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Abstract of Dissertation

Factors Influencing Preschool Teachers’ Perceptions of Behavior Support Strategies for
Addressing Young Children’s Emotional and Behavioral Problems

Preschool teachers play an important role in the process of early identification and
intervention for young children who are at-risk for or have emotional and behavioral
problems. However, various factors may impede or promote preschool teachers in
initiating the process of early identification and intervention for emotional and behavioral
problems. This study focused on positive behavior support (PBS) as a system approach to
preschool teachers’ identification and intervention for emotional and behavioral problems
in young children.

This study used quantitative methods to investigate early childhood education
factors that influence preschool teachers’ perceptions of the importance and feasibility of
behavior support strategies for addressing young children’s emotional and behavioral
problems. Participants were 141 early childhood general and special education teachers
who taught 3-5 year-old classrooms in a large, middle Atlantic state during the 2014-
2015 school years. The teachers completed a paper-based comprehensive survey that
consisted of demographic sections and several validated measures including the Behavior
Support Questionnaire. Data were analyzed to examine relative relations among program,
teacher, and child factors and the teachers’ perceptions of behavior support strategies, to
identify which potential factors (program setting, teaching beliefs, and severity of
problem behaviors) best predict the teachers’ perceptions of behavior support strategies,
and to determine whether there were significant differences in the perceptions of general
education teachers and those of special education teachers regarding behavior support

strategies.



Statistically significant findings revealed that preschool teachers across early
childhood education settings perceived behavior support strategies as important more
than feasible, and that special education teachers perceived behavior support strategies as
more important than general education teachers. The findings also showed that
professional development, teacher age, and years of teaching experience seemed to
influence teachers’ perceptions of the feasibility of behavior support strategies. Program
setting appeared to influence teachers’ perceptions of the importance of behavior support
strategies. Furthermore, the findings suggested that teaching beliefs tended to influence
the teachers’ perceptions of both the importance and feasibility of behavior support
strategies, and that the teaching beliefs by far were the strongest predictors of the

teachers’ perceptions of the importance and feasibility of behavior support strategies.
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Chapter 1: Introduction

Chapter 1 provides a broad overview of this study. It discusses the importance of
exploring factors that influence preschool teachers’ perceptions of behavior support
strategies that address emotional and behavioral problems in young children. It also
explains the purpose and potential significance of this study. Furthermore, it details the
research questions and research hypotheses. In addition, it summarizes the conceptual
framework and the methodology of the study. Lastly, the chapter ends with descriptions

of the limitations, delimitations, and key terms for this study.

Overview

This study explores factors that influence the perceptions of preschool general and
special education teachers concerning behavior support strategies that address emotional
and behavioral problems in young children. Young children’s emotional and behavioral
problems have shown to predict negative outcomes in later development (Dekker et al.,
2007; Goodwin et al., 2009; Van et al., 2009). Research has clearly indicated significant
improvement in the outcomes for children who are at-risk for or have emotional and
behavioral problems if early identification and intervention are in place (Benedict,
Horner, & Squires, 2007; Drugli, Larsson, & Clifford, 2007; Duda, Dunlap, Fox, Lentini,
& Clarke, 2004; Dunlap et al., 2006; Fantuzzo, Bulotsky-Shearer, Fusco, & McWayne,
2005; Muscott, Pomerleau, & Szczesiul, 2009). A systemic approach to behavioral
support has shown to increase social competence, reduce risk of problem behaviors, and

effectively intervene with children exhibiting emotional and behavioral problems (Bayat,



Mindes, & Covitt, 2010; Blair, Fox, & Lentini, 2010; Carter & Van Norman, 2010;
Conroy, Dunlap, Clarke, & Alter, 2005; Hemmeter, Fox, Jack, & Broyles, 2007).
Preschool programs are places where young children spend significant amounts of
time and therefore, there are great opportunities for making behavioral interventions.
Previous research strongly supports the important role preschool teachers play in the
process of early identification and intervention for young children who display emotional
and behavioral problems (Fantuzzo et al., 1999; Powell, Fixsen, Dunlap, Smith, & Fox,
2007). However, various factors may impede or promote the preschool teachers’ actions
in initiating the process of early identification and intervention for young children with
emotional and behavioral problems. This study investigated early childhood education
factors, and determined their relations to preschool teachers’ perceptions of the
importance and feasibility of behavior support strategies to address young children’s
emotional and behavioral problems. It also examined the specific factors that best predict
preschool teachers’ perceptions of behavior support strategies. In addition, it compared
the perceptions of general education teachers to those of special education teachers
regarding behavior support strategies for addressing young children’s emotional and

behavioral problems.

Statement of the Problem
In recent years, there has been an increase in major behavioral disruptions and
social emotional problems in preschool-aged children (Azzi-Lessing, 2010; Low &
Shepard, 2010; Summers, Funk, Twombly, Waddell, & Squires, 2007; Upshur, Wenz-

Gross, & Reed, 2009). Estimates of preschool-aged children who exhibit noticeable



problem behaviors range from 10 to 20% in the United States (Powell et al., 2007), with
8% of this population displaying serious problem behaviors (Keenan & Wakschlag,
2004); and this percentage is even greater among children from low-income families
(Huaging Qi & Kaiser, 2003). Preschool children with emotional and behavioral
problems are more likely to have the same problems in the future or be diagnosed with
disorders such as Oppositional Defiant Disorder or ODD, Conduct Disorder or CD,
Attention Deficit Hyperactivity Disorder or ADHD, and Autism Spectrum Disorders or
ASD (Keane & Calkins, 2004; Keenan & Wakschlag, 2004). Moreover, young children
with chronic problem behaviors are at increased risk for emotional and behavioral
disorders (EBDs) from 15% to 25% (o, Sutherland, & Conroy, 2012). Nevertheless,
preschool children with problem behaviors are not usually diagnosed with an emotional
or behavioral disorder until they enter elementary schools (Griffith et al., 2010). In some
cases, problem behaviors can have negative consequences for further learning, school
readiness, academic achievement, and social competence (Dekker et al., 2007; Goodwin
etal., 2009; Van et al., 2009).

Previous studies have pointed to major improvement in the outcomes for young
children who are at-risk for or have emotional and behavioral problems if early
identification and intervention are provided to these children (Benedict, Horner, &
Squires, 2007; Duda et al., 2004; Dunlap et al., 2006; Fantuzzo et al., 2005; Muscott et
al., 2009). In addition, preschool behavior problems have been found to be relatively
resistant to interventions if they are delayed until the child is older (Banaschewski, 2010).
Gilliam (2005) reported on behavior problems in preschool programs in 40 states,

showing that preschool children were expelled at a rate that was three times that of the



children in K-12 grades. On the other hand, the rates of expulsion were lowest when there
was behavioral intervention offered in the classroom (Gilliam, 2005). Thus, to improve
preschool children’s short and long-termed educational and social emotional outcomes,
early identification and intervention with preschool-aged children exhibiting emotional
and behavioral problems are necessary (Banaschewski, 2010; Dunlap et al., 2006;
Gilliam, 2005; Muscott et al., 2009).

To address the need of early identification and intervention for young children
who exhibit emotional and behavioral problems, the Individuals with Disabilities
Education Improvement Act (IDEIA, 2004) stipulates that program personnel identify
and refer any child as young as three years old who demonstrates “serious emotional
disturbance” for comprehensive assessments and appropriate intervention services.
Despite the federal regulations, many young children with emotional and behavioral
problems have been substantially under-identified and under-referred for early
intervention services (Dunlap et al., 2006; Fantuzzo et al., 1999; Fantuzzo, Bulotsky,
McDermott, Mosca, & Lutz, 2003), and many of these children have been excluded from
preschool programs because of their problem behaviors (Gilliam, 2005; Gilliam &
Shahar, 2006). Findings from these studies raise significant concerns about early
identification and intervention for young children with emotional and behavioral
problems who are most in need of the services and support.

Preschool teachers are important agents in the process of early identification and
intervention for young children who are at-risk for or have emotional and behavioral
problems (Fantuzzo et al., 1999; Powell et al., 2007). Several studies have indicated that

most preschool teachers consider the process of identification and intervention for young



children’s problem behaviors a main concern in their classrooms (Nungesser & Watkins,
2005; Raver et al., 2009; Snell, Berlin, Voorhees, Stanton-Chapman, & Hadden, 2012;
Snell, Voorhees et al., 2012). The roles of preschool teachers in the early identification
and intervention for young children with emotional and behavioral problems include
identifying problem behaviors and providing effective interventions (Dunlap et al., 2006;
Fantuzzo et al., 1999; Powell et al., 2007). Their interactions with young children are the
important influence for later positive outcomes in children (Hamre & Pianta, 2001,
Henricsson & Rydell, 2004). However, preschool teachers vary widely in their
perceptions of early identification and intervention for young children with emotional and
behavioral problems (Gilliam & Shahar, 2006; Kim, Stormont, & Espinosa, 2009;
Kingsley, 2012; Nungesser & Watkins, 2005; Snell, Berlin et al., 2012), and the teachers’
decision-making process in addressing young children’s problem behaviors is influenced
by how teachers perceive specific components of system approaches for identification
and intervention (Kim et al., 2009; Kingsley, 2012). As a result, a process of
identification and intervention for young children, who are at-risk for or with emotional
and behavioral problems that relies mostly on preschool teachers, can be susceptible to
many factors that influence the teachers’ perceptions of the approaches for addressing
emotional and behavioral problems in young children.

This study focused on early childhood education factors that influenced preschool
teachers’ perceptions of positive behavior support strategies — an evidence-based practice
that helps increase the protective nature of teachers’ interactions with young children — as
system approaches to teachers’ identification and intervention of young children’s

emotional and behavioral problems (Stormont, Reinke, & Herman, 2011). Previous



research has supported the use of positive behavior support (PBS) — a three-tiered
approach that relies heavily on preventive strategies and teaching appropriate behavior —
as a proactive, systemic approach to early identification and intervention of problem
behaviors in young children (Stormont, Lewis, & Covington Smith, 2005; Stormont,
Lewis, & Beckner, 2005). However, whether a system of supports for early identification
and intervention of problem behaviors can be implemented and sustained in preschool
settings or not may be affected by the teachers’ perceptions of the supportive approach as
both important and feasible (Stormont, Lewis, & Covington Smith, 2005).

While many studies examined positive behavioral interventions for addressing
children’s emotional and behavioral problems in early childhood programs (Blair, Fox, &
Lentini, 2010; Griffith et al., 2010; Jester-lles, 2009; Muscott et al., 2009; Stormont,
Lewis, & Covington Smith, 2005; Upshur, Wenz-Gross, & Reed, 2009), very limited
studies specifically explored the perceptions of preschool teachers of the positive
behavior support that addresses young children’s emotional and behavioral problems
(Jester-lles, 2009; Stormont, Lewis, & Covington Smith, 2005). Preschool teachers can
be effective in the provision of identification and preventive intervention for problem
behaviors in young children if they place a high acceptance of PBS practices and the
likelihood of implementing PBS practices. Therefore, in an effort to improve preschool
teachers’ practices and increase their abilities in the decision-making process of
identification and preventive intervention for problem behaviors in young children, it is
important to understand what factors affect their perceptions of behavior support

strategies for addressing emotional and behavioral problems in young children.



Several studies have identified various factors that may impede or promote
preschool teachers in their decision-making process of early identification and
intervention for problem behaviors in young children. These factors fall under three
fundamental categories in early childhood education: program, teacher, and child
variables (Gilliam & Shahar, 2006; Kim et al., 2009). Program factors include program
setting, program or classroom climate, consultation with specialists, and professional
development (Elias, 2004; Fullerton, Conroy, & Correa, 2009; Gebbie, Ceglowski,
Taylor, & Miels, 2012; Gilliam & Shahar, 2006; Green, Malsch, Kothari, Busse, &
Brennan, 2012; Kim et al., 2009; Kingsley, 2012; Raver et al., 2009). Teacher factors
include teacher age, educational level, professional background, years of teaching
experience, Developmental Appropriate Practice (DAP) beliefs, and job stress/job
demands (Gilliam & Shahar, 2006; Jester-lles, 2009; Kim et al., 2009; Kingsley, 2012;
Raver et al., 2009; Stormont, Lewis, & Covington Smith, 2005). Child factors include
child age, ethnicity, severity of challenging behaviors, and satisfaction of teacher-parent
communication (Elias, 2004; Gilliam & Shahar, 2006; Kim et al., 2009; Kingsley, 2012;
Snell, Berlin et al., 2012; Snell, Voorhees et al., 2012).

Although several studies suggested various early childhood education factors
including program, teacher, and child variables that influence preschool teachers’
identification and intervention for young children with emotional and behavioral
problems, most studies tended to explore one or two of the three factors (Elias, 2004;
Fullerton et al., 2009; Gebbie et al., 2012; Gilliam & Shahar, 2006; Green et al., 2012;
Jester-lles, 2009; Kim et al., 2009; Kingsley, 2012; Raver et al., 2009; Snell, Berlin et al.,

2012; Snell, Voorhees et al., 2012; Stormont, Lewis, & Covington Smith, 2005). Only



two studies investigated all three factors (Kim et al., 2009; Raver et al., 2009). One study
explored the relations among program, teacher, and child factors and preschool teachers’
strategies for addressing young children’s problem behaviors in South Korea (Kim et al.,
2009). Another study examined the moderating effects of program, teacher, and child
factors on a multicomponent classroom-based intervention in reducing young children’s
problem behaviors (Raver et al., 2009). However, none of the 13 studies particularly
investigated the relative influences of program, teacher, and child factors on preschool
teachers’ perceptions of behavior support strategies for emotional and behavioral
problems in young children. In addition, previous studies have not compared the
perceptions of general education teachers to those of special education teachers regarding
behavior support strategies to address young children’s emotional and behavioral
problems. Therefore, further research is warranted to examine program, teacher, and
child factors that influence preschool teachers’ perceptions of behavior support strategies
for addressing emotional and behavioral problems and to compare the perceptions of
general education teachers to those of special education teachers regarding behavior

support strategies in preschool settings.

Purpose of the Study
The primary purpose of this study was to investigate program, teacher, and child
factors that influenced preschool teachers’ perceptions of behavior support strategies for
addressing young children’s emotional and behavioral problems. The secondary purpose

of this study was to explore whether there was a difference in perceptions of general



education teachers and those of special education teachers regarding behavior support
strategies for addressing emotional and behavioral problems in young children.

This study examined preschool teachers’ perceptions of behavior support
strategies across early childhood education settings. It differentiated the relations among
potential program, teacher, and child factors and preschool teachers’ perceptions of
behavior support strategies for addressing young children’s emotional and behavioral
problems. It also determined which specific program, teacher, and child factors best
predicted preschool teachers’ perceptions of behavior support strategies for emotional
and behavioral problems in young children. In addition, this study compared the
perceptions of general education teachers to those of special education teachers regarding
behavior support strategies.

This study replicated and expanded the prior studies conducted by Stormont and
colleagues (2005) and Jester-1les (2009). Similar to their studies, this study investigated
preschool teachers’ perceptions of behavior support strategies for addressing problem
behaviors in their classroom and utilized the Behavior Support Questionnaire to collect
quantitative data of preschool teachers’ perceptions of behavior support strategies. This
study was different from the studies done by Stormont and colleagues (2005) and Jester-
Iles (2009) in that it explored the relations among all three factors in early childhood
education settings (program, teacher, and child variables) and preschool teachers’
perceptions of behavior support strategies. It also sought to identify predictors of the
teachers’ perceptions of behavior support strategies. Moreover, it compared the
perceptions of special education teachers to those of general education teachers

concerning behavior support strategies for problem behaviors in preschool settings.



Statement of Potential Significance

This cross-sectional, exploratory study investigated early childhood education
factors that influenced preschool teachers’ identification and intervention for addressing
young children’s emotional and behavioral problems. It was designed to examine the
perceptions of preschool teachers related to the importance and feasibility of behavior
support strategies for addressing problem behaviors in young children. Acknowledging
the preschool teachers’ perceptions of the importance and feasibility of behavior support
strategies in their classrooms has potential to yield valuable information about trainings
and supportive measures the teachers may need to implement and sustain behavior
support strategies for young children with emotional and behavioral problems in
preschool settings. Identifying the influencing factors that affect preschool teachers’
perceptions of early identification and intervention for young children’s problem
behaviors is an initial step in developing effective systems to increase teachers’
effectiveness and to decrease barriers in the process of early identification and
intervention for addressing young children’s emotional and behavioral problems.

Understanding preschool teachers’ perceptions of the importance and feasibility
of behavior support strategies is essential in providing support for preschool teachers’
sustainability of implementation of behavior support strategies to address emotional and
behavioral problems in young children. Findings from this study can help in the efforts
for professional development by identifying necessary factors that may enhance and
promote teachers’ sustainability of implementation of behavior support strategies in
preschool settings, which in turn can improve the outcomes for young children involved.

Moreover, the findings from this study can be used to validate prior research studies in
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professional trainings and practices to increase teachers’ use of behavior support
strategies for addressing young children’s emotional and behavioral problems in
preschool settings by finding the ways to make supportive programs more important and
feasible. Thus, the significance of this study is its expansion of literature in early
identification and intervention for addressing young children’s emotional and behavioral
problems, especially of preschool teachers’ implementation of the evidence-based
practice of positive behavior support (PBS) for problem behaviors. It can also enhance
preschool teachers’ sustainability of implementation of behavior support strategies while

addressing potential factors that may promote or impede PBS in preschool settings.

Conceptual Framework

The conceptual framework for this study was Bandura’s social cognitive theory
(Bandura, 2001). Bandura’s model describes human behavior in terms of dynamic
interactions between personal, behavioral, and environmental influences and provides an
explanation of behavior change (Bandura, 2004). The theory adopts an agentic
perspective that views individuals as producers of experiences and products of
environments (Bandura, 2000). The theory integrates individual and social causations
into one influencing factor that has an effect on individuals’ behavioral consequences
(Bandura, 2001). According to social cognitive theory, an agent — influenced by life
circumstance — intentionally makes things happen by his/her actions (Bandura, 2001;
Bandura, 2002). The basis of Bandura’s social cognitive theory provides professional

guidance for teachers to promote children’s social emotional development, to create
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supportive environments, and to reduce problem behaviors (Bandura, 1993; Thompson &
Webber, 2010).
Teachers as human agents

Based on social cognitive theory, teachers act on behalf of young children with
emotional and behavioral problems by applying proxy agency (Bandura, 2001; Bandura,
2002; Kingsley, 2012). A teacher’s agency is presented as the way to facilitate the
teacher’s functioning on behalf of young children with emotional and behavioral
problems. As effective agents, teachers create supportive learning environments and
promote children’s social emotional and cognitive development (Bandura, 1993). In order
to assist teachers in becoming effective agents on behalf of young children with
emotional and behavioral problems, the connection between influencing factors on
teachers’ agency and teachers’ identification and intervention for problem behaviors,
needs to be clearly understood. Acknowledging teachers’ decision-making process
regarding identification and intervention for problem behaviors is suggested to increase
teachers’ agency. Thus, identifying factors that may influence teachers’ perceptions of
behavior support strategies for addressing young children’s emotional and behavioral

problems is necessary to facilitate this process.

Research Questions
This study examined the primary research question: What are factors that
influence preschool teachers’ perceptions of behavior support strategies for addressing
emotional and behavioral problems in young children? The following questions were

used to guide this study:
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1. Are there relations among program, teacher, and child factors (program setting,
professional development, consultation with specialists, teacher age, teacher
education level, teacher DAP beliefs, teacher job demands, child ethnicity,
severity of problem behaviors, and teacher-parent communication) and preschool
teachers’ perceptions of the importance and feasibility of behavior support
strategies for addressing emotional and behavioral problems in young children?

2. Which specific program, teacher, and child factors (program setting, teacher DAP
beliefs, and severity of problem behaviors) best predict preschool teachers’
perceptions of the importance and feasibility of behavior support strategies for
addressing emotional and behavioral problems in young children, while
controlling for relations among other predictors?

3. Isthere a difference between general and special education teachers with respect
to their perceptions of the importance and feasibility of behavior support

strategies for addressing emotional and behavioral problems in young children?

Research Hypotheses
The hypotheses for this study were described as follows. These corresponded
respectively to each research question above:

1. Iltis hypothesized that program, teacher, and child factors are associated with
teachers’ importance and feasibility ratings, having stronger correlations with the
importance ratings than the feasibility ratings. Among program factors: program
setting, professional development, and consultation with specialists are positively

correlated with teachers’ importance and feasibility ratings. Among teacher
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factors: teachers’ age, educational level, and DAP beliefs, are positively
correlated with teachers’ importance and feasibility ratings, and teachers’ job
demands are negatively correlated with teachers’ importance and feasibility
ratings. Among child factors: satisfaction of teacher-parent communication is
positively correlated with teachers’ importance and feasibility ratings; and high
percentage of African American children, high percentage of Hispanic children,
and severity of problem behaviors are negatively correlated with teachers’
importance and feasibility ratings.

2. Itis hypothesized that teacher DAP beliefs are the strongest predictors of
teachers’ importance and feasibility ratings of behavior support strategies, while
controlling for relations among other predictors (program setting and severity of
problem behaviors).

3. Itis hypothesized that there is a difference between general education teachers
and special education teachers with respect to their importance and feasibility
ratings of behavior support strategies. Special education teachers’ importance and
feasibility ratings of behavior support strategies are higher than those of general

education teachers.

Summary of the Methodology
This study utilized a quantitative design using survey methodology to investigate
preschool teachers’ perceptions of behavior support strategies for addressing emotional
and behavioral problems in young children. This study gathered primary data from early

childhood general education and special education teachers who worked in preschool
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programs in a large, middle Atlantic state. A sample of preschool programs was
randomly selected from the lists of licensed early childhood programs and public school-
based prekindergarten programs during the 2014 to 2015 school years obtained from the
State Department of Education and the Office of Child Care Services. These programs
included Head Start and STEP (Starting Towards Excellence in Preschool) programs,
public school-based preschool programs, and licensed early childhood programs. In each
selected program, the teachers most directly responsible for daily care and education in 3-
to 5-year-old classrooms were recruited to complete all measures.

The data were obtained from a paper-based comprehensive survey, Addressing
Preschool Emotional and Behavioral Problems Questionnaire. The survey consisted of
demographic sections and several validated measures. The demographic sections
collected relevant information on programs’ types, teachers’ age, teachers’ gender,
teachers’ ethnicity, teachers’ educational level, teachers’ professional background,
teachers’ years of teaching experience in preschool setting, children’s ethnicity, teachers’
experience with behavioral management and trainings, number of children in the
classroom or caseload, and number of children with problem behaviors in the classroom
or caseload. The validated measures collected information on program-level support,
teacher job demands, teacher DAP beliefs, severity of problem behaviors, satisfaction of
teacher-parent communication, and teachers’ perceptions of behavior support strategies.
The reliability coefficients of the instruments used range from .77-.93, which indicate
adequate levels of internal consistency.

Data analysis for this study had three parts. First, Pearson’s r correlation analyses

and one-way analysis of variance (ANOVA) were conducted to identify which program,
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teacher, and child variables were related to the factors from teachers’ behavior support
strategies. Second, multiple regression analyses were conducted to determine predictors
of teachers’ perceptions of behavior support strategies for addressing emotional and
behavioral problems from specific program, teacher, and child variables (program setting,
teacher DAP beliefs, and severity of problem behaviors). Third, independent-samples t-
test analyses were conducted to evaluate differences in variables based on teacher type
(general education and special education), and a paired-samples t-test analysis was

employed to examine if the overall importance and feasibility ratings were different.

Delimitations

This study included only a random sample of early childhood general education
teachers and special education teachers from preschool programs across early childhood
education settings in a large, middle Atlantic state with no regard to their previous
experience or participation in a positive behavior intervention support or other
approaches in order for the teachers to participate in the study and complete the paper-
based comprehensive survey. Furthermore, subjects in this study were delimited to only
full-time teachers who were primarily responsible for daily care and education in 3- to 5-
year-old classrooms. Part-time teachers, student teachers, therapists, administrators or

other professionals were excluded.

Limitations
The following limitations were imposed upon this study. First, participants in the

study were selected from a group of general education and special education teachers
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serving children ages 3-5 years in a large, middle Atlantic state. The findings might not
be generalizable to teachers, programs, and children in other environments. Second, this
study assessed preschool teachers’ reports on the importance and feasibility of behavior
support strategies for addressing emotional and behavioral problems in young children.
Self-report may raise a concern regarding internal validity (Creswell, 2014; Fowler,
2009). While teacher reports offer a relatively low cost and ecologically valid means of
investigating teachers’ opinions regarding identification and intervention for problem
behaviors in young children, there is the risk of self-report bias based on teachers’
knowledge or experience of other approaches. In effect, the teachers’ responses may not
reflect their actual practices and beliefs. Moreover, self-report questionnaires may
preclude the opportunity to ask follow-up questions to clarify teacher responses.

Lastly, the data of this study were hierarchical in nature (teachers were clustered
within different preschool settings, representing two levels — teacher and program levels
of a multilevel model). Respectively, the hierarchical linear modeling (HLM) or
multilevel analysis that explains both the between-and within-cluster variability of an
outcome variable would be appropriate for data analysis (Gelman & Hill, 2007).
Nevertheless, this study used simple correlation (Pearson’s r), one-way analysis of
variance (ANOVA), and multiple regression (MR) analyses as opposed to HLM for the
analysis because of sample size issues. In HLM, a study with small sample sizes at
cluster-level components and small to moderate numbers of clusters may produce biased
estimates and a high Type I error (McCoach, 2010). The numbers of clusters impacts the
estimates of variance components and standards errors. While the minimum numbers of

10 clusters may be possible for a multilevel analysis, at least 30 clusters are required to
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produce unbiased estimates of the variance components and at least 100 clusters are
needed to have reasonable estimates of standard errors (McCoach, 2010). Since this study
had less than 10 clusters (three program settings), Pearson’s r, ANOVA, and MR were
used to conduct the data analyses. Thus, the findings might not be generalizable, as the

results might not meet the independence assumption (McCoach, 2010).

Definition of Key Terms

The following definitions of terms used throughout the present study were
determined by the purpose and the scope of the study.
Perception

For the purposes of this study, “perception” refers to the opinions or the views of
preschool teachers regarding the importance (having significant worth) and feasibility
(being practical) of behavior support strategies for young children with emotional and
behavioral problems in preschool settings. Teacher perceptions are essential components
for understanding the necessities and the supports the teachers may need for
implementing and sustaining system approaches to address emotional and behavioral
problems in young children.
Young Children

For the purpose and scope of this study, “young children” was defined as
preschool-aged children from 3 to 5 years old.
Challenging Behaviors

This study used the terms challenging behaviors, problem behaviors, and

emotional and behavioral problems interchangeably. Challenging behavior is defined as
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“any repeated pattern of behavior, or perception of behavior, that interferes with or is at
risk of interfering with optimal learning or engagement in pro-social interactions with
peers and adults” (Smith & Fox, 2003, p. 6). While some challenging or problem
behaviors are developmentally normative and can be effectively addressed by adults, this
study focused on the challenging or problem behaviors that preschool teachers perceived
as a problem.
Emotional and Behavioral Disorders

Emotional and behavioral disorders or EBD is categorized into externalizing and
internalizing problems. Externalizing problems are related to under-controlled or other-
directed behaviors such as aggression, disruption, acting out, oppositional behavior,
noncompliance, and negativism. Internalizing problems are related to over-controlled or
self-directed behaviors such as depression, social isolation and neglect, fears and phobias,
anxiety, and immaturity (Merrell & Walker, 2004).
Identification and Intervention Systems

Identification and intervention systems are defined as pathways to utilization of
services and keys to prevention, early identification and intervention for young children
with or at risk for emotional and behavioral problems (Powell et al., 2007). According to
Powell and colleagues (2007), federally funded programs such as Head Start and Early
Head Start programs hold the strongest federal mandates on early identification,
intervention and referral for young children with emotional and behavioral problems.
Title 1 (No Child Left Behind Act) funded preschool programs also contains the federal
mandates for early screening and referral of young children with emotional and

behavioral problems for intervention services. However, state funded preschool programs
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vary widely in their requirements and interpretations for developmental screening, and
referrals for comprehensive services for young children who have or are at-risk for
emotional and behavioral problems (Powell et al., 2007).
Positive Behavior Support

Positive behavior support (PBS) refers to a three-tiered approach that applies
positive behavioral interventions and systems to attain socially appropriate behavior
(Snell, Berlin et al., 2012). PBS can be used as (1) a program-wide strategy; (2) a
classroom-wide behavior management system; and (3) an intervention for individual
children (Bayat, Mindes, & Covitt, 2010). As a program-wide approach, PBS is used to
provide support to promote academic success and pro-social skill for all children. As a
classroom model, PBS is used to foster social competence of children in small and large
groups. Lastly, as an individual approach, PBS involves designing a behavioral
intervention plan to provide support and intervention for the child in the school and at
home (Bayat et al., 2010). A behavioral intervention plan addresses issues specific to
individual children and contains strategies for dealing with specific problem behavior. An
individual PBS plan includes ongoing functional behavior assessment, an approach that
combines a variety of methods and strategies to diagnose the causes and to identify likely

interventions intended to address problem behaviors (Bayat et al., 2010).

