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CHAPTER

Functional Behavior Assessment

Stephanie M. Peterson and Nancy A. Neef

LEARNING OBJECTIVES

» Name the functions that problem behavior can serve.

« Describe the role functional behavior assessment plays in preventing problem behavior and

developing interventions for problem behavior.

s State the primary characteristics of and rationale for conducting a descriptive assessment.

circumstances each is appropriate.

function of problem behavior.

o State the primary characteristics of and rationale for conducting a functional analysis as a

form of functional behavior assessment.
« Describe how to conduct a functional analysis.

« Given a set of data from a functional analysis, interpret the data to determine the function

of problem behavior.

When it is time to wash hands before lunch, Stella turns the
handles of the faucet and places her hands under the running
water. but Flo screams and tantrums. The teacher is confused
about why Stella performs so well in this context and Flo
performs so poorly. Consequently, she is at a loss as to how
to respond when Flo screams and tantrums. The crying and
tantrums could occur for a variety of reasons. To understand
why they are occurring, the teacher could perform a func-
tional behavior assessment of Flo’s problem behaviors. This
assessment may provide information valuable for creating an
offective behavior intervention. Consistent with the scientific
precept of determinism described in Chapter 1, behaviors—
including problem behaviors—are lawfully related to other
evenis in the environment. Functional behavior assessment
(FBA) enables hypotheses about the relations among specific
types of environmental events and behaviors. Specifically,
FBA is designed to obtain information about the purposes
(functions) a behavior serves for a person. This chapter
describes the basis for FBA, its role in the intervention and
prevention of behavior difficulties, and alternative approaches
to functional assessment. We will revisit Flo’s problem
behavior throughout this chapter to illustrate.

FUNCTIONS OF BEHAVIOR

Evidence from decades of research indicates that both desir-
able and undesirable behaviors, whether washing hands or
screaming and tantrumming, are learned and maintained
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State the different methods of conducting a functional behavior assessment.

Describe various methods for gathering descriptive assessment data and under what

Given a set of descriptive data, interpret the data to form a hypothesis regarding the possible

through interaction with the social and physical environment
(see Schlinger & Normand, 2013. for a review). As explained in
Chapters 11 and 12, these behavior—environment interactions are
described as positive or negative reinforcement contingencies.
Behaviors can be strengthened by either “getting something” or
“getting out of something.”

FBA is used to identify the type and source of reinforce-
ment for challenging behaviors as the basis for intervention efforts
designed to decrease the occurrence of those behaviors. FBA can
be thought of as a reinforcer assessment of sorts. Tt identifies the
reinforcers currently maintaining problem behavior. Those rein-
forcers might be positive or negative social reinforcers provided by
someone who interacts with the person, or automatic reinforcers
produced directly by the behavior itself. The idea behind FBA 18
that if these reinforcement contingencies can be identified, then
interventions can be designed to decrease problem behavior and
increase adaptive behavior by altering these contingencies. FBA
fosters proactive, positive interventions for problem behavior.
Although reinforcement contingencies are discussed in other
chapters, a brief review of their role in FBA is warranted.

Positive Reinforcement

Social Positive Reinforcement (Attention)

Problem behavior often results in immediate attention from
others, such as head turns; surprised facial expressions; repri-
mands; attempts to soothe, counsel, or distract; and so on. These
reactions can positively reinforce problem behavior (even if




inadvertently), and the problem behavior is then more likely to
occur in similar circumstances, Problem behavior maintained by
positive reinforcement in the form of reactions from others can
often occur in situations in which attention is otherwise infre-
quent, whether because the person does not have a repertoire to
gain attention in desirable ways or because others in the envi-
ronment are typically otherwise occupied.

Tangible Reinforcement

Many behaviors result in access to reinforcin g materials or other
stimuli. Just as pressing a button on the television remote changes
the channel to a desired television show, problem behaviors can
produce reinforcing outcomes. A child may cry and tantrum until
a favorite television show is turned on; stealing another child’s
candy produces access to the item taken, Problem behaviors may
develop when they consistently produce a desired item or event,
This often occurs because providing the item temporarily stops
the problem behavior (e.g., tantrum), although it can have the
inadvertent effect of making the problem behavior more probable
in the future under similar circumstances.

Automatic Positive Reinfarcement

Some behaviors do not depend on the action of others to provide an
outcome; some behaviors directly produce their own reinforcement.
For example, thumh sucking might be reinforced by physical
stimulation of either the hand or the mouth. Hand flapping while
looking at a light might be reinforced by the visual stimulation of
he light being blocked and revealed, as the hand flapping might
imulate a flashing light. Swinging a tennis racket correctly as
Ltennis ball approaches and hits the head of the racket might
ke reinforced by the “pop™ sound the ball makes when it hits
he “sweet spot™ of the racket. Placing hands under the faucet
night be reinforced by the warm sensation of water on the skin.
Abehavior is assumed to be maintained by automatic reinforcement
mly after social reinforcers have been ruled out (e.g., when the
ehavior occurs even when the individual is alone).

legative Reinforcement

ocial Negative Reinforcement (Escape)

fany behaviors are learned as a result of their effectiveness in ter-
linating or postponing aversive events. Hanging up the phone ter-
inates interactions with a telemarketer; completing a task or chore
Mminates requests from others to complete it or the demands asso-
fted with the task itself. Problem behaviors can be maintained in
ESame way. Behaviors such as aggression, self-injurious behay-
£(8IB), and bizarre speech may terminate or avoid unwanted
Ilerztctions with others. For example, noncompliance postpones
Bagement in » nonpreferred activity, and disruptive classroom
havior often, results in the student being sent out of the class-
lpm, thereby allowing escape from instructional tasks or teacher
fands. Al| of these behaviors can be strengthened by negative
I foifCBment to the extent that they enable the individual to escape
oud difficy] or unpleasant tasks, activities, or interactions,

omatic Negative Reinforcement
Ve stimy]

ation, such as a physically painful or uncom-

B
able tondition, is g motivating operation that makes its
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termination reinforcing. Behaviors that directly terminate
aversive stimulation are therefore maintained by negative
reinforcement that is an automatic outcome of the response,
Automatic negative reinforcement can account for behaviors
that are either appropriate or harmful. For example, putting
calamine lotion on a poison ivy rash can be negatively reinforced
by alleviation ofitching, but intense or prolonged scratching that
breaks the skin can be negatively reinforced in the same manner.
Some forms of SIB may distract from other sources of pain,
which may account for their correlation with specific medical
conditions (e.g., DeLissovoy, 1963).

Function Versus Topography

Several points can be made from the previous discussion of the
sources of reinforcement for behavior. It is important to rec-
ognize that environmental influences do not make distinctions
between desirable and undesirable Lopographies of behavior:
the same reinforcement contingencies that account for desirable
behavior can also account for undesirable behavior. For example,
Stella, the child who washes and dries her hands before lunch,
has probably received praise for doing so. Flo, the child who
frequently engages in tantrums in the same situation, may have
received attention (in the form of reprimands). Both forms of
attention have the potential to reinforce the respective behaviors.

Likewise, the same topography of behavior can serve dif-
ferent functions for different individuals. For example, tantrums
may be maintained by positive reinforcement in the form of
attention for one child and by negative reinforcement in the form
of escape for another child (e.g., Kennedy, Meyer, Knowles. &
Shukla, 2000).

Because different behaviors that look quite different
can serve the same function, and behavior of the same form
can serve different functions under different conditions, the
fopography, or form, of a behavior often reveals little useful
information about the conditions that account for it Identify-
ing the conditions that account for a behavior (its function), in
contrast, suggests what conditions need to be altered to change
the behavior. Assessing the function of a behavior can therefore
yield useful information with respect to intervention strategies
that are likely to be effective,

ROLE OF FUNCTIONAL BEHAVIOR
ASSESSMENT IN INTERVENTION
AND PREVENTION

FBA and Intervention

If a causal relation between environmental events and a problem
behavior can be determined, and that relation can be altered, the
problem behavior will occur less often. Interventions informed
by FBA primarily consist of three strategic approaches: alter
antecedent variables, alter consequent variables, and teach alter-
native behaviors,

Alter Antecedent Variables

FBA can identify antecedents that might be altered so the prob-
lem behavior is less likely to occur. Altering the antecedents
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for problem behavior can change and/or eliminate either (a) the
motivating operation for problem behavior or (b) the discrimi-
native stimuli that trigger problem behavior. For example, the
motivating operation for tantrums when Flo is asked to wash her
hands before lunch could be modified by changing the charac-
teristics associated with lunch so that the avoidance of particular
events is no longer reinforcing. Depending on the function of
the tantrums, this might involve initially reducing table-setting
demands, altering seating arrangements to minimize taunts from
a sibling or peer, or reducing snacks before lunch and offering
more preferred foods during lunch. Alternatively, if the FBA
shows that running water is the discriminative stimulus that trig-
gers problem behavior when Flo is asked to wash her hands, she
might be given a waterless antibacterial hand gel instead. In this
case, the discriminative stimulus for problem behavior has been
removed, thereby decreasing problem behavior.

Alter Consequent Variables

FBA can also identify a source of reinforcement to be eliminated
for the problem behavior. For example, an FBA that indicates
Flo’s tantrums are maintained by social negative reinforcement
(avoidance or escape) suggests a variety of treatment options,
which, by altering that relation, are likely to be effective. Flo’s
tantrums can be placed on extinction by ensuring that the rein-
forcer (e.g., avoidance of the activities associated with setting
the table for snack or lunch) no longer follows problem behavior
(tantrums). Another approach could be to provide the reinforcer
for alternative behaviors instead of for the problem behavior.
Finally, the schedule might be modified so that hand washing
follows—and thereby provides escape from—an event that is
even less preferred.

Teach Alternative Behaviors

FBA can also identify the source of reinforcement to be provided
for appropriate replacement behaviors. Alternative appropriate
behaviors that have the same function (i.e., produce the same
reinforcer) as tantrums could be taught. For example, if Flo’s tan-
trums are maintained by escaping lunchtime activities, she might
be taught to touch a card communicating “later” after washing
her hands, to produce a delay in being seated at the lunch table.

FBA and Default Technologies

Interventions based on an FBA may be more effective than those
selected without consideration of behavioral function (e.g., Ervin
et al., 2001; Iwata et al., 1994b). Understanding why a behavior
occurs often suggests sow it can be changed for the better. In
contrast, premature efforts to treat problem behavior before seek-
ing an understanding of the purposes it has for a person can be
inefficient, ineffective, and, in some cases, harmful. For example,
suppose that a time-out procedure is implemented in an attempt
to attenuate Flo’s tantrums when she is asked to wash her hands
before lunch. Flo is removed from the hand-washing activity to
a chair in the corner of the room. It may be, however, that the
events typically following hand washing (those associated with
lunch time, such as the demands of arranging chairs or setting
the table or interactions with others) are aversive for Flo, and
tantrumming has allowed her to avoid those events. In this case,

the intervention would be ineffective because it has done nothing
to alter the relation between tantrums and the consequence of
avoiding the aversive events associated with lunch. In fact, the
intervention may exacerbate the problem if it produces a desired
outcome for Flo. If stopping the hand-washing activity and hav-
ing Flo sit on a chair as “time-out” for tantrumming enables her
to avoid the aversive lunchtime events—or to escape them alto-
gether—tantrums may be more likely under similar circumstances
in the future. When the time-out intervention proves unsuccessful,
other interventions might be attempted. Without understanding
the function that the problem behavior serves, however, the effec.
tiveness of those interventions cannot be predicted.

At best, a trial-and-error process of selecting and imple-
menting interventions without consideration of behavioral func-
tion can be lengthy and inefficient. At worst, such an approach
may cause the problem behavior to become more frequent or
severe. As a result, caregivers might resort to increasingly intru-
sive, coercive, or punishment-based interventions, which are
often referred to as default technologies.

FBA can decrease reliance on default technologies and
contribute to more effective interventions in several ways. When
FBAs are conducted, reinforcement-based interventions are
more likely to be implemented than are those that include pun-
ishment (Pelios, Morren, Tesch, & Axelrod, 1999). In addition,
the effects of interventions based on FBAs are likely to be more
durable than those that do not take the function of problem behay-
ior into account. If contrived contingencies are superimposed on
unknown contingencies that are maintaining the behavior, their
continuation is often necessary to maintain improvements in the
behavior. If those superimposed contingencies are discontinued,
the behavior will continue to be influenced by the unchanged
operative contingencies.

FBA and Prevention

By furthering understanding of the conditions under which
certain behaviors occur, FBA can also contribute to the pre-
vention of difficulties. Although problem behavior may be
suppressed without regard to its function by using punishment
procedures, additional behaviors not subject to the punishment
contingencies may emerge because the motivating operations
for problem behavior remain. For example, contingent loss of
privileges might eliminate tantrums that occur whenever Flo is
asked to wash her hands, but it will not eliminate avoidance as
a reinforcer or the conditions that establish avoidance as a rein-
forcer. Thus, other behaviors that result in avoidance, such as
aggression, property destruction, or running away may develop.
These unintended effects are less likely to occur with interven-
tions that address (rather than override or compete with) the
reinforcing functions of problem behavior.

