
Supplemental Reading Materials

1. Helpful Web Sites

2. Additional Resources

3. What is a “Functional Assessment” of My Child’s Behavior?

PACER Center

4. Addressing Student Problem Behavior:  An IEP Team’s introduction to functional behavioral assessments and behavior intervention plans

Center for Effective Collaboration and Practice

5. Why would anyone do something like that?

An introduction to functional assessment

A joint project of the University of Minnesota and the Osseo Public Schools

6. A Collection of Positive Behavioral Interventions 

Dianna Herrmann, EBD Teacher, Princeton, MN

7. Interventions for the Classroom

The College of Education and Human Development, University of Minnesota

8. Positive Intervention Procedures

Charlotte Ryan, Project Director, Children, Families and Learning, Roseville, MN

9. Functional Behavioral Assessment and Positive Interventions: What Parents Need to Know
PACER Center

HELPFUL WEB SITES

1. Center for Effective Collaboration and Practice, American Institutes for Research

http://www.air-dc.org/cecp/
2. Center for Mental Health Services, Knowledge Exchange Network

http://www.mentalhealth.org
3. National Association of School Psychologists

http://www.naspweb.org
4. National Institute of Mental Health

http://www.nimh.nih.gov
5. PACER Center, Minneapolis, MN

http://www.pacer.org
Technical Assistance Alliance for Parent Centers (Alliance)

http://www.taalliance.org
Families and Advocates Partnership for Education (FAPE)

http://www.fape.org
6. U.S. Department of Education

http://www.ed.gov
7. U.S. Department of Education, Office of Special Education and Rehabilitative Services, Office of Special Education Programs

http://www.ed.gov/offices/OSERS/OSEP
8. U.S. Department of Justice

http://www.usdoj.gov
9. OSEP Technical Assistance Center on Positive Interventions and Supports (PBIS)

http://www.pbis.org
10. The Federal Resource Center for Special Education (FRC)
 www.dssc.org/frc/ 

11. Northeast Regional Resource Center (NERRC)
 www.trinityvt.edu/nerrc 

12. Mid-South Regional Resource Center (MSRRC)
 www.ihdi.uky.edu/msrrc/
13. Southeast Regional Resource Center (SARRC)
 edla.aum.edu/serrc/serrc.html 

14. Great Lakes Area Regional Resource Center (GLARRC)
 www.csnp.ohio-state.edu/glarrc.htm 

15. Mountain Plains Regional Resource Center (MPRRC)
 www.usu.edu/~mprrc/ 

16. Western Regional Resource Center (WRRC)
 interact.uoregon.edu/wrrc/wrrc.html 

17. National Information Center for Children and Youth with Disabilities (NICHCY)
 www.nichcy.org
ADDITIONAL RESOURCES

Barbara, L., & Knostler, T. (1996).  Guidelines on effective behavioral support.  PA Department of Education, Bureau of Special Education.

Bullock, L.M., & Gable, R.A. (Eds.) (1997) Making collaboration work for children, youth, families, school, and communities.  Reston, VA: Council for Children with Behavioral Disorders & Chesapeake Institute.

Carr, E.G., & Durand, V.M. (1985) Reducing behavior problems through functional communication training.  Journal of Applied Behavior Analysis. 25, 823—840.

Center for Systemic Educational Change. (1996). (videotape).  Creating caring communities: A responsive classroom for urban children.  District of Columbia Public Schools.

Colvin, G., & Sugai, G. (1988).  Proactive strategies for managing social behavior problems: An instructional approach.  Education and Treatment of Children. 11,  341—348.

Dunlap, G., Kern, L., dePerczel, M., Clark, S., Wilson, D., Childs, K.E., White, R., and Falk, G.D. (1993).  Functional analysis of classroom variables for students with emotional and behavioral disorders.  Behavioral Disorders.  18,  275—291.

Fuchs, D., Fuchs, L., & Bahr, M., (1990).  Mainstream assistance teams: A scientific basis for the art of consultation.  Exceptional Children. 22  128—139.

Gable, R.A. (1996). A critical analysis of functional assessment: Issues for researchers and practitioners.  Behavioral Disorders. 22.  36—40.

Gable, R.A., Sugai, G.M., Lewis, T.J., Nelson, J.R, Cheney, D., Safran, S.P. & Safran, J.S. (1997). Individual and systematic approaches to collaboration and consultation.  Reston, VA: Council for Children with Behavioral Disorders.

Haynes, S.N., & O’Brien, W.H. (1990). Functional analysis in behavior therapy.  Clinical Psychological Review. 10,  649—668.

Hendrickson, J.M., Gable, R.A., Novac, C., & Peck, S. (1996). Functional assessment for teaching academics.  Education and Treatment of Children. 19,  257—271.

Kaplan, J.S., (1995).  Beyond behavior modification: A cognitive-behavioral approach to behavior management in the school. (3rd edition).  Austin, TX: Pro-Ed.

Knostler, T. (1996). A quick glance at establishing an ecology of behavioral support in schools.  Instructional Support System of PA: PA Department of Education.

Lewis, T.J., Scott, T.M., & Sugai, G.M. (1994).  The problem behavior questionnaire: A teacher-based instrument to develop functional hypotheses of problem behavior in general education classrooms.  Diagnostique. 19, 103—115.

Lewis, T.J., & Sugai, G.M. (1994).  Functional assessment of problem behavior: A pilot investigation of the comparative and interactive effects of teacher and peer social attention on students in general education settings.  School Psychology Quarterly. 11, 1—19.

Mathur, S.R., Quinn, M.M., & Rutherford, R.B. (1996). Teacher-mediated behavior management strategies for children with emotional/behavioral disorders.  Reston, VA: Council for Children with Behavioral Disorders.

VanDenBerg, J., (1993).  Integration of individualized mental health services onto the system of care for children and adolescents.  Administration and Policy in Mental Health. 24(4). 247—257.

Wood, F.M. (1994). May I ask you why you are hitting yourself?  Using oral self-reports in the functional assessment of adolescents’ behavior disorders.  Preventing School Failure. 38, 16—20.

RESOURCES ON ANTISOCIAL BEHAVIOR IN CHILDREN AND YOUTH

Dishion, T.J., & Patterson, S.G. (1996). Preventative parenting with love, encouragement and limits: The preschool years. Eugene, OR: Castalia Publishing.

(3) Issues of the Journal of Emotional and Behavioral Problems: Reclaiming Children and Youth. (1) Containing Crisis: A Guide to Managing School Emergencies, (2) Rage and Aggression, (3) Gangs, Guns, and Kids. National Education Service, Bloomington, IN.

Stephens, R.D. (1995) Safe Schools: A handbook for violence prevention. National Education Service, Bloomington, IN.

Walker, H.M. (1995). The acting-out child: Coping with classroom disruption (2nd ed.). Sopris West, Longmont, CO.

Heartsprings, Inc. (1995). PeaceBuilders: A Comprehensive Alternative to Violence. Tucson, AZ.

What Is A ‘Functional Assessment’

Of My Child’s Behavior?

QUESTION:  My son Tom receives special education services at our junior high school, but is in a regular classroom for most of his school day.  He receives detention or in-school suspension several times a week for being disruptive in the regular classroom, and has even been sent home for a cooling-off period several times over the past few months.  His teachers have tried to be helpful, and are willing to do what they can, but they say that he refuses to do his work, gets angry for no apparent reason, and sometimes just leaves the classroom.  They want to send him to another school where he can get more services.  I’ve had many meetings with the school staff to change his program, but I still do not understand why he is having such problems in the first place.  Tom’s problems are not so severe at home or in the neighborhood.  My friend told me to ask the school to do a functional assessment of his behavior.  Is that different from the assessment schools typically do?

A functional behavioral assessment, or analysis, is a process which seeks to identify the problem behavior a child or adolescent may exhibit, particularly in school, to determine the function or purpose of the behavior, and to develop interventions to teach acceptable alternatives to the behavior.  The process is as follows:

1.  Identify the behavior that needs to change,

2. Collect data on the behavior,

3.  Develop a “hypothesis” (best guess) about the reason for the behavior,

4.  Develop an intervention to help change the behavior,

5.  Evaluate the effectiveness of the intervention,

6.  Have patience.

The first step in conducting a functional behavioral assessment is for the school team to identify and agree upon the behavior that most needs to be changes.  Children and youth can exhibit a spectrum of difficult behaviors; it will be important to develop a prioritized list, so that the most severe behaviors can be addressed first.  There will be times when the most appropriate response to irritating but non-dangerous behaviors is planned ignoring, particularly when the student is working on correcting more severe behaviors.

The second step is to collect data on the occurrence of the targeted behavior, identifying not only its frequency and intensity, but examining the context (the when, where and how) of the behavior.  Consider:

A. In what settings does the behavior occur most

often?           

B. Where did it occur most recently?

C. Who else was there?

· 1994.  PACER Center, Inc., 4826 Chicago Ave S., Mpls., MN  55417-1098;  (612) 827-2966

Reprinted from the June 1994 PACER Center PACESETTER.
D. What is unique about the environment where the behavior occurred (size of classroom, number of students, teaching style, seating, distractions, academic/behavioral expectations, structure)

E. What other behavior occurred just before the targeted behavior? (interaction with another student, change in tasks, teacher direction, etc.)

F. What were the immediate consequences of the behavior? (teacher attention, student laughter, etc.)

G. Could the consequences be seen as positive for the student?

After the intervention has been tried over a period of time, it will be important to test the hypothesis.  Does the intervention need to be paired with other modifications or rewards to increase its effectiveness?  Did the intervention reduce the problem behavior?  If not, what other strategies can be considered?  Is it necessary to reevaluate the hypothesis, or to develop another best guess about the reason for the behavior, or to collect more information?

While conducting a functional assessment of a child’s behavior may take a bit more time initially to complete, for those students for whom typical interventions have not been successful, developing an understanding of the cause of behavior may be key to helping them learn new behavioral skills.

Functional assessments have been used for many years with students who have severe disabilities, to help parents and teachers to understand the function of inappropriate behavior, and to plan effective interventions.  Functional assessments are also a useful approach to evaluating the reason for inappropriate behaviors for students who have milder disabilities, when their behaviors do not improve with the use of typical school interventions.  It sounds as though you and the school staff are both frustrated by your son’s lack of behavioral improvement, and, in this instance, a functional behavioral assessment may be a very good idea.
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ADDRESSING STUDENT PROBLEM BEHAVIOR

AN IEP TEAM’S INTRODUCTION TO FUNCTIONAL BEHAVIORAL ASSESSMENT AND BEHAVIORAL INTERVENTION PLANS

	IDEA does not arbitrarily mandate change, but it supports an environment conductive to the education of all students, including those with disabilities.


Educators have long understood that behavior difficulties can keep students from functioning productively in class.  Many school personnel have bee considering the effects of behavior on learning for some time.  The 1997 Amendments to the IDEA take that consideration one step further:  the relationship between behavior and learning must not only be considered but acted upon.

The requirements specified in the 1997 Amendments to the IDEA that pertain to functional behavioral assessments and positive behavioral intervention plans and supports as they relate to the responsibilities of the IEP team and to the IEP itself are the subject of this paper.  This is the first in a series of working papers on developing and implementing functional behavioral assessments and behavior intervention plans.  It is intended to be used by school personnel and parents who participate in a student’s IEP meetings.  Future papers will be designed to convey more detailed information on functional behavioral assessment and on positive behavioral intervention plans and supports.

In order to give readers a cursory background in the topics addressed herein, the concept of a functional behavioral assessment to determine the underlying “functions” of a student’s problem behaviors is described, as are the process and guidelines for conducting a functional behavioral assessment.  

Next we offer a review of behavior intervention plans, including a description of how to develop, implement, and evaluate various interventions.

For readers who are unfamiliar with these procedures, there is a sampling of resources available for further study.  We use both general and technical terminology to assist the reader in understanding techniques and to provide the vocabulary necessary to locate further information on the subject at hand.

This initial discussion is not intended to provide a complete course of training, but to offer an overview of some of the techniques involved.  Further, we do not advocate one philosophical base over another.  Rather, we promote a combination of techniques to address behavioral, cognitive and affective functions of a student’s behavior and advocate the development of positive behavioral interventions and supports that tap each of these areas as well.  The authors believe that the individuals charged with the responsibility of developing and conducting functional behavioral assessments and behavior intervention plans should be afforded proper training in these techniques and provided the supports necessary to effectively carry out their duties.

IDEA Rights and Requirements

The 1997 Amendments to IDEA are explicit in what they require of an IEP team addressing behavioral problems of children with disabilities:

· The team must explore the need for strategies and support systems to address any behavior that may impede the learning of the child with the disability or the learning of his or her peers  

(614(d)(3)(I));

· In response to certain disciplinary actions by school personnel, the IEP team must, within 10 days, meet to formulate a functional behavioral assessment plan to collect data for developing a behavior intervention plan; or, if a behavior intervention plan already exists, the team must review and revise it (as necessary), to ensure that it addresses the behavior upon which disciplinary action is predicted

(615(k)(1)(B)); and

· States shall address the needs of in-service and pre-service personnel (including professionals and paraprofessionals who provide special education, general education, related services, or early intervention services) as they relate to developing and implementing positive intervention strategies (653( c )(3)(D)(vi)).

IEP Team Roles and Responsibilities

As schools explore educational options, many educators are being cast in unfamiliar roles and are acquiring new responsibilities.  In the past, special educators provided classroom instruction to students with disabilities.  More recently, their responsibilities, like those of their colleagues in general education, have enlarged to include professional collaboration to support the participation of students with disabilities in the general education curriculum.

Under the re-authorized IDEA, there is an increased emphasis upon not only teaching students with disabilities in the general education curriculum, but assessing their progress by means of appropriate instruments and procedures.  In addition, demand to collaborate with all relevant education personnel to resolve behavior problems that may interfere with academic progress has increased.  As members of IEP teams, general educators play an ever increasing role in collaboratively and instructional plans for students with disabilities.

Why a Functional Assessment or Behavior Important

Although professionals in the field hold a variety of philosophical beliefs, they generally agree that there is no single cause for problem behaviors.  The following examples illustrate some of the underlying causes for “acting-out” behavior:

· Juan, a 16-year-old who reads at a second grade level, feels embarrassed to be seen with an elementary text and reacts by throwing his reading book across the room and using inappropriate language to inform the teacher that he does not intend to complete his homework.

· Sumi, an eight-year-old who read Stephen King novels for recreation, finds her reading assignments boring and, therefore, shoves her book and workbook to the floor when the teacher comments on her lack of progress.

· Maurice, a 10-year-old who finds multiplication of fractions difficult, becomes frustrated and throws tantrums when asked to complete worksheets requiring him to multiply fractions; and

· Kerry, a 12-year-old who has problems paying attention, is so over-stimulated by what she sees out of the window and hears in the nearby reading group, she slams her text shut and loudly declares that she cannot work.

A conclusion gleaned from these examples may be that, although the topography (what the behavior looks like or sounds like) of the behaviors may be similar, in each case, the “causes” of functions, of the behaviors are very different.  Thus, focusing only on the topography will usually yield little information about effective interventions.  Identifying the underlying cause(s) of a student’s behavior, however, or, more specifically, what the student “gets” or “avoids” through the behavior, can provide the IEP team with the diagnostic information necessary to develop proactive instructional strategies (such as positive behavioral interventions and supports) that are crafted to address behaviors that interfere with academic instruction.

To illustrate this point, again consider the acting-out behaviors previously described.  Reactive procedures, such as suspending each student as a punishment for acting-out, will only address the symptoms of the problem, and will not only eliminate the embarrassment Juan feels, Sumi’s boredom, the frustration that Maurice is experiencing, or Kerry’s overstimulation.  Therefore, each of these behaviors are likely to occur again, regardless of punishment, unless the underlying causes are addressed.

Functional behavioral assessment is generally considered to be an approach that incorporates a variety of techniques and strategies to diagnose the causes and to identify likely interventions intended to address problem behaviors.  In other words, functional behavioral assessment looks beyond the overt topography of the behavior, and focuses, instead, upon identifying biological, social, affective, and environmental factors that initiate, sustain, or end the behavior in question.  This approach is important because it leads the observer beyond the “symptom” (the behavior) to the student’s underlying motivation to escape, “avoid,” or “get” something (which is, to the functional analyst, the root of all behavior).  Research and experience have demonstrated that behavior intervention plans stemming from the knowledge of why a student misbehaves (i.e., based on a functional behavioral assessment) are extremely useful in addressing a wide range of problems.

The functions of behavior are not usually considered inappropriate.  Rather, it is the behavior itself that is judged appropriate or inappropriate.  For example, getting high grades and acting-out may serve the same function (i.e., getting attention from adults), yet, the behaviors that lead to good grades are judged to be more appropriate than those that make up acting-out behavior.  For example, if the IEP team determines through a functional behavioral assessment that a student is seeking attention by acting-out, the team can develop a plan to teach the student more appropriate ways to gain attention, thereby filling the student’s need for attention with an alternative behavior that serves the same function as the inappropriate behavior.

By incorporating functional behavioral assessment into the evaluation IEP process, the IEP team can gain the information needed to develop a plan or include strategies in the IEP, and IEP team members can develop a plan that teaches and supports replacement behaviors, which serve the same function as the problem behavior, itself (e.g., teaching Maurice to calmly tell the teacher when he feels frustrated, and to ask for assistance when he finds a task too difficult to accomplish).  At the same time, strategies may be developed to decrease or even eliminate opportunities for the student to engage in behavior that hinders positive academic results (e.g., making sure that Maurice’s assignments are at his instructional level).

Conducting a Functional Behavioral Assessment

Identifying the underlying causes of behavior may take many forms; and, while the Amendments to IDEA advise a functional behavioral assessment approach (which could determine specific contributors to behavior), they do not require or suggest specific techniques or strategies to use when assessing that behavior.  While there are a variety of techniques available to conduct a functional behavioral assessment, as a general matter, the first step in the process is to define the behavior in concrete terms.  In the following section we will discuss techniques to define behavior.

Identifying the Problem Behavior

Before a functional behavioral assessment can be implemented, it is necessary to pinpoint the behavior causing learning or discipline problems, and to define that behavior in concrete terms that are easy to communicate and simple to measure and record.  If descriptions of behaviors are vague (e.g., poor attitude), it is difficult to determine appropriate interventions.  Examples of problem behaviors are:

	Problem Behavior
	Concrete Definition

	Trish is aggressive.
	Trish hits other students during recess when she does not get her way.

	Carlos is disruptive.
	Carlos makes irrelevant and inappropriate comments during class discussion.

	Jan is hyperactive.
	Jan leaves her assigned area without permission.

Jan completes only small portions of her independent work.

Jan blurts out answers without raising her hand.


It may be necessary to carefully and objectively observe the student’s behavior in different settings and during different types of activities, and to conduct interviews with other school staff and caregivers, in order to pinpoint the specific characteristics of the behavior.

Once the problem behavior has been defined concretely, the team can begin to devise a plan for conducting a functional behavioral assessment to determine functions of the behavior.  The following discussion can be used to guide teams in choosing the most effective techniques to determine the likely causes of behavior.

Possible Alternative Assessment Strategies

The use of a variety of assessment techniques should lead teams to better understand student behavior.  Each technique can, in effect, bring the team closer to developing a workable intervention plan.  

A well-developed assessment plan and a properly executed functional behavioral assessment should identify the contextual factors that contribute to behavior.  Determining the specific contextual factors for a behavior is accomplished by collecting information on the various conditions under which a student is most and least likely to be a successful learner.  That information, collected both indirectly and directly, allows school personnel to predict the circumstances under which the problem behavior is likely and not likely to occur.

Multiple sources and methods are used for this kind of assessment, as a single source of information generally does not produce sufficiently accurate information, especially if the problem behavior serves several functions that vary according to circumstance (e.g., making inappropriate comments during lectures may serve to get peer attention in some instances, while in other situations it may serve to avoid the possibility of being called on by the teacher).

It is important to understand, though, that contextual factors are more than the sum of observable behaviors, and include certain affective and cognitive behaviors, as well.  In other words, the trigger, or antecedent for the behavior, may not be something that anyone else can directly observe, and, therefore, must be identified using indirect measures.  For instance, if the student acts out when given a worksheet, it may not be the worksheet that caused the acting-out, but the fact that the student does not know what is required and thus anticipates failure or ridicule.  Information of this type may be gleaned through a discussion with the student.

Since problem behavior stems from a variety of causes, it is best to examine the behavior from as many different angles as possible.  Teams, for instance, should consider what the “payoff” for engaging in either inappropriate or appropriate behavior is, or what the student “escapes,” “avoids,” or “gets” by engaging in the behavior.  This process should identify workable techniques for developing and conducting functional behavioral assessments and developing behavior interventions.  When considering problem behaviors, teams might ask the following questions:

Is the problem behavior linked to a skill deficit?

Is there evidence to suggest that the student does not know how to perform the skill and, therefore cannot?  Students who lack the skills to perform expected tasks may exhibit behaviors that help them avoid or escape those tasks.  If the team suspects that the student “can’t” perform the skills, or has a skill deficit, they could devise a functional behavioral assessment plan to determine the answers to further questions, such as the following:

· Does the student understand the behavioral expectations for the situation?

