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Abstract

This article describes Prevent- Teach- Reinforce for Young  Children (PTR- YC), 
a model based on extensive research that is designed for feasibility and ef-
fectiveness for treating challenging be hav iors in classroom settings. This 
model is designed to meet the needs of  children with and without disabili-
ties who engage in challenging be hav ior that interferes with their learning 
and social development. This article contains a description of the PTR- YC 
model and pres ents a case study demonstrating the use of the model in an 
early childhood educational setting. The case study illustrates the PTR- YC 
pro cess as implemented by a school- based team and pres ents the effective-
ness of the procedures.
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Case background: Chris is a 4- year- old boy who has been attending a 
public- school pre- kindergarten classroom for ten months. He is diagnosed 

with Autism and has notable delays in communication. He produces a few 
words but his articulation is poor and limits understanding. Instead, he en-
gages in prob lem be hav ior in order to have his needs met. Mrs. Fritz, Chris’s 
teacher, has concerns about his aggressive be hav ior  towards adults and peers, 
his noncompliance, and poor communication skills. Chris’s prob lem be hav iors 
include physical aggression, off- task be hav ior, and lengthy transition time. 
Throughout the time that Chris has been in her classroom, Mrs. Fritz has im-
plemented differing developmentally appropriate strategies to address Chris’s 
challenging be hav ior with  little success.  After speaking with Chris’s  mother 
and other classroom members, Mrs. Fritz deci ded that an individualized plan 
was needed in order to address Chris’s challenging be hav iors. Mrs.  Fritz 
deci ded to use the Prevent- Teach- Reinforce for Young  Children (PTR- YC) 
model.

Toddlers and preschoolers who engage in challenging be hav ior 
not only pres ent difficulties for themselves, but also for their teach-
ers, parents, and peers (Strain & Timm, 2001). Challenging be hav ior 
can take the form of tantrums, aggression, property destruction, non-
compliance, withdrawal, and unresponsiveness. Regardless of the 
form it takes, when challenging be hav ior persists it interferes with the 
child’s development of prosocial interactions and competencies. Thus, 
steps should be taken to assist the child in establishing a healthier 
social- emotional repertoire and to aid in the reduction of challeng-
ing be hav ior (Dunlap, Lee, & Strain, 2013), as such interventions can 
be essential in preventing short-  and long- term histories of anti- 
social be hav ior and school failure (Dunlap et al., 2013; Shonkoff & 
Phillips, 2000).

Research documents the favorable effects of interventions for 
challenging be hav ior. Many of the techniques used in recent research 
are based on the princi ples of applied be hav ior analy sis and the posi-
tive be hav ior support pro cess (Bamabara & Kern, 2005; Carr et al. 2002; 
Cooper, Heron & Heward, 1987; Sailor, Dunlap, Sugai, & Horner, 
2009). Data derived from functional behavioral assessments (FBAs) 
most often guide the intervention pro cess. Interventions resulting 
from the data collected during an FBA are individualized to meet the 
needs of each child, but  there are key components each may contain: 
(a) manipulations of antecedent and contextual stimuli; (b) instruc-
tional strategies designed to build effective alternative replacements 
to challenging be hav ior based on the function of the challenging 
be hav ior; and (c) consequences that emphasize positive reinforce-
ment procedures (Dunlap, Lee, & Strain, 2013). Although the major-
ity of research on challenging be hav iors has been conducted with 
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school- aged  children, the same general findings have been found 
in young  children ages two to five (e.g., Conroy, Dunlap, Clarke & 
Alter, 2005).

Despite research demonstrating effective strategies for manag-
ing challenging be hav ior the strategies are not often implemented or 
implemented with high levels of fidelity. The majority of the research 
on challenging be hav ior has not been conducted in the school setting; 
that is, the studies take place  under very controlled conditions and are 
monitored by experts. In instances where interventions  were imple-
mented in a classroom setting, school personnel are likely coached by 
expert con sul tants who ensured the fidelity of the procedures. At pres-
ent, very  little is known about the frequency of use of evidence- based 
practices by teachers and school personnel throughout the course of 
a typical school day. It is our experience that the likelihood that 
evidence- based strategies are implemented with fidelity is low (Dun-
lap, Lee & Strain, 2013).