On a broader scale, the accumulation of FBA data may
further assist in prevention efforts by identifying the conditions
that pose risks for the future development of problem behav-
lors. Preventive efforts can then focus on those conditions. For
example, based on data from 152 analyses of the reinforcing
functions of self-injurious behavior (SIB), Iwata and colleagues
(1994b) found that escape from task demands or other aver-
sive stimuli accounted for the behavior in the largest proportion
of cases. The authors speculated that this outcome might have




been an unintended result of a move toward providing more
aggressive treatment. For example, if Flo tantrums when she is
required to wash her hands, the teacher might assume that she
does not know how to wash her hands. The teacher might decide
to replace playtime with a period of intensive instruction on
hygiene. Rather than decreasing problem behavior, such inter-
ventions may exacerbate it. The data reported by Iwata and col-
leagues suggest that preventive efforts should be directed toward
modifying instructional environments (such as providing more
frequent reinforcement for desirable behavior, opportunities for
breaks, or means to request and obtain help with difficult tasks)
so that they are less likely to function as sources of aversive
stimulation (motivating operations) for escape.

OVERVIEW OF FBA METHODS

FBA methods can be classified into three types: (a) functional
(experimental) analysis, (b) descriptive assessment, and (c)
indirect assessment. The methods can be arranged on a contin-
wum with respect to considerations such as ease of use and the
type and precision of information they yield (see Figure 27.1).
Selecting the method or combination of methods that will best
suit a particular situation requires consideration of each meth-
od’s advantages and limitations. We discuss functional analysis
and its variations first because descriptive and indirect methods
of functional assessment developed as an outgrowth of func-
tional analysis. As noted later, functional analysis is the only
FBA method that allows practitioners to confirm hypotheses
regarding functional relations between problem behavior and
environmental events.
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Functional (Experimental) Analysis

Basic Procedure

Functional analysis procedures were first pioneered by lwata,
Dorsey, Slifer, Bauman, and Richman (1994a). In a functional
analysis, antecedents and consequences representing those in
the person’s natural environment are arranged so that their sep-
arate effects on problem behavior can be observed and mea-
sured. This type of assessment is often referred to as an analog
because antecedents and consequences similar to those occurring
in the natural routines are presented in a systematic manner, but
the analysis is not conducted in the context of naturally occur-
ring routines. Analog conditions are often used because they
allow the behavior analyst to better control the environmental
variables that may be related to the problem behavior than can
be accomplished in naturally occurring situations. Analogs refer
to the arrangement of variables rather than the setting in which
assessment occurs. Research has found that functional analyses
conducted in natural environments (e.g., classroom settings) often
yield the same (and, in some cases, clearer) results compared to
those conducted in simulated settings (Noell, VanDerHeyden,
Gatti, & Whitmarsh, 2001).

Functional analyses (FA) typically comprise four condi-
tions: three test conditions—contingent attention, contingent
escape, and alone—and a control condition, in which prob-
lem behavior is expected to be low because reinforcement is
freely available and no demands are placed on the individual
(see Table 27.1). However, it should be understood that there is
no “standard” FA. FAs should be flexible and individualized.
The practitioner can implement myriad conditions to address

iy

Specialized expertise & training
Time & effort to complete

Functional
Analysis

Descrip_tive Fuctional
Assessment (e.g., direct
observation, ABC data)

Indirect Functional Assesment (e.q.,
interviews, checklists, rating scales,
questionnaires)

>

Prediction, control, & confidence

Figure 27.1 FBA methods. The amount or value of each dimension or outcome identified within the
arrows increases from the bottom to the top of the pyramid.

Diagram contributed by Rebecca Eldridge.
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TABLE 27.1
Functional Analysis

Motivating Operations and Reinforcement Contingencies for Typical Control and Test Conditions of a

Condition

Antecedent conditions (motivating operation)

Consequences for problem behavior

Play (control)

Contingent attention

Contingent escape

Contingent tangible

Alone

Preferred activities are continuously available, social atten-

tion is provided, and no demands are placed on the person.

Attention is diverted or withheld from the person.

Task demands are delivered continuously using a three-
step prompting procedure (e.g., [1] “You need to fold the
towel.” [2] Model folding the towel. [3] Provide
hand-over-hand assistance to fold the towel).

After having access to a preferred activity/toy, the preferred
activity/toy is removed (e.g., "My turn to play with that.").
Moderately preferred or neutral toys are still continuously
available, as is adult attention.

Low level of environmental stimulation is present {i.e.,
therapist, task materials, and play materials are absent).

Problem behavior is ignored or neutrally
redirected.

Attention is provided in the form of mild
reprimands or soothing statements (e.g.,
“Don’t do that. You'll hurt someone.”).

Break from the task is provided by remov-
ing task materials and stopping prompts to
complete the task.

The preferred activity/toy is returned to the
individual.

Problem behavior is ignored or neutrally
redirected.

specific hypotheses. For example, some FAs also include a
tangible test condition (Day. Rea, Schussler, Larsen, & John-
son, 1988). Each test condition contains a motivating opera-
tion (MO) and a potential source of reinforcement for problem
behavior. The conditions are presented systematically one at a
time and in an alternating sequence, and occurrences of prob-
lem behavior are recorded during each session. Sessions are
repeated to determine the extent to which problem behavior
consistently occurs more often under one or more conditions
relative to another.

Interpreting Functional Analyses

The function problem behavior serves for a person can be deter-
mined by visually inspecting a graph of the results of an anal-
ysis to identify the condition(s) under which high rates of the
behavior occurred. A graph for each potential behavioral func-
tion is shown in Figure 27.2. Problem behavior is expected to be
low in the play condition because no motivating operations for
problem behavior are present. Elevated problem behavior in the
contingent attention condition suggests that problem behavior
is maintained by social positive reinforcement (see graph in top
left of Figure 27.2). Elevated problem behavior in the contingent
escape condition suggests that problem behavior is maintained
by negative reinforcement (graph in top right of Figure 27.2).
Elevated problem behavior in the alone condition suggests that
problem behavior is maintained by automatic reinforcement
(graph in bottom left of Figure 27.2). Further analysis is needed
to determine if the source of the automatic reinforcement is
positive or negative. Problem behavior may be maintained by
multiple sources of reinforcement. For example, if problem
behavior is elevated in the contingent attention and contingent
escape conditions, it is most likely maintained by both positive
and negative reinforcement,

If problem behavior oecurs frequently in all conditions
(including the play condition), or is variable across condi-
tions, responding is considered undifferentiated (see graph in

bottom right of Figure 27.2). Such results are inconclusive, but
can also occur with behavior that is maintained by automatic
reinforcement.

Functional analysis has been replicated and extended in
hundreds of studies, thereby demonstrating its generality as an
approach to the assessment and treatment of a wide range of
behavior difficulties. (See the 1994 and 2013 special issues of
the Journal of Applied Behavior Analysis for a sample of such
applications and Hanley, Iwata, & McCord, 2003, and Beavers,
[wata, & Lerman, 2013, for reviews.)

Advantages of Functional Analysis

The primary advantage of functional analysis is its ability to
yield a clear demonstration of the variable or variables that
influence the occurrence of a problem behavior. In fact, func-
tional (experimental) analyses are the standard of scientific
evidence by which other assessment alternatives are evaluated,
and represent the method most often used in research on the
assessment and treatment of problem behavior (Arndorfer &
Miltenberger, 1993). Because functional analyses allow valid
conclusions concerning the variables that maintain problem
behavior, they have enabled the development of effective
reinforcement-based treatments and less reliance on punish-
ment procedures (Brosnan & Healy, 2011; Ervin et al., 2001;
Horner, Carr, Strain, Todd, & Reed, 2002; Iwata et al., 1994b;
Pelios et al., 1999).

Limitations of Functional Analysis

A risk of functional analysis, however, is that the assessment
process may temporarily strengthen or increase the undesir-
able behavior to unacceptable levels, or possibly result in the
behavior acquiring new functions. Second, relatively little
is known about the acceptability of functional analysis pro-
cedures to practitioners (Ervin et al., 2001; Reid & Nelson,
2002). The deliberate arrangement of conditions that set the
occasion for, or potentially reinforce, problem behavior can
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Brief Fyunctional Analysis, Functional analyses are typically
conducted across multiple sessions. Sometimes time constraints
or the severity of the problem behavior may restrict the number
of sessions that can be conducted. In such circumstances, a brief
functional analysis (Derby et al., 1992; Northup et al., 1991)
may be appropriate. In a brief functional analysis, only one or
two 5- to 10-min sessions are conducted for each condition,
A convincing demonstration of function can be achieved by
either alternating a condition that produces problem behavior
with one that does not or conducting a contingency reversal.
A contingency reversal is when the practitioner first makes the
putative reinforcer contingent on one target behavior, such as
tantrums, and then on an appropriate replacement behavior, such
as making requests. (See the case example with Marie Iater in
this chapter for an illustration. )

A brief functional analysis can be a robust procedure
(Tincani, Castrogiavanni, & Axelrod, 1999) that preserves
many advantages of an FA; however, it reveals a function
clearly in fewer cases than a full functional analysis (Kahng &
Iwata, 1999; Wallace & Khnights, 2003). Some researchers (e.g.,
Vollmer, Marcus, Ringdahl, & Roane, 1995) have suggested that
practitioners may want to consider beginning with a brief func-
tional analysis and proceeding to a full functional analysis only
if clear and replicable patterns do not emerge,

Conducting Functional Analyses in Natural Settings. Although
not a requirement of functional analyses, they are often con-
ducted in clinical settings. However, it can be advantageous
to conduct functional analyses in the setting where the prob-
lem behaviors typically occur because the relevant stimulus
cues are present in those settings. Sasso and colleagues (1992)
provided one of the first demonstrations of functional analysis
in classroom settings. Since then, many others have demon-
strated the utility of functional analysis in the classroom (e.g.,
Wright-Gallo, Higbee, Reagon, & Davey, 2006), vocational
(e.g., Wallace & Knights, 2003), and home settings (e.g.,
Wacker et al., 2013). One challenge when implementing func-
tional analyses in natural settings is that the procedures can
be disruptive to ongoing routines and may require additional
supervision so that the other students, children, or clients are
appropriately supervised while the teacher or caregiver devotes
his or her attention to the analysis. An adaptation that can be
made in natural settings is to use a trial-based approach, which
may be more easily embedded into the ongoing activities of the
classroom (Sigafoos & Saggers, 1995).

Trial-based Functional Analysis. A trial-based functional
analysis (Bloom, Iwata, Fritz, Roscoe, & Carreau, 2011;
Lambert, Bloom, & Irvin, 2012; Sigafoos & Sagers, 1995)
consists of a series of trials interspersed among classroom
activities. (See the case example with Carson later in this chap-
ter for an illustration.) Each trial consists of two components,
each lasting | minute. The first component consists of pre-
senting the establishing operation and contingency for problem
behavior (test condition), and the second component consists
of continuous access to the reinforcer (control condition). For
example, during the first component, a demand may be placed

on the child and as soon as a tantrum occurs, the demand is
terminated. During the second component, a task break is con-
tinuously provided. These conditions are implemented at times
when they naturally occur (e.g., during free play periods for
tangible conditions and during classroom instruction for escape
conditions). Teachers may be able to perform the procedure
with fidelity in their classrooms (Rispoli et al., 2015) and find
it more manageable than session-based functional analyses.
However, Bloom et al. describe a number of considerations
that may result in discrepant results using trial-based functional
analyses. For example, exposure to the relevant establishing
operations and consequences may be too brief to evoke or
maintain problem behavior.

Synthesized Functional Analyses. Hanley, Jin, Vanselow, and
Hanratty (2014) and Jessel, Hanley, and Ghaemmaghami (2016)
describe a variation of functional analysis that is designed to
increase efficiency by using an interview-informed synthesized
contingency analysis (IISCA). In the test condition, multiple
contingencies are implemented simultaneously (e.g.. attention
and escape) when the problem behavior is demonstrated. In the
control condition, those same reinforcers are presented noncon-
tingently and continuously. For example, for one participant,
Gail, in Hanley et al. ( 2014), problem behavior was not observed
in the typical attention and tangible conditions, even though
the behavior analysts hypothesized these were the variables
maintaining her problem behavior. When these two contingen-
cies were presented together (i.e., both attention and tangibles
presented simultaneously contingent on problem behavior), a
clear pattern of problem behavior emerged, as compared to a
condition in which attention and tangibles were available con-
tinuously. Furthermore, these effects were observed only when
Gail’s mother presented the contingencies and not when the
behavior analyst presented them.

This technology may have particular utility when problem
behavior is not observed in typical FA conditions and when the
behavior analyst Suspects multiple contingencies may be main-
taining problem behavior. At this time, the limited research that
has compared IISCA with functional analysis is conflicting
(Fisher, Greer, Romani, Zangrillo, & Owen, 2016: Hanley et al.,
2014). Thus, the utility of IISCA is as yet unclear. We suggest
that behavior analysts closely monitor additional research on
this topic as it emerges.