· Does the student realize that he or she is engaging in unacceptable behavior, or has that behavior simply become a “habit”?

· Is it within the student’s power to control the behavior, or does he or she need support?

· Does the student have the skills necessary to perform expected, new behaviors?

Does the student have the skill, but, for some reason, not the desire to modify his or her behavior?

Sometimes it may be that the student can perform a skill, but, for some reason, does not use it consistently (e.g., in particular settings).  This situation is often referred to as a “performance deficit.”  Students who can, but do not perform certain tasks may be experiencing consequences that affect their performance (e.g., their non-performance is rewarded by peer or teacher attention, or performance of the task is not sufficiently rewarding).  If the team suspects that the problem is a result of a performance deficit, it may be helpful to devise an assessment plan that addresses questions such as the following:

· Is it possible that the student is uncertain about the inappropriateness of the behavior (e.g., it is appropriate to clap loudly and yell during sporting events, yet these behaviors are often inappropriate when playing academic games in the classroom)?

· Does the student find any value in engaging in appropriate behavior?

· Is the behavior problem associated with certain social or environmental conditions?

· Is the student attempting to avoid a “low-interest” or demanding task?

· What current rules, routines, or expectations does the student consider irrelevant?

Addressing such questions will assist the IEP team in determining the necessary components of the assessment plan, and ultimately will lead to more effective behavior intervention plans.  Some techniques that could be considered when developing a functional behavioral assessment plan are discussed in the following section.

Techniques for Conducting the Functional Behavioral Assessment

Indirect assessment.  Indirect or informant assessment relies heavily upon the use of structured interviews with students, teachers, and other adults who have direct responsibility for the students concerned.  Individuals should structure the interview so that it yields information regarding the questions discussed in the precious section, such as:

· In what settings do you observe the behavior?

· Are there any settings where the behavior does not occur?

· Who is present when the behavior occurs?

· What activities or interactions take place just prior to the behavior?

· What usually happens immediately after the behavior?

· Can you think of a more acceptable behavior that might replace this behavior?

Interviews with the student may be useful in identifying how he or she perceived the situation and what caused her or him to react or act in the way they did.  Examples of questions that one may ask include:

· What were you thinking just before you threw the textbook?

· How did the assignment make you feel?

· Can you tell me how Mr. Smith expects you to contribute to class lectures?

· When you have a “temper tantrum” in class, what usually happens afterward?

Commercially available student questionnaires, motivational scales, and checklists can also be used to structure indirect assessments of behavior.  The district’s school psychologist or other qualified personnel can be a valuable source of information regarding the feasibility of using these instruments.

Direct assessment.  Direct assessment involves observing and recording situational factors surrounding a problem behavior (e.g., antecedent or consequent events).  An evaluator may observe the behavior in the setting that it is likely to occur, and record data using an Antecedent-Behavior-Consequence (ABC) approach.  (Appendix A shows two examples of an ABC recording sheet.)

The observer also may choose to use a matrix or scatter plot to chart the relationship between specific instructional variables and student responses.  (See Appendix B for examples.)  These techniques also will be useful in identifying possible environmental factors (e.g., seating arrangements), activities (e.g., independent work), or temporal factors (e.g., mornings) that may influence the behavior.  These tools can be developed specifically to address the type of variable in question, and can be customized to analyze specific behaviors and situations (e.g., increments of 5 minutes, 30 minutes, 1 hour, or even a few days).  Regardless of the tool, observations that occur consistently across time and situations, and that reflect both quantitative and qualitative measures of the behavior in question, are recommended.

Data Analysis.  Once the team is satisfied that enough data have been collected, the next step is to compare and analyze this information.  This analysis will help the team to determine whether or not there are any patterns associated with the behavior (e.g., whenever Trish does not get her way, she reacts by hitting someone).  If patterns cannot be determined, the team should review and revise (as necessary) the functional behavioral assessment plan to identify other methods for assessing behavior.

Hypothesis statement.  Drawing upon information that emerges from the analysis, school personnel can establish a hypothesis regarding the function of the behaviors in question.  This hypothesis predicts the general conditions under which the behavior is most and least likely to occur (antecedents), as well as the probable consequences that serve to maintain it.  For instance, should a teacher report that Lucia calls out during instruction, a functional behavioral assessment might reveal the function of the behavior is to gain attention (e.g., difficult assignment), seek excitement (i.e., external stimulation), or both to gain attention and avoid a low-interest subject.

Only when the relevance of the behavior is known is it possible to speculate about the true function of the behavior and establish an individual behavior intervention plan.  In other words, before any plan is set in motion, the team needs to formulate a plausible explanation (hypothesis) for the student’s behavior.  It is then desirable to manipulate various conditions to verify the assumptions made by the team regarding the function of the behavior.  For instance, the team working with Lucia in the example above may hypothesize that during class discussions, Lucia calls out to get peer attention.  Thus, the teacher might make accommodations in the environment to ensure that Lucia gets the peer attention she seeks as a consequence of appropriate, rather than inappropriate behaviors.  If this manipulation changes Lucia’s behavior, the team can assume their hypothesis was correct; if Lucia’s behavior remains unchanged following the environmental manipulation, a new hypothesis needs to be formulated using data collected during the functional behavioral assessment.

Many products are available commercially to assess behaviors in order to determine their function.  Sources for more information about techniques, strategies, and tools for assessing behavior are presented in the last section of this discussion.

Individuals Assessing Behavior

Persons responsible for conducting the functional behavioral assessment will vary from state to state and possibly from district to district.  Some behavioral assessment procedures, such as standardized tests, may require an individual with specific training (e.g., behavior specialist or school psychologist).  With specialized training, experience, and support, however, many components of the assessment can be conducted by other individuals, such as special or general education teachers, counselors, and administrators.  Again, it is important to note that interventions should not be based upon one assessment measure, alone, or upon data collected by only one observer.

Behavior Intervention Plans

After collecting data on a student’s behavior, and after developing a hypothesis of the likely function of that behavior, a team develops (or revises) the student’s behavior intervention plan or strategies in the IEP.  These may include positive strategies, program or curricular modifications, and supplementary aids and supports required to address the disruptive behaviors in question.  It is helpful to use the data collected during the functional behavior assessment to develop the behavior intervention plan or strategies and to determine the discrepancy between the child’s actual and expected behavior.

The input of the general education teacher, as appropriate (i.e., if the student is, or may be participating in the regular education environment), is especially crucial at this point.  He or she will be able to relay to the team not only his or her behavioral expectations, but also valuable information about how the existing classroom environment and/or general education curriculum can be modified to support the student.

Intervention plans and strategies emphasizing skills students need in order to behave in a more appropriate manner, or plans providing motivation to conform to required standards, will be more effective than plans that simply serve to control behavior.  Interventions based upon control often fail to generalize (i.e., continue to be used for long periods of time, in many settings, and in a variety of situations)—and many times they serve only to suppress behavior—resulting in a child manifesting unaddressed needs in alternative, inappropriate ways.  Positive plans for behavioral intervention, on the other hand, will address both the source of the problem and the problem itself.

IEP teams may want to consider the following techniques when designing behavior intervention plans, strategies, and supports:

· Manipulate the antecedents and/or consequences of the behavior;

· Teach more acceptable replacement behaviors that serve the same function as the inappropriate behavior;

· Implement changes in curriculum and instructional strategies; and

· Modify the physical environment.

The following section describes some ideas IEP teams may consider when developing behavior intervention plans and strategies.

Addressing Skill Deficits

An assessment might indicate the student has a skill deficit, and does not know how to perform desired skills.  The functional behavioral assessment may show that, although ineffective, the child may engage in the inappropriate behavior to escape or avoid a situation: (1) for which he or she lacks the appropriate skills; or (2) because she or he lacks appropriate, alternative skills and truly believes this behavior is effective in getting what he or she wants or needs.  For example, a child may engage in physically violent behavior because he or she believes violence is necessary to effectively end the confrontational situation, and may believe that these behaviors will effectively accomplish his or her goals.  However, when taught to use appropriate problem-solving techniques, the student will be more likely to approach potentially volatile situations in a nonviolent manner.  If this is the case, the intervention may address that deficit by including, within the larger plan, a description of how to teach the problem solving skills needed to support the child.

If the student does not know what the behavioral expectations are, the plan can be formulated to teach expectations, and would include the supports, aids, strategies, and modifications necessary to accomplish this instruction, with experience explained in concrete terms.  For example, if the expectation is “to listen to lectures,” the intervention plan might include the following:

Goal:  During classroom lectures, Jim will make only relevant comments and ask only relevant questions in 80 percent of the opportunities.

Objectives:  Given a 50 minute, large group (i.e., more than 20 students) classroom lecture, Jim will ask one appropriate question and make two relevant comments on each of 3 consecutive school days.

Activities to accomplish the goal and objectives:

· The teacher will model examples and non-examples of situations when listening is important and assist Jim in identifying the components of active listening (e.g., hands and feet still, eyes facing the speaker, quiet lips, think about what is being said and determine id you need more information, think about how the information makes you feel, and if necessary, make a comment or ask a question);

· Jim will list the situations in which active listening skills are important and will describe the necessary behaviors in each of those situations;

· Jim will participate in “role-plays” of situations in which active listening skills are necessary;

· Jim will practice active listening in each of the situations listed above—and will report the results to his teacher, counselor, or parent;

· Jim will monitor the opportunity and degree to which he actively listens during lectures and will reinforce himself (e.g., “I did a great job!”); and 

· Jim will identify and use active listening skills in situations other than class lectures.

If the student does not realize that he or she is engaging in the behavior, (i.e., the student is reacting out of habit), the team may devise a plan to cue the child when she or he is so engaged.  Such a cue could be private and understood only by the teacher and the student.  If Mariah, for instance, impulsively talks out during Ms. Bader’s class discussions, Ms. Bader and Mariah may agree that Ms. Bader will look directly at Mariah and slightly move her right hand in an upward motion to remind Mariah to raise her hand.  If Mariah does raise her hand, Ms. Bader agrees to call on her.

Sometimes, for biological or other reasons, a student is unable to control his or her behavior without supports.  If the IEP team believes the student needs medical services for diagnostic and evaluation purposes, an appropriate referral can be made.

Should the student not know how to perform the expected behaviors, the intervention plan could include modifications and supports to teach the child the needed skills.  Such instruction may require teaching academic skills as well as behavioral and cognitive skills, and may require a team member to do a task analysis (i.e., break down a skill into its component parts) of the individual behaviors that make up the skill.  For example, if the skill is to “think through and solve problems,” the individual skills may include:

· Define the problem (What is the goal?  What is the obstacle?);

· List the possible solutions to the problem;

· Determine the likely consequences of each solution;

· Evaluate each solution to determine which solution has the best likelihood of solving the problem in the long term;

· Pick the best solution;

· Plan how to carry out the solution;

· Carry out the solution; and

· Evaluate the effectiveness of the solution (and decide where to go from there).

The behavior intervention plan, in the previous case, would likely include methods to teach the necessary skills to the child, and would provide the supports necessary to accomplish such plans.  Methods may include the following components:

· Identify the step necessary to solve social problems;

· Recognize the steps to solve social problems when they are modeled by a teacher or a peer;

· Participate in role-play situations requiring the use of the social problem solving skills; and

· Practice social problem solving in real-life situations.

A technique known as curricular integration is useful in teaching skills to students, as the technique integrates positive strategies for modifying problem behavior into the existing classroom curriculum, and is based upon the premise that a skill is more likely to be learned when taught in the context in which it is used.  Teachers who incorporate behavioral interventions into daily instruction generally state that this technique has proven to be particularly effective for teaching replacement behaviors.

Addressing Performance Deficits

If the functional behavioral assessment reveals that the student knows the skills necessary to perform the behavior, but does not consistently use them, the intervention plan may include techniques, strategies, and supports designed to increase motivation to perform the skills.

If the assessment reveals that the student is engaging in the problem behavior because it is more desirable (or reinforcing) than the alternative, appropriate behavior, the intervention plan could include techniques for making the appropriate behavior more desirable.  For instance, if the student makes rude comments in class in order to make her peers laugh, the plan might include strategies for rewarding appropriate comments as well as teaching the student appropriate ways to gain peer attention.  Behavioral contracts or token economies and other interventions that include peer and family support may be necessary in order to change the behavior.

Sometimes a child does not perform the behavior simply because he or she sees no value in it.  While the relevance of much of what we expect students to learn in school is apparent to most children, sometimes (especially with older children) it is not.  For example, if Sheran wants to be a hairdresser when she graduates, she may not see any value in learning about the Battle of Waterloo.  Therefore, the intervention plan may include strategies to increase her motivation, such as demonstrating to Sheran that she must pass History in order to graduate and be accepted into the beauty school program at the local community college.

Another technique for working with students with students who lack intrinsic motivators is to provide extrinsic motivators.  If the student cannot see any intrinsic value in performing the expected behaviors, it may be necessary to, at least initially, reinforce the behaviors with some type of extrinsic reward, such as food, activities, toys, tokens, or free time.  Of course, extrinsic rewards should gradually be replaced with more “naturally occurring” rewards, such as good grades, approval from others, or the sheer pleasure that comes from success.  This process of fading out, or gradually replacing extrinsic rewards with more natural or intrinsic rewards, may be facilitated by pairing the extrinsic reward with an intrinsic reward.  For example, when rewarding David with popcorn for completing his homework, the paraprofessional could say, David, you have completed all of your homework this week, and your class participation has increased because you are better prepared.  You must be very proud of yourself for all the hard work you have done.  In this way, David should eventually become intrinsically rewarded by a sense of pride in completing all of his assignments.

Addressing Both Skill and Performance Deficits

Some student problems are so significant they require a combination of techniques and supports.  For example, if the student finds it difficult to control his or her anger, she or he may need to be taught certain skills, including the following:

· recognize the physical signs that he or she is becoming angry,

· use relaxation skills,

· apply problem-solving skills, and

· practice communication skills;

and have the added support of:

· the school counselor, 

· the school psychologist, and 

· curricular or environmental modifications.

In addition, the student may need to be provided with external rewards for appropriately dealing with anger.

Many professionals and professional organizations agree that it is usually ineffective and often unethical to use aversive techniques to control behaviors, except in very extreme cases, such as situations in which:

· the child’s behavior severely endangers her or his safety or the safety of others,

· every possible positive intervention has been tried for an appropriate length of time and found ineffective, and

· the behavior of the student severely limits his or her learning or socialization, or that of others.

It is important for IEP teams to consider all positive interventions before they consider punishment as an option.  Punishment often makes behavior worse.  Further, punishment seeks to control the symptom of the problem and does not address the function of the behavior.

Modifying the Learning Environment

In addition to factors of skill and motivation, the functional behavioral assessment may reveal conditions within the learning environment, itself, that may precipitate problem behavior.  Factors that can serve as precursors to misbehavior range from the physical arrangement of the classroom or student seating assignment to academic tasks that are “too demanding” or “too boring.”  Again, simple curricular or environmental modifications may be enough to eliminate such problems.

Providing Supports

Sometimes supports are necessary to help students use appropriate behavior.  The student, for example, may benefit from work with school personnel, such as counselors or school psychologists.  Other people who may provide sources of support include:

· Peers, who may provide academic or behavioral support through tutoring or conflict-resolution activities, thereby fulfilling the student’s need for attention in appropriate ways;

· Families, who may provide support through setting up a homework center in the home and developing a homework schedule;

· Teachers and paraprofessionals, who may provide both academic supports and curricular modifications to address and decrease a student’s need to avoid academically challenging situations; and

· Language pathologists, who are able to increase a child’s expressive and receptive language skills, thereby providing the child with alternative ways to respond to any situation.

In addition, a variety of adults and students in and around the school and community may contribute support.  An example of how one Local Education Agency helped a student use some of his energy in an appropriate manner involved allowing the student to work with the school custodian, contingent upon his completing his academic work each day.

Whatever the approach, the more proactive and inclusive the behavior intervention plan—and the more closely it reflects the results of the functional behavioral assessment—the more likely that it will succeed.  In brief, one’s options for positive behavioral interventions may include:

· Replacing problem behaviors with appropriate behaviors that serve the same (or similar) function as inappropriate ones;

· Increasing rates of existing appropriate behaviors;

· Making changes to the environment that eliminate the possibility of engaging in inappropriate behavior; and

· Providing the supports necessary for the child to use the appropriate behaviors.

Care should be given to select a behavior that likely will be elicited by and reinforced in the natural environment, for example, using appropriate problem-solving skills on the playground will help the student stay out of the principal’s office.

Evaluating the Behavior Intervention Plan

It is good practice for IEP teams to include two evaluation procedures in an intervention plan:  one procedure designed to monitor the faithfulness with which the management plan is implemented, the other designed to measure changes in behavior.  If a student already has a behavior intervention plan, the IEP team may elect to review the plan and modify it, or they may determine that more information is necessary and that a functional behavioral assessment is needed.

The Amendments to the IDEA require the IEP team “in the case of a child whose behavior impedes his or her learning or that of others, consider, when appropriate, strategies, including positive behavior interventions, strategies, and supports to address the behavior” (614(d)(3)(B)(I).  To be meaningful, behavior intervention plans need to be reviewed and reevaluated whenever any member of the child’s IEP team feels that a review is necessary.  Circumstances that may warrant such a review include:

· The child has reached his or her behavioral goals and objectives or benchmarks, and new goals and objectives need to be established.

· The “situation” has changed and the behavioral interventions no longer address the current needs of the student;

· Consideration of a change in placement; and 

· It is clear that the original behavior intervention plan is not bringing about positive changes in the student’s behavior.

The point is to predicate all evaluation on student success.

Summary

The practice of conducting functional behavioral assessments allows IEP teams to develop more effective and efficient behavior intervention plans.  Emphasis should be on enlarging student capacity to profit from instruction, which can be accomplished by designing pupil-specific interventions that not only discourage inappropriate behaviors, but teach alternative behaviors, and provide the student with the opportunity and motivation to engage in the behavior.  If done correctly, the net result of behavioral assessments is that school personnel are better able to provide an educational environment that addresses the learning needs of all students
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FUNCTIONAL ASSESSMENT

Introduction


The purpose of functional assessment is to improve the quality and effectiveness of behavior support plans…The goal of assessment is to determine what unique combination of changes in a persons’ life will result in the desired changes in the person’s life will result in the desired changes in the person’s life will result in the desired changes in the person’s life-style and behavior.

(Horner, O’Neill, and Flannery, 1993, p. 186.)

“Functional assessment” is a method for collecting and using information about students’ 

challenging, inappropriate behavior to generate interventions that…


…better approximate the behavior “norm” parents 

and teachers expect students to learn.

…better generalize to new situations.

…are better maintained over time.

From the viewpoint of the learner, functional assessment can help the teacher 

teach new behavior that…


…reduces stress.


…adds to the learner’s sense of competence.


…elicits reinforcement from others or meets the learner’s



felt needs for belonging, control, freedom, and fun.



(Glasser, 1985; 1986.)


To apply the principles of functional assessment, a teacher may need little or no additional training in methods of assessment.  Instead, functional assessment is a strategy for doing better what we are already doing as we plan interventions to change problem behaviors.  In conducting a functional assessment, we give particular attention to information that helps us develop an understanding of why the student does what he or she does, or in other words, the functional value of the behavior for the behavior.  As O’Neill et al.  (1989 as cited by Howell et al., 1993) suggest, students’ undesirable behavior is maintained because it either provides a desirable consequence (positive reinforcement) or provides escape from an undesirable consequences (negative reinforcement).  We can usually identify its function by seeking answers to two questions, “What does he/she get (by doing this)? And “What does he/she avoid (by doing this)?”


Functional assessment is not a panacea, and its application may require additional teacher assessment and planning time.  The skilled teacher will always need to make thoughtful decisions about when to use this or any other teaching tool.

Teaching Students Responsible Needs-Meeting Behavior.


Functional assessment is based on the assumption that human behavior is not random.  However poorly planned our behavior, and even when it leads to injury or social disaster, we behave with purpose.  This assumption is related to the assumption that people are “responsible” for their behavior, that they make “good” or “bad” choices.  When we stress “responsibility,” we are emphasizing the effects of behavior on others or the environment.  The response to bad choices is often punishment intended to insure the behavior will not be repeated.  When we stress the “function” the socially-disapproved behavior has for the learner, however, we emphasize the need the learner was trying to meet and the need to teach him/her to meet that need appropriately.  Neel and Cessna refer to the student’s desired result or outcome as “the intent of the behavior” (p. 19).  We might say to the student, “You will be punished if you behave in this way, but we understand what you wanted to have happen and can teach you how to behave so as to get what you want and be rewarded for it too.”  The appropriate behavior replaces the problem behavior and enables the student to accomplish the original behavioral intent.  Functional assessment focuses on understanding “what motivates student behavior, or, more simply, why do they do it?”  (Sasso & Reimers, 1988, p. 1)  The student’s present behavior is chosen because it was rewarded in the past or seems most likely to elicit rewards in this situation.  The rewards sought may be tangible (food, physical comfort, etc.), social (attention or praise), or personal (escape from stimulation or frustration).  Reinforcement may be “positive” (receiving rewarding stimuli) or “negative” (escaping from or avoiding punishing stimuli).


