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ABSTRACT 

Challenging behavior is a growing concern, and educators are desperately searching 

for interventions that will effectively support behavior change. Ethical guidelines and 

legal mandates propose that a fbnctional behavioral assessment (FBA) is the best 

approach to find possible fbnctions of problems behavior, and assist in the 

development of a behavioral intervention plan (BIP). In addition to an FBA, research 

suggests that conducting a fbnctional behavioral analysis can identify the cause of 

challenging behavior, which will help educators become more confident when 

developing a BIP to reduce the occurrence of behavioral problems exhibited in school. 

This study provides a literature review, which outlines how behavioral experts 

suggest educators conduct fbnctional assessments and develop B P S  in the school 

environment. This review will also provide research to determine whether a hnctional 



behavioral analysis, in addition to an FBA, will increase the effectiveness of a BIP. A 

single-subject design will be proposed. This proposed methodology could be used to 

test the effectiveness of an FBA and functional behavioral analysis when developing a 

BIP for a student with an emotional and behavioral disability (EBD). 
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Chapter I: Introduction 
Background 

Many children in school exhibit behavioral problems. According to educators, the 

most prevalent challenging behaviors include the following: primary attention problems, off 

task behaviors, disruption in the classroom, lack of organization skills, verbal or physical 

outbursts, impulsive behavior, and poor social skills (McConnell, 2001). Before the 1 9 8 0 ' ~ ~  

non-behavioral theorists proposed that interventions should be shaped around the child's 

topography. In other words, non-behavioral theorists were only interested in the behavior 

itself and did not look at the environment as a source of the behavior issue (Bellack & 

Hersen, 1997). Eventually, researchers began to develop better ways to assess the 

multidimensional components of behavior. The expression of challenging behaviors is now 

understood as serving specific functions. Since this new understanding, the way educators 

develop effective strategies to manage challenging behaviors have shifted to a focus on the 

hnction behaviors serve in the environment. 

Currently, educators are strongly encouraged to use a hnctional behavioral 

assessment (FBA) when a child expresses behavioral challenges within the school 

environment (Gresham, Watson, & Skinner, 2001). When an FBA is conducted, educators 

involved in this process will use interviews, observations, and reviews of records to 

understand the relationship between the environment and the target behavior (Gresham et 

al., 2001). The information provided from an FBA is also used to understand the hnction of 

the target behavior as it occurs in the environment (O'Neill, Homer, Albin, Sprague, Storey, 

& Newton, 1997). This understanding can assist in the development of a behavioral 



intervention plan (BIP), which is used to reduce the occurrence of the challenging behavior 

within the school setting (Gresham et al., 2001). 

Best practice guidelines and legal mandates have also conceptualized behavior as 

serving a specific fbnction within the school environment. The National Association of 

School Psychologists (NASP) is the world's largest association in charge of credentialing 

and formulating ethical codes for practicing school psychologists ("National," 2005). This 

organization has created best practice guidelines that should be utilized by school 

psychologists to uphold the highest standards of ethical conduct within the school 

environment ("National," 2005). Conducting an FBA is considered best practice when 

children express behavioral challenges that impede on their ability to succeed in school 

(Knoster & McCurdy, 2002). The NASP recognizes that school psychologists have a critical 

role in developing and collecting information for FBAs. In addition, school psychologists 

also have the authority to provide policy guidance within the educational environment 

(Knoster & McCurdy, 2002). As such, the NASP holds school psychologists responsible for 

advocating for the use of FBAs when students perform challenging behaviors in school 

(Knoster & McCurdy, 2002). The NASP's ethical codes specifically states, "school 

psychologists use decision-making models (e.g., fbnctional behavioral assessments) that 

consider the antecedent, consequence, function, and potential causes of behavior problems 

expressed by students with disabilities, which may impair learning or socialization 

("National," 2005, p. 44)" The NASP affirms that conducting an FBA will develop 

effective behavioral interventions and supports (Knoster & McCurdy, 2002). 

In addition to the NASP's ethical codes and best practice guidelines, the 

reauthorization of Individual Disability Education Improvement Act (IDEIA) in 2004 has 



also created standards to promote the use of FBAs within the school setting ("Individual," 

2005). IDEIA provides incentives to educators who conduct FBAs when developing early 

intervention programs and individual education plans (IEPs). The first section that 

stresses the use of FBAs is early intervention services (Koltz & Nealis, 2005). To prevent 

unnecessary referrals, educators should conduct effective strategies to prevent children 

with emotional and behavior problems from developing emotional disturbances that 

require special education ("Individuals," 2005). IDEIA has allocated 15% of their federal 

hnds  to special education administrators who use behavioral interventions and other 

academic supports for students who have not been identified for special education (Koltz 

& Nealis, 2005). Educators need to provide scientific-based behavioral interventions, 

evaluations, and supports to deliver services to students in the general education 

environment without identifying them for special education. IDEIA views behavior 

modification as a source of intervention to reduce the amount of students who over 

qualify for special education (Koltz & Nealis, 2005). If a child's behavior still impedes 

on their learning after early intervention services have been provided, an evaluation for 

special education would be conducted. After the evaluation process to qualify a student 

for special education is complete, an Individual Education Plan would be developed 

("Individuals," 2005). When a child's disability causes behavioral problems that impact 

learning, IDEIA strongly encourages educators to use behavioral interventions and 

supports ("Individuals," 2005). 

IDEIA also mandates schools to conduct FBAs when a child's behavior violates 

the student code of conduct ("Individuals," 2005). IDEIA states that a school would need 

to determine whether to order a change in placement due to the severity of the 



challenging behavior (Koltz & Nealis, 2005). When a change in placement exceeds 10 

days, a manifestation determination must be conducted (Koltz & Nealis, 2005). If the 

student's behavior is a direct result of their disability, the student still has the right to 

receive a free and appropriate public education, an FBA, and BIP to address the severe 

behavior ("Individuals," 2005). A manifestation determination must also be conducted in 

special circumstances when a student is removed from their original school environment 

for more than 45 days as a result of bringing a weapon to school, illegal drugs, or 

inflicting serious harm ("Individuals," 2005). If an FBA and BIP have not already been 

conducted, it is mandated for schools to use these procedures to determine whether the 

disability caused the behavior ("Individuals," 2005). If these measures show that the 

challenging behavior was caused by a disability, the student could be requested to stay at 

an alternative placement for more than 45 days ("Individuals," 2005). In other words, the 

findings produced by an FBA will allow educators to make inferences regarding the 

hnction that the behavior serves. 

The NASP and reauthorization of IDEIA in 2004 emphasize the need for FBAs in 

the school setting because it offers a problem solving and research-based approach to 

finding effective interventions (Knoster & McCurdy, 2002). It is essential to address the 

components of an FBA and how to conduct these procedures in the school environment. 

An FBA is a process of gathering data about how the behavior looks, and to also analyze 

environmental factors that surround the target behavior (07Neill et al., 1997). This 

analysis will allow educators to inspect the interactions between the behavior and 

environment. This process will permit professionals to make educated guesses about 

possible causes of the challenging behavior (O'Neill et al., 1997). 



