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PAIRING

WHY IS IT IMPORTANT?
Pairing is used to establish yourself or the 
learning environment as a reinforcer.  If a 
student won’t come to the table, it makes 
teaching challenging.  With adequate 
pairing, the student should begin to see 
interactions as fun so escape and 
avoidance behaviors are prevented.   The 
student will begin to make choices that will 
maintain those interactions.

WHEN CAN IT BE USED?
Pairing can happen any time and 
anywhere.  It is useful when developing a 
relationship with students. If a student refuses 
to go to a place or activity, pairing can 
establish it as one where reinforcement is 
accessed.  Pairing also assists in establishing 
instructional control, meaning the child 
listens to you and complies with instructions.  

HOW TO IMPLEMENT

WHAT IS IT?
When two items or activities are consistently experienced together, the perceived 

value of one will influence the perceived value of the other.  A positive relationship between 
the teacher and student can be fostered with this process. Through  repeated pairing sessions, 
connections are made between the reinforcers and the giver of the reinforcers.  Pairing is 
ongoing and should be a regular part of teaching and play sessions.

1. 75% of every interaction should include pairing yourself with fun activities and known 
reinforcement. For example, if it takes 15 seconds for your student to answer three 
instructions, you should then spend 45 seconds pairing before giving the next instruction.

2. Pairing activities should be led by the student’s motivation and should include only non-
verbal (“ooohs” and “ahhhhs”) and declarative language (“Wow, this is fun!” “Thank you” 
and “I love playing cars!”).

3. To pair yourself with reinforcement, allow the student access to play with anything he is 
interested in as long as you are allowed to play along with him. Make the student’s 
playtime more fun because you are a part of it. For example, if he wants music, you should 
be the one to provide the music. In addition, you could hold him, bounce and dance with 
him while he is listening.

4. Declarative language is language that asks for nothing of your student. You should 
practice sharing your thoughts and ideas with your student in creative and exciting ways 
without requiring anything in return.

5. Avoid asking questions or making requests during pairing. Saying “Your turn,” “Look at this” 
and “Try this” all ask for something for the student and can take away from your attempts 
to pair with reinforcement.

6. Don’t let the student leave the pairing area with a toy to play alone. The student can have 
access to the item as long as you are a part of the activity.

To view a 
short video, 
scan here:

Kearney, A. J. (2015). Understanding applied behavior analysis: An introduction to aba for parents, 
teachers, and other professionals (2nd ed.). Philadelphia, PA: Jessica Kingsley Publishers.

Sundberg, M. L., & Partington, J. W. (1999). The need for both discrete trial and natural environment 
language training for children with autism. In P. M. Ghezzi, W. L. Williams & J.E. Carr (Eds.) Autism: 
Behavior analytic perspectives. Reno, NV: Context Press.
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1. Identify skills the student is able to perform less than 50% of the time.
2. Identify high-p skills. Researchers define these as performing 80% or better.
3. Deliver 3-5 high-p requests rapidly just prior to administering a low-p request.
4. Deliver verbal or gestural praise (thumbs up, waving hands in the air) for each response 

to a high-p request.
5. Deliver the low-p request within 5 seconds of reinforcing a response to the last high-p 

request. Delaying the low-p request can decrease the likelihood of compliance.
6. The way a student responds to high-p requests may need to be altered to be consistent 

with the student’s age and functioning level.
7. Generalize behavior with other instructors.
8. Program to fade out high-p requests slowly. 
9. Record data on the target low-p behavior to monitor progress.

BEHAVIOR MOMENTUM

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?
This strategy can be used prior to instruction 
of content or requests the student avoids or 
escapes.  For students who are often off-
task, using behavior momentum can help 
them stay attentive for longer periods of 
time.  It can also shorten the amount of time 
it takes a student to respond to a request.  It 
can also help improve motivation to 
engage.

HOW TO IMPLEMENT

WHAT IS IT?
Also known as, High-Probability Command Sequence (HPCS) is an effective

antecedent strategy that increases compliant behaviors by providing quick tasks they can 
easily do before presenting one that is new or more difficult for them. The faster the rate of 
reinforcement, the greater the behavioral momentum. 

Belfiore, P. J., Basile, S. P., & Lee, D. L. (2008). Using a high probability command sequence to increase 
classroom compliance: The role of behavioral momentum. Journal of Behavioral Education, 17, 160-171.

Catania, A. C. (2018). Impetus for a robust science of behavior: A review of Nevin's Behavioral Momentum: A 
scientific metaphor. 

Fisher, W. W., Greer, B. D., Fuhrman, A. M., Saini, V., & Simmons, C. A. (2018). Minimizing resurgence of 
destructive behavior using behavioral momentum theory. Journal of applied behavior analysis, 51(4), 
831-853.

Mace, F. C., Hock, M. L., Lalli, J.S., West, B. J., Belfiore, P., Pinter, E., & Brown, D. K. (1988). Behavioral 
momentum in the treatment of noncompliance. Journal of Applied Behavior Analysis, 21, 123-141.

Nevin, J. A., Mandell, C., & Atak, J. R. (1983). The analysis of behavioral momentum. Journal of the 
Experimental Analysis of Behav7ior, 39, 49-59.
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When targeting behavior compliance, the 
students are more likely to perform low-
probability (difficult or non-preferred) skills 
because they are accessing reinforcement 
for high-probability (easy) behaviors.  
Frustration is reduced because the students 
are successfully performing easy skills.   This 
increases the likelihood they will try new or 
difficult skills.

To view a short video, 
scan here:



Pre-Correction

WHY IS IT IMPORTANT?
• More time is spent teaching positive 

behaviors and less time is spent giving 
students consequences and reacting to 
their failures.

• Students are provided with a new set of 
academic and social skills as opposed to 
being punished for their academic and 
social-skills deficits.

WHEN CAN IT BE USED?
It requires teachers to anticipate the 
conditions under which errors or 
inappropriate behaviors are highly likely to 
occur, teach the student how to avoid the 
mistake, and then teach the
student what is expected.

HOW TO IMPLEMENT

WHAT IS IT?An antecedent strategy where the teacher reminds or teaches the students the 
expectations or rules prior to the start of an activity to prevent an error.

1. Identify the context and  predictable behavior of concern. Example: Running in hallway.
2. Specify expected behaviors. Example: Walk in hallway.
3. Modify the context. Example: Visual supports for hallway behavior posted in the hallway 

and by the classroom door to remind the students about walking in hallway with hands 
to self.

4. Conduct behavior rehearsals. Example: Students practice walking in the hallway and are 
reminded about hallway behavior prior to any transitions. For a student who runs 
frequently, give reminders or additional instruction using visual supports prior to 
transitioning.

5. Provide strong reinforcement for expected behaviors. If the new behavior isn’t paired 
with reinforcement, the child might revert back to inappropriate behavior.

6. Prompt expected behaviors before performance. Prompting expected, appropriate 
behaviors reminds students what is expected of them.  The teacher focuses her attention 
on appropriate behaviors. Providing reminders to students may increase the likelihood 
that the desirable behavior will occur again and improves the likelihood of success for 
the student.

7. Monitor the plan. Example: The teacher records whether or not the student who engages 
in hallway running is complying with her prompts. If, after a few days, the student does 
not appear to be responding to prompts, the teacher may alter the nature of the 
reinforcer and/or the schedule of the reinforcer.

To view a short 
video, scan here:

Crosy, S., Jolivette, K., & Patterson, D. (2006, October). Using precorrection to manage 
inappropriate academic and social behaviors. Retrieved from 
http://modelprogram.com/resources/ARTICLE---PreCorrection-2.pdf

Wahman, C. L., & Anderson, E. J. (2021). A precorrection intervention to teach behavioral 
expectations to young children. Psychology in the Schools, 58(7), 1189-1208.
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Interspersing Tasks

WHY IS IT IMPORTANT?
The quick presentation of tasks helps increase 
engagement and decrease problem 
behavior.  The access to higher rates of 
reinforcement for easy tasks reduces 
frustration and maintains attention as well.  
The students learn new skills in fewer trials or 
faster when mastered tasks are interspersed 
with new tasks because they are more willing 
to try the harder skills when they are feeling 
successful.

WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?Interspersing Tasks is a teaching method where tasks of varying difficulty are 
presented so the frequent easy tasks help maintain student engagement each time a difficult 
task is presented.

1. Can be used with similar tasks (e.g., spelling mastered words with new words) or with 
dissimilar tasks (e.g., spelling unlearned words with labeling known animal pictures).  

2. Determine what reinforcement will be given for correct responses (e.g., praise, tickles, 
edibles, material item, etc.).

3. Determine the ratio of mastered tasks with new or unlearned tasks.  For example for every 
three mastered task items, introduce one new, or unlearned task or task step.  

4. Another strategy is to place easier or mastered questions or equations at the beginning 
of a task and gradually increase task difficulty.

5. Provide more reinforcement for correct responses on the new, unlearned tasks, than for 
correct responses on the known tasks.  Differentiate your praise, “Excellent!  You’re so 
smart!”  If using tangible or edible reinforcers, it is recommended to deliver them for 
correct responses on new, unlearned task steps.  It is recommended to continue to praise 
correct responses on mastered task steps, but save the most powerful reinforce for 
unlearned behaviors.

6. You have the flexibility to intersperse as needed for each student.  The goal is to reduce 
errors, increase time on task, and to encourage learning new skills.

Bottini, S., Vetter, J., & Gillis, J. (2019). Task interspersal implementation practices with 
individuals with autism spectrum disorder. Behavior Analysis in Practice, 12(1), 133-142.

Knutson, S. C., Kodak, T., Costello, D. R., & Cliett, T. (2019). Comparison of task interspersal 
ratios on efficiency of learning and problem behavior for children with autism spectrum 
disorder. Journal of Applied Behavior Analysis, 52(2), 355-369.

Volkert, V. M., Lerman, D. C., Trosclair, N., Addison, L., & Kodak, T. (2008). An exploratory 
analysis of task-interspersal procedures while teaching object labels to children with 
autism. Journal of Applied Behavior Analysis, 41, 335-350.
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Interspersal can be used during any 
academic task.  It works best with discrete 
behaviors rather than long behavior chains 
or multi-step instructions.  It helps build 
behavior compliance by giving easy tasks 
before and after a difficult one.  When 
working on listener discrimination, 
interspersal can be used to assure students 
are listening to the specific instruction.   
When a student becomes uncooperative, 
interspersing the easy tasks can help bring 
the student back.

To view a 
short video, 
scan here:



Functional Communication 
Training (FCT)

WHY IS IT IMPORTANT?
FCT is a positive behavior support (PBS) 
used to reduce problem behavior and 
increase communication skills for those 
with language delays.  These 
procedures can help individuals 
generalize appropriate communicative 
behaviors and access wants and needs 
in a socially acceptable way.

WHEN CAN IT BE USED?
FCT is used to target many problem 
behaviors that might be interfering with 
a learner’s ability to function in a variety 
of settings (Cooper, Heron, & Heward, 
2019).  This also may be used to  improve 
generalization of new communicative 
behaviors to different communication 
partners, settings, or activities.

HOW TO IMPLEMENT

WHAT IS IT?
Functional Communication Training (FCT) is an evidence-based antecedent 
intervention used to select and teach a replacement alternative skill(s) that serves the 
same purpose as a problem behavior (Carr & Durand, 1985).  The replacement skills 
allow the individual to contact reinforcement quicker, easier, and/or more 
consistently than the problem behavior.  It is used with individuals who require a more 
intensive intervention approach because they continue to exhibit challenging 
behaviors even when prevention strategies are in place. 

1. Identify and operationally define a target problem behavior.
2. A Functional Behavior Assessment (FBA) should be conducted to help identify the 

most likely cause (function) of the problem behavior.
a. The first step is to use indirect assessments such as interviews, questionnaires, 

and record reviews to collect initial information about the problem behavior.

b. The second step of the FBA is to use direct assessments such as ABC 
observation data sheets that require direct observations of the problem 
behavior.  A hypothesis about the function of the problem behavior and 
variables maintaining it is developed.  The functions could include attention, 
escape, tangible, or automatic (sensory).

3. Based on the hypothesis of the function, replacement behaviors that are socially 
relevant and appropriate should be selected. These replacements can involve 
speech, gestures, signs, or pictures. Replacements should be easy to use and and 
simple to observe and reinforce by a variety of communication partners. 

4. Use the same data collection method used in the FBA to evaluate the 
effectiveness of the intervention.  This includes the antecedents and consequences 
maintaining the behaviors, prompts used, as well as frequency/rate of both the 
problem behavior and the replacement(s).  



HOW TO IMPLEMENT, CONTINUED

5. List situations and environments where the problem behavior is likely to occur.  
Set up multiple opportunities to teach the replacement behaviors and 
identify prompts necessary to perform the skills. Make certain that all of the 
child’s new communicative requests are honored.

6. Create a plan for extinction or reduction of the problem behavior while 
reinforcement is used for the replacement behavior.  An initial spike in the 
problem behavior is possible, but with consistency it fades.

