FUNCTIONAL ASSESSMENT
LINKING FBA TO FUNCTION-BASED INTERVENTION PLANS

Lori Newcomer, Ph.D.
Objectives
Participating teams should be able to:

1 Identify the practices that reflect thigleology and values of Positive Behavior Support.

1 Demonstrate an understanding of the model of the functional assessment process, including
rationales and mechanisms for team establishment.

1 Explain the relevance of information gathering and hypothesis Ideweent in the process of

Positive Behavior Support.

Define behavior in observable and measurable terms.

Demonstrate competence in using structured interviews, conducting file reviews, and in utilizing

direct observation and data recording strategies.

1 Practice developing appropriate hypotheses on the basis of information gathered regarding an
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1 Describe the components of comprehensive behavioral supporta@amtify supports that would
address these components.

1 Describe the dynamic nature of Positive Behavior Support, and the issues associated with making
the process work in schools.

9 Identify methods for monitoring and evaluating the outcomes of behaviorgbausp.

Training Focus: Functional Assessment Based Student Support

PBS for individual students is a process of goal setting, functional assessment, plan design and
implementation and evaluation. This process is most effective when implemented by dhtaam

includes individuals who provide direct support to the student. The process is intended to promote
changes in behavior, as well as overall quality of life for students. This training will focus on systems and
strategies needed to provide supportrfetudents at the tertiary level. To do this, we must address both

(1) the fluency of personnel methodology and (2) the systemic capacity to assessment and provide
sustained support for individual students.

How is Function-Based Student Support Implemented?

Tertiary Prevention interventions are implemented through a flexible, but systematic, process of
functional behavioral assessment and behavioral intervention planning. The following outline illustrates
the general steps of the pcess.

[ °
I. IDENTIFY GOALS OFERVENTION

Based on the available information, the team identifies the specific concerns and goals:

a. what the student is doing that is problematic (observable behaviors).
b. to what extent (e.g., frequency) these behaviors are occurring.
c. what broad goals the team hopes to achieve through intervention.
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Building the System
To assess and support student, the following must be developed:

AE An identified team

AEA referral form

A process to schedule meetings OR regularly scheduled meetings
A procesgo invited relevant stakeholders to the meeting.

A system to relieve teachers so they are free to attend meetings

o—

IIl. GATHER RELEVANFORMATION.

Members of the behavioral support team gather information through a variety of sources:

a. review of existingecords.
b. interviews of support providers.
c. direct observation of patterns, antecedents, contexts, and consequences.

Building the System
To efficiently assess the student, the team should have a system in place that enables data to be
gathered using théollowing assessment strategies

AERecord Review *
AEEnvironmental Inventory*
AE Interviews*

AE Direct Observation*

*Forms Included

[ll. DEVELOP SUMMARYATEMENTS.

The team uses the information to create statements that describe relationships between the student's
behaviors of concern and aspects of the environments. These statements include:

a. when, where, and with whom the behavior is most/least likely to occur.
b. what happens following the behavior (what they get or avoid).
c. other variables that appear to be affectjrihe person's behavior.

Building the System
The team will meet after all the data has been collected to:

/CEAnaIyze patterns of behavior
AE Antecedents (contexts)

/CEConsequences (functions)
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AE Determine function (function matrix)

/EGenerate a summary statement

Developing a Hypothesis

Consider these questions:
1. Does the hypothesis specify an environmental event that can be altered to for an intervention?
2. s the hypothesis based on the data that have been gathered?
3. Is there team consensus that the hypothesisegsonable?

Questions to identify variables associated with problem behavior:

1. What antecedent events reliably precede problem behavior?
a. When does the behavior occur?
i. What activities are taking place?
ii. What people are present?
iii. How is the environment arramgl?
2. Are there antecedent events that are reliably associated with desirable behavior?
a. When is the problem behavior absent?
i. What activities are taking place?
ii. What people are present?
iii. How is the environment arranged?
3. Are there setting events that reliablygeede problem behavior?
a. What earlier events seem to make the behavior more likely?
i. Is the student experiencing physiological symptoms?
ii. Isthe behavior cyclic?
iii. Have there been changes at home?
iv. Is the student having interpersonal problems?
4. Do people respontb problem behavior in a way that is likely to encourage it?
a. What happens following problem behavior?
i. Does the student escape or avoid a particular assignment or activity?
ii. Does the student obtain a particular activity or item?
iii. Does the student appear to receive sensory stimulation?

After completing a Functional Behavior Assessment (FBA), the Function Matrix is used to review the data
collected during interviews and observations and consider each possible function of theliahgetor.

There are two functions of behavior:
1. Positive Reinforcemeng provide access
2. Negative Reinforcemeng provide escape

There are three types of reinforcers:
1. Attention
2. Tangibles/Activities
3. Sensory Stimulations
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FUNCTION MATRIX

Positive Reinforcement
(Access Something)

Negative Reinforcement
(Avoid Something)

Attention

Tangible/Activities

Sensory

There are six unique possibilities to identify as the function of a behavior:

1. Positive Reinforcement (Access). Attention

2. Negative Reinforcement (Escape): Attention

3. Positive Reinforcement (Access): Tangible/Activities
4. Negative Reinforcement (Escape): Tangible/Activities
5. Positive Reinforcement (Access): Sensory Stimulation
6. Negative Reinforcement (Escape): Sensory8tilation

FUNCTION MATRIX

Positive Reinforcement
(Access Something)

Negative Reinforcement
(Avoid Something)

Attention

Positive Reinforcement:

Attention

Negative Reinforcement:
Attention

Tangible/Activities

Positive Reinforcement:

Tangible/Activities

Negative Reinforcement:
Tangible/Activities

Sensory

Positive Reinforcement:

Sensory Stimulation

Negative Reinforcement:
Sensory Stimulation

Writing a Statement of Function

The purpose of a statement of function is (1) to provide information relevant to making effective
intervention decisions, and (2) to clearly communicate the function of the behavior to other persons in
crafting and implementing the intervention. A statentef function should contain much of the
information you will need to move forward with the creation of a functimesed intervention.

Examples

Positive ReinforcementThe student who raises her hand frequently during independent seat work just
so the teacher will come check on her; the student who makes funny noises in class because all the kids
laugh at him when he makes noise. In both instances, the behavior costirasause the students are
getting positive reinforcement in the form attention from others.

Negative ReinforcementThe student who, when given an assignment, gets up to sharpen her pencils,

then walks around the classroom twice, then comestothe@@K SND&a RSa|1 G2 &l F2N°
delaying (avoiding) getting started on her work; the student who, when working on a difficult task that

greatly exceeds his skill level, suddenly throws his paper to the ground and sits sullenly in his seat does

so toescapehe difficult task.

Tangibles The child who pushes another child away so as to get the last dictionary on the shelf does so
because he getstangibleobject (the dictionary); the kindergartner who cries upon coming to school

until the principal gives her a piece of gum does so in part because of receitdngibleitem (chewing

gum).
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Automatic reinforcement/sensory stimulationA child with a severe visual impairment gouges her eyes
with her thumbs because doing so produces brighittign her visual field, a type atitomaticpositive
reinforcement (arousal induction. student suddenly begins engaging in-gglirious behavior (SIB)

that consists of slapping the left side of his face with an open hand; further assessment regeaks is
probably doing so because the slapping results in a decrease in the pain on that side of his face
associated with a severely abscessed tooth, a typmutdmatic negative reinforcement (arousal

reduction).
Watson & Steege, 2004

Common Problem Behaviors and Some Usual Suspects for
Functional Antecedents and Consequence

Antecedents Behaviors Consequences
Grades R { Teacher demand { Talking i Teacher attention
9 Task difficulty 1 Making noises 9 Peer attention
fLack of supervision  §Moving around 1 Escape from work
fLack of classroom T Attention seeking f Tangibles
rules 1 Fighting
9 Little structure T Crying
'No planned ¢l 1Ay3a 20K
consequences
9 Transitions
Grades & i Teacher demand T Talking f Teacher attention
9 Confrontation 1 Making noises 9 Peer attention
1 Task difficulty ' Moving around 1 Escape from work
fLack of supervision  { Attention seeking
Y Lack of classroom f'Noncompliance
rules 1 Fighting
I Little structure
1No planned
consequences
9 Transitions
Grades 612 { Teacher demand  Disrespect of 1 Escape from school
1 Confrontation authority i Escape from task
9 Task difficulty 9 Talking 9 Peer attention