Dunlap and colleagues (2010; Dunlap, Wilson, Strain & Lee, 2013) 
have developed two manuals intended to address the fidelity and ef-
fectiveness of be hav ior support procedures in classroom settings and 
that are practical for use by classroom personnel. The first model is 
Prevent- Teach- Reinforce (PTR) (Dunlap et al., 2010). This model was 
developed for use by school personnel and was designed to enhance 
the fidelity of interventions resulting from the positive be hav ior sup-
port pro cess. The manual pres ents a step- by- step pro cess that utilizes 
FBA strategies, pro gress monitoring, menu- driven interventions, and 
self- evaluations. The effectiveness of the PTR model was demon-
strated in a randomized controlled trial in which data showed that 
the students assigned to PTR had statistically significant improve-
ments in social skills and prob lem be hav ior compared with students 
assigned to a services- as- usual condition (Iovannone et al., 2009). The 
same superiority has been shown in single subject experiments (e.g., 
Strain, Wilson, & Dunlap, 2011). However, one limitation to PTR is that 
the assessment pro cess and menu of interventions was not always ap-
plicable to  children of toddler age or in pre- kindergarten classrooms 
(Dunlap, Lee, & Strain, 2013).

Based on feedback that PTR was not a perfect- fit for young 
 children, Dunlap and colleagues designed Prevent- Teach- Reinforce 
for Young  Children (PTR- YC). This manual was developed in order to 
provide a standardized, effective, and practical pro cess for individu-
alized be hav ior support for classrooms teaching toddlers and 
preschool- aged  children. The PTR- YC model is based on that of PTR, 
but was revised to meet the needs of the early childhood education 
settings (e.g. Head Start, private child care, publicly funded preschool) 
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and younger  children with challenging be hav iors (Dunlap, Lee, & 
Strain, 2013). The following article describes the PTR- YC model. A 
complete description of the model is available in the published man-
ual (Dunlap et al., 2013).

Prevent- Teach- Reinforce for Young  Children (PTR- YC)

PTR- YC is a positive be hav ior support model designed for use 
with toddlers and preschool age  children who engage in serious and 
per sis tent challenging be hav ior that has not responded to less restric-
tive guidance and intervention strategies. The model is intended for 
use in early childhood group care and schools. PTR- YC is an individu-
alized and rigorous approach requiring team meetings, data collection, 
a FBA, and careful application of individualized and assessment- based 
intervention procedures (Dunlap, Lee, & Strain, 2013). A recently- 
completed study of 160 preschool- aged  children, using a randomized 
controlled design, showed that the PTR- YC group produced statisti-
cally significant improvements in social skills and reductions in chal-
lenging be hav ior compared with a group that received the usual 
interventions that  were used in the preschool classrooms (Dunlap, 
Strain, Lee, Joseph, & Leech, 2018).

Among other tertiary approaches based on be hav ior analy sis 
and positive be hav ior support (Bambara & Kern, 2005; Brown, Ander-
son, & DePry, 2015), PTR- YC is considered to serve as an intensive and 
individualized component of a multi- tiered framework (Dunlap, Lee, 
& Strain, 2013) such as the Pyramid Model (Fox, Dunlap, Hemmeter, 
Joseph, & Strain, 2003). Thus, prior to implementing the PTR- YC pro cess 
teams should first conduct  simple environmental assessments in order 
to evaluate if classroom- wide practices are being implemented 
with fidelity. If classroom- wide practices are not being implemented 
with fidelity, it is suggested that the practices are implemented with 
integrity prior to, or in conjunction with, the start of the PTR- YC pro-
cess. The justification for this suggestion is that classroom- wide inter-
ventions that are implemented with high levels of fidelity often serve 
to reduce or eliminate challenging be hav iors without the need for 
more intrusive and intensive intervention (Dunlap, Lee, & Strain 2013). 
The specific class- wide interventions identified by the authors of 
PTR- YC (Dunlap et al., 2013) are:

1. Use of a 5:1 ratio of positive to negative or neutral attention;
2. Use of clear, predictable schedules that are prominently dis-

played and taught to all  children;
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3. Use of routines and routines within routines— that is, embed-
ding multiple routines within the daily routines to enhance 
predictability;

4. Direct teaching of behavioral expectations within each of 
the contexts of the daily schedule, and;

5. Direct teaching of peer- related social skills.

Extensive research has demonstrated that the consistent imple-
mentation of  these five practices can greatly reduce the occurrence, 
frequency, and intensity of challenging be hav ior (Dunlap, Strain, & 
Fox, 2012; Dunlap et al., 2013).

