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Abstract 

Teachers have been criticised for their inconsistent use of evidence-based practice (EBP) 

when working with students with autism spectrum disorder (ASD). However, a lack of 

training about what constitutes an EBP has hindered teachers' abilities to adopt the most 

appropriate approaches to meet the specific needs of their students. Deficient guidance and 

training have also resulted in the cessation of their use. In response to these issues, this thesis 

sought to explore teachers' decision-making processes regarding EBP concerning students 

with ASD to identify criteria that may be used to guide decision-making about the adoption 

and maintenance of EBP in Australian mainstream schools. Given the perceived gap in the 

literature exploring decision-making in this context, a new survey tool was created to 

measure the importance of a range of criteria impacting teachers' decision-making regarding 

the adoption and cessation of EBP.  The resulting Evidence-Based Practice Innovation 

Adoption Survey (EBPIAS) was then made available to Australian primary school teachers 

for completion. Overall, teachers were found to be adopting EBP based on the individual 

needs of their students with ASD; similarly, cessation was reported to be because the EBP 

did not meet the needs of students. A possible reason for this outcome was due to teachers' 

reported difficulty with implementing EBP within the classroom. Historically, these 

difficulties have been attributed to insufficient or inadequate levels of specialist training. 

However, teachers rated training as one of the least important criteria in the decision to adopt 

EBP.  These findings suggest that teachers need to better understand the importance of 

specialist training and implementation requirements of practices to ensure the adoption and 

maintenance of EBP. Communications of EBP need to highlight how the EBP supports the 

needs of students with ASD as well as bringing more considerable attention to the training 

and implementation procedures required.  The intention is to better support higher adoption 



 

 

rates of effective EBP while decreasing cessation rates. As such, the findings of the survey 

could inform how EBP needs to be promoted and communicated to teachers. 
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Chapter 1 
Introduction 

1.1 Thesis Context 

This thesis focusses on the decision-making processes of Australian primary school 

teachers concerning the adoption and cessation of evidence-based practice (EBP) for 

students with autism spectrum disorder (ASD).  EBP in this paper is defined as 

interventions, instructional strategies, or the employment of structured teaching 

programs that have demonstrated consistent positive results through experimental 

testing (Mesibov & Shea, 2011; Simpson, 2005).  It has been suggested that there is 

often a lag of 17 to 20 years between the publication of research providing an 

evidence base for interventions, and the implementation of such interventions in 

everyday practice (Institute of Medicine, 2001; Walker, 2004).  The potential reasons 

for this substantial lag are examined in the following chapters.   

There is research exploring the types of practices and interventions teachers 

are using with students with disability in general including ASD (see Carter, 

Stephenson, & Strnadova, 2011; Hess, Morrier, Helfin, & Ivey, 2008; Stahmer, 

Suhrheinrich, Reed, & Schreibman, 2012).  There is also research that has identified 

different reasons (or criteria) that impact on teachers’ abilities to engage with and 



Chapter 1: Thesis Introduction 
 

 9 

maintain the use of EBP (see Akshoomoff & Stahmer, 2006; Bethune & Wood, 2013; 

Cook, Smith, & Tankersley, 2012; Dingfelder & Mandell, 2011; Fixsen, Blase, Metz, 

& van Dyke, 2013; Hornby, Gable, & Evans, 2013; Stahmer & Reith, 2015).  

However, no single study has worked to examine all of these criteria and reasons and 

their relative importance to better understand teachers’ decision-making in the 

adoption or cessation of EBP concerning students with ASD.  In response to this 

omission, this thesis seeks to add to the current research literature addressing the use 

of EBP with students with ASD in mainstream education, through investigating this 

gap within the research literature. 

1.2 Research Paradigm 

The research paradigm of any research project is related to the philosophical 

stance from which the research is derived.  It is the link between the theoretical 

dimensions of the research and the practical components of the investigation.  It 

reflects the researcher's fundamental beliefs that consequently guide their actions and 

the overall theoretical framework employed (Guba, 1990).  The theoretical framework 

impacts on the focus of the research, the decisions made within the research process, 

and forms a blueprint for the entire research project (Grant & Osanloo, 2014).  

Identification of a researcher's theoretical framework is often underpinned by, and is 

reflective of, personal beliefs and understandings concerning the nature of knowledge, 

how knowledge exists, and how it is can be explored (Lysaght, 2011).  In response to 

the requirement to contextualise the methodology used in this thesis an exploration of 

the theoretical framework follows. 
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1.2.1 Epistemology 

The current research project was developed within the post-positivist 

paradigm and employs a mixed methods approach.  Given that the focus of this 

research is on the decision-making processes of teachers within a particular social and 

cultural context (Australian primary school classrooms), a post-positivist approach 

allowed for exploration of the research questions without the restrictions of the 

positivists' rigid scientific methodology (Letourneau & Allen, 1999). 

Post-positivism evolved from positivism, which is based on the premise that 

true knowledge is best acquired and understood through quantifiable observations that 

lead to statistical analyses (Babbie, 2013).  In the social sciences, positivism refers to 

the understanding that the use of scientific evidence, through such means as 

experimentation or empirical evidence, can reveal the true nature of how society 

operates in a given context (Gray, 2017).  Positivism is aligned with the empiricist 

view that knowledge arises from human experience comprised of discrete, observable 

events and elements that interact in an observable manner (Collins, 2010).  Post-

positivists argue that the researcher should be able to avoid being restricted to the 

dichotomy of qualitative or quantitative methodologies, by selecting the methods that 

best suit the aims of the research (Crosson, 2003).  That is, the research question 

should direct methodological choices (Wildemuth, 1993).  Therefore, in contrast to 

positivism, post-positivism does not follow rigid scientific methodologies but allows 

for greater flexibility through the promotion of methodological pluralism (Wildemuth, 

1993).   

A common form of post-positivism is the philosophy of critical realism 

(Trochim, Donnelly, & Arora, 2016).  A critical realist asserts that there is a reality 
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independent of our conceptualisation of it, which can then be studied scientifically.  A 

post-positivist critical realist acknowledges that observation in isolation is fallible and 

contains errors, resulting in the revision of theory.  In other words, the critical realist 

questions the capacity of researchers to objectively know reality with any high level 

of certainty, given that research design and analysis can be influenced by the 

researcher’s personal biases and worldview.  Post-positivism recognises this inherent 

flaw and asserts that objectivity can be achieved through multiple measures and 

observations (both qualitative and quantitative). These findings are then triangulated 

across multiple data sources to gain greater insight into the reality of what is 

occurring.  In recognition of the considerations of researcher objectivity, as 

highlighted in post-positivism, articulation of the researcher’s background follows. 

1.3 Researcher’s background 

1.3.1 Prior research focus 

Professional and personal foci and experiences shaped the direction of the 

research within this thesis.  These included my previous work in examining the 

attitudes of teachers toward the inclusion of students with ASD and being a parent of 

a child with multiple disabilities, including ASD.  In my previous research, I 

investigated teachers’ attitudes toward the inclusion of students with ASD in 

Australian mainstream primary schools (see, Garrad, Rayner, & Pedersen, 2018).  It 

has been acknowledged that teachers' attitudes towards the inclusion of students with 

disability, including ASD, can influence teachers' actions in practice (Avramidis & 

Norwich, 2002; Forbes, 2007; Roberts, Keane, & Clark, 2008).  The development of 

positive attitudes towards the inclusion of students with disability has been associated 
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with high levels of quality specialist training and the number of years of specialist 

professional experience (Hsien, Brown, & Bortoli, 2009; Levins, Bornholt, & 

Lennon, 2005; Rae, Murray, & McKenzie, 2010).  The more specialist training a 

teacher had engaged in, and the greater the length of experience in working with 

students with disability, the greater positive attitudes they possessed compared to their 

colleagues without the same experience levels (Avramidis & Norwich, 2002; Simpson 

et al., 2005; Park & Chitiyo, 2011).   Positive attitudes toward students with disability 

influence teachers' expectations of the capabilities of their students to succeed 

academically (Cameron & Cook, 2013).  These expectations and attitudes inform 

teachers actions in practice, which in turn impacts on the ability of those students to 

succeed in their education.  However, it could be argued that without the proper 

training and tools, any amount of positive attitude does not necessarily result in 

positive actions in the classroom. 

In the Australian context, it is teachers who often have the primary 

responsibility for the development and delivery of differentiated curriculum and 

educational programs to meet the specific needs of their students with disability.   

These adaptations can include the implementation of practices, interventions and 

teaching strategies to support student engagement and learning.  Therefore, it was 

essential to gain an understanding of Australian teachers’ attitudes towards the 

inclusion of students with ASD in order to explore this aspect as a potential indicator 

for effective inclusion; and, in turn, the ability of students with ASD enrolled in 

mainstream school settings to achieve positive educational outcomes. 

Overall, Australian primary school teachers’ attitudes towards the inclusion of 

students with ASD were positive; irrespective of the level of specialist training they 

had encountered and the years of experience they had (Garrad et al., 2018).  One 
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potential reason for this finding was the positive influence the inclusive education 

movement has had on teachers’ attitudes in general.  However, while teachers’ 

attitudes were positive toward the inclusion of students with ASD, subsequent 

uncertainty regarding the education system’s ability to meet the needs of these 

students in practice arose.  In a report released by the Employment and Education 

References Committee (EERC) on the state of education for children with a disability 

in Australia, serious concerns were raised regarding the long-term impact of 

ineffective educational opportunities for children with disabilities: 

By failing to educate students with disability in their school years 

properly, Australia is setting up these students for a lifetime of 

disadvantage, unemployment, low levels of mental and physical 

health and social isolation, along with ongoing welfare dependence 

(EERC, 2016, p45). 

It was this statement by the EERC (2016) that prompted me to turn my 

attention away from the continued exploration of the impact of teachers' attitudes, to 

focus on exploring the issue of how teachers were working with students in practice. 

If teachers possess positive attitudes towards the inclusion of students with ASD, then 

teachers should be taking the appropriate actions to meet the learning needs of their 

students as promoted in previous research (Avramidis & Norwich, 2002; Levins et al., 

2005; Park & Chitiyo, 2011).  However, the statement above from the EERC report 

highlighted that, for the majority of students with disability, this was not necessarily 

the case.  As such, there appeared to be a critical disconnect between the intentions 

and the actions of teachers in practice that warranted further examination.  This led to 

an initial personal reflection of my experiences with EBP in an educational setting. 
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1.3.2 Personal Experiences 

My earliest experiences of EBP in educational settings were with my son.  In 

the early days of his ASD diagnosis, it was determined he had sensory processing 

disorder resulting in oral defensiveness.  His oral issues did not bode well for his 

physical health due to adverse reactions to most foods and his behaviour of chewing 

non-food items in order to receive oral sensory feedback.  An occupational therapist 

attended my son’s early childhood education centre with the view of training the early 

childhood teachers and me in a “proven strategy” to minimise his oral difficulties.  

The occupational therapist explained we needed to firmly massage the hard palate 

above his front teeth by running a gloved finger backwards and forwards against it.  

This process would work on desensitising the palate and lowering the oral 

defensiveness caused by his sensory issue.  After getting us to practice with our 

gloved fingers on our own hard palates, the occupational therapist was satisfied that 

we were now trained in the procedure and could go ahead and apply the EBP at the 

stated intervals throughout the day and evening.   

When the occupational therapist departed, the face of every staff member turned 

towards mine with a worried and expectant look.  Prior to this, we had regularly 

referred to my son’s mouth as the “Jaws of Death".  This was because anything that 

could get past his clenched teeth invariably did not come back out resembling its 

original shape or form.  Such objects included toothbrushes, bark, books, toys and 

clothing.  Unsurprisingly, there was little enthusiasm on my part, or the part of his 

early childhood teachers, to place our fingers anywhere near, let alone inside, his 

mouth.   
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Reflecting on this memory, what resonated most with me was that, in some 

circumstances, the use of EBP is not always as simple as identifying a strategy with 

proven effectiveness.  Multiple barriers may hinder the adoption, implementation and 

maintenance of best practice with any child.  In other words, decision-making is not 

merely prescriptive.  Knowing the specific need of a child with ASD, matching the 

best practice to address that need and implementing the best possible "solution”, is 

dependent on a range of criteria.  Recalling this experience from over a decade ago, I 

wanted to work to understand why it was that teachers were not utilising EBP with 

students with ASD in their own classrooms:  Is it merely a case of the EBP not 

matching the ability or the readiness of the student to participate in the process, as had 

been the case with my son?  Is it due to a lack of adequate training? Or, could it be 

something else entirely? 

1.4 The Role of Teachers in Inclusive Education in 
Australia 

The education system in Australia today is underpinned by the rights and 

responsibilities outlined in the United Nations Convention on the Rights of the Child 

(United Nations Human Rights [UN], 1989).  As a signatory, Australia addresses 

these rights through the provision of public education as per Article 28; ‘all children 

have the right to an education’ (UN, 1989).  Accessibility to the school of choice for 

students with disability in Australia is informed by the Convention of the Rights of 

Persons with Disabilities (UN, 2006) Article 24; The right to inclusive education.  In 

Australia, these conventions are explicitly addressed through two key legislative 

documents, the Disability Discrimination Act of 1992 (Australian Government, 1992) 

and the Disability Standards for Education 2005 (Commonwealth of Australia, 2006) 
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that work to ensure students with disability can access and participate in education on 

the same basis as all other students.  Through the provision of systems and school 

level supports, it is teachers who have the primary responsibility for enacting 

inclusive educational practice in the classroom.   

Teachers’ importance to the implementation of inclusive education practices is 

acknowledged internationally and nationally.  In the Convention of the Rights of 

Persons with Disabilities Article 24 (UN, 2006) it is stipulated that signatory parties 

should employ well-trained teachers to address the educational needs of students with 

disabilities.  According to the Convention, Member State parties are also required to 

ensure that all teachers are well trained in appropriate teaching methods for students 

with disabilities and that pre-service teaching institutions should be encouraged and 

incentivised to provide quality inclusive education training.   

At the national level, teachers are required to meet the needs of students with 

disabilities within the scope of their professional role and responsibilities as outlined 

in the Australian Professional Standards for Teachers (Australian Institute for 

Teaching and School Leadership, 2011).  Most notably articulated in Standard 1.6 

relating to professional knowledge, graduate teachers are required to “demonstrate a 

broad knowledge of the legislative requirements and the teaching strategies needed to 

support participation and learning of students with disability” (p. 9).  Proficient 

teachers are expected to be able to design curriculum programs and support the 

participation and learning of students with disability.  This includes the 

implementation of supportive, differentiated practice including EBP.  Therefore, it is 

teachers who play the primary role in the inclusion and practical education of students 

with disability, including those students with ASD.  However, the use of EBP to meet 
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the needs of students with disability in Australian schools appears to be inconsistent, 

which is detrimental for the education of students with a range of disabilities: 

As long as schools and teachers continue to waste time and 

resources on interventions that are known to be ineffective, in 

preference to those likely to be effective, the education of students 

with disability will be compromised. (EERC, 2016, p. 67). 

 In recognition of the central role teachers play in the provision of effective 

strategies to support students with disability in their development and learning, this 

thesis sought to explore the decision-making processes of teachers themselves 

regarding EBP strategy choices.  Focus on the ASD student population was due to the 

nature and prevalence of autism found within Australian classrooms.  

1.5 The nature and prevalence of ASD 

 ASD is a complex neurodevelopmental disorder that has core diagnostic 

commonalities yet differs markedly between individuals.  To diagnose ASD doctors 

assess individuals across three main criteria: (1) persistent difficulties in the social use 

of verbal and nonverbal communication; (2) deficits in social-emotional reciprocity; 

and (3) restrictive and repetitive patterns of behaviour, including interests that work to 

limit or impair everyday functioning (American Psychiatric Association [APA], 

2014).  However, it is important to understand that the definitions of ASD were 

revised in 2014 to simplify the diagnostic process.  Under the previous fourth edition 

of the Diagnostic and Statistical Manual of Mental Disorders (DSM-IV) multiple 

categories existed aligning with behaviours and traits most commonly associated with 

spectrum disorders including autistic disorder, Asperger’s syndrome, childhood 

disintegrative disorder and pervasive developmental disorder not otherwise specified 
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(APA, 2000).   In the DSM-V all these disorders have been combined under the 

category of ASD.   

The category of ASD as it now stands in the DSM-V, further delineates 

differences between individuals through the allocation of one of three levels (APA, 

2014).  Level 1 is defined as “requiring support” and has been equated with the least 

severe end of the spectrum.  Individuals diagnosed as Level 1 exhibit noticeable 

impairments in initiating social contact as a result of deficits in social communication, 

an inability to decode social overtures and signals from others and have decreased 

motivation for social interactions.  Individuals diagnosed at this level are difficult to 

redirect from individualised restricted and repetitive behaviours.  These restricted and 

repetitive behaviours cause considerable interference with everyday life functioning 

skills and abilities.  Level 2 ASD is defined as “requiring substantial support’.  

Diagnosis at this level entails noticeable deficits in verbal and non-verbal 

communication methods even when supports are in place.  Individuals will also 

demonstrate noticeable social interaction deficits concerning initiating social 

interaction, as well as the decoding and interpretation of social signals.  These 

challenges result in abnormal responses to social overtures from others.  restricted and 

repetitive behaviours are easily observed and interfere with every day 

functioning.  Individuals diagnosed at Level 2 also exhibit levels of distress and 

frustration when restricted and repetitive behaviours are disrupted in and they can be 

difficult to redirect from those interests.  Level 3 individuals “require very substantial 

support”.  These individuals demonstrate severe verbal and non-verbal 

communication deficits.  In addition, individuals demonstrated very limited social 

interaction skills with minimal, to no response to the social interactions initiated by 

others.  Restricted and repetitive behaviours severely interfere with daily functioning 
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in all areas and high levels of distress are experienced by individuals when fixated 

behaviours are interfered with in any way.  Redirection is especially difficult and 

individuals will return quickly to their original interest.  It is important to note that 

ASD is a spectrum disorder and that at all levels, individuals exhibit many of these 

behaviours at different points along a continuum.  Many individuals with ASD 

present with additional challenges which include atypical sensory processing, 

difficulty combining and integrating abstract ideas, difficulty with interpreting the 

meaning or relationships between events, and/or demonstrate distinct resistance to 

unpredictability and change (Green, Kenworthy, Mosner, Gallagher, Balhana, & 

Yerys, 2014; Mesibov, Adams, & Shea, 2006).  Children with ASD may have the 

same diagnostic label; however, there are variations in the presentation of symptoms, 

behaviours, abilities, and concurrent medical conditions.   

 Comorbid diagnoses or concurrent medical conditions refer to the presence of 

one or more diseases or disorders in addition to the primary diagnosis (Jonas, 2005).  

For individuals with ASD these can include, but are not limited to, sensory processing 

disorder, attention deficit hyperactivity disorder, obsessive-compulsive disorder, 

epilepsy, anxiety, depression, gastrointestinal disorders, and sleep problems (Celia, 

Freysteinson, & Frye, 2016; Doshi-Velez, Ge, & Kohane, 2014; Schauder, Bennetto, 

McCormick, & Green, 2016).  In addition to these challenges, students' unpredictable 

behaviour and emotional changeability make engaging and educating students with 

ASD highly challenging for teachers (Soto-Chodiman, Pooley, Cohen, & Taylor, 

2012).  Consideration must also be given to the fact that ASD is no longer considered 

a low incidence disability within mainstream education settings. 

The number of children receiving a diagnosis of ASD is rising rapidly.  

According to the Centers for Disease Control and Prevention (2014), in the past 20 
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years diagnoses of ASD in the United States of America (USA) have risen from 2 in 

every 10,000 to 1 in every 50-88 children; however, some contention remains 

regarding the exact prevalence.  In Australia, the most recent documentation of 

prevalence statistics has demonstrated a 155% rise from 64,400 individuals with a 

diagnosis of ASD in 2009 to 164,000 in 2015; representing 1 in every 150 children 

(Australian Bureau of Statistics [ABS], 2015).  The peak ages for receiving a 

diagnosis in Australia are from 5 to 15 years of age (ABS, 2015) equating to a 

substantial number of school-aged children.  Indeed, 70% of students with a diagnosis 

of ASD are enrolled in mainstream education (Clark, Vinen, Barbaro, & Dissanayake, 

2018).  In response to the data regarding the age of diagnosis, this thesis has focussed 

on EBP in primary school education. 

With more students with ASD entering mainstream schools (Parliament of 

Australia, 2016), there have been concerted efforts within education to ensure the 

implementation of EBP to support students’ developmental and academic 

achievement (NAC, 2015; Simpson, 2005; Travers et al., 2016; Wong et al., 2014).  

Given the increasing prevalence of autism and myriad challenges faced by students 

with ASD, the use of appropriate EBP is an important component for maximising the 

probability of positive educational and developmental benefits (Travers, 2017) for an 

ever-growing number of students in Australian schools.  Despite this knowledge, 

students with ASD have continued to underachieve at school, resulting in poor post-

school outcomes leading to detrimental consequences for the individual and society in 

general (ABS, 2015).  Effective inclusion that addresses the academic, social, 

emotional and mental health development of children with ASD is not just a 

legislative, social and moral responsibility, but an economic imperative.  
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The approximate economic cost for supporting the needs of individuals with 

ASD in Australia has been estimated at $9.7 billion per annum (Synergies Economic 

Consulting, 2011).  These costs result from the impact of ASD on the individual, 

reduced or limited lifetime productivity, and the costs incurred through healthcare and 

social services, including government income benefits.  Poor educational attainment 

has been linked with poor post-school outcomes such as high unemployment rates for 

people with disability in Australia (Children with Disability Australia, 2015) and 

particularly for those with ASD.  The unemployment rate for individuals with ASD is 

approximately 31.6% which is three times higher than for individuals with other 

disability (10.0%), and nearly six times higher than for individuals without disability 

(5.3%) (ABS, 2015).  Factors impacting on positive educational attainment outcomes 

for students with ASD include the attributes of the individual and the quality of 

instructional approaches, as well as curriculum and assessment adjustments 

(Cumming, Dickson, & Webber, 2013; Keen, Webster, & Ridley, 2016; Lawson & 

Shields, 2014).  Arthur-Kelly, Sutherland, Lyons, Macfarlane, and Foreman (2013) 

have acknowledged that training primarily determines the willingness and ability of 

teachers to address and plan for the specific learning needs of students with 

disabilities. 

Over the past two decades, there has been evidence that children with ASD in 

mainstream education are academically and developmentally underperforming 

compared with their peers and individual potential (Ashburner, Ziviani, & Rodger, 

2010; Barnard, Broach, Potter, & Prior, 2002; Barnard, Harvey, Prior, & Potter, 

2000).  In an Australian study, Ashburner et al. (2010) found that over 54% of 

students with ASD were performing well below their perceived abilities compared to 

only 8% of their typically developing peers.  The findings were partially attributed to 
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comorbid conditions that are present far more frequently in students with ASD than in 

their neurotypical peers (Celia et al., 2016; Doshi-Velez et al., 2014).  For example, it 

has been estimated that between 60% to 96% of children with ASD have unusual 

sensory processing issues in varying degrees and forms (Dunn, Myles, & Orr, 2002; 

Klintwall., 2011; Marco, Hinkley, Hill, & Nagarajan, 2011).  These additional 

barriers can impact on a student’s ability to concentrate and cope in environments 

such as classrooms. 

1.6 Challenges in the effective inclusion of children 
with ASD 

  As previously discussed, ASD is a complex neurodevelopmental disorder 

that can result in individuals demonstrating difficulties with restricted or repetitive 

behaviours, sensory processing challenges, and social communication impairments 

(APA, 2014).  The social and environmental context within which individuals with 

ASD finds themselves, including educational classrooms, affects the way these 

difficulties manifest and impact upon the individual and those within their immediate 

environment (Prizant, 2015).  In a systematic literature review by Roberts and 

Simpson (2016) examining factors impacting on the effective inclusion of students 

with ASD in educational settings, five key themes emerged.  These themes were 

educators’ knowledge and understanding of autism, stakeholder attitudes towards 

inclusion, stakeholder support networks, the challenging behaviours of individuals 

with ASD and their social communication behaviours.  Findings from the review of 

the 23 studies undertaken in six countries, across primary to secondary education 

settings, highlighted the concerns held by teachers particularly toward the ability to 

provide autism-specific adaptations and the lack of autism-specific staff training for 
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educators.   That lack of knowledge and understanding of ASD and the use of 

effective strategies was a shared frustration for students, parents and educational 

professionals alike. Students, in particular, believed that teachers required higher 

levels of understanding in how to manage the classroom in order to address specific 

ASD traits that impacted on their participation in the classroom. These considerations 

included managing environmental factors such as crowding, noise, curriculum 

demands, and changes in routine that caused students considerable stress and anxiety.  

In addition to the challenges associated with the environment of the classroom 

experienced by students, there are also developmental factors associated with ASD 

that impact on a students’ ability to participate in mainstream education. 

 Language development, communication skills and social communication 

behaviours, can be significantly delayed in students with ASD which in turn presents 

challenges in the classroom.  Speech and language development can vary significantly 

between individuals, with an estimated 33% to 50% of children with ASD never 

acquiring functional speech (Noens & van Berckelaer-Onnes, 2005).  Other children 

may develop echolalic speech, or they may demonstrate impairments in the pragmatic 

aspects of language (Boutot, Hall, Wheeler, Mayton, & Carter, 2017).  For example, 

children with ASD may tend to focus on specific words or phrases without 

consideration of the situation or the context in which they are being used.  Moreover, 

it is these contextual details that often influence the development of comprehending 

the meaning of a message or the language being used.   

Teachers have reported significant challenges in addressing the language and 

communication needs of students with ASD in mainstream education.  For example, 

diverging from typical teacher-student interactions, teachers often need to ensure that 

their instructions in the class are clear and unambiguous to minimise confusion for 
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students with ASD (Roberts & Simpson, 2016).  Those students with ASD who 

required the support of augmentative and alternative communication systems reported 

high levels of frustration due to a lack of teacher understanding of support technology 

and its use (Biklen & Burke, 2006).  That is, teachers did not consider the level of 

concentration, effort and time it takes a student to indicate their desire to talk or failed 

to recognise when the student was ready to talk. This often resulted in students not 

being given the time or the opportunity to communicate with the teacher or participate 

in class discussions in a meaningful way. 

1.7 Practices used in the education of students with 
ASD 

Despite the large body of literature addressing EBP in the education of students 

with disability (Burns & Ysseldyke, 2009 (USA); Carter et.al, 2011 (Australia); Cook 

& Odom, 2013 (USA); Hess et al., 2008 (USA)), the adoption and maintenance of 

empirically supported practices by teachers with respect to students with ASD has 

remained sporadic.  Teachers often have an ad-hoc approach to strategy choices in 

addressing the individual needs of students with disability that has included both EBP 

and non-scientifically supported interventions (Odom et al., 2012).  This approach has 

led to criticism of teachers as their practice selections are not necessarily evidence-

based, and some scientifically unsupported practices used in the classroom can be 

detrimental to the development of students (Travers, Ayres, Simpson, & Crutchfield, 

2016).   An example of such a detrimental intervention is that of facilitated 

communication (FC) which enjoyed a period of considerable popularity 

internationally during the 1980s and 1990s.   
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FC involves the stabilisation of an individual's hand or arm by a facilitator to 

support that individual in typing out words and sentences on a keyboard, letter pad or 

similar communication device (Biklen, 1990).  FC was developed in the late 1970s at 

St. Nicholas Hospital in Melbourne which, at the time, was an institution dedicated to 

working with individuals with intellectual and physical disability (Crossley & 

McDonald, 1980).  The proponents of FC proclaimed the intervention elicited 

communication from individuals with a range of physical and developmental 

disabilities, such as cerebral palsy and ASD, where the production of expressive 

speech had been impeded (Jacobson, Mulick, & Schwartz, 1995).  Despite these 

claims, by the mid-1990s FC had been widely discredited through a large number of 

independent, well-controlled studies (n=19), none of which had succeeded in 

replicating or validating the intervention (see Gorman, 1998).  What these studies did 

establish was that FC only ‘worked’ when the facilitators knew the answers to the 

questions posed to the individual with disability; in other words, it was the facilitator 

controlling the communication, even though the facilitators were not consciously 

aware of doing so (Lilienfeld, Marshall, Todd & Shane, 2014).  Unfortunately, before 

the discrediting of FC, there had already been severe detrimental effects on the 

families and the individuals with disability.  

 Allegations of physical and sexual abuse of children with ASD arose in 

communications elicited explicitly using FC, with some children being removed from 

their families, despite the rejection of such evidence for use in court (Jones, 1994).  

With all but one case in the USA being overturned, these failed legal actions called 

into question the validity of the communications and the authenticity of their 

authorship (Jones, 1994). In subsequent testing of the validity and authenticity of 

communications elicited through FC, studies found that where a facilitator and the 
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individual with disability were exposed to different visual stimuli, the individual with 

disability performed poorly in response to questions posed about the images in the 

answers they provided when using FC (Bebko, Perry, & Bryson, 1996).  In these tests 

the individual with disability would be on one side of a screen and be shown a visual 

stimulus (for example, of a car) while the facilitator was placed on the other side of 

the screen and shown a different visual stimulus (for example, a cat).  A keyboard was 

placed in between the two parties.  The individual with disability was asked what 

image was being displayed and the facilitator would support the individual’s hand to 

type the response.  However, the answer was unanimously recorded as what the 

facilitator saw (i.e., a cat) and not what the individual with disability saw (i.e., a car).  

Therefore, the message could not have been authored by the individual with 

disability; but was instead authored by the facilitator.  In 180 trials involving 12 

individuals with ASD and nine different facilitators, not one correct answer was 

recorded (Sobel, 2018).  Another impact for individuals with ASD, is the loss of 

valuable intervention response time through wasted efforts and resources having been 

invested in ineffective practices rather than on the use of efficacious augmented and 

alternative communication systems (International Society for Augmentative and 

Alternative Communication [ISAAC], 2014). 

Despite warnings and statements issued confirming the scientifically 

unsupported nature of FC by the American Academy of Paediatrics (1998), the 

American Psychological Association (1994), the New Zealand Ministries of Health 

and Education (2008), Speech Pathology Australia (2012) and the ISAAC (2014) to 

name a few, the use of FC still persists.  In Australia, Paynter et al., (2016) 

investigated the use of a range of unsupported and supported practices by early 

intervention educators with children with ASD in Queensland.  Educators reported 
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using FC more often than EBP such as discrete trial training, social narratives, speech 

generating devices and other alternative and augmentative communication devices. 

While the use of FC remains relatively low overall, it is an example of the persistent 

nature of such practices in the face of contrary evidence and despite the promotion of 

current efficacious practices or EBP.   

Challenges with language and communication development impact upon the 

development of social reciprocity skills for many children with ASD.  Social 

reciprocity relies on the ability for perspective taking or empathy, as well as self-

awareness (Boutot et al., 2017).  It is about knowing and understanding the social 

norms and customs that are contributors to effective social interactions.   Many 

children with autism demonstrate impairment in social functioning, a common 

characteristic of ASD that relates directly to the diagnostic criteria (APA, 2014).  

