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ABSTRACT

Dealing with challenging behaviour is a source of stress and burnout among
teachers of children with special education needs. Functional Behavioral
Analysis (FBA) is useful for prevention and management of challenging be-
haviour, but the evidence-base among special education teachers is limited
in Sub-Saharan Africa. Twenty teachers were recruited from two special ne-
eds schools (10 from each school), with one school designated ‘intervention’
and the other ‘control’. Two sessions of group-based training on FBA were
conducted in the intervention school for the 10 teachers. All participants
completed the “Teacher Self Efficacy Scale’ and ‘Professional Quality of Life
Scale’ at baseline and again two weeks after the last intervention session. The
intervention group completed a post-intervention ‘Client Satisfaction Qu-
estionnaire’. Controlling for baseline scores, the intervention group scored
significantly higher on Self-Efficacy [F (1,18)=8.95, p=0.009, partial eta squ-
ared=0.36], and lower on Burnout [F (1,17) = 9.82, p=0.0006, partial eta squ-
ared=0.380]. The intervention group’s mean score on the Burnout subscale of
PQOLS was more than one standard deviation lower than the control group
after the intervention [(29.30(2.58) vs 34.11(4.01)]. All participants in the
intervention group rated the programme as good or excellent and over three
-quarters (77.7%) would recommend it to their peers. To our knowledge, this
is the first study of FBA training for special education teachers in Sub-Saha-
ran Africa. The programme showed promising effectiveness, good feasibility
and was highly accepted.

Keywords: Functional Behavioural Analysis; Special Education Needs; Burnout;
Teachers; Nigeria
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INTRODUCTION

Special education teachers play crucial roles in meeting
the scholastic needs of children with intellectual and de-
velopmental vulnerabilities (Hillel Lavian, 2015). These
teachers’ roles can be both rewarding and challenging
(Robinson et al., 2019). Working with children with
special needs to achieve their optimum educational de-
velopment can be a professionally satisfying experience
(Hillel Lavian, 2015). However, the work can also be
emotionally and physically demanding because affected
children often have psychiatric and medical disabilities
associated with challenging behaviours (Langher et al.,
2017). Studies show that challenging behaviours are
among the most common sources of stress and attrition
among teachers (Brunsting et al., 2014). However, the
extent to which special needs teachers experience stress
due to students’ problematic behaviours varies between
teachers. The differences may relate to environmental
factors such as adequacy of classroom resources and or
individual teacher factors such as their self-efficacy (Zee
& Koomen, 2016).

Teachers’ self-efficacy is the belief that a teacher has
about their capabilities to achieve particular educatio-
nal outcomes (Lunenburg, 2011). The concept relates
to theories about human agency such as Rotter’s theory
on locus of control (Rotter, 1966), and Bandura’s social
cognitive theory (Bandura, 1991). These underpinning
theories postulate that teachers with higher self-efficacy
would tend to perceive outcomes to be contingent on
their own actions, and believe that they have the ability
to carry out such actions. Importantly, self-efficacy is dy-
namic (Mendl et al., 2012), which means that teachers’
self-efficacy can be improved by additional training and
skills development (Zee & Koomen, 2016). Studies have
shown that improving teacher self-efficacy is associated
with a wide range of positive outcomes including use of
more effective strategies for managing students’ challen-
ging behaviours (Zee & Koomen, 2016).

Bandura’s theory of reciprocal causation (Bandura,
1986) suggests that teacher’s self-efficacy may have a
bidirectional relationship with certain students’ attribu-
tes such as challenging behaviours. Thus, while teachers
with high self-efficacy may be better able to manage the-
ir students’ challenging behaviours, the opposite could
also be true whereby high levels of students’ challenging
behaviour could undermine teachers’ self-efficacy. This
interaction may be particularly pertinent for special edu-

cation teachers given that they work with students whose
psychiatric and developmental difficulties increase their
propensity for challenging behaviours (Brunsting et al.,
2014). Thus, the ability to manage challenging behavio-
urs appropriately and confidently is a crucial skill for all
teachers; more so those working with children with spe-
cial needs (Hillel Lavian, 2015). This is important not
only because challenging behaviours place the affected
children and their peers at risk of physical and emotio-
nal harm, but also because such behaviours can also be
detrimental to teachers’ well-being and self-efhicacy, and
increase their risk of burnout (Brunsting et al., 2014).

