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This study examined the feasibility of elementary classroom teachers using function-

based thinking, a modified FBA process, to address mild, but persistent classroom behavior.  

Through a series of professional development trainings, a pretest and posttest, regular 

consultation meetings and feedback sessions, and repeated observations, participants were taught 

to use FBT to shape and guide the way that they viewed common classroom behaviors from their 

students.  Participants learned to identify the functions of student behavior and use their 

hypotheses to develop comprehensive behavior plans targeting interventions for student behavior 

while developing prosocial replacement behaviors.  The results of the study found that the 

participants were able to identify conceptually systematic, antecedent-based modifications, as 

well as ascertain the function of problem behavior, to positively support socially valid behavior 

change of students with mild but persistent behaviors in the inclusive setting.  
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CHAPTER 1 

 
STATEMENT OF THE PROBLEM 

 
Barriers of the FBA in General Education 

 
Classroom management continues to be a concern for teachers as increasing numbers of 

students with disabilities are included in general education classrooms for a larger portion of their 

day (Larson & Maag, 1998; MacSuga & Simonsen, 2011; Scott et al., 2004; Simonsen et al., 

2014; Allday, 2018). Teachers are expected to meet the academic and behavioral needs of a 

diverse group of learners, while also advancing students toward their curricular benchmarks and 

educational goals (Larson & Maag, 1998; MacSuga-Gage, Simonsen & Briere, 2012). For the 

past three decades, functional behavioral assessment (FBA) has been increasingly used in special 

education settings to help educators determine the link between student behavior and the 

environment in which it occurs. FBA data is used to develop positive behavior support and 

individualized instruction that benefits the academic and behavioral needs of the students (Larson 

& Maag, 1998; Payne, Scott & Conroy, 2007). Despite its effectiveness, research indicates that 

FBA is rarely used by general education teachers when they develop behavioral programs 

(Hershfeldt, Rosenberg & Bradshaw, 2010; Ishuin, 2009; Larson & Maag, 1998; Strickland-

Cohen & Horner, 2014). Furthermore, classroom teachers quickly seek assistance from special 

education professionals or staff in their building to assist them in managing challenging behavior 

in their classroom (Scott et al., 2004; Polirstok & Gottlieb, 2006; Crone, Hawken & Bergstrom, 

2007; Allday, 2018). A number of studies have identified the barriers that inhibit general 

education teachers’ use of FBA in their classroom. These include time constraints, lack of 

training and knowledge regarding behavioral principles, class size and caseload responsibilities, 
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and the rigorous procedures often required when conducting a full FBA (Ducharme & Shecter, 

2011; Hershfeldt, Rosenberg & Bradshaw, 2010; Larson & Maag, 1998; Scott et al., 2004; 

Strickland-Cohen & Horner, 2014). Recognizing these concerns, researchers have developed 

modified approaches to completing FBAs in school settings. These are often referred to as 

"simple, brief, or practical" FBAs (Gardner, Spencer, Boelter, DuBard, & Jennett, 2012; Knoster 

& Llewellyn, 1997). The purpose of such approaches is two-fold. The first is to create behavioral 

assessment procedures that are valid and reliable, but also "doable" in general education settings 

by individuals that have a limited understanding of behavioral principals.  The second addresses 

the need for simplified FBA procedures and tools that are both efficient and effective in 

addressing minor, but persistent student behavior. Whatever term is used (i.e., simple, practical, 

or brief), these modified FBAs have proven effective in providing a better understanding of less 

serious individual student behavior (Ishuin, 2009; Gardner et al., 2012; Knoster & Llewellyn, 

1997; Strickland-Cohen & Horner, 2015.  

Function Based Thinking 
 

The evolving use of FBA in school settings includes increasing the accessibility of FBA 

type problem-solving procedures to general education teachers. These efforts have led to early 

experimentation with a process referred to as Function-Based Thinking (FBT) (Hershfeldt, 

Rosenberg & Bradshaw, 2010). FBT appears to be a promising practice based on core evidence-

based principles of applied behavior analysis. FBT allows general education teachers to explore 

the function of a student's behavior in a brief and manageable format, allowing them to gain 

insight into the environmental conditions that may be related to challenging behavior, and the 

function(s) the behavior is serving in specific educational settings. The FBT framework 

potentially offers teachers a systematic process for analyzing (e.g., thinking) about socially 
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significant behavior in the context in which it occurs. FBT is a promising practice that may 

enable teachers to strategize and develop positive behavior supports to assist the student in 

general education settings, without the lengthy time commitment or depth of knowledge and 

experience required in a more traditional FBA (Carr et al., 2002; Hershfeldt, Rosenberg & 

Bradshaw, 2010; Scott et al., 2004). Moreover, teachers may be able to address the mild, but 

persistent behavior problems often seen in classrooms themselves, which would reduce the need 

for outside referrals to the typically limited supply of professionals and related resources within 

the school system (Hershfeldt, Rosenberg & Bradshaw, 2010; Simonsen et al., 2014, Allday, 

2018).   

Research Questions 
 

Teachers are confronted with the need to address the social, behavioral, and academic 

needs of an increasingly diverse population of students, including students with disabilities 

(Larson & Maag, 1998; MacSuga & Simonsen, 2011). A growing body of research has 

documented the critical link between academic achievement and social/behavioral growth 

(Simonsen et al., 2014). Many teachers have limited background knowledge and few skills for 

preventing/intervening when students exhibit challenging behavior that is not responsive to basic 

methods of classroom management (Ducharme & Shecter, 2011; Levine, 2006; Polirstok & 

Gottlieb, 2006: Allday, 2018; Walker et al., 2018)).  The purpose of the study was to extend the 

research of Strickland-Cohen and Horner, 2014 by using the systematic process described by 

Hershfeldt, Rosenberg and Bradshaw, 2010, to examine the feasibility of general education 

teachers implementing FBT in their elementary school classrooms to solve mild, but persistent 

challenging behavior. In addition, the study sought to explore further, and clarify the components 
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of FBT and its use by general education teachers, as well as contribute to the literature on 

professional development for teachers.  Specifically, the study addressed four research questions: 

1. To what extent does a training package in function based thinking, provided to general 

education teachers, impact their knowledge base in conceptually systematic antecedent-based 

modifications to support targeted and socially valid mild, but persistent behaviors of students 

in inclusive settings? 

2. To what extent does a training package in function based thinking, provided to general 

education teachers, enable them to develop and implement with fidelity, positive behavior 

support plans rooted in evidence-based practices for students with mild but persistent 

behaviors? 

3. To what extent are the targeted behaviors of the selected student participants impacted by the 

general education teachers’ implementation of the positive behavior supports plans?  

4. How do general education teachers view the efficacy of the professional development 

training, and the feedback and coaching sessions provided as part of the study in relation to 

their ability to understand and implement function-based thinking in their classroom? 
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CHAPTER 2 
 

REVIEW OF THE LITERTURE 

Functional Assessment in the General Education Classroom:  Use and Barriers 
 

FBA is a procedure for examining both the physiological factors and the environmental 

attributes that contribute to a student’s behaviors across settings (O’Neil et al., 1997). It is a 

process in which information is gathered and analyzed to help educators and professionals 

increase the effectiveness of behavioral supports in the student's learning environment while 

identifying antecedents and consequences that may serve to predict the problem behavior (Crone, 

Hawken & Bergstrom, 2007; O’Neil et al., 1997). FBA results are used to design positive 

behavior support plans that include antecedent supports, alternative prosocial replacement 

behaviors for the problem behavior, also referred to as functionally equivalent behaviors, and 

reinforcing consequences to strengthen newly learned skills (Benazzi, Horner & Good, 2006; 

Crone and Horner, 2003; Payne, Scott & Conroy, 2007; Strickland-Cohen & Horner, 2014). 

Modifications to the environmental setting events and the antecedents, including the use of 

universal, evidence-based, classroom management strategies, are often required to teach and 

reinforce desired alternative behaviors (Carr et al., 2002; Crone, Hawken &Bergstrom, 2007; 

MacSuga & Simonsen, 2011; MacSuga-Gage, Simonsen & Briere, 2012; Simonsen et al, 2014; 

Sugai & Horner, 2006).   

In educational settings, FBA is more commonly used by special educators and behavioral 

consultants to help teachers determine the link between a student’s behavior and the environment 

in which it occurs (Payne, Scott & Conroy, 2007). Understanding this relationship serves as the 

basis for developing positive behavior supports and informs the individualization of instructional 

methods to address the learning needs of the student (Polirstok & Gottlieb, 2006). Research, 
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however, shows that general education teachers rarely use FBAs when they develop behavioral 

supports and interventions for students with challenging behavior (Strickland-Cohen & Horner, 

2014). Rather, teachers often seek assistance from special educators or related staff in their 

building to assist them in managing student behavior in their classroom (Crone, Hawken & 

Bergstrom, 2007; Polirstok & Gottlieb, 2006; Scott et al., 2004; Allday, 2018).  

Using both direct and indirect measures behavior, the FBA process has been widely 

researched and utilized in the field of special education to yield more information about the 

function of problem behaviors exhibited by students with disabilities. Unfortunately, there is less 

research into its efficient use in general education settings (Doggett, Edwards, Moore, 

Tingstrom, & Wilczynski, 2001; Scott et al., 2004; Simonsen et al., 2014; Umbreit, 1995; Dunlap 

& Kern, 2018). In more recent years, Strickland-Cohen and Horner (2014) assessed the ability of 

typical school personnel to lead teams of individuals in the development of function-based 

supports following some basic training in the FBA process and general behavioral concepts. They 

then examined the impact that these supports had on mild to moderate behavior problems in 

several target students using a multiple baseline design. These researchers found that school 

personnel were able to effectively train a team of teachers, who in turn were able to develop 

function-based supports based on results from an FBA and implement those supports with fidelity 

to decrease the problem behavior of the students and increase student engagement. However, due 

to the rigorous procedures of a traditional FBA, lack of training for general education teachers, 

class size, reliance on specialists for support and expertise, and the time-intensiveness of FBA, 

many classroom teachers seem to be unwilling or unable to use the process. These concerns 

highlight the need for further research examining the efficacy of the FBA process in a general 

education setting (Fixsen, Blasé & VanDyke, 2011; Harn, Parisi & Stoolmiller, 2013; Larson & 
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Maag, 1998; Scott, et al., 2004; Scott et al., 2005; Simonsen et al., 2014; Dunlap & Kern, 2018). 

In addition, recent research indicates that nearly half of the behavior support plans provided in 

school settings are not developed based on assessment data gathered from the FBA process 

(Strickland-Cohen & Horner, 2014), and many of these plans have supports in place that are not 

related to the correct function of the behavior (Myers & Holland, 2000). Such practices 

potentially lead to complications, most notably, the unintentional reinforcement of the undesired 

behavior (Cook et al., 2007; Gable, 1999; Lewis & Sugai, 1996; Allday, 2018).  The proposed 

study builds on previous research by Strickland-Cohen & Horner (2014) in two ways. First, the 

student sample for this research is students with mild but persistent behaviors, and second, the 

primary independent variable is FBT, a modified version of FBA.  

Function-Based Thinking (FBT) 
 
 Hershfeldt, Rosenberg, and Bradshaw (2010) report that the core elements of FBT assist 

teachers in their ability to conceptualize variables that contribute to problem behaviors, leading to 

fewer referrals for behavior, fewer incidences of removal from the inclusive settings, and the 

systematic development of positive behavior support. FBT takes into consideration the challenges 

that prevent general education teachers from completing lengthy behavioral assessments, by not 

requiring the expertise or level of training of a professional prepared to complete a more 

comprehensive FBA.  Unlike an FBA, which is usually conducted reactively after problem 

behaviors have escalated, FBT is considered a proactive and preventative behavioral approach 

because it is implemented before behaviors of concern have evolved to the point of requiring a 

multi-layered behavioral assessment (Hershfeldt, Rosenberg, & Bradshaw, 2010). FBT is not 

intended to replace the need for FBA in the school setting, but rather serve as a way for teachers 

to handle less intense behavioral problems on their own before they worsen and without the 
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involvement of multiple team members or outside support from professionals. The authors go on 

to suggest that to think in a systematic, functional manner, the teacher will need to learn to follow 

a proposed three-step process that includes gathering information about the behavior, developing 

a plan of action, and evaluating outcomes (Hershfeldt, Rosenberg, & Bradshaw, 2010). The 

authors further point out that although it may sometimes be easier and preferred to refer a student 

for consultation to address the classroom behavior, some behaviors only worsen and increase in 

intensity as teachers and administrators try to organize team meetings around the obligations and 

personal schedules of various professionals. If teachers are prepared to utilize FBT, interventions 

could be implemented quickly before the behavior intensifies (Hershfeldt, Rosenberg, & 

Bradshaw, 2010). This process may also relieve the pressure on limited teacher time for team 

meetings. Lastly, FBT aims to bridge the research-to-practice gap by enabling additional 

evidence-based approaches to be implemented within the everyday practices of typical 

classrooms (Cook & Odom, 2013; Crone, Hawken & Bergstrom, 2007; Fixsen, Blasé & Van 

Dyke, 2011; Hershfeldt, Rosenberg, & Bradshaw, 2010). 

Professional Development 
 

Federal and state mandates have increasingly called for schools to utilize empirically 

verified, “evidence-based” practices when providing academic and behavioral services (Fixsen, 

Blasé & Van Dyke, 2011; MacSuga & Simonsen, 2011; Payne, Scott & Conroy, 2007; Simonsen 

et al., 2008; Sugai & Horner, 2009). Arguably, the more difficult aspect of this expectation lies in 

the process of determining how to effectively train the educational staff in the evidence-based 

practices and support transfer of new knowledge and skills to the classroom. Furthermore, the 

adoption of evidence-based educational practices has highlighted the need for evidence-based 

methods of professional development and guidance in implementation strategies (Cook & Odom, 
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2013; Fixsen, Blasé & Van Dyke, 2011; Simonsen et al., 2017;). In addition to potentially being 

overwhelmed with the task of creating individualized curriculum and behavior support for their 

students with disabilities and behavioral challenges, coordinating services with team members, 

and managing the needs of an increasingly diverse population of learners, highlights the 

complexity faced by general education teachers (Myers & Holland, 2000; Scott et al., 2004; 

Strickland-Cohen & Horner, 2014).  

Historically, professional development in education frequently consists of all-day 

workshops and conferences, afterschool meetings, and periodic in-service days throughout the 

school year (Carr et al., 2002; Fuchs & Fuchs, 1993; Sugai & Horner, 2009). Content is presented 

in a lecture format, and opportunities for practice and feedback on newly learned concepts and 

skills are infrequent. Also, Fuchs and Fuchs (1993) and Sugai and Horner (2009) explain that this 

format seldom has any follow-up or supplemental training after the initial in-service delivery, 

making actual behavior change in teacher behavior, less unlikely. Research has shown that 

several factors are associated with positive outcomes in the area of professional development.  

Fixsen, Naoom, Blase, Friedman, & Wallace (2005), Stormont, Reinke, Newcomer, Marchese, & 

Lewis, (2015) and Sugai & Horner (2009), discuss the importance of coaching, experiential 

knowledge of staff, opportunities for modeling and practice, evaluation, and fidelity checks in 

their implementation science research. These authors emphasize the role of a positive 

organizational climate, which looks at the staffs' abilities to manage problems within the 

classroom, and their participation in the decision-making process regarding interventions. Finally, 

the authors stress the value of professional development that is localized and supported by others, 

continuous in coaching and feedback, and driven by teams of educators and family members in 

the school community (Sugai & Horner, 2009). Glover et al. (2016) add that professional 
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development is most effective when it involves a high number of contact hours and is sustained 

over time. In addition, these authors noted that these factors led to a deeper knowledge of the 

content and had a positive overall impact on teaching practices of the participants involved. In 

regard to FBT, these steps and values remain crucial for successful implementation in the general 

education setting and serve as the basis for conducting of FBT in the classroom (Hershfeldt, 

Rosenberg, & Bradshaw, 2010).   

Coaching and Feedback Sessions 
 
 Coaching models used in schools continue to provide support for teachers and their 

classroom staff. Fuchs and Fuchs (1993) explain coaching as an opportunity for a skilled mentor 

to observe and support, provide feedback and problem solve alongside a teacher as he/she is 

learning new skills and concepts learned from professional development. Fixsen et al. (2005) 

explain that coaches are carefully selected based on experiential knowledge and skill level and 

can be used to help shape the instructional methods of teachers and staff, as well as teaching and 

reinforcing evidence-based practices and skill development in the classroom. Furthermore, 

coaching and feedback provides emotional support during the process of change and ongoing 

development of interventions. Fixsen et al. (2005) and Stormont, et al. (2015) stress the 

importance of continuous and embedded coaching so that behavior change can occur. They noted 

that when teachers learn new techniques and skills, it can take a great deal of time before they are 

comfortable with their new forms of instruction. Compelling evidence indicates that training and 

coaching are the primary ways in which behavior change can occur with teachers and school 

personnel as they learn to implement new strategies and skills based on evidence-based practice 

and programs (Fixsen et al. 2005; Kretlow & Bartholomew, 2010; Stormont et al., 2015). More 

research on is needed to get a better understanding of the most salient features of the coaching 
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process and how it can be implemented with regular education staff who are presented with 

persistent problem behaviors in the mainstream setting. 

Intervention Fidelity 
 

Researchers stress the importance of coaching to maintain and enhance skill development, 

but also emphasize the role specific non-evaluative performance feedback, in increasing the 

likelihood that the intervention and supports are implemented with fidelity (Cook & Odom, 2013; 

Mesa, Lewis-Palmer, & Reinke, (2005); Sugai & Horner, 2006; Sugai & Horner, 2009). 

Measures of intervention (i.e., treatment fidelity) contribute to the accuracy and consistency of 

treatment to ensure that it is delivered as planned and is necessary for building the case that 

outcomes can be linked to intervention with confidence (Fixsen et al., 2005). 

Staff Satisfaction and Perceptions of Ability 
 
 Another important area of research examines the staffs' overall satisfaction with a training 

procedure and his or her perceived abilities as a result of the professional development 

experience. Several studies have discussed the importance of staff feeling like the training they 

received was beneficial to them and is transferable to their classroom. Petursdottir and 

Sigurdardottir (2006) and Embregts (2002) found that when staff members were satisfied with the 

professional development package provided, they modified their own behavior and it resulted in a 

higher occurrence of appropriate behavior demonstrated by the youth with whom they worked.  

Further, Reid and Whitman (1983) and Rathel, Drasgow, and Christle (2008) pointed out the 

importance of staff buying into the training and feeling that it was beneficial for it to have real 

value and application to their work.    
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  Albert Bandura (2001) described how the goals that people hold for themselves are 

rooted in their value system, and that these goals are more likely to be met with their motivation 

to attain them based on the self-evaluation process that they go through. In addition, people do 

things that give them " . . . self-satisfaction and a sense of pride and self-worth, and refrain from 

behaving in ways that give rise to self-dissatisfaction, self-devaluation, and self-censure" (p. 8).  

Bandura's theory supports other research reporting that staff who value the importance of the 

work they do, are more likely to engage in behavior that leads to their self-satisfaction and 

bettering themselves in an educational setting.     

When staff members receive adequate training around the implementation of evidence-

based practices, targeted at changing problem behavior, and in turn accept the intervention and 

training procedures in place, they are more likely to feel satisfied, and their perceptions of their 

abilities are regarded in a more positive manner. In other words, they place more value on the 

work they do and on their role in the classroom. 

SUMMARY OF THE LITERATURE 
 
 General education teachers are faced with the difficult task of meeting both the academic 

ad behavioral needs of the students within their classroom.  Many of the behavioral challenges 

that teachers face involve mild but persistent behaviors that disrupt the class and the student’s 

ability to engage with the curriculum and peers.  In the past, teachers have had to rely on the 

assessments of outside providers and special education teachers that look at the function of the 

behavior to draw conclusions and make recommendations in regards to intervention, specially by 

using a formal FBA.  Teachers are in need of a simple, and systematic way to gain a better 

understanding of the function of their students’ behaviors so that they can make informative 

decisions and match interventions to function in their own classrooms without always seeking 
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outside help or resources.  Function based thinking is a promising approach that could have 

positive benefits in the general education classroom and can easily be completed by the teachers 

themselves, in an effort to intervene quickly and accurately by functionally matching 

interventions for their students.  There is still little known about the efficacy and use of FBT in 

general education classroom, or the use of coaching and feedback in terms of training and 

teaching general education teachers in the specifics related to FBT and the development of 

behavior plans in their classrooms.   
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CHAPTER 3 
 

METHOD 

Overview 
 

The purpose of the study was to examine the feasibility of general education teachers 

implementing FBT in their elementary school classrooms to solve mild, but persistent 

challenging behavior. In addition, the study sought to explore further, and clarify the components 

of FBT and its use by general education teachers, as well as contribute to the literature on 

professional development for teachers.   

Using a mixed methods, non-concurrent multiple baseline design, I chose to purposively 

recruit a small sample of general education teachers who needed training in behavior 

management and were able to identify students within their classrooms who would benefit from 

function-based intervention.  The study took place over the entirety of one calendar school year 

beginning in September and ending in June.  Through trainings and pre/posttest measures, 

coaching and feedback sessions, data collection, and finally self-assessment and participation in a 

focus group, teachers were able to demonstrate substantial growth in the area of function-based 

thinking in their classrooms.  The purpose of this chapter is to describe the research strategies 

used, research participants, data collection and analysis process, ethical considerations, and 

limitations. The research questions that guided this study are:  

1. To what extent does a training package in function based thinking, provided to general 

education teachers, impact their knowledge base in conceptually systematic antecedent-

based modifications to support targeted and socially valid mild, but persistent behaviors 

of students in inclusive settings? 
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2. To what extent does a training package in function based thinking, provided to general 

education teachers, enable them to develop and implement with fidelity, positive behavior 

support plans rooted in evidence-based practices for students with mild but persistent 

behaviors? 

3. To what extent are the targeted behaviors of the selected student participants impacted by 

the general education teachers’ implementation of the positive behavior supports plans?  

4. How do general education teachers view the efficacy of the professional development 

training, and the feedback and coaching sessions provided as part of the study in relation 

to their ability to understand and implement function-based thinking in their classroom? 

Research Design 
 

In order to research general education teachers’ abilities to gain applicable knowledge in 

function-based thinking, develop behavior plans rooted in evidence based practices, and then 

implement interventions with fidelity, I designed a mixed methods study that included both 

quantitative and qualitative methods.  Quantitatively, I developed a within participants 

pre/posttest that assessed teacher knowledge in the areas of basic behavior principles, function, 

and the development of behavior plans, before and after professional development training.  

Additionally, I used a single subject, non-concurrent multiple baseline design to measure 

outcomes across selected students with targeted behavior needs, before and after intervention.  

Qualitatively, I led a focus group and distributed efficacy scales to measure the effectiveness of 

the implementation of the positive behavior supports in the classroom derived from the function-

based thinking exercises and training.  
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Setting and Participants 
 

The study took place in a K-4 elementary school in a rural town in Central Maine that 

serves approximately 400 students. The school has two special education classrooms, one that 

serves as a self-contained classroom with varying degrees of student time spent in inclusive 

settings, and a second that serves as a resource room that supports students for only small parts of 

their day. There are 20 general education classrooms with an average of 21-23 students per 

classroom. About 18% of the students in the elementary school have an IEP. The teaching staff 

have had some prior training using positive behavior supports in the past, but implementation has 

been inconsistent from classroom to classroom, and it is not a widely adopted practice among all 

teachers in the building. At the time, teachers relied heavily on special education staff and 

contracted behavior specialists to help support students with behavioral needs in their classrooms. 

These were students who are not responding to typical classroom behavior support. 

 The target population for this study was regular education elementary school teachers that 

needed training in behavior management to address the needs of students with mild but persistent 

behaviors in their classroom. Due to limited access and the need to complete observations and 

follow up to determine the level of skill maintenance over time, I used purposive sampling to 

identify and investigate this specific population. Choosing a sample in this manner often comes 

with inherent concerns regarding the generalizability of findings; however, professional 

development in behavioral support is a widely documented need for classroom teachers. An 

advantage of this method is that by focusing on this specialized population, the teachers that 

volunteered their participation would likely be in need of training, which may have helped to 

increase the probability of meaningful findings from the study.  I also enlisted the participation of 

an experienced behavior specialist throughout the research project. This person served as a 
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control so that her conclusions concerning the function of behavior and recommendations for 

behavioral supports could be compared with those of each participating regular education teacher 

before and after training in the area of FCT. The behavior specialist also assisted with 

observations and feedback sessions. 

Sampling Procedures 
 

Teachers were selected for recruitment based on their interest level in the training, 

likelihood of completing the training and implementation of supports, and whether or not they 

had students in their classroom that would fit the criterion of having mild, but persistent 

behaviors of concern. 

Recruitment of General Education Teachers 
 

In September of 2018, I contacted a group of kindergarten through 5th grade teachers that 

had been suggested to me from the school behavior consultant as possibly holding interest in 

participating in a study about behavior interventions for their general education students.  Out of 

the 15 possible participants, only 1 expressed a possible interest in completing the study at that 

time, all citing busy schedules and being overwhelmed with their current responsibilities as a 

teacher, as barriers to their participation for that year.  After regrouping and restrategizing the 

recruitment process, I put the study on hold for that year.   

In the spring of that same school year (2019) I posted a flyer in the school’s teachers’ 

room, with information about an optional meeting that I would be leading discussing Function 

Based Thinking and interventions and supports in the general education classroom.  I had the 

school BCBA (also the assistant to the PI for this study) present as a familiar contact person for 

the participants to feel comfortable.  Eight general education teachers attended the brief meeting 

while I explained to them the purpose of the study and also the potential risks and benefits to 
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them directly for their participation in the upcoming school year.  We went over the timeline and 

specific requirements, month by month, for their participation in the study.  From that meeting, I 

recruited six voluntary teacher participants ranging from 1st to 4th grade to begin the study in the 

upcoming fall school semester.  It was important to me that the participants represented the 

diverse experience levels that can be seen in general education teachers.  Three of the teachers 

had been teaching for over 10 years and three had been teaching for less than 10 years.  In total, 

two first grade teachers, three third grade teachers, and one fourth grade teacher voluntary agreed 

to participate in the study for the 2019-2020 school year.   

Informed Consent for Teachers 
 

Participating teachers were provided with a consent form for their involvement in the 

research before the study began and for the use of their data in the analysis of the study.  The 

consent form was sent via email and reviewed if necessary at the informational meeting and once 

again at the first professional development training in the fall (Appendix A).  Consent forms were 

approved through the IRB process.     

Recruitment of General Education Student Participants 
 

Student participants were selected based on the team’s decision that their current behavior 

could benefit from the use of positive behavior supports in their classroom setting, to assist in 

their ability to access the curriculum and/or further their social development.  Teams consisted of 

myself as the PI and the teacher, occasionally a paraprofessional in the classroom, and the school 

behavior consultant.  

Students were excluded from consideration for the study if they already had a behavior 

plan in place related to an IEP or 504 diagnosis.  Students were identified as a good fit for the 

study if they exhibited mild (not dangerous) behavior that was a persistent problem in the 
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classroom in terms of them accessing their general education or social interactions with peers 

and/or teachers.  Student behavior needed to prove social significance and validity to the 

individual and the teachers involved, and furthermore, needed to be targeted to increase the 

students’ abilities to access their educational curriculum and participate in meaningful social 

interactions with peers in the school setting.   

The participation of the students in the study was important to the research so that the 

student outcomes could be measured after the implementation of the interventions, to analyze the 

abilities of general education teachers to develop antecedent-based modifications derived from 

function-based thinking to support mild but persistent behaviors of students in inclusive settings.   

Informed Consent for Students 
 

Since the student participants were under 18 years of age, the students’ parents were 

provided with an overview of the study and the opportunity to participate in this research.  

Information about the voluntary nature of student data being used for research purposes was 

reviewed with parents by teachers during parent teacher conferences or in conversation, and an 

informational letter created for the study was also handed out to parents by the teachers 

explaining the research process in their child’s classroom.  Parents printed their name on the 

bottom of a copy of the letter as a means to provide consent for tracking purposes of whose data 

may be used in the research study (Appendix B).  Consent forms were approved through the IRB 

process.     

Instrumentation 
 

The following instruments were used in the study to record and analyze data and the 

results of the research.  
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Pre/Posttest 
 

A pre/post-test adapted from the work of Strickland-Cohen (2011) was used to examine 

the participants' understanding of function based thinking and positive behavior support strategies 

before receiving professional development function based thinking, as well as after to measure 

understanding of FBT and PBSP development.  The instrument consisted of 18 questions that 

were a combination of multiple choice questions, fill-ins, short answer, and true or false 

questions.  Before administering the test, I gave the test to two general education teachers and one 

special education educational technician, who were not participating in the study, in an effort to 

help me make changes and probe for questions and improvements of the instrument.  I also had 

the BCBA, who assisted in the research review the questions and provide feedback as well.  

Ultimately, I was seeking clarification on whether or not the questions were written clearly and 

were easy to understand from the available information.  All items in the pretest were covered in 

the proceeding professional development training.  Findings of the pre/posttest are discussed in 

the results section.   

Training Materials 
 

The study used training materials that targeted FBT and the development of PBSPs derived 

from the work of Loman, Strickland-Cohen, Borgmeier, and Horner (2013) and Hershfeldt, 

Rosenberg, and Bradshaw (2010).  Training materials included weekly PowerPoints developed 

by the PI, hands-on activities and worksheets and take-home activities to apply during the week 

in their classrooms (see Figure 3.1 for a list of training topics).   

Data Collection Sheets 
 

Detailed Antecedent-Behavior-Consequence (ABC) data collection sheets were used, as well 

as simple function-based thinking worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010) to 
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collect each student’s data before intervention.  These forms helped teachers to walk through the 

process systematically while making data driven decisions in the development of interventions 

and supports for their students (Appendix E, Appendix F).  In addition, frequency data collection 

sheets and latency data sheets were used to measure baseline targeted behaviors of students that 

were selected for intervention, as well as data collection to measure student outcomes during and 

after intervention.  I worked with each teacher to develop and distribute student specific data 

collection sheets that were related to the student behaviors that they were collecting data, while 

also taking into account what the easiest method for data collection for them to use during 

recording would be to increase reliability and accuracy (Appendix N).   

Positive Behavior Support Template 
 

The teacher participants used a positive behavior support template to outline and develop 

their support plans based on FBT, student observation and their training.  For each targeted 

behavior of the students, chosen by the teachers, I too as the PI, jotted down notes and outlined a 

behavior support plan for each student.   These templates served as a comparison of teacher 

responses for targeted behaviors and student needs to those responses from a skilled outside 

provider (PBIS, 2012) (Appendix J, Appendix K).  These templates also served as a platform for 

feedback and coaching between myself and each teacher.   

Checklists 

A checklist based on the Intensive Individualized Interventions Critical Features 

Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) was used to measure the 

quality of the teachers’ function based thinking worksheets and PBSP scored by the PI.  This also 

served as a way to provide specific feedback to the teachers related to the development of their 

plans (Appendix L).   
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A fidelity checklist to measure the implementation fidelity of the teachers’ PBSPs in their 

classrooms (one for teacher completion/self-monitoring, and one for the outside observer trained 

in FCT/ABA/PBSP) was used during initial implementation as well as weeks later during the 

maintenance checks.  During each observation by myself or the assistant researcher, the teacher 

completed a fidelity checklist after the observation was finished, and the observer completed a 

fidelity checklist during the observation (Appendix M).  The checklists were reviewed and 

compared for fidelity as well as perceptions of the progress of the interventions and ability to 

implement as planned.   

The Observation Checklist for High - Quality Professional Development Training was used to 

measure the quality and integrity of the training package from the teachers’ perspectives.  

Teachers completed the checklist after the training was completed and provided their written 

feedback for the training they received at the beginning of the study (Noonan, Langham, & 

Gaumer Erickson, 2013) (Appendix Q). 