Social communication issues can also have detrimental effects on the formation of 

student-peer relationships and student-teacher relationships (Roberts & Simpson, 

2016).  For example, the social interaction involved with cooperative learning in 

primary education can be particularly challenging for students with ASD.  However, 

social interaction skills can be developed and supported through the use of EBP, such 

as Peer-Mediated Intervention (Wong et al., 2014).  Peer-Mediated Intervention is a 

proven strategy that supports the positive development of social interaction skills 

including turn-taking, recognising when to talk and when to ask questions, as well as 

working to address social inattentiveness demonstrated by some children with ASD 

(Battaglia & Radley, 2014).  Essentially, if teachers are to avoid the use of 

unsupported practices such as FC in favour of the use of EBP like Peer-mediated 

Intervention to meet the communication challenges faced by their students with ASD, 
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they need to possess knowledge about ASD itself and the practices found to be 

efficacious in successfully engaging with and supporting this student population.   

To positively influence implementation of EBP over empirically unsupported 

practices, reviews of the literature to identify EBP and the use of EBP have become 

essential tools within the academic literature (Travers et al., 2016).  In support of this 

approach, the research in this thesis includes identifying which EBP teachers reported 

using and exploring the decision-making processes of teachers to understand the 

importance of a range of criteria or reasons that may impact on the adoption and 

cessation of EBP for students with ASD in Australian classrooms.  This required the 

exploration of the literature regarding currently identified EBP for use with students 

with ASD. 

1.8 Current identified EBP 

Recently, the National Autism Center (NAC) and the National Professional 

Development Center for Autism Spectrum Disorder (NPDC), worked independently 

to identify and promote the most efficacious interventions for children with ASD in 

community settings (NAC, 2009, 2015; Wong et al., 2014).  The impetus for these 

reviews arose from the need to support professionals, parents, teachers and those who 

work with children with ASD in being able to identify and select EBP.  The details of 

these projects, including the rigour with which the reviews were undertaken, will be 

explored in Chapter 2 of this thesis.  However, both groups based their EBP 

recommendations on extensive reviews of a comprehensive and ever-growing body of 

research literature resulting in the publication of two comprehensive reports on EBP 

for working with individuals with ASD.   
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As the rate of ASD diagnoses has increased, so too has the number of 

interventions and therapies developed to address the needs of children with ASD 

(Wong et al., 2014).  The prolific number of novel practices has complicated the 

decision-making process for teachers who are responsible for assessing the 

effectiveness and benefits of interventions without prior training or guidance in the 

evaluation of such practices (West, McCollow, Kidwell, Umbarger, & Cote, 2013). 

Often it has been a lack of professional guidance which has led to the use of 

“pseudoscientific” or scientifically unsupported practices over EBP (Metz, Mullick, & 

Butter, 2016).  There has also been a lack of EBP training resulting in diminished 

effects on meeting student needs resulting from ineffective implementation of the 

practice (Stahmer at al., 2012; Stahmer & Reith, 2015).  This may be a major reason 

why the use of EBP by teachers continues to be infrequent at best (Carter et al., 2011; 

Hess et al., 2008; Stahmer et al., 2012).  While levels of EBP use and non-use in the 

education of students with disability has been well explored in previous research, less 

is known about teachers’ decision-making processes in the adoption and cessation of 

EBP with respect to students with ASD.  

Many criteria have been posited to be considered by teachers as they make 

decisions about adopting and ceasing use of EBP when supporting children with ASD 

in educational settings.  Examples include selecting an EBP that matches the needs of 

the student with ASD (Akshoomoff & Stahmer, 2006; Simpson, 2005; Stahmer, 

Collings, & Palinkas, 2005), the cost-effectiveness of the EBP and its ease of 

integration into the classroom (Cook et al., 2012; Dingfelder & Mandell, 2011; Fixsen 

et al., 2013).  Other criteria identified include the level of adaptability of an EBP for 

use with students (Hornby et al., 2013; Stahmer et al., 2012) and the training required 

by teachers to effectively implement an EBP (Bethune & Wood, 2013; Morrier, Hess, 
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& Helfin, 2011; Scheuermann, Webber, Boutot, & Goodwin, 2003; Simonsen, Myers, 

& Deluca, 2010; Stahmer & Reith, 2015).  However, no single research study has 

explored the relative importance of each of these criteria in teachers’ decision-making 

processes toward the adoption and cessation of EBP.  To address these issues, three 

research questions were formulated: 

1. Which EBP are Australian primary school teachers employing in their work 

with students with ASD in general education classrooms? 

2. What relative importance do teachers place on criteria impacting their 

decision to adopt and cease use of EBP with students with ASD? and 

further to this;  

3. Do demographic characteristics such as geographical location impact on the 

importance of those criteria?  

1.9 The overall scope and structure of the thesis 

Past research has focussed on the development, testing and identification of 

EBP for working with students with ASD.  While there is ample literature that has 

identified several criteria that have influenced teachers’ use of EBP and explained the 

cessation of their use no study has explored the relative importance of these criteria in 

teachers’ decision-making processes.  At the time of the development of this thesis, 

there were no Australian studies identified addressing this research topic.  As this is 

the first attempt to undertake such a study, priority was given to the development of a 

new survey tool designed to provide teachers with the opportunity to rate the 

importance of specific criteria concerning their decision to adopt and cease use of 

EBP.  To understand the context of the challenges faced by teachers surrounding the 
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use of EBP, an exploration of the research literature addressing EBP in the education 

of students with ASD follows in Chapter 2.   

The challenges highlighted in Chapter 2 help to contextualise the impetus for 

the two large-scale literature reviews conducted by the NAC and NPDC.  These 

reviews are then explored in detail to explain how the resulting list of EBP included in 

the survey tool was formulated, and to justify the decision to use the NPDC's list of 

27 EBP (see Appendix A) in the new survey tool.  This review is followed by a 

discussion in Chapter 3 on decision-making theory and how it relates to teachers' 

actions and attitudes around the adoption and cessation of EBP, including an 

overview of the specific decision-making theory on which this thesis' survey tool was 

built.   

The construction and development of the new survey tool, entitled the 

Evidence-Based Practice Innovation Adoption Survey (EBPIAS), is detailed in 

Chapter 4.  Chapter 5 addresses the methodology used in distributing the EBPIAS to 

collect data on teachers' decision-making processes around the adoption and cessation 

of EBP.  The results of the data collection and their interpretations are reported in 

Chapter 6.  This is followed by a discussion on the findings in Chapter 7, concluding 

with the implications for practice and the contribution of the research to the field of 

implementation science for EBP in the education of students with ASD in Chapter 8.
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Chapter 2 
EBP in the education of 
students with ASD 

2.1 Inclusive education and students with ASD 

With the advent of inclusive education, studies that addressed the inclusion of 

students with ASD in mainstream education began to appear in the research literature.  

Two such reports prepared for the National Autistic Society in the United Kingdom, 

addressed parents’, students’ and schools’ perceptions and experiences of the 

provision of supports for individuals with ASD in mainstream classrooms (see 

Barnard et al., 2000; Barnard et al., 2002).  The resulting publications highlighted the 

need for substantial improvement in pre-service and professional teacher training 

addressing ASD awareness, the disorder itself and the strategies and techniques to 

effectively engage, teach and ensure full inclusion of students with ASD.  Despite 

these recommendations, there is still a lack of substantive training addressing 

disability (inclusive of ASD) and EBP in pre-service teacher education in Australia 

(Carter et al., 2011; O’Neill & Stephenson, 2014; Stephenson, O’Neill, & Carter, 

2012).   
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Articulation of Australia’s commitment to inclusive education for students 

with disabilities is through the Disability Standards for Education Act [DSE] 

(Commonwealth of Australia, 2006).  The act states:  

“An education provider is required to make any decisions about 

admission, enrolment or participation on the basis that reasonable 

adjustments will be made where necessary so that the student with 

disability is treated on the same basis as a student without the 

disability. However, a provider is required only to make a 

‘reasonable adjustment’. An adjustment is not mandatory if it would 

cause ‘unjustifiable hardship’ to the provider” (p. 4). 

In the passage above, what constitutes a ‘reasonable adjustment' or what may be an 

‘unjustifiable hardship' is not defined; however, the DSE offers further clarification.  

Concerning a student with a disability, the DSE defines an adjustment as reasonable if 

it balances the interests of all affected parties (DSE, 2006).  Whether the provision of 

any particular EBP is a reasonable adjustment will be open to interpretation.   

However, to address these requirements, teachers would need adequate levels of 

knowledge and training in EBP and the ability to identify and implement EBP 

matched to the specific needs of their students. 

2.2 EBP and Intervention Models  

Selecting practical and appropriate practices to meet the needs of students with 

ASD is not necessarily a prescriptive undertaking.  To begin to contextualise the 

challenges faced by teachers in identifying and selecting EBP from the research 

literature, an explanation of EBP models follows.  Odom, Hume, Boyd and Stabel, 

(2012) classified intervention approaches for children with ASD into three types: the 
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comprehensive treatment model (CTM), the eclectic approach, and the technical 

eclectic approach.  CTM is an approach that uses a defined range of individual EBP 

around a central framework, such as programs based on applied behaviour analysis 

techniques, commonly employed in early intervention (Tonge, Bull, Brereton, & 

Wilson, 2014). Primarily the practices prescribed within CTM employ ongoing, 

replicable interventions for the consistent improvement of targeted core symptoms 

and behaviours (Odom, Boyd, Hall, & Hume, 2010).  Although applied behaviour 

analysis is not the only underpinning model used in early intervention, it is one of the 

most well-known approaches for determining interventions to be used with children 

with ASD and is supported by a great number of research studies. While applied 

behaviour analysis has a long history of evidence-based efficacy (see Dillenburger 

(2011) for an overview), it has also come under criticism for being a narrow approach 

to meeting the needs of children with ASD.   

It should be noted that ABA is not a specific intervention, nor is it treated that 

way within this thesis.  ABA is actually the data and research-based application of 

behavioural principles to socially relevant behaviour (Cooper, Heron, & Heward, 

2020). ABA has application in the development of interventions for individuals with a 

range of disability and special needs. Due to the pervasive nature of ASD that results 

in dramatic impairments in communication and social behaviour, along with restricted 

and repetitive behaviour, the primary goals of ABA interventions have typically 

focussed on improving for students with ASD their communication and social 

behaviour as well as reducing the occurrence of restricted and repetitive behaviours 

(Tiura, Kim, Detmers, & Baldi, 2017).  Programs based on an applied behaviour 

analysis approach are highly prescriptive, with predetermined criteria regarding the 

correctness of the behavioural response.  As an example, valuable communications by 

https://scholar.google.com.au/citations?user=T9QxPH8AAAAJ&hl=en&oi=sra
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a child may be overlooked under such a regime if s/he is deemed to be displaying off-

task behaviours (Roberts, 2003).  This criticism suggests there are social or individual 

values that can influence the perception of such didactic approaches and that such 

values may impact on the decision to adopt or cease using a particular approach.  

However, the CTM is not the only approach available; a more flexible system of 

working with students with ASD is through eclecticism.   

The eclectic approach is used when individual strategies are chosen on an ad 

hoc basis rather than using those predefined by a framework (as occurs with CTM).  

The practice of eclecticism is primarily using a range of interventions that the 

educator judges will meet the specific needs of their students with ASD and may 

include interventions that have only anecdotal evidence of efficacy (Odom et al., 

2012).  Eclecticism has academic and educational advocates due to its flexibility 

arising from the use of single EBP as well as combinations of EBP.  However, this 

system has also attracted criticism due to the incorporation of practices by teachers 

that are unsupported by scientific research but which are socially promoted and 

validated rather than scientifically validated; some of which may be detrimental to the 

development of children with ASD (McDonald, Pace, Blue, & Schwartz, 2012; Metz 

et al., 2016).   

Socially validated practices refer to those interventions or strategies that have 

socially accepted goals, procedures and outcomes as evaluated by the individuals who 

receive, implement or oversee these interventions in practice (Callahan, Henson, & 

Cowan, 2008).  An example of such an approach is facilitated communication, which 

was discussed in detail in Chapter 1.  As demonstrated through the examination of 

facilitated communication, socially validated approaches can have adverse effects on 

individuals with ASD.  This is why understanding the importance of scientifically 
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validated practices or EBP is a priority if educational practice is to avoid being 

“driven more by ideology, faddism, politics and marketing” rather than by reliable 

research evidence (Slavin, 2008, p5.).  According to Odom, et al. (2010) one reason 

for the use of socially validated rather than scientifically validated practices is due to 

the rapid development of strategies that are promoted to meet the needs of an ever-

growing number of children with ASD.  This has led to the adoption of new strategies 

in practice before their effectiveness is evaluated within the academic literature.  

Thus, social validation can precede scientific validation.   

There is considerable debate over which model should dominate and guide 

intervention and EBP selection for children with ASD.  For example, Dillenburger 

(2011) questioned the need for continued exploration and implementation of practices 

beyond applied behaviour analysis techniques.  The essential premise of the argument 

is that, given the lengthy empirical history of applied behaviour analysis, there is 

already a proven approach that can be employed with individuals with ASD across a 

range of settings.  While it has been acknowledged that applied behaviour analysis 

approaches have resulted in significant developmental outcomes for some children, it 

has not demonstrated the same degree of success for all children with ASD (Eikeseth, 

2008).  The reported disparity in outcomes led to reviews of the research literature to 

determine if there was a specific intervention or strategy that could be identified as 

being the most efficacious for the majority of children with ASD (Kasari, 2002).  As 

no single approach or intervention had a sufficiently strong enough evidence base to 

support such a claim, the consensus view of policymakers and experts in several 

countries was that the use of a range of interventions was appropriate, thus providing 

support for the eclectic approach (Parsons, Guldberg, McLeod, & Jones, 2009).  

Nevertheless, as discussed previously, the eclectic approach to meeting the needs of 
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children with ASD does not guarantee that strategies employed will necessarily be 

empirically supported. 

A third approach that can aid in avoiding the pitfall of ineffective intervention 

choices has been labelled technical eclecticism.  The technical eclectic approach 

provides teachers with a choice of individual practices, but these are restricted to a 

pool of EBP.  Technical eclecticism is the process by which professionals, including 

teachers, combine the flexibility of intervention choice with the utilisation of 

interventions based on positive research support (Odom et al., 2012).  The technical 

eclectic approach is not restricted to methods arising only from applied behaviour 

analysis research but allows the selection of a range of practices and interventions 

based on the solid foundation of replicable, evidence-based research (Callahan et al., 

2008; Fixsen et al., 2013; Wood, McLeod, Klebanoff, & Brookman-Frazee, 2015).  

Technical eclecticism supports a student-centric approach, that is, the selection of an 

EBP is based on individual student need (Australian Advisory Board on Autism 

Spectrum Disorder, 2010; Knight, Huber, Kuntz, Carter, & Juarez, 2018).  To 

appropriately implement a technical eclectic approach, teachers are required to engage 

with the research literature and acquire the skills to adequately assess the validity of 

that research and its relevance to meeting the specific needs of their students with 

ASD. 

If teachers engage in the eclectic or technical eclectic approach to EBP 

selection and use, further deliberation is required on their part to identify the most 

appropriate practices or interventions to meet the needs of their students with ASD.  

Regardless of the type of intervention model employed, determining the effectiveness 

of an intervention when reviewing research literature can be complicated by the fact 

that studies encompassing interventions with children with ASD often involve single 



Chapter 2: EBP in ASD Education 
 

 38 

or limited numbers of participants (Odom et al., 2012).  This limited representation 

base can lead teachers to dismiss potentially useful and effective interventions or 

model approaches, due to their perception that the goals and outcomes of any 

particular study are too narrow, or fail to reflect the needs of their students with ASD 

(Dingfelder & Mandell, 2011).   

Identification of EBP can be problematic, and not just for teachers, but also for 

parents of children with ASD.  In a literature review of 42 studies focusing on the 

intervention usage of parents of children with ASD, Carlon, Stephenson and Carter 

(2014) identified 413 interventions and groups/categories of interventions that they 

confirmed were used by at least one parent in at least one study across the reviewed 

literature.  These ranged from scientifically supported approaches such as applied 

behaviour analysis and speech therapy, to the use of unsupported practices and 

interventions including the use of vitamins, dietary interventions, music therapy, 

homoeopathy, and chelation.  This research illustrates the breadth of interventions 

available and the depth of complexity in making EBP choices for children with ASD.  

Identifying the needs of the child is one thing, choosing interventions to meet the 

myriad challenges many with ASD face involves making multiple choices from a 

growing number of intervention options.  If parents are unable to differentiate 

between EBP and empirically unsupported practice it is not surprising that similar 

trends of eclecticism when working with students with disability have been observed 

in teachers in general and special education settings (see Carter et al., 2011; Hess et 

al., 2008).  One approach to negating the unwitting engagement of practices, such as 

facilitated communication, over established EBP, is through the identification and 

promotion of EBP through literature reviews and the creation of EBP compendiums. 
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Identifying the strategies that research demonstrates work in particular for 

children and youth with ASD to aid in EBP selection is not new.  Heflin and Simpson 

(1998) reviewed several treatment options at the time, noting the necessity of such 

literature reviews, given the increase in intervention strategies and a perceived 

controversy over participant outcome claims.  As it is research professionals who 

engage with the research literature, rather than end users such as parents and teachers, 

they are in a position to provide these overviews and recommendations.  In response 

to this need, Simpson et al., (2005) published a widely accessible book for individuals 

working with children and youth with ASD, that evaluated common ASD 

interventions of the time.  The interventions reviewed by the authors were then 

classified into four categories: (1) scientifically based practices, (2) promising 

practices, (3) limited supporting information for the practice and (4) not 

recommended.  Scientifically based practices were defined as “[those practices] 

…that have significant and convincing empirical efficacy and support’ (p.9).   A 

promising practice was one that had documented levels of “efficacy and utility with 

individuals with ASD, even though the intervention requires additional scientific 

support to be considered a scientifically based method” (p.9).  Interventions 

categorised as having limited supporting information were those practices for which 

there was little information about their use with individuals with ASD or had minimal 

research support.  Those interventions that were not recommended were reported to 

have been subjected to rigorous research methods which demonstrated either 

detrimental effects or outcomes for children, or lacked effective results.  This was an 

important inclusion, given that there was clear identification of methods to be 

avoided, providing balanced guidance for decision-makers. 
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The book produced by Simpson et al. (2005) was not without its limitations 

but was recognised as an important resource for parents and educators when selecting 

interventions (Starr, 2005; Wyer, 2006).  For instance, there was criticism as to the 

inconsistency in the comparative level of academic evidence used to categorise like 

practices.  Starr (2005) noted that both play-orientated strategies and social stories 

were categorised as "promising practices".  The disparity was noted as social stories 

were considered to have an established base of research literature whereas play 

orientated practices were specifically highlighted as having “an extreme paucity of 

literature to support [its] efficacy” (p.34).  In Australia, Wyver (2006) also 

acknowledged this disparity; that being said, she believed Simpson et al.'s (2005) 

book overcame this limitation through the presentation of ample evidence and 

information about the practices enabling the reader to make an informed decision.  

Overall, the book was deemed to be a valuable resource that reviewed an impressive 

range of interventions in use at the time.  Despite the availability of such a 

compendium of identified EBP, researchers have reported continued erratic uptake of 

EBP when working with individuals with ASD (Carlon et al., 2014; Green, Pituch, 

Itchon, Choi, O’Reilly & Sigafoos, 2006; Hess et al., 2008).   

2.3 Issues in EBP identification and selection 

If teachers are to provide the most effective learning experience for their 

students with ASD, it is essential they have adequate knowledge of EBP and how to 

assess their suitability in meeting their students’ needs (Arthur-Kelly, 2017).  To 

achieve these goals, teachers require the skills to decipher which of the number of 

burgeoning interventions would be suitable for their student(s) and whether they can 

be implemented in an educational environment as designed.  Previous research in the 
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field of education has worked to highlight the challenges teachers face in being able 

to differentiate EBP separately from unscientifically supported or socially validated 

and promoted practices.  As no clear prescriptive approach or treatment had emerged 

as a standard in the field to guide teachers in selecting EBP, Stahmer et al (2005), 

working in the USA, sought to investigate the types and range of practices utilised in 

early intervention programs and community settings with children with ASD under 

the age of five years.  To evaluate the extent to which teachers were complying with 

the USA legally mandated provision of EBP in education, the authors explored 

teachers’ reported use of EBP and their ability to identify which practices were 

evidence-based.   

Teachers who were primarily responsible for the delivery of early intervention 

services within two regions of the USA were recruited to participate in a focus group, 

to discuss the use of EBP in their educational centres (Stahmer et al., 2005).  The 

researchers divided participants into four groups of no more than eight individuals per 

group, based on the region and age range of the children whom they taught (0-3 years, 

3-5 years).  Two vignettes designed to elicit responses regarding the approaches, 

practices, and adaptations a service provider would use to address the developmental 

needs of a fictional child with ASD were used to stimulate discussion.  The vignettes 

were written to reflect either the 0-3 age group or the 3-5 age group, with the first 

vignette being of a child with significant adaptive, cognitive and communication 

delays.  The second vignette presented a case study of a child with limited language 

and moderate developmental delays and mild cognitive and adaptive delays.   

Discussions were conducted in an open-forum style and focused on the 

approaches, program practices, strategies, and techniques each service provider 

reported they would employ when working with the child described in the vignette 
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(Stahmer et al., 2005).  A co-moderator recorded any technique mentioned on a flip 

chart that was visible to all the attendees.  The number of participants who mentioned 

any of the listed approaches was recorded next to each practice.  When all participants 

had contributed to the discussion, they rated each of the practices as evidence-based 

or not evidence-based.  Participants then indicated if the practices were autism-

specific, as well as rating the utility, validity, and feasibility of practice use.  Finally, 

participants were asked about any adaptations of the practices they would likely make 

when working with children within their services. 

From the 30 intervention strategies identified through the focus groups, only 

nine were recognised as “scientifically based practices” at the time (Simpson et al., 

2005).  From the analysis of the transcripts, service providers mentioned 30 

interventions and 21 specific strategies when working with children with ASD.  When 

asked to identify which of the practices mentioned in the focus groups were evidence-

based, participants reached a consensus that 50% of the interventions they identified 

were evidence-based.  Interestingly, participants tended to identify any practices in 

which they had received training as being evidence-based.  However, only nine of the 

30 interventions identified in the focus groups were EBP as identified by the literature 

at the time.  Mostly, service providers were reliant upon the use of unsupported 

practices that were devoid of researched efficacy.  Overall, 70% of the practices the 

teachers indicated they used within their intervention centres did not meet the criteria 

for evidence-based approaches.  In a country where the use of EBP is mandated 

(USC, 2001) this demonstrated a substantial mismatch between legal requirements 

and practice.    

A further study that examined the type of practices and interventions used 

with students with ASD in education was undertaken by Hess et al. (2008) in the state 
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of Georgia, USA.  Following their development of the Autism Treatment Survey the 

researchers collected information from 185 teachers across all grades from preschool 

to grade 12.  Similarly, to Stahmer et al. (2005), Hess et al. used the EBP identified by 

Simpson et al. (2005), but also included other EBP identified through a National 

Research Council review (2001) as well as EBP and unsupported interventions 

identified through a review of parents’ strategy use reported by Green et al. (2006).  

The final survey included 43 strategies, with 69% of them derived from the 

compendium produced by Simpson and colleagues (2005).  The strategies were 

categorised into five groups that aligned with the categorisations established by 

Simpson et al. (2005): (a) Interpersonal relationships; (b) Skill-based; (c) Cognitive; 

(d) Physiological /Biological/ Neurological; and (e) Other.  Descriptions were 

provided for some of the strategies, but not all.  For example, augmented alternative 

communication was defined as “aided and unaided communication devices and 

symbol systems, excluding picture exchange communication system – PECS” (Hess 

et al. 2008, p. 963).  The inclusion of definitions was designed to aid in the 

identification of as many intervention practices as possible by the respondents.   

In examining the self-reported use of intervention practices by teachers, Hess 

et al. (2008) found that teachers used a similarly eclectic approach in their selection of 

strategies as highlighted by Stahmer et al. (2005).  The most frequently used practice 

categories rated in descending order were skills-based (47.15% of the use of overall 

category), followed by interpersonal relationships (22.05%), other (11.79%), 

physiological/biological/neurological (10.65%) and lastly, cognitive strategies 

(8.37%).  The most frequently reported strategies within each of the categories were 

also identified.  These were sensory integration (92.86%) for 

physiological/biological/neurological, gentle teaching (49.15%) for interpersonal 
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relationships, music therapy (45.16%) for other, cognitive behavioural modification 

(32.89%) for cognitive, and assistive technology (22.12%) for the Skills-based 

category.   

A particularly alarming outcome of the Hess et al. (2008) study was that none 

of the top five teaching approaches being employed was an established EBP at the 

time.  The top five practices being employed by teachers in the study were gentle 

teaching (15.68% overall), sensory integration (14.05%), cognitive behavioural 

modification (13.51%), assistive technology (12.43%) and social stories (11.89%).  

Essentially only 7.7% of survey respondents reported utilising EBP recognised at the 

time when working with students with ASD.   It is important to note that specific 

strategies that were listed in the survey as unsupported by evidence at the time 

including cognitive behavioural intervention, assistive technology and social stories, 

have now all been categorised as established EBP (see, NAC, 2015; Wong et al., 

2014).  The low reported use of EBP led the researchers to conclude there was a 

severe lack of connection between the best practice guidelines of the day, and actual 

classroom practice.   

In Australia, Carter et al. (2011) reported that teachers working within special 

education settings with a variety of students with disability demonstrated an eclectic 

approach in their employment of EBP.  While some EBP were employed on an almost 

daily basis, several unsupported and scientifically unproven practices were still being 

utilised just as frequently with students.  Carter et al. (2011) examined the frequency 

of use of eight instructional practices by 193 teachers within special education 

classrooms.  The predefined practices included in the survey were programs based on 

applied behaviour analysis, direct instruction, formative evaluation, mnemonic 

strategies, modality training, perceptual motor training, psycholinguistic training, and 



Chapter 2: EBP in ASD Education 
 

 45 

social skills training.  At the time of publication, direct-instruction was an EBP, 

whereas social skills training was not.  Direct instruction was defined in the survey for 

the respondents as “academically focused, teacher-directed learning with sequenced, 

structured materials and high levels of student responding” (p. 50).  Social skills 

training was defined as “programs that remediate social skills deficits through 

observation, practice, and reinforcement of appropriate social behaviours” (p. 50).  

While 66% of participants indicated they used direct instruction “almost every day”, 

65% indicated they were utilising social skills training just as frequently.   Although it 

was identified that information on EBP in special education in Australia was evident, 

teachers were still employing an eclectic approach to intervention selection.   

The study by Carter et al. (2011) provided important insights into EBP 

practice for students with disability in Australian special education settings, but it was 

limited by some of its design elements.  For example, the authors collected 

information from teachers about the frequency with which they used only a small 

number of predefined practices using the categories of almost every day, at least once 

a week, once or twice per month, rarely, and almost never.  However, not all effective 

instructional approaches are used with the same degree of frequency, or with all 

students (Bryant, Goodwin, Bryant, & Higgins, 2003; Dempsey, 2011).  EBP usage 

should be dependent on the needs and abilities of the student, and should only be used 

when the need for intervention arises, rather than on a pre-determined schedule.  

However, Carter et al.’s study was the first to provide evidence of a considerable 

research to practice gap in the employment of EBP by teachers working with students 

with disability in the Australian context, most notably in special education settings. 
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2.4 The research to practice gap: implementation 
science 

Addressing the research to practice gap is at the core of implementation 

science, a cross-disciplinary field defined as the “scientific study of methods to 

promote the systematic uptake of research findings and other evidence-based 

practices into routine practice” (Eccles & Mittman, 2006, p. 1).  The research to 

practice gap is the time between the establishment of such methods within the 

research literature and the adoption of those findings into everyday practice.  The 

research to practice gap observed in education concerning students with disability has 

been attributed to the complexity of inter-related criteria, including educator skills and 

training, the diverse needs of students, as well as meaningful engagement with 

research literature by stakeholders (Arthur-Kelly, 2017; Fixsen, Blasé, Naoom, & 

Wallace, 2009).   For teachers to engage with the EBP research literature, they require 

the skills to be able to decipher which of the burgeoning number of interventions have 

solid research evidence, will be most suitable for their student(s), and whether they 

can be used in an inclusive classroom environment.  This is one reason why continued 

reviews of the EBP literature are necessary coupled with widespread promotion of 

these resources to aid in EBP uptake in education.   

The EBP literature reviews that were undertaken by the NAC and NPDC are 

important steps towards meeting this need with specific focus on individuals with 

ASD.  The reports themselves align with the technical eclectic approach in that they 

list all current EBP, that have and can be used to address the specific needs of 

individuals with ASD rather than focussing only on CTMs or packaged programmes.  

While there is no explicit promotion of the technical eclectic approach within either 
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report, these reviews do assist teachers in moving towards the use of EBP rather than 

scientifically unsupported therapies.  The NAC and NPDC research reports are, 

therefore, a step forward in addressing the research to practice gap for teachers for 

two reasons: (1) they have identified evidence-based, efficacious practices for 

working with children with ASD, and (2) they have determined that those practices 

are transferable to community environments including mainstream classrooms.  

Understanding the rigour with which the NAC and NPDC reports were compiled aids 

in understanding why these findings were accepted and incorporated into the new 

survey tool developed for this thesis.  

2.4.1 National Standards Project – Phase I 

The National Standards Project Phase I (NSP1) was undertaken by the NAC 

and comprised two key phases.  Phase 1 of the project ran from 2009 until 2011 and 

involved a comprehensive literature review that resulted in the identification of 11 

established treatment packages and 22 emerging treatments (NAC, 2009).  The NAC 

(2009) defined established treatments as those “that produce beneficial outcomes and 

are known to be effective for individuals (under 22 years) with an ASD” (p. 23) and 

emerging treatments as those "that have some evidence of effectiveness, but still 

require more research" (p. 23).  Also, the report identified five treatments as 

unestablished, which they defined as those "that have little or no evidence of 

effectiveness" (p. 23).  The reviewers defined intervention packages as groupings of 

intervention practices under specific intervention classifications.  For example, the 

Comprehensive Behavioural Treatments for Young Children (CBTYC) package 

includes early intervention behavioural practices most often associated with applied 

behaviour analysis and early intensive behavioural intervention.  These include the 
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use of discrete trial training, shaping, and modelling.  CBTYC interventions require 

intensive delivery, generally of 25-40 hours per week over 2-3 years, and are a data-

based decision driven intervention approach.  Interventions in this category most 

often involve individualised, one-to-one instruction that can be delivered in a range of 

settings from home to fully inclusive educational environments.  

Priority has been given to a review of NSP1 within this literature review as the 

methods and the evaluative strategies established in this phase, where replicated by 

the NAC in Phase II of the NSP project.  Articles excluded from the NSP review 

included studies where parents, care providers, teachers or service providers were the 

sole subjects of treatment, participants were reported as having comorbid diagnoses. 

or where genetic, biomedical, and psychopharmacological treatments were involved 

for children with ASD.  The reviewers only included studies in the review process if 

they were deemed suitable for implementation in or by school systems including early 

childhood centres, home-based education and care, school-based programs, and 

community-based programs.  The only exceptions were those studies that involved 

curative diets where the treatment specifically targeted the core characteristics of 

ASD.  Articles reviewed were also restricted to those whose participants were 22 

years of age and under.   

