obtained degree from the 

following list: (a) applied behavior analysis, (b) autism spectrum disorder, (c) response to 

intervention, (d) behavior management intervention, (e) multi-tiered systems of support, (f) 

direct instruction, (g) discussed some of these in other courses but not specific coursework, 

and (h) none of the above. 
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Experience with ABA Items. The third block of the questionnaire asked specific 

questions regarding the participants’ relationship with ABA, including a self-report rating of 

the following questions: (a) How knowledgeable do you rate yourself in the area of applied 

behavior analysis?” (b) “During your teaching experience have you worked with a student who 

received applied behavior analysis (ABA) as an intervention for autism spectrum disorder 

inside or outside the classroom? and (c) Do you know anyone personally who participates in 

applied behavior analysis (ABA) as an intervention for autism spectrum disorder either as a 

recipient or a therapist? Past research has found that a personal relationship with a person 

receiving ABA services as an intervention for ASD significantly impacts their attitude of ABA 

as a strategy or intervention (McCormick, 2011; Randazzo, 2011) 

Attitude, Use, and Knowledge of ABA. The second section of the survey consisted of 

three blocks that examined participants’ attitudes, use, and knowledge. Participants rated how 

much they agreed with statements describing classroom-management techniques based on the 

principles of behavior analysis using a 5-point Likert scale. Questions measuring the 

usefulness and frequency of use of specific classroom-management techniques were developed 

based on the Teacher Classroom Management Strategies Questionnaire produced by The 

Incredible Years (2012). First, participants rated how often they used the seven ABA-based 

classroom-management techniques on a 5-point scale from “very often” to “never.” Next, 

participants rated how useful they found each technique for managing their classroom on a 5-

point scale from “extremely useful” to “not at all useful,” as well as the techniques’ reliability. 

Attitudes Toward ABA in the School Setting. The fifth section of the survey assessed 

teachers’ attitudes toward ABA strategies used in the school setting. Attitude theorists have 

stated that attitudes are multidimensional, can form in many ways, and are subject to change 
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based on individual lived-experiences, contextual settings, education, and time (Albarracin et 

al., 2005; Alzen, 2005). To measure attitudes toward the use of ABA in the school setting, the 

survey included eight items adapted from McCormick’s (2011) dissertation. Additionally, 

items were obtained from Baker (2005) and Kaff et al. (2007) regarding teachers’ feelings and 

beliefs about the techniques, strategies, and interventions of ABA. The participants were asked 

to evaluate the listed statements on a 5-point Likert scale.  

Use Regarding ABA Strategies in the School Setting. The fourth section asked 

teachers to rate their use of the listed ABA strategies in the school setting. To measure the 

participants’ self-reported frequency of use of ABA, the survey included eight items adapted 

from McCormick (2011), regarding how often the teachers use empirically demonstrated 

techniques, strategies, procedures, and interventions of ABA identified by Callahan et al. 

(2008) and Callahan et al. (2010). The teachers evaluated the statements on a 5-point Likert 

scale. Responses were coded as 1 (“very frequently use”) to 5 (“not used at all”). 

Knowledge of Educational Strategies Related to ABA. The third section of the survey 

comprised items to assess participants’ self-reported knowledge of each ABA strategy. 

Response options were coded from 1 (“not at all”) to 5 (“a great deal”).  

Data Analysis 

Survey data obtained from the online platform Qualtrics (Qualtrics, Inc., 2010) were 

coded and uploaded to SPSS Statistics (28) software. Descriptive statistics were utilized to 

examine the frequencies, patterns, and mean scores of categorical survey items. To examine 

factors related to the research questions, a linear regression model was used to predict a 

categorical or outcome variable from a set of predictor variables (Peng et al., 2002) and assist the 

researcher in examining participants’ (1) knowledge of educational programming related to 
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ABA, (2) use of ABA strategies in the school setting, and (3) attitudes toward ABA in the school 

setting. Each question was coded with a quantitative value and entered into SPSS. Prior to any 

analysis, all data were checked for accuracy by computing the descriptive statistics for each item 

and examining the minimum and maximum variables. The responses for negatively phrased 

items were also reverse coded before analysis.  

This study aimed to ascertain whether there was a relationship between secondary 

teachers’ knowledge of ABA and attitudes toward ABA and the use of ABA in the classroom. 

Three quantitative tests were considered to answer the research questions: analysis of variance 

(ANOVA), Pearson’s correlation, and general linear regression. First, a series of one-way 

ANOVAs was utilized to analyze demographic differences, knowledge differences, attitude 

differences, and use differences in each category. ANOVAs are an appropriate test when the 

purpose is to determine if there are significant differences between the means of independent 

variables (Rutherford, 2011). Post-hoc Tukey’s tests were conducted for any ANOVAs that 

showed significant results (p < 0.05). Tukey’s post-hoc is a commonly used test for assessing all 

pairwise comparisons in a one-way ANOVA when the assumption of homogeneity of variances 

is not violated (Kirk, 2013; Westfall et al., 2011). Two-way ANOVA was used when there were 

two categorical variables that are treated as predictors of a continuous outcome variable 

(Creswell & Creswell, 2017; Rutherford, 2011). Next, a Pearson’s correlation (r) was considered 

to determine the relationship between two variables and the degree to which the variables were 

related (Allen, 2017); however, this step was not used in the final analysis. Finally, a simple 

linear regression was used in this study to determine the linear relationship between the variables 

and predict values of the dependent variables based on different values of the independent 

variable (Creswell & Creswell, 2017). For this study, the researcher is exploring whether there 
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are relationships between demographic variables and the factors of perceived knowledge, 

attitude, and use by secondary classroom teachers. 
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Chapter 4: Results 

This study investigated secondary general and special education teachers’ levels of the 

following: Research Question 1: What level of perceived knowledge do secondary teachers have 

on applied behavior analysis? How is this perceived knowledge impacted by demographic 

factors? Research Question 2: What level of perceived attitude do secondary teachers have on 

applied behavior analysis? How is this perceived attitude impacted by demographic 

factors? Research Question 3: What level of perceived use do secondary teachers have on 

applied behavior analysis? How is this perceived use impacted by demographic 

factors? Research Question 4: Does perceived knowledge, attitude, and use predict the other? 

The investigation looked at the teachers’ self-reported responses to the survey instrument to 

produce their perceived knowledge, attitudes, and use of ABA strategies and interventions in the 

classroom. A total of 539 educators completed the survey instrument; their results are described 

below. 

Preliminary Analyses 

Demographics 

Location  

Practicing public school teachers in the mid-south-central portion of the continental 

United States were invited to participate in the study. The link for the survey was shared 

via social media, targeting United States secondary teachers. To keep the survey anonymous, 

participants’ locations were not tracked; however, 60% (707) of all returned surveys were from 

the email list compiled with public school teachers in the mid-south-central portion of the 

continental United States.   

Years of Teaching  
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Out of 539 respondents, 79 (14.7%) had 1-4 years of teaching experience, 137 (25.4%) 

had 5- 10 years of teaching experience, and 323 (59.9%) had over 10 years of experience in the 

field of teaching.   

Type of Setting  

A total of 371 respondents (59.6%) were experienced in general education settings, 187 

(30.1%) were experienced in special education settings, and 64 (10.3%) had experience in other 

secondary settings.   

Geographic Setting of Current School 

A total of 56 respondents (10.4%) taught in a midsize setting, 135 (25.0%) taught in a 

rural setting, 189 (35.1%) were in a suburban setting, 145 (26.9%) were in an urban setting, and 

14 (2.6%) taught in other geographic settings.   

Prior Training or Professional Development as a Teacher  

A total of 102 respondents (7.9%) selected ABA, 217 (16.8%) selected autism spectrum 

disorder, 313 (24.3%) selected response to intervention, 308 (23.9%) selected behavior 

management intervention, 152 (11.8%) selected multitiered system of support, and 197 (15.3%) 

selected direct instruction.  In response to the implementation of a tiered system of support in the 

current school, 360 respondents (66.8%) answered “yes,” 72 (13.4%) answered “no,” while 107 

(19.9%) were unsure.   