Efficacy Scales 
 

The Self-Assessment of Contextual Fit in Schools (Horner, Salentine, & Albin, 2003), and the 

Teacher’s Sense of Efficacy Scale (TSES) were given out after intervention to measure self-

efficacy and overall learning from the intervention (Tschannen-Moran & Woolfolk Hoy, 2001).  

These materials were also used to assess internal validity, interobserver agreement (IOA), and 

procedural integrity in regard to staff implementation and student outcomes (Appendix O, 

Appendix P).   
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Procedure 

 The study had several phases and took place in two distinct parts that measured various 

components of the overall training and implementation of FBT in the classrooms of regular 

education teachers.   

Part I (September – January) 
 
Phase I:  
 
Pretest 

 On the first day of training and the first day of the study, a paper and pencil pretest was 

given to each of the participants that examined the participants' baseline understanding of the 

basic principles of applied behavior analysis, function-based thinking, and positive behavior 

support strategies.  Participants were asked to answer straightforward; unambiguous questions 

related to function based thinking and simple positive behavior support recommended for 

classroom use based on the function of student behavior.  Clarification on questions was provided 

if participants needed me to explain the question or provide additional context.  Participants were 

not allowed to talk to each other or work together and sat several feet apart from each other in the 

training conference room at tables.  I scored the pretests but did not share the scores with the 

participants until I was able to share the results of their posttest as well.  I further explained to 

them that the results of the pretest were for my comparison of skills before and after training.        

Professional Development Training 
 
  After baseline data was collected, the participants began participating in professional 

development led by myself (BCBA/consultant who specializes in functional assessment and 

function based thinking).  I began by sending out an email to coordinate schedules and find a 

convenient time for all the participants to attend the trainings.  Once a mutually convenient time 
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was established, the training took place for 5 weeks and was held in a conference room at the 

school where the teachers taught, during after school hours, for one hour each week.  Table 3.1 

below explains what topics where discussed at each of the training sessions as well as what types 

of activities were used to support and practice the skills learned that week during the professional 

development session.  

Table 3.1  
 

Training Topic and Schedule 
 
          Topics Covered           Activities 

Training #1 • Behavioral Assumptions 
• ABC’s of Behavior 
• Three Term Contingency 
• Selecting a Behavior 
• Defining a Behavior 

Creating a 3-term 
contingency 

Training #2 • Intro to Thinking Functionally 
• FBT vs. FBA 
• Developing a Hypothesis and Creating Statements 
• Understanding Function of Behavior 
 

Completing the function 
section from our 3-term 
contingency activity 

Training #3 • Teaching Desired Behaviors 
• Understanding and Selecting   
   Replacement/Alternative Behaviors 
• Teaching Replacement Behaviors 
• Teaching Desired Behaviors 
 

Fill in competing 
behavior pathway sheet 

Training #4 • Collecting Data  
- ABC data and Motivational Assessment Scale  

• Prepping for the Behavior Plan 
- Competing Pathway 
- Function Based Behavior Support Strategies 

                  (Setting Event & Antecedent Strategies)  
• Consequence Strategies 

- Redirecting & Extinction 
 

Selecting setting even 
strategies and antecedent 
strategies with a partner 
 
Selecting consequence 
strategies as whole group 

Training #5 • Creating the Behavior Plan 
• Implementation Plan 

- Developing Short and Long Term Goals  
- Measuring Goals 

• Evaluation of the Plan 
- Measuring Fidelity (Adherence & Quality) 
- Outcome Measures 
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On the first day of training the participants each received different colored folders with 

materials for that day including the PowerPoint notes and handouts that were relevant to the 

lecture that day.  Each participants’ color remained the same and served as a means of coding 

them during data collection (i.e., orange folder = orange teacher, red folder = red teacher).  Each 

week they brought their folders to the meetings and were given more materials for that week.   

The first part of the training consisted of a combination of lecture, practice exercises, 

small group work, modeling, and feedback sessions as participants become familiar and 

comfortable quickly identifying the function of behaviors in their classrooms. The second part of 

the training focused on teaching the participants how to develop and implement behavior support 

plans using simple evidence-based strategies that addressed the function of the target behaviors in 

their classrooms, while also teaching prosocial skills that aimed to replace undesired behaviors. 

(Loman & Horner 2014; Strickland-Cohen & Horner, 2014). 

Post-test 
 
  A post-test was administered after the training sessions, on the sixth week, to assess 

participant understanding and competency in the area of FBT after the professional development 

was completed. The posttest was a repeat of the pre-test measure and participants were required 

to meet a criterion of 90% accuracy or better to move to phase II of the study. Setting the criteria 

to measure staff performance on the post-test was selected based on a commonly used ABA 

standard that uses 80-90% accuracy as a means to measure behavioral change (Miller, 2006). If 

staff members did not meet the criterion, then they would have received additional coaching and 

training, targeting their areas of misunderstanding, until competency was reached as measured by 

the posttest.   Teachers were provided with the results and comparison of their scores from the pre 

and posttests. 
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Phase II:  
 
Student Selection 
 
  Once the teachers’ proved adequate competency as measured by the posttest, they were 

asked to select a student whom they felt had mild but persistent behaviors in their classroom.  In 

our first classroom meeting, I met with each teacher for 30-45 minutes in their classrooms during 

school hours, to confirm their student, identify and help define socially valid target behaviors for 

change, as well as staying for a brief observation of the behavior and student to solidify our 

decision.  After the teacher and I agreed on the appropriateness of the student for the study, each 

teacher reached out to their student’s parents during parent teacher conferences to get consent to 

use their child’s data in the research through a signed consent form while providing them with 

information related to the study and a sample script that they could use to talk to the parent about 

the research (Appendix B).  Once consent was obtained, I tasked the teachers to start collecting 

basic background information about their student including their age, grade level, the behavior of 

interest, how long the student had been exhibiting the behavior, and information related to setting 

events (i.e., home life, medications, prior behaviors), etc.  At this stage of the study, the teachers 

were participating at their own pace, and all coaching and feedback were individualized and one 

on one.  The scheduling of classroom visits and meetings was dictated on teacher availability and 

scheduling, as well as student attendance and the time of day that each student exhibited their 

behaviors.  

Function Based Thinking Process 
 

Next teachers were asked to complete the Function Based Thinking worksheet 

(Hershfeldt, Rosenberg & Bradshaw, 2010) to gain a greater, systematic understanding of the 

function of behavior and how it linked directly to intervention and supports for their chosen 
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students.  Hershfeldt, Rosenberg, and Bradshaw (2010) developed a one page worksheet to assist 

in the process of Function Based Thinking.  For the study, I adapted the one worksheet and broke 

it down into three smaller, teachable worksheets that I felt were more manageable for teachers 

who were new to FBT.  In addition, it allowed for more time for coaching and feedback before 

teachers moved too far into the study, possibly in the wrong direction.  The three worksheets 

followed the authors’ three steps to FBT of gathering information, developing a plan, and 

measuring the plan.   

Step 1 – Gathering Information 
 

The first worksheet focused on gathering information about each participant’s selected 

student.  Teachers were instructed to collect ABC data (Antecedent -Behavior – Consequence) 

for at least 5 consecutive incidences of behavior in their classroom setting during the time of day 

that the targeted behavior occurred.  The ABC data sheet was used to help teachers look for 

predictable patterns in the behaviors as well as helping them to develop the skill of looking 

closely into what is going on before, during, and after a behavioral episode.  A template was 

provided (Appendix E) so that all teachers were using the same forms, and teachers were 

reminded how to complete the form, while referencing their training in the fall with the form 

itself.    

 The worksheet continued on to help guide teachers as they were asked to describe the 

behavior, operationally define it, answer questions related to the results of their ABC data 

collection sheet (i.e., When does behavior occur?  How often does the behavior occur?  What 

happens directly before the behavior occurs? Etc.) and finally to hypothesize why they thought 

the behavior might be occurring, and more specifically what they thought the function of the 

behavior might be. 
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Concurrently, during the week that the teachers began collecting data, I too, completed an 

observation of each student and their problem behavior in the classroom, as well as the first FBT 

worksheet and I collected ABC data during my observation (Appendix G).  This served as a 

means to compare what the teachers were seeing with what an outside consultant might see 

during a similar observation under similar conditions.  This also helped me to problem solve and 

brainstorm ideas with the teachers since I had observed the students and had been asking myself 

the same questions I was asking them to complete.  Feedback and coaching were provided to 

make sure that each teacher had accurately defined and measured their target behavior before 

moving forward to the planning portion of the behavior plan.   

Finally, teachers were asked to collect baseline data for their students for at least 4 

consecutive days or until data was deemed to be stable by calculations using the stability formula 

where 80% of values are within +25% of the median value in a given condition (Lane & Gast, 

2014).  Teachers were instructed and reminded that intervention could not begin before the 

collection of the baseline data.  For some teachers, this involved completing frequency data of the 

number of occurrences of the behavior in a given period of time, and for others we used a latency 

measure where data was collected to measure the amount of time that elapsed between the 

teacher’s directives and the student’s behavior.  The baseline data was used to help teachers 

develop their behavior plan as well as shape their understanding of how to gauge appropriate 

short and long term goals based on measurable outcomes.  

Step 2 – Developing a Plan 
 
 At step 2, teachers were given the second part of the FBT worksheets (Hershfeldt, 

Rosenberg & Bradshaw, 2010) (Appendix H).  This worksheet focused on developing a behavior 

plan through the use of a series of thought provoking questions including asking the teachers to 
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consider what they wanted to see the students “ideally do” instead of the undesired behaviors, as 

well as what they would “settle for” while new skills were being taught (replacement behaviors).  

The worksheet also aimed to help teachers understand the behavior principle of reinforcement, 

specifically how the student would be reinforced for exhibiting the desired or replacement 

behavior and by whom.  Finally, this worksheet prompted the teachers to consider what barriers 

could prevent the students’ behavior plans from being successful (i.e., substitute teacher, no 

breakfast, peers, etc.) and then plan accordingly to prevent or buffer barriers before they arose.  

Teacher participants completed this worksheet and submitted it for my feedback before moving 

forward.   

 At this point, teachers were given a behavior intervention template to guide them in 

putting their data together and the results of both their ABC data and observations.  The template 

addressed the target behavior and perceived function, as well as the antecedent and environmental 

modifications, skills to be taught/used to replace behavior, consequences, and teacher responses 

that would be provided as correction or reinforcement of the desired behavior.  Teachers reflected 

on their data collected from the FBT worksheets and used that information to help flesh out and 

add detail to their behavior plans that were uniquely developed for their own students.  This 

simple positive behavior support plan began as an outline of sorts, that helped the teachers to get 

their data collection and observations written down in a clear, organized and concise format to 

better develop a plan of action in targeting the mild, but persistent, behaviors that they were 

seeing in their classrooms (Appendix J, Appendix K).   

 I also completed the template, jotting down interventions and the perceived function 

based on the results of my own observation and data collection.  This again helped to serve as a 

concrete way to provide meaningful feedback and support to the teachers as they practiced this 
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process.  After talking with the teachers using a combination of both email and brief in-person 

meetings in their classrooms, the teacher participants made corrections to their behavior plans 

before moving to the final step of the FBT process. 

Step 3 – Measuring the Plan 
 
 During step 3 the participating teachers completed the third and final step and worksheet 

of the FBT process as outlined by Hershfeldt, Rosenberg & Bradshaw, 2010.  Deciding how they 

were going to measure the success or shortcomings of the behavior plan as well as indicating how 

student data would reflect student outcomes, focused on two major areas: short term goals and 

long term goals.  Teachers were asked to consider what type of data collection they were going to 

use for their student in both the baseline and intervention phases, to specifically address how they 

would know if the new replacement behavior was happening more often and if the old 

problematic behavior was happening less often.  I helped assist teachers in making these 

decisions and provided guidance and data collection sheets when necessary (Appendix I). 

Finally, I provided teachers with fill-in-the-blank statements for both their short and long 

term goal development that ensured their goals were observable and measurable in the classroom 

(Appendix I).  The teachers added these statements to the end of their positive behavior support 

plans and were given a final feedback session, either in person or my email, to provide support 

and guidance and to answer any questions or concerns before the teachers were expected to 

implement the plans on their own in the upcoming weeks. 

A validated checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) was used 

to measure the quality of the teachers' FBT and PBSP, while also comparing their own PBSP to 

my own (Appendix L). This checklist helped me to ensure that there were not any missing factors 

that could impact the fidelity of the plan upon implementation.   
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Phase III-A  
 
Measuring Implementation Fidelity 
 
 During this phase, the participants began implementing their PBSP based on the FBT 

process and their feedback sessions.  Each teacher prepared their necessary materials and copied 

their data sheet so that they were prepared to collect data.  The teachers and I touched base one 

final time through email or in person to quickly make sure that their questions were answered.  

The teachers collected data on their students’ behaviors for 3 full weeks using their data sheets.  

They uploaded the data sheets to me in a google doc so that I could review them often.  Fidelity 

checks occurred at weeks 1, 2 and 3 with a maintenance probe at week 6.  During the weekly 

observations, myself or the other BCBA within the district observed the teachers implementing 

their plans and completed a fidelity checklist on the teachers’ abilities to implement their plans as 

written.  On those observation days, the participants reflected and completed a self-report fidelity 

checklist on their ability to complete the PBSP that they developed (Appendix M).  The two 

checklists were scored and compared to establish inter-rater reliability. 

After the three weeks of data, a final feedback session was provided with suggestions for 

implementation over time. A maintenance measure was used to address whether or not 

participants could continue to implement their PBSP with fidelity after the feedback sessions and 

regular data collection had ended.  One maintenance probe occurred at 6 weeks from the start of 

intervention.  The other BCBA or I observed the teacher in their classroom to determine how 

much of the behavior plan they were still using and what changes, if any, they had made related 

to student outcomes.  The same observation checklists and self-monitoring procedures used 

earlier in the study were used for the 6-week follow-up observation and fidelity check. Written 

feedback was then provided to the participants at the conclusion of the first part of the study.  
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Teachers were also provided with a visual graph of their data collection and the student outcomes 

from their baseline measure to the end of their intervention.   

Phase III-B  
 
Measuring Student Outcomes 
 
 Student outcomes were measured using a nonconcurrent multiple baseline design across 

three selected students.  Teachers collected data, as described previously, that measured the 

targeted behavior of each of their students before and after the intervention, as well as the 

effectiveness of the implementation of the behavioral supports that they developed and 

implemented for the study, based on function based thinking exercises and training.  Baseline 

data was collected on the frequency of behaviors targeted for change for a minimum of four days 

and continued until stability was achieved by calculations using the stability formula where 80% 

of values are within +25% of the median value in a given condition  (Byiers, Reichle &Symons, 

2012; Cooper, Heron & Heward, 2007; Lane & Gust, 2014). Once stability was achieved, the 

intervention phase began for each student, as discussed in the fidelity section, which consisted of 

the implementation of the behavior support plan and antecedent-based modifications and 

interventions, while collecting frequency and latency data on the behaviors targeted for change. 

The multiple baseline design used was non-concurrent, which allowed for more flexibility to 

study the complexity of the behavioral interventions (Harvey, May & Kennedy, 2004).  In this 

design, baseline data did not need to be collected simultaneously across individuals, which 

allowed participants to begin intervention as soon as they completed phases I and II, regardless of 

where the other participants were in the process, (Baer, Wolf & Risley, 1968 Harvey, May & 

Kennedy, 2004,). 
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Part II (February – June) 
 
 For the second half of the study, teachers were asked to move to the next phase in which 

they engaged in FBT to develop and implement behavioral strategies on their own, without the 

coaching and feedback of a skilled behaviorist.  Teachers were expected to select a new student 

and go through the detailed process, using the same materials and guides from the fall months, 

that would lead to behavior interventions and positive behavior supports for their student aimed at 

making behavioral changes to mild but persistent problem behaviors seen in their classrooms.   

In March 2020, the beginning of the pandemic and spread of COVID-19 in our state and 

across the country, closed schools unexpectedly, including the setting used in this study, and 

required teachers to move from classroom instruction to remote learning from their homes.  The 

IRB was contacted, and changes to the plan were approved.  An informational letter was sent to 

the participants outlining what they could expect for the completing of the study given the 

circumstances (Appendix R).  Teachers were not able to complete the remainder of the study as 

expected with live students in their classrooms and therefore, adaptations were made to be able to 

draw conclusions on their ability to go through the process independently, even in a hypothetical 

way, that could be compared somewhat to their experiences and ability to go through the process 

with significant coaching and feedback as provided during the first half of the year. 

Phase I: 
 
Function Based Thinking Packet 
 
 Upon finishing the work from the first half of the study, teachers were given a large 

packet of materials to be completed independently for the second half of the study and their 

second student of interest.  The packet included all the materials used for part I of the study 

including the FBT worksheets, data collection sheets (ABC and frequency/latency), behavior 
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intervention templates, and positive behavior support templates.  The packet was organized by 

the order in which they would use each document and a checklist was attached to the front of the 

packet to help keeps things systematic and on track and was color coded to keep their materials 

together.   

Student Selection 
 
 The participants were asked to select a different student from Part 1 of the study whom 

they felt exhibited mild but persistent behaviors in their classroom and would benefit from the 

use of positive behavior supports.  Student behavior needed to prove social significance and 

validity to the individual and the teachers involved, and furthermore, needed to be targeted to 

increase the students’ abilities to access their educational curriculum and participate in 

meaningful social interactions with peers in the school setting.  Teachers were asked to obtain 

parental consent using the materials from Phase I allowing the data collected to be used in the 

study.  During this time period, as the schools unexpectedly closed and COVID 19 impacted in 

person instruction, the parental consent became unnecessary as we moved to a hypothetical mode 

of planning that did not involve actually working with or collecting real data with students in any 

way.  Teachers still chose one of their students to work through the process with moving forward, 

but they were identified as student #2 in their work and were not identified to the research team.    

Developing the Plan 
 
 The teachers used the packet to go through the FBT process in identifying and defining  

socially valid target behaviors for change, completing the FBT worksheets which helped to guide 

them in developing a hypothesis related to the function of the behavior, and then finally 

developing a simple positive behavior support plan on their own, which matched interventions to 

functions, without the guided coaching and feedback from the skilled behaviorist.  Since we were 
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not able to meet in person to discuss their process or plans, correspondence took place 

exclusively through email.  Feedback and coaching sessions to the participants were provided 

only if they were misguided in their ability to determine the correct function of the behavior, or if 

they selected the wrong positive behavior supports to target behavior, or if there was an ethical 

need to intervene during any point of the process.  The purpose of the feedback and coaching was 

to provide support and guidance in the development of the PBSP and to answer any questions or 

concerns that the teachers may have had should they ever have had the opportunity to implement 

the plans independently in the future.  Teachers submitted completed packets through email or 

mail.   

Phase II-A  
 
Measuring Implementation Fidelity 
 
 Fidelity measures were not assessed as teachers were not able to implement their 

interventions with students due to the restrictions and impact of COVID 19.   

Phase II-B  
 
Measuring Student Outcomes 
 
 Student outcomes were not measured as teachers were not able to implement their 

interventions with students due to the restrictions and impact of COVID 19.   

Phase III 
 
Efficacy Surveys and Focus Group 
 
 After the packets were completed and submitted for the study, participants were mailed 

copies of the Self-Assessment of Contextual Fit in Schools (Horner, Salentine, & Albin, 2003), a 

16- item questionnaire, and the Teacher’s Sense of Efficacy Scale (TSES) (Tschannen-Moran & 
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Woolfolk Hoy, 2001), a 24-item questionnaire, in a self-addressed stamped envelopes for proper 

return.    

The questionnaires focused on the perceived usefulness of the training procedures they 

received that fall and feedback sessions they received throughout the study, as well as the impact 

that they felt that it may or may not have had on the overall progress of student behaviors in their 

classrooms. In addition, participants were asked to rate their overall ability to use FBT to make 

quick and accurate decisions about student behavior and their functions in the classroom.  Finally, 

they each rated their ability to develop and follow behavior support plans with accuracy and 

fidelity as a result of the professional development in which they participated in (Horner, 

Salentine, & Albin, 2003; Tschannen-Moran & Woolfolk Hoy, 2001). The surveys were in the 

form of a Likert scale and a rating scale for each question served as a social validity measure 

(Petursdottir and Sigurdardottir, 2006).  

To further address the intervention, teachers were invited to participate in a guided focus 

group that was held virtually using Zoom in June.  The meeting was scheduled for a mutually 

convenient time and after going over the general ground rules for the format of the meeting, I 

asked the teachers a series of scripted questions with the use of a PowerPoint presentation, that 

helped them to discuss how they felt about the training package and how it impacted their ability 

to use function-based thinking in regards to student behavior.  The questions allowed the teachers 

to speak candidly about the areas of professional development, FBT, behaviors in their 

classrooms, and implications for the future.  The focus group also provided a platform for 

teachers to hear about how the process was for the other participants since they had not all been 

together in this format since the professional development training the previous fall.  The focus 

group meeting was recorded for later viewing and data collection.     
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Methods for Data Analyses 
 

Data analysis for this study was both quantitative and qualitative, using single subject 

design to analyze and draw conclusions on a group of individual participants and results, as well 

as using the qualitative process to transcribe, code and develop themes related to valuable 

discussion and questions.  In addition, the names of the participants were replaced with color 

coding (teacher red, teacher teal, teacher yellow, teacher orange, teacher blue, and teacher green) 

and then further coded with only numbers (T1, T2, T3, T4, T5 and T6).  All materials were color 

coded and scored based on teacher color only for their own viewing.  For the purposes of this 

study and to protect their confidentiality, participants will only be discussed in terms of their 

number coding for the remainder of the research.   

Quantitative Data Collection and Analysis 
 
 Using a single subject research design, the quantitative data for all three participants were 

collected and graphed to analyze whether or not a functional relationship could be identified 

between the dependent and independent variables.  Baseline data was collected first on student 

behavior and then compared to the collected data during positive behavior intervention supports 

developed by each participant.  For each participant, data were analyzed within and across phases 

by examining variability of responding, the occurrence of responding, and trends in responding. 

Increasing and decreasing trends in the data points were considered in the development of 

conclusive statements related to the results.  In addition to the single subject design, data were 

collected on various checklists and scales, and mean scores were compared among participants.  

Quantitative data was used to answer the first three research questions in the study. 
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Qualitative Data Collection and Analysis 
 

The focus group met via Zoom due to COVID-19 and school closures.  The Zoom 

meeting was recorded and then transcribed using a software app called Transcribe.  The 

transcription was then printed and manually coded using Thematic Analysis Coding for the 45 

minutes of audio, to look for themes and related responses from the participants.  Qualitative data 

was used to answer the final research question in the study. 

Explanatory Sequential Analysis 
 
 The study’s mixed methods design allowed for the results of the single subject design 

used for the participants and the checklist and rating scales to be followed up with an opportunity 

to discuss in qualitative terms the overall process and decision-making that went into the study 

itself, as well as possible barriers and needs that could not be determined from the quantitative 

methods alone. 

Data Collection, Response Measurement, and Inter-Observer Agreement 
 
 The independent variables for the first measure of the study in research question #1 

include the training sessions as well as the feedback and coaching sessions.  The dependent 

variables for the participants for completing the training process are described as the post-test 

scores.   

 The independent variable for the second measure of the study in research question #2 is 

the development and implementation of the PBSP and antecedent-based accommodations 

delivered by the general education teachers in Part II of the study.  The dependent variable is 

described as the scores on the following measures: the quality checklist measure for the FBT and 

PBSP and the scores of the fidelity checklists completed by both the trainer and the participants 

in Part II of the study. 
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 The independent variables for the third measure of the study in research question #3 

include the implementation of the PBSP and antecedent-based accommodations delivered by the 

general education teachers in Part II of the study.  The dependent variable is described as the 

student outcomes as measured by the frequency data collected on the behavior targeted for 

change. 

 Lastly, research question #4 was be measured by the information collected by the focus 

group and will be presented in a simple descriptive narrative to provide an in-depth exploration of 

the topic of FBT and implementation, as well as the efficacy of the professional development. 

 Interobserver agreement (IOA) was used to compare the data collected by the two 

behavior specialists observing the implementation of the support plans and the student behaviors 

during interventions.  This comparison help to support the believability of the results of the study 

as well as provide support for the accuracy of the data while limited further interpretation of the 

results (Cooper, Heron & Heward, 2007).   
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CHAPTER 4 
 

RESULTS 
 

In this chapter, I present the results of several findings in the study, including the pre and 

post-test results completed by the participants and the analysis of the data collected on the 

teachers’ behavior plans in terms of their own abilities to develop the plan, as well as the impact 

that the plans had on student outcomes in each classroom in the form of a multiple baseline 

design.  I also present the results of two efficacy scales completed by the participants on their 

own perceptions of the study, and finally, the results of the focus group held at the end of the 

school year with the participants and research team.  The results of this section provide the 

analysis to answer the following research questions: 

1. To what extent does a training package in function based thinking, provided to general 

education teachers, impact their knowledge base in conceptually systematic antecedent-

based modifications to support targeted and socially valid mild but persistent behaviors of 

students in inclusive settings? 

2. To what extent does a training package in function based thinking, provided to general 

education teachers, enable them to develop and implement with fidelity, positive behavior 

support plans rooted in evidence-based practices for students with mild but persistent 

behaviors? 

3. To what extent are the targeted behaviors of the selected student participants impacted by 

the general education teachers’ implementation of the positive behavior supports plans?  

4. How do general education teachers view the efficacy of the professional development 

training, and the feedback and coaching sessions provided as part of the study in relation 

to their ability to understand and implement function-based thinking in their classroom? 
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In this chapter, I begin by describing the sample.  Second I report the results of the pre and 

posttest before and after the training package was delivered.  I then discuss the results of the 

teachers’ abilities to develop positive behavior support plans and implement them with fidelity.  

Next I discuss the results of the implementation of the behavior plans in terms of student 

outcomes for each participant.  Finally, I discuss the results of the efficacy scales including staff 

satisfaction and perceptions related to the training and overall FBT process, as well as an analysis 

of the responses to the focus group held at the end of the study.   

Description of Sample 
 

Six elementary teachers participated in the study, spanning grades 1st-4th, all within the same 

school district and building.  Of the six teachers, three teachers completed the study in its 

entirety.  One teacher removed herself from the study and reported that the needs of more severe 

behaviors in her classroom had taken all her time and focus.  Another teacher was unable to find a 

student in her classroom that fit the criteria of the study and therefore withdrew.  Finally, another 

teacher participated through the first half of the study, but once the school closed in response to 

COVID-19, she was unable to fully complete the final part of the study with her own 

responsibilities at home and school.  The teachers selected students in their classroom to 

participate in the behavioral interventions.  In the sections below, the characteristics of the three 

teachers who completed the study, and their students are discussed further.   

Participating Teachers 
 
 The three teachers were coded as T1, T2, and T3 and will be referred to as such for the 

results and analysis sections.  The teachers from the study are described below in Table 4.1. 
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Table 4.1  
 
Characteristics of Participating Teachers 
 
  Age/Gender  Years Teaching in District  Level of Education 
T1  39/Female   16 years    Masters 
T2  32/Female     7 years     Masters 
T3  51/Female   16 years    Bachelors  
 

Participating Students 
 
 The teachers each selected two students in their classrooms, one for the first half of the 

study, and another for the second half of the study.  There were two first-grade students and four 

third-grade students selected.  The students selected for the first half of the study were required to 

have parental consent, while the students selected for the second half of the study were not as 

they were not actually in school, and their behavior plans became hypothetical due to COVID-19.  

For confidentiality, students were coded as S1, S2, and S3 and will be referred to as such for the 

results and analysis sections.  These codes matched with the codes of their classroom teachers.  

Codes were repeated for the second phase.  The students from Part I are described below in Table 

4.2.   

Table 4.2  
 
Characteristics of Students – Part 1 
 
  Age/Gender   Grade   Behavior of Interest 
S1  8/Female      3rd                   calling out/getting teacher attention 
S2  7/Male         1st          tantrum behavior/outbursts  
S3  8/Male       3rd             off task during independent worktime   
 

Pretest/Posttest 
 

The relationship between the training package provided to participants and the impact it 

had on their knowledge base in conceptually systematic antecedent-based modifications and FBT 



 
 

 

43 
 

was ascertained during the first months of this study.  A pretest was administered before the 

training package was delivered, and again (posttest) one week after the last training hour was 

completed 5 weeks later.    

The test itself was loosely based on a training manual developed by Loman, Strickland-

Cohen, Borgmeier, and Horner (2013) that described the basic process of taking the information 

from an FBA and developing it into a behavior support plan supported by the results of that 

assessment.  The manual went on further to illustrate test questions to gauge understanding of 

function as it relates to common behavioral scenarios seen in classroom settings (Strickland-

Cohen, 2011).  The pretest was piloted on three teachers in general elementary classrooms in the 

year before the research project began.  Two teachers were general education teachers, and one 

was an Educational Technician working in both general education and special education 

classrooms.  All were women between the ages of 30-40 with 5-15 years of experience teaching 

in a classroom.  The teachers reported that the test was easy to follow and clearly written.  The 

teachers also reported that they were familiar with some of the terms but had not had formal 

training.  The pilot testing allowed for changes to be made and for questions to be tested on 

teachers whom I was familiar with and felt would give me honest feedback.  Consequently, their 

feedback led me to change the wording of one question and also guided me in the final formatting 

of the test itself.     

The instrument was made up of 19 questions, including 5 fill in the blanks, 5 multiple 

choice questions, 4 true/false statements, and 6 short answer/scenario questions.  Each question 

was given a point value based on the number of components that went into the question.  For 

example, a true/false statement was worth 1 point, while a short answer/scenario question may 

have been worth 5 points for the 5 parts that were required to complete the question.  One 
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question was thrown out for having a typo at the time of administration; therefore the test 

consisted of total of 18 questions.   

The scores of the pretest were not revealed to the participants after they completed the 

test.  Rather they were given their scores along with their post-test scores after the completion of 

the training package.  Participants were required to score 90% or higher on the post-test in order 

to move on to the next part of the study.   

Results from the pre-test and post-test are displayed in Figure 4.1.  Teachers 1, 2, and 3 all 

scored between 49% and 51% accuracy on the pretest, only answering about half of the material 

correctly, while either answering the remaining half incorrectly or leaving them blank.  Teachers 

1,2, and 3 all scored over 90% accuracy in the posttest with scores of 98% each.  Teachers 

reported feeling very anxious about the measure itself and reported that they studied the material 

from the training on their own time outside of the study.  Teachers also added that they were 

pleased to have done so well on the posttest.  The scores for all three teachers allowed them to 

move forward with the study into the next phase without additional training.   

 

 

Figure 4.1 Pre Test vs. Post Test 

51
49 50

98 98 98

0

10

20

30

40

50

60

70

80

90

100

Teacher 1 Teacher 2 Teacher 3

Pe
rc

en
ta

ge
 S

co
re

 o
n 

Pr
e 

an
d 

Po
st

 T
es

t

Participants

Pre Test vs. Post Test 
Function Based Thinking Knowledge



 
 

 

45 
 

PART I 
 
Development of Behavior Plan 
 

The extent to which the training package in function-based thinking, that was provided to 

the participants, helped to enable them to develop and implement with fidelity, positive behavior 

support plans was examined next in the study.  Teachers were asked to complete the FBT process 

by first working through the three steps of FBT developed by Hershfeldt, Rosenberg & Bradshaw 

(2010), including 1). gathering information, 2). developing a plan, and 3). measuring the success 

of the plan.   Feedback was provided after the completion of each section in order to allow for 

corrective feedback and planning as needed.  Only one section was given at a time and called 

“homework” for each teacher.  The teachers then submitted their  “homework” back to me 

directly when I was in the building or through google forms, which I reviewed immediately and 

provided feedback first in the form of email, and then in-person a few days later for a short period 

of time ranging from 10-20 minutes. These brief feedback sessions often took place during times 

when the students were working independently or out of the classroom at a special.  Each 

participant’s process and feedback schedule are described below. 