One of the effective strategies for managing chal-
lenging behaviours is Functional Behavioural Analysis
(FBA) (Lloyd et al., 2016). FBA is a systematic process
for identifying the purpose of challenging behaviours,
which helps to inform interventions to prevent and ad-
dress the maladaptive behaviours (Foran et al., 2015).
Recent systematic reviews provide good support for the
effectiveness of FBA in reducing students’ challenging
behaviours across different types of schools and classro-
om settings, and when delivered by a range of personnel
(Heath Jr & Smith, 2019; Lloyd et al., 2016). Thus, both
the underpinning theory of FBA and the evidence-base
for reducing challenging behaviours in children with de-
velopmental difficulties are now well established. Howe-
ver, this evidence-base is largely based on studies in High
Income Countries (HICs) as shown by the fact that none
of the studies cited in recent systematic reviews (Heath
Jr & Smith, 2019; Lloyd et al., 2016) were from Africa.
Although one recent study from Nigeria (Bello-Mojeed
et al., 2016) showed the feasibility of parent-delivered
FBA-based strategies in reducing challenging behavio-
urs among children with autism spectrum disorder; the
evidence-gap from Low and Middle Income Countries
(LMICs) on FBA remains very wide.

The huge socio-cultural and resource differences be-
tween HICs and LMICs mean that interventions which
are successful in HICs should not be assumed to be as
effective, or acceptable in LMICs; without further local
contextualization (Craig et al., 2013; Sweetland et al.,
2014). Incidentally, LMICs have a higher proportion of
children with special education needs, but very few te-
achers adequately trained to work with affected children
(Olusanya et al., 2018). This imbalance of need and re-
source is a recipe for stress among teachers in this region,
which can only be exacerbated by students’ challenging
behaviour. This is more so if teachers are not adequately

74

Doi: https://doi.org/10.52291/ijse.2020.35.15



O. Ibigbami, Y. Adeniyi, O. Omigbodun and C. Ani

IJSE 2020, 35(2), 73-82

equipped with strategies for prevention and manage-
ment of challenging behaviours. Therefore, if it can be
evidenced that training special needs teachers in this set-
ting on FBA can improve their knowledge and self-efhi-
cacy in managing students’ challenging behaviours; the
outcome could lead to wide-ranging benefits for teachers
and students, as well as policy makers in the region.

Thus, the aim of this pilot study is to determine the
effect of an FBA-based training for special educational
needs teachers on the teachers’ self-efficacy and quality
of life. The underpinning hypothesis is that improving
the teachers” knowledge of FBA will improve their belief
in their own ability to manage challenging behaviours;
hence better self-efficacy. Furthermore, the study explo-
red feasibility parameters such as ‘deliverability’ and ac-
ceptability of FBA, which could inform future definitive
trials in the low-resource context of Nigeria. Given the
very limited number of studies on FBA in the region,
this study contributes towards enhancing the diversity
and inclusivity of the global literature on FBA.

METHODS

Study design

This was a two-group intervention study with an “in-
tervention” group and a “control” group, conducted in
two publicly-funded primary schools in Osun State,
Southwestern Nigeria. Two of the nine publicly-fun-
ded primary schools for children with special education
needs in Osun State were purposely selected based on
ease of access and the distance between them. The two
schools were 35 kilometers apart, which reduced the po-
tential for “intervention contamination”. Balloting was
used to designate the school at Ilesha as “intervention”
while the school at Osogbo was “control”.