The NSP1 identified 1,060 studies, published between 1957 and 2007 as well 

as additional sources such as academic book chapters that addressed EBP studies and 

relevant examination of these in practice.  These sources were then reviewed by 

expert panellists to ascertain their inclusion or exclusion in the final review of the 

literature.  It is important to note that for the review, the definition of ASD was 

expanded to include Autistic Disorder, Asperger’s Syndrome, and Pervasive 

Developmental Disorder — Not Otherwise Specified (PDD-NOS).   In 2009, these 
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labels were separate categories under the DSM-IV (American Psychiatric 

Association, 2000) and were not combined into the single category of ASD until 2014 

(APA, 2014, see Chapter 1 for full details).  The retained studies were then reviewed 

using a Scientific Merit Rating Scale (SMRS) developed to objectively evaluate 

whether the methods employed within each study were deemed reliable enough to 

determine whether a treatment was effective for participants with ASD. 

The SMRS included five central elements against which experimental rigour 

was assessed: (1) research design, (2) measurement of the dependent variable, (3) 

assessment of the independent variable or procedural fidelity, (4) participant 

recruitment methods, and (5) generalisation.  Each reviewer assigned scores for each 

of these attributes using a scale of 0 (poor) to 5 (strong). These ratings then tallied to 

produce the final SMRS score for each study.  The NAC determined that an SMRS 

score of 3, 4 and 5 indicated a sufficient level of scientific merit and evidence relating 

to treatment effects.  A score of 2 was deemed to indicate initial evidence of treatment 

effects, whereas scores of 0 or 1 indicated that insufficient scientific rigour had been 

applied within the study or there was insufficient evidence to support whether a 

treatment was or was not beneficial, ineffective, or, resulted in harmful effects.   In 

addition to the SMRS score, Treatment Effects Ratings were developed and applied to 

determine whether the treatment effects were beneficial, ineffective, adverse, or 

unknown (NAC,2009).  The packages identified in NSP1 categorised by their SMRS 

ratings are listed in Table 1 below. 
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Table 1 
 
National Standards Project Phase I (NSP1; NAC, 2009) evidence-based practice categorisations 
Established Treatments (SMRS 5-4-3) Emerging Treatments (SMRS 2) Unestablished Treatments (SMRS 1-0) 
Antecedent package 
Behavioural package 
Comprehensive behavioural treatment for 

young children 
Joint attention intervention 
Modelling 
Naturalistic teaching strategies 
Peer training package 
Pivotal response treatment 
Schedules 
Self-management 
Story-based intervention package 

Augmentative and alternative 
communication device 

Cognitive behavioural intervention package 
Developmental relationship-based treatment 
Exercise 
Exposure package 
Imitation-based interaction 
Initiation training 
Language training (production) 
Language training (Production & 

Understanding) 
Massage/Touch therapy 
Multi-component package 
Music therapy 
Peer-Mediated instructional arrangement 
Picture Exchange Communication System 
Reductive package 
Scripting 
Sign instruction 
Social communication intervention 
Social skills package 
Structured teaching 
Technology-based treatment 
Theory of Mind training 

Academic interventions 
Auditory integration training 
Facilitated communication 
Gluten and casein free diet 
Sensory integrative package 
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2.4.2 The National Standards Project - Phase II (NSP2) 

The second phase of the National Standards Project (NSP2) ran from 2011 

until 2014 (NAC, 2015).  The project focused on updating the original findings 

through a further review of the educational and behavioural literature published 

between 2007 through to February 2012.  The same processes and decision criteria 

established for NSP1 were employed.  NSP2 was intended to determine if any of the 

emerging treatments identified in NSP1 had sufficient quantity and quality of research 

reported over the six years to support re-categorisation as an established treatment.  

NSP2 employed the same review procedures as NSP1 and resulted in the addition of 

two new packages of interventions and the combination of other packages into a 

single package, culminating in a list of 14 established intervention packages (see 

Table 2).  In the categorisations from the NSP1 to the NSP2, the previously 

established EBP of joint attention intervention, antecedent packages and the story-

based intervention package were retained.  There was re-categorisation of some 

interventions previously on the emerging treatment list of the NSP1 to the established 

EBP list in the NSP2, including language training and scripting.  The resulting list of 

established treatments shown in Table 2 further demonstrates the point that EBP 

change over time and, therefore, in this thesis the primary focus is placed on 

understanding decision-making processes rather than just quantifying the use of 

specific EBP.   
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Table 2 

National Standards Project Phase 2 (NSP2; NAC, 2015) evidence-based practice 
established treatments list 
Established Treatments 
(SMRS 5-4-3) 
Antecedent Package 
Behavioural Package 
Cognitive Behavioural Intervention Package 
Comprehensive Behavioural Treatment for Young Children 
Joint Attention Intervention 
Language Training (Production) 
Modelling 
Naturalistic Teaching Strategies 
Peer Training Package 
Pivotal Response Treatment 
Schedules 
Scripting 
Self-management 
Social Skills Package 
Story-Based Intervention Package 

 

Note: Packages in bold and italics were those newly added in the NSP2, those 

packages with strikethroughs were those initially included in NSP1 but excluded from 

the list of EBP in NSP2. 

The NAC (2015) acknowledged that there were several limitations of their 

methodological approach, including the exclusion of articles where participants with 

ASD presented with comorbid diagnoses.  The NAC justified their decision on the 

basis that the report primarily addressed the needs of those with ASD.  Therefore, 

they deemed it necessary to restrict their analysis to studies that were undertaken with 

children with a diagnosis of ASD only.  However, given the higher rates of comorbid 

diagnosis for individuals with ASD compared to the general paediatric population 

(Celia et al., 2016; Doshi-Velez et al., 2014) it is a limitation worth further 

consideration for its potential impact on the type, number and categorisations of 

interventions identified.  This restriction raises the question of the number of studies 
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which were disqualified from the review based on the dual diagnosis attributes of the 

participants, thus potentially limiting the types of EBP considered, as well as some 

relevant evidence concerning those EBP included in the review. If, for example, the 

individual who was the focus of an intervention study was reported to have a 

comorbid diagnosis of sensory processing disorder and ASD, the research paper 

would have been excluded from the review as it met the specific exclusion parameters 

set by the NAC.  Sensory integration interventions in the NSP1 were relegated to the 

unestablished treatments lists.  However, this could have been because the literature 

in the area was inadequate, or the result of research papers being excluded, thus 

limiting the available evidence.  Possible limitations in the amount or type of research 

evidence based on comorbidity is a critical point to consider as the diagnostic criteria 

for ASD were revised in 2014, and sensory processing atypicality became a core 

feature of the disorder (APA, 2014).  As the NAC review only encompassed articles 

from 1957 through to early 2012, studies in which participants presented with a dual 

diagnosis of ASD and sensory processing disorder would have been excluded.  

Exclusion of those with sensory processing disorder is just one example to 

demonstrate possible limitations that could have occurred due to the exclusion of 

studies where participants had comorbid diagnoses.  Although the exclusions may 

have been necessary within the parameters of the project, it does demonstrate the 

difficulty of identifying relevant EBP for a cohort of individuals who present with 

such wide-ranging and varied symptoms and challenges in the real world.   

The NAC (2015) acknowledged there was a pronounced level of complexity 

in reviewing and separating individual interventions examined within CTM and 

combined EBP intervention studies.  The example provided in the report focussed on 

the intervention of prompting.  Prompting was identified as a strategy that was 
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integrated with other interventions that addressed target behaviours within at least 12 

studies reviewed by the panel.  The integration of a number of strategies within 

studies presented a difficulty in determining the specific contribution that prompting 

made to the behavioural outcomes, separate from the effect of the intervention 

strategies with which it was combined.  That is, prompting was unable to be assessed 

as a stand-alone EBP given the evidence before the panel.  Therefore, the Behavioural 

Package included both stand alone and interdependent interventions that, through 

combined usage, were deemed efficacious as part of a behavioural intervention 

approach.  The examples of the behavioural interventions that were provided by the 

NAC (2015) consisted of one identified component and combined approaches 

consisting of two, three, or four or more identified components.  Individual strategies 

listed for behavioural interventions included joint attention intervention, chaining, 

forward chaining, imitation training, differential observing response, function-based 

intervention, repeated practice, reinforcement schedule, response interruption and 

redirection, and standard echoic training.  Examples of behavioural interventions with 

four or more components included task direction, contingent reinforcement, physical 

prompts, stimulus fading, modelling, prompting, reinforcement, redirection, 

abolishing operation component, video modelling, photo prompts, contact 

desensitization, shaping, escape extinction, written task analysis, social scripts, self-

monitoring, and fading.  Therefore, while the NAC presented its findings as 14 

intervention packages, the reality is there are hundreds of individual intervention 

components that the NSP reviewers were unable to comment upon or discern their 

impact on addressing the specific needs of the participants.   

Given the sheer number of named interventions throughout the NAC review, 

there could still be a marked level of confusion for a teacher who is just being 
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introduced to EBP or is new to the profession in selecting EBP.  This criticism does 

not detract from the usefulness of the NSP2 as it is an important starting point in 

providing a resource for teachers interested in identifying EBP for use with children 

with ASD.  It is also a very useful information resource for those professionals with 

greater experience working with individuals with ASD.  Nonetheless, the second 

large-scale literature review undertaken by the NPDC took a different approach to 

categorisation of intervention practices and presented a list of 27 focussed EBPs, 

many of which overlapped with the identified interventions supported by the NAC.   

2.4.3 National Professional Development Center on autism 
spectrum disorder report (NPDC) 

The NPDC, as with the NAC, completed two large scale literature reviews.  

The first review was published in 2010 and was followed by the recent update, 

released in 2015.  The first report focused on a review of research in the field in the 

ten years from 1997 to 2007 examining studies that included individuals with ASD 

from birth to 22 years of age.  These search parameters resulted in a list of 24 

focussed intervention practices that were considered to be evidence-based.  The 

second review in 2015 extended the period to be covered to include literature 

published between 1990 and 2011, which is the focus of this literature review.   

The NPDC reviewers used keyword searches including the term ASD which 

allowed for the identification of research studies that included participants diagnosed 

with autism, Asperger syndrome, PDD, PDD-NOS and high functioning autism.  

However, unlike the NAC review, the NPDC team did not exclude studies where 

participants had co-morbid conditions such as intellectual disability, genetic 

syndromes, seizure disorders, mental illness, physical disabilities, sensory 
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impairments, learning disabilities, and ADD/ADHD from their review, diverging 

from the approach undertaken by the NAC.   

To be included in the review, interventions were required to fall into one of 

three areas; behavioural, developmental, or educational/academic and had to report on 

outcomes within their respective areas.  The inclusion criteria with respect to the 

study design required the use of experimental group design, quasi-experimental 

design or single case studies that tested the efficacy of a focused intervention.  Only 

interventions that could be practically implemented in educational, home or 

community settings were included.  Any interventions or study that required 

specialised training, materials or equipment were excluded.  In other words, any 

interventions that utilised equipment or resources unlikely to be available to teachers, 

families, clinicians, or community service providers were excluded from the review, 

such as those that investigated the use of a hyperbaric chamber and dolphin therapy 

(Wong et al., 2014).  The exclusion of such studies based on the availability of 

equipment and resources is an essential point for consideration when assessing the 

report for its goal to identify EBP that could be implemented by teachers in classroom 

environments. 

Based on the search terms outlined by the NPDC, a total of 29,105 published 

articles were initially identified for review.  After applying the NPDC 

inclusion/exclusion criteria, a total of 456 intervention articles were deemed to be 

evidence-based and were eligible to be included in the review.  A national board of 

reviewers was sourced through several professional bodies including the Association 

for Behaviour Analysis International, and the Council for Exceptional Children as 

well as from departments of education, psychology, health sciences and various 

disciplinary related schools from within higher education institutions.  To be accepted 
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as a reviewer, the candidates required experience with or adequate knowledge of 

ASD, as well as having attended a course or had training in group design and/or 

single case design research methodologies.  Successful reviewer applicants were then 

required to undertake an online course and demonstrate their ability to competently 

apply the NPDC criteria to a single article within their design category.   

Each reviewer analysed between 5-12 articles.  Inter-rater reliability collected 

for 41% of all articles across all reviewers, was moderate.  The total agreement rate of 

76% comprised a 74% mean agreement for group design articles and 77% agreement 

for single case study articles.   Final checks were then performed by members of the 

EBP evaluation team who reviewed each article identified as an EBP.  The final 456 

articles were then categorised utilising the pre-defined categories employed in the 

2009 NPDC review (see Table 3, Column 1).  Once sorted into EBP categories, the 

second round of content analysis was undertaken to finalise the categories, including 

any new categorisation requirements.  Through the expansion of the review 

parameters and the subsequent review process, the NPDC (2015) identified three new 

categories over those identified in the 2010 report.  These were exercise, modelling 

and structured playgroups, increasing the number of EBP from the 24 identified in 

2010, to the current list of 27 EBP (see Table 3 below).  As noted in the NAC NSP1 

and NSP2 reports, the identification of EBP changes over time as the research 

literature expands to include new interventions. 
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Table 3 
 
NPDC 2010 and 2015 Focussed Intervention Practices  

2010 EBP Categories 2015 EBP Categories 
Antecedent-Based Interventions Antecedent-Based Interventions 
 Cognitive Behaviour Intervention 
Computer Aided Instruction  
Differential Reinforcement of Other Behaviours Differential Reinforcement of Other Behaviours 
Discrete Trial Teaching Discrete Trial Teaching 
 Exercise 
Extinction Extinction 
Functional Behaviour Assessment Functional Behaviour Assessment 
Functional Communication Training Functional Communication Training 
 Modelling 
Naturalistic Interventions Naturalistic Interventions 
Parent-Implemented Intervention Parent-Implemented Intervention 
Picture Exchange Communications System (PECS) Picture Exchange Communications System (PECS) 
Peer-Mediated Instruction and Intervention Peer-Mediated Instruction and Intervention 
Pivotal Response Training Pivotal Response Training 
Prompting Prompting 
Reinforcement Reinforcement 
Response Interruption/Redirection Response Interruption/Redirection 
 Scripting 
Self-management Self-management 
Social Narrative Social Narrative 
Speech Generating Devices/VOCA  
Social Skills Training Social Skills Training 
Structured Work Systems  
 Structured Play Group 
Task Analysis Task Analysis 
 Technology-Aided Instruction and Intervention 
Time Delay Time Delay 
Video Modelling Video Modelling 
Visual Support Visual Support 

 
Note: Practices excluded in the 2015 review under the 2010 list and new inclusions in 
the 2015 review appear in italics. 
  

The NPDC acknowledged limitations to their review, including the timeframe 

of the study (Wong et al., 2014).  The timeframe for review covered 20 years and, 

while this aligned with other reviews in the field, the changes to the list of EBP and 

their categorisations were evident.  Another limitation was the gap between the end 

date used for the inclusion literature which was 2011 and the publication of the results 

in 2015.  To keep abreast of changes in levels of evidence reported it was suggested 

that the next large-scale review needed to begin immediately.  This suggestion 

acknowledges that the research in this field is fast paced and ever changing.  Lists of 



Chapter 2: EBP in ASD Education 
 

 59 

EBP have, and will most likely continue to change over time; however, by focussing 

on the examination of teachers’ decision-making processes regarding their adoption 

and cessation, there is greater scope to support the transition to best practice in EBP 

evaluation and strategy choices.  Supporting effective EBP evaluation and strategy 

choice may be preferable to campaigning for the implementation of specific EBP that 

may well be superseded by the end of the next review period. 

There were differences in the identification of EBP between the NAC and 

NPDC.  Nonetheless, there was a considerable crossover between EBP contained in 

each of the reports.  For example, twenty-one practices were identified as an EBP by 

both groups.  Differences between the reports included several intervention practices 

being categorised as emerging practices by the NAC, but as established EBP by the 

NPDC.  These included exercise, functional behaviour assessment, Picture Exchange 

Communications System and technology-aided interventions.  There were also two 

strategies identified by the NPDC as EBP (functional behaviour assessment and 

playgroups) that were not identified as established practices in the NAC report.  As 

the NPDC review did not review CTMs, the NAC EBP category of CBTYC was not 

included in the NPDC report.  The NAC report also included the category of language 

training which was not identified as a focussed intervention in the NPDC report.  

However, individual approaches such as modelling, prompting and reinforcement 

included in the NPDC listing were components that overlapped with practices and 

interventions associated with language training listed within the NAC language 

training category (see Table 4 for a full comparison of the NAC and NPDC reviews).   



Chapter 2: EBP in ASD Education 
 

 60 

Table 4 
 
NPDC Comparative Findings with the NAC 

 

 Note: From “NAC Report” p. 22.  
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2.4.4 Conclusions from the NAC and NPDC Literature Reviews 

The NAC and NPDC reviews are valuable resources in assisting teachers, 

parents and other community partners with interest in working with children with 

ASD to make informed decisions regarding intervention choices based on proven 

effective outcomes.  However, both reports also highlighted the inherent challenges in 

identifying, reviewing and measuring the efficacy of outcomes of a large and rapidly 

developing area of research literature.  Such literature reviews need to be an ongoing 

process to ensure that the most effective and current interventions are identified for 

use by practitioners including teachers.   

As previous research has highlighted, regardless of the provision of 

information about EBP for students with ASD, teachers have often utilised practices 

that are not included in lists of established EBP.  While some researchers have 

suggested that such actions confirm the research to practice gap (e.g., Dingfelder & 

Mandell, 2011), there is also a need to focus on the factors that impact upon teachers' 

decision-making around EBP.  It has been established that teachers use a mixture of 

EBP and unsupported practices and that the identification of EBP changes over time.  

Therefore, focusing on decision-making criteria may provide valuable insights into 

supporting teachers' decision-making processes around EBP. 
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Chapter 3 
Literature Review: 
Teachers decision 
making criteria for EBP in 
the education of students 
with disability  

3.1 Introduction 

To explore the decision-making processes of teachers in their selection of EBP for 

working with students with ASD, an understanding of decision-making theory is 

warranted.  Understanding this theory provides context for the investigation which is 

the focus of this thesis.   The context will dictate the identification of research 

literature focusing on EBP decision-making within the appropriate decision-making 

theoretical framework. 
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3.2 Decision-making theory 

The field of decision-making theory can be divided into two main streams: 

prescriptive (normative) and descriptive (Steele & Stefánsson, 2015).  Within these 

two classes, there are multiple theories and frameworks for analysing and modelling 

decision-making patterns.  To fully understand teachers’ decision-making processes 

about EBP, an understanding of decision-making theories first needs to be established 

to ultimately decide upon the theory to be employed to analyse teachers’ decision-

making processes in the context of this thesis.   

Decision-making theory as a formal discipline only arose in the mid 20th 

century.  Beginning in the 1930s and 1940s, the classical theory was established 

through operational research, based on the premise of 'rational decision' which 

promoted an approach of the optimisation of a single objective function under 

constraints (Bouyssou, 2009).  Operations research during World War II supporting 

the efforts of military and intelligence services by the allies was underpinned by the 

notion that decision-making could be studied and improved through scientific 

methodologies.  Eventually, this led to the development of the theory that complex 

decision-making problems could be modelled using a simple rationality model (Nash, 

1950).  In other words, a formula or decision-making model could be used to support 

decision makers’ deliberations and ensure they made the best decision based on the 

known facts.   

The notion of prescriptive decision-making was challenged by Simon (1957) 

who proposed that decision makers, when faced with choices, will lean towards a 

local satisfaction criterion. Fundamentally, decision-makers will err toward choosing 

the first solution they perceive as being satisfactory, over an unrealistic or difficult to 



 Chapter 3: EBP Decision-Making Criteria 
 
 
 

 64 

obtain optimal solution.  The concept of convenience in decision-making - that the 

most natural solution was adequate rather than extending efforts to find the best 

solution suggested that decision-making models required a development from within 

the decision-making process rather than being a separate entity.  This conceptual 

approach was supported by the work of Tversky (1969), who demonstrated that the 

properties or criteria considered to be rational for preference relations were theoretical 

impositions that did not necessarily correspond with the behaviour of real-life 

decision makers.  That is, not every decision-making scenario lends itself to a series 

of dictated steps for making the right decision.  The rise of such theories marked the 

divergence of decision-making theory from the normative approach to the inclusion of 

descriptive analyses.  Multi-disciplinary approaches from fields such as economics, 

political sciences, psychology, social sciences, mathematics, and artificial 

intelligence, worked to expand upon the theoretical approaches of decision-making 

from their unique perspectives and interests.  Those, as mentioned above, resulted in 

the development of Multiple Criteria Decision Making (MCDM). 

The classical theory of decision-making focusses upon normative, exogenous 

rationality, where a conclusion can be postulated based on presumed constraints 

(Bouyssou, 2009).  MCDM allows for the inclusion of descriptive modelling based on 

exogenous rationality through the employment of behaviour models, ultimately being 

based upon the observation of decision-making rather than determining the best 

decision (Bouyssou, 2009).  MCDM allows for the inclusion of internal and external 

determining criteria as well as the ability to rank that criteria according to individual 

and group preferences.  It is this ranking strategy that is utilised within this thesis. 

With the rise in the number of children diagnosed with ASD and, in turn, the 

number of students with ASD accessing educational placements within general 
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education, researchers widened their attention from what practices were being utilised 

to why teachers were employing them. In consideration of the complex ecosystems of 

educational classrooms and schools, MCDM is the decision-making theory which 

aligns best with teachers’ decision-making processes with respect to the adoption and 

cessation of EBP.  However, as this thesis had the goal of moving beyond merely 

adding to the literature exploring teacher's choices and use of interventions to 

developing an understanding of the criteria used in their decision-making, a 

theoretical framework that would inform and direct the investigation was required.  

Two theoretical models were identified and reviewed for suitability in addressing the 

research aims of this thesis.  These included the Theory of Planned Behavior (Ajzen, 

1985, 1991) and Rogers’ Diffusion of Innovation theory (1962; 2003).  While both 

theories address decision-making inclusive of the practical and cultural variables that 

can impact on decision-making in an educational context, ultimately Rogers’ 

Diffusion of Innovation theory (1962; 2003) addressed decision-making in practical 

application, rather than the focus on the behaviour towards action, and was therefore 

more closely aligned with the aims and objectives of this thesis.  An exploration of 

both theories follows to illustrate the reasoning behind the decision to adopt Rogers’ 

(1962; 2003) approach. 

3.3 Decision-Making theoretical frameworks in 
educational research 

3.3.1 Theory of Planned Behavior 

Teachers daily make multiple decisions relating to adaptations, strategies and 

assessment procedures in order to meet the needs of their students (Westwood, 2018).  
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In exploring the role of teachers, researchers have employed the Theory of Planned 

Behavior (Ajzen, 1985, 1991) to examine their strategy choices, attitudes towards 

inclusion and the implementation of inclusive practices in the classroom (see, for 

example, Ingersoll, Straiton, Casagrande, & Pickard, 2018; Pedersen, Cooley, & 

Hernandez, 2014; Sharma et al., 2018; Subban & Mahlo, 2017).  The Theory of 

Planned Behavior was developed to explain the factors that influence the intention to 

act as a predictor of behavioural action.  There are three primary explanatory 

constructs within this theory.  The first is the attitude toward the action or the 

behaviour.  It is the perception by the individual as to how the act or the behaviour 

would make a positive or negative contribution to their life, or in meeting a specific 

need.  In the context of the adoption/cessation of an EBP, it would be the degree to 

which the individual believes the practice would be beneficial to the needs of the 

individual student whose program was under consideration. 

The second construct is called the subjective norm (Ajzen, 1985; 1991).  

Subjective norm refers to an individual's beliefs about how those in their 

environment, such as their social networks including those related to their work 

environment, view the behaviour of interest. The subjective norm also includes 

cultural values and views (Ajzen, 1985; 1991).  Subjective norm addresses how the 

individual feels the EBP and their choice of EBP aligns with the beliefs and values of 

those around them.  In the context of an EBP, they may hold the belief that highly 

structured EBP align with their values but not those of their co-workers, whereas an 

more ‘open’ style of EBP such as one involving play, may be less consistent with 

their values but more consistent with the subjective norm of work colleagues. 

The third construct is that of perceived behavioural control (Ajzen, 1985; 1991).  

Perceived behavioural control is the individual's perception of how easy or how hard 
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a specific behaviour or act is to undertake.  In other words, perceived behavioural 

control is how easy or difficult the individual perceives the EBP would be for them to 

implement.  This construct takes into consideration the individual’s sense of efficacy 

concerning the EBP, and this may partially depend on the attributes of the EBP.  It is 

through the interplay of these three constructs that an individual decides to act or not 

act.  In other words, it predicts the individual’s likelihood to use EBP when working 

with a student with ASD. 

The interplay of the three constructs within the Theory of Planned Behavior 

determines an individual’s behavioural intentions (Ajzen, 1985; 1991).  That is, a 

positive attitude toward the behaviour, favourable social norms and high levels of 

perceived behavioural control are the best predictors for forming a behavioural 

intention, which in turn leads to the act or the substantive behaviour (Sheeran & 

Webb, 2018).  Essentially, if an individual believes that using an EBP would be 

useful, and they perceive that others within the individual's environment believe it 

would be a good idea, and the individual feels they have the appropriate levels of 

efficacy to implement that EBP, they are likely to intend (and thus) adopt that EBP.  

However, if any or all constructs are negatively perceived, the individual is less likely 

to adopt an EBP.  For example, if the individual feels they do not have adequate 

training or resources to implement the EBP (perceived behavioural control), it is 

unlikely they will engage in implementing that EBP.  Ajzen (1985; 1991) posits that 

the more constructs that are negatively perceived the lower the likelihood of adoption.  

Further to this, if any experience of using the EBP amends or changes one of the 

constructs (challenging to implement, does not have any impact on the needs of the 

student) the individual is more likely to disengage with or cease using the EBP.  
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In Australia, the Theory of Planned Behavior has been used to explore and 

predict in-service and pre-service teachers’ attitudes and intentions toward the 

inclusion of students with disability (Pedersen et al., 2014; Sharma et al., 2018; 

Sharma & Jacobs, 2016; Subban & Mahlo, 2017).  In a comparative study of in-

service teachers’ intentions to teach in inclusive classrooms in Australia and India, 

Sharma and Jacobs (2016) reported significant positive correlations between 

educator's intentions, predicted by the variables of efficacy and attitudes (Perceived 

Control).  Their levels of efficacy influenced teachers whose intentions were to 

include students with a range of disabilities in using inclusive pedagogies.  Similarly, 

Pedersen et al., (2014) found pre-service health and physical education teachers who 

received more pre-service training (higher levels of Perceived Control) in teaching 

students with disability, demonstrated more favourable attitudes, beliefs and 

intentions than their less-trained peers.  Attitudes and teaching efficacy scores are 

significant predictors of teachers' inclusive education intentions (Sharma et al., 2018). 

While the Theory of Planned Behavior could have been used to explore EBP 

adoption and cessation, consideration of several factors relating to this investigation 

led to the decision not to employ this particular theoretical framework.  The focus of 

the research undertaken within this thesis is based on the self-reported actions of 

Australian teachers in the adoption and their decision to cease using EBP.  Given that 

participants within this thesis were surveyed on their decision-making processes for 

EBP they were using, or had used in the past, intentions toward EBP were not being 

explored.  As a result of this consideration, further exploration of theoretical 

constructs that included many of the attributes of the Theory of Planned Behavior but 

extended upon these to analyse experiences with evidence-based practice was deemed 

necessary. 



 Chapter 3: EBP Decision-Making Criteria 
 
 
 

 69 

An alternative theory to the Theory of Planned Behavior (Ajzen, 1985;1991), is 

Rogers’ Diffusion of Innovations Theory (Rogers, 1962; 2003).  Both models suggest 

antecedents to adoption.  However, while the Theory of Planned Behavior addresses 

the variables that affect or influence decision-makers’ intentions the Diffusion of 

Innovations theory is also concerned with the criteria affecting the experiences of the 

user in maintaining or ceasing use of an innovation.  Given the focus on teachers’ 

experiences and perceptions of EBP on their decision-making processes in both the 

adoption and cessation of use of an EBP, the Diffusion of Innovations theory best 

aligned with the objectives of this thesis.     

3.3.2 Rogers’ Diffusion of Innovations Theory 

The Diffusion of Innovations theory is a recurring theoretical lens used to 

develop understandings of the processes through which EBP is perpetuated across 

numerous fields of practice (see, for example, Greenhalgh, Robert, Macfarlane, Bate, 

& Kyriakidou, 2004; Lovejoy, Demireva, Grayson, & McNamara, 2009; Pickard, 

Rowless, & Ingersoll, 2017; Schmidt & Brown, 2007).  The Diffusion of Innovations 

theory (Rogers, 1962; 2003) utilises a multilayered framework that provides 

analytical depth from initial decision-making regarding the adoption through to the 

maintenance or cessation of innovations within socially constructed environments 

such as schools.  Diffusion of Innovations theory highlights attributes of innovations, 

including the practical and social aspects addressing the culture within which 

innovations are adopted.   An "innovation” is defined as an idea, practice or physical 

object considered to be new by potential individual adopters or their corresponding 

social systems.  Most importantly Rogers’ theory promotes the perception that the 

inclusion of social and practical criteria that impact on the adoption or cessation of 
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any innovation do not confound the identification of a single influence.  Rather that 

each criterion plays a role in decision-making and therefore should be included and 

analysed in the context of their relative importance in decision-making. 

According to Rogers’ (1962; 2003) theory, the adoption of any innovation in a 

specific field is dependent on the social context that includes a range of criteria.  For 

successful implementation of an innovation (for this thesis, an EBP) there are four 

critical stages in the innovation-decision process for end users.  These include 

Dissemination, Adoption, Implementation, and Maintenance (see Figure 3.1).  The 

Dissemination stage addresses the processes by which end users (in this context, 

teachers) come to acquire knowledge of the innovation.  Knowledge of the innovation 

is followed by Adoption, where a teacher who is now aware of a specific innovation, 

comes to form an opinion of the attributes of the innovation and makes the decision to 

utilise that innovation.  Adoption is followed by Implementation, where a teacher 

actively employs the innovation with their students.  Maintenance follows when the 

teacher, based on their experience with the innovation, makes the final decision for 

continuance ("maintenance") or discontinuance ("cessation") of the practice. Utilising 

this theoretical framework supports an analysis of the entire EBP decision-making 

process and includes the ability to address social and cultural issues that impact 

community spaces such as schools. 

In Rogers’ (1962; 2003) theory, for teachers to assess an EBP for potential 

adoption with a view to meeting the needs of their students with ASD, there are five 

attributes of the innovation (or EBP) that they are likely to evaluate, and which will 

influence the decision-making process (see Figure 3.1).  Relative advantage is the 

perception that the EBP under consideration would be better than the strategy it would 

be replacing.  Compatibility addresses how well the EBP aligns with the values and 
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needs of the teacher, school culture and the family culture of the student with ASD.  