Teacher 1 
 

Teacher 1 (T1) was a third-grade teacher who knew early on, in the professional 

development portion of the study, which student she would use in the first half of the study.  She 

selected an 8-year-old female student who she reported had a history of calling out to her, getting 

her attention, following her around, and saying her name repeatedly instead of doing her work or 

otherwise following directions.  Once agreeing that she was a “right fit” for the study, the teacher 

met with the parents of the student during a scheduled parent/teacher conference and gave the 

parents the informational letter and consent form to sign as acknowledgement of their child’s 
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participation in the study.  Participating teachers were also provided with a script to follow that 

outlined the goals and purpose of the research and gave merit to the value of their child’s 

participation in the research project (Appendix B).  T1 obtained consent, and the family reported 

to her that they were seeing similar behaviors at home.    

Gathering Information 
 
During step 1 of the FBT process, gathering information, the teacher was given the first section of 

the worksheets and asked to complete them.  T1 described the problem behavior as follows:  

Student talks to any adult in the room any time the adult isn’t already talking.  Tells 

stories, explains things in a long way – finds any connection she can to talk.  Also, talks 

with other students excessively. 

After classroom consultations, T1 was able to operationally define the behavior more concisely 

and clearly as follows: 

Student talks to the teacher during independent time. 

Finally, after gathering data on the antecedents and setting events related to her student’s 

behavior through the use of an ABC data sheet (Appendix E), T1 developed the following in her 

hypothesis statement (Figure 4.2): 

 
 
 
 
 
 
 
 
 
 
 
 
Figure 4.2 Hypothesis Statement of T1 
 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 -teacher tells students 
to begin working 
 
-teacher is near the 
student 
 
-transition is 
happening 

 
Students gets up to 

come talk to the 
teacher or shouts out 

to teacher  

 
Teacher answers or 

gives 
acknowledgement  

 
Teacher 
attention 
& Task 

avoidance 
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During the first step of the FBT process of gathering data, I also followed the process and 

collected background information, and completed an ABC data sheet through my own 

observations of S1.  Through further discussion and observation during our first feedback session, 

we both felt that avoidance may also play a role related to her inability to effectively plan and 

organize herself to complete tasks independently.  We collaboratively concluded that the student 

may be seeking attention from the teacher, but in addition could also be avoiding the task at hand 

because she may not have the organizational skills and self-discipline to get started on her own 

and found it easier to socialize and avoid tasks by talking to the teacher and peers.  The addition 

of the second function was added after our feedback session.  Although I did not have a formal 

method of comparing our data for analysis, our hypothesis statements matched closely enough 

that we were able to come to the same conclusions regarding the function of the behavior after 

our feedback session.  My hypothesis statement is described in Figure 4.3.  

 

 
Figure 4.3 Hypothesis Statement of BCBA 
 
Baseline Data 
 
 Once basic ABC data had been collected and hypothesis statements established, teachers 

were asked to collect baseline data for a minimum of four days to establish a steady pattern of 

behavior before intervention.  I guided each teacher in this process by creating a data collection 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 -free time/idle 
time/transitions 
 
-time when asked to 
complete work 
independently 
 
-teacher talking to 
someone else 

 
 

Excessively calling out 
to teacher (saying her 

name, asking a question, 
making a comment) 

 
 

Teacher or peer gives 
immediate attention 

 
Avoids organized task 

or getting started  

 
 

Attention 
& Avoidance 
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sheet for them based on the type of behavior they were tracking and provided a brief (few 

minutes) training to each teacher.  We also discussed using a note card or post it to collect the 

data to tally later on a formal data sheet, so that the data collection was easier to record and less 

distracting to the teachers or students.  Tuesday, 12/10/19, the teacher collected data but the 

student was only in the class for a brief period of time before leaving for services. This day’s data 

was omitted so that it wouldn’t appear that she had a lower frequency of behavior that day, when 

in actuality she wasn’t in the classroom for the majority of the day. The teacher chose to collect 

data before Christmas break and again after Christmas break to establish a pattern of steady data 

as calculated by the stability envelope where 80% of values were within +25% of the median 

value during baseline (Lane & Gast, 2014).  T1’s collection of S1’s baseline data is shown below 

in Figure 4.4 and Figure 4.5 below. 

 

  
Figure 4.4 Baseline data before intervention – T1,S1 

 

MONDAY 
12/9/19 

TUESDAY 
12/10/19 

WEDNESDAY 
12/11/19 

THURSDAY 
12/12/19 

FRIDAY 
12/13/19 

✓✓✓✓✓✓✓✓✓✓ 

✓ 
 

✓✓✓✓ 
✓✓✓✓✓✓✓✓✓✓ 

✓✓✓✓✓✓✓ 

✓✓✓✓✓✓✓✓✓✓ 

✓✓✓✓✓ 
Absent 

MONDAY 
  

TUESDAY 
  

WEDNESDAY 
1/8/20 

THURSDAY 
1/9/20 

FRIDAY 
1/10/20 

  
✓✓✓✓✓✓✓✓✓✓ 

✓✓✓✓ absent 
✓✓✓✓✓✓✓✓✓✓ 

✓✓ 

MONDAY 
1/13/20 

    

✓✓✓✓✓✓✓✓✓✓ 

✓✓✓✓✓✓✓✓✓ 
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Figure 4.5 Line graph of baseline data before intervention – T1,S1 
 
 
Developing the Plan 
 
During step 2 of the FBT process, developing a plan, T1 further refined the problem behavior in 

more detail as follows using the information collected from her observations and hypothesis 

statement:  

 During class, when the student is given a directive to work on independent work or 

transition to an activity, the student will call out to the teacher, follow her around, and say her 

name to gain her attention instead of doing her work.  This behavior leads to the student avoiding 

or escaping demands as well.   

Next, using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher was asked to consider several questions to help guide her thought process in 

the development of an intervention plan for the student.  Questions covered topics related to 

prevention (setting events and antecedents), teaching (replacement and desired behaviors), and 

consequence strategies (reinforcement and correction).  All of these questions were answered and 
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reviewed during an additional feedback session to decide how to proceed before writing the 

behavior plan itself.  Figure 4.6 below shows the completed worksheet from T1.  

 

Figure 4.6 Worksheet #1 completed by T1: Developing the Plan  
 

At this point the teacher was asked to put all of her findings into a competing behavior 

pathway (Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below 

in Figure 4.7. 

 

 

Definition of Problem Behavior:  During class when the student is given a directive to work 
on independent work or transition to an activity, the student will call out to the teacher, get her 
attention, follow her around, and say her name to gain her attention instead of doing her work.  
This behavior leads to the student avoiding or escaping tasks. 
  

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way that 
is acceptable in the setting? 
 

The teacher could check in with the student prior to independent work time or the 
student could raise their hand. 
 
If the student is trying to avoid a task or interaction, how can the student avoid the task (at 
least temporarily) that is in the setting? 
 
Student could have a task card that splits independent work up into parts.  When student is 
done the first part, they may raise a hand to ask the teacher for the next direction. 
  
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 
The student should complete work in their space, independently, without talking to the 
teacher.  
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 
The student can raise their hand when needing the teacher instead of shouting out or 
following the teacher.  
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 
Unified arts teachers, substitute teachers, special education teachers  
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 
Student will earn Hawk Wings and receive praise when demonstrating the new behavior. 
  
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
 
Student arrives late often, which may throw off his/her success.  Teacher will pre-teach 
what to do in this situation (tell student what is expected upon arrival and when it is okay 
for him/her to greet and speak with the teacher). 
 
Substitute teachers will need to be aware of the student’s new behavior and how to reinforce 
it.  
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Figure 4.7 Competing Behavior Pathway – T1  
 
 After submitting the competing behavior pathway and brainstorming some ideas for 

intervention using google doc forms, additional feedback was provided encouraging T1 to start 

the behavior plan because she was on the right track and ready to get things organized in a 

systematic way.  The teacher was provided with a positive behavior support plan template 

(Loman et al., 2013) (Appendix K) and was able to analyze the data that she had gathered about 

the behavior and its functions to successfully match interventions that focused on teaching 

replacement behaviors and desired behaviors for meaningful outcomes for her student.  The final 

behavior plan can be seen below in Figure 4.8. 
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Figure 4.8 Positive Behavior Support Plan - T1, S1 
 

After receiving her behavior plan and reviewing the interventions selected, I used two 

checklists that I adapted based on the Intensive Individualized Interventions Critical Features 

Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the quality of the 

behavior plan and interventions selected (Appendix L).  T1 met all of the requirements based on 

the checklists that measured whether or not she included all relevant parts of the behavior plan 

scoring an 8/8 and a 12/12 respectively.   

Measuring the Success of the Plan 
 
 The final step of the function based thinking process focused on measuring the success of 

the plan (Hershfeldt, Rosenberg & Bradshaw, 2010).  During this step, I broke the components 

used into two parts: collecting data on student behavior and using that data to evaluate the plan. 

Using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010), the 

POSITIVE BEHAVIOR SUPPORT PLAN 
 

NAME:   T1     GRADE:  3    DATE:  January 2020 
Target behavior (s): 1. Student will decrease the frequency of calling out or talking to the teacher during work time. 
     

PREVENTING 
(How will teachers change the 

antecedents (i.e. who, what, when, where, 
and setting events) associated with the 

problem?) 

TEACHING 
(What other behaviors or skills will 

teachers teach the student that will meet 
his/her purpose in a more appropriate 

way?) 

RESPONDING/CRISIS 
MANAGEMENT 

(How will teachers respond to the problem 
behavior in a way that does not “feed into” 
the student’s purpose?  If necessary, how 

will teachers handle a crisis?) 
 
  

•  Teacher will have 1-on-1 time 
with the student in the mornings, 
so he/she can discuss anything on 
his/her mind. 

 
• Teacher will give student a task 

card with written steps on what to 
complete before raising a hand to 
talk to the teacher. 

 
•  Teacher will check-in with 

student before work time to ask if 
there are any questions/comments 

 
Replacement Behavior 

•  Teacher will tell student to raise 
a hand and wait to be called on 
before speaking. 

 
• Student will utilize a numbered 

task card to complete work. 
 

•  Teacher will  discuss with 
student that teacher would love 
to talk with him/her, but during 
work time the teacher’s job is to 
help all students. 
 

Desired Behavior 
• The student should complete 

work in his/her space, 
independently, without talking to 
the teacher.  

 
Reinforcement:  

•  Teacher will give praise when 
student is on-task and working 
during independent time. 

 
•  Teacher will check in at the end of 

the day to discuss how the student is 
doing (praise or what to do better at 
the next day - keep it positive). 

 
Consequences: 

• Teacher will ignore calling out and 
give a signal for student to return to 
work. 

 
• Teacher gives a signal to return to 

work if the student tries to get her 
attention. 

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to herself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   
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teacher was asked to consider several questions to help guide her thought process in the 

development of an appropriate way to measure the success of the plan throughout the intervention 

process.  Leading questions asked the teacher to think about how they would know if the new 

replacement behavior was happening more often and how they would know if the problematic 

behavior was happening less frequently.  I went further to prompt T1 to write a clear sentence 

that described their data collection method in terms of tracking the old behavior and a sentence to 

explain how they know if their student was exhibiting the new behavior.  This section went 

further by adding in the terms of reinforcement following the use of the replacement behaviors.   

For the second part of measuring the success of the plan, we worked together to turn these 

statements into the goal statements for the behavior plan.  The teacher was asked to write both a 

short term goal (focused on the use of the replacement behavior) and a long term goal (focused on 

the use of the desired behavior) (Loman et al., 2013).  We referenced the training package 

delivered at the beginning of the study and the importance of selecting a meaningful replacement 

behavior that serves as a means to a short term goal, while simultaneously teaching new skills 

that eventually move us closer to our desired behaviors for the student.  After her goals were 

reviewed and approved we moved into fidelity and outcome measures.  These were similarly 

written for the participants ahead of time to fit the paraments of the study.  Below in Figure 4.9, 

T1’s measurable goals and fidelity and outcomes measures are shown.   
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Figure 4.9 Measurable goals, fidelity and outcomes measures developed by T1 

Teacher 2 
 

Teacher 2 (T2) was a first grade teacher who also knew early on, in the professional 

development portion of the study, who she would use in the first half of the study.  She selected a 

7 year old male student who she reported had been showing tantrum like behavior (crying, 

protesting, yelling out) during large group instruction at the rug when he was told no or when it 

wasn’t his turn, or when he was redirected from talking out.  Once agreeing that he was a “right 

fit” for the study, the teacher met with the parents of the student during a scheduled 

parent/teacher conference and gave the parents the informational letter and consent form to sign 

as acknowledgement of their child’s participation in the study.  As with the other participants, T2 

was provided with a script to follow that outlined the goals and purpose of the research and gave 

merit to the value of their child’s participation in the research project (Appendix B).  T2 obtained 

consent from the family without hesitation.   

 

 

Evaluating the Plan 

 

 

 

 

 

Short Term Goal (replacement behavior goal): 
         In the classroom, the student will raise his/hand when needing the teacher’s attention and use a task card   
         to work independently as measured by data collected in the classroom with a decrease in baseline data of  
         the targeted behavior 50% in 4/5 days a week.  
 
Long Term Goal (desired behavior goal): 
          The student will complete work independently during worktime without calling out to the teacher as  
          measured by data collected in the classroom with a decrease in baseline data of the targeted behavior by  
          80% in 4/5 days a week.   

Data to be 
Collected 

Procedures for Data Collection Timeline 

 

Is Plan Being 
Implemented? 

          
Is the Plan Making a 

Difference? 
 

              

 

fidelity checklist to be completed by teacher and BCBA 
 
  

 data collection from teacher in classroom on decrease of 
problem behavior as well as increase in replacement or 

desired behavior as evidenced through daily check in 

 

Weeks 1, 2, 3 & 6 
 
 

Data collected for 3 weeks 
and then reviewed with 

research team  
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Gathering Information 
 
During step 1 of the FBT process, gathering information, the teacher was given the first section of 

the worksheets and asked to complete them.  T2 described the problem behavior as follows:  

My student consistently interrupts lessons throughout the day because he wants to share 

something with the class.  My student also throws tantrums when he doesn’t get his own 

way or if something isn’t fair.   

After describing the behavior and our classroom consultations, T2 was able to be more specific 

and operationally define the behavior as follows: 

Student interrupts during lessons and whole group instruction.   

Finally, after gathering data on the antecedents and setting events related to her student’s 

behavior through the use of an ABC data sheet (Appendix E), she concluded the following in her 

hypothesis statement (Figure 4.10): 

 

Figure 4.10 Hypothesis statement of T2. 
 

Following the same process, I took with T1, I also followed the process and collected 

background information and completed an ABC data sheet through my own observations for S2.  

Through further discussion and observation during our first feedback session, we both felt that 

attention was a clear function of the behavior.  We collaboratively concluded that the student may 

be seeking attention from the teacher, but in addition could also be trying to escape the negative 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 -doesn’t get called on 
 
-a peer/teacher confronts 
him about his behavior 
  

 
Interrupting followed by 

screaming and crying  

 
Warnings/loss of lesson 

time  

 
Attention?? 
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attention he was receiving from his peers for his behaviors as demonstrated through tantrum 

behavior and pushing away from the group.  The addition of the second function was added after 

our feedback session.  We also felt that he may be trying to avoid the activity at times as he 

sometimes was allowed to leave the group due to the behavior or would take a bathroom break 

that lasted a very long time.  Although I did not have a formal method of comparing our data for 

analysis, our hypothesis statements matched closely enough that we were able to come to the 

same conclusions regarding the function of the behavior after our feedback session.  My 

hypothesis statement is described in Figure 4.11. 

 

 
Figure 4.11 Hypothesis statement of BCBA for S2.  
 

Baseline Data 
 
 Once basic ABC data had been collected and hypothesis statements established, teachers 

were asked to collect baseline data for a minimum of four days to establish a steady pattern of 

behavior before intervention.  I guided each teacher in this process by creating a data collection 

sheet for them based on the type of behavior they were tracking and provided a brief (few minute) 

training to each teacher.  We also discussed using a note card or post it to collect the data to tally 

later on a formal data sheet, so that the data collection was easier to record and less distracting to 

the teachers or students.  T2’s baseline data did not meet stability criteria as calculated by the 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 -whole group 
 
-not being called on 
 
-other peers talking or 
getting attention from 
teacher 

Interrupting lesson and 
arguing, crying, being 
disruptive when not 
given desired outcome 
or attention 

 
Teacher or peer gives 
immediate attention 

 
Avoids lesson  

 
Attention, 

Escape from 
unwanted 
attention 

& Avoidance 
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stability envelope where 80% of values were within +25% of the median value during baseline 

(Lane & Gast, 2014).  However, her student’s undesired behaviors were increasing towards the 

end of the baseline period rather than remaining stable, and all of her data points were so low in 

frequency that the stability calculator did not seem to give us an accurate dial to determine 

whether or not to move forward.  Together we decided that it was best to implement an 

intervention that could make immediate improvements in the student’s behaviors without waiting 

for stability calculations that were based in decimal movements.  T2’s baseline data is shown 

below in Figure 4.12 and Figure 4.13 below. 

 
 MONDAY  

12/16/19  
TUESDAY 
12/17/19 

WEDNESDAY 
12/18/19 

THURSDAY 
12/19/19 

FRIDAY    
12/20/10 

9:15-
9:45am 

 

Student protested 
once during this 
time.  

Student protested 
once during this 
time. 

Student did not protest 
during this time.  

Student protested 
once during this 
time.   

Student protested 
twice during this 
time.   

 
Figure 4.12 Baseline data before intervention – T2, S2 
 
 

 

Figure 4.13 Line graph of baseline data before intervention – T2,S2 
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Developing the Plan 
 

Following the same steps as T1, T2 defined the problem behavior in more detail using the 

information collected from her observations and hypothesis statement:  

 During morning rug time, the student will protest verbally by yelling or crying, or 

physically by showing tantrum behavior when he doesn’t get a turn, is redirected or told no, or is 

told that he cannot do something that he wants to do.   

Next, using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher completed the next worksheet in the process.  All of the questions were 

answered and reviewed during an additional feedback session to decide how to proceed before  

writing the behavior plan itself.  Figure 4.14 below shows the completed worksheet from T2.  

 

Figure 4.14 Worksheet #1 completed by T2: Developing the Plan  
 

Definition of Problem Behavior:   
 
During morning rug time the student will protest verbally by yelling or crying, or physically 
by showing tantrum behavior when he doesn’t get a turn, is redirected or told no, or is told that 
he cannot do something that he wants to do.   
 
This behavior leads to the student gaining attention from the teacher and peers, and escaping 
or avoiding group and negative attention.    

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way that 
is acceptable in the setting? 

 
The student could have a special time to share every morning.  The student could also 
have opportunities to talk with peers during turn and talk and small group 
discussions.   
If the student is trying to avoid a task or interaction, how can the student avoid the task (at 
least temporarily) that is in the setting? 
 
The student could take a break to self regulate without disturbing the class.   
  
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 
I would like the student to be able to stop protesting during our morning meeting and 
calendar instruction.  I would like to see the student be able to (quietly) find an activity to 
help him calm down and get into the green learning zone.    
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 
I would settle for the student to begin melting down and then with a small reminder he 
would be able to go find some calming activities and use them independently.    
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 
His peers could be supportive.  Ms. Smith (ASL teacher) may be in the room as well and can 
reinforce the new expectations.    
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 
This student loves prizes and computer time.  He also has a sticker chart.  I could reward 
him with whatever he would like to work for first.    
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
 
Substitute teacher who may have no background knowledge behind this student. Some peers 
may be angry that he gets a calming basket.     
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At this point the teacher was asked to put all of her findings into a competing behavior 

pathway (Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below 

in Figure 4.15. 

 

Figure 4.15 Competing Behavior Pathway – T2  
 

After submitting the competing behavior pathway and brainstorming some ideas for 

intervention using google doc forms, additional feedback was provided encouraging T2 to start 

the behavior plan because she was on the right track and ready to get things organized in a 

systematic way.  The teacher was provided with a positive behavior support plan template 

(Loman et al., 2013) (Appendix K) and was able to analyze the data that she had gathered about 

the behavior and its functions to successfully match interventions that focused on teaching 
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replacement behaviors and desired behaviors for meaningful outcomes for her student.  The final 

behavior plan can be seen below in Figure 4.16. 

  

Figure 4.16 Positive Behavior Support Plan – T2, S2 
 

           After receiving her behavior plan and reviewing the interventions selected, I again used the 

two checklists that I adapted based on the Intensive Individualized Interventions Critical Features 

Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the quality of the 

behavior plan and interventions selected (Appendix L).  T2 met all of the requirements based on 

the checklists that measured whether or not she included all relevant parts of the behavior plan 

scoring an 8/8 and a 12/12 respectively.   

 

POSITIVE BEHAVIOR SUPPORT PLAN 
NAME: T2       GRADE:  1      DATE: 12/11/19 

Target behavior (s):         1. Student will be able to be redirected without protest. 
                    2. Student will be able to take an appropriate break in the classroom when upset.   
         3.  Student will be able to hear, “no,” and self-regulate himself.    

PREVENTING 
(How will teachers change the 

antecedents (i.e. who, what, when, 
where, and setting events) associated 

with the problem?) 

TEACHING 
(What other behaviors or skills will teachers teach 
the student that will meet his/her purpose in a more 

appropriate way?) 

RESPONDING/CRISIS MANAGEMENT 
(How will teachers respond to the problem 

behavior in a way that does not “feed into” the 
student’s purpose?  If necessary, how will 

teachers handle a crisis?) 

 
•  Teacher will set aside a 

special job for student before 
group time begins.  

 
•  Teacher will give student a 

chance to share out during 
Number Corner. 
 

•  Teacher will create a calming 
basket for student to go to 
when needed without causing 
a disruption to the classroom. 
 

• Teacher will model 
appropriate ways to use the 
calming basket.   

 
• Teacher will remind the 

student before group time 
what he can do if he feels 
upset and what the 
expectations for group time 
are. 

 
Replacement Behavior 

• The student will use materials from the 
calming basket when he feels upset. 

 
• Teacher will model appropriate behavior for 

student. 
 
Desired Behavior 

• The student will be able to be redirected, 
spoken to, or told no without throwing a fit 
or protesting.  The student will be able to do 
this through role playing, discussions, and 
directed instruction by the teacher.   

• The student will sit quietly and participate 
appropriately during Number Corner in the 
morning.   

• The teacher will model how to use the 
calming basket to the student and the 
student will be able to use it independently 
without any problems the rest of the school 
year.   

 
Reinforcement:  

•  Student will receive verbal praise from the 
teacher for using his calming basket.   

 
•  Student will earn daily computer time or 

another reward of his choice when he 
doesn’t protest the teacher.   

 
Consequences: 

• If the student protest verbally by yelling or 
crying, or physically by showing tantrum 
behavior when he doesn’t get a turn, is 
redirected or told no, or is told that he 
cannot do something that he wants to do, 
the teacher will redirect him to the calming 
basket and prompt him to select the 
approprite materials.   

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   
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Measuring the Success of the Plan 
 
 For the final step of the function base thinking process focused on measuring the success 

of the plan (Hershfeldt, Rosenberg & Bradshaw, 2010), I again, broke the steps used into two 

parts: collecting data on student behavior and using that data to evaluate the plan. Using the 

prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010), the teacher was 

asked to consider several questions to help guide her thought process in the development of an 

appropriate way to measure the success of the plan throughout the intervention process.  Leading 

questions asked the teacher to think about how they would know if the new replacement behavior 

was happening more often, and how they would know if the old problematic behavior was 

happening less.  I went on further to prompt them to write a clear sentence that described their 

data collection method in terms of tracking the old behavior and a sentence to explain how they 

know if their student was exhibiting the new behavior.  This section went on further to add in the 

terms of reinforcement for the use of the replacement behaviors.   

For the second part of measuring the success of the plan, we worked together to turn these 

statements into the goal statements for the behavior plan (Loman et al., 2013).  The teacher was 

asked to write both a short term goal (focused on the use of the replacement behavior) and a long 

term goal (focused on the use of the desired behavior).  We referenced the training package 

delivered at the beginning of the study and the importance of selecting a meaningful replacement 

behavior that serves as a means to a short term goal, while simultaneously teaching new skills 

that eventually move us closer to our desired behaviors for the student.  After her goals were 

reviewed and approved we moved into fidelity and outcome measures.  These were similarly 

written for the participants ahead of time to fit the paraments of the study.  Below in Figure 4.17, 

T2’s measurable goals and fidelity and outcomes measures are shown.   
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Figure 4.17 Measurable goals, fidelity and outcomes measures developed by T2 
 

Teacher 3 
 

Teacher 3 (T3) was a fourth grade teacher who struggled to select a student whom she 

would use in the first half of the study.  She reported that her classroom “didn’t have persistent 

problem behaviors” and she was having a difficult time thinking of a student behavior for the 

study.  Together we discussed that sometimes behaviors to target can be those that are related to a 

lack of skill and subsequently leading to academic deficits.  This changed the way that she had 

been approaching the study and project and she was able to select a student for targeted 

behavioral change.  T3 chose an 8 year old male student who she reported had been showing off 

task behavior during times when he was expected to be independently working in the classroom.  

Although these behaviors were not considered disruptive, they did in fact impact his ability to 

make gains academically.  Once agreeing that he was a “right fit” for the study, the teacher spoke 

 

   Evaluating the Plan 

Short Term Goal (replacement behavior goal):   
            The student will use the calming basket as a way to help with self regulation to decrease protest and  
            tantrums.  The student will not protest or interrupt 4 out of 5 days in the week.   
 
Long Term Goal (desired behavior goal):  
            The student will sit quietly during instruction time and be able to self regulate without a calming basket   
            on his own.  The student will not protest or throw a tantrum 5 out of 5 days in the week.    

 

Data to be 
Collected 

Procedures for Data Collection Timeline 

 

Is Plan Being 
Implemented? 

 

Is the Plan Making 
a Difference?  

 

 

fidelity checklist to be completed by teacher and BCBA 
 
 

data collection from teacher in classroom on decrease of problem 
behavior as well as increase in replacement or desired behavior as 

evidenced through earned reward time 

 

Weeks 1, 2, 3 & 6 
 
 

Data collected for 2 weeks and 
then reviewed with research 

team  

 



 
 

 

63 
 

with the parents of the student during a scheduled parent/teacher conference and gave the parents 

the informational letter and consent form to sign as acknowledgement of their child’s 

participation in the study.  As with the other participants, T3 was provided with a script to follow 

that outlined the goals and purpose of the research and gave merit to the value of their child’s 

participation in the research project (Appendix B).  T3 obtained consent from the family without 

hesitation.   

Gathering Information 
 
During step 1 of the FBT process, gathering information, the teacher was given the first section of 

the worksheets and asked to complete them.  T3 described the problem behavior as follows:  

My student has off task behaviors/work avoidance behaviors.     

After describing the behavior and our classroom consultations, T3 was able to be more specific 

and operationally define the behavior as follows: 

When given a task, the student finds ways to avoid his work.   

Finally, after gathering data on the antecedents and setting events related to her student’s 

behavior through the use of an ABC data sheet (Appendix E), she concluded the following in her 

hypothesis statement (Figure 4.18): 

 

 
 
 
 
 
 
 
Figure 4.18 Hypothesis statement of T3  

 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 
 

-when asked to 
transition from large 
group to individual 

work 

 
 

Stalling to get 
work done 

Teacher gives immediate 
attention by having to redirect 

 
Peers give attention by 

engaging with the student 
while he is off task 

  

 
 

Attention  
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Following the same process, I took with T1 and T2, I also followed the process and 

collected background information and completed an ABC data sheet through my own 

observations for S3.  Through further discussion and observation during our first feedback 

session, we both felt that attention was a clear function of the behavior.  We collaboratively 

concluded that the student may also be avoiding the tasks that he had been presented with during 

independent work, either because the independent work was too hard, not interesting, or perhaps 

the attention received from peers was more rewarding than the completion of the tasks.  Either  

way, the addition of the second function was added after our feedback session for further data 

collection and analysis.  Although I did not have a formal method of comparing our data for 

analysis, our hypothesis statements matched closely enough that we were able to come to the 

same conclusions regarding the function of the behavior after our feedback session.  My 

hypothesis statement is described in Figure 4.19. 

 

 

Figure 4.19 Hypothesis statement of BCBA 

Baseline Data 

 Once basic ABC data had been collected and hypothesis statements established, teachers 

were asked to collect baseline data for a minimum of four days to establish a steady pattern of 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

 
 

-asked to 
complete 

independent 
work after a 
group lesson 

 
-independent 

reading 
  

 
Off task behavior as 
seen by talking to 
peers, going up to 
the teacher’s desk to 
talk to her, touching 
materials but not 
actually engaging 
with them, looking 
around the room 

Teacher gives immediate 
attention by having to redirect 

 
Peers give attention by 

engaging with the student 
while he is off task 

 
Avoids the assigned task or 

delays the start of work  

 
 

Attention and 
Avoidance  
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behavior before intervention.  I guided each teacher in this process by creating a data collection 

sheet for them based on the type of behavior they were tracking and provided a brief (few minute) 

training to each teacher.  We also discussed using a note card or post it to collect the data to tally 

later on a formal data sheet, so that the data collection was easier to record and less distracting to 

the teachers or students.  For T3, her student’s behavior was tracked using a latency data sheet.  

We were interested in how long it took her student to engage in his assigned tasks once he was 

asked.  She tracked his on task and off task behavior at 1 minute intervals for the first 10 minutes 

after he was asked to complete independent work.  At the one minute mark, she recorded whether 

or not the student was on task (doing the work assigned) or off task (not doing the work 

assigned).  She then totaled his level of on task and off task behavior for the 10-minute latency 

interval.  T3 was very close to meeting baseline stability as calculated by the stability envelope 

where 80% of values were within +25% of the median value during baseline (Lane & Gast, 

2014).  She had the least number of baseline data points across the participants so her baseline 

stability was only for 75% of her values with only 4 data points to consider.  Together we felt that 

the likelihood of the intervention positively impacting the student’s behavior with immediate 

results outweighed the need to continue baseline for one more day upon further analysis.  T3’s 

baseline data is shown below in Figure 4.20 and Figure 4.21. 
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Figure 4.20 Baseline data before intervention – T3, S3 
 

 

Figure 4.21 Line graph of baseline data before intervention – T3, S3 

•Time on Task Observation Chart 

 

 

Minute        Day 1 (1/8)  Minute        Day 2 (1/9)  
 
 

On Task Off Task  On Task Off Task 

1 √  1  √ 
2  √ 2  √ 
3  √ 3  √ 
4 √  4  √ 
5 √  5 √  
6 √  6  √ 
7 √  7  √ 
8  √ 8  √ 
9  √ 9 √  
10  √ 10 √  
Totals 5 5 Totals 3 7 
Percent on  
Task 

50%  Percent on  
Task 

30%  

Percent off  
Task 

50%  Percent off  
Task 

70%  

Minute      Day 3 (1/10)  Minute      Day 4 (1/13)  
 
 

On Task Off Task  On Task Off Task 

1 √  1  √ 
2  √ 2  √ 
3  √ 3  √ 
4  √ 4 √  
5  √ 5 √  
6 √  6  √ 
7 √  7  √ 
8 √  8 √  
9  √ 9 √  
10  √ 10 √  
Totals 4 6 Totals 5 5 
Percent on  
Task 

                      
40% 
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Developing the Plan 
 

Following the same steps as T1and T2, T3 defined the problem behavior in more detail 

using the information collected from her observations and hypothesis statement:  

 During independent work time, the student is unable to complete the familiar tasks and 

assignments, without frequent reminders and directives.   

Next, using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher completed the next worksheet in the process.  All of the questions were 

answered and reviewed during an additional feedback session to decide how to proceed before 

writing the behavior plan itself.  Figure 4.22 below shows the completed worksheet from T3.  

 

Figure 4.22 Worksheet #1 completed by T3: Developing the Plan  
 

Definition of Problem Behavior:  During independent work time, the student is unable to 
complete the familiar tasks and assignments, without frequent teacher reminders and 
directives.   
 
