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Chapter 1
Introduction

Welcome to our book on supervision! This book is meant to serve as guide for
supervising individuals accruing hours to become a board-certified behavior analyst
(BCBA). We acknowledge that providing ethical supervision to trainees is another
required task on top of the many other tasks you are balancing as a behavior analyst.
Therefore, we wrote this book to serve as a tool to aide you in your provision of
supervision for future BCBAs.

In response to criticism regarding the enthusiasm of behavior analysts, Skinner
said, “There is a more obvious explanation [for this optimism]: the analysis works”
(Skinner, 1966, pg. 218). Our analysis works, but only when we adequately under-
stand the principles of behavior analysis. Therefore, you have been entrusted with
shaping the behavior of the next generation of behavior analysts. This great respon-
sibility can begin to seem like a burden rather than an opportunity to impact the
future of our field. Our hope in writing this book is that these materials will aide you
as a supervisor and decrease the overall response effort required to provide appro-
priate supervision. We are all a product of the environmental contingencies under
which we are behaving. Despite our best efforts to arrange contingencies to promote
effective behavior, we all fail sometimes. Be encouraged by Skinner’s words, “A
failure is not always a mistake, it may simply be the best one can do under the cir-
cumstances. The real mistake is to stop trying” (Skinner, 1971). Always continue
behaving, as you shape the behavior of your supervisees, they will also shape your
behavior. Whether you have been supervising for years or days, we can all improve
the way we do things and should continue striving to do better.

In the next chapter, we provide materials for tracking supervisee progress as you
work through the remaining chapters. These data can be used to assess the impact
of your supervision and the overall readiness for your supervisee to take the BCBA
exam. The next chapters of this book provide a framework for providing feedback
to supervisees and recruiting feedback on your own supervision. As behavior ana-
lysts, we recognize the importance of feedback, but we can all acknowledge that
providing feedback and receiving feedback may not be the most pleasant of
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2 1 Introduction

interactions. Therefore, we have compiled behavior analytic resources to provide
suggestions on the most effective ways to navigate these interactions. The main
chapters in this book cover topics from the 5th Edition BACB task list (BACB,
2022a). Each of these chapters includes an introduction to the topic, and sections
dedicated to group supervision, individual supervision without a client, and indi-
vidual supervision with a client. Each of the supervision sections includes an agenda
with activities and homework to be assigned to supervisees. We recognize that there
is a great deal of variability across clinical settings. Thus, we have attempted to
include activities that can easily be modified to fit the population with whom your
supervisees work.

We wish you the best as you embark on your journey of supervising future
behavior analysts. This book is just one tool to aide you on this journey. In addition
to attending relevant continuing education events and reading the current behavior
analytic literature, we encourage you to reference the Ethics Code for Behavior
Analysts often and stay up to date on the BACB guidelines for supervision (BACB,
2022b). Use all the tools in your arsenal to ensure your supervision is high quality
and effective. We look forward seeing how you enhance the field of behavior analy-
sis with your superior supervision.
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Chapter 2
Tracking Field Experience Progress

The field of behavior analysis is growing rapidly. In 2000, there were fewer than 400
board-certified behavior analysts (BCBAs). In 2022, there are over 55,000 (Behavior
Analyst Certification Board; BACB, 2022a). Applied behavior analytic interven-
tions produce positive and meaningful improvements for clients (Eikeseth, 2009;
Eldevik et al., 2009). The increase in BCBAs breeds optimism that more individuals
will be able benefit from behavior analytic interventions and services. However,
interventions can only have a positive impact if they are implemented with fidelity.
Therefore, it is our responsibility as supervisors to ensure that that future BCBAs
have the knowledge and skills necessary to implement interventions with fidelity to
ultimately improve the well-being of the clients which they will serve (Granpeesheh
et al., 2010; Sellers et al., 2016).

Supervising fieldwork experience is rewarding, but can also be daunting. The
BACB task list identifies the skills (i.e., competencies) that supervisees must
develop (BACB, 2022b). However, it is up to the supervisor to plan and deliver the
activities to teach and evaluate these competencies (Sellers et al., 2016). We have
developed this book in hopes of relieving some of the burden of planning the scope
and sequence of learning activities and assessments to guide your supervisees’ pro-
fessional development. We hope that this enables you to provide a well-rounded and
thorough experience for your supervisees. We anticipate that prior to beginning the
activities in this book, you would have built a solid foundation for excellent supervi-
sion by completing a number of activities. These include, but are not limited to
reviewing and signing a supervision contract; learning your supervisee’s strengths,
weaknesses, and needs; learning about your supervisee’s goals for supervision; and
explicitly describing your expectations during the supervision process.
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6 2 Tracking Field Experience Progress

Needless to say, excellent supervision requires much more than a thorough set of
learning activities and assessment protocols. Supervision requires a complex set of
skills and behaviors that are beyond the scope of this book. There are a number of
resources available to support your professional growth as a supervisor. Some that
we recommend include Luiselli (2018), Turner et al. (2016), Turner (2017), Sellers
et al. (2016), and Valentine et al. (2016). We encourage you to continue to develop
the numerous additional skills necessary to be an effective supervisor through addi-
tional resources and continued professional development.

Arranging Supervision Activities

This book has been developed to teach and evaluate the competencies associated
with the BACB’s 5th edition task list (BACB, 2022b). You will find 29 topics align-
ing with the task list. We have incorporated a number of research-validated training
approaches including, but not limited to instructions, lecture, discussion, modeling,
role-play, and performance feedback (Kirkpatrick et al., 2021; Sarokoff & Sturmey,
2008; Thomson et al., 2009).

Each chapter contains an agenda for (a) a group supervision meeting, (b) an
individual supervision meeting without a client, and (c) an individual supervision
meeting with a client. In some chapters, additional individual supervision meetings
are scheduled due to a specific need for additional practice and feedback. Each
chapter includes activities that will involve your supervisee planning and imple-
menting techniques with their clients. However, we do not specifically outline pro-
cedures for regular case presentations because we expect the appropriate format for
case presentations to vary greatly based on supervisee and client needs. We recom-
mend that you schedule standing case presentations because they are an integral
activity to promote your supervisee’s professional development. They allow your
supervisee to receive feedback from multiple listeners as well as observe and par-
ticipate in the problem-solving and decision-making process many times through-
out their supervision experience. Additionally, case presentations provide
supervisees the opportunity to practice presentation and professional communica-
tion in a safe, nonthreatening space. Most importantly, supervisee case presenta-
tions will provide them the guidance necessary to improve therapeutic services for
their client, which will, in turn, improve their client’s outcomes.

As you will see throughout the chapters, the three meetings are designed to take
place in the order in which they are presented. The activities across the meetings
build upon one another. For example, your supervisees may brainstorm how to
develop a specific intervention in the group supervision meeting, develop the proce-
dural fidelity checklist in the individual supervision meeting without a client, and
then implement that intervention in the supervision meeting with a client. As a
result, it is important that the meetings occur in this order; however, the amount of
time that passes between each meeting should be based upon your supervisees’
strengths and needs. Figure 2.1 is an example of how you may consider scheduling
your supervision meetings.
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Week One Group Supervision Meeting

Week Two Group Case Presentations

Individual Supervision Meeting without a Client

Week Three Individual Supervision Meeting with a Client

Fig. 2.1 Sample structure for group and supervision meetings

The three meetings each play a critical role in your supervisee’s development.
Group supervision meetings begin with a brief refresher of foundational content and
concepts followed by group learning activities. Group activities give your supervis-
ees opportunities to learn by observing their peers, honing communication skills,
and developing collaboration skills. Moreover, we hope that this group supervision
meeting structure serves as professional community of support for one another both
throughout their supervision and well into their careers.

Individual supervision meetings, on the other hand, provide opportunities for
you and your supervisee to work collaboratively. We encourage you to take advan-
tage of this one-on-one time to build a positive relationship by getting to know your
supervisee, their strengths, weaknesses, career aspirations, and preferred methods
for learning. All of this information will allow you to better tailor this experience to
their needs. It also gives you the opportunity to build rapport, praise their accom-
plishments, and correct their mistakes. See Chaps. 3 and 4 for a lengthier discussion
of performance feedback.

All group and individual supervision meetings include an agenda with a recom-
mended amount of time to dedicate to each activity. These timelines are merely
suggestions and may not reflect the amount of time or instruction your supervisee
needs on a particular topic. You should be responsive to your supervisee’s strengths,
weaknesses, and career goals. For example, be prepared to adjust the agenda to offer
more time on topics in which your supervisees have little experience and/or will be
central to their responsibilities in their upcoming career.

Evaluating Supervisee Competencies

As supervisors, we take on great responsibility. We will teach, supervise, and shape
a myriad of behaviors in an effort to establish a comprehensive repertoire among
your supervisees that will enable them to affect positive change among their clients.
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Supervisees must develop content and conceptual knowledge as well as the ability
to implement interventions (i.e., procedural knowledge; Granpeesheh et al., 2010;
Sellers et al., 2016).

First, supervisees must demonstrate their conceptual knowledge. As Baer et al.
(1968) so aptly describe, all behavior analytic interventions must be conceptually
systematic. That is, all interventions must relate to principles of behavior analysis.
Your supervisees must be able to demonstrate their conceptual knowledge by
describing what behavior principles account for the effectiveness of an intervention.
To build this skillset, they must have a solid foundation of content knowledge in
which they have a firm grasp of behavioral principles, theories, and terminology
(Sellers et al., 2016). This content and conceptual knowledge will be crucial in
developing their abilities to select an intervention, problem-solve when interven-
tions do not produce the desired outcome, make programmatic decisions, and many
more of the complex skills behavior analysts must perform daily (Granpeesheh
et al., 2010). Second, supervisees must also acquire procedural knowledge. They
must demonstrate the ability to conduct behavioral assessments, implement behav-
ioral interventions, and apply behavioral techniques with proficiency (Granpeesheh
et al., 2010).

Facilitating the development of the necessary content, conceptual, and proce-
dural knowledge to be an effective behavior analyst is no small feat. Your supervis-
ees will require a great deal of well-planned instruction and supervised fieldwork
experiences to do just this. In each chapter, we have designed lectures and activities
to develop and assess content, conceptual, and procedural knowledge. At the end of
each group supervision meeting is a set of questions titled Knowledge Check. Their
responses to these questions will allow you gauge their mastery of content and con-
ceptual knowledge. Feel free to administer these in any format you feel is best
suited for your supervisees, ranging from oral questioning and answering among
the group of supervisees to written, individual responses. Supervisees who are
unable to correctly respond to the questions presented in the Knowledge Check will
likely require additional instruction and support.

In addition to content and conceptual knowledge, your supervisees must also
demonstrate proficiency in implementing a number of behavior analytic assess-
ments and interventions. The development of procedural knowledge is the main
focus of this book. The primary focus of individual meetings is to develop and
assess procedural knowledge. At the end of each individual supervision meeting
with a client, you will find a section titled Mastery Criteria. The mastery criteria
describe exactly what behaviors your supervisee should demonstrate and at what
level of proficiency. The purpose of the mastery criteria is to thoroughly evaluate
procedural knowledge. Supervisees who are unable to meet the mastery criteria at
the end of each chapter should receive additional instruction on that topic until they
can do so. We recommend they meet each mastery criteria within a chapter before
continuing to the next topic. It is critical to confirm that your supervisee can perform
all of the skills assessed in this book.
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Needless to say, your supervisees need for guidance and supervision will not
immediately end contingent upon their meeting the mastery criteria. Therefore, at
the end of each chapter is a section titled Future Growth. In Future Growth, we
provide you with suggestions for future learning activities that will ensure your
supervisees’ behaviors generalize and maintain. We highly encourage you to take
advantage of these supplemental learning activities and suggest you continue to
evaluate their performance during the future growth activities.

Cohort Model

We designed this book to be compatible with a cohort model of instruction. In
other words, you would have many supervisees completing the instructional and
evaluation activities at roughly the same time. The cohort model approach to edu-
cation is popular in baccalaureate and graduate programs and involves a group of
students who enter and complete and educational experience together (Pemberton
& Akkary, 2010). The cohort model fosters a sense of community and deep per-
sonal bonds between its members. This in turns increases motivation for learning,
improves persistence in the educational process, and increases program comple-
tion. Members of a cohort express an enhanced feeling of support and connection
and reduced loneliness. Moreover, a cohort allows members to share ideas, obtain
feedback, and build professional networks that can benefit them for the duration
of their careers (Beer & Darkenwald, 1989; Dorn et al., 1997; Lawrence, 2002;
Maher, 2005; Miller, 2007; Milstein & Henry, 2008; Pemberton & Akkary, 2010;
Saltiel & Russo, 2010).

Because of these many benefits, we recommend the cohort model. However, we
want to caution you that this book is not necessarily a one-size-fits-all approach.
Your supervisees will have different strengths, weaknesses, and career goals. An
excellent supervisor is responsive to this. You can use a cohort model and still indi-
vidualize to meet your supervisee’s needs. For example, one supervisee in your
cohort may have a great deal of experience conducting preference assessments, but
another has never administered a preference assessment. As a result, you may
shorten the recommend duration of time in individual supervision meetings related
to preference assessment for the supervisee with a great deal of experience and use
that time to practice and discuss topics in which that supervisee has less experience.
Simultaneously, you may extend the recommended duration of time in individual
supervision meetings related to preference assessments for the supervisee with no
prior experience on the topic.
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To determine how you can individualize the supervision experiences, conduct a
baseline evaluation at the onset of supervision activities. Baseline assessments can
take many forms, ranging from interviewing your supervisee, reviewing the BACB
task list together to discuss their self-evaluation of competencies, and reviewing
their course syllabi (Turner et al., 2016). You may also conduct observational assess-
ments. For example, ask your supervisee to answer the questions provided in the
Knowledge Check located in the group supervision sections of each chapter or
observe your supervisee performing the skills in the Mastery Criteria located in the
individual supervision sections of each chapter. We do caution you to first use the
aforementioned informal baseline assessments prior to allowing your supervisee
perform the skills found in the Mastery Criteria section for baseline assessment
purposes. For the most part, these evaluations involve observing your supervisee
working with a client. You would need to be confident of your supervisee’s success
in completing these tasks so that you do not risk the client being exposed to poor
assessment or intervention procedures.

Despite your use of baseline assessments, you must begin supervision with a
mutual understanding of the goals. This workbook provides you with 29 sets of
Knowledge Check questions to evaluate your supervisees content and conceptual
knowledge and 29 sets of Mastery Criteria in which you supervisee must perform
a specific skill at a predetermined level of accuracy. Share with you supervisee
these evaluations and expectations at the onset of supervision. Inform your super-
visee that you will be tracking their participation in supervision activities and per-
formance on evaluations. In Supervisee Field Experience Tracking, found in
Appendix A, you will find a document that allows you to track each supervisee’s
progress through the supervision activities in this book. We encourage you and
your supervisee to frequently reference this document to discuss their progress
through supervision. We hope that this helps you track each of your supervisee’s
needs, providing clear communication and enabling you to be an organized and
efficient supervisor.
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Supervisee: Supervisor:
Supervised Field Experience Began on:
Supervised Field Experience was Completed on:
Date
Notes
Completed

Expectation

Operational Definitions & Measurement

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data on two different client behaviors
with at least 80% agreement.

Graphs & Experimental Designs

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Complete the visual analysis practice for ABAB designs at
www.singlecase.org with at least 80% of ratings as an
exact match (green) or within +/- 1 (yellow).

Complete the visual analysis practice for alternating
treatment (i.e., multielement) designs at
www.singlecase.org with at least 80% of ratings an exact
match (green) or within +/- 1 (yellow).

Descriptive A of Challenging Behavior

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect ABC continuous recording data for 25
or more minutes using a supervisee-developed data sheet

with at least 80% agreement

Direct A

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during a preference assessment
with at least 80% agreement.

Implement a preference assessment with at least 80%
fidelity.

Functional Analysis, Part 1

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during a traditional functional
analysis with at least 80% agreement.

Conduct all conditions of a traditional functional analysis
with at least 80% fidelity.

Functional Analysis, Part 2

Complete group supervision.
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Strengths and Deficits A t

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the administration of a
commercially-available assessment (e.g., VB-MAPP,
ABLLS-R) with at least 80% agreement.

Conduct a commercially-available assessment (e.g., VB-
MAPP, ABLLS-R) with at least 80% fidelity.

Reinforcement

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of a
compound schedule of reinforcement with at least 80%
agreement.

Implement a compound schedule of reinforcement with at
least 80% fidelity.

Motivating Operations

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Create an instructional video that contains accurate
descriptions of an establishing operation, abolishing
operation, evocative effect, and abolishing effect

Implement a deprivation preference assessment condition
with at least 80% fidelity.

Implement a habituation preference assessment condition
with at least 80% fidelity.

Discrete Trial Training

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of DTT
with at least 80% agreement.

Implement DTT with at least 80% fidelity.

Naturalistic Instruction

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of
naturalistic instruction with at least 80% agreement.

Implement naturalistic instruction with at least 80%
fidelity.

Stimulus and Response Prompts

Complete group supervision.

Complete individual supervision without a client.
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Complete individual supervision with a client.

Accurately collect data during the implementation of DTT
with a prompt fading technique with at least 80%
agreement.

Implement DTT with a prompt fading approach with at
least 80% fidelity.

Modeling

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of BST
with at least 80% agreement.

Implement BST with at least 80% fidelity.

Shaping

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of
shaping with at least 80% agreement.

Implement shaping with at least 80% fidelity.

Chaining

Complete group supervision.

Complete individual supervision without a client, part 1.

Complete individual supervision with a client.

Complete individual supervision without a client, part 2.

Accurately collect data during the implementation of
chaining with at least 80% agreement.

Implement chaining with at least 80% fidelity.

Stimulus Control

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during conditional discrimination
instruction with at least 80% agreement.

Implement a conditional discrimination instruction
protocol using a_with at least 80% fidelity.

Equivalence-based Instruction

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client, part 1.

Complete individual supervision with a client, part 2.

Accurately collect data during the equivalence-based
instruction with at least 80% agreement.

Implement equivalence-based instruction with at least 80%
fidelity.

High-p Instructional Seq

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of a
high-p instructional sequence with at least 80% agreement.
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Implement a high-p instructional sequence with at least
80% fidelity.

Extinction and Noncontingent Reinforcement

Complete group supervision.

Complete individual supervision without a client, part 1.

Complete individual supervision with a client, part 1.

Complete individual supervision without a client, part 2.

Complete individual supervision with a client, part 2.

Accurately collect data during the implementation of
noncontingent reinforcement with at least 80% agreement.

Implement noncontingent reinforcement with at least 80%
fidelity.

Differential Reinforcement

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of a
differential reinforcement procedure (DRA, DRO, or DRL)
with at least 80% agreement.

Implement a differential reinforcement procedure (DRA,
DRO, or DRL) with at least 80% fidelity.

Functional C ication Training

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of FCT

with at least 80% agreement.

Implement FCT with at least 80% fidelity.

[a-]

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of
response cost or RIRD with at least 80% agreement.

Implement response cost or RIRD with at least 80%
fidelity.

Token E

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of a
token economy with at least 80% agreement.

Implement a token economy with at least 80% fidelity.

Group Contingencies

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Develop a group contingency protocol that follows 80% of
guidelines.

Implement a group contingency with at least 80% fidelity.

Conti y Contracting
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Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client, part 1.

Complete individual supervision with a client, part 2.

Accurately collect data during the implementation of a
contingency contract with at least 80% agreement.

Implement a contingency contract with at least 80%
fidelity.

Self-M.

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client, part 1.

Complete individual supervision with a client, part 2.

Teach a client or client’s caregiver a self-management
program in which the client of caregiver implements with
at least 80% fidelity.

Generalization and Mai

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Accurately collect data during the implementation of a
generalization procedure with at least 80% agreement.

Implement a generalization procedure with at least 80%
fidelity.

ing Intery

Selecting and I

Complete group supervision.

Complete individual supervision without a client, part 1.

Complete individual supervision with a client.

Complete individual supervision without a client, part 2
(optional).

Accurately collect data during the implementation of
based instruction with at least 80% agreement.

Implement assessment-based instruction with at least 80%
fidelity.

Ethics

Complete group supervision.

Complete individual supervision without a client.

Complete individual supervision with a client.

Complete the Compassionate Collaboration Tool and
receive at least 68 out of 84 points (80%).

Note: VB-MAPP = Verbal Behavior-Milestones Assessment and Placement Program, ABLLS-R = Assessment of Basic Language
and Learning Skills, Revised, DTT = discrete trial training, DRA = differential reinforcement of alternative behavior, DRO =
differential reinforcement of other behavior, DRL = differential reinforcement of low rates of behavior, FCT = functional
communication training, RIRD = response interruption and redirection.
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Chapter 3
Delivering Performance Feedback

As supervisors, we have an incredible opportunity to not only influence our super-
visees’ professional development but also the clients that they serve. The quality of
the behavior program a client receives is a direct result of the quality of the training
and supervision we provide to our supervisee (DiGennaro Reed & Henley, 2015).
Implementation of an intervention with poor fidelity diminishes the client’s positive
outcomes (Carroll et al., 2013; Pence & St Peter, 2015; Wilder et al., 2006). It is our
responsibility as supervisors to proactively prepare supervisees to implement inter-
ventions with fidelity and immediately intervene when we observe supervisees
implementing an intervention with poor fidelity.

Preparing a supervisee to implement an effective behavior program is complex
and involves a number of instructional and supervisory approaches. The Behavior
Analysis Certification Board (BACB, 2022) Supervisor Training Curriculum speci-
fies a number of behaviors that supervisors should engage in to prepare their super-
visees. These include setting performance expectations, delivering clear instructions,
modeling desired behavior, rehearsing or role-playing, and delivering feedback.
Among the many instructional approaches you use, the delivery of performance
feedback may be one of the most valuable. Verbal and written instructions alone
simply do not change performance (Fixsen et al., 2005). Performance feedback is
critical in preparing supervisees to become competent behavior analysts (Carroll
et al., 2022; DiGennaro Reed & Henley, 2015).

Many studies have demonstrated that performance feedback can improve the
fidelity with which a variety of service providers implement skill acquisition and
behavior reduction interventions (Codding et al., 2005; Coogle et al., 2018; Leblanc
et al., 2005; Pantermuehl & Lechago, 2015). The BACB (2022) Supervisor Training
Curriculum states that supervisors must deliver timely and effective feedback to
supervisees. Moreover, the BACB (2020) Ethics Code for Behavior Analysts
describes performance monitoring and feedback as one of several responsibilities
supervisors have to supervisees. Despite the clear value of performance feedback,
employers rarely prepare supervisors on how to effectively deliver performance
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feedback (DiGennaro Reed & Henley, 2015). In a survey of supervisor practices,
Sellers et al. (2019) found that while supervisors reported frequently providing per-
formance feedback, there was much room for growth in this particular skill. In fact,
they identified the top five supervision areas in need of improvement. Among those
included two improvements related to the delivery of performance feedback: setting
clear expectations for receiving feedback and using competency-based evaluations
and tracking outcomes.

Daniels and Bailey (2014) define performance feedback as “information about
performance that allows a person to change his/her behavior” (p. 157). Performance
feedback is typically delivered for the purpose of improving the fidelity of imple-
mentation of an intervention (Solomon et al., 2012). Performance feedback can
serve many functions. The praise delivered in feedback may function as a reinforcer,
and the corrective feedback may punish a behavior. Additionally, performance feed-
back can serve as a prompt for a specific response in the next implementation of the
intervention or function as a rule that governs behavior (Mangiapanello & Hemmes,
2015). Every chapter within this book will instruct you to deliver performance feed-
back to your supervisees. In this chapter, we review what constitutes performance
feedback, best practices in implementing performance feedback, and provide you
with some additional tools to provide performance feedback with ease.

Performance feedback most often occurs after the supervisor has directly
observed the supervisee implementing a behavior analytic approach. It includes the
following components (BACB, 2022; Carroll et al., 2022; Parsons & Reid, 1995;
Reid et al., 2012; Shuler & Carroll, 2019):

. Review performance data

. Praise correct responses

. Correct errors using empathy statements

. Provide a rationale for changing incorrect performance

. Provide instruction on how to correct performance

. Model or demonstrate correct performance

. Provide an opportunity for your supervisee to role-play correct performance
. Provide an opportunity for your supervisee to ask questions

e BN B e Y N N

We frequently envision performance feedback as a conversation between a
supervisor and supervisee. However, research supports a variety of formats of per-
formance feedback. In this book, a great deal of performance feedback will be deliv-
ered in one-on-one fashion; however, performance feedback may also be delivered
in a group setting (Solomon et al., 2012). Similarly, performance feedback can be
delivered in writing or verbally. We do encourage you to deliver as much feedback
as possible verbally because this facilitates many of the crucial steps in the perfor-
mance feedback process (e.g., model, role-play, questions); however, when needed,
written performance feedback can be an effective tool (Barton et al., 2016; Sleiman
et al., 2020). Additionally, a supervisor can use videoconference technology to
deliver effective performance feedback (Akers et al., 2022).
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There are several guidelines to follow to get the most from performance feedback
(Scheeler et al., 2004; Sleiman et al., 2020; Solomon et al., 2012). First, feedback is
most effective when it is objective and competency-based. For example, rather than
reporting to your supervisee, “‘your session was negative and uninviting,” record the
frequency of praise and correction statements they made toward their client and
discuss how to improve this ratio. To ensure your performance feedback is objective
and competency-based, use procedural fidelity checklists that contain observable
behaviors to monitor. We have provided several throughout this book to facilitate
this process that is specific to an assessment or intervention methodology. We have
also included a Supervision Observation Procedural Fidelity Checklist that is meant
to provide feedback about general expectations of supervisees working with clients
(e.g., be on time, prepare materials prior to the start of the session) in Appendix
A. You can use this checklist at any time throughout supervision to supplement the
methodology-specific feedback. Moreover, consider graphing procedural fidelity
across time to objectively report to your supervisee how their performance is con-
tinuing to improve.

Second, performance feedback should be specific. Rather than telling a super-
visee, “you did a good job,” specify exactly what behaviors were correct: “You
immediately corrected your client’s error exactly as we had discussed. Great job!”
Corrective feedback must also be specific. It is not enough to tell a supervisee they
made an error in implementing an intervention, but rather specify exactly what
needs to be corrected. For example, rather than, “You did not provide the conse-
quence correctly during the functional analysis,” a supervisor should say, “the pro-
tocol states that you should deliver the preferred tangible for 30 seconds contingent
upon challenging behavior, but I recorded that you provided it for only 15 seconds.”

Third, performance feedback should be positive. All of us have experienced a
situation in which we wanted to avoid a superior, whether it be your parent, teacher,
coach, or boss because we quickly learned that any feedback that superior delivered
would consist only of corrective feedback. As a supervisor, it is critical that you
avoid this mistake because doing so will cause your supervisee to engage in
supervisor-avoidant behavior. Our ultimate goal is that supervisees seek us out for
feedback. The only way this will happen is to ensure we deliver a sufficient amount
of praise and positive feedback so that the experience of receiving feedback is not
aversive.
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Fourth, supervisor should always deliver a rationale for changing an error in
performance. Informing your supervisee of their mistakes can certainly feel awk-
ward for the both of you. Most people do not like to hear an account of their short-
comings. However, errors must be identified so that they can be corrected. You can
make this process more pleasant by providing a rationale for correcting errors. For
example, avoid simply noting, “Your reports contain too much technical language.
You need to revise to parent-friendly language.” Instead, when correcting the error,
justify why this must be corrected like this, “Your reports contain a lot of technical
language. I am concerned that [client’s] parents will not be able to understand the
report. You have created such an effective behavior reduction program; I really
think his parents would enjoy implementing this at home. If we use more parent-
friendly language and less technical language, it will be much easier for them to
follow the protocol correctly. This will have great benefit for the parents and [cli-
ent]. Moreover, we communicate respect for our clients and their caregivers when
we take the time to ensure they can read and comprehend our reports.” As you can
see from these examples, the rationale helps point out that there is a reason we cor-
rect errors and may motivate your supervisees to correct them immediately.

Fifth, to guarantee that supervisees will find performance feedback a positive
experience to be sought out rather than avoided, tailor the delivery of performance
feedback to your supervisee’s preferences. We encourage you to conduct the
Performance Feedback Preferences Survey (Appendix B) at the onset of supervision
and again at regular intervals throughout the supervisory relationship. It is impor-
tant that you make an effort to deliver feedback in a way that aligns with your super-
visee’s preferences; however, be clear to your supervisee that not all preferences can
be honored. For example, a supervisee who finds performance feedback highly
aversive may want to avoid it all together, but this is simply not possible.

Sixth, set clear expectations of how your supervisees should receive and respond
to feedback. It is our experience that many supervisors and supervisees are simply
unaware that they have differing assumptions about how feedback should be
received and how the supervisee should respond. We suggest having a transparent
conversation at the onset of supervision and planning to revisit this conversation at
regular intervals. Within this conversation, make clear to your supervisee that per-
formance feedback will identify both correct and incorrect behaviors. Be sure that
your supervisee knows that they should solicit clarification when it is needed.
Moreover, the two of you should discuss the timeline for correcting identified errors.
For example, if you give your supervisee feedback that requires them to prepare
new materials for a session, should those materials be prepared the following day?
Or the following week? Any other expectations you have of your supervisee regard-
ing how they should respond to feedback should be included in this conversation.
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Finally, performance feedback is most effective when combined with other pro-
cedures. We encourage you to incorporate a number of antecedent interventions
such a goal setting and prompting into your supervision in addition to performance
feedback. You should also consider consequence interventions such as rewards for
meeting a performance criterion. DiGennaro Reed and Henley (2015) offer excel-
lent advice for incorporating rewards. These include first obtaining your supervis-
ees’ input on specific reward to ensure they are in fact preferred and rewarding
(Wilder et al., 2011). Appendix C, Performance Reward Survey, provides you with
a sample preference survey. Before using this survey, edit it so that only rewards that
you can feasibly offer are presented. Second, create a sufficient list of low- or no-
cost rewards such as use of a preferred parking spot and extended lunch break. And
finally, reserve these rewards to be delivered only contingent upon the desired
outcome.

Self-monitoring and self-evaluation are also excellent additions to performance
feedback. Supervisees can select specific behaviors to monitor and do this both
when practicing alone or when being observed. In fact, if your supervisee regularly
self-monitors, you can occasionally observe their session collecting the same data
that they are self-monitoring for the purposes of evaluating interobserver agreement
(IOA). Self-monitoring can be helpful even if informal. In fact, one of our personal
favorite techniques is to begin a performance feedback conversation by asking your
supervisee, “What are three things you did well and one thing that you would like to
improve in the next session?” This initial question serves many purposes. It encour-
ages supervisees to self-monitor and self-evaluate, sets a positive tone for identify-
ing and praising correct behaviors, and allows supervisees to recognize when they
need to correct a mistake, which is typically more palatable than a supervisor call-
ing out an error. We also find that this practice is very useful for supervisees suffer-
ing from imposter syndrome, low confidence, or difficultly promoting one’s own
strengths.

When and How Often

When planning to deliver performance feedback, a supervisor must determine when
to deliver the feedback and how often to deliver feedback. The immediacy of perfor-
mance feedback can range from delivering feedback immediately after the observa-
tion to delivering feedback days after the observation (Codding et al., 2005). A
general rule of thumb is immediate is better. Immediate feedback is effective
(Codding et al., 2005; Scheeler et al., 2004). Solomon et al. (2012) found that per-
formance feedback delivered within the day of the observation was more effective
than that delivered within a week of the observation.
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The most obvious advantage of immediate feedback is that it prevents the super-
visee from repeating observed errors before they are corrected. Additionally, if
praise delivered within the context of performance feedback may serve as a rein-
forcer, a delay between the behavior and the delivery of that praise may weaken the
response—reinforcer relation (Critchfield & Lattal, 1993; Sidman, 1960). However,
there are caveats to be considered. Immediate feedback may disrupt ongoing client
activities. For example, if you observed your supervisee conduct a preference
assessment at 8:00 am, but they were scheduled to be with clients until 3:00 pm,
there may be no choice but to delay feedback so that client sessions are not hin-
dered. Similarly, supervisees who find performance feedback aversive or anxiety
provoking may need time to think through feedback before returning to ongoing
activities, making immediate feedback difficult to implement without disruption.
Needless to say, performance feedback should be delivered as immediate as possi-
ble without losing the momentum of ongoing client activities (O’Reilly et al., 1994).

In order to deliver immediate performance feedback without the aforementioned
drawbacks, we encourage you to consider the use of bug-in-ear devices that will
allow you to deliver immediate praise and error correction without disruption.
However, follow this with a complete set of performance feedback activities (e.g.,
rationale discussion, role-play). You may also consider using written feedback (e.g.,
written note or email) to deliver the most important praise and corrective feedback
immediately and follow up with a scheduled meeting to complete the full perfor-
mance feedback process.

As a supervisor, you not only need to plan for when to deliver performance feed-
back after an observation, but also how frequently to observe and deliver perfor-
mance feedback. In this book, performance feedback is incorporated several times
in each chapter. Other than feasibility, we can think of no drawbacks to frequent
performance feedback. And as we stated earlier, if done well, supervisees will find
this to be a preferred activity. Moreover, research indicates that performance feed-
back is more effective when it occurs more often rather than less often (Sleiman
et al., 2020). Relatedly studies have shown that weekly performance feedback leads
to increased fidelity of implementation and is also practical for supervisors
(Mortenson & Witt, 1998).

Whether you are a novice or a seasoned supervisor, we know that performance
feedback can be an intimidating task. At first, delivering performance feedback can
feel awkward. This is particularly true if you or your supervisee currently associate
performance feedback with feeling of being reprimanded. If you practice delivering
feedback using this guidance, we are certain both you and your supervisees can
begin to find performance feedback a rewarding experience for all.
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Appendix A: Supervision Observation: Procedural
Fidelity Checklist

Supervisee: Date:

Supervisor: Client:

Section One: General Observations
Instructions: 0 = Not completed 100% of the time. 1 = Completed some of the time. 2 =
Completed 100% of the time. NA = not applicable.

Professionalism Score Notes

Begins session on time

Ends session on time

Treats client with dignity and respect.

Environmental Arrangement

Prepares materials and stimuli before the
session begins

Removes possible distractions

Arranges physical environment to promote
success

Time Management

Uses time effectively

Paces time between activities appropriately

Duration of blocks of teaching trials is
appropriate to the child

Instructional Practices

Supervisee has established clear routines
and procedures

Provides client with choices when feasible

Intersperses trials to prevent rote responses
and boredom

Ends instruction after a correct response

Dimensions of reinforcement match
behavior

Varies reinforcement (social, tangible, etc.)

Pairs non-social reinforcement with praise

Use an effective schedule of reinforcement

Changes reinforcer if not effective
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Section Two: Percent Opportunity

Instructions: When observing instruction, record if the supervisee performed each item correctly
(+) or incorrectly (-) per teaching trial. After observing 10 opportunities, calculate the percent
opportunity.

Instructional Trials 1 (23| 4|5|6 /|7 |8 9]|10]| Total | Percent
Gains client’s attention before
delivering instruction

Proper instruction provided /

Records data for each trial /

Paces time between trials
appropriately

Section Three: Momentary Time Sampling

Instructions: Operationally define engagement and indices of happiness for the client. Observe
for 5 minutes. Use a 10-s momentary time sampling to record engagement and indices of
happiness. Circle the “E” when the client engages in engaged behaviors and the “H” with client
engages in indices of happiness.

Engagement Definition:

Indices of Happiness:

0:10 0:20 0:30 0:40 0:50 0:60
0:00 - 1:00 E H E H E H E H E H E H
0:00 —2:00 E H E H E H E H E H E H
0:00 —3:00 E H E H E H E H E H E H
0:00 —4:00 E H E H E H E H E H E H
0:00 - 5:00 E H E H E H E H E H E H

Percent of Intervals with Engagement

Percent of Intervals with Indices of Happiness




Appendix A: Supervision Observation: Procedural Fidelity Checklist 25

Section Four: Frequency
Instructions: Observe for 10 minutes. During this time, record the number of praise statements

and corrective statements your supervisees makes toward the client. Categorize them as specific
praise (e.g., “yes, this is a cat”) or general (“good”).

Praise Correction
General Praise Specific Praise General Correction Specific Correction
Total: Total: Total: Total:

Ratio of Praise to Correction

Section Five: 10A Sample
Instructions: Collect data with therapist on at least one target. Calculate IOA with the following
formula: fotal # of agreements/(total # of agreements + total # of disagreements) * 100.

TIOA Score:

Summary of Observation:

Skills to maintain:

Skills to improve:
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Appendix B: Performance Feedback Preference Survey

Supervisee: Date:

Instructions: Check the response option that best fits your agreement with each statement. Respond to
the final prompt.

Strongly . Strongly
Disasree Disagree  Neutral Agree Agree

I enjoy receiving feedback. O O O O O

T am apprehensive about receiving feedback

I dread receiving feedback.

I benefit from verbal discussion of feedback.

I benefit from written feedback.

I respond well to individual, rather than group
feedback.

I respond well to feedback delivered in a group.
I prefer to receive feedback as immediately as

possible.

I feel comfortable with my supervisor correcting my
errors during the observation.

After I receive feedback, I need time alone to think
about it before I am ready to ask questions or discuss
ways to improve.

I feel comfortable asking my supervisor questions.
I feel comfortable role playing with my supervisor.

It is important for me to understand why my
supervisee makes a recommendation.

O O0OOo0Oo0o O OO0 OO0 O0OO0OO0oOOo
O O0OOo0Oo0o O OO0 OO0 O0OO0OO0o0OOo
O O0OOo0Oo0o O OO0 OO O0OO0OO0oOOo
O OO0 O OO OO0 O0OO0OO0oOOo

I'respond well to anecdotal feedback.

OO0 OoOoo O OO0 o0 OoOo0OooOo

I respond well to quantifiable feedback.

©)
©)
©)
©)

My supervisor should know the following about me, as it relates to receiving performance feedback:
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Appendix C: Performance Reward Preference Survey

Supervisee:

Date:

27

Instructions: Your supervisor would like to reward you for meeting performance criteria throughout
your supervision process. Please check the circle that most closely describes your preference for

potential rewards. Provide additional suggestions below.

Highly
Preferred

Preferred

Not
Preferred

Aversive

Public recognition at group supervision meeting
Public recognition via group email

Public recognition on agency website

Extended lunch break

Sweet treats (e.g., cookie, candy bar)

Savory treats (e.g., chips, popcorn)

One-hour work break (e.g., come late, leave early)
Preferential parking spot

Handwritten note

Restaurant gift cards

Favorite drink

Financial support for professional development (e.g.,
conference travel)

Work-from-home “pass”
Catered lunch

New office supplies
Salon or spa gift card

Store gift cards

O

O O0OO0OO0OO0O O O0O0OO0OO0OO0OO0OO0OO0OOoOOo

O

O O0OO0OO0OO0O O O0O0OO0OO0OO0OO0OO0OO0OOoOOo

O

O O0OO0OO0OO0O O O0O0OO0OO0OO0OO0OO0OO0oOOoOOo

O

O O0OO0OO0OO0OO0OO0O0OO0OO0OO0OO0OO0OO0OOoOOo

Additional suggestions for rewards:
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Chapter 4
Obtaining Feedback from Supervisees

The previous chapter covered providing feedback to supervisees, and this chapter
will cover the inverse, which is seeking out and obtaining feedback from supervis-
ees. Specifically, we will review why inviting and encouraging feedback from
supervisees is important, how to guide supervisees to provide relevant feedback,
and strategies for regularly requesting feedback.

When you became a supervisor, regularly requesting feedback may not have
been something you planned to do. However, we hope to convince you that it should
be a high priority, and we outline three reasons why this activity should be con-
ducted. The first reason is because it is included in the Ethics Code for Behavior
Analysts. Specifically, code 4.10 states that “Behavior analysts actively engage in
continual evaluation of their own supervisory practices using feedback from others
and client and supervisee or trainee outcomes” (BACB, 2020). Therefore, we are
called as supervisors to regularly review outcomes and recruit feedback. In addition
to providing ethical supervision, recruiting feedback can aide you in providing
high-quality supervision. If you have built a supervisory relationship on trust and
mutual respect, the feedback provided by your supervisees will likely be geared
toward improving your supervisory practices, which we assume are already better
than most because you are reading this book. Third, recruiting supervisee feedback
allows you to minimize or eliminate your engagement in ineffective supervisory
practices. Sellers, Alai-Rosales, and colleagues (2016a) provide three potential risks
of failing to recruit feedback regarding the quality of supervision being provided.
These risks include failing to replicate effective supervisory practices, providing
ineffective supervision which results in harm to future clients, and modeling inef-
fective supervision which is likely to perpetuate ineffective supervision because the
supervisees will imitate these supervisory practices. We highlight the importance of
each risk separately. The first risk refers to situations in which your supervisees did
not have the opportunity to praise supervisory practices that they found most benefi-
cial. Therefore, your behavior will fail to contact the appropriate contingencies, and
shaping of effective strategies will not occur. The second risk is important because
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it breaks the oath made to our clients to provide effective services with the goal of
improving their lives. We hope that use of this book will reduce the likelihood of
this occurring as you will consistently evaluate your supervisee’s implementation of
assessments and interventions with their clients; however, frequent supervisee feed-
back will provide an additional safeguard against ineffective services. Finally, the
third risk is important because modeling ineffective supervision strategies will
likely result in your supervisee engaging in these ineffective practices once they
become a supervisor. Thus, in order to break the cycle of modeling and imitating
ineffective strategies, supervisee feedback should be regularly recruited.

The next topic we introduce is the importance of intentionally guiding the sub-
stance of the recruited feedback. In order to receive feedback that is related to your
supervisory practices, you must purposely guide your supervisees to provide useful
information. For example, we have experienced situations in which college students
fill out teaching evaluations, and their comments are related to the time of the class
or the room in which the class was held. Neither of these comments have anything
to do with the instructor’s pedagogy. This issue is applicable within the supervisory
evaluation if the supervisees provide feedback related to their client’s schedule or
displeasure with the other clinicians working with their clients. This type of feed-
back is completely unrelated to the supervisory practices and is likely out of the
supervisor’s control. Therefore, you must proactively ensure that this does not hap-
pen. We recommend that at the onset of the supervisory relationship, you have a
conversation about the type of information that will enhance your ability to provide
effective supervision. In addition, we suggest developing specific questions that will
directly target the information of interest. For example, instead of posing the ques-
tion “What do you most like/dislike about your field experience?”” you might pose
the question “Does your supervisor provide explanations along with their critical
feedback?” Behavior analysts are typically very thoughtful about presenting dis-
criminative stimuli in a manner that is most likely to evoke the desired response;
however, they may be less thorough when posing questions to evaluate their own
supervision. Therefore, we suggest experimenting with several questions to deter-
mine which will be most effective. It is also possible to adopt an established ques-
tionnaire for use such as the one provided in Turner et al. (2016).

Finally, we present some strategies for recruiting feedback. During your initial
supervision meeting, ask your supervisee to inform you of how they prefer to pro-
vide feedback (Sellers et al., 2016b). Multiple sources of feedback are ideal, so
encourage your supervisee to endorse as many formats as possible with which they
feel comfortable. Examples of formats include face-to-face, questionnaires, elec-
tronic polls, and rating scales. Reassess for preference of formats to provide feed-
back throughout the supervisory relationship as your supervisee’s comfort may
change as they become more acquainted with you. Ask your supervisee about their
comfort level of submitting their anonymous feedback to you or if they would prefer
for a third party to review their responses. For anonymity to be suggested, it is
imperative to request this information from multiple supervisees at the same inter-
vals. If your supervisee agrees to provide face-to-face feedback, discuss the type of
information you are interested in and examples of questions you will regularly ask
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during individual supervision meetings. In the event that questionnaires, rating
scales, or polls will be used, review the questions that will be posed and discuss the
purpose of each question. This discussion is not meant to influence the supervisee’s
evaluative responses but rather to ensure the responses they provide are an accurate
description of their perceptions. It is also important to discuss a specific plan about
the frequency with which you will request your supervisee’s feedback. The intervals
of recruitment should be often enough to allow for your supervisory behavior to be
impacted but not so frequent that it becomes a burden to your supervisee.
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Chapter 5
Operant Behavior and Measurement

Topics Covered Within This Chapter

Topics

Defining Behavior

Operational Definitions

Selecting Measurement System

Interobserver Agreement

Defining Behavior

What is behavior? This is the most basic question that defines the area of interest for
our field. Behavior analysts have a very broad definition of behavior which is any-
thing an organism does (Pierce & Cheney, 2017). This includes both overt responses
(e.g., jumping) and covert responses (e.g., thinking). In Table 5.1, we present a list
of examples of responses that meet the definition of behavior. The specific examples
of responses that apply to your supervisee will be dependent upon their clients.

It is imperative to stress to your supervisees the difference between the way
behavior analysts define behavior and how it is defined colloquially. Becoming a
behavior analyst requires us to change the lens with which we view the world.
Supervisees must intentionally work to alter the way they describe and interpret
behavior. Skinner highlights this point when describing behavior as a subject matter.

Supplementary Information: The online version contains supplementary material available at
[https://doi.org/10.1007/978-3-031-09932-8_5].
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Table 5.1 Examples of behavior

5 Operant Behavior and Measurement

Overt Covert
Drawing Thinking
Typing Feeling
Eating Perceiving
Talking Remembering
Singing Sensing

We all know thousands of facts about behavior. Actually there is no subject matter with
which we could be better acquainted, for we are always in the presence of at least one
behaving organism. But this familiarity is something of a disadvantage, for it means that we
have probably jumped to conclusions which will not be supported by the cautious methods
of science. Even though we have observed behavior for many years, we are not necessarily
able, without help, to express useful uniformities or lawful relations. (pg. 14, Skinner, 1953)

Operational Definitions

The first step in moving toward a science of behavior is developing operational defi-
nitions. An observational definition should be specific and include examples and
nonexamples. The test for a good operational definition is whether it results in accu-
rate recording of the behavior. In Table 5.2, we provide several examples of

Table 5.2 Examples of operational definitions

Behaver Behavior | Definition

Avy, a Mastiff Jumping | Any instance in which Avy rises on her hind two legs, and
forcefully lands her front two legs on a human. Examples:
Jumping on visitors who did not request for her to do so.
Nonexamples: Instances in which Avy’s owners request for her
to jump up to greet them. Instances in which Avy places one of
her front legs on a seated individual.

Greg, an office Recycling | Any instance in which Greg places acceptable office paper in

employee paper the designated recycling bin. Each individual piece paper is
counted unless the paper is bound such as a packet which is
recorded as one paper. Acceptable office paper includes copy
paper, card stock, index cards, and note size paper.
Unacceptable paper includes paper towels, paper with food
waste, and laminated paper.

Alexis, a child Packing Any instance in which Alexis holds food larger than a pea in

with feeding her mouth 30 seconds after accepting the food.

issues

Julian, a child Crying Any occurrence of vocalization (sounds or words) above a

with a
developmental
disability

normal conversational level with or without tears for at least
3 seconds. Recording will begin after 3 seconds and end after
3 seconds of the behavior being absent. Nonexamples include
singing in the car or cheering at a baseball game.
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operational definitions. Here are some questions to discuss with your supervisee
when evaluating observational definitions.

1. Is there enough information such that someone without any history with the cli-
ent could record instances or bouts of the behavior?

2. Is it clear what constitutes one instance or bout of the behavior?

3. Are the parameters of the behavior evident (i.e., at what point does the response
meet the definition and at what point does it not).

Selecting Measurement System

Once your supervisees have mastered the art of developing observational defini-
tions, they will need to determine which data collection is most appropriate for the
behavior they are recording and the context in which the behavior is being recorded.
This chapter will cover frequency, duration, latency, percent correct or percentage
of opportunities, whole and partial interval, and momentary time sampling. We have
created a flow chart (Appendix A) for selecting a measurement system that can be
used with your supervisee to guide this discussion. This is by no means an exhaus-
tive guide; it is simply a tool to use as your supervisees are in the initial stages of
learning to be a behavior analyst. Your supervisees will undoubtedly be exposed to
additional measurement systems and sharpen their skills for selecting appropriate
measures as they continue through their training. We believe this guide meets a
common need exhibited by supervisees who have just begun accruing hours. They
often select data collection methods based on what they have done in the past rather
than what is most appropriate for the situation. Our hope is that practicing selection
using the guide will help supervisees avoid this tendency. For a more descriptive
and precise measurement decision-making guide, see LeBlanc et al. (2016).

The first distinction between measurement systems is whether they are continu-
ous or discontinuous. Continuous measurement means that all instances of the tar-
get behavior are recorded. Continuous measurement is ideal; however, some
settings/situations/responses are not conducive to this type of data collection.
Discontinuous measures are ideal for situations in which the recorder cannot feasi-
bly record every instance of the behavior or the target behavior is a compilation of
multiple responses that can be difficult to record or determine the exact onset or
offset of the behavior. A special consideration for discontinuous measures (i.e., par-
tial interval, whole interval, and momentary time sampling) is the length of the
interval as shorter intervals allow for more accurate data collection (Table 5.3).

The second distinction to emphasize is the difference between free-operant
responses and responses that are limited by the presence of a separate stimulus. The
field of behavior analysis was built on measuring free-operant responses; however,
this distinction is often not highlighted during training for those accruing hours. In
his seminal text on measurement, Sidman writes on the topic of free-operant
responses “...the experimental organism is free to respond at any time...the lever is
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Table 5.3 Description of measurement systems

Continuous/ Free operant/ | Important feature of the
Measurement system | discontinuous trial-based measurement
Frequency Continuous Free operant | Instances/time
Duration Continuous Free operant | Length of time of event
Latency Continuous Trial-based Length of time between stimulus
and initiation of response
Per opportunity/ Continuous Trial-based Correspondence between stimulus
percent correct and response
Whole interval Discontinuous
Partial interval Discontinuous
Momentary time Discontinuous
sampling

never withdrawn from the experimental space to prevent the subject from respond-
ing at times that would be inconvenient for the investigator’s theory. The only
restrictions placed upon the subject’s recorded behavior are those inherent in the
laws of behavior. This is called a “free-responding situation” (Sidman, 1960,
p. 409). Free-operant responding includes responses that can occur at any point,
such as the lever press described by Sidman. In contrast, trial-based data collection
includes instances in which the response is limited based on the presence or absence
of a specific stimulus/situation. For example, if your supervisee is recording vocal
responses made by their client following initiations made by a peer, the number of
vocal responses will be controlled by the number of initiations made by the peer.
That is, a vocal response can only occur following an initiation made by the peer.
Trial-based data collection is common within our field; however, the importance of
free-operant responding should never be disregarded.