Step 1: Teaming and Goal setting

The first step in the PTR- YC pro cess is to identify team members 
that are committed to helping the child engaging in challenging be hav-
ior. The pro cess is typically initiated by one or two individuals who de-
termine that the challenging be hav ior requires an individualized 
approach. The individual who initiates the pro cess typically serves as 
the team facilitator and should be the most familiar with the PTR- YC 
pro cess. Each team  will vary in size depending on participants; how-
ever, all members should be in direct contact with the child and have 
direct experience with the child. Additionally, all members should have 
an interest in positive be hav ior change for the child. The child’s teacher 
is required to be a member of the team and other classroom staff or 
school personnel (e.g. speech pathologist, principal, counselor) that have 
contact with the child should be included in the pro cess. It is also highly 
recommended that the child’s parents participate in the PTR- YC pro cess; 
however, this is not required. All decisions that are made throughout 
the vari ous steps of the PTR- YC pro cess are a team effort.

 After the PTR- YC team is established, the next step is to identify 
and set short- term be hav ior change goals for the student. Goals that 
are selected and set should be able to be reasonably met in about two 
to three months. The goals that are selected should also identify what 
challenging be hav ior the team would like to decrease and what desir-
able be hav iors the team would like to replace the challenging be hav-
ior with. The team should then select one challenging be hav ior and 
one desirable be hav ior to begin the PTR- YC pro cess in order to in-
crease the likelihood that the teams  will be more successful in creat-
ing and implementing a function- based be hav ior plan.

In summary, action steps for Teaming and Goal Setting are as 
follows:

1. Identify team members that are committed to assisting in the 
be hav ior change pro cess
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2. Identify a team facilitator, this should be the member that is 
most familiar with the PTR- YC pro cess

3. Identify and establish short- term be hav ior reduction goal
4. Identify and establish short- term replacement be hav ior goal
5. Schedule Meeting 2 for data collection

Mrs. Fritz established a team for Chris consisting of herself, his  mother, 
the school speech and language pathologist, and the classroom assistant. The 
team met and identified short and long- term be hav ior change goals for Chris. 
During the discussion, the team concluded that the following areas  were prob-
lematic for Chris: (1) Physical aggression; (2) off- task be hav ior; and (3) the 
length of time it took for Chris to complete a transition in the classroom.

 After discussing each of the prob lem areas, the team selected physical 
aggression as the primary target be hav ior for Chris as he engaged in episodes 
of aggression (per report) for over 30 minutes (total) per day, limiting his and 
his peers’ access to the classroom curriculum. Next, the team operationally 
defined physical aggression as Chris engaging in hitting, kicking, and/or 
throwing items in the classroom with or without targeting another peer or 
adult in the room. Hitting was more specifically defined as any occurrence of 
Chris’s hand coming into contact with a peer or staff member with enough force 
to leave a mark. Kicking was further defined as any occurrence of Chris’s foot 
coming into contact with classroom materials, peers, or staff with enough 
force to cause damage to the material or to leave a mark on a peer or adult. 
Lastly, throwing items was defined as any time Chris propelled objects with 
enough force through the air using his arm and hand.

 After selecting the target be hav ior for reduction, the team discussed the 
vari ous skills that they would like Chris to demonstrate. The team outlined 
three areas that they would like to see improvement in: (1) on- task be hav ior; 
(2) expressing frustration; and (3) functional communication.  After some dis-
cussion, the team selected functional communication as the be hav ior they 
would like to increase. Functional communication was then operationally de-
fined as when Chris vocally or non- vocally (through the use of a visual sys-
tem or gestures) expressed his wants and/or feelings. Chris’ team concluded 
the meeting, and scheduled a follow-up meeting to discuss data collection.

