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We evaluated a process of descriptive assessment, functional assessment, and assessment-based
intervention with an elementary-school child who was described as having emotional and behavioral
challenges, but who also exhibited above-average intelligence and communication skills. During a
hypothesis-development phase, information was gathered from several sources including an interview
that was conducted directly with the participant. Descriptive information collected during this phase
produced five hypotheses about variables maintaining the problem behavior that were then tested
experimentally in the classroom environment. The resulting functional assessment data supported
the hypotheses. Intervention packages based on the hypotheses were implemented sequentially across
English, spelling, and math classes. The interventions were successful in increasing on-task behavior,
and the improvements were maintained for the remainder of the school year.
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functional analysis

Educators and other school personnel are some-
times challenged by students who exhibit behav-
ioral difficulties that are incompatible with the on-
going activities and structure of a school setting.
Often, these behaviors are resistant to conventional
methods of classroom management. When tradi-
tional strategies prove to be ineffective, it is common
for schools to either apply more severe disciplinary
procedures or place students in increasingly restric-
tive school programs (Grosenick, George, George,
& Lewis, 1991). These alternatives, however, are
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associated with several limitations. First, they gen-
erally address only the topographies of behaviors.
As a result, amelioration of the undesirable behav-
iors is not always forthcoming (Carr, Robinson, &
Palumbo, 1990; Lennox & Miltenberger, 1989).
In addition, there is no empirical evidence that
special class placement based on certain observed
or inferred child characteristics results in improved
behavior and enhanced learning (Brinker, 1990).
Finally, many types of disciplinary procedures and
special class placements are associated with restrict-
ed opportunities for positive and satisfying social
and learning experiences.

In recent years, behavior management has im-
proved substantially with developments in func-
tional analysis and functional assessment (e.g.,
Dunlap & Kern, 1993; Iwata, Vollmer, & Zarcone,
1990). The purpose of these procedures is to iden-
tify environmental variables and stimuli that are
associated with occurrences of the target behavior.
Although this purpose has been an element of be-
havior analysis for many years (e.g., Bijou, Peterson,
& Ault, 1968), work over the past decade has
accentuated the importance of preintervention as-
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sessments and has delineated numerous strategies
for obtaining assessment data (e.g., O’Neill, Hor-
ner, Albin, Storey, & Sprague, 1990). Among the
more recent efforts to improve the precision of func-
tional assessments has been the description of a
two-phase process in which environmental variables
are first implicated in the form of hypothesis state-
ments (Repp, Felce, & Barton, 1988) and are then
tested through direct manipulations or functional
analyses (Iwata, Dorsey, Slifer, Bauman, & Rich-
man, 1982). This process leads to the isolation of
functional variables and interventions that are driv-
en by carefully developed hypotheses, rather than
by assumptions or casual observations. The advan-
tages of this systematic approach to identifying con-
trolling variables include increased confidence that
the identified variables are related functionally to
the target behavior and a greater likelihood of in-
tervention effectiveness in cases in which other ap-
proaches have failed.

In school settings, the curricular and instructional
expectations placed on students largely define their
school day. A cluster of studies has begun to ex-
amine the role of these expectations on school de-
portment (e.g., Haring & Kennedy, 1990). A great
number of variables have been found to influence
the occurrence or nonoccurrence of undesirable
classroom behavior. Some of these include the level
of task difficulty (Weeks & Gaylord-Ross, 1981),
the manner in which instructions to complete a task
are delivered (Singer, Singer, & Horner, 1987;
Winterling, Dunlap, & O’Neill, 1987), and the
level of interest a student shows in a task (Dunlap,
Kern-Dunlap, Clarke, & Robbins, 1991; Kern-
Dunlap, Clarke, & Dunlap, 1990). By identifying
these variables through a functional assessment,
curricular features can be modified to reduce the
occurrence of undesirable behavior.