Complexity addresses the perception of how easy or difficult an EBP would be to 

implement and integrate into the classroom environment.  Trialability refers to the 

degree to which an EBP can be experimented with before being adopted or 

implemented.  Finally, there is Observability that relates to the level to which teachers 

can measure effective results from adopting an EBP to meet the specific needs of their 

students.   These specific components within Rogers’ (1962; 2003) Diffusion of 

Innovation theory allow for the exploration of decision-making across different fields 

of research, including the use of EBP in education.
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Figure 3.1. Rogers’ (1962; 2003) Diffusion of Innovations Theory  
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3.4 Theoretical Construct Literature Review: Rogers’ 
Diffusion of Innovations theory in EBP Research 

Rogers’ (1962; 2003) Diffusion of Innovations theory has been employed in 

the analysis of the adoption of EBP in various fields, including medical and health 

contexts such as nursing.  In the profession of nursing, the use of EBP is not 

prescriptive but rather is based on the amalgamation of knowledge from clinical 

practice, patient preferences and nurses' ability to critically evaluate the research 

literature in their field of expertise (Schmidt & Brown, 2007).  Drawing parallels with 

the field of education, EBP adoption in nursing is dependent on a range of criteria in 

the practical context including the attitudes of staff, the attributes of the EBP and the 

personal preferences and specific needs of their patients (Baradaran-Seyed, Nedjat, 

Yazdizadeh, Nedjat, & Majdzadeh, 2013; Mohammadi, Poursaberi, & Salahshoor, 

2018).   

Specific elements of Rogers’ (1962; 2003) theory have also been examined in 

research within the fields of health sciences, mental health services and education 

(e.g., Leathers, Spielfogel, Blakey, Christian, & Atkins, 2015; Lovejoy et al., 2009; 

Stieler-Hunt & Jones, 2015).  For example, Leathers et al. (2015) focussed on the role 

of change agents in the adoption of EBP in children’s mental health services.  In 

Rogers’ theory, a change agent is an individual whose interactions with potential 

adopters prove influential in the adopter’s decision to implement an EBP or supports 

the positive evaluation of the attributes of an innovation in the early days of 

implementation (Dissemination stage).  These individuals are not internal agents 

championing the innovation or key influencers within an organisation, but instead, 

they are external individuals who seek to make changes to the adopter's behaviour, 
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ensuring the implementation and maintenance of practice.  Leathers et al. (2015) 

reported a significant difference in innovation adoption rates that correlated with the 

amount of time the (potential) adoptee spent with the change agent.  Change agents 

work through social interaction; that is. they have direct contact with the adopters.  In 

Rogers’ theory, interpersonal contact is identified as a dissemination channel.  

Dissemination channels, or the means through which a potential adopter 

comes to learn of an innovation, have been shown to impact upon implementation 

rates (Desmarchelier & Fang, 2017; Scherr, Bomboka, Nelson, Pal, & Vadaparampil, 

2017).  Rogers (1962; 2003) emphasised two main communication channels:  mass 

media and interpersonal channels.  Focussing on communication channels, Lovejoy et 

al. (2009) commented on the role of mass media on the rate of adoption of a clinical 

innovation by psychology professionals.  Lovejoy et al. (2009) noted that online 

psychotherapy had been a practice option for the past decade for psychologists and 

their clients to engage in counselling sessions; however, they reported the profession 

was in the early stages of adoption.  They highlighted several barriers to adoption 

inclusive of practical and professional challenges.  These included capital costs as 

well as ethical considerations around privacy, professional jurisdiction and duty of 

care.  Potential adoptees were situated in the knowledge and persuasion stages, where 

an adoptee is aware of an innovation but is still weighing up the pros and cons of the 

approach (see stage information in Figure 3.1).  Given psychologists have had access 

to online service choices for a decade, mass media campaigns promoting the existence 

of the technologies associated with such services would be ineffective in working to 

raise rates of adoption.  As a consequence, Lovejoy et al. (2009) suggested using mass 

media campaigns to target the practical application phase.  More simply put, the focus 

of any mass media campaigns in the future should address the how-to instructions to 
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aid implementation and in turn, increase the rate of adoption of online psychotherapy 

service offerings by psychologists.  This suggests there are different ways that the 

same dissemination channels can be used.  Essentially, the focus of the 

communication is as important and the mode of communication for addressing the 

needs of adopters to influence adoption rates. 

Another point for consideration is the impact of potential adopters' values and 

attitudes on the adoption of an innovation.  For example, Lovejoy et al. (2009) 

acknowledged that potential adopters’ attitudes toward online technologies in 

considering adopting online psychotherapy services are likely to affect their decision 

to engage in online service provision.  In other words, the more enthusiastic about 

online technology, the more likely an individual would be to consider or view online 

services positively, and vice versa. Adopters’ attitudes and perspectives play a role in 

the adoption and maintenance of innovations (Rogers, 1962; 2003).  In an Australian 

educational study, Steiler-Hunt and Jones (2015) examined teachers’ attitudes 

towards the adoption of digital games in the classroom.  They reported that those 

teachers who were enthusiastic adopters or as they termed them, believers, held strong 

beliefs that digital games were beneficial in supporting student success in the 

classroom.  These same teachers also held positive attitudes towards information and 

communication technologies in general through their personal experiences of positive 

outcomes through their use of digital games.  

Using the Diffusion of Innovations theory, Steiler-Hunt and Jones (2015) 

focussed on the attribute of relative advantage (Rogers, 1962; 2003).  That is, through 

their own positive experiences with digital games, adopting teachers of digital games 

as a pedagogical practice held the belief that this approach was more beneficial for 

student success in learning than the strategy it was replacing.  This suggested to the 
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researchers that non-believers (teachers yet to adopt digital games) required positive 

experiences and success in employing the innovation in their classroom to support 

higher rates of adoption of digital games.   

These studies demonstrate the multilayered and complex nature of decision-

making processes and the multi-tiered structure of Rogers’ (1962; 2003) theory. 

Recognising these points and working to understand better the decision-making 

processes of teachers regarding EBP in education for students with ASD, it was 

essential to explore research in education as it aligned with each area of Rogers’ 

theory.  In doing this, I sought to understand teachers' decision-making processes 

holistically, rather than focusing on single elements such as channels of 

dissemination, stakeholder attitudes and relative advantage, as they have impacted on 

innovation adoption.  

As the research has been designed with a post-positivist critical realist 

philosophical approach, employing a survey with a robust theoretical framework for 

design and analysis of qualitative data, was understood to add to the information 

sources for triangulation of data in order to gain additional insight into teachers' 

adoption and cessation of EBP.  At the time of developing the research project for this 

thesis, only one paper specifically addressed the decision-making process for EBP 

adoption in education with students with ASD through the lens of Rogers’ (1962; 

2003) Diffusion of Innovations theory and this was a study conducted by Dingfelder 

and Mandell (2011).    

3.4.1 Diffusion of Innovation theory applied in EBP research 

In recognition of the limited research into the reasoning affecting the 

translation of evidence into practice in the education of students with ASD, 



 Chapter 3: EBP Decision-Making Criteria 
 
 
 

 77 

Dingfelder and Mandell (2011) undertook an analysis of the innovation-decision 

making process of school administrators.  Employing Rogers’ (1962; 2003) Diffusion 

of Innovations theory, they developed a range of guiding questions that stakeholders 

would most likely need to consider in the adoption of a new EBP. Utilising this 

theoretical framework supports an analysis of the entire EBP implementation process 

specifically addressing socio-cultural issues that impact upon community spaces such 

as schools.    

In examining Dissemination, it was highlighted that research itself is limited 

by its inability to make substantive, clear-cut recommendations about the efficacy of 

EBP in action, except with respect to the outcomes of the children included in the 

studies (Dingfelder & Mandell, 2011).  Consequently, there is the real possibility that 

teachers do not view research as being able to offer useful recommendations or help 

guide decision-making that requires concrete reasoning in choosing which practices 

should be introduced to meet the needs of their students with ASD.  This sense of 

uncertainty could contribute to the reliance on scientifically unsupported practices 

being adopted over EBP because they espouse firmer anecdotal claims of efficacy 

with a broader range of clients (Dingfelder & Mandell, 2011).  By constraining the 

EBPIAS to only addressing EBP, an analysis of the decision-making processes used 

by teachers concerning scientifically sound practices can be undertaken. 

Addressing the Adoption phase of Rogers’ theory, Dingfelder and Mandell 

(2011) explored administrators’ perceptions of the attributes of EBP.  While the 

promotion of student-centric planning for the selection of EBP is essential to meet the 

unique and often multiple challenges faced by students with ASD, Dingfelder and 

Mandell (2011) suggested there are barriers to the adoption of EBP that negate a 

teachers’ ability to employ a student-centred selection approach.  These included the 
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ability to match the practice to the needs of a student or students with ASD and the 

perception of the relative costs associated with the EBP.  The researchers found that 

administrators often felt that the goal and the outcomes of the studies on which the 

EBP were based were often too narrow or failed to match the needs of the students 

within their schools.  Other considerations included the resources and equipment 

available to teachers and staff to be able to deliver the EBP as required, as well as the 

perception that the EBP was inconsistent with the values of key stakeholders 

including teachers, staff, and parents.   

When factoring in the costs associated with some EBP, it was difficult for 

administrators to decide to adopt new practices or replace practices already in use 

(Dingfelder & Mandell, 2011).  Costs can include tangible items such as equipment as 

well as human resources costs, including training.  The EBPIAS has addressed the 

barrier of cost by restricting the list of practices to the NAC list of 27 EBP that have 

been specifically recommended for use with children with ASD in community 

settings.  Given that they have been identified as not requiring highly specialised 

equipment and extensive training, any costs associated with the EBP should be 

minimal.  The 27 EBP are also categorised to meet a range of needs for students with 

ASD, including both developmental and academic needs, making the selection of 

practices more accessible and more relevant to teachers.   

While Dingfelder and Mandell (2011) highlighted essential barriers to the 

innovation-decision making process, their study also contained several limitations.  

First, the focus of the investigation was on the decision-making processes of 

administrators in the evaluation of two EBP which were considered from a theoretical 

point of view, rather than evaluating the actual practice of the principals.  That is the 

information on which they based their analysis was in the form of a meta-analysis in 
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the field of education, rather than surveying or interviewing participants themselves.  

Second, the evaluation was limited to the dissemination and adoption phases only.  

Although their study reinforced the importance of the perceptions of key decision 

makers regarding the adoption of new EBP, an extended analysis examining 

maintenance and cessation of an EBP was lacking.  Third, administrators or financial 

controllers may have an integral role in the adoption of EBP from a fiscal perspective, 

but ultimately it is teachers who have the overarching responsibility for implementing 

and maintaining practices to meet the needs of the students with ASD within their 

classrooms.  While the analysis undertaken by Dingfelder and Mandell (2011) was 

informative with respect to how the Diffusion of Innovation theory could be utilised to 

explore teachers’ decision-making processes, it was also limited by the number of 

EBP examined and the range of criteria impacting upon decision-making.  To expand 

upon the identification of criteria or reasons impacting on the adoption and cessation 

of EBP in education with students with ASD, further exploration of the literature in 

this area was required. 

3.5 EBP and students with disability analysed 
through the lens of Diffusion of Innovation 
Theory 

From the identification of Rogers’ (1962; 2003) Diffusion of Innovations 

theoretical framework to underpin the exploration of teachers' decision-making 

processes, a review of the literature addressing EBP usage with students with 

disability including ASD was conducted.  The inclusion of general disability 

categorisations in mainstream and special education contexts in the literature search 
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parameters was enacted given the limited academic literature addressing decision-

making concerning EBP with a specific focus on the education of students with ASD 

(see Dingfelder & Mandell, 2011).  Recurring themes within the literature were then 

related to each stage of Rogers (1962; 2003) Diffusion of Innovations theory to help 

identify the practical, sociological and cultural themes that might influence teachers' 

adoption and cessation of EBP (see Figure 3.2). 

For a teacher to consider the adoption of an EBP, they must first be aware of 

its existence; as such, it is beneficial to ascertain how teachers come to learn of EBP.  

Channels of dissemination of information on EBP may include formal channels such 

as specialised training, workshops, collegial training, professional service providers, 

and research articles (Hornby et al., 2013; Paynter & Keen, 2015; Rogers, 1962; 

2003).  Informal channels include general internet resources, books, media articles 

and word of mouth strategies (Green et al., 2006; Rogers, 1962; 2003).  The influence 

of dissemination channels was highlighted in the research undertaken by Stahmer et 

al. (2005) when the researchers addressed the translation of EBP into educational 

practice (see Chapter 2 for a full discussion on this study).  The early intervention 

participants tended to identify any practice for which they had received formal 

training as an EBP, even though only nine of the 30 practices they reported using 

were EBP of the time.  This bias suggested that the channel (professional 

development training) influenced participants’ perception of practices as being EBP.   

As Rogers (1962; 2003) proposed, the perceptions of end-users profoundly 

influence the adoption of innovations.  If teachers perceive a practice to be efficacious 

due to the channel through which they learned of the practice, there may be a 

tendency to adopt scientifically unsupported practices based on their perception of it 
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being EBP.  Conversely, learning of an EBP through specific channels could support 

the adoption of best practice when working with students with ASD.   

As outlined by Rogers (1962; 2003), once an individual becomes aware of an 

innovation through any dissemination channel, they then progress to the deliberation 

stage for potential adoption, which can lead to the decision to implement the practice 

before making the final decision to maintain or cease use of the innovation.  Barriers 

and facilitators influencing the adoption of EBP for students with disability, and those 

leading to the cessation of use, have been highlighted by prior research.  Identified 

barriers include whether an EBP meets the specific needs of the student, (Akshoomoff 

& Stahmer, 2006; Cochran-Smith & Lytle, 1999; Simpson, 2005; Stahmer et al., 

2005), meeting the needs of other students within the classroom in general, the cost-

effectiveness and ease of integration of the EBP (Cook et al., 2012; Dingfelder & 

Mandell, 2011; Fixsen et al., 2013) as well as the level of adaptability for use with the 

students (Hornby et al., 2013; Stahmeret al., 2012).  Themes relating to training were 

identified repeatedly through the educational research literature.  For example, a lack 

of pre-service teacher training, inadequate or poor-quality specialist training 

programmes, and a lack of follow-up and continued support (Bethune & Wood, 2013; 

Morrier et al., 2011; Scheuermann et al., 2003; Simonsen et al., 2010; Stahmer & 

Reith, 2015) have been cited as reasons for a lack of EBP in education.  Further 

themes were identified regarding cultural and social influences that can affect the 

adoption of innovations highlighted within Rogers’ (1962; 2003) Diffusion of 

Innovations theory.  These include teachers' beliefs, the school culture and parental 

beliefs (Cook et al., 2012; Hornby et al., 2013; Paynter & Keen, 2015; Sansosti & 

Sansosti, 2012; Stahmer et al., 2005).  An overview of the key reasons impacting on 

the adoption and cessation of EBP follows. 
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There is no prescriptive legislation or policy that dictates the use of EBP with 

students with disability in Australian schools (see Chapter 1 for an overview); 

however, teachers are expected to know their students, how they learn and support the 

full participation of students with disability (AITSL, 2014).  In addition to meeting 

these professional standards, there is also the consideration of the requirement for 

reasonable adjustments in meeting the specific needs of students with disability 

(Australian Government, 2005) which could include the use of EBP.  Therefore, 

teachers need to understand their students and any associated disorders with 

undertaking the selection of the most appropriate strategies, including EBP, to meet 

the needs of individual students. 

The importance of EBP in meeting the specific needs of students with 

disability, including those with ASD, is a recurring theme within the research 

literature.  Scheurermann Webber, Boutot and Goodwin (2003) explored the problems 

associated with personnel preparation in special education for meeting the needs of 

students with ASD.  The authors asserted that teachers needed to base intervention 

decisions on student needs, and not merely on the methods for which they were 

trained.  The investigation by Stahmer et al. (2005) (see Chapter 2) identifying the 

type of practices educators were employing with children with ASD, highlighted the 

importance teachers placed on being student-centric in their selection of EBP and 

intervention practices.  Teachers individualised their selection of practices to meet the 

specific needs of each child.  Most services providers (72%, n=16) indicated that their 

selection of practices was dependent on the specific needs of the child with ASD and 

included consideration of their strengths and weaknesses.  Understanding the unique 

strengths and challenges of individual students to determine appropriate programs of 

supports and for guiding EBP choice, is a core message concerning meeting the needs 
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of students with ASD (Iovannone, Dunlap, Huber, & Kincaid, 2003; Jordan, Roberts, 

& Hume, 2019; Simpson, 2005;).  However, a focus on student needs in decision-

making for the adoption of EBP has also been cited as impacting on teachers' actions 

in failing to implement best practice and the cessation of EBP use.   

Cook et al (2012) recognised that teachers demonstrated a mistrust of research 

given that their appraisal of practices was primarily based on how well the study 

participants aligned with the unique needs of individual students with ASD in their 

care.  That is, where an individual within a study did not match the profile of the 

student with whom teachers were working, teachers placed little to no value on the 

study and distrusted the efficacy of the EBP.  A student-centred approach is a 

particularly crucial practical consideration given that not all interventions will work 

for all students under all conditions (Cook, et al., 2012).  Often this reality results in 

the need for teachers to be able to implement appropriate alternative EBP based on 

their specific knowledge of the student and their individual needs (Scheuermann et 

al., 2003).  This would generally include an understanding of the phenotypic 

characteristics of students with ASD in addition to a deep knowledge of the individual 

student. 

Diagnosis level has been suggested to have an impact on the number and type 

of EBP utilised when working with children with ASD.  For example, where a student 

demonstrated more severe cognitive delays or did not imitate or attend in less 

structured environments, the teachers in the Stahmer et al. (2005) study tended to 

employ more structured programs such as discrete trial training that require a one-on-

one style instruction.  Where teachers worked with non-verbal children, they tended 

to employ the picture exchange communication system (PECs) or sign language to 

augment communication.  Green et al. (2006) reported the number and type of 
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interventions being utilised by parents with their children with ASD varied as a 

function of the child’s age and severity of diagnoses.  In an Australian replication of 

the Green et al. study, Carlon et al., (2014) reported that families whose children 

presented with severe non-verbal autism used the highest number of treatments (Mean 

= 13) and also recorded the lowest number of treatments used in the past (Mean = 

9.75).  The suggestion was that parents of children with severe autism (ASD Level 3, 

see Chapter 1) not only use a higher number of treatments in combination but may 

also be more likely to persevere with treatments over time.  Of course, understanding 

the needs of the student and teacher's awareness of and ability to implement EBP has 

been inextricably intertwined with training. 

Training has been repeatedly identified in the educational research literature as 

an important criterion influencing decisions with regard to the adoption, 

implementation and cessation of EBP.  As demonstrated by Stahmer et al. (2005), 

training can have a real impact on teachers' perceptions, and value judgments of EBP 

introduced to them through professional development.  That is, the participants within 

Stahmer et al.’s (2005) study identified or judged any practice in which they received 

formal training to be an EBP, despite there being little to no scientifically validated 

evidence to support the majority of practices the participants reported using.  These 

findings suggest that training can be a powerful facilitator for the adoption of EBP; 

however, the quality and type of training needs to be carefully sourced to ensure the 

promotion of scientifically validated practices over socially validated approaches.   

As early as 2003, Scheuermann et al., stated that training in and of itself is not 

sufficient to ensure the adoption of EBP.  Instead, teachers should be instructed on 

how to effectively discern and evaluate the practices they are presented with in order 

to equip them with the skills to distinguish fads from effective practices.  While 
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targeted training is essential, so too is the type and quality of the training undertaken 

by teachers.  Often in education, specialist disability training has been delivered 

through one-off workshop's, which have been shown to have little to no effect on the 

adoption of effective teaching strategies and practices long-term (Hornby et al., 

2013).  What teachers require to support the adoption of EBP is effective, high quality 

professional development training that includes ongoing support and mentoring to 

ensure effective implementation and guidance over time (Callahan et al., 2008; 

Hornby et al., 2013; Stahmer & Reith, 2015).  Ineffective or inadequate training has 

been shown to lead to a failure to adopt EBP due to the perceptions of teachers that 

they are unable to effectively implement that EBP with students (Callahan et al., 

2008).  Ineffective implementation due to inadequate levels of training has also been 

demonstrated to lead to the cessation of EBP due to teachers’ perceptions that the 

practice itself is ineffective in meeting the needs of their students with disability 

(Alexander, Ayres, & Smith, 2015).  In essence, practical training supports 

implementation fidelity, which increases the likelihood of positive outcomes for the 

student with ASD. 

Practice fidelity is the degree to which a practitioner or teacher implements an 

EBP as it was initially designed.  Given that the majority of EBP have arisen from 

fields other than education it has been noted there is a marked level of complexity in 

many of the approaches, leading teachers to modify the EBP for implementation in 

mainstream education classrooms (Stahmer at al., 2012; Stahmer & Reith, 2015).  For 

example, research studies often employ a single subject design requiring teachers to 

modify the approach to cater for group scenarios, which are more common in 

mainstream settings (Stahmer et al., 2005).  However, practice fidelity is one of the 

most critical components in ensuring positive student outcomes (Durlak & DuPre, 
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2008; Garland, Bickman, & Chorpita, 2010).  A lack of adequate training to support 

high levels of practice fidelity diminishes the chances for positive student outcomes 

resulting from the use of that EBP (Stahmer & Reith, 2015).  Of course, even when 

effective training is provided, there are other components associated with the effective 

implementation of an EBP, including the provision of adequate resources. 

Resourcing, as it impacts the use of EBP in the education of students with 

ASD, can include both personnel resources as well as physical resources.  In the study 

by Stahmer et al. (2005), 55% of respondents cited a lack of resources such as 

sufficient staffing as an issue impacting on their decision to utilise EBP.  For 

example, end-users indicated the more intensive the EBP delivery, the higher the 

resourcing and staffing requirements were perceived to be, to ensure adequate 

delivery of the practice itself (Dingfelder & Mandell, 2011).  In schools that do not 

have the necessary physical or staffing resources available for the implementation of 

EBP, educators have been found to place little value on such practices (Cook et al., 

2012).  However, in an Australian study of community-based early intervention 

service providers, knowledge of an EBP demonstrated a stronger correlational 

relationship with the adoption of EBP than school cultural factors such as resourcing 

(Paynter & Keen, 2015).  These findings suggest that, while resourcing plays a role in 

the decision-making process of end-users in the adoption of EBP, it is also impacted 

by other criteria such as knowledge and training.  The decision to adopt EBP can also 

be impacted by resourcing, which is often dependent on adequate levels of funding.   

Costs associated with the adoption and implementation of EBP extend beyond 

considerations of physical and staffing resources, and incorporate the perceived 

benefits of the EBP over other practices.  As previously stated, there is no single EBP 

that will work for all students under all circumstances (Cook et al., 2012).  Therefore, 



 Chapter 3: EBP Decision-Making Criteria 
 
 
 

 87 

a range of EBP often needs to be employed to meet the needs of the student with 

ASD.  As such, teachers may need to employ multiple approaches, or they may need 

to change practices due to the EBP not meeting the specific need of a student.  Such a 

change has financial ramifications.  There are costs associated with changing EBP as 

it requires specialist training, resources and staffing time to implement.  Therefore, 

there needs to be a relative advantage to making such a change.  Dingfelder and 

Mandell (2011) raised the notion of relative advantage in deliberations by 

administrators and financial stakeholders in schools.  That is, do the perceived 

benefits of the EBP outweigh or justify the effort, time, resources and costs associated 

with adoption and implementation of the practice?  Costs have been highlighted as 

potentially having an influential impact on teachers’ decision to adopt EBP. For 

example, Callahan et al., (2008) directed participants to disregard or ignore financial 

considerations when evaluating components participants considered necessary for 

school-based autism programs.  These directions by Callahan et al., (2008) suggest 

that the perceived costs associated with EBP do impact on teachers’ decisions in the 

adoption of EBP at the expense of the perceived benefits in meeting the specific needs 

of the student with ASD.  In addition to costs, the ease of implementation is also an 

issue that teachers consider when deciding to adopt an EBP. 

As previously discussed, practice fidelity impacts upon the effectiveness of an 

EBP with a student.  That is, the more closely the end-user follows and adheres to the 

steps associated with the practice, the higher the likelihood of success when utilising 

that practice.  Given these considerations, it has been noted that strategies that are 

highly structured and prescriptive are more often adopted by teachers (Stahmer & 

Reith, 2015).  For example, discrete trial training encompasses clear steps for 

implementation that are highly structured and clear to follow (Sam & AFIRM Team, 
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2016).  With the exception of working to determine the appropriate prompting levels 

when working with individual students, teachers are not called upon to make 

procedural decisions.  In contrast, more naturalistic EBP are more demanding of 

teacher expertise.  As an example, pivotal response training requires input from 

teachers concerning the identification of the focus for intervention for the student and 

is thus less appealing, (Stahmer & Reith, 2015).  Such considerations support the 

notion of personal choice by teachers as they determine how well a particular practice 

aligns with their values and needs. 

The challenge of finding practices that meet the needs of students with 

disability while aligning with the beliefs and values of teachers, parents and school 

cultures, has been documented in previous research (Feinberg & Vacca, 2000; Sperry, 

Whaley, Shaw, & Brame, 1999).  Didactic approaches, including practices such as 

discrete trial training and applied behaviour analysis, have often been perceived by 

parents and practitioners as narrow, rigid or cold (Dillenburger, 2011).  Low levels of 

social validity ratings have supported these views of end-users despite high levels of 

scientifically validated evidence to support such EBP (Callahan et al., 2016).  In a 

study undertaken by Callahan et al. (2008), they reported that practices based on 

operant conditioning were the source of most disagreement amongst parents, teachers, 

and educational stakeholders such as school administrators.  Such disagreements and 

debates suggest that individual beliefs can and do play a part in teachers' decision-

making processes regarding the selection of EBP.   

Another cultural or value consideration for the choice of EBP and how it is 

implemented concerns age appropriateness.  How individuals with disability are 

treated within social systems such as classrooms can be associated with the school of 

normalisation and social role valorisations (Wofensberger, 1972; 1980; 1995).  
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Normalisation promotes the philosophy that all individuals should be able to live a 

life that is as 'normal' as possible within their community.  Wofensberger extended 

upon his original premise of normalisation to include social role valorisation, which 

addresses the perceived value of social roles that individuals perform within a 

community or society (Wofensberger, 1995).  Social roles can include, for example, 

the individual's role and value as a class-mate.  Given that the way others respond to 

our social roles can affect an individuals' self-esteem, how we treat an individual with 

disability becomes an essential factor in how they feel about themselves and the way 

others view and treat them.  As such, it is essential that students with disability are 

treated in an age-appropriate manner and are provided with activities and learning 

materials that are age-appropriate (Foreman & Arthur-Kelly, 2017).  The importance 

of age-appropriateness in education is articulated in the Australian National 

Curriculum which asserts that students with disability are entitled to rigorous, relevant 

and engaging learning opportunities drawn from age-equivalent educational content 

on the same basis as students without disability (AITSL, 2014).   Yet the availability 

and access to training on EBP to support age-appropriateness and the needs of the 

student can also be dependent on the geographical location of schools relative to 

service providers.   

The geographical location of services and in turn, access to adequate specialist 

training, can impact the type of therapies and support services that children with ASD, 

families and educators connect with (Prior, Roberts, Rodger, Williams, & Sutherland, 

2011).  Not only has inadequate access to training been identified as a barrier to EBP 

use in rural and remote locations, but also on the ability of schools to recruit and 

retain suitability qualified specialist-teaching staff (Dieker, Hynes, Hughes, Hardin, & 

Becht, 2015; Saggers et al., 2015) necessary to ensure practice fidelity and 
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maintenance of EBP.  The research reviewed has identified a number of reasons, or 

criterion, that impact on the adoption, implementation, maintenance and cessation of 

EBP when working with students with disability including those with a diagnosis of 

ASD (see Table 5).  However, while there is certainly crossover between some of the 

criterion, no single study has yet to determine the relative importance of each of these 

criteria in relation to each other on teachers’ decision-making concerning EBP 

concerning students with ASD.   

Table 5 
 
Identified themes from the literature review for the adoption and cessation of EBP 

Adoption Criteria Identified 
Student-Centred Based on the needs of the specific student with ASD 
Age-Appropriateness Age-appropriate for the student and the grade level in general 
Teaching Culture It aligned with the teacher’s values, beliefs and approaches 
Integration It was perceived as easy to integrate into the classroom 
Resources That the school had adequate resources for implementation 
Benefited all students The approach would benefit all students in the class 
School Culture It aligned with the schools’ values, beliefs and approaches 
Training The staff possessed the adequate training to use the EBP 
Costs The costs associated with the EBP were manageable  
 
Cessation Criteria Identified 
Student-Centred The EBP did not meet the needs of the specific student with ASD 
Age-Appropriateness It was not age-appropriate for the students or grade level  
Teaching Culture It did not align with the teacher’s values, beliefs and approaches 
Integration It was not easily integrated into the classroom 
Resources The school did not have adequate resources for implementation 
Benefited all students The approach did not benefit all students in the class 
School Culture It did not align with the schools’ values, beliefs and approaches 
Training The staff did not possess the adequate training to use the EBP 
Costs The costs associated with the EBP were not met or manageable 

 

Having identified themes related to the adoption and cessation of EBP (see 

Figure 3.2), identification and analysis of survey tools employed to explore the use of 

EBP in the education of students with ASD was warranted.  The aim of this review 

was to assess whether there was a tool available to meet the aims of the research focus 

of this thesis or, in the absence of such a tool, if there was an instrument that could be 

adapted to become fit for purpose.
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Figure 3.2. Literature review theme identification as they align with Rogers’ (1962; 2003) Diffusion of Innovation theory (see Appendix B 
for a full overview of the populations and focus of research of each of these papers included in the figure below). 
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3.6 Surveys investigating EBP decision-making 
processes and utilisation 

3.6.1 The EBP Process Assessment Scale 

EBP implementation is not just a focus of educational research but also the 

field of social work.  Drawing parallels with previous research in education, several 

barriers to EBP adoption by social workers were identified in the literature.  These 

included social workers not engaging with the research literature, perceived 

mismatches between research studies and the specific needs of their clients, as well as 

a perception that some EBP were impractical to implement in therapeutic 

environments (Kirk & Reid, 2002).  In investigating social workers familiarity with 

and attitudes towards EBP, Rubin and Parrish (2010) developed the EBP Process 

Assessment Scale survey.   

The EBP Process Assessment Scale (Rubin & Parrish, 2010) consists of 51 

items subdivided into five sections: (1) familiarity with the EBP process, (2) attitudes 

toward the EBP process, (3) feasibility in engaging with the EBP process, (4) 

stakeholder intentions to engage in the EBP process and (5) how often stakeholders 

are currently engaged in the EBP process.   Items have a 5-point Likert response 

scale.  The items were formulated from themes developed using findings from 

previous literature in the field including journal articles, the survey developers’ 

research and from the proceedings of the National Symposium on Improving the 

Teaching of EBP.  While some of the items reflect aspects of Rogers’ (1962; 2003) 

Diffusion of Innovations theory, the design of the survey focuses primarily on 
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attitudes and behaviours around the EBP process, rather than specifically on the 

decision-making processes of the stakeholders.   