Summary
Emotional and behavioral problems are very common in preschool-aged children
with 10% to 20% displaying noticeable problem behaviors (Powell, et al., 2007), and 8%

exhibiting serious problem behaviors (Keenan & Wakschlag, 2004). If left untreated

20



these problem behaviors could deteriorate, placing these children at 15% to 25% increase
for a diagnosis of emotional and behavioral disorders (EBDs) in later years (Keane &
Calkins, 2004; Keenan & Wakschlag, 2004; Vo et al., 2012). Early identification and
intervention, especially behavior support strategies, significantly improve the outcomes
for young children who are at-risk for or have emotional and behavioral problems
(Benedict et al., 2007; Duda et al., 2004; Dunlap et al., 2006; Fantuzzo et al., 2005;
Muscott et al., 2009; Stormont, Lewis, & Covington Smith, 2005).

Bandura’s (2001) social cognitive theory sets the tone of a teacher’s agency as the
way to facilitate a teacher’s functioning on behalf of young children with or at-risk for
emotional and behavioral problems. Preschool teachers are important agents in promoting
social emotional development and supporting appropriate behaviors in young children. In
order to determine the potential effectiveness and sustainability of the implementation of
evidence-based intervention in preschool settings, it is important to investigate factors
that contribute to preschool teachers’ perceptions of the importance and feasibility of
behavior support strategies for addressing emotional and behavioral problems in young
children. Knowledge of influencing factors on preschool teachers’ perceptions of
behavior support strategies for addressing young children’s emotional and behavioral
problems would enable efforts in promoting teachers’ implementation of positive
behavior support in preschool settings by providing training needs, and decreasing
barriers to teachers’ effectiveness in the process of identification and intervention for

addressing emotional and behavioral problems in young children.
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Chapter 2: Literature Review

Chapter 2 outlines the following areas. The introduction offers an indication of
the topics to be covered, purposes of the review, and the methods of the review. Next, the
following section focuses on the conceptual framework for the present study. Then, the
next section discusses developmental and neurodevelopmental perspectives of problem
behaviors in preschool children. Additionally, the subsequent section addresses the issues
in early identification and intervention for emotional and behavioral problems in young
children. Lastly, the final section presents a review of literature related to factors
influencing preschool teachers’ perceptions of early identification and intervention for

young children’s emotional and behavioral problems.

Introduction

This study investigated factors that influenced preschool teachers’ perceptions of
the importance and feasibility of behavior support strategies for addressing emotional and
behavioral problems in young children. The purposes of the literature review were to
provide background information from previous studies and the need for the present study.
Topics included in this literature review were selected to highlight key and related
subjects that helped inform the study. The key subjects for this literature review were
aspects of the literature related to factors influencing preschool teachers’ response to
emotional and behavioral problems in young children. Current available literature
revealed the very limited studies specifically exploring the perceptions of preschool
teachers regarding positive behavior strategies. Thus, this literature review was designed

to determine factors that might contribute to preschool teachers’ decision-making process
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of all components of identification and intervention for young children who are at-risk for
or exhibiting problem behaviors. In addition, the related subjects for this literature review
involved conceptual framework, perspectives of preschool problem behaviors, and early
identification and intervention for emotional and behavioral problems in young children.
The topics covered in this literature review included the conceptual framework for
the study, developmental and neurodevelopmental perspectives of problem behaviors in
preschool-aged children, issues in early identification and intervention for emotional and
behavioral problems in young children, and factors influencing preschool teachers’
identification and intervention for young children’s emotional and behavioral problems.
For this literature review, a literature search was conducted using electronic searches of
several education-related database including Educational Resources Information Center
(ERIC), Academic Search Complete, Psychological Abstracts (PsycINFO), Dissertations
and Thesis Online, and Google Scholar. Relevant studies were identified using the
following search terms: social emotional development, early childhood mental health,
behavior problems, emotional problems, emotional behavioral problems, challenging
behaviors, preschool, child care, prekindergarten, early childhood education or preschool
teachers, intervention, and strategies. To be included in this literature review, studies had
to meet three primary criteria: (1) studies had to include preschool or early childhood
education teachers, (2) studies had to mention preschool children with or at-risk for
emotional and/or behavioral problems, and (3) studies had to include some types of
identification, intervention or strategies, and referral for young children with emotional

and behavioral problems.
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Conceptual Framework

The conceptual framework for this study was grounded in Bandura’s social
cognitive theory (Bandura, 2001). Bandura’s model — a psychotherapy-based learning
approach — describes human behavior in terms of dynamic interactions between personal,
behavioral, and environmental influences and offers an insight into the process of
behavior modification (Bandura, 2004). The theory adopts an agentic perspective, in
which individuals are viewed as producers and products of social systems (Bandura,
2000). According to social cognitive theory, an agent — influenced by internal and
external factors — intentionally makes things happen by his/her actions (Bandura, 2002).
To accomplish meaningful tasks in any situation, individuals use sensory, motor, and
cerebral systems as their instruments (Bandura, 2001).
Physicalistic Theory of Human Agency

Individuals are agents of experience and the nature of experiences is dependent
upon types of external influences individuals perceive and construct (Bandura, 2000). By
regulating their experiences, individuals not only shape the neuronal and functional
structure of the brain but also form emergent brain activities that exercise influential
factors (Bandura, 2001). Bandura (2001) suggests that physical basis of thought must be
distinguished from its construction and functional use. This statement raises fundamental
questions of how individuals’ thoughts influence their actions; what neural circuits
underlie individuals’ plans, responses, desires, self-appraisal, and self-reflection; and how
individuals intentionally recruit these properties (Bandura, 2001).

To explain these fundamental questions, Bandura (2001) offers two different

psychological perspectives: microanalyses of the inner working of mind and macro
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analyses of social factors. The micro analytic framework describes the internal factors as
inner working of the mind in processing, representing, retrieving, and using the coded
information to manage various tasks, and locating the brain activity for the tasks
(Bandura, 2001). In this view, individuals are purposive beings who act consciously to
make things happen rather than being forced by situations. In contrast, the macro analytic
approaches of external factors in human development, adaptation, and change view
individuals as socially interdependent beings who conditionally interact with a variety of
complex societal subsystems (Bandura 2001). By merging this analytic dualism, Bandura
(2001) proposes a comprehensive theory that integrates individual and social causations
into one causal structure, which explains the influences of internal and external factors on
individual agency in producing behavioral consequences.
Teachers as Human Agents

Based on social cognitive theory, teachers act on behalf of young children with
emotional and behavioral problems by applying proxy agency (Bandura, 2001; Bandura,
2002; Kingsley, 2012). Bandura states, “To be an agent is to influence intentionally one’s
functioning and life circumstances” (Bandura, 2002, p. 270). As effective agents, teachers
create supportive learning environments and promote children’s social emotional and
cognitive development (Bandura, 1993). A teacher’s agency is presented as the way to
facilitate teacher’s functioning on behalf of young children with emotional and
behavioral problems. In order to assist teachers on becoming effective agents on behalf of
young children with emotional and behavioral problems, the connection between
influencing factors on teachers’ agency and teachers’ identification and intervention of

problem behaviors needs to be clearly understood. Any factor that negatively influences
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teacher agency may impede the teacher’s ability in addressing young children’s problem
behaviors. On the other hand, any factor that positively influences teacher agency can
promote the teacher’s capability in taking action. Acknowledging teachers’ decision-
making in identification and intervention of problem behaviors is suggested to increase
teachers’ agency. Thus, identifying factors that influence teachers’ perceptions of
behavior support strategies for addressing young children’s emotional and behavioral
problems is necessary in facilitating this process. Figure 1 illustrates the path from
influencing factors, to teacher agency, and teachers’ addressing young children’s
emotional and behavioral problems.

Figure 1. Conceptual Framework: Pathway to Addressing Emotional and Behavioral
Problems in Young Children

-~

Factors Addressing Young
- Program Children's Emotional
- Teacher Teacher Agency and Behavioral
- Child Problems

L.

Developmental Perspectives of Problem Behaviors in Preschool Children
There are rapid developmental changes occurring during preschool years, in
which young children gain their social and cognitive competence by increasing their
ability to control attention and behavior (Campbell, 2002; Campbell, 1995). The nature
and extent of these developmental changes set young children to possibly develop either
adaptive developmental behaviors or adjustment behavioral problems (Campbell, 1995).
Consequently, it is challenging to determine whether preschool children’s problem

behaviors, such as hyperactive, inattentive, and impulsive behaviors, are disorders or
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simply developmentally appropriate behaviors (Banaschewski, 2010; Spira & Fischel,
2005).

Many difficult behaviors are age-appropriate, for example, problems sharing or
taking turns with peers may be normal in the early preschool years as children develop
pro-social behavior and perspective-taking abilities (Campbell, 2002; Campbell, 1995).
Externalizing behavior problems such as over-activity, impulsivity, noncompliance, and
aggression are common in young children as well as defining features of disorders such
as Attention Deficit Hyperactivity, Oppositional Defiant, and Conduct Disorders
(Campbell, Shaw, & Gilliom, 2000). Thus, identifying young children with problem
behaviors poses the challenge of differentiating age-related, relatively normative
behaviors from those with more serious emerging disorders (Campbell, 2002).

Campbell (1995, 2002) suggests that clinically emotional or behavioral problems
are most likely to occur when a child presents with the following indications: the
presence of a pattern or constellation of symptoms that is rather severe, and that interferes
with the child’s ability to negotiate developmental tasks; a pattern of symptoms with at
least short-term stability that goes beyond a temporary adjustment to stress or change in
life events (such as that following to the birth of a sibling or entry into preschool); and a
cluster of symptoms that happens across various settings (such as home and preschool)
and with different people (such as parents, teachers or caregivers, and peers). In addition,
behavior problems are more likely to be evident in the context of family dysfunction and
life stress because stressed parents are more likely to use harsh or inconsistent discipline
with their child. This in turn creates parent-child conflicts over autonomy control

(Campbell et al., 2000).
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Developmental Pathways to Problem Behaviors

From a developmental perspective, the transition from preschool years to school
entry and into later childhood is of special interest in understanding pathways to
internalizing and externalizing behavior problems (Mesman, Bongers, & Koot, 2001).
Emotional and behavioral problems at this age can potentially set a child on a
developmental course of maladaptation (Campbell, 2002; Campbell, 1995), specifically
on a pathway to internalizing or externalizing problems. At school entry, young children
faced with a variety of social demands required by the school setting and children’s
inability to adapt to these social demands may affect their further development leading to
the development of internalizing and externalizing problems (Mesman et al., 2001).

Mesman and colleagues (2001) investigated longitudinal pathways from specific
early preschool behavioral problems (ages 2-3 years) to internalizing and externalizing
problems in preadolescence (ages 10-11), and the role of social problems at school entry
(ages 4-5 years) in 251-346 children and found that early preschool externalizing
problems positively predicted later internalizing problems, and early internalizing
problems negatively predicted later externalizing behavior problems in preadolescence.
Results also revealed that parent-reported aggression and over-activity at ages 2-3 years
predicted teacher-reported externalizing problems at ages 10-11 years. Moreover, the
results indicated that boys’ pathways were more complex and showed greater predictions
than pathways for girls, and that social problems at school entry played a significant role
in pathways to internalizing problems in boys.

Developmental pathways of preschool children with early signs of emotional and

behavioral problems may be illustrated by developmental courses of early internalizing
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and externalizing symptoms. Young children’s temperaments, such as inhibition or
shyness, negative emotionality, irritability, extraversion, and neuroticism, serve as
precursors of internalizing behavior problems (Letcher, Smart, Sanson, & Toumbourou,
2009; Rothbart, Ahadi, & Evans, 2000). Young children’s behavior difficulties, such as
fidgeting, hyperactivity, restlessness, difficulty awaiting turn, tantrums,
argumentativeness, noncompliance, and aggression towards peers, shape the
developmental course of externalizing behavior problems (Campbell et al., 2000). Most
of the children who display these symptoms may not meet criteria for any of behavior
disorders by school age (Campbell, 1995). However, some children who exhibit a
constellation of these behaviors at relatively high levels in preschool years, and within the
context of family risk, will continue to have behavior problems in elementary school
years and beyond (Campbell et al., 2000; Campbell, 2002; Campbell, 1995).

Hill and colleagues (2006) conducted a longitudinal latent profile analysis by
assessing 383 boys and girls at ages 2, 4, and 5 for externalizing behaviors and at age 2
for emotion regulation and inattention. The findings indicated that poor emotion
regulation and inattention were important predictors in the clinical profile of
externalizing behaviors for girls, whereas socioeconomic status and inattention were
important predictors in the clinical profile of externalizing behaviors for boys (Hill,
Degan, Calkins, & Keane, 2006).

Maternal interaction and children’s regulation have been viewed as determinants
for children’s externalizing and pro-social behavior. Diener and Kim (2004) studied child
and maternal predictors of preschool children’s social competence in 110 mothers and

their preschool-aged children. Mothers’ interactional style with their children was
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videotaped and coded during preschool, and the teachers’ ratings of children’s social
competence were obtained at the end of the first semester of school. The results revealed
that maternal interaction of anger proneness and children’s self-regulation predicted both
externalizing and pro-social behavior. The results also showed that children with greater
risk factors were lower on pro-social behavior and higher on externalizing behavior than
children with fewer risk factors (Diener & Kim, 2004).

Rubin and colleagues (2003) observed 104 young children at age 2 interacting
with peers as well as their mothers and obtained indices of conflict-aggression, emotion
and behavior dysregulation, parenting, and child externalizing problems. Findings
revealed that boys initiated more conflict-aggressive interactions at age 2 and had more
externalizing behavior problems at age 4, whereas girls’ conflict-aggressive initiations at
age 2 were related to subsequent externalizing behavior problems at age 4. The relation
between conflict-aggressive initiations at age 2 and externalizing problems at age 4 was
strongest for dysregulated 2-year-olds. Moreover, the relation between age 2 conflict-
aggressive initiations and age 4 externalizing problems was strongest for those 2-year-
olds with maternal negativity (Rubin, Burgess, Dwyer, & Hastings, 2003).

Degnan and colleagues (2008) examined frustration reactivity, physiological
regulation, and maternal controlling behavior in 447 young children at age 2 as joint
predictors for disruptive behavior at ages 4 and 5 years and found that children were
more likely to be in a high profile of disruptive behavior when they exhibited high
reactivity combined with high maternal control or low physiological regulation combined
with low maternal control. Furthermore, low profile children were more likely to display

low reactivity combined with high maternal control or low reactivity combined with high
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physiological regulation (Degnan, Calkins, Keane, & Hill-Soderlund, 2008). These
findings indicated the interactive effects among emotion reactivity, regulation, and
maternal behavior on externalizing behavior problems.

Negative parenting, maternal depressive symptoms, family stress, and
socioeconomic risk have been found to be associated with children’s internalizing and
externalizing problem behaviors. Campbell (1994) followed up hard-to-manage
preschool boys for two years and found that parents and teachers continued to rate 28%
of hard-to-manage boys as having more oppositional behaviors, inattention,
impulsiveness, social anxiety, and incompetence in peer group than controls. The
findings also indicated that mothers of boys with persistent problems reported
significantly more symptoms of depression and parenting stress (Campbell, 1994).
Moreover, Shaw and colleagues (1998) conducted a longitudinal study of precursors of
externalizing problems in low-income boys from ages 2 to 6. They found that boys with
multiple risk factors (negative parenting, maternal depressive symptoms, stressful life
events, and socioeconomic risk) were rated the highest for noncompliance at the initial
assessments (ages 1.5 and 2 years) and internalizing and externalizing problems at age 6
years when compared to boys with low-risk factors.

In addition, Shaw and Nagin (2005) examined trajectories of disruptive behaviors
(conduct problems and hyperactivity) among 284 boys from urban, low-income families
from ages 1.5 to 10 and found that chronic conduct problems was differentiated from
persistent low conduct problems by risk factors in child, parenting, and family domains,
whereas chronic trajectories of hyperactivity were characterized by elevated maternal

depression compared to children with persistent low hyperactivity. The results indicated
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that the effects of family and child risk factors in the first two years of lives are
associated with trajectories of disruptive behaviors such as conduct problems and
hyperactivity (Shaw, Lacourse, & Nagin, 2005).

Summary

Young children, who most likely continue on a pathway towards internalizing and
externalizing behaviors in later development, are those who experience not only internal
risk such as temperament and self-regulation (Campbell et al., 2000; Letcher et al., 2009;
Rothbart et al., 2000) but also external risk such as parenting, family, and socioeconomic
factors (Campbell, 1994; Diener & Kim, 2004; Degnan et al., 2008). Children with early
emotional and behavioral problems may overcome their difficulties if there are no
parenting and/or family risk factors because effective parents can serve as positive role
models and be good support for their children. Similarly, children with less early
emotional and behavioral problems may be less susceptible to parenting and/or family
risk factors because they are able to find support from others or parenting and/or family
risk factors may have less influence in the lack of early emotional and behavioral
problems.

Thus, the combination of multiple risk factors, both internal and external, is a
necessary condition for young children’s continuing emotional and behavioral problems.
Understanding the early manifestations of emotional and behavioral problems in young
children and children’s internal and external risk factors that influence the developmental
course of problem behaviors can help preschool teachers effectively implement
prevention and intervention programs for young children who are at-risk for or have

emotional and behavioral problems.

32



Neurodevelopmental Perspectives of Problem Behaviors in Preschool Children

Preschool years span the transition period from infancy to childhood, in which
children are increasingly expected to show control of their attention and behavior in
contexts outside the home (Espy, 2004; Wiebe, Espy, & Charak, 2008). This ability is
supported by the development and connectivity of prefrontal systems that involve
executive function or EF (Espy, Sheffield, Wiebe, Clark, & Moehr, 2011). Therefore,
preschool years play a critical role in the development of executive control skills
(Hughes, White, Sharpen, & Dunn, 2000; Wiebe, Espy, & Charak, 2008).

Although EF has been studied for several decades, there has not been a consensus
on its definition (Senn, Espy, & Kaufmann, 2004; Wiebe et al., 2008). Generally, EF
refers to a set of high order, top-down, cognitive abilities that enable the execution of
goal-directed actions and flexible responses under changing circumstances (Espy et al.,
2011; Hughes & Ensor, 2008). There are different cognitive neuropsychological
constructs involved within EF including inhibition, working memory, cognitive
flexibility/set shifting, goal setting, and problem solving (Raaijmakers et al., 2008; Senn
et al., 2004). The EF components most often found in preschool children are working
memory, inhibition, and flexibility/set shifting (Garon, Bryson, & Smith, 2008; Senn et
al., 2004). Nevertheless, it is difficult to isolate flexibility/set shifting from working
memory and inhibitory capacities (Miyake & Friedman, 2000). Several studies exploring
the EF components by using exploratory and confirmatory factor analyses as well as
neuroimaging (positron emission tomography or PET) have suggested that the three

executive functions of working memory, inhibition, and flexibility/set shifting are
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partially independent but moderately inter-correlated (Collette et al., 2005; Friedman &
Miyake, 2004; Lehto, Juujarvi, Kooistra, & Pulkkinen, 2003; Miyake & Friedman, 2000).
Flexibility/Set Shifting

Flexibility or set shifting — also referred to as attentional control — emerges around
age 12 months and rapidly develops between ages 3 and 6 years, in which children
increasingly can direct attention to uninteresting stimuli and inhibit responses to
irrelevant aspects (Garon et al., 2008; Spira & Fischel, 2005). Flexibility or set shifting is
an important aspect of attention and behavior regulation that provides young children
with abilities to generate different ideas, consider alternatives, and respond to changes in
environment (Schouten, Oostrom, Peters, Verloop, & Jennekens-Schinkel, 2000; Stahl &
Pry, 2005). The more efficient set shifting the children have, the more flexible the
children are at adapting to change. On the other hand, impaired set shifting can lead to an
inflexible or problem behavior (Stahl & Pry, 2005). In typically developing young
children, insufficient or absent set shifting is usually caused by immaturity of frontal
systems (Schouten et al., 2000).
Inhibition

Inhibitory control, involving restraint of a motor response, develops in the first
year and actively progresses during the preschool years, but may not be fully mature until
a later age (Garon et al., 2008; Senn et al., 2004; Wiebe et al., 2008). In preschool years,
children begin to inhibit for longer periods of time and to use mental representations to
regulate behavior (Garon et al., 2008). Many of the response inhibition tasks, which
require the children’s ability to use rules to control behavior, involve both inhibitory

control and working memory (Garon et al., 2008; Senn et al., 2004). Inhibition that
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involves minimal working memory is referred to as simple inhibition, developed in the
first year of age, and inhibition that involves moderate working memory is referred to as
complex inhibition, developed quickly at 3 years of age (Garon et al., 2008). Simple
inhibition has shown to progress with age toward more complex inhibition and working
memory (Brocki, Eninger, Thorell, & Bohlin, 2010). For preschool children, inhibitory
control is a stronger determinant of problem solving tasks than working memory (Senn et
al., 2004).

Working Memory

Working memory (WM) is defined as an ability to retain information for a short
period of time and use the information to develop a plan, perform a task, and solve a
problem (Reznick, Morrow, Goldman, & Snyder, 2004). Working memory involves
active manipulation and storage of information in the mind (Garon et al., 2008; Miyake &
Friedman, 2000). Before information can be actively manipulated in mind, children must
be able to hold the information in the mind over a delayed period of time (Garon et al.,
2008).

Young children develop the ability to hold a representation in the mind over a
delayed period of time before 6 months of age and gradually can hold more items in the
mind during preschool years (Garon et al., 2008; Reznick et al., 2004). The
developmental processes of inhibition and set shifting or attentional control give rise to
the development of working memory (Brocki, Eninger, Thorell, & Bohlin, 2010). That is,
the inhibitory and attentional control lead to the increases in selective attention to
external stimuli, which in turn result in an ability to filter out irrelevant information from

entering working memory (Brocki et al., 2010).
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Executive Function and Problem Behaviors in Preschool Children

Preschool children not only begin to develop a more coherent pattern of behavior
across settings both at home and in school with a high level of external stimulation, but
also begin to display problem behaviors both as isolated behaviors and a constellation of
symptoms (Spira & Fischel, 2005). Increasing demands during preschool years force
children to attend to uninteresting events and become better adept at responding to higher
order demands (Espy, 2004). However, some preschool children lack basic cognitive
abilities to respond and attend appropriately (Espy, 2004), which may result in a wide
range of behavioral difficulties. According to Espy and colleagues (2011), executive
function (EF) is associated with one or more critical behavioral components that underpin
a wide range of difficulties. Emerging EF skills facilitate children’s behavioral regulation
but early problem behaviors reduce the likelihood for children to participate in the social
interactions such as collaborative, goal-directed activities that foster the development of
EF skills (Hughes & Ensor, 2008).

Relations between executive skills and problem behaviors in preschool children
have been found to be strong and specific (Espy et al., 2011; Hughes & White, 2000;
Hughes & Ensor, 2008; Hughes & Ensor, 2011; Moran, Lengua, & Zalewski, 2013;
Schoemaker, Mulder, Dekovic, & Matthys, 2013). Children with higher frustration and
lower executive control exhibit higher externalizing problems (Moran et al., 2013). A
meta-analysis to determine EF components (working memory, inhibition, and set
shifting) in preschool children with externalizing behavior problems revealed stronger
correlation between inhibition and externalizing behavior problems than working

memory or set shifting (Schoemaker et al., 2013).
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Hughes and Ensor (2008) explored the predictive relations between EF and
individual differences in problem behaviors among 122 children aged 2 to 3 and found
that individual differences in EF showed robust and specific associations with individual
differences in problem behaviors. Early deficits in EF independently predicted later
problem behaviors, and individual differences in EF mediated the influence of early
language deficits upon later problem behaviors (Hughes & Ensor, 2008). Furthermore,
Hughes and Ensor (2011) examined individual differences in EF growth of 191 children
from aged 4 to 6 in relation to teachers’ ratings of externalizing and internalizing
behaviors (emotional symptoms, hyperactivity, and conduct/peer problems) at age 6, and
found that individual differences in EF growth predicted externalizing and internalizing
behaviors. In addition, Espy and colleagues (2011) used systematic latent dimensions of
parent rating to evaluate emotional and behavioral problems in 243 preschoolers and
found that there were strong and significant relations between EF and hyperactive
behaviors, attention problems, and disinhibition behaviors, and emotional dysregulation
behaviors in preschool children.

Executive Function Deficits and Aggressive Behaviors/Conduct Problems, Antisocial
Behaviors, Inattention, and Hyperactivity/Impulsivity

Impairments in executive function (EF) have been linked to aggressive behavior
or conduct problems (Hughes et al., 2000; Raaijmakers et al., 2008; Schoemaker et al.,
2012), antisocial behaviors (Hughes et al., 2000), inattention (Brocki et al., 2010; Thorell
& Wahlstedt, 2006), and hyperactivity/impulsivity (Raaijmakers et al., 2008; Schoemaker
et al., 2012; Spira & Fischel, 2005; Thorell & Wahlstedt, 2006) in preschool children.

Frequencies of angry and antisocial behaviors have been associated with poor EF
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(Hughes et al., 2000). Raaijmakers and colleagues (2008) investigated EF in 82 preschool
children with aggressive behaviors and found that aggressive preschool children
displayed poorer performance on inhibition than controls, and boys performed worse on
inhibition than girls. Moreover, Hughes and colleagues (2000) studied 40 hard-to-manage
preschoolers and found strong independent associations between direct observational
ratings of the children’s angry, unsympathetic, and antisocial behaviors towards peers
and individual differences in EF.

Thorell and Wahlstedt (2006) investigated the relation between EF and symptoms
of Attention-Deficit/Hyperactivity Disorder (ADHD) in 201 children aged 4 to 6 years
and found that executive functioning deficits appear to be primarily related to symptoms
of ADHD. Specifically, Brocki and colleagues (2010) conducted a two-year longitudinal
study to explore relations between EF components and symptoms of hyperactivity or
impulsivity and inattention in 72 preschool children, and found that EF primarily
predicted symptoms of inattention rather than hyperactivity/impulsivity (Brocki et al.,
2010). In addition, Schoemaker and colleagues (2012) examined EF in 202 preschool
children with ADHD and conduct disorder, and found that preschool children with
ADHD displayed robust inhibition deficits and preschool children with conduct disorder
showed impaired inhibition when motivational incentives were high.

Summary

Preschool years are an important period in the development of EF, which is
thought of as a unitary construct with partially independent but moderately inter-
correlated components of working memory, inhibition, and flexibility/set shifting

(Collette et al., 2005; Lehto et al., 2003; Miyake & Friedman, 2000). Each individual EF
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component emerges in the first year and rapidly develops between 3 and 5 years of age.
The relations between EF and problem behaviors in preschool children have been studied
for decades and the results have revealed robust and specific relations (Espy et al., 2011,
Hughes & White, 2000; Hughes & Ensor, 2008; Hughes & Ensor, 2011; Moran et al.,
2013; Schoemaker et al., 2013). Executive function deficits in preschool children are
associated with aggressive or conduct problems (Hughes et al., 2000; Raaijmakers et al.,
2008; Schoemaker et al., 2012), antisocial behaviors (Hughes et al., 2000), inattention
(Brocki et al., 2010; Thorell & Wahlstedt, 2006), and hyperactivity/impulsivity
(Raaijmakers et al., 2008; Schoemaker et al., 2012; Spira & Fischel, 2005; Thorell &
Wahlstedt, 2006). Understanding the development and the role of EF in preschool
children with problem behaviors may ultimately improve teachers’ identification and
intervention strategies for problem behaviors in young children.