The final step is identifying the important dimension or feature of the target
behavior. This can be determined by asking three questions. Is it important to know
how often the behavior is occurring? Is it important to know the amount of time in
which the behavior is occurring? Is it important to know the amount of time between
a stimulus and the initiation of the behavior?

Interobserver Agreement (I0A)

After concluding your discussion of definitions and data collection methods with your
supervisees, it is important to review the basics of IOA. IOA is the extent to which
data collected by two independent observers align. The typical recommendation for
IOA collection is at least 20% of sessions for each phase (e.g., 20% of baseline ses-
sions and 20% of treatment sessions; Kennedy, 2005). Acceptable levels of IOA are
considered to be 80% or better agreement. IOA is not only important for researchers,
rather it should be routinely recorded in all settings in which data are collected. Cooper
et al. (2020) present three reasons why IOA data are invaluable. First, these data are
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important for training individuals to collect data accurately. That is, new clinicians
should record data along with someone who has already been collecting data to dem-
onstrate mastery prior to serving as the primary data collector. Second, having a sec-
ondary data collector can help safeguard against observer drift or any other unintended
human bias. Finally, high agreement between data collectors increases the believabil-
ity of the data we present. When displaying data to present a case for continued invest-
ment from the client and/or funding from insurance companies, the enhanced
believability or trustworthiness of the data supported by IOA is crucial.

Group Supervision Meeting
Below is a plan for activities to incorporate into a 1-hour meeting with a small group

of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-20:00 Operational Definitions
20:00-35:00 Measurement Systems
35:00-45:00 Data Sheets
45:00-55:00 Video Practice
55:00-60:00 Knowledge Check

* -
|
/ Materials Needed IIL

e Appendix B: Operational Definitions: Examples and Nonexamples, 1 copy per
supervisee

e Appendix C: Data Collection Sheets, 1 copy per supervisee (may want to use
data sheets specific to field experience placement instead)

e Appendix D: Calculating IOA Practice, 1 copy per supervisee

Reading Assignments

At least 1 week prior to the group supervision meeting, assign your supervisees to
read about the subject. Below is a list of recommended assigned readings.

¢ LeBlanc et al. (2016)
e Meany-Daboul et al. (2007)
e Rapp et al. (2008)
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Operational Definitions

Begin by discussing operational definitions. Explain that clinicians must first define
the behavior of interest in a way that is observable and measurable. An observable
and measurable behavior definition is referred to as an operational definition
because anyone who observes, measures, or discusses that behavior will operate
under that definition.

Explain to supervisees that an operational definition should have the following
characteristics. For each characteristic, describe the characteristic and ask supervis-
ees to explain why this is a critical characteristic of an operational definition:

1. Objective: The definition only describes observable characteristics of the behav-
ior. The definition does not infer mental states or intentions of the individual
(e.g., “intended to harm”).

e Supervisees should identify that an objective definition facilitates consistency
between anyone measuring or discussing the behavior.

2. Measurable: The definition allows one to count the number of times a behavior
occurred over a period of time.

e Supervisees should identify that measurement of behavior is a foundational
component of behavior analysis; it is the means to identify behavior change.
In order to measure behavior, supervisees recognize that the behavior defini-
tion must be defined in a way that allows for measurement.

3. Clear: The definition is explicit and easy to read.

e Supervisees should explain that clear and easy to read definitions will be eas-
ier to commit to memory; therefore, easier to use when measuring behavior.

4. Complete: The definition allows for one to easily determine what behavior
topographies are and are not included, which allows an observer to easily deter-
mine if an observed behavior does or does not meet the definition.

e Supervisees should explain that complete definitions leave no need for indi-
vidual interpretation or judgment. Further, they recognize that if a definition
was incomplete, it would compromise the validity and reliability of
measurement.

5. Concise: The definition uses as few as words as possible while still meeting the
aforementioned characteristics.

e Supervisees should identify that concise definitions are easier to read, commit
to memory, and use. Definitions that are excessively wordy are laborious to
apply when observing behavior.

Distribute Operational Definition: Examples and Nonexamples (Appendix B) to
your supervisees. Instruct them to determine if each description of challenging
behavior constitutes an operational definition or not. If not, have them revise the
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description so that it is an operational definition. Inform your supervisees that you
will allot 5 minutes to work on this activity, and they may choose to work indepen-
dently or in pairs. When they complete the activity, resume to the large group and
share their answers. Praise correct responses and correct errors.

Measurement Systems

After a supervisee has operationally defined a behavior of interest, the supervisee
must then select the method of measuring that behavior. Measurement systems can
be categorized in many ways, but for the purpose of this activity, they are organized
as continuous and discontinuous methods. Begin by explaining to supervisees that
continuous methods measure every occurrence of a behavior. A measurement sys-
tem is considered continuous because the measurement and recording of behavior
occur continuously throughout the observation period. On the other hand, discon-
tinuous methods, also referred to as time sampling methods, measure and record
behavior only during specific intervals within the observation period. Before intro-
ducing the specific continuous and discontinuous measurement, have supervisee
identify some strengths and weaknesses of each method (see Table 5.4).

Table 5.4 Strengths and weaknesses of continuous and discontinuous measurement systems

Continuous Discontinuous

Strengths | Weaknesses Strengths Weaknesses

Accurate | Require constant attention to Easy to conduct in Provide an estimate of
single behavior applied settings behavior

Continuous Measurement Systems

Review with supervisees the following continuous methods for measuring the
occurrences of behavior. For each method, ask supervisees to identify specific
topographies of behavior that may be well-suited for each method of measurement
and describe their justification. Encourage supervisees to think about their actual
clients’ behaviors of interest rather than general examples of behavior topographies.
In other words, it is best for the supervisee to visualize a specific behavior they will
be responsible for measuring. Also encourage supervisees to provide examples of
both desired and undesired behaviors that could be measured with each method.

1. Frequency: The number of times a behavior occurs. Other terms used to describe
this measurement system are count and frequency count.

* Supervisees should identify behaviors with a clear beginning and ending are
well-suited to frequency measurements.
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* Examples of desired behaviors that supervisees may identify include mands
for a preferred item, bites of food consumed, and homework problems
completed.

* Examples of undesired behavior that supervisees may identify include kicks
to furniture and vocalizing profanity or curse words.

Rate: The number of times a behavior occurs per unit of time. Rate is calculated
by dividing the frequency count by the duration of the observation period.

* Supervisees should identify behaviors with a clear beginning and ending are
well-suited to rate.

* Examples of desired behaviors that supervisees may identify include mands
for a preferred item per hour, bites of food consumed per 30-minute lunch.

* Examples of undesired behavior that supervisees may identify include kicks
to furniture per 2-hour therapy session and curse words vocalized per hour.

. Duration: The elapsed time from beginning to the end of a response. Duration

can be reported cumulatively across a session by summing the duration of
responses across the observation session. Duration can also be reported as mean
duration per occurrence by averaging the duration of each occurrence of behav-
ior recorded.

* Supervisees should identify behaviors with a clear beginning and ending, and
those that occur for extended amounts of time are well-suited to duration.

» Examples of desired behaviors that supervisees may identify include pretend
play, reading, and staying in one’s seat.

* Examples of undesired behavior that supervisees may identify include tan-
trums and crying.

. Latency: The elapsed time from the signal to begin a response to the onset of that

response.

* Supervisees should identify behaviors with a clear signal to begin and a clear
onset of the response are well-suited to latency measurement.

* An example of desired behaviors that supervisees may identify includes
latency between asked to clean up and the onset of cleaning up toys.

* An example of an undesired behavior that supervisees may identify includes
latency between being told to put away a preferred item and the onset of a
tantrum.

. Percent Correct/Percent of Opportunities: The percent of total responses in

which a client made a correct response. To calculate percent correct, simply
divide the number of correct responses by the total number of responses and
multiply by 100%. The percent of incorrect responses per opportunities can be
calculated in a similar manner, although such data are rarely more useful than
reporting percent correct and it is recommended to report percent correct in most
cases. A similar approach is used to measure percent of opportunities. Percent of
opportunities is obtained by dividing the number of responses by the number of



Group Supervision Meeting 43

opportunities to response and multiplying by 100%. Percent opportunities reflect
the proportion of behaviors relative to the number of opportunities to engage in
that behavior.

Supervisees should identify behaviors that occur within a set of opportunities.
Typically, percent correct is only used to measure desired behaviors.
Examples of desired behaviors measured via percent correct that supervisees
may identify include percent of words read correctly or percent of numerals
tacted correctly.

Examples of desired behaviors measured via percent of opportunities that
supervisees may identify include percent of opportunities a client responded
to a question and percent of opportunities a client washed his hands after
using the restroom.

Examples of undesired behaviors measured via percent of opportunities that
supervisees may identify include percent of opportunities a client threw work
materials provided to her and percent of opportunities a student eloped from
the teacher when walking to the bus after school.

Discontinuous Measurement Systems

As you did with the continuous measurement systems, review with supervisees the
following discontinuous methods. Next, ask supervisees to identify situations in
which this measurement system may be well-suited and explain their justification.

1. Partial Interval Recording: The observer divides an observation session into
equal intervals (e.g., 10-second intervals). The observer records if the behavior
occurs during any part of each interval. Data are reported as percent of intervals.

Supervisees should identify that situations in which an overestimate of the
target behavior is acceptable are well-suited for partial interval recording.
Supervisees may also note that partial-interval recording is ideal for behav-
iors without a clear beginning and ending and for observers who are respon-
sible for observing multiple clients simultaneously or multitasking during the
observation session.

2. Whole Interval Recording: The observer divides an observation session into
equal intervals. Intervals should be brief (e.g., 5 seconds) because the observer
records if the behavior occurs throughout the entire interval. Data are reported as
percent of intervals.

Supervisees should identify that situations in which an underestimate of the
target behavior is acceptable are well-suited for whole-interval recording.
Supervisees may also note that whole-interval recording is also ideal for
behaviors without a clear beginning and ending and for observers who are
responsible for observing multiple clients simultaneously or multitasking
during the observation session.
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3. Momentary Time Sampling: The observer divides an observation session into
equal intervals records if the behavior occurs at the moment the interval ends.
Like the previous discontinuous measurement systems, data are reported as per-
cent of intervals.

* Supervisees should identify that situations in which an overestimate or under
estimate of the target behavior is acceptable are well-suited for momentary
time sampling. Like other discontinuous measurement systems, supervisees
may also note that is ideal when the observer must multitask during the obser-
vation session.

To obtain practice selecting a data collection method to the behavior of interest,
have your supervisees retrieve Operational Definitions: Examples and Nonexample
(Appendix B). Assign your supervisee into pairs. Instruct the pairs to review each
definition and determine which measurement system(s) would be a good fit for each
behavior. Distribute Data Collection Decision-Making Guide (Appendix A) to use
for this process. For most behaviors, multiple measurement systems may be suit-
able. In those cases, they should discuss what factors should be considered when
selecting among several measurement systems. When the pairs complete their activ-
ity, resume to the group and discuss their measurement system selections and
justifications.

Data Sheets

The last portion of your group meeting will involve introducing your supervisees to
the specific data collection materials you wish for them to use. In some settings,
these materials may be prescribed for supervisees by their field experience place-
ments. In other settings, supervisees may have he leniency to amend existing data
collection documents or even develop their own. We provide you with data collec-
tion documents; however, we encourage you to introduce supervisees to the specific
materials they will use in their settings if such materials will be prescribed for them.
Distribute Data Collection Sheets (Appendix C) or data sheets associated with the
field experience placement, and review how to use each document.

Interobserver Agreement

Begin by asking your supervisees the following questions to facilitate the discussion
of interobserver agreement.

1. What is reliability?
2. How is reliability different from validity and accuracy?
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* Supervises should identify that validity refers to if the measurement system
captures the phenomena of interest and accuracy refers to the how well mea-
surement system captured the actual behavior observed.

3. How can you improve reliability of measurement with your clients?

e Supervises should identify that well-designed measurement system and
proper training of the use of that measurement system should improve reli-
ability of behavior measurement.

Distribute Calculating IOA Practice (Appendix D) to your supervisees. One-by-
one, review with supervisees each method to calculate IOA. Begin by explaining the
IOA calculation method and then demonstrating calculating IOA for the first sets of
data together, modeling for supervisees how to use the calculation. Allow the super-
visees to calculate the second sets of data independently, but have them stop after
calculating this set and share their results to be sure they are calculating correctly. If
they calculated the second set correctly, allow them to calculate the remaining sets
independently and check answers as they complete their calculations. If they make
an error in calculating the second set, use subsequent sets for more modeling and
feedback. This activity only includes a small sample of methods to calculate
IOA. You may wish to replace or add to these methods IOA calculation methods that
are more frequently used in your supervisees’ settings.

Video Practice

Spend the last 15 minutes of your group supervision combining all of the practices
skills. We recommend you find a few online videos that include behaviors that are
likely to be measured at your supervisee’s field experience placement. For each
video, follow these steps.

1. Play the video without collecting data. Ask supervisees to simply observe the
target behavior.

2. After watching the video, develop an operational definition for the target behav-
ior and select an appropriate measurement system.

3. Provide all supervisees with the appropriate data sheet. Play the video again.
Have supervisees independently record data. You may need to spread supervis-
ees across the room so that their recording is not influenced by the visible behav-
ior of other supervisees.

4. As a whole group, ask supervisees to identify an appropriate method for calcu-
lating IOA. Once the method is selected, pair supervisees together in order to
calculate I0A.

5. As a whole group, share IOA scores. For those with IOA lower than 80%, dis-
cuss what could be improved about the measurement experience to improve IOA.

6. Optional: If you have enough time, use two or more measurement systems to
measure the same behavior. Encourage students to use at least one discontinuous



46 5 Operant Behavior and Measurement

measurement system to experience how such methods over- or overestimate the
behavior. Discuss the pros and cons of each measurement system used.

o N

Knowledge Check

1. What are the five characteristics of an operational definition?

2. What is continuous measurement? What are continuous measurement
systems? What are the advantages and disadvantages of continuous
measurement?

3. What is discontinuous measurement? What are discontinuous
measurement systems? What are the advantages and disadvantages of
discontinuous measurement?

4. What is latency?
kg‘,. Describe how to collect data using a percent of opportunities techniquej

- Homework for Tudividual Supervision without a Cliewt
EEE] 1. Tdewtify five client behaviors that are associated with the client’s goals
(i.e., those targeted for skill acquisition or behavior reduction).

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 30-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-05:00 Operational Definition Activity
05:00-15:00 Selecting Data Collection
15:00-30:00 | Client-Directed Activities

\4 -
|
/ Materials Needed IIL

e Appendix A: Data Collection Decision-Making Guide, 1 copy
e Appendix E: Selecting Data Collection Vignettes for Supervisees, 1 copy
e Appendix F: Selecting Data Collection Vignettes Answer Sheet, 1 copy
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Operational Definition Activity

Select one or two of the operational definitions written by your supervisee. Engage
in the behavior according to the definition and ask the supervisee whether the
response you engaged in matched the topography that they were envisioning. For
example, if the supervisee wrote an operational definition for sharing as a client
giving a toy to another person. While pretending to be the client, you could give an
item to the supervisee in a rough manner (not forceful enough to cause discomfort)
or pick up an item that you did not previously possess and give it to the supervisee
without relinquishing the item that you did possess. This will highlight that the defi-
nition lacked clarity because the way in which the client gives the item was not
specified nor was it specified that the item should be one that was possessed by the
client rather than a different nonpreferred item. This activity should lead to a discus-
sion of the importance of specificity and clarity with operational definitions.

Selecting Data Collection

Distribute Data Collection Decision-Making Guide (Appendix A) and Selecting
Data Collection Vignettes (Appendix E) to your supervisee. You may also wish to
have a copy of Selecting Data Collection Vignettes Answer Sheet (Appendix F) on
hand. Use the vignettes (or ones you develop) with the decision-making guide to
select a measurement system with your supervisee. We walk through the questions
for the first vignette. Repeat this process for each vignette to ensure your supervisee
has plenty of practice opportunities.

Client-Directed Activities

Now that your supervisee is familiar with writing operational definitions and select-
ing measurement systems, they must demonstrate these skills in relation to the cli-
ents with whom they work. The supervisee should present the two behaviors they
would like to target with their client. Together, you and your supervisee should
develop operational definitions for these responses. Provide the opportunity for
your supervisee to try to complete this task as independently as possible, but with
your guidance and feedback. Remember, your supervisee must behave to be shaped,
meaning they must contact the contingencies to learn how to be an effective behav-
ior analyst. Once the operational definitions are finalized, you and your supervisee
should select measurement systems for each response using the decision-
making guide.
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Homework for Individual Supervision without a Cliewt

1. Develop a data sheet for each of the two target behaviors.
2. At least 4% hours prior to your next meeting, provide your supervisor with
the data sheets.

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 1-hour supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity

0:00-5:00 Homework Review

5:00-45:00 Observe and Measure Selected Behaviors
45:00-60:00 Performance Feedback

\J -
|
/ Materials Needed IIL

e Supervisee-developed data sheets, 2 copies of each
e (Clipboard
e Pen/pencil

Homework Review

Prior to your meeting with your supervisee, they should have completed their home-
work: (a) selecting two behaviors of interest, (b) operationally defining those behav-
iors, (c) selecting at least two methods to measure those behaviors, and (d) preparing
two copies of each data sheet. They should have provided you with the copies of the
data sheet 48 hours prior to this meeting. Use this time to provide performance
feedback on these completed tasks. Next, ask your supervisee to train you to use the
methods of measurement selected. Together, plan what portion of the client’s ses-
sion you will conduct each measurement. Be sure to identify signals to one another
about when to start and stop each measurement system so that low IOA cannot be
attributed to misaligned observation start times.
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Observe and Measure Selected Behaviors

Join your supervisee’s session in person or via videoconference in order to observe and
measure the selected behavior simultaneously. Spend the first half of your observation
observing the first behavior and the second half observing the second behavior.
Communicate to your supervisee which method you are utilizing and when to start and
stop measurement. During this time, do your best to collect data independently of your
supervisee. You can do this by positioning yourself so that you cannot see each other’s
data sheet. Attempt to minimize your physical movement when recording a behavior so
that such movement does not signal to your supervisee to also record a behavior that the
supervisee may otherwise have not recorded.

Performance Feedback

After you observe your supervisee, provide them with your data sheets and ask your
supervisee to calculate IOA. Observe how your supervisee calculates IOA in order
to confirm accuracy of the calculation. If IOA fell below 100% for either measure-
ment, which is to be expected in most cases, discuss with your supervisees why you
may have recorded the same behavior differently. Perhaps the operational definition
or measurement system could be improved to address inadequate IOA. After dis-
cussing steps to take to improve the measurement approach, which will ultimately
improve IOA, provide your supervisee with performance feedback. Identify specific
behaviors in which the supervisee engaged that resulted in successful measurement.
Also provide specific feedback as to how your supervisee could improve their per-
formance in measuring behavior. When providing corrective feedback, include a
justification as to why a behavior needs to change. If time permits, you may offer to
model and/or role-play to improve behaviors in need of improvement. Finally, end
this session with the opportunity for your supervisee to ask questions.

Mastery Criteria

In order to progress from this lesson, your supervisee must accurately collect data
on two different client behaviors with at least 80% agreement. If this is not met, a
second individual meeting without a client with intensive role-play and feedback
should be scheduled followed by another opportunity to meet the mastery criterion.

Future Growth
% O Observe your supervisee collecting data on a different
\_— target behavior. Measure IOA.
= [0 Observer your supervisee collecting data using a different
measurement system. Measure IOA.
[0 Observe your supervisee teach a client’s caregiver or

another service provider (e.g., teacher) to collect data.
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Appendix A: Data Collection Decision-Making Guide

Will all instances
of the behavior
be recorded?

Continuous
measure

Discontinuous
measure

Will the observer’s
attention be
diverted?

Is it a free-operant
response?

Is the desired
directional change
for the behavior to
increase?

Is the response

discrete?

No| Yes No Yes
\4 \4 A A4
Partial Whole Moi?;rétal'y Duration F
interval interval . requency
sampling

Is the length of time
between the stimulus
and initiation of the

response important?

Is the accuracy of
responding
important?

No Yes —» Latency

Percent
correct/Per
opportunity
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Appendix B: Operational Definitions: Examples
and Nonexamples

Instructions: For each behavior, determine if the definition is operational. If not,
revise the definition so that it is operational.

1. Multiplication Facts: When shown a flash card of a multiplication problem with
a single digit multiplied by a single digit (e.g., “3 x 2 =), Charlotte vocalizes
the correct numeral (e.g., “6”).

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

2. Elopement: Juniper’s body is 3 feet or more from her assigned seat.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

3. Hands to Self: In the classroom, Marco keeps his hand to himself.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

4. Hand Flapping: Luke moves one or both hands with no intent to use them
functionally.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

5. Happiness: Zoe is happy at school.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:
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6. Tacting Colors: When presented with a colored flashcard and asked, “What
color?” Jana vocalizes the correct color name.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

7. Requests: Greyson requests his favorite leisure items.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

8. Responding to questions: When asked a question, Tanner provides a thorough
response.

Is this operational: Yes No
If not, please revise the definition so that it is observable and
measurable

9. Elopement: When the expectation to be in the classroom is implicitly or explic-
itly communicated, any portion of Sydney’s body crosses or has crossed the
threshold of the classroom door.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:

10. Curse Words: Jaxson vocalizes a curse word at a typical indoor voice volume.

Is this operational: Yes No
If not, please revise the definition so that it is observable and measurable:
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Appendix C: Data Collection Sheefs

Sample frequency count data sheet.

Client:

Observer One: Observer Two:

Behavior:

Instructions: Enter date, time observation began, and time observation ended. Tally each

behavior observed. If desired, utilize frequency count and observation duration to convert to rate.

Date Observation | Observation Frequency Count Tally
Start Time End Time
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Sample duration data sheet.

Client:

Observer One: Observer Two:

Behavior:

Instructions: Enter the time the behavior started and the time the behavior started. Use this to
calculate the total duration of the behavior in the final column. Use multiple entries per
observation period to calculate total duration across the observation session or multiple entries to

calculate the average duration per occurrence.

Date Behavior Start Time | Behavior End Time Duration
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Sample latency data sheet.

Client:

Observer One: Observer Two:

Behavior:

Instructions: Enter the time the signal cuing the behavior to begin was displayed and the time

the behavior actually began. Use this to calculate the latency in the final column.

Date Time of Signal for Time Behavior Latency
Behavior Began
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Sample percent correct data sheet.

Client:
Date:

Observer One:

Behavior:

5 Operant Behavior and Measurement

Time:

Observer Two:

Instructions: For each trial, circle if the client performed the behavior correctly or not. Use the

final column for additional anecdotal notes, as needed. Calculate percent correct on bottom row.

Perform
Trial Cir:ectl:f(‘l? Notes
1 Yes No
2 Yes No
3 Yes No
4 Yes No
5 Yes No
6 Yes No
7 Yes No
8 Yes No
9 Yes No
10 Yes No
11 Yes No
12 Yes No
13 Yes No
14 Yes No
15 Yes No
16 Yes No
17 Yes No
18 Yes No
19 Yes No
20 Yes No

Percent Correct:
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Sample percent of opportunities data sheet.

57

Client:

Date: Time:
Observer One: Observer Two:
Behavior:

Instructions: For each trial, circle if the client performed the behavior correctly or not. Use the

final column for additional anecdotal notes, as needed. Calculate percent correct on bottom row.

Opportunity E:li:;iz; Notes
1 Yes No
2 Yes No
3 Yes No
4 Yes No
5 Yes No
6 Yes No
7 Yes No
8 Yes No
9 Yes No
10 Yes No
11 Yes No
12 Yes No

13 Yes No
14 Yes No
15 Yes No
16 Yes No
17 Yes No
18 Yes No
19 Yes No
20 Yes No
Percent of Opportunities:
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Sample data sheet for discontinuous data collection: partial interval recording,
whole interval recording, or momentary time sampling. Note that example is for an
8-minute observation using 10-second intervals. This data sheet can be edited for
varying duration of observations and varying interval length.

Client:

Date: Time:
Observer One: Observer Two:
Behavior:

Partial-Interval Recording Instructions: For each interval, circle if the behavior occurred during
any part of the interval. Calculate percent intervals on the bottom row.

Whole-Interval Recording Instructions: For each interval, circle if the behavior occurred during
the entire interval. Calculate percent intervals on the bottom row.

Momentary Time Sampling Instructions: For each interval, circle if the behavior occurred

during the last second of the interval. Calculate percent intervals on the bottom row.

0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60

0:00-1:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

1:01-2:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

2:01-3:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

3:01-4:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

4:01-5:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

5:01-6:00 | Yes No | Yes No | Yes No [ Yes No | Yes No | Yes No

6:01-7:00 | Yes No | Yes No | Yes No [ Yes No | Yes No | Yes No

701-8:00 | Yes No | Yes No | Yes No | Yes No | Yes No | Yes No

Percent of Intervals:
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Appendix D: Calculating IOA Practice

Total Count IOA

Smaller Frequency Count x100

Larger Frequency Count

Use this method when behavior was measured with frequency count.

Practice Data Sets:

e Data Set One: Observer One measured 14 mands and Observer Two measured
12 mands.

* Data Set Two: Observer One measured 28 cans placed in the recycling bin and
Observer Two measured 26 cans.

e Data Set Three: Observer One measured 4 kicks to the furniture and Observer
Two measured 5 kicks.

» Data Set Four: Observer One measured 5 towels folded while doing laundry and
Observer Two measured 5 towels folded.

e Data Set Five: Observer One measured 43 cans placed on the shelves at the cli-
ent’s job at the grocery store and Observer Two measured 38 cans.

Total Duration IOA

Shorter Duration <100

Longer Duration

Use this method when behavior was measured with duration or latency.

Practice Data Sets:

e Data Set One: Observer One measured 36 minutes of in-seat behavior and
Observer Two measured 37.5 minutes.

e Data Set Two: Observer One measured 12.25 minutes of walking and Observer
Two measured 11.75 minutes.

* Data Set Three: Observer One measured 2.5 minutes of crying and Observer Two
measured 2.5 minutes of crying.

e Data Set Four: Observer One measured 6.5 minutes of mopping at the client’s
job and Observer Two measured 6.25 minutes.

* Data Set Five: Observer One measured 32.75 minutes of head placed down on
the desk during work time and Observer Two measured 30.5 minutes.
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Interval-by-Interval IOA

#of Intervals with Agreement y

Total #of Intervals

100

Use this method when behavior was measured with a discontinuous measurement system,

percent correct, or percent of opportunity measurement techniques.

Practice Data Sets One:

Sample momentary time sampling data sheet.

Client:
Date:

Mason

May 13

Time:

Observer One: Emily

1:15-1:20 pm

Observer Two: Jose

Behavior: In seat
0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60
0:00—-1:00 v v
1:01-2:00 v v
2:01-3:00 (%4
3:01-4:00
4:01-5:00 v
Client: Mason
Date: May 13 Time: 1:15-1:20 pm
Observer One: Emily Observer Two: Jose
Behavior: In seat
0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60
0:00—1:00 v v v
1:01-2:00 (%4 v
2:01-3:00 v
3:01-4:00
4:01-5:00 v
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Practice Data Set Two:
Sample partial interval recording data sheet.

Client: Damon
Date: May 14 Time: 10:25-10:10 am
Observer One: Victoria Observer Two: Brent
Behavior: Completing work at desk
0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60

0:00-1:00 v

1:01-2:00 v v

2:01-3:00 v v

3:01-4:00 v

4:01-5:00 v v v
Client: Damon
Date: May 14 Time: 10:25-10:10 am
Observer One: Victoria Observer Two: Brent
Behavior: Completing work at desk

0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60

0:00—1:00 (4 v

1:01-2:00 (4 4 v
2:01-3:00 v v

3:01-4:00 v

4:01-5:00 4 (4
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Practice Data Set Three:
Sample whole interval recording data sheet.

Client: Olivia

Date: October 19 Time: 2:30-2:35 pm

Observer One: Denise Observer Two: Kenny

Behavior: Crying

0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60

0:00—-1:00 v (%4
1:01-2:00 v v v
2:01-3:00 v v (%4
3:01-4:00 v v (%4
4:01-5:00 v v

Client: Olivia

Date: October 19 Time: 2:30-2:35 pm

Observer One: Denise Observer Two: Kenny

Behavior: Crying

0:00-0:10 | 0:11-0:20 | 0:21-0:30 | 0:31-0:40 | 0:41-0:50 | 0:51-0:60

0:00-1:00 v v v v
1:01-2:00 v v
2:01-3:00 v v (%4
3:01-4:00 v v v
4:01-5:00 (4 v
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Practice Data Set Four:
Sample percent of opportunities data sheet.

Client: Dylan

Date: March 3 Time: 1:00—-2:00 pm

Observer One: Yumiko Observer Two: _Julia

Behavior: Responding appropriately to question during job interview
Opportunity 1 X Opportunity 6 v
Opportunity 2 X Opportunity 7 v
Opportunity 3 v Opportunity 8 v
Opportunity 4 v Opportunity 9 v
Opportunity 5 v Opportunity 10 X

Client: Dylan

Date: March 3 Time: 1:00-2:00 pm

Observer One: Yumiko Observer Two: Julia

Behavior: Responding appropriately to question during job interview
Opportunity 1 X Opportunity 6 v
Opportunity 2 4 Opportunity 7 4
Opportunity 3 4 Opportunity 8 v
Opportunity 4 v Opportunity 9 (4
Opportunity 5 v Opportunity 10 X
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Practice Data Set Five:
Sample percent of opportunities data sheet.

Client: Abby
Date: September 30 Time: 9:00-9:20 am
Observer One: Daniel Observer Two: Tyrone

Behavior: Vocalizing correct answer to multiplication fact presented on flashcard

Flashcard 1 v Flashcard 6 (4
Flashcard 2 v Flashcard 7 X
Flashcard 3 v Flashcard 8 v
Flashcard 4 v Flashcard 9 v
Flashcard 5 v Flashcard 10 v

Client: Abby

Date: September 30 Time: 9:00-9:20 am

Observer One: Daniel Observer Two: Tyrone

Behavior: Vocalizing correct answer to multiplication fact presented on flashcard
Flashcard 1 v Flashcard 6 v
Flashcard 2 v Flashcard 7 X
Flashcard 3 v Flashcard 8 4
Flashcard 4 v Flashcard 9 v
Flashcard 5 v Flashcard 10 v
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1. Aki is conducting a parent training with Jeffery. Jeffery has expressed that he
wants his son to follow the instruction “clean up.” After gathering some addi-
tional information, Aki determines that Jeffery’s son does clean up his toys after
his father provides the instruction “clean up,” but it takes him a long time to start
cleaning.

2. Ms. Aguirre is a teacher in a first-grade classroom. She has a student who is
engaging in disruptive behavior in the form of throwing toys during free play.
She is the only teacher for a class of 30 students. During the free play time, stu-
dents are scattered across the classroom engaging in a variety of activities.

3. Jaylen has a client who engages in aggressive behavior in the form of hitting.
Jaylen works with the client one-on-one and is worried that his client will be
kicked out of his classroom if the behavior continues to occur. There is often a
30-second interval between each instance of the behavior.

4. Rylee is providing consultation services for a school district. She is observing a
student in classroom who engages in frequent negative vocalizations in the form
of crying and screaming. Rylee would like for the paraprofessional to collect
data on the negative vocalizations during the times in which Rylee is unavail-
able. The paraprofessional is assigned to the target student but is required to
multitask during specific activities.

5. Kyle flops to the ground and screams and cries (i.e., tantrum behavior) during
public outings with his mother. The behavior analyst has request for the mother
to collect data on these bouts of behavior.

6. Luis is conducting a small group activity with three clients. The activity is
arranged such that Luis and three clients are sitting at a horseshoe table and Luis
can easily observe all three clients. For one of the clients, Luis plans to develop
an intervention targeting on-task behavior. Luis plans to collect data on the cli-
ent’s behavior while implementing teaching trials.

7. Jasmine is teaching her client to emit the response “car” every time Jasmine
holds up a picture of a car and presents the instruction “what is it.”
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Appendix F: Selecting Data Collection Vignettes
Supervisor Answer Sheet

1. AKki is conducting a parent training with Jeffery. Jeffery has expressed that he
wants his son to follow the instruction “clean up.” After gathering some addi-
tional information, Aki determines that Jeffery’s son does clean up his toys after
his father provides the instruction “clean up,” but it takes him a long time to start
cleaning.

Let us practice walking through the decision-making guide.

1. Will all instances of the behavior be recorded?

(a) Yes, Jeffery observes his son’s behavior after he presents the instruction.
2. Is it a free-operant response?

(a) No, the behavior only occurs after the instruction is provided.

3. Is the length of time between the stimulus and initiation of the response
important?

(a) Yes, the goal is to decrease the lag time between the instruction and the
child initiating the cleaning task.
Best measurement technique: Latency

2. Ms. Aguirre is a teacher in a first-grade classroom. She has a student who is
engaging in disruptive behavior in the form of throwing toys during free play.
She is the only teacher for a class of 30 students. During the free play time, stu-
dents are scattered across the classroom engaging in a variety of activities.

Best measurement technique: Momentary time sampling

3. Jaylen has a client who engages in aggressive behavior in the form of hitting.
Jaylen works with the client one-on-one and is worried that his client will be
kicked out of his classroom if the behavior continues to occur. There is often a
30-second interval between each instance of the behavior.

Best measurement technique: Frequency

4. Rylee is providing consultation services for a school district. She is observing a
student in classroom who engages in frequent negative vocalizations in the form
of crying and screaming. Rylee would like for the paraprofessional to collect
data on the negative vocalizations during the times in which Rylee is unavail-
able. The paraprofessional is assigned to the target student but is required to
multitask during specific activities.

Best measurement technique: Partial interval
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5. Kyle flops to the ground and screams and cries (i.e., tantrum behavior) during
public outings with his mother. The behavior analyst has request for the mother
to collect data on these bouts of behavior.

Best measurement technique: Duration

6. Luis is conducting a small group activity with three clients. The activity is
arranged such that Luis and three clients are sitting at a horseshoe table and Luis
can easily observe all three clients. For one of the clients, Luis plans to develop
an intervention targeting on-task behavior. Luis plans to collect data on the cli-
ent’s behavior while implementing teaching trials.

Best measurement technique: Whole interval

7. Jasmine is teaching her client to emit the response “car” every time Jasmine
holds up a picture of a car and presents the instruction “what is it.”
Best measurement technique: Per opportunity
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Graphing

Data are a fundamental component of any behavior change program. Data are used
to make every decision within a behavior change program, regardless if that pro-
gram is to increase an adaptive behavior or reduce a challenging behavior. As dis-
cussed in Chap. 5, your supervisees will become experts in operationally defining
behavior and collecting data. However, raw data are difficult to manage and use for
decision-making. Graphical displays of those data will allow your supervisee to
make sense of their raw data by giving them the ability to summarize, interpret,
analyze, and communicate about their data. Consequently, it is important that your
supervisees master graphing skills early in their field experience.

Types of Graphical Displays

There are a number of graphical displays used in applied behavior analysis. In this
chapter, we will focus on those used most frequently by clinicians: line graphs and
bar graphs. However, we highly encourage you to place more emphasis on
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additional types of graphs (e.g., cumulative records, standard celeration chart, scat-
terplots) if your supervisees use any of these graphical displays frequently in their
field experience. The activities included in the group and individual supervision
meetings can be conducted with additional types of graphical displays if you wish
to substitute the graphs recommended for those activities with a different graphical
display.

Line graphs are formed by a series of data points across time and/or environmen-
tal conditions that are connected by a line. Each data point reflects a quantifiable
feature of the dependent variable in relationship to an independent variable. The line
connecting the data point can be examined among a variety of features such as level,
trend, and variability (What Works Clearinghouse [WWC], 2020). Line graphs offer
a great deal of variety to the user as several variations of a basic line graph are fre-
quently employed by behavior analysts. For example, a single line graph may
include multiple dependent variable data paths, or a single dependent variable under
two or more conditions (e.g., baseline and treatment).

Bar graphs provide a summary of data displayed in a bar or column. Because a
summary of data is displayed, rather than each individual datum point, bar graphs
boast the ability to present a large amount of data in an efficient manner. On the
other hand, bar graphs typically report mean or median scores, which precludes the
ability to analyze trend and variability within a data path.

Essential Graph Components

Regardless of the type of graph your supervisees opt to use, all graphical displays of
data must include several essential components. Before we review these essential
components, we want to first acknowledge that it is quite likely that your supervis-
ees are completing a field experience at an agency that uses data collection software
which automatically graph inputted data, with little onus on the clinician to create
the graph. While programs with such features can be an excellent contribution to the
professional work of behavior analysts, we highly encourage you to ensure that
your supervisees can create accurate and complete graphs with nonautomated soft-
ware such as Microsoft Excel. This recommendation is based on two factors. First,
we find that supervisees learning how to graph in this manner develops a better
understanding of graphical displays which leads to improved interpretation, analy-
sis, and communication regarding graphed data. Second, your supervisee is likely to
work in a variety of settings across their career, and likely many of these settings
will use different approaches to developing graphs. Some will use differing soft-
ware programs with graph automation others will rely on the clinician to develop a
graph using Microsoft Excel. Regardless of their field experience placement of
place of employment at any given moment in time, access to Microsoft Excel is
ubiquitous across employment settings. Therefore, if your supervisee develops the
skill of creating graphs in Microsoft Excel, they will be able to graph data at any
place of employment, regardless of the various specialized software available. We
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have supervised individuals who do not initially understand the benefit of learning
to graph in Microsoft Excel when their field experience offers software with an
automated graphing feature. Therefore, we encourage you to be proactive about
explaining the benefits of learning to graph.

The essential features of a graph include the following: (a) horizontal axis, (b)
vertical axis, (c) axis labels, (c) condition change lines, (d) condition labels, (e) data
points, (f) data path line, and (g) a figure caption (Cooper et al., 2020). In many
graphs, a key is also necessary. In most cases, the horizontal axis, or x-axis, will
represent passage of time. When creating graphs, clinicians should mark this pas-
sage of time in equal intervals. In most situations, clinicians do not measure a target
behavior 7 days a week. For example, if working in a public school, clinicians
would only collect data on weekdays, but not weekends. Be sure that supervisees
learn to create equal intervals across sessions, even when the spacing between ses-
sions is not constant (e.g., some sessions spaced 1 day apart and others spaced 3
days apart). The vertical axis, or y-axis, will display a range of a metrics measuring
the dependent variable (e.g., frequency or percent of intervals). In most cases, the
lower points, closer to the x-axis, will represent lower values and the higher points
will represent higher values. Similarly, in most cases, your supervisees will need to
mark equal intervals across the y-axis as well. In other words, if the y-axis depicting
frequency ranges from 1 to 20, then your supervisees would want to equally space
out markings on the y-axis perhaps by 2’s or 5’s. After creating each axis, clinicians
create concise, but clear labels.

Graphs typically contain at least two conditions; for example, a baseline and an
intervention condition. To indicate the change from one condition to another, the
graph should contain a vertical line from the x-axis to about the height of the y-axis.
Similarly, the conditions should be labeled clearly and concisely.

Clinicians should graph each data point so that it accurately reflects the time,
based upon its position along the x-axis, and value, based upon its position along the
y-axis. These data points will be connected with a line to create the data path. Data
markers are added to improve readability. Readability is easy to obtain when graph-
ing only one data path, but trickier as more data paths are added to a single graph.
Tinkering with data marker size, shape, and fill as well as with the width of the data
path line can maximize readability when graphing multiple data paths.

Figures require a concise caption statement that facilitates readers’ understand-
ing of the data presented. The publication manual of the American Psychological
Association (APA, 2020) provides excellent guidance for figure captions. In many
cases, a key (or legend) is also necessary to interpret the graph. This is the case in
which multiple data paths are displayed on a single graph. The key informs readers
as to which data path represents which behaviors.

In addition to the essential components of graphs, your supervisees should also
develop graphing habits that will lead to clearer displays of data that align with the
APA (2020) publication manual’s guidance for figures. Such features include the
use of only black ink, removal of gridlines, and removal of visible border lines from
the graph or other graph components. We provided a graph checklist (Appendix A)
summarizing all of the important features to include in a graph. You may use this
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checklist to provide feedback on your supervisees’ graphs. Alternatively, they may
use the checklist to self-evaluate.

Visual Analysis

Visual analysis is a methodical inspection of graphed data, typically conducted for
two reasons. First, to determine if a functional relation exists between independent
and dependent variables (Johnston & Pennypacker, 1980). Second, to determine if
changes in dependent variables are meaningful. A functional relation is when
change in the independent variable consistently and reliably produces a change in
the dependent variable. For example, if delivery of a client’s favorite snack, potato
chips, in response to mands for potato chips consistently and reliably increases the
rate of mands for potato chips, but placing mands for potato chips on extinction
consistently and reliability decreases the frequency of mands for potato chips, we
could conclude a functional relation between delivery of potato chips contingent
upon mands (independent variable) on the rate of mands (dependent variable).

Within Condition Analysis

Visual analysis involves first analyzing data within conditions and then across con-
ditions. Analyzing data within conditions consists of examining (a) the number of
data points, (b) level, (c) variability, and (d) trend (WWC, 2020). First, a clinician
must determine if there are a sufficient number of data points. They should ask
themselves, “Are there enough data to be confident that these data are an accurate
estimation of the actual behavior?” Clinicians must consider several factors when
asking this question. Generally, more data points across time increase the likelihood
of an accurate representation of the behavior, with more variable data necessitating
more data points compared to stable data. That being said, more data are not always
better. For example, maintaining a baseline condition means more data points, but
also equates to a longer latency to accessing intervention. In cases in which a lack
of intervention represents a risk to the client, a quicker transition to intervention
may be worth the loss of confidence in the data’s accuracy (Cooper et al., 2020).

When evaluating level, clinicians should ask themselves, “At what value on the
y-axis do these data congregate?” This is an easy question to answer among stable
data, but much more difficult with variable data. In most cases, a mean or median
level line can answer this question with sufficient accuracy.

When evaluating variability, clinicians should ask themselves, “To what extent
do the measures of this behavior across time produce different results?”” Cases in
which data points represent different results across time are considered variable and
those in which the data points are roughly about the same value on the y-axis are
considered stable. As mentioned previously, variable data give reason to doubt its
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accuracy. Ideally, data allow us to safely predict how a behavior would respond if no
changes are made to the environment (Kazdin, 1982). Stable data give us confidence
in this prediction with very few data points, but more data are required for a similar
level of confidence among variable data.

To evaluate trend, clinicians should ask, “What direction is this data path tak-
ing?” Trends are typically described by their direction and magnitude. The direction
can be described as increasing, decreasing, or zero trend; whereas magnitude can be
described as gradual or rapid (Kazdin, 1982; Roane et al., 2011; WWC, 2020). In
some cases, a trend cannot be determined. These cases include when data increase
then decrease (or vice versa), data are missing, or data are highly variable.

Across Condition Analysis

The next phase of visual analysis involves comparing data across conditions.
Generally, supervisees will need to note any differences in the level, trend, and vari-
ability across adjacent conditions. This analysis includes evaluating (a) immediacy
of change, (b) overlap, and (c) consistency across similar conditions, when appli-
cable (WWC, 2020). To evaluate immediacy of change, clinicians should ask, “How
quickly did the level in the subsequent condition change?” Immediate changes in
level indicate a stronger likelihood that a change in the independent variable (i.e.,
introduction, withdrawal, or modification of the independent variable) influenced
this change in the dependent variable. However, in some cases, interventions must
be applied over time to affect change. For example, changing to a healthier diet may
take several weeks to influence weight. Such a delayed effect should not always be
interpreted as a lack of functional relation.

Next, clinicians should ask, “How many of the data points overlap among the
adjacent conditions?” We can feel more confident that the change in the indepen-
dent variable influenced the change in the dependent variable when there is little to
no overlap among data points in adjacent conditions. On the contrary, more overlap
in data points between adjacent conditions leads to uncertainty of the functional
relation.

In cases in which any condition is implemented two or more times, for example,
in an ABAB design, a clinician should ask, “Are the data in both X conditions simi-
lar?” For example, if analyzing an ABAB design in which A represents baseline
and B represents intervention, a clinician would ask, “Are the data in both baseline
conditions similar?” and “Are the data in both intervention conditions similar?”
Data that consistently respond to identical changes in the independent variable
indicate a higher likelihood of a functional relation. The more repetitions of condi-
tions resulting in similar changes in dependent variables, the more confidence a
clinician can have in the functional relation between the independent and depen-
dent variables.
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Experimental Designs

Experimental designs allow one to demonstrate a functional relation between inde-
pendent and dependent variables. At this point in their careers, it is highly unlikely
that your supervisees will be planning and executing experimental research. Rather,
it is likely that they will need to employ experimental designs for clinical purposes
and need to be critical consumers of research. As a result, we have limited this por-
tion of their field experience to discuss the concepts associated with experimental
control to the following designs: AB, ABAB, and multielement.

Behavior analysts strive to exert control over a behavior; that is, to control when
the behavior occurs or does not occur (Baer et al., 1968). In order to demonstrate
this functional relation between variables, also described as experimental control,
supervisees must first understand the components of experimental designs. In order
to demonstrate a functional relation, a study must have internal validity. Internal
validity is the demonstration that the independent variable, as opposed to confound-
ing variables, consistently and reliably produces changes in the dependent variable
(Horner et al., 2005). External validity, on the other hand, refers to the degree to
which the results of any evaluation are generalizable to other settings, participants,
or behaviors (Horner et al., 2005). Experiments should aim to have strong internal
and external validity.

The two most defining features of single-case designs are that the participant
serves as their own control and the use of repeated measures. In other words, the
participant’s behavior under one condition is compared to that same participant’s
behavior under another condition. Moreover, measurement of the dependent vari-
able, typically an observational measure, is repeated within conditions and condi-
tions are conducted multiple times for increased experimental control. For a full
description of the features of single-case designs and concepts related to experimen-
tal design, see Horner et al. (2005) and WWC (2020).

ABAB Design

The ABAB design, also referred to as a reversal or withdrawal design, is a powerful
design to demonstrate a functional relation (Kennedy, 2005). With an ABAB design,
the letter A represents one condition, and the letter B represents a different condi-
tion. Frequently, those are baseline and intervention, respectively. Condition A
(e.g., baseline) involves repeated measure of a behavior, which allows clinicians to
predict how the behavior will continue to occur if no environmental changes are
made. In Condition B (e.g., intervention), the behavior is repeatedly measured under
a new condition. If the behavior changes course, this provides evidence of a func-
tional relation between the environmental changes associated with the two
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conditions. To verify this hypothesis, each condition is repeated. Each time the
behavior responds similarly across Condition A (e.g., baseline) and changes consis-
tently across Condition B (e.g., intervention), this more strongly suggests a func-
tional relation (Risley, 2005).

AB Design

The AB design is a modification of the ABAB design. As the name implies,
Condition A and Condition B are conducted only once, allowing only one opportu-
nity to analyze across conditions. This lack of replication of each condition pre-
cludes the ability to validate a functional relation. However, what an AB design
lacks in experimental control, it gains in practicality. In clinical and educational
settings, a return to a baseline condition presents obvious limitations. Once a client
is making meaningful gains on a goal, it is difficult to justify to caregivers and stake-
holders a return to baseline conditions in which the client’s behavior was most likely
subpar. Clinicians must determine on a case-by-case basis if the benefits of an AB
design outweigh the drawbacks. Some factors may be taken into consideration.
First, the ethics of reinstating a condition in which the client’s behavior was subop-
timal. If the baseline condition involved high rates of behavior that pose risk to the
client or others, it is likely unethical to reinstate this condition (Cooper et al., 2020).
Second, if a supervisee is using an intervention with significant scientific support,
such as functional communication training (FCT), an assumption that this scientifi-
cally supported intervention caused change in the dependent variable is safe to make.

Multielement Design

The multielement design involves a fast alternation between two or more condi-
tions. The multielement design is well suited to comparing the effectiveness of two
or more treatments on a behavior (Kennedy, 2005). The multielement design has
several advantages in comparing two or more treatments relative to an ABCBC
design. That is, the evaluation can be done much more quickly with a multielement
design rather than an ABCBC which requires stable responding across several con-
ditions before a comparison can be made. Moreover, the rapid alternation between
treatments within a multielement design controls for the threat of maturation to
internal validity. The multielement design is discussed in more detail in Chap. 9
because it is the most prominent design used within a functional analysis (Beavers
et al., 2013).
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Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-15:00 Graphs: Essential Components and Features
15:00-35:00 | Graphing Practice

35:00-50:00 | Visual Analysis Practice

50:00-55:00 | Experimental Designs

55:00-60:00 | Knowledge Check

\J -
|
/ Materials Needed III-

Appendix A: Graph Component Checklist, 18 copies for each supervisee

Appendix B: Sample Graphs, one copy per supervisee or presented on
PowerPoint slides
Appendix B: Sample Graphs Answer Sheet, one copy for supervisor
Appendix C: Graphing Practice Raw Data Sets, one copy per supervisee or
presented on PowerPoint slides

e Appendix D: Graphs for Visual Analysis Practice, one copy per supervisee or
presented on PowerPoint slides

e Laptop or tablet with Microsoft Excel, one per supervisee

Reading Assignments

At least 1 week prior to the group supervision meeting, assign your supervisees to
read about the subject. Below is a list of recommended assigned readings.

e Horner et al. (2005)

¢ Kazdin (2019)

e Watts and Stenhoff (2021)
e WWC (2017)

Graphs: Essential Components and Features

Begin by asking your supervisees why behavior analysts graph data. Next ask them
to share their experience graphing. What responsibilities have they maintained in
relation to graphing? Perhaps some have created graphical displays of raw data with
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software with automated graphing or with Microsoft Excel. Others may have expe-
rience analyzing graphed data as well.

Transition the discussion to the types of graphical displays. Ask your supervisees
to list the type of graphs they have used in their own practice. We anticipate that
most will have experience with line and bar graphs, but if not, inform them that they
will frequently use line and bar graphs, but there are many possible graphs to use.
Display the line and bar graphs provided in the PowerPoint slides while pointing out
the distinctive features of both graphs. Ask supervisees to share ideas of when a line
or bar graph may be the best suited graphs for displaying their client’s data.