Latency-based Functional Analysis. Sometimes, problem
behavior is so severe that it is not possible to conduct an
assessment that requires repeated occurrences of the problem
behavior. In these cases, a latency-based functional analysis
may be helpful (Thomasen-Sassi, Iwata, Neidert, & Roscoe.
2011). (See the case example with Elija later in this chapter
for an illustration.) In a latency-based functional analysis, like
a trial-based assessment, each session is terminated as soon
as a problem behavior occurs, However, in this case, the ses-
sion may last longer than 1 minute, because the establishing
operation is present as long as necessary to evoke the problem
behavior (or until a pre-established time limit has expired).
The index of problem behavior is the latency from onset of the




establishing operation to the first occurrence of the problem
behavior. Using a latency-based measure can reduce the num-
ber of occurrences of problem behavior hecessary for analysis
and shorten the time required to conduct the analysis, As with
trial-based assessments, a limitation to latency-based assess-
ment is that there is only one €xposure to the contingency per
session. Analyses that rely on fesponse-repetition measures are
generally preferable.

Functional Analysis of Precursors. Sometimes, even one
occurrence of problem behavior can be S0 severe that evok-
ing it poses unacceptable risk to the client and/or others. In
these cases, it can be helpful to conduct the functional analy-
sis on precursor behavior—a behavior that reliably precedes
the target behavior (Borrero & Borrero. 2008; Herscovitch,
Roscoe, Libby, Bourret, & Ahearn, 2009; Najdowski,
Wallace, Ellsworth, MacAleese, & Cleveland, 2008; Smith
& Churchill, 2002). (See the case example with Will later in
this chapter for an illustration.) For example, growling may
reliably signal aggression, in which case the analysis can be
conducted using growling,

In addition to these variations of functional analysis,
other methods of FBA can be used to inform the functional
analysis process, Although these methods have sometimes
been used as alternatives to functional analyses, we view them
as valuable steps in the process, not as substitutes for a func-
tional analysis.

Safety Considerations for FAs

When conducting FAs, the behavior analytic practitioner must
consider ethical issues surrounding the client’s safety. Kahng
et al. (2015) noted that, in a retrospective study of 99 clj-
ents’ functional analyses, the injury rate was relatively low
and any injuries that did occur were mild. However, because
larget behaviors are expected to be evoked during FAs, it is
important to implement precautionary measures to ensure the
safety of al] individuals involved. In particular, steps should be
taken when analyzing potentially harmful behaviors, such as
Aggression, self-injurious behavior, and pica. Some procedures
that have been used to mitigate risk of injury when assessing
Potentially dangerous behaviors are as follows: medical exam-
ihations to rule out health and physical concerns, presence
OF medical staff for especially severe behavior (Iwata 1982,
1994,), ensuring that trained practitioners plan and run anal-
Yses, having additiona] staff present to block behavior, using
PfPIECtiVe equipment, establishing a behavioral and/or medical
Chiterion for lerminating sessions (Kahng et al., 2015), using
f‘ t0ys to conduct the analysis (Hanley, 2012), and using
JHEL FA o assessing precursor behaviors (Najdowski et al.,
8 Smith & Churchill, 2002). Protective equipment can
utilize( during the analysis as well; however. researchers
Y€ found the g of protective equipment can invalidate FA
“Sults (Borrero, Vollmer, Wright, Lerman, & Kelley, 2002:
& Smith, 2002). (For a list of some other protections that

3 be taken, gee Hanley, 2012, and Weeden, Mahoney, &
g, 2010). Thus, although these precautions are often
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cited as recommendations, additional research is warranted to
develop widely accepted evidence-based safety standards and
best-practice guidelines.

Descriptive Functional Behavior Assessment

As with functional analyses, descriptive functional behavior
assessment encompasses direct observation of behavior:
unlike functional analyses, however, observations are made
under naturally occurrin 2 conditions. Thus, descriptive assess-
ments involve observation of the problem behavior in relation
to events that are not arranged in a systematic manner. Descrip-
tive assessments have roots in the early stages of applied
behavior analysis: Bijou, Peterson, and Ault (1968) initially
described a method for objectively defining, observing, and
coding behavior and contiguous environmental events. This
method has been used subsequently to identify events that may
be correlated with the target behavior. Events that are shown to
have a high degree of correlation with the target behavior may
suggest hypotheses about behavioral function. We describe
three variations of descriptive analysis: ABC (antecedent-be-
havior-consequence) continuous recording, ABC narrative
recording, and scatterplots.

Before we describe the forms of descriptive assessment,
we think it is important for the reader to consider some caveats.
All of the forms of descriptive assessments explained below are
generally considered invalid for detecting behavioral function.
This is because they tend to yield false positives for an attention
function, When an individual displays severe problem behavior,
attention is often ubiquitous in the environment—attentjon is
often delivered both independent of and contingent on problem
behavior. In addition, false negatives can occur for escape-main-
tained problem behavior, because others in the environment
may deliberately avoid making demands on an individual or
placing the individual in any situations that trigger the problem
behavior, Instead, the reader is cautioned to restrict conclusions
based on descriptive assessments to only the prevalence of envi-
ronmental factors that precede and follow the target behavior
(Hanley, 2012).

ABC Continuous Recording

With ABC continuous recording, an observer records occur-
rences of the targeted problem behaviors and selected environ-
mental events in the natural routine during a period of time.,
Codes for recording specific antecedents, problem behaviors,
and consequences can be developed based on information
obtained from a Functional Assessment Interview or ABC
narrative recording (described later). For example, following
an interview and observations using narrative recording, Lalli,
Browder, Mace, and Brown (1993) developed stimulus and
response codes to record the occurrence or nonoccurrence of
antecedent (e.g., one-to-one instruction, group instruction) and
subsequent events (attention, tangible reinforcement, escape) for
problem behavior during classroom activities.

With ABC continuous recording, the occurrence of
a specified event is marked on the data sheet (using partial
interval, momentary time sampling, or frequency recording)
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(see Figure 27.3). The targeted environmental events (anteced-
ents and consequences) are recorded whenever they occur,
regardless of whether problem behavior occurred with it.
Recording data in this manner may reveal events that occur
in close temporal proximity to the target behavior. For exam-
ple, descriptive data may show that tantrums (behavior) often
occur when a student is given an instruction to wash her hands
(antecedent); the data may also show that tantrums are typically
followed by the removal of task demands. A possible hypothe-
sis in this situation is that tantrums are motivated by academic

demands and are maintained by escape from those demangg
(negative reinforcement). (See the case example with Chris later
in this chapter for an illustration.)

Advantages of ABC Continuous Recording. Descriptive
assessments based on continuous recording use precise meg.
sures (similar to functional analyses), and in some cases the
correlations may reflect causal relations (e.g., Alter, C<)r1r0y,
Mancil, & Haydon, 2008; Sasso et al., 1992). Because the
assessments are conducted in the context in which the problem

Figure 27.3 Sample data collection form for ABC continuous recording.

ABC Recording Form
observer: R. Van Norman
Time begin: 9.30 a.m
Date: January 25, 2006

Time end: 10:15 A.M.

Antecedent Behavior Conseguence
O Task prompvVinstruction 4 Social attention
X Attention diverted ® Reprimand
O Social interaction A Tantrum O Task demand
U Engaged in preferred activity 1 Aggression O Access to preferred item
Q Preferred activity removed A Task removed
a Alone (no attention/no activities) 1 Attention diverted
® Task prompvinstruction 4 Social attention
Q Attention diverted Q Reprimand
Q Social interaction ® Tantrum 1 Task demand
4 Engaged in preferred activity 4 Aggression 0 Access to preferred item
Q Preferred activity removed A Task removed
d Alone (no attention/no activities) 1 Attention diverted
W Task prompt/instruction 1 Social attention
3 Attention diverted 4 Reprimand
Q Sccial interaction Tantrum U Task demand
Q3 Engaged in preferred activity O Aggression 1 Access to preferred item
Q Preferred activity removed & Task removed
| 3 Alone (no attention/no activities) O Attention diverted
a Task prompt/instruction QO Social attention
W Attention diverted 0 Reprimand
| 1 Sodial interaction @ Tantrum 1 Task demand
| QO Engaged in preferred activity 0 Aggression O Access to preferred item
3 Preferred activity removed 0 Task removed
| O Alone (no attention/no activities) X Attention diverted
|
| @ Task prompt/instruction 0 Social attention
3 Attention diverted O Reprimand
! O Sodial interaction Q Tantrum Q Task demand
QO Engaged in preferred activity 1 Aggression 0 Access to preferred item
| Q Preferred activity removed 4 Task removed
| 1 Alone (no attention/no activities) O Attention diverted
| @ Task prompt/instruction a Social attention
| Q Attention diverted 0 Reprimand
4 Sodial interaction @ Tantrum U Task demand
d Engaged in preferred activity 1 Aggression O Access to preferred item
3 Preferred activity removed A Task removed
| 2 Alone (no attention/no activities) a Attention diverted

(continued)
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Figure 27.3 (continued)

J Task prompt/instruction U Social attention

& Attention diverted O Reprimand p
U Sodial interaction O Tantrum U Task demand |
< Engaged in preferred activity L Aggression 3 Access to preferred item !

U Preferred activity removed U Task removed

4 Alone (no attention/no activities) U Attention diverted
® Task prompt/instruction U Social attention

U Attention diverted

U Reprimand
4 Social interaction & Tantrum U Task demand
O Engaged in preferred activity U Aggression 2 Access to preferred item

O Preferred activity removed & Task removed [
U Alone {no attention/na activities) U Attention diverted {
\ 1
9 Task prompt/instruction U Social attention |
W Attention diverted & Reprimand |

& Social interaction & Tantrum U Task demand |

1
U Engaged in preferred activity U Aggression J Access to preferred item |
d Preferred activity removed U Task removed !

3 Alone (ho attention/no activities) 4 Attention diverted
& Task prompt/instruction U Social attention

QO Attention diverted

U Reprimand
U Social interaction & Tantrum U Task demand |
U Engaged in preferred activity U Aggression U Access to preferred item |
d Preferred activity removed & Task removed |

U Alone (no attention/no activities) Q Attention diverted
J Task prompt/instruction U Social attention I”
U Attention diverted U Reprimand '

& Social interaction @ Tantrum 4 Task demand

d Engaged in preferred activity U Aggression U Access to preferred item 5
U Preferred activity removed U Task removed {
< Alone (no attention/no activities) & Attention diverted

Source: Recording form developed by Renée Van Norman. Used by permission.

behaviors oceur, they are likely to provide useful information tantrums would be followed by that consequence, and the condi-
for designing a subsequent functional analysis if that proves tional probability would be low. One possibility, therefore, is that a

SeCessary. In additjon, they do not require disruption to the functional relation that exists (e.g.

- lantrums negatively reinforced
PEIson’s routine.

by escape) will not be detected. Furthermore, the child’s current

: behavior intervention plan might require three repetitions of the
SOnsiderations for ABC Continuous Recording. Although instruction and an attempt to provide physical assistance before

HESCriptive analyses of this type may show a correlation between time-out is implemented. In that situation, the conditional prob-
fiticular events g the problem behavior, such correlations ability of tantrums being followed by attention would be high. A
@ be difficylt 1o detect in many situations. This js especially  descriptive analysis might, therefore, Suggest a functional relation

Y if the influentia] antecedents and consequences do not (e.g.. tantrums positively reinforced by attention) that does nor
Bly precede and follow the behavior. In such cases, it may be exist. Perhaps for these feasons, studies that have used conditiona]

SSAry (o analyze descriptive data by calculating conditional probability calculations to examine the extent to which descrip-
9bability (e likelihood that a target problem behavior wil] tive methods lead to the same hypotheses as functional analyses

: in a given circumstance) or conducting a contingency  have generally found low agreement (e.g., Lerman & Iwata, 1993:
£€ analysig (CSA, see Box 27.1). Noell et al., 2001).

SoWever, conditional probabilities can be misleading. If a
AVior i Maintained by intermittent reinforcement, the behavior . )
BLoccur often evyep, though it is not followed consistently bya ~ ABC Narrative Recording
SHAr Consequence. For example, the teacher might send the ABC narrative recording is a form of descriptive assessment
time-oy¢ only when tantrums are s0 frequent or severe that differs from continuous recording in that (a) data are col-
B are inolerap)e. In this case, only a small proportion of  lected only when behaviors of interest are observed, and (b) the
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BOX 27.1

What Is Contingency Space Analysis?

by Nathan VanderWeele and Corinne Gist

Contingency spaces display the relationship between events
in terms of the probability of one event (e.g., a particular
consequence) given or not given another event (e.g., the
presence or absence of a particular behavior) (Martens,
DiGennaro, Reed, Szczech, & Rosenthal, 2008; Matthews,
Shimoff, & Catania, 1987; Schwartz, 1989). For example, if
Johnny yells out 13 times during 20 observation intervals
and, as a result, the teacher removes him from the classroom
following 2 of those occurrences, we would say that the
probability of the teacher removing Johnny from the class-
room was 2/13, or approximately 15% of occurrences (see
raw data below in row, Escape/Present; columns B, B+C,
and B+C/B).