The EBP Process Assessment Scale survey focused on participants’ attitudes 

toward EBP and their engagement with the EBP evaluation and research process 

rather than on the criteria impacting upon their decision-making process regarding the 

adoption and cessation of EBP.  The EBP Process Assessment Scale was, therefore, 

informative in developing a new survey tool but was not suitable for use to meet the 

objectives of the current thesis. The development of the EBP Process Assessment 

Scale (Rubin & Parish, 2010) informed the decision to utilise past research themes 

and findings arising from the research literature in EBP in education to underpin item 

formulation for the EBPIAS tool.   

3.6.2  The Autism Treatment Survey 

The second survey to be considered for use in addressing the questions of the 

current thesis was the Autism Treatment Survey (Hess et al., 2008).  The Autism 

Treatment Survey is intended to identify strategies reportedly used by teachers with 

students with ASD; however, it does not explore the decision-making processes of 

teachers explicitly.  As such, the objectives of the Autism Treatment Survey (Hess et 

al., 2008) did not appear to align with the current research foci of this thesis, which 

was the examination of the criteria impacting on teachers’ decision-making around 

the adoption and cessation of EBP. Instead, the Autism Treatment Survey (Hess et al., 

2008) is intended to identify the type of strategies teachers employ in classrooms with 

students with ASD, specifically addressing whether they use EBP or non-

scientifically supported strategies.  Forty-three strategies are included in the survey, 

representing a combination of EBP and non-scientifically supported practices.  



 
 

 94 

Respondents are asked to indicate which strategy they use most frequently in their 

classrooms with students with ASD.  This enables a count of each strategy to be 

completed.  Participants are asked how many students they use the strategy with and 

how they were trained in the strategy. 

Decision-making criteria were collected but not reported in the research study 

findings (Hess et al., 2008).   The instrument requires respondents to indicate all 

applicable reasons for their decision to use a strategy with students with ASD.  The 

choices include: district recommendations; philosophy of the school; county program 

or curriculum; driven by individualised education plan; have used the strategy in the 

past; teacher training program recommendation; recommended by another teacher; 

therapist or other colleagues; previously used by the teacher, or other.  Based on the 

failure of these questions to address all relevant aspects identified above it was 

decided that the Autism Treatment Survey was not a suitable instrument to assist in 

answering the research questions contained within this thesis. 

As a survey tool could not be identified to meet the needs of the research 

which was the focus of this thesis, development of a new survey tool was required.  

The survey tool would need to meet the decision-making approach aligned with 

MCDM and allow analysis of the data collected through the lens of Rogers’ (1962; 

2003) Diffusion of Innovation theory addressing the key themes impacting upon the 

adoption and cessation of EBP as identified in the research literature.
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Chapter 4 
Development of the 
Evidence-Based Practice 
Innovation Adoption 
Survey (EBPIAS) 

4.1 Introduction 

As an existing survey tool explicitly focussing on the range of decision-

making reasons influencing the adoption and cessation of EBP by teachers when 

working with ASD was not available, the development of a new tool was required for 

this thesis.  The purpose of this thesis is twofold: 

1. To determine which EBP Australian primary school teachers are 

reportedly employing in their work with students with ASD in general 

education classrooms, and; 
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2. What relative importance do teachers place on the reasons identified as 

impacting their decision to adopt or cease use of EBP with students with 

ASD? and further to this;  

3. Do demographic characteristics such as geographical location impact on 

the importance of those criteria?  

Therefore, the new survey tool needs to address (1) the most current identified 

focussed interventions and (2) incorporate the elements of Rogers’ Diffusion of 

Innovation Theory to reflect how respondents learned of the practices and the specific 

elements that impacted on their decision to adopt or cease use of an EBP. 

4.2 Method: The survey tool construction process 

4.2.1 Item Formulation 

Items for the EBPIAS were constructed from a review of the research 

literature (see Chapter 3) specifically focussing on research exploring teachers’ 

utilisation of EBP when working with students with ASD (see Figure 3.3 that 

highlights the alignment of each question in the EBPIAS to Rogers’ (1962; 2003) 

Diffusion of Innovation theory).  
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Figure 3.3. Construct overview of the items in the EBPIAS as they align with Rogers’ Diffusion of Innovation theory 
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In addition to designing the EBPIAS around the decision-making model of 

Rogers’ (1962; 2003) Diffusion of Innovations theory, aligning questions and 

response choices within the survey were based on previous research literature.  

Demographic data were also collected as part of the survey.  Demographic questions 

included the location of the school in which the teacher worked.  Geographical 

location has been shown to impact upon the availability of training and services 

associated with EBP, both for teachers and children with ASD (Dieker et al., 2015; 

Williams et al., 2014). The grade in which teachers are working also provides 

approximated age ranges of students with ASD, thus addressing the issue of age-

appropriate teaching practices and values which can influence EBP selection 

(Foreman & Arthur-Kelly, 2017).  It was also decided to include the diagnostic level 

of students with ASD, as research has indicated the number and type of EBP chosen 

can be influenced by the perceived severity of disability and level of individual need 

(Carlon, Carter, and Stephenson, 2014).  After the item formulation stage, 

consideration was then given to the functionality of the survey and the most effective 

method of connecting with participants.  Identification of functionality considerations 

resulted in the decision to utilise an online survey methodology. 

An online survey method was used for various procedural and practical 

reasons.  Online research has grown exponentially over the past decade and is a 

medium that is widely-accepted by researchers and potential participants (Comley & 

Beaumont, 2011).  There are several benefits of online surveys, including the 

capability to attract large samples for relatively low costs, wide geographical reach, 

and considerable flexibility of the survey process associated with the use of 

interactive technologies (Bryman, 2016).  While there are ethical and professional 

criticisms including reliability of the data collected, limited ability to elaborate on 
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written communication, and respondent privacy and anonymity issues (Roberts & 

Allen, 2015; Thomson & Ito, 2014), the benefits of an online approach over a paper-

based survey strategy outweighed the potential negatives in the context of this thesis. 

One of the primary benefits of an online approach is the ability to reach the 

target audience.  In Australia, educational researchers have recognised the barriers 

and difficulties in meeting the ethical requirements for obtaining permissions for the 

participation of schools and their associated community members including teachers, 

students, and parents (Forgasz, Tan, Leder, & McLeod, 2018).  As the EBPIAS was 

hosted online and advertised through social media, respondents could opt to complete 

the survey in their own time.  As survey participation would be done in teachers’ 

personal time, this negated the need for multiple ethical applications or explicit 

permission to communicate with teachers through Department of Education channels 

within each state and territory of Australia, and resulted in free compass benefits 

(Bryman, 2016).  That is, geographical or time constraints did not hinder participant 

recruitment.  Through using an online survey methodology, teachers from all over 

Australia, including those from metropolitan, urban, suburban, rural and remote areas 

had the opportunity to participate in this research project.  The only restriction or 

impediment to participation could have been a lack of internet access, or if a teacher 

did not have a Facebook account.  

Practical benefits of an online survey approach are also numerous.  It has been 

demonstrated that online survey data errors are greatly minimised as responses are 

directly downloaded from the hosting site rather than having to rely on manual 

transcription (Comley & Beaumont, 2011).  Another benefit is the flexibility of the 

survey design.  Online survey platforms allow researchers a high level of 

programming flexibility of surveys regarding automatic logic control, randomisation 
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of questions and branching options (Evans & Mathur, 2018).  In the design of the 

EBPIAS, for example, participants are asked to indicate which of the 27 EBP they 

currently use, had used in the past but no longer use or had never used.  Branching 

and automatic logical controls were used in the EBPIAS so that subsequent questions 

in the sequence were only presented to participants if they were relevant, based on 

their initial answers regarding EBP usage.  Participants who indicate they had used an 

EBP in the past are presented with only those specific EBP when questioned on why 

they ceased using the practice.  If the participant does not indicate they had ceased 

using any of the EBP, the question is programmed to be skipped.  This programming 

flexibility is not available in paper-based alternatives.  Online surveys, therefore, 

potentially decrease the time taken to complete the survey for the participant, 

increasing the likelihood that all data fields are populated (Comley & Beaumont, 

2011; Evans & Mathur, 2018).   

After the item formulation and online programming stage, the survey 

underwent staged testing for validity and reliability.  The first stage addressed 

instrument validity through engagement with experts in the field of autism research to 

provide peer review feedback to assess content validity.  The second stage worked to 

assess survey reliability and encompassed a pilot study to measure instrument 

reliability through the test/re-test process.  The EBPIAS was redistributed to the panel 

for final approval.  Once the final form had been determined, the survey was 

distributed to participants for a test/re-test phase.   

4.2.2 Peer Review Process – Content Validity 

Content validity, which can also be referred to as logical or rational validity, is 

the estimate of how much a measure or instrument such as a survey, represents the 
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elements of a construct (de Vaus, 2014).  For example, an educational exam that has 

strong content validity will comprise questions that represent the subject being taught 

to students, rather than asking unrelated questions.  If elements of the test are 

irrelevant to the central construct (such as the subject being taught), then the 

instrument may be measuring something else altogether.  Essentially it is not a good 

measure of the construct.  Content validity is established using a qualitative approach.  

In the context of the current thesis, it took the form of seeking the opinions and 

feedback of a panel experts in the field of evidence-based practice in inclusive 

education.  These experts were asked to consider whether the questions within the 

EBPIAS instrument worked to authentically measure the construct being explored 

(that of the decision-making processes of teachers with respect to EBP when working 

with students with ASD). 

To address content validity, invitations to review the EBPIAS were emailed to 

several Australian academics specialising in educational research concerning students 

with ASD.  The use of an expert panel to provide feedback resulting in the editing of 

items and information is often employed during the content validation phase of survey 

construction (Cruickshank, Pedersen, Hill, & Callingham, 2015).  In total, six 

academics from three different universities in Australia provided feedback and 

comments that resulted in structural and content edits while confirming the survey 

tool measured the intended content.   

Academic respondents were provided with a secure link to the EBPIAS and a 

short feedback form via email.  After completing the EBPIAS, respondents were 

encouraged to provide feedback comments and to indicate their level of agreement 

with the proposition that the questions measured what they intended to measure.  All 

six academics confirmed that the EBPIAS questions would be useful in measuring 



Chapter 4: EBPIAS Instrument Development 
 

 102 

what was intended.  Comments were then considered from the feedback forms 

provided by the respondents, to enact changes to improve the flow and functionality 

of the EBPIAS.   

Participating academics were given a 14-day window to review the EBPIAS 

and complete a feedback sheet (Appendix C).  The EBPIAS Feedback form addressed 

six dimensions of the survey.  These included the questions aligned with 

dissemination, adoption, implementation, maintenance and cessation.  Academic 

peers were then directed to indicate whether the items and the answer options 

provided were an adequate reflection or measurement of the specific component and 

focus of the query.  The forms were then emailed back and analysed for confirmations 

and comments on each of the items.  There was unanimous agreement concerning the 

validity of the items and response items.  However, the feedback provided by the 

respondents was highly informative and aided in the fine-tuning of the EBPIAS 

survey tool. 

Amendments included minor wording revisions for clarity of expression, with 

the more substantial changes being the reordering of the presentation of the questions 

within the survey.  Two respondents suggested that demographic data should be 

presented to participants first, followed by the EBP specific questions.  The reasoning 

put forward for this was that in providing demographic data upfront, participants were 

more likely to complete the entire survey as they were invested in the process.  If the 

EBP questions were presented first, there was a risk that participants would complete 

the EBP section and then "opt-out" at the demographic data stage.  In consideration of 

this feedback, it was decided that the demographic data questions would be presented 

first, followed by the EBP related questions.   
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The final EBPIAS design comprises of four sections of analysis: Section A 

collects information on the number and type of EBP teachers report they are using, 

have used in the past or have never used; Section B contains the Likert-scale rating 

system for the nine criterion addressing adoption; Section C which addresses the ten 

criterion rated by teachers through on the same 5-point Likert-scale rating system for 

the cessation of EBP when working with students with ASD, and finally; Section D 

collects demographic information relevant to the context of the participant sample 

such as geographical location.  Upon the completion of the peer-review process, 

including edits and changes made, the survey was released to a limited number of 

respondents for test-retest reliability analysis.  

4.2.3 Instrument Reliability 

To measure the criterion validity of an instrument, researchers need to 

calibrate or measure that instrument against a known standard, or against itself.  

Comparing the test with an established measure is known as concurrent validity, 

whereas testing it over a period of time is known as predictive validity.  It is not 

necessary to use both of these methods, as one is considered sufficient if content 

validity is strong (Gray, 2017).  As a comparable instrument was not available to 

allow for concurrent validly to be undertaken, and, content validity for the EBPIAS 

instrument was high, a further test of reliability was conducted in the form of a test-

retest procedure.  Test-retest reliability is one of four types of reliability that relates to 

the degree to which responses are consistent over time.   

To accurately measure test-retest reliability, the same items need to be 

administered, to the same set of respondents, on two separate occasions and the scores 

correlated (Gallhofer & Saris, 2014).  Following Mann, Cuskelly and Moni (2018) 
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inter-item reliability was undertaken by calculating the percentages of agreement 

within one point on each of the Likert-scale questions within the EBPIAS.  The 

differences observed on the 5-point scale represented a difference in leaning and did 

not constitute a move resulting in a shift from negative to positive and vice versa.  For 

example, where a respondent selected five on the Likert-scale equating to highly 

positive in the test phase, a response of 5 (very positive) or 4 (slightly positive) was 

counted as a match in the re-test phase.  However, where a respondent selected 3 

(neither positive or negative) in the test phase and then responded with either 4 

(slightly positive) or a 3 (slightly negative), this was counted as a mismatch due to the 

shift in opinion to a positive or negative response stance. Two test-retest trials were 

undertaken to ascertain the reliability of the EBPIAS.  However, insufficient 

participant involvement meant the researcher was unable to reach the targeted a priori 

number of 30 responses for analysis.   

The first trial was initiated via social media (namely Facebook) through 

advertisements designed to attract test-retest participants.  The first trial attracted 18 

participants and survey responses in the initial survey phase; however, only three of 

those participants submitted the repeat survey after the 4-week time frame.  It was 

thought that the timing of the trial might have impacted participant's’ re-engagement 

in the trial, as data collection was undertaken during the summer school holiday 

period in Australia.  The second trial sought to address this possible impediment 

through the recruitment of students enrolled in a Masters of Teaching course being 

run through the University of Tasmania.  As the majority of these students possessed 

practical teaching experience, they reflected the attributes of in-service teachers 

regarding teaching experience.  As a means to attract higher participant numbers, an 
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incentive of a $20 Coles Gift voucher was offered to students to complete the survey 

in Week 2 and Week 6 of their study programme. 

The second trial resulted in the recruitment of 26 participants. However, only 

14 participants completed and submitted the second survey attempt after the 4-week 

retest period.  The trials resulted in a total of 17 matched survey submissions when 

combining the first and second trails.  Six records in total were removed from the 

analysis due to missing data or not meeting the criteria for participation in the trail.  

For example, records from students who were not currently teaching in Australian 

primary schools and pre-service teachers were removed as they did not meet the 

specific participant recruitment criteria of currently teaching.  Analysis of the 11 

matched surveys demonstrated that just over 91% of the items met the criteria for a 

matching response as outlined above.   

While the test-retest cycle fell below the a priori target of 30 participants 

required to assess and confirm the reliability of the EBPIAS, the feedback provided 

was informative and led to the revision of the question associated with the 

dissemination of information channels.  There was significant variance in the 

responses to the items related to how respondents learned of EBP (channel selection).  

In the original EBPIAS, multiple channels were represented as options.  For example, 

potential sources of information included journal articles, professional development, 

parent informed, peer informed, books, general internet searches and other selection 

choices representing both formal and informal information channels.  Upon reflection 

of the test re-test trial data and the purpose of the question, it was decided to 

amalgamate the categories into two choices: formal and informal.  Examples of the 

types of information and channels of learning were included in brackets under the 

choice labels.  This change was enacted due to feedback from the trial participants on 
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the length of time it took to select individual channels for each EBP when it could 

have been simplified into fewer categories with examples. 

4.2.4 EBPIAS development outcomes 

A significant focus of the research undertaken in this thesis was reliant upon 

the development of the survey tool.  The formulation of the EBPIAS resulted in a 

substantial investment of time over a one-year period.   Time invested was spent on 

ensuring that each question and each possible answer statement aligned with previous 

research in the field and in undertaking the peer review process and the reliability 

testing phases.  Though validity testing proved difficult, the survey itself yielded 

positive results for the targeted data collection goals.  The EBPIAS allowed for 

frequency counts of reported usage of the 27 defined EBP, including the calculation 

of adoption rates and cessation rates for each practice.  The main objective of this 

thesis is to analyse teachers' decision-making processes around the adoption and 

cessation of EBP when working with students with ASD.  Development of the 

EBPIAS was crucial in addressing this aim. 
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Chapter 5 
Method 

5.1 Introduction 

To explore the relative importance of identified criteria on teacher’s decision-making 

for the adoption and cessation of EBP concerning students with ASD, the second 

phase of the research project contained in this thesis involved the distribution of the 

EBPIAS instrument.   

5.2 Participants 

Australian mainstream primary school teachers who used social media to 

maintain contact with other teachers were recruited as participants to take part in an 

online survey.  Volunteers were included in the study if they were currently employed 

teachers (in 2017) at an Australian primary school on a contract, permanent part-time 

or full-time basis.  Participants were also required to be teaching children who were 

between Kindergarten (or equivalent) and Year 6.  From the initial 243 responses, 

data from teachers who met the criteria (N=151) were included in the data analysis 

phase (see Section 5.3.2 for an explanation for the inclusion and exclusion of data).  

Demographic data were compiled to provide an overview of the sample of Australian 

teachers who participated in the survey and are reported in Table 6. 
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Table 6  
 
Demographic characteristics of participants 
 

DEMOGRAPHICS/ 
VARIABLE 

CATEGORY N % OF 
SAMPLE 

GENDER 
 
 
AGE 
 
 
 
 
STATE 
 
 
 
 
 
 
 
 
LOCALE 
 
 
 
 
GRADE TAUGHT 
 
 
 
 
 
YEARS OF TEACHING 
EXPERIENCE 
 
 
 
 
YEARS OF ASD 
TEACHING EXPERIENCE 
 
 
 
 
TYPE OF ASD 
EXPERIENCE 

Female 
Male 
 
20-30 
31-40 
41-50 
51+ 
 
Queensland 
New South Wales 
Victoria 
Western Australia 
South Australia 
Tasmania 
Australian Capital Territory 
Northern Territory 
 
Suburban 
Metropolitan 
Rural 
Remote 
 
Kinder - Prep 
Grades 1 & 2 
Grades 3 & 4 
Grades 5 & 6 
Multiple grades 
 
0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
Taught mainstream class 
Indirect school contact 
Pre-service training 
Taught in special education  
Relative 
Friend 
Volunteer work 
Parent 
Other 

148 
3 
 

51 
40 
38 
22 
 

48 
41 
20 
15 
11 
8 
5 
3 
 

61 
45 
40 
5 
 

31 
40 
38 
26 
16 
 

57 
39 
23 
10 
22 
 

87 
39 
16 
9 
0 
 

147 
84 
47 
30 
27 
21 
21 
18 
5 

98 
2 
 

34 
26 
25 
15 

 
32 
27 
13 
10 
7 
5 
3 
2 
 

40 
30 
27 
3 
 

21 
26 
25 
17 
11 

 
38 
26 
15 
7 

15 
 

58 
26 
11 
6 
0 
 

97 
56 
31 
20 
18 
14 
14 
12 
3 
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5.2.1 Recruitment process 

Participants were recruited through advertisements (Appendix E) posted on 

relevant teaching professional Facebook pages.  While there are multiple social 

networking platforms, the use of Facebook to recruit survey respondents has been 

shown to be cost effective and beneficial for the study of human behaviour (Gilligan, 

Kypri, & Bourke, 2014).  Facebook as an advertising platform is also beneficial due 

to its popularity and membership size in Australia (Forgasz et al., 2018, Sensis, 2016).   

In 2016, there were just over 15 million active Australian Facebook users (56.6% of 

the population), averaging 32 visits to the site per week (Sensis, 2016).  These 

statistics demonstrate the potential for connecting with research participants through 

social media.  Internet access was found to be relatively reliable between geographical 

areas, with 88% metropolitan and 85% regional coverage (Sensis, 2016), minimising 

barriers to potential inclusion in the online data collection process.    

Organisations which were approached to host the information about the study 

were selected based on two criteria: (1) their membership base comprised primarily 

Australian teachers and (2) they were managed by Australian administrators or 

moderators.  Membership size was not taken into consideration as some pages, such 

as remote community teaching pages and groups, had relatively small memberships 

compared with larger metropolitan groups, these latter addressing the needs of 

teachers in Melbourne or Sydney.  Focussing on the function of the page and the core 

attribute of Australian teacher membership, helped to support wide participation from 

across the nation.  As a national sample was sought for this study, it was important to 

obtain a sample from teachers across the country rather than a single state, territory or 

geographical area.  Ninety-three advertisements were posted to Facebook pages in 

response to 96 emails and Facebook Messenger requests.  Administrators of three 
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pages declined to post the advertisement due to existing group rules which stated no 

advertising of any type was allowed.  Examples of the pages on which invitations to 

participate were posted include the Australian Professional Teachers Association 

(APTA), Australian Primary Teachers Connect, Teach Starter, Teacher Information 

and Resources Australia and the New South Wales Australian Association of Special 

Education (AASE) (see the full list on Appendix F). 

Access for participants to complete the EBPIAS online commenced on 

Sunday, 7th May 2017 and closed on Wednesday, 5th of July 2017, spanning a 60-day 

data collection period.  To maximise engagement, advertisements were posted on sites 

during the evening between 5.00pm and 8.00pm.  This time bracket was determined 

to be the most effective time to connect with potential participants in real time, as 

63% of users engage with Facebook after work or in the evening (Sensis, 2016).   

There was a noticeable gender bias in the respondent group, with females 

representing 98% (n=148) of the final participant pool (see Table 6).  While such a 

gender bias is not usually ideal, it is not uncommon in educational research.  For 

example, in the study undertaken by Hess et al. (2008) 98% of the respondents were 

female teachers.  In the Australian study of special education teachers (Carter et al., 

2011) 90% of respondents were female.  One factor that may have contributed to the 

gender bias recorded is that females dominate the primary school teaching space.  In 

Australia, 80.9% of primary teachers are female (Department of Education and 

Training, 2013).  While the ratio of male to female respondents does not reflect the 

actual ratio in Australian education, other factors may have resulted in the high level 

of female participants.  These include the possibility that female primary teachers 

could be more likely to participate in research surveys compared with their male 

colleagues, or that the recruitment method using social media reached more or was 
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more attractive to females than males.  Whatever the reason, the gender skew was not 

by design, but was rather a by-product of the process of volunteer participation. 

5.2.2 Exclusion of Data 

Errors or ambiguous responses were treated as incomplete data and removed 

before analysis.  From the 268 surveys submitted, 59 initial respondents had 

completed only the demographic questions, five surveys were completed by 

educational assistants, and four surveys were undertaken by pre-service teachers. 

These latter two groups did not meet the criteria for participation (see section 4.2, 

p.93 for inclusion and exclusion criteria), and so their data were removed.  Forty-three 

special education teachers also completed the questionnaire; however, as the focus of 

this thesis was on teachers in mainstream education, these were also treated as failing 

to meet the inclusion criteria.  In total, 112 records were removed from the data pool 

before statistical analysis.   

5.3 Instrument 

To address the research questions to determine which EBP teachers reported 

using and the criteria impacting on their decision to adopt or cease use of EBP for 

students with ASD, the researcher utilised the EBPIAS (Appendix D); the instrument 

designed by the author.   The processes related to development of the instrument are 

described in detail in Chapter 4. 

Section A of the EBPIAS collects information about the number of EBP a 

teacher currently uses, has used in the past, or has never used.  Respondents are 

provided with a list of 27 EBP drawn from those identified by Wong et al. (2014) and 

then select from one of the three choices (currently use, have used in the past, or have 

never used) to reflect their usage of each EBP.  In Section B, respondents are 
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presented with 9 pre-defined criteria for choosing to adopt EBP which were derived 

from the literature reviewed in Chapter 2.  These potential reasons for choosing to use 

an approach include: the student-centred nature of the approach/strategy, whether they 

had received training in the approach/strategy, resources required, cost, age-

appropriateness, school culture, teaching culture, whether the approach/strategy was 

seen to benefit all students, and the ease of integrating the strategy into their usual 

teaching approaches.   Respondents then used a 5-point Likert scale anchored by 1 (of 

little importance) and 5 (of the utmost importance) to indicate the role that each 

criterion played in their decision to adopt the EBP.  The Likert-scale ratings were 

analysed descriptively (rating means and standard deviations) for each of the nine 

criteria across the sample.   

Section C addresses cessation of EBP practice which mirrored the criteria 

explored in adoption with the addition of one further criterion - this being the decision 

to replace that practice with another.   These ten criteria were also derived from the 

literature reviewed in Chapter 2.  The cessation criteria included; the EBP was not 

student-centred, resources were not available, the costs associated with the EBP, it 

was not age-appropriate, it did not align with the school culture, it did not align with 

personal teaching culture, it did not benefit all students, it was difficult to integrate or 

they decided to use another practice.  For the cessation of EBP, respondents rated the 

importance of each the criteria above on the same Likert-scale as utilised in Section B 

for adoption, and sample descriptive statistics were reported in similar fashion. 

For the purposes of this study, a range of demographic data were collected 

primarily to assess the diversity or representativeness of the sample of participants but 

also to investigate if there were any differences associated with demographic 

categorisations related to teacher characteristics of the characteristics of their teaching 
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situation (de Vaus, 2014).  Teacher characteristics included; years as an educator (less 

than one year, one year and then 5 years bands), teaching experience working with 

children with ASD using the same choices as for teaching experience, age (10-year 

bands), and the interpersonal and professional experience respondents indicated they 

had with students with ASD.  Further characteristics of participant teaching context 

included in this study were geographical location, whether the respondent taught in a 

metropolitan, suburban, regional or remote setting and level or grade taught.  These 

demographic data were reported in table format within the results section. 

5.4 Data Analysis 

Frequency data were tallied to address the first research question ascertaining 

the number and type of EBP that were reportedly being used by Australian primary 

school teachers in their work with students with ASD in general education 

classrooms.  An EBP was counted as being used when a participant indicated they 

were currently using or had used the EBP in the past.   Numerical data were also 

recorded for non-use of EBP by participants.  Frequency data were used to describe 

current use, past use and non-use to determine adoption and cessation rates for each 

EBP across the sample. 

In addressing the second research question concerned with the relative 

importance of the identified criteria to teachers in their decision-making with respect 

to adopting and ceasing the use of EBP with students with ASD importance ratings 

for each criterion were calculated separately.  This approached determined the mean 

ratings and standard deviations for each of the criterion for adoption and for cessation 

for all participant responses.  Friedman’s non-parametric test was used to discern if 

there was a statistically significant difference in the mean rank orders.  The Friedman 
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test is a non-parametric alternative to the analysis of variance and can be used to 

compare the rank order of variables.  The Friedman test accomplishes this by ranking 

the mean ratings for each criterion of the data set independently of every other 

criterion.  This statistic is interpreted using chi-square values to test the null 

hypothesis that the ranks of the variables do not differ from values that would be 

expected by chance (Pereira, Afonso, & Medeiros, 2015).  The higher the value of the 

chi-square, the larger the difference between the mean ranks between the criterion. 

The p value was set at .05.   

A significant Friedman’s result does not discern which groups (or in the case 

of this research, which criteria) are different in ranking from the others, which aligns 

with the second research question addressing the relative importance of each of the 

criteria.  To determine which of the criteria, if any, differ from the others, a Conover’s 

post hoc analysis was undertaken for the adoption and the cessation criteria (Eisinga, 

Heskes, Pelzer, & Te Grotenhui, 2017).  Post hoc analysis, or an after the fact test, 

checks for Type I errors.  A Type I error occurs where the null hypothesis is 

mistakenly rejected.  Multiple ANOVA cannot be completed on the data within this 

thesis, due to the increased chances of a Type I error with each subsequent variance 

analysis.  Essentially, each comparative test has a Type I error rate of 5% (α >.05) 

which increases with each subsequent comparison.  This increase in the Type I error 

rate is known as the Family-Wise error rate (FWER) and is the error rate associated 

with the group comparisons.  Post hoc tests are designed to evaluate the difference 

between pairs of means while protecting against the inflation of Type I family wise 

errors during multiple comparisons.  As such pairwise comparisons using the Conover 

post-hoc test (Conover 1999) was undertaken to identify between which group the 

significant differences occurred.  Where a pairwise comparison reports a p value of 
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less than .05 it can confidently be determined whether a criterion significantly differs 

in rank from another criterion. 

In consideration of the third research question examining the potential impact 

that demographic characteristics have on teachers’ decision-making in the adoption 

and cessation of EBP, Friedman’s rank order analysis and Conover’s post-hoc tests 

were undertaken for the demographic categories.  Rank order results were compared 

with the rank order pattern reported for all participants to determine if the age of 

teachers, their geographical location, the grade level they teach or the experience 

levels they possess result in any changes or deviations in decision-making rank 

ordering patterns compared with the rank-ordering pattern recorded for all 

participants
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Chapter 6 
Results 

6.1 Reported EBP Usage 

Teachers reported using an average of ten of the 27 EBP (M=10, SD=5.51) when 

working with students with ASD in mainstream educational classrooms.  Positive 

Reinforcement was the highest reported EBP currently in use (n=131, 98% Adoption 

Rate (AR)), followed by Pivotal Response Training (n=126, 96% AR), Visual 

Supports (n=117, 97% AR), Modelling (n=116, 94% AR) and Response Interruption 

Redirection (n=104, 87% AR).  The lowest reported EBP currently in use were 

Prompting (n=3, 11% AR), Extinction (n=4, 14% AR), Discrete Trial Training (n=6, 

15% AR) and Video Modelling (n=10, 34% AR).  The frequency of individual EBP 

usage is presented in Table 7.  Adoption rates were determined by adding together the 

frequency counts of EBP that respondents indicated they were currently using or had 

used in the past.  Cessation rates were calculated by subtracting the frequency of 

response by participants who indicated they had used the practice in the past from the 

total adoption figures as outlined above.  A point of interest from these results was 

that the EBP with the highest adoption rates (AR) aligned with the lowest cessation 

rates (CR) and the EBP with the lowest AR aligned with highest CR.   
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Table 7  

Individual EBP reported usage frequency counts, adoption and cessation percentage rates all participants (N=151)  

Evidence-Based Practice Adoption Rate Current Use Past Use Cessation 
Rate 

 Non-Use 

Positive Reinforcement (R+) 98% 131 17 11% 3 
Pivotal Response Training (PRT) 96% 126 19 13% 6 
Visual Supports (VS) 97% 117 30 20% 4 
Modelling (MD) 94% 116 26 18% 9 
Response Interruption Redirection (RIR) 87% 104 27 21% 20 
Structured Play Group (SPG) 91% 91 47 34% 13 
Self-Management (SM) 80% 76 45 37% 30 
Social Narratives (SN) 79% 75 45 38% 31 
Differential Reinforcement Other Behaviour (DRO) 72% 71 37 34% 43 
Exercise (ECE) 70% 63 43 41% 45 
Scripting (SC) 60% 51 40 44% 60 
Time Delay (TD) 60% 51 39 43% 61 
Technology Aided Instruction and Intervention (TAII) 67% 50 51 50% 50 
Task Analysis (TA) 61% 43 49 53% 59 
Cognitive Behavioural Intervention (CBI) 54% 41 40 49% 70 
Social Skills Training (SST) 64% 37 60 62% 54 
Parent Implemented Intervention (PII) 56% 36 49 58% 66 
Picture Exchange Communication System (PECS) 58% 36 52 59% 63 
Functional Behavioural Assessment (FBA) 56% 35 49 58% 67 
Naturalistic Intervention (NI) 37% 34 22 39% 95 
Peer Mediated Instruction and Intervention (PMII) 46% 31 38 55% 82 
Applied Behavioural Intervention (ABI) 40% 30 30 50% 91 
Functional Communication Training (FCT) 31% 22 25 53% 104 
Video Modelling (VM) 34% 10 41 80% 100 
Discrete Trial Training (DTT) 15% 6 17 74% 128 
Extinction (EXT) 14% 4 17 81% 130 
Prompting (PP) 11% 3 13 81% 135 
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6.2 Decision-Making Criteria Rankings – Adoption by 
All Participants 

The most important criterion for adoption as indicated by the respondents was 

that teachers worked from a student-centred consideration (see Table 8 for rank 

ordering and means and standard deviations with respect to level of importance).  The 

criterion that was rated second with respect to importance was the age-

appropriateness of the EBP.  The lowest rated criteria concerned the training required 

and consideration of the costs associated with EBP (see Table 8, Adoption).   