Highest Degree Completed  

The majority of the respondents (n = 289, 53.6%) held a master’s degree, 225 (41.7%) 

held a bachelor's degree, and 22 (4.1%) held a doctoral degree. The majority of respondents (n = 

359, 66.6%), answered “no,” 21 (3.9%) answered “other,” and 159 (30.3%) answered “yes” 

regarding participating in coursework related to behavior management. In addition, 91 
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respondents (17.1%) answered “yes” regarding being currently enrolled in a graduate program or 

having a degree pending, 436 (80.9%) answered “no,” while 11 (2.0%) answered “other.”   

Coursework 

Coursework As Part of a Bachelor’s Degree. A total of 84 respondents (14.3%) 

selected ABA, 91 (15.5%) selected autism spectrum disorder, 97 (16.5%) selected response to 

intervention, 134 (22.8%) selected behavior management intervention, 73 (12.4%) selected 

multitiered system of support, and 108 (18.4%) selected direct instruction.   

Coursework As Part of a Pending or Completed Master’s or Doctoral Degree. A 

total of 57 respondents (12.3%) selected ABA, 82 (17.7%) selected autism spectrum disorder, 86 

(18.5%) selected response to intervention, 98 (21.1%) selected behavior management 

intervention, 65 (14.0%) selected multitiered system of support, and 76 (16.4%) selected direct 

instruction.   

Table 2 
 
Demographics of Survey Participants  
  
Characteristic  Frequency    

n  %  
  
Teaching experiences  
 1-4 years  79  14.7  

 5-10 years  137  25.4  
 10+ years  323  59.9  
Type of secondary setting you have experience teaching in      
 General education  371  59.6  
 Special education  187  30.1  
 Other  64  10.3  
Geographic setting of your current school      
 Midsize  56  10.4  
 Rural  135  25.0  
 Suburban  189  35.1  
 Urban  145  26.9  
 Other  14  2.6  
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Topics that you have had training or professional development in as a teacher in 
your current district  

    

    Applied behavior analysis  102  7.9  
 Autism spectrum disorder  217  16.8  
 Response to intervention  313  24.3  
 Behavior management intervention  308  23.9  
 Multitiered systems of support  152  11.8  
 Direct instruction  197  15.3  
Does your current school implement a tiered system of support?      
 Yes  360  66.8  
 No  72  13.4  
 Unsure  107  19.9  
Highest degree completed      
 Bachelor’s degree  225  41.7  
 Master’s degree  289  53.6  
 Doctoral degree  22  4.1  
 Other  3  .6  
Participation in behavior management course      
 Yes  159  30.3  
 No  359  66.6  
 Other  21  3.9  
Currently enrolled in a graduate program or have a degree pending      
    Yes  91  17.1  
 No  436  80.9  
 Other  11  2.0  
Topics that you have taken coursework in as part of a pending or completed 
bachelor’s  

    

 Applied behavior analysis  84  14.3  
 Autism spectrum disorder  91  15.5  
 Response to intervention  97  16.5  
 Behavior management intervention  134  22.8  
 Multitiered systems of support  73  12.4  
 Direct instruction  108  18.4  
Topics that you have taken coursework in as a part of a pending or completed 
master’s or doctoral degree  

    

 Applied behavior analysis  57  12.3  
 Autism spectrum disorder  82  17.7  
 Response to intervention  86  18.5  
 Behavior management intervention  98  21.1  
 Multitiered system of support  65  14.0  
 Direct instruction  76  16.4  
      
 

Preliminary Factor and Reliability Analyses 
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A conceptual framework was developed based on the literature to examine the responses 

from 539 secondary classroom teachers to verify that the items measured what they purported to 

assess. Each of the three variables in this study was subjected to Cronbach’s alpha reliability 

tests to check the internal consistency and reliability of each question in the data set. Cronbach’s 

alpha was used for multiple scale items to determine whether the items included converged. 

Following Gliem and Gliem (2003), a value above 0.7 was considered acceptable and reliable. 

To ensure that all the designed questions were reliable, three variables were used: perceived 

knowledge, perceived attitudes, and perceived use, with the latter two tested separately. The 

following table shows the reliability of all scales was above 0.70 (Table 3), indicating that the 

scales had acceptable internal consistency.   

Table 3  

Test of Reliability  
 
Scale  Cronbach’s alpha  Number of items  
Perceived knowledge  0.781  16  
Perceived attitudes  0.824  20  
Perceived use  0.814  16  
 
Research Question 1: What is the level of perceived knowledge of secondary teachers 

regarding ABA? How is this perceived knowledge impacted by demographic factors?  

The results of descriptive statistics analyses indicated that the mean value of the 

perceived knowledge of teaching staff regarding ABA was 3.4456 (See Table 4). Perceived 

knowledge was measured using a five-point Likert scale; therefore, the teachers surveyed 

indicated a moderate-to-significant perceived knowledge regarding ABA.  

Table 4 

Mean Value of Perceived Knowledge 

 Mean SD 
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Perceived knowledge 3.4456 0.51199 
 
Total Years of Teaching Experience 

The impact of teaching experience on teacher knowledge of ABA was assessed through a 

one-way ANOVA model in which knowledge served as the dependent and total years of teaching 

experience as the independent variable. As can be seen in Table 5, results from this test indicate 

there is no statistically significant difference between the mean perceived knowledge for total 

years of teaching experience (p = 0.278).  

Table 5 

ANOVA 1.1  

Knowledge   
 Sum of Squares df Mean Square F Sig. 
Between Groups .672 2 .336 1.283 .278 
Within Groups 140.357 536 .262   
Total 141.029 538    

 
Secondary Teaching Setting 

The impact of secondary teaching setting on teacher knowledge of ABA was assessed 

through a two-way ANOVA model in which knowledge served as the dependent variable and 

type of secondary setting you have experience teaching in GEN/SPL as the independent variable. 

As can be seen in Table 6, the p value for General Education Setting is 0.070, which is greater 

than 0.05, and the p value is 0.000 for Special Education Setting, which is less than 0.05.  This 

indicates that at a 0.05 level of significance, the null hypothesis can be rejected for Special 

Education Setting but not for General Education Setting. Thus, it can be concluded that there 

exists significant difference between the mean perceived knowledge for type of secondary setting 

teachers have experience teaching within.  
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Table 6 

ANOVA 1.2 

Dependent Variable:   Knowledge   

Source 
Type III Sum of 

Squares df Mean Square F Sig. 
Corrected Model 20.229a 3 6.743 29.863 .000 
Intercept 3303.444 1 3303.444 14630.281 .000 
Q1.3_whatsetting_answer_Gen
eral_Education_Setting 

.746 1 .746 3.303 .070 

Q1.3whatsetting_answer_Speci
al_Education_Setting 

7.239 1 7.239 32.061 .000 

Q1.3_whatsetting_answer_Othe
r 

.020 1 .020 .088 .767 

Error 120.800 535 .226   
Total 6539.984 539    
Corrected Total 141.029 538    
a. R Squared = .143 (Adjusted R Squared = .139) 

 
Geographic Setting of Current School 

The impact of geographic setting on teacher knowledge of ABA was assessed through a 

one-way ANOVA model in which knowledge served as the dependent variable and geographic 

setting of teachers’ current school as the independent variable. As can be seen in Table 7, results 

from this test indicate there is no statistically significant difference between the mean perceived 

knowledge for geographic setting (p = 0.139). Thus, teaching staff from different geographical 

locations did not differ in terms of perceived knowledge regarding ABA, as all the significance 

values were greater than 0.05.  

Table 7 

ANOVA 1.3 

Knowledge   
 Sum of Squares df Mean Square F Sig. 
Between Groups 1.818 4 .455 1.744 .139 
Within Groups 139.211 534 .261   
Total 141.029 538    

Does your current school implement a tiered system of support?  
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The impact of current school implement a tiered system of support on teacher knowledge 

of ABA was assessed through a one-way ANOVA model in which knowledge served as the 

dependent and current school implement a tiered system of support as the independent variable. 