A few investigations have demonstrated that a
curricular intervention can produce significant and
durable reductions in students’ undesirable behav-
iors in classroom settings. In one study, Dunlap et
al. (1991) began with a comprehensive functional
assessment of the distuptive behaviors of an ado-
lescent female with multiple disabilities. During
the hypothesis-development stage, the authors

gathered information from direct observations, rat-
ing scales, staff meetings, and extensive interviews
with 28 informants. A large number of postulates
concerning the student’s distuptive behavior were
advanced; however, a few variables were identified
that were recurrent, related to observable variables,
and could be manipulated within a school context.
These variables resulted in four specific hypotheses
that were then tested over 4 days using reversal
designs. Each of the hypotheses tested was found
to influence the student’s disruptive behavior. Each
of the hypotheses pertained to some aspect of the
student’s curriculum; thus, intervention required
considerable revisions in the student’s school activ-
ities. The intervention produced substantial reduc-
tions in all distuptive behavior, with concomitant
increases in desirable, social responding.

Lalli, Browder, Mace, and Brown (1993) used
functional assessments to obtain information on the
antecedent and subsequent events that maintained
self-injurious and aggressive behaviors in 3 stu-
dents. These authors developed hypotheses with a
problem identification interview, a scatter plot anal-
ysis, narrative recordings, and a descriptive analysis
consisting of direct observations of antecedent and
subsequent events. The interventions that resulted
consisted partially of curricular modifications. For
example, 1 of the students was provided with a
picture book from which he could select his next
activity. The authors then assessed the accuracy of
the hypotheses and the effectiveness of resulting
interventions. This analysis demonstrated that the
assessment phase resulted in the accurate identifi-
cation of the antecedent and subsequent events that
maintained the target behaviors, and interventions
that modified antecedent and subsequent events
were effective in reducing the target behaviors. In
addition, alternative adaptive replacement behav-
iors were also taught to the participants.

The current study was conducted for several rea-
sons pertinent to functional assessment, curricular
revision, and application in typical classtooms for
students with challenging behaviors. First, the most
relevant studies in this area of inquiry have all been
conducted with participants who had intellectual
disabilities and limited communication skills. In
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the current study, we sought to investigate the
functional assessment process with a participant
who exhibited emotional and behavioral challenges,
but whose intellectual and verbal abilities were above
average.

Second, because of the student’s high cognitive
functioning, he was able to participate in the de-
scriptive analysis phase. Thus, in addition to ex-
tending the application of the process to a member
of a different population, this provided an oppor-
tunity to obtain assessment information from the
participant directly and thereby to explore the po-
tential value of self-report data in the process of
functional assessment.

Finally, the study sought to increase the applied
characteristics of the functional assessment process
by conducting the investigation entirely within the
ongoing context of the participant’s elementary
school. The student’s classtoom teachers were in-
volved in all phases of the study, including the
descriptive and experimental analyses.

GENERAL METHOD

Participant and Setting

Eddie, an 11-year-old boy in the fifth grade,
participated in this study. According to the WISC-
R, Eddie fell in the high average range of intelli-
gence (full scale = 118). He was functioning at or
above grade level in all academic subjects, as dem-
onstrated by his performance on standardized tests
and classroom examinations. In addition, his in-
teractions with peers and adults were considered to
be generally appropriate. Despite these strengths,
Eddie’s behavior in the classtoom was frequently
off task; consequently, he rarely completed his as-
signed classroom work. When Eddie was asked to
hand in his work at the end of an academic session
ot when he was reprimanded for failing to complete
an assignment, he engaged in tantrums consisting
of episodes of crying and, occasionally, self-injury
in the form of head banging or arm biting.

The setting for this study was a public elemen-
tary school special education program serving stu-
dents described as severely emotionally disturbed,

where Eddie had been enrolled for 4 years. The
program consisted of four separate classrooms and
was designed so that students switched classrooms
for academic subjects to create homogeneous aca-
demic groups. Each of the classrooms was staffed
by a teacher and an aide, and included seven or
eight students. Three of Eddie’s academic subjects
(English, math, and spelling) were targeted for the
functional assessment and the subsequent interven-
tion. These subjects were selected because they were
most consistently associated with Eddie’s problem
behaviors.