7. After the student learns to use the replacement behaviors, create 
opportunities for generalization to people and environments.

8. Observe regularly to make sure staff implement FCT consistently.

9. Fade prompts as the student learns to use the replacement behavior.  Begin 
thinning the schedule of reinforcement by allowing more time between the 
new behavior and reinforcement and/or requiring more instances of 
replacement behavior before reinforcing. 

Carr, E. G., & Durand, V. M. (1985). Reducing behavior problem through functional communication 
training. Journal of Applied Behavior Analysis, 18, 111-126.

Carr, E. G., Levin, L., McConnachie, G., Carlson, J. I., Kemp, D. C., & Smith, C. E. (1994). Communication-
based intervention for problem behavior: A user’s guide for producing positive change. Baltimore: Paul H. 
Brookes. 

Dunlap, G., Ester, T., Langhans, S., & Fox, L. (2006). Functional communication training with toddlers in home 
environments. Journal of Early Intervention, 28(2), 81–96. https://doi.org/10.1177/105381510602800201

Durand, V. M. (1990). Severe behavior problems: A functional communication training approach. New York: 
Guilford Press. 

Franzone, E. (2009). Steps for implementation: Functional communication training. Madison, WI: The National 
Professional Development Center on Autism Spectrum Disorders, Waisman Center, University of Wisconsin.

Franzone, E. (2010). Functional communication training for children and youth with autism spectrum 
disorders: Online Training Module. (Madison: The University of Wisconsin, National Professional 
Development Center on Autism Spectrum Disorders, Waisman Center). In Ohio Center for Autism and Low 
Incidence (OCALI), Autism Internet Modules, www.autisminternetmodules.org. Columbus, OH: OCALI.

Griffin, W., & AFIRM Team. (2017). Functional communication training. Chapel Hill, NC: National Professional 
Development Center on Autism Spectrum Disorder, FPG Child Development Center, University of North 
Carolina. Retrieved from http://afirm.fpg.unc.edu/functional-communication-trainingRE
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Direct Preference Assessment

WHY IS IT IMPORTANT?
Preference assessments identify what a 
person prefers.  It also helps determine the  
preference value (high vs. low), and  
Identifies conditions under which those 
preference value changes.  Using an 
assessment gives direct feedback from the 
student’s perspective.  This is important 
because a reinforcement program will not 
be successful unless the learner is highly 
motivated by the reinforcers. 

WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
Identifies objects, items, or activities that are reinforcing or have been reinforcing 

in the past for individual learners. Direct Assessments are more accurate when compared to 
indirect assessments due to testing vs. asking.

1. Select 6-8 items to use for the assessment.
2. Make a data sheet.
3. When doing assessments stick with food with food, drinks with drinks, tangible items with 

tangible. Avoid intermixing type of items.
4. If using tangible items set a time limit for minimum and maximum time to manipulate or 

play with item.
5. Single-Stimulus (Successive Choice)- target stimuli across all sensory systems. Present each 

item at a time in random order. Record student’s reaction to each item. Present each 
item several times (2-5). Record yes/no, frequency, or duration.

6. Forced Choice- Randomly assign the stimuli numbers from 1-8 and write the names on 
the data sheet. Have items readily available but out of reach of your participant. Present 
two items or activities simultaneously. All items are paired systematically with every other 
item in a random order to ensure completeness. For each pair of items, the individual is 
asked to choose one. 

7. Multiple Choice- Provide an array of items. Rank order what the student engages in first 
and the time spent with the item. You can choose to remove the item once done or re-
arrange the array of items to see if student chooses the same again.

8. The most frequently selected item or most time spent with an item will likely be your most 
potent reinforcer.

Graff, R. B., & Karsten, A. M. (2012). Evaluation of a self-instruction package for conducting stimulus 
preference assessment. Journal of Applied Behavior Analysis, 45, 69-82.

Quick, M. J., Baker, J. C., & Ringdahl, J. E. (2018). Assessing the validity of engagement-based and 
selection-based preference assessments in elderly individuals with neurocognitive disorder. 
Behavior Analysis: Research and Practice, 18(1), 92.

Simonian, M. J., Brand, D., Mason, M. A., Heinicke, M. R., & Luoma, S. M. (2020). A systematic review 
of research evaluating the use of preference assessment methodology in the workplace. 
Journal of Organizational Behavior Management, 40(3-4), 284-302.
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When students do not respond to rewards or 
cannot express what they would like to work 
for, directly assessing current preferences 
can help.  Sometimes students seem to 
have no motivators and this can help find 
some.  When a student is disinterested in 
school work, following directives, rules, 
expectations, etc., identifying new 
reinforcers may help with motivation.  This 
assessment can be used as an ongoing part 
of a Behavior Intervention Plan (BIP).

To view a 
short video, 
scan here:



Indirect Preference Assessment

WHY IS IT IMPORTANT?
This helps identify what a person prefers and 
what the preference value is (Highly 
preferred or low).  The conditions under 
which those values change can be identified 
through an assessment as well.  Using an 
assessment gives direct feedback from the 
student’s perspective.  This is important 
because a reinforcement program will not 
be successful unless the learner is highly 
motivated by the reinforcers.

WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
A survey that identifies objects, items, or activities that are reinforcing or have 

been reinforcing in the past for individual learners.

1. Interview- Ask the participant open ended, choice format, and rank ordering questions. 
Ask parents, family members, teachers, staff and other caregivers if the child cannot tell 
you. It is also a good idea to verify the information the caregiver

2. gave you.
3. Choice- Offer the student a choice before starting a task. “When you finish ______ what 

do you want to do?” You can use verbal responses or have them picked from pictures or 
a list.

4. Rank Order- have participants rank items on a list from most preferred to least preferred.
5. Observation- Place the child in an environment with many potential reinforcers available 

and observe him. The item the student chooses might serve as reinforcers.

Tullis, C. A., Cannella-Malone, H. I., Basbigill, A. R., Yeager, A. Y., Fleming, C. V., Payne, D., & Wu, P. 
(2011). Review of choice and preference assessment literature for individuals with severe to 
profound disabilities. Education and Training in Autism and Developmental Disabilities 46, 576-
595. 

Quick, M. J., Baker, J. C., & Ringdahl, J. E. (2018). Assessing the validity of engagement-based and 
selection-based preference assessments in elderly individuals with neurocognitive disorder. 
Behavior Analysis: Research and Practice, 18(1), 92.

Simonian, M. J., Brand, D., Mason, M. A., Heinicke, M. R., & Luoma, S. M. (2020). A systematic review 
of research evaluating the use of preference assessment methodology in the workplace. 
Journal of Organizational Behavior Management, 40(3-4), 284-302.
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Anyone can administer the survey or the 
student can take it independently. When 
students do not respond to rewards or 
cannot express what they want to work for, 
assessing current preferences or motivators 
can help. When a student is disinterested in 
school work, following directives, rules, 
expectations, etc., identifying new 
reinforcers may help with motivation.  This 
assessment can be used as an ongoing part 
of a Behavior Intervention Plan (BIP).



Promise Reinforcer

Promise reinforcers help increase compliance 
during transitions.  They reduce frustration 
when giving up highly preferred activities by 
having another preferred item or activity 
available.  Pairing non-preferred areas with 
reinforcement helps to reduce escape or
avoidant behaviors.

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
Show the learner a preferred item prior to presenting the instruction. The Promise 

Reinforcer establishes motivation to comply with the requested transition. It works to offset the 
value of engaging in maladaptive behavior to avoid or escape the task 

1. Determine a reinforcer that the student will want at that moment. 
2. Hold the reinforcer so the student can see it but do not make it too obvious. (You don’t 

have to wave it around and say “Look what I have, etc”.)
3. Give the instruction (Ex: “It’s time to __________”, or “Come here we’re going ________”).
4. If student follows the direction, deliver the reinforcer. If using an activity/material 

reinforcer, a timer or other cue will need to be used to indicate when the activity is over.
5. If the student doesn’t follow through on the first direction, the reinforcer isn’t given, but 

the direction needs to be followed. Prompt the student as needed to complete activity.
6. Initially practice short distances frequently throughout the day. For example, put chairs a 

few feet away and practice going from chair to chair. Lengthen the distance over time. 
7. Fade the promise reinforcer once the student masters criteria set by the teacher.
8. When giving up a preferred activity/item, the promise reinforcer can be use to increase 

compliance. The promise reinforcer should match the value of the current reinforcer. For 
example, hold up small edible and say, “Give me car.”  If the car is given after the first 
directive, deliver the reinforcer. Begin this procedure with a less valued reinforcer and 
move towards higher valued reinforcers over time. It is less effort to give up items of less 
value. When compliance is paired with reinforcement, desirable behavior will increase.

Barbera, M. L. (2009, November 8). Why do students with autism have such a difficult time with 
transitions? Retrieved from: http://verbalbehaviorapproach.blogspot.com/2009/11/why-do-
students-with-autism-have-such.html

Kelly, A. N., Axe, J. B., Allen, R. F., and Maguire, R. W. (2015). Effects of presession pairing on the 
challenging behavior and academic responding of children with autism. Behavioral 
Interventions, 30, 135–156.

Mace, F. C., Pratt, J. L., Prager, K. L., & Pritchard, D. (2011). An evaluation of three methods saying 
“no” to avoid an escalating response class. Journal of Applied Behavior Analysis, 44(1), 83–94.

Video Link: Pennsylvania Training and Technical Assistance Network
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When it is time to transition to a less 
preferred activity or area, a promise 
reinforcer can increase motivation for 
students that display patterns of problem 
behavior (i.e., crying, dropping to the 
ground, running away.)

To view a 
short video, 
scan here:

http://verbalbehaviorapproach.blogspot.com/2009/11/why-do-students-with-autism-have-such.html


Good Behavior Game

Easy-to-implement intervention with 
demonstrated effectiveness in decreasing 
problem behavior (Vargo, et al., 2020).  
It increases instructional time as the teacher 
can focus on teaching instead of problem 
behavior.  There is high acceptability for the 
intervention among teachers and students. 

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
The Good Behavior Game (GBG) is a user-friendly, preventative intervention that is 

applied class-wide. The purpose is to reduce disruptive behaviors during academic periods 
while increasing on-task behavior.  The components of the GBG are based on sound 
behavioral principles (i.e., differential reinforcement, clear expectations, monitoring of 
behavior, and frequent feedback) that are not age limited (Mitchell, et al., 2015).

1. Identify and define what behaviors are disruptive (e.g., call outs, talking to other students, 
name calling, out-of-seat, throwing objects).  Choose 2-3 behaviors that are most 
problematic.  Identify and define what on-task behaviors you want to occur (e.g., 
looking at the teacher during lecture, writing answer to math worksheet).

2. Identify reinforcers that will be valuable to the students.  Have the students fill out a 
reinforcer survey by rank ordering their preferences (e.g., free time, school supplies, 
edibles, five extra minutes at recess, homework passes, extra credit/bonus points).  This 
may increase buy-in to the game.  

3. Determine when the Game will be played.  The teacher has flexibility of choosing what 
activities and how often the game will be played.

4. Gather baseline data to determine the criterion for earning a reward.  For example, 
when students are divided into groups, if you count on average five problem behaviors, 
set your criterion slightly below the current average (e.g., 4 or less).  

5. Prior to implementing the Good Behavior Game, explain the rules of the game to the 
class.  For example, raise your hand and wait be called on; keep hands, feet, and 
objects to self; remain in seat.  Tell the students the criterion for earning a reward. 

6. Divide the class into equal teams (e.g., 2 or more). Balance the teams to ensure each 
team has a chance to succeed. If a team breaks a rule, the teacher reminds the team 
the behavior he/she would like to see instead. For example, if a student on Team 2 calls 
out an answer instead of raising his hand, the teacher could respond by saying, “Team 2, 
I am looking for hand’s raised when answering questions.”

It is typically implemented during a 30-
minute academic period such as reading, 
math, group instruction, silent reading, etc.
This intervention is proven to be effective 
from pre-school age through adulthood.



HOW TO IMPLEMENT, CONTINUED

7. Start the Game, Set a Timer, Record Data, and REWARD: Set a timer or clearly state when 
the game will start and end. For secondary learners, it may be more age respective to call 
the game a “competition”. Record data by adding a tick mark next to the team’s name 
when a rule is broken. We want low scores! The teams that meet criterion, earn a reward.

8. It is important not to single out one student’s behavior when playing the Good Behavior 
Game. Focus on what behaviors you want the students to engage in instead, and remain 
neutral when giving a team a mark for breaking a rule.

9. Keep record of the teams that earn rewards. If you observe that a team doesn’t often 
earn rewards, investigate the barriers. Team members may need to be split up and 
changed to a different team or a particular student may need an individualized 
reinforcement program that doesn’t penalize the rest of the group.

10. Have fun and Praise, Praise, Praise! This game is meant to be fun for all involved, including 
the teacher. Be enthusiastic and provide behavior specific praise by telling students what 
behaviors they are doing well. For example, “Wow! You are sitting there so quietly.” This 
will increase the probability of those behaviors increasing in the future.