Attention B B+C B+(/B
Present 13 9 0.69
Absent 7 3 0.43
Escape B B+C B+C/B
Present 13 2 0.15
Absent 7 3 0.43

Other B B+C B+C/B
Present 13 72 0.14
Absent 7 1 017

However, identifying the probability of a behavior—
consequence relation in isolation represents an incomplete
analysis of the event. In addition to determining the probability
of the occurrence of the consequence following the behavior,
the probability of the consequence following the absence of the
behavior should also be determined, (e.g., 43% per the raw
data shown above in row, Escape/Absent; columns B, B+C,
and B+C/B) with the resulting values compared in what is
called a contingency space analysis (CSA).

Graphing conditional probabilities in the general oper-
ant contingency space reveals the degree of contingency

Figure A Hypothetical CSA data with graph
illustrating potential positive (attention), negative
(escape), and neutral (other) contingencies provides
an example of a contingency space graph. The y-axis
value equals the probability of a consequence given
the'occurrence of a behavior, and the x-axis value
equals the probability of a consequence given the
absence of a behavior.

between events and behavior (see Figure A below), which
may address some of the limitations associated with ABC
recordings. A CSA is conducted in the natural environ-
ment and does not require experimental manipulation of
the consequences. Direct observation is used to identify
the presence of a positive, negative, or neutral contingency
between behavior and its consequences. The contingency is
said to be “positive” if a specific consequence is more likely
to occur after the behavior. The contingency is said to be
“negative” if the consequence is less likely to occur follow-
ing the behavior. For example, if Johnny yells out 13 times
during an observation period and receives teacher attention
following 9 of those instances, we would say that the con-
sequence of teacher attention (c) was more likely to occur
following yelling out (b), indicating a positive contingency
for yelling out and teacher attention. Alternatively, if the
teacher more frequently withholds attention (c) following
velling out (b), we would say that teacher attention is less
likely to occur following the behavior. Thus, a negative con-
tingency may exist, since the consequence is not likely to
follow the behavior.

As previously mentioned, to determine the operant
strength of a behavior-consequence relation, the proba-
bility of the consequence following the behavior and the

Contingency Space Analysis
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probability of the consequence following the absence of
behavior are calculated. To calculate the probability, the
number of times the consequence followed the behavior is
divided by the total number of behaviors emitted during an
observation period, and the number of times the consequence
occurred following the absence of the behavior is divided by
the total number of intervals in which the behavior did not
occur. These values are then plotted along the x-axis of the
graph (see Figure A). The location of the resulting data point
on the graph indicates the type and strength of the behavior—
consequence relation. If the data point falls above and to the
left of the line, a positive contingency may exist, suggesting

recording is open-ended (any events that immediately precede and
follow the target behavior are noted) (see Figure 3.3 in this text).
Because data are recorded only when the target behavior oceurs,
narrative recording may be less time-consuming than continuous
recording. However, narrative recording has several disadvan-
tages in addition to those described earlier.

Considerations for Narrative Recording. Because narra-
tive recording data are seldom reported in published research,
their utility in identifying behavioral function has not been
established. However, ABC narrative recording might identify
functional relations that do not exist because antecedent and
consequent events are recorded only in relation to the target
behavior; it would not be evident from ABC data if particu-
lar events occurred just as often in the absence of the target
behavior. For example, ABC data might erroneously indicate a
Correlation between peer attention and disruption even though
Peer attention also occurred frequently when the student was
not disruptive.

Another potential limitation of ABC narrative recording
soncerns its accuracy. Unless observers receive adequate train-
ing, they may report inferred states or subjective impressions
{e.g., “felt embarrassed.” “was frustrated”) instead of describ-
g observable events in objective terms. In addition, given
!he likelihood that a number of environmental events occur

I close temporal proximity to one another, discriminating
HE Events that occasion a behavior can be difficult, Lerman,
Hovanetz, Strobel, and Tetreault (2009) found that teachers
llected ABC data more accurately when using a more struc-
Med format (hap with narrative recording. Thus, ABC nar-
BVE recording may be best suited as a means of gathering

Siminary information to inform continuous recording or
NCtiong] analyses,

fterplot recording is a procedure for recording the
it iq Which a target behavior occurs more often at par-
At times thy, others (Symons, McDonald, & Wehby,

—
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that the consequence could be maintaining the behavior. If
the data point falls below and t6 the right of the line, a nega-
tive contingency may exist, suggesting that the consequence
is likely not maintaining the behavior. If data points fall on
or near the neutrality line, no contingency is likely to exist,
indicating that the consequence is equally likely to occur
independent of the occurrence of behavior. Additionally, the
greater the distance between the data point and the neutrality
line, the stronger (positive) or weaker (negative) the hypoth-
esized behavior-consequence relationship. It is important
to note, however, that the efficacy of CSA results will rely
heavily on the fidelity of the descriptive data collected.

1998; Touchette, MacDonald, & Langer, 1985). Specifically,
scatterplots involve dividing the day into blocks of time
(e.g., a series of 30-min segments). For every time segment,
an observer uses different symbols on an observation form to
indicate whether the target problem behavior occurred a lot,
some, or not at all (see Figure 27.4). After data have been
collected over a series of days, they are analyzed for patterns
(specific time periods that are typically associated with prob-
lem behavior). If a recurring response pattern is identified,
the temporal distributions in the behavior can be examined
for a relation to particular environmental events. For exam-
ple, a time period in which the behavior occurs often might
be correlated with increased demands, low attention, certain
activities, or the presence of a particular person. If so, changes
can be made on that basis.

Considerations for Scatterplots. The primary advantage of
scatterplots is that they identify time periods during which the
problem behavior occurs. Such information can be usefu] in
pinpointing periods of the day when more focused ABC assess-
ments might be conducted to obtain additional information
regarding the function of the problem behavior, Although scat-
terplots are often used in practice, little is known about their util-
ity. It is unclear whether temporal patterns are routinely evident
(Kahng et al., 1998). Another problem is that obtaining accurate
data with scatterplots may be difficult (Kahng et al., 1998). In
addition, the subjective nature of the ratings of how often the
behavior occurs (e.g., “a lot” versus “some”) can contribute to
difficulties with interpretation (standards for these values might
differ across teachers or raters),

Indirect Functional Behavior Assessment

Indirect functional assessment methods use structured inter-
views, checklists, rating scales, or questionnaires to obtain infor-
mation from those who are familiar with the person exhibiting
the problem behavior (e.g., teachers, parents, caregivers, and/
or the individual himself or herself) to identify possible condi-

tions or events in the natural environment that correlate with the
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Figure 27.4 Example of scatterplot recording form. Different shapes represent different observed rates of
talk-outs per daily observation intervals. Open squares, 2 or fewer talk-outs; shaded circles, 4-10 talk-outs;

filled squares, 11 or more occurrences.

From “Functional Assessment and Teacher Collected Data,” by F. J. Symons, L. M. McDonald, and J. H. Wehby, 1998, Education and
Treatment of Children, 21, p. 145. Copyright 1998 Used by permission.

problem behavior. Such procedures are referred to as “indirect”
because they do not involve direct observation of the behavior,
but rather solicit information based on others’ recollections of
the behavior.

Behavioral Interviews

Interviews are used routinely in assessment. The goal of a
behavioral interview is to obtain clear and objective information
about the problem behaviors, antecedents, and conseguences.
This might include clarifying descriptions of the behavior (con-
sequences); when (times), where (settings, activities, events),
with whom, and how often it occurs; what typically precedes the
behavior (antecedents); what the child and others typically do
immediately following the behavior (consequences); and what
steps have previously been taken to address the problem, and
with what result. Similar information might be solicited about
desirable behavior (or the conditions under which undesirable
behavior does not occur) to identify patterns or conditions that
predict appropriate versus problem behavior. Information can
also be obtained about the child’s apparent preferences (e.g..
favorite items or activities), skills, and means of communicat-
ing. A skillful interviewer poses questions in a way that evokes
specific, complete, and factual responses about events, with
minimal interpretation or inferences.

Lists of interview questions have been published, and they
provide a consistent, structured format for obtaining informa-
tion through either an interview or a questionnaire format. For

example, the Functional Assessment Interview (O’Neill et al.,
1997) has 11 sections, which include description of the form
(topography) of the behavior, general factors that might affect
the behavior (medications, staffing patterns, daily schedule),
antecedents and outcomes of the behavior, functional behav-
ior repertoires, communication skills, potential reinforcers, and
treatment history.

A form of the Functional Assessment Interview for stu-
dents who can act as their own informants is also available (Kern,
Dunlap, Clarke, & Childs, 1995; O’Neill et al., 1997). Ques-
tions include the behavior or behaviors that cause trouble for the
students at school, a description of their class schedule and its
relation to problem behavior, rating of intensity of behaviors on
a scale of 1 to 6 across class periods and times of day, aspects
of the situation related to the behavior (e.g., difficult, boring, or
unclear material; peer teasing; teacher reprimands), other events
that might affect the behavior (e.g., lack of sleep, conflicts), con-
sequences (what occurs when the individuals engage in the behav-
ior), possible behavior alternatives, and potential strategies for a
support plan.

Two other questionnaires are the Behavioral Diagnosis
and Treatment Information Form (Bailey & Pyles, 1989) and
the Stimulus Control Checklist (Rolider & Van Houten, 1993),
which also address questions about the conditions under which
the behavior occurs or does not occur and how often. In addition,
they include questions about physiological factors that might
affect the behavior.




Behavior Rating Scales

Behavior rating scales designed for functional assessment
ask informants to estimate the extent to which behavior
occurs under specified conditions, using a Likert scale (e.g.,
never, seldom, usually, always). Hypotheses about the func-
tion of a behavior are based on the scores associated with
each condition. Those conditions assigned the highest cumu-
lative or average rating are hypothesized to be related to the
problem behavior, For example, if an informant states that
problem behavior always occurs when demands are placed
on a child, a negative reinforcement hypothesis might be
made. Table 27.2 summarizes features of several behavior
rating scales,

Considerations for Indirect FBA

Some indirect assessment methods can provide a useful source
of information in guiding subsequent, more objective assess-
ments, and contribute to the development of hypotheses about
variables that might occasion or maintain the behaviors of
concern. Because indirect forms of FBA do not require direct
observation of problem behavior, most behavior analytic prac-
titioners view them as convenient and consider them useful in
conducting an FBA. However, we caution readers that closed-
ended indirect assessment instruments such as the MAS and

D
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QABF have been repeatedly demonstrated to be unreliable
and therefore of questionable validity in identifying function

(see Hanley, 2012).

CONDUCTING A FUNCTIONAL BEHAVIOR

ASSESSMENT

FBA can best be viewed as a four-step process:

1. Gather information with indirect and descriptive assessment.

2. Interpret information from indirect and descriptive assess-
ment and formulate hypotheses about the purpose of prob-

lem behavior,

3. Test hypotheses using functional analysis.

4. Develop intervention options based on the function of

problem behavior,

Gathering Information

It is often helpful (o begin the FBA process by conducting
Functional Assessment Interviews with the person’s teacher,
parent, caregiver, and/or others who work closely with the per-
son. The interview can be helpful in preparing the evaluator
to conduct direct observations by identifying and defining the
target problem behaviors, identifying and defining potential

TABLE 27.2 Behavior Rating Scales Used to Assess Possible Functions of Problem Behavior

Behavior rating scale Functions assessed

Format and number of items

Example item and possible
function

Motivation Assessment
Scale (MAS) (Durand &
Crimmins, 1992)

Sensory reinforcement,
escape, attention, and tangible
reinforcement

Motivation Analysis Rating
Scale (MARS) (Wieseler,
Hanson, Chamberlain, &
Thompson, 1985)

Problem Behavior
Questionnaire (PBQ) (Lewis,
Scott, & Sugai, 1994)

sensory reinforcement, escape,
and attention

Peer attention, teacher
attention, escape/avoid

peer attention, escape/avoid
teacher attention, and assess-
ment of setting events
Functional Analysis

Screening Tool (FAST)
(wata g Deleon, 1996)

Social reinforcement
(attention, preferred items),
social reinforcement (escape),
automatic reinforcement by
sensory stimulation, auto-
matic reinforcement by pain
attenuation

Questions About Behavioral
Function (QABF) (Paclawskyj,
Matson Rush, Smalls, &
Vollmer 2000)

Attention, escape, nonsocial,
physical, tangible

16 guestions (4 for each of
4 functions), 7-point scale from
always to never

6 statements (2 for each of
3 functions), 4-point scale from
always to never

Questions, 7-point range

Yes or no as to whether
statements are descriptive

Statements, 4-point range

Does the behavior seem to
occur in response to your
talking to other persons in the
room? (attention)

The behavior stops occurring
shortly after you stop working
or making demands on this
person. (escape)

When the problem behavior
occurs, do peers verbally
respond to or laugh at the
student? (peer attention)

When the behavior occurs,
do you usually try to

calm the person down or
distract the person with
preferred activities (leisure
items, snacks, etc,)? (social
reinforcement, attention,
preferred items)

Participant engages in the
behavior to try to get a reaction
from you. (attention)
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antecedents and consequences that may be observed, and gain-
ing an overall picture of the problem behavior as well as the
strengths of the person. The interview can also help deter-
mine if other assessments are warranted before a more exten-
sive FBA is conducted. For example, if the interview reveals
that the person has chronic ear infections that are currently
untreated, a medical evaluation should be conducted before
further behavioral assessment takes place.