Functional assessment that is primarily descriptive, answering the question “what is the student doing?, to assessment that is “experimental” (Sasso, et al., 1992, p. 810), and help us to generate hypotheses that may answer the question “why is the student doing that?”.  Horner, O’Neill, and Flannery capture this idea in this statement:

Ten years ago, the criterion for beginning a behavior plan was an operational description of the problem behavior.  Operational description continues to be important, but it is insufficient without operational hypotheses concerning the antecedents and functions of the problem behavior.  Hypotheses concerning when and why the person performs a problem behavior are essential.  (1993, p. 191).

The Objective of Behavior Change


Functional assessment begins with a problem in behavior.  The problem is often a behavior problem in the usual sense, i.e. behavior that is disruptive or injurious to persons or things, but it may also be a problem with the generalization or maintain of an appropriate behavior.  In either case, the objective of behavior change goes beyond suppression or elimination of the problem behavior to the teaching of an alternative behavior that will produce a better match between the needs of the student and the preferences of the teacher or parent.


For example, the problem behavior, “an average rate of ten inappropriate talk-outs or requests for help during a 30 minute study period”, is not addressed by simply taking away points for talking-out in an intervention plan based on a functional assessment.  Such a plan will call for ignoring talk-outs while rewarding behavior that allows the student to meet the same needs through appropriate behavior.  If the assessment suggests an underlying need for regular teacher attention, the intervention plan describes how such attention might be provided as a reward for appropriate behavior.  If the talking-out appears to result from the student’s frustration with a difficult task, the intervention plan prescribes less disruptive behavior for seeking teacher or peer assistance.


Sometimes the teaching of an alternative needs-meeting behavior is sufficient to reduce the rate of occurrence of the problem behavior.  However, if the problem behavior is well established, the total plan may have to include an intervention to reduce its frequency of occurrence.  Always however, the teacher’s choice of behavior objective is shaped in part by teacher hypotheses about the need directing the student’s behavior.  This feature is what makes the application of functional assessment different from the standard DRO or DRI procedure.

“Functional Assessment” and “Functional Analysis”

In this manual, “functional assessment” is the procedure of planning and carrying out a multi step procedure with the purpose of planning and carrying out a multi-step procedure with the purpose of understanding the intended objective (intent or purpose) of the student’s behavior as well as describing the characteristics of that behavior.  “Functional analysis” is the phase of functional assessment when inferences are made about relationships between the observed behavior and observed environmental variables.  Some writers use these terms with different meanings.  When the differences in usage are major, we will call it to your attention.

Functional Assessment Procedure

Data Collection and Hypothesis Generation

The data on which hypotheses about the function of behavior for the one who behaves are based can be collected using a variety of procedures, e.g., direct observation, rating scales, individual or group interviews.  Iwata, Vollmer, and Zarcone (1990) have described three methods for gathering data helpful for functional analysis, suggesting their advantages and disadvantages:  (1)  Indirect Assessment.  Verbal self-reports of behavior and associated thoughts and feelings are relatively easy to obtain but their uncontrolled subjectivity makes their reliability and validity questionable.                      (2)  Descriptive Analysis.  Frequency counts of the occurrence of specific behaviors in natural settings yield data that is more objective but which is not necessarily clearly related to environmental antecedents and consequences, making the generation of hypotheses about functional relationships difficult.  (3)  Functional Analysis.  Frequency counts in settings where conditions are varied systematically with a previously made plan intended to make functional relationships more obvious are more useful for functional assessment but are complex to design and implement and may stimulate highly idiosyncratic behavior.


All three methods are useful for carrying out functional assessments in certain situations, frequently complementing each other, but note that Iwata, et al. Reserve the term, “functional analysis,” for the third method, “quantitative direct observation of behavior under preselected and controlled conditions.”  Under preplanned and controlled conditions, several observers can independently confirm that a particular behavior occurs after the same antecedent events and is followed by the same consequences.  This permits better control of subjective inference in the development of hypotheses.  However, such carefully controlled methods are most used in the analysis of relatively simple social behavior of younger or cognitively and emotionally immature students and are less easily applied to the complexly determined behavior of cognitively mature students.  A general strategy might add indirect assessment based on subjective verbal reports to a foundation of data gathered through application of methods two and three.


Functional assessment should not be random even though it progresses through trial and error.  We should focus our interventions thoughtfully, always basing our intervention plan on our current best guess about the function of the behavior.  Efforts to understand the “why” as well as the “what” of student behavior should increase the probability of successful intervention.


More examples of the application of functional analysis in assessment and intervention to change students’ social and academic behavior can be found in references such as Cessna (1993), Howell, Fox, and Morehead (1993), and O’Neill, et al. (1989).

Functional Assessment of Students with Limited

Language Skills or Who are Cognitively Immature or

Developmentally Delayed

Functional assessment of the behavior of students at an egocentric or pre-self-aware stage of development presents special challenges.  Horner, et al. (1993) describe the goals of an acceptable functional assessment as follows:

1. Operational description of the behavior or class of behaviors of concern.

2. Identification of the variables that predict the occurrences and nonoccurrences of the problem behaviors (e.g., times, settings, activities, physical and medical variables).

3. Identification of (or hypotheses about) the consequences that are maintaining the behaviors…

4. Verification of the predictors and consequences through direct observation.

Functional assessment is based on the familiar A-B-C pattern of behavior

analysis.  (The following discussion is based on Horner, et al., 1993, pp. 186-187.


After the behavior (B), or a cluster of behaviors that appear to be occurring at the same time, have been operationally defined, we look for the antecedent conditions or events (A) (predictor variables) and consequent events (C) reliability associated with their occurrence or nonoccurrence.  Antecedents can include activities, materials, requests, corrections, times of day, and changes in physical, social, or physiological context.  Maintaining consequences of particular importance are:  (1) obtaining desired events, objects and activities and (2) avoiding or escaping undesired events, objects and activities.  Data collected through direct observation or reports of others is analyzed into the A-B-C pattern.  Hypotheses about related patterns are then tested by observing the effects of manipulations of different combinations of A’s and C’s on behavior.


Mention has already been made that it is recommended that we systematically and quantitatively record our observations of behavior.  Functional or “experimental” assessment as described by Horner et al. (1993, in addition to Iwata et al., 1990) goes beyond careful descriptive analysis to systematic manipulation of predictive and maintaining variables, our familiar A’s and C’s, while observing carefully the resulting changes in behavior.  The use of such functional assessment has been demonstrated in experimental settings (Iwata, Vollmer, & Zarcone, 1990) where antecedent and consequent events can be more precisely controlled and manipulated than in classrooms.  Sasso, et al. (1992) explain:

The most significant limitation of descriptive analyses…is that naturally occurring events do not reveal functional relationships.  Instead these data are correlational and only suggestive of these relationships.  The number of variables found in natural settings may not allow the detection of intermittent events and/or can suggest a functional relationship where none exists…Experimental (functional) analyses exert greater control over the subject’s environment during assessment and permit a more direct assessment of the functional properties of the target behavior…The major advantage of this approach is that it can show functional relationships among contingencies, the stimuli associated with them, and maladapted behavior…(The conditions established for the assessment must match those of natural settings in which the behavior occurs.)  Interventions based on functional analyses may be effective only to the extent that the contingencies and stimuli in the analogue conditions match those in the subject’s natural environment.  (p. 810. Ordering of quoted segments differs from that of original.)

Sasso, Reimers, and others have developed procedures for conducting functional analyses in naturally occurring settings (Reimers, et al., 1993; Sasso, et al., 1992.)


For example, Sasso and Reimers (1988) describe five different conditions where the behavior of the student should be observed in seeking relationships among controlling variables.  These are (1) an alone condition, (2) a condition where inappropriate behavior is followed by expression of social disapproval (attention condition), (3) a condition where appropriate behavior is followed by provisions of a tangible reward, (4) a condition where the student is allowed to play with preferred toys while the adult ignores the student’s inappropriate behavior, and (5) a condition where the adult presents the student with a task considered to be demanding, socially reinforces appropriate behavior, and ignores inappropriate behavior.


Sasso and Reimers (1988) suggest that classroom activities similar to these be identified.  They provide suggestions for defining four conditions: alone, social disapproval, academic demand, and toy play.  In a later study, Sasso, et al. (1992) trained teachers to conduct functional analyses in the classroom, comparing the hypotheses developed following use of this procedure with those developed following use of both a typical A-B-C analysis and an experimenter-controlled procedure in an analogue situation.  “A free-play activity (alone), vocational task (demand), game activity (toy play), self-help task (attention), and individual work (tangible reward) were selected and modified in a manner that allowed the teacher to control antecedent and consequent stimuli according to the specifications of each assessment condition.  The teacher then completed a series of four 10-minute sessions for each of the five conditions with the student” (Sasso, et al., 1992, p. 813).


Reimers, et al. (1993) adapted the procedure for use with parents in an out-patient clinic setting.  Parents interacted with their child in a free play (baseline) condition, and then under conditions where the child'’ inappropriate behavior was followed by corrective adult attention or where the child was permitted to escape from an apparently disliked task situation.  Frequencies of appropriate behavior and compliance with requests were the child behaviors recorded.


The authors of these reports state that the teachers and parents involved were positive abut the benefits of applying the functional assessment procedure.  These benefits were cited as better understanding of the child’s behavior and the achievement of more effective interventions.  However, it is important to note that only small numbers of teacher/student or parent/child pairs were involved, making it impossible to disregard the presence of a “Hawthorne effect.”  On balance, functional assessment used with less mature or developmentally delayed students is best thought of a variation on the basic A-B-C behavioral analysis that may have its greatest usefulness with students who have not responded well to prior intervention programs.  For these students, asking, “why are they doing that?” may help us plan more effective intervention programs.

Interviewing Students with Varying Levels of 

Language Skill as Part of a Functional Assessment


There is growing recognition that we must give attention to the value students’ behavior has for them.  Behavioral psychologists are asking, “What function does this behavior serve for the student?”  Dynamic psychologists are saying, “What need is served by this behavior?”  Cognitive psychologists are saying, “What strategy is this student following?”  Several methods for gathering information that may help us to answer these questions have been suggested.  One way to gather information about why students behave as they do is to ask them about their present behavior, both the behavior approved by adults and that which adults consider to be disordered, disturbed, or problem behavior.  There is an extensive literature on the use of structured interviews for obtaining self-report data, stimulating problem solving, and facilitating behavior change.  Keeping in mind a pre-rehearsed but flexible structure for the interview helps us obtain the most useful information when interviewing students in times of stress as well as in more relaxed situations.  Indeed, when students are resistant to discussing their problem behavior much can be learned by interviewing them about the “why” of an incident in which they behave appropriately.


The structured interview procedure outlined here draws heavily from the literature on the “life space interview” (LSI) (Morse & Small, 1959; Redl, 1959, 1963, 1966; Wood & Long, 1991) as well as the general literature on structured interview approaches to problem solving (e.g., Gordan, 1975; Glasser, 1965, 1969, 1985, 1986).  The structured interview has four phases: restoring communication, assessment, negotiation/intervention, and transition and follow-up.  These are briefly described in Figure 1.

Figure 1:  Phases and Purposes of the Structured Interview

I. RESTORING COMMUNICATION

Provide assistance in managing stress and arousal.

Assist in communicating effectively.

II. ASSESSMENT

Understand thoughts and feelings associated with observed behavior.

Determine primary emotional state.

Determine depth and spread of feelings.

Determine developmental level.

Analyze defensive thought patterns being used.

Develop hypotheses about function of behavior.

III. NEGOTIATION/INTERVENTION

Encourage and support cognitive restructuring and related emotional change.

Identify and encourage student to focus on recurring thought patterns associated with poor choices in stressful situations.

Negotiate an agreement for changes in verbal and social behavior.

IV. TRANSITION/FOLLOW-UP

Support return to regular activity.

Follow-up to check on whether desired changes are occurring in verbal and social behavior.


“Restoring Communication” is the first phase of a structured interview.  Students whose behavior has failed to achieve the result they desired (not being rewarded) or stimulated a control reaction from others (been punished) may have a primary, temporary need for support in regaining a sense of self control.  Attempting to interview them without first providing what Redl called “Emotional First Aid” may produce additional stress and fail and the conflict cycle in which the student is caught up may continue to escalate in intensity.  The interviewer should focus on communicating acceptance of feelings and confidence in his/her ability to control the emotional arousal stimulated by the situation.  (Note that the interview may be terminated at any time if the interviewer’s goals have been met or conditions make it difficult or inappropriate to continue.  For example, perhaps the interviewer has responsibility for other students or activities or the interview setting lacks the privacy needed for discussing sensitive issues that the student has brought up.)


Information on which a functional assessment of student behavior is gathered during the second or assessment phase of the interview.  This phase begins after the student’s arousal level has diminished and communication has been restored.


The goals of the assessment phase are to understand the thoughts and feelings associated with the behavior of concern and the functional value of that behavior for students.  During this phase of the interview, we ask students to tell us “what happened” from their perspective, and “why” they acted as they did.  We solicit students’ subjective descriptions and interpretations of what happened and why, noting but not commenting on what may appear to us to be distortion.  As we listen with respect and suspended judgement to what students tell us, we develop hypotheses about the functional value of their disordered behavior for them.  How cognitively mature is their explanation of what happened?  What needs were they seeking to meet?  Why did the behavior seem to them like their “best choice” of a means to meet their needs?  Here are five issues that deserve special attention during the assessment phase of the structured interview.

1. Determine the primary emotion.

As the interview proceeds develop and check hypotheses about which primary

emotion is being expressed in students’ thoughts and behavior.  The two primary emotions are anger and fear/anxiety.  These are names we give the subjective feelings associated with the general physiological arousal response to a perceived threat present in the environment.  This basic sense of arousal takes on a more definite feeling tone determined by the degree of threat experienced in the specific situation.  Each of the primary emotions is associated with a set of behaviors: anger with aggressive responses and fear with flight responses.  Is this student’s primary emotional response in the present situation anger or fear?  How effective is the behavior observed as a response to that emotion?

2. Determine the depth and spread of the problem.

The interviewer should work at developing an understanding of the “topography”

of the problem the student is struggling to solve.  Is the present problem just what it appears to be, a scuffle between Billy and Bob over a basketball, or does it have a more complex topography through associations with other events, e.g., the effect on Billy’s family of his mother’s loss of her job or the fact that Bob’s older brother hung up Billy’s kite in a tree last week?  The interviewer must decide whether or not to follow up on apparently related issues that students bring up during the interview.  The interviewer must make decisions about whether it is professionally more appropriate (1) to help students “sew up” and “cover up” sensitive issues to which reference is made during the interview, such as descriptions of family conflict or sexual abuse, following up with a referral for outside counseling, or (2) to proceed to discuss them in greater detail.  The interviewer must keep in mind the original purpose of the interview: to determine the function for this student of a disordered behavior that occurred in a specific situation.  Self-discipline is required to resist the temptation to seek information about intriguing but peripheral events in the student’s life or so sensitive that it must be discussed in the privacy of a therapy session rather than a classroom.  Professional management of problems related to the depth and spread of issues can become a major challenge for an interviewer.

3. Determine the defensive thought patterns used by students.

Children under the stress of socialization learn patterns of avoidance behavior that “put their minds at rest” and decrease their level of arousal from the modeling of adults and older children.  As already mentioned, avoidance behavior may include active, overtly aggressive and disruptive behavior, as well as more passive, withdrawing behavior.  Some patterned defensive behavior includes a range of these avoidance behaviors.  Some common defensive thought and behavior patterns used by students with emotional and behavioral disorders are denial, projection, rationalization, withdrawal, and displacement.

Figure 2:  Defensive Thought Patterns

DEFENSIVE THOUGHT PATTERNS (“DEFENSE MECHANISMS”)

**DENIAL – Avoiding responsibility by denying or distorting reality.  “I didn’t do it.”  “It didn’t happen that way.”

**PROJECTION – Associated with denial.  Avoiding responsibility by placing the blame for what happened on another person.  “She started it.  I was defending myself.”

*REGRESSION – Avoiding responsibility by sudden reversion to behavior characteristic of less mature person, often associated with appeals for release from responsibility because of immaturity or lack of prior experience.

*REPRESSION – When there appears to be no conscious memory of what happened, this defensive thought pattern is called “repression.”  Often, but not necessarily, associated with other disordered thinking patterns.  “I can’t remember.”  “It never happened.”

**RATIONALIZATION – Avoiding guilt/shame by providing explanations of what happened that justify one’s behavior.  May include denial and projection patterns.  Emotional impact on self or others is usually denied or minimized.  Sophistication in use related to level of development.  “I had to do it before they did (something hurtful) to me.”  “I did it because they had done such terrible things to me or others.”  “I don’t know why everyone is making such a big fuss about it.  It wasn’t that big of a deal.”

REACTION FORMATION – Avoiding guilt or shame by allowing indulgence in stress-producing behavior under a “cover” of responsible behavior.  “I read this trash only so as to be able to speak out against it.”  “I am doing research on pornographic literature.”

*IDENTIFICATION – Modeling one’s behavior on the actions and statements of a person or group to whom one assigns status and responsibility.  “Heil, Hitler.”  “My actions are based on the words of (the leader, prophet, or holy book).”

**WITHDRAWL – Reducing stress by escape from or avoidance of actions of settings, people, or thoughts that arouse strong feelings of anger or fear (stress).

**DISPLACEMENT – Reducing stress by directing feelings of fear or anger at a person or object that is more accessible or vulnerable than the actual source of the stress.  Scapegoating.

*COMPENSATION – Reducing stress by gratifying needs using resources that are under one’s control.

SUBLIMINATION – Reducing stress by abandoning original goal and focusing energy on attainment of a goal that fulfills other important needs, usually a goal that has high social approval.

**used by many students with EBD

*used by some students with EBD
These and other related defenses against strong feelings of anger or anxiety are described by Wood and Long (1991, pp. 42-44) and others (Dollard & Miller, 1950: Freud, 1936, 1946; Kessler, 1988).  Stress-relieving avoidance behaviors are associated thoughts and feelings are necessary for mental health, but although these defenses generally provide short-term relief from stress, they do not provide a satisfactory long-term solution to socialization pressures.  Over-reliance on such behavior is common among students with emotional and behavioral disorders.


Denial is one of the first defensive thought patterns used by children to explain why they behave in ways disapproved by adults and is often used by students of all ages who have persistent behavior disorders.  The skill with which children and youth use denial or any other defensive thought patterns is related to their cognitive maturity and can be used along with other indicators to help estimate their level of development.

5. Determine the function of students’ disordered behavior.

All of the above contribute to our ability to understand the function, the “why” as

well as the “what” of the student’s behavior.  During the assessment phase of a structured interview the interviewer develops and checks hypotheses about “why” students behave in ways that are maladaptive and destructive.  From a behavioral perspective, possible functions served by inappropriate behavior include: self-stimulation; escape from demands, people, or settings; attention seeking; communication of needs; reinforcement history; side effects of illness, pain, discomfort, or deprivation.


In more mature students, the functions served by behavior are often more complex.  Glasser (1985; 1986) offers a psychodynamic conceptualization of needs that is useful when seeking to understand the social functions of disordered behavior for these students.  Glasser suggests that behavior choices, sound or disordered, result from efforts to meet five “basic needs”: a need for survival and reproduction (including physiological and security needs), for belonging and love (including attachment and dependence), for power (including control of self and others, self-determination), for freedom (able to explore, discover, and choose without interference from others), and for fun (including self-stimulation as well as pleasure from external events and relationships).  Glasser suggest we look for the “pictures” in a student’s mind that are their current definition of what is necessary to meet these basic needs.  Directly or indirectly, students reveal much about the priorities they assign different needs and the behavior through which they hope to satisfy them in the course of an interview.

Examples of the Use of Interviewing as a Part of a Functional Assessment


The examples used here to illustrate the use of interview data in functional assessment are based on transcriptions by teachers of their taped interviews with students.  They have been edited in the interest of brevity but remain close to the verbatim statements of students and interviewers as they appear in the original transcripts.  For additional discussion of this material, see Wood (1993).

Amy


Amy is a thirteen-year-old girl labeled autistic.  She is in an integrated school setting.  This is her first year in high school, and today she has been having a difficult time.  She has begun to slap her face, something she does only when in distress.  The interviewer was Amy’s special education teacher.

I:  Amy, may I ask you why you are hitting yourself?

A:  Yes.

I:  Why are you hitting yourself?

A:  I’m mad.  Do I have to go to school tomorrow?

I:  Yes, tomorrow is Wednesday.  Are you mad because something happened at school?

A:  Do I have to go to school?  I don’t want to go.

I:  Did something happen with your teacher or schoolmates that has got you so upset?  (Amy slaps herself.)  Would you like to use the (facilitated communication) board to talk about this?

A:  Yes.

I:  OK, go ahead.  I’m listening.

(As the interview continues, Amy tells the interviewer that her “teacher hates her” and does not want her to go to school.)