As can be seen in Table 8, results from this test indicate there is a statistically significant 

difference between the mean perceived knowledge for school implementation of a tiered system 

of support (p = 0.000). Thus, it can be concluded that there exists significant difference between 

the mean perceived knowledge for current school implement a tiered system of support. 

Table 8 

ANOVA 1.4 

Knowledge   
  Sum of Squares df Mean Square F Sig. 
Between Groups 5.573 2 2.787 11.037 .000 
Within Groups 134.823 534 .252     
Total 140.396 536       

  
Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which category pairs for current school implement a tiered system of support show differences 

between the mean perceived knowledge (see Table 9). The Tukey HSD test shows that teachers 

whose current school implement a tiered system of support have higher perceptions of their ABA 

knowledge over teachers whose schools do not implement a tiered system of support (M = .167, 

p value = 0.027) or over teachers who are unsure if their school implements a tiered system of 

support (M = .241, p value = 0.000). As those p values are less than 0.05, it can be concluded 

that there exists a significant mean difference of perceived knowledge between those pairs. 

Table 9 

Tukey’s HSD 1.4 

Dependent Variable:   Knowledge   
Tukey HSD   
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(I) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, PBS, 
and/or TEACCH etc. 

(J) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, PBS, 
and/or TEACCH etc. 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Unsure .07383 .07659 .600 -.1062 .2538 
Yes -.16738* .06490 .027 -.3199 -.0149 

Unsure No -.07383 .07659 .600 -.2538 .1062 
Yes -.24121* .05536 .000 -.3713 -.1111 

Yes No .16738* .06490 .027 .0149 .3199 
Unsure .24121* .05536 .000 .1111 .3713 

*. The mean difference is significant at the 0.05 level. 
 

Highest Degree Completed 

The impact of highest degree completed on teacher knowledge of ABA was assessed 

through a one-way ANOVA model in which knowledge served as the dependent variable and 

highest degree completed as the independent variable. As can be seen in Table 10, result 

indicates no significant mean differences. 

Table 10 

ANOVA 1.5 

Knowledge   
 Sum of Squares df Mean Square F Sig. 
Between Groups 1.422 3 .474 1.816 .143 
Within Groups 139.607 535 .261   
Total 141.029 538    

 
Coursework 

Coursework Focusing Primarily on Behavior Management During the Bachelor’s 

Degree. The impact of participation in behavior management course on teacher knowledge of 

ABA was assessed through a one-way ANOVA model in which knowledge served as the 

dependent variable and participation in behavior management course as the independent 

variable. As can be seen in Table 11, results from this test indicate there is a statistically 

significant difference between the mean perceived knowledge for highest degree completed (p = 
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.004). Thus, it can be concluded that there exists significant difference between the mean 

perceived knowledge and participation in behavior management course. 

Table 11 

ANOVA 1.6 

Knowledge   
 Sum of Squares df Mean Square F Sig. 
Between Groups 2.899 2 1.450 5.646 .004 
Within Groups 137.093 534 .257   
Total 139.993 536    

 
Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which category pairs for participation in behavior management course show differences between 

the mean perceived knowledge (see Table 12). The Tukey HSD test shows that teachers who 

participated in behavior management courses have higher perceptions of their ABA knowledge 

over teachers who did not participate in behavior management course (M = .154, p value = 

0.004). Interestingly, teachers who attended a behavior management course did not have 

significant differences in their perception of ABA knowledge over teachers who selected “other” 

as an option (p value is 0.124).  

Table 12 

Tukey HSD 1.6 

Dependent Variable:   Knowledge   
Tukey HSD   
(I) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

(J) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Other .07626 .11376 .781 -.1911 .3436 
Yes -.15408* .04848 .004 -.2680 -.0401 

Other No -.07626 .11376 .781 -.3436 .1911 
Yes -.23034 .11773 .124 -.5070 .0464 

Yes No .15408* .04848 .004 .0401 .2680 
Other .23034 .11773 .124 -.0464 .5070 

*. The mean difference is significant at the 0.05 level. 
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Research Question 2: What is the level of perceived attitude of secondary teachers toward 

ABA? How is this perceived attitude impacted by demographic factors? What is the level of 

perceived attitude of secondary teachers toward ABA? 

The results of descriptive statistics analyses indicated that the mean value of the 

perceived attitude of teaching staff regarding ABA was 3.367 (see Table 13). Perceived attitude 

was measured using a five-point Likert scale; therefore, the teachers surveyed indicated a 

moderate-to-significant perceived knowledge regarding ABA. 

Table 13 

Mean Value of Perceived Attitude 

 Mean SD 
Perceived knowledge 3.367 0.4504 

 

Total Years of Teaching Experience  

The impact of attitude on teacher knowledge of ABA was assessed through a one-way 

ANOVA model in which attitude served as the dependent variable and total years of teaching 

experience as the independent variable. As can be seen in Table 14, results from this test indicate 

there is no statistically significant difference between the mean perceived attitude for total years 

teaching (p = 0.). Thus, total years of teaching was not a determining factor in teacher attitude on 

ABA.  

Table 14 

ANOVA 2.1 

Attitude   
 Sum of Squares df Mean Square F Sig. 
Between Groups .282 2 .141 .693 .500 
Within Groups 108.853 536 .203   
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Total 109.135 538    
 
Type of Teaching Setting 

The impact of secondary teaching setting on teacher attitude of ABA was assessed 

through a two-way ANOVA model in which attitude served as the dependent variable and type 

of secondary setting you have experience teaching in GEN/SPL as the independent variables. As 

can be seen in Table 15, the p value for General Education Setting is 0.215, which is greater than 

0.05, and the p value is 0.000 for Special Education Setting, which is less than 0.05. This 

indicates that, at 0.05 level of significance, the null hypothesis can be rejected  for Special 

Education Setting but not for General Education Setting. Thus,  it can be concluded that there 

exists significant difference between the mean perceived knowledge for type of secondary setting 

teachers have experience teaching within. 

Table 15 

ANOVA 2.2 

Dependent Variable:   Attitude   

Source 
Type III Sum of 

Squares df Mean Square F Sig. 
Corrected Model 7.545a 3 2.515 13.245 .000 
Intercept 3046.926 1 3046.926 16046.029 .000 
Q1.3_whatsetting_answer_Gen
eral_Education_Setting 

.293 1 .293 1.543 .215 

Q1.3whatsetting_answer_Speci
al_Education_Setting 

5.692 1 5.692 29.976 .000 

Q1.3_whatsetting_answer_Othe
r_ 

.156 1 .156 .823 .365 

Error 101.589 535 .190   
Total 6218.513 539    
Corrected Total 109.135 538    
a. R Squared = .069 (Adjusted R Squared = .064) 

 
Geographic Setting of Current School 

The impact of attitude on teacher knowledge of ABA was assessed through a one-way 

ANOVA model in which attitude served as the dependent variable and geographic setting as the 
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independent variable. As can be seen in Table 16, results from this test indicate there is no 

statistically significant difference between the mean perceived attitude for total years teaching (p 

= 0.417). Thus, geographic setting was not a determining factor in teacher attitude on ABA. 

Table 16 

ANOVA 2.3 

Attitude   
 Sum of Squares df Mean Square F Sig. 
Between Groups .511 4 .128 .628 .643 
Within Groups 108.624 534 .203   
Total 109.135 538    

 
Does your current school implement a tiered system of support?  

The impact of current school implement a tiered system of support on teacher attitude of 

ABA was assessed through a one-way ANOVA model in which attitude served as the dependent 

variable and current school implement a tiered system of support as the independent variable. As 

can be seen in Table 17, results from this test indicate there is a statistically significant difference 

between the mean perceived attitude for teachers whose school implemented a tiered support 

system (p = 0.003).  

Table 17  

ANOVA 2.4 

Attitude   
 Sum of Squares df Mean Square F Sig. 
Between Groups 2.306 2 1.153 5.777 .003 
Within Groups 106.559 534 .200   
Total 108.865 536    

 

Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which categories current school implement a tiered system of support show differences between 

the mean perceived attitude (see Table 18). The Tukey HSD test shows that teachers whose schools 
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implemented a tiered support system have higher perceptions of their ABA attitude over teachers 

whose schools implemented a tiered support system (M = .142, p value = 0.037) and over teachers 

who were unsure if their schools implemented a tiered support system (M = .137, p = 0.021).  