In many cases, conducting an interview with the person
who has problem behavior can be helpful if he has the language
skills to understand and respond to interview questions. Some-
times the person has useful insights regarding why he displays
problem behavior in specific contexts.

At this point, conducting direct observations of the
problem behavior within the natural routine is useful. Such
observations help confirm or disconfirm the information
obtained through the interviews. If it is not clear when the
problem behavior occurs most often, a scatterplot analysis
may be useful to determine when further behavioral observa-
tions should be conducted. When the problematic time peri-
ods have been determined, the behavior analyst can conduct
ABC assessments. Information obtained from the interviews is
helpful in guiding the ABC assessment because the evaluator
should already have clear definitions of the target behavior(s),
antecedents, and consequences. However, the behavior ana-
lyst must also watch for additional, unexpected antecedents
and consequences that might present themselves in the natural
environment. Teachers or caregivers sometimes overlook or
are unaware of specific stimuli triggering or following prob-
lem behavior.

Interpreting Information
and Formulating Hypotheses

Results from indirect assessments should be analyzed for patterns
of behavior and environmental events so that hypotheses regard-
ing the function of the problem behavior can be made. If problem
behavior occurs most frequently when low levels of attention are
available and problem behavior frequently produces attention,
a hypothesis that attention maintains the problem behavior is
appropriate. If the problem behavior occurs most frequently
in high-demand situations and often produces a reprieve from
the task (e.g., through time-out, suspension, or another form of
task delay), then a hypothesis that escape maintains the prob-
lem behavior is appropriate. If problem behavior occurs in an
unpredictable pattern or at high rates across the school day, a
hypothesis that the behavior is maintained by automatic rein-
forcement may be appropriate. In reviewing assessment results
and considering possible hypotheses, behavior analysts should
remember that behaviors may serve multiple functions and dif-
ferent topographies of problem behavior may serve different
functions.

Hypothesis statements should be written in ABC format.
Specifically, the hypothesis statement should state the anteced-
ent(s) hypothesized to trigger the problem behavior, the topog-
raphy of problem behavior, and the maintaining consequence.
An example is presented below:

Hypothesized Antecedent Behavior Consequence

Function

Escape from When Flo is she screams  termination of

hand washing  prompted and fallsto  hand washing

and/or lunch.  to wash her the ground, and lunch by
hands in which is being sent to
preparation for followed time-out.
lunch, . .. by . ..

Writing hypothesis statements in this manner is useful
because it requires the behavior analyst to focus on potential
avenues for intervention: modifying the antecedent and/or
modifying the reinforcement contingencies (which may involve
teaching a new behavior and altering what behaviors are rein-
forced or placed on extinction).

Testing Hypotheses

After hypotheses have been developed, a functional analysis can
be conducted to test them. The functional analysis should always
contain a control condition that promotes the lowest frequency
of problem behavior. Often this is the play condition, which con-
sists of (a) continuous availability of preferred toys and/or activ-
ities, (b) no demands, and (c) continuously available attention.
Then, conditions are selected to test specific hypotheses. For
example, if the primary hypothesis is that the problem behav-
ior is maintained by escape, then a contingent escape condition
should be implemented. Other test conditions may not need to
be implemented.

Being selective about the test conditions implemented
will help keep the functional analysis as brief as possible;
however, no conclusions can be made regarding additional
functions of problem behavior if additional test conditions are
not implemented. For example, if play and contingent escape
are the only conditions tested, and problem behavior occurs
most frequently in the contingent escape condition and sel-
dom or never occurs in the play condition, the conclusion that
escape maintains the problem behavior is supported. However,
because a contingent attention condition was not implemented,
one could not rule out the possibility that attention also main-
tains the problem behavior.

Developing Interventions

When an FBA has been completed, an intervention that matches
the function of problem behavior can be developed. Interventions
can take many forms. Although FBA does not identify which
interventions will be effective in treating problem behavior, it does
identify antecedents that may trigger problem behavior, poten-
tial behavioral deficits that should be remedied, and reinforce-
ment contingencies that can be altered, as described earlier in this
chapter. In addition, FBA does identify powerful reinforcers that
can be used as part of the intervention package. The intervention
should be functionally equivalent to problem behavior. That is,
if problem behavior serves an escape function, then the interven-
tion should provide escape (e.g., in the form of breaks from task
demands) for a more appropriate response or involve altering task
demands in a fashion that makes escape less reinforcing.




One effective way to design interventions is to review
confirmed hypotheses to determine how the ABC contingency
can be altered to promote more positive behavior. For example,
consider the hypothesis developed for Flo, and assume the func-
tional analysis revealed a pattern similar to that seen in the upper
right-hand corner of Figure 27.2:

Hypothesized Antecedent Behavior Consequence

Function

Escape from When Flo is she screams  termination of

hand washing  prompted and falls to  hand washing

and/or lunch.  to wash her the floor, and lunch by
hands in which is being sent to
preparation for followed time-out.

l lunch, . .. by . ..

The antecedent could be altered by changing the time of
day when Flo is asked to wash her hands (so that it does not

precede lunch, thereby decreasing the motivation for escape-
motivated tantrums),

Hypothesized Antecedent Behavior Consequence
Function
Escape from Flo is N/A N/A (The
hand washing  prompted (Problem consequence
and/or lunch. to wash her behavior is s irrelevant
hands before avoided.) because
recess. problem
behavior did
not occur.)

The behavior could be altered by teaching Flo a new
behavior (e.g., signing “break™) that results in the same outcome
{escape from lunch).

Hypothesized Antecedent
Function

Behavior Consequence

' Escape from When Flois  Flois

termination of
hand washing prompted prompted to

hand washing

and/or lunch.  to wash her sign "break,” and lunch.
hands in which is fol-
preparation lowed by . . .
for lunch, . . .

b O, the consequences could be altered. For example, the
forcer for problem behavior could be withheld so that prob-
M behavior is extinguished.

Behavior Consequence

When Flois  she screams continued pre-
Washing  prompted and tan- sentation of
Blunch. 1o wash her  trums, hand washing

hands in which is and lunch

Preparation  followed activities.

for lunch, . . | by ...
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An intervention can also consist of several different com-
ponents. For example, Flo could be taught a replacement behay-
ior (signing “break™), which results in breaks from lunch, while
tantrums are simultaneously placed on escape extinction.

FBA can also help identify interventions that are likely
to be ineffective or that may worsen the problem behavior,
Interventions involving time-out, in-school or out-of-school
suspension, or planned ignoring are contraindicated for prob-
lem behaviors maintained by escape. Interventions involving
reprimands, discussion, or counseling are contraindicated for
problem behaviors maintained by attention.

We offer a final word about intervention: When an inter-
vention has been developed, FBA is not “done.” Assessment is
ongoing once intervention is implemented, as it is important
for the continued monitoring of intervention effectiveness. The
functions of behavior are not static. Rather, they are dynamic
and change over time. Intervention may lose its effective-
ness because the function of problem behavior may change
(Lerman, Iwata, Smith, Zarcone, & Vollmer, 1994). In such

cases, additional functional analyses may be needed to revise
the intervention.

CASE EXAMPLES ILLUSTRATING
THE FBA PROCESS

FBA is a highly idiosyncratic process. It is unusual for any
two FBAs to be exactly the same because each person pres-
ents with a unique set of skills and behaviors, as well as a
unique history of reinforcement. FBA requires a thorough
understanding of behavioral principles to parcel out the rel-
evant information from interviews and ABC assessments,
to form relevant hypotheses, and to test those hypotheses.
Beyond these skills, a solid understanding of behavioral
interventions (e.g., differential reinforcement procedures,
schedules of reinforcement, and tactics for promoting main-
tenance and generalization) is needed to match effective
treatments to the function of challenging behavior. Further-
more, it is important for the practitioner to keep abreast of
the current literature in functional analysis and treatment of
problem behavior, because the evidence base is constantly
evolving. This can seem like a daunting process. In an
attempt to demonstrate the application of FBA across the
idiosyncratic differences in people, we present an array of
case examples that illustrate its utility in developing inter-
ventions that render the problem behavior ineffective, irrel-
evant, or inefficient.

Marie—Brief Functional Analysis

Gathering Information, Interpreting Information, and
Forming Hypotheses

Marie was an 8-year-old girl with autism who had been referred
to a behavior analyst for an evaluation of severe problem behav-
lor, specifically aggression toward her family members. Her
insurance covered 3 hours of “ABA therapy™ per week, which
she was receiving from a community mental health agency
social worker. Her mother and sister attended every session.

—*
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The only behavior analyst with the skills necessary to consult
on this case was 150 miles away at a local university, so the
behavior analyst helped the agency staff conduct the functional
analysis via teleconsultation.

The behavior analyst began by conducting a Functional
Assessment Interview with Marie’s mother, who reported that
aggression occurred in a variety of settings, toward children
and adults, and typically occurred when Marie did not get what
she wanted, usually a preferred toy. Aggression also took place
during her therapy sessions when the therapist was talking to
Marie’s mother, updating her on the session. However, aggres-
sion toward her on-site therapist had recently decreased. The
behavior analyst then collected some ABC data during a play
session with Marie’s mother and younger sister, as well as
during her ABA therapy session at the clinic. The ABC data
showed a pattern of aggression when Marie’s preferred items
were removed. In addition, the ABC data indicated that the
consequence that most often followed aggression was Marie's
mother or sister relinquishing the item back to Marie. Based on
the descriptive data, it was hypothesized that Marie’s aggression
could be maintained by access to tangibles.

Testing Hypotheses

Due to the limited number of hours per week Marie received
services, a brief functional analysis was conducted to deter-
mine the function of Marie’s aggression. The consulting
behavior analyst trained Marie’s therapist to conduct the
assessment via teleconsultation, and was available during the
assessment to provide coaching and feedback. Four 5-min

functional analysis conditions (free play, attention, demand,
and tangible) were conducted, and aggression occurred only
in the tangible condition. During each session, the behavioy
analyst scored the occurrence of problem behavior using a
10-sec partial interval recording procedure. During the con-
tingency reversal, the number of requests was also recorded,
The functional analysis results are shown in Figure 27.5,
After the first four conditions, the behavior analyst coached
the on-site therapist on how to implement functional commu-
nication training (FCT) to teach Marie to ask for the tangible
item. This was selected as a replacement behavior because it
matched the function of the problem behavior and could effi-
ciently compete for the reinforcer. During three 5-min training
sessions, requests increased and aggression dropped to zero.
The behavior analyst instructed the on-site therapist to con-
duct a contingency reversal by implementing a second tangible
functional analysis condition. During this reversal, aggression
increased to 50% of intervals, and requesting decreased from
Il to 2 occurrences. Upon reinstatement of FCT, aggression
returned to zero and requesting returned to the previous treat-
ment level. All functional analysis and treatment conditions
were completed in a 60-min appointment with Marie’s thera-
pist, mother, and sister present.

Developing an Intervention

During the brief FA, functional communication training (FCT;
teaching appropriate requesting) was shown to be an effective
treatment for decreasing aggression. It matched the function and
was more efficient than the problem behavior in obtaining access
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Figure 27.5 Results from the brief functional analysis for Marie. The graph depicts the percentage of 10-sec intervals in
which problem behavior occurred (left y-axis) and the number of independent mands (right y-axis) in each condition.

Marie's case example contributed by Rebecca Eldrige and Nathan VanderWeele.




to the tangible item, During a follow-up meeting, the behavior
analyst, the on-site therapist, and Marie’s mother met to develop
the treatment plan. Marie’s mother was concerned about the
times that she would need to say “no” to Marie when Marie was
asking for preferred items and was worried that aggression would
result. The behavior analyst worked with the team to develop a
treatment plan that included initially delivering the item each
time Marie requested it unti] aggression had decreased to zero for
three consecutive 30-min sessions, When Marie was regularly
making requests without aggression, a program to teach waiting
for the preferred item was introduced. To gain access to the pre-
ferred item, Marie had to wait (without aggression) for [ to 60
seconds after requesting it. Once waiting was mastered, Marie
was taught to complete a task while while waiting. She could
then earn the preferred item only after the task was complete.
The behavior analyst and on-site therapist then taught Marie’s
mother to implement the procedure, which she did successfully,

Carson—Trial-based Functional Analysis

Gathering Information, Interpreting Information,
and Forming Hypotheses

Carson. a 10-year-old boy with a chromosomal deletion dis-
order, was receiving special education services in the general
education classroom. He displayed several problem behay-
i0rs—most notably, talking to peers during group instruction,
yelling out answers, and running around the room. These behay-
tors occurred only in the general education classroom. They
had increased in intensity, resulting in more time spent in the
fesource room, away from the general education setting, Con-
sequently, Carson was missing valuable instruction time and
falling behind in the curriculum.

The behavior analyst assigned to Carson’s case was asked
to complete an FBA in order to design an intervention plan
that would increase the time he spent in the general education
tlassroom and decrease his disruptive behavior. After obtaining
consent from Carson’s parents to conduct an FBA, the behav-
ior analyst conducted 2 Functional Assessment Interview with
Carson’s teachers and paraprofessionals. From the interview. it
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appeared that Carson’s problem behaviors occurred most often
during group lessons on the carpet and individual work at his
desk. Carson’s teachers and paraprofessionals could not identify
a clear pattern of consequences for his behavior because they
had tried so many different strategies without success. Following
the interview, the behavior analyst used a structured data form to
begin collecting ABC data during those times reported as most
problematic by the teachers. The ABC assessment showed that
escape from demands or access to one-on-one attention could
be maintaining Carson’s disruptive behavior.