In conclusion, the reviews of developmental and neurodevelopmental
perspectives on preschool children’s problem behaviors seemed to be relevant to an
understanding of the early development of young children and conceptualizations of
problem behaviors. Such perspectives underline the complexities in behavioral
development and address the various influences that may affect young children’s
behaviors. Understanding developmental and neurodevelopmental perspectives can
enhance teachers’ ability to provide appropriate identification and interventions for
emotional and behavioral problems in young children. Therefore, for further
improvement of teachers’ knowledge of developmental processes in age-appropriate
difficulties and problem behaviors, an approach taking into accounts both developmental

and neurodevelopmental perspectives may be necessary.
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Early Identification and Intervention for Emotional and Behavioral
Problems in Young Children

Research has recognized the abilities of professionals working with young
children in early identification and intervention for emotional and behavioral problems
before the problems become severe (Dunlap et al., 2006). Likewise, existing early care
and education systems are important gateways to early identification and intervention for
young children with emotional and behavioral problems (Powell, et al., 2007). Preschool
teachers’ effectiveness in identifying and intervening for problem behaviors may be
influenced by the systems in which they are engaged.
Preschool Teachers and Early Identification and Intervention for Problem
Behaviors

Preschool teachers play an important role in early identification and intervention
of problem behaviors in young children (Fantuzzo et al., 1999; Powell et al., 2007), and
most preschool teachers place the process of addressing young children’s emotional and
behavioral problems as a high concern in their classrooms (Nungesser & Watkins, 2005;
Snell, Berlin et al., 2012; Snell, Voorhees et al., 2012). Nungesser and Watkins (2005)
surveyed 45 preschool teachers’ perceptions and interventions for young children’s
challenging behaviors and found that teachers reported family circumstances and
classroom environments as factors contributing to problem behaviors. However, teachers
were not asked about how these factors influenced their decisions about appropriate
intervention and referral for those children with problem behaviors (Nungesser &

Watkins, 2005).
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Snell, Berlin, and colleagues (2012) surveyed 78 Head Start personnel about
practices toward young children’s problem behavior and found that preschool personnel
identified prevention methods for addressing problem behavior, indicated that families of
the children with problem behavior were involved in intervention planning and
implementation, and reported a need for additional training on classroom management
and positive behavior support. To follow up the survey from Snell, Berlin, and colleagues
(2012); Snell, Voorhees, and colleagues (2012) conducted another study using interviews
and classroom observation to collect additional data about Head Start personnel’s needs
in regard to addressing young children’s problem behavior. The results from the
interview and observation further revealed the use of reactive practice and barriers to
addressing problem behavior in young children (Snell, Voorhees et al., 2012).

Child Care and Education Systems for Addressing Emotional and Behavioral
Problems in Young Children

Child care and education systems, including early care and education programs,
early childhood special education programs, and early intervention services, are
important pathways for early identification and intervention of emotional and behavioral
problems in young children. Nevertheless, there are factors within programs that may
promote or impede preschool teachers’ decision-making in identification and intervention
process for young children with emotional and behavioral problems (Powell et al., 2003;
Powell et al., 2007).

Early care and education programs. There are a variety of early care and
education programs that serve young children ranging from government-funded programs

to private centers, which provide important opportunities for identifying and intervening
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with children who display emotional and behavioral problems (Powell et al., 2003).
However, not all early care and education programs actually provide regular
identification and intervention services (Powell et al., 2007). Generally, early
identification and intervention are requirements of some programs that receive federal
funds including Early Head Start, Head Start, Child Care and Development Fund
(CCDF), Title I Preschool Programs, and State Prekindergarten Programs (Powell et al.,
2003; Powell et al., 2007). According to Powell and colleagues (2007), there are only 14
of the state-funded pre-kindergarten programs that have mandated developmental
screenings. Although CCDF and community based childcare programs are not required to
provide routine developmental screening, some programs that participate in accreditation
program or state licensing quality rating systems licensing, voluntarily provide routine
screening (Powell et al., 2003; Powell et al., 2007). Within Head Start and Early Head
Start programs, there is wide latitude in the interpretation and implementation of
standards used for identification and intervention of problem behaviors (Lopez, 2000;
Powell et al., 2007). While a screening for mental health needs is recommended, it is the
programs’ choice to do a separate mental health (social emotional) screening from a
developmental screening (Powell et al., 2003). The programs also have discretion on
defining the qualifications of professionals who provide mental health services.
Professional qualifications may range from an individual with a Child Development
Associate (CDA) credential to a child psychologist or a psychiatrist (Powell et al., 2007).
Early childhood special education services. Early childhood special education
services are educational systems that involve identifying and intervening with young

children who are at-risk or have emotional and behavioral problems. The Individuals with
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Disabilities Education Improvement Act (IDEIA, 2004) provides federal funds to states
to ensure education and support for children with disabilities by directing states and
public agencies to provide special education services. Part B of IDEIA serves children
with disabilities from ages 3 to 21 (IDEIA, 2004), thus it applies to children eligible for
services under preschool programs. The law mandates early identification, screening,
evaluation, and referral for young children who are at-risk or have delays in all
developmental areas including problem behaviors. However, the effectiveness and
pathway from identification to screening, evaluation, referral, and services is often
unclear (Powell et al., 2003; Powell et al., 2007).

To be qualified for special education services for emotional and behavioral
problems, children must show one or more characteristics of emotional or behavioral
disturbance over a long period of time and to such a degree that it adversely affects
educational performance (IDEIA, 2004). This description has been shown to be
challenging for young children because of their rapid growth and development causing
frequent changes in behavior patterns (Campbell, 1995; Evangelista & McLellan, 2004;
Wakschlag et al., 2007). There has been evidence that preschool children with emotional
and behavioral problems are more likely to have the same problems or receive diagnosis
with disorders as they enter school due to greater academic demands (Gresham, Cook,
Crews, & Kern, 2004). Without early identification and intervention, problem behaviors
may deteriorate and lead to a classification of emotional and behavioral disorder or EBD
(Campbell & Ewing, 1990; Vo et al., 2012). The issues in early identification and
eligibility within Part B of the IDEIA affects the number of children with emotional and

behavioral problems who can be screened and receive service. Nonetheless, children
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qualified for special education services may not receive all recommended services
(Powell et al., 2003).

Coordinated early intervention services. The reauthorization of the Individuals
with Disabilities Education Act (IDEIA) of 2004 allows local educational agencies
(LEAS) to use up to 15% of funds received under Part B of the IDEA to develop and
apply coordinated early intervention services (CEIS) for students without disabilities.
CEIS provides non-special education services with primary focus on children, in
kindergarten through grade three, who have not been identified as needing special
education or related services, but who need additional academic and behavioral supports
to succeed in a general education environment (IDEIA, 2004). CEIS requires that schools
use a scientifically based academic and behavioral intervention as emphasized by the No
Child Left Behind Act (NCLB), which has resulted in two major intervention models:
Response to Intervention (RTI) for children who are struggling academically and Positive
Behavioral Support (PBS) for children who have problem behaviors. Thus, an LEA may
use CEIS to provide behavioral interventions to nondisabled students as part of a positive
behavioral support (PBS) initiative. Although CEIS does not provide the services for
preschool children, its provision can guide the early intervention services in early
childhood programs. Especially, PBS approach has been increasingly adopted for
identification and intervention for young children’s problem behavior in preschool
settings (Bayat et al., 2010).

Positive behavior support (PBS). PBS, an assessment approach to behavioral
intervention, offers a behavior support plan to prevent or reduce children’s problem

behaviors in classrooms (Fox, Dunlap, & Cushing, 2002; Hemmeter, Ostrosky, & Corso,
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2012). PBS approach is a multi-level group of intervention strategies represented as a
pyramid (Bayat et al., 2010; Benedict et al., 2007; Hemmeter et al., 2012). The first level
of supports includes primary prevention strategies designed to meet the needs of all
children in a classroom or program. The second level of supports includes individualized
strategies provided for particular students who do not respond to primary strategies. The
final level of supports includes comprehensive interventions for individual children who
do not respond to the first two levels are provided (Bayat et al., 2010; Benedict et al.,
2007). Although PBS model has been implemented mainly in elementary and secondary
schools, the approach is increasingly applied in early childhood programs (Bayat et al.,
2010; Hemmeter et al., 2007; Stormont, Lewis, & Convington Smith, 2005).

PBS in early childhood education. As the prevalence of preschool children with
emotional and behavioral problems rises, a growing demand exists in early intervention
services for evidence-based practices to address problem behaviors (Conroy et al., 2005;
Hemmeter et al., 2007). Research has indicated an increase in studies related to the use of
positive behavior supports in preschool children with problem behaviors (Conroy et al.,
2005; Lewis, Beckner, & Stormont, 2009). Preschool teachers have served as primary
intervention agents in the implementation of proactive, positive strategies for preventing
and addressing young children’s problem behaviors in early childhood settings (Conroy
et al., 2005; Fox et al., 2002). However, implementation and research studies on the
efficacy of PBS models in early childhood settings are still in the emerging phases, and
most empirical research has been on specific components (such as multicomponent,
instructional, or functional-based interventions) of the model applied in single-subject

design methodologies (Conroy et al., 2005).
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There has been growing evidence to support the adoption of a program-wide
model of PBS in early education settings, and guidance has been provided regarding the
key components of implementation (Benedict et al., 2007; Duda et al., 2004; Hemmeter
et al., 2007; Stormont, Lewis, & Beckner, 2005). A well-designed program-wide PBS
implementation begins with the establishment of a leadership team that guides the
process through the development of a program-wide PBS implementation plan and
evaluation of the model. Essential members of the team include a member on the
program’s administration, a behavior specialist or a mental health consultant or a
disability coordinator, teachers, and families. In the following step, the leadership team
coordinates the effort to increase the likelihood of implementing the program-wide
behavior support plan by involving staff and families in the process. Specific aspects of
this step include getting commitment from staff, planning for family involvement,
identifying program-wide behavior expectations and strategies for teaching those
expectations, developing systems for acknowledging appropriate behavior addressing
problem behavior, developing plans for ongoing professional development, and
developing an evaluation plan and using data for decision-making. Lastly, the leadership
team meets regularly on a monthly basis to evaluate progress of the implementation plan,
determine program and teachers’ needs, and make a decision on the next steps for
program-wide implementation (Hemmeter et al., 2007).

To investigate the efficacy of specific components of positive behavior support
(PBS), Hemmeter and colleagues (2007) conducted a case study concerning the
implementation of the PBS’s program-wide model in one Head Start program and found

positive outcomes for addressing problem behaviors in young children. Bayat and
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colleagues (2010) conducted another case study in which PBS’s individualized strategies
were used for a child with problem behaviors in a state funded preschool, and found that
PBS could be beneficial to address problem behaviors in young children. Another study,
examining the effects of PBS on two preschool children in a community-based preschool
accredited by the National Association for the Education of Young Children (NAEYC),
revealed that the selected interventions were associated with an increase in engagement in
activities and a reduction in problem behaviors (Duda et al., 2004). An additional study,
investigating the effects of PBS on three preschool children with problem behaviors in a
community early childhood program, presented similar outcomes in terms of the higher
levels of engagement in activities and the lower levels of problem behaviors (Blair et al.,
2010).
Summary

Although the systems in early childhood programs for identification and
intervention of problem behaviors in young children exist, there are factors in the systems
that may affect teachers’ perceptions of their response to young children’s emotional and
behavioral problems. Most early childhood programs do not have systems for screening,
identification, and intervention for young children’s problem behaviors except federally
funded programs such as Early Head Start, Head Start, Child Care and Development
Fund (CCDF), Title I Preschool Programs, and State Prekindergarten Programs (Powell
et al., 2003; Powell et al., 2007).

Even in federally funded programs with mandated developmental screening and
early intervention, there has been inconsistency in screening tools used for identification

and the implementation of early intervention for emotional and behavioral problems in
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young children (Conroy et al., 2005; Powell et al., 2003). Moreover, while evidence
based PBS models demonstrate promise for use with young children to support
appropriate behavior and decrease problem behavior, there has been no research on
efficacy and effectiveness of PBS implementation in preschool programs except a few
case studies, and especially very limited research on preschool teachers’ perception of the

use of PBS in preschool classrooms.

Factors Influencing Preschool Teachers’ Identification and Intervention for
Addressing Emotional and Behavioral Problems
The literature review yielded ten research articles and three dissertations related to
factors influencing preschool teachers’ identification and intervention for addressing
young children’s problem behaviors. Table 1 presents summary information concerning
the key features of all studies included in this literature review. The first column displays
the studies by the author/authors and the year the studies were published. The second
column defines the focus and the purpose of the studies. The third column identifies the
type and the method of the studies. The fourth column summarizes major findings of the

studies. The last column outlines the limitations of the studies.

Table 1

Data Based Studies on Preschool Teachers and Young Children’s Emotional Behavioral
Problems Published Between 2004 and 2012

Study (Year) Focus/Purpose Methods Major Findings Limitations
Elias (2004) Referral Quantitative Most of the teachers (95%) Small sample size
To examine Mental n=42 reported their preschool limits generalization
Health Consultation Sample = head programs had access to a of findings. Self-
services in community  teachers of mental health consultant reported data limit
based preschool preschools in service. However, 76% internal validity.
settings other than Meriden and reported that services were

48



Fullerton, Conroy, &
Correa (2009)

Gebbie, Ceglowski,
Taylor, & Miels
(2012)

Gilliam & Shahar
(2006)

Head Start

Intervention/Strategy
To investigate the
effectiveness of a
training designed to
increase preschool
teachers’ use of praise
statements to address
problem behaviors in
children at risk for
emotional/behavioral
problems

Intervention/Strategy
To examine how
instructional support to
preschool teachers of
children with
disabilities and
challenging behaviors
affect three teachers’
classroom practices

Intervention/Strategy
To report the rate of
expulsion and
suspension in
Massachusetts’
preschool programs
and explore potential
predictors of risk for
expulsion and
suspension

Manchester, MA
Instrument =
PMHCQ

Analysis =
descriptive analyses

Quantitative

n = 4 teachers and 4
students

Sample = Early
childhood teachers
who had at least
one child
demonstrating
problem behaviors
in the classroom.
Children aged 2-5
years who
demonstrated
problem behaviors
in the classroom
Instruments =
Videotapes, social
validity
questionnaire
Analysis = data
were graphed and
visually analyzed

Qualitative

n=3

Sample = preschool
special education
teachers in one
North Carolina
county

Instruments = semi-
structured interview
format with open-
ended questions
Analysis =
qualitative analysis

Quantitative
n=119

Sample =
Massachusetts
preschool teachers
Instruments =
Preschool
expulsion and
suspension
practices, The Child
Care Worker Job
Stress Inventory,
The Pre-K Survey

offered at the most infrequent
option. 83% of the participants
reported there were children
with behavioral or emotional
problems. Only 57% of
participants reported a referral
or request for services had been
made. The teachers ranked the
importance of referring specific
problem behaviors exhibited by
preschool children for mental
health consultation.

All teachers increased their rate
of specific praise statements
following training. As the
teachers’ specific praise
statement increased, the target
children’s compliance and
engagement increased. Teacher
and child behaviors generalized
to a second transition activity.

The teacher participants
indicated the benefits of
interacting with colleagues
through the online learning
community. The teachers felt
more competent in managing
challenging behaviors after the
online interaction with their
colleagues.

During a 12-month period,
39% of teachers reported
expelling a least one child, and
15% reported suspending. The
preschool expulsion rate was
27.42 per 1000 enrollees, more
than 34 times the
Massachusetts K-12 rate and
more than 13 times the national
K-12 rate. Suspension rates of
preschoolers were less than that
of K-12. Larger classes, higher
proportion of 3-year-olds in the

Small number of
participants limited
the overall generality
of the findings. The
generalization of
findings to children
with developmental
disabilities is
unknown. Teacher
participants had
many years of
experience and
relatively high levels
of education.

The study took place
within 2 NAEYC-
accredited,
university-based
childcare centers.

The small number of
teachers
participating. The
researcher was also a
full-time teacher.
Most of the
classrooms had a
higher number of
children with
disabilities. The
short amount of time
involved in the
study. The
information
regarding teacher
efficacy was based
on teacher report
rather than
observable
measures.

The nature of the
cross-sectional data
makes it impossible
to draw causal
inferences. The
generalization of
findings to other
states is limited.
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Green, Malsch,
Kothari, Busse, &
Brennan (2012)

Jester-1les (2009)

Intervention/Strategy
To explore the
effectiveness of Early
Childhood Mental
Health Consultation
(ECMHC) services for
supporting children’s
social emotional
development in two
Head Start programs

Intervention/Strategy
To examine urban
early childhood
teachers’ beliefs
regarding the use of
behavioral supports for
children with
challenging behavior.

of Belief and
Practices, CES-D
Analysis = X2, MR

Quantitative and
qualitative

n=72

Sample = head
teachers, assistant
teachers, family
support workers,
program directors,
program managers,
and other staff of
two Head Start
programs, one in
large suburban and
rural county, and
another in rural
counties
Instruments =
Mental Health
Service Survey,
Qualitative
interviews with the
management team
Analysis = t-test,
Cohen’s d,
qualitative analysis

Quantitative and
qualitative
N=117

Sample = teachers
and assistant
teachers of Head
Start programs and
licensed
community-based
childhood
educational centers
in a large urban
setting

Instruments = The
Behavior Support
Questionnaire, and
Focus Group
Analysis = t-test,
ANOVA, and
qualitative analysis

class, and elevated teacher job
stress predicted increased
likelihood of expulsion.
Location in a school or Head
Start and teachers’ positive
feelings of job satisfaction
predicted decreased likelihood
of expulsion. Expulsion was
relatively rare in classes where
both teacher job stress and
class size were low. A higher
proportion of Hispanic children
in the class and lower teacher
job satisfaction predicted an
increased likelihood of
suspension.

Quantitative data: there was
significant improvement over
time in terms of reduced staff
stress, increased levels of
understanding of best practices
in early childhood mental
health, and more evidence of a
shared understanding of how
best to meet children’s mental
health. Qualitative data: while
there was some staff buy-in,
not all backed the goals of the
project. Three primary project
benefits were identified: the
increased time spent focusing
on mental health, the presence
of an external research team
member to facilitate the
process, and the unexpected
benefits in regards to staff
wellness.

Quantitative data: teachers
rated all strategies as important,
but not all as feasible. Years of
experience and age were
significantly correlated with
overall importance. No teacher
characteristics were
significantly correlated with
feasibility. Neither ethnicity
nor educational level was
significantly related to either
importance or feasibility
ratings. There was a statistical
difference between Head Start
teachers and community-based
teachers in terms of their
overall rating of importance,
but not with feasibility.
Qualitative data: teachers
across settings believed that
behavioral support strategies
were equally important.
Essential elements that must be
addressed in order to increase
the overall feasibility of
behavior support strategies
included ease, children’s

There was no control
group in the study.
The results were
tracked over time,
and therefore it is
not possible to know
whether the
improvements may
have been due to
staff development
over time. The
results of the
intervention were
from staff reports.
Additional research
may need to address
the effects of the
intervention on
observation of staff
practices and
outcomes of child
behavior.

The study used only
two preschool
settings, thus the
findings might not
be generalizable to
other preschool
settings. The study
used self-report
measure.
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Kim, Stormont, &
Espinosa (2009)

Kingsley (2011)

Nungesser & Watkins
(2005)

Raver et al. (2009)

Intervention/Strategy
To investigate the
relations among
specific program,
teacher, and child
factors and teachers’
strategies for
addressing young
children’s challenging
behaviors

Referral
To investigate factors

that preschool teachers
perceive as influencing

their referral decisions

for young children with

severe behavior
problems

Identification and
Intervention/Strategy
To illustrate preschool
teachers’ perceptions
and reactions to
challenging classroom
behaviors

Intervention/Strategy
To evaluate the

efficacy of the Chicago

Quantitative

n =236

Sample = teachers
who taught children
aged 3-5in
preschools or
childcare centers in
South Korea
Instruments:
ECWES, Center-
level support
questionnaire, K-
TBS, TSQ, SSRS,
and Satisfaction of
parent-teacher
communication
Analysis = factor
analysis, MR

Qualitative

n=13

Sample = preschool
lead teachers in a
several Head Start
programs
Instruments =
Semi-structured
interviews with
open-ended
questions.
Analysis =
qualitative analysis
using ATLAS:.ti
software

Quantitative
n=45

Sample = lead
teachers in
programs located
within a mid-sized
Midwestern
community
Instruments =
Teachers’
Perceptions of
Challenging
Behaviors in
Preschool-Age
Children Survey
Analysis =
descriptive analysis
of means and SDs,
content analyses

Quantitative
n =449 children
(231 in treatment

enjoyment, satisfaction,
effectiveness, and underlying
positive beliefs regarding
behavior.

Program, teacher, and child
factors contributed to teachers’
strategies for addressing
challenging behaviors.
Specifically, teachers’ beliefs
regarding developmentally
appropriate practices (DAP),
center level of support, and
severity of children’s
challenging behaviors were
associated with teachers’
reported strategies for
addressing problem behaviors.
DAP beliefs were the most
powerful predictor, explaining
25% of the variance in positive
proactive strategies for
addressing problem behaviors.

Teachers perceived intra and
inter-agency issues, service
availability, and other staff as
facilitating teachers’ referral
decisions. Teachers’
knowledge and perceptions of
child behavior as either
challenging or severe varied,
resulting in a tendency for
some teachers to delay
referrals. All teachers
perceived parents as the major
factor supporting or impeding
their referral decisions. Other
factors that influenced
teachers’ decision to delay
referrals were teachers’
perceptions of child risk factors
and teachers’ other
responsibilities competing with
their primary role as a
classroom teacher.

Teachers reported aggressive
types of behaviors to be more
disruptive than social
withdrawal. Teachers perceived
home environment to be a key
factor in contributing to
challenging behaviors.
Teachers responded with
reactive types of intervention
approaches (e.g., time out,
restraint, removal of privileges)
as opposed to more proactive
or prevention-oriented
approaches (e.g., functional
analysis, using choice
language, discussing feelings).

Results indicate significant
treatment effects (ds = 0.53-
0.89) for teacher-reported and

The study was based
on data from early
childhood teachers
in South Korea.
Therefore, the
findings may not be
generalizable to
other countries. The
study assessed
teachers’ reported
strategies for
addressing
challenging
behaviors,
concerning internal
validity.

Small sample size
and specific context
(e.g. program
characteristics) limit
the generalizability
of the findings.

The study was
unclear regarding
internal validity and
reliability of the
instrument. It was
not clear how the
researchers selected
the sample for the
study.

Data from teacher
reports may be offset
by the risk of
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Snell, Berlin et al.
(2012)

Snell, Voorhees et al.
(2012)

School Readiness
Project model, a
multicomponent
classroom-based
intervention, in
reducing preschoolers’
behavior problems

Identification and
Intervention/Strategy
To examine the self-
reported practices of
Head Start personnel
toward children’s
problem behavior

Identification,
Intervention/Strategy
and Referral

To use interviews and
classroom observation
to follow up a survey
of 78 Head Start staff
and collect additional
details about
administrator and staff
needs in regard to
addressing children’s
challenging behavior

group and 218 in
control group), 90
teachers

Sample = children
with behavior
problems who
enrolled in Chicago
School Readiness
Project (CSRP),
Teachers in the
cohorts that
implemented the
CSRP intervention
Instruments = C-
TRF, BPI, PIPPS,
K-6, Job Control
subscales of the
Child Care and
Early Education
Job Inventory,
CLASS, ECERS-R
Analysis = HLM, t-
test, effect size

Qualitative

n=78

Sample = HS staff
working in one of
five HS programs
serving children
ages 3 to 5 years in
a mid-Atlantic state
Instruments = The
Social Competence
in Preschool Survey
Analysis =
Qualitative analyses
using Excel
database

Qualitative

n =45 for
interviews

n =10 for
observations
Sample = HS staff
from five programs
in a mid-Atlantic
state who
participated in
above survey study
Instruments = The
Preschool-Wide
Evaluation Tool
Administrator
Interview Guide,
TPOT

Analyses = Coding
data by using
NVivo for
Preschool-Wide
Evaluation Tool
and descriptive
analysis using
SPSS for TPOT

independent observations of
children’s internalizing and
externalizing behavior
problems. Girls and Hispanic
children in the intervention
group tended to show larger
reductions in externalizing
behavior problems than did
their counterparts in the control
group. Children with no or one
poverty-related risk tended to
benefit from CSRP
intervention. Teacher’s job
demand and job control were
associated with children’s
internalizing and externalizing
behaviors. Teachers’
depressive symptoms were
weakly associated with
children’s problem behaviors.
Teachers’ behavior
management and classroom
climate were negatively related
to children’s problem
behaviors. Teachers reported
lower levels of internalizing
behavior problems in children
whose parents spoke Spanish.

HS staff listed externalizing
behaviors as the predominant
challenging behavior, identified
prevention and replacement
methods for addressing
problem behavior, indicated
families of children with
challenging behavior were
involved in intervention
planning and implementation,
and reported a need for
additional training on
classroom management and
positive behavior support.

Interviews showed that HS
staff identified externalizing
behaviors more often than
internalizing behaviors, stated
they used specific social skill
curricula to prevent problem
behavior and to teach social
problem solving, described a
referral process was used when
children had persistent and
serious behavior problems,
indicated families of children
with challenging behavior were
given opportunities to be
involved in intervention
planning, and reported the
primary support for children
with challenging behavior was
provided by mental health
specialists in 4 of 5 programs.
Observations revealed more
reactive practices than positive
practices.

reporter bias. The
CSRP’s efficacy
measured at the end
of school year does
not provide the
information about
sustained effects of
the intervention. The
findings cannot tell
which component of
CSRP intervention
may make the most
difference in
reducing children’s
behavior problems.
MHCs and teachers,
not through
independent ratings,
assessed quality and
quantity of service
provision.

The study included
heterogeneous
groups of
participants, had
small sample size
that only represented
staff from 5
programs in a
specific geographic
region, and involved
survey responses
which may not
reflect actual
practices and beliefs.

Teachers and
teaching assistants
were purposefully
selected from
different types of
classrooms.

Not all participants
in surveys took part
in the interviews and
observations.
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Stormont, Lewis, &
Smith (2005)

Intervention/Strategy
To investigate early
childhood
professionals’ opinions
regarding the use of
behavioral supports for
children with
challenging behavior

Quantitative

n=92

Sample =
professionals from
two early childhood
programs in the
state of Missouri
working with 3-6
years old who are at
risk or have
developmental
delays

Instruments =
Behavior Support
Questionnaire
Analysis = t-test,
ANOVA

Early childhood professionals
rated majority of behavioral
support items as mostly to
highly important. The
participants significantly rated
total importance higher than
total feasibility. The group of
Title | and early childhood
special education teachers has
significantly higher mean
ratings for total importance
than did paraprofessionals and
instructional aids. The group of
educators with undergraduate
and graduate degrees had
significant higher mean ratings
for total importance than did
professionals with only a HS
degree or some college
education.

The findings may be
generalizable to only
professionals
working with at-risk
children with
disabilities not
typically developing
children.
Professionals in this
study were
combined into
groups, therefore
were not
representative of
their professionals.
Data collected in one
state may limit the
generalizability of
findings to programs
in other states. The
study only
investigated supports
concerning school
wide PBS.

All 13 studies were empirical in nature. Types of research in these studies

involved quantitative research (Elias, 2004; Fullerton, Conroy, & Correa, 2009; Gilliam
& Shahar, 2006; Kim et al., 2009; Nungesser & Watkins, 2005; Stormont, Lewis, &
Covington Smith, 2005), qualitative research (Gebbie, Ceglowski, Taylor, & Miels, 2012;
Kingsley, 2012; Snell, Berlin et al., 2012; Snell, Voorhees et al., 2012), and mixed
methods research (Green, Malsch, Kothari, Busse, & Brennan, 2012; Jester-lles, 2009).
The assembled studies included 956 participants, with studies individually ranging from
three to 236 participants. The participants included preschool teachers, assistant teachers,
program directors, early childhood professionals, and other personnel. All selected
studies focused on at least one component of addressing emotional and behavioral
problems (identification, intervention, or referral). Five studies focused on preschool
teachers’ perceptions of identification for young children with emotional and behavioral
problems. Nine studies focused on preschool teachers’ strategies or interventions for

addressing young children with emotional and behavioral problems. Three studies
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focused on preschool teachers’ perceptions related to referral decisions for young
children with emotional and behavioral problems. In general, researchers investigated at
least one of the key factors: program, teacher, and child characteristics. Program factors
were explored in nine studies. Teacher factors were explored in seven studies. Child
factors were explored in seven studies. Two studies explored all three factors (Kim et al.,
2009; Raver et al. 2009). In addition, interactions and predictions of specific factors were
investigated in three studies (Gilliam & Shahar, 2006; Kim et al., 2009; Raver et al.,
2009).

There were several methodological strengths to the included studies. Eleven of the
13 studies employed surveys or questionnaires as the primary instrument for gathering
data. Eleven studies provided information about validity and reliability of questionnaires
or surveys. The reliability coefficients of the instruments used were moderate to high (.50
to .92). However, one study did not offer information about the validity and reliability of
the survey (Nungesser & Watkins, 2005). Snell, Voorhees and colleagues (2012) used
interviews and classroom observation to follow up a survey from a prior study by Snell,
Berlin and colleagues (2012) to collect additional details about Head Start staff responses
in regard to addressing young children’s challenging behaviors. They found similar
results to the prior survey and additional in-depth information about practices and barriers
to addressing children’s problem behaviors (Snell, VVoorhees et al., 2012). Gebbie and
colleagues (2012), Jeter-lles (2009), and Kingsley (2012) administered semi-structured
interviews with the participants using audiotape recordings. The audiotapes from the
interviews were transcribed and coded. The coded data from the interviews provided

more detailed, in-depth information about teachers’ perceptions of strategies for
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managing emotional and behavioral problems in young children. Gilliam and Shahar
(2006), Jeter-1les (2009), and Kim and colleagues (2009) conducted large-scale studies
with 117 to 236 participants, which had a positive effect on the power of these studies. In
addition, Raver and colleagues (2009) used a cluster-randomized design to assign
treatment and controlled conditions to investigate classroom-based intervention models.