Participants and recruitment

The participants were 20 fully qualified special educa-
tional needs teachers. All 10 teachers in the intervention
school were recruited, while balloting was used to select
10 out of 20 teachers in the control school. All selec-
ted teachers consented to participate in the study and
completed the baseline measures. All the teachers in the
intervention group completed the two training sessions.
One teacher in the control group was not available for
the post-intervention evaluation (see Figure 1).

Total Number
of teachers
- recruited:
E (n =20)
= Excluded
) (n=0)
o
E Not meeting
inclusion
criteria
(n=0)
Refused
to participate
(n=0)
Balloting to select
1 site as Intervention
site, the other
as control
llesha-Intervention Oshogbo-Intervention
Group Group
z (n=10) (n=10)
(] ¢ Participated in beseline e Participate in baseline
2 pre-test screening pre-test screening
8 and evaluation and evaluation
= | * Received ¢ Did not receive
< training on FBA training on FBA
e Participated e Participated
in post-test evaluation in post-test evaluation
o
=]
3
9 Lost to follow up: 0 Lost to follow up: 1
|
o
i
(2]
<>I_) Analyzed (n = 10) Analyzed (n =9)
&l Excluded from analysis Excluded from analysis
4 (n=0) (n=0)
<
Figure 1 FBA Intervention Flow Diagram
Measures

The study instruments included (1) Socio-demographic
and Professional Experience Questionnaire (2) Teacher
Self-Efficacy Scale (Tschannen-Moran & Hoy, 2001),
(3) Professional Quality of Life Scale (Stamm, 2010),
and (4) Client Satisfaction Questionnaire.
Socio-demographic  and  Professional
-Experience Questionnaire: This consists of:
questions relating to the teachers’ age, gender,
marital status, number of years in service, pre-
vious training in the management of challen-
ging behaviours or FBA, area of specialty and
highest qualification (as shown in Table 1).
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Teacher Self Efficacy Scale (TSES): The
TSES is a 24 item instrument (Tschannen
-Moran & Hoy, 2001) with three sub-scales:
Efficacy in Student Engagement, Efficacy in
Instructional Practices, and Efficacy in Classro-
om Management. It is designed to elicit infor-
mation on the factors that cause difficulties for
teachers in the course of their duties. The items
are rated on a 9-point Likert scale ranging from
“nothing” (1) to “a great deal” (9). The total
and sub-scores are derived as sums of all, or the
relevant sub-scale items respectively. Higher to-
tal or sub-scores are indicative of better self-ef-
ficacy. The internal consistency for the entire
scale in this study population was 0.88. The in-
ternal consistency for the sub-scales were;:Stu-
dent Engagement 0.65, Instructional Strategies
0.74 and Classroom Management 0.72. The
instrument has previously been adapted and
used among teachers in Southwestern Nigeria

(Durowoju & Onuka, 2015).

Professional Quality of Life Sca-
le(ProQOL): The ProQOL is a 30 item scale
that measures the level of quality a person feels
in relation to their work with regards to provi-
ding help or support for others (Stamm, 2010).
The instrument has three sub-scales namely:
Compassion Satisfaction, Burnout, and Se-
condary Traumatic Stress. Burnout and Secon-
dary Traumatic Stress are combined to create
a measure of “Compassion Fatigue”. A score
of 43 or less signifies the low point on any of
the scales, a score of 50 is average, while scores
above 57 are considered high. Higher scores for
Compassion Satisfaction imply a better capabi-
lity at being a caregiver or improved efficiency
in the execution of duties. Higher burnout im-
plies a greater level of difficulty for the person
doing the job, which also puts the individual
at a higher risk of hopelessness due to inability
to meet set goals. Higher Secondary Traumatic
Stress indicates that the subject is being exposed
to high-levels of stressful and traumatic events.
While this does not imply that the individual
has a problem, it is an indication for a review of
the work environment. Internal consistencies
of 0.87, 0.72 and 0.80 have been reported for
the respective sub-scales, (Stamm, 2005). The
scale has been used successfully among Nige-

rian mental health professionals (Adeyemo et
al., 2015; Joyce et al., 2016).