Testing Hypotheses

At this point, the behavior analyst needed to test her hypoth-
eses, but she had several reservations about conducting a
traditional FA in the classroom setting. She was concerned
about the time that a traditional FA would take as well the
teacher’s ability to implement it with a high degree of fidelity
while also teaching. For these reasons, the behavior analyst
decided to conduct a trial-based functional analysis (TBFA)
on disruptive behavior, with the teacher implementing the
conditions, Four conditions were conducted: attention test,
attention control, escape test, and escape control. During
the attention test condition, teacher attention was diverted
unless Carson engaged in disruption. If he engaged in dis-
ruption, the teacher provided attention for 10 seconds and
ended the trial. During the attention control condition, atten-
tion was delivered every 5 seconds for 60 seconds. with no
programmed consequences for disruptive behavior, During
the escape test condition, the teacher worked one-on-one with
Carson, repeatedly prompting him to complete his work. If he
engaged in disruption, the teacher walked away and removed
task demands for 10 seconds. During the escape control con-
dition, the teacher provided a Ll-min break with no attention
or task demands and no programmed consequences for dis-
ruption. Each condition was implemented § times (trials) for
I' min during regular instruction throughout the school day.
The percentage of trials with disruption in each condition was
then calculated and graphed. The results (see Figure 27.6)
showed that disruption occurred most often in the attention

Figure 27.6 Results from the trial-based
functional analysis for Carson. The graph shows
the percentage of trials, for both the control and
the test conditions, in which disruptive behavior
occurred.

Carson's case example contributed by Rebecca Eldrige and
Nathan VanderWeele.
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test condition, and thus supported the hypothesis that atten-
tion was maintaining disruptive behavior. In addition, the
escape test condition evoked no problem behavior, which
suggested that escape from demands was not a reinforcing
variable for disruptive behavior.

Developing an Intervention

Based on the results of the trial-based functional analysis, a
multicomponent treatment plan was developed that included
discontinuing attention when Carson engaged in disruptive
behavior, teaching him to raise his hand to gain attention, and
providing contingent breaks with teacher attention for sitting
quietly at his desk for increasing amounts of time. Thus, prob-
lem behavior was placed on extinction, and more appropriate
behaviors (hand raising and sitting quietly engaged in his work)
produced teacher attention.

Elija—Latency-based Functional Analysis

Gathering Information, Interpreting Information, and
Forming Hypotheses

Elija was a 9-year-old boy diagnosed with autism spectrum dis-
order. He engaged in elopement and noncompliance and was
referred to a behavior analyst for a functional analysis.

The behavior analyst began with a Functional Assess-
ment Interview (O’Neill et al., 1997) with Elija’s mother.
Elija’s mother reported that he typically engaged in elopement
in the community as well as in the home; he would run out of
the home or store and into the street when he wanted some-
thing he couldn’t have (while in the community) or when he was
denied access to his toys (at home). Consequently, his mother
did not take him out much, which limited the number of activ-
ities Elija could engage in throughout the day. His mother kept
all the doors locked in the house.

Next, the behavior analyst conducted some direct obser-
vation of Elija’s behavior at home using remote technology. Eli-
ja’s mother was observed working with him under a variety of
naturally occurring conditions. The behavior analyst took data
on elopement attempts as well as the immediate antecedents
and consequences. Attempts to elope were blocked to keep Elija
safe. During the ABC assessment, the behavior analyst observed
elopement attempts when Elija was asked to complete academic
tasks. Additionally, when he eloped, Elija’s mother provided
extensive attention in an attempt to get him to sit back down
at the table and do his work. Based on the ABC observations,

the behavior analyst hypothesized that Elija’s elopement wgg
maintained by escape from task demands as well as access tq
tangible items, and attention.

Testing Hypotheses

The functional analysis was conducted at the center where Elija
received services. The behavior analyst decided to conduct
latency-based functional analysis. She chose this assessment
given the dangerous nature of the problem behavior. That is,
she wanted to minimize the number of occurrences of elope-
ment, and staff had to intervene when elopement did occur. The
behavior analyst immediately reinforced elopement, which pre-
vented Elija from eloping too far from the setting. Elopement
was defined as any instance of Elija moving more than 3 feet
away from the instructional setting and/or from an adult without
permission. In addition to conducting the latency FA, the behay-
ior analyst also ensured that additional therapists were assigned
to all exits in the building to prevent Elija from going out of the
building. The FA consisted of the following conditions: tangi-
ble, play (control), attention, and demand. The behavior analyst
started a stopwatch when the condition began and let it run until
elopement occurred. When elopement occurred, the behavior
analyst stopped the stopwatch and recorded the time that had
elapsed. This was the latency to elopement. The results of the
FA are shown in Figure 27.7. The graph depicts that elopement
was maintained by escape from demands and access to attention,
because Elija’s latency to elopement was shortest during the
escape and attention conditions.

Developing an Intervention

It can be challenging when elopement or any other dangerous
problem behavior serves an attention function, because the prob-
lem behavior cannot be placed on extinction (i.e., ignored) safely.
The problem behavior will likely always result in at least some
attention. Such was the case for Elija. As a result, the behavior
analyst designed an intervention based on concurrently available
reinforcement contingencies. When Elija was presented with a
task demand, he was asked to make a choice from among three
concurrently available options, which were signaled by three
different colors (green, yellow, and red). Green was associated
with Elija completing the assigned task demand. If he appro-
priately completed the task, he was given a high-quality break
for 60 seconds. During his break, he received attention from his
mother, as well as preferred toys. If he asked for a break from the

300
e T ey —e— Tangible
% £l —=— Play/Control
E.\_ 200 ~ —— Aftention
Figure 27.7 The latency to elopement for each 2 i
o ol 5 m 150 —»— Demand
condition in the FA for Elija. Note that elopement e _
never‘occurred in the Play/Control condition; thus, z 100 A
the data points are plotted at 300 s, which represents 2 50
the entire session duration (5 min). The latency 3
0 =

was shortest during the attention and demand
conditions, indicating escape and attention functions.

T T T T T T T T T T T T T T 1
9 1011121314151617 181920 21 22 23
Sessions

T—1
7 8

c,_
-
i
_—
il
o

Elija’s case example contributed by Denice Rios and Nicole Hollins.




blocked his egress from the room, Over time, the duration of the
task demand to earn the high-quality break increased until Elija
reliably engaged in the task demand rather than eloping.

Will—-Evaluating Precursor Behavior

Gathering Information, Interpret.r'ng Information,
and Forming Hypotheses
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(e.g., “I'm going to piss on you!”) reliably preceded Wil]’g
aggression. As a result of all these factors, it was decided thay
the functional analysis would be conducted on Will’s verbal out-
bursts rather than on his aggression,

Testing Hypotheses

The functional analysis consisted of four conditions: tangible,
free play, escape, and attention. In each of these conditions,
Occurrences of verbal outbursts were recorded using a 10-gec

Developing an Intervention

Based on the results of the functional analysis, the behavior
analyst recommended that Will recejve training in effectively
and appropriately asking for tangible items, In addition, it wag

Was recommended. After Wi]j reliably requested items in an
appropriate way, the behavior analyst slowly built in delays to
the preferred item and asked Will to work on an independent
task while waiting, Following appropriate waiting, Will received
access to the preferred item. After observing the process, Will’s
caseworker—albeit initially resistant-—considered that Will
could live in a legs restrictive environment.

Chris-—Evaluating ABC Data

Gathering Information, Interpreting Information,
and forming Hypotheses

100
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70 —e— Demand
60 —&=— Tangible
50
40 —— Play
1 30 —¥— Attention
20
10 / —
0 . — — ! Figure 27.8 Resuits. of Will's functional analysis
of precursor behavior (verbal outbursts).
; 4 ! 2 3 4 5 6 7 8 Will's case example contributeq by Cody Morris, Denice Rios,
Sessions and Lloyd Peterson.




698 Part 10 = Functional Assessment

frequent screaming toward caregivers and peers across many
locations, including his home, various day programs, and out-
ings. Interviews with staff members indicated that the scream-
ing occurred throughout the day, but most frequently at his day
programs. The staff hypothesized that the screaming occurred
when Chris observed other roommates getting attention from
staff. The behavior analyst also noticed that when staff mem-
bers moved Chris’s wheelchair, they often did so by walking up
behind him and moving his wheelchair without saying anything
to Chris about what was going to happen. This seemed to star-
tle Chris, and the behavior analyst wondered if his screaming
might also be maintained by avoidance of being removed from
a specific area in the day program.

Structured ABC observations (similar to thatin Figure 27.3)
and narrative recordings (providing descriptors of each event)
were conducted across various times in Chris’s home and
day programs. Both inappropriate vocalizations (screaming)
and appropriate vocalizations were tracked. After data were
collected, each antecedent and consequence entry was coded
into categories, such as attention, presentation or removal of
a demand, being relocated, and alone. Each occurrence of
appropriate and inappropriate vocalization was then analyzed

B Inappropriate Vocalizations
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to determine what category of antecedent immediately pre-
ceded it and what category of consequence followed it, The
percentage of both appropriate and inappropriate vocalizationg
preceded or followed by each category of variables was the
graphed and analyzed using methods described in Chapter 6,
The results are shown in Figure 27.9.

Based on the ABC observations and graphed ABC datg.
it was hypothesized that Chris’s screaming served an attention
function. The graphed data clearly showed that the most com.
mon antecedent variable that preceded both appropriate ang
inappropriate vocalizations was Chris being alone. However,
Chris rarely received attention following appropriate attempts
to interact with staff. In contrast, he reliably received staff
attention following screaming. In fact, Chris was about twice
as likely to receive attention for inappropriate vocalizations as
for appropriate ones. Moreover, the narrative aspect of the ABC
recording (see Table 27.3) indicated that staff members reliably
ignored Chris while he scrolled through a wide variety of appro-
priate vocalizations (e.g., “hi,” “how are you™) that escalated
to grunting and eventually screaming. Typically, it wasn’t until
Chris began screaming that he received high-quality attention
from staff.
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Figure 27.9 Results of Chris’s ABC assessment. The left-hand panel shows the percentage of appropriate and inappropriate
vocalizations that were preceded by the antecedent variables of one-on-one attention, access to edibles/tangibles, having
someone move his wheelchair (relocated), having a demand placed on him, or being left alone. The right-hand panel
shows the percentage of appropriate and inappropriate vocalizations that were followed by the consequence variables
of one-on-one attention, access to edibles/tangibles, having access to a new area, having a demand removed, or being

left alone.

Case example contributed by Cody Morris and Becky Kolb.
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TABLE 27.3 Results of ABC Narrative Assessment for Chris’s Appropriate and Inappropriate Behavior

Antecedent Behavior Consequence

Chris alone Said “hi you” Ignored by staff

Chris alone Said "a ba" while pointing to a book  Ignored by staff

Chris alone Screamed Approached and told “Please stop screaming” and
asked “What'’s wrong, Chris?”

Chris transitioned to a new activity Screamed Staff asked Chris why he was upset—"Chris, what

(sorting)

Chris transitioned to a different room

(because of an event occurring) while walking

Said "are you my boy” to staff

do you need?”
Ignored by staff

Developing an intervention

Because the ABC analysis identified a Very apparent issue with
staff interaction with Chris, it was not clear that a functional
analysis was necessary. The behavior analyst wanted to first
try having staff attend to appropriate behavior that Chris was
already displaying. The intervention consisted of reversing
staff’s differential reinforcement of the inappropriate vocaliza-
tions. This was done by having staff reinforce the appropriate
vocalizations (i.e., responding to the appropriate bids for atten-
tion) while placing screaming on extinction. In addition, because
Chris engaged in high levels of appropriate vocalizations
already, he was taught to tolerate a delay to reinforcement.
Staff members were asked to acknowledge his requests and o
provide reinforcement (attention) immediately, whenever pos-
sible. However, staff members were also taught to work directly
with Chris to teach him to “wait” when necessary by slowly
increasing delays to attention following their acknowledgement
of his request. Finally, because Chris’s vocalizations were some-
What difficult to understand and limited in variety, interventions
10 expand and improve the quality of Chris’s mand repertoire
were introduced,

Brian—Multiple Functions of Problem Behavior

Gathering Information

Brian was 13 years old and diagnosed with pervasive develop-
#ental delay, oppositional defiant disorder, and attention-deficit
W¥peractivity disorder. He had moderate delays in cognitive
#d adaptive skills. Brian displayed several problem behay-
OIS, including aggression, property destruction, and tantrums.
an’s ageression had resulted in several of his teachers having
ises, and his property destruction and tantrums frequently
BIUpted the daily activities of the classroom.
& A Functional Assessment Interview (O’ Neil] et al., 1997)
45 conducted with Brian’s teacher, Ms. Baker, who reported
It Brian'g problem behavior occurred most frequently when he
asked to perform 2 task that required any kind of physical
] gﬁ-g-, Shredding papers) and occurred least during leisure
lties, However, Ms. Baker reported that Brian often engaged
blem behavior when he was asked to leave a preferred
MLy, She noteq that Brian used complex speech (sentences),
Ough he often used verbal [hr'éats, curse words, and/or

3 on, Property destruction, and tantrums to communicate
N6 and needs

Because Brian had a spoken repertoire, a Student-Assisted
Functional Assessment Interview (Kern et al., 1995) was also
conducted. In this interview, Brian reported that he found his
math work too difficult but that writing and using a calculator
Were too easy. He reported that he sometimes received help from
his teachers when he asked for it, that sometimes teachers and
staff noticed when he was doing a good job, and that he some-
times received rewards for doing good work. Brian indicated
that his work periods were always too long, especially those that
consisted of shredding papers. Brian reported that he had the
fewest problems in school when he was allowed to answer the
phone (his classroom job), when he was completing math prob-
lems, and when he was playing with his Gameboy. He stated that
he had the most problems at school when he was outside playing
with the other students because they often teased him, called him
names, and cursed at him.