This behavior leads to the student avoiding the task until redirected as well as obtaining 
attention from the teacher and peers. 
  

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way that 
is acceptable in the setting? 

               I will use student-teacher check-in before transitions to independent work. 
 
If the student is trying to avoid a task or interaction, how can the student avoid the task (at 
least temporarily) that is in the setting? 
             ? Student can “schedule” drink break/bathroom break. 
  
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
             Student will monitor their own progress during individual work time. 
  
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
        Student engagement during reading workshop- up to 75% of the time (with a break for    
       drink/bathroom) 
  
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
         I could allow for a mid-workshop share of progress on his checklist with his best   
         friend.  They could support each other on goals.  I’m not sure about this idea, but I   
        don’t have any other ideas. 
  
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
         At the end of reading workshop, I can look over checklist/schedule with student to give   
         positive reinforcement and talk about successes. 
         I will keep his schedule/checklist as a record of progress/success. 
  
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
       Having a substitute will be hard for him, and I will need to include notes to sub. to   
      highlight the strategy used with him.   
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At this point the teacher was asked to put all of her findings into a competing behavior 

pathway (Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below 

in Figure 4.23. 

 

Figure 4.23 Competing Behavior Pathway – T3 
 

After submitting the competing behavior pathway and brainstorming some ideas for 

intervention using google doc forms, additional feedback was provided encouraging T3 to start 

the behavior plan because she was on the right track and ready to get things organized in a 

systematic way.  The teacher was provided with a positive behavior support plan template 

(Loman et al., 2013) (Appendix K) and was able to analyze the data that she had gathered about 

the behavior and its functions to successfully match interventions that focused on teaching 

replacement behaviors and desired behaviors for meaningful outcomes for her student.  The final 

behavior plan can be seen below in Figure 4.24. 

 

 

 

 

 

Use a step by step checklist to 
complete work and bring it to 

teacher for approval 

 
 
 
 
 

     
 
 
 
 
 
 
 
 
  
          Desired Behavior   Maintaining   
               Consequences                           Function 
             
                   
    
 
 
    
       Setting Event(s)                                  Antecedent Trigger(s)   Problem Behavior   Maintaining 
               Consequences 
 
 
 
                  

Alternative Replacement     
                   Behavior   
 
 
 
 
 
 
 
 
 
 
 
 
 
 

Student should complete work 
in his space independently 

Student shows off task behavior 
such as fidgeting, getting up to 
get pencils, books, backpack, 
looking around the room, etc. 

Teacher gives attention 
through redirection and 

student avoids/postpones 
getting to the assigned 

work 

-History of needing 
help to focus and 

attend with services 
received in 2nd grade 

 
 

Transitioning to independent 
work 

Completion of work and 
positive praise with more time 

to work on skills. 

Attention 
and 

avoidance 
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Figure 4.24 Positive Behavior Plan – T3, S3  
 

After receiving her behavior plan and reviewing the interventions selected, I again used 

the two checklists that I adapted based on the Intensive Individualized Interventions Critical 

Features Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the quality 

of the behavior plan and interventions selected (Appendix L).  T3 met almost all of the 

requirements based on the checklists that measured whether or not she included all relevant parts 

of the behavior plan scoring an 8/8 and a 11/12 respectively.   

Measuring the Success of the Plan 
 
 For the final step of the function base thinking process focused on measuring the success 

of the plan (Hershfeldt, Rosenberg & Bradshaw, 2010), I again, broke the steps used into two 

parts: collecting data on student behavior and using that data to evaluate the plan. Using the 

POSITIVE BEHAVIOR SUPPORT PLAN 
 

NAME:  T3                                         GRADE: 3      DATE: January 2020 
 
Target behavior (s):   1. Student will use a checklist to complete tasks. (teacher assistance) 
          2.  Student will independently use checklist to complete tasks. 
     

PREVENTING 
(How will teachers change the 

antecedents (i.e. who, what, when, 
where, and setting events) associated 

with the problem?) 

TEACHING 
(What other behaviors or skills will teachers teach the 

student that will meet his/her purpose in a more 
appropriate way?) 

RESPONDING/CRISIS 
MANAGEMENT 

(How will teachers respond to the problem behavior 
in a way that does not “feed into” the student’s 

purpose?  If necessary, how will teachers handle a 
crisis?) 

 
  

• teacher will review 
schedule/checklist  

 
 

• teacher gives break halfway 
through schedule/checklist   

 
Replacement Behavior 
 

• student uses schedule/checklist to complete tasks 
assigned by teacher  

 
• Teacher will help student as needed to complete 

the schedule/checklist through the use of pre-
teaching, answering questions, prompting, 
modeling, and direct instruction. 

 
Desired Behavior 
 

•  Once the student gets comfortable completing the 
task list with teacher assistance, the teacher will 
teach goal-setting at beginning of transition to 
independent work (student may still use 
schedule/checklist, but will be able to use without 
assistance from teacher) 
  

 
Reinforcement:  
 

• end of workshop check in (positive 
feedback/words of affirmation)  

 
•  will consider other reinforces as needed 

(tangibles? ie. stickers) 
 

Consequences: 
 

• reteaching of expectations (how to use 
schedule/ /checklist) 

 
• redirect him back to the schedule/checklist 

as needed or when he gets off task 

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   
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prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010), the teacher was 

asked to consider several questions to help guide her thought process in the development of an 

appropriate way to measure the success of the plan throughout the intervention process.  Leading 

questions asked the teacher to think about how they would know if the new replacement behavior 

was happening more often, and how they would know if the old problematic behavior was 

happening less.  I went on further to prompt them to write a clear sentence that described their 

data collection method in terms of tracking the old behavior and a sentence to explain how they 

know if their student was exhibiting the new behavior.  This section went on further to add in the 

terms of reinforcement for the use of the replacement behaviors.   

For the second part of measuring the success of the plan, we worked together to turn these 

statements into the goal statements for the behavior plan (Loman et al., 2013).  The teacher was 

asked to write both a short term goal (focused on the use of the replacement behavior) and a long 

term goal (focused on the use of the desired behavior).  We referenced the training package 

delivered at the beginning of the study and the importance of selecting a meaningful replacement 

behavior that serves as a means to a short term goal, while simultaneously teaching new skills 

that eventually move us closer to our desired behaviors for the student.  After her goals were 

reviewed and approved we moved into fidelity and outcome measures.  These were similarly 

written for the participants ahead of time to fit the paraments of the study.  Below in Figure 4.25, 

T3’s measurable goals and fidelity and outcomes measures are shown.   
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Figure 4.25 Measurable goals, fidelity and outcomes measures developed by T3 
 
Implementation of Interventions  
 
 After the positive behavior plans were written and reviewed, staff were eager to get 

started on the intervention phase of the study.  Each teacher collected the materials they would 

need, printed off their data collection sheets, and prepared for the staggered start to their 

interventions.  Feedback and encouragement were provided as teachers prepared to start.  Fidelity 

checklists were created by myself and reviewed by the second BCBA in the study.  I also created 

another version of their behavior plans that was easy to reference which will be described in the 

following sections along with their individual implementation processes and the fidelity measures 

taken for each teacher.  Outcomes of each intervention as well as the results to their fidelity 

checklists will also be illustrated.   

Teacher 1 
 
 T1 began her intervention on 1/15/2020 and collected data for a total of three school 

weeks.  If the student was absent or it was a snowday and school was cancelled or dismissed, she 

Evaluating the Plan 

Short Term Goal (replacement behavior goal): 
 
Student will be able to transition between direct instruction and independent work using a schedule/checklist created by the teacher, as 
measured by data collected in the classroom with 80% success rate in the first ten minutes of transition time for ⅘ days per week.   
 
Long Term Goal (desired behavior goal):  
 
Student will be able to transition between direct instruction and independent work using a schedule/checklist created by the student as 
measured by data collected in the classroom with 80% success rate in the first ten minutes of transition time for ⅘ days per week.   

 
 

Data to be Collected 

 

Procedures for Data Collection 

 

Timeline 

 
Is Plan Being 

Implemented? 

Is the Plan Making a 
Difference? 

 

fidelity checklist to be completed by teacher and BCBA 

data collection from teacher in classroom on decrease of problem behavior as well as increase 
in replacement or desired behavior as evidenced through earned reward time 

Weeks 1, 2, 3 & 6 

Data collected for 2 weeks and then 
reviewed with research team 
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skipped that day in her reporting and started again the following day.  T1 chose to use a note card 

to collect frequency data on her student’s “calling out” behavior so that it would be more discrete 

as she moved about teaching the other students.  After school she would record the number of 

times that the student called out on a google doc that she shared with myself for access at any 

time during the process.  Below, in Figure 4.26, the intervention data collected over the three 

school weeks is demonstrated in the form of a frequency data sheet.   

 

Figure 4.26 Intervention data for T1, S1 
  

T1 chose to have one-on-one time with her student in the beginning of the day to talk to 

her and give her the attention that she was seeking in a prescribed, scheduled and appropriate 

manner through a mutual interaction and conversation.  When it was time to work independently, 

the teacher wrote simple and brief instructions in a step-by-step format on an index card and 

handed it to the student so that she could follow the steps independently.  The teacher also 

MONDAY TUESDAY  WEDNESDAY  1/15/20 THURSDAY  1/16/20 FRIDAY   1/17/20 

  

First day of intervention 
 
tardy (9:34) 
-checked in 
-used task cards for each subject 
-checked in p.m. 
✓✓✓✓✓✓✓ 

Snow Day 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 4 times at appropriate 
times 
-checked in p.m. 
✓✓✓✓ 

MONDAY TUESDAY 1/21/20 WEDNESDAY 1/22/20 THURSDAY 1/23/20 FRIDAY  1/24/20 

No School 

-checked in a.m. 
-used task cards for each subject 
-raised her hand at appropriate times 
-checked in p.m. 

✓✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand at appropriate times 
-checked in p.m. 

✓✓✓✓✓ 

-student was tardy (10:15), so did not check 
in a.m. 
-used task cards for each subject 
-raised her hand at appropriate times 
-checked in p.m. 

✓✓✓ 

 

absent 
 
  

MONDAY  1/27/20 TUESDAY 1/28/20 WEDNESDAY 1/29/20 THURSDAY  1/30/20 FRIDAY 1/31/20 

-checked in a.m. 
-used task cards for each subject 
-raised her hand many times today (we 
discussed this at end of the day) 
-checked in p.m 

✓✓ 
 

-checked in a.m. 
-used task cards for each subject 
-raised her hand  
-checked in p.m. 

✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand  
-teacher left at 10:45 
-student dismissed early, so did not check in 
✓✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand many times today (we 
discussed this at end of the day) 
-checked in p.m. 

✓✓✓✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
-checked in p.m. 

✓✓ 

MONDAY 2/3/20 TUESDAY 2/4/20 WEDNESDAY  2/5/20 THURSDAY  2/6/20 FRIDAY 

absent until 12:45 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
-no check in p.m. 
 
✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
-check in p.m. 
*best day yet! 
 
✓✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
-check in p.m. 
*another good day 
 
✓✓✓ 

Snow Day 
  

MONDAY  2/10/20 TUESDAY  2/11/20 WEDNESDAY  2/12/20 THURSDAY  3/12/20   

absent until 12:30  

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
-checked in (great day) 
✓ 

 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
✓ 

-checked in a.m. 
-used task cards for each subject 
-raised her hand 
✓ 

 

6 week  
maintenance check 
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checked in with her student before she sent her off to work on her own to make sure she 

understood what the expectations were.  In addition, she taught the replacement behavior of 

raising her hand to get the teacher’s attention in an effort to provide and immediate decrease in 

calling out.  By providing praise for the use of the replacement behavior, as well as for 

completing her work independently while following her checklist, the teacher was able to see a 

sharp decrease in the student’s undesired behavior from her baseline data.  Below in Figure 4.27, 

the baseline data and the intervention data are compared.   

 

Figure 4.27 Comparison of baseline and intervention data – T1, S1  
 

Teacher 2 
 
 T2 began her intervention on 1/15/2020 and collected data for a total of three school 

weeks.  If the student was absent or it was a snowday and school was cancelled or dismissed, she 

skipped that day in her reporting and started again the following day.  T2 chose to use a note card 

to collect frequency data on her student’s “protesting tantrum” behavior so that it would be more 

discrete as she continued to lead her large group.  After school she would record the number of 
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times that the student protested on a google doc that she shared with myself for access at any time 

during the process.  Below, in Figure 4.28, the intervention data collected is demonstrated in the 

form of a frequency data sheet.   

 

Figure 4.28 Intervention data for T2, S2 
 

T2 chose to set aside a special job in the morning before group that she could give to S2 

while providing him positive attention.  Once whole group started on the rug, T2 made sure to 

give S2 a chance to share by intentionally calling on him early on.  As part of her intervention, 

she used preteaching opportunities to help the student learn an alternative behavior to his tantrum 

behavior in the form of a calming basket.  She explained to the student that when he felt upset he 

could get up from group and use the calming basket at his desk which included a variety of items 

including things like small fidgets, markers and paper, and stress balls.  Each day she reminded 

him of the expectations for group time and revisited the basket so that he knew it was available. If 

the student did not exhibit the protesting tantrum behavior during group then he earned computer 

time that we enjoyed.  If he used the calming basket then he received praise and attention from 

 
 MONDAY (1/20/20) TUESDAY (1/21/20) WEDNESDAY (1/22/20) THURSDAY (1/23/20) FRIDAY  (1/24/20) 

9:15-
9:45am 

 
Holiday 

Student did not throw a fit or 
protest. 

*earned computer 

Student threw 1 fit and did not 
earn computer. 

Student did not throw a fit or 
protest.  *earned computer 

Student did not throw a fit or 
protest.  *earned computer 

 
 MONDAY  (1/27/20) TUESDAY  (1/28/20) WEDNESDAY (1/29/20) THURSDAY (1/30/20) FRIDAY  (1/31/20) 

9:15-
9:45am 

 

Student did not throw a fit 
or protest. 

*earned computer 

Student did not throw a fit or 
protest.  *earned computer 

Teacher Meeting 
(did not collect) 

Student threw 1 fit and did not earn 
computer. 

Student threw three fits  and did 
not earn computer. 

 
 MONDAY  (2/3/20) TUESDAY  (2/4/20) WEDNESDAY (2/5/20) THURSDAY  (2/6/20) FRIDAY  (2/7/20) 

9:15-
9:45am 

 

Student did not throw a fit 
or  

protest.  *earned computer 

Student did not throw a fit or 
protest.  *earned computer Student was absent. Student threw a fit.  Did not earn 

computer. Absent (sick) 

 
 MONDAY (2/10/20) TUESDAY (2/11/20) WEDNESDAY  (2/12/20) THURSDAY  (2/13/20) FRIDAY  (2/14/20) 

9:15-
9:45am 

 
Absent (sick) Absent  

(sick) 
Student did not throw a fit or 

protest.  *earned triangle magnets 
Student did not throw a fit or 

protest.  *earned triangle magnets 

Student did not throw a fit or 
protest.  *earned triangle 

magnets 

 
**Vacation Week 2/17-2/21/2020 

 
 MONDAY (2/24/20) TUESDAY  (2/25/20)  THURSDAY  (3/10/20)  

9:15-
9:45am 

 

Absent 
(still on vacation) 

Absent  
(arrived late to school, after 

intervention time) 
 Student did not throw a fit or protest 

 

 

 MONDAY  TUESDAY  WEDNESDAY  (1/15/20) THURSDAY  (1/16/20) FRIDAY (1/17/20) 
9:15-

9:45am 

 

  Student did not throw a fit or 
protest.  *earned computer Snow Day Student threw 2 fits and 

protested.  *no computer 

6 Week 
Maintenance Check 
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the teacher.  If he needed prompting, the teacher redirected him to the calming basket and 

modeled if needed.  The use of interventions had a positive impact on the behavior of the student 

on most days.  On 11 out of 15 of the intervention days (over 70%) the student did not have any 

protests or tantrum behaviors and showed improved behaviors.  Below in Figure 4.29, the 

baseline data and the intervention data are compared.   

 

Figure 4.29 Comparison of baseline and intervention data - T2, S2 
 

   Teacher 3 
 

T3 began her intervention on 2/4/2020 and collected data for a total of three school weeks.  

If the student was absent or it was a snowday and school was cancelled or dismissed, she skipped 

that day in her reporting and started again the following day.  T3 used a clipboard and a latency 

data sheet where she tracked “time on task” behavior.  In the morning after large group, when the 

teacher dismissed the students from the large group instruction time to move to independent 

work, she tracked the first ten minutes of the time in which the student should have been 
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beginning to work alone.  At the end of each 60 second interval, she looked at the student and 

noted whether or not he was on task (completing assigned work independently) or off task 

(engaged in anything other than the assigned independent work).  At the end of 10 minutes, she 

added up the percent of time that the student was on-task and off-task.  Below, in Figure 4.30 the 

intervention data collected is demonstrated.   

 

Figure 4.30 Intervention data for T3, S3 
 

T3 made an index sized daily check-in card that she reviewed and gave to the student each 

morning after large group.  The index card had the daily lesson written at the top as well as a brief 

description of what the student was expected to do which she called his “job.” When the student 

had completed the tasks on the daily checklist card, the card instructed him to bring it to the 

teacher for approval.  Halfway through the ten minutes, the teacher asked the student if they 

needed a bathroom break to prevent avoidance or escape by the student.  Before intervention 

started, the teacher spent time preteaching the use of the daily checklist and setting clear 

exceptions for behavior.  At the end of each observation period, the teacher went over the 

        
             “Time on Task” Observation Sheet 

Day Student Observation Data 
1 100% 
2 80% 
3 80% 
4 90% 
5 80% 
6 80% 
7 100% 
8 100% 
9 90% 

10 90% 
11 90% 
12 90% 
13 90% 
14 100% 
15 100% 

6 Week 
Maintenance 

Check 

*Not able to observe due to 
COVID-19 shutdown of all 

schools 
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student’s progress and provided positive feedback in the form of praise.  By providing positive 

attention for the use of the daily checklist as the replacement behavior, as well as for remaining 

on task while following his checklist during independent learning, the teacher was able to see an 

immediate increase in the student’s on-task behavior from his baseline data.  Below in Figure 

4.31, the baseline data and the intervention data are compared.   

 

Figure 4.31 Comparison of baseline and intervention data - T2, S2 
 

*Due to the school closures related to COVID-19, the team was unable to complete the 6 week 

maintenance check for S3.   

Nonconcurrent Multiple Baseline Design 
 

A nonconcurrent multiple baseline design across selected students was used to measure 

targeted student behavior before and after intervention, as well as the effectiveness of the 

implementation of the positive behavior supports in the classroom derived from the function 

based thinking exercises and training.  The multiple baseline design was used to determine if 
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there was a functional relationship between the introduction of the independent variables 

(interventions selected as a result of training) to the dependent variables (student outcomes).  The 

design was nonconcurrent in that each participant began their baseline and intervention phases 

independent of one another and without the synchronization of time (Slocum et. al, 2022).  Figure 

4.32 below shows the results of the multiple baseline design for all three teacher-student dyads.   

 

Figure 4.32 Non Concurrent Multiple Baseline Data – T1,S1; T2,S2; T3,S3 
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 The multiple baseline design compares the three participants and the extent to which the 

targeted behaviors of the selected student participants was impacted by the general education 

teachers’ implementation of the positive behavior supports plans after their professional 

development training.  T1’s student demonstrated a decreasing trend in her behavior of “talking 

out” once intervention was initiated with little variability.  In fact, all of her data points during 

intervention were less than the data points collected during baseline.  T2’s student demonstrated a 

reduction in “tantrum” behavior during intervention but his data had a great deal of variability.  

However, when a trendline was added, it illustrated a gradual decrease in behavior over time.  

T3’s student demonstrated a sharp increase in “on task behavior” with little variability.  All of her 

data points during intervention were much higher than the data points collected during baseline.  

Overall, all three teachers were able to implement positive behaviors supports and interventions 

for their students after their professional development training, which resulted in a decrease in 

undesired behavior and an increase in more appropriate behavior.   

Implementation Fidelity 
 
  During intervention, multiple fidelity checklists were used to monitor the participants’ 

ability to implement the positive behavior support plan as it was intended to be implemented.  On 

week 1, 2, 3, and finally week 6, teachers were observed by the BCBAs in the research project 

during their implementation phase.  For the first two weeks, both BCBA’s observed each teacher 

to establish IOA.  Once IOA was established, only one BCBA was required to observe each 

teacher.  On the days that they were observed, teachers were also asked to complete a fidelity 

self-assessment where they marked their own ability to carry out and implement the plan as it was 

written.  The fidelity checklists were used as a platform to lead feedback sessions and 

conversations for improvement and/or praise for each teacher as they progressed over the 6 weeks 
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of their interventions.  Although the teachers were asked to keep three school weeks of data on 

their students during the intervention phase, after three weeks many of them continued using 

some form of their intervention while fading other parts when possible.  At 6 weeks, a final 

fidelity check was completed to see where each teacher was in terms of the intervention, and each 

teacher collected data for that one day as a maintenance check to see if their students had 

maintained skills gained over intervention.  The following section discusses each participant and 

their fidelity measures.     

IOA 
 
 For T1 and T2, each BCBA observed the first two fidelity checks on week 1 and 2.  The 

BCBAs found a discrete place in the room where they could observe separately, and as 

unobtrusively as possible.  The BCBAs used a fidelity checklist to follow that outlined the setting 

event, antecedent, teaching, and consequence strategies from the teacher’s behavior plan.  Each 

BCBA checked off when they observed the teacher using the strategy from the behavior plan and 

if it was implemented it as intended.  The BCBAs were at 100% in their inter observant 

agreement for both week 1 and 2 for T1 and T2.  For the remainder of the observations for T1 and 

T2, only one BCBA observed during the fidelity checks as IOA had been met.  The BCBAs 

observed T3 following the same format as T1 and T2 for week 1 of her intervention with 100% 

IOA for their observation.  For the remainder of the observations for T3, only one BCBA 

observed during the fidelity checks as IOA had been met with the other participants and T3 

herself.  Figure 4.33 shows the IOA measurements for the observations.   
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Figure 4.33 BCBAs interobserver agreement (IOA) for observations periods  

Fidelity 
 
 On weeks 1, 2, 3 and 6, the fidelity of the implementation of the behavior plans was 

measured.  Both the BCBA(s) and the teacher completed fidelity checklists.  The fidelity 

checklists were scored after the observation to compare the score of the BCBA(s) and the teacher, 

as well as to pinpoint areas for improvement in the implementation process if applicable.  If 

feedback was warranted, it was given as soon as the observation was over when the teacher had a 

few minutes to meet.  If no correction or teaching was needed, positive feedback was always 

provided to encourage teachers to continue implementing the plan as intended.  Below in Figure 

4.34 are the fidelity results for T1, T2, and T3 over the course of their intervention. 

 
T1 – IOA #1 

 
T1 – IOA #2 

 
 

Observer    Setting Event 
Interventions             

Antecedent 
Interventions 

Teaching Skills 
Intervention 

Consequence 
Interventions  

Total  
 

BCBA 1 X X X X 100%  
BCBA 2 X X X X 100% 

Observer    Setting Event 
Interventions             

Antecedent 
Interventions 

Teaching Skills 
Intervention 

Consequence 
Interventions  

Total  
 

BCBA 1 X X X X 100% 
BCBA 2 X X X X 100% 

 
 

T2– IOA #1 

 
T2 – IOA #2 

 
 

Observer    Setting Event 
Interventions             

Antecedent 
Interventions 

Teaching Skills 
Intervention 

Consequence 
Interventions  

Total  
 

BCBA 1 X X X X 100%  
BCBA 2 X X X X 100% 

Observer    Setting Event 
Interventions             

Antecedent 
Interventions 

Teaching Skills 
Intervention 

Consequence 
Interventions  

Total  
 

BCBA 1 X X X X 100% 
BCBA 2 X X X X 100% 

 
 

T3 – IOA #1 

 
• A second measure was not taken as IOA had been established twice with the first two participants.   

 

Observer    Setting Event 
Interventions             

Antecedent 
Interventions 

Teaching Skills 
Intervention 

Consequence 
Interventions  

Total  
 

BCBA 1 n/a X X X 100%  
BCBA 2 n/a X X X 100% 
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Figure 4.34 Fidelity measures of implementation for T1, T2, and T3 
 
 
 On the first two observations for T1, both observers did not observe her completing two 

steps of her plan, although it was noted that the teacher in fact, did mark on her own self-

assessment fidelity checklist that she completed these steps.  On the third and fourth observations, 
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both the observer and the teacher scored 100% accuracy in the teacher’s ability to complete each 

step of the behavior plan.  For T2 and T3, all of their observations resulted in the agreement of 

100% accuracy in the teacher’s ability to complete each step of the behavior plan as observed by 

both the BCBA(s) and the teachers.  T2 had one week where observations for a fidelity check 

were unable to occur due to scheduling and student absences.  In addition, the final week 

(maintenance check) for the 6 week fidelity check for T3, did not occur because the school 

district unexpectedly closed due to COVID-19.  This closure changed the course of the final steps 

of the project for T3 as the school did not reopen to in-person instruction for the remainder of the 

school year.   

In conclusion of the development of the positive behavior support plans and the 

intervention phases implemented for the selected students in their classrooms, the three 

participants were able to successfully navigate the function based thinking process with coaching 

and feedback sessions during Part I of the research study.  All three participants were able to 

demonstrate that they developed a greater understanding of the function of problem behaviors in 

their students and were able to successfully problem solve and develop a plan to meet the needs 

of their selected students within the walls of their own classroom.  All three students showed 

positive outcomes in relation to the interventions delivered with a decrease in their persistent and 

mild behavior and in an increase in the development of prosocial replacement behaviors that 

assisted in keeping the students in their classrooms for the entirety of their instruction while 

meeting their individual needs.   

PART II 
 

For the second half of the study, teachers were asked to move to the next phase in which 

they engaged in FBT to develop and implement behavioral strategies on their own, without the 
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coaching and feedback of a skilled behaviorist.  Teachers were expected to select a new student 

and go through the detailed process, using the same materials and guides from the fall months, 

that would lead to behavior interventions and positive behavior supports for their student aimed at 

making behavioral changes to mild but persistent problem behaviors seen in their classrooms.  

This part of the research was aimed at continuing to address what extent the training package in 

function based thinking, provided to general education teachers, enabled them to develop and 

implement with fidelity, positive behavior support plans rooted in evidence-based practices for 

students with mild but persistent behaviors.   

In March 2020, the beginning of the pandemic and spread of COVID-19 in our country 

and state, closed schools unexpectedly, including the one used in this study, and required teachers 

to move from classroom instruction to remote learning from their homes.  The IRB was contacted 

and changes to the plan were approved.  An informational letter was sent to the participants 

outlining what they could expect for the completing of the study given the circumstances 

(Appendix R).  Teachers were not able to complete the remainder of the study as expected with 

live students in their classrooms and therefore adaptations were made to be able to draw 

conclusions on their ability to go through the process independently, even in a hypothetical way, 

that could be compared somewhat to their experiences and ability to go through the process with 

significant coaching and feedback as provided during the first half of the year.   

Student Selection for Part II   
 
 The participants were asked to select a different student from Part I of the study whom 

they felt exhibited mild but persistent behaviors in their classroom and would benefit from the 

use of positive behavior supports.  Teachers were not asked to obtain parental consent as the 

schools unexpectedly closed and COVID 19 impacted in-person instruction; therefore the 
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parental consent became unnecessary as we moved to a hypothetical mode of planning that did 

not involve actually working with or collecting real data with students in any way.  Teachers still 

chose one of their students to work through the process with moving forward, and students were 

coded as S1, S2, and S3 and will be referred as such for the results and analysis sections.  Student 

selection for Part II will be discussed in the following sections and in Table 4.3. 

Table 4.3 
 
Characteristics of Participating Students - Part II 

 
  Age/Gender   Grade   Behavior of Interest 
S1  8/Male                  3rd                      Interrupting – excessive talking  
S2  7/Male         1st    Avoidance of writing  
S3  8/Female                 3rd    Avoidance of writing  
 
 
Function Based Thinking Packet 
 
 Upon finishing the work from the first half of the study, teachers were given a large 

packet of materials to be completed independently for the second half of the study and their 

second student of interest.  The packet included all the materials used for Part I of the study that 

were relevant to the new circumstances of completing the project hypothetically from home due 

to COVID-19.  The packet was given to two teachers before the school closures and mailed to the 

last teacher once the school closed.  Included in the packet were the FBT worksheets, data 

collections sheets, behavior intervention templates, and positive behavior support templates.  The 

packet was organized by the order in which they would use each document and a checklist was 

attached to the front of the packet to help provide a systematic process .  The packet was color 

coded to keep their materials together.  All three participants were able to compete their packets 

and submit them to the research team for analysis and feedback which will be discussed further in 

the following sections.   



 
 

 

86 
 

Developing the Plan 
 
 The teachers used the packet to go through the FBT process in identifying and defining  

socially valid target behaviors for change, completing the FBT worksheets which helped to guide 

them in developing a hypothesis related to the function of the behavior, and then finally 

developing a simple positive behavior support plan on their own, which matched interventions to 

functions, without the guided coaching and feedback from the skilled behaviorist.  Since we were 

not able to meet in person to discuss their process or plans, correspondence took place 

exclusively through email.   

Feedback and coaching sessions to the participants were provided only if 1). They were 

misguided in their ability to determine the correct function of the behavior or 2). If they selected 

the wrong positive behavior supports for their target behavior or 3). If there was an ethical need 

to intervene during any point of the process.  The purpose of the feedback and coaching was to 

provide support and guidance in the development of the PBSP and to answer any questions or 

concerns that the teachers may have had should they ever have had the opportunity to implement 

the plans independently in the future.  Teachers submitted completed packets through email or 

USPS mail.  The development of the plan and the feedback process is discussed further in the 

following sections.  

Teacher 1 
 
 T1 selected a third-grade male student who blurted out answers, talked during lessons, 

interrupted other students and talked excessively during independent work time.  Although she 

was not able to actually implement the intervention with her student due to COVID-19, she did 

manage to obtain consent from his parents prior to the school closing, as well as collect ABC data 

on his behaviors.  She did not need to reach out to me about her selection of a student as she 
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reported that she felt comfortable selecting a student for the independent part of the project as 

well as speaking to his parents before the school closed.  

Gathering Information 
 

During step 1 of the FBT process, gathering information, the teacher described the 

problem behavior as follows:  

Student blurts out answers, talks during group lessons, interrupts other students, and talks 

during independent work when he should be working quietly.  

T1 was able to then concisely and clearly provide an operational definition of the behavior as 

follows: 

Student interrupts lessons and work time by talking.  

Finally, after gathering data on the antecedents and setting events related to her student’s 

behavior through the use of an ABC data sheet (Appendix E), she concluded the following in her 

hypothesis statement (Figure 4.35): 

 

 
Figure 4.35 Hypothesis statement for T1, S1 
 

At this time, baseline data would have been collected based on the ABC data and the 

hypothesis of the problem behavior.  Because of the school closing, baseline data was not 

obtained, and this is the point in which the project became hypothetical for T1. 

 

Antecedent(s) Behavior Consequences(s) Perceived Function(s) 
 -the class is mostly 
quiet and either 
listening to the 
teacher or working 
independently 

 
Students talks, 
interrupting the 

lesson and/or work 
time  

 
Teacher stops 

teaching 
 

Students look and 
respond to student  

 
Attention from teacher and 

peers 
& maybe Avoidance of 

work 
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Developing the Plan 
 

During step 2 of the FBT process, developing a plan, T1 further defined the problem 

behavior in more detail as seen below in Figure 7.3., using the information collected from her 

observations and hypothesis statement.  In addition, using the prompts from the FBT worksheets 

(Hershfeldt, Rosenberg & Bradshaw, 2010), the teacher was again asked to consider several 

questions to help guide her thought process in the development of an intervention plan for her 

second student.  Questions covered topics related to prevention (setting events and antecedents), 

teaching (replacement and desired behaviors), and consequence strategies (reinforcement and 

correction).  Figure 4.36 below shows the completed worksheet from T1.  