Participants’ Knowledge About Challen-
ging Behaviours and FBA: To determine the
participants’ knowledge about challenging be-
haviours, they were asked to provide a ‘free-text’
answer to the question “What are Challenging
Behaviours?”.  Their responses were rated in
similarity to the definition by Emerson and
Bromley (1995) ‘culturally abnormal behavio-
ur(s) of such intensity, frequency or duration that
the physical safety of the person or others is placed
in serious jeopardy, or behaviour which is likely
to seriously limit or deny access to the use of ordi-
nary community facilities(Emerson & Bromley,
1995). The responses were graded across 4 levels
as follows: “No attempt”, “Poor Attempt”, “Fair
Attempt” and “Good Attempt”. Similarly, the
participants were asked to provide a free-text
answer to the question: “Whar is Functional
Behavioral Analysis?”. Their responses were simi-
larly rated against the definition by Iwata et. al.
(2000). “an investigatory procedure derived from
the applied behavioural analysis that provides a
process for the determination of the purpose or re-
asons for behaviours displayed by individuals with
cognitive or communication disabilities” (Iwata
et al., 2000). For responses to both questions,
the grading was done by a consensus reached by
two psychiatry residents who were blinded to
the study hypothesis and group allocation.

Client Satisfaction Questionnaire: This
was adapted from the instrument developed
by Atkinson and Greenfield (2004) and used
to ascertain the intervention groups’ experience
of the program. It is an 8 item questionnaire
scored on a Likert scale of 1-4 based on various
aspects of the intervention. This has been used
successfully in other intervention studies in Ni-
geria (Bella-Awusah et al., 2016; Bello-Mojeed
etal., 2016)

Ethical Considerations

Ethical approval was obtained from the Ethical Review
Committee of the State Specialist Hospital Osogbo, and
permission to carry out the training was granted by the
Ministry of Education, Osun State. All participants pro-
vided written consent.
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Intervention procedure

The intervention was adapted from an existing manual
for the training of school-based personnel (Loman &
Borgmeier, 2010). The first author delivered the training
in a group format to the 10 teachers in the intervention
group. It involved two sessions (each lasting 2 hours) de-
livered weekly during planned break periods from their
teaching responsibilities. The first session provided an
overview of challenging behaviours, including possible
triggers among persons with special education needs. The
second session focused on the principles and application
of FBA. The sessions included practical examples and ro-
le-plays as outlined in the manual (Loman & Borgmeier,
2010).The control group had one session consisting of;
a general discussion about their work and the challenges
they experienced as teachers working with students with
special education needs. The session with the control gro-
up did not include FBA. There was no evidence at the post
-intervention assessment that the control group had been
exposed to the training on FBA. Both the intervention
and control groups completed the baseline measures be-
fore the intervention and the post-intervention measures

(2 weeks after the last intervention session). In addition,
the intervention group completed the client satisfaction
questionnaire along with the other post-intervention me-
asures. The project was completed in a month.

DATA MANAGEMENT

Data analysis was carried out using ‘Statistical Package
for the Social Sciences version 20’ (SPSS — 20). Scores
on continuous outcome measures such as self-efficacy
and burnout were sufficiently normally distributed to
permit parametric analysis. Thus, they were summarized
using Means and Standard Deviations. A T-test was used
to compare normally distributed continuous measures
across dichotomous categorical variables (e.g. interven-
tion group versus control group) and a Chi-square me-
thod was used to test for associations between categorical
variables. Within-group comparisons of mean scores on
the baseline and post-intervention outcome measures
were conducted separately for the intervention group
and control group using a paired sample T-test. Differen-