Although the literature had several strengths, the nature of the research base was
constrained by several weaknesses. First, the teachers’ perceptions or reports of
addressing children’s emotional and behavioral problems were vulnerable to reporter
bias, and therefore might not be consistent with teachers’ actual functioning. This, in
effect, had a negative effect on the internal validity of these studies. Second, the literature
was limited as most involved small-scale studies within specific contexts. Nine of the 13
studies included preschool teachers from one setting, two study (Jester-1les, 20009,
Stormont, Lewis, & Covington Smith, 2005) included teachers from two settings, and
only one study (Gilliam & Shahar, 2006) included teachers from various settings. Two
studies explored the opinions of early childhood professionals from different disciplines
(Green et al., 2012; Stormont, Lewis, & Covington Smith, 2005). A study by Stormont
and colleagues (2005) combined professionals from diverse disciplines into groups,
therefore were not representative of their professionals. Moreover, another study
intentionally selected participants for the interviews and observation (Snell, Voorhees, et
al., 2012). Consequently, the ability to generalize from these studies was compromised by
these sampling issues. Third, the research base was divided by the focus of the studies
that concerned only one or two parts of the systems: identification, intervention, or

referral for problem behaviors.
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Major findings from the 13 studies determined several factors that were related to
preschool teachers’ perceptions of identification and intervention for young children who
exhibit challenging behaviors. The following section reveals the findings of this literature
review regarding factors that influence preschool teachers’ response to emotional and
behavioral problems in young children, with the emphasis on the teachers’ identification,
intervention, and referral for problem behaviors.

Influencing Factors on Preschool Teachers’ Addressing Problem Behaviors

The literature identified several factors that were related to preschool teachers’
perceptions of identification and intervention for addressing young children’s emotional
and behavioral problems (Elias, 2004; Fullerton et al., 2009; Gebbie et al., 2012; Gilliam
& Shahar, 2006; Green et al., 2012; Jester-lles, 2009; Kim et al., 2009; Kingsley, 2012;
Raver et al., 2009; Stormont, Lewis, & Convington Smith, 2005). The identified factors
fall under three fundamental categories in early childhood settings: program, teacher, and
child characteristics. The three factors contributing to preschool teachers’ identification,
intervention, and referral for young children with emotional and behavioral problems are
described as follows.

Program Factors. Researchers have found program characteristics, such as
program setting (e.g., public/private schools and Head Start, for-profit child care,
nonprofit agency), classroom climate, service availability, consultation with specialists,
and opportunities for professional development, affect preschool teachers’ strategies for
addressing children’s problem behaviors in the classrooms (Elias, 2004; Fullerton et al.,
2009; Gebbie et al., 2012; Gilliam & Shahar, 2006; Green et al., 2012; Jester-lles, 2009;

Kim et al., 2009; Kingsley, 2012; Raver et al., 2009). Gilliam and Shahar (2006)
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investigated factors associated with preschool expulsion, and found that locations of
preschool program were related to preschool teachers’ report of expelling young children.
Teachers in preschool programs located in public or private schools or Head Start were
less likely to expel children with disruptive behaviors, compared to teachers in preschool
programs located in for-profit child care centers or community-based non-profit agencies
(Gilliam & Shahar, 2006). Jeter-Iles (2009) examined urban preschool teachers’ beliefs
regarding the use of behavior support strategies, and found that there was a significant
difference in teachers’ overall ratings of importance of behavior support strategies
between Head Start teachers and community-based teachers. In addition, classroom
climate — classroom quality, teacher sensitivity, and behavior management — was related
to preschool teachers’ perceiving children to have challenging behaviors (Nungesser &
Watkins, 2005; Raver et al., 2009), and teachers’ constructing positive strategies to
address challenging behaviors (Kim et al., 2009).

Another program variable that has been found to have a significant impact on
teachers’ strategies for addressing problem behaviors in young children includes the
availability of ongoing consultation with mental health specialists to support teachers’
behavior management in the classrooms (Elias, 2004; Gilliam & Shahar, 2006; Green et
al., 2012; Kim et al., 2009; Snell, Voorhees et al., 2012). A survey of preschool teachers
concerning mental health consultation services in community-based early childhood
settings revealed 64% of preschool teachers reported mental health consultants provided
assistance with understanding the behavior problems of children in the classroom (Elias,
2004). Consistently, Head Start staff reported mental health specialists provided the

primary support for children with challenging behavior (Snell, Voorhees et al., 2012).
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Likewise, Green and colleagues (2012) found that a consultation with specialists
significantly reduced the stress of Head Start staff, and increased the staff’s levels of
understanding of how best practices in early childhood mental health meet children’s
mental health needs. Moreover, preschool teachers who had ongoing classroom-based
behavioral consultations with specialists were half as likely to report expelling young
children, compared to preschool teachers who had no relationships with the specialists
(Gilliam & Shahar, 2006).

Additionally, professional development has been found to be associated with
preschool teachers’ using effective interventions to address young children’s emotional
and behavioral problems (Fullerton et al., 2009; Gebbie et al., 2012; Green et al., 2012;
Raver et al., 2009; Stormont, Lewis, & Convington Smith, 2005). Several researchers
reported the effectiveness of professional development on preschool teachers’ addressing
challenging behaviors in young children (Fullerton et al., 2009; Gebbie et al., 2012;
Green et al., 2012; Raver et al., 2009; Stormont, Lewis, & Covington Smith, 2005). A
variety of interventions have been designed and implemented to assist preschool teachers
in addressing young children’s behavioral deficits in the classrooms, and teachers
following in-service trainings successfully implemented these interventions. As preschool
teachers’ specific strategies increased, young children’s problem behaviors decreased.

One study assessed the effectiveness of early childhood mental health
consultation (ECMHC), which involved collaboration between mental health specialists
and teachers in the classroom, found a reduction in preschool children’s behavior
problems (Green, et al., 2012). Another study evaluated the efficacy of the Chicago

School Readiness Project model — a multi-component intervention comprising four
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specific components including teacher training in behavior management, mental health
consultants’ coaching teachers in implementing the strategies in the classroom, mental
health consultants’ provision of stress reduction workshops for teachers, and mental
health consultants’ direct services to children with the highest emotional and behavioral
problems — and found a decrease in preschool children’s problem behaviors (Raver et al.,
2009). The other study investigated the effectiveness of a training designed to increase
preschool teachers’ use of praise statements as strategies for addressing problem
behaviors in young children at-risk for emotional behavioral disorders and found an
increase in the teachers' specific praise statements as well as children's compliance and
engagement after the training (Fullerton et al., 2009).

While results of these interventions were promising in changing young children’s
behavior outcomes, one study revealed some preschool teachers buy-in but not all
supported the goals of the intervention promoted in their programs (Green, et al., 2012).
Without preschool teachers’ fidelity to the program’s approaches to the intervention for
young children with emotional behavioral problems, the intervention cannot be
successfully implemented in the program. Therefore, additional research to investigate
preschool teachers’ perceptions of identification and intervention for addressing young
children’s emotional behavioral problems can more fully confirm the teachers’
sustainability of implementation, and the improvement in the outcomes for the children
involved.

Teacher Factors. Teachers’ characteristics including age, educational levels,
professional background, years of teaching experience, job stress/job demands, job

satisfaction, and teaching beliefs have been found to be related to preschool teachers’
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strategies for addressing children’s challenging behaviors (Gilliam & Shahar, 2006;
Jester-lles, 2009; Kim et al., 2009; Stormont, Lewis, & Covington Smith, 2005).
Stormont and colleagues (2005) explored the opinions of early childhood professionals
from diverse disciplines, including preschool teachers, regarding the use of behavioral
support strategies for children with challenging behavior by asking the professionals to
rate 24 behavioral support strategies as important or feasible and found that early
childhood professionals rated the majority of the behavior support items in the mostly
important range. The analysis of professionals’ characteristics revealed that the group of
teachers with higher educational level, undergraduate degrees and graduate degrees, was
more likely to rate positive and proactive strategies for children with challenging
behaviors as important than was the group of teachers with lower educational level, HS
degree and some college education (Stormont, Lewis, & Covington Smith, 2005).
Jeter-1les (2009) replicated the research by Stormont and colleagues (2005) to
include 117 preschool teachers in two urban settings and found that teachers’ years of
experience and teachers’ age were significantly related to importance ratings of behavior
support strategies, but none of teacher variables was found to be significantly related to
feasibility ratings. In contrast to Stormont and colleagues (2005), Jeter-1les (2009) found
that teacher educational level was not associated with either importance or feasibility
ratings of behavior support strategies. Similarly, the other study investigating the
relations between teachers’ highest degree and teachers’ strategies for addressing
challenging behaviors revealed that teachers’ highest degree was not correlated with

teachers’ behavioral strategies (Kim et al., 2009).
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Furthermore, Stormont and colleagues (2005) examined professionals’
backgrounds and professionals’ strategies for behavioral supports and found that the
group of Title I and early childhood special education teachers had significantly higher
ratings for positive and proactive strategies as important than did paraprofessionals and
instructional aids. This study, however, combined Title | and special education teachers
into one group and therefore the opinions of Title | teachers cannot be differentiated from
those of special education teachers in regard to the use of behavior supports for children
with challenging behaviors. Therefore, the additional study to compare the perceptions of
special education teachers to those of general education teachers regarding behavioral
support strategies for addressing young children’s problem behaviors is needed.

Teachers’ job demands, job stress, and job satisfaction have been linked to
teachers’ identification, intervention, and referral for problem behaviors in young
children (Gilliam & Shahar, 2006; Kingsley, 2012; Raver et al., 2009). Raver and
colleagues (2009) reported that teachers’ job demands and job control were both
associated with teachers’ ratings of children’ internalizing and externalizing behaviors.
Gilliam & Shahar (2006) found that teachers’ job stress was positively related to
teachers’ report of expelling children with problem behaviors, and that teachers’ job
satisfaction was negatively related to preschool expulsion. Kingsley (2012) investigated
factors that preschool teachers perceived as influencing their referral decisions for young
children with severe behavior problems, and found that teachers’ job demands (multiple
responsibilities) influenced the teachers to delay referrals for mental health services.

Another teachers’ characteristic identified to be related to teachers’ intervention

for problem behaviors in young children involves teachers’ beliefs regarding
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developmentally appropriate practices (DAP). Kim and colleagues (2009) found
significant relations between South Korean preschool teachers’ DAP beliefs and teachers’
use of behavioral strategies for addressing children’s challenging behaviors. Teachers
who believed in DAP reported providing positive and proactive strategies for children
with challenging behaviors (Kim et al., 2009).

Child Factors. Preschool teachers’ views of problem behaviors contribute to
identification and intervention for young children with emotional and behavioral
problems, and teachers’ perceptions of children’s behavior as challenging or severe vary.
Studies on preschool teachers’ identification of problem behaviors in young children
revealed that preschool teachers tended to identify externalizing behaviors (e.g.,
aggressive, disruptive, acting out) behaviors more often than internalizing behaviors (e.qg.,
withdrawn, anxious, depressive) behaviors (Nungesser & Watkins, 2005; Snell, Berlin et
al., 2012; Snell, Voorhees et al., 2012).

One study reported aggressive types of behaviors to be more disruptive than
behavior often characterized as social withdrawal (Nungesser & Watkins, 2005).
Nungesser and Watkins (2005) surveyed 45 preschool teachers about their perception and
approach to young children’s challenging behaviors and found that preschool teachers
reported the children’s family circumstances and classroom environments to be key
factors that contribute to children’s challenging behavior. However, the teachers were not
questioned about how these factors affect their identification and intervention for those
children with problem behaviors.

Teachers’ views about severity of challenging behaviors have been an influencing

factor on teachers’ decision-making process of intervention for young children with
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problem behaviors (Elias, 2004; Kim et al., 2009; Snell, Voorhees et al., 2012). Kim and
colleagues (2009) examined relations between child factors and South Korean preschool
teachers’ strategies for addressing challenging behaviors in young children, and found
that severity of challenging behaviors was correlated with the teachers’ use of negative
reactive strategies (e.g., time out, verbal reprimands). Moreover, severity of behavior
problems has been found to be associated with teachers’ referral decisions to mental
health services. Researchers reported preschool teachers described a referral process was
used when young children exhibited persistent and serious problem behaviors (Elias,
2004; Kim et al., 2009; Kingsley, 2012; Snell, Voorhees et al., 2012).

Child age and ethnicity have also been found to be associated with teachers’
identification and intervention for emotional and behavioral problems in young children
(Gilliam & Shahar, 2006; Raver et al., 2009). Investigators on preschool and child care
expulsion and suspension found that when there was a high proportion of three-year-olds
and Spanish children in the classrooms, these significantly predicted preschool teachers’
expulsion and suspension rates (Gilliam & Shahar, 2006). Furthermore, Raver and
colleagues (2009) reported that preschool teachers tended to rate children in classrooms
with higher percentage of African American children as having a higher number of
problem behaviors, and rate children whose parents spoke Spanish as having lower levels
of internalizing behavior problems.

In addition, teacher-parent communication has been considered to be another
major factor in supporting or impeding teachers’ identification and intervention for
problem behaviors in young children (Elias, 2004; Kim et al., 2009; Kingsley, 2012;

Snell, Berlin et al., 2012). Researchers have indicated preschool teachers’ resistance to
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categorizing young children with emotional behavioral problems and their fear of the
negative impact of identification on the teacher-parent relationship (Elias, 2004;
Kingsley, 2012). Kingsley (2012) investigated factors that preschool teachers perceived
as influencing their referral decisions for young children with severe emotional and
behavioral problems, and found that teachers expressed reluctance in assigning a
stigmatizing label, and that teachers were concerned about parents’ reactions to the
identification.

Consistently, Elias (2004) surveyed 42 preschool teachers regarding intervention
services for young children who displayed emotional or behavioral problems, and found
that a significant number of teachers reported difficulties in discussing children’s
emotional or behavioral problems with the parents. Another study by Snell, Berlin and
colleagues (2012) revealed that teachers indicated parent involvement as important to
intervention planning and implementation. Moreover, Kim and colleagues (2009)
reported satisfaction of communication with parents was associated with preschool
teachers’ positive proactive strategies (e.g., clear routines, environmental changes,
prompts or guidance for appropriate behaviors, intervention planning based on systematic
assessment) for addressing young children’s challenging behaviors.

Interactions and Predictions of Factors. Of the 13 studies, only three studies
explored interactions and/or potential predictions of specific factors for teachers’
identification and intervention for addressing problem behaviors in young children
(Gilliam & Shahar, 2006; Kim et al., 2009; Raver et al., 2009). Gilliam and Shahar
(2006) reported larger class size, higher proportion of 3-year-olds in the class, and

elevated teacher job stress predicted increased likelihood of preschool teachers’ expelling

64



children with problem behaviors. In addition, a higher proportion of Spanish speaking
children in the class and lower teacher job satisfaction predicted an increased likelihood
of preschool teachers’ suspending children with problem behaviors (Gilliam & Shahar,
2006).

Kim and colleagues (2009) investigated the potential predictors (classroom
climate, consultation with specialists, teacher DAP beliefs and teacher-parent
communication) for preschool teachers’ reported strategies, and found that DAP beliefs
were the most robust predictors of preschool teachers’ positive proactive strategies for
addressing challenging behaviors. Other factors including classroom climate, consultation
with specialists, and teacher-parent communication predicted small but significant
teachers’ reported strategies (Kim et al., 2009). Raver and colleagues (2009) investigated
various factors as predictors of children’s behavioral problems, and found that preschool
teachers tended to rate children who were enrolled in larger settings or in settings with
higher percentages of African American children who had teachers with Bachelor of Arts
degrees, or who came from families with at least one parent employed as having a higher
number of behavior problems.

The literature review suggested that there was very limited research about
predictors of preschool teachers’ identification and intervention for problem behaviors in
young children. Moreover, no systemic research has been conducted to determine
specific predictors of preschool teachers’ perceptions of positive behavior support.
Therefore, further research is warranted on the specific predictors for preschool teachers’

perceptions of behavior support strategies, to understand preschool teachers’ decision-
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making process on early identification and intervention for young children with

emotional and behavioral problems.

Summary

The influencing factors on preschool teachers’ perceptions of identification and
intervention for addressing young children’s emotional and behavioral problems can be
discussed in the conceptual framework of the present study. Bandura’s social cognitive
theory explains that human functioning is the result of continuous and dynamic
interactions between internal and external influences (Bandura, 2004). The empirical
research findings from the literature tend to support the conceptual framework in that
influencing factors, which include program, teacher, and child characteristics, have an
impact on preschool teachers as effective agents in taking action on behalf of young
children with emotional and behavioral problems. The pathway from influencing factors
on teacher agency to preschool teachers’ identification, intervention, and referral for
addressing young children’s emotional and behavioral problems is illustrated in Figure 2.

Figure 2. Factors Influencing Preschool Teacher’s Perceptions on Addressing Young
Children with Emotional and Behavioral Problems
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The literature discussed the relations between early childhood education factors
(program, teacher, and child characteristics) and preschool teachers’ identification,
intervention, and referral for emotional and behavioral problems in young children.
Program factors included program setting, classroom climate, consultation with
specialists, and professional development. Teacher factors included teacher age,
educational level, professional background, years of teaching experience, DAP beliefs,
and job stress/job demand. Child factors included age, ethnicity, severity of challenging
behaviors, and teacher-parent communication. The specific predictors for teachers’
identification and intervention for addressing problem behaviors included classroom
climate, program/class size, teacher DAP beliefs, teacher education levels, teacher job
stress, teacher job satisfaction, child age, child ethnicity, and teacher-parent

communication.
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From the literature review, it was clear that classroom climate, consultation with
specialists, and professional development, teacher DAP beliefs, teacher job stress/job
demand, child ethnicity, and severity of problem behaviors were associated with
preschool teachers’ identification and interventions for problem behaviors in young
children. However, program setting, teacher age, teacher educational level, teacher
professional background, teaching experience, and teacher-parent communication were
less clearly related to teachers’ identification and interventions for young children with
problem behaviors. There was also very limited research on predictions of preschool
teachers’ identification and intervention for problem behaviors in young children. In
addition, no systematic research has been conducted to determine the relative influence of
all three factors (program, teacher, and child variables) on preschool teachers’
identification and intervention for emotional and behavioral problems in young children
with the emphasis on teachers’ perceptions of the use of behavior support strategies, and
to compare general education teachers’ perceptions to those of special education
teachers’ regarding behavior support strategies.

Thus, further research is necessary to explore the relations among program,
teacher, and child factors and preschool teachers’ perceptions of behavior support
strategies for addressing young children’s emotional and behavioral problems, to identify
the strongest predictors of preschool teachers’ perceptions of the strategies, and to
compare the perceptions of general education teachers to those of special education

teachers regarding behavior support strategies in preschool classrooms.
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Chapter 3: Methodology

Chapter 3 provides an explanation of the methodology used for this study, and a
detailed description of the research design. It begins with an overview of the literature
review and the purposes of the present study. Next, the research questions and
coordinating hypotheses associated with the study are outlined. Then, the information
about population and sample studied is provided. Furthermore, the instrumentation
utilized to answer the research questions is explained. In addition, data collection and
statistical evaluation methods for data analysis within the study are specified. Lastly,

risks and benefits to the human subjects for this study are addressed.

Overview

The findings from literature review clearly identified early childhood education
factors such as classroom/program climate, consultation with specialists, professional
development, teacher DAP beliefs, teacher job stress/job demand, child ethnicity, and
severity of children’s problem behaviors were associated with preschool teachers’
identification and interventions for problem behaviors in young children. The findings,
however, less clearly recognized the relations among other factors such as program
setting, teacher age, teacher educational level, teacher professional background, years of
teaching experience, and teacher-parent communication and preschool teachers’
identification and interventions for young children with problem behaviors. In addition,
no systematic research has been conducted to determine the relative influence of
program, teacher, and child factors on preschool teachers’ perceptions of behavior

support strategies, and to find the strongest predictors for preschool teachers’ perceptions
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of behavior support strategies. Consequently, this study utilized a quantitative research
approach to explore whether there were program, teacher, and child factors that
influenced preschool teachers’ perceptions of the importance and feasibility of behavior
support strategies for addressing emotional and behavioral problems in young children, to
identify which specific factors (program setting, teacher DAP beliefs, and severity of
problem behaviors) best predict the teachers’ perceptions, and to compare special

education teachers’ perceptions to those of general education teachers.

Research Questions and Hypotheses

This study investigated factors that influenced preschool teachers’ identification
and intervention for emotional and behavioral problems in young children. It examined
preschool teachers’ perceptions of the importance and feasibility of behavior support
strategies for addressing young children’s emotional and behavioral problems in early
childhood education settings.

The primary research question for this study was as follows: what are factors that
influence preschool teachers’ perceptions of behavior support strategies for addressing
emotional and behavioral problems in young children? The specific research questions
and hypotheses addressed in this study were as follows:

RQ1. Are there relations among program, teacher, and child factors (program
setting, professional development, consultation with specialists, teacher
age, teacher education level, teacher DAP beliefs, teacher job stress/job
demand, child ethnicity, severity of problem behaviors, and teacher-parent

communication) and preschool teachers’ perceptions of the importance and
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feasibility of behavior support strategies for addressing emotional and
behavioral problems in young children?

H1. Itis hypothesized that program, teacher, and child factors are associated
with teachers’ importance and feasibility ratings, having stronger
correlations with the importance ratings than the feasibility ratings. Among
program factors: program setting, professional development, and
consultation with specialists are positively correlated with teachers’
importance and feasibility ratings. Among teacher factors: teachers’ age,
educational level, and DAP beliefs are positively correlated with teachers’
importance and feasibility ratings, and teachers’ job stress/job demand is
negatively correlated with teachers’ importance and feasibility ratings.
Among child factors: high percentages of Hispanic children and African
American children are negatively associated with teachers’ importance and
feasibility ratings, satisfaction of teacher-parent communication is
positively correlated with teachers’ importance and feasibility ratings, and
severity of problem behaviors is negatively correlated with teachers’
importance and feasibility ratings.

RQ2. Which specific program, teacher, and child factors (program setting, teacher
DAP beliefs, and severity of problem behaviors) best predict preschool
teachers’ perceptions of the importance and feasibility of behavior support
strategies for addressing emotional and behavioral problems in young
children, while controlling for relations among other predictors?

H2. Itis hypothesized that teacher DAP beliefs are the strongest predictors of
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RQ3.

H3.

teachers’ importance and feasibility ratings of behavior support strategies,
while controlling for relations among other predictors (program setting and
severity of problem behaviors).

Is there a difference between general education teachers and special
education teachers with respect to their perceptions of the importance and
feasibility of behavior support strategies for addressing emotional and
behavioral problems in young children?

It is hypothesized that there is a difference between general education
teachers and special education teachers regarding their importance and
feasibility ratings of behavior support strategies. Special education
teachers’ importance and feasibility ratings are higher than those of general

education teachers.

Research Design

This was a cross-sectional and exploratory study, using quantitative research

methodology and between-participants design (Creswell, 2014). The data were collected
at one point in time, from a group of preschool teachers working in early childhood
education programs in a large, middle Atlantic State. Correlational research was the
statistical treatment for this study. Survey method was utilized to examine the variables
that measured preschool teachers’ perceptions of behavior support strategies, whether
there were relations between independent variables (program, teacher, and child factors)
and dependent variables (teachers’ ratings of the importance or feasibility of behavior

support strategies), which specific variables (program setting, teacher DAP beliefs, and
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severity of problem behaviors) best predicted preschool teachers’ importance and
feasibility ratings of behavior support strategies, and whether there was a difference
between general education and special education teachers’ importance and feasibility
ratings of behavioral support strategies.

A self-report questionnaire (see Appendix D) was used with preschool general
and special education teachers to collect the data on their perceptions of the importance
and feasibility of behavior strategies for addressing young children with emotional and
behavioral problems. The questionnaire also collected data on program setting, program-
level support, teacher age, teacher gender, teacher educational level, teacher professional
background, years of teaching experience in preschool setting, teacher experience with
behavioral management and trainings, teaching beliefs, teacher job demands, child
ethnicity, number of children in the classroom or caseload, number of children with
problem behaviors in the classroom or caseload, severity of problem behaviors, and
satisfaction of teacher-parent communication.

Survey Methodology Rationale

The survey was intended to examine factors that influenced preschool teachers’
perceptions of behavior support strategies for young children with emotional and
behavioral problems, and to generalize from a sample to a population so that inferences
could be made about the perceptions of preschool teachers. Surveys are most frequently
used as assessment methods because of their effectiveness in collecting data from a large
sample and their advantage of identifying attributes of a large population from a small
group of individuals (Fowler, 2009). The surveys allow participants to respond

confidentially, and at their convenient time, and therefore the participants may be more
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willing to share information that does not reflect well on their professional practices than
they might have been in other format such as an interview. Moreover, well-designed
surveys can provide practical information for program planning and professional

development (Snell, Berlin et al., 2012).

Method
Participants

This study gathered primary data from general education and special education
teachers working within preschool programs in a large, middle Atlantic state. The
population from which the sample was drawn included preschool teachers who taught 3
to 5-year-old classrooms in early childhood education programs such as federally funded
Head Start program, STEP (Starting Towards Excellence in Preschool) program, public
school-based preschool program, and licensed community-based or private preschool
program.

Head Start program is a federally funded, comprehensive preschool program for
children who live in poverty. The program must meet the federal Head Start standards
including complying with Department of Early Education and Care (EEC) requirements.
STEP program is a state-licensed preschool program for children who reside in families
with income levels within the Reduced Lunch Guidelines, and children with identified
special needs or for whom English is a Second Language (ESL). Public school-based
preschool program is funded by the federal Individuals with Disabilities Education Act

Part B, Section 619 and overseen by the state’s Department of Education, but are exempt
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from licensing. Licensed community-based or private preschool program is generally
privately funded and must meet Department of EEC licensing requirements.

A random sample of preschool programs was drawn from the lists of licensed
early childhood programs and public school-based prekindergarten programs during the
2014 to 2015 school years. The lists were obtained from the Offices of Child Care
Services and the State Department of Education. In selected programs, the 3 to 5-year-old
classrooms were chosen. In each selected classroom, only full-time teachers who were
most directly responsible for daily care and education of children were recruited to
complete a paper-based comprehensive survey.

Sample size. Power analysis was used to determine sample size for the present
study. All sample size calculations were based on a statistical power of .70 and alpha of
.05 (Cohen, 1988). For analyses of correlation, variance, and t-test, Cohen’s tables for
sample size were used to conduct power analysis (Cohen, 1988). For multiple regression
analysis, a sample size calculation was based on the formula n* = L/f2 + k +1 (Cohen,
Cohen, West, &, Aiken, 2003). In addition, the minimum meaningful effect sizes were
used to determine necessary sample size. The effect sizes provide the degree to which a
phenomenon exists (Cohen, 1988), and therefore are important in interpreting the
practical significance of findings from statistical analyses (Hinkle, Wiersma, & Jurs,
2003). This study used a medium effect size for power analysis as it indicates a moderate
to large difference.

To determine a medium effect size (r =.30) for correlational analysis, the
minimal sample size of 67 would be required for significant tests (Cohen, 1988). To

determine a medium effect size (f = .25) for a one-way analysis of variance of three
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levels, the minimal sample size of 42 for each group would be required to achieve
specified power value (Cohen, 1988). To determine a medium effect size (d = .50) for
independent-samples t-test analysis, the minimal sample size of 50 for each group would
be required in order to detect a significant difference in outcomes (Cohen, 1988). To
determine a medium to large effect size (f2 = .0667) for multiple regression analysis with
three predictors, the minimal sample size of 136 would be required in order to detect
significant individual predictors. Accordingly, the minimal sample size of 136 was
required for this study.

In addition, participant response rate needs to be considered when conducting
survey research. A good response rate (70% or higher) is important to generalizability
and utility of results (Parker, Manan, & Urbanski, 2012). In general, the response rate of
surveys done by directed contact with participants is high (Fowler, 2009). Parker and
colleagues (2012) examined participants’ response rate and found that the response rate
for survey research was 81% when participants were recruited in person. Consequently,
this study aimed for a minimum of 168 surveys in order to obtain a sample size of 136
participants.

Dealing with item nonresponse. All surveys have to deal with the fact that some
respondents do not provide answers to every question (Fowler, 2009). According to
Fowler (2009), the rates of item nonresponse are typically low for most well designed
survey. Moreover, when item nonresponse is less than 5%, the potential for that
nonresponse to distort the estimates is minimal (Fowler, 2009). In dealing with item
nonresponse, this study left those respondents who did not provide complete information

out of the analysis.