Table 18 

Tukey HSD 2.4 

Dependent Variable:   Attitude   
Tukey HSD   
(I) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, PBS, 
and/or TEACCH etc. 

(J) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, PBS, 
and/or TEACCH etc. 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Unsure -.00535 .06809 .997 -.1654 .1547 
Yes -.14216* .05770 .037 -.2778 -.0066 

Unsure No .00535 .06809 .997 -.1547 .1654 
Yes -.13682* .04922 .016 -.2525 -.0211 

Yes No .14216* .05770 .037 .0066 .2778 
Unsure .13682* .04922 .016 .0211 .2525 

*. The mean difference is significant at the 0.05 level. 
 
Highest Degree Completed 

The impact of highest degree completed on teacher attitude of ABA was assessed through 

a one-way ANOVA model in which attitude served as the dependent variable and highest degree 

completed as the independent variable. As can be seen in Table 19, results from this test indicate 

there is a statistically significant difference between the mean perceived attitude for teachers 

based on their level of education (p = 0.024). 

Table 19 

ANOVA 2.5 

Attitude   
 Sum of Squares df Mean Square F Sig. 
Between Groups 1.915 3 .638 3.185 .024 
Within Groups 107.220 535 .200   
Total 109.135 538    
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Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which categories of highest degree completed show differences between the mean perceived 

attitude (see Table 20). The Tukey HSD test shows statistically significant results for the 

difference of perceived attitude between bachelor’s degree and master’s degree (p = 0.012). 

Thus, it can be concluded that mean perceived attitude is statistically significantly different for 

bachelor’s degree and master’s degree holders. 

Table 20 

Tukey’s HSD 2.5 

Dependent Variable:   Attitude   
Tukey HSD   

(I) Highest Degree Completed: - 
Selected Choice 

(J) Highest Degree Completed: - 
Selected Choice 

Mean Difference 
(I-J) 

Std. 
Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

Bachelor's Degree Master's Degree -.12266* .03980 .012 -.2252 -.0201 
Doctoral Degree -.08266 .10000 .842 -.3404 .1751 
Other -.11978 .26018 .968 -.7903 .5507 

Master's Degree Bachelor's Degree .12266* .03980 .012 .0201 .2252 
Doctoral Degree .04000 .09901 .978 -.2152 .2952 
Other .00288 .25980 1.000 -.6667 .6724 

Doctoral Degree Bachelor's Degree .08266 .10000 .842 -.1751 .3404 
Master's Degree -.04000 .09901 .978 -.2952 .2152 
Other -.03712 .27552 .999 -.7472 .6729 

Other Bachelor's Degree .11978 .26018 .968 -.5507 .7903 
Master's Degree -.00288 .25980 1.000 -.6724 .6667 
Doctoral Degree .03712 .27552 .999 -.6729 .7472 

*. The mean difference is significant at the 0.05 level. 
 
Coursework 

Coursework Focusing Primarily on Behavior Management During the Bachelor’s 

Degree. The impact of participation in behavior management courses on teacher attitude of 

ABA was assessed through a one-way ANOVA model in which attitude served as the dependent 

variable and participation in behavior management courses as the independent variable. As can 

be seen in Table 21 results from this test indicate there is a statistically significant difference 
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between the mean perceived attitude for teachers who participated in behavior management 

courses (p = 0.000). 

Table 21  

ANOVA 2.6 

Attitude   
 Sum of Squares df Mean Square F Sig. 
Between Groups 4.586 2 2.293 11.822 .000 
Within Groups 103.564 534 .194   
Total 108.150 536    

 
Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which categories of participation in behavior management courses show differences between the 

mean perceived attitude (see Table 22). The Tukey’s HSD test shows statistically significant 

results for the difference of perceived attitude between teachers who participated in behavior 

management courses over teachers who did not (p = 0.000) and over teachers who were unsure if 

they had participated in courses (p = 0.011). Thus, it can be concluded that mean perceived 

attitude is statistically significantly different for teachers who participated in behavior 

management courses.  

Table 22 

Tukey’s HSD 2.6 

Dependent Variable:   Attitude   
Tukey HSD   
(I) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

(J) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Other .18924 .09887 .136 -.0431 .4216 
Yes -.17630* .04214 .000 -.2753 -.0773 

Other No -.18924 .09887 .136 -.4216 .0431 
Yes -.36554* .10233 .001 -.6060 -.1251 

Yes No .17630* .04214 .000 .0773 .2753 
Other .36554* .10233 .001 .1251 .6060 

*. The mean difference is significant at the 0.05 level. 
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Research Question 3: What is the level of perceived use of secondary teachers regarding 

ABA? How is this perceived use impacted by demographic factors?   

The results of descriptive statistics analyses indicated that the mean value of the 

perceived use of teaching staff regarding ABA was 2.8778. Perceived knowledge was measured 

using a five-point Likert scale; therefore, the teachers surveyed indicated a low perceived use of 

ABA in the classroom. 

Table 23 

Mean Value of Perceived Use 

 Mean SD 
Perceived knowledge 2.8778 0.62907 

 

Total Years of Teaching Experience 

The impact of teaching experience on teacher use of ABA was assessed through a one-

way ANOVA model in which use served as the dependent variable and total years of teaching 

experience as the  independent variable. As can be seen in Table 24, results from this test 

indicate there is no statistically significant difference between the mean perceived knowledge for 

total years of teaching experience (p = 0.572).  

Table 24 

ANOVA 3.1 

Use   
 Sum of Squares df Mean Square F Sig. 
Between Groups .443 2 .222 .559 .572 
Within Groups 212.459 536 .396   
Total 212.902 538    

 
Table 25 

Two-Way ANOVA 3.1 
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Dependent Variable:   Use   

Source 
Type III Sum of 

Squares df Mean Square F Sig. 
Corrected Model 46.399a 3 15.466 49.696 .000 
Intercept 2352.347 1 2352.347 7558.471 .000 
Q1.3_whatsetting_answer_Gen
eral_Education_Setting 

2.394 1 2.394 7.691 .006 

Q1.3whatsetting_answer_Speci
al_Education_Setting 

15.838 1 15.838 50.890 .000 

Q1.3_whatsetting_answer_Othe
r_ 

.149 1 .149 .479 .489 

Error 166.503 535 .311   
Total 4676.703 539    
Corrected Total 212.902 538    
a. R Squared = .218 (Adjusted R Squared = .214) 

 
Geographic Setting of Current School 

The impact of geographic setting on teacher use of ABA was assessed through a one-way 

ANOVA model in which use served as the dependent variable and geographic setting of 

teachers’ current school as the independent variable. As can be seen in Table 26, results from 

this test indicate there is no statistically significant difference between the mean perceived use 

for geographic setting (p = 0.165). Thus, teaching staff from different geographical locations did 

not differ in terms of perceived use regarding ABA, as all the significance values were greater 

than 0.05. 

Table 26 

ANOVA 3.3 

Use   
 Sum of Squares df Mean Square F Sig. 
Between Groups 2.571 4 .643 1.632 .165 
Within Groups 210.331 534 .394   
Total 212.902 538    

 
Does your current school implement a tiered system of support?  

The impact of current school implement a tiered system of support on teacher use of 

ABA was assessed through a one-way ANOVA model in which use served as the dependent 
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variable and current school implement a tiered system of support as the independent variable. As 

can be seen in Table 27, results from this test indicate there is a statistically significant difference 

between the mean perceived knowledge for school implementation of a tiered system of support 

(p = 0.000). Thus, it can be concluded that there exists significant difference between the mean 

perceived use for current school implement a tiered system of support. 

Table  27 

ANOVA 3.4 

Use   
 Sum of Squares df Mean Square F Sig. 
Between Groups 6.424 2 3.212 8.318 .000 
Within Groups 206.210 534 .386   
Total 212.634 536    

 
Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which category pairs for current school implement a tiered system of support show differences 

between the mean perceived use by Tukey’s HSD multiple comparison test (see Table 28). The 

Tukey’s HSD test shows that teachers whose school implemented a tiered system of support had 

higher perception of use of ABA than teachers whose schools did not implement a system of 

support (p = 0.011) and for teachers who were unsure if their schools had a system of support (p 

= 0.232). It can be concluded that there exists a significant mean difference of perceived use. 