Review the essential features of a graph. Do so by displaying a sample AB graph
(one is provided in the PowerPoint slides for this chapter) and point out the follow-
ing essential components: (a) horizontal axis, (b) vertical axis, (c) axis labels, (c)
condition change lines, (d) condition labels, (e) data points, (f) data path line, and
(g) a figure caption. As you point to each feature on the example graph, ask your
supervisees to explain why the inclusion of that component, for example, axis
labels, are considered essential. Additionally, provide tips for constructing a graph
with these components. For example, you could note that the horizontal axis typi-
cally represents the passage of time and should be marked in equal intervals. After
reviewing the essential graph components, discuss the additional good habits of
graphing: (a) using only black ink, (b) removal of gridlines, (c) removal of border
lines, and (d) any other graphing habits you would like your supervisees to adopt.

Next, distribute the Graph Component Checklist (Appendix A) to your supervis-
ees. This is a checklist to use to ensure that graphs contain essential components and
features. Read through each component or feature to confirm that your supervisees
understand each listed and could use this checklist independently. Next, display the
first of the eight graphs in Sample Graphs (Appendix B; also presented in the
PowerPoint slides). Model using this checklist to rate the graph. Next, display the
second of the eight graphs and ask your supervisees to independently rate the graph
using the checklist. After providing about a minute to do so, ask supervisees to share
their scores. Praise correct application of the checklist and reteach areas in which
several supervisees incorrectly applied the checklist. You may wish to have them
evaluate the third graph with your guidance, based on the number of errors made
with the second graph. When you believe your supervisees are ready to evaluate the
remaining graphs, give them access to the remaining graphs (printed Appendix B or
via PowerPoint slides) and allow them to evaluate all graphs before reconvening the
group. When you reconvene the group, share scores for each graph, one at a time.
As before, praise correct application and reteach as necessary. For your conve-
nience, Sample Graphs Answer Sheet (Appendix B) summarizes the errors in each
of the graphs.
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Graphing Practice

Now that your supervisees are well versed in the essential components and features
of a graph, give them the opportunity to graph raw data sets. Graphing Practice Raw
Data Sets (Appendix C) contains ten data sets. Model for your supervisees how to
graph the first data set. Begin with a blank Microsoft Excel spreadsheet so they can
observe the process from start to finish. If your graphing skills could use some
updating, we recommend the following articles to help you improve your skills:
Chok (2019), Deochand (2017), and Watts and Stenhoff (2021). After you complete
the graph, return to the Graphing Component Checklist (Appendix A) and apply
those criteria to your graph so that supervisees see how you addressed each item on
this checklist. Demonstrate as many graphs as you feel necessary and then allow
supervisee to graph the remaining independently. When you instruct them to graph
the remaining data sets, be sure to inform them that it is in their best interest to cre-
ate each graph from a blank sheet, rather than copy and paste a completed graph and
change the data or save the first graph as a template. More practice will lead to more
fluent skills! Give them sufficient time to graph all data sets so they will not be
encouraged to shortcut this learning experience.

After your supervisees complete their graphs, ask them to partner up with another
supervisee to check one another’s work. They will use their remaining Graph
Component Checklist forms (Appendix A) to check their peer’s graph. After they
check the graphs, ask them to report back to one another what errors need to be cor-
rected in future graphs.

Visual Analysis Practice

Review with your supervisees the steps to visual analysis. Begin by reviewing how
to analyze within conditions, by examining the following: (a) the number of data
points, (b) level, (c) variability, and (d) trend. Next review how to analyze across
conditions, by examining (a) immediacy of effect, (b) overlap, and (c) consistency
across similar conditions, when applicable. Provide your supervisees with Graphs
Sfor Visual Analysis Practice (Appendix D) or present the graphs in the provided
PowerPoint. As you present the first graph, model for your supervisees how to ana-
lyze the graph by evaluating first within conditions and next across conditions. After
you complete your analysis, report if there is a functional relation between the inde-
pendent and dependent variable. Display the second graph and call on a supervisee
to do each of the seven evaluations, praising correct evaluations and correcting
errors. You may wish to conduct more modeling and group analyses based on your
supervisees’ expertise with visual analysis. When you feel they are ready, instruct
your supervisee to complete the visual analysis for the remaining graphs in Graphs
for Visual Analysis Practice (Appendix D). After they complete the visual analysis,
quickly review their final decision regarding the functional relation between the
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independent and dependent variables. Some graphs in this handout have clear func-
tional relations or clearly lack a functional relation; others are not as clear. As a
result, expect a variety of responses from supervisees on the same graph and use
those opportunities to allow supervisees to vocalize how they came to their conclu-
sions and correct errors you may observe.

Experimental Designs

Begin the brief review of experimental designs by asking your supervisees to review
concepts. First, ask a volunteer to define internal validity, then external validity, and
finally experimental control. Discuss with them the value of demonstrating a func-
tional relation in the field of behavior analysis.

Next, ask volunteers to describe the defining features of a single-case design.
Confirm that supervisees identify that participants serve as their own control and the
use of repeated measures. Correct any erroneous descriptions of features. When
discussing that a participant serves as their own control, be sure to emphasize that
the term participant can be misleading. In fact, the term single case means that the
case (often, but not always, a single participant) can actually be a group of people,
such as an entire classroom of students. Inform them that you will limit today’s brief
review to the three most common designs they will employ in practice.

For the ABAB design, ask for a volunteer to describe the design as they would to
a student on the first day of their single-case design course in graduate school. Next,
ask for a volunteer to describe how this design provides experimental control. After
thoroughly discussing the ABAB design, inform students that they may frequently
use a modification, the AB design, in clinical practice. Ask them to identify the
benefits and limitations of this design. Finally, call for volunteers to provide an
identical discussion of the multielement design, first describing the design to a stu-
dent in a single-case design graduate course and then describing how the design
protects against threats of internal validity.

/.ﬂ I

Knowledge Check

1. What are the benefits of graphing?
2. Inaline graph, what is typically plotted along the vertical axis? And the
horizontal axis?
3. True or false: graphs should include gridlines.
4. What are the four questions asked during visual analysis within conditions?
K5. Define internal and external validity.
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Homework for Individual Supervision without a Cliewt

EEH| 1. Go to wwwsivglecaseory. Complete the visnal analysis practice for ABAR
designs. Print the results page and bring o the vext supervision meeting,

o Tdeally at least 207 of your ratings will exactly match (green) or within
=/-1 (yellow). If vot, more practice is warranted.

2. Go to www.singlecase.org. Complete the visual analysis practice for
alternating treatments (i.e., multiclement) designs. Print the results page
and bring +o +the next supervision meeting,

o Tdeally at least 2070 of vour ratings will exactly match (green) or within
=/-1 (yellow). If vot, more practice is warranted.

Individual Supervision Meeting without Without a Client

Below is a plan for activities to incorporate into a 50-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-10:00 Homework Review
10:00-25:00 | Graph Raw Data
25:00-35:00 | Evaluate Graphs
35:00-45:00 Visual Analysis

45:00-50:00 | Data-Based Decision-Making

\d -
|
/ Materials Needed IIL

e Raw data for two of your supervisee’s clients, at least three goals per client
(total of six raw data sets)
Appendix A: Graph Component Checklist, six copies
Computer for both supervisee and supervisor

Homework Review

Your supervisee should bring two result printouts from singlecase.org to the meet-
ing. Remind them of the goal: 80% of their responses to be exact matches (green) or
within +/— 1 (yellow). If either of the two practices fell below that, open the website
and begin another round of practice, but do so together. Model for your supervisee
how you would analyze each graph. You do not need to compete the entire practice,
but provide enough modeling to correct any potential errors leading to subpar
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scores. If you have time, allow them to score some graphs while thinking aloud so
you can praise correct analyses and correct any errors you observe.

Graph Raw Data

Your supervisee will bring at least six raw data sets to the meeting. It is likely that
these data sets are already graphed for analysis of the client’s educational or behav-
ioral program. For the purpose of building fluency with graphing skills, instruct
your supervisee to graph each data set, beginning with a blank Microsoft Excel
spreadsheet. During this time, provide help only as needed. The hope is your super-
visee is fairly well versed in graphing and will need minimal assistance.

Evaluate Graphs

After your supervisee completes all six graphs, they should send them to you elec-
tronically so you can look at them simultaneously. Number the graphs 1 to 6.
Independently evaluate the graphs using the Graph Component Checklist (Appendix
A). Remind them not to edit the graph when they find errors because this exercise is
designed to evaluate the interrater reliability between evaluations; therefore, you
and your supervisee need to evaluate the same version of each graph. After you both
evaluate all six graphs, return to Graph 1. Review your checklist together. Identify
any discrepancies between your ratings and discuss those until you reach a consen-
sus. Next, determine which items on the checklist need revision. As you identify
these components and features, be sure to elaborate as to why the graph component
is essential and provide helpful tips for your supervisee to keep in mind next time
they graph (e.g., “T always walk away from my graph for at least 30 minutes, then
come back with a fresh pair of eyes to confirm is it clear and easy to read.”). After
the evaluation process is complete, allow your supervisee time to correct the graphs
before moving to visual analysis.

Visual Analysis

Once the graphs are perfected, you will visually analyze the graphed data. Begin
with Graph 1. Ask your supervisee to answer the four questions regarding within
condition analysis:

1. Are there enough data to be confident that these data are an accurate estimation
of the actual behavior?
2. At what value on the y-axis do these data congregate?



82 6 Graphing, Interpreting Graphs, and Experimental Designs

3. To what extent do the measures of this behavior across time produce different
results?
4. What direction is this data path taking?

Provide support by praising correct analyses, correcting errors, and answering
their questions. Next, ask your supervisee to answer the three questions correspond-
ing with across condition analysis:

1. How quickly did the level in the subsequent condition change?
2. How many of the data points overlap among the adjacent conditions?
3. Are the data in both X conditions similar? (If applicable)

We understand that in some educational and clinical programs in which your
supervisees may be completing field experience, collecting baseline data may not be
standard practice. Therefore, it is possible that your supervisee will have data on
behavior under only one condition (i.e., intervention). If this is the case, use this
opportunity to emphasize the importance of collecting baseline data. Unfortunately,
your supervisee will not be able to practice visual analysis across conditions if they
only have data corresponding to a single condition.

Data-Based Decision-Making

End the meeting by using the recently graphed data to make decisions about the cli-
ent’s program. After thoroughly reviewing each graph, ask your supervisee this very
simple question about each set of graphed data, “What should you do next?” In
some cases, the data will indicate that maintaining the current treatment will likely
lead to a mastered goal in a reasonable timeframe; therefore, no changes to the pro-
gram are indicated. In other situations, perhaps data are changing in the intended
direction, but not at an acceptable rate; therefore, changes to the client’s program
may still be indicated. In some cases, behavior changes may be opposite of what
was intended (e.g., challenging behavior is increasing when the intervention was
intended to reduce challenging behavior). In other words, some analyses may indi-
cate minor tweaks to a program, and others may indicate a major overhaul of the
program. For each graph, determine what changes, if any, are indicated by the data.

The point of this exercise is not to identify the exact changes to be made. Those
will need to be done with the entire team of clinicians working with this client. On
the contrary, the purpose of this activity is to facilitate your supervisee in learning
how to accurately and consistently visually analyze data so that they will know
when to alert the intervening team of clinicians about a possible need for revision to
the behavior program. If your supervisee identifies the potential need for changes in
the client’s treatment programs, remind them that such changes are to be discussed
with the client’s team. Your supervisee should not misinterpret this activity as
authority to implement changes without the approval of the client’s entire interven-
ing team of professionals. That being said, do seize the opportunity to assist your
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client in brainstorming what variables may need to be changed in the client’s treat-
ment program and how to do so in a way that would allow your supervisee to draw
conclusions about the effect of those changes on the client’s behavior.

Homework

As you will see below, the individual supervision meeting with a client will not
reflect the activities associated with this chapter. Therefore, no homework will be
assigned.

Mastery Criteria

Typically, mastery criteria evaluations are conducted within the individual supervi-
sion meeting with a client. However, graphing and visual analysis rarely take place
with a client, so the individual supervision meeting with a client will not involve
these skills. Therefore, the evaluation will take place prior to that meeting.

In order to progress from this lesson, your supervisee must (a) complete the
visual analysis practice for ABAB designs at www.singlecase.org with at least 80%
of ratings as an exact match (green) or within +/— 1 (yellow) and (b) complete the
visual analysis practice for alternating treatment (i.e., multielement) designs at
www.singlecase.org with at least 80% of ratings an exact match (green) or within
+/— 1 (yellow). If either of these is not met, additional supervision meetings without
a client with for additional instruction and practice should be scheduled.

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 45-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity
0:00-30:00 Supervision Observation: Procedural Fidelity Checklist
30:00-45:00 | Review Observation and Provide Feedback
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\d -
|
/ Materials Needed IIL

e Supervision Observation: Procedural Fidelity Checklist (see Chap. 3),
one copy

e Clipboard

e Pen/Pencil

Observation

Use the Supervision Observation: Procedural Fidelity Checklist to conduct an
observation of your supervisee providing services to a client. We recommend
observing for at least 30 minutes. Feel free to observe as long as you feel necessary
to be able to provide helpful feedback to your supervisee.

Review Observation and Provide Feedback

You should review and provide feedback at a time when you and your supervisee
can allocate all of their attention to the conversation. Most likely, this will take place
after your observation, with no clients present. We recommend scheduling the feed-
back discussion as soon as possible. When providing feedback, aim to provide more
specific praise than corrections. Model behavior you are asking your supervisee to
change. Give your supervisee ample time to role-play how to appropriately imple-
ment any changes you suggest. Provide sufficient time for your supervisee to ask
questions. We are aware that the length of this meeting is dependent upon how much
feedback needs to be delivered, so it may be shorter or longer than the recom-
mended 15 minutes.

Future Growth
‘ — O Evaluate your supervisee’s ability to create additional
\— graphs (e.g., bar graphs, cumulative records, standard
- celeration chart)
O Review multiple baseline designs with your supervisees.
Have them meet the aforementioned criteria for
evaluating multiple baseline designs at

www.singlecase.org.
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Appendix A: Graph Component Checklist

Supervisee: Date:

Rater (circle one):  Supervisee Self-Evaluation Supervisor Feedback
Component or Feature Correct Notes

Horlzontal axis marked in equal Y N

intervals

Horizonal axis label Y N

Vertical axis Y N

Vertical axis marked in equal intervals Y N

Vertical axis range is appropriate to data v N

displayed

Cpndltlon change lines (if 2+ conditions Y N NA

displayed)

Cpndltmn labels (if 2+ conditions v N NA

displayed)

Data points with appropriate markers Y N

Data path with appropriate line Y N

Figure caption that is informative and v

concise

Key (when applicable) Y N N/A

Graph is made in Microsoft Excel Y N

Graph is in black ink only Y N

Graph does not contain gridlines Y N

Graph does not contain visible border v N

lines
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Appendix B: Sample Graphs
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Fig. B.1 Percent of 10-second intervals in which Simon engaged in aggression across baseline
and intervention conditions
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Fig. B.2 Frequency of mands for assistance across baseline and intervention conditions
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Fig. B.3 Frequency of disruptive behavior during baseline, noncontent reinforcement (NCR), and
differential reinforcement of alternative behavior (DRA)
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Fig. B.4 Percent of multiplication facts answered correctly across baseline, and FRS schedule of
reinforcement, and an FR 1 schedule of reinforcement
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Fig. B.5 Percent of multiplication facts answered correctly across baseline, and FRS schedule of
reinforcement, and an FR 1 schedule of reinforcement
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Fig. B.6 Percent of multiplication facts answered correctly across baseline, and FRS schedule of
reinforcement, and an FR 1 schedule of reinforcement



Appendix B:

100
90
80
70
60

Rate
g

40
30
20

Sample Graphs

Baseline

Fig. B.7 Rate of behavior

Intervention

N
6 7 8 9 10 1" 12

Sessions

Percent of Intervals

-
N W A OO N © © O

-

6 7 8 9 10 1 12
Sessions

Fig. B.8 Percent of intervals under A and B conditions

89



90 6 Graphing, Interpreting Graphs, and Experimental Designs
Appendix C: Sample Graphs Answer Sheet

Figure B.1:

e Vertical axis range (should be 0-100%)
e Missing condition labels

Figure B.2:

* Horizontal axis is not in equal intervals
e Missing the vertical axis label
 Gridlines are visible

Figure B.3:

e Border lines need to be removed

e Data markers need to be differentiated so that one can determine which data
path represents what variable in the second phase

e The key is missing

Figure B.4:

e Horizontal axis labels are missing

e Vertical axis labels are missing

e The condition change line is missing
e The condition labels are missing

Figure B.5:

» Data markers need to be revised so that one can distinguish between the two
data paths (suggested to increase size of marker and select markers more eas-
ily differentiated)

¢ Data path needs to be revised so that one can distinguish between the two data
paths (suggested to decrease the thickness of the line so that marker shapes
are more distinguishable)

Figure B.6:

e Graph should only use blank ink
e The vertical axis is missing
e The condition change line is missing

Figure B.7:

e The vertical axis range is too large. It should be scaled 1-3
e The figure caption is unclear
e The vertical axis label is unclear
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Figure B.8:

Condition labels are unclear

Data makers need to be revised because it is unclear if this is the same behav-
ior graphed in the first and second conditions

The vertical axis range is likely inaccurate. If graphing the percent of inter-
vals, the values would likely range closer to 0—100%

The figure caption is unclear
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Appendix D: Graphing Practice Data Set
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Data Set One: Percent of intervals

1 2 3 4 5 5 6 8 9
Baseline 100 100 80 100
Intervention 30 25 50 30 10
Data Set Two: Percent of trials
1 2 3 4 5 5 6 8 9
Baseline 10 10 5
Intervention 50 50 60 70 60 80
Data Set Three: Rate
1 2 3 4 5 5 6 8 9
Baseline 1.2 1 14
Intervention 0.5 0.2 0.3 0.4 0.2 0.1
Data Set Four: Duration (in seconds)
1 2 3 4 5 5 6 8 9
Baseline 30 45 45
Intervention 120 200 240 240 120 300
Data Set Five: Frequency
1 2 3 4 5 5 6 8 9
Baseline 0 1 1
Intervention 3 3 6 4 6 4
Data Set Six: Percent of trials
1 2 3 4 5 5 6 8 9
Baseline 10 0 10
Intervention 30 30 50 50 40 50
Data Set Seven: Rate
1 2 3 4 5 5 6 8 9
Baseline 1 1 1.3
Intervention 1 1 1.3 1 1.5 1 1
Intervention 2 0.2 0.3 0 0 0.2 0.3
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Data Set Eight: Duration (in minutes)
1 2 3 5 5 6 8 9
Baseline 2 4 2
Intervention 1 5 4 6 4 6
Intervention 2 12 13 12 14 15
Data Set Nine: Percent of intervals
1 2 3 4 5 5 6 8 9
Baseline 100 100 100
Intervention 1 80 90 70 80 90 80
Intervention 2 30 40 30 50 20 20
Data Set Ten: Frequency
1 2 3 5 5 6 8 9
Baseline 7 8 12
Intervention 5 0 5 3 2
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Appendix E: Graphs for Visual Analysis
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Fig. E.1 Rate of disruptive behavior across baseline and intervention conditions

100 1

80 +

70 4

50 4

40 1

Percent of Intervals

30 ¢+

20

Baseline

Intervention

Baseline

Intervention

7 8 9

10 11
Sessions

12 13

14

15

16

17 18 19 20

Fig. E.2 Percent of intervals with target two-word mands across baseline and intervention

conditions



Appendix E: Graphs for visual Analysis

Baseline

a0 +
80 +
70 4
60 +
50 4

40 1

Percent of Intervals

30 ¢+

20

Intervention

Baseline

95

Intervention

7 8 9

10 11 12 13 14 15
Sessions

16

17 18 19 20

Fig. E.3 Percent of intervals with property destruction across baseline and intervention conditions

Baseline
100

90 + & ]
80 +
60 +

50 +

Responses per Minute

30 ¢+

20

Intervention

Baseline

Intervention

10 11 12 13 14 15
Sessions

Fig. E.4 Percent of intervals with crying across baseline and intervention conditions



96

Percent of Opportunities
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Fig. E.5 Percent of opportunities in which the client correctly responded to a greeting across
baseline and intervention conditions
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Fig. E.6 Percent of opportunities in which the client responded to his name by orienting to the
speaker across baseline and intervention conditions
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Fig. E.7 Percent of opportunities in which the client engaged in self-injury across baseline and
intervention conditions
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Fig. E.8 Percent of opportunities in which the client correctly reported his address across baseline
and intervention
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Fig. E.9 Percent of opportunities in which the client correctly reported his address across baseline
and intervention
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Fig. E.10 Percent of opportunities in which the client correctly reported his address across base-
line and intervention
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Descriptive Assessment of Challenging
Behavior
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Functional Behavior Assessment

A functional behavior assessment (FBA) is a process to identify the function of
challenging behavior. As a result, your supervisees will undoubtedly conduct count-
less FBAs in their careers. Further, many supervisees are likely to have participated
in an FBA to some degree prior to addressing this topic in their field experience.
Learning to conduct FBAs is a critical skill for clinicians because conducting FBAs
enable them to develop function-based interventions to reduce challenging behav-
ior. The three steps to conducting an FBA are as follows:

1. Collect information on the challenging behavior using descriptive assessments.
2. Develop a hypothesis regarding the function of challenging behavior.
3. Experimentally evaluate the hypothesis with a functional analysis.

Although all FBAs will follow these three general steps, the specific assessments
used in the initial phase of the process are not prescribed. On the other hand, an FBA
should always conclude with a functional analysis. As we will discuss in this chap-
ter, nonexperimental indirect and direct assessments can provide your supervisees
with helpful information, but cannot reliably identify a function of challenging
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behavior (Fee et al., 2016; St. Peter et al., 2005; Thompson & Iwata, 2007).
Therefore, a functional analysis is a necessary component to the FBA to identify a
function and develop appropriate, effective function-based interventions. With this
chapter, your supervisees will develop a solid understanding of the process of an
FBA and explore indirect and direct assessments of challenging behavior. Due to
the importance of functional analyses to the process of an FBA, we have reserved
two chapters specifically for functional analyses (see Chaps. 9 and 10).

Descriptive Assessments

The first step in conducting an FBA is to gather information about the challenging
behavior, which can be accomplished via descriptive assessments. At a minimum,
the first phase of an FBA should provide supervisees with information about (a) the
topography of challenging behavior, (b) antecedents correlated with the occurrence
of challenging behavior, (c) consequences correlated with the occurrence of chal-
lenging behavior, and (d) insight into safety protocols that should be put into place
during the functional analysis. In this initial phase, your supervisees should also aim
to gain a better understanding of the client, particularly if this is the first interaction
the supervisee will have with the client. For example, supervisees should obtain
additional information about the client’s communication skills, preferences,
strengths, and abilities.

Indirect Assessments

Indirect assessments are those that do not involve the direct observation of the
behavior. Instead, these assessments involve the use of an informant who is familiar
with the client and the targeted challenging behavior. Your supervisees may use a
myriad of indirect assessments, such as interviews and rating scales.

Behavioral Interviews We recommend supervisees begin the FBA process
with a behavioral interview. This open-ended format allows clinicians to gather a
great deal of potentially relevant information from respondents (Reese et al., 2003).
Behavioral interviews can be conducted with any person familiar with the client and
the targeted challenging behavior; therefore, parents, caregivers, teachers, and ser-
vice providers often make excellent interview respondents. In some cases, it may
also be helpful to interview the client for whom the FBA is being conducted. For
example, older clients with sufficient communication skills and an expressed desire
to change their own behavior may be excellent candidates to serve as informants in
a behavioral interview.
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A number of interviews are available for your supervisees to use. See Hanley (2012)
and O’Neill et al. (2014) for examples. While we have no reservations with clini-
cians developing their own behavioral interviews, we suggest that your supervisees
begin their interview experience with existing interviews. As new clinicians, your
supervisees will not have the experience necessary to develop a thorough set of
questions that will gather all relevant information. Perhaps after many years of
experience conducting existing behavioral interviews, a clinician will have the
experience and expertise to develop a complete set of interview questions, but your
supervisees are far from this phase of their careers. However, you may wish to
encourage your supervisees to individualize questions within existing interviews to
best suit the needs of the client or the information that is needed, on a case-by-
case basis.

A successful interview requires more than a sufficient list of questions; it also
involves a specific skillset among the interviewer. First, supervisees must learn to
emit behaviors that put respondents at ease during an interview, thus increasing the
likelihood of respondents providing helpful information. This may be particularly
important during interviews with caregivers who may experience feelings of stress
and frustration associated with their child’s challenging behavior. Warm and invit-
ing behavior emitted from the interviewer can go a long way to improving the qual-
ity of an interview. Additionally, your supervisees must learn to ask questions and/
or follow-up with clarifying questions in a way that ensures respondents report fac-
tual information rather than inferences. For example, if a parent reports that their
son elopes from the home when he is frustrated with his little brother, a skilled
interviewer will follow-up with questions asking parents to further describe this
situation in a way that specifically describes what the parents observe rather than
what they infer about their son’s mental state of frustration.

Rating Scales Rating scales typically consist of a number of questions or state-
ments about a behavior to which a respondent answers with yes/no responses or
provides scores on a Likert-type scale. A number of rating scales are available for
use: Motivation Assessment Scale (MAS; Durand & Crimmins, 1985), Problem
Behavior Questionnaire (PBQ; Lewis et al., 1994), Functional Analysis Screening
Tool (FAST: Iwata et al., 2013), and Questions about Behavioral Function (QABF;
Paclawskyj et al., 2000), for example. Rating scales are appealing because they are
easy to administer, less time consuming, and allow for easy hypothesis development
through quantitative scoring. Unfortunately, however, they are also unreliable (Iwata
etal., 2013; Newton & Sturmey, 1991; Nicholson et al., 2006; St. Peter et al., 2005;
Shogren & Rojahn 2003; Thompson & Iwata, 2007). While there are situations in
which a rating scale can be helpful, we recommend you instead allocate supervision
time to developing your supervisees’ skills conducting behavioral interviews and
direct assessments, as these will likely prove to be more helpful tools in their
toolbox.



104 7 Descriptive Assessment of Challenging Behavior
Direct Assessments

Direct assessments involve directly observing the target behavior. However, unlike
an experimental functional analysis, during direct assessments, the behavior is
observed in natural settings, without systematic manipulation of environmental
events. While direct assessments can be very helpful in developing a hypothesis of
the function of a challenging behavior, they cannot replace a functional analysis in
the FBA process. Nonetheless, your supervisees will benefit from developing skills
in administering two direct assessments: antecedent behavior consequence (ABC)
recording and scatterplot recording.

ABC Recording There are two approaches to ABC recordings: ABC continu-
ous recording and ABC narrative recording. An ABC continuous recording requires
the observer to first identify the challenging behavior topography, as well as ante-
cedents and consequences likely to be observed (Cooper et al., 2020). Conducting a
behavioral interview and/or ABC narrative recording are helpful in identifying these
variables. Once identified, a data sheet is developed in which the observer records
every instance of each event (e.g., antecedent, behavior, and/or consequence) using
an interval recording system or frequency measure. See Appendix A for an example.
Specifically, the observer records an antecedent or consequence regardless if the
behavior occurred in conjunction with the event. See Lalli et al. (1993) for an exam-
ple of ABC continuous recording.

ABC continuous recording allows the behavior clinician to calculate conditional
probabilities and conduct contingency space analysis. See Martens et al. (2008) for
a thorough discussion of these analyses. The results from an ABC continuous
recording can inform the functional analysis, such as indicate which conditions to
include in the analysis, specific establishing operations that may evoke the target
behavior, and topographies of reinforcement to incorporate into the analysis.

An ABC narrative recording also involves observation in the natural environ-
ment; however, data are collected only when the target challenging behavior occurs
(Cooper et al., 2020). Therefore, as opposed to selecting among previously identi-
fied antecedent and consequence events when the challenging behavior occurs, the
observer records the events that immediately preceded and followed the behavior in
a narrative format. Narrative recording is an easier approach to implement; how-
ever, it has limitations. Because an observer only records an environmental event if
it occurred in conjunction with the target challenging behavior, the ABC narrative
recording approach does not provide data on how often a consequence occurred in
the absence of the challenging behavior. For example, an ABC narrative recording
would capture that a teacher attended to 7 of 13 occurrences of cursing within an
hour, but would not capture that the teacher delivered attention to that same student
an additional 15 times that was not associated with occurrences of cursing.
Therefore, the ABC narrative recording provides a less complete picture when com-
pared to the ABC continuous recording approach. Nonetheless, an ABC narrative
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recording approach may also prove useful in many ways. First, the results could be
used to inform an ABC continuous recording data sheet. Moreover, this approach
may be more feasible for a parent, teacher, caregiver, or supervisor to conduct. In
such cases, some data may be better than no data, proving the utility of the ABC
narrative recording method.

Scatterplot Recording Scatterplots allow clinicians to identify patterns
between the target challenging behavior and time of day and/or activities. For each
interval, an observer reports how frequently the behavior occurred (Cooper et al.,
2020; Touchette et al., 1985). Typically, rather than an exact frequency, the observer
notes a general description of the frequency, such as reporting if the behavior
occurred frequently, occasionally, or not at all during that interval. A scatterplot
recording data sheet can be found in Appendix B.

To conduct a scatterplot recording, your supervisee will divide a day into inter-
vals of time. Therefore, scatterplot recording may be useful for identifying times of
day or activities correlated with challenging behavior, which could assist your
supervisees in pinpointing when to observe the challenging behavior for further
analysis. However, the correlational patterns identified via scatterplot recording
should not be overestimated; subsequent functional analysis is necessary. See
Touchette et al. (1985) as an example of use of a scatterplot.

Hypothesis Statements

After sufficient information has been gathered, a hypothesis regarding the function
of challenging behavior can be developed. These should be organized in the ABC
format and include a hypothesis summary statement. See the example below in
Table 7.1.

Table 7.1 Example hypothesis statement

Hypothesis summary statement: escape from one-to-one instructional activities.

Antecedent Behavior Consequence

When Cameron is instructed to He throws or Providing a temporary escape from
complete a task during one-to-one destroys task work tasks as the instructor gathers
instructional activities. .. materials. .. new materials.

Hypothesis statements, such as the example above, should then be experimen-
tally evaluated with a functional analysis. In some cases, evaluation of a single
hypothesis is warranted. In other cases, clinicians develop multiple hypotheses to
evaluate via functional analysis. In fact, most functional analyses evaluate multiple
potential functions (Beavers et al., 2013). Therefore, it is important that supervisees
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do not mistakenly believe FBAs that lead to a single hypothesis are superior to those
that lead to multiple hypotheses. If the first two steps of the FBA inform a functional
analysis in any way, even if this is simply clarifying the operational definition of the
challenging behavior, the FBA has successfully improved the validity of the func-
tional analysis.

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-15:00 Review Major Concepts

15:00-30:00 Interpret a Behavioral Interview
30:00-40:00 Interpret a Scatterplot

40:00-55:00 | Interpret ABC Continuous Recording
55:00-60:00 Knowledge Check

\Jd -
|
/ Materials Needed IIL

e Appendix A: ABC Continuous Recording Data Sheet, 1 copy for each
supervisee

Appendix B: Scatterplot Recording Data Sheet, 1 copy for each supervisee
Appendix C: FAI Example, 1 copy for each supervisee

Appendix D: Scatterplot Example, 1 copy for each supervisee

Appendix E: ABC Continuous Recording Example, 1 copy for each
supervisee

Reading Assignments

At least one week prior to the group supervision meeting, assign your supervisees
to read about the subject. Below is a list of recommended assigned readings.

e Hanley (2012)
e Lalli et al. (1993)
¢ Touchette et al. (1985)
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Review Major Concepts

The first 15 minutes of your group supervision meeting will be dedicated to review-
ing concepts regarding direct assessment. During this time, you will briefly discuss
the steps to completing FBAs, indirect assessments, direct assessments, and hypoth-
esis statements.

Introduction to an FBA

Begin by asking your supervisees what constitutes an FBA. During this discussion,
be sure your supervisees recognize an FBA is a multistep process for identifying the
function of challenging behavior. Often, it is our experience that supervisees mis-
takenly believe the terms function-based assessment and functional analysis are
synonymous. Therefore, it is important to recognize and correct supervisees that
may share this erroneous assumption when discussing FBAs. By the end of the
discussion, if your supervisees have not specified the three steps to conducting an
FBA, conclude your introduction by identifying these three steps:

1. Collect information on the challenging behavior using descriptive assessments.
2. Develop a hypothesis regarding the function of the challenging behavior.
3. Experimentally evaluate the hypothesis with a functional analysis.

Indirect Assessments

First, ask your supervisees to define the term indirect assessment. It is important to
ensure that they recognize the lack of direct observation of the client is the distin-
guishing characteristic of indirect assessments. Next, share with them that indirect
assessments are typically categorized into behavioral interviews and rating scales.

Ask your supervisees about their experiences in conducting behavioral inter-
views. Encourage your supervisees to share with the group both successful and
unsuccessful experiences as both can provide guidance to supervisees who have less
experience. Next, ask them to identify the advantages and disadvantage of conduct-
ing a behavioral interview. At a minimum, your supervisees should identify the
following advantages: (a) collect a great deal of data, (b) ability to develop or con-
firm an operational definition of the challenging behavior with stakeholders, (c)
provide the opportunity to ask clarifying or follow-up questions, (d) responses could
inform the development of a functional analysis, and (e) build rapport with stake-
holders. Similarly, your supervisees should identify the following limitations: (a)
time consuming, (b) cannot accurately identify function of behavior, and (c) infor-
mants may fail to report observable and objective information. End the discussion
by asking supervisees to identify specific interviewer behaviors that would likely
improve the success of a behavioral interview.
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Because we do not recommend your supervisees use rating scales for aforemen-
tioned reasons, you do not need to dedicate a significant amount of time on this
topic. Limit the discussion to describing rating scales and providing your supervis-
ees with some examples. Ask your supervisees to share experiences with utilizing
rating scales. Specifically, ask them to identify the advantages and disadvantages
they discovered in their own practice. End the discussion by pointing out the limita-
tions of rating scales.

Direct Assessments

To transition into a discussion of direct assessments, ask your supervisees to define
this term. In this definition, be sure that they identify both parts: (a) the assessment
involves a direct observation of the client, and (b) the assessment occurs within
natural environments without experimentally controlling environmental events.
Explain that ABC recordings and scatterplots are the most prevalent direct assess-
ments used by clinicians.

It is our experience that supervisees are much more familiar with ABC narrative
recording rather than ABC continuous recording. Therefore, introduce the ABC
continuous recording procedure by explaining the defining features: (a) an individu-
alized data sheet is created for observations with previously identified antecedents,
behaviors, and consequences; (b) antecedents, behaviors, and consequences are
recorded using an interval or frequency recording system; (c) an observer records
antecedents and consequences regardless if they occurred in close proximity to the
target challenging behavior; and (d) this observation allows for the calculation of
conditional probability. Provide the example of an ABC continuous recording data
sheet in Appendix A and quickly summarize how to use this form.

Next, summarize ABC narrative recording. You will also want to explain both its
defining features, as well as what distinguishes this observation from the ABC con-
tinuous recording: (a) data are recorded in narrative form, and (b) antecedents and
consequences are only recorded if they occur immediately preceding or following
the target challenging behavior, respectively. Many of your supervisees are likely to
have experience conducting ABC narrative recordings. If this is the case, ask them
to share their experiences. End the discussion of the two ABC recording approaches
by identifying the relative strengths and weaknesses of each approach.

Finally, review scatterplots with your supervisees. Provide them with the exam-
ple scatterplot data sheet (Appendix B) and explain how clinicians record data with
this approach. After providing a thorough explanation of scatterplots, end the dis-
cussion by asking your supervisees to identify the advantages and disadvantages of
scatterplots.
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Hypothesis Statements

You will end this portion of your group supervision meeting by reviewing the for-
matting and purpose of hypothesis statements. First, discuss the format by provid-
ing supervisees with example hypothesis format (available on the provided
PowerPoint slides). After reviewing the concept, ask supervisees to discuss how a
hypothesis statement could be helpful.

Interpret a Behavioral Interview

During the second 15-minute segment of your group supervision meeting, distribute
a FAI Example (Appendix C). This is an example of a completed interview slightly
adapted from the Functional Assessment Interview (FAI; O’Neil et al., 2014). Ask
your supervisees to read the interview carefully. Inform them that after reading the
interview, they should be able to do the following:

e Operationally define the target challenging behavior(s)

e Identify antecedents correlated with the target challenging behavior(s)

 Identify consequences correlated with the target challenging behavior(s)

* Identify strategies to mitigate risk of injury during the functional analysis

e Identify how the results of the interview would inform functional analysis
procedures

* Develop a hypothesis statement

Allot 10 minutes to reviewing the example interview. Spend the remaining
5 minutes discussing the bulleted items above. Additionally, ask your supervisees to
identify any additional information they would want to seek from the informant.
Discuss what the supervisees would recommend as the next steps in the process.

Interpret a Scatterplot

Distribute the Scatterplot Recording Example (Appendix D). Allot 5 minutes for
your supervisees to review the form, encouraging them to think about the following:

* What patterns are found in these data?
* How would these data inform the next steps of the FBA process?
* How do these data inform my hypothesis statement, if at all?

After reviewing the example, use the last 8 minutes to discuss their responses to
each of the three questions above.
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Interpret an ABC Continuous Recording

The last activity is to interpret an ABC continuous recording. Distribute ABC
Continuous Recording Example (Appendix E) to your supervisees. Again, allow
your supervisees about 5 minutes to review the form, encouraging them to think
about the following:

e What patterns are found in these data?
e How would these data inform the next steps of the FBA process?
e How do these data inform my hypothesis statement, if at all?

As with the previous practice activities, spend the last 10 minutes reviewing your
supervisee’s answers to the three questions above.

A A

Knowledge Check

What is the difference between a functional behavior assessment and a
functional analysis?

Why might a behavior analyst want to conduct a behavioral interview?

Explain the major differences between an ABC continuous recording and an
ABC narrative recording approach.

Why might a behavior analyst want to conduct a scatterplot recording?

Should a hypothesis statement be verified? Why? And if so, how? /

/C.”-P wn o=

Homework for Tndividual Supervision without a Client

HH| 1. Select a behavioral interview.

e We recommend one in which your supervisee’s field experience placement
uses consistently or one of +those found n Hanley (2012) or O'Neill et al.
(2014). However, any previously developed behavieral interview would be
sufficient. We advise you not to allow our supervisee +o create their own
interview with their limited experience.

2. Conduet the behavioral interview with a caregiver or service provider who
knows the client well.

* T you or your supervisee are concerved that more practices is needed +o
feel comfortable with the supervisee interviewing a client’s caregiver,
interviewing a BCBA that has sufficient knowledge of the client’s
challenging behavior is an excellent way +o practice interview skills with
reduced anxiety., BCBAS who have been in the shoes of the supervisee
should demonstrate empatiy for a supervisee sharpening their skills.
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Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 40-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-15:00 Interpret Behavioral Interview
15:00-20:00 Develop Hypothesis Statement
20:00-40:00 Plan ABC Continuous Recording

\d -
|
/ Materials Needed III-

e Completed behavioral interview for client, 2 copies (one for supervisor and
one for supervisee)

e Instruct your supervisee to provide you with the completed interview at
least 48 hours prior to your individual supervision meeting to give you
time to review the results before the individual supervision meeting.

e Appendix A: ABC Continuous Recording Example, electronic access for
supervisor and supervisee

e Appendix F: Behavioral Interview Worksheet, 1 copy
Appendix G: Hypothesis Statement Worksheet, 1 copy

e Laptop or tablet

Interpret Behavioral Interview

The purpose of this individual supervision meeting is to facilitate your supervisee in
interpreting the behavioral interview. Prior to the meeting, review the interview
results your supervisee provided you. As you review the results, make notes of any
evidence of a successful interview. For example, your supervisee recorded an
observable and objective description of the topography of challenging behavior or
answers to all questions were recorded. Similarly, make notes of suggestions for
future interviews. For example, perhaps the recorded description of antecedents
associated with the target challenging was vague; you could recommend they ask
follow-up questions in future interviews.

At the start of the meeting, ask your supervisee to identify three things they did
well during the interview. Often, supervisees will answer this question with a
description of another person’s behavior (e.g., “Client’s parents were so good at
describing the target behavior.”). Ensure that your supervisee focuses compliments
on their own behavior (e.g., “I practiced the interview by reading all of the questions
aloud the night before I interviewed my client’s mom.”). Next, ask them to identify
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one thing they would do differently to improve upcoming interviews. Restrict them
to identifying only one improvement even if more corrections are warranted so that
they experience more self-praise than self-correction during this feedback session.
Our experience is most supervisees are more likely to identify their own errors
rather than their own successes and thus, a good supervisor can help reshape this
pattern.

Ask your supervisee to summarize the responses to the group of questions in
each section of the selected interview. Rather than having your supervisee review
responses to each individual question, summarizing by section allows for efficiency
and provides them with an opportunity to practice summarizing and interpreting,
rather than regurgitating responses. With each summary, provide praise for accurate
interpretations (based on the available responses) and correct interpretations that
fail to accurately reflect the recorded responses. After summarizing each section,
ask your supervisee to answer the questions below. Feel free to answer the questions
as well, as your supervisee can benefit from your modeling of how to use behavioral
interview results. Keep in mind that this is not an assessment, rather a collaborative
activity with you and your supervisee. See Behavioral Interview Summary Worksheet
(Appendix F) for a worksheet that can be used to document the responses to these
questions.

What is the target challenging behavior?

What is the operational definition of the target challenging behavior?

What antecedents are associated with this behavior?

What consequences are associated with this behavior?

What strategies should you implement to ensure safety of the client and staff

during a functional analysis or intervention sessions with this client?

6. What recommendations, if any, do you have in regard to functional analysis
procedures?

7. Is there any other information that is relevant to a functional analysis of this

target challenging behavior? If yes, what will you do with this information?

Dk e =

Develop Hypothesis Statement

After summarizing the interview, your supervisee will be prepared to develop a
hypothesis statement (or two, or three). Use the Hypothesis Statement Worksheet
(Appendix G) to record as many hypotheses as your supervisee has developed in
response to the interview results. As with the previous activity, this is to be done
collaboratively. Feel free to provide your own hypotheses so that your supervisees
can benefit from your modeling.
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Plan ABC Continuous Recording

During the final activity of your individual supervision meeting, work with your
supervisee to devise an ABC continuous recording document to be used in an
upcoming observation. You may choose to formally create the document using ABC
Continuous Recording Data Sheet (Appendix A) as a guide, or simply take notes in
narrative form and have your supervisee organize this information into a formal
ABC continuous recording form in their own time after the meeting. As you develop
the items to place in the antecedent, behavior, and consequence columns, confirm
that your supervisee has included antecedents and consequences associated with
their hypothesis statement(s).

Homework for Tndividual Supervision with a Client

EHH| 1. Finalize ABC continuons recording data sheet for a client.

2. Sewnd the final ABC continuous recording data sheet +o the supervisor at
least 43 hours prior to implementing during the individual supervision
meeting with a client,

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 1-hour supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity

0:00-05:00 Review Homework

5:00-45:00 Conduct ABC Continuous Recording for Client
45:00-60:00 Calculate IOA on ABC Continuous Recording

\g
I/ Materials Needed III

e Two copies of supervisee-developed ABC continuous recording data sheet
(one for supervisor and one for supervisee)

e Clipboard

e Pen/Pencil
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Homework Review

Prior to this meeting, your supervisee should provide you with the ABC continuous
recording data sheet. During the first 5 minutes of your meeting, provide feedback
you may have from your prior review of the data sheet. It may be best to conduct
this 5S-minute homework review when the client is not present so that you and your
supervisee can allocate maximum attention to this task. In this case, schedule this
portion of your supervision session on the same day as the upcoming observation
when both you and your supervisee are free of distraction. It is not necessary for you
to deliver feedback just prior to the observation.

Conduct ABC Continuous Recording

Ideally, you would conduct this observation with one of your supervisee’s clients.
You and your supervisee will independently and simultaneously collect data on a
client’s challenging behavior using the supervisee-developed ABC continuous
recording data sheet. However, it is imperative that this observation and data record-
ing be done when your supervisee has no other responsibilities with this client. In
other words, the observation cannot be conducted while the supervisee is targeting
other goals with the client. Preferably, you and your supervisee should observe the
client in a setting when another service provider is implementing services. For
example, an ideal observation would take place when the client is working with
another clinician or observing the client in their classroom at school. If these oppor-
tunities are unavailable, there two additional approaches you can take to ensure a
distraction-free observation: (a) collect data using a video recording of your super-
visee interacting with their client, or (b) allow your supervisee to observe an indi-
vidual who is not their client working with another clinician (e.g., another client at
their field experience placement).

During the observation, you want to ensure that you and your supervisee are able
to independently collect data. To do so, you need to be situated so you can both see
the client, but cannot see one another’s recording. We recommend a 40-minute
observation, but feel free to shorten or lengthen this observation based on the needs
of your supervisee and the client. Similarly, you may conduct these observations
across more than one session. You want to observe for long enough that you record
several antecedents, behaviors, and consequences so that you can effectively com-
pare the reliability of data collection.
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After the observation is complete, you and your supervisee will spend the final
15 minutes without a client, calculating your IOA. Instruct your supervisee to select
a method for calculating IOA and observe their calculation process. Provide feed-
back, both praise and correction, for your supervisee’s selection and use of the IOA
procedure. Identify how the data recording sheet, operational definitions, observa-
tion process, and more contribute to the IOA score and thus, could be improved for
future observations.

Mastery Criterion

In order to progress from this lesson, your supervisee must accurately collect ABC
continuous recording data for 25 or more minutes using a supervisee-developed
data sheet with at least 80% agreement.

Future Growth
L/ [0 Evaluate your supervisee’s ability to calculate conditional
\: probability on ABC continuous recording.
- [0 Provide feedback regarding a supervisee-developed

scatterplot for a natural change agent (e.g., parent,
teacher) to use to collect data on a target challenging
behavior for their client. You may also wish to observe
and provide feedback when you supervisee teaches the
natural change agent how to use this form.
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Appendix A: ABC Continuous Recording Example

Client’s Name:

Observer:

Date: Time Observed:
Antecedent Behavior Consequence
[0 Whole class instruction O Crying O Instruction
[0 Small group instruction O Throwing items terminated
0 One-on-one instruction O Work task terminated
O Independent work O Adult attention
O Free play alone delivered
O Free play with peers O Peer attention
O Engaged in preferred activity delivered
or with preferred item O Adult attention
O Preferred activity terminated diverted
or preferred item removed O Peer attention
O Adult attention diverted diverted
[ Peer attention diverted O Reprimand or
[0 Alone with no activities redirection
OO Accessed preferred
activity or item
O Work task or activity
delivered
[0 Whole class instruction O Crying O Instruction
[0 Small group instruction O Throwing items terminated
[0 One-on-one instruction O Work task terminated
[0 Independent work O Adult attention
[0 Free play alone delivered
O Free play with peers O Peer attention
O Engaged in preferred activity delivered
or with preferred item O Adult attention
O Preferred activity terminated diverted
or preferred item removed [ Peer attention
0 Adult attention diverted diverted
O Peer attention diverted O Reprimand or
O Alone with no activities redirection
OO0 Accessed preferred
activity or item
00 Work task or activity
delivered
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activity or item
Work task or activity
delivered

[0 Whole class instruction O Crying O Instruction
O Small group instruction OO0 Throwing items terminated
O One-on-one instruction [0 Work task terminated
[0 Independent work O Adult attention
O Free play alone delivered
O Free play with peers [ Peer attention
[0 Engaged in preferred activity delivered
or with preferred item 0 Adult attention
O Preferred activity terminated diverted
or preferred item removed [0 Peer attention
O Adult attention diverted diverted
[0 Peer attention diverted [ Reprimand or
0 Alone with no activities redirection
[0 Accessed preferred
activity or item
[0 Work task or activity
delivered
O Whole class instruction O Crying O Instruction
O Small group instruction O Throwing items terminated
[0 One-on-one instruction OO0 Work task terminated
O Independent work O Adult attention
O Free play alone delivered
O Free play with peers [0 Peer attention
[0 Engaged in preferred activity delivered
or with preferred item OO0 Adult attention
O Preferred activity terminated diverted
or preferred item removed [0 Peer attention
O Adult attention diverted diverted
O Peer attention diverted O Reprimand or
[0 Alone with no activities redirection
O Accessed preferred
O
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Appendix B: Scatterplot Recording Example

Client’s Name: Observer:

Week Observed:

Challenging Behavior(s):

Key

Behavior Did Not Occur

Behavior Occurred A Little

Behavior Occurred A Lot

Activity Time Mon | Tues | Wed | Thurs | Fri

Wake-up Routine (wake up, get 6:15—6:45 am
dressed, brush teeth, brush hair)

Breakfast 6:45 —7:15 am
Transport to school 7:15 —7:45 am
School pick-up & transport to 3:30 — 4:00 pm
home

Free time 4:00 —4:30 pm
Homework 4:30 — 5:30 pm
Free time 5:30 - 6:30 pm
Dinner 6:30 — 7:00 pm

Bedtime routine (bath, brush teeth, | 7:00 — 7:30 pm
put on PJs)

Read books in bed 7:30 - 7:45 pm




Appendix C: Functional Assessment Interview* Example 119

Appendix C: Functional Assessment Interview* Example

*Slightly adapted from FAI form found in:
O'Neill, R. E., Albin, R. W., Storey, K., Horner, R. H., & Sprague, J. R. (2014). Functional
assessment and program development (3" ed.). Cengage Learning.

Functional Assessment Interview (FAI)

Person of concern: Owen Age: 8years Sex: Male

Date of interview: March 3 Interviewer: Brent

Respondents: Owen’s parents (Scott and Brandon)

A. DESCRIBE THE BEHAVIORS

1. For each of the behaviors of concerned, define the topography (how it is performed),
frequency (how often it occurs per day, week, or month), duration (how long it lasts when it
occurs), and intensity (how damaging or destructive the behaviors are when they occur)

Behavior Topography Frequency Duration Intensity

a. Throwing Forcefully 1 — 3 times per 1 min Moderate
launches items meal (makes a mess,
in non- but does not
functional usually destroy
manner 2’ or items or hurt
more people)

b. Crying & Non-word 1 — 3 times per 3—5min Moderate

Screaming vocalizations in ~ meal (interrupts

above normal meals, but does
pitch and/or not hurt people
volume or property)

2. Which of the behaviors described above are likely to occur together in some way? Do they
occur about the same time? In some kind of predictable sequence or “chain”? In response to
the same type of situation?