Babyak, A. E., Luze, G. J., & Kamps, D. M. (2000). The good student game: Behavior management 
for diverse classrooms. Intervention in School and Clinic, 35(4), 216.

Barrish, H. H., Saunders, M., & Wolf, M. M. (1969). Good behavior game: effects of individual 
contingencies for group consequences on disruptive behavior in a classroom. Journal of 
Applied Behavior Analysis, 2(2), 119–124.

Donaldson, J. M., Vollmer, T. R., Krous, T., Downs, S., & Berard, K. P. (2011). An evaluation of the 
good behavior game in kindergarten classrooms. Journal of Applied Behavior Analysis, 44(3), 
605-609.

Leflot, G., van Lier, P. A., C., Onghena, P., & Colpin, H. (2010). The role of teacher behavior 
management In the development of disruptive behaviors: An intervention study with the good 
behavior game. Journal of Abnormal Child Psychology, 38(6), 869-82.

Mitchell, R. R., Tingstrom, D. H., Dufrene, B. A., Ford, W. B., & Sterling, H. E. (2015). The effects of the 
good behavior game with general-education high school students. School Psychology Review, 
44(2), 191- 207.

Vargo, K., & Brown, C. (2020). An evaluation of and preference for variations of the Good 
Behavior Game with students with autism. Behavioral Interventions, 35(4), 560-570RE
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SCHEDULES OF  REINFORCEMENT

WHY IS IT IMPORTANT?
CRF is important for teaching new skills by 
creating an association between a 
behavior and responses it produces.  INT is 
important for moving a continuously 
reinforced behavior towards more natural 
reinforcement.  

WHEN CAN IT BE USED?
Continuous reinforcement is used when first 
teaching a skill.  The intermittent schedules 
are used to maintain skills.  Fixed schedules 
are used to shape behaviors, while variable 
schedules are helpful for maintaining 
behaviors. 

HOW TO IMPLEMENT

WHAT IS IT?
Schedules of reinforcement are rules that describe how and when particular 

behaviors will produce reinforcement.  These schedules provide reinforcement every time the 
specified behavior occurs (continuous reinforcement or CRF) or some of the times the 
behavior occurs (intermittent reinforcement or INT). There are four  basic intermittent 
schedules: fixed ratio, variable ratio, fixed interval, and variable interval.  Ratio schedules 
provide reinforcement after a number of responses and interval schedules provide 
reinforcement after an amount of time has passed.

When a student is first learning a skill, every response is reinforced so the student contacts as 
much reinforcement as possible.  When the student has steady responding, a continuous 
reinforcement schedule is faded to an intermittent schedule. A fixed intermittent schedule is 
when the number of responses or the amount of time remains constant. In a variable 
intermittent schedule the number of responses or time changes according to an average.
STEPS:
1. Select and define the target behavior and where it will be used.
2. Collect baseline data on the behavior and determine a goal.
3. Use continuous reinforcement until the student responds consistently.
4. Fade the reinforcement by moving to a fixed schedule.

a) Fixed ratio (FR): If the goal is more correct responses, you may move from FR-1 
(continuous reinforcement)  to FR-2, which means every two occurrences are 
reinforced.  When responding is steady, fade to FR-3, etc.

b) Fixed interval: If the goal is more accuracy or a better quality behavior, you may move 
from FI-1 (reinforcement after 1 minute) to FI-2, which means reinforcement after 2.  
When responding is steady, fade to FI-3, etc.

5. To maintain the target behavior, move to a variable schedule.
a) Variable ratio (VR): Move from fixed ratios (such as FR-4) to variable (VR-2), which 
means an average of every two occurrences are reinforced.
b) Variable interval: Move from fixed intervals (such as FI-4 to VI-1, which means an 
average of every minute) reinforcement is provided.  

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis. Hoboken, NJ: Pearson 
Education, Inc.

Hulac, D., Benson, N., Nesmith, M., & Wollersheim Shervey, S. (2016). Using Variable Interval Reinforcement 
Schedules to Support Students in the Classroom: An Introduction With Illustrative Examples. The 
Journal of Educational Research. 6. 90-96. 10.5590/JERAP.2016.06.1.06. 

To view a short video, 
scan here:
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Simultaneous Prompting

Simultaneous prompting is used to teach new 
skills to students.  It helps reduce errors and 
teaches skills more efficiently. The primary 
advantage, is that a learner doesn’t need to 
have the prerequisite skill of waiting for a 
prompt if he/she cannot independently emit 
the behavior.

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
An errorless teaching procedure. A variation of Constant Time Delay procedure. The 

controlling prompt is always delivered at a zero-second delay to reduce errors. Probe sessions 
are conducted prior to teaching sessions to check for skill mastery.

1. For each trial, give the instruction and immediately give the controlling prompt. A 
controlling prompt is any prompt that consistently leads to a correct response.

2. The controlling prompt is always delivered at a 0-second delay, or immediately after the 
target stimulus (cue) is delivered to prevent or reduce errors from occurring.

3. Immediately following the prompted correct response, provide reinforcement. For 
example, if a teacher is instructing a child to wave goodbye, the teacher might say, 
“Wave to your mom!” and immediately provide a full physical prompt to ensure the child 
waves. The teacher then provides the child with his predetermined reinforcer.

4. “How does the teacher know the students are learning anything?” To answer that 
question the teacher conducts test trials or probes immediately before each instructional 
session to test mastery of targeted skills previously taught.

5. A probe session uses no prompts.  The teacher simply goes through and quizzes each 
target to test whether or not the student has acquired the material. Instruction ends 
when the learner reaches a criterion level (e.g., 100% correct for 3 consecutive days) 
during probe sessions.

6. It is a less complicated procedure for teachers to use due to fewer response variations 
(e.g., unprompted corrects and unprompted incorrects are not possible) and fewer 
prompt variations (e.g., no need to vary prompt intrusiveness or delay). 

It is typically used to teach discrete 
behaviors (one-step or simple skills.)  
Chained skills can also be taught with this 
procedure with the support of a task analysis 
that clearly outlines each step (e.g., 
dressing, purchasing, vocational skills, etc.)

To view a 
short video, 
scan here:

Akmanoglu, N., Onur, K., Alper, K. (2015). Comparison of simultaneous prompting and constant 
time delay procedures in teaching children with autism the responses to questions about 
personal information. Educational Sciences: Theory & Practice, 15, 723-737.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle 
River, NJ: Pearson Education, Inc.

Neitzel, J., & Wolery, M. (2009). Steps for implementation: Least-to-most prompts. Chapel Hill, NC: 
National Professional Development Center on Autism Spectrum Disorders, Frank Porter 
Graham Child Development Institute, The University of North Carolina. Response Prompting. 
(2014). In Wikipedia. Retrieved March 15, 2016, from https://en.wikipedia.org/wiki/Psychology
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MOST-TO-LEAST & 
LEAST-TO-MOST PROMPTING

Prompting is used to teach new skills and 
reduce errors.  This provides a better 
opportunity to provide reinforcement due to 
fewer errors, and consequently, leads to 
reduced frustration for the student.

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
An errorless learning teaching procedure.  Most-to-Least Prompting (MTL): Uses a high 

level of support (prompting) when teaching a new skill, and then systematically fades towards 
less restrictive prompts as the learner masters the skill.  Least-to-Most Prompting (LTM): This is the 
opposite of MTL prompting. The teacher gives the participant an opportunity to perform the 
response with the least amount of assistance on each trial and moves to the next
prompt in the hierarchy if the student performs an incorrect response. 

You can use MTL and LTM prompting when 
teaching discrete (e.g., short, single 
responses) and chained behaviors (e.g.,
a series of behavior that make up a 
complex skill).  A task analysis will be 
required for chained (multi-step) behaviors.

Natural 
Cue

Gesture

Verbal

Visual/Picture

Model

Physical (partial)

Full Physical

Prompt Hierarchy



HOW TO IMPLEMENT, CONTINUED

1. Gain attention prior to delivering the cue.
2. Wait for the learner to respond if using LTM.
3. Allow 3-5 seconds of response time between prompt levels.
4. Respond to correct responses with reinforcement.
5. Gradually fade out prompts when students demonstrate independence.
6. Respond to incorrect responses by moving up the prompt hierarchy.
7. Avoid repeating the same prompt more than once. For example, don’t give 4 gestural 

prompts on the same teaching step. Instead, give one gestural prompt if the student 
doesn’t respond, move to the prompt level (e.g.,partial physical prompt).

8. Avoid overusing verbal prompts. After giving one verbal prompt, silently move to the next 
prompt level in the hierarchy. Too much talking can confuse and frustrate the learner. 
Also, verbal prompts are difficult to fade and dependency on the instructor can occur 
with over usage of verbal prompts. 

Prompting hierarchy is individualized to the learner. 
• MTL is preferable if errors have been found to impede a child’s learning or to increase 

problem behavior.
• MTL is preferable when a child’s learning history is unknown.
• LTM may be used for students who make fewer errors and show rapid acquisition when using 

LTM.
• LTM may be preferable to those who do not like to be touched and benefit from modeling 

over full physical prompts.
• Consider the task being taught, for example, the learner may readily answer questions with 

LTM but require MTL when learning to button a shirt.

Blair, B. J., Weiss, J. S., & Ahearn, W. H. (2018). A comparison of task analysis training procedures. 
Education and treatment of children, 41(3), 357-369.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, NJ: Pearson Education, Inc.

Libby, M. E., Weiss, J. S., Bancroft, S., & Ahearn, W. H. (2008). A comparison of most-to-least and 
least-to-most prompting on the acquisition of solitary play skills. Behavior Analysis in Practice, 
1, 37-43.

Modules Addressing Special Education and Teacher Education (MAST). (2010). Retrieved from 
http://MAST.ECU.EDU

Neitzel, J., & Wolery, M. (2009). Steps for implementation: Least-to-most prompts. Chapel Hill, NC; 
National Professional Development Center on Autism Spectrum Disorders, Frank Porter 
Graham Child Development Institute, The University of North Carolina.

Owens, M. (2005). Instructional Strategies: Prompting Hierarchies. Retrieved from 
http://www.dspcoop.k12.in.us/Teacher%20Training_files/prompting%20hierarchies.pdf
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Which one do I use?

To view a short 
video, scan here:

http://mast.ecu.edu/


Time Delay

Time delay is used to teach new skills to 
students.  It helps reduce errors and teaches 
skills more efficiently. 

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
An errorless teaching procedure. An interval of time is systematically inserted between 

the cue/signal and the controlling prompt. There are two types of time delay procedures, 
Constant Time Delay and Progressive Time Delay.

1. Define the target skill that you want to teach.
2. Choose a controlling prompt. Use the least intrusive prompt needed to teach the skill.
3. Initially, both CTD and PTD procedures start with a 0-second time delay after the 

presentation of the discriminative stimulus (cue) and the prompt. For example, 
immediately after the teacher says, “What is this?” while showing a picture of car, the 
instructor gives the student the correct answer “car”.

4. After a pre-specified number of trials (e.g., a session typically comprising of 10 trials when 
using discrete trial training), the prompt is delayed.

5. When using CTD the prompt delay remains the same during all teaching sessions (e.g., 3-
5 seconds). When using PTD the prompt delay is gradual and systematic. For example, 
the teacher would first wait 1 second, then 2 seconds, gradually extending the time 
delay in 1-second intervals. The time delay can be extended after a specific number of 
presentations, after each session, after a specific number of sessions, or after meeting a 
performance criterion.  

Example: Delay by session for CTD and PTD

It is typically used to teach discrete 
behaviors (one-step or simple skills.)  
Chained skills can also be taught with this 
procedure with the support of a task analysis 
that clearly outlines each step (e.g., 
dressing, purchasing, vocational skills, etc.)

To view a 
short video, 
scan here:

Session CTD Delay PTD Delay

1 0 sec 0 sec

2 3 sec 1 sec

3 3 sec 2 sec

4 3 sec 3 sec

5 and remaining sessions 3 sec 4 sec



HOW TO IMPLEMENT, CONTINUED

6. To avoid errors, tell the student to wait if they need help answering the question correctly. 
It is better to help the student, then to allow them to practice errors. If the child has 
difficulty waiting for a prompt, PTD may be a better choice as a prompting strategy 
because of the gradual fade of prompts.

7. Reinforce correct responses only.
8. Record data to monitor progress and to decide when to fade out time delayed prompts.

Example: Trial during an initial session of CTD or PTD to teach naming of objects
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Prompt Level Teacher 
Behavior

Learner Behavior 
and 
Consequence

Learner Behavior 
and 
Consequence

Learner Behavior 
and 
Consequence

Prompted with 0-
second delay.
(No opportunity 
for
independence.)

“What is 
this? Car.”
while 
showing
picture of 
car.