An ABC assessment was conducted on two separate occa-
sions. The results of the ABC assessment are shown in Table 27 4.

Interpreting Information and Formulating Hypotheses

Based on the interviews and ABC assessments, the function of
Brian’s problem behavior was unclear. It was hypothesized that
some of Brian’s problem behaviors were maintained by access
to adult attention and preferred items, This hypothesis was a
result of the ABC assessment, which indicated that many of Bri-
an’s problem behaviors occurred when adult attention was low
or when access to preferred items was testricted. Brian’s prob-
lem behavior often resulted in access to adult attention or pre-
ferred activities. It was also hypothesized that Brian’s problem
behavior was maintained by escape because his teacher reported
that Brian frequently engaged in problem behavior in the pres-
ence of task demands and because Brian reported that some of
his work was too hard and work periods lasted too long. Thus.
a functional analysis was conducted to test these hypotheses.

Testing Hypotheses

The functional analysis consisted of the same conditions as
described previously, with two exceptions. First, an alone
condition was not conducted because there was no reason to
believe that Brian’s problem behavior served an automatic
function. Second, a contingent tangible condition was added
because there was reason to believe Brian engaged in problem
behavior to gain access to preferred tangibles and activities.
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TABLE 27.4 Results of ABC Assessments for Brian’s Aggression, Property Destruction, and Tantrums

Antecedent Behavior

Consequence

Adult attention diverted to another student;
denied access to Nintendo by teacher (i.e., told
no when he asked if he could play it)

Teacher attending to another student
Teacher attention diverted to another student

Story time, teacher attending to other students  Laughed loudly

Story time, teacher listening to other students

Yelled at teacher, “That's not fair!
Why do you hate me?!”

Hit sofa, attempted to leave classroom

Yelled “Stop!” at another student

Interrupted other students while they
were talking: “Hey, it's my turn. |

Told to “calm down”

Given choice of activity and verbal
warning to stay in classroom

Reprimand from teacher: “Don’t worry,
Brian. | will take care of it.”

Reprimand from teacher: “Stop it!”

Reprimand from teacher: “You need to
listen.”

know what happens next!”

This condition was just like the play condition (i.e., Brian had
access to adult attention and preferred toys at the beginning of
the session), except that intermittently throughout the session,
he was told it was time to give his toy to the teacher and to
play with something else (which was less desirable). If Brian
complied with the request to give the toy to the teacher, he was
given a less preferred toy. If he engaged in problem behavior,
he was allowed to continue playing with his preferred toys for
a brief period.

The results of the functional analysis are shown in
Figure 27.10. Notice that problem behavior never occurred in
the play condition when continuous attention and preferred items
were available and no demands were placed on Brian. However,
it occurred at high rates in all three of the test conditions (contin-
gent attention, escape, and tangible). These results indicated that
Brian’s problem behavior was maintained by escape, attention,
and access to preferred items.

Developing an Intervention

Based on the results of the functional analysis, a multicom-
ponent intervention was implemented. The intervention com-
ponents changed at different points in time, depending on the

context. For example, when Brian was engaged in a work task,
it was recommended that he be given frequent opportunities to
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Figure 27.10 Results of Brian’s functional analysis.
Inappropriate behavior consists of aggression,
property destruction, and tantrums.

Based on Brian's functional analysis conducted by Renee Van
Norman and Amanda Flaute.

request breaks. In addition, the time-out intervention that the
teacher had been using was discontinued in the work context.
During leisure times, when Brian had previously been expected
to play alone, the classroom schedule was rearranged so that
Brian could play and interact with peers. Brian was also taught to
request toys appropriately while playing with peers. In addition,
several interventions aimed at increasing teacher attention for
appropriate behavior were implemented. Brian was taught how
to request teacher attention appropriately, and teachers began to
respond to these requests rather than ignoring them, as they had
been doing. In addition, a self-monitoring plan was established,
in which Brian was taught to monitor his own behavior and
to match his self-recordings to the recordings of his teachers.
Accurate self-recording resulted in teacher praise and access to
preferred activities with the teacher. Brian’s teachers also imple-
mented their own plan to increase attention and praise every 5
minutes as long as Brian was not engaged in problem behavior
during independent work.

Lorraine—Multiple Topographies That Serve
Multiple Functions

Lorraine was 32 years old and functioned in the moderate range
of intellectual disability. She had a diagnosis of Down syndrome
and bipolar disorder with psychotic symptoms, for which Zoloft
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(sertraline) and Risperdal (risperidone) were prescribed. She
also took Tegretol (carbamazepine) for seizure control. Her
verbal skills were low and her articulation was poor. She com-
municated through some signs, a simple communication device,
gestures, and some words.

Lorraine had resided in a group home for 9 years and
attended a sheltered workshop during the day. Lorraine dis-
played noncompliance, aggression, and self-injurious behavior
(SIB) in both settings, but the FBA focused on her problem
behavior in the group home, where it was more severe and
frequent. Noncompliance consisted of Lorraine putting her head
down on the table, pulling away from people, or leaving the
room when requests were made of her; aggression consisted
of kicking others, throwing objects at others, biting others, and
squeezing others’ arms very hard; SIB consisted of biting her
arm, pulling her hair, or pinching her skin.

Gathering Information

Interviews were conducted with Lorraine, her parents, and
workshop and group home staff, Lorraine’s parents noted that
some of her behavior problems had increased when changes in
her medication had been made. Workshop staff noted that Lor-
raine was more likely to have problem behavior at work if many
people were around her, Workshop staff had also noted that
noncompliance had increased shortly after a dosage change in
medication 2 months previously. The group home staff members
noted that they were most concerned about Lorraine’s leaving
the group home when she was asked to perform daily chores,
Lorraine would often leave the group home and not return unti]
the police had picked her up. Many neighbors had complained
because Lorraine would sit on their porches for hours until the
police came and removed her.
An ABC assessment was conducted at the workshop and
group home to determine whether environmental variables
differed across the two settings (e.g., the manner in which tasks
Were presented, the overall level of attention). At the work-
8hop, Lorraine was engaged in a jewelry assembly task (one
she reportedly enjoyed), and she worked well for 25 hours.
She appeared to work better when others paid attention to her
and often became off task when she was ignored; however, no
Problem behavior was observed at work. At the group home,
SEBIession was observed when staff ignored Lorraine. No other
_‘blcrn behavior occurred. No demands were placed on Lor-
fdine in the group home during the ABC observation. Group
1€ Staff rare]y placed any demands on Lorraine in an attempt
Javoid her problem behavior.

"Preting Information and Formulating Hypotheses

€ of Lorraine’s problem behaviors seemed to be related to a
MBE change in her medication. Because Lorraine’s physician
€€d her medication to be at therapeutic levels, a decision
Made (o analyze the environmental events related to her
M behavior. Observations of problem behavior during the
#8Sessment were limited because workshop staff placed

al dfmands on Lorraine to avoid problem behaviors.
er

» LOITaine’s noncompliance reportedly occurred when
Were placed on her. Therefore, it was hypothesized

—
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that these problem behaviors were maintained by escape from
task demands. Aggression occurred during the ABC assessment
when Lorraine was ignored. Although SIB was not observed
during the ABC assessment, group home staff reported that
Lorraine often engaged in SIB during the same situations that
evoked aggression. Therefore, it was hypothesized that both
aggression and SIB were maintained by attention.

Testing Hypotheses

The functional analysis consisted of free play, contingent
attention, and contingent escape conditions (see Figure 27.1 1)
Because the problem behaviors may have served different
functions, each problem behavior was coded and graphed
separately. Noncompliance occurred most frequently during
the contingent e€scape condition and rarely occurred during
the free play or contingent attention condition. SIB occurred
most frequently during the contingent attention condition and
rarely occurred during the free play or contingent escape con-
dition. These data suggested that noncompliance served an
escape function and SIB served an attention function. As is
often the case for low-frequency, high-intensity behaviors, it
was difficult to form hypotheses about the function of aggres-
sion because the behavior occurred rarely in any of the FBA
conditions,

Developing an Intervention

Different interventions were developed for the problem behav-
iors because results of the FBA suggested that the behaviors
served different functions. To address noncompliance, Lorraine
was taught to request breaks from difficult tasks. Tasks were
broken down into very small steps. Lorraine was presented with
only one step of a task at a time. Each time a task request was
made, Lorraine was reminded that she could request a break
(either by saying “Break, please” or by touching a break card).
If she requested a break, the task materials were removed for a
brief period. Then they were presented again. Also, if Lorraine
engaged in noncompliance, she was nor allowed to escape the
task. Instead, she was prompted through one step of the task, and
then another step of the task was presented. Initially, Lorraine
was allowed to completely escape the task if she appropriately
requested a break each time the task was presented. Over time,
however, she was required to complete increasing amounts of
work before a break was allowed.

Intervention for aggression consisted of teaching Lor-
raine appropriate ways to gain attention (e.g., tapping some-
one on the arm and saying, “Excuse me™) and teaching group
home staff to regularly attend to Lorraine when she made such
requests. In addition, because her articulation was so poor, a
picture communication book was created to assist Lorraine in
having conversations with others. This communication book
could be used to clarify words that staff could not understand.
Finally, staff members were encouraged to ignore Lorraine’s
SIB when it did occur. In the past, staff had approached Lor-
raine and stopped her from engaging in SIB when it occurred.
The functional analysis demonstrated that this intervention
may have increased the occurrence of SIB, so this practice
was discontinued.
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Based on Lorraine’s functional analysis conducted by
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SUMMARY

Functions of Behavior

1. Many problem behaviors are learned and maintained by
positive, negative, and/or automatic reinforcement. In this
respect, problem behavior can be said to have a “function”
(e.g., to “get” something or to “get out of” something).

2. The topography, or form, of a behavior often reveals little
useful information about the conditions that account for it.
[dentifying the conditions that account for a behavior (its
function) suggests what conditions need to be altered to
change the behavior. Assessment of the function of a behav-
ior can therefore yield usetul information with respect to
intervention strategies that are likely to be effective.

Role of Functional Behavior Assessment in
Intervention and Prevention

3. FBA can lead to effective interventions in at least three ways:
(a) It can identify antecedent variables that can be altered to
prevent problem behavior, (b) it can identify reinforcement
contingencies that can be altered so that problem behavior
no longer receives reinforcement, and (c) it can help identify
reinforcers for alternative replacement behaviors.

4. FBA can decrease reliance on default technologies
(increasingly intrusive, coercive, and punishment-based

/ Escape

.w

2 4 6 8 10 12
Sessions

interventions) and contribute to more effective interven-
tions. When FBAs are conducted, reinforcement-based
interventions are more likely to be implemented than are
interventions that include a punishment component.

Overview of FBA Methods

5. FBA methods can be classified into three types: (a) func-
tional (experimental) analysis, (b) descriptive assessment,
and (c) indirect assessment. The methods can be arranged
on a continuum with respect to considerations such as ease
of use and the type and precision of information they vield.

6. Functional analysis involves systematically manipulating
environmental events thought to maintain problem behavior
within an experimental design. The primary advantage of
functional analysis is its ability to yield a clear demonstra-
tion of the variable or variables that relate to the occurrence
of a problem behavior. However, this assessment method
requires a certain amount of expertise to implement and
interpret. Several variations of functional analysis proce-
dures have been developed to adapt to a variety of situations
and contexts, including brief functional analysis, conducting
functional analyses in natural settings, trial-based functional
analysis, synthesized functional analysis, latency-based
functional analysis, and analyzing precursor behaviors.
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7. Descriptive assessment involves observation of the prob- formulation. Further assessment of these hypotheses is
lem behavior in relation to events that are not arranged in almost always necessary.
a systematic manner and includes ABC recording (both
continuous and narrative) and scatterplot recording. The

. . Conducting a Functional Behavior Assessment
primary advantages to these assessment methodologies are

that they are easier to do than functional analyses and they 9. Given the strengths and limitations of the different FBA
represent contingencies that occur within the individual s procedures, FBA can best be viewed as a four-step process:
natural routine. Caution must be exercised when interpret- .

First, gather information via indirect and descriptive

ing information from descriptive assessments, however, assessment

because it can be very difficult to parse the contingencies . ; . P
Y pa &2 * Second, interpret information from indirect and

via them. o oy
descriptive assessment and formulate hypotheses about
8. Indirect functional assessment methods use structured the purpose of problem behavior.
interviews, checklists, rating scales, or questionnaires .