Step 2: Data Collection

The second step in the PTR- YC pro cess is for teams to design and 
implement a clear,  simple, and valid system for collecting data (Dun-
lap, Wilson et al., 2013). Data collection is intended to be reasonable for 
classroom personnel who have multiple responsibilities throughout 
the school day. Therefore, frequency counts (if the be hav ior is discrete 
and obvious) or be hav ior rating scales (BRS) are recommended. The 
BRS is a perceptual rating completed by the classroom staff at the end 



PREVENT- TEACH- REINFORCE FOR YOUNG  CHILDREN 239

of a designated period during the school day. Typically, the BRS is rec-
ommended for use given the ease of implementation and the reliable 
and accurate data that can result (Iovanne, Greenbaum, Wang, Kin-
caid, & Dunlap, 2014). Using the BRS, classroom staff can mea sure 
be hav ior in terms of frequency, duration, intensity, percentage of time, 
or percentage of opportunities. The PTR- YC team decides what behav-
ioral dimension is most impor tant to mea sure and the period of time 
during which data  will be collected. The be hav ior is then rated on a 
scale of one to five, with the team developing anchors to determine 
what each value (number) represents. Data is then collected once per 
day or observation period, based on the team’s decision.

 After the team selects the data collection method and identifies 
the behavioral dimension that  will be mea sured, the anchors for the 
target challenging and replacement be hav iors can be determined (if 
using the BRS). In addition, the observation period for mea sure ment 
and the person responsible for data collection  will be identified. From 
this point on, and for the remainder of the PTR- YC pro cess, data  will 
be collected and  will serve as an indicator of pro gress in order to as-
sist teams in determining the efficacy of the be hav ior plan (Dunlap, 
Lee, & Strain, 2013; Dunlap, Wilson et al., 2013).

Action steps for the Data Collection pro cess are:

1. Select data collection method
2. Select behavioral dimension to be mea sured
3. If using the BRS, establish anchors for mea sure ment
4. Select observation period for mea sure ment
5. Select person responsible for mea sure ment
6. Schedule Meeting 3 for summary of functional be hav ior as-

sessment data

Chris’s team reconvened in order to discuss data collection procedures. 
 After discussing pos si ble ways to collect data, the team deci ded to use the Be-
hav ior Rating Scale (BRS). An example of Chris’s BRS data sheet is illus-
trated in Figure 1. Mrs. Fritz deci ded that she would like to take both frequency 
and duration data for each occurrence of physical aggression throughout the 
school day. That is, Mrs. Fritz used the BRS data sheet to rec ord frequency 
data for each occurrence of the target be hav ior as well as how long each oc-
currence lasted in order to mea sure the amount of time Chris was not en-
gaged in appropriate academic tasks. The team based this decision on the fact 
that aggression tended to last for extended periods of time and included oc-
currences of hitting, kicking, and throwing; thus the team chose to use dura-
tion as their dimension for mea sure ment as recording the frequency of each 
individual topography was impractical. The team also deci ded that the fre-
quency of a discernable episode (separated by at least one minute from the 
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previous occurrence) would be recorded, however a more sensitive and valid 
mea sure was the cumulative duration of the aggressive episodes. Following 
the se lection of the dimension for mea sure ment, the team identifi ed the fol-
lowing anchors for physical aggression: (5) duration of 30 minutes or more; 
(4) duration of 20–29 minutes; (3) duration of 10–19 minutes; (4) duration of 
5–9 minutes; (5) duration of  under fi ve minutes. Mrs. Fritz deci ded that she 
would like to collect data on the response form Chris emitted when engaging 
in functional communication. Therefore, the following anchors  were deter-
mined for functional communication training: (1) full model; (2) visual re-
sponse; (3) gestural response; (4) echoic response; (5) in de pen dent response. 
 After establishing the anchors for the BRS, the team scheduled a meeting for 
Step 3, and Mrs. Fritz began her baseline data collection.

Step 3: Functional Behavioral Assessment

At the core of the PTR- YC pro cess is the individualized func-
tional behavioral assessment (FBA). This pro cess allows the under-
standing of environmental  factors that infl uence challenging be hav ior 
and provides guidance for the intervention pro cess. The FBA portion 
of PTR- YC is designed to be as practical and inexpensive as pos si ble. 
The FBA pro cess consists of three checklists: (a) antecedent infl uences 

Figure 1. Chris’s Be hav ior Rating Scale Completed by Team Members.
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(Prevent); (b) the function or purpose of the challenging be hav ior, 
which assists in identifying a functionally- equivalent intervention 
(Teach); and (c) the reinforcers and other consequences that have main-
tained the target challenging be hav ior and stimuli that could serve as 
pos si ble reinforcers for the desirable replacement be hav ior (Reinforce). 
The checklists consist of multiple choice and open- ended questions 
appropriate for the early- childhood setting. Each team member in de-
pen dently completes the three checklists, a pro cess that takes approx-
imately 10–15 minutes (Dunlap, Lee, & Strain, 2013; Dunlap, Wilson 
et al., 2013). Complete checklists and descriptions are available in the 
PTR- YC manual (Dunlap, Wilson et al., 2013).