Correct Response:
Repeats teacher’s
response, “Car”
(provide reinforcer)

Incorrect 
Response:
Teacher corrects 
error and says 
“car” (no 
reinforcement)

No Response:
Ignore and 
provide no
reinforcement

Example: Trial during an initial session of CTD or PTD to teach naming of objects

Prompt Level Teacher Behavior Learner 
Behavior and 
Consequence

Learner Behavior 
and 
Consequence

Learner Behavior 
and 
Consequence

Independent “What is this? 
Car.” while
showing picture 
of car. (Waits 
specified time; 
e.g., 3 seconds)

Unprompted 
Correct:
“Car” (provide
reinforcer)

Unprompted 
Incorrect:
“Train” (remind to 
wait for prompt if 
s/he doesn’t know 
the answer)

No Response
(provide prompt)

Prompted Same as above Same as above Prompted 
Incorrect:
“Train” (no 
reinforcement)

No Response
(ignore and
provide no
reinforcement)

Akmanoglu, N., Onur, K., Alper, K. (2015). Comparison of simultaneous prompting and constant 
time delay procedures in teaching children with autism the responses to questions about 
personal information. Educational Sciences: Theory & Practice, 15, 723-737.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle 
River, NJ: Pearson Education, Inc.

Neitzel, J., & Wolery, M. (2009). Steps for implementation: Least-to-most prompts. Chapel Hill, NC: 
National Professional Development Center on Autism Spectrum Disorders, Frank Porter 
Graham Child Development Institute, The University of North Carolina. Response Prompting. 
(2014). In Wikipedia. Retrieved March 15, 2016, from https://en.wikipedia.org/wiki/Psychology

https://en.wikipedia.org/wiki/Psychology


STIMULUS AND RESPONSE PROMPTS

WHY IS IT IMPORTANT?
Prompting is an evidence-based 
strategy used to teach new skills and 
help the learner properly respond to an 
instruction (SD) by controlling the 
learners response. 

WHEN CAN IT BE USED?
Prompting can speed up the learning 
process and help learners to successfully 
complete multi-step skills.  They can also 
help a student to contact reinforcement 
more often when frustration tolerance is 
low.

HOW TO IMPLEMENT

WHAT IS IT?
Prompts are delivered when teaching new responses in discrimination 

training.  Prompts establish stimulus control (responding correctly to an instruction or 
question).  Stimulus and Response prompts are “supplementary antecedent stimuli 
used to occasion a correct response in the presence of the natural discriminative 
stimulus that will eventually control the behaviors (2019, p. 403).” Good prompting 
procedures start with the identification of the smallest prompt needed to produce 
(evoke) a correct response.

During instruction, provide the prompt before the response occurs to avoid errors.  
When the student gives the correct response, provide reinforcement.  If the student 
gives the correct response independently, differentially reinforce.  

Stimulus prompts make the stimulus stand out more in order to evoke the correct 
response.  There are three major forms:  Position, Redundancy, and Movement. 



How to implement

HOW TO IMPLEMENT, CONTINUED

Response prompts act on the learner response to evoke the correct response.  
There are three major forms:  Verbal Instructions (oral and nonvocal), Modeling, 
and Physical Guidance

Prompt fading:  There is a risk of prompt dependence when using prompts 
(Grow & LeBlanc, 2013).  Therefore, it is important to plan for transfer of control 
from the prompt to the stimulus (SD) and the fading of prompts as soon as 
possible (Wolery & Gast, 1984).



continued how to implement

HOW TO IMPLEMENT, CONTINUED

Cooper, J. O., Heron, T. E., & Heward, W. L. (2019). Applied behavior analysis. Hoboken, NJ: Pearson 
Education, Inc.

Grow L, LeBlanc L. Teaching receptive language skills. Behavior Analysis in Practice. 2013;6(1):56–75. doi: 
10.1007/BF03391791.

Neitzel, J., & Wolery, M. (2010). Prompting for children and youth with autism spectrum disorders: Online 
training module. (Chapel Hill: National Professional Development Center on Autism Spectrum 
Disorders, FPG Child Development Institute, UNC-Chapel Hill). In Ohio Center for Autism and Low 
Incidence (OCALI), Autism Internet Modules, www.autisminternetmodules.org. Columbus, OH: 
OCALI.

Sam, A., Savage, M., Steinbrenner, J., Morgan, W., Chin, J., & AFIRM for Paras Team. (2020). Prompting: 
Introduction & Practice. FPG Child Development Institute, University of North Carolina. Retrieved 
from https://afirm.fpg.unc.edu/

West, E. A., & Billingsley, F. (2005). Improving the system of least prompts: A comparison of procedural 
variations. Education and Training in Developmental Disabilities, 40(2), 131-144.

Wolery M., Gast D. L. Effective and efficient procedures for the transfer of stimulus control. Topics in Early 
Childhood Special Education. 1984;4:52–77.
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To view an elearning module on prompting, scan here 
and sign up.

AFIRM
AIM                   A
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Most to Least Fading starts with the most intrusive prompts and gradually fades to less intrusive 
prompts.  
• Use criteria set for changing prompts; when the student meets criteria for a set number of 

days, fade to the next level.  

Response fading is where a form of the prompt for a learner response is made less intrusive.  
There are three types of fading: physical, time delay and proximity

Physical prompt fading decreases the level of intrusiveness using a prompt hierarchy.  
Example 1:  if using hand over hand to select the correct letter, then fading would include 
moving to hand on forearm, hand on elbow, light touch, then shadowing.  Example 2:  if 
modeling the response (touch a picture of a dog), then fading may move from touching to a 
point nearly touching the card, then in the general area.

Time Delay prompt fading involves a gradual increase in the amount of time between the 
instruction (SD) and the prompt. 

Proximity prompt fading involves an increase in space between the student and staff.  For 
example, staff may sit/stand next to a student, then just behind the shoulder, behind the 
student, then a few feet away.

PROMPT FADING

WHY IS IT IMPORTANT?
All prompts should be faded as soon as they 
are no longer necessary to evoke a correct 
response. If the prompts are removed too 
quickly the student may begin making 
mistakes. If they are removed too slowly, the 
student may become too dependent.

WHEN CAN IT BE USED?
When  a student consistently responds 
correctly with a prompt, the prompt 
level is reduced.  In prompt fading, the 
data is monitored to decide how quickly 
or slowly to fade. If fading is too quick, 
return to the prompt where the student 
was successful (Cengher, et. al, 2018).

HOW TO IMPLEMENT

WHAT IS IT?
A prompt is an stimulus used to elicit a correct response when it is paired with a 

discriminative stimulus (Cooper, et al., 2020).   Prompts are used to help a student correctly 
perform a skill.  Prompt fading is used to reduce the intensity, level, and timing of prompts used 
to assist with correct responding to avoid over-dependence.  A plan to fade prompts should 
be made before the instruction of the skill begins.  
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Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis. Hoboken, NJ: Pearson Education, 
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Frequency and Rate Data

Frequency recording is the easiest form of 
data collection to do.  It is a good tool to use 
when asking caregivers to keep track of a 
behavior.
If the behavior is tracked during sessions of 
differing lengths, the rate provides a more 
accurate picture of the behavior because it 
shows the frequency in even segments of 
time.

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?
Frequency and rate can be used when 
trying to increase or decrease a behavior 
with a clear beginning and end.  It is best for 
behavior that happens for equal durations.  
It does not work for behaviors that occur for 
different durations, long periods of time, or 
at a rate too fast to count.   It requires the 
student to be observed continuously.

HOW TO IMPLEMENT

WHAT IS IT?
Frequency (count) recording is a way to measure the number of times a 

behavior occurs (for example, Zane got out of his seat 7 times).  Rate recording is the 
frequency over a period of time (for example, Zane got out of his seat 7 times in 21 minutes, or 
once every 3 minutes). 

Frequency:
1. Clearly define the behavior so everyone is measuring the same thing and observe.
2. When the target behavior occurs, make a tally mark.
3. Add all the tally marks at the end of the observation.  This is your frequency count.

Rate:
1. Clearly define the behavior so everyone is measuring the same thing and observe.
2. When the target behavior occurs, make a tally mark and write down the time.
3. Add all the tally marks at the end of the observation.
4. Divide the number of tallies by the total observation time to get rate.

Example:

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers
(10th ed.). Upper Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, NJ: Pearson Education, Inc.
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FREQUENCY AND RATE RECORDINGSHEET

STUDENT:
BEHAVIOR TO OBSERVE: RATE=

TOTAL TALLY
TIME

DATE:
STAFF  
INIIALS

START
TIME:

END
TIME: TALLYMARKS:

TOTAL
TALLY:

TOTAL
TIME: RATE:

NOTES:



N
um

be
r o

fO
cc

ur
re

nc
es

FREQUENCY GRAPH
STUDENT: MONTH: YEAR:

TARGETBEHAVIOR:

Monthly Frequency Graph

28
27

26
25

24
23

22
21

20
19

18
17

16
15

14
13

12
11

10
9

8
7

6
5

4
3

2
1

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 25 26 27 28 29 30 31

Days of the Month
Comments:



CUMULATIVE DURATION

WHY IS IT IMPORTANT?
Collecting duration data is important for 
measuring if a target is happening for more 
or less time.  It is used for behaviors that 
have a clear beginning and end or those 
that happen at such a high rate that it is not 
possible to get an accurate count. 

WHEN CAN IT BE USED?

Cumulative duration is used when the 
teacher wants to assess the total amount of
time the student spends engaged in a 
behavior, how long it takes to complete a 
task, or how long a student is on/off task.  It 
requires continuous observation.

HOW TO IMPLEMENT

WHAT IS IT?
This type of data collection measures the cumulative (total) amount of time a 

behavior occurs within a specified observation period, time a student is engaged or needs to 
engage in a task.   It can be reported as total time or percentage of time. 

When collecting this type of data, make sure the behavior definition specifies the length of 
time that the behavior must occur in order to “count.”

1. Clearly define the behavior and include how long the behavior needs to occur in order to 
count if needed and what the onset looks like if it a behavior that grows over time.

2. Start observing the student and start the timer when the behavior starts.
3. When the behavior ends, stop the timer.
4. Quickly record the duration of the behavior.
5. Repeat the process until the observation period is over.
6. Add up all the recorded times to get the cumulative (total) duration.
7. To get the percent of time, divide the total duration by the total time observed.

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). Upper 
Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle River, NJ: 
Pearson Education, Inc.
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TOTAL DURATION RECORDINGSHEET

STUDENT:
BEHAVIOR TO OBSERVE:

DATE:
STAFF  
INITIAL

START
TIME: ENDTIME: DURATION: COMMENTS:

NOTES:



LATENCY RECORDING

WHY IS IT IMPORTANT?
Collecting latency data is important 
because it provides a measure of the 
student’s delay in engaging in behavior.  It 
can be used to track response efficiency.

WHEN CAN IT BE USED?
Latency Recording is used When the 
teacher wants to know the average amount 
of time it takes a student to respond in a 
specified manner, after a signal or prompt.

HOW TO IMPLEMENT

WHAT IS IT?
This type of data collection measures the amount of time that lapses 

between an antecedent (e.g., teacher’s directive) and when the student begins to perform a 
specified behavior.

1. Clearly define the behavior 
2. Start observing the student and start the timer when the antecedent is given.
3. When the behavior starts, stop the timer.
4. Quickly record the time in seconds or minutes.
5. Repeat the process until the observation period is over.

Examples:
• Average time it takes student to be seated after a teacher request.
• Average time that it takes student to begin cleanup after request.
• Average time it takes student to disengage from other students once requested to move.
• Average time it takes for a student to begin eating once food is in front of him.

To view a 
short video, 
scan here:
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LATENCY RECORDING SHEET

STUDENT:
BEHAVIOR TO OBSERVE:

DATE:
STAFF  
INITIALS

(Instruction)
STARTTIME:

(student
responds)  
ENDTIME: LATENCY: COMMENTS:

NOTES:



PARTIAL INTERVAL RECORDING

WHY IS IT IMPORTANT?
Collecting partial interval data is important 
because it can measure low rate behaviors 
(those that occur infrequently).  It also minimizes 
the observation of a student since it does not 
require continuous observation.  It may 
overestimate the behavior. The shorter the 
interval, the more accurate the data
will be, but more observation will be required by 
the observer. 

WHEN CAN IT BE USED?
Partial Interval Recording is used when the 
teacher does not have time to observe 
continuously but wishes to get an
approximation of the degree to which a 
student engages in a low frequency 
behavior.  It is best for measuring a behavior 
you want to DECREASE.

HOW TO IMPLEMENT

WHAT IS IT?
Partial interval recording is an interval recording method.  Observation 

times are broken into smaller intervals of time and marked with one symbol if the behavior is 
not observed  and another symbol if it is observed.

1. Clearly define the behavior 
2. Clearly define observation time and length of intervals.

*Interval length should be set to approximate baseline rates of behavior (if behavior 
tends to occur every 10 minutes then 5-10 minute intervals makes sense).

3. Start observing the student and record whether the behavior was observed AT ANY TIME 
during the interval (+ or -).

4. Repeat the process until the observation period is over.
5. When the observation period ends, add up all the + marks (observed) divide that number 

by the total number of intervals.  This is recorded as percentage of occurrences.