Table 28  

Tukey’s HSD 3.4 

Dependent Variable:   Use   
Tukey HSD   
(I) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, 
PBS, and/or TEACCH etc. 

(J) Does your current school 
implement a tiered system of 
support? Example: RTI, MTSS, 
PBS, and/or TEACCH etc. 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Unsure .00024 .09472 1.000 -.2224 .2229 
Yes -.23187* .08026 .011 -.4205 -.0432 

Unsure No -.00024 .09472 1.000 -.2229 .2224 
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Yes -.23212* .06847 .002 -.3930 -.0712 
Yes No .23187* .08026 .011 .0432 .4205 

Unsure .23212* .06847 .002 .0712 .3930 
*. The mean difference is significant at the 0.05 level. 
 
Highest Degree Completed 

The impact of highest degree completed on teacher use of ABA was assessed through a 

one-way ANOVA model in which knowledge served as the dependent variable and highest 

degree completed as the independent variable. As can be seen in Table 29, results from this test 

indicate there is a statistically significant difference between the mean perceived knowledge for 

highest degree completed (p = 0.006). Thus, it can be concluded that there exists significant 

difference between the mean perceived use for the highest degree completed. 

Table 29  

ANOVA 3.5 

 
 Sum of Squares df Mean Square F Sig. 
Between Groups 4.921 3 1.640 4.219 .006 
Within Groups 207.981 535 .389   
Total 212.902 538    

 
The only p value which is less than 0.05 is for the difference of perceived use between 

bachelor’s degree and master’s degree, and that p value is 0.003. Thus, it can be concluded that 

mean perceived use is statistically significantly different for bachelor’s degree and master’s 

degree holders. 

Table 30  

Tukey’s HSD 3.5 

(I) Highest Degree Completed: - 
Selected Choice 

(J) Highest Degree Completed: - 
Selected Choice 

Mean Difference 
(I-J) 

Std. 
Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

Bachelor's Degree Master's Degree -.19539* .05543 .003 -.3383 -.0525 
Doctoral Degree -.13162 .13928 .781 -.4906 .2273 
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Other -.27556 .36237 .872 -1.2094 .6583 
Master's Degree Bachelor's Degree .19539* .05543 .003 .0525 .3383 

Doctoral Degree .06378 .13790 .967 -.2916 .4192 
Other -.08016 .36184 .996 -1.0127 .8523 

Doctoral Degree Bachelor's Degree .13162 .13928 .781 -.2273 .4906 
Master's Degree -.06378 .13790 .967 -.4192 .2916 
Other -.14394 .38374 .982 -1.1329 .8450 

Other Bachelor's Degree .27556 .36237 .872 -.6583 1.2094 
Master's Degree .08016 .36184 .996 -.8523 1.0127 
Doctoral Degree .14394 .38374 .982 -.8450 1.1329 

*. The mean difference is significant at the 0.05 level. 
 
Coursework 

Coursework Focusing Primarily on Behavior Management During the Bachelor’s 

Degree. The impact of participation in behavior management course on teacher use of ABA was 

assessed through a one-way ANOVA model in which use served as the dependent variable and 

participation in behavior management course as the independent variable. As can be seen in 

Table 31, results from this test indicate there is a statistically significant difference between the 

mean perceived knowledge for highest degree completed (p = .000). Thus, it can be concluded 

that there exists significant difference between the mean perceived knowledge and participation 

in behavior management course. 

Table 31 

 ANOVA 3.6 

Use   
 Sum of Squares df Mean Square F Sig. 
Between Groups 10.319 2 5.159 13.681 .000 
Within Groups 201.390 534 .377   
Total 211.709 536    

 

Because there was statistical significance, a post-hoc Tukey’s HSD test was conducted in 

which category pairs for participation in behavior management course show differences between 

the mean perceived use (see Table 32). The Tukey’s HSD test shows that teachers who 
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participated in behavior management courses have higher perceptions of their ABA use over 

teachers who did not participate in behavior management courses. Interestingly, teachers who 

attended a behavior management course did not have significant differences in their perceptions 

of ABA knowledge over teachers who selected “other” as an option. 

Table 32 

Tukey’s HSD 3.6 

Dependent Variable:   Use   
Tukey HSD   
(I) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

(J) In your bachelor’s degree 
coursework did you participate in a 
course that focused primarily on 
behavior management: - Selected 
Choice 

Mean 
Difference 

(I-J) 
Std. 

Error Sig. 

95% Confidence 
Interval 

Lower 
Bound 

Upper 
Bound 

No Other .09779 .13787 .758 -.2262 .4218 
Yes -.29654* .05876 .000 -.4346 -.1584 

Other No -.09779 .13787 .758 -.4218 .2262 
Yes -.39434* .14269 .016 -.7297 -.0590 

Yes No .29654* .05876 .000 .1584 .4346 
Other .39434* .14269 .016 .0590 .7297 

*. The mean difference is significant at the 0.05 level. 
 
Research Question 4: Does perceived knowledge, attitude, and use predict the other? 

How does knowledge predict attitude and perceived use of applied behavior analysis? 

Does perceived knowledge predict attitude?  

To examine the impact of perceived knowledge on attitude, a linear 

regression analysis was conducted. The model summary results indicated that the value of R-

square was 0.241, or 24.1%, indicating that knowledge caused 24.1% of variation in attitude. 

ANOVA confirmed that the results were statistically significant (F [1,537] = 170.548, 

p = 0.000).  The coefficient beta (β = 0.491, p < 0.05) demonstrated that perceived knowledge 

positively and significantly predicted attitude. Therefore, with a one-unit increase in perceived 

knowledge, teachers’ attitudes positively changed by 0.491 units. The value of R Square is 

0.241, which means that 24.1% of total variations of Knowledge can be explained by Attitude. 
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The linear regression analysis was applied to test the impact of two independent variables 

“perceived attitude” and “perceived use” of applied behavior analysis on the dependent variable 

“perceived knowledge” separately.  

The adjusted R-square for perceived attitude is 0.241, or 24.1%, which means that 

perceived knowledge predict 24.1% variation in perceived attitude. The results are statistically 

significant at 0.05 confidence interval (F [1, 537] = 170.548, p < 0.000). The coefficient beta for 

perceived attitude is 0.491 (p = 0.000), which shows a statistically significant impact of 

perceived knowledge on perceived attitude. This indicates that, with a 1-unit increase in 

perceived knowledge, perceived attitude increases by 0.491 units.  

Table 33  

Linear Regression 4.1 

Regression Analysis Summary of Perceived Knowledge Predicting Perceived Attitude 

Variable B 95% CI β t p 

Constant 1.88 [1.65, 2.11]   16.308 .000 

Perceived attitude .432 [.37, .48] .491 13.059 .000 

R-squared = 0.241 or 24.1% 

Moreover, the value of adjusted R-square for perceived use is 44.4%, which indicates 

44.4% variation in perceived use due to perceived knowledge. The results are statistically 

significant (F [1, 537] = 428.341,  p < 0.000). The coefficient beta for perceived use is 0.666 ( (p 

= 0.000), which shows a statistically significant impact of perceived knowledge on perceived 

use. Perceived use increases by 0.666 units with 1-unit increase in perceived knowledge.  

Table 34 

Linear Regression 4.2 
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Regression Analysis summary of perceived knowledge predicting perceived use 

Variable B 95% CI β t p 

Constant .58 [-.213, .328]   .419 .675 

Perceived use .82 [.741, .896] .666 20.696 .000 

R-squared= 0.444 or 44.4% 

How does attitude predict knowledge and perceived use of applied behavior analysis? To 

examine the impact of perceived knowledge on use, linear regression was utilized. The value of 

R-square indicated that perceived knowledge caused a 44.4% variation in use. In addition, the 

ANOVA results were statistically significant (F [1,537] = 428.341, p = 0.000).  