Witt, Daly & Noell, 2000

9 Lack osupervision

T Lack of classroom
rules

9 Little structure

f'No planned
consequences

i Transitions
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' Moving around

1 Attention seeking
f'Noncompliance
f Fighting

i Leaving school

i Status amongpeers
i Teacher attention
ffAccess to tobacco
T Access to drugs
flAccess to alcohol



IV. GENERATE BEHAYAD SUPPORT PLAN.

A plan is developed, based on the summary statements, to address the behavioral concerns and fit
within the enviroiments in which it will be used. The behavioral support plan (for students who have
IEPs this may also serve as the Behavior Intervention Plan (BIP) includes:

adjustments to the environment that reduce the likelihood of problem.
teaching replacement skillnd building general competencies.
conseqguences to promote positive behaviors and deter problems.

a crisis management plan (if needed).

aoop

Building the System
After the team has developed the summary statement, they will use that information to develop a
support plan. Important considerations in the plan development are:

/CECompeting Pathway Brainstorming Guide
AE Intervention Decision Model

AEcrisis Management

AE Generalization and Maintenance

AE Contextual Fit

How should goals be determined?

Individualized positie behavior support focuses not only on decreasing specific behaviors of
O2yOSNYs> o6dziil fa2 odzAfRAY3 IRIFILWAGS o6 yR NBLX | OSY
guality of life. Goals should be based on a positive,-teng vision for the stdent developed with
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methods used in the functichased intervention model: (1) Teach the replacement behavior(s); (2)

Improve the environment; and (3) Akt the contingencies.

Teaching replacement or alternative behavidrsaching skills that provide alternatives to problem

behavior is a powerful tool for producing behavior change. The purpose of teaching replacement

behavior is to ameliorate deficityi  KS a G dzRSydQa | OF RSYAOX | RI LJIA@GSS
him or her from functioning effectively in the environment in which the behavior occurs. Examples

include instruction in communication, social skills, prerequisite academic skills, lamdas@gement

skills.

Improving the environmentThe practitioner assesses the extent to which antecedent events that elicit
problem behavior provide the most effective environment in which teaching and learning can occur.
Strategies focus on eliminatiror modifying aversive events so they are no longer aversive and making
positive reinforcement more readily available for appropriate behavior. Examples include implementing
environmental systems that provide clear and specific incentives,-clgamles choices; modifying
routines, physical arrangements, and organization; increasing time spent on instruction; and using
effective teaching strategies.
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Adjusting the contingencie¥he contingency describes the relationship of the behavior to the
consequence, i.e., how often the behavior is reinforced. Strategies include a focus on contingency
manipulations that eliminate the consequence that formerly maintained the target (specific
problem identified in the FBA) behavior and provide it for the replacement behavior. Antecedent
adjustments might include a simple reminder that the contingencies have changed.

Conduct FBA

[ Select Replacement Behavior J

Can the
Student Perform the
Replacement
Behavior?

Do Antecedent
Conditions
Represent Best
Practice?,

Do Antecedent
Conditions
Represent Best
Practice?

A4 A 4

Method 1: Method 2: Method 3:
Teach the Improve the Adjust the
Replacement Meathod 1 & 2+ Environment Contingencies

Behavior Teach the Replacement

Behavior and
Improve the Environment

Adjusting the Antecedent Conditions
Research fagsed on teaching replacement behaviors commonly teaches acceptable ways to
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complete school or work activities. The specific forms of the replacement behdsgend on the
function identified in the FBA. The forms may include:
e communication responses such as requesting a break, asking for assistance with a task, or
requesting additional instruction;
e social skills such as joining a group, giving and receiving compliments, appropriate responses
to aggression, or listening and asking questions;
e academic skills that provide instruction in prerequisite or component skills; and
e selfmanagementtechniquesigOK & f SFNYyAy3 G2 NBO2NR FyR S¢
More complex and structured social, communicative, or instructional behaviors may also be included as
part of the current or longerm intervention plan.

Communication Skills Deficitnterventions that teach an individual to communicate wants and
needs in a more acceptable manner have been used across a variety of populations, including students
with developmental disabilities, emotional/ behavioral disorders, thosaskt, and studets without an
identified disability (cf., Carr et al. 1999; Lane, Umbreit, & Bdabakenberger, 1999). Communication
strategies use a signifier (verbal or sign) to provide an individual with an alternative means to achieve
the purpose served by the targbehavior. The logic is: if you want something, ask for it; if you want to
escape something, ask to do so.

Communication deficits are not limited to individuals with a language or speech disability, but
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may include those who cannot communicate becausytbpeak a language different from the general

population and those who have not learned the needed behavior in their family, culture, or at school. In

other cases, the problematic behavior has been so effective in producing the desired result that the

individual has simply not learned the needed skill. The point is, do not assume that an individual knows
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communication skills, you may need to complete additionarviews and observations. Ask the

individual exhibiting problem behavior about how he thinks he communicates or identify additional
environments in which the target behavior doest occur (e.g., with parents or another classroom).

Social Skills DeficMany schools include social skills instruction as part of a setidel plan
that addresses behaviors such as bullying, fighting, and harassment. Lessons may be scheduled on a
daily basis, often occurring as part of the first period of the day when stsd#so listen to
announcements. Implementation of the curriculum varies from teacher to teacher based on differences
Ay GKS | Y2dzy( -A2yFe SITKFRENIO 2 WRS &4 6id2e 4 1 dzRSy (1 a @

When social skills instruction is included as part of a behavior intenueptan, it should focus
on the particular skill deficit connected to the target behavior. Does the preschool child who grabs toys
from other children need instruction in sharing (positive reinforcemetaingible)? Can we teach the
boy who pushes his wagto a basketball game to wait (positive reinforcemerdctivity)? Does the girl
who screams at coworkers need to learn strategies for controlling her anger (negative reinforaement
attention)? This type of social skills instruction may include bathmand individual activities, but
should occur more frequently and with many more opportunities for practice than the group instruction
described above. Individual instruction provides intense and focused training, but practicing with a
group of peers othe whole class allows the individual to receive the needed information without
stigma, provides all students with a common experience, and enables students to practice social skills
with their peers.

Academic Skill DeficProblem behavior can occurthe student does not know how to execute
GKS GFal 2N KIFHa y20d LINS@A2dzate RSY2yaidNl GSR (GKS
OFlyQi R2 GUKS GFral FyR aKz2dZ R y2G 6S 02y ¥FdzaSR 6Ad
to perform the skill, but finds it more effective not to (Gresham, 2002).

=

Other Skill DeficifThe preceding discussion by no means exhausts the behaviors that may need
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interfere with ontask behavior in the school or work environment. Gr@sxl finemotor skill deficits
can lead to avoidance or escape behavior during gym class, on the playground (or other social events in
which gross motor activities arequired), or during written assignments. When problem behavior is
related to any task that the individual cannot perform because it is too difficult, the antecedent (the
original difficult task) is eliminated by teaching prerequisite skills, breakintagikeinto smaller units, or
breaking it into component parts and teaching each component.

SelfManagement StrategiesSelfmanagement strategies include sedfcording (counting and
NBO2 NRAY 3 2y S Qaevatuatign (oaRifgla fidgaenbhabovd &/¢ll Fou are doing), and
selfreinforcement (determining whether the reinforcement has been earned and taking it). These
strategies provide the student with visual and auditory cues that he or she is not engaging in the target
behavior and is performg the alternative behavior correctly and completely. The advantages of self
management strategies include:

e The efficacy has been demonstrated across a number of behaviors and a variety of students

(Nelson, Smith, Young, & Dodd, 1991),
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¢ Independence is inlrent within the strategy and, therefore, increases the opportunity for
the student to develop independent control of the behavior (e.g., Mithang & Mithang,

(2003), and

e Generalization and maintenance are enhanced because the student can implement the
intervention in other environments and for longer periods of time without relying on others.