 

Figure 4.36 Worksheet #1 completed by T1 - Developing the Plan 

 

 

Definition of Problem Behavior:   
              During class, the student calls out or talks which interrupts lessons and work time. 
This behavior causes the other students and the teacher to look at him and/or talk to him. 
 

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way 
that is acceptable in the setting? 
 

Have a set time to talk so he won’t interrupt. 
 
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 

The student should attend to lessons and work during work time without 
 talking out to the class. 

 
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 

Saying something out loud at the very beginning of a set time (right when we  
come to the rug for a lesson, or right when we begin work time). 

 
 
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 

A peer who the student feels comfortable with could help. 
Other teachers the student has could also help. 

 
 
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 

- Thumbs up 
- Smile 
- High five 

 
 
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
 

If the student is seated near certain peers the talking may continue –  
so, I will be thoughtful with my seating arrangement. 
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At this point the teacher put all of her findings into a competing behavior pathway 

(Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below in 

Figure 4.37. 

 

Figure 4.37 Competing Behavior Pathway, T1 
 

After completing the competing behavior pathway T1 wrote her hypothetical behavior 

plan for S1 for Part II of the project.  The teacher was provided with a positive behavior support 

plan template (Loman et al., 2013) (Appendix K) and was able to analyze the information that she 

had gathered about the behavior and its function to successfully match interventions that focused 

on teaching replacement behaviors and desired behaviors for meaningful outcomes for her 

student.  The final behavior plan can be seen below in Figure 4.38. 
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Figure 4.38 Positive Behavior Support Plan - T1, S1 
 

After receiving her behavior plan and reviewing the interventions selected, I again used 

two checklists (same as Part I) that I adapted based on the Intensive Individualized Interventions 

Critical Features Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the 

quality of the behavior plan and interventions selected (Appendix L).  T1 was able to select 

interventions based on the perceived function of the behavior.  She easily came up with simple 

ideas to change the antecedents by setting up the environment to prevent the likelihood of the 

behavior occurring in the first place by attempting to eliminate the need for the student to seek 

attention from the teacher or his peers by providing him with scheduled attention.  She also was 

able to come up with appropriate ways to reinforce the student with contingent attention when he 

exhibited the desired behavior or absence of the undesired behavior as well as ways to redirect 

and follow up with the student to provide meaningful feedback during intervention.  T1 met all of 

the requirements based on the checklists that measured whether or not she included all relevant 

parts of the behavior plan scoring an 8/8 and a 12/12 respectively.   

POSITIVE BEHAVIOR SUPPORT PLAN 
(Part II) 

 
NAME:  T1                                 GRADE: 3      DATE: April 2020 

 
Target behavior:   1. Student will decrease the talking (interrupting) during lessons and work time. 

     
PREVENTING 

(How will teachers change the antecedents 
(i.e. who, what, when, where, and setting 

events) associated with the problem?) 

TEACHING 
(What other behaviors or skills will teachers 

teach the student that will meet his/her purpose 
in a more appropriate way?) 

RESPONDING/CRISIS MANAGEMENT 
(How will teachers respond to the problem behavior in a 
way that does not “feed into” the student’s purpose?  If 

necessary, how will teachers handle a crisis?) 

 
  

• Provide one on one time to talk with 
the teacher in the a.m. 
              OR 

• Provide time to talk to a peer (could 
be his choice) 
 

• Quick check-in prior to transition to 
new subject 

 
• Give him the job of telling the 

teacher when everyone is ready for 
a lesson or work time  

 
 
Replacement Behavior 
 

• Direct instruction on when he may talk 
during the beginning of a lesson or 
work time 

 
Desired Behavior 
 

•  Teach self-regulation 
 

• Direct instruction on raising his hand 
and waiting to be called on 
  

 
Reinforcement:  
 

• Give him a smile, thumbs up, or high five 
 

• Earn time to talk to teacher or peer at end of each 
day  
 

Consequences: 
 

• Signal to student (maybe raise pointer finger) 
 

• Check-in with student at end of lesson or work 
time 

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   
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Measuring the Success of the Plan 
 
 The final step of the function based thinking process focused on measuring the success of 

the plan.  Using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher was prompted to consider several questions to help guide her thought process 

in the development of an appropriate way to measure the success of the plan throughout the 

intervention process.  Leading questions asked the teacher to think about how they would know if 

the new replacement behavior was happening more often, and how they would know if the old 

problematic behavior was happening less.  I went on further to prompt them to write a clear 

sentence that described their data collection method in terms of tracking the old behavior and a 

sentence to explain how they know if their student was exhibiting the new behavior.  This section 

went on further to add in the terms of reinforcement for the use of the replacement behaviors.   

For the second part of measuring the success of the plan, the teacher turned these 

statements into the goal statements for the behavior plan (Loman et al., 2013).  The teacher was 

asked to write both a short term goal (focused on the use of the replacement behavior) and a long 

term goal (focused on the use of the desired behavior).  The teacher’s goals were clear, 

observable, and measurable.  Fidelity measures and outcome measures where written 

hypothetically as we knew at that point that the schools would be closed for the remainder of the 

school year and therefore teachers would not be returning to in-person instruction with their 

homeroom students.  Below in Figure 4.39, T1’s measurable goals are shown.   
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Figure 4.39 Measuring the success of the plan - T1, S1 
 

Teacher 2 

 T2 selected a first grade male student who refused to write during writing workshop in the 

classroom.  Although she was not able to actually implement the intervention with her student 

due to COVID-19, she did manage to obtain consent from his parents prior to the school closing 

but was not able to collect ABC data on his behaviors.  Instead rather, I asked her to do her best 

to recall from memory the details related to the context of the behavior.   She did not need to 

reach out to me about her selection of a student as she reported that she felt comfortable selecting 

a student for the independent part of the project as well as speaking to his parents before the 

school closed.  

Gathering Information 
 

During step 1 of the FBT process, gathering information, the teacher described the 

problem behavior as follows:  

Student refuses to write during writing workshop and sits and doodles even after one to 

one conferencing.   

Evaluating the Plan 

Short Term Goal (replacement behavior goal): 
 
In the classroom, the student will talk during the very beginning of lessons or work time as measured by data collected in the classroom, with a 
decrease in baseline data of the targeted behavior by 50% in 4/5 days a week. 
 
Long Term Goal (desired behavior goal):  
 
The student will raise his hand instead of talking (interrupting) during lessons and work time as measured by data collected in the classroom, 
with a decrease in baseline data of the targeted behavior by 80% in 4/5 days a week. 
 

 

 

Data to be Collected 
 

Procedures for Data Collection 

 

Timeline 

 
 

Is Plan Being Implemented? 

Is the Plan Making a 
Difference? 

 

- fidelity checklist to be completed by teacher and BCBA 
-  

- data collection from teacher in classroom on decrease of problem  
behavior as well as increase in replacement or desired behavior  

N/A – COVID School 
closing  
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T2 was able to then concisely and clearly provide an operational definition of the behavior as 

follows: 

Student avoids writing during writing workshop every day.  

Finally, after gathering data on the antecedents and setting events related to her student’s 

behavior through the use of an ABC data sheet (hypothetically) (Appendix E), she concluded the 

following in her hypothesis statement (Figure 4.40): 

 

 

 

 

Figure 4.40 Hypothesis statement for T2, S2 
 

T2 went on to hypothesize that the student may not think that he can complete the work, 

and that he doesn’t think he is a good writer.  She thought that maybe because the work felt hard 

that in turn he didn’t like writing and therefore avoided it for fear of doing poorly.   

At this time, baseline data would have been collected based on the ABC data and the 

hypothesis of the problem behavior.  Because of the school closing, baseline data was not 

obtained, and remainder of the project became hypothetical for T2. 

Developing the Plan 
 

During step 2 of the FBT process, developing a plan, T2 further defined the problem 

behavior in more detail as seen below in Figure 7.8., using the information collected from her 

recalled observations and hypothesis statement.  In addition, using the prompts from the FBT 

worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010), the teacher was again asked to consider 

several questions to help guide her thought process in the development of an intervention plan for 

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

  
-teacher asks students 
to get started on their 

independent work 

 
Student refuses to 
work and complete 

writing  

 
Student falls behind 

academically  

 
Avoidance of 

hard work 
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her second student.  Questions covered topics related to prevention (setting events and 

antecedents), teaching (replacement and desired behaviors), and consequence strategies 

(reinforcement and correction).  Figure 4.41 below shows the completed worksheet from T2.  

 

Figure 4.41 Worksheet #1 for T2 - Developing the Plan 
 

At this point the teacher put all of her findings into a competing behavior pathway 

(Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below in 

Figure 4.42. 

 

Definition of Problem Behavior:   
              During class, when it is time for writing workshop, the student refuses to complete the 
work and write on his own. This behavior causes the student to avoid writing each day and fall 
behind academically. 
 

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way 
that is acceptable in the setting? 
 
He can try to get attention by verbal praise (positive reinforcement) by staying in his 

seat and writing. 
 

If the student is trying to avoid a task or interaction, how can the student avoid the task 
(at least temporarily) that is in the setting? 
 

The student can sit in his seat and draw.  
 
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 

Student will be focused during writing workshop and write the full block. 
 
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 

I would settle for the student to stay in his seat without getting up to interrupt mini 
conferences.  I would settle for him to draw in his seat. 

 
 
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 

His peers 
 
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 

- This particular student loves action figures.  I was thinking about letting him earn to 
have them out during a certain time of day.  

 
 
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
 

Maybe a substitute teacher if he or she was not informed 
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Figure 4.42 Competing Behavior Pathway - T2 
 

After completing the competing behavior pathway T2 wrote her hypothetical behavior 

plan for S2 for Part II of the project.  The teacher was provided with a positive behavior support 

plan template (Loman et al., 2013) (Appendix K) and was able to analyze the information that she 

had gathered about the behavior and its function to successfully match interventions that focused 

on teaching replacement behaviors and desired behaviors for meaningful outcomes for her 

student.  The final behavior plan can be seen below in Figure 4.43. 

 

Figure 4.43 Positive Behavior Support Plan - T2, S2 

 

 

 
Student stays in seat and draws. 

 
 
 
 
 

     
 
 
 
 
 
 
 
 
  
          Desired Behavior   Maintaining   
               Consequences                           Function 
             
                   
    
 
 
    
       Setting Event(s)                                  Antecedent Trigger(s)   Problem Behavior   Maintaining 
               Consequences 
 
 
 
                  

Alternative Replacement     
                   Behavior   
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Write and draw for the whole 

period in his seat. 

 
Student refuses to write during 

writing workshop 

 
Student falls behind 

academically and 
doesn’t have to complete 

work 

 
-Student has a hard 
time sitting still 
 
-Easily triggered 

 

 
Teacher asks students to write 

independently 

 
Student will practice and 

maintain grade level skills. 

 
Avoidance  

POSITIVE BEHAVIOR SUPPORT PLAN 
(Part II) 

 
NAME:  T2                                 GRADE: 1      DATE: May 2020 

 
Target behavior:   1. Student sit and draw in his seat during all of the writing workshop time block. 

                                   2.  Student will sit and write in his seat during of the writing workshop time block. 
     

PREVENTING 
(How will teachers change the antecedents 
(i.e. who, what, when, where, and setting 

events) associated with the problem?) 

TEACHING 
(What other behaviors or skills will teachers 

teach the student that will meet his/her purpose in 
a more appropriate way?) 

RESPONDING/CRISIS MANAGEMENT 
(How will teachers respond to the problem behavior in a 
way that does not “feed into” the student’s purpose?  If 

necessary, how will teachers handle a crisis?) 

 
  

• Teacher will remind student of 
expectations before writing. 
               

• Teacher will model appropriate 
ways to participate in writing 
workshop. 
 

• Teacher will assign a special friend 
to help student and let them sit 
together 

 
 
Replacement Behavior 
 

• The student will sit in his chair quietly 
and draw when he feels triggered. 

• Teacher will model appropriate behavior 
for the student.  

 
Desired Behavior 
 

•  The student will be able to sit during 
the whole writing block and write and 
draw the whole time without 
interruption.   
  

 
Reinforcement:  
 

• Student will receive verbal praise from the 
teacher when he sits quietly during writing 
workshop. 

 
• Student will earn daily reward to have his action 

figures out at a certain time of the day.  
 

Consequences: 
 

• If the student refuses to write and throws a fit 
the teacher will notify the student (once calmed 
down) that he did not earn his reward. 

 
• Teacher will notify parents if student refuses to 

work.    
Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   
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After receiving her behavior plan and reviewing the interventions selected, I again used 

two checklists (same as Part I) that I adapted based on the Intensive Individualized Interventions 

Critical Features Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the 

quality of the behavior plan and interventions selected (Appendix L).  T2 was able to select 

interventions based on the perceived function of the behavior.  She easily came up with simple 

ideas to change the antecedents by setting up the environment to prevent the likelihood of the 

behavior occurring in the first place by attempting to eliminate the need for the student to 

avoiding the writing tasks and avoid participating in the writing block.  She also was able to come 

up with appropriate ways to reinforce the student with contingent attention when he exhibited the 

desired behavior or absence of the undesired behavior.   T2 could have used additional coaching 

in coming up with ways to redirect the student or engage with the student if the problem behavior 

occurred.  This will be discussed further in the discussion sections of the final chapter.  T2 met all 

of the requirements based on the checklists that measured whether or not she included all relevant 

parts of the behavior plan scoring an 8/8 and a 12/12 respectively.   

Measuring the Success of the Plan 
 
 The final step of the function based thinking process focused on measuring the success of 

the plan.  Using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher was prompted to consider several questions to help guide her thought process 

in the development of an appropriate way to measure the success of the plan throughout the 

intervention process.  Leading questions asked the teacher to think about how they would know if 

the new replacement behavior was happening more often, and how they would know if the old 

problematic behavior was happening less.  I went on further to prompt them to write a clear 

sentence that described their data collection method in terms of tracking the old behavior and a 
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sentence to explain how they know if their student was exhibiting the new behavior.  This section 

went on further to add in the terms of reinforcement for the use of the replacement behaviors.   

For the second part of measuring the success of the plan, the teacher turned these 

statements into the goal statements for the behavior plan (Loman et al., 2013).  The teacher was 

asked to write both a short term goal (focused on the use of the replacement behavior) and a long 

term goal (focused on the use of the desired behavior).  The teacher’s goals were clear and 

observable, but she did not add in measurable parameters to track progress.  Fidelity measures 

and outcome measures where written hypothetically as we knew at that point that the schools 

would be closed for the remainder of the school year and therefore teachers would not be 

returning to in-person instruction with their homeroom students.  Below in Figure 4.44, T2’s 

measurable goals are shown.   

 

Figure 4.44 Measuring the success of the plan - T2, S2 
 

Teacher 3 
 

T3 selected a third grade female student who delayed working during writing workshop 

until the last few minutes of the period.  At the time of T3 moving onto Part II of the research 

study, the school district had already closed due to COVID.  For this reason, the teacher was not 

 

 

Evaluating the Plan 

 

 

Short Term Goal (replacement behavior goal): 
         In the classroom, the student will sit and draw in their seat during the writing block for the entire session. 
 
Long Term Goal (desired behavior goal): 
           In the classroom, the student will sit and write in their seat during the writing block for the entire session. 
 

Data to be Collected  Procedures for Data Collection 

 

Timeline 

 
 

Is Plan Being Implemented? 

Is the Plan Making a Difference 

 

- fidelity checklist to be completed by teacher and BCBA 
-  

- data collection from teacher in classroom on decrease of problem  
behavior as well as increase in replacement or desired behavior  

N/A – COVID School 
closing  
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able to collect ABC data on her student’s behaviors.  Instead rather, I asked her to do her best to 

recall from memory the details related to the context of the behavior.   She did not need to reach 

out to me about her selection of a student as she reported that she felt comfortable selecting a 

student for the independent part of the project as well as speaking to his parents before the school 

closed.  

Gathering Information 
 

During step 1 of the FBT process, gathering information, the teacher described the 

problem behavior as follows:  

During the transition to independent writing (in writing workshop) the student is unable 

to start anything until the last 5 minutes and the quality of that writing is poor. 

After gathering data on the antecedents and setting events related to her student’s behavior 

through the use of an ABC data sheet (hypothetically) (Appendix E), she concluded the following 

in her hypothesis statement (Figure 4.45). 

 

 
 
 
 
 
 
 
 
 
Figure 4.45 Hypothesis statement for T3, S3 
 

T3 went on to hypothesize that the behavior of the student may also be impacted by 

attention related issues that she struggles with in the classroom and medication that she takes 

inconsistently related to her attention deficits.    

Antecedent(s) Behavior Consequences(s) Perceived 
Function(s) 

  
 

-transition to work 
on own 

 
 

Student will fidget, 
stare off, wander 

around room  

 
 

Student avoids 
completing the 

writing and 
teacher redirects 

her  

 
 
 

Avoidance  
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At this time, baseline data would have been collected based on the ABC data and the 

hypothesis of the problem behavior.  Because of the school closing, baseline data was not 

obtained, and remainder of the project became hypothetical for T3. 

Developing the Plan 
 

During step 2 of the FBT process, developing a plan, T3 further defined the problem 

behavior in more detail as seen below in Figure 8.3., using the information collected from her 

recalled observations and hypothesis statement.  In addition, using the prompts from the FBT 

worksheets (Hershfeldt, Rosenberg & Bradshaw, 2010), the teacher was again asked to consider 

several questions to help guide her thought process in the development of an intervention plan for 

her second student.  Questions covered topics related to prevention (setting events and 

antecedents), teaching (replacement and desired behaviors), and consequence strategies 

(reinforcement and correction).  Figure 4.46 below shows the completed worksheet from T3. 
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Figure 4.46 Worksheet #1 completed by T3 - Developing the Plan 
 

At this point the teacher put all of her findings into a competing behavior pathway 

(Loman et al., 2013) (Appendix J).  Her competing behavior pathway can be seen below in 

Figure 4.47. 

Definition of Problem Behavior:   
 
            During the transition to independent writing (in writing workshop) the student is 
unable to start anything until the last 5 minutes of the period.  The student in turn avoids the 
tasks related to writing workshop.   
  

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way that 
is acceptable in the setting? 

 
Check-in before transition – using checklist 

 
If the student is trying to avoid a task or interaction, how can the student avoid the task (at 
least temporarily) that is in the setting? 
 

½ page of writing = bathroom break 
  
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 
             Student will use checklist to monitor themselves during individual work time.    
  
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 
           Currently the student was only on task for last couple minutes (maybe 10-20%) – I 
would settle for an increase to 50-60%. 
  
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 
         Ed. Tech (supports a different student) could be a person to share progress on 
checklist – then take their drink/bathroom break. 
  
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 

Check in at end of workshop – sticker chart. 
  
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
        
          Meds – When meds are missed, student checks in first thing upon arrival (wants to do 
well and knows no meds = hard day to get focused) – We adjust with more frequent breaks.   
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Figure 4.47 Competing Behavior Pathway - T3 
 

After completing the competing behavior pathway T2 wrote her hypothetical behavior 

plan for S3 for Part II of the project.  The teacher was provided with a positive behavior support 

plan template (Loman et al., 2013) (Appendix K) and was able to analyze the information that she 

had gathered about the behavior and its function to successfully match interventions that focused 

on teaching replacement behaviors and desired behaviors for meaningful outcomes for her 

student.  The final behavior plan can be seen below in Figure 4.48. 

 

 

 
Checklist for work completion 
– ½ page of work = bathroom 

break 

 
 
 
 
 

     
 
 
 
 
 
 
 
 
  
          Desired Behavior   Maintaining   
               Consequences                           Function 
             
                   
    
 
 
    
       Setting Event(s)                                  Antecedent Trigger(s)   Problem Behavior   Maintaining 
               Consequences 
 
 
 
                  

Alternative Replacement     
                   Behavior   
 
 
 
 
 
 
 
 
 
 
 
 
 
 

 
Writing at least a page of 

writing 

 
Fidgeting, wandering, looking 

out windows 

 
Redirection, work 
doesn’t get done 

 
Writing workshop 

 
History of attention 

issues 

 
Transition to independent work 

 
Work complete, more time to 

practice skills 

 
Avoidance 
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Figure 4.48 Positive Behavior Support Plan - T3, S3 
 
 

After receiving her behavior plan and reviewing the interventions selected, I again used 

two checklists (same as Part I) that I adapted based on the Intensive Individualized Interventions 

Critical Features Checklist (Lewis-Palmer, Todd, Horner, Sugai, & Sampson, 2004) to assess the 

quality of the behavior plan and interventions selected (Appendix L).  T3 was able to select 

interventions based on the perceived function of the behavior.  She easily came up with simple 

ideas to change the antecedents by setting up the environment to prevent the likelihood of the 

behavior occurring in the first place by attempting to eliminate the need for the student to 

avoiding the writing tasks and avoid participating in the writing block.  She also was able to come 

up with appropriate ways to reinforce the student with contingent attention when he exhibited the 

desired behavior or absence of the undesired behavior.   T3 met all of the requirements based on 

the checklists that measured whether or not she included all relevant parts of the behavior plan 

scoring an 8/8 and a 12/12 respectively.   

POSITIVE BEHAVIOR SUPPORT PLAN 
 

NAME:  T3                                         GRADE: 3      DATE: May 2020 
 
Target behavior (s):   1. Student will use a checklist to complete tasks. (teacher assistance) 
          2.  Student will independently use complete ½ page of work. 
     

PREVENTING 
(How will teachers change the antecedents (i.e. 

who, what, when, where, and setting events) 
associated with the problem?) 

TEACHING 
(What other behaviors or skills will teachers teach 
the student that will meet his/her purpose in a more 

appropriate way?) 

RESPONDING/CRISIS 
MANAGEMENT 

(How will teachers respond to the problem 
behavior in a way that does not “feed into” the 

student’s purpose?  If necessary, how will teachers 
handle a crisis?) 

 
• Clear expectations and be consistent 

 
• Structured daily schedule made visible 

 
• Drink break before writing workshop 

begins 
 

• Teacher gives 5 minute reminder before 
time to work – repeat again with 1 
minute reminder 

 
• Give student opportunity to check in and 

set goal for independent work time 
 

• Have student fill in their goals on 
checklist 

 
• Teacher gives break halfway through 

schedule/checklist  
  

 
Replacement Behavior 
 

• Student uses schedule/checklist to 
complete tasks assigned by teacher and to 
self-monitor 

- pre teach 
- teacher announces time to check-

in (whole class) and cues student 
to self-monitor 

 
Desired Behavior 
 

• Student will complete a ½ page of writing 
and will then get a bathroom break 

- pre teach 
- self-regulation 

  

 
Reinforcement:  
 

• Positive reinforcement with praise or 
stickers for % on task 
 

• Contracts  
 

•  Photo of sticker chart to parents 
 

Consequences: 
 

• Redirect to chart 
• Conference w/ teacher 
• Contact parent  

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations 
where XXX presents as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation 
without the risk of physical harm to an individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the 
Positive Support Plans (PSP) if warranted.   



 
 

 

103 
 

Measuring the Success of the Plan 
 
 The final step of the function based thinking process focused on measuring the success of 

the plan.  Using the prompts from the FBT worksheets (Hershfeldt, Rosenberg & Bradshaw, 

2010), the teacher was prompted to consider several questions to help guide her thought process 

in the development of an appropriate way to measure the success of the plan throughout the 

intervention process.  Leading questions asked the teacher to think about how they would know if 

the new replacement behavior was happening more often, and how they would know if the old 

problematic behavior was happening less.  I went on further to prompt them to write a clear 

sentence that described their data collection method in terms of tracking the old behavior and a 

sentence to explain how they know if their student was exhibiting the new behavior.  This section 

went on further to add in the terms of reinforcement for the use of the replacement behaviors.   

For the second part of measuring the success of the plan, the teacher turned these 

statements into the goal statements for the behavior plan (Loman et al., 2013).  The teacher was 

asked to write both a short term goal (focused on the use of the replacement behavior) and a long 

term goal (focused on the use of the desired behavior).  The teacher’s goals were clear and 

observable but needed to add in more information related to measurement on her goal over time.  

Fidelity measures and outcome measures where written hypothetically as we knew at that point 

that the schools would be closed for the remainder of the school year and therefore teachers 

would not be returning to in-person instruction with their homeroom students.  Below in Figure 

4.49, T3’s measurable goals are shown.   
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Figure 4.49 Measuring the success of the plan - T3, S3 
 

In conclusion of the development of the positive behavior support plans and the 

intervention phases, the three participants were able to successfully navigate the function based 

thinking process without supervision and without coaching or feedback during Part II of the 

research study.  Even with the limitations and restrictions that COVID provided to the school 

closures within the district, all three participants were able to demonstrate that they developed a 

greater understanding of the functions of problem behaviors in their students and were able to 

successfully problem solve and development a plan to meet the needs of their students within the 

walls of their own classroom.  

Efficacy 
 

The final question in the research study examined how general education teachers viewed 

the efficacy of the professional development training, and the feedback and coaching sessions 

provided as part of the study in relation to their ability to understand and implement function-

based thinking in their classroom.  Qualitatively, I led a focus group and distributed efficacy 

Evaluating the Plan 

Short Term Goal (replacement behavior goal): 
 
Student will be able to use a checklist created by the teacher to remain on task for 50% of the time during writing workshop, as measured by 
data collected in the classroom for 10 opportunities over the period. 
   
Long Term Goal (desired behavior goal):  
 
Student will be able to use a checklist created by the teacher to remain on task for 80% of the time during writing workshop, as measured by 
data collected in the classroom for 10 opportunities over the period. 
 

 

Data to be Collected  Procedures for Data Collection 

 

Timeline 

 
 

Is Plan Being Implemented? 

Is the Plan Making a Difference 

 

- fidelity checklist to be completed by teacher and BCBA 
-  

- data collection from teacher in classroom on decrease of problem 
behavior as well as increase in replacement or desired behavior 

N/A – COVID School closing 
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scales to measure the effectiveness of the implementation of the positive behavior supports in the 

classroom derived from the function based thinking exercises and training.  

The Self-Assessment of Contextual Fit in Schools (Horner, Salentine, & Albin, 2003) 

(Appendix O), and the Teacher’s Sense of Efficacy Scale (TSES) (Appendix P) were given out 

after intervention to measure self-efficacy and overall learning from the intervention (Tschannen-

Moran & Woolfolk Hoy, 2001).  In addition to the efficacy scales, The Observation Checklist for 

High - Quality Professional Development Training (Appendix Q) was used to measure the 

quality and integrity of the training package from the teachers’ perspectives.  Teachers completed 

the checklist after the training was completed and provided their written feedback for the training 

they received at the beginning of the study (Noonan, Langham, & Gaumer Erickson, 2013). 

To further address the intervention, teachers were invited to participate in a guided focus 

group that was held virtually using Zoom in June after the completion of the project.  The focus 

group provided a platform for teachers to hear about how the process was for the other 

participants since they had not all been together in this format since the professional development 

training the previous fall.   

These materials and the results of the surveys and focus group were also used to assess 

internal validity, interobserver agreement (IOA), and procedural integrity in regard to staff 

implementation and student outcomes.  The results of these measures are discussed in the 

following sections.   

Surveys & Efficacy Scales 
 
The Self-Assessment of Contextual Fit in Schools 
 

Each teacher completed the 16 question survey that aimed to assess which elements of the 

behavior support plan process fit the contextual features of their classroom and school 
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environment.  The teachers were asked to rate their responses to questions using a Likert scale 

with 1 scoring as “strongly disagree” and 6 scoring as “strongly agree.”  The survey had 8 

subscales that focused on the teachers’ knowledge of the elements of the behavior support plan, 

the skills needed to implement the BSP, their values related to the elements of the BSP, resources 

and support from administration available to them during the process, effectiveness of the plan, 

student interest and social validity, and finally the efficiency of the plan.  Examples of statements 

to rate include “I know what I am expected to do to implement this behavior support plan,” and “I 

have the time needed to implement this behavior support plan,” and “I believe this behavior 

support plan is in the best interest of the child/person.”  The results of the survey as reported by 

the three participants are shown below in Figure 4.50 as average scores as well as an overall 

average score for contextual fit. 

 

Subscale 

 
 

T1 

Mean Scores 

T2 

 

T3 
 

Knowledge of BSP elements 6 5.5 5 

Skills to implement BSP 6 5.5 5.5 

Values consistent with BSP 6 6 6 

Resources to implement BSP 6 5 6 

Administrative Support 6 5 5.5 

Anticipated effectiveness of BSP 6 6 5 

BSP is in best interest of student 5.5 6 5 

BSP is efficient to implement 5.5 5.5 6 

Contextual Fit Total Score (Mean) 
 

5.9 5.6 5.5 

Figure 4.50 Mean scores from The Self-Assessment of Contextual Fit in Schools 
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All three participants scored similarly in their rating of the behavior plan process and its 

contextual fit within their classroom and school.  All three answered every question with a rating 

of 5 (moderately agree) or a 6 (strongly agree) for each question with the exception of one 

question for T3 where she rated a 4 (barely agree) in response to the statement “This behavior 

support plan will likely assist the child to be more successful at home and in the community.”  In 

conclusion, all three teachers rated that the overall behavior support plan process was a good 

contextual fit for their student and classroom.   

Teachers’ Sense of Efficacy Scale (long form) 
 

Each teacher completed the 24 question efficacy scale in the long form version.  The 

Likert scale asks teachers “How much can you do?” in regards to a list of questions about the 

beliefs that teachers’ have related to the kinds of barriers that make school activities difficult. 

Examples of questions include “How much can you do to get through to the most difficult 

students?” and “How much can you do to get students to believe they can do well in school 

work?” and “How well can you implement alternative strategies in your classroom?”  The 24 

questions were scored by selecting answers on a scale of 1 to 9:  (1)-nothing, (3)-very little, (5)-

some influence, (7)-quite a bit, and (9)-a great deal.  The 24 question scale is further categorized 

into subscales for scoring in the areas of:  Efficacy in Student Engagement, Efficacy in 

Instructional Strategies, and Efficacy in Classroom Management.  The results of the efficacy 

scales as reported by the three participants are shown below in Figure 4.51 as average scores. 

 

 

 

 



 
 

 

108 
 

 

Subscale 

 

T1 

Mean Scores 

T2 

 

T3 

Efficacy in Student Engagement:  7.1 7.6 8.1 

Efficacy in Instructional Strategies:  7.8 7.9 8.0 

Efficacy in Classroom Management:  7.5 7.6 8.0 

 
Figure 4.51  Mean scores from Teachers’ Sense of Efficacy Scale 
 
 
  T1 and T2 scored themselves similarly in all three subscales.  T1 rated that she had the 

most influence over making her expectations for student behavior clear in her classroom (score of 

9) and she said she had a lower amount of influence in her ability to improve the understanding of 

a student who was failing or doing poorly (score of 6).  T2 rated that she had the most influence 

over making her expectations for student behavior clear in her classroom (score of 9), helping 

students to believe they can do well in school (score of 9), establishing routines to help activities 

run smoothly (score of 9), establishing a classroom management system with each group of 

students (score of 9), and using a variety of assessment strategies (score of 9).  She reported that 

she had a lower amount of influence over keeping a few students from ruining an entire lesson 

(score of 6) and how well she responded to deviant students (score of 6).  It should be noted that 

these scores are still between the “some influence” and “quite a bit” of influence measures.  T3 

scored herself higher in all three subscales than both T1 and T2.  T3 rated that she had the most 

influence over getting through to difficult students (score of 9), helping students think critically 

(score of 9), making clear expectations for students about their behaviors (score of 9), gauging 

student comprehension of what they are taught (score of 9), crafting good questions for students 

(score of 9), getting children to follow classroom rules (score of 9), and providing an alternative 
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explanation or example when students are confused (score of 9).  She reported that she had a 

lower amount of influence over adjusting her lessons to the proper level of each student (score of 

7), using a variety of assessment strategies (score of 7), keeping a few students from ruining an 

entire lesson (score of 7), responding to defiant students (score of 7), assisting families in helping 

their children do well in school (score of 7), and implementing alternative strategies in your 

classroom (score of 7).  It should be noted that these scores are still between the “some influence” 

and “quite a bit” of influence measures.   