Table 1. COMPARISON OF SOCIO-DEMOGRAPHIC VARIABLES
ACROSS INTERVENTION AND CONTROL GROUPS
rerameters Group (N210) Group (Ne10) X2/t (p-value)
Gender Frequency(percentages) Frequency(percentages)
Male 4(40%) 4(40%) 0.000/1 (1.00)
Female 6(60%) 6(60%)
Religion
Christianity 10(100%) 8(80%) 2.22/1 (0.474)
Islam 0(0%) 2(20%)
Education
NCE 7(70%) 7(70%)
B.Ed. 2(20%) 3(30%) 1.200/2(0.549)
MSc 1(10%) 0(0%)
Specialization
None 3(30%) 0(0%)
Intellectual Disability 0(0%) 1(1%)
Hearing Impairment 4(40%) 8(80%) 6.67/4 (0.155)
PES 1(10%) 0(0%)
Visual Impairment 2(20%) 1(10%)
Previous training in FBA
Yes 2(20%) 0(0%) 2.22/1 (0.474)
No 8(80%) 10(100%)

NCE= National Certificate in Education; B.Ed.=Bachelor of Education; MSc= Master of Science; PES= Primary Educational Studies
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Table 2. BETWEEN-GROUP COMPARISON OF BASELINE SCORES ON OUTCOME MEASURES
ACROSS INTERVENTION AND CONTROL GROUPS
Parameters Intervention group Control group t/df P-value
M(SD) M(SD)
Total TSES Score 125.50(26.03) 136.00(20.13) -1.03/17 0.315
Efficacy in student engagement 42.80(9.70) 48.10(8.60) -1.05/17 0.310
Efficacy in Instructional strategies 43.10(9.24) 45.00(9.46) -.203/17 0.841
Efficacy in Classroom Management 39.60(8.17) 46.70(9.44) -1.80/17 0.089
Compassion Satisfaction Sub-scale of PQOLS 39.10(3.60) 36.70(8.34) 0.84/17 0.415
Burnout Sub-scale of PQOLS 37.70(3.34) 34.30(3.47) 2.24/17 0.038
Traumatic Stress sub-scale of PQOLS 36.50(3.98) 32.20(4.29) 2.32/17 0.032

ces between mean scores in outcome measures between
the intervention and control groups were compared at
the baseline and post-intervention stages using T-tests.
The effect of the training was determined by Analysis
of Covariance (ANCOVA) using the post-intervention
outcome measures as the dependent variables. For the
latter analysis, partial eta squared (np?) effect sizes were
calculated with .01, .06 and .14 representing small, me-
dium and large effect sizes respectively (Cohen, 1988).
The level of significance was set at p<0.05.

RESULTS

The participants ranged in age between 22 years and
57 years (M = 42.50, SD = 9.73). The mean number of
years of teaching experience was 17.2 years (SD = 10.84).
The years of experience as a special needs teacher ranged
from 3-28 years with a median of 10.5 years. Most of the
teachers were females 12(60%). The majority 14(70%)
had a higher National Certificate in Education (NCE)
qualification, five had a Bachelors Degree in Education,

and one had a Masters Degree in Education. Most of
the teachers specialized in working with students with
hearing impairment 12(60%), while 3(15%) specialized
in visual impairment, one specialized in intellectual di-
sabilities. The remaining four had no main area of spe-
cialization.

The intervention and control groups did not differ
significantly in their ‘socio-demographic’ characteristics
including: gender, religion, education, and areas of spe-
cialization (Table 1).

Effects of Intervention

The pre- and post-intervention scores on outcome varia-
bles for the intervention and control groups are presen-
ted in Tables 2, 3, 4 and 5. Between-group comparison
at baseline (Table 2), found no statistically significant
differences in the intervention and control groups’ total
score on the self-efficacy scale or its sub-scales. However,
the mean scores on the Burnout and Traumatic stress sub
-scales of the PQOLS were significantly higher for the
intervention group compared to the control group (p=
0.038 and 0.032 respectively).