When completing an FBA, educators need to identifl the antecedent, target 

behavior, and consequence (Watson & Steege, 2003). Antecedents are events in the 

environment that occur right before the challenging behavior is expressed (Barnhill, 

2005). The antecedents of the target behavior are usually tied to specific settings in the 

environment (O'Neill et al., 1997). Learning the connections between the particular 

settings and the antecedents can help educators predict when the behavior will occur. 

Specific examples of settings include the following: time of day, physical settings, 

people, and different activities that are presented within the school environment (07Neill 

et al., 1997). 

After one is able to predict when the behavior will occur, it is essential to map the 

specific targeted behavior. In this section, the topography of the behavior, frequency, 

duration, and intensity should be documented (O'Neill et al., 1997). The purpose of 

defining the behavior is to create an objective picture of the behavior under investigation 

(O'Neill et al., 1997). 

Next, the maintaining consequence should to be identified. The consequence of 

the behavior is defined as the particular function that the child receives after expressing 

the challenging behavior (O'Neill et al., 1997). The three main functions of behavior 

include positive reinforcement, negative reinforcement, and sensory stimulation 

(Barnhill, 2005). Behavior, however, can be multidimensional and serve different 

functions (07Neill et al., 1997). It is important to document the behavior as it occurs in 

multiple settings to determine what hnctions the target behavior could provide (O'Neill 

et al., 1997). Overall, the results of an FBA create confident predictions of the conditions 

in which the problem behavior is likely to occur (Crone & Homer, 2003). This 



information can be crucial when trying to provide successhl intervention strategies for 

children who express behavioral challenges in school. 

Functional behavioral analysis is another approach to analyze the hnction of 

challenging behavior. Functional behavioral analysis allows educational professionals to 

find causal factors instead of just simply finding a correlation between the target 

behavior, antecedent, and consequence (Watson & Steege, 2003). The goal of hnctional 

behavioral analysis is to  use the information collected fiom an FBA to develop controlled 

settings that will recreate the challenging behavior (Shapiro & Kratochwill, 2000). This 

will help the experimenter determine the specific variables that influence the occurrence 

of the target behavior under observation. The occurrence of the problem behavior should 

be observed across numerous sessions (Shapiro & Kratochwill, 2000). These sessions 

need to be divided into a test condition and control condition (Shapiro & Kratochwill, 

2000). The test condition should directly manipulate the events in the environment that 

are hlfilling the specific hnction (Iwata, Dorsey, Slifer, Bauman, & Richman, 1994). 

For example, suppose an FBA suggested that a child displays tantrums only when 

a teacher requests the child to complete an assignment that incorporates fine motor skills. 

In the controlled setting, the experimenter would manipulate the request of fine motor 

skills during the test condition. The test condition will be compared to the control. In the 

control condition, the environment is arraigned to minimize the occurrence of problem 

behavior (Iwata, Dorsey, et al., 1994) by giving access to  preferred activities, attention, 

and not requesting undesired activities (Shapiro & Kratochwill, 2000). 

After the experimental conditions are conducted, it is crucial to  document and 

graph the expression of the targeted behavior in both conditions. The visual inspection of 



the graphed data will provide enough information to identify the function behavior serves 

in the environment (Crowl, 1993). Overall, conducting functional behavioral analysis can 

pinpoint causal variables that maintain the target behavior, and this data will help create 

more effective interventions. 

Even though functional behavioral analysis provides a more accurate picture of 

the relationship between the target behavior and function, it is typically not utilized in the 

school setting. The school setting is an uncontrolled environment and cannot 

systematically manipulate the antecedent and consequence (Watson & Steege, 2003). The 

different variables in the naturalistic environment, in contrast to a controlled 

environment, have created many gaps between the education and research fields. 

Currently, many educators are not properly trained in FBAs or functional behavioral 

analysis. Some educators do not even understand the purpose of conducting FBA and 

functional behavioral analysis for children (Watson & Steege, 2003). Educators have also 

found it extremely difficult to understand the specific circumstances that are needed to 

develop these approaches (Watson & Steege, 2003). Overall, there are many flaws when 

looking at the process and execution of FBAs and functional behavioral analysis in the 

schools today. It is imperative to understand the usefulness of FBAs and functional 

behavioral analysis to determine if these are the best approaches to help youth that 

express the need for behavior modification. 

Rationale 

Ethical principles, best practice guidelines, and legal mandates suggest that 

educators consider the usage of FBAs before determining an intervention plan for 

children who need behavioral modification. Many professionals within the school setting, 



however, have been reluctant to use this approach even though research has proved its 

effectiveness. Current studies suggest that many educators do not feel confident in 

identifying the target behavior or the function it provides within the school setting 

(Acker, Boreson, Gable, & Potterton, 2005). Showing educators the usefulness of FBAs 

within their environments could be a successful approach to ensure teachers continue to 

use these interventions within the schools. It is also important to show educational 

professionals that the use of functional behavior analysis, in addition to an FBA, can 

increase the success rate of behavioral interventions that are used within the educational 

environment. 

Statement of the Problem 

Researchers are beginning to realize how understanding the function of problem 

behavior can assist in creating effective interventions. However, there are still gaps 

between research and the actual usage of FBAs and functional behavioral analysis in the 

schools today (Watson & Steege, 2003). The most common problems when conducting 

an FBA in the schools result from not clearly defining the target behavior and not 

verifying the hypothesized function of the behavior (Acker et al., 2005). In addition, 

studies have shown that many IEP teams fail to use the information provided in an FBA 

to develop successful interventions (Acker et al., 2005). It appears that many educators 

within the school setting have a difficult time understanding the process of conducting an 

FBA and connecting this method to develop a successful BIP. It is imperative to fill in 

the missing pieces to determine the effectiveness of FBAs and functional behavioral 

analysis in the educational environment. 



Purpose Statement 

The purpose of this study is to investigate the effectiveness of FBAs and 

functional behavioral analysis when developing successful B P S  within the school setting. 

Research Questions 

Are FBAs a beneficial tool to help children in need of intervention plans in 

school? In addition, can functional behavioral analysis be successfully implemented in 

school to increase the effectiveness of intervention plans? 

Assumptions of the Stu& 

This research assumes that looking at the function of behavior will help educators 

understand why students display behavioral challenges in school. This assumption is 

based on current research findings. 

Definition of Terms 

Functional Behavioral Assessment (FBA): The process of collecting data fiom 

multiple sources to understand the antecedent, target behavior, and consequence. 

This assessment provides descriptive correlations between the environment and 

the behavior (O'Neill et al., 1997). 

Antecedenf: A specific signal in the environment that a particular behavior will be 

reinforced (Ken & Nelson, 2002). 

Maintaining Consequence: Reinforcement that is received after expressing a 

particular behavior in the environment (Ken & Nelson, 2002). 

Functional Behavioral Analysis: This is an experimental procedure, which tests 

the function of behavior under a controlled environment. This process 



manipulates the type of reinforcement received by the environment to understand 

the cause of challenging behaviors (Shapiro & Kratochwill, 2000). 

Behavior Intervention Plan (BIP): Using the results from indirect and direct 

measures to identify strategies that will support appropriate behaviors to replace 

the problem behavior within the school setting (Kerr & Nelson, 2002). 