Observation Checklist for High - Quality Professional Development Training 
 

Each participant completed the Observation Checklist for High - Quality Professional 

Development Training (Noonan, Langham, & Gaumer Erickson, 2013) and returned it at the end 

of the study.  The checklist was designed to be completed by an observer to determine the level 

of quality of professional development training and to provide ongoing feedback and coaching to 

those who provide professional development training. In addition it can be used to help design or 

revise professional development. The tool is made up of 22 indicators that should be present in 

high quality professional development. Professional development training with only one item 

missed per domain on the checklist can be considered high quality (Noonan, Langham, & 

Gaumer Erickson, 2013).  Domains include preparation, introduction, demonstration, 

engagement, evaluation/reflection, and mastery.  Teachers were asked to “check” after each 

indicator if they observed that indicator during the professional development training provided at 

the beginning of the study.  Teachers were also asked to provide evidence or an example after 

each indicator that they observed.  Figure 4.52 displays the results of the observation checklist.   
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Figure 4.52 Scores from the Observation Checklist for High - Quality Professional Development 
Training 

 
 

T1 and T2 both recorded that they observed all 22 indicators and were also able to provide 

examples/evidence of each on their checklist.  T3 recorded three times on questions 7, 14, and 22 

that she “was not sure” or “couldn’t recall” whether or not she observed the indicator.  On 

question 17 she recorded that she observed the indicator but could not provide an example.  

Collectively, all three participants scored within the range to conclude that the professional 

development training can be considered high quality. 

Preparation   T1 T2       T3 
1. Provides a description of the training with learning objectives prior to training ✓ 

 
✓ 
 

✓ 
 

2. Provides readings, activities and/or questions to think about prior to the training ✓ 
 

✓ 
 

✓ 
 

3. Provides an agenda before or beginning of training ✓ 
 

✓ 
 

✓ 
 

4. Quickly establishes or builds on previously established rapport with participants ✓ 
 

✓ 
 

✓ 

Introduction    
5. Connects content to participants’ context (e.g. community, school, district) ✓ 

 
✓ 
 

✓ 
 

6. Includes the empirical research foundation of the content (e.g. citations, key researchers) ✓ 
 

✓ 
 

✓ 
 

7. Content builds on or relates to participants’’ previous professional development ✓ 
 

✓ 
 

Not 
sure 

 
8. Aligns with school/district/state standards or goals ✓ 

 
✓ 
 

✓ 
 

9. Emphasizes impact of content on student learning outcomes ✓ 
 

✓ 
 

✓ 
 

Demonstration    
10. Builds shared vocabulary required to implement and sustain the practice ✓ 

 
✓ 
 

✓ 
 

11. Provides examples of the content/practice in use (e.g. case study, vignette) ✓ 
 

✓ 
 

✓ 
 

12. Illustrates the applicability of the material, knowledge or practice to the participants’ 
context 

✓ 
 

✓ 
 

✓ 
 

Engagement    
13. Includes opportunities for participants to practice and/or rehearse new skills ✓ 

 
✓ 
 

✓ 
 

14. Includes opportunities for participants to express personal perspectives (e.g. experience, 
thoughts) 

✓ 
 

✓ 
 

Not 
sure 

 
15. Includes opportunities for participants to interact with each other related to training 
content 

✓ 
 

✓ 
 

✓ 

16. Adheres to agenda and time constraints ✓ 
 

✓ 
 

✓ 
 

Evaluation    
17. Includes opportunities for participants to reflect on learning ✓ 

 
✓ 
 

No 
example 

 
18. Includes discussion of specific indicators - related to the knowledge, material or skills ✓ 

 
✓ 
 

✓ 

19. Engages participants in assessment of their acquisition of knowledge and skills ✓ 
 

✓ 
 

✓ 
 

Mastery    
20. Details follow-up activities that require participants to apply their learning in a new setting 
or context 

✓ 
 

✓ 
 

✓ 
 

21. Offers opportunities for continued learning through technical assistance and resources ✓ 
 

✓ 
 

✓ 
 

22. Describes opportunities for coaching to improve fidelity of implementation ✓ 
 

✓ 
 

Not 
sure 
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Focus Group 
 
 A focus group was led at the end of the study to gain perspective from the participants 

who completed the study as well as the participants who did not.  Because of the school closure 

due to COVID-19, the teachers were not able to meet in person and rather a virtual Zoom meeting 

was set up for the focus group to meet “face-to-face.”  All 6 of the original teacher participants 

were invited to attend and take part in the discussion as I felt that it was important to gain the 

perspective of those that completed the study as well as those who did not to continue the 

research on barriers that teachers may face.  The Zoom meeting was recorded and then 

transcribed using a software app called Transcribe.  The transcription was then printed, and I 

manually went through the 45 minutes of audio to look for themes and related responses from the 

participants.  The following section discusses the themes and findings from the focus group 

participants.   

 Three themes emerged as the transcribed audio was reviewed including 1). Teachers were 

not accustomed to thinking about the function of behavior in their classroom settings, 2). 

Teachers felt like there was a lack of support and training in the area of dealing with mild but 

persistent behavior in their classroom settings, and finally 3). Teachers were surprised with how 

doable that the implementation of behavior interventions and data collection could be in their 

classroom settings.   

Thinking About Behavior Functionally 
 
 The teachers in the focus group reported that they often think about problem behavior in 

their classrooms but not typically in regards to “why” a behavior is occurring but rather in terms 

of “what am I going to do about it.”  They went on further to say that they had not heard of or 

thought to replace the behavior with a behavior that still met the student’s needs and led to the 
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same function for the student.   In response to the question, “What did you find to be valuable 

about the professional development?” a veteran teachers responded: 

The part that I liked, and I think that I got out of it the most was the why -  thinking about 

why behaviors happen. Like we said - the things that we see over and over again, but 

whenever after we started this, whenever I had a child that was doing something they 

shouldn't be, or my first thought was always, wow, I wonder why they're doing that or 

what happened this morning before they got here. And I just think that's a really cool way 

to think about their behavior rather than, oh God, why are they doing this? 

 In response to the question “Do you think that other staff members in your district would 

benefit from the professional development and coaching that you received this year? Why or why 

not?” a fourth grade teacher responded: 

I think it, it's just another way of looking at dealing with behaviors that we don't often 

think about. And again, I'm coming at it from having done this for a long time and we 

think of dealing with the behaviors, but not what's causing them and thinking about things 

other than what happens at school, it could be something at home. 

After being asked “How have your views changed if at all, related to behavior and 

function specifically related to matching interventions to the function of behavior?” several 

teachers spoke up and responded: 

I think in the past, I've always known that there must be a reason why they're doing that 

particular behavior, but I guess I never thought of it as finding something else that can 

take the place of that and do the same thing for that child, you know, a replacement 

behavior and then trying to match it with what I want to happen in the long run. I've just 

never thought of it that way. 
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Before this training, when I had a behavior in my classroom, I never really thought of like 

the function, maybe I did, but like not really deeply. So I think that I'm definitely going to 

be looking into that more and I wasn't really aware of  a replacement behavior. That is 

something that I think I believe I'm going to be using for the rest of my teaching career. 

 

And again, thinking about why or what are they hoping to gain as a result of, of their 

behavior? You know, I tend to think of more of just attention and well, maybe they do, 

maybe they're doing this because they want to leave the group and they aren't enjoying 

being part of it, or, um, so thinking about what it is that they're hoping to gain, and it's not 

just to be pain or to get attention, there could be another reason. 

Finally in response to the question “What are your major takeaways from this process, a 

fourth grade teacher answered: 

I'll just repeat again, what I said, it's thinking about the why, why are they behaving the 

way that they do? Um, and then what do they hope to get from it? What is their, you know, 

what is that function? Why, why are they, what's the reason for it? And those are things 

like I said, that I never thought other than you'd think attention. And there could be lots of 

reasons that they're doing what they're doing. So thinking about that. 

Lack of Support and Training 
 
 A common theme that developed from the discussion was that many teachers felt like 

there was a lack of support and training in the area of managing behaviors in their classrooms.  In 

response to being asked if teachers are looking for more professional development in the area of 

behavior, a third grade teacher went on to say: 
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We have resources when we have extreme behaviors in our classrooms, but not much 

support when it's those persistent behaviors that <laughs>, drive us a little crazy at times.  

And it's often those behaviors that can disrupt the class the most because there is no help 

for them. So I think any kind of learning about function based thinking, I think it would all 

be really helpful for everybody. 

A fourth grade teacher added: 

I completely agree with what they said that it's the little behaviors, and the repeated ones 

that we don't often get help with. And those are the things that can be the most destructive.  

In addition, a third grade teacher answered:  

I think it would be beneficial for everyone to receive the training just because it has you 

look at again, we've talked about those persistent behaviors that we see year in and year 

out. And I think that if we all had the same language that we could use from year to year 

and with the students that it would help improve the classroom tremendously. 

Another third grade teacher added: 

And I think these are things that people wouldn't have other courses on. Like I know in 

college I had none of this in any of the behavior trainings that I've done, we did a little bit 

with the antecedents - but that was it. And this is like, it's a big part of our day, every 

single day. So I think people would definitely benefit from it. 

The participants also discussed in some comments that the school had a plan for the 

upcoming school year to start a professional development committee where teachers would get a 

say in what they are being trained in and provide some feedback to the planning process.  Ione 

teacher did point however that many teachers say they want more training and support but are 

unable to come up with topics and ideas of how to do it often saying :I don’t know” when asked 
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about what they would like to help them support students.  It is unclear with COVID-19 whether 

or not that committee ended up developing.   

Ease of Implementation 
 
 The final theme that developed from the focus group, was how surprised the teachers were 

with the ease and doability of the intervention and data collection parts of function based 

thinking.  Before the study, teachers reported that they were nervous with how they would 

manage all the children in their classroom while also collecting specific data on one or two 

students and making individual accommodations and supports that matched the needs of the 

student and the function of their behavior.  After completing the study and being asked what 

some major take-aways were, a third grade teacher was surprised with how depending on what 

you were tracking, you could take data for a portion of the day or class period and make data 

driven decisions based on even short observations for attainable goals.  She explained: 

One of the big takeaways for me has to do with collecting data and shorter snapshots - 

that I don't have to give up a whole entire class period and dedicate it to that. Like I can 

do it in snapshots and also to think about analyzing that behavior before we goal set, to 

think about a child, for instance, if it's attention that they were really struggling  with then 

to even attend for 10 to 20% of a 10 minute block. So setting a first goal, that's 50% and 

being okay with incremental growth, as long as you're seeing consistent growth. 

Other teachers had always thought that data collection and intervention would be very time 

consuming and difficult to set up.  A first grade teacher noted: 

I think a big takeaway was using a replacement behavior and keeping data, even if the 

data is like on a post-it note, you know, like nothing fancy. I don't need anything, no big 

documents. So I think that just makes it so easy to be able to do that.  
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A third grade teacher agreed and said: 

Yeah. The fact that this is doable in short time, short periods, like they said, on a post-it - 

doesn't have to be some official long thing that it's something that we can do and start 

near the beginning of the year. 

Many of the teacher also expressed how much more comfortable that they are now in 

determining the function of behavior and selecting interventions for data collection.  This 

continued to support the theme of how the ease of the process will influence their ability to use 

the tools in the future.   

Barriers were discussed related to the feasibility and possible difficulty of completing the 

study and the intervention phases.  Although this did not prove to develop into a theme among the 

group, some barriers noted were related to selecting a student that fit the criteria, which proved to 

be the reason that one teacher withdrew in the first half of the study, and focusing on a student 

with mild but persistent behaviors while other students with “bigger” behaviors needed more 

attention from the teacher, which ended up being the reason that another teacher withdrew from 

the study in the first half of the year.  Both teachers noted that they gained so much from the 

training and process despite the barriers they faced in completing the study.   

Another barrier that was mentioned was following through with the plan if the teacher 

became distracted by other problems in the classroom, or even following through early on if the 

student was making adequate progress.   

 Finally the teachers brought up that they found it beneficial to work as a group during the 

training process.  The teachers reported that they enjoyed going through the process together and 

looked forward to having a group to brainstorm with as behavior came up in their classrooms in 

the future.   
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CHAPTER 5 
 

DISCUSSION 
 

The purpose of this single subject design study was to extend the research of Strickland-

Cohen and Horner, 2014 by using the systematic process described by Hershfeldt, Rosenberg and 

Bradshaw, 2010, and Loman et al., 2013 to examine the feasibility of general education teachers 

implementing FBT in their elementary school classrooms to solve mild, but persistent 

challenging behavior, which is often the most frequent form of classroom disruption and 

contribute to lost instructional time. In addition, the study sought to explore further and clarify 

the components of FBT and its efficacy for implementation by general education teachers, as well 

as contribute to the literature on professional development for teachers.  This chapter includes a 

discussion of the use of professional development training for general education teachers in the 

area of FBT, the development of positive behavior support plans to target specific persistent 

behaviors in their students, the fidelity and outcomes measures used in function based 

interventions, and the teachers’ beliefs and thoughts related to the FBT process in their training 

and in their ability to apply it to their classrooms.  Also included in this section is a discussion 

related to coaching and the feedback process used throughout the study.  This chapter concludes 

with a discussion of the limitations of the study, areas for future research, and a brief summary. 

This chapter contains discussion and future research possibilities to help answer the 

research questions: 

1. To what extent does a training package in function based thinking, provided to general 

education teachers, impact their knowledge base in conceptually systematic antecedent-

based modifications to support targeted and socially valid mild, but persistent behaviors 

of students in inclusive settings? 
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2. To what extent does a training package in function-based thinking, provided to general 

education teachers, enable them to develop and implement with fidelity, positive 

behavior support plans rooted in evidence-based practices for students with mild but 

persistent behaviors? 

3. To what extent are the targeted behaviors of the selected student participants impacted 

by the general education teachers’ implementation of the positive behavior supports 

plans?  

4. How do general education teachers view the efficacy of the professional development 

training, and the feedback and coaching sessions provided as part of the study in relation 

to their ability to understand and implement function-based thinking in their classroom? 

Interpretation of Findings 
 
 This section reviews each of the research questions in terms of the quantitative and 

qualitative data collected throughout the study.  In addition, it gives an in-depth comparative 

narrative of each of the participants and their individual process in the development of positive 

behavioral supports for their students, including their successes and the barriers and struggles that 

they faced during the entirety of the yearlong study.    

Impact of Training Package 
 

The first research question (“To what extent does a training package in function based 

thinking, provided to general education teachers, impact their knowledge base in conceptually 

systematic antecedent-based modifications to support targeted and socially valid mild, but 

persistent behaviors of students in inclusive settings?) was measured by evaluating the results of 

the pre and posttest related to each participants understanding of the material presented in the 

professional development training at the beginning of the study.  T1, T2, and T3 scored 51%, 



 
 

 

119 
 

49%, and 50% respectively on their pretests which indicated that they had very little knowledge 

about function based thinking going into the study.  After the 5 weeks of training, meeting 1X per 

week, the teachers demonstrated a great increase in knowledge as evidenced by the scores  their 

posttest which they took after the 5 weeks of professional development.  T1, T2, and T3 each 

scored 98% on their posttests (Figure 5.1). 

 

Figure 5.1 Pre Test and Post Test Scores 
 

On the last day of training, the participants and I talked about the posttest and they asked any 

clarifying questions that they may have had.  For the next week, the teachers reported that they 

studied the material and memorized definitions.  One teacher even reported that she made a 

“jingle” to remember the material.  Although not reported in the final write up, all six of the 

original participants, including those that did not complete the study, scored above 95% on the 

post-test, which demonstrates a substantial growth after the professional development training on 

function based thinking.  These findings support the research of Sugai & Horner, 2009 whom 

emphasized the role of a positive organizational climate, which looked at the staffs' abilities to 

manage problems within the classroom, and their participation in the decision-making process 

51
49 50

98 98 98

0

10

20

30

40

50

60

70

80

90

100

Teacher 1 Teacher 2 Teacher 3

Pe
rc

en
ta

ge
 S

co
re

 o
n 

Pr
e 

an
d 

Po
st

 T
es

t

Participants

Pre Test vs. Post Test 
Function Based Thinking Knowledge



 
 

 

120 
 

regarding interventions as well as stressing the value of professional development that is 

localized and supported by others, continuous in coaching and feedback, and driven by teams of 

educators and family members in the school community.  In addition, Glover et al. (2016) added 

that professional development is most effective when it involves a high number of contact hours 

and is sustained over time.  Perhaps the training package and the frequency of hours over the 

course of 5 weeks factored into the deeper knowledge of the content developed by the teachers 

and had a positive overall impact on teaching practices. 

Development and Implementation of Positive Behavior Support Plans  
 

The first part of the second research question (“To what extent does a training package in 

function based thinking, provided to general education teachers, enable them to develop and 

implement with fidelity, positive behavior support plans rooted in evidence-based practices for 

students with mild but persistent behaviors?”) was measured by evaluating the process used by 

the participants in their development of a support plan using two checklists based on the Intensive 

Individualized Interventions Critical Features Checklist (Lewis-Palmer, Todd, Horner, Sugai, & 

Sampson, 2004).  The second part of the second research question was measured by analyzing the 

fidelity measures recorded during the implementation process for each participant on week 1, 2, 3 

and week 6 during the data collection phase.   

For the first part of the study where teachers were given support and coaching throughout 

the development of their plans. Teachers 1, and 2 met all the requirements based on the checklists 

that measured whether or not they included all relevant parts of the behavior plan scoring an 8/8 

and a 12/12, respectively. T3 met almost all of the requirements based on the checklists that 

measured whether or not they included all relevant parts of the behavior plan scoring an 8/8 and a 

11/12, respectively. These findings support the research on ongoing coaching and feedback 



 
 

 

121 
 

sessions.  Fixsen et al. (2005) and Stormont, et al. (2015) stressed the importance of continuous 

and embedded coaching so that behavior change can occur. They noted that when teachers learn 

new techniques and skills, it can take a great deal of time before they are comfortable with their 

new forms of instruction. Compelling evidence indicates that training and coaching are the 

primary ways in which behavior change can occur with teachers and school personnel as they 

learn to implement new strategies and skills based on evidence-based practice and programs 

(Fixsen et al. 2005; Kretlow & Bartholomew, 2010; Stormont et al., 2015).  This study 

demonstrated that ongoing coaching and feedback sessions had a positive impact on the teachers’ 

abilities to not only develop a function based intervention plan, but also implement the 

intervention plan with fidelity. 

For the second part of the study, teachers were not given support and coaching throughout 

the development of their plans. Furthermore,  they were home because of the COVID-19 school 

shutdowns. Working independently, T1, T2, and T3 met all of the requirements based on the 

checklists that measured whether or not she included all relevant parts of the behavior plan 

scoring an 8/8 and a 12/12 respectively.  These findings highlight the research and 

recommendations of Hershfeldt, Rosenberg and Bradshaw (2010), who pointed out the 

importance of teachers being able to use function base thinking on their own when behaviors first 

arise, without needing to pull together a team.  This is an important consideration given that  

scheduling challenges often delay the timeliness of behavior interventions, while behaviors in the 

classroom are ineffectively managed and often get worse without immediate intervention.  

Providing FBT training for teachers will allow them to work independently in most cases and 

quickly determine function of problem behaviors and the environmental variables that contribute 

to their occurrence.    
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During the training sessions, the development of the behavior support plan was discussed 

in depth.  By breaking down each of the components that go into the planning portion of the 

behavior plan, the teachers gained a greater understanding of the process involved in the behavior 

plan development as evidenced by the behavior plans that were written.   

In addition, having a behavior support plan template to follow appeared to help the 

participants to develop effective support plans.  Providing a framework to map out the process 

seemed to help everyone come to the same conclusions, which, most importantly matched 

individual student behaviors to their function(s).  Breaking down the function based thinking 

worksheet developed by Hershfeldt, Rosenberg & Bradshaw (2010), also enabled the teachers to 

slow down the steps of FBT and properly think through the process without rushing and 

overlooking details.  The worksheets provided a balance between guided and technical questions, 

and blank spaces allowing for teachers to think for themselves and draw their own conclusions 

based on the evidence that they each collected.  If I did the training again, I would use the 

worksheets again in hopes of increasing independence in the teachers and their responses to the 

prompted questions.   

The second part of the second research question looked at analyzing the results of the 

fidelity measurements for each teacher during the implementation of their interventions.  The 

fidelity measurements included those of the BCBAs and the teacher herself for each observation 

checklist.   

T1 rated the fidelity of her implementation higher than both BCBA observers during the 

Week 1 visit and the Week 2 visit.  Her scores for her implementation were 100% meaning that 

she felt that she had accurately implemented each component of her plan as intended and written.  

These results, however, were examined closer and changes were made accordingly to the 
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observation sessions moving forward.  On Week 1, neither of the BCBAs saw the teacher 

complete any of the steps in her teaching interventions section of the behavior plan.  When we 

asked the teacher about this step, she reported that she whispered very quietly to the student and 

that we likely did not hear her.  She assured us that she completed the step and said that it was 

imperative that she do it as quietly as possible to not draw attention to the student and her 

behavior.  Because of the ambiguity of this step (we were not able to absolutely discern what she 

was whispering to the child in future observations), we did not count this step against the fidelity 

of her implementation in future observations.  In week 2, the teacher again rated her fidelity 

measures as 100% and the BCBAs measured them at 86% meaning that she had missed one of 

the steps of her implementation.  It was not determined what the discrepancy was for this week 

after reviewing with the teacher, and the step that was not observed was one in which it would 

only be implemented if the teacher was reminding the student about the expectations for the 

desired behavior.  At this point in the intervention, the student’s undesired behavior had 

decreased by 80% frequency (only 3 incidents of calling out on observation day) as compared to 

baseline measures (average of 15 incidents of calling out).  It is possible that the teacher did not 

correct the behavior while the observations took place because the problem behavior simply did 

not occur during our observation period, but perhaps happened after we left and she marked 

herself as completing the step. 

T2 rated the fidelity of her implementation as 100% for each week of the implementation 

phase and both BCBAs concurred on that level of fidelity.  For T2 however, a fidelity check was 

unable to occur due to scheduling and student absences for Week 3.  This was difficult for the 

team but after several attempts to observe the student, and the student taking a last-minute family 

vacation and then not returning when the team expected, we were creeping past Week 4 and into 
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Week 5, which didn’t feel like accurate data to report for the consecutive weeks that we were 

looking for to support fidelity.  We did feel, however, that two full weeks of data and then the 

addition of the 6-week maintenance checkpoint helped to provide enough evidence that the 

intervention and its fidelity of implementation were successful.   

Finally, in the case of T3, the final week (maintenance check) for the 6-week fidelity 

check, did not occur because the school district unexpectedly closed due to COVID-19.  This 

closure changed the course of the final steps of the project for T3 as the school did not reopen to 

in-person instruction for the remainder of the school year.  In her case, we felt that we had an 

accurate representation of her fidelity measures with the three consecutive weeks of observations 

with 100% fidelity matched with the teacher and BCBAs.   

Student Outcomes 
 

The third research question, (“To what extent are the targeted behaviors of the selected 

student participants impacted by the general education teachers’ implementation of the positive 

behavior supports plans?”) was measured by using a single subject, non-concurrent multiple 

baseline design. Outcomes were measured across selected students with targeted behavior needs 

before and after intervention and provided the support necessary to conclude that the behaviors 

from all three student participants were positively impacted by either the decrease of a problem 

behavior, or the increase of a desired behavior as evidenced by the data and visual graphs.   

Teachers’ Perception of the Process of FBT 
 

The fourth and final research question, (“How do general education teachers view the 

efficacy of the professional development training, and the feedback and coaching sessions 

provided as part of the study in relation to their ability to understand and implement function-

based thinking in their classroom?”) was measured quantitatively and qualitatively by analyzing 
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the responses from the efficacy scales and the focus group after the completion of the research 

study.   

All three participants scored similarly in their rating of the behavior plan process and its 

contextual fit within their classroom and school in the Self-Assessment of Contextual Fit in 

Schools scale.  This would suggest that each teacher felt that their knowledge after the study was 

sufficient to support them in their ability to develop a positive behavior support plan in their 

classroom and school.  All three answered every question with a rating of 5 (moderately agree) or 

a 6 (strongly agree) for each question with the exception of one question for T3 where she rated a 

4 (barely agree) in response to the statement “This behavior support plan will likely assist the 

child to be more successfully at home and in the community.”  It was noted that the student’s 

behavior that was selected by T3 was “school specific” and therefore it is possible that she did 

not draw a connection to changes in the behavior helping the student at home or in the 

community and rather that its use would benefit school behavior only.   

The second efficacy scale given to the participants was the Teacher’s Sense of Efficacy 

Scale (TSES) – long form and results are shown below in Figure 5.2 to be discussed further. 

 

Subscale 

 

T1 

Mean Scores 

T2 

 

T3 

Efficacy in Student Engagement:  7.1 7.6 8.1 

Efficacy in Instructional Strategies:  7.8 7.9 8.0 

Efficacy in Classroom Management:  7.5 7.6 8.0 

 
Figure 5.2  Mean scores from Teachers’ Sense of Efficacy Scale 
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 As reported in the results chapter, the teachers scored similarly across the board in this 

scale, all reporting answers that when averaged into the three subscales, fell within the “quite a 

bit of influence” to “a great deal of influence” range (7-9 range).  T3 did score herself higher 

across the board in terms her beliefs related to the kinds of barriers that make school activities 

difficult and how much influence she had at overcoming these barriers.  There were not any clear 

indicators as to why her scores would have been slightly higher than the two other participants.  

The results of this scale suggest that the participants feel like they have influence over their 

classroom and the barriers that they are faced with in terms of student engagement, instruction, 

and classroom management.  The ability to think about their classrooms in this way could also 

lead to the teachers putting in more effort over time despite barriers faced, knowing that in return 

their efforts will be rewarded by positive outcomes.  Perceiving that they have influence over the 

situations that they are faced with in their classrooms, could in turn create more opportunities for 

teachers to seek out interventions and implement them, while eliminating feelings of helplessness 

when met with difficult behaviors and circumstances that come up.   

The Observation Checklist for High - Quality Professional Development Training 

(Noonan, Langham, & Gaumer Erickson, 2013), was used to determine the quality of 

professional development training and to provide feedback and coaching to those who provide 

professional development training.  In addition, results will be used to help design or revise 

professional development for FBT in the future.  T3 recorded three times on questions 7, 14, and 

22 that she “was not sure” or “couldn’t recall” whether or not she observed the indicator during 

the professional development.  On question 17 she recorded that she observed the indicator but 

could not provide an example.  Collectively, all three participants scored within the range to 

conclude that the professional development training can be considered high quality.  This 
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checklist helped to provide a framework during the planning process of the development of the 

FBT training.  If used again, I would give it to teachers for feedback immediately after the 

training was complete.  In this study, it was given to the teachers after the completion of the 

research study.  It is possible that T3’s responses where she “could not recall” were related to the 

fact that so much time had passed since the initial training and to complicate matters more, the 

COVID-19 closures were leaving us all with unprecedented times that may have impacted her 

ability to recall the details.  It is also possible that those points were not made clear enough 

during training for all the participants, and in the future, it will be noted and carefully monitored 

during the training period. And additionally, I will intentionally provide more examples related to 

each teacher so that they may recall them more accurately in their practice.   

Focus Group  

Finally, the focus group that was held at the end of the study left the research team with 

several takeaways that will likely shape the course of training on FBT in the future.  Three 

themes emerged as the transcribed audio was reviewed including 1). Teachers were not 

accustomed to thinking about the function of behavior in their classroom settings, 2). Teachers 

felt like there was a lack of support and training in the area of dealing with mild but persistent 

behavior in their classroom settings, and finally 3). Teachers were surprised with how doable that 

the implementation of behavior interventions and data collection could be in their classroom 

settings.  These themes will be discussed further below. 

Thinking About Behavior Functionally 

 A common theme that came up several times during the focus group was related to 

thinking about behavior functionally.  Teachers repeatedly stated that they often do not think 

about the “why” in terms of behavior and rather focus on trying to stop the behavior without this 



 
 

 

128 
 

step.  This supports the research by Strickland-Cohen & Horner, 2014 who demonstrated through 

recent research that nearly half of the behavior support plans provided in school settings are not 

developed based on assessment data gathered from the FBA process (Strickland-Cohen & 

Horner, 2014), and many of these plans have supports in place that are not related to the correct 

function of the behavior (Myers & Holland, 2000). Such practices potentially lead to 

complications, most notably, the unintentional reinforcement of the undesired behavior (Cook et 

al., 2007; Gable, 1999; Lewis & Sugai, 1996; Allday, 2018).  If teachers are not thinking about 

the “why” then the process of matching the intervention to function is lost.    

Lack of Support and Training 

Another common theme that came out of the focus group was that the teachers felt like 

they had not been equipped to deal with persistent and difficult behaviors that plague their 

classrooms year after year.  In fact, a few teachers said that they understood how to get help for 

behaviors that are especially challenging and require outside resources but did not understand 

how to manage the common behaviors that they see more often.  In addition they all supported 

the use of professional development in the area of function based thinking for their colleagues.  

These findings help to support the notion that general education teachers are often not prepared to 

meet the needs of persistent and challenging behaviors in their classroom while using a 

systematic approach and evidence-based practices.  In fact, research shows evidence that teachers 

are potentially being overwhelmed with the task of creating individualized curriculum and 

behavior support for their students with disabilities and behavioral challenges, coordinating 

services with team members, and managing the needs of an increasingly diverse population of 

learners, highlighting the complexity faced by general education teachers (Myers & Holland, 

2000; Scott et al., 2004; Strickland-Cohen & Horner, 2014).    
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Ease of Implementation 

The final theme that developed from the focus group, was how surprised the teachers were 

with the ease and doability of the intervention and data collection parts of function based 

thinking.  Before the study, teachers reported that they were nervous with how they would 

manage all the children in their classroom while also collecting specific data on one or two 

students and making individual accommodations and supports that matched the needs of the 

student and the function of their behavior.  These barriers were the same barriers discussed in the 

research by Myers & Holland, 2000, Scott et al., 2004, and Strickland-Cohen & Horner, 2014 

that often lead to teachers unwellness to try to manage challenging behavers on their own in their 

classrooms.  Perhaps the ease of the FBT process will play a positive role in the fidelity of its 

implementation.  Most teachers in the study were familiar with the more layered approach of the 

FBA process but less familiar with the use of FBT for their own use within their classroom to 

target persistent behaviors.   

Contributions to the Literature 
 
 To date, the FBA process has been widely researched and utilized in the field of special 

education to yield more information about the function of problem behaviors exhibited by 

students with disabilities. Unfortunately, there is less research into its efficient use in general 

education settings (Doggett, Edwards, Moore, Tingstrom, & Wilczynski, 2001; Scott et al., 

2004; Simonsen et al., 2014; Umbreit, 1995).  The evolving use of FBA in school settings 

includes increasing the accessibility of FBA-type problem-solving procedures to general 

education teachers.  This study supports the research of Strickland-Cohen and Horner (2014) and 

Loman et al., (2013) who assessed the ability of typical school personnel to lead teams of 

individuals in the development of function-based supports following some basic training in the 
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FBA process and general behavioral concepts.  This study found that teachers were able to 

develop function-based interventions following training in FBT and behavior concepts, and the 

use of coaching and feedback sessions, as measured by the accuracy and completion of their 

behavior plans and the knowledge measured by their gains in the post-test after testing.   