Table 3. WITHIN-GROUP COMPARISON OF PRE AND POST INTERVENTION
OUTCOME MEASURES FOR THE INTERVENTION GROUP
Parameters Pre-Intervention Post-Intervention df P-value
M(SD) M(SD)
Total TSES Score 125.33(26.54) 156.44(30.36) -2.96/9 0.016
Efficacy in student engagement 43.00(10.27) 52.44(9.58) -3.39/9 0.008
Efficacy in Instructional strategies 42.89(9.78) 47.67(11.47) -1.49/9 0.170
Efficacy in Classroom Management 39.44(8.66) 50.33(10.97) -3.51/9 0.007
Compassion Satisfaction Sub-scale of PQOLS 38.67(3.53) 40.33(4.92) -1.19/9 0.264
Burnout sub-scale of PQOLS 37.11(2.93) 29.22(2.73) 5.42/9 0.013
Traumatic Stress Sub-scale of the PQOLS 36.44(4.22) 19.67(6.82) 5.79/9 0.421
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Table 4. WITHIN-GROUP COMPARISON OF PRE AND POST INTERVENTION
OUTCOME MEASURES FOR THE CONTROL GROUP
Parameters Pre-Intervention Post-Intervention t/df P-value
M(SD) M(SD)
Total TSES 135.89(21.35) 131.11(21.35) 1.67/8 0.133
Efficacy in student engagement 47.89(21.35) 44.22(13.84) 1.14/8 0.289
Efficacy in Instructional strategies 45.22(10.01) 43.67(12.87) 0.68/8 0.519
Efficacy in Classroom Management 47.00(9.96) 43.22(10.56) 2.22/8 0.058
Compassion Satisfaction sub-scale of PQOLS 36.33(8.16) 41.89(4.96) -1.76/8 0.117
Burnout sub-scale of PQOLS 34.56(3.58) 34.11(4.01) 0.26/8 0.804
Traumatic Stress sub-scale of PQOLS 32.00(4.50) 26.56(4.98) 3.35/8 0.010

Within-group comparison for the intervention gro-
up (Table 3) showed a statistically significant increase in
post-intervention scores when compared with baseline
scores for TSES and the sub-scales of Efficacy in Stu-
dent Engagement and Efficacy in Classroom Manage-
ment. There was no significant increase in the Efficacy
in Instructional Strategies of the teachers. In addition,
the intervention group showed a statistically significant
decrease in the Burnout sub-scale of the PQOLS.

As shown in Table 4, the control group showed no
significant pre-post differences in TSES or the sub-scales
and in total PQOLS or the subscales of Compassion or
Burnout. However, the control group recorded a signi-
ficant reduction in the Traumatic Stress sub-scale of the
PQOLS.

Between-group comparison of the post-interven-
tion scores of both groups (Table 5) showed that the
intervention group scored significantly higher on TSES
as well as Efficacy on Student Engagement, and Effica-
cy on Classroom Management when compared with the
control group. There was no significant difference in the

teachers’ scores on Efficacy in Instructional Strategies
between the two groups. Furthermore, the intervention
group scored significantly lower than the control group
on total PQOLS including the sub-scales of Burnout
experience and Traumatic stress.

Further analysis (ANCOVA) to control for pre-in-
tervention scores on total TSES and PQOLS scores
showed significant differences between the intervention
group and the control group on; the post-intervention
scores for both the total self-efficacy and the burn out
sub-scale of the PQOLS. The intervention group scored
significantly higher on TSES [F(1,18)=8.95 ,p=0.009,
partial eta squared=0.36], and lower (i.e. more positive)
on the Burnout sub-scale of PQOLS [F (1,17)=9.82,
p=0.000, partial eta squared=0.380]. The intervention
groups’ mean score on the Burnout sub-scale of PQOLS
was more than one standard deviation lower than the
control group after the intervention [(29.30(2.58) vs
34.11(4.01)]. The absence of significant interactions in-
dicated that the assumption of homogeneity of regres-
sion slopes was met.