He typically cries and screams first and then begins to throw. If he is allowed to terminate

his meal after he cries or screams, he will not also throw items or food. However, if the
instruction to finish his meal is maintained, he is likely to escalate to throwing.
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B. DEFINE ECOLOGICAL EVENTS (SETTING EVENTS) THAT PREDICT OR SET
UP THE PROBLEM BEHAVIORS.

1. What medications is this person taking (if any), and how do you believe these may affect
their behavior?

He takes Concerta twice a day to help improve attention and reduce hyperactivity. There has
been no observed impact of Concerta on his crying, screaming, and throwing during meals.

He also takes Claritin for seasonal allergies, but there is no observed impact of Claritin on

his challenging behavior.

2. What medical or physical conditions (if any) does the person experience that may affect their
behavior (e.g., asthma, allergies, rashes, sinus infections, seizures, problems related to
menstruation)?

He has a severe allergy to tree nuts. This was identified as a young toddler and has been

managed since then. Although he did have a few significant reactions when he was very

young, there is no reason to believe he remembers those. Today, he is a very picky eater. He
only likes a few unhealthy foods such as chicken nuggets, goldfish crackers, tortilla chips.

He does not like many other foods and refuses to try them. Medical evaluation has ruled

there is no medical cause to this severe food restriction.

3. Describe the sleep patterns of the individual and the extent to which these patterns may
affect their behavior.

He is a good sleeper. He goes to sleep at 9:00 every night and sleeps through the night. He
has been a good sleeper since he was a baby.

4. Describe the eating routines and diet of the person and the extent to which these may affect
their behavior.

He is a very picky eater. There are only three foods he will eat consistently (chicken nuggets,

goldfish crackers, and tortilla chips). On occasion he will eat cheese cubes or French fries,

but not consistently. He says he hates to eat and he usually hides when it is meal time. His
problem behaviors occur most frequently during meals.

5. Briefly list below the person’s typical daily schedule of activities. (Check the boxes by those
activities the person enjoys and those activities most associated with problems).

Time Activity Enjoys | Problems
7:00 am | Wakes up, gets dressed X
7:20 am | Breakfast X
7:45 am | Riding school bus to school X
8:00— At school (no problem behavior reported)

X
3:00
3:00 Riding school bus to home X
3:30 Homework X
4:00 Free play X
5:00 Soccer practice (Tues & Thurs only) X
6:30 Dinner
7:00 Family TV time X
8:15 Bath & bedtime preparation
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b. To what extent are the activities on the daily schedule predictable for the person, with
regard to what will be happening, when it will occur, with whom, and for how long?

His schedule is very predictable. The family loves routines.

c. To what extent does the person have the opportunity during the day to make choices
about their activities and reinforcing events (e.g., food, clothing, social companions,
leisure activities).

He is allowed to pick out the clothes he wears on the weekends (he wears a uniform to
school). He gets to choose what to do during firee play at 4:00. The family takes turns
picking out the TV show to watch every night, so he gets a choice about every 4™ day. All
other choices are made by the parents (e.g., meals, bedtime)

6. How many other persons are typically around the individual at home, school, or work
(including staff, classmates, and housemates)? Does this person typically seem bothered in
situations that are more crowded and noisy?

He lives with his dads, younger brother, and dog. At school he has about 22 students in his
classroom. He is very social and enjoys his friends. He does not appear to be bothered in

crowded or noisy. He doesn’t enjoy going out to eat, though. He often engages in problem
behavior at restaurants.

7. What is the pattern of staffing support that the person receives in home, school, work, and
other settings (e.g., 1:1, 2:1)? Do you believe that the number of staff, the training of staff, or
their social interactions with the person affect the problem behaviors?

At home he gets 1.1 support (2 parents and 2 kids). At school, his teacher has 22 students, so
it is a 1:22 ratio.

C. DEFINE SPECIFIC IMMEDIATE ANTECEDENT EVENTS THAT PREDICT
WHEN BEHAVIORS ARE LIKELY AND NOT LIKELY TO OCCUR.
1. Times of Day: When are the behaviors most and least likely to happen?

Most Likely: During meals. Also engages in some problem behavior when he is getting
dressed in the morning and getting ready for bed at night, but not as frequent or as intense.

Least Likely: During firee time, play time, school, or at soccer.

2. Settings: Where are the behaviors most and least likely to happen?
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Most Likely: At the table during a meal. Most likely at home, but still occurs frequently at
restaurants.

Least Likely: Any place other than a meal setting or in his bedroom when he is getting ready
for the day or getting ready for bed.

3. People: With whom are the behaviors most and least likely to happen?

Most Likely: Parents and grandparents

Least Likely: Teachers, coaches, friends

4. Activities: What activities are most and least likely to produce the behaviors?
Most Likely: Meals with non-preferred foods

Least Likely: Playing, soccer, school, homework

5. Are there particular or idiosyncratic situations or events not listed above that sometimes
seems to “set off” the behaviors, such as particular demands, noises, lights, or clothing?
Meal times set him off, particularly if the meal isn’t a combination of chicken nuggets,
goldfish crackers, or tortilla chips.

6. What one thing could you do that would most likely make the undesirable behaviors occur?
Instruct him to eat a meal that isn’t entirely chicken nuggets, goldfish, and/or tortilla chips.

7. Briefly describe how the person’s behavior would be affected if...
a. You asked them to perform a difficult task.

He is pretty good at doing his homework and school work with. No problem
behavior.

b. You interrupted a desired activity, such as eating ice cream or watching tv.

He may fuss a bit, but no significant problem behavior. More likely to whine (e.g.
Dad, can I have 5 more minutes, please)

¢. You unexpectedly changed their typical routine or schedule of activities.

Not a problem unless his meal routine is changed. He would is upset when soccer is
cancelled, but does not engage in problem behavior, mostly just whining or pouting.

d. They wanted something but weren’t able to get it (e.g., a food item up on a shelf).

He would just ask for it or help.

e. You didn’t pay attention to that person or left him or her alone for a while (e.g., 15
minutes).

He is happy playing alone for the most part (especially for just 15 minutes).
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D. IDENTIFY THE CONSEQUENCES OR OUTCOMES OF THE PROBLEM
BEHAVIORS THAT MAY BE MAINTAINING THEM (L.E., THE FUNCTIONS
THEY SERVE FOR THE PERSON IN PARTICULAR SITUATIONS).

1. Think of each of the behaviors listed in Section A and try to identify the specific
consequences or outcomes the person gets when the behaviors occur in different situations.

Behavior Particular Situations ~ What exactly do they What exactly do they
get? avoid?

a. Throwing Mealtime (sometimes  Redirection Eating non-preferred
when getting dressed  Time out foods
or prepping for bed)

b. Crying & Mealtime (sometimes Redirection Eating non-preferred

Screaming when getting dressed  Time out foods
or prepping for bed)

E. CONSIDER THE OVERALL EFFECIENCY OF THE PROBLEM BEHAVIORS.
EFFICIENCY IS THE COMBINED RESULT OF (1) HOW MUCH PHYSICAL
EFFORT IS REQUIRED, (2) HOW OFTEN THE BEHAVIOR IS PERFORMED
BEFORE IT IS REWARDED, AND (3) HOW LONG THE PERSON MUST WAIT TO
GET THE REWARD.

Problem Behavior Low High
Efficiency Efficiency
Throwing 1 2 ( 3) 4 5
Crying & Screaming 1 3 w 5

F. WHAT FUNCTIONAL ALTERNATIVES BEHAVIORS DOES THE PERSON
ALREADY KNOW HOW TO DO?

1. What socially appropriate behaviors or skills can the person already perform that may
generate the same outcomes or reinforcers produced by the problem behaviors?
Owen has the ability to ask politely for a new meal, but his parents want him to at least try
new food and attempt to broaden his list of foods he will eat.

G. WHAT ARE THE PRIMARY WAYS THE PERSON COMMUNICATES WITH
OTHER PEOPLE?

1. What are the general expressive communication strategies used by or available to the person?
These might include vocal speech, signs and gestures, communication boards and books, or
electronic devices. How consistently are the strategies used?

Owen has a slight speech delay, but his vocal communication is easily understood by peers
and adults.
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2. On the following chart, indicate the behaviors the person uses to achieve the communication
outcomes listed:

Communicative
Functions

Multiple-Word Phrases
One-Word Utterances
Echolalia

Other Vocalizing
Complex signing
Single Signs

Pointing

Leading

Shaking Head
Grabbing/Reaching
Giving Objects
Increased Movement
Moving Close to You
Moving Away or Leaving
Fixed Gaze

Facial Expression
Aggression

Self-Injury

Other

Request attention

Request help

> [ > | < | Complex Speech (sentences)

Request break

Show you
something or
some place
Indicate physical
pain (c.g..

headache, X
illness)
Indicate
confusion or X
unhappiness
Protest or reject
a situation or X
activity

b

3. With regards to the person’s receptive communication, or ability to understand other persons...

a. Does the person follow spoken requests or instructions? If so, approximately how
many? (List if only a few).

Owen follows most instructions, typical of that of an 8-year-old.

b. Does the person respond to signed or gestural requests or instructions? If so,
approximately how many? (List if only a few).
Owen does not know ASL, but he responds to common gestures (e.g., waving to say
hello, gestures to come here, gestures to be quiet)

c. Is the person able to imitate if you provide physical models for various tasks or
activities? (List if only a few).

Yes. Owen demonstrates the ability to imitate at the level of a typical 8-year-old.

d. How does the person typically indicate yes or no when asked if they want something,
want to go somewhere, or so on?

Owen uses complete vocalized sentences.
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H. WHAT ARE THINGS YOU SHOULD DO AND THINGS YOU SHOULD AVOID IN

WORKING WITH AND SUPPORTING THIS PERSON?

1. What things can you do to improve the likelihood that a teaching session or other activity
will go well with this person?
Owen responds well to praise. He enjoys playing soccer and doing puzzles. If you play
soccer or do a puzzle with him, he will instantly like you. He loves talking about and
watching soccer, so those are good activities to use as rewards or ways to build rapport.

2. What things should you avoid, that might interfere with or disrupt a teaching session or
activity with this person?
If you give Owen non-preferred food, he will get upset. If vou expect him to eat non-
preferred food, you will likely observe some level of problem behavior. He is a bit shy and
will not usually engage in the same level of intensity of problem behavior around new people.
For example, he does not have meltdowns at school over food (he does bring a sack lunch of
preferred food, so this may help).

I. WHAT ARE THINGS THE PERSON LIKES AND ARE REINFORCING FOR
THEM?

1. Food items:
Chicken nuggets, goldfish crackers, tortilla chips.

2. Toys and objects:
Soccer ball, puzzles, iPad, PlayStation, bicycle, trampoline

3. Activities at home:
Playing on his iPad or PlayStation, riding his bicycle, jumping on the trampoline in the
backyard, kicking his soccer ball outside, watching TV with the family.

4. Activities/Outings in the community:
Playing soccer, going to the trampoline park, going to the park, amusement parks too!

5. Other:

No others come to mind.
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J. WHAT DO YOU KNOW ABOUT THE HISTORY OF THE UNDESIRABLE
BEHAVIORS, THE PROGRAMS THAT HAVE BEEN ATTEMPTED TO
DECREASE AND ELIMINATE THEM, AND THE EFFECTS OF THOSE
PROGRAMS?

Behavior How long has this Programs Effects
been a problem?

a. Throwing,

Crying, and 6 years Redirection Not effective
Screaming

b. Throwing,

Crying, and 6 years Time out Not effective
Screaming

K. DEVELOP SUMMARY STATEMENTS FOR EACH MAJOR PREDICTOR AND/OR
CONSEQUENCE.

Distant Setting Immediate Problem Behavior Maintaining
Event Antecedent Consequence
(Predictor)
Tired or hungry  Asked to eat non- Throwing, crying, Avoid or delay eating.
preferred food and/or screaming
Tired or hungry  Asked to eat non- Throwing, crying, Attention from parents.
preferred food and/or screaming

How confident are you that this summary statement is accurate?

Not Very Confident Very Confident
1 2 3 4 @ 6
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Appendix D: Scatterplot Recording Completed Example
Client’s Name: Claire Observer: Mr. Owens (classroom teacher)
Week Observed: February 1% — 5%
Challenging Behavior(s): Self-injury.- forceful contact with any portion of Claire’s hand to an object or
her body that does not obviously serve an adaptive purpose (e.g., tapping desk with beat of music
during music class would be considered serving an adaptive purpose)
Key

Behavior Did Not Occur

Behavior Occurred A Little

Behavior Occurred A Lot

Activity Time Mon Tues Wed Thurs Fri

Morning meeting 8:00 — 8:45 am

(attendance, calendar,

etc.)

Reading 8:45—-9:30 am

9:30 - 10:15 am

Physical Education

10:15—11:00 am

Math

Occupational Therapy 11:00 — 11:45 am
Lunch 11:45-12:15 pm
Social Studies 12:15 - 1:00 pm
Co-curricular (art, 1:00 — 1:45 pm
library, etc.)

Speech Therapy 1:45 -2:30 pm
Science 2:30 - 3:15 pm
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Appendix E: ABC Continuous Recording Completed Example

Client’s Name: Chadley

Date: _November 7th

Observer: Mrs. Sanchez (classroom paraprofessional)

Time Observed:

Antecedent

Behavior

Consequence

& Whole class instruction
Small group instruction
One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

& Crying

O Throwing items

W Instruction terminated

O Work task terminated

W Adult attention delivered

Peer attention delivered

Adult attention diverted

Peer attention diverted
Reprimand or redirection
Accessed preferred activity or
item

Work task or activity delivered

O DOoogo

Whole class instruction
Small group instruction

& One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

Oogooo O oogogogoo

Oooo o ggoogo

O Crying

K Throwing items

[ Instruction terminated

[0 Work task terminated

& Adult attention delivered

¥ Peer attention delivered

Adult attention diverted

Peer attention diverted
Reprimand or redirection
Accessed preferred activity or
item

Work task or activity delivered

O oooo
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[0 Whole class instruction

[0 Small group instruction

™ One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

ooo O oood

O Crying
[0 Throwing items

Instruction terminated

Work task terminated

Adult attention delivered

Peer attention delivered

Adult attention diverted

Peer attention diverted

Reprimand or redirection

& Accessed preferred activity or
item

00 Work task or activity delivered

Oo0oooood

K Whole class instruction
Small group instruction
One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

O Crying
¥ Throwing items

Instruction terminated

Work task terminated

Adult attention delivered

Peer attention delivered

Adult attention diverted

Peer attention diverted

M Reprimand or redirection

O Accessed preferred activity or
item

0 Work task or activity delivered

oooooo

Whole class instruction
Small group instruction
One-on-one instruction
Independent work

Free play alone

M Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

oooooooo o oooood

ooo o o

O Crying
[0 Throwing items

O Instruction terminated

O Work task terminated

& Adult attention delivered

Peer attention delivered

Adult attention diverted

Peer attention diverted
Reprimand or redirection
Accessed preferred activity or
item

Work task or activity delivered

O oOooooo
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[0 Whole class instruction

¥ Small group instruction
One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

¥ Crying
O Throwing items

M Instruction terminated

O Work task terminated

& Adult attention delivered

[ Peer attention delivered

[0 Adult attention diverted

O Peer attention diverted

[0 Reprimand or redirection

O Accessed preferred activity or
item

[0 Work task or activity delivered

Whole class instruction
Small group instruction
One-on-one instruction

™ Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

oooooo 0o Doooog

O Crying
K Throwing items

O Instruction terminated

™ Work task terminated

[0 Adult attention delivered

O Peer attention delivered

O Adult attention diverted

O Peer attention diverted

M Reprimand or redirection

O Accessed preferred activity or
item

[0 Work task or activity delivered

gooo 0O gooo

Whole class instruction

¥ Small group instruction
One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

ooo O ooooo

™ Crying
O Throwing items

™ Instruction terminated

O Work task terminated

& Adult attention delivered

¥ Peer attention delivered

O Adult attention diverted

O Peer attention diverted

[0 Reprimand or redirection

& Accessed preferred activity or
item

[0 Work task or activity delivered
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[0 Whole class instruction

[0 Small group instruction

& One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

ooo O oooog

O Crying
O Throwing items

[ Instruction terminated

O Work task terminated

& Adult attention delivered

[ Peer attention delivered

[0 Adult attention diverted

O Peer attention diverted

[0 Reprimand or redirection

¥ Accessed preferred activity or
item

[0 Work task or activity delivered

M Whole class instruction
Small group instruction
One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

O Crying
K Throwing items

O Instruction terminated

™ Work task terminated

[0 Adult attention delivered

O Peer attention delivered

O Adult attention diverted

O Peer attention diverted

& Reprimand or redirection

O Accessed preferred activity or
item

[0 Work task or activity delivered

Whole class instruction
Small group instruction

& One-on-one instruction
Independent work

Free play alone

Free play with peers
Engaged in preferred activity
or with preferred item
Preferred activity terminated or
preferred item removed
Adult attention diverted

Peer attention diverted
Alone with no activities

Oooooo 0O oooood

ooo O ooog

O Crying
Throwing items

[ Instruction terminated

& Work task terminated

O Adult attention delivered

[ Peer attention delivered

O Adult attention diverted

[0 Peer attention diverted

™ Reprimand or redirection

& Accessed preferred activity or
item

[0 Work task or activity delivered
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Appendix F: Behavioral Interview Summary Worksheet

Client’s Name:

1. What is the target challenging behavior?

2. What is the operational definition of the target challenging behavior?

3. What antecedents are associated with this behavior?

4. What consequences are associated with this behavior.

5. What strategies should you implement to ensure safety of the client and staff during a

functional analysis or intervention sessions with this client?
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6. What recommendations, if any, do you have in regards to functional analysis procedures?

7. Is there any other information that is relevant to a functional behavior assessment of this

target challenging behavior? If yes, what will you do with this information?
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Appendix G: Hypothesis Statement Worksheet

Client’s Name:

Challenging Behavior:

Operational Definition:

Hypothesis One:

Hypothesis summary statement:

Antecedent Behavior Consequence

Hypothesis Two:

Hypothesis summary statement:

Antecedent Behavior Consequence

Hypothesis Three:

Hypothesis summary statement:

Antecedent Behavior Consequence
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Topics

Stimulus Preference Assessments

Demand Assessments

How do we know if a stimulus will function as a reinforcer? Behavior analysts rec-
ognize that a stimulus can only be labeled as a reinforcer if its contingent applica-
tion results in an increase in the target behavior. Reinforcer assessments can be used
to identify stimuli that function as reinforcers by evaluating the extent to which
responding increases when followed by different stimuli. Despite the accuracy that
is yielded by a reinforcer assessment, there are a few drawbacks including the time
requirement and the limited number of stimuli that can be assessed (Fisher et al.,
1996). Therefore, preference assessments are often used to identify stimuli with
which clients choose to engage more frequently as research has shown that high-
preference stimuli are more likely to function as reinforcers than low-preference
stimuli (e.g., Horrocks & Higbee, 2008). In 1961, Herrnstein conducted the seminal
study on choice within a behavior analytic framework and proposed the matching
law which states that response allocation is a function of frequency of reinforce-
ment. Since the publication of these findings, behavior analysts have continued
investigating choice behavior and preference for different response options.
According to Pierce and Cheney (2017), choice is the distribution of operant behav-
ior across different options, and preference is the frequent selection of one of the
options.
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Stimulus Preference Assessments

It is important to highlight to your supervisees that the extent to which a preferred
stimulus will function as a reinforcer is not guaranteed. Therefore, the purpose of
conducting preference assessments is to identify preferred stimuli that may function
as reinforcers.

Research supports the effectiveness of different types of preference assessments
across multiple populations. Table 8.1 displays citations for preference assessment
studies that include different populations, a variety of stimuli, and distinct formats.
This is in no way meant to be an exhaustive list, rather it can serve as a starting point
for directing the instruction for your supervisees. We suggest guiding your supervis-
ees through the process of effectively implementing preference assessments using
the following steps: (a) identifying stimuli to include within the assessment, (b)
selecting an assessment format, (c) determining how to present the stimuli to the

client, and (d) analyzing data gathered during the assessment.

Table 8.1 Stimulus preference assessment research

Population

Individuals with DD Davis et al. (2021)
School children Resetar & Noell (2008)
Parents Fisher et al. (1996)

Adults with schizophrenia

Wilder et al. (2003)

Adults with a TBI Verriden & Roscoe (2016)
Animals Vicars et al. (2014)
Stimuli for assessment Edibles Butler & Graff (2021)

Tangible items

Fisher et al. (1992)

Auditory stimuli

Horrocks and Higbee (2008)

Social interactions

Davis et al. (2021)

Animals

Guerin et al. (2017)

Presentation of stimuli

Target stimuli

Butler & Graff (2021)

Pictorial

Davis et al. (2021)

Video

Brodhead et al. (2017)

Verbal-vocal

Wilder et al. (2003)

Verbal-written

Fisher et al. (1996)

Assessment format

Open-ended questionnaire

Fisher et al. (1996)

Free—operant assessment

Kang et al. (2010)

Trial-based assessment

Carr et al. (2000)

Identifying Stimuli

The first decision your supervisees will need to consider is the category of stimuli
that will be included within the assessment. Examples include edibles, tangible
items, activities, and social interactions. A preference assessment is only as good as
the included items; therefore, selecting appropriate items and activities is
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imperative. Researchers have shown that items identified by caregivers using a
structured interview called the Reinforcer Assessment for Individuals with Severe
Disabilities (RAISD) resulted in the identification of more potent reinforcers than a
standard set of items (Fisher et al., 1996). Therefore, when appropriate, conducting
an open-ended interview with caregivers should be considered. In addition to gath-
ering the information from stakeholders, reinforcer inventories might be used to
interview the individual whose preference is being assessed. Finally, observing the
client’s interactions during nonstructure time periods may provide additional infor-
mation about stimuli with which the client engages.

Assessment Format

Next, your supervisees must determine the way in which the assessment will be con-
ducted. That is, will it be conducted in an open-ended interview format, a free-operant
format, or a trial-based format. Open-ended interviews are only appropriate for clients
with strong verbal repertoires. If the stimuli identified using an open-ended interview
do not result in an increase in responding, it may be necessary to use a different format.
Even when humans can respond to such open-ended questions, they may still inaccu-
rately tact stimuli that may function as reinforcers. Skinner cautions against disregard-
ing all other forms of assessments in favor of *“...simply asking a man what reinforces
him. His reply may be of some value, but it is by no means necessarily reliable. A
reinforcing connection need not be obvious to the individual reinforced” (Skinner,
1953, pg. 75). Therefore, the use of open-ended surveys should be employed when
appropriate as they require less time and resources, but if the identified stimuli do not
function as reinforcers be prepared to shift to using another assessment strategy.

Free-operant preference assessments are appropriate for all clients. They are
ideal for clients who engage in challenging behavior contingent on removal of pre-
ferred stimuli (Kang et al., 2010). These assessments are simple to implement as the
client is free to interact with any of the items during the assessment.

Trial-based assessments include a variety of formats; however, we will include
the two most common within this chapter. A paired-stimulus assessment includes
the presentation of two stimuli per trial, and a multiple-stimulus without replace-
ment assessment includes the presentation of up to five to seven stimuli per trial.
When implementing a multiple stimulus without replacement assessment, each trial
will include one less stimulus than the previous trial because the selected stimulus
will not be reintroduced to the array.

Stimulus Presentation

The next decision your supervisees will need to consider is the way in which the
options will be presented to the client. This decision is most important if the selected
assessment format is the trial-based assessment. For the open-ended interview, the
stimuli should be presented verbally, either vocally or written. For the free-operant
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assessment, typically the physical stimulus items are included. The trial-based
assessment can incorporate stimulus items presentation, pictorial presentation,
video clip presentation, or verbal presentation (i.e., vocal or written). Included
within this consideration is whether access to the selected stimulus will be provided
contingent on the selection of the corresponding pictorial, video, or verbal stimulus.
Researchers have demonstrated that preference can be identified using procedures
with and without contingent access to the selected stimulus (Brodhead et al., 2017).
Therefore, this decision should be individualized for clients.

Encourage your supervisees to consider which presentation format would be
most appropriate for their client. One prerequisite for using pictures and video clips
is for the client to demonstrate picture-to-object and video-to-object matching (see
Brodhead et al., 2017 or Davis et al., 2021 for examples of assessment). Selecting
to present stimuli vocally or in writing will require the client to have strong tact and
textual repertoires.

Data Analysis

Data analysis and display differ across the different assessment formats. For open-
ended interviews, data are collected on the client’s self-reported responses to each
of the questions. The analysis of these data will largely depend on which questions
are asked. For free-operant assessments, data are collected on the duration of time
allocated to each of the stimuli. These data are converted into the percentage of the
session in which the client engaged with each stimulus. The data are interpreted
using bar graphs and stimuli with the highest percentage of interaction are desig-
nated as high-preference stimuli. For trial-based assessment, data are collected on
the selections for each trial. These data are converted into a percentage by dividing
the number of selections by the number of times the stimulus was presented and
multiplied by 100. The data are interpreted using bar graphs and the stimuli with the
highest percentage of selections are categorized as high-preference stimuli. One of
the benefits of conducting a trial-based assessment is that they allow for direct com-
parison between stimuli to determine a preference hierarchy.

Demand Assessments

Direct assessments are also used to identify sufficiently evocative stimuli to include
during the escape condition of a functional analysis (Call et al., 2009). Although
less common than preference assessments, supervisees should feel comfortable
conducting demand assessments. As with preference assessments, indirect assess-
ments can aide in the identification of demands to include within the assessment.
Indirect assessments are meant to inform the direct assessment as opposed to being
used as the sole source of information. The argument for conducting frequent
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preference assessments is fairly clear as including preferred items within interven-
tion can help create a positive environment. The argument for conducting a demand
assessment may seem less clear. However, if the client engages in behavior main-
tained by escape from demands, and this function remains unidentified because the
clinician failed to incorporate appropriate demands within the functional analysis,
this will result in the persistence of challenging behavior.

The research base for demand assessments is far less robust than for preference
assessments; however, the results of the published studies support the utility of these
assessments (e.g., Zangrillo et al., 2020; Zarcone et al., 1999). In order to aide clini-
cians in the process of conducting demand assessments, Avery and Akers (2021)
developed a decision-making guide based on the current literature. This may be a
useful resource for your supervisees. Similar to preference assessments, we suggest
guiding your supervisees through the process of effectively implementing demand
assessments using the following steps: (a) identifying stimuli to include within the
assessment, (b) selecting an assessment format, (c) determining how to present the
stimuli to the client, and (d) analyzing data gathered during the assessment.

Identifying Stimuli

The first decision your supervisees will need to consider is the stimuli that will be
included within the assessment. Examples of aversive stimuli include academic
tasks, self-care tasks, cleaning and tidying tasks, gross motor tasks, and transition-
ing from one activity to another. The purpose of a demand assessment is to identify
sufficiently evocative demands, thus selecting appropriate demands to include
within the direct assessment is imperative. Researchers have primarily used two
caregiver interviews to identify demands to include within the assessment. These
interviews are the Negative Reinforcement Rating Scale (NRRS; e.g., Zarcone
et al., 1999) and the Demand Assessment for Individuals with Severe Disabilities
(DAISD; e.g., Zangrillo et al., 2020). The NRRS has more research supporting its
use; however, the DAISD was developed based on the RAISD which has served as
a useful tool for behavior analysts for many years.

Assessment Format

Then, your supervisees must determine the way in which the assessment will be
conducted. That is, will it be conducted in using a paired-stimulus assessment, a
latency-based assessment, or a rate-based assessment. The paired-stimulus demand
assessment is similar to the paired-stimulus preference assessment in that pairs of
demands will be presented, and the client will select between the two demands. A
selection response will result in the presentation of the selected demand for one
trial. The latency-based assessment entails continuous presentation of the demand
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until the client engages in the target challenging behavior. One instance of the
behavior results in the termination of the session. And the rate-based demand assess-
ment is similar to the escape condition of the functional analysis. That is, demands
are presented and removed for a brief reinforcement interval following engagement
in challenging behavior. Unlike the latency-based assessment, engagement in chal-
lenging behavior does not result in the termination of the session, rather after the
brief interval the demands are represented.

Stimulus Presentation

Next, your supervisees should consider the way in which the aversive stimuli will
be presented. Across the studies on demand assessments, the stimuli were presented
by placing the demand (e.g., “wipe off the table”) or presenting stimuli that are
necessary for completing the task (e.g., towel for wiping off the table). If the super-
visee selects presentation of the stimulus necessary for the task, it will be important
to pair the stimulus with the demand prior to conducting the assessment.

Data Analysis

Data analysis differs across the three assessment formats. For the paired-stimulus
assessment, selection responses are recorded. These data are converted into a per-
centage by dividing the number of selections by the number of times the demand
was presented and multiplied by 100. The data are interpreted using a bar graph and
demands that are selected on fewer trials are categorized as high-aversive and more
likely to be included within the functional analysis. For the latency-based assess-
ments, the latency, or amount of time between the presentation of specific demands
and engagement in challenging behavior, is recorded. The average latency for each
demand is calculated and may be graphed using a bar graph. Demands with the
shortest latency to challenging behavior are categorized as high-aversive and likely
to be included within the functional analysis. For the rate-based assessment, the rate
of challenging behavior for each demand is recorded. The number of instances of
challenging behavior is divided by the session duration which converts the value to
rate. The average rate of challenging behavior is graphed for each demand using a
bar graph. Demands associated with higher rates of challenging behavior are cate-
gorized as high-aversive and likely to be included within the functional analysis.
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Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-20:00 Review Major Concepts

20:00-30:00 Indirect Assessment Activity

30:00-40:00 Data Collection for Paired-Stimulus Preference Assessments
40:00-55:00 Demand Assessment Administration

55:00-60:00 Knowledge Check

\J -
|
/ Materials Needed IIL

e Appendix A: Paired-Stimulus Assessment Data Sheet, 1 copy for each supervisee
e Selected direct assessment (e.g., RAISD, DAISD, or NRRS), 1 copy for each
supervisee

Reading Assignments

At least one week prior to the group supervision meeting, assign your supervisees
to read about the subject. Below is a list of recommended assigned readings.

e Fisher et al. (1992)
e Verriden & Roscoe (2016)
e Zangrillo et al. (2020)

Review Major Concepts

Begin your group supervision meeting by reviewing the major concepts associated
with preference assessments and demand assessments including the purpose and
typical procedures. The decision-making steps for both assessments include (a)
identifying stimuli to include within assessments, (b) selecting an assessment for-
mat, (c) determining the presentation of the stimuli, and (d) analyzing results of
different assessments. A brief summary of each is provided below, and PowerPoint
slides are available to share with your group.
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Preference Assessments

Review the purpose of a preference assessment with your supervisees. Discuss the
distinction between preference assessments and reinforcer assessments. It is imper-
ative that your supervisees can clearly define stimuli that are preferred versus those
which function as reinforcers.

Definitions:

1. Preference: a stimulus option with which the client choses to interact more often.
2. Reinforcer: a stimulus that when applied contingently on a target response leads
to an increase in that response.

Explain to your supervisees that preference assessments are employed because
stimuli categorized as highly preferred tend to function as reinforcers. Because pref-
erence assessments are time and resource efficient, their use is best practice.
Transition to the discussion of conducting a preference assessment.

Identifying Stimuli When determining which stimuli to include within the assess-
ment, guide your supervisees through multiple exercises.

1. Discuss the common types of stimuli included within these assessments. Explain
to your supervisees that stimuli that have been evaluated across many studies
include edibles, tangible items, social interactions, and activities. This discus-
sion should be framed around stimuli that are most appropriate for the popula-
tion with whom your supervisees work.

2. Discuss ways in which your supervisees can identify appropriate stimuli for their
clients.

(a) Interview stakeholders such as caregivers and teachers to identify activities,
social interactions, and items that are preferred by the client. This can be a
formal interview such as the RAISD or less formal with open-ended
questions.

(b) When appropriate, ask the client for their input.

(c) Observe the client and note the activities or types of social interactions they
typically gravitate toward.

3. The final part of this discussion requires supervisees to exclude stimuli that will
not be appropriate for the setting.

Assessment Format Next, review the three common assessment formats including
an open-ended interview, a free-operant assessment, and a trial-based format.

1. Open-ended interview: Explain that these assessments include formally request-
ing information from the client regarding which stimuli they believe best moti-
vate their behavior. This can encompass a list of open-ended questions or
informal general questions (e.g., “what do you like to earn for working hard?”).
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(a) This assessment is most appropriate when:
(1) The client has a strong verbal repertoire.

2. Free-operant assessment: Explain that these assessments entail allowing the cli-
ent to freely engage with a select number of stimuli or an unrestricted number of
stimuli during a specified amount of time. For example, the clinician presents
five different toys and allows the client to interact with any of the toys, including
multiple toys at a time, during a 15-minute session.

(a) This assessment is most appropriate when:

(1) The client has just started receiving services.
(i1) The client engages in challenging behavior when preferred stimuli are
removed.
(ii1) The client has difficulties making selections between options.

3. Trial-based assessments: This assessment format includes multiple variations;
however, overall, the assessment includes multiple presentations of two or more
stimuli from which the client must select.

(a) Paired-stimulus assessment: Trials include presentations of two stimuli at a
time, and each stimulus is paired with every other stimulus. Typically, 6 to
16 stimuli in total are assessed. The assessment is often conducted twice
before analyzing the results.

(b) Multiple stimulus without replacement assessment: Five to seven stimuli are
included within the assessment. On the first trial, all the stimuli are pre-
sented. For the second trial, the selected stimulus is no longer presented in
the array. Thus, each subsequent trial includes one less stimulus than the
previous trial. The assessment is usually conducted three times before ana-
lyzing the results.

Explain to your supervisees that trial-based assessments are ideal because
they can be conducted using several stimulus presentations, and when analyzing
the data, they result in a preference hierarchy. A preference hierarchy allows for
more potent reinforcers to be reserved for difficult skills.

(a) This assessment is most appropriate when:

(i) The client can select between multiple options.
(ii) A preference hierarchy is desirable.

Stimulus Presentation For the trial-based assessment, there are multiple ways in
which the stimuli can be presented. Prior to implementing the preference assess-
ment, your supervisee should determine whether the client will have access to the
stimuli after the selection. For some clients, the assessment may be less effective if
the selection is not followed with access to the stimuli, whereas for other clients, the
results may be the same either way. Research has demonstrated mixed findings
regarding this topic (e.g., Brodhead et al., 2017; Higbee et al., 1999); thus, careful
planning for the individual client should be conducted prior to assessment.
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1. Stimulus items: The simplest presentation is to present the actual stimuli such as
the toys, activities, or edible items. Upon selection, the client can interact with
the item for a brief period of time or consume the edible item.

2. Pictures: Presentation can also incorporate pictures or icons of the correspond-
ing stimuli.

(a) Prerequisite skills: Picture-to-object matching

3. Video clips: Similar to pictures, video clips can be used to present the stimuli.
These can be particularly useful for activities and social interactions.

(a) Prerequisite skills: Video-to-object matching

4. Vocal: The stimuli can also be presented vocally. For example, if the therapist is
conducting a paired-stimulus preference assessment they could ask, “would you
rather have a ball or a puzzle?” for one trial and “would you rather have a shape
sorter or a doll?” for another trial.

(a) Prerequisite skills: Vocal verbal skills, strong tact repertoire

5. Written: Finally, the stimuli can be presented in written form. That is, all the
stimuli can be written on index cards, and the index cards can be presented to
the client.

(a) Prerequisite skills: Verbal skills, strong textual repertoire

Data Analysis In order to determine which stimuli are more likely to function as
reinforcers, data must be collected and analyzed for each of the assessment formats.
Explain the different data collection and analysis methods to your supervisees.

1. Open-ended interview: The data collected for this assessment format are the cli-
ent’s self-reported responses to the questions. The analysis of these data will
largely depend on what questions are asked.

2. Free-operant assessment: The data collected for this assessment format are the
duration in which the client engages with each stimulus. The client is free to
interact with multiple stimuli at a time; however, the data recorded should be
separately for each individual stimulus. These data are converted into the per-
centage of the session in which the client engaged with each stimulus. Stimuli
with the highest percentages are identified as the high-preference items.

3. Trial-based assessment: Data on selections are collected for this assessment for-
mat. These data are converted into a percentage by dividing the number of selec-
tions by the number of times the item was presented and multiplied by 100.
Stimuli with the highest percentage of selections are categorized as high-
preference items/activities/interactions.
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Demand Assessments

Discuss the purpose of conducting demand assessments with your supervisees and
clearly define the conditions under which they should conduct one. Stress to your
supervisees the importance of incorporating sufficiently evocative demands during
the escape condition of the functional analysis. Failing to identify an escape func-
tion when one exists will lead to ineffective treatment, which can have detrimental
effects that last for many years. Transition to the discussion of conducting a demand
assessment.

Identifying Stimuli When determining which stimuli to include within the assess-
ment, guide your supervisees through the following considerations.

1. Discuss the common demand categories included within these assessments.
These categories include academic tasks, self-care tasks, cleaning and tidying
tasks, gross motor tasks, and transitioning from one activity to another. This
discussion should be framed around demands that are most appropriate for the
population with whom your supervisees work.

2. Discuss the indirect assessments commonly used to identify demands to include
within the direct assessments. This can be a formal interview such as the NRRS
or the DAISD. If neither of these include questions that would be appropriate for
the population who receive services from your supervisees, encourage your
supervisees to develop more appropriate interview questions.

3. The final part of this discussion requires supervisees to exclude demands that
will not be appropriate for the setting.

Assessment Format Next, review the three common assessment formats including
a paired-stimulus assessment, a latency-based assessment, and a rate-based
assessment.

1. Paired-stimulus demand assessment: Explain that this assessment format is simi-
lar to the paired-stimulus preference assessment and entails multiple trials of
demand presentations. Trials include the presentation of two demands at a time,
and each demand is paired with every other demand. A selection response results
in the client completing one instance of the selected task. For example, the
implementer might say “wipe the counter or pick up blocks,” and if the client
selected wipe the counter, they would be required to wipe the counter once. Five
to eight demands are assessed, and each demand pairing is presented two or
three times before analyzing the results.

Explain to your supervisees that this assessment format may be preferred
because it does not require multiple exposures to the high-aversive demands as
the client can avoid them by selecting less aversive demands.

(a) This assessment is most appropriate when:

(i) The client can select from two options.
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(i1) The client engages in high rates of challenging behavior.

2. Latency-based assessment: Explain that each trial entails the presentation of the
same demand until the client engages in challenging behavior or the session time
(e.g., 5 minutes) has elapsed. The first instance of challenging behavior results in
access to escape and termination of the session. Typically, 10 demands are
assessed, and each demand is presented three times before analyzing the results.

(a) This assessment is most appropriate when:

(i) The client cannot select from two options.
(i1) The client engages in high rates of challenging behavior.

3. Rate-based assessment

Explain that this assessment format mirrors that of the escape condition of the
functional analysis. That is, sessions continue for the entire duration (e.g., 5 min-
utes), and challenging behavior results in a brief escape interval (e.g., 30 sec-
onds). At the end of the escape interval, the demand is represented. Typically, 6
to 12 demands are assessed, and each demand is presented twice before analyz-
ing the results.
(a) This assessment is most appropriate when:

(i) The client cannot select from two options.
(i1) The client does not engage in high rates of challenging behavior.

Stimulus Presentation Review the two ways in which stimuli are presented within
a demand assessment. These include presenting the actual demand (e.g., “pick up
toys”) and presenting stimuli associated with the demand (e.g., toys to be picked
up). If the supervisee selects presenting stimuli associated with the demand, remind
them that they must present adequate pairing trials between the stimulus and the
demand. Provide several examples of stimuli associated with demands that would
be most appropriate for your supervisees.

Data Analysis In order to determine which demands are more likely to evoke chal-
lenging behavior, data must be collected and analyzed for each of the assessment
formats. Explain the different data collection and analysis methods to your
supervisees.

1. Paired-stimulus assessment: Selection responses are recorded for this assess-
ment format. These data are converted into a percentage by dividing the number
of selections by the number of times the demand was presented and multiplied
by 100. Demands with the lowest percentage of selections are categorized as
high aversive.

2. Latency-based assessment: The data collected for this assessment format are the
length of time between the presentation of the demand and the client’s engage-
ment in challenging behavior. The average latency across implementations of
each demand is calculated and graphed. Demands associated with shorter laten-
cies to challenging behavior are categorized as high aversive.
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3. Rate-based assessment: The data collected for this assessment format are the
client’s rate of challenging behavior for each demand. The average rate across
implementation of each demand is calculated and graphed. Demands associated
with higher rates of challenging behavior are categorized as high aversive.

Indirect Assessment Activity

For this activity, select an interview to identify stimuli to include within a preference
assessment or demand assessment for your supervisees to practice implementing.
Use one of the developed interviews (e.g., RAISD, DAISD, or NRRS) or develop
one of your own for this activity. Have your supervisees read through the interview
and determine the wording which they will use to conduct the interview. Then have
your supervisees practice interviewing one another. Your supervisees should then
use the information gathered in the interview to specify at least six stimuli that they
would include in the preference assessment or six demands which they would
include in the demand assessment.

(a) The NRRS can be found in Zarcone et al., (1999); the DAISD can be found in
Zangrillo et al., 2020; and the RAISD can be found at https://www.dshs.wa.gov/
sites/default/files/DDA/dda/documents/F.%20Module%205%20Handout%202.pdf

Paired-Stimulus Preference Assessment Activity

For this activity, use the Paired-Stimulus Assessment Data Sheet (see Appendix A).
Identify six items to include in the assessment. Use the stimulus presentation (e.g.,
pictures, written words) that is most appropriate for the population with whom your
supervisees work. Model implementation of the preference assessment for the first
15 trials. Then ask one of your supervisees to volunteer to conduct the second round
of 15 trials. Use Appendix A to guide administration of the assessment. For exam-
ple, if you have included a ball as item A and a car as item B, on the first trial you
would present the ball on the left and the car on the right. Then give the instruction,
“pick one,” and wait for a selection to be made. You and your supervisees should
collect data using the Paired-Stimulus Assessment Data Sheet. After a selection is
made, circle the corresponding letter on the data sheet. Your supervisees will need
to graph the data and identify the preference hierarchy as homework. You can review
their analysis during the individual meeting without a client.


https://www.dshs.wa.gov/sites/default/files/DDA/dda/documents/F. Module 5 Handout 2.pdf
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Paired-Stimulus Demand Assessment Activity

For this activity, ask your supervisees to identify four demands that can easily be
placed within the setting in which you are meeting. Some examples include wipe
the table, stack the papers, or erase the board. You should model the implementation
of the paired-stimulus demand assessment. Using Table 8.2, insert your selected
demands and present the trials in the suggested order. Present the two demands and
instruct the supervisee playing the role of the client to select one. Once a demand is
selected, require the supervisee to complete the task once. Circle the letter that cor-
responds to the selected demand for each trial. Encourage your supervisees to pose
questions that arise during the demonstration. Following this meeting, your super-
visees will need to review Zangrillo et al. (2020) and develop a protocol (i.e., task
analysis) for conducting a demand assessment using this format. They should come
prepared to individual supervision with the protocol all relevant materials including
the Paired-Stimulus Assessment Data Sheet (Appendix A) and stimuli required to
complete the demands.

Table 8.2 Demand assessment trials

Demands Trials

A: 1. A B
B: 2. C D
C: 3. B C
D: 4. D A

. h

Knowledge Check

=

Explain the purpose and procedures of a preference assessment.

Explain the purpose and procedures of a demand assessment.

. What are the four steps for establishing procedures for a preference or

demand assessment?

4. When is an open-ended interview format most appropriate? When is a
free-operant assessment most appropriate? When is a trial-based
assessment most appropriate?

5. What type of stimuli can be included in preference assessments? What

\type of stimuli can be included in demand assessments?

w P
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Homework for Individual Supervision without a Client

1. @raph paired-stimulus preference assessiment data collected during
group supervision avd identify which stimuli are most and least
preferred.

2. Create a protocol for conducting a paired-stimulus demand assessment.

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 45-minute meeting with an indi-
vidual supervisee. If it is possible to shift the demand assessment to supervision
with a client, that is a preferable course of action. However, we recognize that the
clients your supervisees are providing services to or the setting in which they are
working may impede the implementation of a demand assessment with a client.
Therefore, we include it within the supervision without a client meeting.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-15:00 Preference Assessment Activities
15:00-30:00 Demand Assessment Activities
30:00-45:00 Client-Directed Activities

\J -
|
/ Materials Needed IIL

Graph of data collected during group supervision
Protocol for paired-stimulus demand assessment
Appendix A: Paired-Stimulus Assessment
Appendix B: Graph Component Checklist

Preference Assessment Activities

Review the paired-stimulus preference assessment data sheet and graph that your
supervisee completed on the assessment conducted during the group supervision.
Examine your supervisee’s graphs and evaluate their accuracy of graphing. Once
you have determined that the graph is an accurate depiction of the data, review the
quality of the graph using the Graph Component Checklist (see Appendix B).
Provide specific feedback to your supervisee on how they can improve their future
graphs. Based on the graphed data, ask your supervisee to describe the preference
hierarchy and identify which stimuli would likely function as the most potent
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reinforcer. Compare your data with your supervisee’s data to assess for [OA. Discuss
and resolve any discrepancies. If IOA is less, the 80% consider reconducting the
assessment and modeling data collection for the first 5 trials and allowing your
supervisee to independently collect data on the final 10 trials. Provide guidance and
feedback as needed.

Now present a hypothetical situation and have your supervisee respond to the
questions. (The underlined portions can be altered to better suit the population to
whom your supervisee provides services).

Pablo is a young child with intellectual disability. and his therapist is targeting
five goals with him. These five goals include independent toileting, tacting objects.
finishing patterns. two-word mands. and following one-step instructions. Pablo’s
therapist conducted a paired-stimulus preference assessment and developed the
preference hierarchy. The preference hierarchy was the following:

1. Tablet—high-preference

2. Ball—moderate-preference

3. Play dough—moderate-preference
4. Drawing—Ilow-preference

In Table 8.3, the goals are arranged in the order of most challenging to least chal-
lenging for Pablo. Ask your supervisee to identify which preferred stimulus should
be provided contingent upon correct responding for each goal. The information in
parentheses should be removed when discussing with your supervisee. We hope this
discussion will aide your supervisee in their direct use of the information obtained
from preference assessments.

Table 8.3 Goal and preference level

Goal Preferred stimulus

Independent toileting (High-preference item)

Tacting objects (High- or moderate-preference item)
Following one-step instructions (Moderate-preference item)

Two-word mands (None—Should be a characteristic reinforcer)
Finishing patterns (Moderate-preference item)

Demand Assessment Activities

Review the protocol and data sheet developed by your supervisee. Ensure they have
included all of the necessary steps for conducting the assessment. Play the role of
the client and ask your supervisee to conduct the assessment. Use the protocol as a
tool to assess for fidelity of their implementation. Following the assessment, ask
your supervisee to analyze the data and identify two or three demands that they
would include in the function analysis. Provide behavior-specific feedback regard-
ing your supervisee’s implementation and interpretation of the results.
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Client-Directed Activities

Discuss an appropriate preference assessment for the supervisee’s client. If your
supervisee regularly conducts one type of preference assessment (e.g., multiple
stimulus without replacement assessment) and it is appropriate for them to conduct
a different assessment (e.g., paired-stimulus assessment), consider asking your
supervisee to implement the assessment that differs from the one they typically
conduct. Proceed through the four steps: (a) identify appropriate stimuli, (b) select
an assessment format, (c) determine the presentation of the stimuli, and (d) discuss
how data should be collected and analyzed. During this meeting, you and your
supervisee should develop a procedural fidelity checklist that you can use to evalu-
ate your supervisee’s performance when implementing the assessment with their
client. Following the meeting, your supervisee should finalize the Preference
Assessment Procedural Fidelity Checklist (Appendix C) and develop a data sheet
for collecting data on the client’s behavior during the assessment (e.g., selections or
engagement duration). They should have both data sheets prepared for you to col-
lect data to evaluate their fidelity of implementation and IOA for data collection.

L Homework for Tndividual Supervision without a Client

BEH| 1. Prepare data sheets for conducting a preferevce assessmewt,

2. Finalize the Preference Assessment Frocedural Fidelity Checklis+
(Appendix B).

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 45-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision with a Client Agenda

Time Activity

0:00-15:00 Stimulus Preference Assessment Administration
15:00-30:00 Session Procedures
30:00-45:00 Performance Feedback

\J -
|
/ Materials Needed III-

Appendix C: Preference Assessment Procedural Fidelity Checklist
Data sheet for preference assessment, 2 copies

Materials included within the preference assessment

Supervision Observation Form
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Preference Assessment Administration

Prior to your meeting with your supervisee, they should have finalized the Preference
Assessment Procedural Fidelity Checklist and their data sheet for the preference
assessment and provided you with a copy of each. Observe their administration of
the preference assessment and collect data simultaneously. Use the fidelity checklist
to assess your supervisee’s accurate administration of the assessment.

Session Procedures

Following your supervisees administration of the preference assessment, continue
to observe your supervisee target other goals with their client. During this portion of
the observation, collect data using the Supervision Observation Form.

Performance Feedback

After you observe your supervisee, provide them with your data collection sheet
and ask your supervisee to calculate IOA. Discuss and resolve any discrepancies
between your data and your supervisee’s data. Then, provide feedback to your
supervisee according to the procedural fidelity checklist. Provide both praise for
accurate implementation and corrective feedback for components that were imple-
mented incorrectly. Finally, end this session with the opportunity for your super-
visee to ask questions.

Mastery Criterion

In order to progress from this lesson, your supervisee must (a) accurately collect
data with at least 80% agreement and (b) implement the preference assessment with
at least 80% fidelity. If either of these are not met, a second individual meeting
without a client should be scheduled. This meeting should include intensive role-
play and feedback.

Future Growth
)/ [0 Observe your supervisee conduct an interview with a
\— caregiver to determine which stimuli to include within

a preference assessment or a demand assessment.

[0 Observe your supervisee provide feedback to another
trainee on their administration of a preference
assessment.
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Appendix A: Paired-Stimulus Assessment: 6 Items/Demands

Item A:

Item B:

Item C:

Item D:

Item E:

Item F:

Date:

Child:

Teacher:

Trial #

Item selection

x>

S EI R Pl Bad i o

9

10.

11.

12.

13.

14.