In addition, this study supports the notion that FBT is a promising practice that may 

enable teachers to strategize and develop positive behavior supports to assist the student in 

general education settings, without the lengthy time commitment or depth of knowledge and 

experience required in a more traditional FBA (Carr et al., 2002; Hershfeldt, Rosenberg & 

Bradshaw, 2010; Scott et al., 2004). This was evidenced by the responses in the focus group 

about the ease of the FBT process in terms of data collection and implementation.  Many teachers 

were surprised by this finding and in the past would have sited this as a potential barrier had they 

not discovered otherwise from participating in the entirety of the study.  On the other hand, 2 out 

of the 6 original participants did report conflicts with time constraints, class size and caseload 

responsibilities which continue to come up time and time again from teachers who are less 

willing to participate in this type of training and implementation (Ducharme & Shecter, 2011; 

Hershfeldt, Rosenberg & Bradshaw, 2010; Larson & Maag, 1998; Scott et al., 2004; Strickland-

Cohen & Horner, 2014).  It is clear that there are many barriers that teachers still face in the 

classroom and those barriers need to be considered when trying to create professional 

development opportunities for teachers to take part in.   

Understanding the relationship between function and intervention, serves as the basis for 

developing positive behavior supports and informs the individualization of instructional methods 

to address the learning needs of the student (Polirstok & Gottlieb, 2006).  In the focus group, 

several teachers reinforced the research that points to the lack of understanding that general 
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education teachers have when it comes to behavior and matching interventions to function for 

students in their classrooms.  In fact, the teachers mentioned that they almost “never “ consider 

“why” the behaviors in their classroom are happening and rather move right to trying to stop the 

behaviors from continuing.  These findings continue to support the need for behaviorally focused 

professional development that leaves teachers with a greater understanding of the types of 

interventions that should be implemented for students once the function of the behavior is 

identified.  These findings also raise the issue of considering the role of preservice programs in 

the preparation of teachers, and whether or not using function-based thinking could be used to 

help teachers early on in the developing of their skill set for managing behaviors. 

Fixsen, Naoom, Blase, Friedman, & Wallace (2005), Stormont, Reinke, Newcomer, 

Marchese, & Lewis, (2015) and Sugai & Horner (2009), discuss the importance of coaching, 

experiential knowledge of staff, opportunities for modeling, and practice, evaluation, and fidelity 

checks in their implementation science research.  In this study, teachers used the coaching they 

received to make meaningful changes in the development of the positive behavior support plans 

they used and the interventions that they implemented with their selected students.  Coaching 

continues to be a positive source of teaching and reinforcing the desired behaviors of the 

educators that develop behavior plans and implement function based interventions in the 

classroom.  This study further supports the role that coaching plays in the fidelity standards of the 

implementation of the interventions as measured through observation and feedback sessions.  

Teachers appreciated the feedback they received and when applicable, they made necessary 

changes to the implementation of their interventions to positively impact student behavior.  In the 

focus group, teachers reported that they got “used to” the observations made by the BCBAs even 

though they had reported earlier to be nervous about someone observing them in their 
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classrooms.  Overtime they looked forward to the feedback sessions and even seemed proud to 

demonstrate the progress that their students were making.  Coaching was meaningful and 

effective and well received by the participants over time.  

Implications for Practice 
 
 The results of this study strengthen the literature on the use of function based thinking in 

the general education classroom, but in addition there are several practical considerations if FBT 

were to be adopted at the district school level in terms of professional development and student 

outcomes.   

Professional Development Training 
 
 If districts chose to use some of their scheduled professional development days at the 

beginning of the year, to teach and train teachers and staff members to think functionally about 

behaviors, they would be better equipped to think about behaviors in a constructive, systematic 

way from the start of the school year, and may “start off on the right foot,” in terms of classroom 

management.  Additionally, schools typically have PD days throughout the year, which would 

allow for follow-up coaching and feedback sessions as well as ample opportunities to refresh and 

further educate and train staff throughout the semesters of school as behaviors often change over 

time and during the year.  In the focus group, teachers reported that they enjoyed working 

together and being able to talk about behaviors as a group.  They indicated that they felt it was 

helpful to work with teachers dealing with the same persistent behaviors year after year.  

Professional development aimed at function based thinking would provide teachers a place to 

work together to discuss and problem solve around the behaviors that they see in their classroom 

time and time again.   
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Matching Interventions to Function 
 
 If teachers were able to identify the function of behaviors that they see in their classrooms 

and then quickly match the function to an appropriate intervention while finding a replacement 

behavior to take the place of the undesired behavior, they could in turn make a big impact on 

student behaviors, sooner than in previous practice, in their classrooms without outside help or 

consultation.  In many cases, general education teachers are conditioned to identify challenging 

behavior and immediately reach out to behavior consultants and specialists for help, sometimes 

without trying any accommodations of their own.  This behavior chain creates a climate that 

feeds on seeking help from others rather than using their own skills and training to accommodate 

and intervene early on before behaviors get stronger and more damaging for the student.  FBT 

training could empower general education teachers to confidently think about the behaviors in 

their classrooms with a lens that points to solutions, and interventions that seek to meet the needs 

of their students. In addition, function-based thinking teaches teachers about behavioral concepts 

that in turn help them to feel more secure and comfortable in their ability to manage the behaviors 

in their classrooms from year to year.  

Fidelity of Implementation 
 
 One layer of implementation that is often overlooked is the measurement of fidelity 

throughout the implementation phases.  Obviously the act of being observed and critiqued by 

others is something that teachers are familiar with as they often receive feedback from 

administrators from time to time in the form of evaluations.  One aspect of the study that proved 

to be rather interesting was the use of self-evaluation with the self-fidelity checklist.  Teachers 

were consistent and honest in their ability to rate themselves.  Teachers used the fidelity 

checklists to remind themselves what they were supposed to do in terms of support and 
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accommodations.  Teachers took notes on the checklists and held themselves accountable for 

completing the steps and providing information when necessary to explain changes in 

implementation.  If teachers could be trained to evaluate their own implementation strategies in a 

systematic and regular practice, then they in turn could make changes to their plans faster than if 

they had to wait for another set of eyes to observe them and offer feedback.  These changes could 

impact students immediately without delay.  This practice could allow for more time on task for 

the teachers and their ability to practice implementation with fidelity in their classrooms.   

Limitation of Current Study 
 

This study’s mixed-methods design allowed for data collection over the duration of the 

full school year, breaking the study up into two distinct parts.  Choosing to use a single subject 

multiple baseline design helped to control for extraneous threats to both the external and internal 

validity of the results of the study.  There are however several limitations to the current 

investigation. These limitations are discussed in further detail below.  

Threats to External  Validity 
 

The purpose of the study was to extend the research of Strickland-Cohen and Horner, 

2014 by using the systematic process of FBT described by Hershfeldt, Rosenberg and Bradshaw, 

2010.  There are several limitations to the study that impact the external validity of the results.   

Selection bias.  The first threat to the external validity of the study is selection bias.  The 

teachers who agreed to participate in the study did so voluntarily because they had a vested 

interest in making behavior changes in their classrooms.  Allowing the process to be voluntary 

makes it difficult to connect with teachers who may need the training and support but do not 

show interest in the training.   



 
 

 

135 
 

   In addition, it is difficult to say whether or not the participants’ “vested interest” in 

gaining knowledge and making positive behavioral changes for their students, led to their 

increased success both with the pre and posttest and the FBT process as a whole.  If this type of 

training had been mandatory, as is most professional development, it is unknown how the results 

would have differed with participants who were required to complete the process rather than 

volunteering.   

Another possible threat is that with such a small group of participants it could be difficult 

to generalize their results to other school districts and teachers.  The three participants were all 

female teachers with either many years of experience and/or a master’s degree in a lower 

elementary school.  It could be difficult to generalize these results to all grade levels and 

experience/education levels of future participants.   

Threats to Internal Validity 
 
 There are several limitations to the study that impact the internal validity of the results. 

 Attrition.  For this study, half of the participants dropped out of the study for various 

reasons creating an even smaller sample size than originally planned which put a great deal of 

pressure on the others completing to have useable data for the research.   

History related to the pandemic.  The unexpected school closures due to the COVID-19 

restrictions and shutdowns, occurred a little over halfway through the study leaving the 

participants and research team scrambling for a plan B during unprecedented times.  In this first 

few weeks of the pandemic and school closures, teachers were not allowed back in their buildings 

because of mandatory lockdowns.  They did not have access to their training materials and 

worksheets left at school in their classrooms, and of course they were also adjusting to suddenly 

teaching their young elementary students through their computers at their kitchen tables.  This 
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alone completely rerouted the second part of the study because not only were teachers displaced 

from their classrooms, but they also no longer had in person students and learners, making it 

impossible to carry out the study as originally intended.  Fortunately teachers were able to 

develop hypothetical behavior plans and complete the function based thinking worksheets, but 

the disruptions caused by COVID-19 made the implementation of those behavior plans 

unattainable.  This lack of data left me still questioning whether or not the teachers would be able 

to implement their behavior plans with fidelity without the coaching and feedback sessions that 

were provided during the first half of the study.   

Furthermore, COVID and the pandemic added more stress and responsibilities onto the 

already full plates of the participants which led to another participant dropping out after 

successfully completing the first half of the study.  The pandemic restricted the participants and 

research team from meeting in person for the focus group and restricted face-to-face feedback 

sessions to conclude the end of the study at the conclusion of the school year.     

History and maturation related to non-concurrent multiple design.  A longstanding 

assumption about the limitations of the use non concurrent multiple design in research, is related 

to the threats to internal validity addressing coincidental events or history and maturation 

(Slocum et. al, 2022).  Non concurrent multiple baseline design differs from concurrent in that the 

baseline and interventions are not synchronized in real time, meaning that the baseline phase of 

one teacher in the case of this study, does not need to be finished before another teacher can begin 

their baseline data collection.  The tiers or phases are non-concurrent in time and rather occurred 

when the participant was ready in their own FBT process.  Past literature warns of the threat to 

interval validity, specifically history and maturation, since these threats could impact the 

reliability of the results of a study.  In this study, the teachers were all running their interventions 
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and process independently of one another, in separate classrooms, separate times of the day, and 

separate grade levels.  The multiple baseline design was not measuring the intervention across the 

same student or behaviors or with one teacher.  The non-concurrent component of this study does 

not lead to a direct threat to the history and maturation of the participants as they were all 

implementing in isolation form one another and the design was measuring the effectiveness of the 

training component and its impact on the teachers’ abilities to complete the FBT process in the 

section of interventions matched to function, as measured by student outcomes.  In terms of 

history, there may have been personal factors that were not collected that could serve as a 

limitation.  Furthermore, it was selected as the most appropriate single subject design to use in 

that this study was not one where the research team could withdraw intervention or go back to 

baseline conditions to prove reliability (Harvey, May, & Kennedy, 2004). 

 Maturation. Although maturation was not found to be a limitation as it pertains to the 

design of the study, it may have posed a possible threat to maturation related to the length of the 

professional development training package, and the duration of time it took to deliver the 

extensive training needed to teach the participants about the FBT process including data 

collection and fidelity measures.  The participants met for 5 weeks, 1 hour per week, with an 

additional week to take the posttest to measure knowledge gained from the training.  During those 

6 weeks that the training took place, some of the participants (from the original 6) were already 

making small changes to their approaches in the behavior management they provided in their 

classroom.  One teacher even mentioned that she had a student in mind to use for the first half of 

the study, but that she changed her mind because his behaviors were improving  since she made 

changes to support him in his learning.  Once training began, the natural maturation of the 

participants using what they were learning, even inadvertently, occurred to some degree.  
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These possible limitations to the study would need to be considered and explored by 

individual school districts or training professionals to decide what would be best for the 

participants involved.   

Implications of Results for Future Research 
 

If this study was to be replicated, or if the training package was to be adopted by school 

districts, the training might need to be altered based on staff availability which could provide 

different results.  It would be interesting to see if the training package could be condensed into 1-

2 full days to be used during professional development at the beginning of the school year so that 

teachers could use FBT right away at the beginning of the school year with their students before 

behaviors get unmanageable.  However, Strickland-Cohen and Horner (2014) set up the FBT 

training and recommendations on its format, based on professional development research 

suggesting that participants learn best when information is presented in manageable chunks with 

opportunities to practice new skills and time to review previously learned material interspersed 

throughout the training.  Therefore it could be meaningful to collect and compare data providing 

professional development both ways (condensed vs. manageable chunks) to help support the 

literature in professional development and what works best for teachers and the way that they 

learn and apply knowledge in their classrooms. 

 The findings from this research and also from the research of Strickland-Cohen and 

Horner (2014) are limited to the elementary grade levels.  Future research could look at 

replicating the training and FBT process for middle school and high school teachers to be used 

with older students.  In both middle school and high school settings, students see several teachers 

on a given day.  It would be interesting to explore the strategies used and barriers that upper level 

teachers face in regards to function based assessments and matching functions to interventions. It 
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would be useful to investigate and prepare strategies for FBT to be used with multiple teachers 

who work with students experiencing behavior challenges in those upper levels. 

 In addition to upper grade levels, it would be worth researching the role of preservice 

programs in the preparation of new teachers, and whether or not using function-based thinking 

could be used to help teachers early on in the developing of their skill set for managing behaviors.  

This specific training might impact the abilities of teachers to address minor, but persistent 

behavioral problems during student teaching, while allowing for an opportunity for systematic 

coaching and feedback before employment within a school setting. 

 The last area that I would recommend for future research would look at the teachers’ 

abilities to develop their behavior plans and implement their interventions without, or with very 

limited, coaching and feedback.  Because of the COVID-19 restrictions this study fell short of 

being able to complete the last phase of the study compared to the first part of the study, which 

had a great deal of coaching and feedback to encourage and guide teachers along the way.  We 

know that the research stresses the value of professional development that is continuous in 

coaching and feedback (Sugai & Horner, 2009) and most effective when it involves a high 

number of contact hours and is sustained over time (Glover et al. (2016).  What we still don’t 

know is how many contact hours are sufficient for adequate learning on the part of the teachers 

and how much coaching is needed for the rest of the school year once teachers demonstrate an 

understanding and ability to implement interventions with feedback in the beginning of the year.  

These findings would help to deepen the knowledge base and research on coaching and its use in 

general education classrooms.   
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Significance of the Study 

 For decades, previous research has examined the use of functional behavioral assessment 

(FBA) and its use in special education settings to help educators determine the link between 

student behavior and the environment in which it occurs. Using that FBA data to develop positive 

behavior supports and individualized instruction that benefits the academic and behavioral needs 

of students is common among special education teams (Larson & Maag, 1998; Payne, Scott & 

Conroy, 2007; Dunlap & Kern, 2018). Despite its effectiveness, research indicates that FBA is 

rarely used by general education teachers when they develop behavioral programs (Hershfeldt, 

Rosenberg & Bradshaw, 2010; Ishuin, 2009; Larson & Maag, 1998; Strickland-Cohen & Horner, 

2014). Furthermore, classroom teachers quickly seek assistance from special education 

professionals or behavioral consultants to assist them in managing challenging behavior. Further, 

they often cite barriers that inhibit the use of FBA in their classroom, including lack of training 

and knowledge regarding behavioral principles, class size and caseload responsibilities, and the 

rigorous procedures often required when conducting a full FBA (Scott et al., 2004; Polirstok & 

Gottlieb, 2006; Crone, Hawken & Bergstrom, 2007; Ducharme & Shecter, 2011; Hershfeldt, 

Rosenberg & Bradshaw, 2010; Larson & Maag, 1998; Scott et al., 2004; Strickland-Cohen & 

Horner, 2014).  General educators need a simplified version of the FBA process that can easily be 

used in their classroom while considering the responsibilities and barriers that classroom teachers 

are already facing.  FBT is a promising practice that teachers could use to fill this void. 

The purpose of this study was first to create behavioral assessment procedures that are 

valid and reliable but also "doable" in general education settings by individuals that have a 

limited understanding of behavioral principals.   This study sought to address these concerns 

through the implementation of  simplified FBA procedures and tools that are both efficient and 
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effective in addressing mild, but persistent student behavior.  A limited amount of research shows 

that these modified FBAs (i.e., simple, practical, or brief),  have proven effective in providing 

general education teachers a better understanding of less serious, but persistent student behavior  

(Ishuin, 2009; Gardner et al., 2012; Knoster & Llewellyn, 1997; Strickland-Cohen & Horner, 

2015.  

  This study supports previous research of Strickland-Cohen & Horner, 2014, Hershfeldt, 

Rosenberg and Bradshaw, 2010, Ishuin, 2009; Gardner et al., 2012; Knoster & Llewellyn, 1997, 

and Loman et al., 2013 by demonstrating that when given professional development and specific 

training in FBT and positive behavior support plans, general education teachers were both willing 

and able to implement FBT in their elementary school classrooms to solve mild, but persistent 

challenging behavior.  Additionally, teachers were able to develop and implement with fidelity, 

positive behavior support plans that matched function to intervention, both with and without 

extensive coaching from experts in behaviors, once given the tools and training in basic behavior 

principles.  Furthermore, the teachers in this study all reported that they felt everyone in their 

district would benefit from this type of training and professional development.  If school districts 

invested and adopted the FBT professional development and training for their teachers, perhaps 

the behavior needs of students could be met sooner, allowing students to remain in class with the 

supports in place, while giving general education teachers the confidence to handle the needs of 

all their students in the classroom each year.   
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APPENDIX A: CONSENT FORM FOR TEACHERS 
 

 
 
 You are invited to participate in a research project being conducted by Jamie L. 
Treworgy, a doctoral candidate in the Department of Education and Human Development at the 
University of Maine.  The faculty sponsor for the study is James Artesani, Ed.D., Associate 
professor of Education and Associate Dean for the College of Education and Human 
Development at the University of Maine.  The purpose of the research is to examine the 
feasibility of general education teachers implementing Function Based Thinking (FBT) in their 
elementary school classrooms to solve mild, but persistent challenging behavior, as well as to 
develop and implement, positive behavior support plans rooted in evidence-based practices.  
 
What Will You Be Asked to Do? 
 
 If you decide to participate, you will be asked to complete a pre- and post-test on your 
understanding of function based thinking and positive behavior support plans.  Questions will be 
short answer, fill ins, and multiple choice.  You will also participate in 3-5 professional 
development hours, specifically in the training of FBT, and the development of positive behavior 
support plans (PBSP).  You will then select a student with mild but persistent problem behaviors 
and then implement your PBSP.  At the end of the study, you will be asked to complete several 
efficacy scales to get your opinion of the study and the development of your skill set as a result of 
the professional development.  Finally, you will be asked to participate in a focus group with 3-5 
other general education teachers who also participate in the study, to discuss the efficacy of the 
professional development training and coaching sessions provided as part of the study. 
Specifically, the focus group will address your ability to understand and implement function-
based thinking in your classroom   The length of the overall study will be approximately 9 
months (the full school year).. 
 
Risks 
  
  The study has minimal risks to you, other than the inconvenience of scheduling  
  training time outside of your regular school day hours and making time for  
  feedback sessions and participation in the focus group, which may involve  
  rescheduling prior commitments outside of school.  
Benefits  
  
  There are many potential benefits to you for your involvement in the research,  
  such as skill development in the area of function based thinking, a greater   
  understanding of how to develop positive behavior support plans using evidence  
  based practices, and finally, opportunities to implement antecedent based   
  interventions while being coached and guided by skilled BCBAs in the field of  
  special education.  
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 This study will further explore and clarify the components of FBT and its use by 
 general education teachers, as well as contribute to the literature on professional 
 development for teachers.  

 
 Confidentiality  
 
  The investigators will collect data for this study and no identifying    
  information of the participants will be in any public transmittal of study   
  results, including conference presentations or publications.  All information  
  collected and shared with the researchers as part of this investigation will be  
  kept confidential by the researchers and will be stored and locked in files or on  
  password protected computers.  Prior to the study, confidentiality will be   
  discussed with all participants. 
   
  During the focus groups, which will include all the teachers involved in the  
  research, participants will be encouraged to not discuss responses outside of  
  the focus group.  Due to the group format, I cannot guarantee that others will  
  keep responses confidential. 
 
Voluntary 
 
  Participation is voluntary.  If you choose to take part in this study, you may  
  stop at any time.   
 
Contact Information 
 
  If you have any questions about this study, please contact me at  
  207-478-6938, or 27 Stoneybrook Road, Hampden, ME 04444,     
  or  jamie.treworgy@gmail.com.  You may also reach the faculty advisor on this  
  study at 207-5581-4061 or arthur.artesani@maine.edu.  If you have any questions  
  about your rights as a research participant, please contact Gayle Jones, Assistant  
  to the University of Maine’s Protection of Human Subjects Review Board, at  
  581-1498 (or e-mail gayle.jones@umit.maine.edu). 
 
Your signature below indicates that you have read the above information and agree to participate.  

You will receive a copy of this form. 
 
 
_____________________________________  ________________ 
Signature       Date 
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APPENDIX B: CONSENT FORM FOR STUDENTS AND SAMPLE SCRIPT 
 

Sample Script for Teachers to Say to Parents 
 
Hi (parent’s name) 
 
I just completed a series of professional development trainings that gave me new ideas and 
strategies for working with different types of behavior that I see in my classroom. 
 
I’m going to be trying out some of these strategies in the upcoming months and collecting data to 
see if the strategies I’m using are helping my students.  I’m interested in helping (child’s name) in 
the classroom and the person who trained myself and several other teachers in the building, 
would like to use the data collected from my teaching interventions in her research in this topic.  
She is interested in helping general education teachers fill up their tool boxes with strategies that 
help all students in the classroom and improve behaviors in school.     
 
She asked that I give you this informational letter on her behalf.  If you have any questions you 
can call/email her or ask me and I can try to help.  If you do not want your child’s data to be used 
in her study that is fine and your choice.  Just let me know what you decide.   
 
There is a place to print on the bottom of the informational letter if you are ok with your child’s 
data being used in her study.   
 
 
TEACHER GIVES LETTER TO PARENT 
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Dear Parent/Guardian,  
 
 Your child is invited to participate in a research project being conducted by Jamie L. 
Treworgy, a doctoral candidate in the Department of Education and Human Development at the 
University of Maine.  The faculty sponsor for the study is James Artesani, Ed.D., Associate 
professor of Education and Department Chair in the College of Education and Human 
Development at the University of Maine.  The purpose of the research is to examine the 
feasibility of general education teachers implementing Function Based Thinking in their 
elementary school classrooms to solve mild, but persistent challenging behavior, as well as to 
develop and implement, positive behavior support plans rooted in evidence-based practices.  
 
What Will You Be Asked to Do? 
 
 If you decide to participate, your child’s behavior will be observed and data will be 
 collected and used to measure targeted student behavior before and after classroom 
 intervention, as well as the effectiveness of the implementation of the behavior supports 
 derived training received by the teachers.   
 
Risks 
  
 The study has minimal risks to your child.   
 
Benefits  
  
 There are many potential benefits to your child for their involvement in the study 
 including the improvement of challenging behaviors seen in the classroom that  could 
be impacting your child’s academic and/or social development, as seen through the 
 selection of individual interventions targeted specifically for your child’s needs. 
   
 This study will further explore and clarify the components of function-based thinking and 
 its use by general education teachers, as well as contribute to the literature on 
 professional development for teachers.  
 

 Confidentiality  
 
 The investigators will collect data for this study and no identifying     
 information of the participants will be in any public transmittal of study    
 results, including conference presentations or publications.  All information   
 collected and shared with the researchers as part of this investigation will be   
 kept confidential by the researchers and will be stored and locked in files or on password 
 protected computers.   Prior to the study, confidentiality will be discussed with all 
 participants. 
   
 
 



 
 

 

152 
 

Voluntary 
 
 Participation is voluntary.  If you choose for your child to take part in this study,   
 you may stop at any time.   
 
Contact Information 
 
 If you have any questions about this study, please contact me at  
 207-478-6938, or 27 Stoneybrook Road, Hampden, ME 04444,      
 or  jamie.treworgy@gmail.com.  You may also reach the faculty advisor on this   
 study at 207-5581-4061 or arthur.artesani@maine.edu.  If you have any questions about 
 your rights as a research participant, please contact Gayle Jones, Assistant to the   
 University of Maine’s Protection of Human Subjects Review Board, at  
  581-1498 (or e-mail gayle.jones@umit.maine.edu). 
 

 
Your signature below indicates that you have read the above information and agree to participate.  

You will receive a copy of this form. 
 
 
 
 
_____________________________________  ________________ 
Signature       Date 
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APPENDIX C: ASSENT SCRIPT 
 

 
Hi, my name is Jamie Treworgy, and I’m from the University of Maine.  I am here today because 
I am doing a project to learn ways to help teachers work with students and classroom behaviors. 
 
I am asking you to be part of my project by letting your teacher try out some new ways to teach 
you and help you learn in the classroom.  If you say “yes,” you can stop at any time by just telling 
me you want to stop being a part of my project.  No one will be upset if you don’t want to be a 
part of the project, or if you want to stop after you have started.  If I ask you a question and you 
don’t want to answer it, that’s ok, you don’t have to answer.  Your parents have said it is ok for 
you to be in the project if you want to. 
 
Your answers will be private and only used for my project. No one else will see them. 
 
Would you like to be in my project? 
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Sample Script for Teachers to Say to Parents 
 
Hi (parent’s name) 
 
I just completed a series of professional development trainings that gave me new ideas and 
strategies for working with different types of behavior that I see in my classroom. 
 
I’m going to be trying out some of these strategies in the upcoming months and collecting data to 
see if the strategies I’m using are helping my students.  I’m interested in helping (child’s name) in 
the classroom and the person who trained myself and several other teachers in the building, 
would like to use the data collected from my teaching interventions in her research in this topic.  
She is interested in helping general education teachers fill up their tool boxes with strategies that 
help all students in the classroom and improve behaviors in school.     
 
She asked that I give you this informational letter on her behalf.  If you have any questions you 
can call/email her or ask me and I can try to help.  If you do not want your child’s data to be used 
in her study that is fine and your choice.  Just let me know what you decide.   
 
There is a place to print on the bottom of the informational letter if you are ok with your child’s 
data being used in her study.   
 
 
 
TEACHER GIVES LETTER TO PARENT 
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APPENDIX D: FUNCTION BASED THINKING AND BEHAVIOR SUPPORT PLAN 
ASSESSMENT OF KNOWLEDGE 

 
 

Function Based Thinking and Behavior Support Plan Assessment of 
Knowledge 

 (FBT & BSP Knowledge Assessment) 
 

 

The Function Based Thinking and Behavior Support Plan Assessment of Knowledge 
(FBT & BSP Knowledge Assessment) is designed for use by behavior support 
specialists who deliver training on function based thinking and behavior support 
plan design. The FBT and BSP Knowledge Assessment measures school-based 
professionals’ understanding of:  

 a.) Basic behavioral concepts and function based thinking 

 b.) How to select intervention strategies that directly address the           
function of student problem behavior in their classrooms 

The FBT & BSP Knowledge Assessment takes approximately 30 minutes to 
complete.  

Scoring  

Percentage of accuracy  
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Function-Based Thinking & 
Behavior Support Plan Knowledge 

Assessment  

 
 
 

(pre/post-test) 
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Name: __________________________________ 

FBT &  BSP Knowledge Assessment 

1. What are the four possible functions of behavior? 4 pts 

 a.)_________________________________________ 

 b.)_________________________________________ 

 c.) _________________________________________ 

 d.) _________________________________________ 
 

2. What are four critical components of Behavior Support Plans? 4pts 

 a.)_________________________________________ 

 b.)_________________________________________ 

 c.) _________________________________________ 

 d.) _________________________________________ 

 
3.  Marcy hits her head with a closed fist when her one-on-one teaching 
assistant leaves her side to interact with another student. Usually, when Marcy 
does this, her teaching assistant returns to her side, asks her to stop hitting 
herself, and soothes her. She rarely engages in head hitting when her assistant 
works directly with her. What is the most likely function of Marcy's problem 
behavior? (circle one)  1 pt 

 
 

 
Attention 
 

 Automatic reinforcement (Sensory) 
 
Tangible 

  
Escape and/or tangible 
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4.  Jacob, a 5th-grade student, diagnosed with Autism Spectrum Disorder, was 
referred to the behavior support team by his science teacher, Mr. Volding, for 
disruptive and disrespectful behavior. After interviewing Mr. Volding and 
conducting several observations of Jacob, the team determined that, on days 
when an altercation with a peer has occurred prior to science class, followed 
by being asked to do work with a partner or small group, Jacob makes 
inappropriate comments (e.g., "This is stupid!"), pushes materials off his desk, 
and refuses to do his work. Based on the data collected, the team agreed that 
the function of Jacob's behavior is to avoid working with peers.  5 pts 

Based on the information given, please fill in the following boxes in the hypothesis 
statement. 
 

 

5.  Define the ABC’s of understanding the function of behavior: 3 pts 

         A  ________________________________ 

         B  ________________________________ 

         C  ________________________________  

 

6.  Identify the SETTING EVENT in the following example (circle the 
answer).  1 pt 

During recess, when Lizzy loses a game she sometimes yells, cries, and falls to 
the ground. Lizzy’s teacher has noticed that this behavior happens more often 
on days when she is late to school and misses breakfast in the cafeteria.  

Setting 
Event 

Antecedent Behavior Consequence Perceived 
Function 
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 7.   During story time when the teacher asks students questions, Michelle 
blurts out responses or begins crying if she is not called on. When this 
happens, the teacher moves in closely and talks privately to Michelle in an 
effort to calm her.  5 pts 

 Based on the information given, please fill in the following boxes in the 
hypothesis statement. 

 
 
8.  After a long morning math and ELA, when Jason is approached by a specific 
peer (Allison), Jason yells profanities. Allison moves away and leaves Jason 
alone.  
        5 pts 

 Based on the information given, please fill in the following boxes in the 
hypothesis statement. 

 

 
 
 
 
 
 
 
 

 

Setting 
Event 

Antecedent Behavior Consequence Perceived 
Function 

 
 
 

 
 

 
 

 
 

 
 
 
 
 

Setting 
Event 

Antecedent Behavior Consequence Perceived 
Function 

 
 
 

 
 

 
 

 
 

 
 
 
 
 

Setting 
Event 

Antecedent Behavior Consequence Perceived 
Function 

 
 
 

 
 

 
 

 
 

 
 
 
 
 



 
 

 

160 
 

9.  When his teacher asks him questions about capitol cities in Geography class, 
Jarrett tells the teacher, “why don’t you tell me…you’re the teacher”. His teacher 
moves him to the back of the room and ignores him for the rest of the class 
period.  5 pts 
 
During (routine)___________________________, 
When (Antecedent) __________________________, 
Jarrett will (observable behavior) __________________, 
because (Outcome) ________________________, 
therefore, the function of the behavior is to: (access attention or 
tangible/escape or avoid)____________________________ 
 
10.  The behavior that we would like to see instead of the undesired or problem 
behavior is the:  1 pt 
 

A. Consequence 
B. Replacement Behavior 
C. Setting Event 
D. Reinforcer 
E. None of the above 

 
11.  The three steps of function-based thinking are:  1 pt 
 

A. Gather information, develop a plan, measure the success of the plan. 
B. Gather information, observe the student, develop a plan. 
C. Interview parents, observe the student, collect data. 
D. Collect data, interview teachers and parents, develop a plan. 

 
12.  List two ways that an FBA is different than FBT?  2 pts 
 
 ________________________________________________________ 
 ________________________________________________________ 
 
13.  True or False  1 pt 
  
 Function based thinking is a good strategy to use for behaviors  that 
are considered severe including behaviors that are deemed  dangerous to the 
student or others.   
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14.  True or False  1 pt 
 
 It is necessary to interview parents and other teachers when 
 completing function-based thinking. 
 
15.  True or False  1 pt 
 
 Function based thinking should be conducted by a trained  behavior 
analyst or outside school professional.   
 
16.  True or False  1 pt 
 
 An antecedent sets up or triggers a behavior by occurring  immediately 
before the behavior of concern.   
 