Discussion.  Amy is in a high state of arousal.  Although she describes herself as “mad,” she proposes to relieve her distress by not coming to school, a fear response.  She is at a relatively immature level of development, responding from an egocentric or self-centered perspective.  Rather than being a response to a specific incident, the slapping is occurring in response to Amy’s general unhappiness about school, particularly her experience that day in one teacher’s classroom.  She is trying to meet her basic need for security.  Her defensive thought patterns include projection, “blaming the other,” and withdrawal.  Slapping, a self-stimulating behavior, can be hypothesized to have the function of relieving some of the distress she is experiencing for remaining in the school setting.  Amy needs assistance in learning better ways of seeking help from others in managing such distress.

Melissa


Melissa is a thirteen-year-old secondary school student.  Yesterday, she was arrested for shoplifting.  Her mother called the school behavior consultant and asked her to discuss the incident with Melissa.

I:  Hello, Melissa.  Would you tell me what happened yesterday at the store?

M:  (Looks surprised.)  Oh you heard.

I:  Yes.  I’d like to hear more about it.

M:  Well, I was walking through the store with my friend, Tim.  He dared me to steal a leather jacket.  That’s all.

I:  Shoplifting is no big deal?

M:  You sound like my mom.  Shoplifting isn’t like regular stealing.  You aren’t hurting a person, and the store won’t miss one stupid jacket.

I:  So it’s OK to take something if you aren’t hurting someone?

M:  Yeah, I guess so.

I:  But you got caught.

M:  Yeah, so what?  I know my mom told you to talk to me about this.  What does it matter to you if I got caught?

I:  Well, you know your mom is going to ask me about our talk.  I think stealing is serious stuff, and I’m going to have to tell her about this.

M:  I know, but she won’t care.  Ever since the divorce she hasn’t been the same.  She doesn’t care what I do.

As the interview continued, Melissa shared her unhappiness about the disruptive effect of her parents’ divorce on her relationship with her mother.  Her mother now worked full-time and was often not available to Melissa after school and in the evening.  In addition, some of her mother’s time was now spent with a new male friend.


Discussion.  The primary emotion Melissa communicates is anger, with her mother as the main target.  The depth and breadth of her feeling becomes apparent as the discussion of the shoplifting incident broadens into a discussion of her unhappiness with the situation at home.  She asserts that her mother “won’t care,” even though her mother has demonstrated her concern by calling the behavior consultant.  While developmentally more mature than Amy, during the interview Melissa resists viewing the incidents discussed from the point of view of the other, in this case, her mother.  Her primary defensive thought patterns are rationalization/intellectualization (shoplifting isn’t like regular stealing…”) and projection (mother “won’t care”), both more mature than simple denial.  Applying the concepts of Glasser’s basic needs theory, we can hypothesize that Melissa is responding to the loss of a sense of control in her life following the parental divorce by seeking other ways to fulfill her needs for social belonging and control.  To these might be added the increased need for freedom from outside control adolescents often feel.  The shoplifting helped to strengthen her social bond with Tim while at the same time punishing her mother for what she perceived as neglect.  Simply punishing Melissa’s shoplifting would overlook the functional value this angry girl’s behavior has for her.  However, attempts to reinforce socially appropriate behavior are not likely to be successful unless Melissa is also helped to develop more satisfying ways of communicating with her mother and negotiating ways to fulfill their mutual need for each other.

Charles


Charles is a sixteen-year-old boy who was sent to the vice-principal after using inappropriate language.  The vice-principal allowed his special teacher/case manager to take Charles to her classroom for an interview about the incident.

I:  Can you tell me what happened?

C:  I came in late and she asked me, “Did I have a pass?”  I told her I was over here with you and forgot it.  She told me to go get one.  I just said she could call to your room and laughed.  And then, I knew she was going to get an attitude or something. Then, later in class, I was talking to my friend.  I knew she was going to mess with me because of the way she was acting.

I:  So you felt she probably wasn’t going to understand what you were doing.

C:  Uh-huh.  I knew that she was going to mess with me when I came in late.  I was over talking with one of my friends.  We were talking low.  And then all of a sudden, she said she heard me say “mother fucker.”

I:  When she heard you say that, then she did what?

C:  She said it was a warning.  And I said, “Why don’t you mind your own business?” I said, “If you hadn’t been watching my mouth, you wouldn’t have heard what I said.”  And she didn’t say nothing.  She went straight and wrote a note, then she said, “Charles, go up to the office with this.”  She usually gives you three warnings before she gives you a referral.

I:  How do you feel about what happened?

C:  (Voice rising.)  I felt like busting her in the mouth, that’s the way I felt.  I don’t like that woman.  You see, I already tried to change out of that class.  I don’t like her.


Discussion.  While he may not be fully mature cognitively, Charles demonstrates awareness of the perspective of the teacher.  He rejects the teacher’s responses to what he rationalizes as appropriate behavior on his part, projecting blame for what happened on choices that she made.  He makes no use of denial as a defense, suggesting a low level of fear.  He justifies the anger he directs at the teacher, arguing that he made a constructive effort to avoid such conflicts by asking to be transferred to another classroom.  Charles is behaving so as to meet his needs for control and freedom.  His behavior goes beyond what this teacher, and probably most high school teachers, finds acceptable.  The challenge to the behavior consultant is to find behavior that fulfills the functions of Charles’ present behavior and is also acceptable to the teacher and other school personnel.  Her task is likely to be made more difficult by the probability that Charles’ present confronting behavior and verbal justification of it is reinforced by peer approval.

Conclusion

Normal human behavior is goal-directed.  The goal of the student is to learn skills that will help him/her achieve important, need-satisfying goals.  The general objective of the teacher is to facilitate this student learning.  But, teachers and students do not always choose the same route to the students’ general objective.  Teacher intermediate goals are not always the same as student intermediate goals.  Teachers often choose the most direct route to the shared objective even if this meets delaying the satisfaction of student needs. Students may choose a route that enables them to meet short-term needs along the way, leaving the main road to pick a few daisies.  Through functional assessment, teachers try to incorporate opportunities for student daisy-picking into their instruction.
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A COLLECTION OF POSITIVE BEHAVIORAL INTERVENTIONS
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Princeton Public Schools

Princeton, Minnesota

INTERVENTIONS

I AM POETRY

CINQUAIN POETRY

YOUR BIOGRAPHY POEM

INTERVENTIONS TO IMPROVE SCHOOL SUCCESS

STOP, RELAX, AND THINK

INTERVENTIONS

INTERVENTION:  Planned interventions specifically intended to assist the student with the process of improving their academic, achievement, social skills, and/or emotional behavior.  The interventions must be measurable and the results must be evaluated and documented in writing.

District Special Education criteria requires two (2) planned, implemented and documented interventions PRIOR to REFERREL to Special Education for suspected EBD, LD, and/or MMMH (EMH) handicapping positions.  The Mainstream Intervention-Documentation Form must be used to document these interventions.  Concerns regarding the student should be discussed with the parent.

Following are suggestions of what to do to modify student behavior:

1. Plan in advance what behaviors you will attend to and those you can “successfully” ignore.

2. Use “signal interference”.  Let the child know he is doing something unacceptable by a raised eyebrow, a frown or a shake of your head.

3. Try proximity control.  Move closer to the child (good) who is misbehaving or move the child closer to you (not so good).

4. Move around the classroom, acknowledging anything children have done acceptably well.

5. Give attention to the children who are performing as expected so that others can hear you.

6. Try behavior “shaping”.  Reinforce behavior that is close to desired behavior; then raise your criteria for reinforcement in slight steps as performance approaches you desire goal.

7. Tell a misbehaving child exactly what you expect him to do; then tell him what will happen if he carries out the desired behavior rather than what will happen if he does not.  Be sure to reinforce his acceptable behavior.

8. Show the child how to keep track of his own behavior (a check sheet to show frequency of occurrence of a particular behavior).  This makes him responsible for his behavior, not you.

9. To increase the quantity of work done, place the student in competition with time.  For example, ask, “How many problems can you do in X minutes?”  Then time him.  Better yet, let him time himself.

10. Adjust goals for children who do not finish on time.  For example, cut arithmetic problems in strips and reinforce children for completion of each strip.

11. Place low priority behavior before high priority behavior.  For example, schedule spelling before recess.  In other words, have an activity children don’t like precede an activity they do.

12. Group rapport building activities make your job easier.

13. Instead of a threat, present a choice you are willing to carry through either way.

A list of additional academic and behavioral intervention options is located below.  This is not an exhaustive list, its purpose is to provide a source of prompts and options which may be implemented in combination with each other.

BEHAVIORAL INTERVENTION OPTIONS

· change setting location – related to student’s hearing, vision, distractibility

· seating student near the teacher

· seating student near a positive role model

· standing near the student when giving directions or presenting lessons

· avoiding distracting stimuli (air conditioner, high traffic areas, etc.)

· increasing the distance between the desks

· parent action plan

· contract with student

· praising specific behaviors – verbally give praise or written notes to increase independent work time

· using self-monitoring strategies

· giving extra privileges and rewards

· keeping classroom rules simple and clear

· allowing for short breaks between assignments

· cueing student to stay on task (nonverbal signal – facial expression, visual cue)

· marking student’s correct answers, not his/her mistakes

· implementing a classroom behavior management system

· allowing student time out of seat to run errands, etc.

· ignoring inappropriate behaviors not drastically outside classroom limits

· allowing legitimate movement

· contracting with the student

· increasing the immediacy of rewards

· implementing time-out procedures

· explanation of expectations

· specific, planned praise

· ignore specific behaviors

· model appropriate behaviors

· specific verbal redirection

· logical consequences

· change in seating

· earning of privileges

· token system

· individual point chart

· earning individual award

· self-monitoring award

· daily home/school monitor system

· weekly home/school monitor system

· earned visit with the principal

· earned student of the week award

· specific behavior contract

· meeting with school psychologist

· meeting with school social worker

· meeting with other building staff

· earning class responsibility

· stress reduction (running, time alone, relaxation)

· alternate instruction/material

· distractions reduced

· removal of potentially  harmful materials

· direct instruction in use of specific materials/supplies

· social skills training

· support group assigned/networking

· modified schedule

· use of community resources (scouts, YMCA, YWCA)

· counseling

· buddy system

· role playing of decision making situations

· use of agreed upon signal (eye contact, lights, etc.)

· class token/reward system

· transportation modification

· “catch” him/her being good

ACADEMIC INTERVENTION OPTIONS

· making sure directions are understood

· including a variety of activities during each lesson

· breaking longer presentations into shorter segments

· providing written outline

· allowing student to tape record lessons

· having student review key points

· orally teaching through multi-sensory

· modes using computer-assisted instruction

· simplifying complex direction

· handing worksheets out one at a time

· reducing the reading level of the assignments

· requiring fewer correct responses to achieve grade

· allowing student to tape record assignments/homework

· providing a structured routine in written form

· providing study skills training/learning strategies

· giving frequent short quizzes and avoiding long tests

· shortening assignments; breaking work into smaller segments

· allowing typewritten or computer printed assignments

· using self-monitoring devices

· reducing homework assignments

· not grading handwriting

· allowing open book exams

· giving exam orally

· giving take-home tests

· using more objective items (fewer essay responses)

· allowing student to give test answers on tape

· use real life experiences 

· use volunteers to tutor

· small group instruction

· alternative curriculum

· pair with good reader(s)

· re-word text in simple phrases

· allowing extra time to complete an exam

· reading test item to student

· provide mnemonic techniques

· write in hints or reminders

· use of manipulatives/concretes 

· positive reward system/incentives

· color coded materials

· specific immediate feedback

· choice of how assignment is completed

· written

· orally

· other

· overtly teach study skills

· praise on-task students

· games/class challenges

· graphic progress of work

· assignment completion form

· work contract

· break work into smaller pieces

· computerized instruction

· give examples of correct problem-solving process

· individually paced materials

· extra visual cues

· point out specific improvement

· extra help before/after school

· re-phrase direction

· use of student work folders

· drill and practice at home

· use card to cover lines above/below reading materials

· cooperative learning projects

I AM

I am a nutty guy who likes dolphins.

I wonder what I, and the world, will be like in the year 2000. 

I hear silence pulsing in the middle of the night.

I see a dolphin flying up to the sky.

I want the adventure of life before it passes me by.

I am a nutty guy who likes dolphins.

I pretend that I’m the ruler of the world.

I feel the weight of the world on my shoulders.

I touch the sky, the stars, the moon, and all planets as representatives of mankind.

I worry about the devastation of a nuclear holocaust.

I cry for all the death and poverty in the world.

I am a nutty guy who likes dolphins.

I understand the frustration of not being able to do something easily.

I say that we are all equal.

I dream of traveling to other points on the earth.

I try to reach out to poor and starving children.

I hope that mankind will be at peace and not die out.

I am a nutty guy who likes dolphins.




----Sandy Moss

You, too, can write an “I AM” poem.  How?

Begin by describing two things about yourself—special things about yourself.  Avoid the obvious and the ordinary, such as “I am a 15-year-old boy with brown hair.”  There are millions of 15-year-old boys with brown hair.  Think of things about yourself that are distinctive.

“I am a girl who bruises easily and believes in astrology-—hen the stars are right.”  That’s better because it gives a sense of the speaker…and how she is different from other people.  Don’t be afraid to be different.

Once you have an opening line, you’re ready to take off.  Here is a line-by-line guide you can follow.

It may seem strange at first to write a poem this way.  But give it a try.  You may surprise yourself.  Some students who have tried this approach have been amazed by the results.

I AM

1ST Stanza

I am (two special characteristics you have)

I wonder (something you are actually curious about)

I hear (an imaginary sound)

I see (an imaginary sight)

I want (an actual desire)

I am (the first line of the poem repeated)
2nd Stanza

I pretend (something you actually pretend to do)

I feel (a feeling about something imaginary)
I touch (an imaginary touch)
I worry (something that really bothers you)

I cry (something that makes you very sad)
I am (the first line of the poem repeated)
3rd Stanza

I understand (something you know is true)
I say (something you believe in)

I dream (something you actually dream about)
I try (something you really make an effort about)

I hope (something you actually hope for)

I am (the first line of the poem repeated)

Poetry – Mrs. Herrmann



Name________________________
I AM

I am  __________________________________________________________________

I wonder  _______________________________________________________________

I hear  _________________________________________________________________

I see  __________________________________________________________________

I want  _________________________________________________________________

I am  __________________________________________________________________

I pretend  _______________________________________________________________

I feel  __________________________________________________________________

I touch  _________________________________________________________________

I worry  _________________________________________________________________

I cry  ___________________________________________________________________

I am  ___________________________________________________________________

I understand  _____________________________________________________________

I say  ___________________________________________________________________

I dream  ________________________________________________________________

I try  ___________________________________________________________________

I hope  _________________________________________________________________

I am  ___________________________________________________________________

The Crying Clown – Cinquain Poems

Clown

Mistreated Hurt

Crying, trying, dying

A broken hearted clown

Gentleman

Bill

Clown

Sad, Lonely

Crying, hoping, feeling

Needs a good friend

Crier

Chris

Clown

Sad, Lonely

Crying, standing, worrying

A man with feeling

Man

Jeff

Clown

Sad, Mad

Crying, hoping, loving

The man without heart

Man

Ron

Clown

Sad, Lonely

Crying, loving, sighing

Experienced love and lost

Friend




Name

Clown

  
Sad Mad

Crying, sitting, talking

Man crying for life

Man

Todd

Clown

Unhappy, Sad

Crying, hurting, weeping

A jester in court

Man

Greg

Clown

Sad, Depresses

Crying, thinking, loving

The very sad clown

Friend

Aron


Clown

Sad, Lonely

Thinking, weeping, hoping

A man with nothing

Victim

Chad G.

CINQUAIN POETRY

__________

NOUN

________________                _________________

    ADJECTIVE



   ADJECTIVE

____________ING     ________ING     ________ING

  VERB


  VERB


 VERB

________    ________    ________    ________

4    WORD    PHRASE

_______________

NOUN

NAME:  _____________

DATE:  _____________

YOUR BIOGRAPHY POEM

First Name:  __________________________________________________________

Four adjectives that describe you:  _________________________________

_____________________    _____________________    ____________________

Sibling of OR Son or Daughter of:

Who loves (name three items):

____________________    _____________________    ______________________

Who feels (name three items):

____________________    ______________________    _____________________

Who fears (name three items):

____________________    ______________________    _____________________

Who would like to see (name three items):

____________________    ______________________    _____________________

Resident of (you address):

Your last name:  ______________________________________________________
EXAMPLE

Kelly

Friendly, busy, intelligent, curious

Oldest child of Frank and Gloria

Who loves pizza, basketball, Trivial Pursuit

Who feels tired when school is over, hungry anytime, happy on

Friday afternoons

Who fears walking past my neighbor’s dog, watching scary movies

Alone, forgetting to do my homework

Who would like to see my parents win the state lottery, my brother

Keep his hands off my stuff, the Yankees win the World Series

Resident of Portland: Culver Lane

Smith

INTERVENTIONS TO IMPROVE SCHOOL SUCCESS
By

Dianna Herrmann
As an EBD teacher, it is my job to work with students who are currently receiving special education services, through the development and implementation of an individualized education plan, which addresses the specific behavioral needs of students.  It is simply not enough to state in an IEP that skills, such as anger control, problem solving or staying on-task, need to be achieved at a certain level for success.  Father, students need to be taught, systematically, strategies to control their anger, develop problem solving skills, focus on and stay on task, and learn and practice responsibility.  What I have learned is that positive interventions, rather than punishment, are the most effective way to create lasting behavioral change.  Such changes can be instructed through modeling, shaping, pairing, and through the direct instruction of skills.

As a behavioral consultant in a middle school which supports the concept of positive behavioral intervention, I work with teachers to develop interventions for use in regular classrooms which support the special education instruction, monitor the progress of the student’s response to the intervention, and provide positive reinforcements.

The creation of a whole-school approach to rewarding appropriate behavior has several advantages.  First, it builds cohesion among staff and a spirit of cooperation.  Second, consistency of reinforcement accelerates student mastery of instructional concepts.  The following interventions which are instructed in the special education classroom lend themselves to reinforcement in regular education.

ANGER:  Anger control is a primary area of concern in schools today.  Students need to get their natural feelings of anger under control rather than being controlled by such feelings.  This is known as “keeping your power.”  When students are able to keep their power, they are more likely to be able to make their own decisions, rather than having decisions made for them.  Instruction in this area always begins with a discussion of power, and what it means to each student.  Students discuss the connection of self-power to problem-solving and decision-making.  I like to use the scenario of a person who responds to a policeman’s request to see a driver’s license with swearing, threatening gestures, or a raised voice.  Is the response being accepted by the officer?  Is the officer actually listening to the words, or responding to the sounds of anger?  The class discusses the need to deliver a message in a way that is actually heard by another in the way it was intended, and to role-play potentially volatile situations where they practice keeping their anger in control.

STOP, RELAX, and THINK (problem solving):  Any student’s ability to deal with anger is contingent upon having problem solving skills.  In the EBD classroom, those skills are taught through a stop, relax, and think strategy—stopping the behavior, relaxing or chilling out, and then deciding who owns the problem and what to do about it.  I usually begin with the exercise of having students cut out stop signs, relax signs, and think signs.  I then present a series of pictures of cats (I chose cats specifically because of their individual personality characteristics, which are used in other lessons); students correlate different cat poses with different stages of the strategy, so they are able to visualize each step.  The hands-on experience of cutting out the signs, the visual reinforcement of the photographs, and the verbal review of the stages help students understand and integrate the steps of the process.

In our social skills class, a poster with all the steps, including a large stop sign as a visual cue to Stop when there is a problem, is kept on the wall.  Students learn that Stopping gives them time to put a plan into place.  Role playing is used to identify situations when an immediate STOP is needed, including when the student is angry.  The second step is to RELAX, to practice taking a deep breath or relaxing the body, so that they can THINK about the problem.  Whose problem is it?  What is the responsibility of the student?  What are the choices?  What are the possible outcomes of each alternative?  This provides an opportunity for group interaction, and for students to work together to come up with solutions.  The final step of the stop, relax, and think strategy is for students who have developed and implemented a plan to review the outcome of the chosen plan.

The Stop, Relax, and Think strategy is then printed on all daily logs, behavior plans, passes and rewards.  All teachers in the school are provided with stop, relax, and think cards to hand out to students whose behaviors are beginning to escalate in the classroom as a reminder to use those strategies.  By implementing stop, relax, and think on a building-wide basis, students are provided with a consistent reminder across environments, and teachers learn to permit students to assume responsibility for their own behaviors.

AUTHORITY:  Because so many students, especially at the high school, have had problems with police officers, this intervention has been useful in creating a healthy dialogue related to the role of police in society.  It is important that students have been taught anger control strategies and problem-solving skills so that they are able to benefit from interventions such a s the one outlined below.

A female police officer was invited to visit my high school social skills classroom, without a uniform, with her small child.  The students were able to pair the innocence of the child with the nuturing and caretaking role of the mother, and to understand her concern for the safety of her child in society.  The woman talked about her regard for children, and about her years working with youth groups.  She talked about the responsibility of all people to keep the community safe for children.  Her next visit to the classroom was in her police officer’s uniform.  Because the students had gotten to know the woman first as a young mother, they were much more receptive to her discussion of the role of police officers in society and of the behaviors that police expect from students if they were stopped for any reason.