15.

| g Qo Q) || O W p>| o >
| O|m| | Q||| o w| Q| > | O > | w

1. Highest preferred items:
2. Moderately preferred items:
3. Lowest preferred items:

1. Highest preferred demands:
2. Moderately preferred demands:
3. Lowest preferred demands:

Item A selected: trials
Item B selected: trials
Item C selected: trials
Item D selected: trials
Item E selected: trials
Item F selected: trials
Date:
Child:
Teacher:
Trial # Item selection
1. A B
2. C A
3. A D
4. E A
5, A F
6. B C
7. D B
8. B E
9. F B
10. C D
11. E C
12. C F
13. D E
14. F D
15. E F
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Appendix B: Graph Component Checklist

Supervisee: Date:

Rater (circle one): Supervisee Self-Evaluation Supervisor Feedback
Component or Feature Correct Notes

Horizontal axis marked in equal Y N
intervals
Horizonal axis label Y N
Vertical axis Y N
Vertical axis marked in equal intervals Y N
Vertical axis range is appropriate to data v N
displayed
C_ondmon change lines (if 2+ conditions v N NA
displayed)
C_ondltlon labels (if 2+ conditions Y N NA
displayed)
Data points with appropriate markers Y N

Data path with appropriate line Y N
Figure caption that is informative and v N
concise
Key (when applicable) Y N NA
Graph is made in Microsoft Excel Y N
Graph is in black ink only Y N
Graph does not contain gridlines Y N
Graph does not contain visible border

- Y N
lines
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Appendix C: Preference Assessment Procedural

Fidelity Checklist
Supervisee: Supervisor:
Client: Date & Time:

Client Learning Objective:

Implemented
Correctly?
Step +=Yes
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Chapter 9
Functional Analysis, Part 1

Topics Covered Within This Chapter

Topics

Functional Analysis Procedure

Interpreting Functional Analysis Results

Advantages and Limitations of Functional Analysis

The purpose of a functional behavior assessment is to identify the reinforcement
maintaining challenging behavior so that this information can be used to develop
effective, individualized interventions. The identification of the specific conse-
quences positively or negatively reinforcing target challenging behavior will allow
supervisees to design interventions to teach alternative, socially acceptable behav-
iors to access the same reinforcers. Additionally, this allows supervisees to mini-
mize access to reinforcing consequences upon the future occurrences of the
challenging behavior. As a result, your supervisees will need to be proficient in
implementing and interpreting a number of functional behavior assessment method-
ologies, including indirect assessments, direct assessments, and experimental func-
tional analyses. While indirect and direct assessments allow clinicians to develop
hypotheses regarding the environmental events maintaining challenging behavior,
the functional analysis is the only approach to experimentally evaluate those hypoth-
eses. The functional analysis is the most reliable and valid functional behavior
assessment methodology. Needless to say, functional analyses have become the
bread and butter among behavior analysts because of their utility.

Iwata et al. (1994) first developed this approach to identify the functional proper-
ties of self-injurious behavior. Since then, functional analyses have become a staple
assessment among behavior analysts, used to assess a myriad of topographies of

Supplementary Information The online version contains supplementary material available at
[https://doi.org/10.1007/978-3-031-09932-8_9].
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challenging behavior. A functional analysis is designed to mimic the naturally
occurring environmental variables that may occasion for and reinforce challenging
behavior. Functional analyses provide the opportunity to systematically manipulate
environmental events similar to those in the client’s natural environment in order to
determine if they have functional relation with the target challenging behavior.

Functional Analysis Procedure

At aminimum, a functional analysis contains at least one test and one control condi-
tion in order to compare challenging behavior under each condition. However, func-
tional analyses can be conducted with multiple test conditions and control conditions.

Conditions are comprised of three components: motivating operations, discrimi-
native stimuli, and consequences. First, functional analysis conditions manipulate
motivating operations so the reinforcer effectiveness of the stimuli associated with
the condition are elevated. Second, each condition contains stimuli that signal the
availability of reinforcement associated with that condition. Finally, each condition
is associated with a specific, potentially reinforcing, consequence delivered on a
dense schedule of reinforcement contingent upon instances of challenging behavior.
Supervisees who grasp the basic framework of a test condition will have the skills
to develop conditions that are tailored to the unique environmental events hypothe-
sized to have a functional relation with challenging behavior among their clients.

Iwata et al. (1994) conducted three test conditions and a control condition. Today,
the most common test conditions include attention, escape, tangible, and alone or
ignore; yet, the possibilities for functional analysis conditions are endless, and
many studies have included other conditions (Beavers et al., 2013; Rispoli et al.,
2014; Van Camp et al., 2000). See Chap. 10 for a further review of additional condi-
tions that have been included in functional analyses.

The attention condition begins with the implementer interacting with the client
for a short period of time and then diverting their attention to another activity, such
as reading a book. It is common to make low preference toys or leisure activities
available during the attention condition. Contingent upon challenging behavior, the
implementer delivers attention. As with all conditions, implementers should mimic
the individual’s natural environment; in other words, deliver attention in a manner
that is similar to how those in the client’s natural environment would deliver atten-
tion contingent upon challenging behavior. For example, if the client’s caregivers
report responding to challenging behavior with redirecting statements use similar
redirecting statements in the attention condition. On the other hand, if the client’s
parents deliver back rubs to calm the client engaging in challenging behavior, back
rubs should be delivered within the attention condition. Different forms of attention
may affect the outcomes of a functional analysis; therefore, developing an individu-
alized methodology, particularly in regard to the topography of attention, is impor-
tant (e.g., Fisher et al., 1996).
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The escape condition begins with the implementer instructing the client to com-
plete nonpreferred tasks, such as academic tasks, and then delivering prompts in a
least-to-most prompting hierarchy. Contingent upon challenging behavior, the
implementer removes the demands, typically by both removing materials and ori-
enting their body away from the client for a short duration of time. The selection of
tasks is a critical step in developing an escape condition because insufficiently evoc-
ative demands could lead to a false negative conclusion. Supervisees should con-
duct demand assessments (see Chap. 8).

Prior to the start of a tangible session, the implementer gives the client access to
a highly preferred item, such as a toy. When the session begins, the implementer
removes the item out of reach, but keeps the item in the client’s line of sight, when
possible. Contingent upon challenging behavior, the implementer returns the item
for a short duration. The selection of the item is a critical feature of this condition.
If the implementer selects a low preferred item, it is likely that its removal will not
evoke challenging behavior to the same extent as the removal high preferred item,
thus producing a false negative result. As a result, supervisees should implement
preference assessments (Avery & Akers 2021) (see Chap. 8).

In addition to developing specific condition protocols, supervisees must decide
(a) how many topographies to evaluate in a single functional analysis, (b) the dura-
tion of sessions, (c) number of sessions per condition to conduct, (d) how to mea-
sure challenging behavior, and (e) the experimental design. Individuals with
intellectual and developmental disabilities who engage in challenging behavior may
engage in multiple topographies (Derby et al., 1994; Derby et al., 2000). In deciding
to test multiple versus a single topography during a functional analysis, clinicians
must balance the need for efficiency with the possibility of invalid results. In many
cases, individual topographies of challenging behavior are maintained by unique
consequences; therefore, evaluating multiple topographies in a single functional
analysis may preclude the clinician from accurately identifying the functions of
each topography of challenging behavior.

Session duration may vary, but most commonly, functional analysis sessions are
5-15 minutes (Beavers et al., 2013). The benefit of a shorter session duration is an
overall decreased assessment duration. This amounts to less time in which challeng-
ing behavior may be both evoked and reinforced. Moreover, shorter assessment
duration, if valid, will lead to faster access to function-based treatment. However,
the decreased session duration may result in poorly discriminated contingencies
across conditions; thus, ultimately delaying the ability to develop a valid function-
based treatment. In many cases, it may be best to guide supervisees to first use a
shorter duration and increase the duration only if a discriminated pattern of respond-
ing among the conditions does not occur.

Needless to say, the total duration of the assessment is not only influenced by the
duration of sessions, but also the number of sessions conducted per condition.
Functional analyses in which two of fewer exposures to each condition are consid-
ered brief functional analyses and will be discussed in Chap. 10 (Northup et al.,
1991). Supervisees conducting full functional analyses should conduct at least three
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exposures to each condition, but should continue administering additional sessions
of a condition until a pattern of responding can be identified.

Supervisees may choose either continuous or discontinuous data collection dur-
ing a functional analysis, as both approaches are well established in the literature
(Beavers et al., 2013). The most commonly used continuous measurement is a fre-
quency measure, often converted to a rate, while the most commonly used discon-
tinuous measure is partial interval recording. See Chap. 5 for further discussion on
the benefits of various approaches to measurement.

Finally, supervisees must identify an experimental design to employ within the
functional analysis. A multielement design is by far the most widely used design,
but research has supported the use of additional designs such as an ABAB design or
a combination of designs (Beavers et al., 2013).

Interpreting Functional Analysis Results

Supervisees must not only know how to conduct the functional analysis, but also
how to interpret the results. As with all single-case experimental designs, supervis-
ees must hone visual inspection skills. Please refer to Chap. 6 for a more thorough
discussion of visual inspection. In order to analyze functional analysis results, the
supervisee must identify the conditions in which challenging behavior occurred at
consistently higher levels in comparison to the control condition. It is our experi-
ence that supervises frequently and erroneously identify the condition with the
highest level of challenging behavior as the maintaining function without consider-
ing additional conditions in which challenging behavior is elevated relative to the
control condition, but not elevated as high as another condition. Conditions associ-
ated with higher levels of challenging behavior relative to the control condition
suggest that variables associated with that test condition maintain that challenging
behavior. It is possible for a challenging behavior to serve two or more functions. In
such cases, challenging behavior will be elevated in multiple conditions relative to
the control. Automatically maintained challenging behavior may present two unique
patterns. First, challenging behavior occurs most frequently in the alone or ignore
condition relative to all other conditions. Second, challenging behavior remains
high across conditions, suggesting that variables associated with each condition
have little effect on the challenging behavior. Finally, in some instances, the results
of the functional analysis may be undifferentiated. That is, levels of challenging
behavior are variable across conditions. This may occur because challenging behav-
ior failed to come under control of the discriminative stimuli within the conditions
and perhaps more salient stimuli would resolve this issue. It is also possible that
motivating operations were not sufficiently manipulated so that the stimuli associ-
ated with the condition temporarily failed to serve as reinforcers during the analysis;
therefore, motivating operations could be more appropriately manipulated. Finally,
it is possible that the unique reinforcers maintaining challenging behavior were sim-
ply not presented in the functional analysis (see Carr et al., 1996; Rispoli et al., 2014
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for examples). As supervisees become proficient at implementing functional analy-
ses, it is important for them also to develop skills in troubleshooting undifferenti-
ated functional analysis results.

Advantages and Limitations of Functional Analysis

Supervisees must also recognize the advantages and limitations of functional analy-
ses in order to make sound judgments about when to conduct a functional analysis.
The most obvious advantage of a functional analysis is that it produces valid conclu-
sions regarding the function of challenging behavior, allowing clinicians to develop
function-based interventions. However, there are disadvantages that supervisees
must also recognize and consider. First, functional analyses require resources, par-
ticularly time and effort of highly skilled behavior analysts. There may be situations
in which supervisees should allocate time and resources that would be needed to
conduct a functional analysis to other activities to best serve the client. Additionally,
it is possible that a functional analysis may, temporarily, strengthen challenging
behavior. If the challenging behavior persists in the client’s natural environment, it
is clear that the challenging behavior is being reinforced in some capacity outside of
the functional analysis; however, it is important to recognize the possibility of
strengthening a maladaptive behavior. Preliminary research suggests that in many
cases, a functional analysis does not affect levels challenging behavior outside of
the functional analysis setting (Davis et al., 2014), but further research is warranted.
Finally, within a functional analysis, we expect to observe high levels of challenging
behavior, which increases the risk of injury to the client and implementers.
Appropriate measures should be taken to mitigate this risk as much as possible. For
amore thorough summary of risk mitigation practices, see safety measures described
in the following resources and studies: Iwata et al. (1994), Kahng et al. (2015), Lalli
et al. (1995), Marcus et al. (2001), Matson (2012), Poling et al. (2012), Wallace
et al. (1999), Weeden et al. (2010), and Wiskirchen et al. (2017).

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-20:00 Review Major Concepts

20:00-40:00 Develop Functional Analysis Protocol
40:00-55:00 Interpret Functional Analysis Results Graphs
55:00-60:00 Knowledge Check
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d IT
/ Materials Needed

e Appendix A: Developing Functional Analysis Test and Control Conditions, 1
copy per supervisee

e Appendix B: Functional Analysis Procedural Fidelity Checklist, 1 copy per
supervisee
Appendix C: Interpreting Functional Analysis Graphs, 1 copy per supervisee
Appendix D: Functional Analysis Data Sets, 1 copy per supervisee

Reading Assignments

At least one week prior to the group supervision meeting, assign your supervisees
to read about the subject. Below is a list of recommended assigned readings.

e Beavers et al. (2013)
e Hagopian et al. (1997)
e [wata et al. (1994)

Review Major Concepts

Begin your group supervision meeting by reviewing major concepts associated with
conducting and interpreting functional analyses. Begin the conversation with iden-
tifying what constitutes a functional analysis and reasons for conducting a func-
tional analysis. Next discuss the components of a test and a control condition.
Finally, lead a discussion on how to make decisions regarding: (a) number of topog-
raphies to assess in a single functional analysis, (b) data collection method, (c) ses-
sion duration, (d) number of sessions per condition, and (e) experimental design.
Below is a summary to guide those discussions and PowerPoint slides are available
to share with your supervisees.

Ask supervisees to define a functional analysis. Within their definition, ensure
that they identify the following features of a functional analysis:

e It is an experimental evaluation of how specific variables influence challenging
behavior.

e It is the most sophisticated, reliable, and valid functional behavior assess-
ment tool.

e It allows clinicians to identify antecedents and consequences associated with a
target behavior.

* The results of a functional analysis can inform a function-based intervention.

Ask supervisees to discuss why they may wish to conduct a functional analysis.
Be sure that if supervisees plan to implement a function-based intervention, they



Group Supervision Meeting 167

must first conduct a functional analysis. This conversation may also include a dis-
cussion of specific clients because functional analysis considerations are made on a
case-by-case basis. Various case-specific considerations may be discussed such as
topography of challenging behavior, context in which challenging behavior occurs,
the ability to mitigate risk to the client and implementer, the supervisee’s experience
and expertise, caregiver or stakeholder preference, and much more.

It is critical that supervisees develop a deep understanding of how a functional
analysis operates. Encourage your supervisees to avoid the urge to simply read and
memorize a protocol provided in a journal article or by an employer. Instead, guide
your supervisees to grasp the logic behind the procedures. To facilitate this under-
standing, use the Developing Functional Analysis Test and Control Conditions
(Appendix A) to identify the three major components (establishing operation, dis-
criminative stimuli, and reinforcer) of the four most frequently implemented test
conditions: attention, escape, tangible, and ignore, as well as control condition(s). It
is best to begin with the test portion; for example, (a) asking your supervisees to
identify how they could manipulate the environment in order to facilitate an estab-
lishing operation for attention, (b) what stimuli would signal the availability of
attention, and (c) how to deliver attention as a reinforcer. After identifying the main
components of the test condition, it is easier to develop the control condition because
this is essentially the opposite of the test condition. After completing all four condi-
tions, discuss the fact that a traditional functional analysis (Iwata et al., 1994) con-
sists of a single control condition that combines the abolishing operations, S*, and
extinction procedures associated with all three control conditions they developed.
Engage your supervisees in a discussion of the benefit of the combined single con-
trol condition as opposed to three unique control conditions.

Finally, discuss how to make decisions regarding: (a) number of topographies to
assess in a single functional analysis, (b) session duration, (c) number of sessions
per condition, (d) data collection method, and (e) experimental design. In discussing
each of the five items, communicate to supervisees that clear-cut guidelines simply
do not exist. Rather, they must use their knowledge of functional analysis combined
with their knowledge of the needs and wishes of client and the client’s caregivers to
identify the best methods for each individual case. In other words, 5-minute session
duration may be the best choice for one client, while designing 15-minute sessions
is best suited for another client. Therefore, this discussion should be focused on fac-
tors to consider rather than rules to follow.

In determining the number of topographies to assess in a single functional analy-
sis, the supervisees should consider the likelihood of inconclusive results if multiple
topographies are to be assessed simultaneously. If two or more topographies serve
two or more functions, but are assessed simultaneously, it is likely that the results
will not accurately identify the function for each individual topography; rather, it is
likely that the results will appear to be inconclusive. In some cases, anecdotal evi-
dence gathered through indirect and nonexperimental direct functional behavior
assessments indicate a likelihood of a similar function among two or more topogra-
phies, thus providing a stronger case for a analyzing the topographies simultane-
ously. Nonetheless, we recommend that you encourage your supervisees to limit
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functional analyses to a single topography until they gain more experience. After
gaining more experience, they may be able to successfully identify cases in which a
functional analysis on multiple topographies could prove successful, but it is
unlikely that they would be able to make this distinction early in their careers.

As with other procedural decisions, session duration decisions should be made
on a case-by-case basis. You should guide supervisees to identify factors to con-
sider. These factors include, but are not limited to, the client’s prior history in dis-
criminating contingencies and frequency of challenging behavior. Clients who need
longer exposure to facilitate discriminated responding will necessitate longer ses-
sion duration. This may also include the frequency of challenging behavior, with
more frequently occurring challenging behavior being better suited for shorter ses-
sions and less frequent challenging behavior necessitating longer sessions. You may
discuss other factors that that you as well. A good rule of thumb to communicate to
supervisees is, unless otherwise indicated, to begin with a shorter duration and only
increase if discriminated responding failed to occur or if few or no instances of chal-
lenging behavior occurred.

The decisions related to selecting a data collection method gives the supervisor
the opportunity to review content introduced in Chap. 5. Use this opportunity to
assess for maintenance of those skills and reteach as necessary. Similarly, determi-
nation of experimental design selection and how many sessions to conduct per con-
dition provides an excellent opportunity for the supervisor to review concepts of
experimental design and visual analysis introduced in Chap. 6.

Develop a Functional Analysis Protocol

Assign your supervisees to groups of three or four. Instruct the groups to create a
protocol for a traditional functional analysis that will contain the following condi-
tions: (a) attention, (b) tangible, (c) escape, (d) ignore, and (e) a control condition.
They should create their protocols for each condition on the Functional Analysis
Protocol and Procedural Fidelity Checklist (Appendix B). We recommend that they
create their protocols electronically so that they can easily share the completed doc-
ument with for use an upcoming role-play.

Allow your supervisees at least 15 minutes to develop their protocol, but provide
them with a 3-minute incremental signal so that they can devote the same amount of
time to each condition. Once they have finished their protocols, use the last 5 min-
utes to review them carefully. We recommend you require each team to send you an
electronic version as they complete them so you can begin to edit one condition at a
time. They will use these protocols for their next role-play activity; therefore, any
errors need to be identified before they are practiced. Once each small group has a
supervisor-approved set of functional analysis protocols, be sure each of the group
has a copy. Please note that if your supervisees are in a field experience placement
that uses a specific functional analysis protocol, your supervisees can use that pro-
tocol, rather than the one developed in the group, during the upcoming role-play.
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Interpret Functional Analysis Graphs

Distribute the Interpreting Functional Analysis Graphs (Appendix C). The graphs
are also incorporated into the PowerPoint slides for ease. For the first eight graphs,
vocally describe to your supervisees how to interpret the graphs. For the last seven
graphs, have them interpret the graphs independently. When supervisees indicate
they completed their analysis, ask them to share with the group. We recommend the
following steps to interpreting the functional analysis graphs, which are loosely
based on procedures outlined by Hagopian et al. (1997) and Roane et al. (2013).
However, you may consider adopting the exact procedures outlined by these authors.
The rigorous procedures outlined by Hagopian et al. and Roane et al. are most likely
to produce accurate conclusions. However, for most clearly differentiated results,
the following procedures are likely to produce accurate results, which, in addition
to their ease of implementation, make them appropriate for most functional analysis
interpretations. Therefore, we recommend utilizing the procedures described in
Table 9.1 for interpreting most functional analysis graphs and adopting the Hagopian
et al. and/or Roane et al. procedures with less clearly differentiated results and any
other situation in which you feel this will improve accuracy of functional analysis
result interpretation.

Table 9.1 Steps to interpreting functional analysis results

1. Identify the control condition data path.

2. Identify a single test condition. If the majority of the test condition data points are above the
control condition data path, considered this differentiated. If not, consider this undifferentiated.
Repeat for each condition.

3. If any of the following apply, conclude the behavior is maintained by automatic
reinforcement: (a) behavior is highest in the ignore condition and differentiated from the control
condition, (b) behavior is high across all conditions, or (c) behavior is higher in conditions with
less external stimulation (ignore, attention, and tangible) and lower in conditions with high
external stimulation (demand and control).

4. If there is a data path from a test condition with a downward trend, do not consider this
differentiated unless the downward trend is toward an efficient rate of responding (e.g., if the
tangible item is provided for 30 seconds contingent upon target challenging behavior, efficient
responding is two behaviors per minute).

5. If two or more conditions are differentiated, consider this multiply maintained, unless the
highest differentiated condition is the ignore condition, which should be interpreted as an
automatic function.

6. If three or more conditions are differentiated, but one of these is the ignore condition, which
is not the highest, do not interpret the behavior to be automatically maintained, but do interpret
the other two conditions to maintain challenging behavior.

7. If two conditions are differentiated, but one of these is the ignore condition, which is the
highest, interpret the behavior to be multiply maintained by automatic reinforcement and the
other condition.
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Knowledge Check

1. Explain what a functional analysis is as if you were explaining it to a client’s
caregiver.

2. Name one reason you may want to conduct a functional analysis.

Name one reason you may not want to conduct a functional analysis.

How many topographies of challenging behavior should be assessed within a

functional analysis? Why?

5. What are the three components manipulated in a functional analysis

condition? Give an example of how they are manipulated in the attention,
K tangible, or escape condition. /

H®

E Homework for Tudividual Supervision without a Client

1. @Graph three functional analysis data sets (provided in Appendix D).
Tuterpret the results.

2. Review and practice the functional analysis protocol. The protocol should be
that developed in the group supervision meeting or one that is used in the
field experience placement setting.

3. Print the selected functional analysis procedural fidelity checklist (see
Appendix B as an example).

4. Develop a data sheet that corresponds to the functional analysis protocol.

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 1-hour meeting with an individual
supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-10:00 Review Functional Analysis Graph and Interpretation Homework
10:00-60:00 | Role-Play Functional Analysis and Performance Feedback
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\g
/ Materials Needed III

e Appendix E: Graph Component Checklist, 3 copies
e Supervisee-developed functional analysis procedural fidelity checklist, one copy
of each condition

Review Functional Analysis Graph
and Interpretation Homework

Review your supervisee’s graphs using the Graph Component Checklist (Appendix
E). It is helpful for your supervisee to watch you analyze the graph according to this
checklist. As you do so, provide specific praise to your supervisee for inclusion of
the components and provide both specific feedback and rationale for any compo-
nents that are not incorporated into the graph. After checking for the components of
each graph, ask your supervisee to share their interpretation of the results (i.e., func-
tion maintaining challenging behavior). Again, deliver specific praise for correct
interpretations. In response to errors, model for the supervisee how to determine the
correct function of challenging behavior, providing a rationale for each step in the
interpretation process. Correct interpretations of the functional analysis data sets are
found in Table 9.2.

Table 9.2 Functional analysis interpretation activity: Correct interpretation

Data set number Correct interpretation of results

1 Maintained by access to attention

2 Maintained by escape

3 Maintained by automatic reinforcement

Role-Play Functional Analysis and Performance Feedback

The final portion of your individual supervision meeting will involve a role-play of
all functional analysis conditions. Role-play each condition in the following order:
(a) attention, (b) escape, (c) tangible, (d) ignore, and (e) control. Prior to beginning
the role-play, ask your supervisee to provide you with the protocols, if they have not
done so already. Quickly read the protocols aloud together to ensure that you both
have the same protocols and that all clarifications have been made prior to the role-
play activity.

You will role-play as a client and your supervisee will implement a functional
analysis. We suggest you select a challenging behavior topography that the
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supervisee is likely to encounter at their field experience placement as opposed to a
confederate topography (e.g., tapping the table) that is not authentically challeng-
ing. That being said, the intensity of the behavior should be modified so there is no
risk of injury to either you or the supervise. For example, touching one’s nose should
not be considered as a challenging behavior for the role-play because this is not an
authentic topography of challenging behavior. On the contrary, you may choose
self-injury as the target challenging behavior due to its authenticity. However, if you
selected head hitting as the target topography during role-play, engage in head hit-
ting with an open hand and no force so that in reality you are only tapping your
head. We also suggest that you maintain a moderate frequency of target challenging
behavior and only occasionally engage in nontarget challenging behavior. You want
to role-play a realistic functional analysis, but one that is relatively easy to imple-
ment. You want your supervisee to be successful during this initial role-play. As you
observe your supervisee’s success, you can begin to emit behaviors that would
increase implementation difficulty. Some examples of ways to increase difficulty of
accurate implementation include: (a) increasing the frequency of the target behav-
ior, (b) engaging in nontarget challenging behavior, (c) continuing to engage in
challenging behavior when accessing the condition-specific consequence (e.g., con-
tinuing to hit your own head even when you have access to the tangible item), and
(d) other scenarios that have threated your own fidelity of implementation that you
have experienced as a clinician.

Your supervisee will role-play as the implementer. During the role-play, do your
best to refrain from coaching your supervisee. Instead, hold your comments to the
end of the condition. Of course, use your best judgment regarding when to support
a faltering supervisee mid-role-play. Ideally, you would measure procedural fidelity
as you are simultaneously playing the role of the client. In reality, measuring proce-
dural fidelity while simultaneously role-playing the client may be distracting or
impossible. Therefore, if it is impossible to record procedural fidelity live during the
role-play, simply review the procedural fidelity checklist with your supervisee
immediately after the session. For the sake of efficiency, we recommend engaging
in a 5-minute role-play condition, followed by 5 minutes of feedback, utilizing the
procedural fidelity checklist. With five conditions, each requiring 10 minutes for
role-play and subsequent feedback, this entire activity should take about 50 minutes.

At the end of the role-play, be sure to emphasize again the steps your supervisee
completed correctly. Also review the steps the supervisee needs to practice again. If
procedural fidelity was below 80% of steps correct for any condition, we recom-
mend that you ask your supervisee to schedule a second role-play opportunity for
those condition(s). Encourage your supervisee to role-play with peers in preparation
for this second opportunity. We highly encourage you not to allow any supervisee to
implement a functional analysis with clients until the supervisee can complete at
least 80% of steps correctly across all conditions, regardless of the amount support
that will be in place for your supervisee’s first attempt in implementing a functional
analysis.
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Homework for Tndividual Supervision without a Client

EEE 1. Ifveeded, revise procedural fidelity checklist.

2. Provide the supervisor with an up-to-date procedural fidelity checklist for all
conditions to be used at the next meeting. Be sure to specify +o vour
supervisee if you prefer a hard copy or electronic copy.

3. Develop data sheets or any other relevant data collection measurement
system (e.q., electrovic data collection) to be used for a functional analysis
implemented in the next supervision meeting.

4. Develop a template to graph the results of the functional analysis to be
used dwiw@ the vext supervision session. Be sure to approve the graphing
software to be used (e.9., Microsoft Excel).

5. Observe a functional analysis at the supervisee’s field experience placement
(optional).

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a S0-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity

0:00-5:00 Review Procedural Fidelity Checklist and Data Collection Procedure
10:00-50:00 | Conduct Functional Analysis with Support

\J -
|
/ Materials Needed IIL

e Supervisee-developed functional analysis procedural fidelity checklist, 1 copy of
each condition

Supervisee-developed data sheets, same number as sessions to be conducted
Computer to graph results

Review Procedural Fidelity Checklist and Data
Collection Procedure

During this meeting, you will support your supervisee in implementing a functional
analysis. Prior to conducting the functional analysis, review the procedural fidelity
checklists and data collection procedures with your supervisee. You can conduct
this review any time prior to conducting the functional analysis, not necessarily
immediately prior to the functional analysis.
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Conduct Functional Analysis with Support

It is quite possible that your supervisee is not currently working with a client in need
of a functional analysis at the exact timing of this supervision session. If that is the
case, we encourage you to solve this with one of two options: (a) determine if a cli-
ent at your supervisee’s field experience placement is in need of a functional analy-
sis and if your supervisee can volunteer to assist in implementation, or (b) role-play
a functional analysis that is more authentic than the previous supervision meeting
with the assistance of additional supervisees. We highly recommend the first option
because it is a more authentic learning experience. Additionally, the second option
precludes the ability for this session to take place with a client; therefore, additional
supervision meetings in which you observe your supervisee working with a client
will be necessary. If you choose the second option, conduct the role-play with three
supervisees. One will implement the functional analysis, one will play the role of a
client, and the other will collect data. As a supervisor, you will collect data to evalu-
ate IOA with the data collector as well as complete procedural fidelity checklists
during implementation. You may increase the difficulty of implementation relative
to the prior supervision session with strategies discussed in the previous section.

Ideally, your supervisee will implement a functional analysis with a client.
During this implementation, client safety and accurate implementation are key.
Therefore, include individuals with sufficient experience to implement the func-
tional analysis. Do not consider the supervisee as an implementer in determining
staffing ratio because the supervisee is still in a learning phase and likely to make
mistakes and need support. In other words, if an evaluation team previously deter-
mined that two implementers would need to be present during the functional analy-
sis, then maintain two implementers and the supervisee would serve as the third.
You may wish to serve as one of the implementers or only observe the implementa-
tion. This decision is yours to make as to your comfort level in both simultaneously
implementing and providing feedback should be considered.

Ask the supervisee to implement functional analysis procedures for at least
25 minutes. You may want to extend the length of observation, particularly if the
functional analysis consists of 10- or 15-minute sessions. During this session,
ensure that your supervisee serves as the lead implementer. Do not expect that your
supervisee could implement as well as collect data or self-evaluate procedural fidel-
ity. As a new skill, the supervisee should only focus on correct implementation.
During this time, encourage all implementers, including yourself, to provide imme-
diate feedback to the supervisee, when appropriate. Errors should be corrected
immediately during the session. This both ensures the validity of the functional
analysis results and prevents the supervisee from practicing errors.

At the end of the observation, ask your supervisee to leave the assessment setting
and visit briefly with you about the implementation. Share procedural fidelity data
you gathered and specifically praise steps your supervisee implemented correctly
and provide a detailed description of errors committed during implementation.
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When discussing errors, provide suggestions for improving implementation and a
rationale as to why such improvements need to be made.

Mastery Criteria

In order to progress from this lesson, your supervisee must conduct a functional
analysis in which they (a) accurately collect data with at least 80% agreement and
(b) conduct the all conditions of the functional analysis with at least 80% fidelity. If
either of these are not met, a second individual meeting without a client with inten-
sive role-play and feedback should be scheduled.

Future Growth
L/ [0 Observe your supervisee conducting additional functional
\_ analysis conditions, particularly if you have not had the

opportunity to observe them implement all conditions.

[0 Observe your supervisee provide instruction to another
individual implementing a functional analysis (e.g.,
another trainee, a caregiver, a teacher).
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Appendix A: Developing Functional Analysis Test
and Control Conditions

Attention
Test Condition
Establishing Operation SP Reinforcer

Control Condition

Abolishing Operation S-Delta Extincti
Escape
Test Condition
Establishing Operation SP Reinforcer

Control Condition

Abolishing Operation S-Delta Extinction
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Tangible

Test Condition
Establishing Operation sP Reinforcer

Control Condition

Abolishing Operation S-Delta Extinction
Ignore
Test Condition
Establishing Operation SP Reinforcer

Control Condition
Abolishing Operation S-Delta Extinction




178

9 Functional Analysis, Part 1

Developing Functional Analysis Test and Control Conditions

Supervisor Answer Sheet*
*The Supervisor Answer Sheet provides the conceptually correct response, but answers that vary slightly may still be correct. The

supervisor should use the best judgement in responding to supervisees’ responses.

Establishing Operation

Brief delivery of attention followed by
removal of attention.

Attention
Test Condition
sP Reinforcer
Delivery of attention in the form of vocal
statements (e.g., “You need to play

Adult present in the room

Control Condition

quietly) and/or physical contact (e.g., pat
on the back) contingent upon the targeted

challenging behavior

Extinction

S-Delta

Abolishing Operation

Non-contingent (i.e., time-based) delivery
of attention.

No adult present to deliver attention.*

*It is important to note that this could be
perceived as incompatible to the
manipulation of the motivating operation;
however, rather than conceptualizing this
as “no adult present in the assessment
setting”, conceptualize as no adult
present with the ability to deliver attention

because the only adult present are already
delivery attention on a regular basis.

Withhold attention contingent upon the
targeted challenging behavior.

Escape

Test Condition
SD

Reinforcer

Establishing Operation

Delivery of task demands.

Materials associated with task demands.

Removal of task demands contingent upon
the targeted challenging behavior.

Extinction

Control Condition
S-Delta

No removal of task demands contingent

Abolishing Operation

No task demands present.

No materials associated with task
demands present.

upon the targeted challenging behavior.*

*It is important to note that true extinction
would be persistence of tasks demands
contingent upon challenging behavior;
however, due to the manipulation of the
motivating operations requiring that task
demands are presented, no task demands
can be continued contingent upon
targeted challenging behavior. However,
it is important to note that no task demand
removal of any kind should occur
contingent upon the targeted challenging
behavior.
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Tangible

Test Condition

Establishing Operation

SP

Reinforcer

Brief delivery of tangible access followed
by removal of the tangible item.

Tangible item in sight, but out of reach.

Delivery of access to the tangible item.

Control Condition

Abolishing Operation

S-Delta

Extinction

Non-contingent (i.e., time-based) delivery
of tangible item access..

No tangible item in sight, but inaccessible.

Withhold access to the tangible item
contingent upon the targeted challenging
behavior.

Ignore
Test Condition
Establishing Operation sP Reinforcer

Lack of an enriched environment (e.g.,
access to stimuli and activities, lack of
interaction with others).

In some cases, access to objects utilized
for the targeted topography (e.g., a string
to shake, a toy to spin).

Not Applicable because the potential
reinforcer is not mediated by the
practitioner.

Control Condition

Abolishing Operation

S-Delta

Extinction

Enriched environment

In some cases, lack of access to objects
utilized for the targeted topography.*

*[t is important to note while lack of
access to objects necessary to emit the
behavior would serve S this is not a
recommended procedure. This is
referenced only to build an understanding
of the concept of manipulating
discriminative stimuli. In practice, a
control condition that prevents a client
| from emitting a behavior would falsely
skew the results. That is, if the behavior
could not occur during the control
condition, then it is useless to compare
those results to those of the test condition.
Behavior differences among such
conditions should be attributed to physical
ability rather than the influence of
programmed antecedents and

consequences.

Not Applicable because the potential
reinforcer is not mediated by the
practitioner.
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Appendix B: Functional Analysis Procedural

Fidelity Checklist
Attention
Implemented
Correctly?
Step = Yes
—=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Escape
Implemented
Correctly?
Step _ "
+=Yes
—=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Tangible
Implemented
Correctly?
t
Step +=Yes
—=No
/ *100 = % of steps completed correctly

Steps Completed Correctly.

Total Number of Steps
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Ignore
Implemented
Correctly?
Step _ "
+=Yes
—=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Control
Implemented
Correctly?
Step _ "
+=Yes
—=No
/ *100 = % of steps completed correctly

Steps Completed Correctly.

Total Number of Steps
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Appendix C: Interpreting Functional Analysis Graphs (Figs.
C1,C.2,C3,C4,C5,C.6,C.7,C8,CH, C.10,C.11, C.12,
C.13, C.14, and C.15)
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Fig. C.1 Functional analysis results for Client A. Conducted with 5-minute sessions
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Fig. C.2 Functional analysis results for Client B. Conducted with 5-minute sessions
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Fig. C.6 Functional analysis results for Client F. Conducted with 15-minute sessions
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Fig. C.7 Functional analysis results for Client G. Conducted with 5-minute sessions
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Fig. C.8 Functional analysis results for Client H. Conducted with 5-minute sessions
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Fig. C.10 Functional analysis results for Client J. Conducted with 10-minute sessions
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Data Set 1
15-min Sessions
Session Number Condition Frequency Rate

1 Attention 15
2 Escape 1
3 Tangible 2
4 Control 0
5 Ignore 5
6 Escape 0
7 Tangible 0
8 Control 2
9 Attention 28
10 Ignore 0
11 Control 0
12 Attention 30
13 Ignore 3
14 Escape 0
15 Tangible 0
16 Escape 0
17 Attention 18
18 Tangible 2
19 Ignore 0
20 Control 0
21 Attention 25
22 Control 1
23 Escape 0
24 Ignore 2
25 Tangible 0
26 Ignore 2
27 Tangible 1
28 Control 3
29 Attention 24
30 Escape 3
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Data Set 2
5-min Sessions
Session Number Condition Frequency Rate
1 Ignore 0
2 Tangible 0
3 Control 1
4 Attention 0
5 Escape 5
6 Escape 8
7 Tangible 1
8 Control 0
9 Attention 1
10 Ignore 0
11 Control 0
12 Attention 0
13 Ignore 0
14 Escape 10
15 Tangible 0
16 Attention 1
17 Control 1
18 Escape 7
19 Ignore 0
20 Tangible 2
21 Attention 0
22 Control 0
23 Escape 7
24 Tangible 0
25 Ignore 0
26 Escape 13
27 Tangible 1
28 Control 1
29 Attention 0
30 Ignore 0
31 Attention 0
32 Escape 8
33 Tangible 1
34 Control 0
35 Ignore 0
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Data Set 3
10-min Sessions
Session Number Condition Frequency Rate

1 Escape 10
2 Tangible 12
3 Attention 9
4 Ignore 12
5 Control 15
6 Attention 15
7 Control 10
8 Escape 14
9 Ignore 17
10 Tangible 21
11 Tangible 23
12 Ignore 22
13 Attention 10
14 Escape 16
15 Control 18
16 Attention 17
17 Tangible 22
18 Control 19
19 Escape 20
20 Ignore 23
21 Tangible 18
22 Control 17
23 Escape 19
24 Attention 23
25 Ignore 22
26 Escape 20
27 Tangible 15
28 Control 14
29 Attention 18
30 Ignore 19
31 Control 21
32 Attention 25
33 Tangible 17
34 Escape 18
35 Ignore 19

Functional Analysis Data Sets
Supervisor Answer Sheet

e Data Set 1: Maintained by Access to Attention
e Data Set 2: Maintained by Escape
e Data Set 3: Maintained by Automatic Reinforcement
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Appendix E: Graph Component Checklist

Supervisee: Date:

Rater (circle one): Supervisee Self-Evaluation Supervisor Feedback

Component or Feature Correct Notes

Horizontal axis marked in equal intervals Y N

Horizonal axis label

Vertical axis

Vertical axis marked in equal intervals

Vertical axis range is appropriate to data
displayed
Condition change lines (if 2+ conditions
| displayed)
Condition labels (if 2+ conditions
| displayed)
Data points with appropriate markers Y N

< =<
z |z|z|z

Y N NA

Y N NA

Data path with appropriate line

~
Z

Figure caption that is informative and
concise

Key (when applicable) Y N NA
Graph is made in Microsoft Excel

=~
Z

Graph is in black ink only

Graph does not contain gridlines

< <= <
z |z |z |z

Graph does not contain visible border
lines
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Alternative Conditions and Idiosyncratic Variables

Brief Functional Analysis

Trial-Based Functional Analysis

Latency-Based Functional Analysis
Synthesized Functional Analysis

Functional Analysis of Precursor Behavior

A functional analysis is not a set protocol, rather it is any experimental manipulation
to identify reinforcement maintaining challenging behavior. With that, the specific
conditions and methodology can be catered to meet the needs of the client, while
still maintaining the experimental control that allows clinicians to identify rein-
forcement maintaining challenging behavior in order to develop effective treatments
(Lydon et al., 2012). This chapter discusses some common variations of the tradi-
tional functional analysis procedure, but it is also important for your supervisees to
know that this is a sampling of common variations. There is no limit to how proce-
dures can be modified to meet the needs of their client.
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Alternative Conditions and Idiosyncratic Variables

In many cases, a traditional functional analysis yields clear results about the ante-
cedents and consequences controlling challenging behavior. In other cases, the
results are undifferentiated. Undifferentiated results certainly do not suggest that
this particular behavior fails to abide by the laws governing behavior. Rather, it sug-
gests that the specific environmental determinants associated with the target chal-
lenging behavior were not properly included and manipulated in the functional
analysis. Clinicians have modified functional analysis conditions in several ways to
capture the specific antecedents and consequences that maintain challenging
behavior.

Iwata et al. (1994) included three test conditions, social disapproval, academic
demand, and alone, as well as a control condition, unstructured play. Yet many clini-
cians have incorporated alternative conditions into functional analyses. For exam-
ple, Rispoli et al. (2014a) included a condition in which experimenters blocked
access to rituals, such a watching only one television program, but reinstated access
to rituals contingent upon challenging behavior. Results indicated challenging
behavior was maintained by access to rituals, allowing for the experimenters to
develop a successful functional communication training intervention. Owens et al.
(2020) conducted an analysis to determine if challenging behavior was maintained
by caregiver’s compliance with mands. Prior to both test and control conditions,
they asked the participant what they wanted to do and how they would like to do it
and then complied with all of the participant’s mands for the next 2 minutes. This
compliance continued across the control condition. During the test condition, they
informed the participant that they wanted to play a different way (i.e., not comply-
ing with the participant’s mands). Contingent upon challenging behavior, the exper-
imenter resumed compliance with the participant’s mands. The experimenters were
able to develop effective function-based interventions based upon the clear, differ-
entiated results produced by this mand analysis.

In some cases, the traditional functional analysis conditions are used, but need to
be altered slightly to include relevant antecedents and consequences influencing
challenging behavior. For example, a client’s challenging behavior may be main-
tained by attention, but the traditional attention condition in which the clinician
engages in an independent activity (e.g., reading a book) may not serve as a putative
establishing operation for attention; therefore, this condition does not evoke chal-
lenging behavior. On the other hand, the clinician diverting attention to another
individual, rather than to a solo activity, evokes challenging behavior (e.g., Call
et al., 2005). There are many idiosyncratic variables that, when manipulated, may
improve the clarity of functional analysis results, and ultimately lead to a more
effective function-based intervention. We recommend you and your supervisees
review Schlichenmeyer et al. (2013) for a more comprehensive review of idiosyn-
cratic variables influencing functional analysis results.
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Brief Functional Analysis

A brief functional analysis is conducted similarly to a traditional functional analysis
except only one or two sessions of each condition are implemented (Northup et al.,
1991). With fewer sessions, often a contingency reversal in which the putative rein-
forcer is delivered contingent upon appropriate behavior, such as a mand, can be
conducted to further verify the functional relation between environmental variables
and the target behaviors. A brief functional analysis may be an excellent option for
supervisees who have limited time to conduct a functional analysis or supervisees
working with clients who engage in severe problem behavior that may pose a risk of
injury to self or others if repeated in a traditional functional analysis. Moreover, if
brief functional analysis results are inconclusive, your supervisee can easily transi-
tion to a traditional functional analysis to further analyze the challenging behavior.

Trial-Based Functional Analysis

The trial-based functional analysis (TBFA) was designed to be implemented as
single trials interspersed throughout the client’s ongoing natural activities (Sigafoos
& Saggers, 1995). Each trial consists of at least a test and control component, typi-
cally each 1-minute in duration. During the test component, the establishing opera-
tion is manipulated and contingent upon challenging behavior, the condition-specific
reinforcer is delivered for the remainder of the 1-minute trial. During the control
condition, the abolishing operation is manipulated. For example, during an attention
test condition, attention is withdrawn (establishing operation) and delivered contin-
gent upon challenging behavior and during an attention control condition, attention
is delivered noncontingently (abolishing operation). As with all functional analyses,
procedural variations exist. The duration of trials ranges from 2 to 6 minutes, the
number of trials conducted per condition ranges from 3 to 20, and the order of com-
ponent presentation (test then control or control then test) vary across studies
(Rispoli et al., 2014b). During each trial, the implementer notes if challenging
behavior did or did not occur. Those data are often displayed in a bar graph, which
precludes analysis of within-condition patterns. We recommend you and your
supervisees review Rispoli et al. (2014b) for a comprehensive review of TBFAs.

Latency-Based Functional Analysis

Latency-based functional analyses include conditions similar to those in a tradi-
tional functional analysis; however, a session is terminated contingent upon the first
instance of the target challenging behavior (Thomasen-Sassi et al., 2011). A session
continues until the target challenging behavior is emitted or a predetermined session
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duration has lapsed. Rather than measuring the frequency or rate of challenging
behavior as with a traditional functional analysis, the latency from the onset of the
establishing operation to the occurrence of problem behavior is measured. The
latency-based functional analysis may be beneficial for supervisees conducting
functional analyses with clients whose challenging behavior poses such a high risk
of injury to a degree that it would be unethical to conduct an assessment that relies
on repeated occurrences of that behavior (e.g., traditional functional analysis).
Latency-based FAs may also be well-suited for challenging behaviors in which
occasioning for repeated occurrence is associated with other drawbacks, such the
introduction of confounding variables. Davis et al. (2013) conducted a latency-
based functional analysis for a participant who engaged in elopement. A traditional
functional analysis poses challenges because participant retrieval is necessary for
repeated occurrences, but this retrieval introduces the confounding variable of con-
tingent attention. Latency-based FAs have drawbacks supervisees should consider,
including that the client is exposed to the contingency only once per session, which
may require more sessions to observe stable responding, thus, negating the pre-
dominant benefit of the latency functional analysis.

Synthesized Functional Analysis

A synthesized functional analysis contains test conditions in which multiple contin-
gencies are evaluated simultaneously. For example, contingent upon challenging
behavior in a synthesized test condition, a participant may receive both escape from
demands and access to tangibles. Hanley et al. (2014) describe the interview-
informed synthesized contingency analysis in which a caregiver interview informs
the synthesized conditions to evaluate. Research on the efficacy of the IISCA is
ongoing; therefore, supervises should consider evaluating synthesized conditions
after a traditional functional analysis fails to produce differentiated results.
Moreover, with emerging literature on this analysis, encourage your supervisees to
closely follow upcoming research.

Functional Analysis of Precursor Behaviors

In some cases, challenging behavior is reliably preceded by another behavior. For
example, an individual who engages in aggression may first pace the room before
kicking or hitting. In situations in which your supervisee’s clients engage in a chal-
lenging behavior that presents a significantly high risk of injury and this behavior is
reliably preceded by another behavior, they may consider conducting a functional
analysis of the precursor behavior rather than the target challenging behavior. A
precursor behavior must be empirically validated prior to being selected for the
functional analysis. An anecdotal report of a precursor behavior is not sufficient
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enough to justify the functional analysis of the precursor behavior in lieu of the
target challenging behavior. Borrero and Borrero (2008) validated precursors to
challenging behavior using both comparative probability analyses and lag-sequential
analyses. A functional analysis on both the precursor and target challenging behav-
ior confirmed the two behaviors served the same function, supporting the notion of
utilizing the results of a functional analysis of precursor behavior to inform a
function-based intervention of the target challenging behavior.

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-35:00 Supervisee Presentations
35:00-55:00 Interpret Functional Analysis Graphs
55:00-60:00 | Knowledge Check

& -
|
I/ Materials Needed III-

e Electronic or hard copies of the journal articles listed below, to be distributed to
supervisees prior to the meeting
Timer
Stimuli to signal time remaining during supervisee presentations
Appendix A: Interpreting Brief Functional Analysis Graphs, 1 copy per
supervisee

e Appendix B: Interpreting trial-based Functional Analysis Graphs, 1 copy per
supervisee

e Appendix C: Interpreting latency Functional Analysis Graphs, 1 copy per
supervisee
Appendix D: Trial-based Functional Analysis Data Sets, 1 copy per supervisee
Appendix E: Alternative FA Procedural Fidelity Checklist, 1 copy per supervisee

Reading Assignments

At least 1 week prior to your group supervision meeting, assign your supervisees to
read about additional functional analyses procedures. We recommend that all super-
visees read each of these articles. Additionally assign each supervisee to be respon-
sible for summarizing one article during the group supervision meeting. This prior
assignment will allow them to be prepared for this summary presentation.
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Considering there are six articles below and your group supervision meeting may
have fewer than six supervisees, you can take on the responsibility of any un-
assigned articles. On the other hand, if your group supervision meeting contains
more than six supervisees, include two supervisees for the following topics, listed
in order of priority for assignment of two or more supervisees: trial-based functional
analysis, functional analysis of precursor behavior, latency-based functional analy-
sis, and idiosyncratic variables affecting functional analysis results.

Inform your supervisees that they will be responsible for a 4-minute presentation
on their selected topic. The presentation should involve a 1-minute summary
explaining the defining features of the assigned functional analysis, a 1-minute
explanation of special considerations when considering the assigned functional
analysis, then a 2-minute summary of the specific article.

* Schlichenmeyer et al. (2013): Idiosyncratic variables affecting functional analy-
sis results.

e Tincani et al. (1999): Brief functional analysis

* Rispoli et al. (2014b): Trial-based functional analysis

e Lambert et al. (2017): Latency-based functional analysis

e Hanley et al. (2014): Synthesized functional analysis

e Herscovitch et al. (2009): Functional analysis of precursor behavior

Supervisee Presentations

Your supervisees should have taken time to prepare for the presentation prior to this
meeting. Therefore, you do not need to allocate time for them to read their assigned
article and plan their presentation. However, we suggested allocating the first 8 min-
utes of the group supervision meeting to refresh their memory on their article and
presentation, and when applicable, collaborate with their topic partner to finalize the
logistics of their 4-minute presentation.

When the supervisee or supervisee pair presents, listen carefully to their descrip-
tion of the functional analysis. Listen for information that should be corrected so the
group of supervisees are not mislead by an erroneous presentation. Also publicly
praise accurate presentations. At the end of the 4-minute presentation, add any
important information that was omitted by the supervisee so that all supervisees get
an accurate and complete summary of each of the six functional analysis approaches.