The value of the coefficient beta indicated that perceived knowledge positively and 

significantly predicted use (β = 0.666, p = 0.000 < 0.05). This indicated that with a 1-unit 

increase in perceived knowledge, use increased by 0.666 units.  The value of R-Square is 0.444, 

which means that 44.4% of total variations of knowledge can be explained by use. The p value of 

regression coefficient of attitude is 0.000, which is less than 0.05. The regression coefficient of 

use is 0.542, which means that for per-unit-increment-of-use, the knowledge will be increased by 

0.542 unit on average. 

How does attitude predict knowledge and perceived use of applied behavior analysis? The 

linear regression analysis has been applied to test the impact of two independent variables, 

perceived knowledge and perceived use of applied behavior analysis on the dependent variable 

“perceived attitude,” separately. The adjusted R-square for perceived attitude is 0.241, or 24.1%, 

which means that perceived attitude predicts 24.1% variation in perceived knowledge. The 

results are statistically significant at 0.05 confidence interval (F [1, 537] = 170.548, p < 0.000). 

The coefficient beta for perceived knowledge is 0.491(p = 0.000), which shows a statistically 
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significant impact of perceived attitude on perceived knowledge. It can be stated that a with 1-

unit increase in perceived attitude, perceived knowledge increases by 0.491 units.  

Table 35 

Linear Regression 4.3 

Regression Analysis summary of perceived attitude predicting perceived knowledge 

Variable B 95% CI β t p 

Constant 1.567 [1.281, 1.852]   10.792 .000 

Perceived knowledge .558 [.474, .642] .491 13.059 .000 

R-squared= 0.241 or 24.1% 

Moreover, the value of adjusted R-square for perceived use is 17.8%, which indicates 

17.8% variation in perceived use due to perceived attitude. The results are statistically significant 

(F [1, 537] = 116.060, p < 0.000). The coefficient beta for perceived use is 0.422 (p = 0.000), 

which shows a statistically significant impact of perceived attitude on perceived use. Perceived 

use increases by 0.422 units with 1-unit increase in perceived attitude.  

Table 36 

Linear Regression 4.4 

Regression Analysis Summary of Perceived Attitude Predicting Perceived Use 

Variable B 95% CI β t p 

Constant .895 [.531, 1.260]   4.823 .000 

Perceived use .589 [.481, .696] .422 10.773 .000 

R-squared = 0.178 or 17.8% 

How does use predict knowledge and perceived attitude of applied behavior analysis? The 

linear regression analysis was applied to test the impact of two independent variables, perceived 
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use and perceived attitude, of applied behavior analysis on the dependent variable perceived 

knowledge, separately. The adjusted R-square for perceived knowledge is 0.444, or 44.4%, 

which means that perceived use predict 44.4% variation in perceived knowledge. The results are 

statistically significant at 0.05 confidence interval (F [1, 537] = 428.341, p < 0.000). The 

coefficient beta for perceived knowledge is 0.666 (p = 0.000), which shows a statistically 

significant impact of perceived use on perceived knowledge. It can be stated that with a 1-unit 

increase in perceived use, perceived knowledge increases by 0.666 units.  

Table 37 

Linear Regression 4.5 

Regression Analysis Summary of Perceived Use Predicting Perceived Knowledge 

Variable B 95% CI β t p 

Constant 1.885 [1.734, 2.037]   24.434 .000 

Perceived knowledge .542 [.491, .594] .666 20.696 .000 

R-squared= 0.444 or 44.4% 

Moreover, the value of adjusted R-square for perceived knowledge is 17.8%, which 

indicates 17.8% variation in perceived knowledge due to perceived use. The results are 

statistically significant (F [1, 537] = 116.060, p < 0.000). The coefficient beta for perceived 

knowledge is 0.422 (p = 0.000), which shows a statistically significant impact of perceived use 

on perceived knowledge. Perceived knowledge increases by 0.422 units with 1-unit increase in 

perceived use.  

Table 38 

Linear Regression 4.6 

Regression Analysis Summary of Perceived Attitude Predicting Perceived Knowledge 
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Variable B 95% CI β t p 

Constant .895 [.531, 1.260]   4.823 .000 

Perceived knowledge .589 [.481, .696] .422 10.773 .000 

R-squared= 0.178 or 17.8% 

 



 

 
 

73 

Chapter 5: Discussion 
 

The purpose of this study was to investigate secondary general and special education 

teachers’ self-reported attributes, including (1) knowledge regarding ABA and the impact of 

demographic factors on knowledge, (2) attitude toward ABA and the impact of demographic 

factors on attitude, (3) and use of ABA and the impact of demographic factors on use, as well as 

to (4) determine whether self-reported knowledge, attitude, and use predicted the other. Unlike 

previous research, this study focused on secondary teachers to extend the current literature within 

the fields of ABA and education. Current literature indicates school climate is a contributing 

factor to teacher attrition, which continues to plague secondary schools across the country 

(Garcia & Weiss, 2019; Martella et al., 2010). Utilizing a behaviorist approach in secondary 

schools for promoting students’ academic and behavioral success is promising but is under-

researched (Freeman et al., 2016; Gregory et al., 2014; Gregory et al., 2015; Gregory & Ripski, 

2008; Putnam et al., 2002). Few previous studies explored teachers’ perspectives of ABA, and 

the researcher found no studies conducted in the United States of secondary general and special 

education teachers’ perceived knowledge, attitude, or use. This quantitative survey, while 

simplistic in its design and implementation, served an exploratory purpose to answer the research 

questions. Another unique part of this study is that the demographic factors collected were not 

used in the previous studies but were drawn from suggestions for further research made in those 

studies. To understand how educators are interacting with ABA as a technology in public 

schools, it is critical to collect data through surveying methods. 

Research Question 1: What level of perceived knowledge do secondary teachers have on 

applied behavior analysis? How is this perceived knowledge impacted by demographic 

factors?  



 

 
 

74 

Findings of this study indicate that overall teachers have a moderate (M = 3.5036) 

perceived knowledge of ABA. Total years of teaching experience and geographic location were 

the only two demographic categories to imply perceived attitude cannot be meaningfully 

predicted. Perceived knowledge was impacted by the demographics in the following ways: (a) 

Total years of teaching experience? Perceived knowledge for applied behavior analysis does not 

change with an increase in the number of years of teaching experience;(b) Type of secondary 

setting you have experience teaching in (GEN/SPL)? Perceived knowledge highest for teachers 

who teach in a special education setting; (c) What is the geographic setting of your current 

school? The type of secondary school setting has no impact on the level of perceived knowledge; 

(d) Does your current school implement a tiered system of support? Employees teaching in 

schools with tiered support system have higher level of perceived knowledge as compared to 

others; (e) Highest degree completed? The level of perceived knowledge of teachers does not 

change with change in highest degree completed; (f) Participation in behavior management 

course? Teaching staff with experience participating in behavior management coursework in 

their bachelor’s degree have higher perceived knowledge for applied behavior analysis as 

opposed to those who did not participate in such coursework 

Research Question 2: What level of perceived attitude do secondary teachers have on 

applied behavior analysis? How is this perceived attitude impacted by demographic 

factors?  

Findings of this study indicate that, overall, teachers have a positive perceived attitude of 

ABA. Total years of teaching experience and geographic location were the only demographic 

categories used in the survey that indicated that perceived attitude cannot be meaningfully 

predicted. Perceived attitude was impacted by the demographics in the following ways: (a) Total 
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years of teaching experience? Perceived attitude for applied behavior analysis does not change 

with an increase in the number of years of teaching experience. (b) Type of secondary setting 

you have experience teaching in (GEN/SPL)? Perceived attitude is negative for those who are 

teaching in the general school setting as compared to those have taught in special setting or both 

settings; (c)What is the geographic setting of your current school? The type of secondary school 

setting has no impact on the level of perceived attitude; (d)Does your current school implement a 

tiered system of support? Employees teaching in schools with tiered support systems have more 

positive perceived attitudes as compared to others;. (e) Highest degree completed? Perceived 

attitude becomes positive with an increase in education level; (f) Participation in behavior 

management course? Teaching staff with experience participating in behavior management 

coursework in their bachelor’s degrees have higher perceived attitudes for applied behavior 

analysis as opposed to those who did not participate in such coursework. 