Examples:
• Percent of intervals in which student was in seat during reading.
• Percent of intervals in which student was writing in journal.
• Percent of intervals in which student was engaged in conflict with others at recess.
• Percent of intervals student engaged in rocking back and forth.

To view a 
short video, 
scan here:

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). 
Upper Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, NJ: Pearson Education, Inc.

Tieghi-Benet, M. C., Miller, K., Reiners, J., Robinett, B. E. Freeman, R. L., Smith, C. L., Baer, D., Palmer, 
A. (2003).  Encouraging Student Progress (ESP), Student/ team book. Lawrence, KS: University of 
Kansas.
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PARTIAL INTERVAL RECORDING SHEET
STUDENT:
DATE: OBSERVER: SETTING:

BEHAVIOR TO OBSERVE:

INTERVALLENGTH: TOTAL OBSERVATION TIME:

START  
TIME: INTERVAL1

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL2

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL3

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL4

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL5

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)



WHOLE INTERVAL RECORDING

WHY IS IT IMPORTANT?
Collecting whole interval data is important 
because it can measure behavior that is not 
easily counted,  It is used for behavior that 
does not have a clear beginning and/or 
end, or behavior that occurs at such a high 
rate that it is difficult to keep count on it.  
Measuring ongoing behaviors that continue 
across intervals with this method can 
provide a summary of the duration.  

WHEN CAN IT BE USED?
Whole Interval Recording is best used for 
measuring behavior that you want to 
INCREASE.  It provides an estimate of a 
behavior’s duration as well as a snapshot of 
what context in which the behavior is most 
likely to occur.  This method is only used if 
intervals are able to be observed from start 
to finish.  

HOW TO IMPLEMENT

WHAT IS IT?
Whole interval recording is a type of data collection that involves 

observing whether a behavior occurs or does not occur during the whole specified interval of 
time.

1. Clearly define the behavior 
2. Clearly define observation time and length of intervals. Interval length needs to be the same each 

time observations take place.
*Interval length should be set to approximate baseline rates of behavior (if behavior tends to 
occur every 10 minutes then 5-10 minute intervals makes sense).

3. Start observing the student and record whether the behavior was observed during the ENTIRE 
interval (+ or -).

4. Repeat the process until the observation period is over.
5. When the observation period ends, add up all the + marks (observed) divide that number by the 

total number of intervals.  This is recorded as percentage of intervals.

Examples:
• Attending to instruction
• Writing
• Working on a given assignment
• Cooperative Play

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). Upper 
Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle River, NJ: 
Pearson Education, Inc.

Zangrillo, A.N., Walker, S.G., Roane, H.S., Sullivan, W.E., Keller, D.L., DeRosa, N.M. (2021). Measurement and 
Data Recording of Aggression. In: Luiselli, J.K. (eds) Applied Behavior Analysis Treatment of Violence and 
Aggression in Persons with Neurodevelopmental Disabilities . Advances in Preventing and Treating 
Violence and Aggression . Springer, Cham. https://doi.org/10.1007/978-3-030-68549-2_1
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WHOLE INTERVAL RECORDING SHEET

STUDENT:
DATE: OBSERVER: SETTING:

BEHAVIOR TO OBSERVE:

INTERVALLENGTH: TOTAL OBSERVATION TIME:

START  
TIME: INTERVAL1

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL2

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL3

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL4

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

START  
TIME: INTERVAL5

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL  
INTERVALS =(+ or -)

(mark if the behavior is observed throughout the wholeinterval)



MOMENTARY TIME SAMPLING

WHY IS IT IMPORTANT?
It is helpful when the teacher has little time 
to observe continuously but wishes to get an
approximation of the degree to which a 
student engages in a high frequency
behavior. Momentary Time Sampling 
minimizes the observation of the student 
(more than other interval recording 
techniques).

WHEN CAN IT BE USED?
Momentary Time Sampling is used when the 
behavior you are looking at is not easily 
counted or it is difficult to tell exactly when 
the behavior begins or when it ends. This 
data is good for high rate behaviors (those 
that occur frequently).  Keep in mind that 
this approximation of behavior tends
to underestimate frequency of the
behavior and overestimate the duration.

HOW TO IMPLEMENT

WHAT IS IT?
Momentary Time Sampling is an interval recording strategy which involves 

observing a behavior and recording whether it occurs or does not occur at the very end of a 
specified interval.

1. Clearly define the behavior 
2. Clearly define observation time and length of intervals. Interval length needs to be the 

same each time observations take place.
3. Start observing the student and record whether the behavior was observed AT THE END of 

the interval (YES or NO).
4. Repeat the process until the observation period is over.
5. When the observation period ends, add up all the YES intervals divide that number by the 

total number of intervals.  This is recorded as percent of intervals.

Examples:
• Percent of intervals in which student is cursing.
• Percent of intervals in which student was writing in journal.
• Percent of intervals in which student was engaged in conflict with others at recess.

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). Upper 
Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle River, NJ: 
Pearson Education, Inc.

LeBlanc, L. A., Lund, C., Kooken, C., Lund, J. B., & Fisher, W. W. (2020). Procedures and accuracy of 
discontinuous measurement of problem behavior in common practice of applied behavior analysis. 
Behavior Analysis in Practice, 13(2), 411-420.
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MOMENTARY TIME SAMPLE RECORDING SHEET
STUDENT:
DATE: OBSERVER: SETTING:

BEHAVIOR TO OBSERVE:

INTERVALLENGTH: TOTAL OBSERVATION TIME:

START  
TIME: INTERVAL1

1 2 3 4 5 6 7 8 9 10 TOTAL YES /  TOTAL  
INTERVALS =

yes/no

START  
TIME: INTERVAL2

1 2 3 4 5 6 7 8 9 10 TOTAL YES /  TOTAL  
INTERVALS =yes/no

START  
TIME: INTERVAL3

1 2 3 4 5 6 7 8 9 10 TOTAL YES /  TOTAL  
INTERVALS =

yes/no

START  
TIME: INTERVAL4

1 2 3 4 5 6 7 8 9 10 TOTAL YES /  TOTAL  
INTERVALS =

yes/no

START  
TIME: INTERVAL5

1 2 3 4 5 6 7 8 9 10 TOTAL YES /  TOTAL  
INTERVALS =

yes/no

(mark if the behavior is observed AT THE END of the interval)



PERMANENT PRODUCT RECORDING

WHY IS IT IMPORTANT?
Permanent products are important because 
they allow staff to do other tasks as the 
product is still available to be observed 
once completed.  This type of measurement 
may be more accurate, complete, and 
continuous than other methods.  It is best for 
behaviors that occur at inconvenient or 
inaccessible times and places.

WHEN CAN IT BE USED?
Permanent Product Recording is used when 
the teacher does not have time to observe 
continuously but wishes to get an
approximation of the degree to which a 
student engages in a low frequency
behavior.  It should not be used when
moment-to-moment treatment decisions 
must be made.

HOW TO IMPLEMENT

WHAT IS IT?
Permanent Product Recording is used to measure tangible items or 

environmental effects that result from a behavior. It measures behavior after it has occurred.

1. Clearly define the behavior or product
2. Clearly define when the observation will occur.
3. Once the task or behavior is complete, record the data.

Examples:
• Tests
• Writing Samples
• Work boxes
• Making a bed
• Sweeping the floor
• Any activity where a product can be saved, evaluated and compared
• Number of assignments turned in

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). Upper 
Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper Saddle River, NJ: 
Pearson Education, Inc.

Reed, F. D. D., Novak, M. D., Erath, T. G., Brand, D., & Henley, A. J. Pinpointing and Measuring Employee 
Behavior. In Wine, B., & In Pritchard, J. K. (2018). Organizational behavior management: The essentials.
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OPPORTUNITY RECORDING

WHY IS IT IMPORTANT?
Collecting whole interval data is important 
because it can measure behavior that is not 
easily counted,  It is used for behavior that 
does not have a clear beginning and/or 
end, or behavior that occurs at such a high 
rate that it is difficult to keep count on it.  
Measuring ongoing behaviors that continue 
across intervals with this method can 
provide a summary of the duration.  

WHEN CAN IT BE USED?
When a situation creates an opportunity for 
the student to behave and the teacher 
wishes
to assess the degree to which the student 
engages in an appropriate behavior across
opportunities

HOW TO IMPLEMENT

WHAT IS IT?
Opportunity Recording aka Duration Occurrence: Record the 

duration of time or each instance of the behavior when the student is given the 
opportunity.  This is usually reported as an average of durations per session.

1. Clearly define the behavior 
2. Clearly define the opportunity to engage in the behavior.
3. Start observing the student and record YES if the behavior is correct or NO if the behavior 

was incorrect.
4. Repeat the process until the observation period is over.
5. When the observation period ends, add up all the YES boxes and divide that number by 

the total number of opportunities.  
Examples:

• Attending to instruction
• Writing
• Working on a given assignment
• Cooperative Play

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). 
Upper Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, NJ: Pearson Education, Inc.

Gibbs, A. R., Tullis, C. A., Thomas, R., & Elkins, B. (2018). The effects of noncontingent music and 
response interruption and redirection on vocal stereotypy. Journal of Applied Behavior 
Analysis, 51(4), 899-914.
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OPPORTUNITY TO RESPOND RECORDING SHEET

STUDENT:
DATE: OBSERVER: SETTING:

BEHAVIOR TO OBSERVE:

DEFINE OPPORTUNITY TO USE BEHAVIOR:

START  
TIME: OPPORTUNITIES GIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL Yes / TOTAL
Opportunities =

Yes/No

START  
TIME: OPPORTUNITIES GIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL Yes / TOTAL
Opportunities =

Yes/No

START  
TIME: OPPORTUNITIES GIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL Yes / TOTAL
Opportunities =

Yes/No

START  
TIME: OPPORTUNITIES GIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL Yes / TOTAL
Opportunities =

Yes/No

START  
TIME: OPPORTUNITIES GIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL Yes / TOTAL
Opportunities =

Yes/No



TRIALS TO CRITERION RECORDING

WHY IS IT IMPORTANT?
This data is important when the student is 
working toward a goal and the teacher 
wants to assess the efficiency of one or 
more instructional strategies.  The behavior 
being measured must be 

WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
Trials to Criterion records the number of responses, instructional trials, or 

practice opportunities needed to reach a predetermined performance criterion.

1. Clearly define the behavior 
2. Clearly define the opportunity to engage in the behavior.
3. Start observing the student and record YES if the behavior is correct or NO if the behavior 

was incorrect.
4. Repeat the process until the observation period is over.
5. When the observation period ends, add up all the YES boxes and divide that number by 

the total number of opportunities.  

Examples:
• Number of trials to reach 80% mastery of hand washing behavior
• Number of trials to reach 100% mastery of spelling words
• Number of trials to reach 50% accuracy with math facts

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed.). 
Upper Saddle River, NJ: Pearson Education, Inc.

Cooper J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, NJ: Pearson Education, Inc.

Roncati, A. L., Souza, A. C., & Miguel, C. F. (2019). Exposure to a specific prompt topography 
predicts its relative efficiency when teaching intraverbal behavior to children with autism 
spectrum disorder. Journal of applied behavior analysis, 52(3), 739-745.
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Trials to Criterion data can be used to 
monitor the efficiency of instruction.  It can 
be used to compare different types of 
instruction on student learning. If the 
reversal of a behavior is not justified or 
ethical, this method can be used because 
it does not require a reversal.  Trials to 
criterion are individualized for each student 
and must be attainable.



TRIALS TO CRITERION RECORDINGSHEET

STUDENT:
DATE: OBSERVER: SETTING:

BEHAVIOR TO OBSERVE:

DEFINE CORRECT RESPONSE:

START  
TIME: TRIALSGIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL
Trials =

(+ or O)

START  
TIME: TRIALSGIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL
Trials =

(+ or O)

START  
TIME: TRIALSGIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL
Trials =

(+ or O)

START  
TIME: TRIALSGIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL
Trials =

(+ or O)

START  
TIME: TRIALSGIVEN:

1 2 3 4 5 6 7 8 9 10 TOTAL + / TOTAL
Trials =

(+ or O)

correct responses are recorded as +, incorrect are recorded as 0



EXTINCTION

WHY IS IT IMPORTANT?
Extinction is a procedure used to decrease 
or extinguish problem behaviors.  Behaviors 
can be decreased without the use of 
aversive stimuli.  

WHEN CAN IT BE USED?
Extinction can be used for a variety of low-
intensity behaviors maintained by escape or 
attention.   It should be used after more 
positive interventions have been shown 
(through data) to be ineffective.

HOW TO IMPLEMENT

WHAT IS IT?
Extinction is an evidence-based practice, which refers to altering the 

environment to withhold reinforcement of previously reinforced behaviors to diminish 
undesirable behaviors (Cooper et al., 2020).   Extinction often decreases behaviors 
maintained by positive reinforcement, negative reinforcement, and automatic reinforcement 
(Miltenberger, 2016).  Extinction should be used with reinforcement of a replacement 
behavior.  It is NOT just ignoring the student.