Kern and her colleagues (2001) incorporated-seihagement techniques within a functidrased
intervention to teach students teelfmanage both the replacement behavior and requests for
reinforcement that were functionally related to their target behaviors (i.e., in the case of positive
reinforcementc attention, the student requested attention; and in the case of negative rea@imentg
activity, the student requested a breal§elfmanagement strategies are appropriate for even very
young children when instruction includes modifications that simplify recording, such as the use of happy
and sad faces to signify occurrence or neturrence of the replacement behavior.

Antecedent Interventions

Function Intervention Strategy Example
Attention Schedule adult attention 9 Have adult work with student
9 Have adult provide periodic attention
Schedule peer attention 9 Pair student with peer
9 Use peer tutoring
Increase proximity to student 1 Move seating arrangement
9 Periodically move about classroom
Provide preferred activity ' When adult is occupied assign more preferred activit
Escape Adjust demand difficulty 9 Provide easier work
Offerchoices 1 Allow student to choose:
Task to complete
Sequence of tasks to be completed
Materials to use
Where to complete task
When to complete task
With whom to complete task
Increase student 1 Incorporate studenhobbies/interests into activities
preferencelinterest in activity
Assure that activities have 1 Provide activities with valued outcome
functional or meaningful
outcomes
Alter length of task 1 Shorten activity
1 Provide frequent breaks
Modify mode of task completion  § Changemedium/materials
1 Replace pencil and paper with computer, etc.
Use behavioral momentum, task  Present easy requests prior to difficult request
dispersal
Increase predictability 9 Provide cues for upcoming or change in activities
(instructional, visual, autbry)
Modify instructional delivery 1 Use pleasant tone of voice
Tangible Provide a warning 1 Indicate activity is about to end
Schedule a transitional activity 9 Schedule a moderately preferred activity between
highly preferred and highly nonpreferred activities.
Increase accessibility ft dzi KA3IKE& LINBFSNNBR Al
Sensory Provide alternative sensory 1 Offer radio to student seeking auditory reinforcemen
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reinforcement

or visual stimuli to a student seeking visual
reinforcement

Enrich environment

1 Fill environment with interesting and stimulating

activities

Bambara, L.M. & Kern, L (2005). Individualized supportstudents with problem behaviors: Designing Positive Behavior P

NY: Guilford Press

Three Types of Alternative Skills

Alternative
Skill type Guiding Questions

Replacement  What will serve exactly the same

Skills function as the problem behavior
Coping & What skills will help the student
tolerance cope or deal with difficult or

skills unpleasant situations?

General Wha related skills will prevent
adaptive the need for problem behavior?
skills What skills will result in

meaningful lifestyle
improvements for the student?

Lori Newcomer, Ph.D. University of Missouri

Purpose and Limitations

Purpose

1 To provide student with an effective way of
achieving the same outcome as the problem
behavior.

Limitations

9 The function of problem behavior cannot alway
be honored.

1 A single replacement skill rarely addrestes
skills needed to prevent or change problem
situations (e.g., work is too difficult)

Purpose
1 To teach socially acceptable ways of copiridp
situations that should not or cannot be change:

Limitations

T Usually not effective alone. Works better wher
student have alternative ways of achieving
desired outcomes or can modify problem
situations by themselves (e.g., have the skills t
addresdifficult work situations).

9 Caution: Expecting a student to tolerate
unpleasant situations without teaching
replacement skills, teaching general adaptive
skills, and/or making antecedent/setting event
changes may be unethical

Purpose

1 To expand social, communicative, and acaden
competence, in order to prevemroblem
situations and help the student pursue
preferences and interests.

Limitations
fInstruction is more labeintensive than teaching



replacement skills.
1A student may need to learn replacement skill

first to address immediate needs.
Bambara & Kern, 2005

Adjusting theConsequences

Consequences are arranged so that reinforcement is provided for the replacement behavior and
an extinction procedure is implemented should the target behaviors occur. When the replacement
behavior provides an alternative to the target behayittne consequence is functionally equivalent to
that which originally reinforced the target behavior. For example: if the target behavior originally
resulted in escaping a task, asking for a break provides a short escape; if the target behavior originally
NBadzZ 6§SR Ay GGSyldAz2ys aYAfAYy3d FYyR al@Ay3d aKStf2¢

However, in some cases in which the behavior is maintained by negative reinforcement, the
antecedent strategies provide escape from the task or activity and the replacerabatitor should be
positivelyreinforced. In these cases, you must have correctly identified the antecedent elements that
produced the target behavior (e.g. the student does not have the prerequisite knowledge needed to
complete the task) and have changdubtantecedent task or activity so those elements no longer exist.
For example, if the target behavior originally resulted in escaping a geometry worksheet, the new task
avoids the worksheet, teaches prerequisite skills, and the replacement behavior (¢imgphe
assignment) is positively reinforced. In another example, if the target behavior originally resulted in
attention and/or access to the ball in a baseball game, the new activity eliminates the game, provides
skill instruction in small groups, andowides positive reinforcement for both group interaction and
following game rules.

Teaching the replacement behavior changes the conditions so that the target behavior should
no longer occur. However, it is important that you remember to identify andempnt an extinction
procedure as a strategy to be used in case the target behavior is exhibited.

Response Strateqgies

Goals:
1. Reduce desirable outcomes for problem behavior.
2. Prevent escalation of problem behavior
3. Provide natural or logical consequences
4. Teach alternative appropriate behavior
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Description of Response Consequence Strategies

Strategy How it works Examples Cautions
Instructional Teaches an alternative  {Peer praise 9 Attention provided for
procedure behavior T Prompting problem behavior

Y Discussion 9 Skills must be part of
9 Problem solving behavioral repertoire
T Restitution
Extinction Discontinues fPlanned ignoring Y Increase in frequency of

reinforcement for
inappropriate behavior

behavior
9 Escalation in severity of
behavior

Differential Provides reinforcement § Scheduled T Reinforcement may not be
reinforcement  for appropriate behavior  attention delivered when student
wants or needs it

Negative Removes preferred item: { Time owed f Escalation in severity of
punishment or activities 1 Removal of behavior

privileges or

preferred activities
Positive Provides something 1 Feedback 9 Counteraggression
punishment unpleasant fReprimand i Escalation in severity of

I Phone call home behavior.
°

V. IMPLEMENT AND MONDR OUTCOMES.

The team worksogether to ensure that the plan is implemented with consistency and is effective in
achieving the identified goals. The team identifies the training and resources needed, determines who is

responsible for monitoring implementation, evaluates outcomes ¢uiatinued data collection), and

communicates periodically, making adjustments in the plan, as needed.

*Building the System

The team must develop systems to

/A Identify training and resource needs of those who implement the plan

/A Monitor student outcomes
A Monitor implementation integrity
/A Regularly review progress
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Uniform behaviorsare those in which every performance takes about the same length of time as every
other (e.g., hitting) and are usually measured by evzded methods.

Non-uniform behaviorsare those which vary in length (e.qg.,-tdk) and are usually measured by time
based methods.