76



Measures

Data of preschool teachers’ perceptions of behavior support strategies were
obtained from a paper-based comprehensive survey, “Addressing Preschool Emotional
and Behavioral Problems Questionnaire” (see Appendix D). The survey was designed to
obtain preschool teachers’ reports regarding their program, teacher, and child
characteristics as well as their perceptions of the importance and feasibility of behavior
support strategies. The sections of this comprehensive survey that provide data for this
study were divided into demographic measures and several validated instruments. The
program, teacher, and child demographic information that was collected from
demographic sections included type of program, teacher age, teacher gender, teacher
ethnicity, teacher highest degree earned, years of teaching experience, professional
background, numbers of children in classroom/caseload, number of children in
classroom/caseload by general and special education status, number of children by gender
in classroom who display emotional and behavioral problems, percentages of children
from ethnic groups, and previous experience or training of positive behavior support
(PBS). In addition, other information that was collected from various instruments
included program-level support, teachers’ ratings of behavior support strategies, teachers’
job demands, teachers’ DAP beliefs, teachers’ reported severity of problem behaviors,
and satisfaction of teacher-parent communication. The measures for this study are
described as follows.

Measures: Teachers’ perceptions of behavior support strategies. For the
present study, the dependent variables measured were teacher-reported ratings of the

importance and feasibility of behavior support strategies.
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Behavior support strategies. To assess teachers’ perceptions of behavior support
strategies, the behavior support questionnaire was used. The questionnaire, developed by
Stormont and colleagues (2005), explores teachers’ views regarding the importance
(having significant worth) and feasibility (being practical) of behavior support strategies
for young children in preschool settings. The items on the questionnaire were selected
based on research that had supported both their individual and combined use to support
young children’s appropriate social behavior (Stormont, Lewis, & Covington Smith,
2005).

The behavior support questionnaire has two subscales of 24 items each. The first
rating scale focuses on preschool teachers’ opinions regarding the importance of each
behavior support strategy. The second rating scale focuses on preschool teachers’
opinions regarding the feasibility of each behavior support strategy. The questionnaire
lists 24 behavioral support strategies and two 7-point Likert-type scales for each item,
one for importance and another for feasibility of use with children who have problem
behaviors. A range of options is available for rating an item’s importance and feasibility.
An odd number of responses is chosen so that “neutral” can be an option. Ratings of 6
indicate strategies that teachers regard as extremely important or totally feasible. Ratings
of 0 mean that the strategies are not at all important or feasible. Score on behavior
support strategies run from 0 to 144 for each subscale.

The content validity for the questionnaire was established by having three experts
in the fields of behavior disorders and school wide PBS review the items for their
appropriateness for use with young children in both early childhood general and special

education settings (Stormont, Lewis, & Covington Smith, 2005). The items also reflect
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current knowledge of the key features of successful positive behavioral support. These
key features include defining and teaching behavioral expectations, recognizing
appropriate behavior, proactively cueing for appropriate behavior prior to behavior errors,
and having systems in place for supporting individual children (Stormont, Lewis, &
Covington Smith, 2005).

Stormont and colleagues (2005) established the reliability of the questionnaire by
conducting internal consistency analysis and inter-rater reliability. Cronbach’s alpha for
the 48 items (24 importance and 24 feasibility) was .92 indicating a high level of
consistency. An item analysis was also conducted to determine whether the alpha was
negatively influenced and it was found that no item was determined to negatively
influence the alpha (Stormont, Lewis, & Covington Smith, 2005). In addition, Jester-1lles
(2009) measured Cronbach Alpha scores separately for the importance scale and the
feasibility scale and indicated both scales as having high internal consistency with the
alpha for importance scale was .898 and the alpha for feasibility scale was .928.

Measures: Program factors. There were three independent variables measured
for program factors: program setting, professional development, and consultation with
specialists. These variables were assessed through teacher report.

Program setting. Program setting was defined by three different categories:
public school-based preschool program, Head Start and STEP programs, and community-
based or private preschool program. The Head Start program and the STEP program were
grouped together because of the unique characteristics of the children in the programs.
Teachers described the type of preschool program in which they were teaching by

checking the box or boxes that applied to their programs including public school-based
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preschool program, Head Start program, private preschool program, and other. This
variable was coded as 1 for public school-based preschool program, 2 for Head Start or
STEP program, and 3 for community-based or private preschool program. Public school-
based preschool program was a reference group.

Program-level support. Program-level support is defined as administrator support
for teachers of children with emotional and behavioral problems, and availability of in-
service professional development and specialists (Kim et al., 2009). To assess program-
level support for teachers with children who had or were at-risk for emotional and
behavioral problems, this study used the following two questions adapted from research
study by Kim and colleagues (2009): (1) How often does your program provide
opportunities for in-service professional development focused on helping children with
emotional and behavioral problems? (2) Does your program provide any materials,
resources, or specialists for assisting children with emotional and behavioral problems?
Each item is rated on a 5-point Likert-type scale with the responses ranging from never to
almost always. Ratings of 0 indicate the support and resources are never provided.
Ratings of 4 indicate the support and resources are almost always provided. Score on
program-level support runs from 0 to 8. Both questions are analyzed as the independent
variables “in-service professional development” and “consultation with specialists,”
respectively (Kim et al., 2009).

Measures: Teacher factors. Independent variables measured for teacher factors
include years of teaching experience, highest degree earned, teacher age, educational
background (general education and special education), teaching beliefs, and teacher job

demands. These variables were assessed through teacher report.
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Years of teaching experience. Teacher years of experience were treated as
continuous variables. Teachers reported how many years of teaching experience they had
had in the preschool setting.

Highest degree earned. Three different levels define teacher highest degree
earned: high school diploma or some college, undergraduate degree, and some graduate
school or graduate degree. Teachers reported their educational level by checking the
category/categories that applied to them. This variable was coded as 1 for high school
diploma or some college, 2 for undergraduate degree, and 3 for some graduate school or
graduate degree. High school diploma or some college was a reference group.

Age. Teacher age was treated as continuous variable. Teacher reported the
numbers of years of their age.

Professional background. Teacher professional background was defined as
general education and special education. Teachers were asked to describe the type of their
professional by checking the box that applies to them. This variable was used as
independent variable for independent-samples t-test analyses to determine the difference
between the ratings from general education teachers and special education teachers
regarding the importance and feasibility of behavior support strategies.

Teaching beliefs. This study used the Teacher Beliefs Scale (TBS) to measure
teachers’ beliefs. The TBS was originally developed by Charlesworth and colleagues
(1993) to measure teachers’ beliefs regarding developmental appropriate practices (DAP)
as distributed by the National Association for the Education of Young Children or
NAEYC (Charlesworth, Hart, Burts, Mosley, & Fleege, 1993). The TBS includes 36

items that are rated on 5-point Likert-type scales with the responses ranging from 0 for
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not important at all to 4 for very important, to determine how important participants
believe in a particular practice. The items represent five DAP constructs (appropriate
social, appropriate individualization, appropriate interaction, appropriate literacy
activities, and appropriate integrated curriculum), which can be grouped into three
components (Sexton, 2002). Component I consists of 13 items related to beliefs about
facilitating children’s social development, independence, and environmental engagement
(DAP Social Development, Child Independence, and Engagement Beliefs). Component Il
consists of 11 items involved beliefs about instructional practices and classroom
management (DAP Instructional Practices and Classroom Management Beliefs).
Components 11 consists of four items related to beliefs about literacy and math
curriculum (DAP Literacy and Math Curriculum Beliefs). This study used the component
I of TBS to gather preschool teachers’ DAP beliefs for social development,
independence, and engagement in young children. Score on TBS component | runs from
0 to 52. Estimates of internal consistency reliability using Cronbach’s alpha was .90 for
all items of DAP Social Development, Child Independence, and Engagement Beliefs
(Sexton, 2002).

Teacher job demands. This study planned on using the questionnaire of teacher
job demands from Job Demands subscale of the Child Care Worker Job Stress Inventory
developed by Curbow and colleagues (2000). Teachers report job overload on the 17
items of Job Demands subscale about stressful situations and demands associated with
providing early care and education. All items are rated on a 5-point Likert-type scale with
the options ranging from O for rarely/never to 4 for most of the time. Score on teacher job

demands runs from 0 to 68. The survey was validated on a sample of 196 randomly
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selected childcare workers in Maryland, and the Job Demands subscale demonstrated
adequate internal consistency with Cronbach’s alpha of .77 (Curbow, Spratt, Ungaretti,
McDonnell, & Breckler, 2000).

However, the ‘job demands’ variable was dropped from this study due to failure
to obtain a permission to use the questionnaire from the author, after several attempts to
request the approval via emails and letters.

Measures: Child factors. In this study, three independent variables measured for
child factors include percentages of children’s ethnicity, severity of problem behaviors,
and satisfaction of teacher-parent communication. These variables were assessed through
teacher report.

Ethnicity. Ethnicity of children was grouped into African American, European
American, Asian American, Hispanic, and other. Teachers were asked to report
approximate percentages of children from each ethnic group in their classroom or
caseload by putting the numbers in each box. This variable was treated as continuous
variable.

Severity of problem behaviors. For teachers’ reported severity of problem
behaviors, this study used the problem behaviors subscale of the Social Skills
Improvement System (SSIS-RS) developed by Gresham and Elliott in 2008 (Gresham,
Elliott, Vance, & Cook, 2011). The SSIS-RS problem behaviors subscale (teacher form)
consists of 39 items, which include 12 externalizing, seven internalizing, five bullying,
seven hyperactivity/inattention, and 15 autism spectrum problem behaviors (Gresham,
Elliott, Vance, & Cook, 2011). This study used only externalizing and internalizing

problem behaviors items for teachers’ reported severity of problem behaviors. Teachers
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were inquired to rate how frequently the 19 behaviors occurred in their classrooms using
4- point Likert-type scales with the responses ranging from 0 for never to 3 for almost
always. Score on severity of problem behaviors runs from 0 to 57. The internal
consistency using Cronbach’s alpha was .93 for Externalizing, and .83 for Internalizing
(Gresham, Elliott, Vance, & Cook, 2011). This study used SSIS-RS in its original test

form as per Pearson’s copyright.

Satisfaction of teacher-parent communication. This study used the question
from the research study by Kim and colleagues (2009) that adopted one question from the
research study by Windsor in 1999 to assess teachers’ perceived satisfaction with
communication with parents of children who display emotional and behavioral problems.
The participants were requested to rate their satisfaction with the contact they had with
parents of children who exhibit emotional and behavioral problems using a 5- point
Likert-type scale with the options ranging from no contact to very satisfactory. Rating of
0 indicates there is no contact between the teacher and the parent. Rating of 4 indicates
that the teacher is very satisfied with teacher-parent communication. Score on satisfaction

of teacher-parent communication runs from 0 to 4.

Measures: Predictor factors. This study sought to investigate which specific
variables (program setting, teacher DAP beliefs, and severity of problem behaviors) were
the strongest predictors of preschool teachers’ importance and feasibility ratings of
behavior support strategies. As described in previous sections, program setting was coded
as follows: 1 for public school preschool-based program, 2 for Head Start and STEP
programs, and 3 for community-based or private preschool program. Public school

preschool program was the reference group. Teacher DAP beliefs were measured by the
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assessment of teaching beliefs about facilitating children’s social development,
independence, and environmental engagement. The scores on teacher DAP beliefs run
from 0 to 52. Severity of problem behaviors was measured by the assessment of teachers’
reported severity of problem behaviors occurred in their classroom, with scores running
from 0 to 57. Behavior support strategies were measured by the teachers’ ratings of the
importance and feasibility of using behavior support strategies, with scores running from

0 to 144 for importance subscale and from 0 to 144 for feasibility subscale.

Procedures

Approvals to conduct the present study were obtained from the Institutional
Review Boards (IRBs) at the George Washington University and the school districts
where the public preschools and the Head Start programs (within public schools) are
located. Additionally, the permissions were obtained from the manager or director of
each Head Start program (within private nonprofit organizations), community-based or
private preschool program for the programs and teachers to be involved in the study.

This study gathered primary data from early childhood general education and
special education teachers, who worked in preschool programs in a large, middle Atlantic
state in the United States. A sample of preschool programs was randomly selected from
lists of licensed early childhood programs and public school-based prekindergarten
programs during the 2014 to 2015 school years, obtained from the State Department of
Education and the Office of Child Care Services. These programs included Head Start
and STEP programs, public school-based preschool programs, and community-based or
private preschool programs. In selected programs, the 3 to 5-year-old classrooms were

chosen. In each selected classroom, only full-time teachers who were most directly
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responsible for daily care and education of children were recruited to complete all
measures. The teachers received a paper-based comprehensive survey, a consent form, a
return envelope, and a cover letter explaining the study.

For survey administration, the researcher contacted the managers, directors or
administrators of selected preschool programs first by email or telephone, and then in
person to explain the rationale and purpose for the study and request the number of 3 to
5-year-old classrooms and teachers most responsible for care and education in those
classrooms. The researcher also included an invitation to be part of the study (see
Appendix A) with the contact. For the managers, directors or administrators who agreed
to have their teachers participate in the study, the researcher delivered a consent letter
(see Appendix B) as a part of the proposal. The managers, directors or administrators
were asked to review and sign the consent form. The researcher also explained to the
managers, directors or administrators in person, the rights of their center or program as
research sites and provided instructions on how to complete surveys.

For some programs, depending on each participated program’s preference of
contact, the researcher met with the teachers within the programs during pre-arranged
professional development meetings or via telephone conferences to ask for volunteers to
participate in the study. For other programs, the researcher sent an email invitation to
each teacher to request the teacher’s participating in the study. The participants who met
the study criteria and consent to participate in the study were asked to review the consent
form (see Appendix C). The participants who signed the consent form received a survey
(see Appendix D). In addition, the researcher informed all participants that data would be

treated in a manner to protect confidentiality. Approximately two weeks after distributing
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the surveys, the researcher made a phone call or sent an email to each participated
program and asked whether the surveys could be picked up. Once the surveys were ready,
the researcher picked up completed surveys from the participating preschool programs.
However, some participating preschool programs requested that the researcher provided
each teacher with a self-addressed and postage-paid envelope for the teacher to place the
completed survey in the mail. In order to protect their confidentiality, no teachers’ names
were associated with any completed surveys.
Data Analysis

There are three main goals of analyses in the present study: (1) to explore
potential associations of preschool teachers’ perceptions of the importance and feasibility
of behavior support strategies, (2) to determine the strongest predictors for the teachers’
perceptions of the importance and feasibility of behavior support strategies, and (3) to
examine whether the perceptions of general education teachers are different from those of
special education teachers. Descriptive statistics were utilized to provide basic features of
the data and the summaries about the sample and measures used in this study. These
included descriptive information on program setting, teacher age, teacher educational
level, teacher background, and child ethnicity, as well as means and standard deviations
for preschool teachers’” importance and feasibility ratings of 24 behavior support
strategies, program level of support, years of teaching experience, teaching beliefs,
severity of problem behavior, and teacher-parent communication.

Justification for data analysis. Although the data of this study are hierarchical in
nature (teachers are clustered within different preschool settings), for data analysis, this

study used simple correlation (Pearson’s r), one-way analysis of variance (one-way
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ANOVA), and multiple regression (MR) as opposed to hierarchical linear modeling
(HLM) that allows individual teachers analyses while accounting for variation among
different programs (Gelman & Hill, 2007). The justification for conducting Pearson’s r,
ANOVA, and MR analyses, instead of HLM or multilevel (individual and organizational
levels) analyses because of sample size issues. In HLM analysis, a study with small
sample sizes at cluster-level components and small to moderate numbers of clusters may
produce biased estimates and a high Type | error (McCoach, 2010). According to
McCoach (2010), the numbers of clusters have an impact on the estimates of variance
components, the standards errors, and the parameter estimates. While the minimum
numbers of 10 clusters may be possible for a multilevel analysis, at least 30 clusters are
required to produce unbiased estimates of the variance components, and at least 100
clusters are needed to have reasonable estimates of standard errors (McCoach, 2010).
Since this study had less than 10 clusters (three program settings), Pearson’s r, ANOVA,
and MR were conducted for data analyses.

Pearson’s r and one-way ANOVA analyses were used to address research
question 1. In order to explore potential associations of preschool teachers’ perceptions of
the importance and feasibility of behavior support strategies, both importance and
feasibility ratings of behavior support strategies were examined for their relations with
the program, teacher, and child variables as described in the measures section. These
variables included program setting, professional development, consultation with
specialists, teacher age, teacher educational level, years of teaching experience, teacher
DAP beliefs, child ethnicity, severity of problem behaviors, and satisfaction of teacher-

parent communication.
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Furthermore, MR analyses were utilized to address research question 2. To
investigate potential predictors of preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies, behavior support strategies’ importance and
feasibility ratings were separately regressed against the specific program, teacher, and
child variables including program setting, teachers’ DAP beliefs, and teachers’ reported
severity of problem behaviors. The dependent variables, the importance and feasibility of
behavior support strategy or PBS, were explained in terms of the three predictor
variables: program setting or PROG (types of programs), teacher DAP beliefs or DAP
(score on teaching beliefs assessment), and severity of problem behaviors or SEVER
(score on teacher reported severity of problem behaviors). The three predictors were
entered as independent variables into two separated multiple regression models, one for
importance subscale and another for feasibility subscale of behavior support strategies:
PBSimportance = bo + b1 (PROG) + b2 (DAP) + bz (SEVER), as illustrated in Figure 3; and

PBSteasibility = bo + b1 (PROG) + bz (DAP) + bs (SEVER), as illustrated in Figure 4.

Figure3. Regression model 1: R?importance. PROG, DAP, SEVER
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Figure 4. Regression model 2: R2 teasibility. PROG, DAP, SEVER
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In addition, independent-samples t-test analyses were employed to address
research question 3. To determine the differences between general education teachers and
special education teachers in terms of their perceptions of the importance and feasibility
of behavior support strategies for addressing young children’s emotional and behavioral
problems, the means of general education teachers’ ratings of behavior support strategies
and the means of special education teachers’ ratings of behavior support strategies were
compared for both importance and feasibility subscales. Moreover, paired-samples t-test
analysis was conducted to evaluate the difference in the means of the importance ratings
and the means of the feasibility ratings of behavior support strategies.

Accordingly, there were three steps to the data analysis for this study, which was
illustrated in Table 2. First, Pearson product-moment correlation coefficient and one-way
analysis of variance (one-way ANOVA) were used to examine the bivariate association
of the importance and feasibility scores with program, teacher, and child variables, and

identify which program, teacher, and child variables were related to the factors from
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behavior support strategies for importance and feasibility subscales. Second, specific
variables of program, teacher, and child variables: program setting, teachers’ DAP
beliefs, and teachers’ reported severity of problem behaviors were clustered and entered
as independent variables into multiple regression analyses to identify the strongest
predictors for preschool teachers’ perceptions of the importance and feasibility for
behavior support from each variable. Third, independent-samples t-tests were conducted
to examine the differences between general education teachers and special education
teachers, and paired-samples t-test was computed to evaluate if the overall importance
and feasibility ratings were significantly different. The Statistical Program for Social
Sciences (SPSS) 22.0, the current version of statistical software program SPSS, was used
to conduct the statistical analyses discussed (Green & Salkind, 2011, 2014). An alpha

level of .01 (two-tailed) was set.

Table 2

Data Analysis of the Study

Research Questions Analyses Type of Data
RQ1 Pearson’s r Correlations Early childhood education
One-way ANOVA variables (program, teacher,

and child) and PBS factors

RQ2 MRs Specific variables (program
setting, DAP beliefs,
reported severity of problem
behaviors) and PBS factors

RQ3 t-tests Differences between ratings
from special ed. teachers
and general ed. teachers
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Human Subjects Protection

Risks

Although every study that involves human subjects has certain risks, risks to the
human subjects for the present study were minimal. Participants were asked to complete a
20-30 minute comprehensive survey, in which they were asked to give their general
background information and their opinions regarding the importance and feasibility of
behavior support strategies for young children who have or are at-risk for emotional and
behavioral problems. The information gained through this study will be kept strictly
confidential. Any sharing or publication of the findings related to this study will not
identify any of participating programs or any personal information. No identifiable
information was included in this study. However, there may be a chance that the
participants could be identified by their role in preschool settings.
Benefits

The benefits to this study far outweighed the risks. This study provided the
participants with the opportunity to give their opinions about the importance and
feasibility of behavior support strategies in preschool classrooms. The findings from this
study would make a useful contribution to the areas of early childhood education and
positive behavior supports by identifying the supports and challenges to preschool
teachers’ addressing emotional and behavioral problems in young children. It would also
increase the literature in these fields. Moreover, the results of the study would have the
potential to yield meaningful information that could be used to guide future professional
development activities and trainings within preschool settings such as Head Start, STEP,

public preschool, private preschool, and community-based preschool programs.
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Summary

In conclusion, the current study utilized quantitative research methodologies to
address three research questions as it sought to understand preschool teachers’
perceptions of the importance and feasibility of behavior support strategies for addressing
emotional and behavioral problems in young children, and determined their relations to
early childhood education factors (program, teacher, and child characteristics). This study
also used a quantitative approach to collect survey data, which consisted of demographic
information as well as validated measures including the Behavior Support Strategies
Questionnaire (Stormont, Lewis, & Covington Smith, 2005), Program-Level Support
(Kim et al., 2009), SSIS-RS: Externalizing and Internalizing Problem Behaviors
(Gresham, Elliott, Vance, & cook, 2011), and Satisfaction of Teacher-Parent
Communication (Kim et al., 2009). In addition, this study used quantitative methods to
analyze data to examine the relations among program, teacher, and child variables and
preschool teachers’ perceptions of behavior support strategies; to determine which
specific program, teacher, and child variables best predict the teachers’ perceptions of
behavior support strategies; and to evaluate the difference in variables based on teacher

type: general education and special education.
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Chapter 4: Results

Chapter 4 offers the results of the current study. The quantitative elements of the
investigation explain what program, teacher, and child factors influence preschool
teachers’ perceptions of behavior support strategies for addressing young children’s
emotional and behavioral problems. The chapter presents information to answer the
research questions, test the hypotheses, examine the predicted problems, and explore the
implications for the study. It begins with descriptive data of program, teacher, and child
factors; as well as participants’ perceptions of the importance and feasibility of behavior
support strategies. Next, tests of statistical assumptions are discussed. Lastly, statistical
data for each of the three research questions are reported. The Statistical Program for

Social Sciences (SPSS) 22.0 was used to analyze data.

Descriptive Data

The data for this study was collected by using “Addressing Preschool Emotional
and Behavioral Problems Questionnaire” The survey data consisted of demographic
information about program setting, years of teaching experience, teachers’ highest degree
earned, teachers’ age, teachers’ professional background, and children’s ethnicity. The
survey data also contained ratings from Program-Level Support (Kim et al., 2009),
Teaching Beliefs (Charlesworth et al., 1993), Severity of Problem Behaviors (Gresham
and Elliott, Vance, & Cook, 2011), Satisfaction of Teacher-Parent Communication (Kim
et al., 2009), and The Behavior Support Questionnaire (Stormont, Lewis, & Covington

Smith, 2005).
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Participants in the present study were early childhood general and special
education teachers who taught in 3-5 year-old classrooms in a large, middle Atlantic
state. Of the total 175 surveys distributed to the teachers, 141 were completed for a
response rate of 80.6%. When divided the overall surveys distributed to the teachers by
program setting, the number of the surveys distributed and the percentage were: 64 of the
75 surveys distributed to public school-based preschool teachers were completed for a
response rate of 85.3%, 37 of the 48 surveys distributed to Head Start and STEP
preschool teachers were completed for a response rate of 77.1%, and 40 of the 52 surveys
distributed to community-based or private preschool teachers were completed for a
response rate of 76.9%.

Of the 141 respondents, three (2.1%) were male and 138 (97.9%) were female.
The number of respondents who reported having special education background was 69
(48.9%) and general education background was 72 (51.1%). Sixty-four (45.4%)
respondents taught in public school-based preschool programs, 37 (26.2%) respondents
taught in Head Start and STEP programs, and 40 (28.4%) respondents taught in
community-based or private preschool programs. More than half (97 or 68.8%) described
their ethnicity as white or Caucasian, 17 or 12.1% as Asian, 16 or 11.3% as black or
African American, seven or 5.0 % as Hispanic, and four or 2.8% did not describe their
ethnicity.

The majority of the respondents 94 (66.7%) reported they had had a positive
behavior training, 34 (24.1%) reported they had never had the training in positive
behavior support, and 13 (9.2%) reported they did not know whether or not they had had

the training in positive behavior support. Eighty one (57.4%) reported they had had a
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training in functional behavior assessment, 54 (38.3%) reported they never had the
training in functional behavior assessment, and six (4.3%) reported they did not know
whether or not they had had the training in functional behavior assessment. Ninety nine
(70.2%) reported they had had behavior intervention plan training, 36 (25.5%) reported
they had never had the training in behavior intervention plan, and six (4.3%) reported
they did not know whether or not they had had the training in behavior intervention plan.

The following sections present descriptive information, grouped by independent
variables: program, teacher, and child factors; and dependent variables: the perceptions
that the teachers had concerning the importance and feasibility of behavior support
strategies.

Program Factors

For the present study, the independent variables in program factors were as
follows: program setting, professional development, and consultation with specialists.

Program setting.

The teachers were asked to describe the type of preschool program in which they
were teaching. Some programs were classified as more than one type. For example, STEP
program and some Head Start programs were operated by public schools. However, both
programs were run by different groups of administrators who oversaw the public school-
based preschool programs. Therefore, they were categorized separately from public
school-based preschool programs in this study. Table 3 displays frequency and
percentage for the participants by program settings. Most participants 45.4% (54)

indicated that they taught in public school-based preschool program; the lowest group of

96



participants 26.2% (37) indicated that they taught in Head Start and STEP programs, and

28.4% (40) taught in community-based or private preschool programs.

Table 3

Frequency and Percentage of Participants by Program Setting

Program Setting Frequency Percent
Public School-Based 54 45.4
Head Start and STEP 37 26.2
Community-Based or Private 40 28.4
Total 141 100.0

Professional development.

The participants were questioned about their opinion regarding opportunities for
in-service professional development that focused on managing children with challenging
behavior. They were asked to choose from a 5-point Likert-type scale that was scored 0-4
with corresponding response choices of Never, Seldom, Unsure, Often, and Very Often.
Higher scores represented more agreement with the survey statement, and lower scores
represented less agreement with the survey statement. Mean and standard deviation of
professional development were 2.35 and 1.26 respectively. Table 4 shows the mean and

standard deviation for in-service professional development.

Table 4

Mean and Standard Deviation of Professional Development
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Variable Mean SD

Professional Development 2.3475 1.25917

Consultation with specialists.

The participants were questioned about resources and support they received for
helping children with challenging behavior at their program. The teachers were asked to
choose from a 5-point Likert-type scale that was scored 0-4 with corresponding response
choices of Never, Seldom, Unsure, Often, and Very Often. Higher scores represented
more agreement with the survey statement, and lower scores represented less agreement
with the survey statement. Mean and standard deviation of consultation with specialists
were 2.75 and 1.17 respectively. Table 5 depicts the mean and standard deviation for

consultation with specialists.

Table 5

Mean and Standard Deviation of Consultation with Specialists

Variable Mean SD
Consultation with 2.7376 1.16892
Specialists

Teacher Factors
For this study, the independent variables in teacher factors were as follows: years
of teaching experience, teacher highest degree earned, teacher age, professional

background, and teaching beliefs.

98



Years of teaching experience.

The variable “years of teaching experience” was treated as continuous variable.
The participants were asked about the total number of years of teaching experience they
had had in preschool setting. Most of the participants in this study had been teaching for a
very long time. The least amount of teaching years was one while the maximum number
of years of teaching was 38. Subsequently, the total number of years of teaching
experience ranged from one year to 38 years, with the mean and standard deviation of
11.46 and 8.47 respectively. Table 6 presents the range, mean, and standard deviation for

years of teaching experience.

Table 6

Range, Mean and Standard Deviation of Years of Teaching Experience

Variable Minimum Maximum Mean SD
Years of teaching 1.00 38.00 11.4610 8.47730
experience

Highest degree earned.

Regarding the highest degree earned, the participants were asked to indicate the
highest academic degree that they had earned by checking one of the corresponding
choices of High School Diploma/GED, Associates Degree, Bachelors Degree, Masters
Degree, Doctoral Degree (Ed.D./Ph.D.) or Other. The majority of the participants 57.4%
(81) had some graduate school or received graduate degree, 29.8% (42) had received

undergraduate degree, and those who had received high school diploma or had some
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college were 12.8 % (18). Table 7 displays the frequency and percentage for teacher

highest degree earned.