1. The problem behavior is first identified and clearly defined.
2. A data collection procedure is created and baseline data is collected on the behavior.
3. The function of the behavior is identified through A-B-C data collection across 

environments and people.
4. The extinction procedure plan is created based on the function to assure the correct 

motivation is targeted.  Replacement behavior procedures may be identified here. See **
5. The staff practice implementation to assure consistency, then the plan is implemented.
6. Data is collected on the replacement and problem behavior to make sure the intervention 

is effective.
7. The plan is reviewed and adjusted where necessary.  
When first implementing extinction, the problem behavior will likely increase in frequency 
and/or intensity before it is extinguished (called an extinction burst) as the learner tries to 
access the reinforcement previously given.  The use of non-contingent reinforcement can 
reduce length or intensity of extinction bursts. 
** Extinction is used with differential reinforcement of a replacement behavior.  For more on 
differential reinforcement procedures, scan here. 

Banda, D. R., McAfee, J. K., & Hart, S. L. (2009). Decreasing self-injurious behavior in a student with autism 
and Tourette’s syndrome through positive attention and extinction. Child & Family Behavior Therapy, 31(2), 
144-156. doi: 10.1080/07317100902910604

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied Behavior Analysis (3rd Edition). Hoboken, NJ: 
Pearson Education.

Janney, D. M., Umbreit, J. Ferro, J. B., Liaupsin, C. J., & Lane, K. L. (2012). The effect of the extinction 
procedure in function-based intervention. Journal of Positive Behavior Interventions, 15, 113-123.

Miltenberger, R. G. (2016). Behavior modification: Principles and procedures (6th ed.). Cengage Learning.
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DIFFERENTIAL REINFORCEMENT

WHY IS IT IMPORTANT?
Interventions that are based on 
punishment and extinction can lead to 
further problem behaviors.  Differential 
reinforcement leads to learning more 
appropriate alternative behaviors that 
can lead to reinforcement.  

WHEN CAN IT BE USED?
Differential reinforcement is used when 
desired behaviors need to be reinforced 
and when problem behaviors need to 
be reduced or stopped.  Differential 
reinforcement is used to change these 
behaviors without punishment.

HOW TO IMPLEMENT

WHAT IS IT?
Differential reinforcement (DR) is the reinforcement of one response while 

withholding reinforcement for another one.  It is designed to reduce the occurrence 
of problem behaviors while reinforcing more desirable behaviors.  A variety of 
differential reinforcement strategies can be used to increase positive behaviors and 
decrease or eliminate interfering behaviors.  There are five main ways to use DR:  DR 
of alternative behavior (DRA), DR of incompatible behavior (DRI), DR of other 
behavior (DRO), DR of low rates (DRL), DR of high rates (DRH).  

1. Identify the problem behavior
A. Define the target behavior
B. Gather information on the following to help determine possible functions:

I. Frequency, duration, intensity, topography, location
2. Determine the function of the problem behavior with functional behavior 

assessment (FBA)
3. Identify data collection measures and collect baseline data
4. Select a differential reinforcement procedure

A. DR of alternative behavior (DRA) Ex: reinforce asking for a break to replace 
hiding under the table.

B. DR of incompatible behavior (DRI) Ex: reinforce carrying a bin of books in the 
hall instead of tearing artwork off the wall.

C. DR of other behavior (DRO) Ex: reinforce student every 5 minutes if not hitting.
D. DR of low rates of behavior (DRL) Ex: reinforce 5 minutes between times out 

of seat, after previously reinforcing every 4 minutes.  This is different than DRO 
because it is reinforced after the occurrence of the problem behavior.  

E. DR of high rates of behavior (DRH) Ex: reinforce writing three spelling words 
per minute when previously was reinforced for 2 per minute.

DRA:  
1. Select an alternative the student can already do and that requires less effort than 

the problem behavior
2. Select effective reinforcers
3. Consistently apply reinforcement
4. Apply reinforcement immediately
5. Withhold reinforcement of problem behavior

:



HOW TO IMPLEMENT, CONTINUED
DRI: Same as DRA except the alternative and problem behavior cannot occur concurrently.

DRO:
1. Interval-

a) Fixed interval: determine fixed intervals of time to use, and plug it into the timer.  
Variable interval: determine random intervals of time to use, and use a timer

b) Reinforce at the end of the interval if problem behavior did not happen during the 
interval

c) Reset the timer after a problem behavior happens
2. Momentary-

a) Fixed momentary:  determine fixed intervals of time to use, and plug it into the time. 
Variable momentary:  determine random intervals of time to use, and use a timer

b) Reinforce if the problem behavior did not happen at the end of the interval.
c) Reset the timer after a problem behavior happens

DRL:
a) Determine average interval of time between occurrences of problem behavior or 

average number of responses per interval
b) Select time interval one step longer than average or one less response per interval.
c) Reinforce after occurrence of problem behavior if the selected interval or number 

was met. 
DRH:

a) Determine average interval of time between occurrences of desired behavior or 
average number of responses per interval

b) Select time interval one step shorter than average or one more response per interval.
c) Reinforce after occurrence of problem behavior if the selected interval or number 

was met. 

Boudreau, B., Vladescu, J., Kodak, T., Argott, P., & Kisamore, A. (2015). A 
comparison of differential reinforcement procedures with children with autism. 
Journal of Applied Behavior Analysis, 48, 918-923.

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis.
Hoboken, NJ: Pearson Education, Inc.

Cowdery, G., Iwata, B. A., & Pace, G. M. (1990). Effects and side effects of DRO as 
treatment for self-injurious behavior. Journal of Applied Behavior Analysis, 23, 497-
506.

Vollmer, T., & Iwata, B. (1992). Differential reinforcement as treatment for behavior 
disorders: procedural and functional variations. Research in Developmental 
Disabilities, 13, 393-417. 
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RESPONSE INTERRUPTION 
AND REDIRECTION (RIRD)

WHY IS IT IMPORTANT?
This procedure is important because 
learners are interrupted from engaging 
in interfering behaviors and redirected 
to more appropriate, alternative 
behaviors.

WHEN CAN IT BE USED?
RIRD is used to address behaviors that 
are repetitive, stereotypical, and/or self-
injurious.  This usually  follows a functional 
behavior assessment (FBA) to identify the 
function of the behavior. 

HOW TO IMPLEMENT

WHAT IS IT?
Response interruption and redirection (RIRD) is an evidence-based procedure that 
involves presenting demands or other types of distracters to interrupt an interfering 
behavior and redirect it to a more appropriate response. 

1) The interfering behavior is identified.
2) Data is collected on when the behavior occurs, with whom, and in what 

environments.  The function of the behavior is identified, usually through an FBA.
a) Use ABC data sheets to determine antecedents and consequences.
b) Functionally equivalent (serves the same purpose) alternative behavior is 

identified and taught.  
(3) The student is reinforced for engaging in the replacement behavior. 
(4) When the identified behavior occurs, it is interrupted (blocked) as soon as 

possible (rule of immediacy).  This block can be physical or verbal.
b) Physical block: The student is physically prevented from engaging in a 

behavior using the least amount of physical assistance necessary to stop 
it (only a few seconds).

c) Verbal block: The student is prevented from engaging in the interfering 
behavior by issuing a verbal directive.

Boyd, B., & Wong, C. (2013). Response interruption/redirection (RIR) fact sheet. Chapel Hill, NC: The 
University of North Carolina, Frank Porter Graham Child Development Institute, The National 
Professional Development Center on Autism Spectrum Disorders.

Fellner, D.J., Laroche, M., & Sulzer-Azaroff, B. (1984). The effects of adding interruption to 
differential reinforcement on targeted and novel self-stimulatory behaviors. Journal of Behavior, 
Therapy, and Experimental Psychiatry, 15(4), 315-321.

Neitzel, J. (2009). Steps for implementation: Response interruption/redirection. Chapel Hill, NC: The 
National Professional Development Center on Autism Spectrum Disorders, Frank Porter Graham 
Child Development Institute, The University of North Carolina. 
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Chaining

Chaining is used to teach new skills to 
students.  It helps reduce errors and 
teaches skills more efficiently.  There is 
greater chance for reinforcement due to 
fewer errors, and consequently, reduced 
frustration for the student.

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?

HOW TO IMPLEMENT

WHAT IS IT?
An errorless learning teaching procedure. 3 Types of Chaining Procedures:

1. Backward Chaining: A chaining procedure that begins with the last element in the chain 
and progresses to the first element. The learner continues to perform the skill in sequential 
order; however, the elements or links of the chain are taught in reverse order, meaning, the 
last step in the chain is taught first.

2. Forward Chaining: A chaining procedure that begins with the first step in the chain. Once 
the learner is able to perform the first step independently, they move to the first and 
second steps, then are reinforced after the second step. In forward chaining, more 
elements are added once the student has learned the previous steps. For the steps of the 
chain the student is not actively being instructed, the teacher can guide the learner 
through the rest of the chain, or model the task steps depending on what skill is being 
taught.

3. Total Task Chaining: Also called total-task presentation or whole-task presentation is a 
variation of forward chaining in which the learner receives training on each step in the task 
analysis during every session. Trainer assistance is provided using prompts with any step 
that the learner is not able to perform. Examples of prompts could be verbal instructions, 
modeling, and physical guidance. The chain is trained until the learner performs all the 
behaviors in the sequence to criterion. 

Backward Chaining:

1. Deliver cue to student.  Provide hand over hand guidance through task until teaching 
step (e.g., last step of task).  Remove physical prompt at teaching step to allow for 
independence.

2. Follow prompt hierarchy to teach the next step.  Allow 3-5 seconds of response time 
between prompt levels and reinforce at the completion of the task.

3. Continue process for remaining steps.  Record data only on the teaching steps.

Forward Chaining:

1. Deliver cue to student. Allow for independence on the first teaching step.  Allow 3-5 
seconds of response time between prompt levels.

2. Respond to incorrect responses by moving up the prompt hierarchy.  On all other steps of 
the chain, provide guidance or model the task steps being taught.  Record data only on 
the teaching steps.

It is used to teach chained skills with the 
support of a task analysis that clearly 
outlines each step (e.g., dressing, 
purchasing, vocational skills, etc.)

To view a 
short video, 
scan here:



HOW TO IMPLEMENT, CONTINUED
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Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th ed). 
Upper Saddle River, New Jersey: Pearson.

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed). Upper 
Saddle River, New Jersey: Pearson.

Leach, D. (2010). Bringing ABA into your inclusive classroom: A guide to improving outcomes for 
students with autism spectrum disorders. Baltimore, Maryland: Paul H. Brookes Publishing 
Company.

Moore, J. W., & Quintero, L. M. (2019). Comparing forward and backward chaining in teaching 
Olympic weightlifting. Journal of applied behavior analysis, 52(1), 50-59.

Total Task Chaining:

1. Deliver cue to student. Allow for independence on each teaching step.  Allow 3-5 
seconds of response time between prompt levels.

2. Respond to incorrect responses by moving up the prompt hierarchy.  On all other steps of 
the chain, provide guidance or model the task steps being taught.  Record data on 
each of the teaching steps.

On all chaining procedures:

• Avoid repeating the same prompt more than once. For example, don’t give 4 gestural 
prompts on the same teaching step. Instead, give one gestural prompt if the student 
doesn’t respond, move to the next prompt level (e.g., partial physical prompt).

• Avoid overusing verbal prompts. After giving one verbal prompt, silently move to the next 
prompt level. Too much talking can confuse and frustrate the learner. Verbal prompts 
are difficult to fade and dependency on the instructor can occur with over usage. 

Which one do I use?

There is no research study to support which chaining procedure to use.  Each chaining 
procedure can be effective if matched to the learner’s individualized needs.

A student that is likely to make many errors, and has few of the prerequisite skills to perform the 
task, would likely benefit from a backward or forward chaining procedure.  The learner is only 
required to learn a small portion of the chain, and gradually build upon those skills. This 
reduces the task load and may help to reduce frustration when learning a complex task.

Anecdotal evidence and logical analysis suggest that total-task chaining may be appropriate 
when the student can a.) perform many of the tasks in the chain, but needs to learn them in 
sequence; b.) has an imitative repertoire; c.) the learner doesn’t make many errors;              
and d.) when the task sequence or cycle is not very long or complex (Cooper, et al., 2020). 



BEHAVIOR SKILLS TRAINING (BST)

WHY IS IT IMPORTANT?
Behavioral skills training is an evidence-
based approach for training personnel.  BST 
teaches a person what to do in particular 
environments or circumstances.  It allows for 
modeling and practice so that the person 
can become fluent with the skills so there is 
more consistency among staff. Feedback is 
used to improve each person’s skills and 
abilities (Parsons, et al, 2012).

WHEN CAN IT BE USED?
BST is appropriate for teaching students 
a variety of skills including academics, 
social skills, behavior skills, and daily living 
skills. It is appropriate to use with staff 
any time a new skillset or procedure is 
needed to assure competency and 
consistency in implementation (new 
behavior plan, teaching procedure, 
etc.).