Selecting A Management Method

Is the
Behavior
Uniform?
Select from these Methods: | from th Meth
Frequency Duration
Rate Latency
Intensity/Magnitude W hole-Interval Recording
Partial-Interval Recording Time Sampling

Choose the Methods
that Provide the Necessary
Information

'

Choose the Method
that is
Easiest to Implement

Techniques for Measuring Behavior

Amount or Frequency

Event recording

Behaviors that have a discrete beginning and end

Advantage

e Easily converted into a graph

e Can be reported in terms of rate to standardize for unequal observation times
Limitations

e Requires behavior that occurs at a relatively stable level and is easy to count
¢ Not useful when behavior occurs at high rates or foeexied period of time
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Student:Jimmy ObserverMrs. Robbins
Setting:Math Class Date:2-1-06

BehaviorProfanity

Start:10:05 Stop:10:25

M LA /]

Total =12 or .6

Student:Jimmy ObserverMrs. Robbins

Setting:Math Class  Date:2-2-06
Behavior:Profanity
Start:10:05 Stop:10:25

HH HH 11T

Total = 14 or .7 per minute

Student:Jimmy ObserverMrs. Robbins
Setting:Math Class Date:2-3-06
BehaviorProfanity

Start:10:05 Stop:10:25

HH HH ]

Total = 11 or .55 per minute

Interval recording
Behavior happens very frequently and lasts for a discrete period of time
¢ Requires undivided attention during intervals
e Waitch student during entire interval
e Record whether behavior occurred
¢ Intervals are approximately 10 to 30 secomdsh
Advantages
e Applies to virtually any target behavior
e Can be converted to percent
¢ Yields data of relative frequency and duration
Disadvantages
e requires accurate measure of behavior in relation to a small amount of time
e requires undivided attention
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Stucknt: Jimmy ObserverMs. Smith
Setting:Math Class  Date:2-1-06
BehaviorProfanity

Start:10:05 Stop:10:15

10 minutes: 36second intervals

o
PN
[N
w
IN
gl
o
~
0o
©
o

+ = occurrence
- = nonoccurrence

Summary
Profanity occurred during 9/20 = 45% of the intervals
Measures of Time Passage

Duration recording
How long the behavior lasts
e Start timing when behavior starts
e Stop wherbehavior ends
Advantages
e produces a percentage
e measures behaviors that occur at extremely high rates and/or extended periods of time
Limitations
e requires discrete behaviors
e requires a stopwatch

Latency recording
How long before the behavior starts
¢ Measues how long it takes for behavior to begin
e use a stopwatch or watch with a second hand
e start timing when request for behavior is given
e stop timing when behavior is initiated
Advantages
e can easily be converted to an average
Limitations
e requires discretdehavior
e requires a stopwatch

Momentary Time Sampling
e Set up time intervals
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e Observe behavior only at the end of the time interval
e Record whether the behavior is or is not occurring at that particular time.

Advantages

e Data can easily be converted percent
¢ Does not interrupt the delivery of instruction

Limitations

e requires a large number of observations to allow for interpretation of data

Evaluating the Data

Stable
|
I
Valug of the |
Dependent | MO’.
Variable ;
!
L
Time
Variable
|
|
Valueofthe |
Dependent |
Variable E
I
F
L
Time
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Value of the
Dependent
Variable

Value of the
Dependent
Variable

Value of the
Dependent
Variable

Change in Level

Change in Level

M

No Change Change in Trend
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MONITOR THE BEHAVIOR INTERVENTION PLAN

Week One

Analysis of Aggressive Behaviors/ Completed Assignments

Baseline Intervention Week 1

—&— Aggressive Acts

OFRPNWKMUUIONOOOO
L

AN\
\
\
\
\ —&— Completed
\' . /\ Assignments
—

The behavior intervention plan for Mitchell appears to be working according to the data from
week one. His assignments have been modified to reduce the number of written responses required and
he has been allowed to take brief breaks upon request. His aggressive behaviors have ranged from only
1 to 3 per day during the intervention phase, verst& during the baseline phase. He completed the
written assignment 4 out of 5 days during week one. On thday of intervention (Thursday), Mitchell
started to bite his 1:1 aide and he was taken to the office. He did not complete the assignmeatt at th
time, although he was required to complete the assignment later in the day when he returned to class.
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has improved since the plan began. We will contirmigrtplement the plan as written during week
two.



Program Checklist- Week One

Student C= Step done correctly
Mitchell Sl= Step done incorrectly

Instructor ND= Step not done

Smith/Jones N/O= No opportunity to observe
Period

Language Arts
Evaluator 100% Implemented

Robbins
Date

4/25/03
1. Provide Mitchell with speciffraise when he is completing
written academic assignments. C
2. Allow Mitchell to take brief (8 minutes) breaks from academ
assignments that involve written responses. C
0P a2zRATE aAiildOKSTt thanamberardbrdy
length of written responses required for academic tasks. C
nao [ 2t €SO0 RFEGF G4 t€Srad 2y
physical aggression and his completion of academic assignme C
5. Initiate emegency procedures only when necessary

N/O

6. Train Mitchell to request breaks from academic assignments
that require written responses. C
TO /| KSO1l Ay 2yO0S I 6SS1 éAdl
abreast of progress or concerns. C
8. Principalbe prepared for the possibility of Mitchell coming to
the office when he is engaged in acts of physical aggression th N/O
require emergency procedures to be implemented.

Lori Newcomer, Ph.D. University of Missouri

NewcomerL@missouri.edu



Week Two

Analysis of Aggressive Behaviors/ Completed Assignments

10 -

8

—&— Aggressive Acts

6

4 e

/\ —&— Completed
Assignments
2 » .
0 - T T
9 10 11 12 13

aAlOKSttQa LIy O2ydAydzSa G2 FLIISEFENI G2 06S 62N
aAlOKStf Qa | 33 NEB adqpéarday (still Goivia frol theAseIRe ranyeiperday).
Again, this week on Wednesday, Mitchell had an episode that led to him being removed from the
classroom. The aide said Mitch tried to hit him 3 times, then again tried to bite him while they were
working on writing sentences in his journal. tdhiell completed the assignment later in the day during
Sustained Silent Reading time. During the intervention phase this week, Mitchell completed 4 out of 5
written assignments, compared to 0 completed assignments during baseline.

We will continuetoY LJt SYSy &4 GKS LIX Iy & gNARGGSY® aAlOKST
aAlOKStfQa 0SKFEZA2NI KIa AYLINROYOSR ¢6KSy KS KlFa o068
believe it is too soon to make any significant changes to the plan at this time. Weilagagaononitor

ALIA1Sa Ay aAluOKStfQa |3aNBaarzy (G2 aSS AF Fye LI
sentences?, etc.). There are only 3 weeks left in school (with field trips and field days scheduled), so we
intend to continue the plaffior the remainder of the school year.

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Program Checklist- Week Two

Student C= Step done correctly
Mitchell Sl= Step done incorrectly

Instructor ND= Step not done

Smith/Jones N/O= No opportunity to observe
Period SC= Step completed

Language Arts
Evaluator

Robbins 100% Implemented
Date

5/2/03
1. Provide Mitchelvith specific praise when he is completing
written academic assignments. C
2. Allow Mitchell to take brief €8 minutes) breaks from academ
assignments that involve written responses. N/O
0P a 2 R A Ta8sigmanferitsQa<&lticé einumber and/or
length of written responses required for academic tasks. C
nao [ 2f €SO0 RIFGEF G4 tSlrad 2y
physical aggression and his completion of academic assignme C
5. Initiate emergency procedures only when necessary

N/O

6. Train Mitchell to request breaks from academic assignments
that require written responses. SC
TO /| KSO1 Ay 2y 0OS | andakid to keapl
abreast of progress or concerns. C
8. Principalbe prepared for the possibility of Mitchell coming to
the office when he is engaged in acts of physical aggression th N/O
require emergency procedures to be implemented.

Lori Newcomer, Ph.D. University of Missouri

NewcomerL@missouri.edu



For ms, forms and mc

But remember ,

| t 0s about functi ona
process!!!
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Student At-Risk Referral Form

General Information

StudentName: Parent/Guardian:
Referring Teacher (s) Phone Number:
Address:

How and when was parent notified about referral:
Reason for Referral (Primary Concern):

Academic Behavioral Emotional

Please describe tlapecific concerns prompting this referral. What makes this student difficult to teach? List any
academi c, soci al, emotional or other factors that you I

How do this studentés academic skills compare to those

In what settings/situations does the problem occur most often?

In what settings/situations does the problem occur least often?

What are the studentobés strengths, talents, or specific

What have you tried to resolvegtproblem?

How did it work?

When did you start the intervention? When did you end the intervention?