17.  The results of function-based thinking can be helpful in       
       informing…..   1 pt 
 

A. Teachers how to deal with problem behaviors 
B. Parents how to deal with behaviors at home 
C. None of the above 
D. Both A & B 

 
18.  A consequence serves to…….  1 pt 
 

A. Reinforce desired behavior 
B. Punish or decrease undesired behavior 
C. Both of the above 
D. None of the above 
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19.  The following is/are an example(s) of interventions to target escape-
maintained behavior.  1 pt 
 

A. Teaching the student to c. 
B. Teaching the student to ask for a break. 
C. Teaching the student to select a sensory break. 
D. All of the above. 

 
Scoring 

 
_______/44 = _________ % accuracy 
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APPENDIX E: ABC DATA COLLECTION FORM 
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APPENDIX F:  THE STEPS OF FUNCTION BASED THINKING WORKSHEET  

The Three Steps of FBT 
Gather Information 

Describe the problem behavior. 

Form an operational definition of the problem behavior (i.e., targeted behavior). 

What information have you gathered about the behavior? When does it occur? What happens 
directly before the behavior (i.e., the trigger)? What happens directly after the behavior occurs 
(i.e., the consequence)? Do you detect any patterns? 

Hypothesize why the student may be exhibiting the problem behavior. Behaviors typically 
occur for a limited number of reasons; what do you hypothesize is the reason this student is 
demonstrating the behavior (e.g., attention seeking or avoidance)? 

Develop a plan 
If the student is trying to access attention then how can he/she get attention in a way that is 
acceptable in the setting? 

If the student is trying to avoid a task or interaction, how can the student avoid the task (at least 
temporarily) that is a in the setting? 

Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 

Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 

Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 

How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 

Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 

Measuring the success of the plan 
How will you know if the new replacement behavior is happening more often? If the old 
problematic behavior is happening less often? 
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APPENDIX G: STEP 1 OF FUNCTION BASED THINKING – WORKSHEET #1 
 
 

Gather Information 
Describe the problem behavior. 

 

 

 

 

 

 

Form an operational definition of the problem behavior (i.e., targeted behavior). 

What information have you gathered about the behavior? When does it occur? What happens 
directly before the behavior (i.e., the trigger)? What happens directly after the behavior occurs 
(i.e., the consequence)? Do you detect any patterns?  (observation and your ABC sheet) 

Hypothesize why the student may be exhibiting the problem behavior. Behaviors typically 
occur for a limited number of reasons; what do you hypothesize is the reason this student is 
demonstrating the behavior (e.g., attention seeking or avoidance)? 
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APPENDIX H: STEP 2 OF FUNCTION BASED THINKING – WORKSHEET #2 

 

Definition of Problem Behavior:   
 
 
 

Develop a plan 
If the student is trying to access attention, then how can he/she get attention in a way 
that is acceptable in the setting? 
 

 
 
If the student is trying to avoid a task or interaction, how can the student avoid the task (at 
least temporarily) that is in the setting? 
 
 
 
Operationally define the goal behavior you would ‘ideally’ like the student to demonstrate? 
 
 
 
Knowing that learning new behaviors takes time (just like with academics), what behavior 
would you ‘settle for’ while the student develops mastery of the new behavior? 
 
 
 
 
Is there anyone else (aside from you and the student) who could help the student learn or could 
reinforce the student when s/he demonstrates the new behavior? 
 
 
 
 
How will you reward the student for demonstrating the new behavior (i.e., reinforcement to 
increase the likelihood that the behavior will happen again)? 
 
 
 
 
 
Is there anything that will prevent the student from being successful with this plan (substitute 
teacher, no breakfast, peers)? How will we ‘pre-correct’ for this ahead of time? 
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APPENDIX I: STEP 3 OF FUNCTION BASED THINKING – WORKSHEET #3 
 

 
 

 

 

 

 

 
 

 
 
Short Term Goal (Replacement Behavior) 
 
When/During (under what conditions and setting) ____________, (student/color) will 
(replacement behavior) as measured by data collected in the classroom with an accuracy of 
_____________ % in _________ out of __________ opportunities. 
 
Long Term Goal (Desired Behavior) 
 
When/During (under what conditions and setting) ____________, (student/color) will (desired 
behavior) as measured by data collected in the classroom with an accuracy of _____________ % 
in _________ out of __________ opportunities. 
 
 
 

Measuring the success of the plan 
How will you know if the new replacement behavior is happening more often? If the old 
problematic behavior is happening less often? 
 
This is a place to describe your data collection method.  Write a sentence about the data 
collection sheet you will be using to track the old behavior to see if it is decreasing and 
write a sentence about how you will know if they are using the new behavior. 
 
HINT:  many of you are using things like earned time, stickers, bonus minutes, hawk 
wings, etc. when the student is using the replacement behavior.  Keeping track of these 
rewards should also keep track of the new replacement behavior, right?? 
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APPENDIX J: BEHAVIOR SUPPORT PLAN: COMPETING BEHAVIOR PATHWAY 
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APPENDIX K: POSITIVE BEHAVIOR SUPPORT PLAN 
 

XXX School Department 
POSITIVE BEHAVIOR SUPPORT PLAN 

NAME:        GRADE:       DATE:  
Target behavior (s):         1. XXX will ……………………… 
                     2.  XXX will ……………………… 
     

PREVENTING 
(How will teachers change the antecedents (i.e. 

who, what, when, where, and setting events) 
associated with the problem?) 

TEACHING 
(What other behaviors or skills will 

teachers teach the student that will meet 
his/her purpose in a more appropriate 

way?) 

RESPONDING/CRISIS MANAGEMENT 
(How will teachers respond to the problem 

behavior in a way that does not “feed into” the 
student’s purpose?  If necessary, how will 

teachers handle a crisis?) 
 
  

•   
 
 
 

•   
 
 
 

•   
 
 
 

•  

 
Replacement Behavior 
 

•   
 
 
 

•   
 

 
Desired Behavior 
 

•   
 
 
 

•   
 
 
 
 

 
Reinforcement:  
 

•   
 
 
 

•   
 

 
Consequences: 
 

•  
 
 
 

•  

Emergency or Safety Procedures: For potentially dangerous situations. Staff should utilize Safety Care Physical Management Procedures in situations where XXX presents 
as a danger to himself and others. These procedures should only be used when there is no other safe alternative to manage the situation without the risk of physical harm to an 
individual. If physical restraint or seclusion is used the team should debrief after the incident and make changes to the Positive Support Plans (PSP) if warranted.   
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EVALUATE PLAN 
Behavioral Goal (Use specific, observable, measurable descriptions of goal) 

 
 
 
 
 
 

 

 

 

Data to be Collected Procedures for Data Collection Timeline 
Fidelity 

 
 
 
                Outcomes 
 
 
 
 
 
 
 

 
 
 

 
 

 

What is the short-term behavioral goal – Replacement Behavior? 
_________ Expected date  

 
 
 
What is the long-term behavioral goal – Desired Behavior? 

_________Expected date 
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 APPENDIX L: INTENSIVE INDIVIDUALIZED CRITICAL FEATURES CHECKLIST 

(original and adapted) 

 

 

 

 

Targeted Intervention Implementation Feature Checklist 
ISSET Evaluation Question E1. 

1. Use this checklist to answer the evaluation question in E1: 

Does the most commonly used targeted intervention include 80% of implementation features as 
defined on the Targeted Intervention Implementation Feature checklist? 

2. Using the definition below, ask the behavior support team leader what targeted interventions exist at the 
school and which one is the most commonly used targeted intervention. List the targeted interventions 
identified by the team leader and score each one below. Use the most commonly used targeted intervention to 
score ISSET question E1. 

Targeted Intervention Defined: A targeted intervention is an intervention designed for students who are not 
responding to universal interventions. These interventions are implemented in a similar manner for all students 
receiving it. These students typically need additional social, academic, and/or organizational support. 

 School: Date: Targeted Intervention 
2 = documented, , 0= not included 

 

 
 

Critical Features 

Most 
Commonly 

Used 
Intervention 

        

1.  Intervention is linked directly to school wide 
expectations or school wide academic goals. 2 0 2 0 2 0 2 0 2 0 

2.  Intervention is continuously available for 
student participation. 2 0 2 0 2 0 2 0 2 0 

3.  Intervention is implemented within 3 school days 
of determination that the student should receive 
the intervention. 

2 0 2 0 2 0 2 0 2 0 

4.  Intervention can be modified based 
on assessment and/or outcome data. 2 0 2 0 2 0 2 0 2 0 

5.  Intervention includes structured prompts for 
„what to do‟ in relevant situations. 2 0 2 0 2 0 2 0 2 0 

6.  Intervention results in student receiving positive 
feedback from staff. 2  0  2 0 2 0 2 0 2 0 

7.  Intervention includes a school-home 
communication exchange system at least weekly 2  0  2 0 2 0 2 0 2 0 

8.  Orientation materials provide information for 
a student to get started on the intervention 2  0  2 0 2 0 2 0 2 0 

9.  Orientation materials provide information for 
staff/substitutes/volunteers that have 
students using the intervention. 

2  0  2 0 2 0 2 0 2 0 

10. Opportunities to practice new skills are 
provided daily 2  0  2 0 2 0 2 0 2 0 

 
Total Points 

         

 
1 9  

Individual Student Systems Evaluation Tool version 3.0, March 2012 
Anderson, Lewis-Palmer, Todd, Horner, Sugai & Sampson 
Educational and Community Supports, University of Oregon 
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10 Critical Features  
of Targeted Intervention  

 

Participant:______________________________ 
 

 
1. Intervention linked directly to school wide expectations and/or 
academic goals. 

 

2. Intervention continuously available for student participation. 

 
3. Intervention is implemented within 3 school days of determining the 
student is in need of the intervention 

 
4. Intervention can be modified based on assessment and/or outcome 
data 

 
5. Intervention includes structured prompts for what to do in relevant 
situations. 

 
6. Intervention results in students receiving positive and corrective 
feedback from staff (with emphasis on positive). 

 
7. Intervention includes a school-home communication exchange system 
at least weekly. 

 
8. Orientation process and introduction to materials is provided for 
students as they begin the intervention 

 
9. Orientation to and materials provided for staff/sub’s/volunteers who 
have students using the intervention.  Ongoing information shared with 
staff. 

 
10. Systematic attention to generalization and fading of supports.  
 

 

From the Illinois PBIS Network 
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Intensive Individualized Interventions Features Checklist 

Use for scoring ISSET Part III, Questions G 1-2, H 1-2 & 4-6, I 1-2. 

FBA includes Plan #1 Plan #2 Total 
yes’s 

1. An operational definition of problem behavior(s) that is 
observable & countable. (G1) Y N Y N 

 

2. A statement about the relation between events that 
precede (trigger) problem behavior and/or events 
that follow and maintain the behavior (G2) 

Y N Y N 
 

 

Behavior Support Plans include Plan #1 Plan #2 Total 
yes’s 

1. An operational definition of problem behavior (or 
attached FBA that included the operational definition). 
(G1) 

Y N Y N 

 

2. A statement about the relation between FBA results 
and the BSP. (H1) Y N Y N 

 

3. A statement that that identifies at least one strategy 
for preventing the problem behavior. (H2) Y N Y N 

 

4. At least one strategy for minimizing reinforcement 
of problem behavior. (H4) Y N Y N 

 

5. At least one strategy for reinforcing the use of 
the desired/alternative behaviors. (H5) Y N Y N 

 

6. A statement that identifies a safety plan for 
preventing physical harm to self or others. (H6) 

Y N 

N/A 

Y N 

N/A 

 

7. A formal and regular (at least twice a month) system 
for assessing the fidelity with which the plan of support 
is being implemented. (I1) 

Y N Y N 

 

8. A formal and regular (at least twice a month) system 
for assessing the impact of the plan on student 
outcomes. (I2) 

Y N Y N 

 

 

2 0  
Individual Student Systems Evaluation Tool version 3.0, March 2012 
Anderson, Lewis-Palmer, Todd, Horner, Sugai & Sampson 
Educational and Community Supports, University of Oregon 
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Scoring the ISSET 

 

Summarize ISSET Scores 

1. ISSET results are summarized as a percent of features implemented score for each of the three parts 
2. Calculate a percent implemented for each feature area 

a. Use the summary score template at the end of the scoring guide to record the total number of points for each feature 
area. 

b. Convert each feature area to a percent implemented score by dividing the total points received by the total 
possible points for that feature area. 

c. Calculate a percent implemented for each of the three parts 
d. For each of the three parts, calculate the average of percents 

i. Total the percentages for the feature areas in each part 
ii. Divide the total percent received by the total number of feature areas within that part 

1. Part I has four feature areas 
2. Part II has two feature areas 
3. Part III has three feature areas 

 
Foundations Targeted Intensive 

Feature Area 
Implementation 

Scores 

A = /10 = % E = /8 = % G = /6 = % 

B = /6 = % F = /4 = % H = /12 = % 

C = /10 = % 
 

I = /4 = % 

D = /10 = % 
  

Summary Score 
for each 

ISSET Part 

Total %‟s & divide by 4 

Part I: 

Total %‟s & divide by 2 

Part II: 

Total %‟s & divide by 3 

Part III: 

 

Share Summary Scores  

1. Create two graphs 
a. A graph with the percent implemented for each of the nine feature areas 
b. A graph with the percent implemented for each of the three parts 
c. Prepare a brief written explanation of the data focusing on the things that the school is doing well and have in 

place as well as the areas where some revisions may strengthen the existing procedure(s). 
d. Ideally, share the information with the team when they meet to review the status and Action Plan for the future. 

2 1  
Individual Student Systems Evaluation Tool version 3.0, March 2012 
Anderson, Lewis-Palmer, Todd, Horner, Sugai & Sampson 
Educational and Community Supports, University of Oregon 
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Intensive Individualized Interventions Features Checklist 

 

Behavior Support Plans include Plan #1 Plan #2 Total 
yes’s 

1. An operational definition of problem 
behavior. Y N Y N 

 

2. A statement about the relation between function 
results and BSP. Y N Y N 

 

3. A statement that that identifies at least one 
strategy for preventing the problem behavior. Y N Y N 

 

4. At least one strategy for minimizing 
reinforcement of problem behavior. Y N Y N 

 

5. At least one strategy for reinforcing the 
use of the desired/alternative behaviors. Y N Y N 

 

     FBT Worksheet Includes Plan #1 Plan #2 Total 
yes’s 

1. Describe the problem 
behavior. Y N Y N 

 

2. Form an operational definition of the problem 
behavior (i.e. targeted behavior). Y N Y N 

 

3. What information have you gathered about 
the behavior? When does it occur? What 
happens directly before the behavior (i.e., the 
trigger)? What happens directly after the 
behavior occurs (i.e., the consequence)? Do 
you detect any patterns? 

Y N Y N 

 

4. Hypothesize why the student may be 
exhibiting the problem behavior. Behaviors 
typically occur for a limited number of 
reasons; what do you hypothesize is the 
reason this student is demonstrating the 
behavior (e.g., attention seeking or 
avoidance)? 

Y N Y N 
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6. A statement that identifies a safety plan for 
preventing physical harm to self or others. 

Y N 
N/A 

Y N 
N/A 

 

7. A formal and regular (at least twice a month) 
system for assessing the fidelity with which the 
plan of support is being implemented. 

Y N Y N 

 

8. A formal and regular (at least twice a month) 
system for assessing the impact of the plan on 
student outcomes. 

Y N Y N 
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APPENDIX M: INTERVENTION FIDELITY CHECKLIST 
 

Individual’s Name:        Initials of Observer:              Date of Observation:   
Problematic Routine:  
Routine Definition: START-- 

          END----- 
Challenging Behavior(s): (1)  

        
Setting Event Interventions to be observed Check when 

observed; Indicate 
N/A if not applicable 

1.  
 

 

2.  
 

 

3. 
 

 

4. 
 

 

5. 
 

 

Total Checkmarks for Setting Event Interventions= 
 

 

Setting Event Intervention Fidelity =  
(Total Checkmarks/Total # Interventions to be observed) X 100 =  

 

 
Antecedent Interventions to be observed Check when 

observed; Indicate 
N/A if not applicable 

1.  
 

 

2. 
 

 

3. 
 

 

4. 
 

 

5.  
 

 

Total Checkmarks for Antecedent Interventions= 
 

 

Antecedent Intervention Fidelity =  
(Total Checkmarks/Total # Interventions to be observed) X 100 =  
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Teaching Skills Interventions (Replacement Behavior and related 
Social/Communication Skill Interventions) to be observed 

Check when 
observed; Indicate 

N/A if not applicable 
1. 
 

 

2. 
 

 

3. 
 

 

4. 
 

 

5. 
 

 

Total Checkmarks for Teaching Skills Interventions= 
 

 

Teaching Skills Intervention Fidelity =  
(Total Checkmarks/Total # Interventions to be observed) X 100 =  

 

 
Consequence Interventions (responses to strengthen/increase 

Replacement Behaviors & Social/Communicative Behaviors and 
responses to weaken/decrease Problem Behaviors) to be observed 

Check when 
observed; Indicate 

N/A if not applicable 
1. 
 

 

2. 
 

 

3. 
 

 

4. 
 

 

5. 
 

 

Total Checkmarks for Consequence Interventions= 
 

 

Consequence Intervention Fidelity =  
(Total Checkmarks/Total # Interventions to be observed) X 100 =  

 

 
SUMMARY: 

FIDELITY FOR ALL FUNCTION-BASED INTERVENTIONS 
 

 

Total Checkmarks for All Function-Based Interventions=  
(Sum all checkmarks for setting event, antecedent, teaching skills, and 
consequence interventions)  

 

Function-Based Intervention Fidelity Percentage= 
(Total checkmarks/Total # Interventions seen across 4 checklists) X 100= 
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APPENDIX N: FREQUENCY DATA SHEET AND LATENCY DATA SHEET 

FREQUENCY 

Date:___________    Student/Teacher Color:__________________________________________  

Problem Behavior:   
 
Baseline – Before Intervention 
 

MONDAY (           )  TUESDAY (           ) WEDNESDAY (        ) THURSDAY (          ) FRIDAY   (              ) 

 

 
   

 

 

 
MONDAY (           )  TUESDAY (           ) WEDNESDAY (        ) THURSDAY (          ) FRIDAY   (              ) 

    

 
 
 
 

During Intervention 
 

MONDAY (           )  TUESDAY (           ) WEDNESDAY (        ) THURSDAY (          ) FRIDAY   (              ) 
 

 

 

    

MONDAY (           )  TUESDAY (           ) WEDNESDAY (        ) THURSDAY (          ) FRIDAY   (              ) 
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LATENCY DATA SHEET 
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APPENDIX O: SELF ASSESSMENT OF CONTENXTUAL FIT 
 

Self-Assessment of Contextual Fit  
Adapted from Horner, Salentine, & Albin,  2003 

 
The purpose of this interview is to assess the extent to which the elements of a behavior support 
plan fit the contextual features of your environment.  The interview asks you to rate (a) your 
knowledge of the elements of the plan, (b) your perception of the extent to which the elements of 
the behavior support plan are consistent with your personal values, and skills, and (c) your (or 
your organization’s) ability to support implementation of the plan.   
 
Your Name: ______________________________           Your Role : ________________    
 
Support plan reviewed: _____________________________ Date: _________________ 
 
Please provide your perceptions of the specific elements of the behavior support plan.  Thank 
you for your contribution and assistance. 
 
Knowledge of elements in the Behavior Support Plan 
 
1. I am aware of the elements of this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
2. I know what I am expected to do to implement this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
Skills needed to implement the Behavior Support Plan 
 
3. I have the skills needed to implement this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
4. I have received any training that I need to be able to implement this behavior support plan 
 

No training needed _____ 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
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Values are consistent with elements of the behavior support plan 
 
5. I am comfortable implementing the elements of this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
6. The elements of this behavior support plan are consistent with the way I believe 

children/others should be treated 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 

Resources available to implement the plan 
 
7. I have (or my school/organization provides faculty/staff) the time needed to implement this 

behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
8. I have (or my school/organization provides) the funding, materials, and space needed to 

implement this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 

Support 
 
9. I have (or the school/organization provides) the support needed for effective implementation 

of this behavior support plan 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
10. I am (or the organization’s management is) committed to investing in effective design and 

implementation of behavior support plans 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
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Effectiveness of Behavior Support Plan 
 
11. I believe the behavior support plan will be (or is being) effective in achieving targeted 

outcomes 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
12. I believe the behavior support plan will help prevent future occurrences of problem behaviors 

for this child 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 

Behavior Support Plan is in the best interest of the child/person 
 
13. I believe this behavior support plan is in the best interest of the child/person 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
 
14. This behavior support plan is likely to assist the child to be more successful at home and in 

the community 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 

The Behavior Support Plan is efficient to implement 
 
15. Implementing this behavior support plan will not be stressful 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
 
16. The amount of time, money and energy needed to implement this behavior support plan is 

reasonable 
 

1  2  3  4  5  6 
Strongly           Moderately          Barely                  Barely                Moderately           Strongly 
Disagree           Disagree             Disagree               Agree                      Agree                   Agree 
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APPENDIX P: TEACHERS’ SENSE OF SELF EFFICACY SCALE  
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APPENDIX Q: OBSERVATION CHECKLIST FOR HIGH – QUALITY 
PROFESSIONAL DEVELOPMENT 

 

 

Observation Checklist for  
High-Quality Professional Development Training 

The Observation Checklist for High-Quality Professional Development1 was designed to be completed by an 
observer to determine the level of quality of professional development training.  It can also be used to provide 
ongoing feedback and coaching to individuals who provide professional development training. Furthermore, it can 
be used as a guidance document when designing or revising professional development. The tool represents a 
compilation of research-identified indicators that should be present in high quality professional development. 
Professional development training with a maximum of one item missed per domain on the checklist can be 
considered high quality.  

Context Information 

Date:   Location:   

Topic:  Presenter(s):   

Observer: Role: Evaluator 

The professional development provider:  

                      Preparation Observed? 
(Check if Yes) 

1.  Provides a description of the training with learning objectives prior to training 
●   EXAMPLE 1: Training description and objectives e-mailed to participants in advance 
● EXAMPLE 2: Training description and goals provided on registration website 
● EXAMPLE 3: Agenda including learning targets provided with materials via online file sharing before 

training 

 

Evidence or example:   

2.  Provides readings, activities, and/or questions in accessible formats to think about prior to 
the training 
●   EXAMPLE 1: Articles for pre-reading e-mailed to participants in advance 
● EXAMPLE 2: Book for pre-reading distributed to schools before training 
● EXAMPLE 3: Materials made available via online file sharing 

  

Evidence or example:  

3.  Provides an agenda (i.e., schedule of topics to be presented and times) before or at the 
beginning of the training 
●   EXAMPLE 1: Paper copy of agenda included in training packet for participants 
● EXAMPLE 2: Agenda included in pre-training e-mail 

    

  

Evidence or example:  

4.  Quickly establishes or builds on previously established rapport with participants 
 

● EXAMPLE 1: Trainer gives own background, using humor to create warm atmosphere 
● EXAMPLE 2: Trainer praises group's existing skills and expertise to create trust 
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Research Collaboration July 2017 2 
 

● EXAMPLE 3: Trainer uses topical videos to break the ice with the audience 

Evidence or example:  

                          Introduction Observed? 
(Check if Yes) 

5.  Connects topic to participants’ context 
● EXAMPLE 1: The state leader introducing the presenter explains that the topic is related to the initiative being 

implemented across the state 
● EXAMPLE 2: Trainer shows examples from classrooms, then asks participants to compare the examples to 

what happens in their school 
● EXAMPLE 3: Trainer shares participating district data profiles and asks participants to consider how the 

intervention might affect students 

  

Evidence or example:  

6.  Includes the empirical research foundation of the content  
● EXAMPLE 1: Trainer provides a list of references supporting evidence-based practices 
● EXAMPLE 2: Citations to research are given during PowerPoint presentation 
● EXAMPLE 3: Trainer references key researchers and details their contributions to the training content  

during presentation 

  

Evidence or example:  

7.  Content builds on or relates to participants’ previous professional development 
● EXAMPLE 1: Trainer explains how intervention relates to other existing interventions within the state 
● EXAMPLE 2: Trainer refers to content provided in previous trainings within the sequence 
● EXAMPLE 3: Trainer uses participants' knowledge of other interventions to inform training 

  

Evidence or example:  

8.  Aligns with organizational standards or goals  
● EXAMPLE 1: Trainer shows how the intervention fits in with the Elementary and Secondary Education Act  

and Individuals with Disabilities Education Act 
● EXAMPLE 2: Trainer discusses how the district selected this intervention for implementation as part of an 

improvement plan 
● EXAMPLE 3: Trainer refers to the program as part of a federally-funded State Personnel Development Grant 

  

Evidence or example:  

9.  Emphasizes impact of content (e.g., student achievement, family engagement, client 
outcomes) 
● EXAMPLE 1: Participants brainstorm the ways the intervention will impact students, especially students with 

disabilities 
● EXAMPLE 2: Trainer uses data to show that the intervention is shown to positively impact post-school 

outcomes and inclusion in the general education classroom for students with disabilities 
● EXAMPLE 3: Trainer shares research that shows that the use of the instructional strategies  improved 

academic achievement for students 

  

Evidence or example:  

                             Demonstration Observed? 
(Check if Yes) 

10.  Builds shared vocabulary required to implement and sustain the practice 
● EXAMPLE 1: Trainer has participants work together to formulate definitions of the intervention components 

and then goes overs the definitions as a group 
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● EXAMPLE 2: Trainer defines instructional practices according to established literature 

● EXAMPLE 3: Trainer introduces acronyms and mnemonics to help participants remember training content 

Evidence or example:  

11.  Provides examples of the content/practice in use (e.g., case study, vignette) 
● EXAMPLE 1: Trainer provides video examples of the intervention in place within classrooms at different  

grade levels 
● EXAMPLE 2: Trainer provides hands-on demonstrations of how to use new technology tools 

● EXAMPLE 3: Trainer uses a case study to demonstrate how to implement the intervention  

  

Evidence or example:  

12.  Illustrates the applicability of the material, knowledge, or practice to the participants’ 
context 
● EXAMPLE 1: Trainer describes how the intervention will benefit schools/classrooms 
● EXAMPLE 2: Trainer shows trend data before and after the practice was implemented in a school 

● EXAMPLE 3: Trainer presents a case study of a teacher who has successfully implemented the intervention 

  

Evidence or example:  

                            Engagement Observed? 
(Check if Yes) 

13.  Includes opportunities for participants to apply content and/or practice skills during 
training 

● EXAMPLE 1: Trainer has participants perform a mock lesson using the new instructional strategy 
● EXAMPLE 2: After receiving training on how to complete a form, participants practice completing the form 

with a sample case 

● EXAMPLE 3: Participants practice identifying various instructional strategies from sample videos 

  

Evidence or example: 

14.  Includes opportunities for participants to express personal perspectives (e.g., experiences, 
thoughts on concept) 
● EXAMPLE 1: Participants use their experiences and prior knowledge to fill in a worksheet on the  

advantages and disadvantages of various instructional approaches 
● EXAMPLE 2: Participants work together to strategize ways to overcome barriers to implementation  

in their school 

● EXAMPLE 3: In groups, participants share personal and professional experiences related to the topic. 

  

Evidence or example:  

15.  Facilitates opportunities for participants to interact with each other related to training 
content 
● EXAMPLE 1: Participants independently answer questions, then discuss those answers as a large group 
● EXAMPLE 2: Participants work in groups to assess implementation progress in their building 

● EXAMPLE 3: Participants think/pair/share about questions within the training 

 

Evidence or example:  

16.  Adheres to agenda and time constraints 
● EXAMPLE 1: Breaks, lunch, and dismissal occur on schedule according to written or verbal agenda 
● EXAMPLE 2: Trainer adjusts training content to accommodate adjustments to agenda  

(e.g. participants arriving late due to inclement weather) 
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Evidence or example:  

                           Evaluation/Reflection Observed? 
(Check if Yes) 

17.  Includes opportunities for participants to reflect on learning 
● EXAMPLE 1: Participants strategize how to apply the knowledge from the training in their own schools 
● EXAMPLE 2: Participants record 3 main points, 2 lingering questions, and one action they will take  

● EXAMPLE 3: Green, yellow, and red solo cups at tables used to visually check for understanding at  

key points throughout training 

  

Evidence or example:  

18.  Includes specific indicators—related to the knowledge, material, or skills provided by the 
training—that would indicate a successful transfer to practice 
● EXAMPLE 1: Participants work in district-level teams to use a graphic organizer to create an action plan 
● EXAMPLE 2: Expectations for completing classroom observations outlined for coaches 

● EXAMPLE 3: Materials provided for educators to do mid-semester self-assessment to see if intervention is 

being implemented 

  

Evidence or example:  

19.  Engages participants in assessment of their acquisition of knowledge and skills 
● EXAMPLE 1: Post-test to assess trainees' grasp of learning objectives 
● EXAMPLE 2: After guided practice on how to complete an observation form, participants use the form  

to individually rate a video example and compare their responses to the trainer 

● EXAMPLE 3: Participants complete performance based assessment, illustrating that they have mastered the 

learning targets.  

  

Evidence or example:  

                        Mastery Observed? 
(Check if Yes) 

20.  Details follow-up activities that require participants to apply their learning  
● EXAMPLE 1: Participants complete an action plan with clear activities, a timeline, and individuals responsible 
● EXAMPLE 2: Due dates for steps of student behavioral assessment process reviewed at end of training 

● EXAMPLE 3: Implementation timeline with due dates provided and discussed 

  

Evidence or example:  

21.  Offers opportunities for continued learning through technical assistance and/or resources 
● EXAMPLE 1: Trainer describes future trainings and explains how training fits into the series 
● EXAMPLE 2: Trainer provides contact information for technical assistance including e-mail address  

and phone number 

● EXAMPLE 3: Trainer shows participants where to find additional materials and readings on the project website 

  

Evidence or example:  

22.  Describes opportunities for coaching to improve fidelity of implementation 
● EXAMPLE 1: Trainer describes follow-up in-building support to be provided by state-level coaches 
● EXAMPLE 2: Trainer provides monthly two-hour phone calls to discuss barriers and strategize solutions 

● EXAMPLE 3: Series of coaching webinars scheduled to provide follow-up support and additional information 

on how to implement the intervention 

  

Evidence or example:   

 
1 Noonan, P., Gaumer Erickson, A., Brussow, J., & Langham, A. (2015). Observation checklist for high-quality professional 

development in education [Updated version]. Lawrence, KS: University of Kansas, Center for Research on Learning 



 
 

 
 

191 

 

 

 

Research Collaboration July 2017 5 
 

Authors’ Note:  

This checklist is not designed to evaluate all components of professional development, because as Guskey 
(2000) points out, professional development is an intentional, ongoing, and systemic process. However, training 
(e.g. workshops, seminars, conferences, webinars) is the most common form of professional development 
because it is “the most efficient and cost-effective professional development model for sharing ideas and 
information with large groups” (p. 23). Therefore, this checklist is designed to improve and evaluate the quality 
of training. 
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APPENDIX R: COVID UPDATE EMAILED TO TEACHERS 
 

 

Hello everyone! 
 
Due to the State of Maine’s closing of public schools, and the Governor’s mandate for social 
distancing and the stay at home order related to COVID-19, my research project and the 
communication we have for the remainder of the study will look different than we had originally 
planned in order to support and comply with these changes in our communities. 
 
Moving forward, we will be communicating through email, electronic surveys, and Zoom to talk 
about the research projects and to complete the final components of the study including: 
 
 •  feedback sessions for your completed behavior support plan for student #2 

•  surveys related to your participation and learning experience 
•  a Zoom video to host our focus group where we will be able to recap the study in     
    depth and discuss our experiences with other participants 

 
Finally, I want to thank each of you for your participation thus far and for your continued 
willingness to complete the remaining components of the study.  You all have been flexible and 
generous in your time and efforts since the schools closed in March and I cannot say enough how 
much I appreciate each of you.  Thank you again. 
 
Please let me know if you have any questions moving forward.  I look forward to finishing the 
study strong and hearing from each of you soon. 
 
Take care, 
 
 
Jamie
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