HOW TO IMPLEMENT

WHAT IS IT?
Behavior Skills Training (BST) is a four-step procedure for teaching new skills, involving 
the following: Instruction, Modeling, Rehearsal, and Feedback (Miltenberger, 2004). It 
is a comprehensive approach that can be used to teach a wide range of skills or 
behaviors to a variety of people (Ward-Horner & Sturmey, 2012). BST has been shown 
to be effective in training students, teachers, paraprofessionals, etc. quickly when 
these instructional procedures are used (Gianoumis, Seiverling, & Sturmey, 2012).  The 
efficacy of BST is often measured by criterion of skill acquisition rather than a set 
amount of time. 

Steps for Implementation
Step 1: Instruction –
Describe the target skill verbally or in writing (this may include a task analysis). 
Sometimes, professionals start and end here. As in, "Well I told her what to do like 8 
times, but she still isn't doing it!". Effective teaching includes more than 
just commands.
Step 2: Modeling –
This step SHOWS the person what to do. It is important to model the skill with the actual 
student in the actual environment (or the closest approximation possible).  Be sure to 
practice to fluency before modeling the skill.  Visual supports and video modeling can 
support this step further.  
Step 3: Rehearsal –
Beyond modeling, skill acquisition requires that instruction provides the learner to 
practice with supervision.  It is vital to practice new behaviors in role-play, then the 
actual situation to ensure not only mastery, but also fluency.  
Step 4: Feedback –
Feedback can sometimes be skipped due to time constraints.  However, this step is 
critical in improving skill sets.  If possible, immediately correct mistakes while the person 
can still change it.  Positive praise statements are used before corrective feedback.  
Supportive feedback is used to tell the person what they performed correctly.
Corrective feedback is used to tell the person what they need to do to perform the 
skill or behavior correctly.  Don’t wait until the entire procedure is completed to 
correct a mistake in the first step or the person may learn the wrong skill by practicing 
it wrong.  

https://www.ncbi.nlm.nih.gov/pmc/articles/PMC5139667/


HOW TO IMPLEMENT, CONTINUED

CEUey.com. (2019, July 1). Best Practice Staff Training Model - BST (Behavior Skills Training) [Video]. YouTube. 
https://www.youtube.com/watch?v=Pta4AGYB_Ao

Gianoumis, S., Seiverling, L., & Sturmey, P. (2012). The effects of behavior skills training on correct teacher 
implementation of natural language paradigm teaching skills and child behavior, Behavioral Intervention, 27(2), 57-
74. 

Miltenberger, R. (2004). Behaviour Modification: principals and procedure (3rd ed.) Belmont, CA. Wadsworth 
Publishing.

Nuernberger, J. E., Ringdahl, J. E., Vargo, K. K., Crumpecker, A. C., & Gunnarsson, K. F. (2013). Using a behavioral 
skills training package to teach conversation skills to young adults with autism spectrum disorders. Research in 
Autism Spectrum Disorders, 7(2). 411-417. 

Parsons, M. B., Rollyson, J. H., & Reid, D. H. (2012). Evidence-based staff training: A guide for practitioners. Behavior 
Analysis in Practice, 5(2), 2–11.

Reid, D. H., O’Kane, N. P., & Macurik, K. M. (2014). Staff training and management. In W.W. Fisher, C. C. Piazza, & H. 
S. Roane (Eds.), Handbook of applied behavior analysis (pp. 281-296). New York: The Guilford Press.

Sarokoff R. A., Sturmey P. The effects of behavioral skills training on staff implementation of discrete-trial 
teaching. Journal of Applied Behavior Analysis. 2004;37:535–538.

Ward-Horner, J., & Sturmey, P. (2012). Component analysis of behavior skills training in functional analysis. Behavioral 
Interventions, 27(2), 75-92. RE

FE
RE

N
C

ES

To view a short video 
from CEUey, 
scan here:

Process for Implementation

Instruction Modeling Rehearsal

FeedbackGeneralization

Criteria Met?Yes

No

TASN Autism and Tertiary Behavior Supports is funded through Part B funds administered by the Kansas State Department of 
Education's Early Childhood, Special Education and Title Services.  TASN Autism and Tertiary Behavior Supports does not 

discriminate on the basis of race, color, national origin, sex, disability, or age in its programs and activities. The following person 
has been designated to handle inquiries regarding the non-discrimination policies: Deputy Director, Keystone Learning 

Services, 500 E. Sunflower, Ozawkie, KS 66070, 785-876-2214. 



Discrete Trial Training (DTT)

WHY IS IT IMPORTANT?
• Most students with ASD do not naturally 

gain information from their 
environment, listening to others, or 
modeling others’ behavior.  The DTT 
method enables instructors to 
systematically analyze tasks a student 
needs to learn, break them down into 
small, defined steps, and systematically 
teach them in incremental parts that 
he can more easily learn.   It enables 
different teachers to be consistent in 
their instruction by clearly writing out 
the procedures for implementing a 
discrete trial.

WHEN CAN IT BE USED?
This works for any behavior or skill with a 
clear beginning and end. 
• Academic examples: Labeling, word 
recognition and oral reading, addition 
facts, money selection and counting, 
time telling and science vocabulary. 
• Communication examples: Yes/no 
responses, question asking, requesting 
and manual signs. 
• Self-help examples: Drinking from a 
cup and cooking. 
• Social Skills: Waiting one’s turn, social 
initiations, and saying “please”. 
• Leisure Skills: Soccer, basketball, and 
toy activation using a switch.

HOW TO IMPLEMENT

WHAT IS IT? DTT involves the following: 
– Breaking a skill into smaller parts
– Teaching each part to mastery 
– Providing concentrated teaching 
– Providing prompting and fading as necessary 
– Using reinforcement procedures

1. Identify discrete behavior. 
2. Present instruction in a concise manner, consistently across all instructors, only 

when student is attending and motivated, only once, and without using the 
student’s name. 

3. Provide immediate reinforcement for a correct response, and to avoid 
inadvertent reinforcement of an incorrect response. 

4. Use prompts to prevent errors and plan to fade them out when student 
demonstrates success. 

5. Record data on discrete behavior and graph results. This is to monitor progress.

To view a 
short video, 
scan here:

Alberto, P. A., Troutman, A. C., & Axe, J. (2022). Applied behavior analysis for teachers (10th
ed.). Upper Saddle River, NJ: Pearson Education, Inc.

DeBoer, S. R. (2018). Discrete trial training (2nd ed.). Austin, TX: PROED, Inc.

Kearney, A. J. (2015). Understanding applied behavior analysis: An introduction to aba for 
parents, teachers, and other professionals (2nd ed.). Philadelphia, PA: Jessica Kingsley 
Publishers.
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INCIDENTAL TEACHING

Natural reinforcers are tied directly to the 
task or desired behavior.  For example, after 
you set the table for snack, you get to eat.  
This procedure increases the likelihood of 
generalization, increased motivation to
learn, and functional relationships between 
the desired behavior and outcomes.  The 
involvement of parents, peers, and other 
family members is encouraged in 
interventions and activities.  

WHY IS IT IMPORTANT? WHEN CAN IT BE USED?
Skills taught using IT optimize learning in the 
environments where a student typically 
interacts.  For example: A skill that is 
classroom related (math), is taught in the 
classroom at the typical time it occurs; a skill 
that is home related (dinner), is taught at 
home in the evening: and a skill that occurs 
in both environments (toileting) is taught in 
both environments.  

HOW TO IMPLEMENT

WHAT IS IT?
Incidental teaching (IT) is a teaching procedure where new behaviors are

taught through structured opportunities within the context of typical events when the 
behaviors occur naturally (also called the natural environment).  Following the lead of the 
student, the interests and moment to moment motivation are used to implement strategies 
that encourage engagement and responding. The instructor may have to embed learning 
opportunities by rearranging the natural environment. 

1. Choose a target behavior and define it in measurable, observable, and specific terms.
2. Identify Learning Opportunities: it is important to identify people and a variety of settings to 

teach the skill.  This will increase the likelihood of generalization.
3. Embed Learning Opportunities if none exist: If the student is learning to greet others, the 

instructor could embed opportunities to greet the office staff, school counselor, and the 
cafeteria staff.

4. Determine what teaching procedure to use.
5. Use reinforcers that directly relate to the behaviors or tasks (natural reinforcers) such as 

when a student reaches for putty and gets to play with it following saying “puh.”
6. Embed social interactions into the natural reinforcers.  For example, if the student says 

“sunshine” to request “You are my sunshine” song, the adult could sing with the student.
7. Collect data and graph results to assess treatment efficacy.  

Charlop-Christy, M. H. (2018). Naturalistic and incidental teaching (2nd ed.). Austin, TX: 
PRO-ED, Inc.

Kearney, A. J. (2015). Understanding applied behavior analysis: An introduction to aba 
for parents, teachers, and other professionals (2nd ed.). Philadelphia, PA: Jessica 
Kingsley Publishers.

TASN Autism and Tertiary Behavior Supports is funded through Part B funds administered by the Kansas State Department of 
Education's Early Childhood, Special Education and Title Services.  TASN Autism and Tertiary Behavior Supports does not 
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NATURAL ENVIRONMENT TEACHING (NET)

WHY IS IT IMPORTANT?
If a student cannot transfer learning from 
the classroom to the real world, the skill is 
not functional or socially valid.  Skills being 
taught are portable and can be 
generalized.  It uses a student’s motivation 
to maintain interest and is not dependent 
on a table or particular set of materials.

WHEN CAN IT BE USED?
NET is less structured than discrete trial 
training (DTT).  It can be used to transfer skills  
from DTT to the real world.   It can be used to 
keep a student engaged in learning by 
incorporating special interests and 
motivation.  Rapport building can be done 
in this context. 

HOW TO IMPLEMENT

WHAT IS IT?
Natural Environment Teaching (NET) uses applied behavior analysis principles to 

teach the student new skills and generalization within the real world.  For example, a student 
may be taught to identify grooming items at the learning table, then during NET, he can put 
the skill to practice by retrieving the items during his morning routine.  It differs from incidental 
teaching as you pre - plan instruction within the natural environment.

DTT IT NET
Highly structured
Pre-planning
Contrived reinforcers

Less structured
Follows student lead
Natural reinforcers

1. Choose a target behavior and define it in measurable, observable, and specific terms.
2. Schedule when target skill will be used within the natural environment.
3. Focus the curriculum on student specific needs and embed within his/her interests.
4. Characteristics of NET also include capturing motivation through pairing.
5. Use errorless learning to teach.
6. Reinforce correct responses using natural reinforcers whenever possible.
7. Collect probe data prior to teaching session and record what the student can perform

correctly and incorrectly. Data collection is not required during the teaching session.
8. Graph probe data to monitor results.

Kearney, A. J. (2015). Understanding applied behavior analysis: An introduction to aba for 
parents, teachers, and other professionals (2nd ed.). Philadelphia, PA: Jessica Kingsley 
Publishers.

Sundberg, M. L., & Partington, J. W. (1999). The need for both discrete trial and natural 
environment language training for children with autism. In P. M. Ghezzi, W. L. Williams 
& J.E. Carr (Eds.) Autism: Behavior analytic perspectives. Reno, NV: Context Press.
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ACTIVE SUPERVISION

WHY IS IT IMPORTANT?
Active supervision reduces student problem 
behaviors.  There is a direct correlation 
between an increase in the number of 
positive interactions from staff to students 
and a decrease in problem behaviors.  It 
builds staff/student relationships.  Active 
supervision also improves safety for students 
as potential dangers are managed swiftly.  
It improves the rate of staff providing 
learning assistance to students as well.

WHEN CAN IT BE USED?
Active supervision can be used to reinforce 
positive behaviors of students in the 
classroom.  It is also used during both group 
and independent work time to improve on-
task behavior and to reduce problem 
behaviors.  It assures students are meeting 
the academic and behavioral expectations 
in the classroom.

HOW TO IMPLEMENT

WHAT IS IT?
Active supervision is a procedure used to create and implement a 

comprehensive approach to monitor students. The procedure requires staff to provide 
attention and to purposefully observe their students.  Problem behaviors are responded to in a 
timely manner and expected behaviors are taught.  Students are provided with many 
opportunities to engage with and respond to instruction.  There are three components of 
active supervision: Moving, Scanning, and Interacting Frequently (DePry & Sugai, 2002). Staff 
use their knowledge of each student to anticipate what different antecedents may trigger, 
then redirect immediately and plan for changes to the antecedents in the future.  Consistent 
and active observation helps to manage the classroom.

Moving:
Set up the room to allow for easy movement.  Move around the room to observe and 
interact with students as necessary.  Move in a way that students can see they are 
being observed, without using a set path that students can predict. (if they know 
when you are going to come their way, they know when you won’t be looking too).  
Spend more time in the area of students who are more off-task or engaging in 
problem behaviors.  Also, spend time in areas where more conflict and problem 
behavior is likely (such as games and toys).  