Table 7

Frequency and Percentage of Participants by Highest Degree Earned

Highest Degree Frequency Percent
High School Diploma or Some College 18 12.8
Undergraduate 42 29.8
Some Graduate or Graduate 81 57.4
Total 141 100

Age.

For this study, teacher age was treated as a continuous variable. The participants

were asked to put the number of years for their age. Most of the participants in this study

were older than 35 years old. The total number of teacher age ranged from 23 years to 65

years with a mean and standard deviation of 42.01 and 10.37 years respectively. Table 8

shows the range, mean, and standard deviation for teacher age.

Table 8

Range, Mean and Standard Deviation of Teacher Age

Variable Minimum Maximum Mean

SD

Teacher Age 23.00 65.00 42.0142

10.37028
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Professional background.

Participants were asked to describe their professional background as general
education, special education, or general education inclusion. Of the total 141 respondents,
51.1% (72) were general education teachers and 48.9% (69) were special education
teachers. None of the respondents described their professional background as general
education inclusion. Table 9 describes the frequency and percentage for teacher

professional background.

Table 9

Frequency and Percentage of Teacher Professional Background

Professional Background Frequency Percent
General Education 72 51.1
Special Education 69 48.9
Total 141 100

Teaching beliefs.

The participants were asked about their thoughts and ideas concerning
developmentally appropriate practices (DAP) in early childhood education. For the
present study, the teaching beliefs included 13 statements that related to facilitating
young children’s social development, independence, and environmental engagement. The
teachers were asked to check their response from a 5-point Likert-type scale and each
item was scored 0-4 with corresponding response choices of Not Important At All, Not

Important, Neutral, Important, and Extremely Important. Higher scores represented more
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agreement with the survey statements, and lower scores represented less agreement with
the survey statement. Mean and standard deviation of overall scale from teaching beliefs
were 48.84 and 5.02 respectively. Table 10 provides the means and standard deviations

for teacher DAP beliefs.

Table 10

Means and Standard Deviations of Teacher DAP Beliefs

DAP Beliefs Mean SD

Teacher-pupil interactions 3.9149 .28003
Active exploration 3.8865 .31830
Allow children to explore 3.6454 59922
Allow children to select own activities 4.0355 3.41930
Learn through interaction with others 3.8794 .32678
Teacher effectiveness 3.7660 54299
Opportunities to develop social skills 3.8652 43457
Teach health and safety 3.6170 56895
Multicultural and nonsexist activities 3.6738 52775
Teacher observation as an evaluation technique 3.7730 45307
Parent input 3.6738 55416
Children involvement in establishing rules 3.2411 75499
Reading stories 3.8652 .36292
Overall Scale of DAP 48.8369 5.02369
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Child Factors

For the current study, the independent variables in child factors were as follows:
child ethnicity, severity of problem behaviors, and satisfaction of teacher-parent
communication.

Ethnicity.

The participants were asked to report approximate percentages of children in their
classroom or caseload from each ethnic group: African American, European American,
Asian American, and Hispanic. The respondents reported that the majority of children in
their classroom were European American (mean = 44.57, standard deviation = 28.75),
followed by Hispanic (mean = 26.57, standard deviation = 27.17), then Asian American
(mean = 19.08, standard deviation = 16.08), and African American (mean = 9.6, standard
deviation = 11.41). Table 11 contains the means and standard deviations for the

percentages of children by their ethnic group.

Table 11

Ranges, Means and Standard Deviations of Child Ethnicity Percentages

Variable Mean SD

African American 9.6064 11.40595
European American 44,5709 28.74572
Asian American 19.0780 16.08352
Hispanic 26.5674 27.16453

Severity of problem behaviors.
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The survey asked the participants to report how frequently the 19 behaviors (12
externalizing and seven internalizing behaviors) occurred in their classroom. The teachers
were asked to choose from a 4-point Likert-type scale and each item was scored 0-3 with
corresponding response choices of Never, Seldom, Often, and Almost Always. Higher
scores represented more agreement with the survey statement, and lowers scores
represented less agreement with the survey statement. Mean and standard deviation for
the overall scale from severity of problem behavior were 23.68 and 8.96 respectively.
Table 12 shows the means and standard deviations for teachers’ reported severity of

problem behaviors.

Table 12

Means and Standard Deviations for Teachers’ Reported Severity of Problem Behaviors

Variable Mean SD
Act without thinking-Externalizing 2.0993 .67934
Bully others-Externalizing 1.0638 .81252
Difficulty waiting for turn-Externalizing 2.3191 .70020
Fidget-Externalizing 2.3191 .70020
Force others-Externalizing .7660 .83357
Withdrawal-Internalizing 1.3688 .82299
Temper tantrums-Externalizing 1.6809 .85623
Aggressive-Externalizing 1.4894 .81606
Get embarrassed-Internalizing 9433 .83472
Cheat-Externalizing .8156 .88320
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Act lonely-Internalizing .7943 12228

Fight with others-Externalizing 1.3617 .88056
Say bad things about self-Internalizing 4255 .65720
Disobey rules-Externalizing 1.7305 .86089
Lethargic-Internalizing 7801 .70804
Talk back-Externalizing 1.0993 .85611
Depressed-Internalizing .6950 .70653
Lie-Externalizing .8582 77994
Anxious-Internalizing 1.0709 .85059
Overall Scale of Problem Behavior 23.6809 8.96208

Teacher-parent communication.

The participants were asked about their satisfaction with the contact they had had
with parents of children who were at-risk for or had behavioral problems. The teachers
were asked to rate their satisfaction of teacher-parent communication from a 5-point
Likert-type scale and the item was scored 0-4 with corresponding response choices of No
Contact, Not Satisfactory, Neutral, Satisfactory, and Very Satisfactory. Higher scores
represented more agreement with the survey statement, and lowers scores represented
less agreement with the survey statement. Mean and standard deviation for satisfaction of
teacher-parent communication were 2.81 and 1.08 respectively. Table 13 displays the

mean and standard deviation for satisfaction of teacher-parent communication.

Table 13

Mean and Standard Deviation for Satisfaction of Teacher-Parent Communication
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Variable Mean SD

Satisfaction of Teacher-Parent Communication 2.8085 1.07514

Behavior Support Strategies

For this study, the dependent variables were the teachers’ perceptions of the
importance and feasibility of behavior support strategies. The participants were asked to
rate the importance (having significant worth) and feasibility (being practical) of 24
behavioral support strategies for addressing children’s emotional and behavioral
problems in their actual classroom situation. The participants responded to both parts of
each question (how important and how feasible) by choosing from a 7-point Likert-type
scale, and each item was scored 0-6 with corresponding response choices of Importance:
Not At All Important, Not Important, Somewhat Not Important, Neutral, Somewhat
Important, Important, and Extremely Important; and Feasibility: Not At All Feasible, Not
Feasible, Somewhat Not Feasible, Neutral, Somewhat Feasible, Feasible, and Extremely
Feasible. Higher scores represented more agreement with the survey statement, and
lowers scores represented less agreement with the survey statement. Mean and standard
deviation for overall scale of the teachers’ perceptions of the importance of behavior
support strategies were 128.27 and 12.98 respectively. Mean and standard deviation for
overall scale of the teachers’ perceptions of the feasibility of behavior support strategies
were 115.21 and 16.14 respectively. Table 14 provides the means and standard deviations
for the teachers’ perceptions of the importance and feasibility of behavior support

strategies.
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Table 14

Means and Standard Deviations of Teachers’ Importance and Feasibility Ratings of

Behavior Support Strategies

Item Importance  Feasibility  Importance Feasibility
Mean Mean SD SD

Redirection to remind of 5.5603 5.1348 .71082 .87194
expected behavior
Staff consistency in 5.7447 4.8085 53990 97038
managing behavior
Verbal cues for appropriate 55887 52270 67687 88130
behaviors
Feedback for incorrect 5.7589 5.2837 54643 82225
behavior
Choices for tasks and 5.5035 5.1418 76180 98982
activities
A routine for transitions 5.7801 5.5674 .53575 .76816
Immediate and specific 5.6383 5.0709 71989 .92308
feedback
Predictable daily activities 5.6525 5.2908 .69679 .86635
Prompts for appropriate 5.4681 4.7660 87467 1.07994
behavior
Immediate attention and 5.4965 4.9787 85877 1.07217
praise
A clear set of consequences 5.3546 4.8156 1.01513 1.24558
Monitor problem behavior 5.5745 45177 191989 1.35015
and collect data
Behavioral expectations 5.2411 4.6028 99212 1.36737
defined and reviewed
Blehavior expectations in 5.2553 4.7234 1.03788 1.31533
place
Behavior expectations for 5.2837 4.7305 88096 1.10763
next activity
Behavioral expectations 5.4468 5.0000 98144 1.15882
reviewed as opportunities
Routines for center-based 5.5532 5.3121 69102 77584
activities
Functional behavioral 4.9645 3.8723 1.47557 1.90057
assessment
An environmental analysis 4.9149 4.0000 1.57430 1.80871
Wait time considered 5.3121 4.6667 .82058 1.08672
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An environmental analysis 5.0000 4.1489 1.39898 1.66877

Visual prompts for 5.3262 5.0426 1.09216 1.31948
behavioral expectations

Ignore minor behavior 4.3972 4.0709 3.25330 1.70145
problems

Tangible rewards to support 4 4539 4.4397 1.79474 1.67489
appropriate behavior

Total Scale of BSQ 128.2695  115.2128 12.98454 16.13727

It was apparent that the mean of the teachers’ overall importance ratings was
higher than the teachers’ overall feasibility ratings. To further explore whether means
were statistically significantly different for importance and feasibility, a paired-samples t-
test was conducted on the total importance ratings and total feasibility ratings. Table 15
provides the results from paired-samples t-test of the teachers’ ratings of the importance

and feasibility of behavior support strategies.

Table 15

Paired-Samples t-Test of Teachers’ Ratings of the Importance and Feasibility of
Behavior Support Strategies

Paired Differences

99% Confidence
Std. Interval of the Sig.
Error Difference (2-
Mean SD Mean Lower Upper t df tailed)

BSQimportance
13.05674 13.06728 1.10046 10.18298 15.93049 11.865 140 .000
BSQfeasibility

As indicated in Tables 13 and 14, the mean score for the teachers’ overall

important ratings was higher (M = 128.27, SD = 12.98) than the mean score for the
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teachers’ overall feasibility ratings (M = 115.21, SD = 16.14) and was statistically
significant: t(140) = 11.865, p = .000. The magnitude of effect for this difference was
large (d = 0.999). The 99% confidence interval for the mean difference between the two
ratings was 10.18 to 15.93. Consequently, there was a significant difference in the
teachers’ perceptions of the importance and the feasibility of behavior support strategies,

with the teachers’ perceptions of the importance were higher than the feasibility.

Tests of Statistical Assumptions

For the present study, Pearson r and one-way ANOVA, MR, and independent-
samples t-test analyses were used to answer research questions 1, 2, and 3. The following
sections present the tests that check statistical assumptions for this study.
Tests of Normality

The Kolmogorov-Smirnov and the Shapiro-Wilk tests were used to check
assumptions of normality for teachers’ overall ratings of the importance and feasibility of
behavior support strategies. For the teachers’ importance ratings, both Kolmogorov-
Smirnov and the Shapiro-Wilk tests revealed the p-value of .000 and therefore the null
hypothesis that the data come from a normally distributed population would be rejected.
For the teachers’ feasibility ratings, both Kolmogorov-Smirnov and the Shapiro-Wilk
tests revealed the p-values of .047 and .020 respectively and therefore the null hypothesis

that the data come from a normally distributed population would be accepted.

Table 16

Tests of Normality of Overall Scale from Teachers’ Ratings of the Importance and
Feasibility of Behavior Support Strategies
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Kolmogorov-Smirnov? Shapiro-Wilk

Statistic ~ df Sig. Statistic df Sig.
Overall scale from BSQ
importance .108 141 .000 944 141 .000
Overall scale from BSQ
feasibility 076 141 .047 978 141 .020

a. Lilliefors Significance Correction

Although the normality might not be present for the teachers’ importance ratings
(which is not surprising since the study truncated variability by selecting only preschool
teachers in a large, middle Atlantic state to begin with), this study chose to ignore this
violation of the assumption, and conducted the correlation, one-way ANOVA, multiple
regression, paired-samples and independent-samples t test analyses.
Tests of Linear Relations

The scatter plots were used to check linear relations between the independent
variables (professional development, consultation with specialists, teacher age, years of
teaching experiences, teaching beliefs, child ethnicity, severity of problem behaviors, and
satisfaction of teacher-parent communication) and the dependent variables (teachers’
overall ratings of importance and feasibility of behavior support strategies). The scatter
plots indicated good linear relations among teacher age, years of teaching experiences,
and teaching beliefs and the teachers’ importance and feasibility ratings. However, the
scatter plots revealed very weak relations between professional development,
consultation with specialists, child ethnicity, severity of problem behaviors, and
satisfaction of teacher-parent communication and the teachers’” importance and feasibility

ratings.
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Tests of Homogeneity of VVariances

Levene’s tests were used to test homogeneity of variances. For one-way ANOVA
analysis, the Levene’s tests for teachers’ overall importance and feasibility ratings of
behavior support strategies were not significant, F(2, 138) = .460, p = .633 and F(2, 138)
= .605, p = .547 respectively. Therefore the null hypothesis that the variances of the
teachers’ importance and feasibility ratings were equal across the three groups (three
program settings) would be rejected. Consequently, this study used Dunnett’s C test, a
followed-up test that did not assume equal variances among the independent variables
(program settings) to test the significant difference in the means of the dependent
variables (teachers’ importance and feasibility ratings). For independent-samples t-test
analyses, the Levene’s tests for teachers’ importance and feasibility ratings of behavior
support strategies were not significant, F(2, 138) = .564, p = .454 and F(2, 138) = .562, p
= .455 respectively, and therefore the null hypothesis that the variances of the teachers’
importance and feasibility ratings were equal across the two groups (general and special
education teachers) would be rejected. Consequently, this study interpreted the results

from the independent-samples t-tests based on the equal variances not assumed.

Statistical Data
Based on the collected data, the results of the current study answered three
research questions: RQ1 Are there relations among program, teacher, and child factors
(program setting, professional development, consultation with specialists, teacher age,
teacher education level, teacher DAP beliefs, child ethnicity, severity of problem

behaviors, and teacher-parent communication) and preschool teachers’ perceptions of the
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importance and feasibility of behavior support strategies for addressing emotional and
behavioral problems in young children? RQ2 Which specific program, teacher, and child
factors (program setting, teacher DAP beliefs, and severity of problem behaviors) best
predict preschool teachers’ perceptions of the importance and feasibility of behavior
support strategies for addressing emotional and behavioral problems in young children,
while controlling for relations among other predictors? And RQ3 Is there a difference
between general and special education teachers with respect to their perceptions of the
importance and feasibility of behavior support strategies for addressing emotional and
behavioral problems in young children? Each of the three research questions was tested
and the results were presented as follows:

Research question 1: Are there relations among program, teacher, and child factors
(program setting, professional development, consultation with specialists, teacher
age, teacher education level, teacher DAP beliefs, child ethnicity, severity of
problem behaviors, and teacher-parent communication) and preschool teachers’
perceptions of the importance and feasibility of behavior support strategies for
addressing emotional and behavioral problems in young children?

Pearson’s r correlations and one-way analyses of variance (ANOVA) were
conducted to check relations between the dependent variables and the independent
variables. Pearson’s r correlations were employed to assess linear relations among the
dependent variables: the perceptions that the teachers had concerning the importance and
feasibility of the behavior support strategies and the independent variables: professional
development, consultation with specialists, years of teaching experience, teacher age,

teaching beliefs, child ethnicity, severity of problem behavior, and teacher-parent
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communication. In addition, overall one-way analyses of variance (ANOVA) and
pairwise comparisons were conducted to evaluate relations among the dependent
variables: the teachers’ perceptions of the importance and feasibility of the behavior
support strategies and the independent variables: program setting and teacher highest
degree earned.

Importance and Feasibility: Program setting.

H1 suggested that there would be statistically significant relations between
program setting and preschool teachers’ perceptions of the importance and feasibility of
behavior support strategies. At the .01 level, there was a statistically significant relation
between the program setting and the teachers’ ratings of the importance but not the
teachers’ ratings of the feasibility.

First, a one-way ANOVA was conducted to analyze whether different program
settings were associated with the teachers’ ratings of the importance of behavior support
strategies. The independent variable, program setting, included three programs: public
school-based, Head Start and STEP, and community-based or private preschool
programs. The dependent variable was the teachers’ ratings of the importance of behavior
support strategies. The ANOVA was significant, F(2, 138) =6.17, p = .003. The strength
of relation between program setting and teachers’ ratings of the importance of behavior
support strategies, as assessed by eta-squared (??2) value of .082, was medium to strong
(Cohen, 1988), with the program setting accounting for 8.2% of the variance of the
dependent variable. Table 17 displays the teachers’ ratings of the importance by program
setting and Table 18 presents tests of between-subjects effects for program setting and

teachers’ ratings of the importance of behavior support strategies.
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Table 17

Overall Importance and Feasibility Ratings by Program Setting

Community-
Overall Rating Pubic School-based  Head Start/STEP Based/Private
(N =64) (N =237) (N =40)
Importance Rating M =132.0000 M = 127.2432 M =123.2500
SD =12.17465 SD =11.94293 SD =13.58119
Feasibility Rating M =116.7188 M =118.0270 M =110.2000
SD =15.92090 SD =14.23705 SD =17.35630

Table 18

Tests of Between-Subjects Effects for Program Setting and Teachers’ Ratings of the
Importance of Behavior Support Strategies

Dependent Variable: BSQimportance

Type 11l Sum Partial Eta
Source of Squares df Mean Square F Sig. Squared
Corrected 1937.4482 2 968.724 6.170 .003 .082
Model
Intercept 2162552.810 1 2162552.810 13774.024  .000 990
Setting 1937.448 2 968.724 6.170 .003 .082
Error 21666.311 138 157.002
Total 2343486.000 141
Corrected 23603.759 140
Total

a. R Squared = .082 (Adjusted R Squared = .069)

A followed-up test, Dunnett’s C test (Green & Salkind, 2011, 2014), a test that
does not assume equal variances among the three programs, was conducted to further
investigate which groups of program setting were significantly different for the teacher
importance ratings of behavior support strategies. The results revealed that there was a

significant difference in the means between the public school-based and community-
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based/private preschool programs, but there were no significant differences in the means
between the public school-based and Head Start/STEP, and between Head Start/STEP
and community-based/private preschool programs. Public school-based preschool
teachers’ importance ratings of the behavior support strategies were higher than the
importance ratings from community-based/private preschool teachers. The 99%
confidence intervals for the pairwise differences, as well as the means and standard

deviations for the three programs, were reported in Table 19.

Table 19

The 99% Confidence Intervals of Pairwise Difference in Mean Changes by Program
Setting

Program Setting M SD Public School- Community-
Based Based/Private

Public School-  132.0000  12.17465

Based

Head 127.2432 11.94293 (-2.8849,12.3984) (-13.0130, 5.0265)
Start/STEP

Community- 123.2500 13.58119 (.6720, 16.8280™)

Based/Private

** Correlation is significant at the 0.01 level (2-tailed)

Next, another one-way ANOVA was conducted to evaluate whether different
program settings were associated with teachers’ ratings of the feasibility of behavior
support strategies. The independent variable, program setting, included three programs:
public school-based, Head Start and STEP, and community-based or private preschool
programs. The dependent variable was the teachers’ ratings of the feasibility of behavior
support strategies. The ANOVA was not significant, F(2, 138) = 2.84, p =.062. The

results suggested that program setting was not statistically significantly related to
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preschool teachers’ perceptions of the feasibility of behavior support strategies. The
teachers’ ratings of the feasibility by program setting were depicted in Table 17 and tests
of between-subjects effects for program setting and teachers’ ratings of the feasibility of

behavior support strategies were reported in Table 20.

Table 20

Tests of Between-Subjects Effects for Program Setting and Teachers’ Ratings of the
Feasibility of Behavior Support Strategies

Dependent Variable: BSQfeasibility

Type 11l Sum Partial Eta
Source of Squares df Mean Square F Sig.  Squared
Corrected Model 1443.307° 2 721.653 2.844 .062 .040
Intercept 1758817.796 1  1758817.796 6931.933 .000 .980
Setting 1443.307 2 721.653 2.844 .062 .040
Error 35014.310 138 253.727
Total 1908089.000 141

Corrected Total 36457.617 140

a. R Squared = .040 (Adjusted R Squared = .026)

Importance and Feasibility: Professional development.

H1 suggested that there would be statistically significant relations between
professional development and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. At the .01 level, there was a statistically
significant relation between the professional development and the teachers’ feasibility
ratings but not the teachers’ importance ratings of behavior support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, professional development and dependent variables, teachers’
perceptions of the importance and feasibility of behavior support strategies. Means and
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standards deviations for professional development are displayed in Table 21 and the
results of the correlational analyses are presented in Table 22. The results revealed that
the correlation of professional development and teachers’ feasibility ratings was
statistically significant (p = .008) and was .224 indicated the small to moderate strength
of relation (Cohen, 1988). The correlation of professional development with the teachers’
importance ratings was negative (-.001) and not significant (p = .987). The results
suggested that professional development was statistically significantly related to
preschool teachers’ perceptions of the feasibility but not the importance of behavior

support strategies.

Table 21

Means and Standard Deviations of Professional Development and Importance and
Feasibility Ratings

Mean SD N
Professional Development 2.3475 1.25917 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141

Table 22

Correlations for Professional Development and Importance and Feasibility Ratings

Professional Importance Feasibility
Development
Professional Pearson 1 -.001 224™
Development Correlation
Sig. (2-tailed) .987 .008
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N 141 141

** Correlation is significant at the 0.01 level (2-tailed)

Importance and Feasibility: Consultation with specialists.

H1 suggested that there would be statistically significant relations between
consultation with specialists and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. At the .01 level, there was no statistically
significant relation between the consultation with specialists and the teachers’ ratings of
the importance, or the feasibility of behavior support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, consultation with specialists and dependent variables, teachers’
perceptions of the importance and the feasibility of behavior support strategies. Means
and standards deviations for consultation with specialists are displayed in Table 23. In
addition, the outcomes of the correlational analyses are presented in Table 24. The results
from the correlation analyses revealed that the correlations of professional development
and teachers’ importance and feasibility ratings were not statistically significant (p s =
579 and .136 respectively), and were -.047 and .126 respectively. The findings suggested
that there were no statistically significant relations between consultation with specialists
and preschool teachers’ ratings of the importance and feasibility of behavior support

strategies.
Table 23

Means and Standard Deviations of Consultation with Specialists and Importance and
Feasibility Ratings
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Mean SD N

Consultation with Specialists 2.7376 1.16892 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141
Table 24

Correlations for Consultation with Specialists and Importance and Feasibility Ratings

Consultation w/ Importance Feasibility
Specialists
Consultation w/ Pearson 1 -.047 126
Specialists Correlation
Sig. (2-tailed) 579 136
N 141 141

Importance and Feasibility: Years of teaching experience.

H1 suggested that there would be statistically significant relations between years
of teaching experience and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. At the .01 level, there was a statistically
significant relation between the years of teaching experience and the teachers’ feasibility
ratings but not the teachers’ importance ratings of behavior support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, the number of years of teaching experience and dependent
variables, teachers’ perceptions of the importance and feasibility of behavior support

strategies. Means and standards deviations for years of teaching experience are displayed
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in Table 25 and the results of the correlational analyses are presented in Table 26. The
results revealed that the correlation of years of teaching experience and teachers’
feasibility ratings was statistically significant (p = .009) and was equal to .218, which
indicated small to moderate strength of relation (Cohen, 1988). The correlation of years
of teaching experience with the teachers’ importance ratings was .157 and not significant
(p =.062). The results suggested that there was a statistically significant relation between
years of teaching experience and preschool teachers’ perceptions of the feasibility but not

the importance of behavior support strategies.

Table 25

Means and Standard Deviations of Years of Teaching Experience and Importance and
Feasibility Ratings

Mean SD N
Years of Teaching Experience 11.4610 8.47730 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141

Table 26

Correlations for Years of Teaching Experience and Importance and Feasibility Ratings

Years Importance Feasibility
Years Pearson 1 157 218
Correlation
Sig. (2-tailed) .062 .009
N 141 141

** Correlation is significant at the 0.01 level (2-tailed)
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Importance and Feasibility: Teacher highest degree earned.

H1 suggested that there would be statistically significant relations between
teacher highest degree earned and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. At the .01 level, the teacher highest degree
earned was not significantly related to either the teachers’ importance or feasibility
ratings of behavior support strategies.

Two one-way ANOVA analyses were conducted to examine whether different
teacher educational levels were related to teachers’ ratings of the importance and
feasibility of behavior support strategies. The independent variable, teacher degree
including three educational levels: high school degree or some college, undergraduate
degree, and some graduate school or graduate degree. The dependent variables were the
teachers’ ratings of the importance and feasibility of behavior support strategies. Both
ANOVA analyses were not significant with F(2, 138) = 3.65, p =.029 for the
importance, and F(2, 138) = 2.03, p = .135 for the feasibility. The results suggested that
there was no significant relation between teachers’ highest degree earned and preschool
teachers’ perceptions of the importance and feasibility of behavior support strategies. The
teachers’ ratings of the importance and feasibility by teacher degree and tests of between-
subjects effects for teacher degree and teachers’ ratings of the importance and feasibility

of behavior support strategies were reported in Tables 27, 28, and 29.

Table 27

Overall Importance and Feasibility Ratings by Teacher Degree

Overall Rating HS/Some College Undergraduate Some
(N =18) (N=42) graduate/Graduate
(N =81)
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Importance Rating M =123.7778 M =125.4524

SD =17.20313 SD =12.07740
Feasibility Rating M =116.7188 M =118.0270
SD =15.92090 SD =14.23705

M =130.7284
SD =13.58119

M =110.2000
SD =11.94049

Table 28

Tests of Between-Subjects Effects for Teacher Degree and Teachers’ Ratings of the

Importance of Behavior Support Strategies

Dependent Variable: BSQimportance

Type 1l Sum Partial Eta
Source of Squares df  Mean Square F Sig.  Squared
Corrected Model ~ 1186.218? 2 593.109 3.651 .029 .050
Intercept 1574171.942 1 1574171.942 9690.435 .000 .986
Degree 1186.218 2 593.109 3.651 .029 .050
Error 22417.541 138 162.446
Total 2343486.000 141

Corrected Total 23603.759 140

a. R Squared = .050 (Adjusted R Squared = .036)

Table 29

Tests of Between-Subjects Effects for Teacher Degree and Teachers’ Ratings of the

Feasibility of Behavior Support Strategies

Dependent Variable: BSQ feasibility

Type 111 Sum Partial Eta
Source of Squares df  Mean Square F Sig.  Squared
Corrected Model 1043.706° 2 521.853 2.034 135 .029
Intercept 1300930.503 1  1300930.503 5069.432 .000 973
Degree 1043.706 2 521.853 2.034 135 .029
Error 35413.911 138 256.623
Total 1908089.000 141

Corrected Total 36457.617 140

a. R Squared = .029 (Adjusted R Squared =.015)
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Importance and Feasibility: Teacher age.

H1 suggested that there would be statistically significant relations between
teacher age and preschool teachers’ perceptions of the importance and feasibility of
behavior support strategies. At the .01 level, there was a statistically significant relation
between the teacher age and the teachers’ feasibility ratings but not the importance
ratings of behavior support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, teacher age and dependent variables, teachers’ perceptions of the
importance and feasibility of behavior support strategies. Means and standards deviations
for teacher age are displayed in Table 30, and the outcomes of the correlational analyses
are presented in Table 31. The results revealed that the correlation between teacher age
and teachers’ feasibility ratings was statistically significant (p =.010) and was equal to
.216, which indicated the strength of relation as small to moderate (Cohen, 1988). The
correlation of professional development with the teachers’ importance ratings was .133
and not significant (p = .116). The results suggested that there was a statistically
significant relation between teacher age and preschool teachers’ perceptions of the
feasibility, but not the importance of behavior support strategies.

Table 30

Means and Standard Deviations of Teacher Age and Importance and Feasibility Ratings

Mean SD N
Teacher Age 42.0142 10.37028 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141
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Table 31

Correlations for Teacher Age and Importance and Feasibility Ratings

Teacher Age Importance Feasibility
Teacher Age Pearson 1 133 216"
Correlation
Sig. (2-tailed) 116 .010
N 141 141

** Correlation is significant at the 0.01 level (2-tailed)

Importance and Feasibility: Teaching beliefs (DAP).