We highly encourage you to use a timer to keep presentations within the time
constraints. Four minutes is a very short amount of time and it is likely that, if not
prompted, your supervisees will use more time than allotted. We recommend sitting
behind all of your supervisees during the presentations so that you can signal to the
presenter(s) without distracting the audience. A good approach is to use signal cards
or paper, such as a yellow card that indicates there is 2 minutes remaining and a red
card that indicates there is 30 seconds remaining. This will help keep supervisees on
time and the 2-minute and 30-second remaining signals will ensure that they were
not caught by surprise about the end of the presentation, leaving important informa-
tion at the end of their presentation omitted.
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Interpret Functional Analysis Graphs

Of the six variations to the traditional functional analysis presented in this chapter,
the results are graphed and visually analyzed in the same general approach as the
traditional functional analysis for three variations: idiosyncratic variables and/or
alternative conditions, synthesized functional analysis, and functional analysis of
precursor behavior. On the contrary, the results of a brief functional analysis, trial-
based functional analysis, and latency-based functional analysis are visually dis-
played in a format with which your supervisees may be unfamiliar. Therefore, the
next 20 minutes will be used to teach supervisees how to graph and evaluate results
from these variations.

Interpret Brief Functional Analysis Graphs

Begin with teaching supervisees how to evaluate brief functional analysis graphs.
Distribute the Interpreting Brief Functional Analysis Graphs handout (Appendix A)
either electronically, via hard copy, or present the graphs in the PowerPoint slides for
this group supervision meeting. For the first one to two graphs, vocally describe for
your supervisees how to interpret the graphs. After you draw a conclusion (e.g., this
behavior is maintained by access to tangibles), inform your supervisees what you
would recommend be the next course of action based solely on the results of the
graph. Specifically, would you recommend that the clinician begin treatment based
on a specific function? Or do you recommend continuing to conduct sessions so that
the brief functional analysis is transitioned to a full traditional functional analysis?
Or perhaps you recommend verifying the results with a contingency reversal? Or do
you recommend modifying the functional analysis in another way? It is important to
remind your supervisees that in real life, treatment decisions will be made based on
more than just brief functional analysis results, but the purpose of this activity is to
both to learn how analyze the data and also how to use them to inform your decisions.

After vocally interpreting the first one or two graphs, ask your supervisees to
interpret the remaining graphs. If presenting graphs on PowerPoint, present each
graph for about 30 seconds, then ask for a supervisee to volunteer to report their
conclusion regarding the function of the behavior. Then ask another supervisee to
make a recommendation on how to proceed with this client, based solely on this
result. As with all activities, provide specific praise for correct responses. Correct
errors by not only providing the accurate response, but also providing a rationale for
the accurate response. Regardless if a response is correct or incorrect, always praise
supervisees for volunteering to respond and contribute to the group’s growth and
learning.

Unlike the traditional functional analysis, no resources are available to guide
supervisees in the analysis of brief functional analysis graphs. We adapted the pro-
cedures outlined by Hagopian et al. (1997) and Roane et al. (2013) for interpreting
traditional functional analysis graphs to be better suited for brief functional
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analyses; see Table 10.1. While we hope this will be a helpful resource for you and
your supervisees, these analysis procedures have not been validated.

Table 10.1 Guide for interpreting brief functional analysis results

Steps to interpreting brief functional analysis results

1. Identify the control session data point.

2. Identify the single test session for each condition. If the test condition data point is above the
control condition data point, considered this differentiated. If not, consider this
undifferentiated. Repeat for each condition.

3. If any of the following apply, conclude the behavior is maintained by automatic
reinforcement: (a) behavior is high across all sessions or (b) behavior is higher in sessions
with less external stimulation (attention and tangible) and lower in conditions with high
external stimulation (demand and control).

4. If two or more conditions are differentiated, consider this multiply maintained.

Interpret Trial-Based Functional Analysis Graphs

Next, you will teach supervisees how to evaluate trial-based functional analysis
graphs. Distribute the Interpreting trial-based functional analysis Graphs handout
(Appendix B) either electronically, via hard copy, or present the graphs in the
PowerPoint slides for this group supervision meeting. Similar to the activity for inter-
preting brief functional analysis graphs, vocally describe for your supervisees how to
interpret the first one to three trial-based functional analysis graphs. Again, this
includes both drawing a conclusion regarding function and informing your supervis-
ees what you would recommend as the next steps to treating this challenging behavior.
This includes, but is not limited to, (a) utilizing the results to develop a function-based
treatment, (b) continuing more trials of the trial-based functional analysis, perhaps
with modifications, or (c) utilizing a different functional analysis procedure.

Next, instruct your supervisees to independently interpret the remaining graphs
in a fashion similar to their independent analysis of brief functional analysis graphs.
That is, present each graph for about 30 seconds, call for a supervisee to volunteer
their interpretation of the graph and another supervisee to volunteer their recom-
mendation for the next step in treating this challenging behavior. Continue to effec-
tively use specific praise and error correction techniques described above.

Unlike the traditional functional analysis, no resources are available to guide
supervisees in the analysis of trial-based functional analysis graphs, so we developed
the guide below. See Table 10.2. While we hope this will be a helpful resource for
you and your supervisees, these analysis procedures have not been validated. They
should be used with caution and supplemented with sound professional judgment.

Interpret Latency-Based Functional Analysis Graphs
Finally, you will teach supervisees how to evaluate latency-based functional analy-

sis graphs. Distribute the Interpreting Latency-based functional analysis Graphs
handout (Appendix C) either electronically, via hard copy, or present the graphs in
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Table 10.2 Guide for interpreting trial-based functional analysis results

Steps to interpreting trial-based functional analysis results

1. Identify the bar graphs for the attention control and the attention test condition. If
challenging behavior occurred in notably more attention test trials relative to attention
control trials, conclude this behavior is maintained by attention.

2. Identify the bar graphs for the tangible control and the tangible test condition. If challenging
behavior occurred in notably more tangible test trials relative to tangible control trials,
conclude this behavior is maintained by access to tangible items.

3. Identify the bar graphs for the escape control and the escape test condition. If challenging
behavior occurred in notably more escape test trials relative to escape control trials, conclude
this behavior is maintained by access to escape.

4. If any of the following apply, conclude the behavior is maintained by automatic
reinforcement: (a) behavior occurs across a high percentage of ignore trials (either or both
segments) or (b) behavior occurs fairly evenly across all control and test trials.

the PowerPoint slides for this group supervision meeting. Follow the same process
as outlined with the previous two results interpretation activities, vocally describe
how to interpret the first one or two graphs and then directing them analyze and
interpret results independently.

Unfortunately, no resources are available to guide supervisees in the analysis of
latency-based functional analysis graphs either. We adapted the procedures outlined
by Hagopian et al. (1997) and Roane et al. (2013) for interpreting traditional func-
tional analysis graphs to be better suited for latency-based FAs. See Table 10.3. As
with our other newly developed guides, this guide should not replace experience,
expertise, and professional judgment as this has yet to be validated.

Table 10.3 Guide for interpreting latency-based functional analysis results

Steps to interpreting latency-based functional analysis results

1. Identify the control condition data path.

2. Identify a single test condition. If the majority of the test condition data points are below the
control condition data path, considered this differentiated. If not, consider this
undifferentiated. Repeat for each condition.

3. If any of the following apply, conclude the behavior is maintained by automatic
reinforcement: (a) behavior occurs with the shortest latency in the ignore condition and is
differentiated from the control condition, (b) behavior occurs with a short latency across all
conditions, or (c) behavior occurs with a shorter latency in conditions with less external
stimulation (ignore, attention, and tangible) and with a longer latency in conditions with high
external stimulation (demand and control).

4. If there is a data path from a test condition with an upward trend, do not consider this
differentiated.

5. If two or more conditions are differentiated, consider this multiply maintained, unless the
lowest differentiated condition is ignored, which should be interpreted as an automatic
function.

6. If three or more conditions are differentiated, but one of these is the ignore condition, which
is not the lowest, do not interpret the behavior to be automatically maintained, but do interpret
the other two conditions to maintain challenging behavior.

7. If two conditions are differentiated, but one of these is the ignore condition, which is lowest,
interpret the behavior to be multiply maintained by automatic reinforcement and the other
condition.
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[ N

Knowledge Check

1. Explain the major differences between a brief functional analysis and a
traditional functional analysis.

2. Name one reason you may want to conduct a trial-based functional analysis as
opposed to a traditional functional analysis.

3. Name one reason you may want to conduct a latency-based functional analysis
as opposed to a traditional functional analysis.

4. Give three examples of idiosyncratic variables that may affect functional
analysis outcomes.

5. What is one strength and one limitation of a functional analysis of precursor
behavior?

—+  Homework for Tudividual Supervision without a Client

Rl @raph three trial-based functional analysis data sets (provided in Appendix
D). Interpret the results.

2. Choose one of the fumetional analysis methodologies discussed in this chapter
+o implement with a client. Develop a procedural fidelity checklist for that
fumctional analysis using Appendix €.

3. Develop a data sheet that corresponds to the functional analysis protocol.

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 50-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-10:00 Review Functional Analysis Graph and Interpretation Homework
10:00-50:00 Role-Play Functional Analysis with Feedback
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\d -
|
l/ Materials Needed IIL

e Appendix E: Graph Component Checklist, 1 copy per supervisee Supervisee-
developed procedural fidelity checklists, sufficient copies of sessions for role
play activity

e Materials necessary for functional analysis role play (e.g., preferred items,
demand tasks)

Homework Review

Review your supervisee’s graphs using the Graph Component Checklist (Appendix
F). It is helpful for your supervisee to watch you analyze the graph according to
these checklists. As you do so, provide specific praise to your supervisee for inclu-
sion of the components and provide both specific feedback and rationale for any
components that are not incorporated into the graph. After checking for the compo-
nents of each graph, ask your supervisee to share their interpretation of the results
(i.e., function maintaining challenging behavior). Again, deliver specific praise for
correct interpretations. In response to errors, model for the supervisee how to deter-
mine the correct function of challenging behavior, providing a rationale for each
step in the interpretation process.

The graphed data are available on the final two pages of Appendix D (do not
distribute those pages to your supervisees). You can use this to quick gauge accu-
racy of the graph. Correct interpretations of the functional analysis data sets are
found in Table 10.4.

Table 10.4 Functional analysis interpretation activity: Correct interpretation

Data set number Correct interpretation of results
1 Escape function
2 Attention function
3 Automatic function
Role Play

The final portion of your individual supervision meeting will involve a role play of
the functional analysis conditions that your supervisee developed as their home-
work assignment. The specific number of conditions to role play will be determined
on the type of functional analysis they selected; therefore, the duration of this activ-
ity could vary significantly. Prior to beginning the role play, ask your supervisee to
provide you with the protocols, if they have not done so already. You should read the
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protocols aloud to ensure that you have the correct protocol and any potential typos
or easy-to-misunderstand content can be identified and rectified prior to the role play.

For the role-play activity, you will role-play as a client and your supervisee will
implement a functional analysis. Similar to the last chapter, we suggest you select a
challenging behavior topography that the supervisee is likely to encounter at their
field experience placement for an authentic experience, but modify the intensity of
the behavior to eliminate risk of injury to either you or your supervisee. We also
suggest that you maintain a moderate frequency of target challenging behavior and
only occasionally engage in nontarget challenging behavior. While you want an
authentic experience, you also want to set your supervisee up for success in their
initial role play. As your supervisee demonstrates success in implementing proce-
dures with fidelity, feel free to being throwing curve balls, so to speak, as the con-
federate client (e.g., engaging in challenging behavior when the establishing
operation is no longer in place, engaging in nontarget challenging behavior).

Your supervisee will role-play as the implementer. Similar to the traditional
functional analysis role play, deliver feedback after completing each condition. Use
your best judgment as when to support a faltering supervisee, but doing so mid-role
play compromises the ability to provide an accurate measure of procedural fidelity,
which can be very helpful in your supervisee’s skill development. Ideally, you
would measure procedural fidelity as you are simultaneously playing the role of the
client, but this is not always feasible. Alternatively, you can video record the role-
play activity, giving you and your supervisee the opportunity to measure the proce-
dural fidelity simultaneously.

When the role play is complete, summarize the steps your supervisee completed
correctly and those that need to be practiced to improve fidelity. If procedural fidel-
ity was below 80% of steps correct for any condition, we recommend you schedule
another role-play activity and only give your approval for your supervisee to imple-
ment this functional analysis methodology until they reach at least 80% procedural
fidelity across all conditions.

Homework for Iwdividual Supervision with a Cliewt

EEE 1. If weeded, revise procedural fidelity checklist.

2. Provide the supervisor with an up-to-date procedural fidelity checklist for all
conditions o be used at the next meeting. Be sure to specify to vyour
supervisee if you prefer a hard copy or electronic copy.

2. Develop data sheets or any other relevant data collection materials (e.).,
electronic data collection) to be used with the functional analysis +o be
implemented in the vext supervision meeting.

4. Develop a template to graph the results of the functional avalysis o be
implemented during the vext supervision session. Be sure to approve the
graphing software vour supervisee will use (e.q)., Microsoft Excel).
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Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 45-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity
0:00-5:00 Review Procedural Fidelity Checklist and Data Collection Procedure
10:00-45:00 | Conduct Functional Analysis with Support

\J -
/ [0
Materials Needed =——

e Procedural fidelity checklist in supervisor’s preferred format (hard copy or
electronic)

e Materials necessary for functional analysis role play (e.g., preferred items,
demand tasks)

Review Procedural Fidelity Checklist and Data
Collection Procedure

During this session, you will support your supervisee in implementing the func-
tional analysis methodology they selected. Prior to implementation, review the
updated protocol and procedural fidelity checklist. You may wish to do this well
before actual implementation so that your supervisee’s attention is fully directed to
this activity rather than divided between this and working with a client.

Conduct a Functional Analysis

Your supervisee will conduct the selected functional analysis methodology with a
client. In the event you supervisee is not working with a client who would benefit
from a functional analysis you could remedy this by the following: (a) identify a
client at your supervisee’s field experience placement that is in need of a functional
analysis and ask if your supervisee can volunteer to assist in implementation or (b)
role-play a functional analysis that is more authentic than the previous supervision
meeting with the assistance of additional supervisees.

We highly recommend the first option. If you cannot complete the recommended activ-
ity, note that additional supervision meetings with the client may be necessary to meet
current BACB® field experience requirements. Moreover, the role-play option will require
an additional volunteers play various roles. Your supervisee will implement the functional
analysis, another individual will play the role of a client, and the last individual will collect
data. You will measure procedural fidelity. We encourage you to instruct the volunteer role
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playing as the client to increase the difficulty of implementation during this role play in
order to advance your supervisee’s skills beyond the activity of the previous meeting.

During your supervisee’s functional analysis implementation, client safety and
accurate implementation are key. Therefore, a sufficient number of experienced
BCBAs s should be present. We recommend that during this experience, you maintain
a higher staff-to-client ratio than the agency would recommend during normal admin-
istrations of a functional analysis. You may prefer to serve as one of the implementers
or focus all of your attention to supporting your supervisee. The decision is yours to
make, but keep in mind that the staffing ratio will need to be adjusted accordingly.

Your supervisee will implement the selected functional analysis for at least a
35-minute observation. This observation may be divided into multiple sessions if
necessary. To ensure your supervisee’s success, limit them to implementation only.
Do not allow them to simultaneously collect data on the client’s challenging behav-
ior or self-evaluate procedural fidelity during implementation. This will allow them
to focus on the development of their implementation skillset. You and other experi-
enced BCBAs in the session are encouraged to provide immediate feedback to the
supervisee, when appropriate. In order to prevent invalidating the functional analy-
sis, correct errors immediately during the session. If this 35-minute observation was
not sufficient to provide feedback to all conditions and/or for your supervisee to
meet an acceptable level of implementation fidelity, schedule additional observa-
tions. Moreover, you should repeat observations until your supervisee reaches 80%
procedural fidelity with all trials or conditions of the selected functional analysis
methodology. Under no circumstances should a supervisee be allowed to lead the
implementation of a functional analysis methodology prior to meeting this criterion.

At the end of the observation, share the procedural fidelity data you collected on
their implementation. Provide this feedback in a quiet and distraction free setting.
As you review errors they committed, provide a rational for the accurate implemen-
tation. As always, deliver sufficient specific praise so that you deliver a balance of
feedback between praise and correction.

Mastery Criteria

In order to progress from this lesson, your supervisee must conduct and the selected
functional analysis methodology and (a) accurately collect data with at least 80%
agreement and (b) conduct the assessment with at least 80% fidelity. If either of
these are not met, a second individual meeting without a client with intensive role
play and feedback should be scheduled.

Future Growth
L/ — [0 Observe your supervisee provide instruction to another
\— individual implementing this functional analysis
= methodology (e.g., another trainee, a caregiver, a
teacher).
[0 Observe your supervisee conduct a different functional

analysis methodology.
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Challenging Behavior

Fig. A5
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Fig. A.6
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Interpreting Brief Functional Analysis Graphs
Supervisor Answer Sheet

e Figure A.1: Maintained by Escape

e Figure A.2: Maintained by Attention

e Figure A.3: Maintained by Attention

e Figure A.4: Maintained by Automatic Reinforcement
e Figure A.5: Maintained by Automatic Reinforcement
* Figure A.6: Maintained by Tangible

* Figure A.7: Undifferentiated Results
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Appendix B: Interpreting Trial-Based Functional
Analysis Graphs
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Interpreting Trial-Based Functional Analysis Graphs

Supervisor Answer Sheet

e Figure B.1:
e Figure B.2:
e Figure B.3:
e Figure B.4:
e Figure B.5:
e Figure B.6:
e Figure B.7:

Maintained by Escape

Maintained by Attention

Maintained by Tangible and Escape
Maintained by Automatic Reinforcement
Maintained by Tangible

Maintained by Automatic Reinforcement
Maintained by Attention and Escape
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Appendix C: Interpreting Latency Functional
Analysis Graphs
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Interpreting Latency Functional Analysis Graphs

Supervisor Answer Sheet

* Figure C.1:
* Figure C.2:
* Figure C.3:
* Figure C.4:
* Figure C.5:
* Figure C.6:
* Figure C.7:
* Figure C.8:
* Figure C.9:

Maintained by Tangible

Maintained by Attention

Maintained by Escape

Maintained by Attention and Escape

Maintained by Automatic Reinforcement
Maintained by Attention and Escape

Maintained by Automatic Reinforcement and Escape
Maintained by Automatic Reinforcement
Maintained by Tangible
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Appendix D: TBFA Data Sets

10

Functional Analysis, Part 2

Data Set 1

Occurrence
+ = Occurred

Trial Number Condition Segment — = Did not occur
1 Attention Control -
2 Test —
3 Escape Control -
4 Test +
5 Tangible Control -
6 Test -
7 Ignore Control —
8 Test +
9 Tangible Control -
10 Test -
11 Attention Control -
12 Test —
13 Ignore Control —
14 Test -
15 Escape Control -
16 Test -
17 Ignore Control —
18 Test —
19 Escape Control -

20 Test +
21 Attention Control -
22 Test -
23 Tangible Control —
24 Test -
25 Escape Control -
26 Test +
27 Ignore Control -
28 Test -
29 Attention Control -
30 Test —
31 Tangible Control -
32 Test -
33 Attention Control -
34 Test -
35 Escape Control -
36 Test +
37 Tangible Control -
38 Test -
39 Ignore Control —
40 Test —
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Data Set 1
Occurrence
+ = Occurred
Trial Number Condition Segment — = Did not occur
41 Ignore Control -
42 Test -
43 Escape Control -
44 Test +
45 Attention Control —
46 Test -
47 Tangible Control -
48 Test —
49 Tangible Control -
50 Test +
51 Attention Control -
52 Test -
53 Ignore Control -
54 Test —
55 Escape Control —
56 Test +
57 Tangible Control -
58 Test —
59 Escape Control -
60 Test +
61 Ignore Control -
62 Test -
63 Attention Control -
64 Test -
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Data Set 2
Occurrence
+ = Occurred
Trial Number Condition Segment — = Did not occur

1 Attention Control +
2 Test +
3 Escape Control —
4 Test -
5 Tangible Control -
6 Test —
7 Ignore Control -
8 Test —
9 Tangible Control -
10 Test -
11 Attention Control —
12 Test +
13 Ignore Control —
14 Test -
15 Escape Control -
16 Test —
17 Ignore Control -
18 Test -
19 Escape Control -
20 Test —
21 Attention Control -
22 Test +
23 Tangible Control -
24 Test -
25 Escape Control —
26 Test —
27 Ignore Control -
28 Test -
29 Attention Control -
30 Test -
31 Tangible Control +
32 Test -
33 Attention Control -
34 Test +
35 Escape Control -
36 Test +
37 Tangible Control -
38 Test -
39 Ignore Control -
40 Test —




Appendix D: TBFA Data Sets 227
Data Set 2
Occurrence
+ = Occurred
Trial Number Condition Segment — = Did not occur
41 Ignore Control -
42 Test -
43 Escape Control -
44 Test -
45 Attention Control —
46 Test +
47 Tangible Control -
48 Test —
49 Tangible Control -
50 Test —
51 Attention Control -
52 Test +
53 Ignore Control -
54 Test —
55 Escape Control —
56 Test -
57 Tangible Control -
58 Test —
59 Escape Control -
60 Test —
61 Ignore Control -
62 Test -
63 Attention Control —
64 Test +
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Data Set 3
Occurrence
+ = Occurred
Trial Number Condition Segment — = Did not occur

1 Attention Control +
2 Test +
3 Escape Control —
4 Test -
5 Tangible Control -
6 Test —
7 Ignore Control +
8 Test +
9 Tangible Control -
10 Test —
11 Attention Control -
12 Test —
13 Ignore Control +
14 Test +
15 Escape Control -
16 Test -
17 Ignore Control +
18 Test +
19 Escape Control +
20 Test +
21 Attention Control —
22 Test -
23 Tangible Control -
24 Test -
25 Escape Control -
26 Test -
27 Ignore Control +
28 Test +
29 Attention Control -
30 Test -
31 Tangible Control -
32 Test -
33 Attention Control -
34 Test -
35 Escape Control -
36 Test

37 Tangible Control +
38 Test +
39 Ignore Control +
40 Test +
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Data Set 3
Occurrence
+ = Occurred
Trial Number Condition Segment — = Did not occur
41 Ignore Control +
42 Test +
43 Escape Control -
44 Test —
45 Attention Control —
46 Test -
47 Tangible Control -
48 Test —
49 Tangible Control -
50 Test —
51 Attention Control -
52 Test -
53 Ignore Control +
54 Test +
55 Escape Control -
56 Test -
57 Tangible Control —
58 Test —
59 Escape Control -
60 Test -
61 Ignore Control +
62 Test +
63 Attention Control -
64 Test -
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Functional Analysis Data Sets

Supervisor Answer Sheet
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Appendix E: Idiosyncratic Variables, Brief, Latency, or
Precursor FA Procedural Fidelity Checklist

Attention
Implemented
Correctly?
t
Step +=Yes
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Escape
Implemented
Correctly?
Step = Yes
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Steps Completed Correctly.

Tangible
Implemented
Correctly?
t
Step +=Yes
-=No
/ *100 = % of steps completed correctly

Total Number of Steps
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Ignore
Implemented
Correctly?
Step - Y
+=Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Steps Completed Correctly.

Control
Implemented
Correctly?
Step _ Y
+=Yes
-=No
*100 = % of steps completed correctly

Total Number of Steps
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TBFA Protocol and Procedural Fidelity Checklist

Attention - Control
Implemented
Correctly?
Step 4= Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Attention — Test
Implemented
Correctly?
Step + = Yes
- = NO
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Escape - Control
Implemented
Correctly?
Step = Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Escape — Test
Implemented
Correctly?
Step Y
+=Yes
- = NO
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Tangible — Control
Implemented
Correctly?
Step + = Yes
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Tangible — Test
Implemented
Correctly?
Step += Ye}s/
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Ignore — Both Segments
Implemented
Correctly?
Step = Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Synthesized Protocol and Procedural Fidelity Checklist

[Insert Condition Name]
Implemented
Correctly?
Step 4= Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Step
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[Insert Condition Name]
Implemented
Correctly?
Step + = Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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[Insert Condition Name]
Implemented
Correctly?
Step 4 YeZ
-=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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[Insert Condition Name]
Implemented
Correctly?
Step b= Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Appendix F: Graph Component Checklist

Supervisee:

Date:

Rater (circle one): Supervisee Self-Evaluation

10  Functional Analysis, Part 2

Supervisor Feedback

lines

Component or Feature Correct Notes
Horizontal axis marked in equal intervals Y N
Horizontal axis label Y N
Vertical axis Y N
Vertical axis marked in equal intervals Y N
Vertical axis range is appropriate to data v N
displayed
C.ondltlon change lines (if 2+ conditions N NA
displayed)

C.Ol’ldltl()l’l labels (if 2+ conditions N NA
displayed)

Data points with appropriate markers Y N
Data path with appropriate line Y N
Figure caption that is informative and v

concise

Key (when applicable) N NA
Graph is made in Microsoft Excel Y N
Graph is in black ink only Y N
Graph does not contain gridlines Y N
Graph does not contain visible border v N
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Purpose of Assessment
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Purpose of Assessment

Within the field of behavior analysis, assessments are used to establish preinterven-
tion levels of responding. That is, they are used to evaluate the extent to which an
individual engages in specific responses (e.g., requesting a variety of items, spelling
words) prior to the introduction of intervention. The foundation of behavior analysis
is an emphasis on collecting and analyzing data. Therefore, the comparison of
behavior preintervention to postintervention is of the upmost importance.

Once a client is accepted into a behavior analytic program, the first step is to
identify their strengths and deficits to develop an appropriate and effective interven-
tion plan. Identifying client strengths is important because building on skills with
which the client is successful increases the likelihood of future success. In a learn-
ing environment, individuals who are successful access more reinforcement,
whereas individuals who are less successful tend to access less reinforcement and,
in some instances, may contact extinction. Therefore, clinicians must ensure the
intervention plan that they develop is linked to the client’s strengths. Deficits refer
to skills that the client is currently not displaying. For example, if the client does not
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independently write their own name, we would refer to this as a deficit. Assessments
are typically developed with the goal of identifying deficits. This is because clini-
cians are committed to identifying skills that need to be addressed within interven-
tion. If the client does not exhibit any deficits, intervention is probably not necessary.
Clinicians must strike a balance when selecting assessments and analyzing assess-
ment results to identify and highlight both client strengths and deficits.

Assessment Types

Clinicians gather information on client strengths and deficits using two different
types of assessments: indirect assessments and direct assessments. Indirect assess-
ments often include interviews and questionnaires. Many initial interviews include
questions posed to a client or their caregiver regarding areas for improvement. For
example, a clinician might ask a caregiver, “what are some things you would like
[client name] to be able to do that she is currently not able to do?” Stress to your
supervisees the importance of including questions to gather information about the
client’s strengths as well. For example, “what is [client name]’s favorite thing to
do?” or “what are some things that [client name] is good at doing?” These initial
interviews are important for gathering information about the client but also to build
rapport with the client and/or caregiver. Only focusing on deficits and challenging
behavior during the initial interview can have a negative impact on rapport building
and the caregiver—clinician relationship.

The second category of assessments are direct assessments. Direct assessments
can include direct observations, probing for specific skills, and commercially avail-
able assessments. Direct observations entail observing the client and recording
behavior that is relevant to strengths and deficits. Observing behaviors that the cli-
ent engages in within the natural environment is an important exercise for clini-
cians. Clinicians should not assume that client responding during assessments
conducted in the instructional context is always representative of the client’s skill
repertoire. For example, perhaps after conducting several probe trials a clinician
concludes that Jason is unable to identify colors; however, then the clinician
observes him tact the color of the cars while playing with a peer. This would suggest
an issue with motivation during the assessment as opposed to a skill deficit.
Therefore, direct observations should be employed even though they cannot provide
concrete information about preintervention responding.

Probing for skills is important for identifying whether specific responses are in
the individual’s repertoire. Probe trials are distinct from baseline sessions because
there are fewer trials conducted. Usually, at most, probe trials will include two pre-
sentations of a specific skill whereas a baseline session is likely to include five to 20
presentations of the skill. Therefore, probe trials should be considered the first step
in determining whether a goal should be written, and baseline data collected. Probe
trials can be conducted in the teaching environment or in the natural environment
during ongoing activities. Each probe trial will follow baseline procedures in that
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there will be no prompts or differential consequences. Stress to your supervisees the
importance of building in opportunities for their clients to contact reinforcement for
other behaviors during probe trials.

There are several commercially available assessments used within the field of
behavior analysis. Examples include The Assessment of Basic Language and
Learning Skills-Revised (ABLLS-R; Partington, 2010), The Assessment of
Functional Living Skills (AFLS; Partington & Mueller, 2012), Essential for Living
(EFL; McGreevy & Fry, 2013), Promoting the Emergence of Advanced Knowledge
Comprehensive Assessment (PCA; Dixon, 2019), and the Verbal Behavior
Milestones Assessment and Placement Program (VB-MAPP; Sundberg, 2014).
This is not an exhaustive list of assessments; therefore, seek out additional informa-
tion related to assessments that evaluate skills that are relevant to the population
with whom your supervisees work. Before suggesting for your supervisee to con-
duct a commercially available assessment, obtain the following information, includ-
ing any credentials that one needs to conduct the assessment, the type of skills being
assessed, the target population, and the time required for the assessment. Many of
these commercially available assessments include information regarding specific
guidelines for conducting the assessment and these guidelines should be used as the
default. However, if the following information is not included in the assessment
guidelines, you will need to determine (a) if correct responses to items on the assess-
ment will result in reinforcement, (b) if mastered trials will be interspersed during
the assessment, (c) if reinforcement will be provided for unrelated behavior (e.g.,
sitting at the table, attending), (d) how many consecutive assessment trials will be
conducted, and (e) where the assessment should be conducted.

Assessment Analysis

Once the clinician has gathered all the assessment data, they will need to develop a
summary of the results usually in the form of a report. This report will often include
results from the assessments described in this chapter and the assessments described
in Chaps. 7, 8, 9, and 10. The purpose of a comprehensive report that outlines
behavioral excesses and behavioral deficits is to provide the basis for developing an
intervention plan. In Chap. 32, we provide guidance for how to select appropriate
interventions. Step one of our guide is to gather and consider relevant information
about the client and their behavior. Therefore, the information provided in this
chapter will aide your supervisees in completing the first step in the guide. Within a
summary report, it is important to include graphs and other forms of visuals to dis-
play the data collected during the assessment. For example, the ABLLS-R, PCA,
and VB-MAPP have fillable charts that can be color coded to display progress from
one administration of the assessment to the next. In addition to the visual displays
of data, written text describing each visual should be included. This text should be
written using language appropriate to the intended audience and include (a) a
description of the purpose of the assessment, (b) an orientation to the visual, (c) an
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explanation of how to interpret the visual, (d) an analysis of the visual, (e) a descrip-
tion of the meaning of the analysis, and (f) the potential courses of action based on
the data. We provide an example on page 2 of the Summary of Assessment Results
document (Appendix A).

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-20:00 Review Major Concepts
20:00-35:00 Probe Trials Practice
35:00-55:00 Practice Assessment Analysis
55:00-60:00 Knowledge Check

\g
/ Materials Needed II

® Appendix A: Summary of Assessment Results, 1 copy for each supervisee
® Appendix B: Probe Trials Practice, 1 copy for each supervisee

Reading Assignments

At least 1 week prior to the group supervision meeting, assign your supervisees to
read about the subject. Below is a list of recommended assigned readings.

e Armstrong et al. (2021)
e Padilla-Mainor and Akers (2021)
e Sutton et al. (2021)

Review Major Concepts

Begin your group supervision meeting by reviewing the major concepts associated
with assessment in behavior analysis including the types of assessments and the
analysis of assessment results. A brief summary of each is provided below, and
PowerPoint slides are available to share with your group.
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Purpose of Assessments

Review the purpose of assessments within the field of behavior analysis. Highlight
how these assessments are used to establish preintervention levels of responding,
meaning the extent to which an individual engages in the behavior prior to interven-
tion. Remind your supervisees about the importance of collecting information
related to both strengths and deficits throughout the assessment process. Provide
several examples of strengths and deficits that are relevant for the clients with whom
your supervisees work. In addition, have your supervisees provide examples of
strategies for identifying both strengths and deficits.

Assessment Types

1. Indirect assessments

(a) Interviews and questionnaires: Clients or caregivers are interviewed at the
beginning of a client’s admission.

(1) Initial interviews provide an opportunity to gather important information
and build rapport.

2. Direct assessments

(a) Direct observation: Observing the client in the natural environment behaving
outside of the instructional context.

(b) Probe trials: One to two presentations of discriminative stimuli to occasion a
specific skill in the absence of prompting and differential consequences.

(c) Commercially available assessments: Examples include ABLLS-R, AFLS,
PCA, and VB-MAPP.

Assessment Analysis

Transition the discussion to the importance of accurately summarizing and analyz-
ing assessment results. Emphasize the importance of using language appropriate to
the intended audience when summarizing the assessment results. The summary
should include (a) a description of the purpose of the assessment, (b) an orientation
to the visual, (c) an explanation of how to interpret the visual, (d) an analysis of the
visual, (e) a description of the meaning of the analysis, and (f) the potential courses
of action based on the data.
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Probe Trials Practice

For this activity, use the Probe Trials Practice Sheet (Appendix B). Ask your super-
visees to pair up and have each supervisee practice conducting the brief assessment.
The target items were selected for ease of use; however, if you would like to include
target items that are more relevant to your supervisees, please do so. The purpose of
this activity is to practice conducting probe trials following the specific instructions
below. This task may seem simple; however, your supervisees may find it difficult
to avoid providing praise for correct responses.

Instructions:

1. Present each item twice and collect data on both trials using + for correct

responses and — for incorrect responses.

2. Provide the instruction and allow 3 seconds for the learner to respond. Following
a response, correct or incorrect, or 3 seconds without a response, move to the
next trial.

. Do not provide any reinforcement, including praise, following correct responses.

. Do not provide feedback or prompts following incorrect responses.

5. Provide behavior specific praise for other unrelated behaviors such as attending

or sitting in seat after every three to five probe trials.

6. Once all the items have been presented twice, shade in the boxes corresponding

to the number of correct responses for that domain.

W

Practice Assessment Analysis

For this activity, you will need to identify a commercially available assessment that
is relevant to the population with whom your supervisees work. You will need to
complete a portion or the entire selected assessment. You will use the mock results
as a prompt for your supervisees to summarize and analyze. This activity will
require more effort for you to set up than other activities provided in this text
because the variability across commercially available assessments is such that we
could not mimic this activity in a way to ensure applicability for all readers.

Begin this activity by reviewing the selected commercially available assessment
with your supervisees. Specifically review the target population for the assessment,
the behaviors evaluated within the assessment, specific sections of the assessments,
and an explanation about the corresponding visual for the assessment. Provide an
in-depth discussion related to guidelines outlined in the assessment. This informa-
tion is important for your supervisees to learn how to accurately conduct the selected
assessment. Then, provide each of your supervisees with the mock assessment you
have completed and Appendix A. Instruct your supervisees to complete the Summary
of Assessment Results (Appendix A) worksheet using the mock results with which
you have provided them. Depending on the assessment you have selected and/or the
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amount of the assessment you have mocked, you may ask your supervisee to respond
to the six questions multiple times. For example, if you mocked results for the
VB-MAPP, your supervisees may need to respond to the six questions for mands
and again for intraverbals. This is an activity that you can lead as a group or direct
your supervisees to complete independently or in pairs. You will likely make this
decision based on your supervisees level of familiarity with the assessment.

Homework

For their homework assignment, your supervisees will need to develop an interview
that could be used during an initial meeting with a client or caregiver. Your super-
visees should emphasize client strengths within the interview. That is, they should
develop questions that would occasion responses regarding things the client does
well in addition to areas that require improvement. Their interview should include
at least five questions that would be appropriate for the population to whom they
provide services.

4 > N
)

Knowledge Check

1. What is the purpose of behavioral assessment?

2. What are the different types of behavioral assessment?

3. Why is it important to identify client strengths in addition to client deficits?
< Describe the difference between probe trials and teaching trials. /

Homework for Tndividual Supervision without a Client
HR| 1. Pevelop an initial interview that emphasizes strengths of a client.

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 30-minute meeting with an indi-
vidual supervisee.
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Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-15:00 Initial Interview Development
15:00-30:00 | Client-Directed Activities

\J
/ Materials Needed

e Initial interview prioritizing strengths
e Selected assessment protocol
e Appendix C: Assessment Procedural Fidelity Checklist

Initial Interview Development

Prior to this meeting, your supervisee should have developed an initial interview
form that prioritizes gathering information about the client’s strengths. They should
bring the document to this meeting, and as a team you should review the interview.
First, review the content of the interview using the following guidelines, (a) the
interview is appropriate for the clients with whom your supervisee works, (b) the
interview is appropriate for the type of services the client will receive (e.g., addresses
topics related to job skills for a vocational program), (c) the interview includes cli-
ent/caregiver friendly language, (d) the interview includes questions that are clear
and easy to understand, and (e) the interview includes questions that are geared
toward identifying the client’s strengths. Provide specific feedback and ask your
supervisee to edit the interview while you are providing feedback.

Next, have your supervisee conduct the interview with you serving the role as
interviewee. You can answer the questions from your own perspective or consider-
ing the perspective of a potential client. Ensure that some of your answers require
your supervisee to ask follow-up questions and problem solve in the moment.
Following the mock interview, answer any questions posed by your supervisee and
provide feedback on their execution of the interview. This feedback should be
related to the extent to which they provided requested information, used language
appropriate to the target audience, and reacted to your responses during the inter-
view. Provide opportunities to practice delivery of specific questions if your super-
visee would like additional preparation.
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Client-Directed Activities

Prepare your supervisee to conduct a commercially available assessment that is
appropriate to the skill level of their client. Examples of potential assessments
include the VB-MAPP, PCA, ABLLS-R, and AFLs. This can be the same assess-
ment used during group supervision or a different assessment. You and your super-
visee should develop a plan for conducting the assessment that specifically addresses
the following questions: (a) will correct responses to items on the assessment result
in reinforcement, (b) will mastered trials be interspersed during the assessment, (c)
will reinforcement be provided for unrelated behaviors (e.g., sitting at the table,
attending), (d) how many consecutive assessment trials will be conducted, and (e)
where should the assessment be conducted. Some assessments may specify this
information within the manual and those procedures should be used as the default.
The answers to these questions will serve as components for the measure of proce-
dural fidelity. Following the meeting, your supervisee should finalize the Assessment
Procedural Fidelity Checklist (Appendix C) and develop a data sheet for collecting
data on the client’s responding if one is not provided in the assessment. Prior to your
observation with a client, your supervisee should have the procedural fidelity check-
list and client data sheets prepared for you to collect data to evaluate their fidelity of
implementation and IOA for data collection.

Homework for Tndividual Supervision with a Client

@ 1. Prepare required materials for conducting the assessment.

2. Finalize Assessment Procedural Fidelity Checklist (Appendix C) and
data sheet for client responding.

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 1-hour supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity
0:00-45:00 Assessment Administration
45:00-60:00 Performance Feedback
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\4 -
|
/ Materials Needed II—I-

e Data sheets for client responding, 2 copies
e Appendix C: Assessment Procedural Fidelity Checklist
e Materials for assessment

Assessment Administration

Prior to your meeting with your supervisee, they should have finalized the Assessment
Procedural Fidelity Checklist and a data sheet for client responding. Observe the
administration of the selected assessment and collect data simultaneously. Use the
Assessment Procedural Fidelity Checklist to ensure your supervisee conducts the
assessment according to the predetermined procedures. If this is your supervisee’s
first experience conducting the selected assessment, provide feedback during the
implementation as well as after to adequately support your supervisee.

Performance Feedback

After you observe your supervisee, provide them with your data collection sheet
and ask your supervisee to calculate IOA. Discuss and resolve any discrepancies
between your data and your supervisee’s data. Then, provide feedback to your
supervisee according to the procedural fidelity checklist. Your feedback should
include references to when reinforcement was provided, if mastered trials were
interspersed, and the number of consecutive trials conducted. In addition, address
any assessment specific procedures that were conducted inaccurately. Answer any
questions posed by your supervisee.

Mastery Criterion

In order to progress from this lesson, your supervisee must (a) accurately collect
data with at least 80% agreement and (b) conduct the assessment with at least 80%
fidelity. If either of these are not met, a second individual meeting without a client
with intensive role play and feedback should be scheduled.

Future Growth
% — O Observe your supervisee conduct a different assessment.
\— O Observe your supervisee provide feedback to another
supervisee while conducting an assessment.
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Appendix A: Summary of Assessment Results

1. Description of the purpose of the assessment

2. Orientation to the visual

3. Explanation of how to interpret the visual

4. Analysis of the visual

5. Description of the meaning of the analysis

6. Potential courses of action based on the data
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For this example, we use the preference assessment graph in Fig. A.1.

Paired-Stimulus Preference Assessment
100

90 A
80
70 4
60 A
50 4
40 A
30 4
20 4
10
0
Television Social Media Cg:'nr?‘;t:r Phone Basketball Video Games

Fig. A.1 Mock paired-stimulus preference assessment data

Description of the Purpose of the Assessment

The purpose of a preference assessment is to identify things your child likes to do.
We try to incorporate as many of his favorite things into his therapy sessions. During
this assessment, the clinician presented your child with two of the activities and
asked him to pick the one he wanted.

Orientation to the Visual

On this graph, each bar corresponds to a specific activity. You can see the name of
each of the six activities on the horizontal axis. The vertical axis shows the percent-
age of trials that your child selected that activity.

Explanation of How to Interpret the Visual

When looking at the graph, the taller the bar is the more often the activity was
selected. Each activity was presented 5 times, so the phone was selected every time
it was presented (100%) of opportunities.

Analysis of the Visual
When looking at this graph the phone, television, and social media were selected on
100%, 80%, and 60% of trials, respectively.

Description of the Meaning of the Analysis

Based on these data, we can say that your child’s highest preferred item is the phone,
and his somewhat preferred items are television and social media. He did not show
much of a preference for computer games, video games, or the basketball.

Potential Courses of Action Based on the Data
We plan to use the phone as a reward for your child finishing his math worksheets.
He has a difficult time with math worksheets, so we want to save his favorite activity
as a reward for working hard. We plan to use television and social media as a reward
for finishing his reading and writing worksheets.
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Appendix B: Probe Trials Practice
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# Item Trial 1 (+/-) Trial 2 (+/—)
1. “Say moo”
2. “Say green”
3. “Do this” clap hands
4. “What letter comes after C?”
5. “You sweep witha____”
6. “What letter comes after W?”’
7. “You drink froma___ 7
8. “Do this” slap thigs
9. “What letter comes after J?”
10. “Say happy”
11. “Yousleepina____”
12. “You eat witha____
13. “Do this” thumbs up
14. “Do this” wave
15. “Youreada__ 7
16. “Say ready, set, go”
17. “What letter comes after A?”
18. “What letter comes after Q?”
19. “Do this” touch nose
20. “Say pencil”

Shade in for each skill type
100%
(10/10)

90% (9/10)

80% (8/10)

70% (7/10)

60% (6/10)

50% (5/10)

40% (4/10)

30% (3/10)

20% (2/10)

10% (1/10)

Gross motor
imitation
(3,8,13,14,19)

Echoics
(1,2, 10, 16,
20)

Letter
identification
4,6,9,17, 18)

Function of objects (5, 7,
11,12, 15)
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Appendix C: Assessment Procedural Fidelity Checklist

Supervisee: Supervisor:

Client: Date & Time:

Client Learning Objective:

Implemented
Correctly?
Step _ "
+=Yes
-=No
/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Chapter 12
Reinforcement

Topics Covered Within This Chapter

Topics

Categories of Reinforcers

Dimensions of Reinforcement

Schedules of Reinforcement

Reinforcement is a fundamental principle within the field of behavior analysis.
Although the term reinforcement has other meanings outside of the field of behavior
analysis, within our field we define reinforcement as a consequence that makes
future engagement in the response that preceded it more likely. Skinner describes
reinforcement in this way; “Events that are found to be reinforcing are two sorts.
Some reinforcements consist of presenting stimuli...These we call positive rein-
forcers. Others consist of removing something...These we call negative reinforcers.
In both cases the effect of reinforcement is the same—the probability of response is
increased.” (Skinner, 1953, pp. 73). Within this chapter, we will primarily focus on
positive reinforcement. The specific topics we will discuss within this chapter
include categories of reinforcers, dimensions of reinforcement, and schedules of
reinforcement.

Categories of Reinforcers

There are several types of reinforcers including unconditioned, conditioned, auto-
matic, social, edibles, activities, etc. We describe reinforcers according to learning
history, delivery modality, and form.

Supplementary Information The online version contains supplementary material available at
[https://doi.org/10.1007/978-3-031-09932-8_12].
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Learning History

The first distinction between reinforcers that we will highlight is the impact of a
learning history. Unconditioned reinforcers are stimulus changes that increase
responding without a prior learning history (Cooper et al., 2020). That is, they natu-
rally reinforce behavior that is beneficial for survival. Reinforcers such as food,
escape from extreme temperatures, and physical contact do not require explicit pair-
ing with other reinforcers to impact behavior. In contrast, conditioned reinforcers
are stimulus changes that increase responding due to a history of pairing with other
reinforcers (Cooper et al., 2020). For example, money does not function as a rein-
forcer for infants, rather over time money is paired with a variety of reinforcers and
eventually functions as a reinforcer due to these pairings.

Delivery Modality

The second distinction between reinforcers we will review is the delivery modality,
specifically whether another person has control over when the reinforcer is deliv-
ered and withheld. Socially mediated contingencies are those that are controlled by
another person. For example, another person can deliver attention or tangible items.
In contrast, automatic reinforcement can be defined as contingencies that are not
arranged by the social community. This describes instances in which the behavior
itself results in reinforcement such as sensory stimulation. The distinction between
socially mediated reinforcement and automatic reinforcement is commonly empha-
sized when referring to challenging behavior as the functional analysis can be used
to determine whether behavior is maintained by social reinforcement or automatic
reinforcement (see Chap. 9 for details). Despite the discussion focusing on chal-
lenging behavior, automatic reinforcement maintains both appropriate and inappro-
priate behavior. For example, Skinner describes automatic contingencies maintaining
complex behavior such as perceiving and problem solving (Vaughan &
Michael, 1982).

Form

The third distinction between reinforcers is the form. That is, specifying the physi-
cal differences of the various reinforcers. Edible reinforcers are those that the indi-
vidual can orally consume such as a cookie or a cracker. Tangible reinforcers are
those with which the individual can physically interact such as a ball or a tablet.
Activity reinforcers are those that include a behavior that can occur for an extended
period of time such as playing a game or running around the track. Social reinforc-
ers are those that include an interaction with another person such as a friend saying
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“hi” or a parent smiling at a child. Sensory reinforcers are those that engage one of
the five senses in a way that is pleasing such as smelling something that is pleasant
or touching something soft.

Dimensions of Reinforcement

We will now transition to the different dimensions or parameters of reinforcement.
The primary dimensions of reinforcement include quality, immediacy, magnitude,
and rate. These dimensions can be thought of as how good the reinforcer is (qual-
ity), how fast the reinforcer is coming (immediacy), how much of the reinforcer will
be delivered (magnitude), and how often the reinforcer will be delivered (rate).
These descriptions are not exhaustive, but for the purposes of this chapter they pro-
vide a good starting point. Stress to your supervisees the importance of accounting
for all dimensions of reinforcement when arranging contingencies for their clients.
They must consider how responding will be impacted in the event that different
dimensions are manipulated. It is possible that some reinforcers will lose potency if
dimensions are altered. For example, altering the reinforcement interval with a tab-
let from 30 seconds to 5 seconds may result in the tablet no longer serving as an
effective reinforcer because the magnitude is below a certain threshold. Another
example could be changing the speed of delivery from immediate to after a
10-second delay which would likely negatively impact the effectiveness of the
reinforcer.

In the applied literature, the dimensions of reinforcement are often manipulated
as part of a differential reinforcement procedure. Differential reinforcement used to
target challenging behavior typically includes challenging behavior being placed on
extinction while an alternative response (e.g., communication, compliance) results
in access to the reinforcer (see Chap. 23 for additional information about DRA).
There are situations in which it may not be feasible to withhold all reinforcement for
challenging behavior. In these situations, researchers have evaluated the effective-
ness of manipulating the dimensions of reinforcement to differentially reinforce
responding. For example, Briggs et al. (2019) evaluated the impact of providing a
longer break (magnitude), a break with a high-preference stimulus (quality) or a
combination of the two, contingent upon compliance responses while simultane-
ously maintaining the length of the break contingent on challenging behavior. These
researchers observed an increase in compliance and a decrease in challenging
behavior when they manipulated the quality and magnitude of the reinforcer for
compliance.

Different responses across individuals are sensitive to different dimensions of
reinforcement. Therefore, Brown et al. (2021) developed a preassessment to deter-
mine to which dimension of reinforcement participants may be most sensitive. Then
using the information gathered in the preassessment, these researchers implemented
differential reinforcement of an alternative behavior in which the target behavior
(i.e., simulated challenging behavior) resulted in reinforcement that was either
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lower quality, delayed, or shorter magnitude. For both participants, researchers
observed differentiated responding, specifically higher rates of the alternative
behavior which resulted in access to the higher quality reinforcer than the target
behavior which resulted in access to the lower quality reinforcer.

Schedules of Reinforcement

Basic Schedules

Finally, we will discuss schedules of reinforcement. Schedules of reinforcement are
“rules that describe the relationship between responses and reinforcer deliveries...”
(Cooper et al., 2020, pg. 301). There are three basic schedules of reinforcement
including ratio schedules, interval schedules, and time schedules. Ratio schedules
are response-based schedules in which a fixed (i.e., consistent) or variable number
of responses results in reinforcement. This is the schedule with which the majority
of your supervisees are likely to be familiar.

Interval schedules are based on both responding and the passage of time. That is,
these schedules specify that the first response that occurs after an interval has
elapsed will result in reinforcement. Many supervisees have difficulty describing
interval schedules correctly, thus you will want to ensure your supervisees avoid
these two common errors. First, many supervisees refer to interval schedules as
reinforcement for continuous engagement in a response for a specific duration of
time. For example, a supervisee might describe providing reinforcement contingent
on a client sitting in their seat for 1 minute as a fixed interval (FI) 1-minute sched-
ule. This is incorrect because for interval schedules the behavior that occurs during
the interval is irrelevant and does not impact the delivery of reinforcement. Second,
many supervisees describe interval schedules as time-based schedules. That is, they
describe reinforcement being provided at the end of the interval regardless of
responding. This is inaccurate because interval schedules require both the passage
of time and responding.