Table 5. BETWEEN-GROUP COMPARISON OF THE POST-INTERVENTION OUTCOME
MEASURES BETWEEN THE INTERVENTION AND CONTROL GROUPS
Parameters Intervention group Control group t/df P-value
M(SD) M(SD)
Total TSES Score 156.00(33.58) 131.11(33.59) 2.33/17 0.033
Efficacy in student engagement 54.20(10.60) 44.22(13.84) 2.46/17 0.025
Efficacy in Instructional strategies 49.60(12.42) 43.67(12.86) 1.56/17 0.138
Efficacy in Classroom Management 52.20(11.91) 43.22(10.56) 24717 0.024
Total Professional Quality of Life Scale (PQOLS) 89.60(5.30) 102.56(10.18) -3.53/17 0.003
Compassion Satisfaction Subscale of PQOLS 40.60(4.72) 41.89(4.96) -0.58/17 0.569
Burnout Subscale of PQOLS 29.30(2.58) 34.11(4.01) -3.14/17 0.006
Traumatic Stress subscale of PQOLS 19.70(6.43) 26.56(4.98) -2.58/17 0.020
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Table 6. COMPARISONS BETWEEN THE INTERVENTION GROUP
AND CONTROL GROUP ON OUTCOME MEASURES
Intervention group (n = 10) Control group (n = 10)
Pre Post Difference Pre Post Difference F value P value Effect size
(1,18) (np2)
Total TSES 125.33 156.44 135.89 131.11
(26.54) (30.36) 31.11 (20.13) (21.35) -4.78 8.95 0.009 0.36
Burnout subscale 37.11 29.22 34.56 34.11
PQOLS 93 | @73 789 (3.58) 4.01) -045 9.82 0.006 0.38

Effects of the Intervention

on Knowledge of the Participants

At baseline, 90% of both the intervention and control
groups had no or poor knowledge of challenging beha-
viours as only 2 of the teachers attempted to answer the
question. There was no statistically significant difference
in the groups’ knowledge about challenging behaviours.
However, at post intervention, 100% of the intervention,
and none of the control group were rated as having fair
or good knowledge of challenging behaviours. At ba-
seline, all teachers in both the intervention and control
groups had “No Knowledge” of FBA (except one who
attempted the question but was rated as having “Poor
Knowledge”). However, at post intervention, 70% of
the teachers in the intervention group were rated as ha-
ving fair or good knowledge of FBA, while none of the
teachers in the control group were rated as having fair or
good knowledge. This difference was statistically signifi-
cant (X2 =10.58; df=3;p=0.014).

Satisfaction with the Intervention Program

Nine of the 10 teachers in the intervention group (90%)
rated the training as “excellent” while the remaining te-
acher rated it as “good”. All the teachers indicated that
the training had helped them to deal with their students’
problems, and most of them (80%) would “definitely”
recommend the training to other teachers.

DISCUSSION

This two-session training programme on FBA for spe-
cial education needs teachers significantly improved the
intervention group’s knowledge of FBA and their self-ef-
ficacy scores. Also, the intervention group had signifi-
cantly lower burnout scores. The intervention group’s
post-treatment self-efficacy and burnout scores differed
by more than one standard deviation for each outcome
compared with the control group’s scores. The special

education teachers in the intervention group rated the
FBA training programme highly. To our knowledge, this
is the first study of its kind in sub-Saharan Africa. Thus,
the study has made a contribution to the international
diversity of the literature on FBA.

The findings of the current study are consistent with
previous studies showing that: teachers' knowledge of
FBA can be improved with training (Kunnavatana et
al., 2013), teachers’ self-efficacy is a malleable construct
that can be enhanced by additional training such as on
management of students’ challenging behaviour (Zee
& Koomen, 2016), and improving teachers’ skills and
confidence in preventing and managing challenging be-
haviour can be associated with reduced feeling of burno-
ut (Langher et al., 2017). A contribution of the current
study is to start evidencing that these findings, which
were established by previous studies in HICs, also apply
in the different ‘socio-cultural’ and low-resource con-
texts of LMICs like Nigeria. While such similarities in
the findings are not totally unexpected and might have
been assumed, it is important that the current study em-
pirically evaluated them in the context of a LMIC like
Nigeria. This is because developing policies and practices
in LMICs based on a non-contextualized evidence-base
from HICs could be ineffective (Craig et al., 2013; Swe-
etland et al., 2014).