Each of the class periods for the targeted aca-
demic subjects was 45 min long. Typically, activ-
ities consisted of independent work in the form of
textbook assignments or worksheets. Occasionally,
a lecture by the teacher preceded independent work.
A program-wide behavior management system was
in effect, whereby appropriate deportment, includ-
ing work completion, was rewarded with points
that were exchangeable for rewards from a token
store or free time at the end of the academic period.

In addition to the program-wide behavior man-
agement system, Eddie’s classroom teachers had
implemented programs designed to help reduce his
tantrums and self-injury. For example, the class
assignment was often modified for Eddie by re-
ducing the amount of work he was required to
complete to earn his points. On occasion, Eddie
was provided with a kitchen timer to serve as a
cue for the time allotted to complete a particular
task. Eddie’s teachers reported that although these
modifications seemed to reduce the frequency of
tantrums and self-injury, Eddie still completed little
or none of his assigned classwork.

Bebavioral Definitions
and Measurement

Because Eddie’s tantrums and self-injury consis-
tently resulted from failing to complete his assigned
classwork, it was decided to target on-task behavior
for data collection and intervention. On-task be-
havior was defined as complying with teacher or
staff instructions with eyes on materials or the teach-
er as requested. Thus, Eddie’s behavior was judged
to be on task if he was engaged in the assignment
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as the teacher had instructed. On-task behavior was
defined in this manner because the academic re-
quirements consisted of a large amount of inde-
pendent seat work. Behavior was scored as off task
if Eddie failed to comply with instructions (e.g.,
engage in assigned work) for a period exceeding 3
consecutive seconds. This included engaging in be-
haviors that were incompatible with work comple-
tion, such as talking with a classmate, leaving his
seat, or engaging in disruptive behaviors such as
having tantrums or crying.

Throughout the investigation, data on on-task
behavior were collected via a 15-s partial-interval
recording system in which the first 10 s were de-
voted to observation and the remaining 5 s were
spent on data recording. Intervals were cued by a
tape recording that observers heard through ear-
phones. Data were collected by five staff members
who were familiar with the behaviors of individuals
with disabilities and who had extensive previous
expetience with data collection. Prior to initiating
the investigation, each observer practiced with the
behavioral definitions. The study commenced when
an 80% agreement criterion was reached on three
consecutive sessions.

Data were collected for 30 min in each session
of direct observation throughout all phases. All data
were collected during ongoing classroom opera-
tions. The study was conducted in two phases. The
first phase, functional assessment, included the de-
velopment and testing of hypotheses, and the sec-
ond phase incorporated the assessment results into
curricular interventions.

PHASE 1:
FUNCTIONAL ASSESSMENT

Hypothesis Development

The putpose of this stage of the assessment pro-
cess was to identify specific relationships between
features of Eddie’s environment and the occurrence
of desirable and undesirable behavior. A variety of
descriptive assessment data were collected, includ-
ing direct obsetvations, standardized tests, and in-
terviews. The objective was to delineate specific

curricular variables that could be manipulated in
order to promote desirable classroom behavior.

Initially, upon Eddie’s referral, ABC data (Bijou
et al., 1968) were collected throughout the school
day. After only a few days of observations, these
data revealed a clear pattern. Eddie was observed
to engage in undesirable behavior only during ac-
ademic subjects. He consistently engaged in un-
desirable behavior when there were academic ex-
pectations and never engaged in undesirable behavior
when academic expectations were removed. During
music, physical education, lunch, and free time,
Eddie was almost always engaged appropriately in
the ongoing activity, and no tantrums or self-injury
were ever observed. These data also showed that
the presence or absence of teacher attention did not
appear to influence the occurrence of Eddie’s off-
task or undesirable behavior. Based on these ob-
servations, the authors hypothesized that Eddie’s
undesirable behavior was escape motivated. The
goal of subsequent assessments was to determine
specific curricular features that might influence es-
cape behavior.