Research Question 3: What level of perceived use do secondary teachers have on applied 

behavior analysis? How is this perceived use impacted by demographic factors?   

Findings of this study indicate that, overall, teachers have a low perceived use of ABA in 

the classroom. Total years teaching experience and geographic location were the only two 

demographic categories to imply that perceived attitude cannot be meaningfully predicted. 

Perceived use was impacted by demographics of participants in the following ways: (a) Total 

years of teaching experience? The perceived use for applied behavior analysis does not change 

with an increase in the number of years of teaching experience. These results conflict with the 

results found in Randazzo’s (2011) observation that teachers with more years of experience 

tended to perceive themselves as using ABA strategies more often; (b) Type of secondary setting 

you have experience teaching in (GEN/SPL)? Perceived use is less for those who are teaching in 
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the general school setting as compared to those have taught in special setting or both settings; (c) 

What is the geographic setting of your current school? The type of secondary school setting has 

no impact on the level of perceived use; (d) Does your current school implement a tiered system 

of support? Employees teaching in schools with tiered support systems have more perceived use 

as compared to others who do not teach in a school that implements a tiered system of support; 

(e) Highest degree completed? Teachers with higher educational degrees tended to have a more 

favorable attitude toward ABA and also indicated higher frequency of use of the previously 

mentioned strategies compared to those with lower-level diplomas. Use becomes higher with an 

increase in education level; (f) Participation in behavior management course? Teaching staff with 

experience participating in behavior management coursework in their bachelor’s degree have 

higher perceived use for applied behavior analysis as opposed to those who did not participate in 

such coursework. 

Research Question 4: Does perceived knowledge, attitude, and use predict the other?  

In short, yes, each variable category correlated with the other. With a 1-step increase in 

perceived knowledge, perceived attitude increased by 0.491 units. Perceived use increased by 

0.666 units with a 1-unit increase in perceived knowledge. This indicates that with a 1-unit 

increase in perceived attitude, perceived knowledge increases by 0.491 units. Perceived use 

increases by 0.422 units with 1-unit increase in perceived attitude. It can be stated that with 1-

unit increase in perceived use, perceived knowledge increases by 0.666 units. Perceived 

knowledge increases by 0.422 units with a 1-unit increase in perceived use. Perceived use and 

knowledge are the highest predictors of these three variables. 

Discussion 

It is important to recognize and evaluate the factors that influence teacher behavior in 
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school settings. Teachers who have had the opportunity to learn about ABA, regardless of how 

many years they have been teaching or what geographic setting they serve, have a more positive 

attitude and a better perceived knowledge and use of ABA strategies and interventions in the 

classroom. Both knowledge of ABA and attitude toward using ABA were predictors of use of 

ABA for secondary classroom teachers surveyed in this study. However, knowledge of ABA was 

a stronger predictor for use of ABA strategies in the classroom.  

An important aspect that was not illustrated in the previously stated results is that the 

researcher found that secondary classroom teachers who personally knew someone who had 

participated in ABA, as a therapeutic intervention for autism spectrum disorder (ASD) in the role 

of either , either as a therapist or recipient, had a higher perceived attitude of ABA than 

secondary classroom teachers who did not know someone who had participated as a therapist or 

recipient in ABA as a therapeutic intervention for ASD. Due to this section of the survey being 

so small, it is difficult to know the implications of these findings.  

Teachers’ reported frequency of use of ABA techniques was significantly predicted by 

the demographic variables when controlling for their number of years teaching, whether or not 

they mostly taught special education students, and if their current school implemented some kind 

of multi-tiered systems of support. Those teachers who currently teach in a special education 

setting were much more likely to perceive their knowledge, attitude, and frequency of use of 

ABA strategies much higher than all other teachers. This finding supports prior results of similar 

studies (McCormick, 2011, Randazzo, 2011), which indicate how important it is for teachers to 

continuously learn about ABA strategies throughout their careers, from teachers’ pre-service 

educational programming in undergraduate coursework, through continuous education 

opportunities in in-service and conference presentations, attainment of higher education, and into 
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their final years of teaching. These findings also support the need for increased training in ABA 

strategies for general education teachers and teachers who come to education through alternative 

paths to certification.  

Importance of Study 

When teachers are well-versed in EBPs and understand how to implement them with 

fidelity, they are able to respond to their students’ diverse needs, including both the academic 

and behavioral concerns that are emphasized in current educational efforts in a culturally 

sensitive way, and they are able to do this in a way that is rewarding for both the student and 

themselves. Students experience more positive outcomes, and teachers find fulfillment in their 

professional lives.  

Conversely, teachers who are not prepared to respond to the multifaceted needs of diverse 

classrooms experience negative outcomes, such as frustration and professional burnout leading to 

exiting the profession Although existing literature has examined teachers’ perceptions and use of 

applied behavior analysis (Axelrod et al., 1990; Baker, 2005; Callahan et al., 2008;  Callahan et 

al., 2010; Foxx, 1996; Kaff et al., 2007; Lohrmann et al., 2008; McCormick, 2011; Randazzo, 

2011;  Skinner & Hales, 1992) this is the first study to focus on secondary general and special 

education teachers.  

Recommendations for Practice  

This study can be used as a catalyst for action. Using ABA in schools can greatly change 

the face of the American education system, as teacher education on foundational behavior 

principles and ABA in secondary schools is the best avenue for use in the classroom.  

Sustained Educator Training 

Behavior management courses should include in-depth, continuous training on how to 
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effectively use multitiered systems of support based upon the foundations of behavior analysis 

throughout pre-service training for all educators. With a majority of the United States requiring 

use of multitiered systems of support to address the academic and social-emotional domains of 

student achievement, school districts should offer one-on-one support and training to ensure each 

classroom teacher is well-versed in and using ABA with fidelity to support their students. One 

finding of this research that was briefly documented in one prior study (Randazzo, 2011) was 

that special educators, in comparison to general educators, perceived themselves to be more 

knowledgeable about ABA strategies. To expound on this indication, this study found that not 

only did special educators perceive themselves to be more knowledgeable, but they also have a 

more positive attitude and use ABA strategies more than all other categories of educators. A 

review of pre-service education and contents of behavior management coursework should be 

reviewed to evaluate if there is a connection to special education pre-service programs and 

perceived knowledge, attitude, and use of ABA strategies versus general education pre-service 

programs and perceived knowledge, attitude, and use of ABA strategies. If teachers do not know 

how to use ABA, they will not be able to perform accurately and effectively under state and 

federally mandated multitiered systems of support. The gap in training can be filled by providing 

all teachers with foundational knowledge in ABA through traditional pre-service teacher-training 

programs, professional development and continuing education opportunities, and self-guided 

learning in implementing the strategies successfully and analyzing data that then informs practice 

in the classroom.  

Use ABA to Battle Disproportionality 

 An examination of behavior referrals quickly indicates disproportionality in the number 

of referrals made based on the color of students’ skin, primarily, and disability status, secondly. 
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In consideration of the use of ABA to combat this inequitable practice in education, first we must 

examine the extent to which racism and white privilege play into instructional practices in the 

American education system, curriculum, special education placement/services, and educational 

environments before students’ placement into special education (Blanchett, 2006; Capatosto et 

al., 2017). A disproportionate number of non-white students with disabilities receive referrals for 

disciplinary misconduct compared to both their white disabled and non-disabled counterparts 

(Skiba, 2008; Skiba et al., 2002). The recommendation to examine ABA’s effectiveness in 

responding to this disproportionality comes from the overarching existing research on 

educational professionals who are successfully using measurable academic outcomes, achieving 

operationally defined behavioral outcomes, and teaching positive social behaviors through 

interventions that are behaviorally based and culturally competent—all of which are central 

tenets of ABA (Ferguson, 2011; Gregory et al., 2010; Gregory & Ripski, 2008; Skiba et al., 

2002; Skiba et al., 2008; Wallace et al., 2008) —to reduce the disproportionate amount of 

discipline and special education referrals of Black students both with and without disabilities 

(Bradshaw et al., 2010; Skiba et al., 2010; Sugai & Horner, 2002; Vincent & Tobin, 2011; U.S. 