 After the checklists are complete, the team meets to summarize 
the data. This meeting consists of a review of each checklist and the 
transferring of data to the FBA summary  table, which helps the team 
identify patterns in the data. Following the summary, the team  will 
then create a hypothesis statement regarding the related variables that 
are contributing to, and maintaining, the target prob lem be hav ior 
(Dunlap, Lee, & Strain, 2013; Dunlap, Wilson et al., 2013).

Action steps for the Functional Assessment Pro cess:

1. Complete the Prevent checklist (antecedent influences)
2. Complete the Teach checklist (assess function of challenging 

be hav ior)
3. Complete the Reinforce checklist (assess maintaining conse-

quences for challenging be hav ior)
4. Team meets to summarize data:

a. Review each checklist (Prevent, Teach and Reinforce) and 
transfer data for all three checklists to the FBA summary 
 table

b. Based on the FBA summary  table, identify patterns in the 
data

c. Create a hypothesis statement summarizing related vari-
ables that are contributing to, and maintaining the chal-
lenging be hav ior

5. Schedule Meeting 4 to formulate the be hav ior intervention 
plan

When Chris’s team met for a third time they reviewed the Functional 
Be hav ior Assessments that  were completed by Mrs. Fritz, the classroom as-
sistant, Chris’s  mother, and the speech and language pathologist. The team 
compared their answers on the three forms, and consistent results  were ob-
served across  those reporting. More specifically, aggression occurred when 
Chris was instructed to transition to a non- preferred activity or when he was 
instructed to terminate a preferred activity (Prevent Data). Thus, Chris was 
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delaying the transition to the non- preferred activity or the termination of the 
preferred activity (Teach Data). As a result, Chris was obtaining attention 
from adults and peers and delaying non- preferred tasks (Reinforce Data).

Functional be hav ior assessment results in relation to functional com-
munication training revealed that the use of visual supports, a token board, 
and a first then schedule might assist the team (prevent). Both Teach and 
Reinforce data noted that team members would like Chris to request his de-
sires and feelings. Reinforce data also indicated that Chris would respond to 
immediate social praise as well as access to preferred tangible items, such as 
an iPad.

Chris’s FBA data was summarized in Form 8, and the following hypoth-
esis statement was created.

Hypothesis: When Chris is asked to transition to a non- preferred activity, 
or terminate a preferred activity, he then engages in physical aggression, and 
as a result delays the pre sen ta tion of the non- preferred activity and obtains 
attention from adults and peers. Following the review of the FBA data, Chris’s 
team scheduled a fourth meeting to formulate his individualized be hav ior 
plan.

Step 4: Be hav ior Intervention Plan

 After the team has completed the FBA pro cess, they meet to se-
lect appropriate intervention strategies, develop a be hav ior plan, and 
prepare for implementation of the plan. The PTR- YC be hav ior plan 
should contain at least one strategy from each of the Prevent, Teach, 
and Reinforce components in order to create a vigorous intervention. 
The components that the team selects should be linked to the hypoth-
esis statement that the team created based on the FBA pro cess and 
should be empirically- validated. In addition, strategies should be se-
lected based on the skill level of the team (Dunlap, Lee, & Strain, 2013; 
Dunlap, Wilson et al., 2013).

Once the team selects strategies a written be hav ior plan should 
be created. A written be hav ior plan is a crucial part of the PTR- YC pro-
cess, as it ensures that the team has considered all the details regard-
ing the strategies that have been selected. Additionally, this pro cess 
ensures that team members are comfortable with the plan they have 
formulated. This document should detail the implementation of the 
intervention and thoroughly describe the steps of the plan, the mate-
rials that are needed for implementation, who is responsible for im-
plementation, and what consequences the child  will come into contact 
with contingent on desirable be hav ior. If  there is a need for training 
within the be hav ior plan, or fidelity checks throughout the course of 
the intervention,  these details should also be included in this written 
document (Dunlap, Lee, & Strain, 2013; Dunlap, Wilson et al., 2013).
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Action steps for formulating the Be hav ior Intervention Plan:

1. Select appropriate intervention strategies
2. Develop a functionally- equivalent be hav ior plan
3. Write the be hav ior plan

a. Identify student, team members
b. Identify and define prob lem be hav ior
c. Identify and define replacement be hav ior
d. Outline Prevent Strategies
e. Outline Teach Strategies
f. Outline Reinforce Strategies
g. Outline data collection methods and frequency of review 

of data
4. Plan for implementation of the be hav ior plan
5. Schedule Meeting 5 for data review and plan modifications 

(if necessary)

For the fourth meeting, Chris’s team met to develop his individualized 
be hav ior plan. The team selected strategies from each of the PTR- YC compo-
nents. First, a token board was selected (Prevent) for which tokens would be 
pre- loaded at the start of the intervention and gradually faded out  until Chris 
was earning each token in de pen dently. In addition, the team would use a first- 
then card to provide a visual for Chris that once he completed the pres ent 
non- preferred activity he would gain access to his preferred item/activity. The 
team then deci ded they would teach functional communication skills through-
out the school day (Teach) using visuals and modeling. During all classroom 
activities, Chris would be prompted to request a preferred item. Once Chris 
earned the target number of tokens, the reinforcer would be delivered. Lastly, 
reinforcement would occur contingent on Chris appropriately requesting his 
desires and feelings (Reinforce), in place of engaging in physical aggression.

Step 5: Using Data and Next Steps

Continual pro gress monitoring throughout the course of the in-
tervention is vital. If the data does not indicate pro gress, then modifi-
cations must be made to the be hav ior plan. Lack of pro gress could be 
related to the design of the intervention itself, or the fidelity of imple-
mentation. When analyzing the data, the most common modifications 
that are required are: (a) improving the fidelity of implementation; (b) 
selecting a more power ful reinforcer for desired be hav ior; and (c) con-
ducting an additional FBA to more accurately identify the function(s) 
of the target prob lem be hav ior (Dunlap, Lee, & Strain, 2013; Dunlap, 
Wilson et al., 2013).

Data should continue to be collected when they indicate pro gress 
 until responding has remained stable over the course of a few weeks. 
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Figure 2. Chris’s Be hav ior Plan Developed by Team Members.

Behavior Intervention Plan 
	

Child: Chris 
Parent: H 
Team Members: parents, teacher. SLP, aide 
Method of home-school communication: Daily homenote 
Hypothesis: When Chris is asked to transition to a non-preferred activity then he engages in 
aggression as a result, the activity is delayed. 
 
Implementation Phases 
Week one: 10/8/13 Goal Sheet and begin data collection on challenging behavior 
Week two: 11/8/13 Checklists – Prevent, Teach, Reinforce and Summary Table 
Week three: 11/18/13 Behavior Intervention Plan Summary, prepare materials for individual 
interventions 
Week four: 12/9/13 begin implementation of individualized strategies 
 
Behavior to decrease: Aggression – When Chris engages in hitting, kicking, and/or throwing items 
with or without the intent to target an individual 
 
Behavior to increase: Functional communication – When Chris verbally or non-verbally expresses 
his desires and/or feelings 
 
Christian’s warning signs: Say “no”, will drop to the floor, or elope from activity 
 
Prevent strategy: Use visual supports (rules/expectations) and first/then card 

1. Adult will review the classroom rules and expectations with Chris 
2. Adult will review first/then card with Chris (First _____ (activity), the _____ (reinforcer) 
3. Adult will deliver praise appropriate behavior  

 
Teach strategy: Teach functional communication skills 

1. During classroom activities, adult will prompt Chris to request the reinforcer during 
activities. 

2.  Chris will receive the reinforcer after he receives 5 stickers. 
3. Adult will set a timer. 
4. When timer goes off, Chris will turn the timer off and give the reinforcer back to the adult. 
5. Chris will return to activity. 