A functional assessment interview was conducted
with each of Eddie’s teachers. The interview pro-
vided information that was useful for developing
specific hypotheses regarding Eddie’s undesirable
school behavior. This instrument (available from
the authors upon request) was developed for use
in classroom settings and is a compilation and mod-
ification of several other instruments (e.g., O’Neill
etal., 1990). The interview consists of 22 questions
designed to identify stimuli or setting events that
may be causing or maintaining the target behavior.
For example, informants are asked to identify cir-
cumstances under which the target behavior always
occurs, circumstances under which the target be-
havior never occurs, how often the target behavior
occurs, with whom the target behavior occurs,
whether the behavior might be related to a skill
deficit, whether there might be associated physio-
logical conditions, and other questions that relate
to the functions and context of the behavior.

Although the interview provided useful infor-
mation, Eddie’s high level of functioning and
adeptness at verbalizing his preferences suggested
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that information obtained directly from him might
contribute further to the functional analysis. Thus,
a Student-Assisted Functional Assessment Inter-
view (available from the authors upon request) was
administered to solicit information regarding fea-
tures of academic tasks and the academic environ-
ment that the student considers to be related to his
problem behavior. For example, he was asked when
he has the most problems with the target behavior,
why he has problems with the target behavior, what
changes could be made so that he would have fewer
problems with the target behavior, whether as-
signed work is too hard or too easy, whether work
periods are too long or too short, whether teachers
notice when he does good work, and so forth. In
addition, to assist in identifying distinctive aspects
of Eddie’s school day that might contribute to un-
desirable behavior, he was asked to rate his pref-
erence for each school subject on a Likert-type scale
and to identify what it is about those subjects that
he likes or does not like.

Based on the information gathered during this
descriptive assessment, hypotheses were formulated
regarding Eddie’s on-task behavior. Several criteria
were used when formulating the hypotheses (cf.
Dunlap et al., 1993). First, the hypotheses had to
be based on information resulting from the eatlier
assessments. Second, the hypotheses had to identify
specific variables that were testable, measurable,
and could be manipulated by the teachers in the
classroom setting. Finally, both the teachers and
the consultants had to agree that the hypotheses
represented reasonable syntheses from the accu-
mulated information. For Eddie, five hypotheses
were produced.

The first hypothesis stated that ““Eddie is more
likely to be engaged in his work when activities do
not require excessive amounts of handwriting.”” This
hypothesis was based on results from both the stu-
dent and teacher interviews. Eddie reported that
his least favorite subject was handwriting and that
he found work easier if he could complete it orally
or on a computer. In addition, in response to the
question *‘Are there circumstances under which off-
task behavior always occurs?’’ one of Eddie’s teach-
ers responded, ‘‘Paper and pencil tasks.”” Two of

Eddie’s teachers also noted neuromuscular or neu-
rological difhiculties when queried about skill def-
icits.

The second hypothesis was ‘‘Eddie is more likely
to be engaged in academic tasks that require prob-
lem-solving skills rather than drill and practice type
exercises.”” This hypothesis resulted from Eddie’s
report that he was often bored with his work and
that he enjoyed learning new and different things.
He also reported that he liked tasks such as com-
pleting puzzles. This hypothesis was supported by
a teacher’s report that Eddie found his work re-
dundant.

The third hypothesis was ‘‘Eddie is more likely
to be engaged academically when provided with
multiple brief tasks during an academic session
rather than a single long task.” Eddie reported that
he liked his work when he could finish it. This was
consistent with the interviews of all of Eddie’s teach-
ers. In addition, although variable, direct obser-
vations seemed to support this.

The fourth hypothesis was ‘‘Eddie is more likely
to be engaged in academics when he is reminded
to attend to his work instead of being left alone
for the class session.”” This hypothesis resulted from
several sources. During direct observations, Eddie’s
teachers occasionally provided a designated time
period for Eddie to complete a portion of his work.
In these situations, a kitchen timer was used to
signal the end of the allotted time. Data collectors
observed increases in on-task behavior for short
periods after the bell rang. During the teacher in-
terview, one of Eddie’s teachers indicated that a
timer helped to keep Eddie on task. During the
student interview, Eddie asserted that he sometimes
had difficulty keeping his mind from wandering,
even when he liked the activity. Eddie further re-
ported that a timer ‘‘sometimes helps”’ but that it
is “‘sometimes too much pressure.”” Thus, it was
decided that a method should be devised to assist
Eddie in staying on task while not putting demands
of particular work completion requirements on him.