ENVIRONMENTAL CHECKING:  Many students with behavior problems have poor impulse control, and make decisions without thinking about their impact.  They may not notice that the teacher standing before them who has her arms folded and who is sporting a stern demeanor is angry, and may get into trouble for failing to stop a behavior in time.  Environmental checking is a strategy that helps students to notice what or who is in the environment so that they become aware of the expectations and are better able to accommodate.  One way to begin to teach environmental checking is to have a teacher prearrange to have another teacher enter the classroom during normal class time and leave a colored folder on the desk.  Then ask the class to describe what the person was wearing, what item was delivered, what color it was, etc.  Students can be asked to write down five specific things that they can recall about the visit.  In my classroom, to prepare students to anticipate changes, they would, during social skills groups, scan the room for changes I had made from the previous day.  This might include simply moving objects within the room, or introducing new items.  At times, I would change the rules of the classroom by providing visual cues to the change.  For instance, on occasion, students would be permitted to wear their hats in the EBD classroom, if they noticed either a written sign granting permission, or if there was a photograph of a person wearing a hat on the wall.

FOCUSING:  Many students have difficulty learning to focus attention to a topic or visual point which is related to, but distinct from, learning to stay on task.  I provide a high interest book and a tape recording of the book with sound effects to maintain interest.  Students listen to the tape and simultaneously follow the written lines in the book.  A green stop, relax and think card with the logo, “doing a good job, keep it up!” is given for every five minutes they are tracking the material.  Students who are not on task are given a verbal cue to rewind the tape to where they stopped paying visual attention.  When their five minutes are up, they are given a red cue card with the same logo, but which says, “keep trying.”  The goal is to receive five out of six green cue cards.  By the time most of the students have reached the midpoint of the book, they are not having to rewind the recorder for the entire 30 minutes.  Call of the Wild is an excellent book for this exercise, as it is interesting reading, and the tape has engaging sound effects.

Focusing requires a great deal of practice to become automatic.  However, it is not difficult to teach.  In one class, a five-piece puzzle was used to begin the process.  Students used their environment checking skills to focus on the piece to find two similarities as they put the puzzle together.  From there, they moved to 10-piece puzzles, setting a time limit accompanied by a small reward such as a cue card that can be in for a canteen item.  Once the students are able to complete 100-piece puzzles, the puzzle exercise is used for 10 minutes before working on academic subject areas.  The ability to focus attention generalizes to all academic areas, and needs to be rewarded in those areas for students who are acquiring such skills for the first time.

The use of scenery is another way to help students learn to focus.  It is important that the cards repeat scenes at least four times, and that they represent a single topic area.  Wildlife cards are particularly useful because they offer near and distant objects for environmental checking and focusing.  The goal is to remember five cards and to do and environmental check on each card as it is shown, focusing on one thing that is significant, to share with the teacher.  Start at any point in the deck, asking for something significant to be described on the first card.  With subsequent cards, they must describe the card and try to recall the previous one in sequence.  The integration of memory with the strong visual interest of the  card and the verbal description of the significant object helps students to learn to selectively focus attention.

The development of a school wide system of positive interventions combined with natural consequences can improve the climate for learning.  Students who are clear about school expectations and who are rewarded for developing good behavioral habits are better prepared to learn.  Teachers who have clear guidance about how and when to intervene with behaviors spend less time trying to deal with student behaviors and more time on instruction.  Positive behavioral interventions do make a difference!

Dianna Herrmann is an EBD teacher at Princeton Middle School in Princeton, Minnesota.

This article was published in the Mamie Journal.  Journal of the Minnesota Association of Middle Level Educators.  Volume 7, Number 1, Spring 1994.

STOP, RELAX, THINK

1. What is the Problem?
2. What do I Want/need?
3. Is what I’m doing getting me there?
4. What are my Choices?

5. Pick the Best Choice.
6. Try it.
7. Look at the Results!!
INTERVENTIONS FOR THE CLASSROOM

Developed by the College of Education and Human Development

University of Minnesota

1. Positive Reinforcement: A proactive intervention for the classroom

2. Schedules of Reinforcement: Planning reinforcement to improve behavior

3. Self-Monitoring: A proactive intervention for the classroom

4. Contingency Contracting: A proactive intervention for the classroom

5. Cuing: A proactive intervention for the classroom

6. Glossary of Terms

Positive Reinforcement…

a proactive intervention for the classroom

This Intervention Tip Sheet has been developed to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute on Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

Introduction

Reinforcement is a stimulus which follows and is contingent upon a behavior, and increases the probability of a behavior being repeated.  Positive reinforcement can increase the probability of not only desirable behavior, but also undesirable behavior.  For example, if a student whines in order to get attention and is successful in getting it, the attention serves as positive reinforcement which increases the likelihood that the student will continue to whine.


This tip sheet describes different kinds of reinforcers which have been found to be effective I changing student behavior and a discussion of how changing student behavior and a discussion of how to select and deliver appropriate and effective reinforcers.  There is much literature on this topic and you are strongly encouraged to consult additional resources for a more in-depth discussion of positive reinforcement.  Additionally, negative reinforcement and satisfaction (when a reinforcer loses its effectiveness) are also discussed.

What are different types of reinforcers?
Natural and Direct Reinforcement:  this type of reinforcement results directly from the appropriate behavior.  For example, interacting appropriately with peers in group activities will lead to more invitations to join such activities.  The natural reinforcement for appropriate bids 

for attention, help, participation, etc. is providing the attention, help and opportunity to participate.  The goal should always be to move the student to natural and intrinsic reinforcement.

Social Reinforcers:  These are reinforcers which are socially mediated by teachers, parents, other adults and peers which express approval and praise for appropriate behavior.  Comments (“good job”, “I can tell you are working really hard”, “you’re nice”), written approval (“Super”, etc.) and expressions of approval (nodding your head, smiling, clapping, a pat on the back) are all very effective reinforcers.

Activity Reinforcers:  Activity reinforcers are very effective and positive for students.  Allowing students to participate in preferred activities (such as games, computer time, etc.) is very powerful, especially if part of the reinforcement is being allowed to choose a classmate with whom to participate in the activity.  (This also provides social reinforcement from the partner.)

Tangible Reinforcers:  This category includes edibles, toys, balloons, stickers and awards.  Edibles and toys should be used with caution – parents may have reason to object to edibles as reinforcement (for example, if a student has a weight problem) and toys can make other students envious.  Awards can be in the form of certificates, displaying work and letters home to parents commending the students progress – these are powerfully motivating reinforcers.
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Token Reinforcement:  Token reinforcement involves awarding points or tokens for appropriate behavior.  These rewards have little value in themselves but can be exchanged for something of value.

Isn’t giving reinforcement like bribing a student?

Planned positive reinforcement is very effective in promoting desirable change in student behavior.  Some teachers question whether reinforcing or rewarding students for improving their behavior is really just bribing them to do what is desired.  This is not the case.  A “bribe” is something which is unacceptable or inappropriate (and illegal).  Reinforcement is given to bring about desirable change and to teach students to take responsibility for behavior.  Indeed, your paycheck is reinforcement for doing your job, and commendations and bonuses are reinforcement for going above and beyond expectations.  Without these reinforcements how likely is it that you would exhibit the appropriate behavior of showing up at work each day?

How should I choose a reinforcer?

Reinforcers must be valued, preferred and individualized.  What may be extremely motivating for one student may be entirely useless for another.  Use the following guidelines in choosing a reinforcer:

Observe the student:  What kinds of activities does he or she seek out?  What objects or events are presently serving to reinforce his or her behavior?

Ask the student:  When designing a plan to modify behavior, give the student a list of choices and ask what he or she would like to try to earn.  For example, if setting up a token economy for work completed, let the student choose from a list of activities to find out which he or she is interested in earning.

Monitor:  Periodically review by observation and discussion whether the reinforcer remains preferred or whether a new reinforcer is necessary.

Evaluate:  Do a formal preference assessment.

How should reinforcement be delivered?

In order to make positive reinforcement an effective intervention use the following guidelines:

1. Reinforcement must be consistently delivered, according to a planned reinforcement schedule (see “Reinforcement Schedules”).  If it is not, no connection will develop between appropriate behavior and the reinforcement and the behavior will not change.

2. Reinforcement must be delivered immediately.  Students should know when they can expect reinforcement.  If you wait until the end of the day to reinforce a student for remaining in her seat during 2nd period, the effect of reinforcement is reduced if not lost.  If it is impossible to deliver reinforcement immediately, verbal reinforcement should be given and the student should be told when he or she can expect to receive other reinforcement.  In this way a contingency between behavior and reinforcement will be strengthened or maintained.

3. Improvement should be reinforced.  Do not wait until the student’s behavior is perfect to deliver reinforcement.  You should recognize improvement and let the student know you recognize the effort.

4. Do not give reinforcement because you feel sorry for a student.  If a student does not achieve a required criterion, delivering reinforcement will only teach the student that rewards are readily available regardless of behavior, and may even lead to an escalation of the behavior.  Rather, recognize that you know the student is disappointed but that they will have the opportunity to try again tomorrow.  Reinforcement must be contingent on behavior.
5. Whenever possible, pair any reinforcement with social reinforcement.  If your reinforcement plan is letting students participate in preferred activities make sure to give some sort of social reinforcement, such as telling the student, “You really did an excellent job today.  You should be really proud of yourself”, or letting the student choose another student for the activity.

6. Make sure that social reinforcers are not ambiguous.  They should be sincere, clear and identify the specific behavior for which they are being delivered.

7. Reinforcement should be age-appropriate.  Expecting a high school student to change his or her behavior by rewarding with stickers is likely to be not only ineffective, but insulting to the student.

What is negative reinforcement?

Negative reinforcement is often, mistakenly, equated with punishment.  Punishment is the application of aversive stimuli in order to reduce the chance of a behavior being repeated.  Negative reinforcement is the removal of aversive stimuli in order to increase the probability of a behavior being repeated.


For example, reinforcing students for using class time to do math work appropriately by removing five story problems from the math homework negatively reinforces appropriate behavior by removing the undesirable stimuli of a longer homework assignment.


Negative reinforcement can be very effective, especially to create an environment which feels safe to a student.  It is often more naturally occurring than, for example, tangible reinforcers.  As with the other reinforcement categories, it is important to pair negative with social reinforcement.

What is satiation and how should it be handled?

Satiation is the term used to describe the situation of a reinforcer losing its effectiveness.  For example, if a student is receiving jellybeans as reinforcement it is likely that after a period of time he or she will tire of them and no longer find them desirable.  Satiation can also occur if too much reinforcement is being delivered.  Earning up to ten minutes of computer time a day may serve as reinforcement for a long period of time, while being given the opportunity to earn an hour of computer time, for example, may quickly lead to satiation.


When satiation begins the rate at which the desired behavior is displayed tapers off until it halts.  This is very common with edible reinforcers.  Reinforcement in the form of activities, social opportunities and those which encompass learning activities tend to be more immune to satiation.


Zirpoli and Melloy (1993, p. 160) make the following recommendations to prevent satiation:

· Varying the reinforcer or using a different reinforcer for each target behavior.

· Monitoring the amount of reinforcement delivered and using only enough to maintain the target behavior.

· Avoiding edible reinforcers (if you must use edibles, vary and apply minimally).

· Moving from a constant to an intermittent schedule of reinforcement as soon as possible.  (See guide entitled “Schedules of Reinforcement”).

· Moving from primary to secondary reinforcers as soon as possible.

Furthermore, any type of reinforcement schedule or system should include ongoing, systematic assessment of the reinforcement effectiveness through observation.  Another option is incorporating a menu of potential reinforcers and allowing the student to choose his or her reinforcement.


It is likely that satiation will eventually occur with any type of reinforcement.  If systematic assessment is diligently carried out, however, one can maintain the behavior modification plan by changing reinforcers before satiation occurs and by delivering reinforcement on varying schedules.


Finally, in designing your positive reinforcement plan it is very important to move from less natural reinforcement (tokens, tangibles) to more natural reinforcement (social reinforcement, direct and natural reinforcement).
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Schedules of Reinforcement…
planning reinforcement to improve behavior

This Intervention Tip Sheet has been developed to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute of Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

Introduction

A schedule of reinforcement refers to a deliberate plan which determines when and how often reinforcement is given to a student for appropriate behavior.  The different schedules of reinforcement are outlined here, along with when and how they are most successfully used and with what kinds of behaviors the schedules are recommended.

What is Continuous Reinforcement?

When a target behavior is reinforced each and every time it is exhibited this is referred to as continuous reinforcement.

This schedule should be used when teaching a student a new behavior not previously part of the student’s repertoire and is especially useful with young students because it is very systematic.  It is very effective in establishing an association between behavior and reinforcement.  

While continuous reinforcement will create an association between behavior and reinforcement, it will not produce long-term changes in behavior.  If only continuous reinforcement is used, once it is withdrawn the desired behavior will also cease.  Also, if used too long a student may learn to manipulate the intervention by behaving appropriately only when reinforcement is desired.  Once an association has been established it is time to change to one of the following schedules.

What are Ratio Reinforcement Schedules?


When a target behavior is reinforced after a number of occurrences this is referred to as a ratio reinforcement schedule.


This schedule is useful after having established a contingency between reinforcement and appropriate behavior with the continuous reinforcement schedule.  It is also a good option when continuous reinforcement would be too cumbersome.


There are two types of ratio reinforcement, each with its own benefits.  Fixed ratio reinforcement is delivered after a given number of occurrences.  Examples of fixed ratio reinforcement are: reinforcing a child  after every math sheet is completed, or after every third time a child exhibits sharing behavior.


Fixed ration reinforcement is useful in establishing a contingency between behavior and reinforcement when used consistently because it is systematic.  It is also often preferred by teachers to continuous  reinforcement if attempting to establish the exhibition of an appropriate behavior which the student already understands to be desirable, as it can be much easier managed.  However, research has shown that once a fixed ratio reinforcement schedule is terminated, the gains in positive behavior will also deteriorate if the behavior does not continue to be reinforced with some other schedule.  Furthermore, a student can learn to manipulate this schedule if he or she figures out how often reinforcement is received.  For these reasons it is recommended that a fixed ratio schedule not to be used for very long.
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A variable ratio reinforcement schedule involves delivering reinforcement after an approximate number of times the target behavior is exhibited.  Reinforcement might be delivered on average after every fifth math sheet is completed but could range in delivery from every third to every eighth sheet.  This schedule is useful for beginning maintenance of a reasonable well-established behavior and can be used when fading out a fixed ratio schedule.  Since it is less systematic or consistent than either continuous or fixed ratio reinforcement variable reinforcement is not good for teaching a new behavior.

What are Interval Reinforcement Schedules?

When a target behavior is reinforced after a period of time this is referred to as an interval reinforcement schedule.


This schedule is useful for behaviors which can be measured in terms of their duration, for example, in-seat behavior,on-task behavior, etc.


As with ratio reinforcement, there are two types of interval reinforcement.  The first type is fixed interval reinforcement, which designates a specific interval of time, after which reinforcement is delivered, contingent on appropriate behavior.  Delivering reinforcement after every five minutes of on-task behavior would be an example of fixed interval reinforcement.  This is very systematic and consistent schedule which is excellent for strengthening a behavior.  However, as with fixed ratio reinforcement, if reinforcement is simply stopped research shows that the gains made in behavior will also deteriorate.


Variable interval reinforcement is like variable ratio reinforcement is delivered after an average length of time.  This schedule is effective for already established behaviors and can be used when fading out a fixed interval schedule.

How do I choose a reinforcement schedule?

Recommendations have been given about which types of behaviors tend to be best reinforced with which types of schedules.  It is likely that you will find ways to modify these to make them most effective and easily delivered within your classroom and with particular students.  What is most important, however, is that you do consciously decide which type of schedule  to use and if it seems not to be having an effect, reevaluate it or your functional analysis.


Choosing the wrong type of reinforcement schedule can be detrimental to improving behavior.  For example, a student who already possesses a desired behavior in his or her repertoire but simply does not choose to exhibit it will not benefit from continuous reinforcement.  He or she may, in fact, learn that manipulating you is possible by refusing to exhibit the behavior unless it is known that you will deliver the desired reinforcement.  For such reasons it is very important that choosing a schedule of reinforcement be an integral aspect of your behavior intervention plan.

Final Note…

It is imperative that the reinforcement delivered is appropriate for each individual student.  If what is delivered to the student as reinforcement is not preferred by him or her, none of these schedules of reinforcement will work.  If you are having problems with schedules of reinforcement you may want to reevaluate the reinforcement itself.  For information on selecting appropriate reinforcers please see the tip sheet entitiled, “Positive Reinforcement”.
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Self Monitoring…

a proactive intervention for the classroom

This Intervention Tip Sheet has been developed to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute on Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

Introduction

Self-monitoring (SM) involves having a student keep track of his or her behavior.  During research involving students monitoring their own behavior, it has been observed that subjects alter their behavior simply after consciously keeping track of it.  One reason for such change is that SM helps decrease impulsivity by training the student to be aware of his or her behavior.


The implications of this finding are easy to recognize.  First, this intervention is useful in helping a student become aware of his or her behavior.  Secondly, SM is a valuable tool in achieving generalization of appropriate behavior to other contexts, i.e. classrooms.  Finally, SM has the benefit of actively involving the student in the process of behavior modification.

How can SM be used in the classroom?

SM can be used to increase or decrease behavior, to teach new skills and to help a student maintain an appropriate behavior in a different environment.  Studies have been conducted showing SM to be effective in the following specific areas:

· teaching neat-paper skills

· increasing on-task behavior

· increasing productivity

· assignment completion

· reducing calling-out behavior

· increasing positive statements

· decreasing negative statements

How does a student monitor him- or herself?

There are several methods which are commonly used:

Frequency counts:  The student tallies each occurrence of the target behavior.  This can be done by making high marks on a piece of paper, circling numbers, putting items in a container, etc.  Frequency counts are most helpful in monitoring behaviors such as task completion (i.e. one hash mark per worksheet completed) and specific behaviors such as calling out or making positive/negative statements.

Interval counts:  After a specific time interval the student is signaled to record their behavior.  Teachers often use cassette tapes which play a tone, such as a bell chime, after each interval.  For example, the chime might sound every teo minutes at which time the student should ask him or herself a question such as, “Was I following classroom rules?”, “Was I  on task?”, etc.  Then they would put a hash mark in a “yes” or “no” column or write a “+” or “—“ on their monitoring card.  Students can also rate themselves on a continuum; they were not on task, sometimes on task, or almost always on task.


When beginning the program intervals of 40-45 seconds are recommended.  Gradually increase intervals to as long as 12-15 minutes.  This method is most useful in monitoring on-task behavior, increasing appropriate classroom behavior and decreasing disruptive behavior.
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Independent monitoring:  With this method the student monitors his or her behavior whenever he or she thinks about it.  This would be used for the same types of behaviors as those in the interval count method.  This is useful when the student is in a different classroom from where the behavior modification normally occurs.  A student might, for example, carry a self-monitor card to each class and after class rate his or her performance during class in terms of participation and on-task behavior.

How do I begin using SM in my classroom?

The first step to take is to define the behavior to be measured.  This should be discussed with the student to help insure that your interpretations of desired and undesired behavior are the same.

You should then, together, decide on how best to measure the behavior.  This may be different for each student.

Training is then necessary.  If this technique is to be used to teach a new skill, give instruction in the skill first.  Instruction should then be given on the SM method to be used.

Modeling of the SM should be done for the student.

The student should then be given the opportunity to practice the SM procedure.

Feedback should be given on the students process and he or she should be given further opportunity to practice, if necessary.

Reliability checks should also be done periodically.  In order to check reliability you should make opportunities to measure the student’s behavior along with him or her and compare your results.


Depending on the cognitive abilities of the student, a 20-minute training session should suffice before implementation of the program.  It is recommended that to begin the student only monitor one behavior.  After he or she becomes adept in the procedure it may then be possible for him or her to monitor two or three behaviors.


While accuracy of recording may enhance the degree to which the student’s behavior improves, it is not a significant factor.  Factors which do not improve results are:

Monitor a positive behavior rather than a negative one.  Focusing on a negative behavior, i.e., calling out, may cause the student to feel negative about him or herself, while counting the occurrence of positive behavior, i.e., raising hand and waiting to be called on, puts the student in a positive light.

Use an obtrusive recording device.  It is more effective to have a large piece of paper taped to the child’s desk than a small card.  This will help the student to remember to record behavior and serve as a reminder to modify behavior.

Use reinforcers to motivate change.  Once the program is implemented and the child is aware of his or her target behavior, introduce reinforcers for the positive behavior.  This may help in motivating the child to improve that behavior.
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Contingency Contracting…

a proactive intervention for the classroom

This Intervention Tip Sheet has been developed to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute on Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

Introduction

A contingency contract is an agreement between a student and teacher which states behavioral or academic goals for the student and reinforcers or rewards the student will receive contingent upon achievement of these goals.


What kind of goals can be included in a contract?

Behavioral or academic improvement goals can be part of a contract.  A contract should have only one stated goal.  They are not appropriate for behaviors that are dangerous to the student or others, such as physical aggression or self-injurious behavior.

How do I define the contract goal?