H1 suggested that there would be statistically significant relations between DAP
beliefs and preschool teachers’ perceptions of the importance and feasibility of behavior
support strategies. At the .01 level, there was statistically significant relations between
the teacher DAP beliefs and the teachers’ ratings of the importance and feasibility of
behavior support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, teaching beliefs and dependent variables, teachers’ perceptions of
the importance and feasibility of behavior support strategies. Means and standards
deviations for DAP beliefs are displayed in Table 32 and the outcomes of the
correlational analyses are presented in Table 33. The results revealed that the correlations
of DAP beliefs and teachers’ importance and feasibility ratings were statistically
significant (p’s = .000 and .010 respectively) and were equal to .398 and .276
respectively, which indicated that the strengths of relations were strong and moderate

respectively (Cohen, 1988). The results suggested that there were statistically significant
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relations between teaching beliefs and teachers’ perceptions of the importance and

feasibility of behavior support strategies of behavior support strategies.

Table 32

Means and Standard Deviations of Teaching Beliefs and Importance and Feasibility
Ratings

Mean SD N
DAP 48.8369 5.02369 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141

Table 33

Correlations for Teaching Beliefs and Importance and Feasibility Ratings

DAP Beliefs Importance Feasibility
DAP Beliefs Pearson 1 .398™ .000
Correlation
Sig. (2-tailed) 276" .001
N 141 141

** Correlation is significant at the 0.01 level (2-tailed)

Importance and Feasibility: Child ethnicity.
H1 suggested that there would be statistically significant relations between child
ethnicity and preschool teachers’ perceptions of the importance and feasibility of

behavior support strategies. At the .01 level, there were no statistically significant
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relations between the percentages of child ethnicity and the teachers’ ratings of the
importance or the feasibility of behavior support strategies.

Eight Pearson product-moment correlation coefficients were computed between
independent variable, percentages of child ethnicity and dependent variables, preschool
teachers’ perceptions of the importance and feasibility of behavior support strategies.
Means and standards deviations for percentage of child ethnicity are displayed in Table
34 and the outcomes of the correlational analyses are presented in Table 35. The results
revealed that the correlations of the percentages of child ethnicity and the teachers’
importance and feasibility ratings were low (African American: »’s =.048 and -.016,
European American: r’s = -.131 and -.140, Asian American: r’s =.134 and .048, and
Hispanic: »’s =.029 and .131 respectively), and not statistically significant (African
American: p’s =.569 and .855, European American: p’s =.121 and .097, Asian
American: p’s =.113 and .571, and Hispanic: p’s =.733 and .122 respectively). The
findings suggested that there were no relations between child ethnicity and teachers’
perceptions of the importance and feasibility of behavior support strategies of behavior

support strategies.

Table 34

Means and Standard Deviations of Percentage of Child Ethnicity and Importance and
Feasibility Ratings

Mean SD N
African American 9.6064 11.40595 141
445709 28.74572 141

European American
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Asian American 19.0780 16.08352 141

Hispanic 26.5674 27.16453 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141
Table 35

Correlations for Percentage of Child Ethnicity and Importance and Feasibility Ratings

Importance Feasibility
African American Pearson Correlation .048 -.016
Sig. (2-tailed) .569 .855
European American Pearson Correlation -.131 -.140
Sig. (2-tailed) 121 .097
Asian American Pearson Correlation 134 .048
Sig. (2-tailed) 113 571
Hispanic Pearson Correlation .029 131
Sig. (2-tailed) 733 122
N 141 141

Importance and Feasibility: Severity of problem behaviors.

H1 suggested that there would be statistically significant relations between
severity of problem behaviors and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. At the .01 level, there was no statistically
significant relation between the severity of problem behaviors and the teachers’ ratings of

the importance or the feasibility of behavior support strategies.
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Two Pearson product-moment correlation coefficients were computed between
independent variable, reported severity of problem behaviors and dependent variables,
teachers’ perceptions of the importance and feasibility of behavior support strategies.
Means and standards deviations for severity of problem behaviors are displayed in Table
36 and the outcomes of the correlational analyses are presented in Table 37. The results
revealed that the correlations of severity of problem behaviors and teachers’ importance
and feasibility ratings were low (.048 and -.016 respectively), and not statistically
significant (p’s = .569 and .855 respectively). The findings suggested that there was no
relation between severity of problem behaviors and teachers’ perceptions of the

importance or feasibility of behavior support strategies.

Table 36

Means and Standard Deviations of Severity of Problem Behaviors and Importance and
Feasibility Ratings

Mean SD N
Problem Behaviors 23.6809 8.96208 141
BSQimportance 128.2695 12.98454 141
BSQfeasibility 115.2128 16.13727 141

Table 37

Correlations for Severity of Problem Behaviors and Importance and Feasibility Ratings

Problem Importance Feasibility
Behaviors
Problem Pearson 1 .048 -.016
Behaviors Correlation
Sig. (2-tailed) .569 .855
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N 141 141

Importance and Feasibility: Teacher-parent communications.

H1 suggested that there would be statistically significant relations between
satisfaction of teacher-parent communication and preschool teachers’ perceptions of the
importance and feasibility of behavior support strategies. At the .01 level, there was no
statistically significant relation between the satisfaction of teacher-parent
communications and the teachers’ ratings of the importance or the feasibility of behavior
support strategies.

Two Pearson product-moment correlation coefficients were computed between
independent variable, satisfaction of teacher-parent communication and dependent
variables, teachers’ perceptions of the importance and feasibility of behavior support
strategies. Means and standards deviations for satisfaction of teacher-parent
communication are displayed in Table 38 and the outcomes of the correlational analyses
are presented in Table 39. The results revealed that the correlations of satisfaction of
teacher-parent communication and teachers’ importance and feasibility ratings were low
(.100 and.155 respectively), and not statistically significant (p’s = .238 and .067
respectively). The findings suggested that there was no relation between satisfaction of
teacher-parent communication and preschool teachers’ perceptions of the importance or

the feasibility of behavior support strategies.

Table 38

Means and Standard Deviations of Teacher-Parent Communication and Importance and
Feasibility Ratings
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Mean SD N

Teacher-Parent 2.8085 1.07514 141

communication

BSQimportance 128.2695 12.98454 141

BSQfeasibility 115.2128 16.13727 141
Table 39

Correlations for Teacher-Parent Communications and Importance and Feasibility
Ratings

Teacher-Parent Importance Feasibility
Communications
Teacher-Parent Pearson 1 .100 155
Communications Correlation
Sig. (2-tailed) .238 .067
N 141 141

Research question 2: Which specific program, teacher, and child factors (program
setting, teacher DAP beliefs, and severity of problem behaviors) best predict
preschool teachers’ perceptions of the importance and feasibility of behavior
support strategies for addressing emotional and behavioral problems in young
children, while controlling for relations among other predictors?

H2 suggested that teacher DAP beliefs are the strongest predictors of preschool
teachers’ importance and feasibility ratings of behavior support strategies, while
controlling for relations among other predictors (program setting and severity of problem

behaviors). At .01 level, program setting, teaching beliefs, and severity of problem
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behaviors accounted for a significant amount of the teachers’ importance and feasibility
ratings, and that teaching beliefs are the strongest predictors of preschool teachers’
perceptions of the importance and feasibility of behavior support strategies.

Two multiple regression analyses were conducted to predict the overall
importance and feasibility ratings from program setting, teacher DAP beliefs, and
severity of problems behaviors and determine which independent variables were the
strongest predictors for the teachers’ importance and feasibility ratings. For the first
analysis, the predictors were program setting, teacher DAP beliefs, and severity of
problem behaviors, while the criterion variable was teachers’ importance rating (R?
importance. PROG, DAP, SEVER). FOr the second analysis, the predictors were program setting,
teacher DAP beliefs, and severity of problem behaviors, while the criterion variable was
teachers’ feasibility rating (R feasibility. PROG, DAP, SEVER).

The results of the first analysis indicated that program setting, teaching beliefs,
and severity of problem behaviors were statistically significant in predicting the
importance of behavior support strategies, R? = .236, F(4, 136) = 10.48, p = .000. The
multiple correlation coefficient (R) was .485, indicating that together program setting,
teaching beliefs, and severity of problem behaviors accounted for approximately 24% of
the variance in total importance ratings of behavior support strategies. When considering
the variables independently, program setting (with the respect to difference between
public school and community or private preschools) and DAP beliefs were statistically
significant predictors of the importance of behavior support strategies above and beyond
program setting (with the respect to difference between public school and Head

Start/STEP) and severity of problem behaviors. However, program setting (with the
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respect to difference between public school and Head Start/STEP) and severity of
problem behaviors were not statistically significant predictors of the importance of
behavior support strategies above and beyond program setting (with the respect to
difference between public school and community or private preschools) and DAP beliefs.
The highest level was DAP beliefs with a Beta of .393, t(136) = 5.199, p = .000 and alone
explained 15% of the variance in the importance ratings given that other variables in the
model. Overall strength was medium to strong (Cohen, 1988). The second highest level
was program setting (with the respect to difference between public school and
community or private preschools) with a Beta of -.294, t(136) = -3.632, p = .000 and
alone explained 7.4% of the variance in the importance ratings given that other variables
in the model. Overall strength was medium (Cohen, 1988). Table 40 reflects the

regression for teachers’ perceptions of the importance of behavior support strategies.

Table 40
Regression for Teachers’ Overall Importance Ratings of Behavior Support Strategies

Coefficients

Unstandardized Standardized
Coefficients Coefficients

Variable B Beta t Part  Sig
(Constant) 82.567 8.523 .000
Program Setting
Df between PS&HS/STEP -4.789 -.163 -1.981 -.149 .050
Df between PS&Com/P -8.436 -.294 -3.632 -.272 .000
DAP Beliefs 1.015 393 5199 .390 .000
Severity of Problem -.009 -.006 -083 -.006 .934
Behaviors
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The results of the second analysis indicated that program setting, teaching beliefs,
and severity of problem behaviors were statistically significant in predicting the
feasibility of behavior support strategies, R? = .126, F(4, 136) = 4.921, p = .000. The
multiple correlation coefficient (R) was .356, indicating that together program setting,
teaching beliefs, and severity of problem behaviors accounted for approximately 13% of
variance in total feasibility of behavior support strategies. When considering the variables
independently, DAP beliefs were statistically significant predictors of the feasibility of
behavior support strategies above and beyond program setting and severity of problem
behaviors. However, program setting and severity of problem behaviors were not
statistically significant predictors of the feasibility of behavior support strategies above
and beyond DAP beliefs. The highest level was DAP beliefs with a Beta of .285, t(136) =
3.523, p =.001 and alone explained 8% of the variance in the feasibility ratings given
that other variables in the model. The overall strength was medium (Cohen, 1988). Table
41 provides the regression for teachers’ perceptions of the feasibility of behavior support

strategies.

Table 41

Regression for Teachers’ Overall Feasibility Ratings of Behavior Support Strategies

Unstandardized  Standardized
Coefficients Coefficients

Variable B Beta t Part Sig
(Constant) 76.911 5.975 .000
Program Setting
Df between PS&HS/STEP 2.086 .057 .649 .052 517
Df between PS&Com/P -6.160 -.173 -1.996  -.160 .048
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DAP Beliefs 914 .285 3.523 282 .001

Severity of Problem -.217 -.120 -1.465  -.117 145
Behaviors

Research question 3: Is there a difference between general and special education
teachers with respect to their perceptions of the importance and feasibility of
behavior support strategies for addressing emotional and behavioral problems in
young children?

H3 suggested that there would be a statistically significant difference between
general education teachers and special education teachers with respect to their
perceptions of the importance and feasibility of behavior support strategies, with special
education teachers’ importance and feasibility perceptions are higher than those of
general education teachers. At the .01 level, there was a statistically significant difference
between general education teachers and special education teachers with respect to their
importance ratings but not the feasibility ratings of behavior support strategies. Special
education teachers’ total importance ratings were higher than those of general education
teachers.

Two independent-samples t tests were conducted to evaluate the difference
between general education and special education teachers’ ratings of the importance and
feasibility of behavior support strategies. The test was significant for the teachers’
importance ratings, t(138.995) = -3.182, p = .002, but not significant for the teachers’
feasibility ratings, t(137.123) = -1.151, p = .252. The results revealed that the special
education teachers’ perceptions of the importance (M = 131.71, SD = 12.26) on the

average were higher than those of general education teachers (M = 124.97, SD = 12.88).
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However, there was no significant difference between special education teachers and
general education teachers with respect to their perceptions of the feasibility of behavior
support strategies. The 99% confidence interval for the difference in means for the
importance ratings was ranging from -12.26794 to -1.20791. The eta-squared (??2) index
indicated that 7% of the variance of the teachers’ importance ratings was accounted for
by whether the teachers were general education teachers or special education teachers.
The overall strength was medium to strong (Cohen, 1988). The means and standard
deviations for overall importance and feasibility ratings by professional background are

presented in Table 42 and the test results are depicted in Table 43.

Table 42

Overall Importance and Feasibility Ratings by Professional Background

General Education Teachers Special Education Teachers

BSQimportance M =124.9722 M =131.7101
SD =12.87860 SD =12.26437
BSQfeasibility M =113.6806 M =116.8116
SD =15.52084 SD =16.71938
N 72 69
Table 43

The Independent-Sample t test of Importance and Feasibility Ratings of Behavior Support
Strategies Between General Education Teachers and Special Education Teachers

t df Sig. (2-tailed)  99%Confidence Interval
of the Difference
Lower Upper
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BSQimportance -3.182 138.995 .002 -12.26794  -1.20791

BSQfeasibility -1.151 137.123 .252 -10.23546  3.97339

Summary

Overall, the results from the current study revealed that preschool teachers rated
behavior support strategies higher in the importance than feasibility. Each of the three
research questions was addressed and the data suggested that teacher DAP beliefs were
statistically significantly correlated with both the importance and feasibility ratings, and
that DAP beliefs were the strongest predictors of the teachers’ importance and feasibility
ratings. The data also suggested that program setting was statistically significantly related
to preschool teachers’ importance ratings but not the feasibility ratings. In addition, the
data suggested that professional development, teacher age, and years of teaching
experience were statistically significantly associated with teachers’ feasibility ratings but
not the importance ratings. However, the data revealed that consultation with specialists,
teacher highest degree earned, child ethnicity, severity of problem behaviors, and
satisfaction of teacher-parent communication were not statistically significantly related to
the teachers’ importance ratings and feasibility ratings. Furthermore, the data suggested
that there was a statistically significant difference between general education teachers and
special education teachers with respect to their importance ratings but not the feasibility
ratings, and that the special education teachers’ ratings of the importance were higher

than the general education teachers’ ratings.
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Chapter 5: Interpretations, Conclusions and Recommendations

Chapter 5 presents meaning of the results from the present study. The chapter
starts with the overview of this study. Next, it offers discussions in light of the previous
theory, research, policy, and practice. Then, it gives an inference of the meaning of the
results that can be generalized to implications for policy, and practice in early childhood
education. Lastly, it discusses the limitations of the current study and provides the

recommendations for future research.

Overview

Recent research in the United States has shown an increase in major emotional
and behavioral problems in preschool-age children (Azzi-Lessing, 2010; Low & Shepard,
2010; Summers et al., 2009). It is estimated that 10 to 20% of preschool children exhibit
noticeable problem behaviors (Powell et al., 2007), with 8% having serious problem
behaviors (Keenan & Wakschlag, 2004). Several studies have clearly indicated
significant improvement in the outcomes for children who are at-risk for or have
emotional and behavioral problems if early identification and intervention are in place
(Benedict, Horner, & Squires, 2007; Drugli, Larsson, & Clifford, 2007; Duda, Dunlap,
Fox, Lentini, & Clarke, 2004; Dunlap et al., 2006; Fantuzzo, Bulotsky-Shearer, Fusco, &
McWayne, 2005; Muscott, Pomerleau, & Szczesiul, 2009). Preschool teachers are
important agents in the process of early identification and intervention for young children
who display emotional and behavioral problems (Fantuzzo et al., 1999; Powell et al.,

2007). However, research suggests that various factors may impede or promote preschool
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teachers in initiating the process of early identification and intervention for young
children with emotional and behavioral problems (Kim, Stormont, & Espinosa, 2009;
Kingsley, 2012).

This present study focused on positive behavior support (PBS) — an evidence-
based practice that helps increase protective nature of teachers’ interaction with young
children (Stormont, Reinke, & Herman, 2011) — as a proactive, systemic approach to
preschool teachers’ identification and intervention for emotional and behavioral problems
in young children. In order for the PBS to be successful implemented and sustained in
preschool settings, the factors that influence the teachers’ perceptions of the importance
and feasibility of the strategies needs to be recognized. This study sought to identify the
relative influence of early childhood education factors (program, teacher, and child
variables) suggested by the literature on preschool teachers’ perceptions of the
importance and feasibility of behavior support strategies for addressing young children
with emotional and behavioral problems. It also determined which specific factors
(program setting, teaching beliefs, and severity of problem behaviors) best predicted the
teachers’ perceptions of the importance and feasibility of behavior support strategies.
Furthermore, it compared the perceptions of general education teachers to those of
special education teachers regarding the importance and feasibility of behavior support
strategies.

This current study utilized quantitative approach to investigate program, teacher,
and child factors that influence the perceptions of preschool teachers regarding behavior
support strategies. Data were obtained by using a paper-based comprehensive survey that

consisted of demographic sections and several validated measures including the Behavior
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Support Questionnaire (Stormont et al., 2005). Participants in this study were early
childhood general and special education teachers who worked with young children in
preschool programs in a large, middle Atlantic state. A sample of preschool programs
was randomly selected from the lists of licensed early childhood programs and public
school-based prekindergarten programs during the 2014 to 2015 school years.

One of the major findings of the present study was that preschool teachers across
early childhood education settings perceived behavior support strategies as being more
important than feasible. The findings also suggested that teacher DAP beliefs tended to
influence the teachers’ perceptions of both the importance and feasibility of behavior
support strategies, and that DAP beliefs by far were the strongest predictors of the
teachers’ perceptions of the importance and feasibility of behavior support strategies.
Moreover, the results revealed that program setting appeared to influence the teachers’
perceptions of the importance but not the feasibility of behavior support strategies. On the
other hand, the results showed that professional development, teacher age, and years of
teaching experience seemed to influence the teachers’ perceptions of the feasibility but
not the importance of behavior support strategies.

In addition, the results suggested that there was a significant difference in the
perceptions of special education teachers to those of general education teachers
concerning the importance but not the feasibility of behavior support strategies, and that
special education teachers’ importance ratings were higher than the general education
teachers’ importance ratings. Lastly, other factors investigated in this current study that

did not appear to influence preschool teachers’ perceptions of behavior support strategies
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were consultation with specialists, teacher highest degree earned, child ethnicity, severity

of problem behaviors, and satisfaction of teacher-parent communication.

Interpretations and Conclusions

This section presents meaning to the results according to the research questions of
the present study, the applicable literature, and the conceptual framework. It also
discusses the limitations of this study and offers suggestions for future research. Lastly, it
provides the conclusion of the findings from the current study.
Preschool teachers’ perceptions of behavior support strategies

In terms of the perceptions of behavior support strategies for addressing
emotional and behavioral problems in their classrooms, preschool teachers in the present
study rated the support strategies higher in overall importance items than in overall
feasibility items. Statistical analyses revealed a significant difference between overall
importance ratings and overall feasibility ratings. The findings were consistent with the
earlier studies by Jester-1les (2009) that found urban early childhood educators rated the
behavior support items higher in total importance than in total feasibility. The results also
supported those from Stormont, Lewis, and Smith (2005) that found early childhood
professionals including preschool teachers rated the behavior support strategies higher in
overall importance than in overall feasibility.

The findings suggested that while participants perceived the behavior support
strategies as important, they did not perceive the strategies as equally feasible in their
classrooms. The difference in the teachers’ perceptions of the importance and feasibility

might reflect the weakness of many preschool programs in providing systematic supports
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to ensure effective implementation of positive behavior support (PBS) within their
settings. Professional development in PBS will be meaningless if the teachers view the
support strategies are important but they do not think the materials are feasible for their
programs. Therefore, in order to successfully implement and sustain PBS in preschool
settings, the feasibility of behavior support strategies needs to be considered. Professional
trainings and resources should be focused on how the strategies can be effectively
provided or carried out in the classroom. Moreover, administrative personnel should
emphasize how to increase supports and decrease challenges or barriers that interfere
with the feasibility of PBS in their preschool programs.

Preschool teachers’ perceptions of behavior support strategies and program factors
Among program factors (program setting, professional development, and
consultation with specialists), program setting and professional development were found
to be associated with preschool teachers’ perceptions of behavior support strategies. More

specifically, the program setting was significantly related to the differences in teachers’
importance ratings of behavior support strategies, which was that the teachers within
public school-based preschool programs had higher importance ratings than the teachers
in community-based or private preschool programs. However, the significant differences
in importance ratings of behavior support strategies were not found between public
school-based preschool programs and Head Start programs, and between Head
Start/STEP and community-based/private preschool programs. On the contrary, the
previous study by Jester-1les found a significant difference between Head Start and
community-based teachers in their importance ratings of behavior support strategies.

Moreover, no significant association was found between program setting and the
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teachers’ feasibility ratings of behavior support strategies in the present study. The
finding from this study supported the result from Jester-Iles’ study (2009) that also found
no significant association between program setting (Head Start and community-based
programs) and preschool teachers’ feasibility ratings of behavior support strategies.

There is possible explanation for the findings from this study that the significant
difference in importance ratings of behavior support strategies was found between
teachers within public school-based preschool programs and the teachers in community-
based or private preschool programs, but the significant difference in the importance
ratings were not found between public school-based preschool programs and Head Start
programs, and between Head Start/STEP and community-based/private preschool
programs. That is the teachers in public school-based preschool, Head Start, and STEP
programs might have been exposed to positive behavior support (PBS) training whereas
the teachers in community-based or private preschool programs might have not been
exposed to the PBS training or might have been exposed to other approaches for
behavioral support.

In addition, the present study found a significant association between professional
development and preschool teachers’ feasibility ratings but not importance ratings. The
teachers who received more professional development rated the behavior support
strategies higher in the feasibility than the teachers who received less professional
development. There is a logical explanation for the connection between professional
development and the feasibility of behavior support strategies. It is that teachers who
receive more professional development trainings and resources in PBS are likely to be

more confident in implementing the strategies in their classroom than teachers who
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receive less trainings and resources. The findings from this study supported the earlier
study by Gebbie and colleagues (2012) that indicated that preschool teachers felt more
competent in managing challenging behaviors after participating in an online learning
community. The results also supported the previous study by Fullerton and colleagues
(2009) that found the effectiveness of training increased preschool teachers’ use of praise
statements to address problem behaviors in young children who were at risk for
emotional and behavioral problems. Nevertheless, past research by Jester-lles (2009)
found no significant relations between professional development and preschool teachers’
importance and feasibility ratings.

Another program factor that was investigated in the current study was
consultation with specialists. The results from this study revealed no significant
associations between consultation with specialists and the teachers” importance and
feasibility ratings of behavior support strategies. The findings of this study departed from
those of earlier studies that have emphasized a positive association between consultation
with specialists and early childhood educators’ intervention for problem behaviors (Green
et al., 2012; Gilliam and Shahar, 2006; Kim et al., 2009). In particular, Green and
colleagues (2012) found that specialized consultations increased Head Start staftf’s
understanding of how best practices in early childhood mental health meet the needs of
young children with problem behaviors. Moreover, Kim and colleagues (2009) revealed
that availability of consultation with specialists were associated with South Korean early
childhood teachers’ positive proactive strategies. In addition, Gilliam and Shahar (2006)
indicated that preschool teachers who had ongoing classroom-based behavioral

consultations with specialists were less likely to reported expelling and suspending young
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children with problem behaviors when compared to those who had no relationships with
the specialists.
Preschool teachers’ perceptions of behavior support strategies and teacher factors

Among the teacher factors (teacher age, years of teaching experience, teacher
highest degree earned, and teaching beliefs), teacher age, years of teaching experience,
and teaching beliefs were found to be associated with preschool teachers’ perceptions of
behavior support strategies. More specifically, teacher age was related to preschool
teachers’ feasibility ratings but not importance ratings of behavior support strategies,
which was that older teachers had higher feasibility ratings than younger teachers. On the
contrary, previous research by Jester-lles (2009) found that teacher age was correlated
with preschool teachers’ importance ratings but not the feasibility ratings of behavior
support strategies.

Furthermore, the present study found that years of teaching experience were
associated with preschool teachers’ feasibility ratings but not the importance ratings of
behavior support strategies, which was that the teachers with more years of teaching
experience in preschool setting had higher feasibility ratings than those with less years of
teaching experience. In contrast, the earlier study by Jester-lles (2009) found a significant
association between years of teaching experience and preschool teachers’ importance
ratings but not the feasibility ratings of behavior support strategies. Additionally, the
study by Stormont, Lewis, and Smith (2005) did not find an association between years of
teaching experience and either the importance ratings or the feasibility ratings of behavior
support strategies. The reason for such incompatible findings might have been related to

the differences in characteristics of samples in the studies. For example, Stormont, Lewis,
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and Smith (2005) studied early childhood professionals from diverse disciplines
combined into groups and therefore were not representative of their professionals; Jester-
Iles (2009) studied teachers and assistant teachers of preschool programs: Head Start and
community-based preschool programs; and the present research studied teachers of
preschool programs: public school-based, Head Start/STEP, and private/community-
based preschool programs.

While the studies by Jester-lles (2009) as well as Stormont, Lewis, and Smith
(2005) did not explore the relations between preschool teachers’ beliefs regarding
developmentally appropriate practices (DAP) and the teachers’ opinions about the
importance and feasibility of behavior support strategies, the current study included
teacher DAP beliefs and found that teacher DAP beliefs were correlated with preschool
teachers’ ratings of the importance and feasibility of behavior support strategies. The
results from this study supported the study by Kim and colleagues (2009) that found a
significant association between South Korean early childhood teachers’ DAP beliefs and
the teachers’ reported use of positive proactive behavioral techniques for challenging
behaviors. However, the further study by Kim and Stormont (2012) that examined the
relations between teachers” DAP beliefs and teachers’ observed research-recommended
practices for children’s behavior problems found no association between South Korean
early childhood teachers’ DAP beliefs and the teachers’ observed behavioral strategies.
For the present study, the findings indicate that preschool teachers’ beliefs concerning
developmentally appropriate practices are significantly related to the teachers’ reported
importance and feasibility of behavior support strategies for addressing emotional and

behavioral problems in young children.
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Another teacher factor investigated in the present study was teacher highest
degree earned or educational level. The findings from this study revealed that teacher
highest degree earned was not significantly associated with preschool teachers’
perceptions of the importance and feasibility of behavior strategies. The results were
consistent with those of Jester-1les’ study (2009) that found no relations between teacher
highest degree earned and preschool teachers’ ratings of importance and feasibility.
However, the results of this study were departed from those of Stormont, Lewis, and
Smith (2005) that found educational level was correlated with importance ratings, and
that early childhood professionals including preschool teachers with undergraduate or
graduate degree tended to have higher importance ratings than other early childhood
professionals. The possible explanation for the departure in these findings to those from
past research in teacher highest degree earned and preschool teachers’ importance ratings
or feasibility ratings might have been the uneven sample group to proportionally reflect
the educational levels of the teachers. For this study, the majority of the teachers (57.4%)
had some graduate school or received graduate degree, 29.8% had undergraduate degree,
and only 12.8% had high school diploma or some college.

Although preschool teachers may not need an advanced degree to effectively
implement PBS in their classrooms, proper professional development and training should
still exist. Program administrators can be of assistance by taking on the responsibility that
such necessary elements are taking place by providing preschool teachers with the
training, support and resource materials the teachers may need. It can be concluded from
the present study’s findings that the teachers’ highest degree earned did not have an

impact on preschool teachers’ perceptions of the feasibility of behavior support strategies
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for addressing emotional and behavioral problems in young children, as much as the
professional development. The teachers in this study might not have taken courses related
to PBS when they were in school; therefore they would have to rely on the PBS training
and resources provided at their programs.
Preschool teachers’ perceptions of behavior support strategies and child factors

The current study found no significant associations among the child factors
(percentage of child ethnicity, severity of problem behavior, and satisfaction of teacher-
parent communication) and preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies. Previous research has shown mixed results for
severity of problem behaviors and teachers’ interventions. For example, Alderman and
Nix (1997), studying preschool to twelfth-grade educators (general education teachers,
special education teachers, and others), found no significant differences in positive and
negative intervention choices in relation to children’s mild, moderate, and severe problem
levels. Kim and colleagues (2009), using South Korean general education teachers in
preschool and child care programs, found a significant correlation between the severity of
problem behaviors and the teachers’ reported negative reactive strategies. Moreover,
Abidin and Robinson (2002), using preschool to fifth-grade general education teachers,
found a significant association between the severity of problem behaviors and the
teachers’ decisions about referring children for intervention. Final conclusions on the
effect of severity of problem behavior are difficult to draw because the present study only
investigated preschool teachers’ reported positive behavioral strategies and the literature
has shown varied results for the effect of severe problem levels on teachers’ behavioral

interventions. Thus, more research is needed to explore the influence of severity of
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problem behaviors on preschool teachers’ positive and negative behavioral strategies for
addressing young children’s emotional and behavioral problems.