The fifth hypothesis was ‘“Eddie is more likely
to be academically engaged when he is given the
option of working in a study carrel rather than
being required to work in the presence of visual
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distractions.”” This hypothesis emerged principally
from the student interview in which Eddie recount-
ed that working in a carrel had helped him attend
to his assigned work.

Hypothesis Testing

Each of Eddie’s three teachers selected one or
two hypotheses to be tested in his or her classroom
during regular academic sessions. Hypothesis 1,
written versus nonwritten assignments, was tested
in Eddie’s English class. Data were collected during
class sessions in which Eddie was required to com-
plete written activities typical of class assignments
during baseline observations. These sessions were
alternated with sessions in which Eddie was pro-
vided with nonwritten means for completing the
assignment. For example, rather than requiring short
stories to be written by hand, a tape recorder or
computer was used.

Hypothesis 2, drill /practice versus problem solv-
ing, was tested in math class. During drill /practice
sessions, Eddie was required to complete routine
drill problems similar to those ordinarily assigned
during class sessions. These problems primarily re-
quired computational skills, such as completing
multiple-digit addition, subtraction, multiplica-
tion, or division problems. These sessions were al-
ternated with sessions in which Eddie was presented
with activities requiring problem-solving skills, such
as reading a menu and determining the total cost,
including tax, of a meal.

The third hypothesis, short versus long tasks,
was tested in spelling. The content of the assigned
tasks during both conditions was identical and con-
sisted of completing worksheets and writing his
assigned weekly words three times each. Typically,
Eddie received a three- to four-page packet of ex-
ercises associated with his weekly spelling words
(e.g., fill in the blank) that were to be completed
by the week’s end. In addition, twice weekly he
was expected to write each of his 20 spelling words
three times each. In general, it took Eddie’s class-
mates most or all of the 40-min class period to
complete an activity, such as writing spelling words.
Sessions in which Eddie was assigned his regular
work were alternated with sessions in which short

tasks were provided. During these sessions, Eddie
was presented several short tasks (e.g., a single
worksheet activity, followed by writing five of his
words three times each, followed by another single
worksheet activity). Each of the activities during
short-task sessions was designed to last approxi-
mately 10 min.

Hypothesis 4, having to do with a reminder to
attend to his task, was tested in English class. It
was decided that Eddie would be taught to self-
monitor his on-task behavior. This strategy was
selected because it provided an auditory cue similar
to the kitchen timer, did not specifically focus on
work-completion demands, and required little ad-
ditional teacher time. Eddie was given a tape re-
corder that sounded a bell every minute. Following
the sound of the bell, he was instructed to respond
to the statement “‘I am on task’ by indicating “‘yes”’
or “no”" on a self-recording sheet placed on the
corner of his desk. Simultaneously, one of the data
collectors also marked whether Eddie was on task.
At the end of each academic session, the data col-
lector compared his or her mark with Eddie’s and
provided Eddie with feedback on the accuracy of
his responses. Self-monitoring sessions were alter-
nated with sessions in which the self-monitoring
materials were not available.

The fifth hypothesis, carrel versus no carrel, was
tested in math. During the carrel sessions, Eddie
was placed in a three-sided study carrel facing the
back of the room, which blocked his view of the
rest of the classtoom. Class sessions in which he
was seated in a carrel were alternated with sessions
with a typical seating arrangement, where Eddie
sat in an individual desk beside other students.

Design and Interobserver Agreement

Using a reversal design, all of the hypotheses
(with the exception of Hypothesis 4, self-monitor-
ing) were tested across consecutive class sessions,
with one session conducted per class period. Each
hypothesis was tested in one of three academic
subjects. The first three hypotheses were tested con-
currently, followed by testing of the fourth and
fifth hypotheses. In accordance with a reversal se-
quence, conditions were alternated across days.
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Due to time constraints, the testing of Hypoth-
esis 4 (self-monitoring) was compressed into three
consecutive class sessions, with two conditions oc-
curring each day (ABBAAB). Each condition in
this analysis lasted 15 min, during which time data
were collected in a manner consistent with the other
hypotheses.