You must first assess the present level of performance.  If your goal is that the student learn to and practice raising his hand instead of interrupting, you must first establish to what degree this behavior is exhibited.  Does the student raise his hand 10 times an hour or 10 times a day?  If the goal is for the student to complete more math work you must establish his or her present level of productivity.  Does he or she complete two worksheets a day or a week?  This is the baseline level of performance and should be assessed over a one-week period. 

How do I proceed after establishing the baseline performance?

At this point you turn the goal into a specific objective by defining and clarifying it.  The student now becomes involved in drawing up the contract.  Negotiate with the student in defining, in measurable and observable language, the objective.  The objectives for the examples above might be, “Raises hand and waits to be called on five times each hour” (if the student is, for example, raising his hand three times and interrupting five times), “Completes 60% of math worksheets”

Besides the goal, what should be included in the contract?

While the target behavior is the bulk of the contract, there are several other components which are vital:

Contract Conditions: With the student, decide under what conditions the contract will be in effect (the times, classes and activities), for example, in math class or on the playground.

Contract Completion Criteria: The criteria describe the level of performance for completion.  Does the behavior need only be achieved once or will it need to be maintained for a period of time, i.e. “Student will complete 60% of math homework for eight days in a 10 consecutive day period.”
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Reinforcers:  The contract should include a reinforcer or reward the student will earn upon contract completion.  This should be something the student chooses, within reason.  Edibles, small toys, free time and “no homework” passes are examples of reinforcers which could be effective.  Positive consequences (i.e. rewards) should be delivered immediately upon contract completion.

Review and Renegotiation:  Include dates on which progress will be reviewed with the student.  You may choose to review the contract weekly with the student to help keep him or her on track and to evaluate progress.  If you see no progress after a couple of reviews it may be necessary to renegotiate the contract – goals may be unreasonable and reinforcers may be inappropriate.  It is also appropriate to state a goal date for contract completion.

Language and Signatures:  The contract should be written in simple, clear language the student can understand.  For example “reward” should be used instead of “reinforcer”.  This will make the contract more relevant to the student.

             Both you and the student should sign and date the contract and if working in collaboration with parents they should also sign it.

             When it will not infringe upon the privacy of the student , it can also be appropriate to have an outside party, or witness sign the contract, such as a friend of the student or another adult the student trusts.

When should I implement the contract?

In order to support the student’s success it is advisable to begin implementation with a mini-contract.  This is a modified easy-to-complete version of the official contract.  The mini-contract gives the student an opportunity to practice and learn how the contract operates.  Choose an objective for the mini-contract which the student will easily achieve in two to five days.  After completion of the mini-contract sit down and discuss the experience, review the official contract, clarify it and make sure there is no need for refinement before implementation.

What are the other considerations for contingency contracts?

· Deliver positive consequences (i.e. rewards) immediately upon contract completion.

· Contract goals are best stated in positive ways, for example, “(Student) will raise hand and wait for assistance when frustrated with classwork”, rather than “(Student) will not crumple up work and throw it on the floor.”

· If progress toward completion is not being made, the contract needs to be modified or rewritten, without placing blame on the student.

· Include parents in contingency contracts when-ever possible.

· Students may wish to have reinforcers which are available at home, such as television viewing or staying up later on weekends.  These can be great reinforcers if parents agree and are willing to work with you in delivering them.

· Contracts can have either short- or long-term objectives.  These can be stated to be achieved in two or three days, after which a new contract will be written.  Also, short-term contracts can be used with long-term contracts; short-term contracts can be devised as steps leading to achievement of the long-term goals.
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Cuing…

a proactive intervention for the classroom

This Intervention Tip Sheet has been developed to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute on Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

Introduction

“A cue is a signal that stimulates a person (e.g., a student) to exhibit a previously learned voluntary behavior pattern.” (Cangelosi, 1988, p. 225)  Cuing, also referred to as prompting, is an intervention which stops disruptive behavior before it starts by drawing attention away from inappropriate behavior and redirecting attention to appropriate behavior.

With what kinds of behaviors is cuing useful?

Cuing is beneficial in modifying behaviors which are being displayed by a whole classroom, such as noise level and behaviors exhibited by one or few individuals, for example on-task behavior and hand-raising.  Once you are able to recognize the warning signs of inappropriate behavior you can to begin to use cuing to help the student prevent his or her behavior from escalating.  However, if a behavior has escalated to the level where there is conflict and the student is defensive, cuing is no longer an effective intervention.

What kinds of cues are there?

Four general categories are: visual, verbal, gestural and physical:

Visual cues are unobtrusive, can be used with little effort and are useful with groups of students.  Posting classroom rules and daily schedules are two examples.  When a rule is not being followed, the cue can be strengthened by pointing to the rule or asking the students which rule is not being followed.  Another useful cue for the classroom is a noise level indicator.  This could be in the form of a stoplight and would be changed according to the acceptable noise level.  Red could represent no talking during testing or quiet time, yellow could represent quiet whispering during seat work and green could represent reasonable talking during group activities or free time.  A useful visual cue when working with an individual is using notes to remind him or her of task instructions.

Students can implement cuing systems for teachers, too.  A student with mood swings could use a “mood indicator” to let the teacher know how things are going.  This can be done by putting a smile or frown face on his or her desk.  Students who demand lots of attention during work time by asking many questions could implement cuing by placing a sign reading, “I have a questions” on their desk.

Verbal cues are commonly used by teachers.  These remind students of the task at hand, “We are on page 21 in our math books”, giving instructions, “Michael, would you please sit down in your chair now”, and encouraging appropriate behavior, “Keep up the good work”, “This is what a hard-working student looks like”, etc.  Verbal cues are very powerful because even if directed only at one student, they can affect an entire classroom’s behavior.
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Gestural cues involve a gesture or movement which is understood by students as indicating a desired behavior.  Putting a finger to one’s lips for silence, raising one’s hand before asking students a question to remind them to raise their hands before answering and pointing to a class rule on a rule sheet are common gestural cues.

Physical cues physically direct the students behavior.  Putting a hand on a students shoulder if they are talking during quiet time is a common example of a physical cue.  Simply positioning oneself in a specific area of the classroom can serve as a physical cue.  For example, if a student is antagonizing another, walking over to them and standing next to them is a physical cue to stop this behavior.

Physical cues must be used with caution.  Many students react negatively to being touched – this must be respected.  As students move into adolescence, issues of privacy and personal space make physical cues involving contact less viable.

What are the qualities of effective cues?

In order to be effective, cues should be non-intrusive, discrete, non-hostile and understood by the student.  Non-intrusiveness is important for several reasons.  If the student feels he or she is being put on the spot or is receiving negative attention, he or she will become defensive.  Also, if the cuing is always intrusive the student may inadvertently learn that they need to be prompted in order to behave correctly.  Discretion is advisable so that cuing does not interrupt the flow of the class.


Making sure that the student understands the cue is easy to overlook if you assume that the student is aware of his or her behavior.  You must communicate with the student what is going on.


Finally, it is important that you do not let any frustration or anger come through when cuing.  If you are hostile (or even if the student perceives there to be hostility) the intervention will not be effective.

How do I prepare to use cuing?

First, consider student capabilities.  Make sure the student knows or can decode your cue.  Some students may react very negatively to physical contact; with such students a physical prompt would be inappropriate.


Second, prioritize behaviors to be changed.  Is it more important to reduce the class noise level or to increase a student’s in-seat behavior?  These decisions must be made before a cuing intervention can be implemented.


Third, involve students in preparing for implementation.  This can begin with a discussion of what a cue is and examples of everyday cues: fire alarms, alarm clocks, ambulance sirens, etc.  Discussion of what these cues indicate and how people respond should help students put classroom cuing into context.  “Social perspective taking” (Slade & Callaghan, 1988) is another useful tool to get students involved in cuing.  Give the students a hypothetical situation, such as a lifeguard or police officer and have them construct a set of rules they would use and cues used to alert others to the rules.


Finally, clearly convey your expectations and methods you will use to cue students.  Role-playing and modeling are useful to clearly demonstrate to students what your cues are.

How do I fade a cue?

When you have reached a desired, consistent level of response you are ready to begin fading it.  Gradually design the cue to be less intrusive, maintaining the level of response, until the cue is no longer necessary.

Special Considerations…

Keep in mind that cuing is extremely effective in promoting positive behavior.  Telling a student or group of students, “What a great job you are doing concentrating on your reading homework” cues the student to continue working and helps instill positive feelings about the self and about school.  Cuing for positive behavior should be a significant and integral part of any cuing intervention
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Glossary

This Glossary has been developed as a supplement to the accompanying Intervention Tip Sheets to assist teachers and parents in providing the best possible educational opportunities to students with emotional and behavioral disorders.  This Tip Sheet was published by the Institute on Community Integration, College of Education, University of Minnesota, Minneapolis and was authored by Kareen Smith of the Institute.

A-B-C analysis A technique to identify the relationship between environmental factors and behavior (antecedent – behavior – consequence).

ALT-R  Reinforcement of alternative behavior.

Antecedent stimulus  A stimulus present immediately before the occurrence of a behavior.  It may or may not serve as a discriminative stimulus.

Artificial reinforcers  Consequences used to reinforce behavior which do not naturally occur outside of the intervention environment.  For example, reinforcing appropriate peer interactions with stickers. (see natural reinforcers)

Assessment  The systematic gathering of information in order to make educational decisions.

Augmentive communication  Ways of exchanging information other than verbally, i.e., through hand signs, photographs, computers, etc.

Aversive stimulus  A stimulus which, due to its undesirable nature, serves to decrease the probability that a behavior will occur.  Often occurs as a consequence of a behavior (i.e., a punisher).  Alternately, removal of aversive stimuli can serve to increase the likelihood that a behavior will be exhibited.

Aversive procedure  Any procedure which utilizes an aversive stimulus for the purpose of changing behavior.  (Making a student write sentences for whispering during class time, i.e.)

Backward chaining  Instructional method of teaching a task which begins with the last sub-task of the sequence and moves backward through the chain of sub-tasks as each is 

  mastered. (see chained task/response, chaining, forward chaining)

Baseline  The rate, established by data collect-ion, of the natural occurrence of a target behavior.

Behavior  An observable and measurable act exhibited by a person, which has a beginning and an end and can be reliably measured by more than one individual.

Behavioral objective  The desired behavior to be achieved after intervention, including the degree to which it will be performed. (see objective)

Chained task/response  A skill or behavior which is comprised of sequenced, discrete sub-tasks.

Chaining  A teaching method which breaks a task into sub-tasks and teaches each sub-task one at a time, sequentially.  Mastery of a sub-task is required before teaching of the next sub-task is undertaken.  (see chained task/response, forward chaining and backward chaining)

Cognitive behavioral modification  Behavioral interventions which are based on the belief that a person’s behavior is a result of his or her thoughts and beliefs.  Cognitive behavioral interventions aim to help a person modify thoughts and beliefs in order to change their behavior.

Consequences  A stimulus which is presented after a behavior is exhibited and which is contingent upon the occurrence of the behavior.

Contingency  A relationship between behavior and consequences.

Contingent  Dependent on or upon.

Continuous measurement  Continuous data collection each occurrence of a behavior for the purpose of monitoring and evaluating a student’s behavior or progress.
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Contracting  Designing contingencies for rein-forcement of appropriate behavior and incorporating them into a written document to which both student and teacher can refer. 

Controlling prompt   Behaviors or actions which elicit performance of a specific behavior.

Cooperative learning  A method for student learning by which students work together in groups.  Thus a teaching – learning exchange between students is created and cooperation, interpersonal and social skills and interdependence are promoted.

Correct response  The accurate performance of the target behavior within the specified time interval.

Corrective feedback  Feedback given after an incorrect response which serves to point out the error in a neutral manner and demonstrate the correct response.  The purpose of corrective feedback is to teach the correct response.

Criterion  A specified level of acceptable performance of a behavior.  Criteria are used to evaluate the success of instruction.

Differential reinforcement  Reinforcement which is delivered after either only specific discriminative stimuli are presented or only after the correct behavior is exhibited.

Discrimination  The ability to distinguish between stimuli or environmental events.

Discriminative stimuli  Stimuli which cue a specific response (i.e., saying “bless you” after someone sneezes – sneezing is the discriminative stimulus).

DRA  Differential Reinforcement of Alternative Behavior; reinforcement of any behavior more appropriate than the targeted inappropriate behavior.

DRI  Differential Reinforcement of Incompatible Behavior; reinforcement of any behavior which makes it impossible for the targeted inappropriate behavior to occur.

DRL  Differential Reinforcement of Lower Rates of Behavior; reinforcement of a behavior when exhibited at a lower frequencey.  The behavior itself is not inappropriate, but the frequency of it is inappropriate.  For example, a student asking to sharpen his pencil every 10 minutes.

DRO  Differential Reinforcement of Other Behavior; reinforcement of behavior other than the target behavior to be decreased.

DSM IV  (Diagnostic and Statistical Manual of Mental Disorders, 4th Edition)  A manual that defines and classifies mental disorders according to the American Psychiatric Association guidelines (APA, 1994).

Duration recording  Recording the amount of time between the onset and termination of a behavior (e.g., the length of time a temper tantrum lasts).

Event recording  Tallying or recording the frequency of occurrences of a behavior during an observation period.

Externalizing  Acting out a behavior so that it is observable.

Extinction  Withholding reinforcement of a previously reinforced behavior in order to decrease the occurrence of a behavior.

Fading  The gradual removal of a prompt or an entire intervention program.

Fair pair rule  The principle which states that any intervention which aims to eliminate a non-functional behavior should include a component which teaches and/or increases a functional behavior.

Formative evaluation  Evaluation occuring while an intervention is being implemented to determine the effectiveness of the intervention.

Forward chaining  Instructional method of teaching a task which begins with the first sub-task of the sequence and moves forward through the chain of sub-tasks as each is mastered.  (see chained task/response, chaining, backward chaining)

Frequency  The number of times a behavior is exhibited within a defined period of time.

Frequency count  A behavior measurement technique which tallies each and every occurrence of a behavior.

Function  The result which a behavior serves to achieve.

Full physical prompt  Manipulation of a student’s hands or body in order to teach a student to correctly perform a kinesthetic behavior.  For example, a student might be taught to correctly hold a pencil by the teacher forming the student’s hand correctly on the pencil.

Functional analysis  An analysis which defines the undesirable behavior, predicts the times when the behavior will or will not be exhibited  and defines what it is that maintains or reinforces the student to continue displaying the behavior.

Functional assessment  The process of collecting information about the behavior patterns of an individual in order to complete a functional analysis.  Collection may include interviewing the student or people who have direct contact with this individual, observation and manipulation of specific situations to test your understanding of the predictability of a behavior.

Functional communication  Specific language behaviors which achieve specific results by conveying wants and needs.

Generalization  The exhibition of behavior in situations (across persons, settings, times, stimuli, etc.) other than that in which the behavior was learned.

Generalization training  Training which aims to increase the generalization of behavior or skills to other situations in which they are not being exhibited and in which they will be functional.

Goals  Broad and long-term statements about the behaviors to be achieved which include information about the activities which will take place, how often instruction will take place and to what extent a student will participate.

Group contingency  The delivery of reinforcement contingent upon the behavior of a group of peers.

Home contingency  A contingency between a student’s behavior at school and reinforcement delivered at home.  For example, a student might be reinforced for improved grades with a later curfew on the weekend.

Independent monitoring  A behavior measure-ment/monitoring technique which is carried out by the student.  The student periodically (whether independently or after specified intervals) he or she has achieved behaving appropriately.

Intensity  A function of the frequency and duration of a behavior.  Also, the power, strength or force with which a behavior is displayed.  For example, if a student pushes furniture when angry, intensity would be described in terms of whether the furniture was slightly moved or was knocked over.

Intermittent schedule of reinforcement  The delivery of reinforcement after some, but not all, correct or appropriate responses.  (Rein-forcement can occur after a specific frequency or time interval, for example)

Interval count  A behavior measurement technique which divides a time period into intervals (i.e., on hour is divided into six – ten minute intervals) and at the end of each interval it is recorded whether or not the behavior occurred during the interval (as opposed to the number of times a behavior occurs).  (see partial interval recording and whole interval recording)

Interval recording  see interval count, partial interval recording and whole interval recording

Interval schedule of reinforcement  Delivery of reinforcement contingent upon the occurrence of a behavior after a specified period of time.

Intervention  Involvement with a student in a systematic manner in order to improve his or her performance socially, emotionally or academically.

Intrusiveness  The degree to which an intervention impinges or intrudes into a student’s body or personal rights or the bodies or personal rights of others in the environment of the targeted student.

Maintenance  Continued performance of a target behavior after instruction has been faded out or terminated.

Modeling  an instructional procedure which attempts to prompt imitation of appropriate behavior through demonstration of that behavior.

Natural reinforcers  Consequences which rein-force behavior and occur naturally as they are contingent upon that behavior.  For example, appropriate peer interactions being reinforced by resulting friendships.

Negative reinforcement  Reinforcement of behavior through the contingent removal or avoidance of an aversive stimulus.  Successful avoidance or removal of the aversive produces an increase or maintenance in occurrence of the given behavior.  For example, paying a bill on time is negatively reinforced by the avoidance of having to pay a late fee if the bill is paid late.

Noncompliance  Refusal to comply with teacher’s request; the absence of stimulus control over a behavior.  (see stimulus control)

Objectives  Specific and short-term statements identifying target behavior, the conditions under which it will occur and to what degree of proficiency it will be performed.

Off-task behavior  Behavior which indicates that a student is not paying attention to or participating in the appropriate or designated activity.

On-task behavior  When a student is paying attention to or participating appropriately in the designated activity.

Partial interval recording  Interval recording which records the occurrence of a behavior if it has occurred at all the designated time interval.  (see interval count and whole interval recording)

Positive programming  A “gradual educational process for behavior change involving systematic instruction in more effective ways of behaving.  Positive programming teaches new behavior over time and is based on full functional analysis.” (LaVigna & Donnellan, 1986, p. 29)

Positive reinforcement  Delivery of a consequence contingent upon a specific behavior which strengthens or maintains the occurrence of that behavior.

Praise  Positive verbal attention for appropriate behavior.

Pre-referral interventions  Straightforward and relatively easy to implement interventions implemented by the regular classroom teacher before referral for special services occurs.

Premack Principle  A principle which states that any highly preferred activity can serve as a positive reinforcer for a less preferred activity.

Principle of partial participation  The provision of supports or adaptations which allow individuals to participate in activities (which they otherwise would be unable to participate in) which results in the individuals becoming more integral members of their community, school, etc.

Proactive interventions  Interventions which aim to eliminate undesirable behavior by employing positive programming and altering environmental conditions to prevent the given behavior from being exhibited. (see positive programming)

Prompt  A stimulus which is delivered in order to increase the probability of and encourage a desired response.

Punisher  A consequence which decreases the future probability of the occurrence of a behavior.

Punishment  An aversive consequence following a behavior or the removal of a positive consequence following a behavior which occurs in order to weaken a behavior.

Rate  The frequency of a behavior during a defined time period.

Ratio schedule of reinforcement  The delivery of reinforcement contingent based upon the frequency or number of times a behavior occurs.

Reinforcement  The delivery of positive or removal of negative consequences which results in an increase or maintenance of the rate at which a behavior is being exhibited.

Reliability  The consistency of test performance; the degree to which a student will achieve a relatively consistent level of performance if completing a test repeatedly.  Also, the degree of consistency achieved between different test administrators or scorers.

Response interval  The amount of time between the delivery of a prompt or stimulus which serves as a cue and the response of the student.

Response generalization  Changes in untargeted behaviors which are the result of changes in those behavior targeted by intervention.

Response maintenance  The continuance of behavior after an intervention is withdrawn.

Response prompt  A stimulus which is delivered in order to increase the probability of and encourage a desired response.

Restrictiveness  The degree to which an intervention inhibits a student’s freedom to be treated like other students.

Rules  The component of a school’s discipline code which state student and teacher expectations.

Schedule of reinforcement  A defined schedule which determines when reinforcement will be delivered for the purpose of maintaining or increasing the rate of behavior.

Shaping  Reinforcing closer and closer approximations of desired behavior.

Social contract  Contingencies designed for reinforcement of an entire classroom incorporated into a written document to which both student and teacher can refer.

Social reinforcement  Teacher or peer attention, feedback or approval which increases or maintains the occurrence of behavior.

Stimulus control  The reliable contingency between a stimulus and a response; a response is exhibited in the presence of a specific stimulus and is not when that stimulus is absent.

Summative evaluation  Evaluation which takes place at the end of a program or intervention.

Systematic instruction  A methodical, deliberate approach to instruction which follows a series of steps to identify behaviors to be taught, implements these activities, evaluates the effects of the instruction and determines whether the student’s behavior has been changed as desired.

Target behavior  A behavior identified for change that is observable and measurable, defined so that two persons can agree as to its occurrence.  This behavior has been identified by professionals and family as being in need of instruction.

Token economy  An intervention by which students earn points or tokens for appropriate behavior and trade them for preferred activities, objects or privileges at a later time.

Verbal reinforcement  Reinforcing comments delivered contingent upon appropriate behavior.  For example, “Good job”; “This is a model example of a neat and accurate book report”; “I can tell that a lot of effort was put into this project by every member of the group.”