Time-based schedules specify that a reinforcer is delivered after an interval of
time has elapsed regardless of the behavior. This is also referred to as noncontingent
reinforcement, although there is some debate as to whether that is the most appro-
priate description (see Poling & Normand, 1999). However, the term is based on the
fact that reinforcement is provided contingent on the passage of time rather than a
specific response in which the individual engages. For more information on noncon-
tingent reinforcement, see Chap. 24.
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Compound Schedules

Compound schedules include more than one basic schedule of reinforcement. Two
commonly used compound schedules are multiple schedules and chain schedules.
Multiple schedules and chain schedules include two or more basic schedules (i.e.,
components) that are associated with discriminative stimuli. For multiple schedules,
the components rotate based on the passage of time and for chain schedules, the
components rotate based on the completion of each basic schedule. Both multiple
schedules and chain schedules operate in a variety of situations, but they are often
used during schedule thinning following functional communication training.

The typical arrangement for using a multiple schedule following functional com-
munication training is for one component to signal a fixed ratio 1 schedule for
engagement in the functional communication response and the other component to
signal extinction for the functional communication response. Thus, schedule thin-
ning entails increasing the duration of the extinction component such that the indi-
vidual tolerates longer periods of time in which the reinforcer is unavailable. The
typical arrangement for using a chain schedule following functional communication
training is for one component to signal a fixed ratio schedule for engagement in a
work or academic task (e.g., cleaning up toys, completing math problems) and the
other component to signal a fixed ratio 1 schedule for engagement in the functional
communication response. The response requirement for the first component must be
met before the second component signaling the ratio schedule for the functional
communication response will become available. Therefore, schedule thinning
entails increasing the response requirement for the first component. For more infor-
mation on chain schedules, see Chap. 19 on chaining.

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-20:00 Review Major Concepts
20:00-25:00 Contingency Identification Activity
25:00-30:00 Classifying Reinforcers

30:00-40:00 Manipulating Reinforcer Dimensions
40:00-55:00 Guess That Schedule

55:00-60:00 Knowledge Check
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\d -
|
l/ Materials Needed III-

Appendix A: Manipulating Reinforcer Dimensions Activity, 1 copy for each supervisee
Appendix B: Schedules of Reinforcement Activity, 1 copy for each supervisee

A timer

Materials for free-operant behavior

Reading Assignments

At least 1 week prior to the group supervision meeting, assign your supervisees to
read about the subject. Below is a list of recommended assigned readings.

* Briggsetal. (2018)
e Brown et al. (2021)
e Saini et al. (2016)
e Skinner (1958)

Review Major Concepts

Begin your group supervision meeting by reviewing the major concepts associated
with reinforcement including the categories of reinforcers, dimensions of reinforce-
ment, and schedules of reinforcement. A brief summary of each is provided below,
and PowerPoint slides are available to share with your group.

Categories of Reinforcers

Review the different categories of reinforcers with your supervisees. The three cat-
egories we suggest using to classify reinforcers include (a) learning history, (b)
delivery modality, and (c) form.

Learning History First, discuss the distinction between unconditioned and condi-
tioned reinforcers. This distinction falls under the umbrella of learning history
because conditioned reinforcers are established based on a history of being paired
with other reinforcers. In contrast, unconditioned reinforcers are established with-
out any prior learning history. Provide examples of unconditioned and conditioned
reinforcers and ask your supervisees to identify additional examples.
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Definitions:

1. Unconditioned reinforcer: A stimulus change that functions as a reinforcer
because of the species evolutionary development (Cooper et al., 2020).

2. Conditioned reinforcer: A stimulus change that functions as a reinforcer because
of prior pairing with one or more other reinforcers (Cooper et al., 2020).

Delivery Modality The next distinction is related to the mode in which reinforce-
ment is delivered. Reinforcers can be socially mediated or automatic which refers to
contingencies that are not manipulated by other people. Provide examples of
socially mediated and automatic reinforcers and ask your supervisees to identify
additional examples. Make sure to include examples of reinforcement for appropri-
ate behavior rather than focusing solely on stereotypy and self-injurious behavior.

1. Socially mediated reinforcement: A contingency in which the consequence for
the behavior is presented by another person (Cooper et al., 2020).

2. Automatic reinforcement: Reinforcement that occurs independent of the social
mediation of others (Cooper et al., 2020).

Form Finally, discuss the different forms of reinforcers. Provide examples of edi-
ble items, social interactions, activities, and tangible items and have your supervis-
ees identify additional examples.

Dimensions of Reinforcement

Following the discussion of categories of reinforcers, introduce the different dimen-
sions of reinforcement with your supervisees. Discuss the importance of under-
standing the different dimensions and how your supervisees can leverage this
information to effectively impact client behavior. Provide examples of using dif-
ferential reinforcement without extinction by manipulating the different dimensions
of reinforcement. The examples provided below are not exhaustive but can serve as
a starting point for discussing dimensions of reinforcement.

1. Quality of reinforcement: a high preferred item versus a moderate preferred item.

2. Magnitude of reinforcement: longer access to the reinforcer versus shorter access
to the reinforcer.

3. Immediacy of reinforcement: reinforcement provided immediately versus rein-
forcement provided after a delay.

4. Rate of reinforcement: reinforcement provided more frequently versus rein-
forcement provided less frequently.

Schedules of Reinforcement
Next, review the three basic schedules of reinforcement with your supervisees. It is

important to start with the basic schedules because if your supervisees are having
difficulty with the basic schedules, they will also have difficulty with the compound
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schedules. Provide examples of ratio, interval, and time schedules and ask your
supervisees to identify additional examples.

Basic schedules:

—_—

. Ratio: A fixed or variable number of responses results in reinforcement.

2. Interval: The first response emitted after a fixed or variable interval has elapsed
results in reinforcement.

3. Time: Reinforcement is delivered following a fixed or variable duration of time.

Once you are confident that your supervisees have a strong understanding of the
basic schedules of reinforcement, transition to the two commonly used compound
schedules of reinforcement, multiple schedules, and chain schedules. Provide
examples of multiple schedules and chain schedules, and ask your supervisees to
identify additional examples.

Compound schedules:

1. Multiple schedule: A compound schedule that includes two or more basic sched-
ules of reinforcement each associated with discriminative stimuli. The compo-
nents rotate based on the passage of time. Reinforcement is provided contingent
upon meeting each individual component response requirement.

2. Chain schedule: A compound schedule that includes two or more basic sched-
ules of reinforcement each associated with discriminative stimuli. The compo-
nents rotate based on the completion of the response requirement for each
component. Reinforcement is provided contingent upon meeting all component
response requirements.

Contingency Identification Activity

Use the vignettes provided below or develop six vignettes that include three exam-
ples and three nonexamples of reinforcement. Present the vignettes one by one and
have your supervisees read the vignette and determine if it is an example of rein-
forcement or a not an example of reinforcement. They should identify the conse-
quence (i.e., stimulus change) and explain why it is an example or nonexample of
reinforcement.

Lizzie is a dog. One day Lizzie’s owners were sitting at the table eating break-
fast. Lizzie sat on her hind legs and lifted her front paws. Immediately after she sat
up on her hind legs, her owner placed a plate with eggs in front of Lizzie. Now,
when Lizzie sees her owners eating at the table, she sits back on her hind legs and
lifts her front paws.

Questions:

* What is the response Lizzie engaged in?
* Did the response increase?
e Is this an example of reinforcement?
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Riley is learning to communicate using picture cards. While sitting at a table
with the clinician, he touches a card with a picture of Skittles®. The clinician gives
him a Skittle®. Riley touches the card a second time and the clinician gives him
another Skittle®. Now, anytime Riley sees the card displaying Skittles®, he touches
the card and receives Skittles®.

Questions:

* What is the response Riley engaged in?
* Did the response increase?
* s this an example of reinforcement?

Leighton is playing at her neighborhood playground. She walks over to a brown
dog who is walking nearby. She reaches out to pet the dog, and the dog licks her.
She laughs and keeps reaching out to the dog, and the dog continues to lick her.

Questions:

* What is the response Leighton engaged in?
* Did the response increase?
* s this an example of reinforcement?

Dan turned in his homework 3 days early. Miss Ramos announces to the class
how Dan is exceeding her expectations and publicly praised him for submitting his
homework early. As a result, Dan stopped submitting his assignments before the
due date.

Questions:

e What is the response Dan engaged in?
* Did the response increase?
* s this an example of reinforcement?

Briggs is an eight-year-old boy with a developmental disability. In the lunch-
room, the students are expected to stand in a single file line while waiting for their
food. On one occasion, Briggs left the line and walked around the lunchroom. His
teacher verbally reprimands Briggs for leaving the line. The next day during lunch,
Briggs left the line three times.

Questions:

* What is the response Biggs engaged in?
* Did the response increase?
e Is this an example of reinforcement?

Loren is a 27-year-old woman with a TBI. Loren receives rehabilitation services
in an inpatient hospital for individuals with TBI. One of Loren’s goals is completing
daily-living skills. For this goal, a staff member told Loren to vacuum her room.
Immediately after Loren finished vacuuming her room the staff member provided
Loren with a token. The next time Loren was asked to vacuum her room, she refused.
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Questions:

* What is the response Loren engaged in?
* Did the response increase?
* s this an example of reinforcement?

Classifying Reinforcers Activity

For this activity, refer to the example stimuli provided in the PowerPoint slides or
identify other potential reinforcers. For each reinforcer, have your supervisees
determine the probable learning history, mode of delivery, and form. There may not
be a specific right or wrong answer for the stimulus; however, it is important for
your supervisees to explain why they classify the reinforcers in a specific way.

e Stimuli that may potentially function as reinforcers: cheese cracker, receiving a
phone call, swinging, flickering lights, board game, and cool air.

Manipulating Reinforcer Dimensions Activity

Provide each of your supervisees a copy of the Manipulating Reinforcer Dimensions
Activity (Appendix A). Divide your supervisees into groups and have each group
work through all three examples. For each case example, have your supervisees
provide specific strategies for manipulating reinforcer dimensions to differentially
reinforce target behavior. Then, have your supervisees present their responses to the
large group. Provide guidance and feedback as needed.

Guess That Schedule

For this activity select a free operant response in which one of your supervisees can
easily engage. The response should be discrete such that it is clear when one
response has ended, and next response has begun. The response should be simple
enough that engaging in multiple responses will not be overly taxing. Example
responses might include clapping, knocking on the table, waving, etc. Remember,
the response needs to be a free operant response rather than a response that is depen-
dent on the presentation of an instruction or stimulus. The supervisee serving as the
behaver during the activity should be free to engage in any rate of responding with-
out limitation. Then, you will reveal the target basic schedule of reinforcement to
one (or two) supervisees. (Two supervisees may be helpful for implementing inter-
val and time schedules). You can identify five different basic schedules or use the
following FR 3, FR 5, FI 10 seconds, FI 15 seconds, FT 15 seconds. The supervisee(s)
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who are aware of the schedule will provide reinforcement to the behaver according
to their assigned schedule of reinforcement. The other supervisees will observe the
individual behaving and the individual(s) reinforcing the behavior of the other indi-
vidual and attempt to identify the schedule of reinforcement.

Homework

Provide each supervisee with a copy of the Schedules of Reinforcement Activity
(Appendix B). Your supervisees should review this document prior to individual
supervision. They should identify any portions of the procures about which they are
unsure. Your supervisees should also use preference assessment data to identify
their client’s top three to five preferred reinforcers. They should identify strategies
for manipulating dimensions of reinforcement for each stimulus. That is, for each
stimulus, they must specify how to alter the dimensions of quality, magnitude,
immediacy, and rate.

- A

Knowledge Check

Identify 3 to 5 examples of unconditioned and conditioned reinforcers.

Describe the difference between social and automatic reinforcement.

Identify and describe the 4 dimensions of reinforcement.

Describe the procedures for an FI 5-minute schedule in which the behavior is
hand raising.

5\Describe the similarities and differences between multiple and chain schedulj

el

E Homework for Tndividual Supervision without a Client

1. Tdentify their client’s top 3 to 5 reinforcers. Write out how specific
reinforcer dimensions can be manipulated with each reinforcer. Quality,
magnitude, immediacy, and rate should be included v the dimensions.

2. Review Appendix B: Schedules of Reinforcement Activity.
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Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 45-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-10:00 Manipulating Dimensions of Reinforcement
10:00-30:00 Compound Schedule Practice
30:00-45:00 Client-Directed Activities

\4
/ Materials Needed II

Appendix B: Schedules of Reinforcement Activity

Appendix C: Compound Schedule Procedural Fidelity Checklist
List of client’s top reinforcers and reinforcer dimensions

Stimuli to signal components of the compound schedule

Picture cards (positive and negative reinforcement)

Materials for selected work tasks

A timer

Manipulating Dimensions of Reinforcement

Before the meeting, your supervisee should have developed a list of their client’s top
three to five reinforcers and potential strategies for manipulating the dimensions of
these reinforcers. During your meeting, review the document and correct any errors
your supervisee may have made. Discuss ways in which your supervisee can spe-
cifically use these procedures with their client for increasing appropriate behavior.
These manipulations can be used to differentially reinforce responses that are
prompted or independent, responses that are more or less difficult for the client, and
responses that are approximations of a terminal behavior. Refer to Chap. 23 on
DRA for additional information.

Compound Schedule Practice

Before the meeting, identify stimuli to use to signal the two components of the
compound schedule. Some examples include a card with a different color on each
side, a poster board with a different color on each side, or colored wristbands. Also,
create picture cards of the “reinforcers.” The reinforcer will be a tangible item for
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the multiple schedule and a break from demands for the chain schedule. For the
chain schedule, select a work task (e.g., identifying letters, picking up toys) that will
be presented during the first component. For the purpose of this activity, the basic
schedules are already specified on the Schedules of Reinforcement Activity docu-
ment (see Appendix B). For the multiple schedule, one component will signal an FR
1 for engagement in the card exchange (i.e., SP) and the other component will signal
extinction (i.e., S*). Components will rotate after 30 seconds. For the chain sched-
ule, the first component schedule is an FR2 for the selected work task and the sec-
ond component schedule is an FR1 for the card exchange. The first component will
rotate to the second after the FR2 schedule is met. After engaging in the card
exchange, the reinforcer should be provided for 30 seconds.

During the role-play activity, you will serve as the confederate client while your
supervisee implements the procedures. Emit errors during the role play so your
supervisee can practice responding to potential client errors. Examples of errors
include attempting to exchange the card during the S* of the multiple schedule or
the first component of the chain schedule, attempting to exchange the card when
you already have the reinforcer, and engaging in challenging behavior (e.g., hitting
the table). In addition, delay exchanging the card after the alternation of compo-
nents on some trials to ensure your supervisee alternates components at the correct
time for the multiple schedule and continues presenting demands until you exchange
the card during the chain schedule. After the practice session ends, provide feedback
to your supervisee and continue practicing until they implement the procedures with
85% fidelity.

Client-Directed Activities

Discuss which compound schedule would be most appropriate for the supervisee’s
client. We will describe procedures for multiple schedules and chain schedules;
however, if you prefer to use a conjunctive schedule or alternative schedule of rein-
forcement, consult the Cooper et al. (2020) textbook for more information. If your
supervisee is already using a compound schedule with their client, consider asking
your supervisee to implement a schedule that differs from the one they already use.
With your supervisee, work through the following steps: (a) determine the target
behavior you want to increase (e.g., communication response, compliance), (b)
identify stimuli to pair with each of the schedule components (e.g., colored cards),
(c) select basic schedules for the components of the compound schedule, (d) deter-
mine the length of each component, and (e) identify a work task (chain schedules
only). During this meeting, you and your supervisee should develop a procedural
fidelity checklist (using Appendix C) that you can use to evaluate your supervisees
performance when implementing the compound schedule with their client.
Following the meeting, your supervisee should finalize the Compound Schedule
Procedural Fidelity Checklist and develop a data sheet for collecting data on the
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client’s behavior. They should have both data sheets prepared for you to collect data
to evaluate their fidelity of implementation and IOA for data collection.

' Homework for Individual Supervision with a Client
A 1. Prepare data sheets for implementing selected compound schedule
(i.e., multiple or chain).

2. Fivalize Compound Schedule Frocedural Fidelity Checklist (Hppendix C).

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 45-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda

Time Activity

0:00-20:00 Compound Schedule Administration
20:00-30:00 Session Procedures

30:00-45:00 Performance Feedback

\g
/ Materials Needed II

Data sheets for client responding, 2 copies

Appendix C: Compound Schedule Procedural Fidelity Checklist
Supervision Observation Form

Materials for multiple schedule or chain schedule

Compound Schedule Administration

Prior to your meeting with your supervisee, they should have finalized the Compound
Schedule Procedural Fidelity Checklist and their data sheet for the selected com-
pound schedule and provided you with a copy of both. Observe your supervisee
introduce the compound schedule with their client. Following the administration of
the compound schedule, provide specific feedback according to the procedural
fidelity checklist.
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Session Procedures

Following your supervisee’s administration of the compound schedule, continue to
observe your supervisee target other goals with their client. During this portion of
the observation, collect data using the Supervision Observation Form.

Performance Feedback

After you observe your supervisee, provide them with your data collection sheet
and ask your supervisee to calculate IOA. Discuss and resolve any discrepancies
between your data and the supervisee’s data. Then, provide feedback to your super-
visee according to the Compound Schedule Procedural Fidelity Checklist. For each
component of the procedure completed correctly, provide behavior-specific praise,
and for each component of the procedure completed incorrectly, provide feedback
and model the correct implementation of the component. If your supervisee
expresses interest, provide role-play opportunities. Answer any questions posed by
your supervisee.

Mastery Criterion

In order to progress from this lesson, your supervisee must (a) accurately collect
data with at least 80% agreement and (b) implement the protocol for the for the
compound schedule with at least 80% fidelity. If either of these are not met, a sec-
ond individual meeting without a client should be scheduled. This meeting should
include intensive role play and feedback.

Future Growth
L/ — [0 Observe your supervisee provide feedback to another
\— trainee on their administration of the compound
- schedule.

[0 Ask your supervisee to develop a procedural fidelity
checklist for administering a different compound
schedule.
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Appendix A: Manipulating Reinforcer Dimensions Activity

1. Kiarais a 10-year-old female with traumatic brain injury. She engages in aggres-
sive behavior directed toward staff who are working with her on conversation
skills. The BCBA observes the aggressive behavior and determines that this
behavior is likely maintained by escape from working on conversation skills.
The intensity of Kiara’s aggression is such that the staff cannot safely implement
escape extinction. Therefore, the BCBA must develop a differential reinforce-
ment procedure in which aggression and correct conversation skills both result
in escape. The BCBA conducted a preference assessment, and the results are
provided in Fig. A.1.

Provide three strategies that the BCBA could employ to increase conversation
skills while also decreasing aggression.

Example

Consequence for aggression: 30 second break with no additional stimuli
Consequence for conversation skills: 1 minute break with the tablet

Strategy #1

Consequence for aggression:
Consequence for conversation skills:

Strategy #2

Consequence for aggression:
Consequence for conversation skills:

Strategy #3

Consequence for aggression:
Consequence for conversation skills:
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Paired-Choice Preference Assessment
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Fig. A.1 Data for Kiara’s preference assessment

2. Enrique is 4-year-old male who does not have any known disabilities. His mother
has consulted a BCBA because of his difficulties with the bedtime routine.
Specifically, he gets out of bed multiple times during the night, and his mom
ends up sleeping in his room on most evenings. His mom would like for him to
stay in bed after she tucks him in. The only acceptable exception would be get-
ting out of bed once to use the restroom. The BCBA must develop a differential
reinforcement procedure in which staying in bed all night and getting up once
during the night both result in reinforcement. The BCBA conducted a preference
assessment, and the results are provided in Fig. A.2.

Provide three strategies that the BCBA could employ to increase the fre-
quency of staying in bed all night.

Example

Consequence for staying in bed all night: banana
Consequence for getting out of bed once: crackers
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Strategy #1

Consequence for staying in bed all night:
Consequence for getting out of bed once:

Strategy #2

Consequence for staying in bed all night:
Consequence for getting out of bed once:

Strategy #3

Consequence for staying in bed all night:
Consequence for getting out of bed once:

Paired-Choice Preference Assessment
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Fig. A.2 Data for Enrique’s preference assessment
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3. Hiromi is a 16-year-old male diagnosed with an intellectual disability. The BCBA is
providing services to teach Hiromi to complete several self-care tasks including his
own laundry. Hiromi has mastered all the steps required to wash and dry his clothes;
however, he often leaves his clothes in the drier for multiple days and his parents
have to wait to do their own laundry. The BCBA is concerned that withholding the
reinforcer if Hiromi does not remove his clothes immediately will negatively impact
the maintenance of the entire chain of behavior; thus, the BCBA needs to develop a
differential reinforcement procedure in which removing the clothing from the drier
immediately and after a delay both result in reinforcement. The BCBA conducted a
preference assessment, and the results are provided in Fig. A.3.

Example

Removing clothes immediately: immediate access to his phone for
15 minutes

Removing clothes after a delay: access to phone for 10 minutes after a 5
minute delay

Strategy #1

Removing clothes immediately:
Removing clothes after a delay:

Strategy #2

Removing clothes immediately:
Removing clothes after a delay:

Strategy #3

Removing clothes immediately:
Removing clothes after a delay:

Paired-Choice Preference Assessment
100

90

80

70
60
50
40
3
2
1

Television Social Media  Computer Games  Phone Basketball Video Games

o

o

o

o

Fig. A.3 Data for Hiromi’s preference assessment
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Appendix B: Schedules of Reinforcement Activity

Multiple Schedule

Components:

SP—30s—FR1 for card exchange
S4—30s—EXT for card exchange

[@) [ SO T \ R

\]

O

oodd

Data recorded on whether

. The supervisee ensured the picture card was available at all times.

. The supervisee provided access to the tangible following a correct card exchange.
. The supervisee withheld the tangible for incorrect card exchanges.

. The supervisee accepted and reset the picture card after attempted exchanges.

. The supervisee allowed access to the tangible for the remainder of the 30 second

interval.

. The supervisee removed the tangible at the end of the interval.
. The supervisee alternated from one component (e.g., SP) to the other component

(e.g., SH).
Instructions for data sheet:

The boxes that are blank should be scored with a +/—. The boxes that are grayed
out are not applicable for that component. For example, during the S* compo-
nent the tangible is not available, so the reinforcement interval is grayed out.
Each row represents a component of the multiple schedule.

The first row is the SP component.

The second row is the S* component.

These two components rotate after every 30 seconds.

Multiple Schedule (+ if correct; — for incorrect)

Compone
Interval (in nt Picture card | Card exchange | Withheld | Picture card | Reinforcement | Tangible Alternated
seconds) schedules | available reinforced tangible interval removed | components
05-30S SPFR 1

318-60s SAEXT

615—90 s SPFR 1

91s—-120s | SAEXT

121s-150s | SPFR1

1515-180s | SAEXT

181s-210s | SPFR1

2115-2405s | SAEXT

241s-270s | SPFR1

2715-300s | SAEXT
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Chain Schedule

Components:

1st—FR 2 (work task)
2nd—FR1 (30-second break from work tasks)

D 0N W

oood

Data recorded on whether

. The supervisee ensured the client met the work requirement by completing two

tasks independently or following a model prompt

. The supervisee ensured the picture card was available at all times

. The supervisee provided access to a break following a correct card exchange
. The supervisee continued presenting demands for incorrect card exchanges

. The supervisee accepted and reset the picture card after attempted exchanges
. The supervisee allowed access to the break for 30 seconds

. The supervisee represented work tasks at the end of the interval

. The supervisee alternated from one component to the other component

Instructions for data sheet:

The boxes that are blank should be scored with a +/—. The boxes that are greyed
out are not applicable for that component. For example, during the EXT
(extinction) component the break is not available, so the reinforcement interval
is greyed out.

Each row represents a component of the chain schedule.

The first row is the work (EXT) component.

The second row is the FR1 component.

The work component transitions to the FR1 component after the learner com-
pletes 2 work tasks.

Chain Schedule (+ if correct; — for incorrect)

Exchange | Task Met task Picture | Reinforcement Alternated
schedule | schedule | requirement card reset interval represented | components

EXT 2 Tasks

FR1

EXT 2 Tasks

EXT 2 Tasks

EXT 2 Tasks

EXT 2 Tasks
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Appendix C: Compound Schedule Procedural
Fidelity Checklist

Supervisee: Supervisor:

Client: Date & Time:

Client Learning Objective:

Implemented
Correctly?
Step _ Y
+=Yes
—=No
*100 = % of steps completed correctly

Steps Completed Correctly.  Total Number of Steps
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Chapter 13
Motivating Operations
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Topics

Introduction

Distinguishing Between Discriminative Stimuli and Motivating Operations

Unconditioned and Conditioned Motivating Operations

Application of Motivating Operations

The three-term contingency of operant conditioning describes the relationship
between an antecedent, behavior, and consequence. When programming and imple-
menting skill acquisition and behavior reduction programs, we often focus our
attention to the response—reinforcer relation or response—punisher relation. However,
to fully understand why a behavior is or is not occurring, a clinician must also con-
sider the influence antecedents play in the three-term contingency. Even among a
stimulus that serves as a reinforcer, the value of or effectiveness of this stimulus as
a reinforcer will vary across time. Skinner (1938) described this phenomenon as
drive. For example, chocolate is a reinforcer for Lucy’s behavior. If Lucy has not
had a bite of chocolate all day, the value of chocolate is likely increased and in the
late afternoon chocolate will serve as a highly effective reinforcer. Moreover, Lucy
is likely to walk to the candy dish located on the front desk of lobby at the clinic in
which Lucy is employed to retrieve a chocolate candy. On the other hand, after eat-
ing the full candy bar her best friend brought her to celebrate the start of the week-
end, the value of chocolate as a reinforcer is decreased and Lucy is very unlikely to
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292 13 Motivating Operations

walk through the clinic, to the front desk to retrieve more chocolate. In other words,
behavior analysts should not only seek to determine what maintains a behavior, but
also why any stimulus or event serves as an effective reinforcer at any given moment
(McGill, 1999).

Keller and Schoenfeld (1950) coined the term establishing operation to describe
what Skinner (1938) had previously described as drive. They defined establishing
operations as an environmental variable that momentarily affects (a) the effective-
ness of a stimulus or event as a reinforcer and (b) the current frequency of behavior
that has previously contacted this specific stimulus or event as a reinforcer. Laraway
et al. (2003) introduced the term motivating operation, which reflects the fact that
the continuum works in both a positive and negative fashion. That is, the effective-
ness of a reinforcer can be increased, but also decreased. Similarly, this could
increase or decrease the frequency of behavior that has been reinforced by this stim-
ulus or event.

Motivating operations are defined by their two effects: value-altering and
behavior-altering. In regards to value-altering, an establishing operation establishes
the effectiveness of a stimulus or event as a reinforcer. On the other hand, an abol-
ishing operation abolishes the effectiveness of a stimulus or event as a reinforcer. In
regards to the behavior-altering property of a motivating operation, an evocative
effect evokes behavior that has been previously reinforced with the stimulus or
event. An abative effect abates (decreases) behavior that has previously been rein-
forced with the stimulus or event.

Take water, for example. You have just completed a long, outdoor jog in warm
weather, and you arrive home thirsty. The jog-induced thirst establishes water as
reinforcer. This is the value-altering establishing operation. As soon as you arrive
home, you walk to the refrigerator, grasp a bottle of water, and remove the lid on the
bottle. This is the behavior-altering evocative effect. The jog-induced thirst evoked
behaviors that have been previously reinforced with access to water. On the other
hand, let’s say you recently sat down to watch television with a big glass of ice
water. You quickly gulp down the water and now your thirst is quenched and your
stomach is full. This is the value-altering abolishing operation. In this moment,
water has been abolished as a reinforcer. Moreover, you are highly unlikely to get
off the couch, walk to the refrigerator, grasp a water bottle, or any other behaviors
that have been previously reinforced with access to water. This is the behavior-
altering abative effect. The lack of thirst and the full stomach of water abate any
behaviors previously reinforced by access to water.

It is important to keep in mind that the behavior-altering effects, evocative and
abative, are distinctly different than the function-altering effects. Motivating opera-
tions are temporary. In the previous example, the jog-induced thirst will evoke
behaviors previously reinforced by access to water for a short time. Similarly, the
stomach full of water will abate those same behaviors for a short time. Eventually,
water will resume effectiveness as a reinforcer, and when this occurs, behaviors
reinforced by access to water will also resume. The behavior-altering effect associ-
ated with motivating operations alters the current frequency of relevant behaviors.
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On the other hand, consequences have function-altering effects. Reinforcement,
punishment, and extinction affect the future frequency of a behavior (McGill, 1999).

Distinguishing Between Discriminative Stimuli
and Motivating Operations

Your supervisees may initially find it difficult to distinguish between discriminative
stimuli and motivating operations. After all, both are antecedent variables and both
evoke or abate behavior because of their relation to reinforcement or punishment.
However, a discriminative stimulus (SP) and stimulus delta (S*) evoke or abate
behavior because of their correlation with differential availability of reinforcement.
On the other hand, a motivating operation is correlated with the differential effec-
tiveness of reinforcement. In other words, an SP informs that a reinforcer is avail-
able and an establishing operation determines that the reinforcer is effective.

Let’s take for example that you are on a road trip. After a few hours on the road,
you begin to get hungry. About 30 minutes after your hunger strikes, you see those
beautiful golden arches of McDonald’s, exit the highway, and head for the drive-
through. Along the first few hours of your road trip, you most likely saw several
McDonald’s restaurants, but you did not exit the highway and begin the process of
purchasing French fries. You only exited when seeing the golden arches when you
were also hungry. On the other hand, you did not exit the highway when the first
twinge of hunger struck. In fact, you waited 30 more minutes until you saw those
golden arches before you made your exit. In this scenario, the McDonald’s golden
arches are the SP signaling the availability of French fries and hunger is the estab-
lishing operation that made French fries an effective reinforcer. Another way to
think of this: the presence or absence of the McDonald’s golden arches did not
affect the effectiveness of French fries as a reinforcer. During the 30 minutes you
drove with hunger pains, French fries would have been an effective reinforcer with
or without the presence of a McDonald’s sign. On the other hand, you did not
attempt to contact reinforcement (i.e., eat French fries) at any of the McDonald’s
you passed in the three hours before hunger struck. At that point, French fries were
not an effective reinforcer and would not evoke french-fry-seeking behavior even in
the presence of a signal that French fries were available (i.e., the McDonald’s golden
arches sign that serves as an SP). When attempting to distinguish between discrimi-
native stimuli and motivating operations, your supervisees should always ask them-
selves, does this stimulus tell us that a reinforcer is available? If so, this stimulus is
a discriminative stimulus (e.g., McDonald’s golden arches). Or does this stimulus
tell us that a reinforcer is effective in this moment? If so, this stimulus is a motivat-
ing operation (e.g., hunger).
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Unconditioned and Conditioned Motivating Operations

Motivating operations may be classified as unconditioned or conditioned. An uncon-
ditioned motivating operation (UMO) is one that establishes or abolishes as stimu-
lus or event as an effective reinforcer without any prior learning. For example, food
deprivation establishes food as an effective reinforcer and sleep deprivation estab-
lishes sleep as an effective reinforcer without any prior learning.

There are three types of conditioned motivating operations (CMOs): surrogate
CMO (CMO-S), (b) reflexive CMO (CMO-R), and (c) transitive CMO (CMO-T). A
CMO-S is a stimulus that was previously neutral, but has been paired with an uncon-
ditioned motivating operation to acquire its motivating operation properties (Michael
& Miguel 2020; Michael, 2007). Any easy way to think of this is that the neutral
stimulus is a surrogate for the unconditioned motivating operation. For example,
let’s say your friend invites you to brunch. You had a big breakfast and accept the
invitation to brunch, but inform your friend that you will not be eating because you
are still fairly full from breakfast. You arrive at the restaurant and before you know
it, you are ordering chicken and waffles. This may be the work of a CMO-S. You
have a long history of pairing the sights and sounds of a restaurant with hunger, an
unconditioned motivating operation that establishes food as an effective reinforcer.
Now, even in the absence of hunger, the sights and sounds of the restaurant establish
chicken and waffles as an effective reinforcer, evoking your behavior of ordering
them when the server comes by.

A CMO-R can be thought of as a signal of an upcoming aversive event that estab-
lishes the termination of the signal itself as an effective reinforcer (Michael &
Miguel 2020; Michael, 2007). Take for example Juliana who is terrified of needles.
Juliana’s mother takes the unsuspecting Juliana to her pediatrician for her annual flu
vaccine. The moment the nurse pulls out the syringe, Juliana begins to run, scream,
cry, and wiggle her way out of the room. The sight of the syringe now establishes
the removal of the syringe as an effective reinforcer, evoking a myriad of behaviors
previously reinforced by escape. This does so without the actual presence of the
unconditioned motivating operation, the pain caused by the injection of the needle.

While CMO-R is commonly thought of as a threat stimulus that is signaling an
upcoming aversive event, it can also be considered as signal of an improvement,
conceptualized as a promise (Langthorne & McGill 2009). For example, Landon
has enrolled in a very difficult, graduate-level statistics course. At the end of every
class, his professor, Dr. Robins, administers a quiz. Landon has failed the quiz sev-
eral times. Landon has also learned that Dr. Robins often gets sidetracked in class,
particularly if a student asks a question. When this happens, they often run out of
time to take the quiz. When Landon notices Dr. Robins getting sidetracked with
only 30 minutes of class left, this establishes the continuation of this sidetrack con-
versation as a reinforcer because it is a promise that the class will not have time to
complete their daily quiz. It will evoke behavior such as asking follow-up questions
that have been previously reinforced with the continuation of sidetrack conversa-
tions between Dr. Robins and the class.
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A CMO-T establishes another event or stimulus as a conditioned reinforcer
(Michael & Miguel 2020; Michael, 2007; Sundberg; 1993). Many unconditioned
motivating operations also serve as CMO-T for stimuli associated with the uncon-
ditioned reinforcer. For example, Jaylon is a 3-year-old boy who cannot yet reach
snacks in the pantry. Two hours after his lunch, hunger is an unconditioned motivat-
ing operation establishing food as a reinforcer. It is also a CMO-T that establishes
the presence of his mother, who can open the pantry door and retrieve snacks, as a
conditioned reinforcer, evoking crying, which has a history of accessing his moth-
er’s presence and attention.

Application of Motivating Operations

Motivating operations should be considered across almost any behavior analytic
program because of the relation they have with the effectiveness of reinforcement.
Motivating operations can affect the outcomes of preference assessments (Gottschalk
et al., 2000; McAdam et al., 2005), functional analyses (O’Reilly et al., 2009;
Worsdell et al., 2000), skill acquisition programs (Rispoli et al., 2011), and chal-
lenging behavior reduction interventions (Davis et al., 2009, 2014). Motivating
operations may also be manipulated to facilitate generalization of new skills. Fragale
and colleagues (2012) found that skills established in one setting did not transfer to
a new setting unless an establishing operation was present.

CMO-Ts are frequently manipulated to teach manding. Motivating operations
are essential to evoke a mand. To facilitate mand training beyond unconditioned
reinforcers such as food and water, CMO-Ts are contrived in naturalistic training.
That is, the clinician contrives the situation so that the client wants something as a
means to another item. For example, Mrs. Gutierrez is working to improve Darnell’s
mands. Darnell mands for items related to his basic needs such as food and drink,
and his highest preferred toys, but Mrs. Gutierrez is hoping to expand his mand
repertoire. To do so, she places his favorite toy, a light-up ball, on a high shelf that
he cannot reach. When Darnell indicates interest in the ball, Mrs. Guiterrez says,
“you can have the ball after you roll the play-doh (a neutral item) into a ball, which
evokes Darnell’s mand for play-doh.” In other words, Mrs. Guiterrez established the
absence of the ball as a CMO-T for the value of play-doh as a reinforcer.

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.
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Group Supervision Meeting Agenda

Time Activity

0:00-15:00 Introduction to Motivating Operations

15:00-35:00 | Know Your Motivating Operations!

35:00-55:00 | How Can You Manipulate Motivating Operations Now?
55:00-60:00 | Knowledge Check

\J
/ Materials Needed III

Appendix A: Motivating Operation Examples, 1 copy per supervisee
Appendix B: Unconditioned and Conditioned Motivating Operation Examples, 1
copy per pair of supervisees

e Appendix C: Know Your Motivating Operations!, print one copy, cut out, and
follow instructions to post on a blank wall to play Jeopardy!-style game

e Tape

Reading Assignments

At least one week prior to the group supervision meeting, assign your supervisees
to read about the subject. Below is a list of recommended assigned readings.

e Langthorne & McGill (2009)
e Michael (1993)
e Sundberg (1993)

Introduction to Motivating Operations

Begin by asking your supervisees to identify the three-term contingency of operant
conditioning (antecedent, behavior, consequence). Then ask them to describe how
consequences affect behavior. They should discuss reinforcement, punishment, and
extinction and their related effects. Next ask them how antecedents affect behavior.
We expect that they may discuss discriminative stimuli and also motivating opera-
tions, but not have as sound technical knowledge about how antecedents impact
behavior relative to their knowledge about how consequences affect behavior. If this
is the case, provide your supervisees with a definition of motivating operations and
explain why it is important to understand and manipulate motivating operations.
Introduce the two effects of motivating operations: value-altering and behavior-
altering. Define establishing operations, evocative effect, abolishing operations, and
abative effect. Give an example of each. Then divide your supervisees into pairs to
complete Motivating Operation Examples (Appendix A). During this activity, they
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will provide examples of motivating operations that affect their own personal behav-
ior. When they complete this activity, have them return to the group and share their
examples.

Define unconditioned and conditioned motivating operations. Introduce the three
conditioned motivating operations: CMO-S, CMO-R, and CMO-T. Provide defini-
tions and examples of each. Then divide you supervisees in pairs again to complete
Unconditioned and Conditioned Motivating Operation Examples (Appendix B).
Like the previous activity, they will provide examples of conditioned motivating
operations that affect their own personal behavior. When they complete the activity,
share responses with the group. This topic is one that often presents confusion
among supervisees. Listen carefully to identify correct examples to praise and erro-
neous examples to correct.

Know Your Motivating Operations!

You will need to prepare this activity prior to your group supervision meeting by
printing and cutting out the questions found in Know Your Motivating Operations!
(Appendix C) and creating a board similar to the game show Jeopardy! Begin by
dividing your supervisees into three teams. If you have only two or three supervis-
ees in your group meeting, they can play as individual players. If you have more
than three supervisees, they will need to divide into teams and rotate players each
round. Read the directions found in Appendix C aloud to the players and begin
the game.

How Can You Manipulate Motivating Operations Now?

During the last 20 minutes of your group supervision meeting, you will facilitate
your supervisees beginning to plan how to use motivating operations to the benefit
of their clients’ progress toward goals. Begin with a group brainstorm. Ask your
supervisees, “What considerations regarding motivating operations should be made
prior to conducting a preference assessment?”” Ask the same questions about func-
tional analysis, skill acquisition programs, and challenging behavior reduction pro-
grams. Facilitate a lengthy discussion as the possibilities are truly endless.

Divide your supervisees into pairs or trios. For the next 10 minutes, ask them to
discuss in their groups how motivating operations could be manipulated within their
client’s program. They should each identify two ways in which they may improve
their client’s progress using motivating operations. For the last 5 minutes, return to
the group discussion and ask your supervisees to individually share their ideas.
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a A I
2

Knowledge Check

What are the two motivating operations effects?

Define establishing operation and abolishing operation.

Define evocative effect and abative effect.

Provide an example of an establishing and an abolishing operation.
Describe the three conditioned motivating operations. /

Sh N

\

Homework

Inform your supervisees that prior to the next meeting they will create a 5-minute
video that introduces motivating operations to individuals seeking graduate-level
training in applied behavior analysis. Give them the freedom to create the video in
any format they want. Some may opt to record a traditional lecture with PowerPoint
slides, and others may wish to be far less traditional. Allow as much creativity with
the format as they wish with the only guidelines of (a) it is in video format, (b) the
audience is graduate-level trainees, and (c) they cover the topics of establishing
operation, abolishing operation, evocative effect, and abative effect. They must send
you the video at least 48 hours prior to your next meeting.

Second, inform your supervisees that they will be considering how motivating
operations can be manipulated to increase a client’s success on mastering the goals
in their current program. Ask them to bring a list of client goals and the interven-
tions used to help the client master those goals to the next meeting. Finally, instruct
your supervisees to read McAdam et al. (2005) in preparation of replicating the
procedures with their client.

' Homework for Tudividual Supervision without a Client
@ 1. Create a S5-mivute +raining video +o teach future traivees about motivating
operations. The video should cover the following topics: (a) establishing
operation, () abolishing operation, (¢) evocative effect, and (d) abative
effect.

2. For one cliewt, prepare a list of goals and intervewtion procedures. This will be
used to begin braivnstorming how to systematically manipulate motivating
operations to improve mastery of goals.

3. Read WMchAdam et al. (2005).

4. Retrieve a client’s recent preference assessment results (ie., admivistered
within last Hhree months), if available.
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Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 1-hour meeting with an individual
supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-15:00 Motivating Operations Training Video: Viewing and Feedback
15:00-30:00 Review Client Goals and Intervention Procedures
30:00-55:00 Plan Preference Assessment

55:00-60:00 Homework Review

\4 -
|
/ Materials Needed III-

e Motivating operations training video (send to supervisor 48 hours prior to
meeting)

e Computer or tablet for playing the motivating operations training video

Clipboard/pen or laptop/tablet for taking feedback notes during the motivating

operations training video viewing

Appendix D: Motivating Operations Training Bideo Feedback Form, 1 copy

Prior preference assessment results for target client.

McAdam et al. (2005), access to electronic or printed copy for reference

Appendix E: Preference Assessment Planning Guide; 1 copy

Appendix F: Paired Stimulus Procedural Fidelity Checklist Template,

preferably electronic copy to edit as needed

Appendix G: Paired Stimulus Data Sheet, 1 copy to review

e Four stimuli to role play a paired stimulus preference assessment

Motivating Operations Training Video: Viewing and Feedback

Begin your meeting by viewing your supervisee’s training video. As you observe,
take notes regarding the accuracy of the information presented and how well your
supervisee conveyed the topic to a new trainee. You may wish to use Motivating
Operations Training Video Feedback Form (Appendix D) to assist you in delivering
feedback. The purpose of this activity is to confirm your supervisee’s accurate
knowledge of motivating operations as well as to give them an opportunity to prac-
tice communicating about motivating operations. While the goal is not necessarily
for them to improve skills in creating training videos, you can give them feedback
regarding their method of instruction. For example, where they easy to understand?
Were they engaging? Such skills can translate to improved collaboration with care-
givers and colleagues. However, focus your feedback on the accuracy with which
they describe the main concepts.
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Review Client Goals and Intervention Procedures

We allocated 15 minutes for you and your supervisee to begin to brainstorm how
they can manipulate motivating operations in a way to improve their client’s goal
mastery. Begin this activity by explaining to your supervisee that when planning
interventions, the manipulation of motivating operations should be considered the
same as a clinician considers how to manipulate discriminative stimuli, prompts,
and consequences to improve the client’s success. Give examples of how motivating
operations may be manipulated. For example, withholding access to stimuli to serve
as reinforcers for desired behavior prior to the session is an establishing operation
that will increase the effectiveness of those stimuli as reinforcers. Additionally, a
clinician may reduce the length of an aversive task, an abolishing operation that
decreases the value of escape as a reinforcer and abates challenging behavior previ-
ously reinforced with escape (e.g., crying, elopement, aggression). Inform your
supervisee that you would like for them to read each of the client’s goals aloud and
then briefly describe the intervention. After doing so, the two of you will collabora-
tively brainstorm how you may manipulate motivating operations to improve the
client’s mastery of this goal with this intervention procedure. Repeat these for as
many goals as you can within the 15 minutes allotted.

Plan Preference Assessment

During the individual supervision meeting with a client, your supervisee will con-
duct at least 12 preference assessments in order to evaluate the effects of restricted
and unrestricted access of stimuli on the results of the preference assessment similar
to the evaluation conducted by McAdam et al. (2005). This includes four control
assessments; four restricted access (deprivation) assessments, one for each stimu-
lus; and four unrestricted access (habituation) assessments, one for each stimulus.
The purpose of this activity is for your supervisees to gain a better understanding of
how motivating operations can affect behavior.

Ask your supervisee to share the prior preference assessment results. Identify at
least four preferred stimuli. If the available preference assessment results do not
allow for identification of four preferred stimuli, ask your client to identify addi-
tional stimuli presumed to be preferred based upon interviews and/or anecdotal
observations. Explain the assessment process, referring to McAdam et al. (2005) as
needed. Use the Preference Assessment Planning Guide (Appendix E) to collabora-
tively plan the assessment process, scheduling when to administer each of the 12
assessments. Note that only one assessment can be conducted per day, so to plan
with that in mind.

Review the Paired Stimulus Procedural Fidelity Checklist (Appendix F) with
your supervisee. Edit the template to meet the needs of the client. After completing
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the procedural fidelity checklist, review the Paired Stimulus Data Sheet: Four Items
(Appendix G) to confirm that your supervisee knows how to use this data sheet.

After discussing the purpose of this assessment, finalizing the assessment proce-
dures, and reviewing the data sheet, provide your supervisee the opportunity to role-
play administering the control preference assessment at least once, but additional
opportunities if needed. In the role play of the control preference assessment, rather
than providing you, the confederate client, with 10 minutes of noncontingent access
to all four stimuli, instruct your supervisee to provide 1 minute of noncontingent
access just for the sake of efficiency. After completing the role play, provide perfor-
mance feedback. We encourage you to provide feedback not only the manipulation
of the motivating operations, but also on the accuracy with which the supervisee
implemented all steps of the paired stimulus preference assessment.

Homework Review

End your meeting by confirming that your supervisee will conduct 12 preference
assessments. Multiple assessments cannot be completed on the same day. You will
observe at least four assessments, meaning you will schedule four separate observa-
tions. Be sure that you observe at least one of each (control, deprivation, and
habituation).

It is not necessary to observe the 24-hour restricted access associated with the
deprivation and habituation assessments. Instead, you will begin your observation
10 minutes prior to the assessment. During the control assessment, you will confirm
that the supervisee provided noncontingent access to all four stimuli for 10 minutes.
During the restricted access (deprivation) assessment, you will confirm that your
supervisee provided noncontingent access to three of the four stimuli for 10 min-
utes. During the unrestricted access (habituation) assessment, you will confirm that
your supervisee provided noncontingent access to only one of the four stimuli for
10 minutes. After the first 10-minute access observation, you will observe the
administration of the preference assessment. In total, each observation should last
about 15 minutes.

First, work with your supervisee to select four observation opportunities when
they will be conducting the preference assessment. Next, remind them to send you
a final electronic version of the procedural fidelity checklist and the data sheet that
they will use with their client.

. Homework for Tudividual Supervision with a Client

@ 1. At least 4% hours prior to the meeting, sevd the paired stimulus procedural
fidelity checklists (see Appendix F for a template).

2. If revisions were made, send revised data sheets to your supervisor.
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Individual Supervision Meetings with a Client

Below is a plan for activities to incorporate into a 40-minute supervision session in
which you observe your supervisee with a client.

Individual Supervision Meeting with a Client Agenda (to Be Repeated Four Times)

Time Activity

0:00-15:00 Observe Preference Assessment Administration (repeat four times)
15:00-25:00 Performance Feedback (repeat four times)
25:00-40:00 | Discuss Applied Value of Results (after final observation only)

\J -
|
/ Materials Needed IIL

e Paired stimulus procedural fidelity checklist template, provided by supervisee
48 hours prior to meeting

e Paired stimulus data sheet, provided by supervisee 48 hours prior to meeting

e Clipboard

e Pen/Pencil

Observe Preference Assessment Administration

Your supervisee should have provided you with two items for the preference assess-
ments: (a) three procedural fidelity checklists (control, deprivation, and habituation)
and (b) a data sheet. Review these materials prior to your meeting. If you note
changes that must be made, notify your supervisee in advance of your observation
and request the changes prior to the first assessment observation. We did not allocate
time for feedback to these documents as your supervisee should have conducted
preference assessments in Chap. 8. Therefore, they have likely used similar proce-
dural fidelity checklists and data sheets.

You will observe your supervisee conducting a preference assessment four times.
These observations will take place across four different days. Each observation
should be approximately 15 minutes in duration; therefore, four observations should
total about one hour of supervision in which you observe your supervisee working
directly with a client.

You will observe the 10 minutes prior to the assessment when access to stimuli
has been programmed to manipulate motivating operations. After the 10 minute
access period, you will observe the paired stimulus preference assessment. During
the observation, measure procedural fidelity and collect data on client’s selection.
Be sure your supervisee notifies you of which assessment they will be conducted
during each observation as well as to which stimulus (i) the client will have noncon-
tingent access so you can provide accurate feedback on the correct procedural fidel-
ity checklist.
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Performance Feedback

Schedule 10 minutes after your observation to provide performance feedback. Do
so when no clients are present. Begin by praising correct implementation and then
correct observed errors. Provide an opportunity for your supervisee to ask questions
and to role-play any steps in which they implemented with poor fidelity. End by
asking your supervisee to calculate IOA between the data you both collected. When
applicable, discuss discrepancies and measures that can be taken to reduce these in
the future.

Discuss Applied Value of Results

After your supervisee completes all twelve assessments, instruct them to graph the
results in a format similar to the graphs provided by McAdam et al. (2005). Schedule
a meeting without the client present to review the results. Provide performance
feedback on the graphs. Ask your supervisee to describe how the results of this
assessment can be translated to practice with their client. You may expect your
supervisee to report that they will vary the use of reinforcing stimuli to avoid creat-
ing an abolishing operation by lengthy access to a single stimulus. They may also
suggest withholding access to a particular stimulus to create an establishing opera-
tion for that stimulus prior to particularly difficult or nonpreferred tasks so that a
highly effective reinforcer is available for nonpreferred task completion.

Mastery Criteria

In order to progress from this lesson, your supervisee must (a) create an instruc-
tional video that contains accurate descriptions of an establishing operation, abol-
ishing operation, evocative effect, and abolishing effect, (b) conduct a deprivation
preference assessment condition with at least 80% fidelity, and (c) conduct a habitu-
ation preference assessment condition with at least 80% fidelity.

Future Growth
L/ [0 Evaluate your supervisee’s ability to manipulate
\__ motivating operations effectively during a skill acquisition
— program.