Interobserver agreement was collected during
59% of the sessions, distributed across experimental
conditions. Interobserver agreement for on-task be-
havior was calculated by dividing the number of
agreements by the total number of observations
and multiplying by 100% to obtain a percentage.
The mean agreement for on-task behavior was 93%
(range, 78% to 100%).

Results

The results of the reversal analyses for each of
the five hypotheses are presented in Figure 1. The
data showed that Eddie’s on-task behavior was
higher when he was offered nonwritten means of
producing a product (Hypothesis 1), when his as-
signments requited problem-solving skills rather
than drill /practice (Hypothesis 2), when he was
asked to complete several short tasks rather than a
single long task (Hypothesis 3), when self-moni-
toring procedures were in place (Hypothesis 4), and
when he was seated in a study carrel (Hypothesis
5).

PHASE 2:
INTERVENTION

The results from Phase 1 suggested that specific
cutricular modifications could be made to increase
Eddie’s on-task behavior. Because the targeted ac-
ademic subjects were taught by three different
teachers, it was decided that the classroom inter-
ventions should be tailored to accommodate each
teacher’s style of teaching and intervention pref-
erence. To do so, an ordered list was formulated
based on several criteria: (a) the strength of the
variable as indicated by the reversal manipulations,
(b) the ease with which the teachers believed they
could implement the suggested modifications, and
(c) the intrusiveness of the procedures. Thus, self-

monitoring was ranked highest, and working in a
study carrel was ranked lowest. From this list, each
teacher selected a combination of three variables to
modify in his or her classroom.

Baseline

Three academic subjects (English, spelling, and
math) were targeted for intervention. During base-
line, the typical classroom procedures were in place,
including the program-wide behavior management
system. Various individualized approaches were im-
plemented for Eddie (as well as for other students);
however, none of these was associated systematically
with the baseline or intervention conditions. As was
the case before the study commenced, classwork
that Eddie failed to complete during the school day
was sent home to be completed at night.

Intervention and Follow-Up

Intervention in each classroom consisted of a
package of variables selected by the teachers from
the hierarchy formulated after the hypothesis-test-
ing phase. All three teachers chose to (a) use self-
monitoring procedures in the manner described in
Phase 1 and (b) shorten the length of tasks by
providing several brief tasks during academic ses-
sions rather than a single long task. In addition,
the math instructor chose to modify the content of
Eddie’s lessons by reducing the amount of drill /
practice problems and providing additional prob-
lem-solving activities, and the English and spelling
instructors chose to provide alternatives to hand-
writing for some of the written work.

During the follow-up phase, the procedures im-
plemented during intervention were kept in place;
however, the self-monitoring procedures were faded
so that Eddie was monitoring his on-task behavior
at 5-min intervals rather than 1-min intervals.

Design, Measurement, and
Interobserver Agreement

The effectiveness of the assessment-based inter-
vention packages was evaluated using a modified
multiple baseline across academic subjects design.
Although the intervention components of the pack-
age were identical in English and spelling, one of
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the intervention components (i.e., problem solving)
was different in math. Follow-up data were col-
lected once every 2 weeks for a period of 8 weeks.
Interobserver agreement was obtained during 51%
of baseline sessions, 53% of intervention sessions,
and 78% of follow-up sessions. Interobserver agree-
ment exceeded 86% for each session throughout
all phases of the intervention.

In addition to the direct observation measures
described above, Eddie was asked to complete an
activity rating form at the end of each academic
session. This required responding to the question,
“How much did you like (spelling, English, math)
today?”’ by circling a 1, 2, or 3 on a Likert-type
scale, with 1 indicating ““I didn’t like it,”” 2 cor-
responding to ‘It was okay,”” and 3 indicating “I
liked it a lot.”