Whole interval recording  Interval recording which records the occurrence of a behavior if it has occurred continuously throughout the designated time interval.  (see interval count and partial interval recording)


LaVigna, G.W. & Donnellan, A.M. (1986).  Alternative to Punishment: Solving Behavior Problems with Non-aversive Strategies. Irvington Publishers.
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Positive Intervention Procedures(


There are two guidelines for positive behavioral interventions:

· Positive behavioral interventions modify the ecological and environmental contexts (e.g., teaching methods, curriculum, physical environment, interpersonal interactions).

· Positive behavioral interventions teach adaptive, alternative behaviors that achieve the same function as the challenging behavior.  This generates the most positive results as it increases the student’s skill repertoire and increases the possibility of generalization in new settings because these skills are more likely to be reinforced in natural environments.  See the chart, “Choosing Positive Target Behaviors Based on Functions of Challenging Behaviors,” in Appendix A.

Preventive and Early Intervention Strategies

Special education professionals generally agree that preventive and early intervention strategies are the most effective and respectful approaches for use with students who exhibit challenging behaviors.  For simplicity, these strategies may be categorized in two ways: ecological manipulation and positive programming.

Ecological manipulation

Ecological manipulations are planned environmental changes that are implemented to produce a change in behavior.  The following chart gives examples of factors to consider with regard to environmental variables.  Positive ecological change is often very effective in supporting adaptive behavior.  (See “Conduct Ecological Analysis,” page 1-10; and the sample form, “Ecological Analysis of Settings Where Behavior Occurs Most Frequently” in Appendix B.)  

ECOLOGICAL MANIPULATIONS FOR CHANGE

	Areas to Potentially Change
	Considerations and Action Requirements

	Settings
	Mismatch of environment to individual needs can result in protest behaviors; analysis of the environment in relation to individual needs, based on disability, learning history, temperament, age, and so forth, determines degree of fit.

	Interactions 
	Rapport between individuals can be facilitated or inhibited; acceptable interactions between individuals can be modeled, cued, prompted, and reinforced to achieve goals.

	Instructional Methods
	Problem-solving training, hands-on learning, complexity and frequency of direction, and so forth, are important variables and require analysis to determine degree of fit.

	Instructional Goals
	When mismatch occurs, frequently the goals are too broad, impractical, developmentally inappropriate, not functional for current and future environments, or unnecessary; and require analysis to determine degree of fit.

	Environmental Factors
	Noise, light, crowding, proximity, and so forth can lead to protest behaviors.

	Number and Characteristics 

Other People
	Number of people in the environment, voice tones, degree of affect shown by peers or adults, and other characteristics can exacerbate challenging behaviors.


Positive programming

1. Whole classroom instructional strategies

The following list suggests several programming elements that facilitate positive behavior.  The list is not intended to be exhaustive; rather, elements are representative of preventive and early intervention strategies.

a. Expand and develop appropriate social interactions.  Build on social interactions between staff members and each student, including the student with challenging behaviors.  Demonstrate positive regard for the student beyond the current behavior.  It will help the student to feel a part of the group.  Give additional attention when the student shows interest in a topic or attempts to engage staff appropriately.  When off task, steer the student to more appropriate activities through redirection.  Do not feed into inappropriate attention-seeking by overreacting to disruptive behaviors; it is probable that such behaviors are reinforced by adult interest, negativity, and concern.

b. Facilitate appropriate peer interaction.  Use group activities to build positive social interaction among students.  Teach appropriate social language, how to interact reciprocally, and strategies for getting attention from others and for getting needs met.  Teach appropriate language for social interactions during board games, recess activities, snack time, or group discussions.  Provide opportunities for cooperative learning.

c. Review and rehearse daily schedule.  Students with significant memory impairments, some learning disabilities, emotional disturbances, autism, or mental retardation are frequently anxious during change or transition.  Over time, they adapt very well to consistent scheduling and routine.  Eventually, they learn most of the routines and can be very resistant to change in that routine.  This internalization of routine is a means of control, and a student can become quite agitated, act silly, or be disruptive when she or he experiences unexpected change.  One means for compensating for this problem and building in functional academic experience is verbal rehearsal of scheduling.  At the start of the day, go over the sequence of classroom activities verbally and pictorially, if possible.  The pictures, icons, logos, and line drawings should be kept with the student for continuous reference.  Sequence, not time, should be the emphasis of these rehearsals, but as an incidental training activity, the time of a particular activity also could be displayed beside the activity.  This technique is a concrete and functional approach to reading and time-telling.  In addition, it helps to relieve any anxiety associated with change and transition within a hectic or busy environment.  This schedule can become a crutch for the individual when adult attention at transition time is not available and can be used in preparing the student for change on any given day.  Knowing how long she or he has to wait for playtime or free time is important for many students.  Coordinate the use of the schedule with other staff members working with the student so that information on the schedule will be accurate.  Do not schedule and rehearse events that cannot be delivered reliably.  The schedules will allow the student greater awareness, but if not followed consistently, they will irritate rather than assure the student.

d. Review and rehearse classroom rules.  Actively teach easily generalized, specific rules.  Rule-teaching is a primary strategy for students with difficulties in concept formation and generalization.  Rules should be stated as positive and incompatible behaviors, such as “hands and feet to self,” rather than “no hitting.”  They may have to be shown to the student in a very concrete fashion, and they may need to be stated before the student begins work.  For example, before beginning the lesson, the teacher might show the student a picture of the student or a classmate working appropriately.  The teacher then would state, “The rule is you must work quietly.”  The student would then be asked to repeat the rule.  The student would be reinforced for following that rule.  Initially, only one to two rules should be taught at a time.  It is important that the student internalize each rule in turn before others are taught contingently.  The student may not always succeed in observing the rule, but the teacher must be consistent in expectations.  Reminders of the rule should be given whenever the student does not follow it.  Initially, all work should be evaluated by the student’s ability to follow the rules while working.  Quality and quantity of work are not the issue at this time.  As the student acquires rules-driven classroom behavior and exhibits an interest in schoolwork, quality and quantity can be re-evaluated.  Also, rehearse appropriate rules and strategies before the student begins activities that may be difficult for him or her.

e. Use schedules within activities to enhance structures.  It is equally important to structure tasks clearly and concretely when asking the student to work independently.  Making the student aware of behavioral expectations, task sequence, and duration may be necessary to support focusing on the activity without distraction, undue anxiety, or disruptive and demanding behavior.  The use of written or pictorial schedules may be of use here.  Schedules can be used situationally to show the order of events within an activity, for example:

(i) Use your name stamp on this paper.

(ii) Circle what you need for this activity.

(iii) Hand in your work.

Pictures or line drawings are available through many educational resources, especially through speech and language providers or in critical/functional skills curricula.  If the student can read, then short, simple sentences will suffice, with pictures to enhance communication when possible and desirable.

f. Teach coping skills.  This can be especially effective when the student is having difficulty following rules.  Teach rules in motivating settings and activities.  When the student is involved in motivating activities, remind him or her of the rules for appropriate behavior.  Have the student occasionally state the rule when he or she is in danger of not following it.  When the student is not involved in motivating activities or when activities become too stimulating or anxiety producing, teach the student to state his or her need to escape, for example, “It’s too hard!” or “I need to leave!” or “I need to help!”  Any verbal explanation that can serve to allow the student to escape in an appropriate manner will do.  When the student is aware of appropriate options for escaping difficult tasks or for reducing sensory stimuli, then it will be possible to negotiate with a rule, such as, “Try your best!”  If the student is agitated or upset, it may prove helpful to teach the student to use a relaxation area, such as a corner with a mat or pillows.  Although it will be necessary to teach the student to use such an area, it may prove helpful as an additional coping strategy if consistently used.

g. Focus on whole class positive behavior.  Use the end of the class to comment on positive achievement of all class members.  Allow all students to comment on good things they saw others doing.  Build a classroom spirit around following classroom rules.  Use stickers, praise, applause, additional playtime, or edibles as appropriate when doing this group activity.


2. Select and teach replacement behaviors(
a. What are replacement behaviors?  In addition to manipulating the environment and integrating “whole classroom” positive strategies, a positive approach to behavioral intervention teaches students replacement behaviors that will be as effective in meeting their needs as the challenging behavior has been.  For instance:

· Allison learns to ask for a hug from her teachers and peers instead of roughhousing with them whenever she needs attention.

· Joseph learns to take a “pass” from the teacher’s desk and go visit another adult (principal, nurse, janitor) whenever he feels anxious.  The pass is signed by his teacher and the other supportive adult to ensure accountability.

· Malcom learns to ask for help from a peer partner when he feels he can’t do a problem, instead of swearing or shouting.

b. Guidelines for selecting replacement behaviors.  Replacement behaviors should always be selected with student, family and educator input, and practiced with all people involved.  Students engage in challenging behaviors to meet specific needs.  When selecting replacement behaviors, the team should address the following questions.

Will the replacement behavior:

· work as well as the challenging behavior in meeting the student’s needs?

· be an acceptable alternative to the challenging behavior?

· be something that the student chooses to do and that his or her family and teachers support?

· help build a positive reputation for the student?

A replacement behavior can be a new behavior or a behavior the student already performs (but does not use on a regular basis).  For example, Allison knows how to ask for a hug but she does not ask for one consistent-ly.  By encouraging and rewarding Allison to ask for a hug, Allison’s teachers are able to teach an acceptable alternative to hitting.  Joseph, on the other hand, is introduced to a new way of coping: He is taught to pick up a pass from the teacher’s desk and leave the room when he feels anxious.

c. Strategies for teaching replacement behavior.  There are a number of strategies for teaching replacement behavior.  Once the team chooses a replacement behavior, consider the following tips and ideas for teaching it:

· Identify what the student has learned during the past year and find out what teaching strategies and assistance were most effective.

· In the beginning, practice the new behavior when the student is calm, relaxed and at times when problems do not occur.

· Provide multiple opportunities for the student to role-play and practice using the new behavior (e.g. in different classes, recess, home).

· In addition to teaching the student how to perform the new behavior, teach when to use it.

· To teach the student to self-initiate performing the skill, use such procedures as role-playing and practice with feedback in the natural environment.  Teach the student to recognize the specific situational and internal cues (e.g., a student feels her heart pounding just before it is her turn to read aloud) that naturally happen before the behavior should occur.  Overall, minimize the use of teacher-related cues because they foster dependency on the teacher. 

· Try to anticipate when the student is about to make a mistake (experience difficulty when initially learning a new coping skill) and provide support to ensure success, but allow enough time for the student to self-initiate participating.  Ask a student what he want you to do (nonverbal cues) or say (verbal cues) to cue him to practice the new skill.

· Recognize that we all need different levels of support at different times.  Be willing to increase or decrease the level of support based on the moment-to-moment needs of the student.

Teams should summarize what replacement behaviors they choose, how the replacement behaviors meet the student’s needs (how it is directly related to the function/communicative intent of the student’s behavior), and how they will be taught.  All components become part of the student’s positive behavioral intervention plan.

3. Specific intervention strategies

Specific intervention strategies may be effective when combined with eco-logical manipulation and positive programming.  The following chart gives an overview of these strategies.  They are techniques to be used while changes are made in the environment.  Specific training or consultation is required for their effective use.

TYPES OF SPECIFIC INTERVENTION STRATEGIES

	Potential Strategies
	Components

	Differential reinforcement
	Provide reinforcement for other behaviors, for behaviors incompatible with the challenging behavior, for lower rates or absence of challenging behavior, and so forth; immediacy, frequency, and power of the reinforcers are important considerations

	Stimulus change

     a.  Stimulus

          control

     b.  Instructional

          control
	Remove those stimuli that are discriminative for the challenging behavior (e.g., move the desk of the student in whose presence the challenging behavior consistently occurs)

Isolate the challenging behavior to one environmental stimulus (e.g., allow biting on an approved object only)

Use rule-governing behavior to establish control over a challenging behavior

	Stimulus satiation
	Reduce incidence of a challenging behavior by increasing the noncontingent availability of the maintaining reinforcers (e.g., make water and food continuously present if screaming for them is the challenging behavior)

	Other direct intervention in consultation with health-care professionals
	· Use direct techniques, e.g., relaxation therapy and fear desensitization

· Make medication adjustments: By careful record-keeping across settings, a physician is enabled to titrate, add, or discontinue medication more effectively

· Make dietary changes


4. About Reinforcement…

One of the most common errors in behavior plan development relates to confusion between reward and reinforcement.  Reinforcement is said to have occurred when a consequence to a behavior results in that behavior increasing or maintaining in frequency.  Thus the behavior is reinforced – made stronger and more resistant to elimination – because the individual desires the reinforcer and associates the behavior with desirable outcomes.  A reward, on the other hand, is given by an observer for having met some criterion established by the observer.  Frequently the giver assumes the recipient will like the outcome.  The reward may actually be disliked by the receiver.  A reward is what you think will work; a reinforcer is what is proven to work.

The following “Reinforcement Continuum” highlights types of reinforcement.  Although the types of reinforcers are presented on a continuum, bottom to top, from extrinsic to intrinsic, frequently more than one reinforcer is present in any situation.  Furthermore, the precise hierarchy of intrinsic and extrinsic characteristics of a reinforcer is open to interpretation.  

REINFORCEMENT CONTINUUM

	Examples
	Reinforcement

	How I feel about myself for earning the certificate I am awarded
	INTRINSIC

· Self-praise, self-satisfaction

	What my teacher says, what my peers says, when I get the certificate
	PRAISE

●  From adults ●  Parent  ●   Teacher  ● Staff  ●  Peers

	I get out of class earlier than my peers to get the certificate; I am recognized as a certificate earner
	SOCIAL STATUS & RECOGNITION

· Peers or Adults

	Whoever has earned a certificate gets first choice of free time activities
	PRIVILEGES

· Choice-making, sense of “power”

	First I earn the certificate, then I can use the new computer program I want
	CONTINGENT ACCESS

· 1st ______; then ________.

· 1st activities; then free time/free choice

	The certificate is earned after completing the 10 steps on my chart; I like finishing the chart
	CLOSURE

· Completing a set, finishing a list

	I get to choose from the tangible awards box when I get the certificate
	TANGIBLES

· Money, stickers, camera, etc.

	Going on stage to get the certificate is extremely exciting because of the elevator ride to get to the award room
	PRIMARY-EDIBLES, PHYSIOLOGICAL RESPONSES

· Natural/synthetic stimulants    Massage

· Repetitive behaviors (pacing, rocking, nail biting)


a. What is the actual reinforcer?

It is important to determine which elements in each “reinforcement act” are reinforcing.  For example, if the student is responsive to stickers or other tangibles given by the teacher, is the reinforcer successful because of 

· love of the object itself?

· the “closure” element of filling every square on the sheet?

· the student’s sense of success and positive feelings above self following internal self-talk praising the accomplishment?

· love of getting something peers are not getting?

· the desire for touch, which is satisfied when the teacher pats the student on the back when giving the sticker?

· some other features?

It is easier to design effective strategies to increase positive behaviors if one understands as precisely as possible what element is reinforcing to the individual.  Activities and interests that the student actively pursues are good areas to explore.  Interviews with the individual and significant others, as well as observation during the functional analysis, will frequently yield important information as to what reinforces student behavior.  Many published reinforcer surveys can be helpful in this process.

b. Factors affecting reinforcer effectiveness

For greatest effectiveness, reinforcers should

· be selected for a behavior that the student can proficiently perform or for which instruction will be provided (often including shaping or modeling techniques);

· have enough power to affect the specific behavior;

· include sufficient variability to maintain effectiveness in the program;

· meet the student’s immediacy needs; and

· meet the student’s frequency needs.

For further information on reinforcement, see University of Minnesota Tipsheets “Positive Reinforcement” and “Schedules of Reinforcement” in Appendix A.  See also, “Checklist for Effective Reinforcement” and “Possible Reinforcers” in Appendix A, and “Motivation Assessment Scale” in Appendix B.

II. Positive De-escalation and Crisis Management Strategies

Positive de-escalation strategies refer to the positive interventions employed when other planned intervention strategies are not effective or when a student’s behavior begins to exceed appropriate limits.  Such strategies involve the brief use of safe and positive techniques to disrupt a chain of behaviors or to redirect the individual to appropriate behavior.  These strategies are not the focus of the behavioral intervention plan but may be included in the plan as a strategy for handling escalating behavior before it reaches a point of requiring an emergency or a conditional intervention.  

A Active listening and de-escalation techniques 

Active listening involves listening to the student’s comments, observing his or her behavior when upset, and letting the student know you are aware that he or she is having a difficult time.

· Acknowledge the student’s feelings and try to redirect, such as going for a walk and talking about what’s happening.  Ask the student what is bothering him or her; assist with problem-solving.  This type of interaction can lead to opportunities for teaching rules and understanding the needs of others.

· Avoid nonsupportive gestures or statements when the student is angry.

· Avoid power struggles (e.g., insisting that the student respond to directions on teacher demand); they often lead to more frequent episodes of disruptive behavior.  

· Find ways of motivating the student to participate in events, allowing participation at the student’s own comfort level, and maximizing the student’s feeling of control while shaping the behavior to conform to the routine of the day.

If active listening is not successful, and the student’s behavior escalates to the point of disruption, a cooling-off period away from the stimuli that are eliciting or maintaining the behavior may be helpful.  This should be explained to the student as a time to gain self-control, not as a punishment.

Providing opportunities for student success and choice-making and avoiding dramatic reactions to behavior is more likely to maximize a student’s interest in participating in a classroom.  

B Contingency plans

A helpful addition to a behavioral intervention plan is a contingency plan, particularly when either of the following situations occurs:

· There is evidence of a stressor that is likely to alter the student’s responsiveness to an existing effective plan.  This may be communicated by the student, parent, or others (e.g., parent telephones to report sleepless night, returning seizure pattern, “angry morning,” or other event that may lead to more difficulty in school).  Developing a communication system may be helpful so that successive settings may head off challenging behaviors by reducing task demands, changing frequency of reinforcement, increasing choice-making opportunities, providing relaxation techniques, etc.

· Although no stressor has been reported, changes in the student’s behavior are noted that may be precursors to challenging behavior.  For instance, tremors, head down, crying, or agitated movements may indicate an escalated state not normally seen in the student and signal a need for specific, direct intervention strategies.

C Stimulus change

This technique is best characterized as the sudden and unexpected introduction of novel stimuli that results in the sudden cessation of difficult behavior.

Examples:

· Flick lights on and off to quiet a noisy classroom.

· Ignore the “issue” of confrontation, such as a refusal to follow a direction, and redirect the student in an unexpected manner:  

Teacher: “Bob, finish your activity.”

Bob: “It’s too hard!”

Stimulus Change: “Bob, help me finish my activity.”  After Bob helps the teacher, the teacher then suggests that she will help Bob finish his activity.

.

The potential benefit of stimulus change methods is that they do much to remove the stimulus that may be maintaining oppositional behavior and facilitate the turning of a potentially negative interaction into a relatively positive one.  The danger with such interventions is that they can serve to reinforce oppositional behaviors if used too often or as a first resort.

See also “Management of Antecedents to Escalating Behavior” in Appendix A; and “Crisis Intervention and Critical Incident Debriefing” in Chapter 5.

III. Long-term Prevention(
This intervention component addresses broad quality-of-life factors in an effort to build long-term supports for new alternative behaviors and to prevent challenging behaviors from re-occurring in the future.  Bambara and Knoster (1995, pp. 17-18) suggest three interrelated goals for this intervention component.

A Make long-term adaptations

Students who have a long history of engaging in challenging behaviors are likely to need on-going support to maintain newly learned skills.  Consider what changes in the student’s daily routines can be made to support new skills.  Permanent or long-term adaptations will help the student maintain desired alternatives.  Examples of interventions include teaching the student to self-monitor and self-evaluate his or her use of alternative skills, ongoing teacher feedback and shared problem solving with the student, and providing opportunities for the student to relax and regroup during stressful situations.

B Improve life-style factors related to overall quality of life

A student’s satisfaction with the daily events in his or her life (e.g., opportunities for engagement in meaningful activities, participation in varied community activities, opportunities for choice and control, positive personal relationships with others, safe and healthy environment) is essential for intervention success.  A deprived quality of life may not only prevent intervention success, but more importantly may contribute directly to the student’s challenging behaviors.

For example, a behavior intervention designed to reduce the acting out behaviors of an adolescent working in a vocational program is not likely to be successful if the youth hates her job.  In fact, the reason for her acting out might be to get thrown out of a program!  An effective behavioral support plan must take into account how life-style factors influence a student’s challenging behaviors and how they may be improved to ensure long-term success.

C Facilitate inclusion

Many students with persistent behavioral challenges have been excluded from everyday school and community activities precisely because of those challenges.  Effective behavioral support facilitates the inclusion process.  However, inclusion is not an “after program” to be addressed once the student’s behavior is under control.  Rather, it needs to be viewed as an integral part of the program.  When inclusion is considered as an after program, many students are forgotten and integration does not occur.  Moreover, when inclusion is attempted, failure often occurs because behavioral interventions designed for segregated settings do not match inclusive environments.  