Methodology and Limitations of the Stu& 

This study will be a single subject design. It is not the intent of this study to 

generalize the exact findings to other children who display similar behaviors. However, 

this research is directed to help educators understand the functions of behavior and the 

effectiveness of interventions, which are designed around the FBA and functional 

behavior analysis. Hopehlly this information will also help educational professionals 

understand the need for more effective strategies when trying to reduce the occurrence of 

inappropriate behaviors in the school setting. 



Chapter 11: Literature Review 

Ethical codes, best practice guidelines, and legal mandates recommend that school 

psychologists use FBAs to reduce problem behavior within the school setting. It is important 

to understand what is involved in the process of conducting an FBA and to also determine if 

hnctional behavioral analysis could help assist in the intervention process. 

Current Practice of Functional Behavioral Assessments in School Sem'ngs 

An FBA is usually initiated after receiving a request for assistants in regards to a 

student's challenging behavior (Kerr & Nelson, 2002). This request can be made by 

teachers, administrators, specialists, parents, students, or any other individual who has 

witnessed these behaviors as they occur in the environment (Crone & Homer, 2002). 

Typically, special education program administrators or general education teachers are the 

individuals who refer children for their behavioral problems (Kerr & Nelson, 2002). After 

the referral is made, there are many procedures that are conducted to assess the severity 

of the challenging behavior and determine if the child is at risk for school failure based 

on the occurrence of this behavior (Kerr & Nelson, 2002). Before determining the 

assessment tools to detect the function of the challenging behavior, the team of educators 

who are responsible for conducting the FBA will typically look at the child's cumulative 

school record (Crone & Homer, 2002). These school records provide rich resources about 

the student's previous behavior, health history, and documentation of possible events that 

could have influenced the occurrence of the challenging behavior (Crone & Homer, 

2002). 

After the file review is completed, the team of educational professionals will 

determine if a full FBA is needed and what assessment tools would fit the child's 



particular behavioral patterns. Indirect assessments are the first procedures used when 

conducting an FBA (Watson & Steege, 2003). The educators who are involved in the 

FBA process usually begin by interviewing the student's teacher. Because the student's 

teacher spends everyday with the student, they are usually the best source of information 

(Crone & Horner, 2002). There are many goals of this initial interview process. The first 

goal is to create an operational definition of the challenging behavior. This definition 

should describe the frequency, duration, intensity, and topography of the target behavior 

(O'Neill et al., 1997). Identifying the antecedents, which predict the occurrence or 

nonoccurrence of the behavior is then determined (O'Neill et al., 1997). Next, the 

consequences of the target behavior are identified. The consequences detect what 

fbnctions are being served as a result of the challenging behavior. The final goal of the 

interview is developing summary statements describing the situation that predicts the 

occurrence of the target behavior, the behavior as it occurs, and the fbnction that the 

behavior serves (O'Neill et al., 1997). 

Although this initial interview provides a wealth of information about the specific 

student under investigation, research also suggests that the educators involved in the FBA 

process should strive to interview at least two or more individuals (O'Neill et al., 1997). 

If possible, it is encouraged to try and conduct one of the interviews with the student who 

is performing the challenging behavior. The student's self-report can help describe their 

own behaviors in response to the questions that are asked by the interview (O'Neill et al., 

1997). 

In addition to the interview process, there are other types of indirect assessments 

that can be utilized when developing an FBA. Conducting checklists can provide more 



information about the occurrence of the target behavior. Checklists ask whether the 

responder has observed the target behavior in the environment (07Neill et al., 1997). 

Educators can receive more precise information about the challenging behavior by giving 

rating scales (07Neill et al., 1997). Rating scales provide a list of items and ask the 

responder to evaluate these items in relation to the student with the behavior problems 

(07Neill et al., 1997). 

Overall, it is best to perform a variety of indirect assessments to develop a 

comprehensive picture of the actual target behavior (07Neill et al., 1997). It is also 

imperative for the educators who are conducting an FBA to be aware that the data 

collected from these indirect measures are primarily assessing the evaluator's opinion in 

regards to the student's behavior (Kerr & Nelson, 2002). Therefore, direct assessments 

should also be conducted. 

Direct assessments are a second type of procedure used to collect information 

about a child being assessed for behavioral problems (Crone & Homer, 2002). The 

advantage of using direct assessments is to observe the antecedent, target behavior, and 

consequence as they occur in the environment (Barnhill, 2005). As a result, these 

assessments document more objective data than indirect measures because the observer is 

not relying on someone's memory and perception of the challenging behavior (Barnhill, 

2005). However, this process can be more time consuming. 

Direct assessments can be conducted by a variety of educational personnel, such 

as teachers, school psychologists, and other support staff (07Neill et al., 1997). 

Conducting direct assessments with different evaluators in multiple setting can help 

determine the variables that affect the student's challenging behavior (Kerr & Nelson, 



2002). Before conducting the direct assessments, the observer needs to choose a 

recording system that will capture the student's targeted behavior (O'Neill et al., 1997). 

There are many different recording systems that are available to educators. Scatter 

plots, frequency recording, duration recording, and interval recording are observation 

systems, which measure the target behavior (07Neill et al., 1997). However, fbnctional 

assessments also need to focus on the environmental events that influence the occurrence 

or nonoccurrence of the target behavior (O'Neill et al., 1997). The most common system 

that are used within the school setting to capture the target behavior as it occurs in the 

educational environment are narrative recording systems and fbnctional assessment 

observation forms (FAO). 

Most direct assessments begin with a narrative recording system (O'Neill et al., 

1997). During the observation period, the observer writes narrative notes regarding the 

student's actions and behaviors. Specifically, the observer is focusing on times the target 

behavior is present in order to identi9 the antecedents and maintaining consequences. 

The antecedent-behavior-consequence (ABC) analysis is an example of a narrative 

recording system (Barnhill, 2005). The observer records his or her observations on a 

piece of paper separated into three columns (Barnhill, 2005). The columns are devoted to 

notes regarding the immediate antecedents, the behavior, and maintaining consequences 

of the behavior (Barnhill, 2005). 

ARer narrative recording systems are completed, some educators utilize a FA0 

recording system (see Appendix C) developed by O'Neill et al. (1997). The FA0 records 

the target behavior and any other challenging behavior that occurs at the same time. A 

single incident is recorded from the time a problem behavior begins and ends after three 



minutes of no behavioral problems (O'Neill et al., 1997). The FA0 recoding system 

notes the occurrence of all settings and behaviors that are related to the problem 

behaviors. The FA0 recoding system can adequately define when the problem events are 

more likely to occur, what problem behaviors occur together, predictors, and maintaining 

consequences (O'Neill et al., 1997). An FA0 is also the only recording system that is 

designed to test the summery statements that were developed fiom informal assessments 

(O'Neill et al., 1997). The main purpose of direct assessments is to validate indirect 

assessments, and the author believes the FA0 is the only assessment tool that is 

formatted to specifically link these assessment procedures (O'Neill et al., 1997). 