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Request for Assistance
SOCIAL/ EMOTIONAL/BEHAVIOR CONCERN

Date: Teacher/Team

IEP: Yes No (Circle)
Student Name: Grade
Grades retained Previous/current service

Parent initiated referral? yes/no

Situations Problem Behavior Most Common Result

What have you tried/used? How has it worked?

What is your behaviorgjoal/expectation for this student?

What have you tried to date to change the situations in which the problem behavior(s) occur?

¢ Modified

assignments to assignments activities
YFGOK GKS

skills

¢ Changed seating ¢ Changed schedule o] Other?

¢ Arrangirg tutoringto | ¢ Changed curriculum | ¢ Provided extra
improve the assistance
aldzRSy i Qa

skills

Have you tried to date to teach expected behaviors?

¢ Reminders about ¢ Clarified rules and ¢ Practiced the Other?
expected behavior expected behavior expected behaviors
when problem for the whole class in class

behavior is likely

¢ Reward program for | ¢ Oral agreement with| ¢ Selfmanagement

expected behavior the student program
¢ Systematic feedback ¢ Individual written ¢ Contractwith
about behavior contract with the student/with parents
student

WHEN ADDRESSING THIS PROBLEM, PLEASE CONSIDER THE FOLLOWING QUESTIONS:

1. When is the problem behavior(s)ostandleastlikely to occur?

On particular days of the week (e.g. Monday) or times of day (e.qg. right after recess)?
During or after interactions with certain people (e.g., during small, cooperative group projects)?
During certain types of activity or tasks (e.g. during apparently difficult or boring work).

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



. In connection with particular features of the physical enviromtn@.g. noisy, crowded)?
) Features of routine (e.g. when there are unexpected changes or when a preferred activity is
canceled)?
) Medical or physical factors (e.g. apparent hunger or lack of sleep)?
. Other influences?
2. What do you think the student(s) may gdrom the problem behaviors?
. Attention? What kind of attention? From whom?
. Avoid an apparently difficult or boring activity?
. Avoid teacher interaction?
. Get control of a situation?
. Avoid embarrassment in front of peers?

Summary of Behavior

Setting Event& Predictors Behaviors of Concern Maintaining Consequences

3. Are there appropriate behaviors that the student could use that would make the problem behavior
unnecessary?
4. Teacher support team decision
¢ Some suggestions regarding interventiongrio
¢ Referral to a different team for assessment (speech hearing,
academic):
¢ Formation of an action team to conduct a functional assessment and develop a plan of support.
5. Date for followup.

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Archival Review
Watson, S.T. & Steege, N.W. (2003)

Data Source What to look for Why? Notes
Patterns of absences | May give clues about
and total number of antecedents for
absences problem behavior and
possible skill deficits
Attendance from Iapk qf oppor_tunity
History to recelve Instruction.

Standardized
test scores

Current and historical
results of standardized
testing

May indicate academic
subjects and activities
that are most difficult
for the student (skill
deficits) and may be
helpful for identifying at
what age/grade the
deficits became more
pronounced (useful for
planning curriculum
based measurements)

Medical
history

Vision and hearing
problems as well as
other problems that
may be related to schoc
performance(e.g. motor
difficulties, head
traumas, longierm
illnesses, current
medication use

Helpful for identifying
conditions that may
exacerbate existing
problematic behavior or
increase the likelihood
of other problematic use
behaviors.

Social history

Frequent changes in
address, foster home
placement, recent
occurrence of stressful
events (e.g. divorce,
remarriage of parent,
death, number of
schools attended)

Points to possible
establishing operations
or setting events that
may be impating school
behavior.

Lori Newcomer, Ph.D.

University of Missouri
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Types of problematic
behaviors, times and
locations in which they
occurred disciplinary
penalty imposed, and

Helps to identify
patterns of behavior
(antecedents), effective
and ineffective
disciplinary strategies,

Disciplinary increase/dgcreage in anql po_ss_,ible
histor frequency/mten_sny of | maintaining
Istory problem behavior{e.g., | consequences, and
Office Disc Reports, helps chart the
SMCBuddy Rooms} progression of
problematic behavior.
Other assessments that Possible changes in
have been conducted | function of behavior,
Previous that focus on academic | previous antecedents,
related skills, behavioral history of behavior and
assessment fur_lctlonlng, language mterventlo_ns, and. _
results skills, etc. programming decisions
Formal and informal Identify interventions
interventions that are | that have been
documented in some | successful or
way. unsuccessful and why
Previous they were or were not
Individually successful: if successfu
developed why arethey not
interventions currently being used;
likewise, why are
unsuccessful
interventions continuing
to be applied?
Instructional goals and | Provides information on
objectives, how/if they | the degree to which the
are being taught, how/if| behaviors of concern ar
IEP they are being being addressed in the

monitored, and other
data supporting student
performance

classroom and on the
extent to which the
teacher collects and
records behavioral data

Watson, S.T. & Steege, N.W. (2003)

Lori Newcomer, Ph.D.

University of Missouri

NewcomerL@missouri.edu



Universal Positive Behavior Supports Classroom Strategies Self-Assessment

1. What is your attention signal? When do you use it?

2. What are your classroom rules?

3. What is the routine/procedure to gain assistance?

4. What are the consequences for appropriate behavior?

5. What are the casequences for inappropriate behavior?

6. What is the routine/procedure for the start of class?

7. What is the routine/procedure for working in groups?

8. What is the routine/procedure for working independently?

9. What is the routine/procedure for obtaininmaterials/supplies?

10. What is the routine/procedure for personal belongings (e.g. hats, coats)?

11. What is the routine/procedure for entering/exiting the classroom?

12. How many students in the classroom read below grade level? above grade level?

13. Howmany students in the classroom have a disability for which they receive IEP services?

Which of the above items must be developedenhanced to create youlassroom universal positive
behavior support plan?

1 5 9
2 6 10
3 7 11
4 8

L.Newcomer2007 pl of 2

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Physical Space:Is physical space organized to allow access to
instructional materials?

e  Work centers are easily identified and correspond with instructiol 1 | 2 | 3

e Traffic flow minimizes physical contact between peers and

e i 11213
maximizes teacher mobility
Attention: Does the teacher gain the attention of the students prior tg LimIH
instruction?
e A consistent and clear attention signal is used across instruction 11213
contexts
e Uses a variety of techniques to gain, maintain, and regain studer 11213
attention to task.
Time: Does the teacheanitiate instructional cues and materials to gain,
o : . L|M|H
maintain, and regain student attention?
e Materials are prepared and ready to go. 12| 3
e  Precorrects are given prior to transitions. 12| 3

e Common intrusions are anticipated and handled with a consister
procedure. Unexpected intrusions are minimized with an emphay 1
returning to instruction.

N
w

e  Down-time (including transitions) is minimal

Behavior Management:Does the teachédrave universal systems of PB
in place?

e Rules are posted

Rules are referred to at appropriate times

[ ]

e  Students receive verbal praise for following rules

e Corrections are made by restating the rule/expectation and statir
appropriate replacement behavior.

e Continuum of consequences for encouraging expected behavior

e Continuum of consequences for discouraging expected behavior

e Maintains a 4:1 ratio of positive to negative statements

Routines: Does the teacher have procedures and routines that are cl
and consistently followed?

Start of class

Working in groups

Working independently

Special events (movies, assemblies, snacks, parties)

Obtaining materials anslpplies

Using equipment (e.g. computer, tape players)

Managing homework and other assignments

Personal belongings (e.g. coats, hats)

R RrRRIRIRRRR T RrRrR R RRR TR
N NN NN Z (NN D (NN Z N
W Wwwwwwwww T wowow o wolw Iiw

Entering/exiting classroom (e.g. using restroom/drinking fountain
going to library, movingaround room

L.Newcomer2007 p&f

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Brief Functional Assessment Interview

Student: Date:

Behavior(s) of concern:

Predictors:(when, where, with whom, with what, routines):

Maintaining Function(s) (attention, objects/food, avoid demands/tasks, avoid social contact,
obtain activity):

What makes it worse (setting events: sleep, diet, schedule, home problems, etc.)