When designing effective behavioral intervention plans, consider strategies for facilitating inclusion at the onset of programming.  Determine both the steps to be taken to facilitate inclusion, and how to make behavioral interventions portable and acceptable within inclusive settings.

IV. Summary

Individualized behavioral intervention plans typically reflect a multicomponent approach that employs preventive, early intervention, and specific direct intervention strategies.  A functional analysis is conducted to generate hypothesis statements.  These hypothesis statements guide the team in the selection of appropriate strategies, including ecological adaptation; alternate skills training; direct intervention strategies; de-escalation and crisis management strategies; and long-term prevention of challenging behavior.

Effective behavioral support focuses on long-term solutions and not on “quick” fixes.  Understanding the nature of challenging behaviors and bringing about durable significant changes in a student’s life can not be expected to occur quickly.  Although reductions in challenging behaviors can occur rapidly, durable change with improved outcomes for students takes time.  There are no quick fixes for complex challenges, nor is there any one behavior management technique that is appropriate for all situations, yet alone all individuals.  Effective behavioral support is process-oriented, requiring ongoing team problem solving for understanding the nature of the challenging behavior and for designing effective behavioral intervention plans.  

______________________________________________________________________________



( Note.  Material in this chapter has been adapted from Positive Intervention for Serious Behavior Problems: Best Practices in Implementing the Hughes Bill (A.B. 2586) and the Positive Behavioral Intervention Regulations (pp. 87-88), by D.B. Wright; H.B. Gurman, and the California Association of School Psychologists/Diagnostic Center, southern California Positive Intervention Task Force, 1994, Sacramento: Resources in Special Education.  Adapted with permission of publisher.

( Adapted from A Positive Approach to Understanding and Addressing Challenging Behaviors (pp. 71-72), by K.Topper, W. Williams, K. Leo, R. Hamilton, and T. Fox, January 1994, Burlington, VT: The University Affiliated Program of Vermont, Center for Developmental Disabilities.

( Adapted from Guidelines: Effective Behavioral Support (pp. 17-18), by L.M. Bambara, and T.P. Knoster, 1995, Harrisburg, PA: Pennsylvania Department of Education.

Functional Behavioral Assessment and Positive Interventions: What Parents Need to Know

by Dixie Jordan
Many children have inappropriate behaviors that are part of their disability. These behaviors may make it difficult to learn, cause harm to the child or others, or isolate a child from his or her peers. Some children have behaviors that they can’t control, such as tics for a child with Tourette syndrome or self-harming behaviors for some children with developmental disabilities. Some children may be sad or anxious. Others simply have not learned positive ways to have their needs met. In any of these instances, the behaviors interfere with the children’s ability to learn the skills they need to be successful.

We can teach appropriate behavior skills to children! To do so, we need to understand problem behaviors, such as where they occur and what purpose they serve for a child. The process of learning about how children develop problem behaviors is called functional behavioral assessment (FBA). If we learn about the behaviors and know when and where they are likely to happen, we can plan positive strategies to teach new behaviors. These strategies are called positive behavioral interventions. Teachers and parents will use the information from an FBA to help a child learn new skills. The goal is to teach children how to manage their own behaviors.
This overview will help parents understand functional behavior assessment and positive interventions. You have a very important role in this assessment, because you have information about your child that no one else has. When you understand the process, you can work effectively with the rest of the team. You will have the tools to make decisions when functional behavioral assessment is proposed for your child. What you know about your child will be used to help develop effective instruction.

Thinking about Behavior 

Adults often have two different approaches to dealing with problem behaviors. These different approaches are based on different beliefs. One belief is that the child is a problem, and the other is that a child has a problem.
The child is a problem

Billy is a 12-year-old sixth grade student. He refuses to do his schoolwork, and then his teacher does not know what to do. He becomes angry when the teacher reminds him to get to work. He screams, swears, and even throws his work on the floor so the teacher will leave him alone. The teacher may think Billy is lazy, mean, or disrespectful. The teacher may feel angry or threatened. Adults who are angry often use punishment or threats: “Do it or else.” We do not always realize that children do not think about their problem behaviors the way we do. 
When we punish often, children may see us as uncaring. Some may come to fear or avoid us. Others may become even louder and angrier because of the punishment. Children who do not back down when arguing with adults often receive increasingly harsh punishments. Many adults think children should not be permitted to win disagreements. Children, on the other hand, often say things they do not really mean because they are angry. They may refuse to give up even if they lose privileges or are suspended from school. 
When a child is suspended from school for problem behaviors, some people think of it as “good medicine for bad behavior.” They think the removal teaches the child a lesson and that the child will change the problem behaviors as a result. 
But what if that child does not like going to school? He or she may learn that using problem behaviors is a good way to earn a vacation from school. The child may actually want what we think is a punishment. 
The child has a problem

Billy, the 12-year-old described earlier, has behaviors that need to change. Let’s assume we have assessment data that give a clearer picture of Billy. We find that he reads at a second-grade level. He was sexually abused at age three by a neighbor. Billy is angry over his parents’ recent divorce and continuing custody battle. He is worried about where he will live.
Clearly Billy’s problem behaviors must change. They are serious and interfere with learning. What we decide to do about the behavior, however, comes from how we feel about it and whether we believe it is willful. That is where functional behavioral assessment comes in. It can help us to identify why Billy is frustrated and angry, so we can help him to learn the skills he needs. A reasonable person would have a hard time believing that punishment alone could help Billy succeed. 
Positive Behavioral Interventions

Positive:
characterized by or displaying approval, acceptance, or affirmation.
Behavior:
what we do

Intervention:
an action that changes a course of events


(adapted from Merriam Webster’s Tenth Collegiate Dictionary)
The 1997 Individuals with Disabilities Education Act (IDEA) regulations state:
The IEP team shall, in the case of a child whose behavior impedes his or her learning or that of others, consider, where appropriate, strategies, including positive behavioral interventions, strategies, and supports that address that behavior. IDEA 300.346(2)(i)
Positive behavioral interventions are used before problem behaviors occur. To develop positive interventions, the team must understand why a child has problem behaviors and what strategies might be helpful. Many different strategies can be used to reduce problem behaviors in school: changing where a child sits in the classroom, adjusting the schoolwork, rewarding the child for positive behaviors. The child’s teacher may speak in a different tone of voice to help the child remain calm. Adults may try to keep calm when the child is angry. The goal is to stop or reduce the problem behaviors so that punishment does not become necessary. 
Here is an example: The teacher knows that Mary is more likely to argue with the teacher when she sits next to Mark. If the teacher thinks Mary argues because she wants Mark to notice her, there are several things the teacher can do. She can separate Mary and Mark so that Mary does not try so hard to get his attention. She can also teach Mary more positive ways to gain Mark’s attention and provide positive reinforcement for using the new behaviors.
Behaviors are governed by their consequences

John has a fight (behavior) and is suspended from school (consequence). If John loves school and can control the behavior, the consequence is negative, because he has to give up something he wants (school). If John dislikes school, however, he may see that same consequence as positive. He may learn that fighting is a good way to be sent home. The next time John does not want to be in school, what behavior is he likely to use?

Many of us have learned to deal with problem behaviors by doing nothing until they occur. After a child uses the behaviors, we punish. Punishment does not teach new skills, though. Its goal is to stop problem behaviors from continuing. If we do not teach a child what to do instead, the child will probably continue to misbehave. Any time a child uses a behavior that is successful in meeting a need, the behavior is likely to be repeated. The behavior serves a function for the child.
Most people agree that we need to have consequences for problem behaviors. We must also focus on teaching the positive behavior skills we would like to see. If we can understand the function of problem behaviors, we can teach a child more positive behaviors that serve the same function, and the problem behaviors are no longer needed. 

What Is Functional Behavioral Assessment?

Functional behavioral assessment (FBA) is a process for collecting information. The data the team collects are used to help determine why problem behaviors occur. The data will also help identify ways to address the behaviors. Functional behavioral assessment data are used to develop a positive behavioral intervention plan. The Individuals with Disabilities Education Act specifically requires an FBA whenever a child with a disability has his or her current placement changed for disciplinary reasons. This does not mean that we should not think about FBA at other times, too.

The evaluation requirements of IDEA make it clear that children must be evaluated in “all areas related to the suspected disability.” This means that if your child has problem behaviors that are not improving, your child may need an evaluation to examine the behaviors more closely. You may request an FBA at any time if your child’s problem behaviors are becoming worse, or when the team cannot explain to you why the problem behaviors occur.
There are many reasons a child might misbehave. Some have to do with the nature of the child, such as allergies to dust, foods, or plants. A sinus infection, headache, or toothache can also lead to problem behaviors. Some children have a medical diagnosis, such as bipolar disorder or attention-deficit/hyperactivity disorder that affects behavior. The team’s responsibility is to collect data to help it understand why a child has problem behaviors.
The people who complete the functional behavioral assessment use different ways to collect data. School staff may interview you and your child. They observe your child in different settings, such as the lunchroom or classroom, or on the playground. They gather reports from teachers and others. The team reviews your child’s records, including any assessments you would like to share.
The results of this process should lead to a hypothesis about why problem behaviors occur. A hypothesis is an educated guess, based on the data the team has gathered. Assessment results are used to develop a positive behavior intervention plan.

Behaviors are context-related

Most behaviors are related to their context. This means that behaviors often result from what is happening in the child’s world or environment. These are just a few of the factors that may lead to problem behaviors:

· a disagreement between children
· the number of children in a classroom
· the quality of peer relationships
· the size of the classroom
· medicine changes
· the difficulty of schoolwork
Other things, such as who is present and what their expectations are also affect behaviors. Behaviors may also be a problem when a child is emotionally upset and cannot handle the demands of the environment. 
Behaviors serve a function

Problem behaviors usually serve a function, or purpose, for the child. Sometimes we see problem behaviors when a substitute teacher is in the classroom. In this case, we must be careful not to assume that the child doesn’t like the teacher or that the child wants to show off for friends. Perhaps the child likes his or her regular teacher and is upset when she is not there. Or the child may be anxious about what to expect with a new teacher. A child who is upset about having a new teacher may use problem behaviors in order to be placed in a less stressful setting. Some children would rather be in a time-out space than in their classroom.
Unfortunately, consequences that improve the behaviors of most students do not work with all. Sending a child to the principal’s office, for example, can be ineffective if the consequence does not address the complex function of a child’s behavior.
What a child does (the behavior) and why a child does it (the function) may be unrelated. Skipping school and getting good grades are two very different behaviors. Yet they may serve the same function for different children—gaining adult attention. Two children may both want to be noticed by their parents; one may study hard to have good grades while the other skips class. They do very different things to get the attention they want.  While the function of both behaviors is positive (parent attention), skipping class is not an acceptable way to be noticed.
Behaviors are influenced by events in the environment (antecedents)

What happens in an environment affects behavior. The size of a classroom, the number of students, transitions, or early morning bus incidents are all antecedents that might affect a child’s behavior.
It is important to know what leads to both positive and negative behaviors. If teachers and parents understand the conditions that lead to problem behaviors, then changing the conditions may reduce the need for the behaviors. Positive teaching strategies such as providing structure, routine, and rewards for appropriate behaviors help to increase positive behavior skills.
Steps in Conducting a Functional Behavioral Assessment

The Individuals with Disabilities Education Act does not define how a functional behavioral assessment is done. The process may vary with the needs of each child. However, several specific steps are always part of this kind of assessment. The process begins with identifying the specific behaviors that must change. If a child has many problem behaviors, it will be important to focus on the most serious one or two behaviors. The problem behaviors are described in a way that helps everyone to understand exactly what the behaviors are. These are typical steps:

1. Identify and agree on the behavior(s) that most need to change.
2. Determine where the behaviors occur and where they do not. Identify what may contribute to the behaviors. The team will ask these kinds of questions: 
· What is unique about the environments where behaviors are not a concern? 
· What is different in the places where the problem behaviors do occur? Could they be related to how the child and teacher get along? Does the number of other students or the work a child is asked to do cause the problem? Could the time of day or a child’s mood affect the behaviors? Was there a bus problem or a disagreement in the hallway?
· Are the behaviors likely to occur in a specific set of circumstances or a specific setting? What events seem to support the problem behaviors?
3. Collect data on the child’s performance from as many sources as possible. 
4. Develop a hypothesis about why problem behaviors occur (the function of the behaviors). A hypothesis is an educated guess, based on data. It helps predict where and why problem behaviors are most likely to occur, and where and why they are least likely to occur.
5. Identify other behaviors that can be taught that will serve the same function for the child. 
6. Test the hypothesis. The team develops and uses positive behavioral interventions that are written into the child’s IEP or behavior intervention plan.
7. Evaluate the success of the interventions. Change or fine-tune as needed.
If children have behaviors that place them or others in danger, they may need a crisis intervention plan. Crisis interventions should be developed before they are needed. The team should decide what behaviors are crises and what they (and the child) will do in a crisis. By having a plan that guides actions, teachers can help children through difficult emotional situations.
Behavior Intervention Plan 

An effective behavior intervention plan (often called a behavior support plan or positive intervention plan) is used to teach or reinforce positive behaviors. Typically, a child’s team develops the plan. It usually includes:

· skills training to increase appropriate behavior
· changes that will be made in classrooms or other environments to reduce or eliminate problem behaviors
· strategies to replace problem behaviors with appropriate behaviors that serve the same function for the child 
· supports for the child to use the appropriate behaviors 
A positive behavior intervention plan is not a plan to determine what happens to a student who violates a rule or code of conduct. That would be more appropriately called a discipline plan or a punishment plan.
School Discipline Policies
The IEP team determines whether the school discipline policies need to be amended for a child, or whether the consequences need to be different from those written into the policy.  This decision should be based on evaluation and a review of the records, including the discipline records or any manifestation determination review(s) that have been completed by the school. A child’s IEP or behavior intervention plan should focus on teaching skills. 
Sometimes school discipline policies are not successful in correcting problem behaviors.  That is, the child does not learn what the school staff intended through the use of punishments such as suspension. The child may learn instead that problem behaviors are useful in meeting a need, such as being noticed by peers. When this is true, it is difficult to defend punishment, by itself, as effective in changing problem behaviors.
One of the most useful questions parents can ask when they have concerns about the discipline recommendations for their child is “Where are the data that support the recommendations?” Special education decisions are based on data. If school staff wants to use a specific discipline procedure, they should check for data that support the use of the procedure. For instance, if your child has been repeatedly suspended from school for a problem behavior, has suspension taught your child the skills he or she needs to learn?

Zero-tolerance policies

Many school districts have zero-tolerance policies that provide immediate negative consequences for specific behaviors. Such policies simply do not provide effective consequences for all children who violate them. If a child with a disability violates a zero-tolerance policy, the consequence may or may not be effective, given that child’s needs. Consequences for problem behaviors must not discriminate against a child based on his or her disability.  The IEP team is responsible for determining whether exceptions need to be made to the written school district discipline policy for a student, or whether the student needs a different consequence for misbehaviors than is written into the school discipline policies.  Instructional goals may need to be written into the IEP to help remediate the problems a child is having in following school discipline policies.  

While some administrators may not want to make exceptions to schoolwide discipline policies established for all students, exceptions are sometimes necessary. Some students who are unable to conform their behavior to the school expectations may need to have individualized consequences that will be more effective in supporting positive behaviors. 
In the U.S. legal system, the consequences for breaking a law are generally based on an evaluation of the events around the violation. Yet schools often have one discipline standard for all students regardless of individual needs. They may use the same consequences for all students. Parents must carefully examine school policies to help determine whether modifications need to be made to meet the needs of their child. 

Examples of Behavioral Intervention Strategies

Schools use the following common strategies to help reduce problem behaviors and teach children positive behavioral skills.

Stop, Relax, and Think teaches children how to think about the problem they are having and find a solution. Children learn the steps:
1.
Define the problem.
2. Decide who “owns” the problem.
3. Think of as many solutions as possible to solve the problem.
4. Select a solution to try.
5. Use the solution.
6. Evaluate its success.
After children understand the steps, role-play and practice can help the process become habit. Helping children to recognize their own response to stress (clenched hands, voice tone, etc.) may become part of the instruction needed to use this strategy effectively.
Planned ignoring is useful in stopping behaviors that are annoying. For example, it is useful for students who yell or interrupt the class to attract the teacher’s attention or students who are not prepared for class. Planned ignoring acknowledges that children’s problem behaviors serve a function. If the purpose of a problem behavior is to gain adult attention, then not providing attention means that the behavior does not work. The behavior lessens over time and eventually disappears. Ignoring nonserious behavior is especially useful for parents when their child is having a tantrum for attention. Many adults find it difficult to ignore behaviors, however, especially if the behaviors interrupt what the adult is doing. Also, attention-seeking behaviors often get worse before they eventually go away. 
Planned ignoring is not suitable for behaviors that are extremely disruptive. It also may not work if other children laugh at the problem behaviors the adult is trying to ignore. Some behaviors, including those that are unsafe or that include peer issues such as arguing, can grow quickly into more serious behaviors. It may not be possible to ignore these kinds of behaviors. Planned ignoring should never be used for unsafe behaviors. As children grow older and want attention more from their friends than from adults, planned ignoring is less useful.
Preventive cueing (also called signal interference) lets a child know when he or she is doing something that is not acceptable. Teachers or parents can frown, shake their head, make eye contact, point to a seat for a wandering child, or snap their fingers, to let the child know he or she needs to pay attention or to stop the problem behaviors. When using preventive cueing it is important not to smile or look pleased with a child. Preventive cueing may be used in steps, depending on the behaviors and how often they occur or how serious they are. For instance, a hand motion may work the first time or two, but it may need to be combined with eye contact or a shake of the head for the next offense.
Proximity control means that a teacher or adult moves closer to the child in a gentle way. If the teacher does not get the child’s attention by using cues, then he or she may move closer to the student or give the lesson while standing near the child’s desk.
Touch control, meaning touch that is not resisted, is a nonverbal guided intervention. It is used to direct a student toward positive behavior. For example, a teacher may gently place a hand on a child’s shoulder to steer the child back to his or her desk. Touch control should never be used with children who react angrily or when school policy does not permit its use. If a child’s records show that he or she has a history of violence, has been abused or maltreated, is anxious, or has a mental illness or psychosis, touch control should not be used, unless specifically agreed to by a physician or psychologist.

Humor directed either at the teacher or the situation—never at the child—can defuse tensions as well as redirect children. Humor must never be used to demean a child or be used in a manner that might encourage others in the class to ridicule the child. 
Nonverbal warnings give a child the opportunity to regain control without being singled out for a verbal reprimand. For example, a teacher might place a colored warning cue card or a note on a desk as he or she moves through the room, or hold up the number of fingers that corresponds to the rule being challenged.
Discipline privately. Many children see it as a challenge when teachers attempt to discipline them in front of their peers. Children rarely lose these challenges, even when adults use negative consequences. Young people can gain stature from peers by publicly refusing to obey a teacher. A child is more likely to accept discipline if his or her peers are not watching the process.
Positive phrasing lets children know the positive results for using appropriate behaviors. As simple as it sounds, this can be difficult. Teachers and parents are used to focusing on misbehavior. Warning children about a negative response to problem behaviors often seems easier than describing the positive impact of positive behaviors. Compare the difference between positive phrasing and negative phrasing:
Positive phrasing:
“If you finish your reading by recess, we can all go outside together and play a game.” 

Negative phrasing:
“If you do not finish your reading by recess, you will have to stay inside until it’s done.”
Positive phrasing helps children learn that positive behaviors lead to positive outcomes. This, in turn, can help them gain control of their behaviors.
I-messages, described by Thomas Gordon in his 1974 book Teacher Effectiveness Training, helps children learn about how their problem behaviors affect others. It also demonstrates the importance of taking responsibility for one’s own behavior. For example, parents or teachers will use language like “I’m upset when . . .” not “You are bad when . . .”
When a child has a good relationship with parents and teachers, I-messages can help him or her to understand how the problem behaviors affect adults. If the child dislikes the teacher, though, using I-statements can be a problem. It may even help the child to more effectively annoy the teacher.
Behavior shaping acknowledges that not all children can do everything at 100 percent. If a child does not turn in papers daily, expecting that papers will be turned in 100 percent of the time is not realistic. By rewarding small gains and reinforcing the gains as they occur, children learn how to stick with a task and to improve the skill.
Clear routines and expectations let children know what comes next in their school day, reducing anxiety or fear. Teachers who post and review the rules daily establish expectations for behavior during the day.
For additional information on positive behavioral interventions and functional behavioral assessment as well as related topics, please visit one of PACER’s Web sites for links to other organizations. We can be found at:
www.pacer.org 

www.fape.org 
www.taalliance.org 




Note:  These kinds of activities should be considered in the appropriate developmental context.





Best practices incorporates the elements of positive intervention within the IEP whenever strategies are developed for teaching and increasing skills in adaptive behavior and addressing challenging behaviors, even when conditional procedures are not being considered.





Thorough functional analysis results in a hypothesis as to the purpose that a particular challenging target behavior (or chain or class of behaviors) serves for a student.  This hypothesis then guides the team in selecting positive “replacement” behaviors through which the student can meet his or her needs.  The most effective behavior intervention plans focus on increasing such positive replacement behaviors, rather than solely seeking to reduce the incidence of maladaptive behavior. 
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