After direct and indirect assessments are completed, educators will pool all of the 

data together to discuss the results of the FBA (Kerr & Nelson, 2002). The collaboration 

of these assessment tools can provide information about possible events that trigger the 

occurrence or nonoccurrence of the problem behavior within the environment (Kerr & 

Nelson, 2002). The assessment tools can also identifying the maintaining consequences, 

or those events, which happen after the target behavior that reinforce the student for 

inappropriate behavior. The educators then write summary statements, which describe the 

link between the antecedents, behaviors, consequences, and hnctions of the student's 

behavior. 

Unfortunately, finding the relationship between the challenging behaviors and the 

environment is extremely difficult because behavior is highly variable (Kerr & Nelson, 

2002). Teams who develop an FBA cannot prove what predicts or causes the target 

behavior (Kerr & Nelson, 2002). The summary statements are only educated guesses 

based on the correlations witnessed between the antecedents, behavior, and consequences 



(O'Neill et al., 1997). If interventions based on the FBA are not effective, it could be 

concluded that the summary statements are faulty, and hrther assessment would need to 

be conducted. Further assessment would also need to be completed if the educators feel 

that FBA did not provide enough information to develop a better understand of the 

fbnction the challenging behavior serves (Crone & Horner, 2003). 

Functional Behavioral Analysis in the School Setting 

Functional behavioral analysis can be utilized after completing an FBA (Crone & 

Horner, 2003). The purpose of conducting a functional behavior analysis is to understand 

the environmental events that cause the target behavior by testing the summary 

statements developed fiom the FBA (Shapiro & Kratochwill, 2000). As discussed 

previously, these summary statements provide a list of hypotheses about antecedents and 

consequences that likely influence the prevalence of the target behavior (O'Neill et al., 

1997). Information fiom the summary statements is used to decide who should participate 

in the behavioral analysis study and what conditions will be best suited for the child's 

target behavior (Shapiro & Kratochwill, 2000). 

Most fbnctional behavioral analysis procedures are developed with a team of 

researchers and educators. Some experts recommend that at least one person within this 

team must be specialized in behavioral interventions (Iwata, Dorsey, et al., 1994). 

Individuals proficient in behavioral interventions should be responsible for performing 

the actual experimental condition for the hnctional behavioral analysis (Iwata, Dorsey, et 

al., 1994). Those trained in behavioral analysis have an obligation to educate other 

professionals about these procedures (Iwata, Dorsey, et al., 1994). The educators or 

specialists, who will observe the experimental setting, will also be trained before the 



actual experiment in conducted (Iwata, Dorsey, et al., 1994). This training will teach the 

observers how to accurately record challenging behavior as it occurs in a controlled 

environment (Iwata, Dorsey, et al., 1994). 

After educators and specialists are selected to participate in the hnctional 

behavioral analysis, it is important to develop the experimental conditions (Shapiro & 

Kratochwill, 2000). These controlled settings will be used to empirically measure the 

environmental variables that seem to affect the occurrence of the target behavior (Shapiro 

& Kratochwill, 2000). There are four conditions that are used by most researchers and 

educators who are proficient in hnctional behavioral analysis (Iwata, Dorsey, et al., 

1994). 

The first setting is called the social disapproval condition. This setting would 

make sure that toys and activities would be available in the room where the experiment 

was taking place (Iwata, Dorsey, et al., 1994). The therapist would sit in a corner in the 

therapy room and direct the student to play with the toys. The only time the therapist 

would respond is when the target behavior was performed (e.g., stop that). Educators who 

predict that the child's behavior is influenced by attention frequently use this condition to 

confirm their hypothesis (Iwata, Duncan, Zarcone, Lerman, & Shore, 1994). 

The second setting is academic demand. In this setting, the therapist would 

request the child to complete an academic task. If the child does not respond, the therapist 

would offer prompts to try and encourage the child to complete the task (Iwata, Duncan, 

et al., 1994). This condition is used when students frequently perform their challenging 

behavior to escape from task demands within their environment (Iwata, Duncan, et al., 

1994). 



The third condition is called unstructured play. The child would have access to 

preferred resources and no demands would be placed in this condition. This setting is 

used as a control and a basis for comparison (Iwata, Dorsey, et al., 1994). 

The last setting is called the alone condition. The child would be placed in a room 

alone without access to the therapist, toys, or other tangible materials (Iwata, Dorsey, et 

al., 1994). Educators who predict that self-stimulation causes the target behavior would 

use this condition (Iwata, Dorsey, et al., 1994). 

These four conditions have been highly researched by experts in fbnctional 

behavioral analysis (Iwata, Dorsey, et al., 1994). However, this information does not 

mean that these conditions fit for every child. The goal of fbnctional behavioral analysis 

is to create a controlled environment that will recreate the target behavior in a simulated 

environment (Shapiro & Kratochwill, 2003). The fbnctional behavioral analysis must try 

to develop a setting that is individualized and represents the student's environment 

(O'Neill et al., 1997). 

After the conditions for the fbnctional behavioral analysis are established, the 

design for the study must be selected. The design of the study will affect how the data is 

collected and recorded (Shapiro & Kratochwill, 2003). There are three designs that are 

best suited for fbnctional behavioral analysis procedures (O'Neill et al., 1997). 

A reversal (ABAB) design can be used to document the effects of one or more 

experimental conditions (O'Neill et al., 1997). This design begins with a baseline phase. 

The child's target behavior will be documented before the manipulations are added to the 

controlled environment (O'Neill et al., 1997). After baseline is completed, the 

manipulation will be added to the environment, and the child's target behavior will be 



recorded (O'Neill et al., 1997). The baseline and treatment conditions will be repeated in 

alternating order until the educators are convinced they have determined the causal 

relationship (07Neill et al., 1997). 

Another highly researched design for hnctional behavioral analysis is called a 

multi-element assessment (Iwata, Duncan, et al., 1994). This design will alternate each 

condition in a semi-random order. Typically, an experimenter will roll a dice to 

determine what condition will be used. This process will be repeated until a trend in the 

behavior is identified. Sometimes multi-element designs are unable to identify patterns of 

behavior (Iwata, Duncan, et al., 1994). 

A sequential test-control assessment is another design, which is used when other 

methods are unable to differentiate behavioral patterns (O'Neill et al., 1997). This design 

creates a pair of conditions that are conducted in alternating order. One of the conditions 

is always a control (O'Neill et al., 1997). The second condition, which is paired to the 

control, would manipulate an environmental event thought to control the target behavior 

(O'Neill et al., 1997). Using the sequential test-control assessment makes it easier to see 

the trends in behavior. This process is more time consuming than the other two designs; 

however, it might be the only methods that can show what conditions cause the target 

behavior (Iwata, Dorsey, et al., 1994). 

After the conditions for the hnctional behavior analysis are completed, the data 

will be collected and graphed (Shapiro & Kratochwill, 2003). The visual inspection of the 

graph will either confirm the previous hypothesis statements or show that revisions must 

be added to accurately describe the causes of the target behavior (Shapiro & Kratochwill, 

2003). Identifying the environmental events that maintain the challenging behavior will 



be used to create effective behavioral interventions that will serve the needs of the student 

(O'Neill et al., 1997). 