Summary statement

Setting Event—>  Predictor  —— ProblemBehavior =™ Maintaining Function

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Functional Assessment Checklist for Teachers and Staff (FACTFBart A)

Step 1 Student/ Grade: Date:
Interviewer: Respondent(s):
Step 2 Student Profile: Please identify at least three strengths or contributions the student brings to school.
Step 3 Problem Behavior(9: Identify problem behaviors
____Tardy ____Fight/physical Aggssion ____ Disruptive ____ Theft
___Unresponsive ____ Inappropriate Language ___ Insubordination ~___ Vandalism
__ Withdrawn __ Verbal Harassment ___ Work not done __ Other
____Verbally Inappropriate ___ Selfinjury
Describeproblem behavior:
Step 4 Identifying Routines: Where, When and With Whom Problem Behaviors are Most Likely.
Schedule| Activity Likelihood of Problem Behavior | Specific Problem Behavior
(Times)
Low High
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
1 2 3 4 5 6
Step 5 Select 13 Routines for further assessment: Select routines based on (a) similarity of activities (conditions)

with ratings of 4, 5 or 6 and (b) similarity of problem behavior(s). Complete the FACTSPart B for each

routine identified.
March, Horner, Levws-Palmer, Brown , Crone, Todd & Carr (2000) 4/24/00
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Functional Assessment Checklist for Teachers & Staff (FACT-®art B)

Step 1 Student/ Grade; Date:
Interviewer: Respondent(s):

Step 2 Routine/Activities/Context: Which routine(only one) from the FACTSart A is assessed?
Routine/Activities/Context Problem Behavior(s)

Step 3 Provide more detail about the problem behavior(s):

What does the problem behavior(s) look like?
How often does the problem behavior(s) occur?
How long does the problem behavior(s) last when it does occur?

What is thentensity/level of danger of the problem behavior(s)?

Step 4 What are the events that predict when the problem behavior(s) will occur? (Predictors)
Related Issues (setting events)

Environmental Features

___illness Other: ____reprimand/correction____ structured activity

____drug use ____physicddemands ___ unstructured time

____negative social ____socially isolated ____tasks too boring

____conflict at home ____with peers ____activity too long

____academic failure ____ Other ____tasks too difficult
Step 5

What consequences appear most likely to maintain the problem behavior(s)?

Things that are Obtained

Things Avoided or Escaped From

___adult attention Other: __hard tasks Other:

____peer attention ___reprimands

__ preferred activity ____peer negatives

____money/things ___physical effort

I ntion

Step 6 ____adult attentio

SUMMARY OF BEHAVIOR

Identify the summary that will be used to build a plan of behavior support.

Setting Events & Predictors Problem Behavior(s) Maintaining Consequence(s)
Step 7 How confident are you that theSummary of Behavioris accurate?

Not very confident Very Confident

1 2 3 4 5 6
March, Horner, Lewidalmer, Brown , Crone, Todd, & Carr (2000) 4/24/00
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The Functional Assessment Checklist for Teachers and Staff (FACTS):
Instructions

The FACTS is a twage interview used by school personnel who laudding behavior support plans.
The FACTS is intended to be an efficient strategy for initial functional behavioral assessment. The FACTS is
completed by people (teachers, family, clinicians) who know the student best, and used to either build behavior
support plans, or guide more complete functional assessment effdrte FACTS can be completed in a short
period of time (515 min). Efficiency and effectiveness in completing the forms increases with practice.

How to Complete the FACTS-Part A

Step#1: Complete Demographic Information:

Indicate the name and grade of the student, the date the assessment data were collected, the name of the person
completing the form (the interviewer), and the name(s) of the people providing information (respondents).

Step #2: Complete Student Profile

Begin each assessment with a review of the positive, and contributing characteristics the student brings to school.
Identify at least three strengths or contributions the student offers.

Step #3: Identify Problem Behavi®

Identify the specific student behaviors that are barriers to effective education, disrupt the education of others,
interfere with social development or compromise safety at school. Provide a brief description of exactly how the
student engages in thedeehaviors. What makes his/her way of doing these behaviors unique? Identify the most
problematic behaviors, but also identify any problem behaviors that occur regularly.

Step #4: Identify Where, When and With Whom the Problem Behaviors are Most Likely

'Y [Aad GKS GAYSa GKIG RSTAYS (GKS addzRSyiQa RIAf& aoOKS|
adapt for complex schedule features (e.g. odd/even days) if appropriate.

B: For each time listed indicate the activity typically engagetiifing that time (e.g. small group instruction,

math, independent art, transition).

C: Use the 1 to 6 scale to indicate (in general) which times/activities are most and least likely to be associated with
LINPOESY 0SKI@GA2NRAD 12 T MINPAOYTRAYCH i Stay R 216 of cAé]l SAEYARKR2GIRI S & K
behaviors.

D: Indicate which problem behaviorrisost likelyin any time/activity that is given a rating of 4, 5 or 6.

Step #5: Select Routines for Further Assessment

Examine each time/activitysted as 4, 5 or 6 in the Table from Step #4. If activities are similar (e.g. activities that

are unstructured; activities that involve high academic demands; activities with teacher reprimands; activities with

peer taunting) and have similar problembel@A 2 N& GNBF G GKSY Fa aNRdziAySa F2NJ ¥F
Select between 1 and 3 routines for further analysis. Write the name of the routine, and the most

common problem behavior(s). Within each routine identify the problem behavior(s) that are mosblikalyst

problematic.
Foreachroutine identify in Step #5 complete a FAGPEt B

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



How to Complete the FACTS-Part B

Step #1: Complete Demographic Information:
Identify the name and grade of the student, the date that the FARAr6B was completedyho completed the
form, and who provided information for completing the form.

Step #2: Identify the Target Routine

List the targeted routine and problem behavior from the bottom of the FARSISA. The FAGPart B provides
information about ONE routineUse multiple Part B forms if multiple routines are identified.

Step #3: Provide Specifics about the Problem Behavior(s)
Provide more detail about the features of the problem behavior(s). Focus specifically on the unique and
distinguishing features, ahthe way the behavior(s) is disruptive or dangerous.

Step #4: Identify Events that Predict Occurrence of the Problem Behavior(s)
Within each routine what (a) setting events, and (b) immediate preceding events predict when the problem
behavior(s) will oaer. What would you do to make the problem behaviors happen in this routine?

Step #5: Identify the Consequences that May Maintain the Problem Behavior

What consequences appear to reward the problem behavior? Consider that the student may get/obtain

something they want, or that they may escape/avoid something they find unpleasant.

Identify themost powerfulY Ay G AyAy3 02y aSljdzsSy0S 46A0GK  amés FyR 26K
dodé 52 y2i OKSO1l Y2NX { Kdnthe dorficdgleSce thatkiah the/giediest intpéc6 T 2 O dz&
When problems involve minor events that escalate into very difficult events, separate the consequences that

maintain the minor problem behavior from the events that may maintain problem behavior later iesttedation.

Step #6: Build a Summary Statement

The summary statement indicates the setting events, immediate predictors, problem behaviors, and maintaining
consequences. The summary statement is the foundation for building an effective behavior suipporBuild

the summary statement from the information in the FAGY 8nd FACTS (Especially the information in Steps #3,

#4, and #5 of the FACBS. If you are confident that the summary statement is accurate enough to design a plan
move into plan deviepment. If you are less confident, then continue the functional assessment by conducting
direct observation. Procedures for completing the functional assessment, and for designing behavioral support are
described in the following references.

Step#7:DE SNX¥AYS a[ S©@St 2F / 2yFARSyOS¢

Usetheic a0l tS (G2 RSTAYS (KS SEGSYyld (2 6KAOK &2dzz GKS Ay
statement is accurate. Confidence may be affected by factors such as (a) how often the problem behavior occurs,

(b) how long you have known the focus person, (c) how consistent the problem behaviors are, (d) if multiple

functions are identified, and (e) if multiple behaviors occur together

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Student FBA Interview*

Student: Grade: Sex:M F IEP:Y N
Teacher: School:
Interviewer: Date:

OPENING

We are meeting today to find ways to change schoothabyou like it more. This interview
will take about 30 minutes. | can help you best if you answer honestly. You will not be asked
anything that might get you in trouble.