Procedural fidelity was assessed by determining
the percentage of sessions in which each of the
intervention components was implemented. This
analysis was possible because, throughout the base-
line and intervention phases of the study, data
collectors recorded a description of each activity in
which Eddie was engaged. This included recording
when a new activity began and describing the ac-
tivity (e.g., worksheet drill, word problems) and
the manner in which the activity was carried out
(e.g., on computer, with tape recorder). This al-
lowed an analysis of task length, curricular content,
materials, and the amount of written work assigned.
In addition, Eddie’s self-monitoring recording sheets
provided permanent product data to assess imple-
mentation of the self-monitoring component.

During baseline, self-monitoring procedures were
never implemented in any subject. During inter-
vention, self-monitoring procedures were imple-
mented during 100% of the sessions in each aca-
demic subject. Short tasks were never assigned in
spelling, were assigned in 36% of the sessions in
English, and were assigned in 5% of the sessions
in math during baseline. During intervention, short
tasks were assigned during 100% of Eddie’s spell-
ing sessions, 64% of his English sessions, and 60%
of his math sessions. Nonwritten tasks were never
implemented during baseline in spelling or English.
During intervention, nonwritten tasks were imple-

mented in 78% of spelling sessions and 36% of
English sessions. In math, problem-solving tasks
were never assigned during baseline and were as-
signed in 85% of the sessions during intervention.

Results

Data for on-task behavior in spelling, English,
and math are presented in Figure 2. During base-
line, variable levels of on-task behavior occurred in
each of the three academic subjects. In all cases,
on-task behavior increased immediately following
implementation of the intervention and remained
high throughout the intervention and follow-up
phases. During spelling, Eddie’s mean on-task be-
havior in baseline was 62% (range, 33% to 70%).
Following implementation of the intervention, his
on-task behavior increased to a mean of 93% (range,
72% to 100%). In English class, Eddie’s mean on-
task behavior during baseline was 62% (range, 30%
to 76%), with an increase to 93% (range, 85% to
98%) during intervention. Similar increases were
observed during math class. Eddie’s mean on-task
behavior during baseline was 62% (range, 21% to
97%) and 89% (range, 84% to 100%) during
intervention.

In addition to these increases in on-task behavior,
Eddie’s teachers reported substantial improvements
in work completion. This phenomenon was difficult
to evaluate formally due to escalating task require-
ments and differing task assignments. However,
assignments in spelling were generally comparable
across conditions, and records kept by the data
collectors from this classroom showed that only
14% of Eddie’s assignments were completed during
baseline, whereas 62% were completed during in-
tervention.

Although the differences were not always large,
the results from Eddie’s activity ratings revealed
higher mean ratings in all of his academic subjects
after intervention was implemented. From baseline
to intervention, respectively, Eddie’s mean ratings
increased from 1.7 to 2.3 for spelling, 2.0 to 2.5
for English, and 2.4 to 2.7 for math.

To assess the accuracy of Eddie’s self-monitoring,
the data collectors compared their recordings of
Eddie’s on-task behavior to Eddie’s recordings on
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his self-monitoring sheets. This was done for 3
weeks following the implementation of intervention
in each academic subject. The data revealed high
agreement between the responses recorded by Eddie
and those recorded by the data collectors. The mean
agreement in spelling, English, and math, respec-
tively, was 91% (range, 50% to 100%), 92% (range,
82% to 100%), and 89% (range, 75% to 100%).

DISCUSSION

This study contributes to the literature on func-
tional assessment and assessment-based interven-
tions in several ways. The participant was above
average in intellectual functioning and served as a
direct contributor to the functional assessment pro-
cess. The potential of participants to serve as in-
formants in functional assessments is worth ex-
ploring in greater detail because it may serve to
expedite the information-gathering process. How-
ever, it is also possible that many individuals would
not be reliable in reporting their own behavior.
Although Eddie proved to be an excellent observer,
the reports of other children, especially those who
experience emotional and behavioral challenges, may
not be so dependable. It would be useful to conduct
research into these questions.