Behavioral Interventions in the Schools 

Once an FBA and behavioral analysis has been conducted, the information 

obtained can be used to develop a behavioral intervention plan (BIP). The goal of a BIP 

is to create a logical sequence between gathering data and developing a support plan to 

reduce the occurrence of the target behavior (O'Neill et al., 1997). When educators are 

using data from an FBA to develop a successful BIP, they need to devote most of their 

attention to the hypothesis statements (Janney & Snell, 2000). These summary statements 

will help the team of educators who are supervising the BIP understand the functions that 

the behavior serves within the school environment (Acker et al., 2005). 

After educators analyze the hypothesis statements, they will need to identify 

competing behaviors that will eventually replace the challenging behavior (Crone & 

Homer, 2003). Competing behaviors are mutually exclusive, and will be used to 

extinguish the challenging behavior. For example, an individual cannot run and walk at 

the same time. Both behaviors, in other words, cannot be expressed within the 

environment (Janney & Snell, 2000). 

The next step in the BIP is developing strategies to make the challenging behavior 

irrelevant, ineffective, and inefficient (O'Neill et al., 1997). In order to make the 

challenging behavior irrelevant, preventative strategies must be created to change the 

antecedents that support the challenging behavior in the school environment (Janney & 

Snell, 2000). For example, the BIP might request changes in the physical setting, 

schedule, staff, or peers who are thought to influence the occurrence of the challenging 



behavior (Janney & Snell, 2000). After the factors that are thought to increase the 

prevalence of the challenging behavior are removed for the student's environment, it is 

also beneficial to create new environmental factors that could help nurture the more 

appropriate replacement behaviors (Crone & Homer, 2003). Common environmental 

events that are incorporated in the school setting include: providing curriculum that is 

appropriate for the student, create opportunities to develop relationships, and change 

other activities that will engage the particular student under investigation (Janney & 

Snell, 2000). 

The next step in the BIP process is identifying teaching strategies that will make 

the target behavior inefficient (O'Neill et al., 1997). Educators need to teach the student 

the socially appropriate replacement behaviors, which will meet the student's needs in a 

more efficient manner. The goal of this strategy is the help the student realize that 

replacement behaviors will take less time and effort to obtain the same hnction within 

the school environment (Crone & Horner, 2003). Educators also need to make sure that 

the replacement behaviors are taught beyond the state of learning acquisition (Janney & 

Snell, 2000). Students need to be taught when, where, and how to use these alternative 

behaviors fluently. In order for the teaching strategies to be effective, the child must 

receive support and assistant from educators (Janney & Snell, 2000). 

The final strategy in the BIP is to change the consequences that usually follow 

the target behavior within the school environment (Crone & Homer, 2003). These 

changes are used to make the target behavior ineffective (O'Neill et al., 1997). Adults 

and peers who witness the challenging behavior are usually taught how to change the 

consequences that are typically created after the child performs these behaviors (Janney 



& Snell, 2000). A common technique used to change the consequence of the behavior is 

called non-reinforcement (Janney & Snell, 2000). Teachers and peers who are in the 

student's environment respond to the target behavior in a way that will prevent the 

fbnction from being served (Janney & Snell, 2000). These individuals will not react to the 

challenging behavior, but they will show the student what behavior they should choose 

instead to obtain their desired hnction (Janney & Snell, 2000). The inappropriate 

behavior will extinguish if it is ineffective in getting the student's needs met (Janney & 

Snell, 2000). 

After these strategies are chosen and documented, the educators will implement 

their plan with the particular student who expresses behavioral challenges (Crone & 

Homer, 2003). It is also important to collect data throughout the implementation to 

evaluate the effectiveness of the intervention (O'Neil et al., 1997). Evaluations should be 

an ongoing process to make sure the BIP is meeting the child's needs. Also, this 

evaluation process will make educators accountable for their contributions to the BIP 

process (Janney & Snell, 2000). 

Summary 

Conducting an FBA involves a variety of assessment tools and recording systems 

(07Neill et al., 1997). This information can clearly define the target behavior and assist in 

the development of hypothesis statements to address the hnction of the behavior as it 

occurs in the environment. The wealth of information provided by an FBA can help 

develop successfbl BlPs (O'Neill et al., 1997). However, even though an FB A is used to 

help find more successfbl intervention for students who express behavioral challenges, 

sometimes this assessment process is unable to accurately define the fbnction of the 



target behavior (Kerr & Nelson, 2002). The interventions could be built around a faulty 

hypothesis and therefore would be ineffective. If this scenario occurs, educators would 

need to re-evaluate the problem behaviors, functions, and interventions (Janney & Snell, 

2000). 

Conducting a hnctional behavioral analysis is a way to directly assess the 

function the target behavior serves in the environment (Shapiro & Kratochwill, 2000). 

Conducting a functional behavioral analysis provides the most direct assessment of the 

behavioral hnction (Shapiro & Kratochwill, 2000). Although functional behavioral 

analysis can help educators develop a BIP, it is not frequently used within the educational 

environment. It is important to understand if functional behavioral analysis is a successful 

approach when an FBA is not able to serve the child's personal needs within their 

environment. It is essential to gain a better understand of how hnctional behavioral 

analysis can be applied within the school environment to help develop more efficient and 

effective BIPs within the school setting. 



Chapter III: Methodology 

IntroaFuction 

The study of behavior change is typically examined with single-subject designs. 

The effectiveness of a given intervention is gauged by measuring behavior change in the 

individual who is exposed to the intervention. The following methodology is a single- 

subject study, which will measure the effectiveness of interventions developed from an 

FBA and functional behavioral analysis. Therefore, this particular study will test the 

usefblness of an FBA and functional analysis when creating a BIP. This chapter will 

specifically describe the participant who will be chosen for this study, instrumentation, 

data collection, data analysis, and the limitation of this research design. 

Subject Selection and Description 

The researcher will ask a special education teacher to identifjr a school-aged child 

or youth who has been referred to special education, qualified under the category of 

emotional and behavioral disabilities (EBD), and continues to exhibit behavioral 

challenges in school. This student will be evaluated with an FBA and functional 

behavioral analysis for the purpose of program planning, in order to develop a successful 

BIP that serves this student's needs within the school environment. 

After the student is selected for the single-subject design, the experimenter will 

need to receive permission from the student's parents, school principle, and UW-Stout's 

Human Subject Review committee before conducting this study. The evaluation process 

will begin after all of these sources agree that behavioral intervention is needed to help 

this student succeed in school. 



Instrumentation, Data Collection, and Data Analysis 

Functional Behavioral Assessment 

After the participant is chosen and permission is granted, an FBA will be 

conducted. The experimenter will begin this process by collecting indirect measures of 

the student's behavior. Reviewing records and conducting interviews will help the 

researcher collect information that has been reported from educational professionals, 

parents, and other individuals who have observed the challenging behavior as it occurs in 

the environment (Barnhill, 2005). 

Reviewing the student's cumulative record will provide background information 

about their school attendance, grades, and previous behaviors expressed in the school 

setting (O'Neill et al., 1997). Looking at this information will help the researcher 

understand patters of behavior and also identify events in the environment that seem to 

affect the occurrence or nonoccurrence of the target behavior. Additionally, the review of 

records will allow the researcher to view specific assessments and interventions that were 

previously conducted (O'Neill et al., 1997). 