Y2, & : s Third, test hypotheses using functional analysis.
to obtain information from persons who are familiar

with the individual exhibiting the problem behavior
(e.g.. teachers, parents, caregivers, and/or the individ-

* Fourth, develop intervention options based on the
function of problem behavior.

ual himself or herself) to identity possible conditions 10. When teaching an alternative behavior as a replacement
or events in the natural environment that correlate with for problem behavior, the replacement behavior should be
the problem behavior. Again, these forms of FBA are functionally equivalent to the problem behavior (i.e., the
casy to conduct, but they are limited in their accuracy. replacement behavior should produce the same reinforcers
As such, they are probably best reserved for hypothesis that previously maintained the problem behavior).

KEY TERMS

conditional probability functional analysis functionally equivalent

contingency reversal functional behavior assessment (FBA) indirect functional assessment

descriptive functional behavior
assessment

MULTIPLE-CHOICE QUESTIONS

L. Devonia hits her head with a closed fist when her one- playing on the computer, he rarely spits on his teacher. What
on-one teaching assistant leaves her side to interact is the most likely function of Charles’ behavior?
with another student, Usually, when Devonia does this,
her teaching assistant returns to her side, asks her to
stop hitting herself, and soothes her. She rarely engages

a. Escape

b. Automatic reinforcement

in head hitting when her assistant works directly with ¢. Tangible
her. What is the most likely function of Devonia's d. Escape and/or tangible
Problem behavior?

e. Escape and/or attention
a, Escape

Hint: (See “Functions of Behavior.™)
b. Attention

3. On apractical level, FBA is important for prevention of

3 . ) SR :
Automatic reinforcement and intervention for problem behavior because:

d. Tangible a. When the cause-and-effect relation between environmental

€. Escape and/or tangible effects and behavior can be determined, that relation can
Hint: (Sce “Functions of Behavior™) be altered to improve behavior.

b. It meets the federal guidelines for best practices in

& Charles spits o his teacher w ; hi
: S Spits i1s teacher when he prompts him to ¢ mplete . )
P ! kb omp treating problem behavior.

S dloothbrushing task, For obvious reasons, this behavior really

&10sses out the teacher, who refuses to work with him when ¢. It will tell a teacher exactly what to do for intervention,
he behaves Jike this. When Charles spits on him, the teacher d. None of these
- Walks qw
v

ay and allows Charles to leave the toothbrushing
k and £0 to the computer to calm down. As long as he is

Hint: (See “Role of Functional Behavior Assessment in
Intervention and Prevention™)
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4. Devonia’s one-on-one assistant (see Question 1) decides
that he will no longer leave Devonia’s side to interact with
other children as an intervention for her problem behavior.
This is an example of what form of intervention?

a. Altering antecedent variables
b. Altering consequent variables
c¢. Teaching alternative behaviors
d. All of these
Hint: (See “Role of Functional Behavior Assessment in
Intervention and Prevention™)
5. There are at least three forms of FBA, They are:

a. Functional analysis, standardized assessment, and
descriptive assessment

b. Indirect assessment, descriptive assessment, and
behavioral observation

c. Functional analysis, descriptive assessment, and
indirect assessment

d. Behavioral observation, standardized assessment, and
curriculum-based assessment

Hint: (See “Overview of FBA Methods™)
6. Which methods of FBA allow you to confirm hypotheses
regarding the function of problem behavior?
a. Functional analysis
b. Descriptive assessment
c. Indirect assessment
d. All of these
Hint: (See “Overview of FBA Methods™)
7. Which of the following describes a descriptive functional
behavior assessment?

a. An analog analysis in which consequences representing
those in the natural routine are systematically arranged.

b. Direct observation of behavior made under naturally
occurring conditions

c. Structured checklists that caregivers fill out to identify
events that correlate with problem behavior

d. Behavior rating scales that caregivers fill out to identify
events that correlate with problem behavior

Hint: (See “Descriptive Functional Behavior Assessment™)

8. A limitation of descriptive assessment is:

4. It may be misleading in that it can identify environmental
variables that occur in close proximity to the problem
behavior but that are not causally related to the problem
behavior.

b. It may not be a very reliable measure of problem
behavior and environmental events.

c. Itis extremely difficult and time-consuming to perform.
d. The first two answer choices are correct.

Hint: (See “Descriptive Functional Behavior Assessment”)

9. Ms. Frieder, who teaches fifth grade at Franklin Elementary
School, decides to conduct a descriptive FBA for Amelia.

10.

11.

Amelia has been refusing to do her schoolwork lately and hag
been ripping up her worksheets on a daily basis. Ms. Frieder
creates a form on which she will mark specific antecedents
and consequences that precede and follow Amelia’s work
refusals. For antecedents, she will mark one of the following:
Math work given, reading work given, spelling work given,
error correction given, work that requires writing given. For
consequences, she will mark one of the following: verbal
reprimand, another worksheet (same worksheet) provided,
another worksheet (different worksheet) provided, time out,
ignore. She will record these environmental events, whether
or not a problem behavior occurs. What kind of descriptive
assessment is Ms. Frieder conducting?

a, Scatterplot recording

b. ABC continuous recording

c. ABC narrative recording

d. Conditional probability recording

Hint: (See “Descriptive Functional Behavior Assessment”)

Mr. Peterson has been struggling with Arnold, a boy with
severe disabilities who hums and rocks back and forth
intermittently throughout the day. Mr. Peterson wants to
see if these behaviors are associated with any specific
activities during the school day so that he can then more
closely analyze what occurs during those time periods.
Which descriptive assessment method would be the best
choice for what he wants to accomplish?

a. Scatterplot recording

b. ABC continuous recording
¢. ABC narrative recording
d. Functional analysis

Hint: (See “Descriptive Functional Behavior Assessment™)

Ms. Carmichael is conducting an FBA for Jamal, a boy

in her class who runs away from activities and teachers.
Ms. Carmichael began by interviewing her teaching
assistants and by participating in the conversation with
them to define the target behavior and to determine what
antecedents and consequences she would watch for during
her ABC assessment. Ms. Carmichael completes her ABC
assessment and finds that running away from tasks and
materials occurs most frequently when difficult tasks are
presented and that the most common consequence for

this behavior is a teacher chasing after him and returning
him to the classroom. Sometimes he is required to return
to the task and sometimes he is allowed to do a different
activity when he comes back to the classroom. What can
be concluded from this descriptive assessment?

a. The problem behavior most likely occurs to get
attention from teachers

b. The problem behavior most likely occurs to escape
from nonpreferred tasks.

c. The problem behavior most likely occurs to get access
to more preferred activities,

d. The function of the problem behavior remains unclear.

Hint: (See “Conducting a Functional Behavior Assessment™)




12. Atter you complete a descriptive assessment, you should

write hypothesis statements that reflect your interpretation
of the data. Which of the following is a hypothesis
statement that contains all of the important elements?

a. Gain peer attention: When Valerie is playing alone on
the playground, she bear hugs her peers.

b. Gain peer attention: Valerie bear hugs her peers, which is

followed by attention in the form of teasing from her peers.

¢. When Valerie is playing alone on the playground, she
bear hugs her peers, which is followed by attention in
the form of teasing from her peers.

d. Gain peer attention: When Valerie is playing alone
on the playground, she bear hugs her peers, which is
followed by attention in the form of teasing from her
peers.

Hint: (See “Conducting a Functional Behavior Assessment”)

13. The primary reason for conducting a functional

analysis is:

a. To test hypotheses generated via indirect and
descriptive assessments,

b. To generate hypotheses that can be further evaluated
via indirect and descriptive assessments.

¢. To observe problem behavior within the naturally
occurring routine,

d. To identify any temporal patterns in problem behavior.

Hint: (See “Overview of FBA Methods™)

14. Characteristics of functional analysis include:

a. They are conducted within naturally occurring
routines.

b. They are conducted within analog conditions that
Iepresent naturally occurring routines.

C. They utilize interviews and rating scales rather than
direct observation of problem behavior,

d. They are conducted in clinical settings only.

Hint: (See “Functional (Experimental) Analysis”)

15. In addition to a control condition, a functional analysis
typically consists of what test conditions?

& Contingent attention

b. Contingent escape

€. Alone

d. All of these

Hint: (S “Functional (Experimental) Analysis™)

M Moon, i conducting a functional analysis with
4 Who kicks hig teachers frequently. Mr. Moon is
‘mplEmenling d contingent escape condition. He prompts
| .to €ngage in g difficult task. Ira kicks Mr, Moon in the
0. How shoylq Mr. Moon respond if he is to implement
Contingen¢ €scape condition correctly?

+ He shoug continue prompting Ira to do the task, but he
Sl‘lmfd Provide a mild reprimand. such as, “Ira, don’t
€k me. Thy hurts. Come on, it’s time to work.”

17.

Percentage of Intervals with Tantrums

18.

Rate of Skinpicking

S —
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b. He should remove the task materials and turn away
trom Ira for a short period of time.
¢. He should ignore Ira’s kicking and continue with the task.

d. He should provide Ira with a more preferred activity for
a short period of time.

Hint: (See “Table 27. I, page 6827)
Look at the following graph from g functional analysis of

Elsa’s tantrums. What would you conclude is the function
of Elsa’s tantrums?
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a. Escape
b. Attention
¢. Both escape and attention

d. The pattern of behavior is undifferentiated: therefore
the analysis is inconclusive,

Hint: (See “Overview of FBA Methods™)

Look at the followin g graph from a functional analysis of
Walter’s skin picking. What would You conclude is the
function of Walter’s skin picking?
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== Control
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Sessions

a. Escape
b. Attention
¢. Automatic

d. The pattern of behavior is undifferentiated: therefore
the analysis is inconclusive.

Hint: (See “Overview of FBA Methods™)
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ESSAY-TYPE QUESTIONS

1.

Provide an example of a problem behavior that is
maintained by social positive reinforcement, social negative
reinforcement, and automatic reinforcement. In your answer,
state what happens prior to the problem behavior, what the
problem behavior is, and what follows the problem behavior.

Hint: (See “Functions of Behavior™)

. Discuss three different ways in which the results of a

functional behavior assessment can be used to formulate
interventions that prevent future occurrences of problem
behavior.

Hint: (See “Role of Functional Behavior Assessment in
Intervention and Prevention™)

. Explain the three types of functional behavior assessment,

Discuss them in the order in which they might best be
implemented and explain this sequence. Your explanation
of the sequence should include the strengths and
limitations of each type.

Hint: (See “Overview of FBA Methods and Case Examples™)

. Compare and contrast descriptive and indirect

assessments. What is the primary variable that sets these
two forms of gathering descriptive information apart?
Hint: (See “Overview of FBA Methods: Descriptive
Functional Behavior Assessment and Indirect Functional
Behavior Assessment™)

. Give an example of a descriptive assessment and state

what specific information this assessment would yield.
Hint: (See “Overview of FBA Methods: Descriptive
Functional Behavior Assessment™)

. Assume you are a behavioral consultant for a local

developmental disabilities agency. You have been asked
to consult on young adult, Melissa, who is 22 years old
and frequently disrobes while at work. You conduct
indirect and descriptive assessments with her staff and
learn the following: Melissa rarely disrobes when she is
in the break room having a snack and interacting with her
co-workers and staff. She disrobes most frequently when
she is working on her assigned job task. It doesn’t seem
to matter what task she is working on. You conduct an

ABC assessment and note that she works well when a staff
member comes by to check her work, and this seems to
continue for a few minutes after the staff member leaves.
About 4 minutes after the staff member leaves, however,
the clothes start coming off. Melissa is happy to put her
clothes back on when directed to by a staff member.
Because of these behaviors, Melissa’s work station has
been moved to behind a curtain in the work room. Much
to the staff's chagrin, Melissa's disrobing has actually
been worsening since they did this. What is your working
hypothesis for Melissa’s problem behavior? Write your
hypothesis in the form recommended by the text, and
provide a rationale for your hypothesis.

Hint: (See “Conducting a Functional Behavior Assessment:
Gathering Information and Interpreting Information and
Forming Hypotheses™)

. Explain the difference between a functional analysis

and other forms of functional behavior assessment (e.g..
descriptive and indirect assessments). Specifically, why is
it that a functional analysis allows you to test hypotheses,
while other forms of functional behavior assessment are
used for hypothesis formulation?

Hint: (See “Overview of FBA Methods: Basic Procedure”)

. Describe the conditions that might be implemented

in a functional analysis, as well as how and why each
condition is implemented.

Hint: (See “Overview of FBA Methods: Basic Procedure”
and “Conducting a Functional Behavior Assessment:
Testing Hypotheses™)

. Assume that in your role as a consultant, you decide

to conduct a functional analysis of Melissa's disrobing
(see Question 6). Assume that your functional analysis
indicates her disrobing is maintained by both attention
from others and escape from task demands. Assume that
the functional analysis also confirmed your hypothesis
that she rarely engages in problem behavior when she has
attention and no task demands. Draw a graph that would
illustrate this function appropriately.

Hint: (See “Case Examples Iustrating the FBA Process™)