STUDENT STRENGTH AND SKILLS
1. What are things you like to do, or do well, whaleschool? (e.g. activities, helping
others).
2. What are classes/topics you do well in?
DEFINE THE BEHAVIORS OF CONCERN
Assist the student to identify specific behaviors that are resulting in problems in the school or

classroom. Making suggestions or gainrasing statements can help the student clarify her or
his ideas.

What are the things you do that get you in trouble or are a probldtn@mpts:- late to class?,
Grf{1 2dzii Ay OflaakKsz R2y Qi 3IS0 62N] R2ySK:>I FA13

How often do you ? (Insert the behavior listed by the student)
How long does usually last each time it happens?
How serious is ? (Do you or another student end up getting hurt? | Are

other students distracted?)

*Adapted fromCrone & Horner, 2004

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



DEFINE THE ANTECEDENT
COMPLETE STUDENT SCHEDULE AND ROUTINE MATRIX

Assist the student to complete the schedule and routine matrices to show the routines and activities where they
have difficulty with the behaviors they talked abouirst, have the student complete the schedule column (or

KIS GKAa O2YLX SGSR 0ST2NB GKS AY(iSNIBBASsO® l RR Fyé NE
Identifying Routines: When, where, and with whom are problem behaviors most likely? Say to the sizR Sy i Y az s
know that some times and activities are harder and easier for different people. Can you tell me which times during
€2dzNJ RIFe@ FNB Sraeé FyYyR gKAOK INBE RAFFAOMzZ 64K ! WcQ AYRAOI

that no or few problem(s) occur. (Repeat for routines)

Schedule | Routine or Activity | Specific Likelihood of | With Whom
(Times) Problem Problem Does Problem
Behavior Behavior Occur?

Low High
123456
123456
123456
123456
123456
123456
123456
123456
123456

Getting help 123456

Getting

material/drink, 123456

sharpening pencil

Working in groups 123456

Working alone 123456

Getting permission

and going to the 123456

restroom

Transitions (between

o . 123456
activities or locations)
Working with
substitute 123456

teachers/volunteers

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



SUMMARIZE ANTECEDENT (AND SETTING EVENTS)

What kind of things make it more likely that you will have this problem? (difficult tasks,

transitions, structured activities, smal N2 dzLJ A Sd G Ay 3asx GSFH OKSNRa

etc.).

What kinds of things niee it more likely that you will have this problem? (difficult tasks,
transitions, structured activities, small N2 dzLJ a SG i Ay 34z GSIF OKSNI
etc.)

When and where is the problem most likely to happen? (days of week, speagses,
hallways, bathrooms)

When is the problem behavior least likely to occur? (days of week, specific classes, hallw
bathrooms)

Setting Events: Is there anything that happens before or after school or in between classes
that makesitmorelil St & GKI 0 & 2 dzQiissedrliedicStior; histaly Bf adaderi
failure, conflict at home, missed meals, lack of sleep, history of problems with peers, etc.)

ays,

4

DESCRIBE THE CONSEQUENCE

What usually happens after the problem occurs? (whatligk S G SI OKSNRa NBF Ol A 2
other students react, is the student sent to the office, odes the student get out of doing work,

does the student get in a power struggle, etc.)

*Adapted from Crone & Horner, 2004
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Date

FUNCTIONAL
ASSESSMENT Observer
OBSERVATION
FORM Student
School
Setting Information
Time Antecedent Behavior Consequence

Lori Newcomer, Ph.D.
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Scatter Plot Assessment

Student Name: Start Date:

[ ] Behavior not observed [/] |

Observer:

Target Behavior:

Date:

Time of day ( min. intervals) or Class

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu




Functional Assessment ¢ Behavior Support Plan Checklist

Determine whether each of the following components have been completed/addressed in the
development and implementation of the functional assessment based behavior support plan

Student:

YES | NO

Date:

Behavior has been operationally defined

Data have been collected
¢ Direct
¢ Indirect

Hypothesis statement has been developed that includes:
¢ Setting events/situations that trigger problem behaviors
¢ Antecedent events that trigger problem behaviors
¢ Consequence events that maintain problem behaviors
¢ Problem routines have been identified
¢ Maintaining function of the problem behavior (get/avoid)
Comments:

Direct observation has been conducted to confirm hypothesis

Function of the behavior is clearly defined

Behavior intervention plan is based the outcomes of the functional assessment

Strategies for the following components have been identified
Prevention
¢ Decreasing effectiveness afitecedent events that trigger problem behaviors
and increase effectiveness of antecedent events that trigger replacement
behaviors (e.g. modify activity schedule, adapt curriculum, modify design of
instruction, adapt instructional procedures, prompts &mpropriate behavior,
precorrects)
Instruction
¢ Teaching desired and acceptable alternative behaviors, replacement skills a
adaptive social behaviors.
Extinction
¢ Minimize positive and negative reinforcement maintaining problem behaviors
Reinforcement
¢ Increasing the effectiveness of appropriate behavior (e.g. range of effective
reinforcers, schedule of reinforcement).
Comments:

Lori Newcomer, 2002
Adapted from: Horner, Sugai, Todd, LeRamer, (2000). Elements of behavior support plans: A technical lekeptionality 8(3), 205215.
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Contextual fit has been ensured (e.g. values/expectations of adults, skill and fluency
staff, budget, timeaequirements, administrative supports, student and family centere
Comments:

Evaluation

Procedures have been identified for monitoring the effectiveness of the plan
¢ Schedule developed to collect data
¢ Measurement system developed to monitor:
¢ Decreases in occurrence of problem behavior
¢ Increases in occurrences of desired and acceptable behavior
Comments:

Criterion for data based decisions has been established

Procedures have been developed in case of emergency/crisis/escalatecégsary)
(e.g. arrangement of physical environment, practice of procedures to prevent and
respond to crisis and emergency situations)

Plan is in place to monitor the accuracy and fidelity of implementation of Behavior
Support Plan (e.g. system /exlule for regular meetings to review implementation)

Data review date is set

Plans established for regular review and revision

Plan Revision Notes:

Lori Newcomer, 2002 Adapted from: Horner, Sugai, Todd, Bakiger, (2000). Elements of behavior support plans: A technical brief.
Exceptionality 8(3), 205215.
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Self-Assessment of Contextual Fit in Schools
Horner, Salentine, & Albin, 2003

The purmse of this form is to assess the extent to which the elements of a behavior support plan fit the contextual

features of your school environment. Plan participants are asked to rate (a) personal knowledge of the elements

of the plan, (b) perception of thextent to which the elements of the behavior support plan are consistent with

GKSANI LISNB2Y It @FfdzSax yR aiAafttaz FyR 600 GKS aoOKz22ft Q;
be completed as a group when completing or reviewing ttaenpor completed individually and turned into the

support team.

Name of Plan Participant: Role :
Support plan reviewed:

Knowledge of elements in the Behavior Support Plan.

1. lam aware of the elements of this behavior support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

2. 1 know what | am expected to do to implement this behavior support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Skills needed to implement the Behavior Support Plan

3. | have the skills needed to implement this behavior support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

4. | have received any training that | need to be able to implement this behavior support plan.