Department of Health and Human Services, 2001). 

Consistent findings of disproportionality in school discipline referrals and exclusionary 

punishment suggest that racial and ethnic disparities in discipline begin at the classroom level 

(Gregory et al., 201; Skiba et al., 2002; Skiba et al., 2008; Wallace et al., 2008). It is apparent 

that teacher use of ABA in the classroom plays a vital role in decreasing disproportionality as a 

whole. Vavrvas and Cole (2002), in an ethnographic observational study, published that many of 

the public school office referrals that led to school suspension were due to “violation of implicit 

interactional codes” (p. 91), and consistently, the reported violations were for a student calling 
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into question the teacher’s authority or the teacher’s established classroom practice. Not 

coincidentally, of those students singled out for behavior referral, a disproportionate amount 

were students of color. Black students are more likely than White students to be issued a 

discipline referral for both defiance (Gregory & Weinstein, 2008) and noncompliance (Skiba et 

al., 2008), which, under a system backed by the science of ABA, would not be accepted 

categorically as “behavior.” Implementing operational definitions into all education settings is a 

cornerstone of appeal when advocating for the application of ABA in the school system. Without 

ABA’s operational definitions and strict categories of behavior, schools are able to use defiance 

(Gregory & Weinstein, 2008) and noncompliance (Skiba et al., 2008) as reasons for referral. 

What this strongly suggests is that a process of differential selection at the classroom 

level can contribute to disparities in discipline. “Differential selection” (Gregory et al., 2010 pg. 

81), a hypothesis that is a part of a bigger framework to understand racial disparities in 

subjective judgment, can contribute to the understanding of racial discipline and achievement 

gaps in public schools across the United States. The application of exclusionary punishment in 

school discipline procedures paired with subjective criteria and flexibility in punishment criteria 

may be detrimental to Black, Latinx, and Indigenous youth (Gregory et al., 2010; Morrison et al., 

2001; Morrison & Skiba, 2001) and result in differential selection. Differential selection suggests 

that ethnic minorities are far more likely to be singled out for problem behavior despite 

comparable occurrences of the same topographic and functional behavior of White students 

(McFadden et al, 1992; Piquero, 2008; Shaw & Braden, 1990; Wehlage & Rutter, 1986). ABA-

based school-wide programs have been successful in decreasing many types of disproportionality 

both in special education and discipline of Black, Latinx, and Indigenous students. It is now 

important that schools review training and effectively operate using behavior analysis and its 
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prevention approach, which values positive behavior and has interventions and strategies that 

originate from the core principles of ABA. Using the current study to guide future research, 

educators can explore how to increase teachers’ knowledge, use, and attitudes of ABA, and help 

teachers access reinforcement through ABA interventions in their schools to increase their future 

frequency of use as a way to reduce the disproportionality of behavioral referrals among students 

of color. 

  Previous research also suggests that a child’s race and ethnicity can significantly 

influence the likelihood of being wrongfully identified as a student with a disability based on 

behavioral patterns they exhibit and cultural differences in upbringing, a misrepresentation that 

can have negative effects in both the immediate and long term (Children’s Defense Fund, 1975; 

Cross, 1989; Gregory et al., 2010). It is costly to treat students with special services who are 

nondisabled but mislabeled because of their cultural identity, as both funding and human 

resources are necessary to support these students in their educational attainment. While many 

policymakers and legislators worry about the cost of adopting culturally competent assessments 

and training (Gregory et al., 2010), they may be receptive to the notion that schools are serving 

many students who are nondisabled and, if properly identified, appropriate alternatives may be 

less expensive. When given support to improve their capacity to provide culturally responsive 

instruction, teachers can be successful in improving student learning (Darling-Hammond & 

Friedlaender, 2008), and when instruction improves, it is likely that special education placements 

will decrease (Harry & Klingner, 2006).  

Limitations and Implications for Future Research  

One primary limitation to this study was that the instrument relied exclusively on 

participants’ self-reported data. Because the secondary teachers’ self-reported perceptions and 
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beliefs were assessed, participants’ ratings were subjective, and there were no other measures 

utilized to compare teachers’ perceptions. The methodology chosen for this study allows for 

limited generalization in the case that the sample is collected due to high non-response rate and 

declined invitations to participate or attract more participants who have a special interest in the 

subject matter, which may correlate to more knowledge about the subject matter (Saleh & Bista, 

2017).  

Another impactful limitation is that the use of “ABA” in the survey instrument. The 

researcher received emails and phone calls from potential respondents explaining that they did 

not take the survey or did not complete the survey because they did not know to what the 

acronym “ABA” was referring, or that they did not like “ABA” and did not want to participate in 

a survey asking about “ABA.” This limitation should be considered for all future studies, as it is 

possible that only participants with a broadly positive view of “ABA” participated, and that those 

secondary teachers who received the survey with other views may not have participated. In the 

future, the research could mitigate some bias by rephrasing the questions, title, and recruitment 

material.  

Future researchers should investigate further as to whether there are any significant 

differences between traditionally certified preschool, elementary, and/or secondary and 

emergency or alternatively certified preschool, elementary, and/or secondary teachers’ (a) 

perceived knowledge and use of ABA strategies, (b) perceived barriers to use of ABA strategies, 

(c) perceived effectiveness of various instructional techniques in supporting their learning about 

ABA strategies, (d) instructional methods used within their training, and (e) knowledge of ABA 

strategies through a knowledge-based assessment. 

This study demonstrates that when teachers are given access to behavior management 
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pre-service learning, they are more likely to report using the EBP of ABA. A potentially 

significant contributor to the results of this study is that the researcher targeted secondary 

teachers in two central-southern states of the United States, excluding preschool, elementary, and 

other educators. Future research should examine secondary education teachers in all 50 of the 

United States and compare it to data gathered on the demographic categories of both teachers 

and students. 

Future studies should attempt to replicate the findings of this and past research studies 

that utilize behavioral measures, such as the observation of real-life situations, while maintaining 

a multidimensional approach. As secondary teachers’ self-reported perceptions and beliefs were 

assessed, participants’ ratings were subjective and no other measures were utilized to compare 

teachers’ perceptions. Future research should include classroom observations to evaluate 

teachers’ rating scores with their use in the classroom and open-ended response questions to 

further evaluate the teachers’ knowledge and attitudes toward ABA.  

Through this study, participants' self-reported perceptions of knowledge, use, and attitude 

of ABA have been investigated, but this study is fundamentally limited, as it does not report on 

actual secondary teacher behavior data. Further research should also compare secondary 

teachers’ perceptions regarding their knowledge and frequency of use of ABA techniques to 

administrators’ and/or colleagues’ ratings of their behavior management skills to determine 

whether there is consistency between measures. In addition, future research should utilize a 

standardized measure to assess teachers’ knowledge and frequency of use of ABA strategies as 

they are observed in each classroom by a researcher.  

Conclusion 

The rich body of research on applied behavior analysis and its use in the classroom as 
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components of school-wide intervention should lead policymakers to investigate pre-service 

teacher programs, including their behavior management courses, and consider requiring 

additional coursework and experience in behavior management and ABA for those applying for 

certification both in general education and special education (Flower et al., 2017; Freeman et al., 

2014; Wei et al., 2010). On a large scale, the American education system could greatly benefit 

from the addition of increased teacher knowledge of the basic strategies and interventions of 

ABA, as its implementation could lend to the narrowing of the racial discipline gap and a 

decrease of the school-to-prison pipeline, as well as increase overall satisfaction of educators 

across the United States in diverse classrooms, resulting in a drastic decrease in teaching 

attrition. This could lead to an improvement in the current concerns of educators at the school, 

district, state, and federal levels, especially as the long-term implications of the impact of 

COVID-19 are more greatly understood. On a smaller scale, individual classroom teachers may 

be able increase the academic achievement of their students by decreasing common classroom 

management problems, such as attention, behavior, and others, with the effective implementation 

of ABA strategies that are used consistently and with fidelity, thus leading to overall professional 

fulfillment for teachers and success for students in any classroom. 
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