After the file review is completed, a fbnctional assessment interview (FAI) will be 

conducted with a teacher and parent of the student who expresses behavioral problems 

(O'Neill et al., 1997). The FAI requires the interviewees to discuss four main areas about 

the participant. The first section in this FAI requires the teacher and parent to 

operationally define the target behavior (O'Neill et al., 1997). The second step is 

identifying environmental factors that predict the challenging behavior. Thirdly, the 

maintaining consequences need to be identified (OYNeill et al., 1997). The last part of the 

interview requests summary statements that describe the relationship between the 



predictors, target behaviors, and maintaining consequences (see Appendix A). In addition 

to an FAI, a student directed functional assessment interview form should be given to the 

individual who displays challenging behavior (O'Neill et al., 1997). This interview will 

have the same components of the FAI, however, this form is shorter and simplifies the 

questions to help the student respond appropriately (see Appendix B). 

After the indirect measures are completed, the researcher will directly observe the 

student using an FA0 form and a summary statement table. This direct assessment will 

be used to observe the target behavior as it occurs in the student's school environment 

(O'Neill et al., 1997). The experimenter will use an FA0 form to document the 

occurrence of the target behavior in multiple settings (O'Neill et al., 1997). During each 

observation schedule, the experimenter will tally the frequency of the behaviors, 

predictors, perceived functions, and the consequences of the behavior (see Appendix C). 

After the researcher completes the FA0 form, this data will be transferred onto a 

summery statement table (see Appendix D). This table will allow the researcher to identify 

the relationships between the setting events, antecedents, problem behaviors, and 

maintaining consequences that were directly observed in the student's natural environment 

(O'Neill et al., 1997). Once this list has been formed, the researcher will compare these 

statements to the initial summary statements created from the FA1 and student-directed 

knctional assessment interview forms (O'Neill et al., 1997). This comparison will either 

confirm or disconfirm the initial ideas about the function of the target behavior (O'Neill et 

al., 1997). If the hypothesis statements developed during the indirect and direct measures of 

the FBA are consistent, then the researcher will start to develop the functional behavioral 

analysis. 



Functional Behavioral Analysis 

A hnctional behavioral analysis will test the summary statements in the FBA to 

determine whether identified antecedents, consequences, and hnctions are related the 

problem behavior (Shapiro & Kratochwill, 2000). In order to verify the hypothesis 

statements developed in the FBA, the researcher will need to create a test condition (Shapiro 

& Kratochwill, 2000). The test condition will tightly control the presence or absence of the 

environmental factors thought to influence the target behavior (Shapiro & Kratochwill, 

2000). All other variables within this setting will also be held constant to make sure the 

manipulations added in the test conditions are the only changes that can directly affect the 

target behavior (Shapiro & Kratochwill, 2000). The researcher will also need to compare the 

test condition to a control condition (Shapiro & Kratochwill, 2000). The control condition 

will also closely monitor and regulate the environment, but the student will be allowed to 

receive access to preferred activities with little demand (Iwata, Duncan, et al., 1994). The 

test condition and control condition will be compared to determine if the manipulated 

variables are the cause of the target behavior (Shapiro & Kratochwill, 2000). 

A reversal design (ABAB) will be used to assess the test condition and control 

condition in the hnctional behavioral analysis (O'Neill et al., 1997). In the first part of this 

reversal design (A) is a control condition phase. The presence of the student's target 

behavior will be evaluated without presenting the manipulation into the controlled setting 

(O'Neill et al., 1997). The second (B) phase ofthis design will observe the student's 

behavior in the test condition. The manipulated variables, derived fiom the antecedents and 

consequences fiom summary statements, are added into the controlled environment to assess 

whether they trigger the target behavior (O'Neill et al., 1997). These conditions will be 



repeated in alternating order until the relationship between the manipulated variables and the 

target behavior is demonstrated (O'Neill et al., 1997). 

Two observers will be trained to collect data during the reversal design (ABAB). 

The observers will be shown how to use an interval recording (see Appendix E), and tally 

the occurrence or nonoccurrence of the target behavior (Kerr & Nelson, 2002). To assess 

interobserver agreement, the experimenter will calculate the number of agreements and 

divided by the number of agreements plus disagreements and multiply this score by 100 

(Kerr & Nelson, 2002). 

When the reversal design (ABAB) is finished, the interval recording fiom the control 

condition and the test condition will be collected and graphed using Chart Wizard fiom 

Excel. If the graph shows an upward slope indicating that the target behavior increased 

during the test condition, this will prove that the manipulated variables added into the 

controlled setting are the function of the target behavior (Kazdin, 2001). In addition, this 

graph will confirm that the initial summary statements developed in the FBA accurately 

identified the environmental events that cause the target behavior to occur in school setting 

(O'Neill et al., 1997). 

Behavioral Intervention Plan 

After the maintaining variables are identified, the researcher will be able to organize 

and conduct a BIP (Crone & Homer, 2003). A competing behavior model will be used to 

help identify alternative behaviors, which serve the same function for the subject (0 '  Neil1 

et al., 1997). From the summary statements, the researcher will identify behaviors, which 

will replace the target behaviors and diagram the competing behavioral model to show the 

pathway between the antecedents, target behaviors, and consequences (Kerr & Nelson, 



2002). Identifying these behavioral pathways and how they compete with each other will 

help the researcher develop appropriate interventions (see Appendix F). 

The researcher will be able to define the general approach to the intervention after 

the competing behavior model is finalized. The researcher, along with other educators 

involved in the intervention process, will develop a set of procedures to make the target 

behavior irrelevant, ineffective, and inefficient (O'Neill et al., 1997). The goal of these 

procedures is to make changes in the subject's physical setting and alter the responses that 

the subject receives from their peers and teachers after the target behavior is performed 

(Kerr & Nelson, 2002). The changes in the antecedents and consequences will make the 

subject's behavior irrelevant and ineffective (O'Neill et al., 1997). Also, it is imperative to 

define strategies the will teach the student how to perform more appropriate behavior and 

show how these alternative behaviors are more efficient than the target behavior (O'Neill et 

al., 1997). 

After the BIP is hlly developed, a reversal design (ABAB) will be used to determine 

the effectiveness of the intervention (O'Neill et al., 1997). The first part of this reversal 

design is the baseline (A) phase. The student's target behavior will be observed and 

recorded before the interventions from the BIP are added to the environment (Kazdin, 

2001). The second part of this design is called the intervention (B) phase. The BIP will be 

conducted and the researcher will observe and collect data regarding the occurrence or 

nonoccurrence of the target behavior (Kazdin, 2001). The baseline and the treatment 

condition will be repeated in alternating order to complete four phases. If the student's 

behavior improves during the intervention phases and reverts to the target behavior in the 

baseline phases, this will provide evidence that the treatment is successhl (Kazdin, 2001). 



The researcher will use an interval recording (see Appendix G) to collect data 

during both the baseline and intervention phases (Kerr & Nelson, 2002). The researcher will 

observe the student's behavior in the school settings where the target behavior is most 

prevalent. Each baseline and intervention phase will be observed for three hours, and the 

target behavior will be recorded in 15-minute intervals. The interval recording will be able 

to rate the occurrence of the target behavior across the baseline and intervention phases 

(Kerr & Nelson, 2002). 