Table 8  
 
EBP adoption decision-making importance attribute ratings in descending mean rank 
order: All participants (n = 151) 
 

Adoption Criteria  Rating Mean Rating SD Mean Rank 
Student-Centred 4.51 0.68 6.83 
Age-Appropriateness 4.19 0.81 6.01 
Teaching Culture 3.90 0.96 5.32 
Integration 3.90 0.98 5.27 
Resources 3.89 0.95 5.17 
Benefited all students 3.68 1.10 4.70 
School Culture 3.54 1.02 4.24 
Training 3.45 1.05 4.11 
Costs 3.06 1.21 3.35 

 

Given the ratings means reported for the criterion were close in numerical 

value, a non-parametric Freidman test of differences was conducted to determine 

whether participants had a differential rank ordered preference for the nine criteria for 

the adoption of EBP.  The Friedman results (based on the mean rank) indicated there 

was a significant difference in the rank ordering of the criteria that were rated by the 

participants when deciding whether to adopt an EBP, x2 (8) = 234.82, p < .00. 
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While the Friedman test indicated there was a difference in the rank orderings, 

as such the ratings by the participants were not due to chance.  The Friedman test does 

not indicate between which criteria there is a significant difference in the rank 

ordering.   Therefore, Conover post-hoc analysis was undertaken to determine which 

of the criteria were significantly differently rated (where p<.05; see Table 9).   

Table 9 
 
Conover’s post hoc results for adoption decision-making rankings 
 

Criteria 1 Criteria 2 Rank-mean t-stat p-value 
Student Centred Training 2.72 11.07 <.001 
 Resources 1.66 6.73 <.001 
 Costs 3.48 14.15 <.001 
 Age appropriate 0.82 3.32 <.001 
 School culture 2.59 10.51 <.001 
 Teaching culture 1.51 6.14 <.001 
 Benefits all students 2.13 8.64 <.001 
 Integration 1.55 6.31 <.001 
     
Training Resources 1.07 4.33 <.001 
 Costs 0.76 3.08 <.001 
 Age appropriate 1.90 7.74 <.001 
 School culture 0.14 0.55 0.58 
 Teaching culture 1.21 4.93 <.001 
 Benefits all students 0.60 2.42 0.02 
 Integration 1.17 4.75 <.001 
     
Resources Costs 1.82 7.42 <.001 
 Age appropriate 0.84 3.41 <.001 
 School culture 0.93 3.78 <.001 
 Teaching culture 0.15 0.59 0.55 
 Benefits all students 0.47 1.91 0.06 
 Integration 0.10 0.42 0.68 
     
Costs Age appropriate 2.66 10.82 <.001 
 School culture 0.89 3.63 <.001 
 Teaching culture 1.97 8.01 <.001 
 Benefits all students 1.35 5.51 <.001 
 Integration 1.93 7.83 <.001 
     
Age Appropriate School culture 1.77 7.19 <.001 
 Teaching culture 0.69 2.81 <.001 
 Benefits all students 1.31 5.32 <.001 
 Integration 0.74 2.99 <.001 
     
School culture Teaching culture 1.08 4.37 <.001 
 Benefits all students 0.46 1.87 0.06 
 Integration 1.03 4.20 <.001 
     
Teaching culture Benefits all students 0.62 2.50 <.001 
 Integration 0.04 0.17 0.86 
     
Benefits all students Integration 0.57 2.33 0.02      
Integration Not applicable - - - 

 
Note: italicisation indicates insignificant pairwise results. 
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The results presented in Table 9 suggest that the consideration of the match 

with student need (student-centred) was significantly more important to teachers’ 

decision making regarding the adoption of an EBP than all of the other reasons 

presented in the EBPIAS. These results show that the majority of criteria do differ 

significantly from each other and that, with a few exceptions, the differences between 

the rank ordered criteria are significant.  Exceptions include the importance of 

training and school culture. Training was rated as one of the least important criteria in 

the overall rank ordering but was not significantly different from school culture when 

considered in the post hoc analysis. Another example of a lack of difference is that 

between considerations of teacher culture and integration. These have not been listed 

exhaustively as they are apparent in Table 9. These insignificant pairwise results do 

not negate the rank ordering of the criteria, rather it indicates that when teachers 

consider the adoption of EBP these particular criteria are almost equally ranked in 

their importance level. 

6.3  Decision-Making Criteria Rankings - Cessation 

Teachers’ ratings indicated that student-centred concerns where the EBP was 

perceived to be not meeting the needs of their students and difficulties with 

integration were the two most important criteria in their decision-making process to 

cease using an EBP.  The two lowest rated criteria were school culture and the costs 

associated with EBP (see Table 10). 
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Table 10 
 
EBP cessation decision-making importance attribute ratings in descending mean rank 
order: All participants (N= 151) 
 

Cessation Criteria  Rating Mean Rating SD Mean Rank 
Student-Centred 4.22 0.93 7.37 
Age-Appropriateness 3.71 1.11 6.19 
Teaching Culture 3.72 1.07 6.16 
Integration 3.72 1.06 6.04 
Resources 3.66 1.18 5.93 
Benefited all students 3.35 1.19 5.16 
School Culture 3.26 1.25 4.99 
Training 3.17 1.28 4.76 
Costs 3.02 1.18 4.33 
Other Practice 2.84 1.23 4.08 

 

As with the category of adoption, a non-parametric Freidman test of 

differences was conducted to determine the rank ordering of the rated criterion 

identified through previous research concerning teachers’ cessation of EBP, x2 (9) = 

208.72, p < .00.  Results confirmed that ranking of the importance of the criteria for 

the cessation of EBP for the category of all participants was reliable.  Conover’s post-

hoc results indicated there was a greater level of variability in the ratings of cessation 

criterion with a higher number of insignificant pairwise results (see Table 11). 
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Table 11 
 
Conover’s post hoc results for cessation decision-making rankings  
 

Criteria 1 Criteria 2 Rank-mean t-stat p-value 
Student Centred Training 2.21 8.05 <.000 
 Resources 1.21 4.41 <.000 
 Costs 3.29 12.02 <.000 
 Age appropriate 1.44 5.26 <.000 
 School culture 3.04 11.10 <.000 
 Teaching culture 2.38 8.68 <.000 
 Benefits all students 2.61 9.51 <.000 
 Integration 1.18 4.32 <.000 
 Other practice 1.32 4.84 <.000 
Training Resources 1.00 3.64 <.000 
 Costs 1.09 3.97 <.000 
 Age appropriate 0.76 2.79 <.000 
 School culture 0.83 3.05 <.000 
 Teaching culture 0.17 0.63 0.53 
 Benefits all students 0.40 1.46 0.14 
 Integration 1.02 3.74 <.000 
 Other practice 0.88 3.22 <.000 
Resources Costs 2.08 7.60 <.000 
 Age appropriate 0.23 0.85 0.40 
 School culture 1.83 6.69 <.000 
 Teaching culture 1.17 4.27 <.000 
 Benefits all students 1.40 5.10 <.000 
 Integration 0.03 0.10 0.92 
 Other practice 0.12 0.42 0.67 
Costs Age appropriate 1.85 6.76 <.000 
 School culture 0.25 0.92 0.36 
 Teaching culture 0.91 3.34 <.000 
 Benefits all students 0.69 2.50 0.01 
 Integration 2.11 7.70 <.000 
 Other practice 1.97 7.18 <.000 
Age Appropriate School culture 1.60 5.84 <.000 
 Teaching culture 0.94 3.42 <.000 
 Benefits all students 1.17 4.26 <.000 
 Integration 0.26 0.94 0.35 
 Other practice 0.12 0.42 0.67 
School culture Teaching culture 0.66 2.42 0.02 
 Benefits all students 0.43 1.58 0.11 
 Integration 1.86 6.78 <.000 
 Other practice 1.72 6.26 <.000 
Own culture Benefits all students 0.23 0.83 0.40 
 Integration 1.20 4.36 <.000 
 Other practice 1.05 3.84 <.000 
Benefits all students Integration 1.42 5.20 <.000 

 Other practice 1.28 4.68 <.000 
Integration Other practice 0.14 0.52 0.60 

Note: italics denotes insignificant pairwise results 
 

Insignificant Conover’s post hoc results do not negate the findings of the Friedman 

results; however, they are noteworthy in their alignment to one another.  Potential 

reasons for these findings are explored in the discussion chapter to follow (Chapter 7). 
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6.4  Decision-Making Criteria Rankings – Adoption by 
Demographic Category 

In 97% of the category’s teachers rated student centric and age 

appropriateness of EBP as the two most important criteria in their decision to adopt 

EBP (see Table 12).  Training and costs were ranked as the lowest two criteria 

considered in the decision-making process for the adoption of EBP by 66% of the 

respondents by category.  Deviations from these choices indicated that for 26% of 

respondents the school culture was the least important criteria in their decision 

making, followed by benefits for all students for 5% of respondents and 3% of 

respondents indicating integration as the least important criteria. 

The means of rank ordering differed in five of the demographic categories 

compared with those recorded overall for all participants.  While most demographic 

categories (85%) recorded student-centred and age-appropriateness as their two 

highest ranked criterions, teachers aged over 51 years of age rated integration as the 

second most important criterion impacting on their decision-making process to adopt 

an EBP.  Teachers in Tasmania rated training as their second most important criteria.  

Finally, teachers in the demographic categories of teaching across multiple grades and 

those whose experience with students with ASD included volunteer work or were 

parents of children with ASD, rated their personal teaching culture as their second 

most important criteria of consideration.
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Table 12 
 
Friedman’s EBP adoption decision-making importance rankings by categories as compared to all participants 
 

 
DEMO/ VARIABLE 

 
CATEGORY 

 
N 

ADOPTION 
DF=8 

    HIGHEST TWO CRIETRIA RANKINGS 

ADOPTION 
DF=8 

   LOWEST TWO CRITERIA RANKINGS                    

 
Chi-Sq 

 
p 

ALL  
 
AGE 
 
 
 
 
STATE 
 
 
 
 
 
 
 
 
LOCALE 
 
 
 
 
GRADE TAUGHT 
 
 
 
 
 
YEARS OF TEACHING 
EXPERIENCE 
 
 
 
 
 

All participants 
 
20-30 
31-40 
41-50 
51+ 
 
ACT 
Queensland 
New South Wales 
Victoria 
Tasmania 
South Australia 
Western Australia 
Northern Territory 
 
Metropolitan 
Suburban 
Rural 
Remote 
 
Kinder - Prep 
Grades 1 & 2 
Grades 3 & 4 
Grades 5 & 6 
Multiple grades 
 
0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
 
 

151 
 

51 
40 
38 
22 
 
5 

48 
41 
20 
8 

11 
15 
3 

 
45 
61 
40 
5 
 

31 
40 
38 
26 
16 
 

57 
39 
23 
10 
22 

 
 
 

Student-Centred 
 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
 
- 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
- 
 
Student-Centred 
Student-Centred 
Student-Centred 
- 
 
Age-Appropriateness 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
 
Student-Centred 
Student-Centred 
Student-Centred 
Age-Appropriateness 
Student-Centred 
 
 
 

Age-Appropriateness 
 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
 
- 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Training 
Age-Appropriateness 
Age-Appropriateness 
- 
 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
- 
 
Student-Centred 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Teaching Culture 
 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Student-Centred 
Age-Appropriateness 
 
 
 

Training 
 
Training 
Training 
Training 
Benefits all students 
 
- 
Training 
Teaching Culture 
Training 
Integration 
Costs 
Training 
- 
 
School Culture 
Training 
Training 
- 
 
Costs 
School Culture 
Training 
Training 
Training 
 
Training 
Training 
Teaching Culture 
Costs 
Teaching Culture 
 
 
 

Costs 
 
Costs 
Costs 
Costs 
Costs 
 
- 
Costs 
Costs 
Costs 
Costs 
School Culture 
Costs 
- 
 
Costs 
Costs 
Costs 
- 
 
Training 
Costs 
Costs 
Costs 
Costs 
 
Costs 
Costs 
Costs 
Benefits all students 
Costs 
 
 
 

234.82 
 

77.89 
62.68 
51.73 
74.89 

 
- 

91.80 
63.25 
19.85 
17.53 
25.45 
34.97 

- 
 

91.03 
101.86 
43.90 

- 
 

41.35 
63.80 
63.55 
58.86 
35.96 

 
93.20 
51.91 
41.18 
22.46 
47.45 

 
 
 

0.00 
 

0.00 
0.00 
0.00 
0.00 

 
- 

0.00 
0.00 
0.01 
0.02 
0.00 
0.00 

- 
 

0.00 
0.00 
0.00 

- 
 

0.00 
0.00 
0.00 
0.00 
0.00 

 
0.00 
0.00 
0.00 
0.00 
0.00 
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DEMO/ VARIABLE 

 
CATEGORY 

 
N 

ADOPTION 
DF=8 

    HIGHEST TWO CRIETRIA RANKINGS 

ADOPTION 
DF=8 

   LOWEST TWO CRITERIA RANKINGS                    

 
Chi-Sq 

 
p 

YRS OF ASD TEACHING 
EXPERIENCE 
 
 
 
 
TYPE OF EXPERIENCE (ASD)  

0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
Special education  
Mainstream school 
Volunteer work 
Indirect contact 
Pre-service training 
Parent 
Relative 
Friend 
Other 

87 
39 
16 
9 
0 

 
30 

152 
21 
84 
47 
18 
27 
21 
5 

Student-Centred 
Student-Centred 
Age-Appropriateness 
Student-Centred 
- 
 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
- 

Age-Appropriateness 
Age-Appropriateness 
Student-Centred 
Age-Appropriateness 
- 
 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Age-Appropriateness 
Teaching Culture 
Teaching Culture 
Age-Appropriateness 
Age-Appropriateness 
- 

Training 
Training 
School Culture 
School Culture 
- 
 
Costs 
Training 
Costs 
Training 
Training 
Benefits all students 
Training 
School culture 
- 

Costs  
Costs 
Training 
Costs 
- 
 
School Culture 
Costs 
School Culture 
Costs 
Costs 
Costs 
Costs 
Costs 
- 

120.39 
75.98 
34.17 
31.43 

- 
 

85.80 
234.82 
35.67 

144.19 
88.00 
44.78 
41.20 
43.03 

- 

0.00 
0.00 
0.00 
0.00 

- 
 

0.00 
0.00 
0.00 
0.00 
0.00 
0.00 
0.00 
0.00 

- 
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The associated chi-square values have also been reported for each demographic 

category with respect to gaining insight into the patterns of decision-making as they 

may be impacted upon by age, location and experience levels of the teachers (see 

Table 12).  Demographic categories that contained 5 or fewer participants were 

excluded from the analysis as they were unable to yield statistical significance due to 

low response numbers (McDonald, 2015).  

6.5  Decision-Making Criteria Rankings – Cessation 
by Demographic Category 

For the cessation of EBP, student-centred evaluations were ranked in the top 

two criteria in the decision-making process of teachers in 94% of the demographic 

categories followed by the decision to use another practice (16%).  It is important to 

note that these two criterions are indicative of a student-centred approach; i.e., the 

teacher has worked to evaluate the effectiveness of the EBP for the specific students 

with ASD and then either ceased using the practice or re-evaluated their approach and 

made the decision to switch to another EBP.   As such, it suggests teachers have 

placed the needs of the student at the fore in their decision-making process.  

Interestingly, difficulty in integration (15%) and the EBP not benefiting all students 

(13%) featured in the top four important criteria for cessation, considering they were 

of less importance in the decision to adopt EBP.  These rankings were closely 

followed by a lack of resources (12%), not meeting age-appropriateness (8%), a lack 

of adequate training (4%) and the EBP not aligning with personal teaching culture 

(3%).  Of the least importance to teachers in their decision to cease using EBP with 
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students with ASD were the criteria relating to costs and the school teaching culture 

for 80% of the respondents by category. 

Greater variation between demographic categories was recorded for cessation 

rankings when compared to adoption rankings.  The associated Friedman’s chi-square 

values have been reported for each demographic category with respect to gaining 

insight into the patterns of decision-making as they may be impacted upon by age, 

location and experience levels of the teachers.  Demographic categories that contained 

5 or fewer participants were excluded from the analysis as they were unable to yield 

statistical significance due to low response numbers (McDonald, 2015; see Table 13). 

Teachers who indicated they were parents of children with ASD differed from 

all participants in their ratings by indicating that a lack of resources were in their two 

most important criterion when deciding to cease using a practice.  These ratings 

aligned with the criterion selections of teachers aged 51 years and over, teachers in 

South Australia, those working in rural areas, those teaching in grades kinder to prep, 

grades 3 and 4, and across multiple grades.  For the demographic categories of age, 

teachers from 31 to 40 years of age, placed greater importance on a lack of age-

appropriateness of an EBP as the second highest ranked criterion.  Similar ranking 

results were also recorded for the demographic categories of teachers in Victoria, 

those teaching in grades 1 and 2, those teachers with 16-20 years ASD specific 

teaching experience and those teachers who possessed experience with friends with 

ASD.
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Table 13  
 
Friedman’s EBP cessation decision-making importance rankings by categories as compared to all participants 
 

 
DEMO/ VARIABLE 

 
CATEGORY 

 
N 

CESSATION 
DF=8 

    HIGHEST TWO CRIETRIA RANKINGS 

CEASSATION 
DF=8 

   LOWEST TWO CRITERIA RANKINGS                    

 
Chi-Sq 

 
p 

ALL  
 
AGE 
 
 
 
 
STATE 
 
 
 
 
 
 
 
 
LOCALE 
 
 
 
 
GRADE TAUGHT 
 
 
 
 
 
YEARS OF TEACHING 
EXPERIENCE 
 
 
 
 
 
 

All participants 
 
20-30 
31-40 
41-50 
51+ 
 
ACT 
Queensland 
New South Wales 
Victoria 
Tasmania 
South Australia 
Western Australia 
Northern Territory 
 
Metropolitan 
Suburban 
Rural 
Remote 
 
Kinder - Prep 
Grades 1 & 2 
Grades 3 & 4 
Grades 5 & 6 
Multiple grades 
 
0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
 
 
 

151 
 

51 
40 
38 
22 

 
5 

48 
41 
20 
8 

11 
15 
3 

 
45 
61 
40 
5 
 

31 
40 
38 
26 
16 

 
57 
39 
23 
10 
22 

 
 
 
 

Student-Centred 
 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
 
- 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
- 
 
Student-Centred 
Student-Centred 
Student-Centred 
- 
 
Resources 
Student-Centred 
Student-Centred 
Student-Centred 
Resources 
 
Student-Centred 
Student-Centred 
Student-Centred 
Age-Appropriateness 
Student-Centred 
 
 
 
 

Integration 
 
Integration 
Age-Appropriateness 
Other Practice 
Resources 
 
- 
Integration 
Other Practice 
Age-Appropriateness 
Other Practice 
Resources 
Other Practice 
- 
 
Integration 
Integration 
Resources 
- 
 
Other Practice 
Age-Appropriateness 
Resources 
Integration 
Other Practice 
 
Integration 
Other Practice 
Resources 
Student-Centred 
Resources 
 
 
 
 

School Culture 
 
School Culture 
Costs 
School Culture 
Costs 
 
- 
School Culture 
School Culture 
Costs 
School Culture 
Teacher Culture 
Costs 
- 
 
Benefits all students  
School Culture 
Benefits all students 
- 
 
Teacher Culture 
School Culture 
Benefits all students 
School Culture 
Costs 
 
School Culture 
School Culture 
Costs 
Training 
Benefits all students 
 
 
 
 

Costs 
 
Costs 
School Culture 
Costs 
Benefits all Students 
 
- 
Costs 
Costs 
Teacher Culture 
Costs 
Costs 
Benefits all students 
- 
 
Costs 
Costs 
School Culture 
- 
 
School Culture 
Costs 
Costs 
Costs 
School Culture 
 
Costs 
Costs 
School Culture 
Benefits all students 
Costs 
 
 
 
 

208.72 
 

93.58 
52.93 
49.46 
50.03 

 
- 

67.38 
64.65 
18.24 
12.45 
22.47 
45.01 

- 
 

75.16 
95.93 
43.09 

- 
 

21.53 
53.03 
67.34 
60.35 
21.89 

 
54.32 
92.16 
58.42 
27.67 
33.04 

 
 
 
 

0.00 
 

0.00 
0.00 
0.00 
0.00 

 
- 

0.00 
0.00 
0.03 
0.18 
0.01 
0.00 

- 
 

0.00 
0.00 
0.00 

- 
 

0.01 
0.00 
0.00 
0.00 
0.01 

 
0.00 
0.00 
0.00 
0.00 
0.00 
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DEMO/ VARIABLE 

 
CATEGORY 

 
N 

CESSATION 
DF=8 

    HIGHEST TWO CRIETRIA RANKINGS 

CEASSATION 
DF=8 

   LOWEST TWO CRITERIA RANKINGS                    

 
Chi-Sq 

 
p 

YRS OF ASD TEACHING 
EXPERIENCE 
 
 
 
 
TYPE OF EXPERIENCE (ASD)  

0-5 years 
6-10 years 
11-15 years 
16-20 years 
More than 21 years 
 
Special education  
Mainstream school 
Volunteer work 
Indirect contact 
Pre-service training 
Parent 
Relative 
Friend 
Other 

87 
39 
16 
9 
0 

 
30 
152 
21 
84 
47 
18 
27 
21 
5 

Student-Centred 
Student-Centred 
Student-Centred 
Age-Appropriateness 
- 
 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
Student-Centred 
- 

Integration 
Other Practice 
Integration 
Student-Centred 
- 
 
Other Practice 
Integration 
Other Practice 
Integration 
Other Practice 
Resources 
Other Practice 
Age-Appropriateness 
- 

School Culture 
School Culture 
Training 
Benefits all students 
- 
 
School Culture 
School Culture 
Costs 
School Culture 
Costs 
Benefits all students 
Training 
Costs 
- 

Costs  
Costs 
Benefits all students 
Teacher Culture 
- 
 
Costs 
Costs 
School Culture 
Costs 
School Culture 
Costs 
Costs 
School Culture 
- 

117.14 
76.93 
18.72 
25.24 

- 
 

55.52 
208.72 
32.58 

132.61 
82.00 
19.65 
42.20 
28.29 

- 

0.00 
0.00 
0.03 
0.01 

- 
 

0.00 
0.00 
0.00 
0.00 
0.00 
0.02 
0.00 
0.00 

- 
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Chapter 7 
Discussion 

7.1 Introduction 

The focus of previous research exploring the use of EBP has primarily been on 

highlighting the eclectic style teachers employ in their choice of strategies when 

working with students with ASD.   That is, it has been reported that teachers use a 

mixture of scientifically unsubstantiated practices alongside established EBP.  

Numerous reasons or criteria have been posited for why teachers either fail to adopt 

or cease use of EBP.  These have included matching the specific needs of the 

students, a lack of adequate training and resources, as well as difficulty in integrating 

EBP into a classroom environment.  However, there is a lack of research that has 

examined the importance of identified criteria relative to one another in teacher’s 

decision-making processes. 

In identifying a gap in the literature exploring teachers’ decision-making 

processes, a new survey tool was created to measure the importance of the criteria that 

have been previously identified as impacting on teachers' decision-making concerning 

the adoption and cessation of EBP.  The resulting Evidence-Based Practice 
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Innovation Adoption Survey (EBPIAS) was made available online to gain insight into 

the reported use of EBP by Australian primary school teachers.  The results of the 

data collected revealed possible patterns of the importance level of each criterion 

relative to the other which could be used to underpin the information presentation 

format for EBP to support higher levels of adoption and lower rates of EBP cessation 

in the future. 

7.2 The reported use of EBP in education 

 Teachers have been criticised for underutilising or failing to adopt EBP in the 

education of students with ASD in Australian schools.  However, teachers 

participating in this study reported engaging on average with ten of the twenty-seven 

EBP identified by Wong et al., (2014).  These findings indicate that teachers did have 

experience with EBP decision-making and therefore were able to rate the importance 

they placed on the criteria identified, based on their experiences with the EBP 

examined.  The most widely used EBP that teachers reported using were 

Reinforcement (R+) (87% of participants), followed by Pivotal Response Training 

(83%) and Visual Supports (77%).  The least employed EBP were Discrete Trial 

Training (4%), Extinction (4%) and lastly, Prompting (2%).   

 In a recent Australian study, Clark, Adams, Roberts and Westerveld (2019) 

reported that teachers in primary education were using Visual Supports at a similar 

rate (74.7%) compared to participants within this thesis study (77%).  This also aligns 

with the findings of a Victorian study of high school teachers working with students 

with high functioning autism, where visual supports were reportedly one of the most 

effective teaching strategies used in the classroom (Stokes et al., 2017).   These 

studies indicate that teachers in Australia have and are continuing to use strategies 
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that are effective for students with ASD.  Understandably, as there is little research in 

the Australian education context that has explicitly examined EBP usage when 

working with students with ASD, it is difficult to make direct comparisons.  However, 

there are some interesting observations that warrant further discussion and 

exploration.  For example, the high level of reported usage of Pivotal Response 

Training and the low level of reported usage of Prompting as an EBP.   

 Pivotal Response Training is a naturalistic, behavioural teaching strategy used 

to support the development of a range of “pivotal” skills including motivation, 

initiation and increased responsivity to multiple cues by children with ASD (Stahmer 

et al., 2016).  Pivotal Response Training is underpinned by the creation of 

opportunities, pausing to allow the respondent time to exhibit the skill or behaviour, 

delivering a reinforcer for correct or approximations of the behaviour and then 

provide prompts for the behaviour if the skill is not exhibited (Suhrheinrich et al., 

2018).  The disparity between the reported use of Pivotal Response Training and 

Prompting within the results of this thesis stood out because Prompting is a strategy 

used within this EBP to support new learning and skill acquisition (Suhrheinrich et 

al., 2018; Verschuur, Huskens, Verhoeven, & Didden, 2017).  In essence, Prompting 

is used in conjunction with a range of EBP including Reinforcement as core 

components within Pivotal Response Training.   

 To minimise misinterpretation of EBP, the EBPIAS included definitions for 

each of the 27 EBP explored.  These definitions were taken directly from Wong et al. 

(2014) and participants could access that information via a mouse rollover function.  

Prompting was defined for teachers within the EBPIAS tool as “verbal, gestural, or 

physical assistance given to learners to assist them in acquiring or engaging in a 

targeted behaviour or skill” (Wong et al., 2014. p10).  Given the prominence of 
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Prompting within Pivotal Response Training, the low reported usage of this EBP was 

puzzling and raised numerous questions.  For example, do teachers fully understand 

the EBP they are engaging with? Do teachers consider the components within EBP as 

being independent strategies that can be used as part of an intervention and as a stand-

alone approach? Or, do teachers view some EBP (such as Prompting) as being a part 

of their everyday practice rather than a specific EBP used as an intervention for 

children with ASD?  These questions cannot be answered here, as the scope of this 

thesis was to examine teacher’s decision-making processes, not their understanding of 

EBP.   Such issues and questions could be addressed in future research exploring 

teachers understanding and use of EBP in the classroom.  

7.3 Teachers’ decision-making processes for EBP 
adoption and cessation 

Concerning the adoption of EBP for use with students with ASD, teachers 

reported they were highly student-centric in their decision-making.  Evidence for 

working from a student-centric context came from the fact that teachers rated meeting 

the specific needs of the student with ASD and the perception that that the EBP was 

age-appropriate for the class in general, were two of the most important criteria when 

deciding to adopt EBP.  This same student-centric perspective was consistent across 

the decision-making process as evidenced by the high importance placed on an EBP 

failing to meet the needs of the student as the most important criteria in deciding to 

cease use of EBP.   

These rankings were highly encouraging, as they suggest that Australian 

teachers are working from a student-centric context when addressing the specific 

needs of each of their students with ASD.  Especially, given the enduring message 
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that matching EBP to the unique needs of individuals with ASD is a key factor in 

successful learning and development outcomes for these students (Arthur-Kelly et al., 

2013; Australian Advisory Board on Autism Spectrum Disorder, 2010; Knight, 

Huber, Kuntz, Carter, & Juarez, 2018; NAC, 2015; Simpson et al., 2005; Wong et a., 

2015).   However, it is important to acknowledge that the results of this study, while 

providing insights into the decision-making processes of teachers, is based on self-

reported information and not on observations of the use of these EBP in practice.   

7.3.1 Teachers’ decision-making processes for the adoption of EBP 

Ninety-three percent of respondents rated student-centric concerns as very or 

highly important in their EBP decision-making process for the adoption of an EBP.  

The results of this study suggest that a central message in the approach to educating 

children with ASD may have reached Australian primary education teachers.  In other 

words, when assessing and selecting EBP, teachers are taking a student-centric 

approach.  Advocacy for matching EBP to individual student needs has been an 

enduring message within the research literature over the past two decades (Barnard et 

al., 2000; NAC, 2015; Odom et al., 2014; Simpson, 2005; Wong et al., 2014).  The 

message being that in order to meet the needs of students with ASD teachers need to 

assess the student’s current level of skill to develop measurable goals; the 

achievement of which are supported through the implementation of appropriate EBP 

(Odom et al., 2014).  This student-centric approach should include the assessment and 

implementation of a variety of EBP that are designed to meet the wide range of 

individual needs of every student throughout their education (Australian Advisory 

Board on Autism Spectrum Disorders, 2010) based on specific need and the teaching 

environment and context.  The fact that teachers within this sample are reportedly 
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focussing their EBP decision-making on matching an EBP to the needs of their 

students is encouraging, as well as professionally sound.   