 
Reinforce strategy: Reinforce desirable behavior 
Materials needed: Token board, stickers, and icons for each activity 

1. Chris will follow the classroom daily schedule. 
2. As soon as Chris follows the instruction (transition or work task), an adult will give him a 

sticker on his token board. 
3. When Chris receives five stickers, he will get a reinforcer for 5 minutes. 
4. The team will start with the token board preloaded with 4 stickers/stars. 

a. When Chris has 3 days with one behavior or less, remove one of the preloaded 
stickers.  

b. 3/19/14 Token board is currently preloaded with 1 sticker 
 
Using Data 
The team will meet every 2 weeks to review the data and progress once the classroom practices 
have been implemented.  All information including data on homenote and data collection will 
be shared with Chris’s family.  If Chris’s behavior does not improve, team will meet to discuss 
revisions/modifications to the behavior intervention plan 
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 After this time, the team should reconvene and plan for maintenance 
or the inclusion of additional target be hav iors (Dunlap, Lee, & Strain, 
2013; Dunlap, Wilson et al., 2013).

Action steps for Using Data and Next Steps:

1. Determine intervals for pro gress monitoring (i.e. ever week 
on Friday)

2. If data indicate pro gress is being made continue with the in-
tervention  until data is stable over the course of a few weeks
a.  After data demonstrates stability over a few weeks plan to 

have the team reconvene to discuss maintenance or the 
pos si ble inclusion of additional target be hav iors

3. If data indicate pro gress is not being made, the team should 
reconvene to evaluate the design of the intervention, the fidel-
ity of the intervention, or the pos si ble need for an additional 
FBA
a. A plan for implementing modifications should be written
b. The person responsible for implementing modifications or 

conducting an additional FBA should be identified
c. A follow-up meeting should be scheduled with the team to 

reassess pro gress following the implementation of modifi-
cations or to evaluate additional data from the second FBA

Throughout the course of the intervention, a reduction in the frequency of 
physical aggression was observed as well as an increase in the frequency 
of functional communication. Figure 1 illustrates the BRS data, of inappro-
priate behavioral episodes (physical aggression) exceeding five minutes and 
in de pen dent functional communication. Figure 1 also includes maintenance 
data collected at six- month intervals following the implementation of the 
intervention. Mrs.  Fritz and her staff implemented the intervention with 
fidelity (range from 80 to 100%).  After the intervention, Chris was able to 
participate in a general education kindergarten class for the majority of his 
day as he continued to demonstrate appropriate be hav ior and maintain zero 
levels of prob lem be hav ior. Given his be hav ior has maintained for the two 
years following intervention, Chris  will be transitioned from a self- contained 
educational placement to a resource caseload at the start of the next school 
year.

Summary

Research has documented the effectiveness of the PBS pro cess to 
address challenging be hav ior in the early childhood educational set-
ting (Dunlap, Lee, & Strain, 2013). Recently, Prevent- Teach- Reinforce 
for Young  Children was designed to assist in the implementation of 
individualized interventions with  children of early childhood age. 
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This manual was designed to increase the effectiveness of interven-
tions and aide in the facilitation of the intervention pro cess (Dunlap, 
Lee, & Strain, 2013; Dunlap, Wilson et al., 2013).

Since beginning of the PTR- YC pro cess, Chris’s team met to identify 
target be hav iors, collect data, and identify the hypothesized function of the tar-
get prob lem be hav ior. Following the identification of the function of the target 
prob lem be hav ior, the team formulated a be hav ior plan to address the chal-
lenging be hav ior using the Prevent, Teach, and Reinforce strategies provided 
in the PTR- YC manual. The be hav ior plan was then implemented and the 
level of fidelity was monitored. Following the implementation of the be hav ior 
plan, Chris demonstrated pro gress within the first week, and continued to 
improve over the course of the next two months of intervention. Chris’s 
teacher, teacher assistant, and speech pathologist collected data to illustrate 
the effects of the intervention. Chris’s target prob lem be hav ior, physical ag-
gression, decreased rapidly from 30- minute episodes to episodes lasting  under 
five minutes within three days following the implementation of the interven-
tion. Chris’s desirable alternative be hav ior (functional communication) in-
creased from only prompted responses to in de pen dent responses in just one 
day following the implementation of the intervention. Using the PTR- YC pro-

Figure 3. Chris’s number of be hav ior episodes lasting over five minutes dur-
ing all study conditions and Chris’s number of in de pen dent function com-
municative responses following the introduction of the intervention.
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cess, Chris’s team was able to strengthen his communicative repertoire as 
well as strengthen and expand his social- emotional repertoire, allowing him 
to participate more fully in both his self- contained and general education 
classroom settings.
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