Additionally, the results of the present study on relations between satisfaction of
teacher-parent communication and preschool teachers’ perceptions of behavior support
strategies contradicted past research by Kim and colleagues (2009) that found teacher-
parent communication was associated with South Korean early childhood teachers’
positive strategies for addressing problem behaviors in preschool and child care
programs. Moreover, the findings from this study on relations between child ethnicity and
preschool teachers’ perceptions of behavior support strategies were in contrast with those
from the literature review that indicated significant associations between child ethnicity
and the types of strategies that preschool teachers used for addressing behavioral
problems (Gilliam & Shahar, 2006), and how the teachers identified problem behaviors in
young children (Raver et al., 2009).

While those results from previous studies were not replicated in the current study,
the difference may be based on the types of programs, characteristics of children and
teachers, and other sample differences between the studies. For example, the lack of
association between child ethnicity and the teachers’ importance and feasibility ratings
might have resulted from the very high percentage of European American children and
very low percentage of African American children in the present study. Additional
research that better selects participants to represent characteristics of children is needed to
investigate the relative influence of child factors on preschool teachers’ perceptions of
behavior support strategies to validate which child factors are related to or predict the

teachers’ ratings of the importance and feasibility of behavior support strategies.
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Predictors of teachers’ perceptions of behavior support strategies for addressing
young children’s emotional and behavioral problems

The present study sought to identify important program, teacher, and child
predictors for preschool teachers’ perceptions of the importance and feasibility of
behavior support strategies. The findings revealed significant associations between
teaching beliefs and the teachers’ importance and feasibility ratings of behavior support
strategies. The results also showed a significant relation between program setting and
preschool teachers’ importance ratings but not feasibility ratings of behavior support
strategies. However, no significant associations were found between teacher reported
severity of problem behaviors and preschool teachers’ importance and feasibility ratings
of behavior support strategies. Among the three factors (program setting, teaching beliefs,
and severity of behavior problems), teacher DAP beliefs were the strongest predictors of
the teachers’ reported importance and feasibility of behavior support strategies. The
results from this study were consistent with those of previous research by Kim and
colleagues (2009) that found South Korean preschool teachers’ DAP beliefs were the best
predictors of the teachers’ reported positive and negative strategies for challenging
behaviors.

The findings from this study suggested that teaching beliefs concerning
developmentally appropriate practices in early childhood education were significantly
related to and the best predictors of preschool teachers’ perceptions of the importance and
feasibility of behavior support strategies for addressing young children’s emotional and
behavioral problems. However, these findings contradicted those of past research by

Abidin and Robinson (2002) using preschool to fifth-grade general education teachers
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that found the best predictor of teachers’ decisions about referring children for
intervention was teachers’ reported severity of behavioral problems. Therefore, more
research is needed at the preschool level to identify important program, teacher, and child
predictors of preschool teachers’ perceptions of behavior support strategies for addressing
young children’s emotional and behavioral problems.
Teacher background and teachers’ perceptions of behavior support strategies for
addressing young children’s emotional and behavioral problems

Another important finding from the present study indicated a significant
difference between early childhood general education teachers and special education
teachers concerning their overall importance ratings of behavior support strategies, but no
significant difference was found between the two groups for their overall feasibility
ratings of behavior support strategies. The results revealed that special education teachers
rated behavior support strategies higher in importance ratings of behavior support
strategies than general education teachers. In this study, the vast majority (69) of
participants with special education background worked with young children with
disabilities, and very few (2) worked with typically developing children. The findings
from the present study suggest that preschool teachers who serve young children with
special needs perceive behavior support strategies as more important than the teachers
who serve typically developing children. Past research has not been done to compare the
perceptions of general education teachers to those of special education teachers regarding
behavior support strategies. The current study expands the literature by showing that
teacher professional background influences preschool teacher’ perceptions of the

importance of behavior support strategies.
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While the results from the current study identified a significant difference in the
importance ratings of behavior support strategies between general education teachers and
special education teachers, no significant difference in the feasibility ratings of behavior
support strategies were found between the two groups. Both general education teachers
and special education teachers might have perceived that the behavior support strategies
were not feasible due to many challenges and barriers they might have encountered when
implementing and sustaining the support strategies in their classrooms. Thus, the
feasibility of behavior support strategies would need to be investigated more in future
research to affect how policy and practice on PBS would be effectively developed and
how professional development and trainings on PBS would be successfully provided in
preschool programs.

Limitations

The present study has some important limitations that must be considered. Given
the cross-sectional predictive nature of the current study, causal inferences cannot be
drawn. Because this study examined teachers’ self-reported opinions regarding behavior
support strategies, interview or observation of classroom use of strategies may have
produced different findings. With a self-reported survey, teachers may respond as they
think they should respond or other factors, such as their knowledge with other approaches
may affect their perceptions of behavior support strategies. Moreover, a self-report
survey provides no opportunities to probe for more in-depth answers. Some of the follow-
up questions could have been: Why the teachers think the strategies are important or
feasible? What are preschool teachers’ expectations of using behavior support strategies

in their classrooms? What are some of the challenges or barriers in implementing and
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sustaining PBS in their programs? And what makes the PBS helpful to the teachers?
Therefore, future research would need to conduct a self-report survey together with a
follow-up interview and classroom observation for teachers’ actual practices to validate
the relation between preschool teachers’ observed and reported use of behavior support
strategies.

In addition, this study obtained the preschool teachers’ reported importance and
feasibility of behavior support strategies with no regard to their previous experience or
participation in a positive behavior support, and there might have been the difference in
the perceptions of the teachers who had received the professional training on PBS to
those who had no prior training on PBS regarding the importance and feasibility of
behavior support strategies. Thus, future research in preschool teachers’ perceptions of
behavior support strategies might need to consider collecting data prior to a professional
development on PBS, and to compare the perceptions of the teachers who have PBS
trainings to those who have no PBS trainings regarding the importance and feasibility of
behavior support strategies for addressing emotional and behavioral problems in
preschool settings.

While the data of the current study were hierarchical in nature (teachers were
clustered within different preschool settings, representing two levels of a multilevel
model), this study used simple correlation (Pearson’s r), one-way analyses of variance
(ANOVA) and multiple regression (MR) analyses instead of multilevel (hierarchical
linear modeling or HLM) analysis that explains both the between- and within-clustered

variables, because of sample size concerns. Thus, the results may not meet the
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independence assumption (McCoach, 2010) and that the findings of this study may not be
generalizable.

Additionally, the results and conclusions of this study were based on data from
preschool teachers who taught children aged 3-5 years in Head Start, STEP, public
school-based, and community-based or private preschool programs in a large, middle
Atlantic state. Therefore, the findings may not be generalizable to teachers, programs,
and children in other settings or other states. As future studies are conducted with
preschool teachers in other settings and other states, more information regarding
influencing factors and predictors of the teachers’ perceptions of behavior support
strategies for addressing young children’s emotional and behavioral problems will be
found. Moreover, the teachers in this study were from urban and suburban counties in the
middle Atlantic state, and factors that influence the perceptions of preschool teachers in
rural preschool programs may be different.

Another limitation of the present study involves the demographic characteristics
of the sample. Although the sample size for this study was large (n = 141), there were
several uneven representations in the sample group. It was not surprising that a majority
of the teachers (138) were female, whereas only three were male. Regarding ethnicity of
teachers, the majority (69%) of the teachers were European American, while 12% were
Asian American, 11% were African American, and only 5% were Hispanic. Regarding
the ethnicity of children in the programs, there was a high percentage of European
American (44.6%), while 26.6% were Hispanic, 19.1 % were Asian, and only 9.6 % were
African American. Future research will need to explore the possible impact of the gender

and ethnicity of teachers as well as children on preschool teachers’ perceptions of
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behavior support strategies for addressing emotional and behavioral problems in young
children.
Conclusions

Previous research has indicated how preschool teachers address young children’s
emotional and behavioral problems is affected by various factors. This study sought to
identify the relative influence of early childhood education factors (program, teacher, and
child variables) on preschool teachers’ perceptions of behavior support strategies for
addressing young children’s emotional and behavioral problems. In general, the findings
of this study revealed that preschool teachers tended to rate the overall importance ratings
higher than the overall feasibility ratings of behavior support strategies. Specifically, it
was found that program setting and teaching beliefs significantly influenced how the
teachers perceived the strategies as important. Using Bandura’s social cognitive theory to
explain the findings from this study concerning the importance of behavior support
strategies, the pathway from influencing factors on teacher agency in facilitating
teachers’ functioning on behalf of young children with emotional and behavioral
problems can be illustrated in Figure 5. That is program setting and teaching beliefs have
an impact on preschool teachers as proxy agency on the importance of behavior support

strategies for addressing young children with emotional and behavioral problems.

Figure 5. Early Childhood Education Factors and Teachers’ Importance Ratings

Program Setting
Teaching Beliefs Teacher Agency |—| Importance of PBS
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Moreover, it was found that professional development, teacher age, years of
teaching experience, and teaching beliefs significantly influenced how the teachers
perceived the strategies as feasible. Using Bandura’s social cognitive theory to explain
the findings from this study concerning the feasibility of behavior support strategies, the
pathway from influencing factors on teacher agency in facilitating teachers’ functioning
on behalf of young children with emotional and behavioral problems can be illustrated in
Figure 6. That is professional development, teacher age, years of teaching experience,
and teaching beliefs have an impact on preschool teachers as proxy agency on the
feasibility of behavior support strategies for addressing young children with emotional

and behavioral problems.

Figure 6. Early Childhood Education Factors and Teachers’ Feasibility Ratings

Prof. Development
Teacher Age
Years of Teaching
Teaching Beliefs

Teacher Agency |[—>| Feasibility of PBS

In addition, results from the present study suggested that the strongest predictors
of preschool teachers’ perceptions of the importance and feasibility of behavior support
strategies were teaching beliefs. The findings indicated that preschool teachers who
believed in DAP also perceived the behavior support strategies as more important and
more feasible. Lastly, results from this study also revealed a significant difference
between the general education teachers’ and special education teachers’ perceptions of

the importance of behavior support strategies. Nevertheless, this study found no
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significant difference between general education teachers’ and special education

teachers’ perceptions of the feasibility of behavior support strategies.

Recommendations

This section provides the recommendations for teacher education programs
concerning early identification and intervention for problem behaviors in preschool
settings. It also offers several implications for policy, practice, and future research in the
fields of early childhood education.

The findings of the current study have some direct implications for the policy and
practice of early childhood education, and for the process of early identification and
intervention for emotional and behavioral challenges in young children, especially the use
of program-wide PBS in preschool programs. Program administrators can use the data
from the significant findings to enhance their current policy and practice for preschool
teachers’ addressing emotional and behavioral problems and ultimately improve the
children’s outcomes. The findings also suggest the need to provide pre-service and in-
service trainings to support teachers’ implementation of behavior support strategies in
preschool classrooms. Administration personnel and professionals who plan to use the
systems approach of positive behavior support in preschool programs should be aware of
the need to find ways to make the behavior support strategies more feasible in the
classrooms. Future research would need to evaluate the changes in teachers’ perceptions
of the feasibility of behavior support strategies after the system approaches and supports

for classroom implementation are provided.
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The data also provide support for preschool teachers’ perceptions of behavior
support strategies by identifying the factors that need to be considered for professional
development related to implementation of positive behavior support in preschool settings.
Results from this study can inform efforts for professional training and resources about
the use of PBS in preschool setting. Particularly, program setting and teaching beliefs
appear to be important factors concerning preschool teachers’ perceived importance of
behavior support strategies. Likewise, professional development, teacher age, years of
teaching experience, and teaching beliefs seem to be important factors to preschool
teachers’ perceived feasibility of behavior support strategies. Preschool teachers who
believe in DAP also perceive the behavior support strategies as both important and
feasible. Therefore, providing professional development, including developmentally
appropriate practice, is an essential element for supporting preschool teachers’ use of
behavior support strategies in preschool settings. More specifically, training opportunities
on evidence-based research PBS and developmentally appropriate practice would need to
be provided for preschool teachers in community-based or private preschool programs to
help them understand the importance of behavior support strategies. Moreover,
administration planning for providing professional development on PBS should also be
focusing on recruiting younger teachers and those with less teaching experience to attend
in order to help them successfully implement and sustain behavior support strategies in
their classrooms.

However, one of the important limitations for this study that needed to be
considered is self-reported preference. The present study only used survey research on

preschool teachers’ perceived importance and feasibility of behavior support strategies,
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and participants might have been biased in their ratings due to their experiences with
other approaches. Therefore, field-based research for a combination of teachers’ in-depth
interviews and classroom observations to examine the actual use of behavior support
strategies by preschool teachers to address young children’s emotional and behavioral

problems in their classrooms is imperative in the future.

Summary

In summary, the significant findings from the present study tend to support the
conceptual framework — Bandura’s social cognitive theory (Bandura, 2002; Bandura,
2004) — that influencing factors have an impact on teacher agency in facilitating teacher’s
functioning on behalf of young children with emotional and behavioral problems. The
results suggest that program factors (program setting and professional development) and
teacher factors (teacher age, professional background, years of teaching experience, and
teacher DAP beliefs) influence preschool teachers as proxy agency for young children
with emotional and behavioral problems. The pathway from influencing factors on
teacher agency to preschool teachers’ perceptions of behavior support strategies IS
illustrated in Figure 7.

Figure 7. Factors Influencing Preschool Teachers’ Perceptions of Behavior Support
Strategies.
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Program Factors
- Program setting
- Professional development

Teacher Perceptions of

Teacher Agency — 5 | PBSfor Addressing
Young Children's
Emotional and Behavioral
Problems

Teacher Factors

- Age

- Professional background
- Years of teaching

- DAP beliefs

Overall, the current study extends the limited research on early identification and
intervention for addressing emotional and behavioral problems in preschool-aged
children, especially in preschool teachers’ perceptions of behavior support strategies. Its
findings have several implications for early childhood education programs that can help
direct policy, practice, and professional development on positive behavior support (PBS)

in preschool settings.
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Appendix A: Contact Statement

Date:

Dear Director

| am a doctoral student at The George Washington University (GWU). The intent
of this letter is to provide summary information about my research project and to invite
your program to participate in the study. My research entitled “Factors Influencing
Preschool Teachers’ Perceptions of Behavior Support Strategies for Addressing Young
Children’s Emotional and Behavioral Problems” has been reviewed by the Office of
Human Research at the GWU to ensure that the research project involving human
subjects follow federal regulations. Any questions or concerns about rights as a research
subject should be directed to the chair of the Institutional Review Board, The Office of
Human Research, The George Washington University, 2030 M St. NW, Washington, DC
20036, Phone: 202-994-2715, or Email: ohrirb@gwu.edu
Rationale for the Study

Research has clearly indicated significant improvement in the outcomes for
children who are at-risk for or have emotional and behavioral problems if early
identification and intervention are in place. Preschool teachers play important roles in the
process of early identification and intervention for young children who display emotional
and behavioral problems. Research suggests that various factors may impede or promote
preschool teachers in initiating the process of early identification and intervention for
young children with emotional and behavioral problems. This study explores potential

factors and determines their relationships to preschool teachers’ perceptions of the
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importance and feasibility of behavior support strategies for emotional and behavioral
problems in young children.
Purpose and Research Questions

The primary purpose of this study is to investigate factors (program, teacher, and
child characteristics) that influence preschool teachers’ perception of using behavior
support strategies for emotional and behavioral problems in young children. The
secondary purpose of the study is to examine whether there is a difference in perceptions
of general education teachers to those of special education teachers regarding behavior
support strategies for addressing young children’s emotional and behavioral problems.
Primary research question: What are factors that influence preschool teachers’
perceptions of behavior support strategies for addressing emotional and behavioral
problems in young children?
The guiding questions:

1. Are there relations between program, teacher, and child factors and preschool
teachers’ perceptions of the importance and feasibility of behavior support
strategies for young children with emotional and behavioral problems?

2. Which specific program, teacher, and child factors (program setting, teacher DAP
beliefs, and severity of problem behaviors) best predict preschool teachers’
perceptions of the importance and feasibility of behavior support strategies for
young children with emotional and behavioral problems, while controlling for

relations among other predictors?
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3. Is there a difference between general and special education teachers in terms of
their perceptions of the importance and feasibility of behavior support strategies
for young children with emotional and behavioral problems?

This study will use quantitative methods to investigate factors that influence
preschool teachers’ perceptions regarding behavior support strategies for addressing
young children’s emotional and behavioral problems. Participants are preschool teachers
most directly responsible for classrooms that serve children ages 3-5 years. The teachers
will complete a comprehensive survey called “Addressing Preschool Emotional and
Behavioral Problems Questionnaire”, which includes demographic sections as well as
other validated measures regarding teachers’ opinions on identification and intervention
for problem behaviors in young children. Data will be analyzed to examine influencing
factors on teachers’ addressing young children emotional and behavioral problems.
Identifying the influencing factors that affect preschool teachers’ perceptions on early
identification and intervention is an initial step in developing effective systems to
increase the teachers’ effectiveness in addressing young children’s emotional and
behavioral problems. The results of this study can inform educational practice and
professional development by identifying necessary factors to support teachers’
sustainability of implementation and the outcomes for young children involved and to

develop training for behavior support strategies.
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Appendix B: Director Consent Letter

Date:

From:

(Name of preschool program)

To Whom It May Concern:

This letter is to confirm our program’s permission for Ms. Pongsuda
Rattanamasmongkol, doctoral candidate at the George Washington University, to recruit
participants for the research study entitled “Factors Influencing Preschool Teachers’
Perceptions Regarding Behavior Support Strategies for Young Children with Emotional
and Behavioral Problems.” I am familiar with the purpose of the study and agree to have
staff participate in the study.

If staff members choose to participate in the study, they will do so on their own
behalf. Staff members choosing or not choosing to participate will incur no negative
consequences. | do support this research project and have granted Ms. Pongsuda

Rattanamasmongkol permission to recruit participants from our program.

Sincerely,

(Name and position)
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Appendix C: Participant Consent Form

Date:

Dear preschool teacher,

My name is Pongsuda Rattanamasmongkol. | am currently a public health nurse
for Arlington County and a doctoral candidate in special education program at the George
Washington University. | invite you to participate in a study | am conducting for my
doctoral dissertation on addressing emotional and behavioral problems in preschool
settings. | am interested in learning about preschool teachers’ perceptions regarding the
use of behavior support strategies with young children who have or are at-risk for
emotional and behavioral problems.

The title of my project is “Factors Influencing Preschool Teachers’ Perceptions of
Behavior Support Strategies for Young Children with Emotional and Behavioral
Problems.” This study is important because it will make a great contribution to the areas
of early childhood education and positive behavior supports by identifying the supports
and challenges to preschool teachers addressing emotional and behavioral problems in
young children, particularly using behavior support strategies in preschool settings. It will
also increase the literature in these fields. I am asking for your participation with this
study because | believe that your input is extremely valuable. | thank you in advance for
your time and participation.

The information gained through this research project will be kept strictly
confidential. Any sharing or publication of the research findings related to this study will
not identify any of the participants by their personal information. My research committee
and | anticipate no risk to you due to your participation in this project. The results of this
study may be presented to the George Washington University faculty and students, at
early childhood education professional meetings, or in professional publications. This
information has the potential to yield meaningful information that can be used to guide
future professional development activities within preschool settings such as Head Start,
public preschool, private preschool, and community-based preschool programs. Again,
no identifiable information will ever be disclosed.

Your participation in this project is completely voluntary and you are free to
withdraw your permission for participation at any time and for any reason. Participation
in the study includes completing a 20-30 minute survey. The survey will be given to you
and other participants that initial the consent form indicating voluntarily participation of
the research study. The survey will ask you to fill your general information and rate your
opinions of identification and intervention for emotional and behavioral problems in early
childhood education programs. The surveys will be completed anonymously. At the
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completion of the survey, you will place your survey in a designated envelope that will be
picked up by the researcher.

In addition, your decision to participate or not will not affect your relationship
with your program, the School District, program administrator, or the George
Washington University. The Research Review Committee of the School Districts and the
George Washington University Institutional Review Board (IRB) approve this study. To
ensure that this study continues to protect your rights and minimizes your risk, the IRB
reserves the right to examine and evaluate the date and research protocols involved in this
research. If you need more information regarding your rights in the study, please contact
the Office of Human Research, The George Washington University, 2030 M St. NW,
Washington, DC 20036, Phone: 202-994-2715, or Email: ohriro@gwu.edu

If you have any questions regarding this study, you may contact me or my
advisor.

Pongsuda Rattanamasmongkol, Ed.S. (Researcher)
Graduate School of Education and Human Development
George Washington University

Phone: 703-228-1279

Email: pongsuda@gwmail.gwu.edu

Carol Kochhar-Bryant, Ed.D. (Advisor)

Graduate School of Education and Human Development
George Washington University

Phone: 202-994-1536

Email: kochhar@gwu.edu

Attached is a copy of this consent form that you may keep for your records.
Thank you for your help in completing this research project.

Sincerely,

Pongouda Rattanamasmonglool
(Pongsuda Rattanamasmongkol)

Preschool Teacher Consent for Study Participation

| have read and understand the above information and voluntarily agree to participate in
the research project described above. | understand that I will be given a copy of this
Consent Form.

Initials
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Appendix D: Survey
Addressing Preschool Emotional and Behavioral Problems Questionnaire

This survey asks questions about identification and intervention for emotional and
behavioral problems in early childhood education programs. This survey is being used as
part of a doctoral dissertation in special education. Your responses will be kept
completely anonymous. Approximate time for filling the survey is 20-25 minutes. Thank
you very much for your assistance.

1. Please indicate the highest academic degree that you earned.

High School Diploma/GED Associates Degree

Bachelors Degree Masters Degree

Ed.D./Ph.D. Other (please explain)
2. What is your gender? Male Female

3. What is your age?

4. Please describe your ethnicity

5. Which best describe you?
Special Ed. Teacher General Ed. Teacher General Ed. Inclusion Teacher

6. What is your current position?
Teacher Assistant Teacher

7. How many years of teaching experience do you have in the preschool setting?

8. Which description best describes the type of preschool program in which you teach?
(check all that apply)

Faith-Affiliated Program Head Start Program
Public School Private preschool
For-Profit Child Care Nonprofit Child Care
Other (please specify)

9. How many children are typically in your classroom or in your caseload?

10. What is the ethnicity of children in your classroom or in your caseload? (Report
approximate percentages of children from each ethnic group)

% African American % European American
% Asian American % Hispanic
% Other

11. Please indicate the number of students in your classroom or in your caseload by
general and special education status:
General Education Special Education
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12. Please indicate the number of students in your classroom who consistently displayed
problem behaviors that are difficult for you to manage.
Boys Girls

13. Have you received training in positive behavior support (PBS)?
Yes No Don’t know

14. Have you received training specific to functional behavior assessment?
Yes No Don’t know

15. Have you received training in developing behavioral intervention plans?
Yes No Don’t know

Teacher-Parent Communication

Please rate your satisfaction with the contact you have with parents of children with
behavioral problems:

0-No Contact, 1-Not Satisfactory, 2-Neutral, 3-Satisfactory, 4-Very Satisfactory

16. How much are you satisfied with the communication with parents of children with
problem behaviors? 01 2 3 4

Program-Level Support

The following questions ask about administrator support and professional development.
Please choose and check the response that is closest to your opinion:

0-Never, 1-Seldom, 2-Unsure, 3-Often, 4-Very Often

17. How often does your center provide opportunities for in-service professional
development focused on helping children with challenging behavior?
01 2 3 4

18. How supportive is your center in providing any materials, resources, or specialists for
aiding children with challenging behaviors? 01 2 3 4

Teaching Beliefs

Each statement represents thoughts or ideas regarding early childhood education. Please
check your response to the statements while thinking about the young children you are
currently serving:

0-Not Important At All, 1-Not Important, 2-Neutral, 3-Important, 4-Extremely Important

19. Itis for teacher-pupil interactions in preschool to help develop children’s self-
esteem and positive feelings toward learning. 0 1 2 3 4
20. Itis for preschoolers to learn through active exploration.

01 2 3 4
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21. 1tis for children to be allowed to cut their own shapes, perform their own steps
in an experiment, and plan their own creative drama, art, and writing or scribbling

activities. 01 2 3 4
22. 1tis for children to be allowed to select many of their own activities from a
variety of learning areas that the teacher has prepared (blocks, centers, art, housekeeping
etc.). 01 2 3 4
23. Itis for preschoolers to learn through interaction with other children.

01 2 3 4
24. In terms of effectiveness, it is for the teacher to talk and to move among
groups and individuals, offering suggestions, asking questions, and facilitating children’s
involvement with materials and activities. 01 2 3 4

25. Itis___to provide many opportunities to develop social skills with peers in the

classroom. 01 2 3 4
26. In teaching health and safety, it is to include a variety of activities throughout
the school year. 01 2 3 4
27. In the classroom settings, it is for the child to be exposed to multicultural and
nonsexist activities. 01 2 3 4

28. As an evaluation technique in the preschool program, teacher observation is

01 2 3 4
29. Input from parentsis . 01 2 3 4
30.Itis ___ for children to be involved in establishing rules for the classroom.

01 2 3 4
31.1tis ____ for children to have stories read to them. 01 2 3 4

Behavior Support Questionnaire

The following statements represent behavioral strategies in early childhood education.
Please check your response to each statement first about its importance (having
significant worth) and then about its feasibility (being practical) in your actual classroom
situation. Please answer both parts of each question.

How Important: 0-Not At All Important, 1-Not Important, 2-Somewhat Not Important,
3-Neutral, 4-Somewhat Important, 5-Important, 6-Extremely Important

How Feasible: 0-Not At All Feasible, 1-Not Feasible, 2-Somewhat Not Feasible, 3-
Neutral, 4-Somewhat Feasible, 5-Feasible, 6-Totally Feasible

32. Redirection is used to remind children of expected behavior.
How Important 0 1 2 3 4 5 6
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HowFeasible 0 1 2 3 4 5 6

33. Teachers and staff are consistent in how they manage specific behavior.
How Important 0 1 2 3 4
HowFeasible 0 1 2 3 4 5 6
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34. Verbal cues for appropriate behaviors are provided.
How Important 0 1 2 3 4 5
How Feasible 0 1 2 3 4
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35. Feedback for incorrect behavior includes teaching the correct behavior.
How Important 0 1 2 3 4
How Feasible 0 1 2 3 4 5 6
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36. Students are provided choices in terms of tasks and activities.
How Important 0
How Feasible 0
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37. A routine is clearly in place for transitions.
How Important 0 2
How Feasible 0 1 2
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3 4
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38. Students receive feedback on their behavior that is immediate and specific.

How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6

39. Daily activity schedules are predictable.
How Important 4 5 6
4 5 6

01 2 3

How Feasible 0 1 2 3

40. Children are provided prompts to use appropriate behavior before a problem occurs.
How Important 0 1 2 3 4 5 6

HowFeasibhle 0 1 2 3 4 5 6

41. Students receive immediate attention and praise for appropriate behavior.
How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6

42. A clear set of consequences is in place for students for rule violations.
How Important 0 1

2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
43. Student behavior is monitored and data is collected for students with challenging
behavior. How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
44. Behavioral expectations are clearly defined and reviewed at least once a day.

How Important 0 1 2 3 4 5 6

186



HowFeasible 0 1 2 3 4 5 6

45. Behavior expectations are in place for specific activities and are reviewed on a daily
basis. How Important 0 1 2 3 4 5 6
HowFeasible 0 1 2 3 4 5 6

46. Children are reminded of behavior expectations for the next activity before
transitioning to that activity. How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
47. Behavioral expectations are reviewed as opportunities to use them naturally occur.
How Important 0 1 2 3 4 5 6

HowFeasibhle 0 1 2 3 4 5 6

48. Routines are in place for using different center-based activities.
How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6

49. Functional behavioral assessment is conducted by a program support person and

results are used to develop interventions.  How Important 0 1 2 3 4 5 6

HowFeasible 0 1 2 3 4 5 6

50. An environmental analysis is used when several children are having behavior

problems. How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
51. Wait time is evaluated and always considered in activity planning.
How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6

52. An environmental analysis is used to assess what may support a student’s problem
behavior. How Important 0 1 2 3 4 5 6
HowFeasible 0 1 2 3 4 5 6

53. Visual prompts (e.g., pictures) for displaying behavioral expectations are present.
How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
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6

54. Minor behavior problems are ignored. How Important 0 2 3 4 5
How Feasible 0 1 2 3 4 5

55. For some children, stickers or other tangible rewards are given to support appropriate

behavior. How Important 0 1 2 3 4 5 6
How Feasible 0 1 2 3 4 5 6
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