The results of this investigation also provide sup-
port for curricular modification as an effective in-
tervention. The intervention consisted primarily of
manipulating several curricular variables related to
the content, length, and mode used to perform
tasks. The consequences for undesirable behavior
were not modified. This provides further evidence
that problem behavior in classroom settings may
be ameliorated in a positive manner by modifying
curricular variables that are identified through a
functional assessment.

Further, the functional assessment and inter-
vention process teported here represented a col-
laborative effort between the authors and school
personnel involved in Eddie’s educational program-
ming. The hypotheses were developed conjointly,
and the experimental manipulations and interven-
tions were implemented by Eddie’s teachers during

his regular school day. Because of this joint effort,
the intervention was one that was both feasible and
practical. We believe that such an effort is critical
for developing interventions that teachers are both
able and willing to implement. In fact, not only
did our follow-up data indicate that the procedures
continued to be implemented several months after
the study ended, but the teachers were also observed
to implement the procedures with other students.

Finally, the activity ratings completed by Eddie
suggested a preference for the revised curriculum.
However, to facilitate Eddie’s completion of this
rating, the scale consisted of only three response
options. This might account for the small differ-
ences that were obtained between baseline and in-
tervention. Nonetheless, the higher ratings obtained
during intervention suggest the need for further
research on the interrelationships among student
performance, preferences, and assessment-based in-
terventions.

A few caveats in the present study should be
acknowledged. The independent variable was a
package of curricular modifications that were based
on functional assessment data, but, in fact, the
composition of the package varied across the three
classrooms depending on the selections of the teach-
ers. Because the intervention differed across class-
rooms, it is not possible to point to a single inter-
vention (i.e., package) as being replicated
experimentally. It is reasonable to say, however,
that the multiple baseline design demonstrated the
efficacy of multicomponent packages based on
functional assessment. In certain respects, this may
be more important. Functional assessments lead to
interventions that are tailored to meet not only the
characteristics of an individual but also the specific
context in which the behavior is assessed. The pro-
cess of selecting an intervention should be based
on various sources of information, including the
classroom environment. In this case, the packages
implemented by the teachers were based on both
the functional assessment data and the preferences
and expectations of the teachers. It is quite possible
that the latter ingredient served to increase the
utilization and maintenance of the procedures.

The fact that the interventions were packages
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also means that one cannot isolate the contributions
of each individual component. It is conceivable that
any one of the manipulations alone might have
resulted in the observed improvements in Eddie’s
behavior; in fact, this is suggested by the data
obtained during the functional assessment phase of
the study. However, we concur with several other
authors (e.g., Horner et al., 1990; National Insti-
tutes of Health, 1990) that multiple interventions
may be required for effective and durable behavior
changes. In addition, the apparent practicality of
the interventions (as judged by the teachers), in
combination with the fact that no individual com-
ponent produced 100% on-task behavior during
the functional assessment, suggested that it was
reasonable to combine them during the intervention
phase.

Because the interventions required modification
of a standardized ongoing curriculum, the appro-
priateness of Eddie’s revised curriculum should be
considered. We believe that increased individuali-
zation in the curriculum of all students would sig-
nificantly contribute to the general goals of public
education. For example, in Eddie’s particular case,
poor fine-motor skills contributed to difficulties with
writing tasks. The substitution of an alternate
method of completing his assignments not only
reduced his undesirable behavior but also allowed
him to continue to progtess academically. However,
it should be stressed that long-term goals must be
considered in the context of curricular modifica-
tions. Specifically, skills that students will need later
in life should not be neglected. If escape behavior
results from a skill deficit, and that skill is one that
is essential, then additional long-term planning will
be required to teach the skill. Once serious problem
behaviors are no longer the primary concern, aca-
demic requirements can be gradually modified.

Finally, because only 1 student participated in
this study, the generality of the findings is limited.
Further research will be required to demonstrate
the efficacy of functional assessment and curricular
revision with students who share Eddie’s charac-
teristics. It will also be useful to replicate the various
phenomena that were part of this study, including
the student interview and the procedures of in-

classroom hypothesis testing (Dunlap et al., 1993).
Still, this process is gaining familiarity in the fields
of behavior analysis and educational psychology.
In this respect, the current data add important
elements to this expanding endeavor.
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