It was highlighted in Chapter 1 that Australian teachers are required to know 

their students and how they learn, as part of the Australian Teaching Professional 

Standards (AITSL, 2011).  It is the teacher’s responsibility to demonstrate a broad 

knowledge of and their ability to apply, a range of teaching strategies to support the 

participation and development of students with disability (AITSL, 2011).  In 

consideration of the professional requirements for knowing your students and how 

they learn, it appears that Australian teachers are also conscious of the age 

appropriateness of the EBP they employ in their teaching as it pertains to all students, 

including those with disability.   Focus on this student-centric attribute was reflected 

through the ranking of the age-appropriateness of EBP as the second-highest rated 

criteria of importance in the EBP decision-making process in the adoption of an EBP.   

Age appropriateness was included as a response item in the EBPIAS to 

explore the cultural considerations as they align within Rogers’ (1962; 2003) 

Diffusion of Innovations theory; specifically focussing on the cultural constructs, 

values and beliefs of stakeholders.  Key stakeholders in education include the student 

with ASD, the teacher, school community, carers and families of the child with ASD, 

as well as all other students within the classroom.  For a teacher to consider the 

adoption of an EBP from the perspective of age-appropriateness, suggests a strong 

commitment to all students as key stakeholders, and further supports teachers’ 

student-centric planning.  On the surface, these option selections may seem at odds 

with one another, as teachers are considering the developmental needs of the 

individual and age appropriateness of EBP for the entire class age group.  However, 
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both of these criterion place students at the fore of the decision-making process, 

which suggests teachers are reportedly employing a student centric approach.   

While student-centric criterion was consistently rated as the most important 

criteria in adopting an EBP for most demographic categories, there were some 

noteworthy exceptions.  Teachers who indicated they were a parent of a child with 

ASD (n=18, 12% of the participant sample), had taught a child with ASD in pre-

service teacher training (n=47, 31%) and those teaching across grades (n=16, 11%), 

rated the need for the EBP to align with their personal teaching culture or beliefs as 

being second only to meeting the needs of their student.  This suggests that for these 

respondents, the perception that an EBP is consistent with their values, views and 

beliefs, has considerable impact on their evaluation and decision to adopt EBP.  While 

further research is required to explore this ranking difference fully, the importance of 

this cultural variable for some of these groups and individuals may align with prior 

research in the field. 

Historically there has been discord between key stakeholders when trying to 

agree upon programs and practices to meet the needs of individuals with ASD.  This 

discord has been attributed to the disagreements between parents, educational staff, 

and administrators about which strategies and practices should be used which have 

been driven by conflicting values and beliefs (Feinberg & Vacca 2000; Sperry et al., 

1999).  For example, Callahan et al., (2008) noted that a significant source of 

disagreements between parents, teachers and program administrators were over 

intervention practices that were perceived as cold, rigid or didactic EBP often based 

on operant conditioning.  In adopting a student-centred approach, teachers are being 

encouraged to look beyond their cultural influences and personal belief systems to 

ensure the selection of EBP employed are matched to the specific needs of the student 
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with ASD.  The results of the study contained in this thesis, while preliminary, 

suggest that for some groups, personal experiences may still play a central role in 

their EBP decision-making processes.  If this is true, then there needs to be 

consideration of these personal barriers when promoting and explaining the benefits 

of some types of EBP in professional development course, pre-service teacher 

training and information portals promoting EBP. 

The two lowest-ranked criteria in teachers' decision-making processes for the 

adoption of EBP were training and costs, respectively.   The ranking of these criteria 

as the least important in teachers' EBP decision-making processes is noteworthy.  

There are a number of researchers who have reported that training and cost were two 

areas that typically impact upon the adoption, implementation and maintenance of 

EBP in general education classrooms (Bethune & Wood, 2010; Cook et al., 2012; 

Dingfelder & Mandell, 2011; Fixsen et al., 2013; Scheuermann et al., 2003; Stahmer 

& Reith, 2015).  The results of this study do not necessarily suggest that they are 

unimportant criteria in the adoption of an EBP. Instead, when presented with a list of 

criteria ranging from student needs, cultural values, personal beliefs and practical 

elements, it appears that training and costs are of very little importance in the 

decision-making processes of this sample of Australian primary school teachers. 

The findings of the low importance of the criteria of training and costs in the 

decision to adopt EBP is of particular interest.  Primarily, training and financial costs 

are promoted as persistent barriers for implementation and maintenance of EBP by 

teachers when working with students with ASD (Callahan et al., 2008; Cook et al., 

2012; Dingfelder & Mandell, 2001; Hornby et al., 2013; Stahmer & Reith, 2015).  For 

example, a major barrier to the implementation or practical application of EBP has 

been cited as a lack of training at university for pre-service teachers (Lang et al., 
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2010; Morrier et al., 2011).  In Australia, pre-service teacher training may also be 

lacking with respect to addressing the specific needs of students with ASD in 

mainstream education.  Yet, there is limited research in the Australian educational 

context on the provision of specialist pre-service teacher training concerning EBP and 

ASD in education.   

A lack of pre-service teacher training in ASD has been attributed to a number 

of constraining factors.  These include the teaching time limitations inherent in 

approved pre-service teacher programs, as well as restrictive university budgets (Hart 

& Moore, 2013).  In one study within the state of Queensland, researchers identified 

limited ASD specific training at the university level (Coates, Lamb, Bartlett, & Datta, 

2017).  Of the ten universities reviewed, three of the institutions offered courses in 

inclusivity and disability, with only one university offering a unit dedicated to ASD in 

education.  Yet in the EERC report, teachers were criticised for underutilising 

specialist strategies and EBP to support the needs of their students (EERC, 2015).  

This suggests a void between the expectation that teachers can meet the needs of their 

students with disability (including those with ASD) and the provision of adequate 

training in pre-service teacher education to successfully support their students.  This 

disparity is troubling, given Australia is committed to upholding the principles of an 

inclusive education system. 

As important as initial teacher training can be in supporting students with 

ASD in mainstream education, there is also the need for the ongoing professional 

development and support of in-service teaching professionals.  Stahmer, Collins and 

Palinkas (2005) found that participants who reported ongoing support after initial 

training felt more confident and supported in their use of EBP, resulting in higher 

levels of maintenance and continued use of those EBP.  Even when teachers have had 
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access to training, it has been suggested the training itself is not always adequate to 

ensure the fidelity standards required to meet the needs of students with ASD 

(Scheuermann et al., 2003).  Teachers in schools are capable of implementing EBP 

when they have access to adequate training, mentoring and time to ensure they reach a 

level of procedural fidelity required for efficacy (Durlak & DuPre, 2008; Garland et 

al., 2010; Stahmer & Reith, 2015).  As most training involves single workshops and 

didactic manuals to follow upon their return to school, teachers are expected to 

maintain EBP without ongoing support and critical feedback that is central to the 

mastery of most EBP (Simonsen et al., 2010; Stahmer & Reith, 2015). 

Despite assertions for the need to introduce pre-service teacher training and 

ensuring quality professional development and ongoing support, the results of this 

survey have suggested that teachers do not consider their training levels in EBP as an 

essential characteristic in their decision to adopt EBP.  That is, when teachers are 

looking at which practices they should use with which students, their decisions are 

primarily needs-based.  However, inadequate training levels of teachers have been 

linked to the failure to effectively implement and maintain EBP resulting in high 

levels of practice cessation, because low fidelity has resulted in a lack of efficacious 

effect (Simonsen et al., 2010).  These considerations may work to explain why 

student-centred concerns were reportedly of the utmost importance in the EBP 

decision-making process for the cessation of EBP. 

7.3.2 Teachers’ decision-making process for the cessation of EBP 

When addressing the rank ordering of criteria considered by teachers in their 

decision-making process to cease the use of EBP, it is clear there are lower levels of 

continuity and higher levels of deviation between specific subgroups.   These 
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disparities may be due to teachers' experiences implementing and using EBP in their 

classrooms, which could work to alter the importance ratings of different criteria after 

practical use.  Overall, the results of the rank ordering analysis indicated that student-

centric considerations were the most important criteria impacting on teachers’ 

decision to cease using EBP.   On first glance, it might appear to some that there is an 

inherent contradiction that teachers were adopting EBP to meet the needs of the 

student with ASD and also ceasing to use EBP because it did not meet the needs of 

the student.  However, this is not the case.  For a teacher to be genuinely student-

centric, their decision to adopt an EBP must be based on the specific needs of that 

student with ASD, at that point in time.  Rather than continue an EBP that may not be 

as effective as initially hoped, teachers are indicating that they may still be working 

from a student-centred context.   

Adopting an EBP when working with students with ASD is the first step in 

addressing the specific needs of those students and in supporting student performance 

and development (Cook et al., 2012).  However, not every EBP will work for every 

student, which is a reality of any teaching strategy in education (Cook & Odom, 

2013).  There may well be a proportion of students for whom the EBP itself was 

ineffective and as a result, did not meet the needs of the student with whom the 

teacher was working.  However, there are several other reasons that an EBP may have 

been deemed ineffective in meeting the needs of a student with ASD.  For example, 

the cessation of EBP due to ineffective outcomes for the student could have been a 

result of a mismatch between a teachers’ assessment of the needs of that student and 

their ability to choose the most appropriate EBP to address that need.   

Previous research in education has highlighted the difficulty teachers face in 

identifying and selecting EBP for use with students with disability including ASD 
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(see Carter et al., 2011; Hess et al., 2008; Stahmer, Collins & Palinkas, 2005).  

Though there have been positive steps toward providing teachers with the most up to 

date information on which practices have been identified as EBP (NAC, 2015; Prior 

et al., 2011; Wong et al., 2014), there is still the issue of how teachers should work to 

select and match student needs with the correct combination of EBP.  Previous 

research within the field has highlighted enduring barriers to teachers' valid matching 

of their students' symptoms of ASD and their students' specific needs as they align 

with the details of case studies with the research literature (Akshoomoff & Stahmer, 

2006; Cochran-Smith & Lytle, 1999; Dingfelder & Mandell, 2011).  Once again, 

training has been highlighted as an important factor in minimising mismatches 

between the perceived needs of the student with ASD and the EBP selected to address 

that need (Lang et al., 2010).   

Another possible reason for teachers' judgment that an EBP did not meet the 

needs of their student could be based on the fidelity with which the EBP is 

implemented.  Even when a teacher has correctly matched student needs with the 

most appropriate EBP, implementation of that EBP with modifications or low levels 

of practice fidelity can have a detrimental impact on its efficacy (Durlak & DuPre, 

2008; Garland et al., 2010; Stahmer & Reith, 2015).  Therefore, it cannot be 

discounted that a percentage of ineffective outcomes may be aligned with procedure 

infidelity due to the complexity of the practice, ineffective modifications and a lack of 

quality training.  Given that integration was consistently rated as the second highest 

criterion of importance in teachers’ decision to cease using EBP, practice fidelity may 

well have impacted on perceptions of the efficacy of the EBP in meeting specific 

student needs.   



Chapter 7: Discussion 
 

 142 

Considering the complexity of some EBP, teachers' have often reported the 

modification of practices for implementation into community settings such as regular 

education classrooms (Stahmer at al., 2011; Stahmer & Reith, 2015).  For example, 

teachers have modified EBP that are usually delivered one-on-one to accommodate 

for groups, which is common in classroom settings (Stahmer et al., 2005).  However, 

procedural fidelity, or in other words the extent to which an intervention resembles 

the EBP or its corresponding elements, is potentially the most crucial factor in 

contributing to positive student outcomes (Durlak & DuPre, 2008; Garland et al., 

2010).  A key barrier in the implementation and level of practice fidelity of EBP in 

education is the complexity of the practices themselves (Stahmer & Reith, 2015).  

One reason for this is that the majority of EBP were neither designed for, nor arose 

from, educational and classroom practice (Stahmer et al., 2012).  As such, teachers 

require practical training and ongoing support to ensure practice fidelity and in turn, 

practical outcomes for their students. 

A lack of adequate training has been cited as a contributing factor to teachers' 

inability to effectively integrate and implement EBP in classrooms (Hornby et al., 

2013; Cook & Odom, 2013; Odom et al., 2009).  This lack of sufficient training to 

support integration and implementation echoes the sentiments put forward in the 

Australian EERC (2015) report where criticism was levelled at the apparent lack of 

quality training and support for Australian teachers.  Training most often takes the 

form of one-off workshops that are either a repeat of already established EBP (EERC, 

2015) or are ineffective in addressing integration and ongoing maintenance of an EBP 

(Hornby et al., 2013).  As there is currently a lack of reporting on implementation 

fidelity and adaptations in the classroom, it is difficult to assess the overall impact of 

integration techniques as they equate with students' outcomes (Stahmer & Reith, 
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2015).  However, it is not only a lack of training that can impact upon the effective 

delivery, or fidelity, of an EBP but also the quality of the training itself. 

A lack of quality training can impact upon teachers’ levels of preparedness to 

teach students with ASD effectively (Machalicek et al., 2008) and low-quality 

training programs can result in disengagement with EBP due to a lack of efficacious 

results in practice (Alexander et al., 2015).  While this thesis cannot address the 

impact of or quality of training engaged in by participants, an examination of the 

remaining rank-ordering of criteria may help to shed light on criteria that impacted on 

the effectiveness of EBP on student outcomes.  While training was not foremost in the 

minds of teachers in this study when selecting an EBP for adoption, further research is 

required to determine the connection, if any exists, between a lack of adequate 

training and the lack of integrative ease reported by teachers in this study. 

It would appear from the results of this study, that the effectiveness of the EBP 

movement in influencing teachers in their adoption of EBP may be undermined by a 

lack of addressing implementation and integration issues arising in community 

practice.  Implementation or effective integration of an EBP into the classroom 

environment is a vital link in addressing the research to practice gap (Cook & Odom, 

2013) and in ensuring the efficacy of practice in meeting the needs of students with 

ASD.  A lack of training and fidelity may have contributed to the outcome of the high 

rating of the criterion of EBP not meeting the needs of the student (student-centred) in 

the decision-making process to cease use of EBP.  Further research is required to 

ascertain the range of experiences which led to this outcome. 
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7.4 Limitations 

As this study was the first of its type, it is essential to highlight some 

fundamental limitations to help contextualise the main discussion points presented in 

this chapter.  Surveys can provide a breadth of information, but as a research tool, 

they are limited when it comes to providing depth for understanding.  The EBPIAS is 

a self-report tool, and as such, it is reliant on teachers reported the use of an EBP.  

While all reasonable steps were taken to minimise confounding of terms between 

general teaching practices and actual EBP, the fidelity of practice was not measured, 

nor observed.  Participants were only presented with a set of pre-defined criteria to 

rank, relating to their decision-making processes in the adoption and cessation of 

EBP.  Criteria were predefined from previous research and participants did not have 

the opportunity to make additions to the list.  Therefore, possible connections or 

relationships between the criteria can only be hypothesised rather than supported 

through the data collected.  In addition to these limitations, it should be noted that not 

all data was analysed during the thesis process.  For example, participants were only 

asked to indicate if they were a principal, general education teacher or special 

education teacher rather than clarifying the type of school in which they worked.  This 

may have led some participant data to be inadvertently excluded from the study if 

they were provided by a special education teacher who worked in a general education 

school.  This can be addressed in future research by rearticulating the question to 

better reflect participant qualifications and working context. 

Consideration also needs to be given the fact that the list of reasons 

concerning the adoption of EBP that was presented to participants was identical to the 

list of reasons presented for the cessation of EBP.  While limitation to these choices 
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helped to highlight if there were any influences or relationships between teachers’ 

decision-making in the adoption process that they may or may not have considered 

which could have impacted their decision their later decision to cease use of this 

practice, the survey tool did not provide for the possibility of other factors which may 

differ between the two stages of decision-making.  This could be rectified by adding a 

field within the survey indication “other” and allowing participants to enter an 

explanation or articulate the reason. 

The study is also limited to the Australian context which diminishes 

generalisation to other countries or international education systems.  This could be 

addressed through engaging in international comparative research ensuring that the 

division between general education teachers and special educations as they are 

articulated in the Australian education system are made explicit dependant on the 

nations included. 

7.5 Future Research 

In consideration of the limitations stated in the preceding section and the 

exclusion of data as outlined in Section 5.2.2 (p113), there are a number of areas of 

future research to be pursued. 

7.5.1 Decision-making processes of special education teachers 

This thesis concentrates on the decision-making process of teachers working 

in mainstream or general education classrooms.  However, 43 surveys were 

completed by special education teachers which were excluded from data analysis as 

this thesis focused on the reported experiences of general education teachers only.  

The data collected from special education teachers should be analysed to discern their 
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decision-making processes concerning the adoption or cessation of use compared to 

general education teachers.  There also exists the opportunity to evaluate if there are 

any similarities or differences concerning which of the 27 EBP special education 

teachers are reportedly employing students with ASD. 

7.5.2 Amendments to the EBPIAS instrument 

As identified in the limitations section of this thesis, it would be beneficial to 

include an open-ended text box related to the reasoning of teachers when deciding to 

cease the use of an EBP.  This could be addressed through a minor amendment of the 

EBPIAS instrument with the inclusion of the choice of “other” as part of the list of 

reasons for ceasing the use of an EBP.  A text box would then be made available for 

the participant to enter the specific reason or explanation.  The inclusion of this option 

would provide for greater depth in the survey by collecting information that impacts 

teachers’ decision-making processes in practice which may not already be articulated 

in the research literature.   Once the EBPIAS tool has been amended, replication of 

the study is advisable to compare the initial findings of this thesis with current 

practice. 

7.5.3 Inclusion of an interview stage to further understanding 

A further useful inclusion to the EBPIAS and future study focus would be a 

question asking participants if they would be willing to engage in an interview 

process as a second stage to the survey data collection phase.  An interview process 

would allow for greater understanding of the experiences of teachers in their use of 

EBP with students with ASD and the clarification of their decision-making processes 

in the adoption and cessation stages.  Extending the research to include quantitative as 

well as qualitative data collection aligns directly with post-positivist research 
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principles that seek to collect multiple data samples across contexts and through 

varied methods in an attempt to build a holistic understanding in practice through the 

triangulation of multiple data sources. 

7.5.4 Teachers’ decision-making processes across educational levels 

After the completion of minor amendments to the EBPIAS tool, it would be 

beneficial to deploy the survey to teachers across Australia who work in early 

childhood, primary and secondary educational systems.  This could include an 

examination of general and special educational settings.  This would allow 

researchers to discern if there is any difference in the type or number of EBP 

reportedly being used with students with ASD throughout their educational journey.  

In addition, there may be different reasons which impact the use, and decisions to 

adopt or cease use of EBP that are contextually influenced.  
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Chapter 8 
Recommendations and 
Conclusion 

8.1 Significance of the research 

The EBPIAS developed for this thesis has worked to answer the three research 

questions formulated at the beginning of this investigation.  The first question: Which 

EBP are Australian primary school teachers employing in their work with students 

with ASD in general education classrooms was addressed through the count of EBP 

that teachers reported they were either using currently or had used in the past.  It was 

not the focus of this thesis to determine if teachers were only using EBP, but rather, to 

determine if teachers were using any of the current EBP identified in the NPDC 

literature review (Wong et al., 2014) when working with students with ASD.  Each 

EBP listed was being used or had been used by at least one of the teachers surveyed 

with 131 of the 151 participants indicating they used or had used Positive 

Reinforcement.  These figures suggest that teachers in Australian primary school 

classrooms are reportedly using or have used EBP in meeting the needs of their 

students with ASD.  Through addressing the first research question this thesis has 
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contributed a new decision-making survey tool for use across educational settings and 

contexts.  In addition, the results of this research have provided information and 

insight into EBP use when working with students with ASD in the Australian 

educational context. 

The second research question; what relative importance do teachers place on 

criteria impacting their decision to adopt and cease use of EBP with students with 

ASD, yielded valuable data that could assist in more effective promotion of EBP to 

teachers in Australia.  For example, if teachers are signifying that meeting the needs 

of their students is paramount in their decision to select and adopt EBP, then the 

targeted skills or developmental needs the EBP addresses should be prominent in the 

information made available in promoting and outlining individual EBP.  Such 

information would need to include the age ranges the EBP has demonstrated 

effectiveness, to address the importance placed on EBP being age appropriate in 

general.  The NAC and NPDC have worked to address these criteria in enough detail 

within their reviews.  However, teachers within this sample have implied through 

their criterion ratings that they ceased using EBP because it did not meet the needs of 

their students, and the EBP was not easily integrated into the classroom.   

The perception that teachers experience difficulty with EBP in practice was 

reinforced in the disparity teachers demonstrated in their ability to rate the importance 

of individual criteria when considering their decision-making processes to cease using 

an EBP.  For example, insignificant Conover results indicated that teachers found 

choosing between the importance of the multiple criteria far more complicated than 

they did for the adoption phase of their decision making.  In addressing the third and 

final question posed, varied rating patterns for demographic sub categories compared 

with the ratings of all participants were observed.  These results suggest that the 
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teaching context and practical experiences of teachers when implementing EBP are of 

more significant concern for the continued use and adoption of EBP in education 

today, than is the need to promote the adoption of EBP in the education of students 

with ASD.  Consequently, what may be lacking may be the information outlining how 

to implement and execute EBP in classroom settings.  As such, whether it is through 

the research literature, professional development training or via pre-service teacher 

education, the "how-to" information associated with EBP is as important, if not more 

so, than the information defining how the EBP addresses the needs of students with 

ASD.  An examination of how EBP information is structured and presented to 

teachers in Australia warrants further consideration and attention.   

There may need to be a shift within the promotion of using EBP in education to 

included greater levels of information about the mechanics of how teachers should 

implement these practices in classroom environments.  Such information should 

highlight how teachers can maintain EBP over time by explicitly stating what 

training, resources or supports are required for successful implementation of the 

practice.  The results of this thesis have therefore, provided information on teachers 

decision-making processes that had previously been absent both internationally and 

within the Australian educational context.  Through understanding the decision-

making processes of teachers, there is the opportunity to better support teachers’ level 

of understanding of EBP in a manner that addresses their needs in practice. 

One way this need could be addressed is through the development of an 

information presentation framework to underpin the organisation and presentation of 

EBP information to teachers.  The development of an information presentation 

framework should address the rank ordering of decision-making criteria that teachers 

have indicated they use in their decision-making processes in the adoption and 
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cessation of EBP.  A proposed information presentation framework could then be 

used in action research with groups of teachers to see if the type of information and 

the order in which that information is presented to teachers concerning EBP, impacts 

upon the type of EBP they employ and their ability to maintain that EBP over time. 

8.2 Recommendation: An EBP presentation of 
information framework in education for students 
with ASD 

There are numerous professional bodies within Australia dedicated to meeting the 

needs of individuals with disability, including ASD.  One such organisation is 

Positive Partnerships which developed a factsheet for using evidence to guide 

decision-makers in identifying effective interventions and practices when supporting 

individuals with ASD (Positive Partnerships, 2015).  Based on the work of Hughes 

and Shield (2006, cited in Positive Partnerships, 2015) who developed a risk 

management approach to choosing interventions and practices in the field of health 

sciences, the fact sheet outlines seven steps for evaluating a practice.   

To support the evaluation of EBP concerning individuals with ASD, Autism 

Queensland (2015) adapted the work by Hughes and Shield to reflect seven essential 

steps to consider when undertaking a risk management assessment of potential EBP 

for adoption.  The seven steps include; (1) content, (2) practicality, (3) plausibility, (4) 

duration, (5) benefits, (6) costs and (7) do no harm.  However, these steps have been 

framed around evaluating information to ascertain whether a practice is appropriate 

for use or meets the criteria for consideration as an EBP.   As lists of identified EBP 

are now readily available to teachers through the NAC and NPDC (2015), there needs 

to be greater focus on how information on EBP is presented to better address the 
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criterion considered by teachers in their decision-making processes holistically.  I 

propose that the seven steps of evaluation could be revised, condensed and used to 

form the basis of an information presentation framework to support the promotion of 

EBP for students with ASD to teachers that enables them to make informed decisions 

addressing their needs in practice.  Information presentation or inclusion should cover 

five interconnected essential criteria; (1) benefits, (2) practicality (3) content, (4) 

duration and (5) costs. 

The first information that teachers need to know is which skills or areas of 

development can be addressed by the EBP for a student with ASD, followed by the 

age-range for which the EBP has been shown to be beneficial.  As such, the benefits 

(1) of the EBP need to be foremost in the presentation of information presented to 

teachers.  The provision of these details as the first piece of information to be 

articulated about an EBP aligns with the findings within this thesis that demonstrates 

that meeting the needs of students is of primary importance to teachers in their 

deliberations to adopt an EBP.   

Next teachers’ attention should be directed to the practicality (2) of an EBP.  

Practicality issues should make explicit the ease or complexity of implementation of 

the EBP specifically providing information pertaining to the environment of the 

classroom wherever possible. This would include information on the types of 

resources required, as well as any specialist training the teacher may need to 

successfully implement and maintain the practice over time. The information should 

work to promote what the use of the EBP requires.  Information concerning 

practicality of an EBP needs to be made explicit to teachers as the findings of this 

thesis indicated teachers did not consider the practical steps of implementation or the 

potential training required as important criteria in their decision-making process for 
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the adoption of EBP.  However, implementation issues or the practicality of 

introducing EBP into the classroom environment was a very important criteria in 

teacher’s decision-making processes concerning the cessation of EBP.  Making such 

considerations explicit and raising the importance of these criteria in the EBP 

information literature, may help raise the profile of these criteria in teachers’ adoption 

phase of decision-making.  This in turn could lead to lower levels of unnecessary 

cessation due to ineffective or unsuccessful implementation efforts.   Once a teacher 

has an idea or understanding of the practicality of the EBP, they would then be 

directed to the next area of information, specifically covering content. 

Content (3) should detail the protocols of the EBP and how the content 

knowledge teachers acquire can be kept up to date, given that EBP can and do change 

over time.  As noted in previous chapters, for any practice to be acknowledged as an 

EBP there is reliance on the capture of that practice in the academic literature.  In 

turn, this provides enough rigorous studies with similar results to be able to classify 

the practice as being evidence-based.  Because of the cyclical nature of research, EBP 

can change and be amended over time as researchers gather further evidence and 

document practices in a range of contexts including within general education 

classrooms.  Therefore, the information needs to outline how teachers can remain 

appraised of any changes or alterations to the EBP protocols over time to support 

effective maintenance.  Maintenance of the practice then connects with another 

important area of information addressing the duration of the EBP. 

Where teachers have identified that an EBP could work to meet the needs of their 

student with ASD and they understand the practicalities and content associated with 

the EBP, they then need to consider for how long the EBP may need to be delivered 

or maintained.  While some of this information may be contained in the practicality 
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and content sections, there needs to be explicit highlighting of the duration (4) or 

length of time that an EBP needs to be maintained.  Duration could also be associated 

with the goals of the EBP whether these are linked with short-term or long-term 

benefits for the student.  The specific need for consideration of the duration of an EBP 

is also tied to the next important criteria that is often overlooked by teachers’ in their 

decision-making, namely the cost of the EBP.   

Costs (5) are generally associated with financial impact.  Not all students attract 

specific financial funding in education. Therefore, there can be financial 

considerations for schools regarding training of staff in EBP, personnel resources 

such as teaching assistants and even physical resources including equipment, all of 

which a school may not receive adequate funding to cover the entirety of the costs.  

The potential costs of an EBP need to be made explicit within the information 

presented on an EBP, as in the sample of teachers surveyed for this thesis, it was one 

of the lowest criteria of importance in decision-making.  However, it is not 

necessarily the teacher who has budgetary control within the school environment and 

a lack of resources can contribute to ineffective implementation.  As such, a teacher 

needs to be adequately informed for the any financial implications of the use of some 

EBP so they can proactively seek funding approvals to support effective 

implementation.  A case for supporting the funding of resources, training and other 

financial burdens can be answered by re-assessing the information outlining the 

benefits and duration of the practice.  For example, a case may be weighed where the 

information on an EBP demonstrates that the potential for significant benefits for the 

student outweighs the costs, especially where there may be long-term developmental 

outcomes and a short duration of delivery. 
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8.3 Conclusion 

Teachers face numerous challenges within inclusive education environments, 

including meeting the specific needs of students with ASD.  One way of addressing 

those needs is through the adoption and implementation of EBP.  However, persistent 

barriers in EBP usage proliferate the research literature.  These include the 

identification of EBP, adoption rates and effective implementation of EBP into the 

school environment.  Positive steps to support the identification of EBP have been 

made through international literature reviews that have identified which practices in 

the literature meet specific criteria to be recognised as EBP.  However, adoption rates 

of EBP by teachers has been inconsistent and practice selection has often included 

unrecognised strategies.   

To address the issue of EBP usage by Australian primary school teachers 

when working with students with ASD, a survey tool that aligned with current 

international reviews on EBP was developed.  The EBPIAS collected information 

from 245 Australian primary school teachers, from which EBP use was identified as 

to which practices were being employed.  To better understand the reasons for 

inconsistency in adoption rates, teachers’ teacher-making processes around the 

adoption and session of these EBP was also analysed.  Decision-making criteria were 

rank-ordered through statistical analysis resulting in a list from most important to 

least important.  Attribute ranking lists were created for the adoption and cessation 

decision-making processes of teachers.   