When the data collection for the reversal design (ABAB) is completed, the 

researcher will have the ability to determine the effectiveness of the intervention. The data 

collected fiom the interval recording during the baseline and intervention phases will be 

graphed using Chart Wizard fiom Excel. This graph will plot the amount of time the target 

behavior occurred during all four phases of the reversal (ABAB) design. The BIP will be 

considered effective if the graph displays a downward slop showing that the target behavior 

decreased during the intervention phases (Kazdin, 2001). 

Limitations 

There are many limitations to this research design. As discussed previously, 

challenging behavior is multidimensional and serves different hnctions within the school 

environment (O'Neill et al., 1997). Therefore, the results of this study cannot be 

replicated with other students who express behavioral challenges in school. Yet, it does 

serve as a model for the process of assessing behaviors and implementing interventions. 

Educators in the school setting could also have a difficult time understanding the 

complexity and specificity of this design. This particular approach requires the 

experimenter to be properly trained in hnctional behavioral analysis (O'Neill et al., 



1997). If the researcher does not have experience using behavioral analysis, they will 

need to be trained and supervised by a highly qualified professional (07Neill et al., 1997). 

Another limitation is ethical constraints. In some circumstances, a student's target 

behavior may results in self-injury or harm to the experimenter (Crowl, 1993). It is 

important to understand the risks of recreating the target behavior in a simulated 

environment before conducting this experimental design. 

Summary 

Challenging behavior is a serious concern within the school system and many 

educators strive to develop interventions that will serve the needs of students with 

behavioral problems (Bell, Carr, Denno, Johnson, & Philips, 2004). In order to develop a 

successfbl intervention, fbnctional assessments need to be conducted to understand the 

characteristics of the challenging behavior, the environment in which the behavior occurs, 

and the fbnction it provides within the school setting (Kerr & Nelson, 2002). Conducting an 

FBA and functional behavioral analysis within the school environment will allow educators 

and researchers to identify the sources of the behavior issue and find interventions that will 

serve the needs of students who exhibit behavioral challenges within the educational 

environment (O'Neill et al., 1997). 
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Appendix A: Functional Assessment Interview Form (FAI) 

FUNCTIONAL A99ESSMENT INTERVIEW (FAI) 

P- of am- Aes Sex M F 
Date of intwiew Intarviewer 

-mt. 

A DESCRIBE THE BEHAWORB. 
1. For each of the behaviorm of amcem, ddiw the topography (how it u performed), Baquanq 

Olor often it otnur per dry, week, m monW. duration (how lomz it lmsta  wbem ~t occurs). d 
intensity (how d..nrpinn at. dedrudba tbs Iduivioza mre afieai they occur). 

2. Which of ths behaviom deacribd above a m  likely to occur together in some way? D o  they 
occur about the same time? In wmc kind of predictable mequemcw or "cbaim7 In responss to 
tbe anme t y p m  of situation? 

Note. From "Functional Assessment and Program Development from Problem Behavior, 

A Practical Handbook 2nd edition (p. loo)," by R. E. 07Neill, R. H. Homer, R. W. Albin, 

J. R. Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: BrooksICole Publishing 

Company. Copyright 1997 by Wadsworth, a division of  Thomson Learning. Reprinted 

with permission. 



I 

B. DEFINE ECOLOGICAL EVENTS (BE'lTINCf IWENTS) THAT PREDICX OR SET UP THE 
PROBLEM BEHAVIORS. 
1. What rmdhdom is the person taLing (if any), end how do you beliwe thew may &ct hie 

1 or her behavior? 

a. What m d i s d  orplW~iaI  Eondihoru (ifmy) doe. the person expsrience that m y  &kt hia 
or her bdudor (6.g.. anthma, rllerde~, r a s h ,  sin- infections, eeixu+pa, problems related 
b mendruntion)? 

3. Deacribe the a k p  patterns of the individual and the extent to which those patterns may 
affect his or her behavior. 

4. Describe the eatiw routinrs and diet of the pereon and the extent to which tbsse may &ect 
his or her behavior. 

6e. Briefly llst below the pereon's typical daily schedule of activities. (Check the bcuee by tho- 
activities thapefion eqpyn and tbom rctivitiew moet assodatad wi th  pmblemr.) 

B&oyu Rvblerns E e u  
0 0 8~00 - 
0 7:Oo 
0 0 8:al 0 
0 ROO 
0 1e00 0 
0 11:m 0 
0 0 12:w 

1:oo 0 

Pmbkuw 
200 

0 a:m 
(:oo 
kal 
6:m 

0 '1:00 
s:oo 

0 8:OO 

Note. From "Functional Assessment and Program Development from Problem Behavior, 

A Practical Handbook z " ~  edition (p. 101)," by R. E. O'Neill, R. H. Homer, R. W. Albin, 

J. R Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: BrooksICole Publishing 

Company. Copyright 1997 by Wadsworth a division of Thomson Learning. Reprinted 

with permission. 



6b. To what extant are tbe activities on the daily ehedule prdactable for the pesaon. Kitb 
regard to what will be happening, when it will oecor, with whom, and f i x  how 1- 

6c. To what artent doea the pemn have tbe opportunity during the day to make c+ about 
his or her activities and rainforcing events? (e.g., food, clothing, social corn-, leisure 
actiwties) 

6. F k w  many other persons are typically amund tbe individld at home, school, or work 
(including staff, clasmnntes, and hmurematea)? Does the psreon trpicelly sesm bothered in 
situations that are more crorudcd and MisyP 

7.  What in the pattern of w n g  support that ths pe- recaives in home. aebool, work, and 
other 8ettings (e.g.. 1:1,2:1)? Do you believe that the nwnber of staff, the tmining of W, 
m their social interrdrons with the penrrn dfect the pmblem behaviom? 

DEFINE SPECIFIC IMMEDIATE ANTECEDENT EVENTS THAT PREDICT WHEN THE 
BEHAVIORS ARE LlgELY AND NOT UifELY TO OCCUR. 
1. Tames of Doy- When are the behnviorn momt and least &ly to happen? 

3 

Note. From "Functioml Assessment md Program Development from Prohlem Beh ior ,  

A Practical Handbook 2nd edition (p. 102)," by R. E O7Neill, R. H. Homer, R. W. Albin, 

J. R. Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: Brooks/Cole Publishing 

Company. Copyright 1997 by Wadswonh, a division of Thomson Learning. Reprinted 

with permission. 



2. Whem are the behavim most and lea& l b l y  ta happen? 
! 
i Most lilwb 
I 

Least Idrely: 

3. Peopk: With whom are the b e h a m  most and least likely to happen? 
Moatlikely: 

4. Actavigr: Wuad aetivifien are most and least likely to produce the behaviors? 

Moat likew 

Least WF 

6. Are. tbeR particular or idiosyncratic mituation~ or events m t  lidel above that mmetimem 
seem to -net ofII the behavim, such g n u t h k  demands, miees, lights, dotJ&g? 

6. What one thiryl could gou do that would most likely make the unde&rable bhavim o d  

7.  Briefly describe how the pereon's behavior would be affected if. . . 
a. You esged him or her to perform a dif6cult hk. 