No training needed

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Values are consistent with elements of the behavior support plan

5. 1 am comfortable implementing the elements of this behavior support plan

1 2 3 5 6

Lori Newcomer, Ph.D. University of Missouri NewcomerL@missouri.edu



Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

6. The elements of this behavior support plan are consistent with the way | believe students should

be treated.
1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Resources available to implement the plan

7. My school provides the faculty/staff time needed to implement this behavior support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

8. My school provides the funding, materials, essghced needed to implement this behavior
support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Administrative Support

9. My school provides the supervision support needed for effective implementatitim<of
behavior support plan.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

10. My school administration is committed to investing in effective design and implementation of
behavior support plans.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Effectiveness of Behavior Support Plan

11. 1 believe the behavior support plan will be (or is being) effective in achieving targeted outcomes.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree
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12. | believe the behavior support plan will help prevent future occurrence of problem behaviors for

this child.
1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

Behavior Support Plan is in the best interest of the student

13. | believe this behavior support plan is in the best interest of the student.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

14. This behavior support plan is likely to assist the child to be more successful in school.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

The Behavior Support Plan is efficient to implement

15. Implementing this behavior support plan will not be stressful.

1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree

16. The amount of time, money and energy needed to implement this behavior support plan is

reasonable.
1 2 3 5 6
Strongly Moderately Barely Moderately Strongly
Disagree Disagree Agree Agree Agree
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The Intervention Decision Model
(Umbriet, Ferro, Liaupsin & Lane, 2006)

The Intervention Decision Model is a straightforward and specific technique developed by Umbreit,
Ferro, Liaupsin & Lane (2006) for directly linking interventions to the identified function of the problem
behavior. The technique employs a series of qoestio identify which of three methods will most

directly address the behavioral function, decrease the problem behavior, and increase the replacement
behavior.

There are three basic intervention strategies and methods (Sugai, et al., 2000):
1. Adjustments to the environment that reduce the likelihood of problems
2. Teaching replacement skills and building general competencies
3. Manipulating consequences to promote positive behaviors and deter problems

These three categories make up the methods useitie FunctioaBased Intervention Model.

Method 1: Teach the Replacement Behavior(s)

T Adjust antecedent conditions so new behaviors are learned and aversiv|
conditions avoided.

Key Elements T Provide appropriate reinforcement for replacement behavior

fTwithhold the consequence that previously reinforced the target behaviq

Method 2: Improve the Environment

T Adjust antecedent variables so the conditions that set the occasion for t
target behavior are eliminated and new conditions astablished in which
the replacement behavior is more likely to occur.

91 Provide appropriate positive reinforcement for replacement behavior

T Withhold the consequence that previously reinforced the target behavio

Key Elements

Method 3: Adjust the Contingencies

91 The consequence that previously reinforced the target behavior is provi
for the replacement behavior;

91 The consequence that previously reinforced the target behavior is withh
when the target behavior occurs (extinction); and

1 The antecedentonditions are adjusted to make it more likely that the
replacement behavior will occur.

Key Ements

Step One: Review the FBA results

Step Two: Ask two questions to identify the intervention method or methods that are appropriate to
use for the target behaviorral antecedents identified in the FBA.
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1. Can the individual perform the replacement behavior?
LT GKS IyasgSNI A4 aGbhésx dzaS aSiK2R mY ¢SFHOK (K
T Ask the next question

2. Do antecedent conditions represent effective practices for the emvirent in which the
behavior occurs?

LT GKS IyasgSNI Aad adGbhéx dzaS aSiK2R HY LYLNRGS
LT GKS FyaesSN (G2 020K laddMatiod2y a3 A& &, 9{ ¢35 dza$
1. Can the student perform the replacement behavior?
No ‘ Yes
\ Y
2. Do antecedents represent s 2. Do antecedents represent
best educational practice? Use Method 1 —> best educational practice?
No . Yes No Yes
\ \ \
Use Methods Use Method Use Method
land?2 2 3

Step Three: Develop an intervention based on strategilescribed in the rathod you identified in step
2.
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Intervention Method 1: Teaching the Replacement Behavior

Method 1 Elements

Resulting Intervention Elements

Adjust antecedent conditions s
new behaviors are learned and
aversive conditions avoided

Provide appropriate
reinforcement for replacement
behavior

Withhold the consequence that
previously reinforced the target
behavior

Intervention Method 1 and Method 2:

Behavior & Improve the Environment

Teaching the Replacement

Method 1 and 2 Elements

Resulting Intervention Elements

Adjust the antecedent conditions
so new behaviors are learned
and aversive conditions avoided
(Method 1)

Adjust the antecedent conditions
so that the conditions that set
the occasion for the target
behavior are eliminated and the
replacement behavior is more
likely to occur. (Method 2)

Provide positive reinforcement
for the replacement behavior.
(Method l1and 2)

Withhold the consequence that
previously reinforced the target
behavior when it occurs.

(Method 1 and 2)
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Intervention Method 2: Improve the Environment

Method 2 Elements Resulting Intervention Elements

Adjust the antecedent condition
so that the conditions that set
the occasion for the target
behavior are eliminated and the
replacement behavior is more
likely to occur;

Provide appropriate
reinforcement for the
replacement behavior.

Withholdthe consequence that
previously reinforced the target
behavior when it occurs.

Intervention Method 3: Adjust the Contingency

Method 3 Elements Resulting Intervention Elements

Provide positive reinforcement
for the replacement behavior.

Adjust the antecedent conditions
to make it more likely that the
replacement behavior will occur

Withhold the consequence that
previously reinforced the target
behavior when it occurs.
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Behavior Intervention Plan for Juanita
BehavioralDefinitions

1. Thetarget behavioiis off-task behaviorwhich is defined as engaging in behavior that is
incompatible with work completion, such as talking to classmates during seatwork, leaving her
seat to roam the room, playing with objects, refusing toheer work, touching, pushing, yelling,
complaining, and attempting to engage the teacher or aide in irrelevant discussion.
Thereplacement behavids ontask behaviorwhich is defined as completing assigned work
without disturbing others, and raising her hand to ask for assistance.

2. Thetarget behavioris harassing peetswhich is defined as name calling, taking other peoples
things or asking irrelevant questions ngisarcasm.
Thereplacement behavids social skills to initiate conversations.

Baseline Data
During two observation periods of 10 minutes each, using-ae8@nd time sample, Juanita was-ta#k
65% of the intervals.

Function of the Behavior
1. WhenJuanita is given written assignments, she engages dtasifbehavior, to escape.
2. When Juanita is given lengthy assignments, she engagestaskfbehavior, to escape.
3. When Juanita has visited her father over the weekend, she engagestasbtbehavio, to
escape work (because of fatigue)
4. When Juanita is in unstructured situations with unfamiliar peers, she engages in inappropriate
interactions, to gain their attention.

Behavioral Objective
Juanita will decrease effisk behaviors during academicsléss than 10%
Juanita will engage in no inappropriate interactions with peers

Intervention Procedures

Antecedent Strategies

1 Minimize amount of written work; provide alternative strategy for work completion (e.g., tape
recorder)

9 Break work into small inements.

' Makes sure instructions are clear and explicit

9 Seat her near classmates in cafeteria; gradually introduce new people while prompting appropriate
interactions.

' Have her return home earlier on Sundays after visiting her father

Behavior Instruction
fReplacement: When independent assignments are given, teach her to request assistance when she
feels overwhelmed with assignments or does not understand what she is supposed to do.
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1 General adaptive skills: Provide social skills instruction, and proengblengage in appropriate
interactions.
{ Tolerance skills: Gradually introduce her to new people

Consequence Strategies

T[At the first sign of offask behavior, prompt her to request help; if behavior continues, brainstorm
with her to determine why the ssignment is problematic.

ﬂRequire her to apologize to peers for inappropriate comments.
ﬂProvide all feedback quietly and discreetly.

Data to be Collected
On Task: Momentary time sampling of engagement every 10 minutes daily until goal reached; then fade
to monthly observations thereafter.

Peer Interactions: TwoiBinute observations, using a frequency count during lunchtime, daily until
goal is reached; then fade to monthly observations thereafter.

Program Review Date
The Behavior Intervention Plan will be reviewed on May 20, 2005.

Personnel and Roles

YO 93 (GKS {LISOALf 9RdzOFGiA2Yy GSIOKSNE gAff O2yRdzO0
assign her work, and determine the amount to be done before albreshe will instruct Juanita that she

will be allowed to have a break to go to the Resource Room to play math computer games after the

required work is done and when she asks politely for a break.

Emergency Procedures

Should Juanita becomes disruptimerefuses to do her work, she will be sent to the Resource Room or
the office to complete her assignment away from her peers. She will not be allowed to play computer
games or go to reess that da
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