Overall teachers were found to be working from a student centric position, 

considering adoption and cessation of EBP based on them meeting the specific needs 

of their students.  However, training was considered of very little importance in the 
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decision-making processes of teachers, which contradicted findings of previous 

research literature.  Given that teachers’ decision-making processes in the cessation of 

EBP were dependent on the criteria of the EBP not meeting the needs of their students 

and the difficulty of integration of the EBP into the classroom, the low ranking of 

training in the adoption phase may play a pivotal role in the decision to cease the use 

of EBP.  This disconnect between the consideration of criteria in adoption and 

cessation might indicate that training and information provided to teachers 

specifically addressing EBP, need to be structured in such a way that supports 

teachers deliberations of all the identified criteria prior to the adoption of an EBP.  As 

such, a framework for the presentation of information on EBP for teachers could be 

developed to ensure that all criteria are highlighted to teachers in an order that 

supports their decision-making processes working to support greater adoption and 

maintenance of EBP by teachers when working with students with ASD in 

educational classrooms.  
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Appendix A – The 27 Evidence-Based Practices List and definitions by Wong et al., 2014 
Antecedent-based intervention (ABI) Arrangement of events or circumstances that precede the occurrence of an interfering behavior and designed to lead to the reduction 

of the behavior 
Cognitive behavioral intervention (CBI) Instruction on management or control of cognitive processes that lead to changes in overt behavior 
Differential reinforcement of alternative, 
incompatible, or other behavior (DRA/I/O) 

Provision of positive/desirable consequences for behaviors or their absence that reduce the occurrence of an undesirable behavior. 
Reinforcement provided: (a) when the learner is engaging in a specific desired behavior other than the inappropriate behavior 
(DRA), (b) when the learner is engaging in a behavior that is physically impossible to do while exhibiting the inappropriate behavior 
(DRI), or (c) when the learner is not engaging in the interfering behavior (DRO) 

Discrete trial teaching (DTT) Instructional process usually involving one teacher/service provider and one student/client and designed to teach appropriate 
behavior or skills. Instruction usually involves massed trials; each trial consists of the teacher’s instruction/presentation, the child’s 
response, a carefully planned consequence, and a pause prior to presenting the next instruction 

Exercise (ECE) Increase in physical exertion as a means of reducing problem behaviors or increasing appropriate behavior 
Extinction (EXT) Withdrawal or removal of reinforcers of interfering behavior in order to reduce the occurrence of that behavior. Although sometimes 

used as a single intervention practice, extinction often occurs in combination with functional behavior assessment, functional 
communication training, and differential reinforcement 

Functional behavior assessment (FBA) Systematic collection of information about an interfering behavior designed to identify functional contingencies that support the 
behavior. FBA consists of describing the interfering or problem behavior, identifying antecedent or consequent events that control 
the behavior, developing a hypothesis of the function of the behavior, and/or testing the hypothesis 

Functional communication training (FCT) Replacement of interfering behavior that has a communication function with more appropriate communication that accomplishes the 
same function. FCT usually includes FBA, DRA, and/or EX 

Modeling (MD) Demonstration of a desired target behavior that results in imitation of the behavior by the learner and that leads to the acquisition of 
the imitated behavior. This EBP is often combined with other strategies such as prompting and reinforcement 

Naturalistic intervention (NI) Intervention strategies that occur within the typical setting/activities/routines in which the learner participates. Teachers/service 
providers establish the learner’s interest in a learning event through arrangement of the setting/activity/routine, provide necessary 
support for the learner to engage in the targeted behavior, elaborate on the behavior when it occurs, and/or arrange natural 
consequences for the targeted behavior or skills 

Parent-implemented intervention (PII) Parents provide individualized intervention to their child to improve/increase a wide variety of skills and/or to reduce interfering 
behaviors. Parents learn to deliver interventions in their home and/or community through a structured parent training program 

Peer-mediated instruction and intervention (PMII) Typically developing peers interact with and/or help children and youth with ASD to acquire new behavior, communication, and 
social skills by increasing social and learning opportunities within natural environments. Teachers/service providers systematically 
teach peers strategies for engaging children and youth with ASD in positive and extended social interactions in both teacher-directed 
and learner-initiated activities 

Picture Exchange Communication System (PECS) Learners are initially taught to give a picture of a desired item to a communicative partner in exchange for the desired item. PECS 
consists of six phases which are: (1) ‘‘how’’ to communicate, (2) distance and persistence, (3) picture discrimination, (4) sentence 
structure, (5) responsive requesting, and (6) commenting 
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Pivotal response training (PRT) Pivotal learning variables (i.e., motivation, responding to multiple cues, self-management, and self-initiations) guide intervention 
practices that are implemented in settings that build on learner interests and initiative 

Prompting (PP) Verbal, gestural, or physical assistance given to learners to assist them in acquiring or engaging in a targeted behavior or skill. 
Prompts are generally given by an adult or peer before or as a learner attempts to use a skill 

Reinforcement (R ?) An event, activity, or other circumstance occurring after a learner engages in a desired behavior that leads to the increased 
occurrence of the behavior in the future 

Response interruption/redirection (RIR) Introduction of a prompt, comment, or other distracters when an interfering behavior is occurring that is designed to divert the 
learner’s attention away from the interfering behavior and results in its reduction 

Scripting (SC) A verbal and/or written description about a specific skill or situation that serves as a model for the learner. Scripts are usually 
practiced repeatedly before the skill is used in the actual situation 

Self-management (SM) Instruction focusing on learners discriminating between appropriate and inappropriate behaviors, accurately monitoring and 
recording their own behaviors, and rewarding themselves for behaving appropriately 

Social narratives (SN) Narratives that describe social situations in some detail by highlighting relevant cues and offering examples of appropriate 
responding. Social narratives are individualized according to learner needs and typically are quite short, perhaps including pictures 
or other visual aids 

Social skills training (SST) Group or individual instruction designed to teach learners with autism spectrum disorders (ASD) ways to appropriately interact with 
peers, adults, and other individuals. Most social skill meetings include instruction on basic concepts, role-playing or practice, and 
feedback to help learners with ASD acquire and practice communication, play, or social skills to promote positive interactions with 
peers 

Structured play groups (SPG) Small group activities characterized by their occurrences in a defined area and with a defined activity, the specific selection of 
typically developing peers to be in the group, a clear delineation of theme and roles by adult leading and/or prompting or scaffolding 
as needed to support the students’ performance related to the goals of the activity 

Task analysis (TA) A process in which an activity or behavior is divided into small, manageable steps in order to assess and teach the skill. Other 
practices, such as reinforcement, video modeling, or time delay, are often used to facilitate acquisition of the smaller steps 

Technology-aided instruction and intervention 
(TAII) 

Instruction or interventions in which technology is the central feature supporting the acquisition of a goal for the learner. Technology 
is defined as ‘‘any electronic item/equipment/application/or virtual network that is used intentionally to increase/maintain, and/or 
improve daily living, work/productivity, and recreation/leisure capabilities of adolescents with autism spectrum disorders’’ (Odom et 
al. 2014) 

Time delay (TD) In a setting or activity in which a learner should engage in a behavior or skill, a brief delay occurs between the opportunity to use the 
skill and any additional instructions or prompts. The purpose of the time delay is to allow the learner to respond without having to 
receive a prompt and thus focuses on fading the use of prompts during instructional activities 

Video modeling (VM) A visual model of the targeted behavior or skill (typically in the behavior, communication, play, or social domains), provided via 
video recording and display equipment to assist learning in or engaging in a desired behavior or skill 

Visual supports (VS) Any visual display that supports the learner engaging in a desired behavior or skills independent of prompts. Examples of visual 
supports include pictures, written words, objects within the environment, arrangement of the environment or visual boundaries, 
schedules, maps, labels, organization systems, and timelines 

(Wong et al., 2014, pp.9-10) 
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Appendix B – Summation of research identified in the formulation of items  

 
Authors Context Student Population Country Dissemination Adoption Implementation Maintenance Relative 

Advantage Compatibility Complexity Trialability Observability 

Akshoomoff & Stahmer (2006) Early Intervention ASD USA  x  x  x    

Bethune & Wood (2013) Elementary school ASD USA          

Burns & Ysseldyke (2009) EBP use Special Education USA  x    x  x  

Callahan et al., (2016) Social validity of EBP ASD USA  x        

Carter, Stephenson & Strnadova 
(2011) EBP use Special Education Australia  x    x  x  

Cook & Odom (2013) EBP Special Education USA          

Cook, Smith, & Tanksersley (2012) EBP in education General Education USA  x  x  x    

Dingfelder & Mandell (2011) Theoretical/elementary school ASD USA x x  x x x x x x 

Fixsen, Blasé, Metz, & van Dyke 
(2013) EBP Implementation Science Human Services USA x x  x   x   

Green et al, (2006) EBP Use ASD USA x         

Hornby & Gale (2013) EBP General Education USA x x  x  x    

Morrier, Hess & Helfin (2011) Elementary school ASD USA  x      x  

Paynter & Keen (2015) EBP Education Training ASD Australia x     x    

Sansosti & Sansosti (2012) Educator Decision Making ASD USA      x    

Scheurermann et al., (2008) Teacher Training ASD USA  x  x    x  

Simonsen, Myers, & Deluca (2010) Teacher Training Prompting General Education USA  x  x    x  

Simpson (2005) EBP ASD USA     x x    

Stahmer & Reith, 2015 EBP Training Teachers ASD USA x x  x   x x  

Stahmer, Collins, & Palinkas (2005) Early Intervention ASD USA x x  x  x    

Wong et al., (2014) EBP Identification  ASD USA   x     x  
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Appendix C – EBPIAS Peer Review Feedback Form 

 
PILOT: EBPIAS FEEDBACK FORM JULY 2016 
 

To help you navigate and provide feedback on the EBPIAS, below is a sample of the question 
structure in relation to the twenty-seven EBPs.  An explanation is also provided in relation to how 
each question relates back to Rogers’ (2003) Diffusion of Innovation Theory. 
 
 
The first question presents the full list of twenty-
seven evidence-based practices with three possible 
options. Presenting all 27 EBPs in matrix form 
limits the time taken to answer the usage questions 
for respondents.  Each selection then dictates 
subsequent tables in the preceding questions 
addressing dissemination, implementation, 
extinction and efficacy.  In relation to this question, 
do you feel the matrix is easy to complete to allow 
for respondents to fairly represent their use of EBPs 
within their classrooms? 
 

 
 

Comments: 

 
This question is framed within the Dissemination 
category of Rogers’ model.  Dissemination refers to 
the processes by which end users (in this context, 
educators) come to acquire knowledge of an EBP.  
Only the EBPs that a respondent has indicated they 
currently use or have used in the past will populate 
this table.  This is to reduce the amount of time to 
undertake the survey reducing survey fatigue.  In 
relation to this question, do you feel the major 
channels for teachers’ potentially learning about 
EBPs are adequately represented in the pull-down 
response choices? 
  

 
 

Comments: 
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This question relates to the area of Rogers’ model 
addressing Adoption.  Knowledge of the EBP is 
followed by Adoption, where an educator who 
being aware of a specific intervention, comes to 
form an opinion of the merits of the approach and 
makes the decision to utilise the specific strategy.  
Only the EBPs that a respondent has indicated they 
currently use will populate this table.  In relation to 
this question, do you feel the major reasons for 
teachers’ adopting specific EBPs are adequately 
represented in the pull down response choices? 
 

 

Comments: 

This question addresses perceived efficacy of 
specific EBPs, Addressing the area of 
Implementation.  This stage is where educators 
actively apply the intervention with their students.  
The Likert scale is to assess if any relationship 
exists between the perceived levels of efficacy with 
continued use of specific EBPs.  Only the EBPs 
that a respondent has indicated they currently use 
will populate this table.  In relation to this question, 
do you feel teachers’ will be able to adequately 
reflect the level of perceived efficacy of EBPs 
utilising the scale? 
 

 
 

Comments: 

This question is framed within the Maintenance 
category of Rogers’ model.  Maintenance follows 
when the educator, based on their experiences with 
the intervention, makes the final decision to 
continue (maintain) the strategy or discontinue 
(extinguish) the practice. Only the EBPs that a 
respondent has indicated they have used in the past 
will populate this table to allow for specific 
analysis in the area of extinction. In relation to this 
question, do you feel the major channels for 
teachers’ potentially ceasing to use an EBPs are 
adequately represented in the pull down response 
choices? 
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This question relates to the area of Rogers’ model 
addressing Dissemination and Adoption.  Only the 
EBPs that a respondent has indicated they have 
never used will populate this table.  In relation to 
this question, do you feel the major reasons for 
teachers’ never using specific EBPs are adequately 
represented in the pull-down response choices? 
 

 
 

 

 
 
 
 
 
 



Appendix D 
 

 193 

Appendix D– EBPIAS Questionnaire 

 
Firstly, we would like to know a little about you and your teaching experience. 
 
In which State or territories do you currently teach? 
ACT 
QLD 
NSW 
VIC 
TAS 
SA 
WA 
NT 
 
Is your school located in a metropolitan, suburban, rural or remote area? 
Metropolitan 
Suburban 
Rural 
Remote 
 
What is your educational role? 
General education teacher 
Special education teacher 
Principal 
Other, please specify ____________________ 
 
Which grade do you currently teach? 
Prep 
Foundation 
Grade 1 
Grade 1/2 
Grade 2 
Grade 2/3 
Grade 3 
Grade 3/4 
Grade 4 
Grade 4/5 
Grade 5 
Grade 5/6 
Grade 6 
Other (if other please enter the grade/s in the text box below) 
 
How many years have you been an educator? 
< 1 year 
1 year 
1-5 years 
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5-10 years 
10-15 years 
15 years + 
 
How many of those years have you worked with children with ASD? 
< 1 year 
1 year 
1-5 years 
5-10 years 
10-15 years 
15 years + 
 
What type of experience have you had with children with ASD? (check all that 
apply) 
Taught a special education class 
Taught some children with ASD who were mainstreamed into my regular class 
Volunteer work with children with ASD 
Indirect contact with children with ASD who were in other classes within my school 
Learned about children with ASD in pre-service teaching courses 
Parent a child with ASD 
Relative of a child with ASD 
Friend 
Other ____________________ 
 
Please indicate your age by checking one of the following: 
20 - 30 years 
31 - 40 years 
41 - 50 years 
51 years + 
 
What is your gender? 
Male 
Female 
 
 
We appreciate your time is valuable so to help you navigate quickly through the 
questions, hover text boxes are available in relation to each of the twenty-seven (27) 
teaching practices for students with autism spectrum disorder (ASD).  These hover 
boxes appear in large bold blue text within the questions themselves. Simply hover 
your mouse over the blue text to access a description of each of the practices as and 
when required.  NB: If you are completing this survey on an electronic device that 
does not possess a screen mouse, you will be unable to utilise the hover box 
function.  However, definitions for these teaching practices have been reproduced 
from research literature to provide for definitional accuracy.  For more information on 
these practices, or to access description of the practices from unsupported devices, 
you are welcome to access the original paper by Wong, Odom, Hume, Cox, Fettig, 
Kucharczyk, Brock, Plavnik, Fluery & Shultz (2014).   For example: 
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In relation to the teaching practices listed below, please indicate if you currently 
use each practice, have used the practice in the past but do not currently use the 
practice with your student/s with ASD, or have never heard of the practice. 
 

 I currently use 
this practice 

I have used this 
practice in the 
past 

I have never 
used this 
practice 

Antecedent-Based 
Intervention    

Cognitive Behavioural 
Intervention    

Differential 
Reinforcement of Other 
Behaviour 

   

Discrete Trial Training    
Exercise    
Extinction    
Functional Behaviour 
Assessment    

Functional 
Communication 
Training 

   

Modelling    
Naturalistic 
Intervention    

Parent Implemented 
Intervention    

Peer Mediated 
Instruction and 
Intervention 

   

Picture Exchange 
Communication System 
(PECS) 
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Pivotal Response 
Training    

Prompting    
Reinforcement    
Response 
Interruption/Redirection    

Scripting    
Self-Management    
Social Narrative    
Social Skills Training    
Structured Play Group    
Task Analysis    
Technology Aided 
Instruction and 
Intervention 

   

Time Delay    
Video Modelling    
Visual Support    

 
In relation to the listed practices you indicated that you currently use or have 
used in the past with your student/s with ASD, how to did you learn about them? 
(Please select as many per practice as applicable) 
 

 

Formal Learning (e.g. Pre-
Service Teacher Training, 
Postgraduate Studies, 
Professional Development 
Sessions, Workshops, Journal 
Articles) 

Informal Learning (e.g. Books, Peer 
Trained, Parent Trained, ASD Specific 
Websites, Self-Taught, Word of Mouth, 
Magazine Articles, General Web 
Search, Conference) 

Antecedent-Based 
Intervention   

Cognitive Behavioural 
Intervention   

Differential Reinforcement 
of Other Behaviour   

Discrete Trial Training   
Exercise   
Extinction   
Functional Behaviour 
Assessment   

Functional Communication 
Training   

Modelling   
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Naturalistic Intervention   
Parent Implemented 
Intervention   

Peer Mediated Instruction 
and Intervention   

Picture Exchange 
Communication System 
(PECS) 

  

Pivotal Response Training   
Prompting   
Reinforcement   
Response 
Interruption/Redirection   

Scripting   
Self-Management   
Social Narrative   
Social Skills Training   
Structured Play Group   
Task Analysis   
Technology Aided 
Instruction and Intervention   

Time Delay   
Video Modelling   
Visual Support   

 
 
In relation to the practices from the list that you indicated you currently use or 
have used in the past, how important were each of the following attributes in 
relation to your decision to adopt those practices with your student/s with ASD? 
(Ranging from Not at all important to Extremely important). 
 

 Not at all 
important 

Slightly 
important 

Moderately 
Important 

Very 
important 

Extremely 
important 

It met the needs 
of my student/s      

I had the 
adequate training 
required 

     

I had the 
resources 
available/required 
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It was cost 
effective      

It was age 
appropriate for 
the year/group in 
general 

     

It was aligned 
with the school 
teaching culture 

     

It was aligned 
with my own 
teaching culture 

     

It would benefit 
the majority of 
students in my 
class 

     

It appeared easy 
to integrate into 
the classroom 

     

 
In relation to the practices on the list that you indicated you currently use, how 
effective would you rate each practice in meeting the needs of your student/s with 
ASD? 
 

 
Not 

effective 
at all 

Slightly 
effective 

Moderately 
effective 

Very 
effective 

Extremely 
effective 

Antecedent-Based 
Intervention      

Cognitive Behavioural 
Intervention      

Differential 
Reinforcement of Other 
Behaviour 

     

Discrete Trial Training      
Exercise      
Extinction      
Functional Behaviour 
Assessment      

Functional 
Communication 
Training 

     

Modelling      
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Naturalistic 
Intervention      

Parent Implemented 
Intervention      

Peer Mediated 
Instruction and 
Intervention 

     

Picture Exchange 
Communication System 
(PECS) 

     

Pivotal Response 
Training      

Prompting      
Reinforcement      
Response 
Interruption/Redirection      

Scripting      
Self-Management      
Social Narrative      
Social Skills Training      
Structured Play Group      
Task Analysis      
Technology Aided 
Instruction and 
Intervention 

     

Time Delay      
Video Modelling      
Visual Support      

 
In relation to each of the practices you selected from the list that you have 
previously used, how important were each of the attributes below in influencing 
your decision to cease using those practices with your student/s with 
ASD? (Ranging from Not at all important to Extremely important). 
 

 Not at all 
important 

Slightly 
important 

Moderately 
important 

Very 
important 

Extremely 
important 

It didn't meet the 
needs of my 
student/s 

     

I didn't have the 
adequate training 
required 
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I didn't have the 
resources 
available/required 

     

It wasn't cost 
effective      

It wasn't age 
appropriate for 
the year/group in 
general 

     

It wasn't aligned 
with the school 
teaching culture 

     

It wasn't aligned 
with my own 
teaching culture 

     

It didn't benefit 
the majority of 
students in my 
class 

     

It wasn't easy to 
integrate into the 
classroom 

     

I decided to use 
another practice 
instead 

     

 
 
About your student/s        
 
To help us understand the needs of your students' with ASD, please enter the number 
of students you are currently teaching in relation to their diagnosis level.  Given the 
2013 changes to the diagnostic labels introduced to include PDD-NOS, Asperger’s 
Syndrome and autism spectrum disorder into a single category of Autism, your 
students may not have undertaken a re-assessment under the new Level system.  A 
description has been provided for each level to help guide you.  
 
LEVEL 1        LEVEL 2        LEVEL 3  
 
 
 
 
Please indicate below the number of students you teach with a diagnosis of ASD 
who could be described as being classed within each of the three levels below: 
 

 0 1 2 3 4 5 6+ 
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Level 1        
Level 2        
Level 3        

 
 
 
We welcome any other comments you would like to add in the text box below. 
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Appendix E – Recruitment Advertisement 

Heading:  FROM RESEARCH TO REALITY: Teaching practices for students with 
ASD 

 
My name is Traci-Ann Garrad, as part of my Doctorate of Philosophy (Education) 
studies with the University of Tasmania, I am conducting a research project to explore 
the types of practices used within Australian classrooms when working with children 
with autism spectrum disorder. I am primarily interested in exploring the decision-
making processes and experiences of the implementation of intervention practices by 
Australian teachers and how teachers become aware of these practices in their 
professional lives.  This information will be used to assess and identify any areas of 
support that teachers in mainstream classrooms may require in regards to ongoing 
professional training. 
 
I am seeking participants who are currently teaching in Australian primary schools 
inclusive of grades Kindergarten to Year 6. My study will require participants to fill 
out an online survey that should not take longer than 35 minutes to complete. You are 
free to complete this in your own time. You will remain completely anonymous and 
will not be asked for any identifying personal details, such as your name or the name 
of your school.  If you would like to participate in this research project, please click 
the link below which will take you to the online survey hosted by Qualtrics. 
 
Once you have entered the webpage your first task will be to read the Human 
Research Ethics Committee (HREC) approved Information Sheet and consent form.  
Then simply tick the appropriate box at the bottom of the page. For individuals who 
consent by ticking the relevant box, the online questionnaire will follow. For 
individuals who do not consent, the Qualtrics webpage will close. 
 
Please click on this link to proceed to the Qualtrics webpage: (LINK GOES HERE). 
 
Thank you very much for your consideration! 
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Appendix F – Recruitment Advertisement Requests 

Date Name of Page Admin Name 
Advert 
Posted 

6 May 2017 ACT Relief Teachers Sally Alexander Yes 

6 May 2017 Australian Primary Teachers Open Group Yes 

6 May 2017 Australian Teachers Post directly Yes 

6 May 2017 Australian Teachers Teaching Teachers Sarah Dando Yes 

6 May 2017 
Education Australia: A place for schools, 
teachers, parents and suppliers Open Group Yes 

6 May 2017 
Junior Primary/Primary Teachers of 
Australia Open Group Yes 

6 May 2017 Qld Primary Music Teachers Cecilia Bach Yes 

6 May 2017 South Australian Teachers Open Group Yes 

6 May 2017 Teach Starter Aussie Members Post directly Yes 

7 May 2017 Victorian Primary Teachers Damian Marley Yes 

8 May 2017 Art Teachers Australia Post directly Yes 

8 May 2017 
Australian Professional Teacher's 
Association (APTA) Posted Yes 

8 May 2017 Autism Awareness Australia Post directly Yes 

8 May 2017 Online Teachers Support Bridget Parker Yes 

8 May 2017 Relief Teaching Ideas Jane Seeman Yes 

8 May 2017 TeachEzy sent msg Yes 

8 May 2017 TeachMeet Mackay Post directly Yes 

8 May 2017 TeachMeet NSW Post directly Yes 

8 May 2017 TeachMeet Vic Post directly Yes 

10 May 2017 TeachMeet Qld Post directly Yes 

10 May 2017 TeachMeet WA Post directly Yes 

11 May 2017 Australian Primary Ed Teachers Post directly Yes 

11 May 2017 Australian Teachers Resources for sale Post directly Yes 

11 May 2017 
Primary Teachers: Resources, ideas and 
stress relief Post directly Yes 

11 May 2017 Qld Teachers Post directly Yes 

11 May 2017 Special Education Perth WA Post directly Yes 

11 May 2017 TeachMeet Sunshine Coast Post directly Yes 

13 May 2017 Australian Montessori Teachers Post directly Yes 

13 May 2017 Australian Teachers Mentoring Group Post directly Yes 

13 May 2017 Australian Teachers Support Network Post directly Yes 

13 May 2017 Australian Temp & Perm Teachers Post directly Yes 

13 May 2017 
Casual Relief Teachers in Australia: Let's 
unite! Post directly Yes 

13 May 2017 Gold Coast Teacher's Buy, Swap & Sell Post directly Yes 
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13 May 2017 Melbourne Teachers Post directly Yes 

13 May 2017 Newcastle (AUS) Teachers Ashleigh June Yes 

13 May 2017 Pilbara Teachers Post directly Yes 

13 May 2017 Resources for Teachers WA Post directly Yes 

13 May 2017 Specialist Teachers Perth and Surrounds Post directly Yes 

13 May 2017 Sydney Primary Teachers Catherine Long Yes 

13 May 2017 
Tasmanian Geography Teachers 
Association Bianca Coleman Yes 

13 May 2017 
The Beginning Teacher (Personal 
Learning Network) Post directly Yes 

16 May 2017 Australian Teachers Buy Sell and Swap Post directly Yes 

16 May 2017 Indigenous Teachers Northern Territory Post directly Yes 

16 May 2017 Melbourne Teachers Buy Swap and Sell Bree Bretag Yes 

16 May 2017 Year 2/3 Teachers of Adelaide Annette Reid Yes 

19 May 2017 AASE NSW sent msg Yes 

20 May 2017 
Newcastle/Lake McQuarrie Special 
Education Teachers Post directly Yes 

24 May 2017 Regional and Remote Teachers of WA Post directly Yes 

27 May 2017 
Australian Religious Education Teachers 
Network Kurt Challinor Yes 

27 May 2017 
Canberra ACT Teachers & Preservice 
Buy/swap/sell/share Christina Starr Yes 

27 May 2017 
NSW Teachers Buy Swap & Sell - 
Northern Rivers Nikki Tester Yes 

27 May 2017 
RTI Buying and Selling Teacher 
Resources Janelle Tavener Yes 

27 May 2017 Year 3/4 Australian Teaching Ideas Jaymie-Lee Glanville Yes 

27 May 2017 
Kalgoorlie WA Teachers buy, sell, swap, 
share and borrow Post directly Yes 

27 May 2017 SA Teachers Buy, Sell and Swap Post directly Yes 

28 May 2017 Perth WA Teachers Buy Swap Sell Jessie McNally No 

28 May 2017 Casual Relief Teachers Nikki Tester Yes 

28 May 2017 Geraldton Teachers Buy Swap and Sell Chloe Rae Yes 

28 May 2017 Influential Teachers Australia Post directly Yes 

28 May 2017 K-2 Literacy (L3 Type) Ideas Jacinta Wheeler Yes 

28 May 2017 K-2 Maths Ideas Jacinta Wheeler Yes 

28 May 2017 3-6 Literacy Ideas Jacinta Wheeler Yes 

28 May 2017 3-6 Maths Ideas Jacinta Wheeler Yes 

28 May 2017 Perth WA Teacher Chat Karyn Lake Yes 

28 May 2017 Teachers Sharing Ideas and Resources Jayne Baker Yes 

28 May 2017 Teachers in Remote Communities WA Post directly Yes 

28 May 2017 
Teaching Resources for Sale/Swap 
Australia Nikki Tester Yes 

28 May 2017 Year 5/6 Australia Teaching Ideas Jacinta Gunton Yes 

28 May 2017 Surviving Casual Teaching Nikki Tester Yes 
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28 May 2017 Australian 5/6 Teachers Emily Fintelman No 

28 May 2017 Australian Classroom Ideas Charlotte Peverette Yes 

28 May 2017 Australian Kindergarten Teachers Micheala Bakewell Yes 

28 May 2017 Australian Teaching Community Alissa Nancy Yes 

28 May 2017 Perth Relief Teachers Kim Richards Yes 

28 May 2017 Primary Teachers Queensland Andrew Small Yes 

28 May 2017 QLD Primary School Teachers Grayham Tyler Yes 

28 May 2017 QLD Primary Teachers Jennifer Thomas Yes 

28 May 2017 Queensland Primary School Teachers Cheyenne Richards Yes 

28 May 2017 Remote Ready Resources Gabrielle Kennedy Yes 

28 May 2017 Resources for Special needs - Australia Joanne O'Brien No 

28 May 2017 Special Education Teachers QLD An Ja Yes 

28 May 2017 TeachMeet Port Stephens and surrounds Kimbalee Hidges Yes 

28 May 2017 What a Great Teaching Idea Matthew James Yes 

28 May 2017 Year 2 Teachers in Australia Tammy Riley Yes 

28 May 2017 Year 2/3 Teachers Australia Marion McDonald Yes 

28 May 2017 
Primary Teachers: Resources, ideas and 
stress relief! Post directly Yes 

28 May 2017 Teachers of Adelaide Jamie Hibbert Yes 

28 May 2017 Special Education Australia Anne Maree Yes 

25 June 2017 Australian Prep Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 3 Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 1 Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 2 Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 4 Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 5 Teachers Kylie Elizabeth Yes 

25 June 2017 Australian Year 6 Teachers Kylie Elizabeth Yes 

25 June 2017 
Australian Special Education Teachers 
sharing ideas Kylie Elizabeth Yes 

 



Appendix G 
 

 206 

Appendix G – Information Sheet and Consent Form 

STUDY TITLE 
FROM RESEARCH TO REALITY: 

An investigation into the innovation-decision making processes used by Australian 
primary school teachers in relation to intervention practices for students with 

autism spectrum disorder  
 

Invitation 
  
You are invited to participate in a doctoral research project designed to collate 
information pertaining to Australian primary school teachers' decision making 
processes in relation to the use of supportive teaching practices when working with 
students with autism spectrum disorder (ASD) in mainstream education.     
 
The study is being undertaken by: 
•  Traci-Ann Garrad, PhD Candidate, Faculty of Education, UTAS 
 
And supervised by: 
•  Dr Christopher Rayner, Lecturer, Faculty of Education, UTAS 
•  Dr Scott Pedersen, Lecturer, Faculty of Education, UTAS 
 
1.  ‘What is the purpose of this study?'   
 
With the increase in diagnoses of children with ASD in Australia, increased numbers 
of students with ASDs are entering mainstream education.  This study is designed to 
ascertain teachers' innovation decision making processes regarding the usage of 
twenty-seven (27) specific teaching practices for use with students with ASDs in 
mainstream education and to identify any professional development requirements, 
pre-service training or additional support services within Australian primary school 
classrooms to ensure that students with ASDs and their teachers are adequately 
supported.      
 
2. ‘Why have I been invited to participate in this study?’   
 
You are eligible to participate in this study because you are currently teaching in an 
Australian primary school, within the grades from Foundation to Grade 6. As 
researchers we would like to learn more about the implementation of teaching 
practices and teachers’ experience of their use in relation to students with ASDs.      
 
3. ‘What does this study involve?’   
 
Participation in this study will involve completing an information sheet and 
questionnaire on twenty-seven (27) practices and a demographic data questionnaire 
consisting of nine (9) items. You may complete this questionnaire in your own time 
and it should take no more than 35-45 minutes to complete. This information will be 
used to assess and identify any areas of support that teachers in mainstream 
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classrooms may require in regards to ongoing professional support and how teaching 
practices when working with students with ASD can be supported within classrooms 
based on practical experiences.      
 
4. Are there any possible benefits from participation in this study?   
 
The information collected may be useful in assessing any areas of support in relation 
to education and training that teachers in mainstream classrooms may require to 
ensure their continued engagement within the education system and to maximise 
successful integration outcomes for students with ASDs. 
 
5. Are there any possible risks from participation in this study?   
 
As participants will be anonymous and group data (rather than individual responses) 
will be reported, there are no foreseeable risks associated with participation in the 
survey. Depending on your experiences and views, it is possible that the questions 
will elicit emotional responses but this should be no more than mild discomfort for 
primary school teachers who are required to work through issues associated with 
student diversity as part of their regular professional responsibilities.   
 
In the UNLIKELY event that you should experience any discomfort as a result of 
your participation in this survey, please feel free to contact one of Australia’s free 
telephone counseling services such as Beyond Blue (1300 22 4636) or Lifeline (13 11 
14).       
 
6. What if I have questions about this research?   
 
If you would like to discuss any aspect of this study please feel free to contact me, 
Traci-Ann Garrad on 0415 465 456 in the first instance.  You are also welcome to 
contact Dr Christopher Rayner on (03) 6226 2559 or Dr Scott Pedersen on (03) 6324 
3554. We would be happy to discuss any aspect of the research with you. You are 
welcome to contact us at any time to discuss any issue relating to the research study.      
 
This study has been approved by the Tasmanian Social Science Human Research 
Ethics Committee. If you have concerns or complaints about the conduct of this study 
you should contact the Executive Officer of the HREC (Tasmania) Network on (03) 
6226 7479 or email human.ethics@utas.edu.au. The Executive Officer is the person 
nominated to receive complaints from research participants. You will need to quote 
XXXXXX.      
 
Thank you for taking the time to consider this study. 
 
Q2   I have read, understood, and printed a copy of, the above consent form and desire 
of my own free will to participate in this study.  
 
 Yes 
 No 
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