- 

b. You interrupted a deahd activity, such as ePting ice cream m watching W. 

c. You U I I ~ ~  changed his or her typical routine or schedule d activities. 

Note. From "Functional Assessment and Program Development from Problem Behavior, 

A Practical Handbook 2nd edition (p. 103)," by R. E. O'Neill, R. H. Horner, R. W. Albin, 

J. R. Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: BrooksICole Publishing 

Company. Copyright 1997 by Wadsworth, a division of  Thomson Learning. Reprinted 

with permission. 



d. Bhe or ks wanted something but WBBL'L able to get it (0.g.. a food item up on a a b l f ~ .  I 
e. You didnY pay attention to the pemn or le& her or bim alone for a while (e.g,, llminuteo). 1 

D. IDENTIFY THE CON8EQUENCE9 OB OVPCOMES OF TWB PBOBLEM BEHAVIOBS THAT 
MAY BE ~~Q THEM (1.E.. THE FUNCTIONS THEY BERVE FOB THE PERSON 
IN PARTICULAR SlTUATION5). 
1. W a f s s E h o f  t h . b e b . r i o r e l i s t d i n ~ & a n d t q b i d m ~ U w q e d & ~  

o r o u t c o m e s t b e p e n o n ~ w h e n t b e b e h m v m m o c n v i n ~ t ~ ~ .  

. . --Y 
prvtinJIv- Eehuuior dossheorablpLP dossshaheavo*I? 

E. CONSIDEB THE O V E a W  EIi'FICLENCY OF THE PBOBLEM BEHAVIORS. EBBICIENCY 
19 THE COMBINED RESULT OF (A) HOW MUCH PEIIWCAL BFmRT IS FtEQUIRBD. CB) 
HOW OPTENTHE BEEfAVIOB I9 PEaFOBMED BEPORE IT IS BEWARDED. AND (C) HOW 
LQNG TKE PERSON MUST WAIT M GET TIIE REWARD. 

6 

Note. From "Functional Assessment and Program DevelopmentJi-om Problem Behavior, 
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P. WHATBVNCTIONALALTERNA~ BERAVIORS DOESTBE PERSONALREADY KNOW 
HOW TO DO? 
1. What sodally apaopriate bsb.-orsLill. can the p e w  plready perform that may 

gwmmte the m a m a  outcomes or rem&mem produced by VM problem behavion? 

0. WHAT ABE THE PRIMARY WAYS THE PERBON CQIdMU?iICATES WIXM OTRER PEOPLE? 

I 1. What are* ~~e cammunL.tion shategiea rual by a arallahle to the perarn? 
'l'kae wt in-vocal W v ,  mmm-n boarddboobs, or e W c  
dwiees. How ommsbntly an Lhs ettatwa d? 

2. 0n the followjug chmt, indicate the  behai- the peraon lues to achieve tbe r m m i c a t i v e  
~ B I ~  

Note. From "Functional Assessment and Program Development from Problem Behavior, 
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a. ~ f i r e g a r d ~ t b s ~ ' a r e e a p t i v s ~ m r m ~ o r ~ t o ~ & ~  m... 
a D o e p t b e ~ n f o l l m s p o h r a p u e r t s o r ~ 7 I t s o , a p p r o ~ y  howmnnY7 
(List if only a few.) 

b. Does tbe petson respond to signed or gestural requesbs or btauctiona? If m, ayprmi- 
metaly how many? (Lbt if only a few.) 

c. In the person able to imitate if you pmvide p48icsl models hr varioum tsalrs m ~ t i e a ?  
(List if only a few.) 

d. H o w d o e s t h e p e r a o n ~ i a d i e a b y o s o r n o w h e n d X ~ o r h e w a n t e s o m ~  
want. to go somewhere, and so on? 

E, WHAT ARE THING3 YOU SR0Vl.D DO AND THING8 YOU SHOULD AVOID IN WORKING 
WITH AND S U P P O ~ G  THIS PERSON? I 
1. What t l x h g a  caa you do to improve the tbnt a taaehing session or other act kit^ 

will go well nith this petson? 

2. What- should you avoid that might intedere with or dimuptatending measion or activity 
with thin person? 

I. WHAT ARE TEIN09 THE PERSON LIKEG AND ABE BElNFORCING FOR HIM OR HERT 
1. Food rtcms: 

7 

I 
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J. WHAT DO YOU IWOW ABOUTTHE EWIQRY OF THE UNDESIRABLE BEHAWORB. THE 
PROGRAMS THAT HAVE BEENA-TO DECRBASE OR ELIMNATJ3 TREM. AND 
THE EFFECIg OF THOSE PBOCRAMS7 

Behavior 

Note. From "Functional Assessment and Program Development from Problem Behavior, 

A Practical Handbook 2"d edition (p. 107)," by R. E. 07Neill, R. H. Homer, R. W. Albin, 

J R. Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: BrooksICole Publishing 

Company. Copyright 1997 by Wadsworth, a division of Thomson Learning. Reprinted 

with permission. 



Note. From "Functional Assessment and Program Development from Problem Behavior, 

A Practical Handbook 2nd edition (p. 108)," by R. E. 07Neill, R. H. Homer, R. W. Albin, 

J. R. Sprague, K. Storey, and J. S. Newton, 1997, Pacific Grove: Brooks/Cole Publishing 

Company. Copyright 1997 by Wadsworth, a division of Thomson Learning. Reprinted 

with permission. 



Appendix B: Student Directed Functional Assessment Interview Form 

Note. From LLFunctional Assessment and Program Development from Problem Behavior, 
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Appendix C: Functional Assessment Observation Form (FAO) 

S 

Note. From "Functional Assessment and Program Development from Problem Behavior, 
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Appendix D: Summary Statements 

Summary Statements from FA0 Form 
Setting Events Antecedents Problem Behaviors Maintaining Consequences 

Note. From "Functional Assessment and Program Development from Problem Behavior, 
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Appendix E: Interval Recording for the Control Condition and Test Condition 

Interval Recording 
(Control condition) 

Target behavior: 

Date (MM/DD/YYYY): 

Observer: 

Target behavior occurred 

Target behavior did not occur 

Interval Recording 
(Test condition) 

Manipulated Variables 

Target behavior: 

Date (MM/DD/YYYY): 

Observer: 

Target behavior occurred 

I I I I I I I I I I I I 

Target behavior did not occur 

I I 
*Mark when manipulating variable is introduced. 



Appendix F: Competing Behavior Model Form 

!%tthg Event Prrdldor T d h C  
-arr*r -=- -=- 

Note. From "Functional Assessment and Program Development from Problem Behavior, 
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Appendix G: Interval Recording for the Baseline Condition and Intervention Condition 

Interval Recording 
(Baseline Condition) 

School Setting: 

Target behavior: 

Date (MMDDKYYY): 

Observer: 

Target behavior occurred 

Time 
Intervals 

Target behavior did not occur 

1 2 3 4 5 6 7 8 9 10 1 1  12 13 1415 16 17 18 1920 



Interval Recording 
(Intervention Condition) 

Intervention 

School Setting: 

Target behavior: 

Date (MM/DD/TTTY): 

Observer: 

Target behavior occurred 

Target behavior did not occur 
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