The finding of improved self-efficacy in the interven-
tion group is particularly important. This is because hi-
gher teacher self-efficacy has been associated with several
positive outcomes for both teachers and their students.
Teachers with better self-efficacy cope better with stress,
experience more satisfaction with their job, and are less
likely to burnout and leave the profession (Zee & Ko-
omen, 2016). Similarly, higher teacher self-efficacy is as-
sociated with positive student experiences including bet-
ter organized classrooms, a reduction in the incidence of
challenging behaviours, and improved academic achie-
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vement (Zee & Koomen, 2016). The link between tra-
ining and improved teacher self-efficacy is underpinned
by Bandura’s social cognitive theory (Bandura, 1991).
While this theory emphasizes that improvement in self
-efficacy requires the individual to believe in their ability
to achieve the goal, it acknowledges that equipping the
person with the requisite knowledge and skills can help
them to make a more positive evaluation of their likeli-
hood of success; hence better self-efficacy. The opposite
is also applicable, in that, lack of knowledge and skill can
undermine the individual’s self-evaluation about their
own ability; hence lowering self-efficacy.

The additional finding of reduced burnout in the in-
tervention group is also important. This is because teacher
burnout is linked to adverse outcomes including: low job
satisfaction, resentment, absenteeism, emotional exhau-
stion, reduced self-efficacy, and attrition from the profes-
sion (Ghanizadeh & Jahedizadeh, 2015). A key risk factor
for burnout is the expectation to complete tasks without
having the requisite skills and support to successfully com-
plete the task (Schaufeli, 2017).Thus, given the increased
prevalence of challenging behaviours among children with
special education needs, teaching affected children while
having limited knowledge of how to prevent and manage
challenging behaviours could be a recipe for burnout. In
the current study, no teacher in the intervention or control
group showed a good knowledge of challenging behavio-
ur at baseline. However, this improved significantly in the
intervention group, while it remained very low in the con-
trol group. It is therefore possible that by improving their
knowledge, the training helped the intervention group to
feel better equipped about preventing and managing chal-
lenging behaviours in the students, which in turn reduced
their sense of burnout.

The main implication of this pilot study is the success-
ful demonstration of the feasibility, efficacy and accepta-
bility of inserting a short FBA-based training for special
education teachers into their existing work schedule in
the low-resource context of Nigeria. The short duration
of the intervention, and the fact that it was “onsite” and
built into the teachers” planned breaks meant that it did
not disrupt their teaching activities or require extra hu-
man resources to “‘cover” the teachers’ absence to attend
the training. These factors contributed to the feasibility
of the programme and thus make the programme more
likely to be replicable and cost-effective in other similar-
ly resource-constrained settings in Nigeria and in other

LMICs.

While the findings of the current study are encoura-
ging, they have to be viewed in the light of some limita-
tions. First, the small sample size limits the ‘generalizabi-
lity’ of the results, and may explain the lack of statistical
significance in some outcome measures. Secondly, indi-
vidual-level randomization of the participants was not
possible due to the limited size of the sample frame. This
means that other school-level factors may have contribu-
ted to the outcomes. Thirdly, the study did not assess the
teachers’ actual transition from knowledge to practice of
managing challenging behaviours. Fourthly, the lack of a
second follow-up data point means that sustainability of
the treatment gains is uncertain.

In conclusion, this study has shown that training spe-
cial education needs teachers on FBA-based strategies for
the prevention and management of challenging behavio-
ur is feasible in a low resource setting such as Nigeria.
The intervention improved the teachers’ self-efficacy and
reduced their experience of burnout. Larger and adequ-
ately powered cluster randomized controlled studies are
recommended to further explore the efficacy, ‘generaliza-
bility’, sustainability, and cost-effectiveness of these fin-
dings in these and similar settings.
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