[0 Evaluate your supervisee’s ability to manipulate
motivating operations effectively during a behavior
reduction program.
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Appendix A: Motivating Operation Examples

Instructions: Describe an example of each of the following using your own personal
behavior and related motivating operations. You may work in a pair to brainstorm,
but each supervisee should complete their own examples.

Establishing Operations

Reinforcer Establishing Effect

Evocative Effect

Abolishing Operations

Reinforcer Abolishing Effect

Abative Effect
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Appendix B: Unconditioned and Conditioned Motivating
Operation Examples

Instructions: Describe an example of each of the following using your own personal
behavior and related motivating operations. You may work in a pair to brainstorm,
but each supervisee should complete their own examples.

Motivating Operation Example

UMO

CMO-S

CMO-R

CMO-T
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Appendix C: Know Your MOs!

Preparation Instructions: Print and cut out each square. Write the point value on
the backside of the question and tape to the wall so that only the point value can be
seen. Affix to the wall in a fashion similar to the Jeopardy! Board.

Game Instructions (please read aloud to your supervisees): The game host
(i.e., your supervisor) will randomly determine which of the three players begins. If
you are playing with teams, as opposed to individual players, rotate the player that
will “represent” your team each round of the game. The selected player/team will
select a category and point value. The supervisor will read the question aloud. The
first person to raise their hand will be given the opportunity to answer the question.
If they answer correctly, they earn the point value. If they answer incorrectly, the
lose the point value. If they answer incorrectly, the other players/teams can choose
to answer. If no player/team answers in 15 seconds, the question is passed. The team
with the highest number of points at the end of the game wins!

These are category headers for your posting of questions:

Name That Effect

SD or MO?

UMO & CMO
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Category: Name That Effect

Point Value: 100

Adriana has been on a very restrictive diet for the past four weeks. She has not had a single
piece of candy or baked good during this time. This period of time without sweets has increased
the effectiveness of sweet treats as a reinforcer. What type of motivating operation effect is
this?

Point Value: 200

Noor is a freshman in college. She selected a college that is in another time zone from her
family and she is rarely able to catch them on the phone or Zoom thanks to the difference in
time. Noor’s mother’s attention has now increased in effectiveness as a reinforcer due to this
long period of separation. What type of motivating operation effect is this?

Point Value: 300

Sebastian came home with a terrible headache. He took some at 5:00 pm and laid in bed. By
6:00 the headache had mostly disappeared. Lying in bed has now decreased in effectiveness as a
reinforcer. What type of motivating operation effect is this?

Point Value: 400

Roman is a 5-year-old boy who loves playing on his tablet. His dad only allows tablet play when
they are on long car rides. It has been four months since Roman and his dad had a long car ride
and Roman has not had access to his tablet since then. When Roman learns that he and his dad
will be driving three hours to visit Roman’s grandma this afternoon, Roman’s requests for the
tablet increase. What type of motivating operation effect is this?

Point Value: 500

Zara began dating a new guy about three weeks ago. She was very excited about him at first,
but in the last week he has become clingy. He comes to her house unannounced, calls her
multiple times a day while she is at work, and sends many texts checking on her in a day. Zara
has decreased the number of times she calls or texts her boyfriend in the past week due to this
clingy behavior. What type of motivating operation effect is this?

Category: S or MO

Point Value: 100

Santiago mowed the yard this morning and didn’t realize that he was brushing up against
poison ivy! By noon, Santiago’s arms itching like crazy. Santiago runs to the bathroom where
he stores the hydrocortisone cream to apply the cream. In this situation, is bathroom an S° or
MO?

Point Value: 200

Mateo had a bit too much to drink last night. He woke up with a terrible headache. He knows
that his partner always has aspirin in her bag, so he walks into the living room where she is
watching TV and asks for the aspirin. In this situation, is the headache an S® or MO?

Point Value: 300

Mila is a 3-year-old girl with autism. Her favorite snack is applesauce pouches that her grandma
keeps in the refrigerator. When Mila gets hungry, she walks to the refrigerator and begins
banging on the door, a response that is frequently reinforced with access to an applesauce
pouch. In this situation, is the refrigerator an S® or MO?
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Point Value: 400

Cecilia is a 14-year-old girl who frequently exhibits challenging behavior at school. Cecilia
particularly struggles at math. When Cecilia sees her teacher, Mr. Evans beginning to pass out a
stack of worksheets filled with algebra problems to complete independently, Cecilia begins to
make inappropriate comments, behavior that typically results in her being sent to the principal’s
office. In this situation, is the math worksheet an S® or MO?

Point Value: 500

Theo started a new job in which he feels completely in over his head. Last week his boss
assigned him a report to submit on Friday. Theo was not sure how to complete the project, so
he never submitted anything. On Tuesday Theo is sitting in his cubicle when he spots his boss
walk into the office. Theo quickly notices that single-user restroom is open and he quickly darts
to the restroom to avoid his boss. In this situation, is the boss’ presence an S® or MO?

Category: UMO and CMO

Point Value: 100

Santiago mowed the yard this morning and didn’t realize that he was brushing up against
poison ivy! By noon, Santiago’s arms itching like crazy. Santiago runs to the bathroom where
he stores the hydrocortisone cream to apply the cream. Is the itch a UMO, CMO-S, CMO-R, or
CMO-T?

Point Value: 200

Cooper and his partner Jace just moved into a new, hip, loft-style apartment. The apartment is
perfect except for one thing, the kitchen cabinets are very high and Cooper is short. Thankfully,
Jace is tall and can reach the cabinets. On Tuesday, Cooper is hungry and wants to make dinner.
He needs a mixing bowl from a high cabinet and calls Jace for help. In this situation, hunger
evokes the behavior of calling Jace for assistance to access a mixing bowl. Is this a UMO,
CMO-S, CMO-R, or CMO-T?

Point Value: 300

Cooper and his partner Jace just moved into a new, hip, loft-style apartment. The apartment is
perfect except for one thing, the kitchen cabinets are very high and Cooper is short. Thankfully,
Jace is tall and can reach the cabinets. On Tuesday, Cooper is hungry and wants to make dinner.
Cooper’s hunger evokes cooking behavior that has previously been reinforced by access to food.
Is this a UMO, CMO-S, CMO-R, or CMO-T?

Point Value: 400

Ebony is an 8-year-old girl with Down syndrome. She significant delays in fine motor skills and
finds handwriting aversive. In collaboration with an occupational therapist, Ebony’s clinician
has embedded handwriting activities into their daily routine. Specifically, Ebony’s therapist,
Brent, brings one handwriting practice page to each therapy session. It consists of the 26 letters
of the alphabet in a bubble-style font so that Ebony can write the letters over and within the
bubble letter. The sight of Brent taking this worksheet from his folder evokes elopement
behavior. Is this a UMO, CMO-S, CMO-R, or CMO-T?

Point Value: 500

Katie has a routine of watching the Golden Girls in bed before she falls asleep. Almost every
night she crawls into bed exhausted, turns on the Golden Girls, and is out before the 30 minute
episode is complete. Last Saturday Katie did not have much to do, so at 6:00 she decided to sit
down and watch Golden Girls. Although she was not sleepy when she sat down for her favorite
show, within minutes she began yawning and yearning for her bed. Is this a UMO, CMO-S,
CMO-R, or CMO-T?
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Know Your MOs!
Answer Sheet
DO NOT DISTRIBUTE TO SUPERVISEES

Category: Name That Effect

309

Point Value: 100
Establishing operation (value altering)

Point Value: 200
Establishing operation (value altering)

Point Value: 300
Abolishing operation (value altering)

Point Value: 400
Evocative effect (behavior altering)

Point Value: 500
Abative effect (behavior altering)

Category: SP or MO

Point Value: 100
SD

Point Value: 200
MO

Point Value: 300
SD

Point Value: 400
SD

Point Value: 500
MO

Category: UMO and CMO

Point Value: 100
UMO

Point Value: 200
CMO-T

Point Value: 300
UMO

Point Value: 400
CMO-R

Point Value: 500
CMO-S
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Appendix D: Motivating Operations Training Video
Feedback Form

Supervisee: Supervisor:
Feedback Topics Circle One

Accurate definition of motivating operations? Yes No
Notes:

Accurate definition of establishing operation? | Yes No
Notes:

Accurate definition of abolishing operation? | Yes No
Notes:

Accurate definition of evocative effect? | Yes No
Notes:

Accurate definition of abative effect? | Yes No
Notes:

Designed for a graduate-level trainee audience? | Yes No
Notes:

The video was easy to understand? | Yes No
Notes:

The video format was engaging and would be appealing to the

. Yes No

audience?
Notes:

Additional Feedback:
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Appendix E: Preference Assessment Planning Guide

Supervisee: Supervisor:

Client: Assessment Dates:

Order | Assessment Assessment Date
1 Control: Noncontingent access to all stimuli 10 min prior to

assessment

Restricted Access (Deprivation) Stimulus A:

e No access to Stimulus A for 24 hours.

e Noncontingent access to Stimuli B, C, & D for 10 min prior to
assessment

Unrestricted Access (Habituation) Stimulus A:

e No access to Stimulus B, C, & D for 24 hours.

e Noncontingent access to Stimuli A for 10 min prior to
assessment

Control: Noncontingent access to all stimuli 10 min prior to

assessment

Restricted Access (Deprivation) Stimulus B:

® No access to Stimulus B for 24 hours.

e Noncontingent access to Stimuli A, C, & D for 10 min prior
to assessment

Unrestricted Access (Habituation) Stimulus B:

e No access to Stimulus A, C, & D for 24 hours.

e Noncontingent access to Stimuli B for 10 min prior to
assessment

Control: Noncontingent access to all stimuli 10 min prior to

assessment

Restricted Access (Deprivation) Stimulus C:

®  No access to Stimulus C for 24 hours.

® Noncontingent access to Stimuli A, B, & D for 10 min prior
to assessment

Unrestricted Access (Habituation) Stimulus C:

® No access to Stimulus A, B, & D for 24 hours.

e Noncontingent access to Stimuli C for 10 min prior to
assessment

Control: Noncontingent access to all stimuli 10 min prior to

assessment

Restricted Access (Deprivation) Stimulus D:

® No access to Stimulus D for 24 hours.

e Noncontingent access to Stimuli A, B, & C for 10 min prior to
assessment

Unrestricted Access (Habituation) Stimulus D:

e No access to Stimulus A, B & C for 24 hours.

e Noncontingent access to Stimuli D for 10 min prior to
assessment

10

11
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Appendix F: Paired Stimulus Procedural Fidelity Checklist
Template Control Assessment

Supervisee: Supervisor:

Client:

Date & Time:

Step

Implemented
Correctly?
+=Yes
—=No

Prior to the paired stimulus preference assessment, the client had
noncontingent access to all four stimuli for [insert time;
recommended 10 min, but may vary based on the client’s need).

To begin each trial, the supervisee places the appropriate two
stimuli equal distance from the client. See data sheet for stimuli
pairing.

After placing stimuli in front of client, the supervisee instructs the
client to “choose one”. Note: may need to change instruction
wording or modality.

When client selects a stimulus, the supervisee provides access to
that stimulus for [insert time; recommended 30 s, but may vary
based on client need].

If the client approaches both stimuli, the supervisee blocks and re-
directs the client to choose one.

When client selects a stimulus, the supervisee removes the
remaining stimulus so it is out of sight and reach.

If the client fails to select either stimuli, the supervisee prompts
the client to sample each stimulus for 5's. Note: may need to
change to a supervisee model rather than prompted interaction.

If after prompted sampling the client does not select a stimulus
within 5 s, the supervisee removes both items and begins the next
trial.

The supervisee continues until all stimulus pairs have been
presented.

10

The stimulus pairs included each stimulus paired with the other
once and the order of pairs of stimuli are randomized. See data
sheet to confirm.

11

The supervisee accurately records selection using data collection
sheet.

/ *100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Supervisee: Supervisor:

Client:

Paired Stimulus Procedural Fidelity Checklist Template

Restricted Access (Deprivation) Assessment

313

Date & Time:

Step

Implemented
Correctly?
+=Yes
-=No

Prior to the paired stimulus preference assessment, the client had
noncontingent access to three stimuli for [insert time;
recommended 10 min, but may vary based on the client’s need|.

Prior to the paired stimulus preference assessment, the client had
no access to the remaining stimulus for [insert time; recommended
24 hours, but may vary based on the client’s need|.

To begin each trial, the supervisee places the appropriate two
stimuli equal distance from the client. See data sheet for stimuli
pairing.

After placing stimuli in front of client, the supervisee instructs the
client to “choose one”. Note: may need to change instruction
wording or modality.

When client selects a stimulus, the supervisee provides access to
that stimulus for [insert time; recommended 30 s, but may vary
based on client need].

If the client approaches both stimuli, the supervisee blocks and re-
directs the client to choose one.

When client selects a stimulus, the supervisee removes the
remaining stimulus so it is out of sight and reach.

If the client fails to select either stimuli, the supervisee prompts
the client to sample each stimulus for 5 s. Note: may need to
change to a supervisee model rather than prompted interaction.

If after prompted sampling the client does not select a stimulus
within 5 s, the supervisee removes both items and begins the next
trial.

10

The supervisee continues until all stimulus pairs have been
presented.

The stimulus pairs included each stimulus paired with the other
once and the order of pairs of stimuli are randomized. See data
sheet to confirm.

12

The supervisee accurately records selection using data collection
sheet.

*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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Paired Stimulus Procedural Fidelity Checklist Template
Unrestricted Access (Habituation) Assessment

Supervisee: Supervisor:

Client: Date & Time:

Step Implemented

Correctly?
+=Yes
—=No

Prior to the paired stimulus preference assessment, the client had
1 no access to three stimuli for [insert time,; recommended 24 hour,
but may vary based on the client’s need].

Prior to the paired stimulus preference assessment, the client had
2 noncontingent access to the remaining stimulus for [insert time;
recommended 10 min, but may vary based on the client’s need).
To begin each trial, the supervisee places the appropriate two

3 stimuli equal distance from the client. See data sheet for stimuli
pairing.

After placing stimuli in front of client, the supervisee instructs the
4 client to “choose one”. Note: may need to change instruction
wording or modality.

When client selects a stimulus, the supervisee provides access to
5 that stimulus for [insert time; recommended 30 s, but may vary
based on client need].

If the client approaches both stimuli, the supervisee blocks and re-
directs the client to choose one.

When client selects a stimulus, the supervisee removes the
remaining stimulus so it is out of sight and reach.

If the client fails to select either stimuli, the supervisee prompts

8 the client to sample each stimulus for 5's. Note: may need to
change to a supervisee model rather than prompted interaction.
If after prompted sampling the client does not select a stimulus

9 within 5 s, the supervisee removes both items and begins the next
trial.

The supervisee continues until all stimulus pairs have been
presented.

The stimulus pairs included each stimulus paired with the other
11 | once and the order of pairs of stimuli are randomized. See data
sheet to confirm.

The supervisee accurately records selection using data collection
sheet.

10

12

/ *100 = % of steps completed correctly
Steps Completed Correctly. Total Number of Steps
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Appendix G: Paired Stimulus Preference Assessment Data

Sheet: Four Items

Supervisee: Supervisor:

Client: Assessment Dates:

Stimulus A: Selected times =
Stimulus B: Selected ~ times=__
Stimulus C: Selected _ times =
Stimulus D: Selected times =

% of trials

% of trials

% of trials

% of trials

Trial Number

Circle Stimulus Selected

1

QN[ [ W (N

Qg |m (> >
wllveh@Yiwhisgiive




316 13 Motivating Operations

References

Davis, T. N., Fuentes, L., & Durand, S. (2014). Examination of systematic durations of preses-
sion reinforcer access on functional communication training. Journal of Developmental and
Physical Disabilities, 26, 263-270.

Davis, T. N., O’Reilly, M. F,, Kang, S., Rispoli, M., Lang, R., Machalicek, W., Chan, J. M.,
Lancioni, G., & Sigafoos, J. (2009). Impact of presession access to toys maintaining chal-
lenging behavior on functional communication training: A single case study. Journal of
Developmental and Physical Disabilities, 21, 515-521.

Gottschalk, J. M., Libby, M. E., & Graff, R. B. (2000). The effects of establishing operations on
preference assessment outcomes. Journal of Applied Behavior Analysis, 33(1), 85-88.

Keller, F. S., & Schoenfeld, W. N. (1950). Principles of psychology: A systematic text in the sci-
ence of behavior. Appleton-Century Crofts.

Laraway, S., Snycerski, S., Michael, J., & Poling, A. (2003). Motivating operations and some
terms to describe them: Some further refinements. Journal of Applied Behavior Analysis, 36(3),
407-414.

Langthorne, P., & McGill, P. (2009). A tutorial on the concept of the motivating operation and its
importance to application. Behavior Analysis in Practice, 2(2), 22-31.

McAdam, D. B., Klatt, K. P., Koffarnus, M., Dicesare, A., Solberg, K., Welch, C., & Murphy,
S. (2005). The effects of establishing operations on preferences for tangible items. Journal of
Applied Behavior Analysis, 38(1), 107-110.

McGill, P. (1999). Establishing operations: Implications for the assessment, treatment, and preven-
tion of problem behavior. Journal of Applied Behavior Analysis, 32(3), 393-418.

Michael, J. (1993). Establishing operations. The Behavior Analyst, 16(2), 191-206.

Michael, J. (2007). Motivating Operations. In J. O. Cooper, T. E. Heron & W. L. Heward (Eds.),
Applied behavior analysis (2nd ed., pp. 374-391). NJ: Merrill Prentice Hall.

Michael, J., & Miguel, C. (2020). Motivating operations. In J. O. Cooper, T. E. Heron, &
W. L. Heward (Eds.), Applied behavior analysis (3rd ed., pp. 372-394). Prentice Hall.

O’Reilly, M. F, Lang, R., Davis, T. N., Rispoli, M., Machalicek, W., Sigafoos, J., Lancioni, G.,
Shogren, K., & Didden, R. (2009). Temporal versus behavioral characteristics of pre-session
exposure to reinforcers during functional analyses. Journal of Applied Behavior Analysis, 42,
773-783.

Rispoli, M., O'Reilly, M., Lang, R., Machalicek, W., Davis, T. N., Lancioni, G., & Sigafoos,
J. (2011). Effects of motivating operations on problem and academic behavior in classrooms.
Journal of Applied Behavior Analysis, 44, 649—663.

Skinner, B. F. (1938). The behavior of organisms: An experimental analysis.
Appleton-Centry-Crofts.

Sundberg, M. L. (1993). The application of establishing operations. The Behavior Analyst, 16(2),
211-214.

Worsdell, A. S., Iwata, B. A., Conners, J., Kahng, S. W., & Thompson, R. H. (2000). Relative influ-
ences of establishing operations and reinforcement contingencies on self-injurious behavior
during functional analyses. Journal of Applied Behavior Analysis, 33(4), 451-461.



Chapter 14 )
Discrete Trial Training

Check for
updates

Topics Covered Within This Chapter

Topics

Introduction
ABC Paradigm
Advantages and Disadvantages

Discrete trial training (DTT), also referred to as discrete trial teaching and discrete
trial format, is easily the most well-known teaching approach based upon the con-
cepts and principles of applied behavior analysis. Developed in the 1970s, it grew in
popularity due to its documented effectiveness (e.g., Lovaas, 1987). DTT is a rela-
tively simple teaching procedure that involves clearly communicating the expected
response, providing assistance in the form of prompts, immediately correcting
errors, and reinforcing correct responses. As a result, many professionals such as
new direct-service staff, teachers, and paraprofessionals can learn to implement
DTT quickly and effectively (Catania et al., 2009; Higbee et al., 2016; Nosik et al.,
2013; Vladescu et al., 2012).
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ABC Paradigm

DTT consists of learning trials. Each DTT learning trial is aligned with the anteced-
ent-behavior—consequence (ABC) model (see Fig. 14.1; Webber & Scheuermann,
2008). Within the antecedent phase at the start of a DTT trial, the clinician first
secures client attention. When attention is secured, the clinician delivers the dis-
criminative stimulus. Transitioning to the behavior phase of a trial, the client
responds to the discriminative stimulus, which, in most cases, will require the assis-
tance of a prompt. Ending with the consequence phase of the DTT trial, the clinician
delivers the appropriate consequence, based on if the client responded correctly or
made an error. Finally, a short intertrial interval provides time to record data, con-
sume reinforcement, and engage in rapport-building activities, after which a new
trial is presented.

DTT aligned with the ABC paradigm.

Antecedent

Clinician
Secures Attention

Behavior

Clinician Delivers
Prompt

Consequence

Clinician
Reinforces Correct

& Response
Delivers Client Responds

Discriminative Clinician Corrects
Stimulus Errors

Inter-trial Interval

Fig. 14.1 DTT aligned with the ABC paradigm

Securing Attention

In order for a DTT trial to be successful, the client must be attending to the clinician.
Securing attention may take many forms. For example, this may be done by saying
the client’s name or a variety of other vocalizations (e.g., “look at me”) and gestures
(e.g., pointing to the clinician’s eyes). Your supervisees will be familiar with their
clients, which will help identify the best methods for securing attention.
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Discriminative Stimulus

DTT emphasizes the establishment of stimulus control. The purpose of DTT is to
teach the client to engage in specific behaviors in response to specific stimuli (i.e.,
stimulus control). For example, DTT may be used teach sight words. The clinician
wants the client’s vocalization of the word “whole” to be under strong stimulus
control; that is, the client should only vocalize the word “whole” when shown a
flash card with the letters w-h-0-I-e and asked “what word?” but not when shown a
flash card with the letters w-a-s or w-h-e-r-e or w-h-y and asked “what word?”
Similarly, a client who has an imitation goal may be taught to imitate the clinician’s
behavior only after observing the discriminative stimulus of the clinician saying,
“do this” followed by a motor movement. The clinician wants the client to imitate
clapping when the clinician says “do this” and claps, but would not want the client
to imitate all of the clinician’s behaviors throughout a day. As a result, supervisees
need to learn how to select appropriate discriminative stimuli. Discriminative stim-
uli may consist of a vocalization, gesture, physical environment arrangement, or
some combination of these. A discriminative stimulus should follow the three C’s:
concise, comprehensible, consistent (across trials). Concise simply means that the
discriminative stimuli should be as brief as possible to elicit the desired response.
Comprehensible means that the discriminative stimulus should be one that is rele-
vant and understandable in the natural environment. For example, if the goal was to
teach the client to clean up their belongings, it would be best for the clinician to use
a discriminative stimulus of “clean up” rather than a flicker of the overhead lights or
four-verse clean-up song as the first is more comprehensible and relevant in a natu-
ral environment. Finally, the discriminative stimulus should be held consistent
across trials, at least during initial instruction. In later trials, the discriminative stim-
ulus may be altered to promote generalization.

Prompts

Prompts are additional assistance the clinician delivers to help the client respond to
the discriminative stimulus correctly. If the discriminative stimulus already evoked
the desired response, this goal would be considered mastered and would not be
targeted with the use of DTT; therefore, your supervisees will need to be proficient
at selecting and delivering prompts within a DTT framework.

It is our experience that supervisees often have a difficult time distinguishing
between discriminative stimuli and prompts. If this is the case for some of your
supervisees, we find the most useful tool for helping them discriminate between the
two can be found in a well-written goal. A goal (also referred to as an objective,
among other names), should include a description of the discriminative stimulus to
which the client should respond; however, it would not include the prompts that
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may be delivered to assist the client in responding to that discriminative stimulus.
Consider this example:

By May 31st, when shown an analogue clock and asked, “what time is it?,” Jaylen will
independently and correctly vocalize the time, within 3 minutes of the actual time, 90% of
trials across three sessions.

The discriminative stimuli to which Jaylen should vocalize the time are (a) being
shown an analogue clock and (b) being asked “what time is it?” Any additional
assistance beyond those two stimuli would be considered prompts. Prompts may
include (a) the clinician holding up two fingers to indicate it is two o’clock, (b)
holding up a flash card with a digital clock display of the time presented on the
analog clock (e.g., 2:00), (c) the addition of /5, 30, and 45 over the minute markers
corresponding to those times, and (d) the clinician vocalizing, “say, ‘it’s 2:00°,” or
an endless number of possibilities that would help Jaylen successfully read the ana-
log clock. It will be very important to help supervisees make the distinction between
discriminative stimuli and prompts because this is a foundational skill that allows
them to collect accurate data regarding the client’s correct (i.e., independent)
responses versus prompted responses.

Prompts come in two forms: response prompts and stimulus prompts. Response
prompts are delivered within a few seconds after the discriminative stimulus.
Stimulus prompts are built into the discriminative stimulus. There are countless
types of prompts, each offering varying degrees of support based upon the desired
response and the client’s needs.

Response prompts While this is not meant to be an exhaustive list, most response
prompts can be categorized as physical guidance, model prompts, gesture prompts,
or verbal prompts.

» Physical guidance involves physically assisting the client to complete a task. For
example, physically holding a client’s hands to guide them through the steps of
hand washing. Physical prompts can vary from providing partial guidance to
complete hand-over-hand guidance.

* Model prompts involve the clinician modeling the desired response. These are
typically divided into vocal models and physical models. For example, if the
clinician is teaching Mario his address, they would deliver the discriminative
stimulus, “What is your address?” followed by a vocal model prompt of “1234
Oak Street, Tacoma, Washington.” If the clinician is teaching Mario to call his
mother from a list of contacts on his cellular phone, they would deliver the dis-
criminative stimulus, “call your mom” while presenting a phone followed by
physically modeling how to dial the number of Mario’s mom on the phone.
Similar to physical prompts, models may be partial or full models of the desired
response.

e Gesture prompts are a body movement that indicates the desired response with-
out modeling the desired response. For example, if a clinician is teaching Teresa
how to set the table for dinner, after delivering the discriminative stimulus, “set
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the table,” the clinician may point to the cupboard where the plates are stored to
prompt Teresa to begin setting the table by retrieving the plates.

Verbal prompts provide instructions or hints. These differ from vocalizations that
model the desired response. For example, if a clinician is teaching Zara to write
the letters of her name, after delivering the discriminative stimulus, “write the
letter Z,” the clinician may deliver the verbal prompt, “grasp your pencil closer
to the bottom™ or “remember, start with a line going across the top from left
to right.”

Stimulus prompts Stimulus prompt options are numerous as well. They are gener-
ally categorized as those that change the properties of the stimulus and those that
change the position the stimulus.

Changing properties of the stimulus may include changing the color, shape, size,
or other dimensions. For example, if a clinician is working on the following goal,
“When presented with drawing paper and a pencil and told to draw a square,
Liam will independently and correctly draw a square 90% of trials across three
sessions,” they may use one of the following the stimulus prompts: (a) a square
written in a dashed line that could be traced, (b) four dots on the paper to prompt
the four corners of the square, or (c) a square written in highlighter that can be
traced with a crayon.

Changing the position of the stimulus involves moving a stimulus so that it is
more prominent, typically closer to the client. For example, if a clinician is
teaching Elijah to touch a photo of his mother in an array of three photos, the
clinician may position the photo of the mom to be closer to Elijah than the photos
of the other adults.

Prompts must eventually be faded so that the client learns to respond indepen-

dently, only in response to the discriminative stimulus. Chapter 16 will provide your
supervisees with in-depth review of prompt fading techniques.

Client Response

The client’s response can be categorized according to two important questions: (a)
when did the response occur (before or after the prompt) and (b) was the response
correct? This leads to five potential options (Duker et al., 2004):

Independent Correct: The client responded correctly and did so without a prompt.
Prompted Correct: The client responded correctly, but with a prompt.

Nonwait Error: The client responded incorrectly before a prompt was delivered.
Incorrect Wait: The client responded incorrectly after a prompt was delivered.
No Response: The client did not respond at all.

If the client responded correctly, the clinician will reinforce this response. In

many cases, reinforcement will be differentiated based upon if the client’s response
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was independent correct or prompted correct. On the other hand, if the client emit-
ted an error, the clinician will use an error correction procedure to correct the error
and prompt a correct response.

Several procedural differences in error correction can be found across the litera-
ture and varying degrees of success across differing models suggest that some indi-
vidualization is necessary in selecting the best error correction technique for each
client (Carroll et al., 2015; Magee et al., 2006; McGhan & Lerman, 2013; Rapp
et al., 2012; Rodgers & Iwata, 1991; Worsdell et al., 2005). At the very least, an
error correction procedure should withhold reinforcement for errors and involve a
subsequent trial for the opportunity to respond correctly, meaning a more immediate
or more intrusive prompt would be delivered in conjunction with the subsequent
opportunity to respond (Webber & Scheuermann, 2008). Some resources suggest
that an error should be corrected immediately after the error by delivering an intru-
sive prompt for the correct response, which is then followed by a complete trial
(e.g., Carroll et al., 2015). On the other hand, some resources suggest that the imme-
diate prompt may inadvertently develop an undesirable response chain: discrimina-
tive stimulus=>incorrect response=>prompt=>correct response. As a result, they
suggest that, in response to an error, the clinician should represent the complete trial
by delivering the discriminative stimulus again, followed by an immediate prompt
(e.g., Webber & Scheuermann, 2008).

There are a number of procedural variations to error correction. These also
include the use of a short time out in which stimuli are removed and the clinician
orients their body away from the client for a few seconds (e.g., Carrol et al., 2015).
Another variation is the number of repetitions of the correct response necessary to
begin the next trial (e.g., Carrol et al., 2015). While the procedural fidelity checklist
included in this chapter includes an example in which an error is followed by a new
trial, this is not to suggest we favor one approach over another. In fact, we encourage
you to support your supervisees in making data-based individualizations to the DTT
procedures as necessary.

Intertrial Interval

The final portion of DTT is the time between the discrete trials. As the name sug-
gests, the trials are discrete, so the intertrial interval should be a smooth transition
between trials. However, this short duration of time is ideal for recording data and
allowing for reinforcer consumption or access, when appropriate. We also recom-
mend clinicians use this time to continue rapport building with the client. For exam-
ple, if the client earned 30 seconds access to a preferred toy for correct responding,
rather than idly waiting for the 30 seconds to pass, the clinician could play with the
client and their toy, assuming that doing so would only increase reinforcing value,
rather than decrease it.
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Advantages and Disadvantages

The main advantage of DTT is its effectiveness (Catania et al., 2009; Higbee et al.,
2016; Nosik et al., 2013; Vladescu et al., 2012). Moreover, its precise and scripted
nature is easy for other providers and caregivers to implement. The teaching
approach fits nicely into the context of school and clinical settings. On the other
hand, the consistency of the discriminative stimuli within the DTT framework often
fails to promote generalization. In other words, the clinician must program for the
stimuli in the natural environmental to control the target behavior, which often
requires a transfer of stimulus control before terminating treatment. See Chap. 31
for a more thorough discussion of methods to promote generalization. Similarly, the
dense schedule of reinforcement must be systematically thinned in order for the
behavior to persist among reinforcement schedules found in the natural environ-
ment. Finally, DTT may not be the most effective instructional framework for all
goals, so it is crucial that your supervisees develop expertise in other instructional
approaches. Despite its remarkable efficacy, DTT is not the be-all and end-all of
instructional approaches, and no educational program should be comprised solely
of one instructional approach.

Group Supervision Meeting

Below is a plan for activities to incorporate into a 1-hour meeting with a small group
of supervisees.

Group Supervision Meeting Agenda

Time Activity

0:00-10:00 Introduction to DTT
10:00-25:00 | Writing Goals
25:00-40:00 | Prompting
40:00-55:00 | DTT Planning
55:00-60:00 | Knowledge Check

\J
/ Materials Needed II

e Appendix A: Sample Goals, 1 copy per supervisee
e Each supervisee bring copy (paper or electronic) access to a client’s goals
e Appendix B: DTT Planning Guide (Appendix B), 5 copies per supervisee
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Reading Assignments

At least one week prior to the group supervision meeting, assign your supervisees
to read about the subject. Below is a list of recommended assigned readings.

e Carrol et al. (2015)
e Dib & Sturmey (2007)
¢ Downs et al. (2008)
e Geigeretal. (2012)

Review Major Concepts

Begin your group supervision meeting by asking your supervisees if they have
familiarity or experience with DTT. We imagine that most supervisees will have
some experience implementing DTT, so give them a few minutes to share those
experiences to begin the session. Ask those familiar with DTT to use one or two-
word phrases to describe DTT. We expect supervisees to use words like systematic,
drills, trials, effective, and regimented. As they share descriptions, expand on each.
For example, if a supervisee describes DTT as learning trials, you could expand by
saying, “yes, DTT is made up of learning trials that consist of six steps per trial.” Of
course, if you fail to understand how a description relates to DTT, ask the supervisee
to elaborate and correct any misunderstandings.
Transition from the description of DTT to the six steps of DTT:

. Secure Attention

. Discriminative Stimulus

. Prompt (if necessary)

. Client Response

. Reinforcer or Error Correction
. Intertrial Interval

AN AW =

Lead into the framework by asking a supervisee to share what they know about
the ABC paradigm (antecedent—behavior—consequence). On your slides for this
meeting is Fig. 14.1 (see above). As you display this, explain how DTT is aligned
with the ABC model. Slowly describe this figure as you explain how the six DTT
steps align with the ABC framework.

Because we expect all of your supervisees will have some familiarity with DTT,
lead a discussion of the advantages and disadvantages of DTT. Be sure that your
supervisees identify a comprehensive list for both advantages and disadvantages.
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Writing Goals

Inform your supervisees that the first step in planning to implement DTT is to spec-
ify what discriminative stimulus is expected to elicit what behavior. A well-written
goal will detail both the discriminative stimulus and the client behavior; therefore,
writing a clear goal is a foundational step in designing a DTT program, or any inter-
vention program for that matter. Not only will a goal guide the DTT plan, but it will
also provide clear communication about the client’s therapeutic program to all
stakeholders.

Explain that goals should consist of the following information: (a) the discrimi-
native stimulus (b) the client, (c) the specific behavior, (d) the level of independence
in which this behavior will be emitted, and (e) the criterion for mastery. DTT Sample
Goals (Appendix A) contains several well-written goals. These are also presented in
the PowerPoint slides available to you. Read the first goal aloud. Then, ask one
supervisee to identify the discriminative stimulus, another to identify the client,
another to identify the behavior, and so on. Repeat this process with the remain-
ing goals.

For the second activity, your supervisees will identify the components of a goal
using their client’s actual goals. They should bring a list of goals to this meeting.
You may wish for them to bring the goals for a single client or multiple clients,
depending on how much practice you would like them to have. It is important that
they have access to the written goal rather than a general description of the goal
(e.g., “Liam is learning colors). Give your supervisees 5 to 7 minutes to review the
goals. For each goal they should identify (a) the discriminative stimulus (b) the cli-
ent, (c) the specific behavior, (d) the level of independence in which this behavior
will be emitted, and (e) the criterion for mastery. After they work independently,
have them pair with another supervisee and review each other’s work for accuracy.
Remind supervisees that they should maintain confidentiality when sharing their
work; therefore, pseudonyms or initials should be used to protect the client’s
confidentiality.

Prompting

You will spend the next 15 minutes reviewing prompts. Begin this discussion by
reminding your supervisees that if the client’s correct behavior was reliably evoked
by the discriminative stimuli described in the goal, then intervention would not be
needed. In reality, prompts will be required, in addition to discriminative stimuli, to
evoke the target behavior. In order to facilitate your supervisee’s discrimination
between the discriminative stimulus and a prompt, present each of the six goals in
Appendix A again to the group. Ask a volunteer to identify the discriminative stimu-
lus associated with the goal. Next, ask supervisees to describe prompts that may
help evoke the target response. For example, with Goal One, supervisees should



326 14 Discrete Trial Training

identify that the discriminative stimulus for writing a letter of the alphabet is access
to lined paper and a pencil and being asked to write the letter. Supervisees should
identify additional prompts to support letter writing including: (a) a dot-to-dot of
the letter to trace, (b) full physical guidance, (c) partial physical guidance, (d) the
clinician modeling how to write the letter, (e) a written model of that letter, (f)
instructions of how to move the pencil (e.g., “start at the bottom and draw a straight
line up”), and many more possibilities. Repeat this process with all six goals.

Introduce the concept of response and stimulus prompts. Give examples of all
the response prompts listed in the chapter or any additional that your supervisees
may use. When giving examples, role-play the delivery of each prompt when pos-
sible. Next, provide examples of the stimulus prompts listed in the chapter. When
possible, provide demonstrations as well. As you are introducing the concepts of
prompts, remind your supervisees that Chap. 16 will provide in-depth guidance
regarding the delivering and fading of prompts.

During the final 5 to 7 minutes of this activity, ask your supervisees to identify
prompts that they could use for each of the client goals they brought to this meeting.
Have them write down potential prompts. If there is enough time, share their
prompts with a peer in order to give one another feedback.

DTT Treatment Plan

After spending sufficient time on the foundational concepts of discriminative stim-
uli and prompts, you will demonstrate for your supervisees how to plan for
DTT. Begin by providing helpful reminders and guidance for each step. Include the
following:

e Discriminative Stimulus: eliciting attention and the three C’s of a good discrimi-
native stimulus.

* Prompts: Deliver response prompts within a few seconds of the discriminative
stimulus and stimulus prompts within the discriminative stimulus.

* Client Response: Review the five potential client responses and how the super-
visee should respond to each.

» Reinforcer or Error Correction: When reviewing error correction, discuss the
various approaches. Emphasize that at the very least, reinforcement should be
withheld contingent upon an error and the client must have an additional oppor-
tunity to respond correctly. You may prefer to teach your supervisees a specific
error correction procedure or you may wish to give them flexibility to develop
the procedure based on the current literature; either is acceptable.

 Intertrial Interval: Your supervisee should collect data and allow sufficient time
for reinforcer access.
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After introducing the DTT Planning Sheet (Appendix B), model for your super-
visees how to use this to plan DTT for Goal 1 from Appendix A (see second page of
Appendix B as an example). Give your supervisees the remaining time in this meet-
ing to complete the DTT Planning Guides, one for each of the remaining five goals
in Appendix A. As they work, move about the room so that you can evaluate the
progress of each supervisee throughout this independent activity. Verify that their
DTT plan meets all of the aforementioned criteria and follows the planning sheet as
you give one-on-one feedback.

Knowledge Check

The following questions can be administered in any method of your choice. These
questions are designed to confirm your supervisee’s understanding of the material
associated with this chapter.

/.? I

Knowledge Check

1. What are the three C’s of a good discriminative stimulus for DTT?

2. Which of the following are included in a goal: (a) discriminative stimulus, (b)
prompting, (c) client behavior, or (d) error correction procedure?

3. When should a response prompt be delivered? When should a stimulus
prompt be delivered?

4. What are the two non-negotiable features of error correction?

Kﬂs. What are two advantages and two disadvantages of DTT? /

. Homework for Tndividual Supervision without a Client
BB 1. Select on goal from vour client’s therapeutic or educational program.
Complete the DTT Planning Guide (Appendix B).

Individual Supervision Meeting Without a Client

Below is a plan for activities to incorporate into a 1-hour meeting with an individual
supervisee.
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Individual Supervision Meeting Without a Client Agenda

Time Activity

0:00-10:00 Review DTT Planning Guide

10:00-20:00 Develop DTT Procedural Fidelity Checklist
20:00-50:00 | Role-Play DTT and Measure Procedural Fidelity
50:00-60:00 Plan Baseline and Decision Decision-Making Guide

\Jd
/ Materials Needed I I

e Appendix A: DTT Planning Guide completed, 2 copies
e Instruct your supervisee to provide you with the completed guide at least
48 hours prior to your individual supervision meeting to give you time to
review the results before the individual supervision meeting.
e Appendix C: DTT Procedural Fidelity Checklist, 1 copy
e Materials needed for DTT role play (e.g., discriminative stimuli,
instructional materials, reinforcers)
e Appendix D: DTT Data Sheet, 2 copies
e Supervisee should bring a copy of, or be able to access graphed data, for the
selected goal, if available

Review DTT Planning Guide

Your supervisee should send you the DTT Planning Guide for their client’s goal at
least 48 hours prior to your meeting. Review the guide and note any questions,
praises, or corrections you have regarding the DTT plan. When you begin your
meeting, spend the first 10 minutes discussing the items you previously noted.
When you determine your supervisee’s DTT plan is of sufficient quality to guide
developing the DTT procedural fidelity checklist, move to the next activity in this
meeting.

Develop DTT Procedural Fidelity Checklist

Using the approved content from the DTT planning guide, support your supervisee
in writing a procedural fidelity checklist using DTT Procedural Fidelity Checklist
(Appendix C) that is specific to this goal. The second page of Appendix C includes
an example based on Goal 1 from Appendix A that you can use as an example.
Allow your supervisee to take the lead in developing the document, while you pro-
vide consistent support as needed.
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Role Play DTT and Measure Procedural Fidelity

We allotted 30 minutes for role play. During the role play, your supervisee will
implement DTT with you playing the role of the client. Your supervisee will need to
implement DTT exactly as prescribed in the procedural fidelity checklist you devel-
oped together. The role play should be as authentic as possible. This includes your
supervisee collecting data (see Appendix D) and delivering reinforcers as they
would during an authentic DTT session. We recommend dividing this role play time
into 5-minute blocks. For 5 minutes, your supervisee implements DTT with you
acting in the role of the client while you also evaluate their fidelity of implementa-
tion on the procedural fidelity checklist. After 5 minutes, pause to review their per-
formance and deliver feedback. Repeat this 5-minute block pattern until your
supervisee demonstrates the ability to implement DTT with fidelity (at least 90% of
steps implemented correctly in one 5-minute role play). If this occurs in less than
30 minutes, use additional 5-minute blocks to continue to role play, but rather than
evaluating your supervisee’s fidelity of implementation, discretely collect data on
your own performance (as a “client”) for a 5-minute DTT session using the data
sheet found in Appendix D. Use the 5-minute feedback block to calculate IOA of
data collected on client behavior. In order to advance to implementing DTT with
their client, your supervisee must demonstrate the ability to implement at least 90%
of steps of DTT using their self-created procedural fidelity checklist in at least one
role play session. If this fails to occur in the 30 minutes allotted for this activity,
schedule an additional individual supervision meeting without a client to continue
the role play until meeting this criterion.

Plan Baseline and Decision-Making Guide

Use the final 10 minutes of your meeting to confirm your supervisee’s plan for con-
ducting baseline sessions with the client. While it is likely that your supervisee or
another implementer has been delivering instruction for the client’s selected goal
prior to your supervisee implementing DTT for this goal, it is important to collect
baseline data so that the effectiveness of DTT can be evaluated. If baseline data had
recently been collected on this client’s goal, it may be in the best interest of the cli-
ent to continue with instruction without returning to baseline. Therefore, you will
spend your final 10 minutes to determine if baseline data should be gathered and if
so, the procedures for doing so. Your supervisee will share the client’s data in order
for the two of you to determine (a) if baseline has been conducted and (b) if so, if it
is appropriate to return to baseline or proceed with DTT intervention. Use this
opportunity to revisit visual analysis skills introduced in Chap. 6.

If baseline had not been previously conducted or had been conducted a while
ago, instruct your supervisee to conduct at least three baseline sessions. During
baseline, your supervisee will deliver the discriminative stimulus, but will not
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deliver prompts, praise, reinforcement, or error correction. The purpose of baseline
is to determine the client’s level of independence prior to intervention. After at least
three baseline sessions have been conducted, your supervisee must graph these data
and send to you for joint analysis. The purpose of conducting and analyzing base-
line data is to determine if DTT intervention is warranted. Perhaps the client can
perform this skill without assistance and a new goal should be targeted.

As you explain the purpose and plan for conducting baseline and evaluating the
data collecting during these sessions, discuss anticipated data with your supervisee
and how this would affect decision-making regarding the client’s program. For
example, discuss the possible responses to baseline data indicating (a) mastery of
the skill, (b) near mastery of the skill, or (c) little to no ability to perform the behav-
ior independently.

Homework

End the session by instructing your supervisee to conduct baseline sessions on the
selected goal. Together, via informal communication such as email, determine if
DTT for this goal is warranted. If DTT is warranted, proceed to the individual
supervision meeting with a client in which you will observe your supervisee imple-
menting the DTT program you created in this meeting. If not, you will need to work
with your supervisee to select a different goal, collect baseline, and develop a DTT
program prior to their individual supervision meeting with a client.

—+  Homewsrk for Tudividual Supervision without a Client
@ 1. Conduct at least 3 baseline sessions with a cliewt.
2. Groph data from baseline sessions,
2. Send graph to your supervisor. Via informal commumication, determine if DTT
is warranted.

Individual Supervision Meeting with a Client

Below is a plan for activities to incorporate into a 45-minute meeting with an indi-
vidual supervisee.

Individual Supervision Meeting Without a Client Agenda

Time Activity
0:00-30:00 | Observe DTT, Collect Data on Client Behavior, and Measure Procedural Fidelity
30:00-45:00 | Performance Feedback
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\J -
|
/ Materials Needed II—I-

Supervisee-developed procedural fidelity checklist completed, 1 copy
Appendix D: DTT Data Sheet, two copies

Clipboard

Pen/Pencil

Observe DTT

You will observe your supervisee implementing DTT for up to 30 minutes. It is
quite likely that this 30 minutes will need to be divided into shorter observations,
based on the needs of the client. In fact, it may be helpful to divide the observation
to allow for two or three separate evaluations of procedural fidelity and performance
feedback. During the observation, collect data using your supervisee’s individual-
ized procedural fidelity measure (Appendix A) and collect data on the client’s
behavior using the DTT data sheet (Appendix D). If it is difficult to measure both
simultaneously, divide your observation period in half and collect client data during
the first half and supervisee procedural fidelity data during the second half.

Performance Feedback

Schedule at least 15 minutes to deliver performance feedback when you will not
disrupt ongoing client services. Begin by delivering performance feedback regard-
ing the fidelity of implementation of DTT. Next, compare data collected on client
behavior. Ask your supervisee to calculate IOA. Discuss discrepancies and any pos-
sible steps to improving data collection if concerns are identified.

Mastery Criteria

In order to progress from this lesson, your supervisee must implement DTT and (a)
accurately collect data with at least 80% agreement and (b) conduct DTT with at
least 80% fidelity. If either of these is not met, a second individual meeting without
a client with intensive role play and feedback should be scheduled.

Future Growth
L/ [0 Evaluate your supervisee’s ability to implement DTT with
\: the same client, but a different goal.
- O Evaluate your supervisee’s ability to implement DTT with

a different client.
O Evaluate your supervisee’s ability to teach a caregiver or
service provider how to implement DTT.
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Appendix A: Sample Goals

Goal 1: When given lined paper and a pencil and asked to write a letter of the alpha-
bet, Deven will independently and legibly write the capital letter 80% of trials,
across five consecutive sessions. This objective will target all letters of the alphabet.

Goal 2: When presented with two flashcards, each with 3 to 5 letter words (e.g., cat,
horse), a line drawing that represents one of those two words (e.g., a drawing of a
cat), and told, “find the match,” Jaxon will independently match the picture to the
written word at least 90% of trials, across four consecutive sessions. This objective
will target the following words: cat, dog, pig, horse, cow, fish, and snake.

Goal 3: After being told the temperature range for a day and asked, “do you need a
coat in that weather?”, Grayson will independently, accurately, and vocally respond
“yes” or “no” 100% of trials across five consecutive sessions.

Goal 4: When presented with a flashcard of a line drawing of a shape and asked,
“what shape?”’, Sydney will independently and vocally tact the shape at least 70%
of trials, across three sessions. This objective will target the following shapes: pen-
tagon, hexagon, octagon, and parallelogram.

Goal 5: When presented with a pile of up to 20 items within reach and instructed,
“find three [insert color] items,” Mila will independently select three items from the
pile and move them to a distinctive place at least 70% of trials across three sessions.
This objective will target the following colors: red, green, yellow, blue, and orange.

Goal 6: When shown two items and asked, “where is the [insert one item name]?”,
Hannah will independently describe the location in relation to the other item using
a preposition in the following format (e.g., “the car is under the table”) at least 60%
of trials across two sessions. This objective will target the following prepositions:
on, under, next to, and behind.
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Appendix C: DTT Procedural Fidelity Checklist

Supervisee: Supervisor:
Client: Date & Time:
Client Goal:
Implemented
Correctly?
Step Y
+=Yes
—=No
*100 = % of steps completed correctly

Steps Completed Correctly. Total Number of Steps
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DTT Procedural Fidelity Measure
Example

Supervisee: Joel Supervisor: Katie

Client: Deven Date & Time: Feb. 5" 2:00—2:30 pm

Client Goal: When given lined paper and a pencil and asked to write a letter of the alphabet,
Deven will independently and legibly write the capital letter 80% of trials, across five
consecutive sessions. This objective will target all letters of the alphabet.

Implemented

Correctly?
+=Yes
Step e
N/A = Not
Applicable

Before session begins, implementer gathered appropriate materials, including
paper, pencil, data collection sheet, writing utensil, token economy, and iPad.
Implementer places paper and pencil in front of Deven and says, “Deven, look
at me”

When Deven establishes eye contact, implementer says, “write [letter].”

Contingent upon an independent correct response, the implementer delivers
specific praise (e.g., “great job writing [letter] ") and places two tokens on
Deven’s token board.

Within 4 seconds of instructing Deven to write the letter, the implementer
places their hand on Deven’s hand and guides his writing of the letter.
Contingent upon a prompted correct response, the implementer delivers
specific praise (e.g., “‘great job writing [letter] ") and places one token on
Deven'’s token board.

Contingent upon an error (non-wait or incorrect wait), the implementer places
their hand over Deven’s hands, terminating writing, and immediately begins a
new trial.

No praise or tokens are delivered contingent upon the error.

During the subsequent trial, a full physical prompt is delivered immediately
after the discriminative stimulus.

After each trial, the implementer records accurate data.

After Deven earns 10 tokens, the implementer pauses instruction and provides
5 min of access to the iPad.

/ *100 = % of steps completed correctly
Steps Completed Correctly. Total Number of Steps
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Appendix D: DTT Data Sheet

Client:

Date: Time:
Observer One: Observer Two:
Goal:

Instructions: For each trial, circle if the client performed the behavior correctly or not. Use the
final column for additional anecdotal notes, as needed. Calculate percent correct on bottom row.

Trial gil::er::;;g Notes
1 Yes No
2 Yes No
3 Yes No
4 Yes No
5 Yes No
6 Yes No
7 Yes No
8 Yes No
9 Yes No
10 Yes No
11 Yes No
12 Yes No
13 Yes No
14 Yes No
15 Yes No
16 Yes No
17 Yes No
18 Yes No
19 Yes No
20 Yes No
Percent Correct:
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