Scanning:
Staff observe the environment so they know where all the students are and what they 
are doing. Staff should eliminate distractions to observing such as phones, 
administrative tasks, and side talk.  Making eye-contact with students is important 
while scanning.  Off-task and out of seat behavior is easy to spot when actively 
scanning the environment.  During transition times, students are accounted for to 
assure they all make it to their assigned areas.  In addition to the visual scanning, 
auditory scanning is used.   Specific sounds (or lack of sounds) may indicate a 
problem area such as increasing volume at a table as an argument starts or no noise 
coming from a particular student indicating no participation.



HOW TO IMPLEMENT, CONTINUED

Interacting:
Staff use what they know about students to help predict their behavior and support 
them.   The use of pre-correction is important as it clarifies the expectations for each 
activity or task.  This is a great opportunity to show an interest in students and their 
work.  Non-contingent positive attention can be provided often for all students.  If the 
students appear bored or disinterested, staff can quickly create challenges or provide 
more activity to increase engagement.  While interacting, there are multiple 
opportunities for pairing reinforcement with learning.  Students can be immediately 
positively reinforced for their appropriate or desired behaviors.  Additionally, correction 
can be delivered discretely during interactions.  Student can be corrected, desired 
behavior can be modeled, students can practice, and receive reinforcement in a few 
seconds.  If necessary, consequences can be delivered immediately and contingently 
before the behavior escalates.

DePry, R.L., & Sugai, G. (2002). The effect of active supervision and precorrection on minor 
behavioral incidents in a sixth-grade general education classroom. Journal of Behavioral 
Education,11(4), 255-267.

Haydon, T. & Kroeger, S. (2016) Active Supervision, Precorrection, and Explicit Timing: A High 
School Case Study on Classroom Behavior, Preventing School Failure: Alternative Education for 
Children and Youth, 60:1, 70-78, 

Lewis, T. J., Powers, L. J., Kely, M. J., &Newcomer, L. L. (2002). Reducing problem behaviors on the 
playground: An investigation of the application of schoolwide positive behavior supports. 
Psychology in the Schools, 39(2), 181-190.

PBIS-CalTAC. (2018, February 27). Active Supervision CSI 3 [Video]. YouTube. 
https://www.youtube.com/watch?v=dIKq2QIzhLc

Simonsen, B., Fairbanks, S., Briesch, A., Myers, D. & Sugai, G. (2008). Evidencebased practices in 
classroom management: Consideration for research to practice. Education and Treatment of 
Children, 31(3), pp. 351-380.RE
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Opportunities to Respond (OTR)

WHY IS IT IMPORTANT?
Providing OTR questions around learning 
objectives leads to opportunities for 
students to engage in positive academic 
and behavioral responses.  Questions and 
responses requested can be based on each 
student’s ability level so all students can be 
engaged. Specific reinforcement and 
feedback is provided to each student, 
which means students will be less likely to 
engage in escape-maintained problem 
behavior (Alberto, et al., 2022).  Teachers 
can identify questions to use in instruction 
that increase class-wide responding for 
students at all ability levels.

WHEN CAN IT BE USED?
When teachers want to increase responding 
for ALL students, OTR is an effective tool.   
Increased attention and reduced off-task 
behaviors are observed as the pace of 
instruction is increased.  
If a teacher needs to check for efficacy of 
instruction, the immediate feedback s/he 
gets from student responses helps identify 
less effective areas.  This allows the teacher 
to target further instruction in those areas. 
Further, OTRs have been shown to improve 
reading and math skills for students (Van 
Camp, et al., 2020).

HOW TO IMPLEMENT

WHAT IS IT?
Opportunities to respond (OTR) is an intervention where a teacher asks questions or makes 
comments, then provides all students multiple opportunities to answer individually or with 
choral responses.  Multiple types of differentiated responses (such as verbal responding, 
response cards, objects, white boards, etc.) are presented based on the needs and abilities of 
each student (Cuticelli, et al., 2016). The purpose of OTR is to improve student engagement by 
encouraging multiple responses at a higher rate than traditional hand raising. When 
responding rate is increased, students are less likely to be off-task (Bolt, et al., 2019). 

The target rate of OTR is at least 3 responses per minute. Additionally, it has been found that 
the optimal wait time for responses is about 3 - 5 seconds. This allows students to think through 
their responses and allows more students to respond. Quality is improved when it takes fewer 
practice opportunities for students to demonstrate the skill at mastery (MacSuga-Gage et al., 
2015).

Steps for Implementation:

1. Identify a target lesson and educational objectives to be met.

2. Prepare a list of questions or cues to be used for the whole class choral responding and for 

individual student responses.

3. Prepare a list of questions or cues for individual targeted students.

4. Decide how student responses will be given such as partner sharing, nonverbal responses such 

as thumbs up/down, 4 corners of the room, pre-written response cards, white boards, etc.



HOW TO IMPLEMENT, CONTINUED

5. Before the lesson, explain how each response type works and practice a few if necessary.

6. During the lesson, ask prepared questions and prompt responses when needed.

7. Reinforce correct responses and provide options for students to make corrections to incorrect 

responses with prompts if needed.

To optimize OTR:
• Post questions visually so students can reference or re-read them before responding

• Model how you want students to give different responses

• Be creative with response types.  For example, have students put their hand on their hip to agree 

and on their head to disagree, or high five your partner for yes and low five for no.

• Vary between individual and group responses.

• Let students talk with a partner before giving an answer

• Keep a list of students and tally after each one responds to track who has answered a question 

and who has not.

• Increase the pace of questions to keep students engaged

• Ask students for feedback on what helped them learn and what did not

Alberto, P. A., Troutman, A. C., & Simmons, J. A. (2022). Applied behavior analysis for 
teachers (10th ed.). Pearson. 

Bolt, T. D., Hansen, B. D., Caldarella, P., Young, K. R., Williams, L., & Wills, H. P. (2019, March). Varying 
Opportunities to Respond to Improve Behavior of Elementary Students with Developmental 
Disabilities. International Electronic Journal of Elementary Education, 11 (4), 327-334.

Cuticelli, M., Collier-Meek, M., & Coyne, M. (2016). Increasing the quality of tier 1 reading 
instruction: Using performance feedback to increase opportunities to respond during 
implementation of a core reading program. Psychology in the Schools. 53. 

MacSuga-Gage, A. & Simonsen, B. (2015). Examining the effects of teacher directed opportunities 
to respond on student outcomes: A systematic review of the literature.  Education and 
Treatment of Children, 38, 211-240.

Van Camp, A. M., Wehby, J. H., Martin, B. L., Wright, J. R., & Sutherland, K. S. (2020) Increasing 
Opportunities to Respond to Intensify Academic and Behavioral Interventions: A Meta-
Analysis, School Psychology Review, 49:1, 31-46.RE
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SHAPING

WHY IS IT IMPORTANT?
Shaping is a procedure that builds a 
desired target behavior that is not in the 
student’s repertoire.  Shaping is 
especially useful when the target 
behavior is difficult to learn by 
prompting, traditional instruction, or 
imitation.  It is important to develop skills 
that need to be learned in small steps.

WHEN CAN IT BE USED?
Shaping is used when a student needs 
to engage in a target behavior that is 
not used.  Some behaviors are difficult to 
prompt, such as verbal behavior.  This 
procedure is effective for students that 
may take a lot of time to reach the final 
behavior because it allows the student 
to continually contact reinforcement.  

HOW TO IMPLEMENT

WHAT IS IT?
Shaping is a procedure used to reinforce successive 

approximations of a new (target) behaviors in a person’s repertoire through 
differential reinforcement. Approximation means a behavior that resembles the 
target behavior. Successive approximations are steps toward the target behavior.  If 
a behavior never occurs, it is not in the person’s repertoire. Differential reinforcement 
is the process of giving reinforcement for performance of the target behavior while 
putting other responses on extinction. 

1. Define the target behavior: The target behavior will need to be clearly defined 
so everyone is working on the same goal and the expectations are clear for 
the student.

2. Create a task analysis for reaching the target behavior.  This is done by 
breaking it down the desired behavior into smaller steps that move the student 
successively closer to the target behavior.

3. Select the reinforcement.  Decide what type of reinforcement will be used, 
which current behavior will be reinforced, when it will be reinforced, and how it 
will be reinforced.

4. Determine any prompting that may need to happen to move to each new 
step of the approximations.

5. Collect data on the behavior.  Use data to make decisions to move to the next 
approximation or to take a step back if the student is not contacting 
reinforcement.



HOW TO IMPLEMENT, CONTINUED

Example:  Wearing a mask
1. Mask wearing is defined as placing the mask over the nose and mouth, then 

stretching a loop from each side of the mask over the corresponding ear to 
secure it to the face.

2. The approximations to be reinforced are:
1. Pick up the mask with one ear loop in each hand.
2. Pick up the mask and hold it over the nose and mouth.
3. Hold the mask over the nose and mouth with one hand, then grasp an 

ear loop with the other hand.
4. Hold the mask over the face, then place the ear loop over one ear.
5. Hold the mask over the nose and mouth then place the ear loop over 

one ear, switch hands, and place the other loop over the opposite ear.
6. Place the mask on the face, stretch the loops over the ears, and adjust 

the nose so it fits comfortably.
3. The reinforcer will be playing with a soccer ball in the classroom for longer 

periods of time, which will be transferred to playing outside when the terminal 
goal is mastered.  

4. Prompting will be used to help the student place the mask over the face and 
over the ears when those steps are implemented, and to adjust the mask to fit 
properly.  When these steps are complete, a shaping procedure for wearing the 
mask for longer periods of time will be implemented.

5. Data will be collected on completion of each step and when the student has 
three consecutive opportunities where the step is performed appropriately, the 
next approximation will be the new target.

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis (3rd ed.). Hoboken, 
NJ: Pearson.

Ghaemmaghami, M., Hanley, G., Jessel, J., & Landa, R. (2018).  Shaping complex functional 
communication responses. Journal of Applied Behavior Analysis, 51, 502-520.

Keenan, M, & Dillenburger, K.  (200). Images of behavior analysis: The shaping game and the 
behavioral stream.  Behavior and Social Issues, 10, 19-38.

Skinner, B. F. (1953).  Science and human behavior.  New York: Free Press.

Wolf, M., Risely, T., & Mees, H. (1964).  Application of operant conditioning procedures to the 
behavior problems of an autistic child.  Behavior Research and Therapy, 1, 305-312. 
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STIMULUS EQUIVALENCE

WHY IS IT IMPORTANT?
Stimulus Equivalence training creates 
generalization and expansion of trained 
skills.
A student is only taught two relations 
(A=B and B=C); then, she can perform 
untrained relations (B=B, C=C, B=A, C=B, 
A=C, C=A). 

WHEN CAN IT BE USED?
When teaching a new concept, a 
student identifies a symbolic relationship 
between two or more non-identical 
stimuli without specific training on that 
relationship.  This allows the student to 
learn more skills in less time, with less 
effort.

HOW TO IMPLEMENT

WHAT IS IT?
An Equivalence Class is a group of stimuli that evoke the same behavior. Learning a 
behavior in the presence of a stimulus that is a member of a stimulus class should 
generalize to other members in the stimulus class.  Stimulus relations include reflexivity, 
symmetry, and transitivity. Stimulus Equivalence has been achieved when 
ALL equivalent matching has been learned (reflexive, symmetry, and transitivity).

When teaching a reflexive relation, the 
learning target is matched to itself 
(identical matching):  A=A

When teaching a symmetrical relation, 
the learning target is matched to a 
reverse relation: A=B and B=A
The student is taught to match the 
picture to the word.  The student is then 
able to match the word to picture 
without direct teaching.

(taught)A=B Ball

(untaught)B=A Ball

A= Ball BallC=B=

A=A



how to implement

HOW TO IMPLEMENT, CONTINUED

Cooper, J. O., Heron, T. E., & Heward, W. L. (2020). Applied behavior analysis. Hoboken, NJ: 
Pearson Education, Inc.

Hacking Applied Behavior Analysis. (2019, February 17). Stimulus Equivalence | Behavior Analysis 
| Reflexivity Symmetry Transivity [Video]. YouTube. 
https://www.youtube.com/watch?v=B3NHf9qmZH0

Sidman, M. (2000). Equivalence relations and the reinforcement contingency. Journal of the 
Experimental Analysis of Behavior, 74, 127-146.

Sidman, M. (2009). Equivalence relations and behavior: an introductory tutorial. The Analysis of 
Verbal Behavior., 25, 5–17.

RE
FE

RE
N

C
ES

To view a short video, 
scan here:

When teaching a transitive relation, the 
learning targets are connected by 
shared members of the stimulus class:  
A=B and B=C, A=C

The student is taught to match the 
picture to the word card “ball” and the 
word card to the spoken word “ball.”  
The student could then match the 
picture to spoken word, word card to 
word card, spoken word to spoken 
word, word card to picture, spoken 
word to word card, and spoken word to 
picture for free!

A=C Ball (untaught)

BallB=B Ball (untaught)

BallC=C (untaught)Ball

Ball (taught)

B=C Ball Ball (taught)

A=B

These are for free:

Ball (untaught)

C=B BallBall

B=A

(untaught)

C=A Ball (untaught)

These are taught:
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